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Editorial

The Turkish Journal of Giftedness and Education is now under a new name “TALENT.” The decision
for the change of the title was based on sound reasons. I think that the concept of “gifted education” is
rather narrow in its scope and becoming outdated as our conceptions of talent and giftedness have
dramatically changed in the last fifty years. By changing the title, we will target at all talent fields, from
academics to sports and others that will emerge in the future. Thus, from now on, we will have a differ-
ent vision on publishing Talent. We will focus on rigorous scientific research and evidence-based prac-

tices on the development of talent and creativity.

I am happy that Joseph S. Renzulli wrote a leading article for the 10th volume and the first issue of
Talent. In his article, he proposes the production of social capital in gifted education. Although social
capital is not a new concept in some fields, it is rather new in gifted education. Thus, Renzulli opens up
a new gate for researchers in gifted education and talent development. He carries out a powerful dis-
cussion on his model “Operation Houndstooth” and social capital and examines the relationship be-
tween the characteristics of gifted leaders and their motivation to produce social capital. I think that we
have overemphasized intellectual capital and underemphasized social capital. The irony is that we

probably have more social problems than scientific and technological problems.

In another study, April Walker and Todd Kettler investigated the effect of a debate intervention on
students’ critical thinking. They found that high-ability students benefited more from the intervention
than did general education students. Based on findings, they suggested a possible aptitude-treatment

interaction or the Matthew effect.

Christine Ireland, Terence V. Bowles, Kimberley A. Brindle and Susan Nikakis investigated differences
between teachers’ and students’ perceptions of curriculum differentiation strategies to extend highly
able students in mixed-ability secondary science classes in Australia. Because of differences between
teachers’ and students’ perceptions of curriculum differentiation, the researchers suggested further re-

search on curriculum differentiation that includes students’ perspectives.

Necati Bilgic and Aysegiil Ataman evaluated the decisions related to talent education made in the Con-
gresses of the Ministry of National Education in Turkey since 1938. The research obviously requires a
lot of work. In their analyses, they found that decisions were not system-based but person-based and

not sustainable and were shaped by government politics.

Hasan Akdeniz and Giilgiin Bangir Alpan investigated talented students’ creative problem solving
styles. They found that students preferred conceptualizer style, generator style, optimizer style, and

implementer style. Their styles differed according to their talent areas.

Lastly, Seraceddin Levent Zorluoglu, Yasemin Cetin, Aybiike Asik, Zeynep Nur Giindiiz and Hiiseyin
Mertol carried out a research study on what teachers of talented students used as measurement and
evaluation tools and methods. They found that teachers did not use any specific tools or methods rather

they employed alternative methods to assess talent students.
Enjoy your readings and be safe in COVID-19 days!

Ugur Sak
Founding Editor
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Promoting Social Capital by Expanding the Conception of Giftedness

Joseph S. Renzulli?

“The good we secure for ourselves is precarious and uncertain until
it is secured for all of us and incorporated into our common life.”

Changing the World...One Life at a Time

After repeatedly observing the little boy crying on the school bus, Melanie, a
fifth grade student, took a seat next to him and struck up a conversation.
“You don’t understand,” said Tony, a first grader whose face was practically
hidden behind the thickest eyeglasses Melanie had ever seen. “You see these
glasses? I'm partially sighted. The kids trip me and make fun of me; I have
special books for my subjects, but there are no books in the library that I can
read. ”Later that day Melanie approached her enrichment teacher and asked
if she could make Tony her “Type III” Project [Type III Enrichment in The
Enrichment Triad Model (Renzulli, 1977, p.22) is a self-selected individual or
small group investigation of a real problem] for the year. Over the next sev-
eral days, Melanie and the enrichment teacher drew up a plan that began with
some “friendly persuasion” for the boys that were harassing Tony. A few of
the school’s bigger, well-respected boys and girls escorted him from the
school bus and sat with him in the lunchroom. Melanie then asked Tony a
series of questions from an instrument called the Interest-A-Lyzer to deter-
mine what some of his reading interests might be. She recruited a number of
the school’s best writers to work on large print "big books” that dealt with
Tony’s interests in sports and adventure stories. She also recruited the
school’s best artists to illustrate the books, and served as the editor and pro-
duction manager for the series. As the project progressed over the next sev-
eral months, a remarkable change took place in Tony’s attitude toward
school. He became a local celebrity, and other students even signed out books
from Tony’s special section of the library. Melanie’s creative idea and her
task commitment resulted in the development of profound empathy and sen-
sitivity to human concerns and the application of her talents to an unselfish
cause. When questioned about her work, Melanie explained simply, “It
didn’t change the world, but it changed the world of one little boy.”

Background

Jane Addams

In the early 1970s I began work on a conception of giftedness that challenged the traditional view

of this concept as mainly a function of high scores on intelligence tests. This work was greeted by

a less than enthusiastic reception from the gifted establishment of the time including rejections of

my writing by all the main journals in the field of gifted education. My convictions about a broad-

ened view of human potential caused me to seek an audience elsewhere, and in 1978 the Kappan

published my article entitled, What Makes Giftedness: Reexamining a Definition (Renzulli, 1978).

ICorresponding author, Prof., Director, The National Research Center on the Gifted and Talented, The Neag School of Education, University
of Connecticut, USA; joseph.renzulli@uconn.edu, ORCID: 0000-0002-5370-9633
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Renzulli Social Capital and Giftedness

In the ensuing years scholars, practitioners, and policy makers began to gain a more flexible atti-
tude toward the meaning of this complex phenomenon called giftedness, and the 1978 Kappan
article is now the most widely cited publication in the field. I mention this fortunate turn of events
mainly to call attention to the always expectant hope that people can change their minds about a
long cherished belief; and to acknowledge the courage of Robert Cole, the Kappan editor, who was

willing to take a chance on what was at the time a decidedly unpopular point of view.

In what is now popularly known as the three-ring conception of giftedness (above average but not
necessarily superior ability, creativity, and task commitment), I embedded the three rings in a
hounds tooth background that represents the interactions between personality and environment
(see Figure 1). These factors aid in the development of three clusters of traits that represent gifted
behaviors. What I recognized but did not emphasize at the time was that a scientific examination
of a more focused set of background components is necessary in order for us to understand the
sources of gifted behaviors and more importantly, the ways in which people transform their gifted
assets into constructive action [Note: I prefer to use the word, “gifted,” as an adjective rather than
anoun]. Why did Melanie devote her time and energy to a socially responsible project that would
improve the life of one little boy? And can a better understanding of people who use their gifts in
socially constructive ways help us create conditions that expand the number of people who con-
tribute to the growth of social as well as economic capital? Can our education system produce
future corporate leaders who are as sensitive to aesthetic and environmental concerns as they are
to the corporate bottom line? Can we influence the ethics and morality of future industrial and
political leaders so that they place gross national happiness on an equal or higher scale of values
than gross national product? These are some of the questions we are attempting to address in an
ongoing series of research studies that examine the relationship between non-cognitive personal

characteristics and the role that these characteristics play in the development of social capital.

General Performance Areas

Mathematice Vigual Artz Phyeical Sciences
Philosophy Social Sciences Law
Religion Language Arts Music
Life Sciences Movement Arte
Specific Performance Areas
Cartooning Demography Elactronic Music
Aztronomy Microphotography Child Cara
Public Opinion Polling City Planning Congumer Protection
Well-Above e Jewslry Design Pollution Gontrol Cooking
Average Creativity . .
Abil “!l’ Map Making Poetry Ornithology
Choreagraphy Fashion Daszign Furniturs Dezign
Biography Weaving Mavigation
Film Making Play Writing Gensalogy
Statistica Advertising Sculptura
Task Local History Costume Dasign Wildlife Managemeamnt
Commitment Elsctronice Matsorology Set Design
Mugzical Composition FPuppetry Agricultural Research
Landscape Marksting Plant Science
Architectura Gamea Dezign Animal Learning
Chemistry Journalism Film Criticism
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Figure 1. The Three Ring Conception of Giftedness
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What Is Social Capital and Why Is It Important?

Financial and intellectual capital are the well-known forces that drive the economy and result in
generating highly valued material assets, wealth production, and professional advancement all
important goals in a capitalistic economic system. Social capital, on the other hand, is a set of
intangible assets that address the collective needs and problems of other individuals and our com-
munities at large. Although social capital cannot be defined as precisely as corporate earnings or
gross domestic product, Labonte (1999) eloquently defines it as: "something going on 'out there' in
peoples day-to-day relationships that is an important determinant to the quality of their lives, if
not society's healthy functioning. It is the 'gluey stuff' that binds individuals to groups, groups to
organizations, citizens to societies” (p. 431). This kind of capital generally enhances community
life and the network of obligations we have to one another. Investments in social capital benefit
society as a whole because they help to create the values, norms, networks and social trust that

facilitate coordination and cooperation geared toward the greater public good.

Striking evidence indicates a marked decline in American social capital over the latter half of the
century just ending. National surveys show declines over the last few decades in voter turnout
and political participation, membership in service clubs, church-related groups, parent-teacher as-
sociations, unions, and fraternal groups. For example, membership in the League of Women Vot-
ers has decreased by 42 percent since 1969 and an even greater decrease (59 percent) has been
recorded for the Federation of Women’s Clubs. Similar reductions are found in volunteerism to
organizations such as the Red Cross and Boy Scouts, and to service and fraternal groups such as
the Jaycees, the Elks, the Lions, and the Masons (Putnam, 1995). These declines in civic and social
participation have been paralleled by an increasing tendency for young people to focus on narrow

professional success and individual economic gain.

What is perhaps most striking when examining the commentary of leading scholars about the dif-
ferences between economic and social capital is that investments in both types of national assets
can result in greater prosperity and improved physical and mental health as well as a society that
honors freedom, happiness, justice, civic participation, and the dignity of a diverse population.
Putnam (1993, 1995) pointed out that the aggregation of social capital has contributed to economic
development. He found that widespread participation in group activities, social trust, and coop-
eration created conditions for both good government and prosperity. Putnam traced the roots of
investments in social capital to medieval times and concluded that communities did not become
civil because they were rich, but rather they became rich because they were civil. "Researchers in
such fields as education, urban poverty, unemployment, the control of crime and drug abuse, and
even health have discovered that successful outcomes are more likely in civically engaged commu-
nities" (Putnam, 1995, p. 66). Other researchers have concluded that social capital is simultaneously
a cause and an effect leading to positive outcomes such as economic development, good govern-
ment, reduced crime, greater participation in civic activities, and cooperation among diverse mem-

bers of a community. (Portes, 1998).

Researchers who have studied social capital have examined it mainly in terms of its impact on

communities at large, but they also point out that it is created largely by the actions of individuals.
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They also have reported that leadership is a necessary condition for the creation of social capital.
Although numerous studies and a great deal of commentary about leadership have been discussed
in the gifted education literature, no one has yet examined the relationship between the character-

istics of gifted leaders and their motivation to use their gifts for the production of social capital.
Gifted Education and Social Capital

Research on the characteristics of gifted individuals has addressed the question: What causes some
people to use their intellectual, motivational, and creative assets in ways that lead to outstanding
manifestations of creative productivity, while others with similar or perhaps even more consider-
able assets fail to achieve high levels of accomplishment? Perhaps an even more important ques-
tion so far as the production of social capital is concerned is: What causes some people to mobilize
their interpersonal, political, ethical, and moral realms of being in such ways that they place human
concerns and the common good above materialism, ego enhancement, and self-indulgence? How
can we understand the science of human strengths that brings about the remarkable contributions
of people like Nelson Mandela, Rachel Carson, Mother Theresa, and others who have focused their

talents on bringing about changes that are directed toward making the lives of all people better?

The folk wisdom, research literature, and biographical and anecdotal accounts about creativity and
giftedness are nothing short of mind boggling; and yet, we are still unable to answer these funda-
mental questions about persons who have devoted their lives to improving the human condition.
Several writers (Gagné, 1985; Gardner, 1983; Monks, 1991; Renzulli, 1978; Sternberg & Davidson,
1986; Tannenbaum, 1986) have speculated about the necessary ingredients for giftedness and cre-
ative productivity. These theories have called attention to important components and conditions
for high level accomplishment, but they fail to explain how the confluence of desirable traits result
in commitments for making the lives of all people more rewarding, environmentally safe, peaceful,
and politically free. Concern for a psychology that focuses on these positive human concerns is
especially important because it will help give direction to the educational and environmental ex-
periences we might be able to provide for the potentially gifted and talented young people who
will shape both the values and the actions of the new century.

That certain ingredients are necessary for creative productivity is not debatable; however, the spe-
cific traits, the extent to which they exist, and the ways they interact with one another will continue
to be the basis for future theorizing, research, and controversy. We need to learn more about all
aspects of trait theory, but I also believe that new research must begin to focus on that elusive
“thing” that is left over when everything explainable has been explained. This “thing” is the true
mystery of our common interest in human potential, but it also might hold the key to both explain-

ing and nurturing that kind of genius that has been applied to the betterment of mankind.
Operation Houndstooth

One of the more fortunate new directions in the social sciences in recent years has been the devel-
opment of the positive psychology movement. Championed by Martin E. P. Seligmen, this move-

ment focuses on enhancing what is good in life rather than fixing what is maladaptive behavior.
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The goal of positive psychology is to create a science of human strengths that will help us to un-
derstand and learn how to foster socially constructive virtues in young people. Although all of
society's institutions need to be involved in helping to shape positive values and virtues, schools
play an especially important part today because of changes in family structures and because people
of all ages now spend more than a fifth of their lives in some kind of schooling. In a research study
dealing with developing excellence in young people, Larson (2000) found that average students
report being bored about one-third of the time. He speculates that participation in civic and so-
cially engaging activities might hold the key to overcoming some of the disengagement and disaf-
fection that is rampant among American youth. Larson argues that components of positive devel-
opment such as initiative, creativity, leadership, altruism, and civic engagement can result from
early and continuous opportunities to participate in experiences that promote characteristics asso-

ciated with the production of social capital.

This article examines the scientific research that defines several categories of personal characteris-
tics found in the hounds tooth background underlying the three ring conception of giftedness.
Collectively referred to as Operation Houndstooth, these categories include, but may not be limited
to: Optimism, Courage, Romance with a Topic or Discipline, Sensitivity to Human Concerns, Phys-
ical/Mental Energy, and Vision/Sense of Destiny. Empirical research and anecdotal exemplars of
adults and young people who have displayed these concerns will be described, present research
studies and instrument development initiatives will be reported, and an agenda for programmatic
research that hopefully will lead to a better understanding of positive human concerns will be dis-
cussed. Finally, suggestions will be made regarding how parents, schools, and the society at large
might take a more active part in providing opportunities, resources, and encouragement for par-
ticipation in experiences that promote the kinds of positive human concerns that are the raw ma-

terial of increased social capital.

The positive psychology movement, coupled with my continuing fascination about the scientific
components that give rise to socially constructive giftedness, has resulted in an examination of
personal attributes that form the framework of Operation Houndstooth. A comprehensive review
of the literature and a series of Delphi technique classification studies led to the development of an
organizational plan for studying the six components and thirteen subcomponents presented in Fig-
ure 2. I will refer to these traits as co-cognitive factors because they interact with and enhance the
cognitive traits that we ordinarily associate with the development of human abilities. Moon (2000)
suggests that constructs of this type, including social, emotional, and inter/intra-personal intelli-
gence are related to each other and are independent from traditional measures of ability. The two-
directional arrows in this diagram are intended to point out the many interactions that take place

between and among the Houndstooth components.

Before discussing the Houndstooth components it is important to point out that we are in the early
stages of trying to understand a very complex concept. Quick and easy answers about promoting
larger amounts of social capital as a national goal may be years away, but it is my hope that this
article will motivate other investigators to sense the importance of this challenge and pursue stud-
ies that will contribute to our understanding of this complex concept. Itis also my hope that school

personnel will begin to think about steps that they can take now to make changes in the ways we
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promote in young people some of the virtues discussed below. And earlier is better! Howard
Gardner has commented on the importance of early experiences in acquiring enduring habits of
mind: “Research shows that when children are young they develop what you call intuitive theories.
It's like powerful engravings on your brain. Teachers don’t realize how powerful they are, but
early theories don’t disappear, they stay on the ground” (Gardner quoted in Kogan, 2000, p. 66).
Wouldn’t it be nice if we began engravings that might lead to societal improvements rather than

the status and materialism markers so prevalent in the life styles of many of our young people?
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Figure 2. Intelligences outside the Normal Curve

Thus, the goals of Operation Houndstooth are twofold. First, we examine the scientific research
that has been conducted on the components in Figure 2. This phase includes clarifying definitions
and identifying, adapting, and constructing assessment procedures that will help us to extend our
understanding of the components, especially in young people. A major assumption underlying
this project is that all of the components defined in our background research are subject to modifi-
cation. Thus, the second phase consists of a series of experimental studies to determine how vari-
ous school-related interventions can promote the types of behavior defined within the respective
components. These interventions will draw upon existing and newly developed techniques that

can be used within various school and extracurricular contexts.
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Optimism

The most widely investigated Houndstooth component is optimism. The advent of positive psy-
chology and multi-dimensional research approaches to health and wellness, have created an envi-
ronment ripe for the resurgence of research on optimism. Although difficult to define with abso-
lute parameters, Peterson (2000) describes it as an amoeba-like, “velcro” concept to which every-
thing seems to stick for reasons that are not entirely obvious. The reason for optimism’s amoebic
and adhesive nature is its complexity. Peterson encourages a shift from a purely cognitive ap-
proach toward conceptualizing optimism as a cognitive characteristic with strong emotional and
motivational overtones. Culture appears pivotal in that social values influence individuals, and
individual differences in the measurement of optimism are prominent within positive social sci-
ence research. As we move forward with experiments to promote optimism, this observation re-
minds us that opportunities should be sought to capitalize on the cultural strengths of diverse

groups.

Current researchers have investigated the effects of optimism in a variety of contexts ranging from
medicine and psychotherapy to the home, the office, and the classroom (Aspinwall & Richter, 1999;
Chang, 2001; Fredrickson, 2000; George & Scheft, 1998; Peterson, 2000; Scheier & Carver, 1985;
Seligman, 1991; Stipek, Lamb, & Zigler, 1981; Tiger, 1979). The best current understanding of
optimism is that it is a mood or attitude associated with an expectation about a future that one
regards as socially desirable — either to the individual’s advantage or for the individual’s pleasure
(Tiger, 1979).

Optimism appears to have evolutionary benefits (Tiger, 1979) and is susceptible to alteration. Im-
agine optimism as a rooted tree and human nature as the soil. The soil holds the seed and enables
initial development of the tree. In the right conditions, with the right nutrients, that tree will grow
larger. On the other hand, if conditions are counterproductive or even less than favorable, the tree
will wither and die. Optimism is something we all have to a certain degree; it is a personal, dispo-
sitional trait that appears to mediate between external events and individual interpretation of those
events (Seligman & Csikszentmihalyi, 2000). Yet, work by Seligman and his colleagues (1991, 1995)
have illustrated those optimistic behaviors or mindsets can be modified (learned) through reflec-
tive self-awareness and intervention strategies. Aspinwall and Brunhart (2000) note that while op-
timism may be based on one’s sense of competence or learned ways of coping, it may also be rooted
in a variety of beliefs in powers that transcend the individual, such as spiritual or religious beliefs.
In fact, Lionel Tiger, in his book, Optimism: The Biology of Hope, (1979), argues that religions may
have arisen in response to people’s biological need to be optimistic. Beliefs in powers outside the

self are quite personal and are culturally as well as individually variable.

Given the state of affairs in combination with ample literature explaining optimism’s positive ben-
efits to well-being, coping, perseverance, health, and happiness, it is essential that we expand our
understanding of the power of optimism in the development of talent. It is difficult to maximize
an individual's potential when hampered by physical disorders, depleted energy levels, and neg-
ative attitudes and expectations, let alone if one is ill equipped at coping and has difficulty perse-

vering. Perhaps those students with high measures of optimism in combination with other co-

8 Talent 2020, 10/1



Renzulli Social Capital and Giftedness

cognitive factors presented in this article are the very students most likely to develop into the cre-

ative producers and eminent leaders, of tomorrow.
Courage

The factor of courage has been described in various contexts. Physical courage, facing physical
danger; psychological courage, facing one’s own irrational fear; and moral courage, maintaining
moral integrity while overcoming the fear of being rejected by the group (Putman, 1997). Moral
courage is strongly correlated with other Houndstooth factors such as empathy, altruism, and sen-
sitivity to human concerns. The concept of sensitivity to human concerns combines these concepts
into action in that through heartfelt feeling for another’s plight, one will act courageously for the

benefit of others, even in the face of societal disapproval.

Courage has also been discussed in connection with the emergence of creativity, so much so that
MacKinnon (1978) recognized it as the most significant characteristic of a creative person. This
includes questioning what’s accepted, being open to new experiences, listening to one’s own intu-
ition, imagining the impossible, and standing aside, or against, the group if necessary. Berman
(1997) agrees with MacKinnon, pointing out that the job of teachers is not so much to teach traits
such as courage, but rather to model them. Berman’s work deals with the development of prosocial
behaviors inherent in growth of moral courage. His work reflects a body of literature that docu-
ments the early natural ability of children to feel empathic towards others and at very early ages
(Gove & Keating, 1979; Zahn-Waxler & Radke-Yarrow, 1982).

Often the creative person must grapple with internal blocks or fears that must be overcome in
order to seek and express the truths of new ideas, popular or not. Nicolaus Copernicus drew on
great psychological courage to resist the overwhelming sense of perception and tradition that told
men of his time how the sun rises and sets. As the individual power of his mind began to discover
the illusion of the popular thinking, he struggled with the conflict between his pious religious faith
and the truth of his profound discovery. He found solace for his seemingly heretical thinking in
the very faith that posed his conflict: "...All I can do is to adore when I behold this unfailing regu-
larity, this miraculous balance and perfect adaptation. The majesty of it all humbles me to the dust
(Barns, 1979, p. 112)." This man, along with those who followed his lead -Kepler, Bruno, and Gal-

ileo - exemplified great psychological courage in pursuit of the truth.

Many people are blocked when they find themselves in psychological servitude, or under the emo-
tional manipulation of another being. Psychological courage must be developed to live a normal
life of individuating from parents and developing healthy relationships that do not interfere with
independent functioning. A strong basis of psychological courage is necessary for making good
decisions that establish positive conditions for the productive functioning of the individual rather
than decisions based in denial of problems or for instant gratification (Putman, 2000). Education
for moral and physical courage is more common in our culture than training in psychological cour-
age. The growth of psychological courage lies more deeply in an understanding of positive human

development, and is fundamental to the development of the other kinds of courage (Putman, 1997).
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Romance with a Topic or Discipline

The concept of romance with a topic can be explored through the notions of passion, peak experi-
ence, or flow. This relates to physical and mental energy in that intrinsic motivation exists in the
context of topics that have appeal or ones that arise from personal interest (Ryan & Deci, 2000).
When all of these elements are present, the original meaning of the word passion becomes relevant.
The Latin root of the word is pati, meaning to suffer. One is willing to suffer for that which one
loves. The concept of suffering also implies the connection with effort, exertion, and intense action
(Kaufman, 2000).

Passion has stimulated interest among philosophers and poets for millennia. The connection to

the creative spirit has always been a target of inquiry in Socrates” writings:

Thereis a . .. form of madness or possession of which the Muses are the source. This seizes a tender,
virgin soul and stimulates it to rapt, passionate expression . . . glorifying the countless glorious
deeds of ancient times for the instruction of posterity (Eliot, 1909, Vol. 7, p. 422).

And from the work of Burke in the 1700s:

The passion . . . is that state of the soul, in which all its motions are suspended . . . in this case the
mind is so entirely filled with its object that it cannot contain any other (Eliot, 1909, Vol. 24, p.
47).

This description precedes the theory of flow as described by Csikszentmilhalyi (1990). When one
becomes thoroughly engaged in an activity in which the balance of ability and challenge meshes,
the resulting experience is one of total absorption and self- actualization. In Csikszentmilhalyi’s
research (1996), participants' activities stimulated the feeling of flow were often “painful, risky,
difficult activities that stretched the person’s capacity and involved an element of novelty and dis-
covery” (p.110). The activity became almost automatic yet with a high focus of consciousness. This
state is also represented in the highest order of Maslow’s hierarchy of basic needs (Maslow, 1954).
Human beings are motivated to reach the highest level of self-actualization finding a nearly spir-

itual satisfaction in activity.

In the study of creative and eminent adults, the love of a topic has usually begun at an early age
and blossomed under nurturing circumstances. Talent, personality and ability are often not
enough to succeed without the ingredient of the labor of love (Amabile, 1983). Popular wisdom
encourages counselors of young people to advise them to do what they love, yet we may need to
go beyond this traditional advice. Without emphasis also on the difficulty and sometimes pain of
achievement, and an acknowledgement of the darker emotions of fear, anxiety, disillusionment
and rage that are part of real passions along with strategies to cope with this part of the passionate

experience, the concept of romance with a topic becomes only a romantic fantasy (Kaufman, 2000).
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Sensitivity to Human Concerns

Sensitivity to human concerns deals with the concept of moral courage and its correlates of empa-
thy and altruism. The roots of these words give a universal basis for their definition: empathy
(Greek, pathos — feeling), altruism (Latin, alter — other). The concept of sensitivity to human con-
cerns combines these concepts into action in that through heartfelt feeling for another’s plight, one
will act, even in the face of societal disapproval, for the benefit of others. Berman’s (1997) work
deals with the development of prosocial behavior, which encompasses the development of empa-
thy, altruism, and sensitivity to human concerns. His work echoes a body of literature that docu-
ments the early natural ability of children to feel empathic towards others and at very early ages
(Gove & Keating, 1979; Zahn-Waxler & Radke-Yarrow, 1982).

Instruments to measure empathy have been developed (Chlopan, McCain, Carbonell & Hagen,
1985; Feshback, & Hoffman, 1978). A meta-analysis of studies in the relationship between empathy
and prosocial behavior shows inconsistent results in the relationship, but generally finds the
strength of the association to increase with age. Inconsistencies can be a result of various methods
of assessment. (Underwood & Moore, 1982) Implications lead to the question of whether these
traits can be influenced by environment, or more importantly, can we teach sensitivity? Danish
and Kagan (1971) found significant changes on the Scale of Affective Sensitivity in a control group

after an intensive counseling intervention.

Other researchers have found a relationship between empathic or altruistic tendencies and helping
behaviors (Eisenberg & Miller, 1987; Eisenberg-Berg, 1979; Mehrabian & Epstein, 1972; Reis, 1995).
This connection suggests the importance of developing ways to increase empathic tendencies if
sensitivity to human concerns is a trait of value. This appears particularly important in our current
climate as a number of studies have pointed to a decrease in knowledge and caring about social
concerns among young people (Fowler, 1990; Hart, 1989; Times, 1990). The need for developing

these traits is best summarized by the social psychologist Uri Bronfenbrenner (1979):

No society can sustain itself unless its members have learned the sensitivities, motivations, and skills
involved in assisting and caring for other human beings. Yet the school, which is carrying the pri-
mary responsibility for preparing young people for effective participation in adult life, does not, at
least in American society, give high priority to providing opportunities in which such learning could

take place (p. 8).

Research suggests that the environment can influence the nurturing of these traits, (Battistich, Wat-
son, Solomon, Schaps & Solomon, 1991; Berman, 1997; Danish & Kagan, 1971; Zahn-Waxler &

Radke-Yarrow, 1982) and the indications are that as a society, this must become an imperative.
Physical and Mental Energy

Physical and mental energy are more difficult to define, and are best understood in the context of
several related factors that have been discussed in the research literature. The nature of charisma,

defined often as nonverbal emotional expressiveness and the ability to inspire followers with ad-
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miration (Lindholm, 1990), implies a high level of physical and mental energy. Curiosity, or in-
quisitiveness, also manifests in high levels of energy or intensity. In her study of eminent older
women, Reis (1995) also found a sense of vitality and energy to be an essential personal character-

istics.

The importance of this energy level to creative production has been identified and described by
several different theorists. John-Steiner (1997) states: “Creativity requires a continuity of concern,
an intense awareness of one’s active inner life combined with sensitivity to the external world . . .
intensity is then the one universal given in this account of creative thinking” (p. 219). Dabrowski
(1977) identifies five specific areas of sensitivity that are described as over excitabilities. Some chil-
dren exhibit intense energy levels in one or more of these five areas: psychomotor, intellectual,
emotional, imaginational, and sensual. These can often be identified and misinterpreted by teach-
ers and counselors in the labeling of children as hyperactive, impulsive, or unable to sustain atten-
tion (Baum, Olenchak, & Owen, 1998). These traits can be challenging for adults dealing with
young people, but such traits when guided and nurtured, can lead to successful accomplishments,
and when ignored can often lead to pathology. Many of the great leaders and producers of history
(e.g., Leonardo de Vinci, Albert Einstein, Margaret Senger, Booker T. Washington) displayed such
intensities. This has lead psychologists to also question whether the outer limits of mental stability
or even mental health are prerequisites for creative behavior (John-Steiner, 1997). In the search to
nurture creative behavior, the thinking should be perhaps to value and guide some of these inten-

sities rather than try to label and remediate them.

The potential for both positive and negative manifestation permeates the literature in the work on
charisma as well. Charismatic figures are represented by historical theorists such as Nietzshe and
Weber to be more vivid than ordinary mortals; they appear to exist in an altered and intensified
state of consciousness that is outside of ordinary emotional life (Lindholm, 1990). The power of a
charismatic leader is absolute and can be used for positive or negative ends. Examples are seen in
Martin Luther King, and John F. Kennedy on one end of the spectrum, and Adolph Hitler, Charles
Manson, and David Koresh on the other. Instruments have been developed to measure charismatic
tendencies based on self- report (Friedman, 1980), yet much work needs to be done not only in
measuring and developing charismatic traits, but in developing moral courage and sensitivity to
human concerns so that these abilities can be used for societal good and advancement rather than,

as history has shown can often be the case, for personal power and even crimes against humanity.

Curiosity or inquisitiveness can be yet another component of physical and mental energy, fueling
one’s desire for learning even when the application of knowledge is not readily apparent. This
suggests an investigation of self-determination theory and the concept of intrinsic motivation
(Ryan & Deci, 2000). Findings show that these are related to three psychological needs: compe-
tence, autonomy, and relatedness. When these conditions are met, the result is increased motiva-
tion and mental health and when hindered, lead to diminished well-being. Several scales measur-
ing inquisitiveness include items that emphasize the desire to explore many topics and learning
for learning’s sake (Gottfried, 1982; Kreitler, Kreitler & Zigler, 1974; Naylor, 1981). Extensive curi-

osity can lead to dangerous behaviors as well, yet studies also show a more predominant positive
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relationship between curiosity and creativity (Padhee & Das, 1987). Identification of social or en-
vironmental factors that nurture these traits concerns many researchers. Non-punitive environ-
ments open to exploration rather than those which exert excessive control, provide low levels of
challenge, and lack connectedness prove to allow for optimizing potential in the expression of
physical and mental energy (Berman, 1997; Ryan & Deci, 2000). Finally, the first of the seven da
Vincian principles representative of that energetic icon is “curiosita” — an insatiably curious ap-

proach to life and an unrelenting quest for continuous learning (Gelb, 1998).
Vision/Sense of Destiny

Vision/Sense of Destiny is the least researched component of Operation Houndstooth, and yet we
know from the history of civilization that persons with vision and a sense of destiny have truly
made the modern world. Although there is a paucity of literature directly associated with destiny,
the life histories of individuals eminent in their respective fields strongly suggest that vision and
destiny are integral to the development of extraordinarily high levels of performance and success.
Examples include Albert Einstein, Rachel Carson, and Martin Luther King, Jr. Individuals pos-
sessing a sense of vision or destiny are apparent not only in retrospect but during early develop-
ment. Consider the boy who is currently youth spokesperson for the World Centers of Compassion
for Children, an organization to which he is devoted and for which he has traveled, encouraging
education and policy for global non-violence (Silverman, Roeper, & Smith, 2000). While identifi-
cation and description of the characteristics setting these individuals apart from simple perfor-
mance or success is difficult, the manifestation of those characteristics is quite obvious. Given the
difficulty in identifying and describing characteristics that highlight the contributions and level of
commitment of such individuals, it is not surprising that quantifying and defining those character-

istics are far from accomplished.

Despite the dearth of research literature in these areas, possible components of these factors seem
to be emerging from a few well-researched areas of psychology and education. These include
achievement motivation, competence motivation, locus of control, intrinsic motivation, self-deter-
mination theory, and self-regulation theory (Ambrose, 2000; Rea, 2000; Rotter, 1966; Ryan & Deci,
2000; Schwartz, 2000; Wicker, Lambert, Richardson, & Kahler, 1984; Williams, 1998; Wong &
Csikszentmihalyi, 1991). Erikson (1964) spoke of the will as the unbroken determination to exercise
free choice as well as self-restraint. He also spoke of purpose as the courage to envision and pursue
valued goals, and of competence as that which eventually becomes “workmanship.” Almost all
the research on gifted contributors to all walks of life points out that eminent individuals possess
an urge not to settle, conform, or become complacent. This research consistently recognizes the
task commitment of these individuals for continuing their efforts, sometimes under the most ad-

verse circumstances.

A sense of direction falls under the vision and sense of destiny component in Operation Hound-
stooth as does a sense of power to change things. In research about gifted women Reis (1995, 1998)
found that a sense of destiny characterized those who achieved eminence. Of course, finding lit-
erature directly addressing these subcomponents has been as futile as the searches pertaining to

vision and destiny. However, if one pulls these subcomponents into the mix of motivation theories,
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self-determination, and locus of control, an intriguing thought experiment is possible a mental ex-
ercise that may lead to the most effective method for defining and describing these non-intellective

factors.

If we can assume that those individuals with high measures of internal locus of control are likely
to have high measures of some combination of curiosity, personal interest, and achievement moti-
vation, then we can infer that having a highly internal locus of control may lead that individual to
a sense of purpose. With a sense of purpose, self-determination would seem reinforced, perhaps
magnified, leading to a sense of direction. As an individual begins to possess that sense of direc-
tion, he or she will be more apt to develop a vision for his or her future. With a sense of vision,
comes the feeling that one has the power to make a difference (a sense of power to change things),

and once that is in place, it seems a natural conclusion that a sense of destiny arises.

In his article on optimal motivation, Rea (2000) offers a formula-like definition for achievement
motivation. Achievement motivation, as he presents it, is comprised of expectancy, value, and
affect, which, when optimized, produce optimal achievement evidenced as Csikszentmihalyi’s
concept of flow. Rea relates serious fun to flow, and says that students are optimally motivated to
develop their talents when in flow because their physical and mental well-being and their perfor-
mance levels are high. If Rea is correct that flow (seen as optimal achievement motivation) is the
ideal situation for talent development, and if the thought experiment above is accurate in including
achievement motivation (along with intrinsic motivation, self-determination, and internal locus of
control) as a foundational precursor to vision and destiny, then one can begin to illustrate how

talent development relates to the co-cognitive factors and their subcomponents described herein.
The Role of Gifted and General Education

The history and culture of mankind can be charted to a large extent by the creative contributions
of the world’s most gifted and talented men and women. Advocates for special services for the
gifted regularly invoke the names of persons such as Thomas Edison, Marie Curie, Jonas Salk, Iso-
dora Duncan, and Albert Einstein as a rationale for providing supplementary resources to improve
the educational experience of potentially gifted young people. If we assume that it has, indeed,
been these people who have created the science, culture, and wisdom of centuries past, then it is
also safe to assume that persons who are the stewards and nurturers of today’s potentially able
young people can have a profound effect on shaping the values and directions toward which our
society’s future contributors of remarkable accomplishments devote their energies. Such steward-
ship is an awesome responsibility, and yet it has some intriguing overtones, because the names of
persons who will be added to the lists of Edisons and Einsteins are in our homes and classrooms
today. Itis also important to point out that this stewardship does not rest solely with teachers who
are directly responsible for gifted programs. Melanie did, in fact, do her work as part of a special
program for the gifted, but many other instances of creative productivity and problem solving by
young people are guided by teachers in general education programs. In spite of our best efforts to
identify students for special programs, predicting who will be our most gifted contributors is still
a very inexact science. What is even more significant, so far as our work on Operation Houndstooth

is concerned, is that by expanding the conception of giftedness beyond the traditional high scoring
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test-takers and good lesson-learners paradigm, we will find a rich source of potentially gifted con-
tributors in a broad and diverse population of non-selected students as we find in students tradi-
tionally selected for gifted programs. Said another way, does anybody really care about the test

scores or grade point average of people like Melanie or Martin Luther King, Jr?
Are the Goals of Operation Houndstooth Realistic?

There have been times in the history of civilization when the zeitgeist has resulted in elevating a
society's values toward concerns that emphasize the production of social capital. The focus on
democracy in Ancient Greece, the ascendancy of the arts during the Renaissance, and the elevation
of man as a logical and rational thinker during the Reformation are examples of times when entire
cultures and societies brought new ways of thinking to bear on issues that enriched the lives of
people. And even in our own country, there were times when our culture placed a higher value
on a sense of community and the dedication of individual and group efforts toward improvement
of the greater good. In 1830, Alexis de Tocqueville, the French philosopher and celebrated com-
mentator on our emerging democracy, wrote about the need and desire for civil associations of all
kinds on the parts of Americans who, he observed, worked together with their fellow citizens to-
ward common goals. "Americans of all ages, all conditions, and all dispositions constantly form
associations ...," he noted. "Nothing in my opinion is more deserving of our attention than the
intellectual and moral associations of America" (de Tocqueville, 1945, p. 109). De Tocqueville went
so far as to say that the key to making democracy work in America was the propensity of our
ancestors to form all kinds of civic associations to view the building of community as important as
personal success and prosperity. If, as studies have shown, self-interest has replaced some of the
values that created a more socially conscious early America, and if the negative trends of young
people's over indulgences and disassociations are growing, then we must ask if there is a role that
schools can play in gently influencing future citizens and, especially future leaders, toward a value
system that assumes greater responsibility for the production of social capital? Modern society is
barraging our young people with messages that emphasize fast-paced life, material gain, selfish-

ness, and rampant consumerism.

Ask anyone, especially professionals, how their job is going and the almost universal answer is
about how busy they are! I recently interviewed a very successful executive who described 18-
hour workdays, sometimes seven days a week. It has become a mark of status to be busy, and
people literally boast about working 60 to 80 hours per week, or about having to eat lunch at their
desk and work on their laptop or cell phone while using the treadmill. This executive made clear
his material success as he boasted about his cars and boats and new home with a 4-car garage, but
then he explained, “I have a ski house in the mountains and a summer house on the beach, but, ya

know, I never have time to use either one of them!”

Everything is going faster: the average sound bite by persons running for U. S. President is less
than thirty seconds and the so-called presidential debates are nothing more than strings of these
sound bites. We've traded in-depth stories in the New York Times and Atlantic Magazine for the six
o’clock news and USA Today, and we’ve replaced reading a good biography with a quick trip
through People Magazine. Fed EXx, cell phones, e-mail, round-the-clock stock trading, and drive
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through Egg McMulffins are the way many people run their lives. And we also have speeded up
other things that should be important reflections of the quality of life. Recent studies have shown
that we spend less than 31 minutes a day caring for our children and seven minutes caring for our
pets. Each day adult college graduates spend16 minutes or less per day reading non-work related
material, and young married couples spend an average of four minutes a day engaged in anything
that in polite company we might call romantic encounters! Our fast paced world and scientific
technology have created the mechanisms of production and consumerism that define the present
American way of life, but they have also created a mind-set that sees the world as an endless re-
source for consumption that has contributed to a rapidly growing world ecological crisis. Nowhere
is this mind-set more evident than in the life styles of young people. And who can blame them
when they are subjected to an educational system that focuses mostly on skills that will give them
a competitive advantage in the marketplace and a commercial media establishment that barrages

young people with constant messages about consumption and material gain?

Recently, while recuperating from surgery, I began to notice the messages that are flashed across
the bottom of the television screen on a continuous basis -- seven days a week, 24 hours a day on
some channels. Instant updates on the Dow Jones Industrial Average, NASDAQ, and Standard
and Poors. And the home shopping channels bombard viewers with an endless array of products
that feed the mainstream materialism so rampant in our culture. I began to fantasize about differ-
ent kinds of messages that might convey to our society, and especially to our young people, some
of the things that can influence a more diverse set of values in the Twenty-first Century. Is it be-
yond our vision as educators to imagine a role for schools that can influence the future leaders of
the new century in ways that would help them acquire values that result in the production of social
capital as well as material consumption and economic gain? Can a vision about the role of educa-
tion include creating future political leaders who place fairness and kindness and social justice
ahead of power, control, and pandering to special interest groups? And can we create the future
CEOs of automobile and energy companies who are as committed to safety and emission control
as they are to shareholder's profits, sexier cars, and the corporate bottom line? Could some of the
endless pitches for commercial products at least be interspersed with advocacy for more time with
our children, a greater tolerance for diversity, and more concern for the rapid depletion of the
Earth's resources? Can the strips that flow across the bottom of our television screens carry mes-
sages that relate to gross national happiness as well as gross national product? It is intriguing to
think that the men and women who will decide the content of these messages are the boys and

girls who are in our classrooms today.

The general goal of this work is to infuse into the overall process of schooling experiences related
to the Houndstooth components that will contribute to the development of wisdom and a satisfy-
ing lifestyle. It would be naive to think that a redirection of educational goals can take place with-
out a commitment at all levels to examine the purposes of education in a democracy. It is also
naive to think that experiences directed toward the production of social capital can, or are even
intended to replace our present day focus on material productivity and intellectual capital. Rather,
this work seeks to enhance the development of wisdom and a satisfying lifestyle that are paralleled

by concerns for diversity, balance, harmony, and proportion in all of the choices and decisions that
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young people make in the process of growing up. What people think and decide to do drives some
of society's best ideas and achievements. If we want leaders who will promote ideas and achieve-
ments that take into consideration the components we have identified in Operation Houndstooth,
then giftedness in the new century will have to be redefined in ways that take these co-cognitive
components into account. And the strategies that are used to develop giftedness in young people
will need to give as much attention to the co-cognitive conditions of development as we presently

give to cognitive development.

Although there is no silver bullet or institutional fix for infusing these components into the curric-
ulum or creating a greater awareness about the need to produce more social capital, there are things
that lend feasibility to this endeavor. First, the entire positive psychology movement is growing in
popularity and promises to enhance research endeavors of the type we are pursuing. Second, al-
ready completed research in psychology, sociology, and anthropology clearly indicate that these
co-cognitive traits can be assessed (at varying levels of precision) and that the environment in gen-
eral, and schooling in particular, can nurture and influence the components we have identified in
Operation Houndstooth. Third, economists have pointed out the benefits of a reciprocal relation-
ship between material and social capital, and many social, political, spiritual, and educational com-

mentators have indicated that nurturing these traits must become an imperative.

My colleagues and I are only in the early stages on this path toward once again attempting to
expand the definition of giftedness. We believe that an expanded definition will not only help us
understand the unique contributions of persons who have used their talents to make the world a
better place, it will also help us to extend supplementary opportunities and services to potentially
able young people who have been overlooked because of the overemphasis of cognitive traits in
the identification of giftedness. Each area of inquiry brings us closer to understanding the com-
plexity of the concepts, identifying promising practices and assessment techniques that are being
used in present and future scientific studies, and bringing this message forward to interested edu-
cators. While the whole notion of changing the big picture seems awesome and overwhelming,
the words of Margaret Mead remind us that it can be done: “Never doubt that a small group of

thoughtful, committed citizens can change the world...indeed, it is the only thing that ever does.”
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Note to Interested Readers

Material about Operation Houndstooth is being shared through presentations and postings on
our web site and we are developing an ongoing database that will make methods and materials
for co-cognitive development available to educators and parents. There are many ways in which
interested persons can become involved in our research and I invite these readers to visit the
Operation Houndstooth section of our web site [www.gifted.uconn.edu] where they can share
their experiences and communicate their interest in possible research and field test opportuni-
ties.
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Abstract

This study evaluated the impact of a debate intervention on students’ critical
thinking. The design-based research project included a quasi-experimental,
one group pre-test, post-test design. Results indicated small effect sizes on
critical thinking using the Cornell Critical Thinking Test-Level X (d = 0.40)
and an assessment of argument analysis (d = 0.41). High-ability students en-
tered the project with stronger critical thinking than general-education stu-
dents (d = .82; d = .41), and high-ability students appeared to benefit more
from the intervention as the performance gaps increased in the post-test
phase (d = 1.08; d = .80) suggesting possible aptitude-treatment interactions
or the Matthew effect. Qualitative data indicated that students learned to (a)
think on the spot, (b) analyze arguments, (c) see other perspectives, and (d)
construct counter-arguments. This study corroborates previous research that
indicated a relationship between high ability and critical thinking.

Key Words: gifted and talented, high ability, middle school, argumentation,
debate, critical thinking, argument analysis, adolescents, design-based re-
search

Introduction

It seems well established in the 21st century that critical thinking, communication, and collabora-
tion are goals for all learners to prepare them to be successful in a rapidly changing world (Part-
nership for 21st Century Skills, 2004). While there will always be fields that rely more heavily on
specific skills, being able to think critically and make well-reasoned decisions is becoming increas-
ingly crucial to success across all domains of work. Students live in an age of global connections,
instant access, and vast amounts of information (Collins & Halverson, 2009; Thomas & Brown,
2011). How do they decide which information is valid, reliable, significant, and applicable?
Through formal argumentation opportunities such as debate, students can learn to communicate

and think critically.
Defining Critical Thinking

While there are many different definitions of critical thinking, most of these definitions include a
need for thinking rationally and using logic and reasoning to back up decisions, judgments, or
arguments. Critical thinking was deconstructed in the Cambridge Assessment Taxonomy of Criti-

cal Thinking Skills and Processes, where critical thinking was defined as “analytical thinking which
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underlies all rational discourse and enquiry...As an academic discipline, it is unique in that it ex-
plicitly focuses on the processes involved in being rational” (Black, 2008, p. 7). The elements this
taxonomy recognized as components of critical thinking were analyzing arguments, evaluating
arguments and claims for aspects such as plausibility and relevance, drawing conclusions about

the claims, constructing one’s own arguments, and reflecting on one’s own reasoning.

Considering these definitions of critical thinking and the role that critical thinking is believed to
play in the 21st century, the nature of curriculum design potentially changes to emphasize simu-
lated experiences requiring critical thinking (Cone et al., 2016; Everett, Anderson, Wright, & Fon-
tana, 2018). Where curriculum may once have been a course of study that just presented knowledge
and then assessed student’s absorption of that knowledge, now curriculum should be a series of
experiences where students confront information and make judgments about what matters and
use perspective to understand degrees of belief and take informed action (Ennis, 2013, 2018; Kettler,
2016).

The Framing of Learning Opportunities Matters

When designing learning opportunities where improved critical thinking is a wanted learning out-
come, instructional methods do make a difference. A comprehensive meta-analysis of critical
thinking research found that instructional approaches can be related to students’ critical thinking
outcomes (Abrami et al., 2008). The studies were categorized using Ennis’s (1989) typology of four
instructional methods to teaching critical thinking: (a) general, (b) infusion, (c) mixed-method, and
(d) immersion. The infusion and mixed methods instructional approaches to teaching critical think-
ing were found to be the most effective. What this demonstrates is that when trying to improve
students’ critical thinking, direct instruction related to critical thinking processes is needed, and
students also benefit from opportunities to apply critical thinking to the content areas and authen-
tic situations. Direct instruction without application (the general approach) and asking students to
use critical thinking skills to advanced and thought-provoking content without direct instruction
(the immersion approach) are less effective (Abrami et al., 2008). Students need instruction and

scaffolding, as well as opportunities to practice critical thinking to different contexts.
Critical Thinking and Debate
Matters Critical Thinking in Adolescents

When searching for research studies on critical thinking and adolescents, one can find many theo-
retical articles discussing the benefits of teaching critical thinking or the ways to teach critical think-
ing in the different disciplines; however, it is harder to locate research studies on how to cultivate
the critical thinking skills of adolescents. Studies have explored how critical thinking is taught.
When comparing imbedded and direct instruction methods for teaching critical thinking, adoles-
cents have been found to make greater gains with direct instruction (Marin & Halpern, 2011). Ac-
tivities that scaffold critical thinking and involve dialogue and interaction have been found to im-
prove critical reading in science (Oliveras, Marquez, & Sanmarti, 2013). These studies on critical
thinking in adolescents indicate that critical thinking skills are not necessarily intuitive for students

and students make greater gains with direct instruction and opportunities to apply these skills in
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interactive ways.
Adolescents and Argumentation

Some evidence suggests that adolescents often focus on building their own claim and struggle to
evaluate the opponent’s claim; thus, establishing a need for instruction in argument evaluation and
building counterarguments (Crowell & Kuhn, 2014). Students have also been found to have diffi-
culty distinguishing evidence from explanation when making a claim and forming counterargu-
ments (Hsu, Van Dyke, & Chen, 2015). Students need to not only be taught to argue well, but they
also need to be taught the epistemological understanding of what argument is and the power it
holds (Kuhn & Crowell, 2011).

Researchers who study argumentation from a psychological perspective often focus on the cogni-
tive development of argumentation. From early childhood, children seem to be able to form argu-
ments and counterarguments and refute others. Being able to consider other perspectives to de-
velop counterarguments and form rebuttals comes later, which is ultimately why argumentation
is a skill that needs to be cultivated in education (Rapanta, Garcia-Mila, & Gilabert, 2013). One
reason some adolescents may struggle with argumentation skills is that children mature at differ-
ent rates; some adolescents reach the formal operational stage of cognitive development sooner
than others, making them more able to understand abstract concepts and the cognitive demands
of argumentation sooner than students who remain at the concrete operational stage of cognitive
development (Hsu, Van Dyke, & Chen, 2015). Age and cognitive development does seem to be a
factor in students” ability to construct arguments and identify fallacies. Eleventh graders were
found to have more epistemological understanding than seventh and ninth graders and were able
to identify more fallacies (Weinstock, Neuman, & Glassner, 2006). It was hypothesized that elev-
enth graders were better able to identify the fallacies due to more educational experiences with

argumentation and more time spent using informal reasoning in domain-specific environments.

Very little critical-analytical thinking is present in student discussions without the scaffolding of a
teacher or an intervention, but discussions have also been found to be important in promoting
critical-analytical thinking (Murphy, Rowe, Ramani, & Silverman, 2014). Researchers have also
studied the role of teachers in students” argumentative skills. When teachers focus solely on direct
instruction, students provide less elaboration and raise fewer questions; at the same time, students
provide more reasoning and ask more questions when they are encouraged to think more deeply
(Hsu, Van Dyke, & Chen, 2015). When studying the effects of teacher guidance on collaborative
argumentation of seventh graders, it was found that the intervention groups who had more teacher
guidance than the control groups led to more elaborated reasoning, evidence, and counterargu-
ments in the argumentative process of the students (Hsu, Van Dyke, & Chen, 2015). These different
studies indicate that argumentation is a valuable skill that students may struggle to develop com-
pletely on their own, but that students can reach greater depths of thinking through scaffolding

and interventions designed to cultivate critical thinking and argumentation skills.
Debate as an Instructional Method

Debate, as an instructional method, offers opportunities for students to learn and practice critical
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thinking, develop their communication skills, and develop deeper understanding and mastery of
content through active engagement. The nature and format of a debate lends itself to opportunities
to teach and allow students to practice critical thinking skills. Debate is offered in many formats
(especially for competition). Traditionally debate involves an issue with two distinct opposing
views. A resolution is given; one team affirms the resolution and one team negates the resolution.
Debates can be done in teams or as individuals. Prior to the debate, each team builds a case to
prove or disprove the resolution using evidence (Scott, 2008). The debate will usually begin with
the affirmative presenting their side of the resolution, and then the negative presenting the coun-
terargument. Usually, each side is then given the opportunity to cross-examine and offer rebuttal
to the opposing side. Debate offers students an opportunity to build empathy and possibly (at least
temporarily) reduce their bias because they are forced to look at multiple viewpoints of an issue
(Kennedy, 2009). In a debate, students may be asked to defend positions they may or may not
personally agree with. They will be forced to consider reasons and evidence to support the claim
they are being asked to make. Debaters also will have to consider the other viewpoint in order to
evaluate the quality, reliability, and rationality of the arguments and evidence given by the oppos-

ing side.

Studies have looked at using forms of debate in the classroom and measured student perception
of debate on its impact to their communication and critical thinking skills (Oros, 2007). Overall,
these studies have found the perceptions to be very positive with students feeling they improved
their confidence, gained insight into seeing multiple perspectives, and improved their argumenta-
tion skills. Participation in competitive debate shows even greater improvement in critical thinking
skills than just instruction in argumentation (as cited in Allen, Berkowitz, Hunt, & Louden, 1999;
Bellon, 2000).

Aptitude-Treatment Interaction Theory

Aptitude-treatment interaction theory predicts that some instructional strategies will be more or
less effective for learners based upon the aptitudes, or specific abilities, of the learners (Cronbach
& Snow, 1977). One of the general principles derived from the theory suggested that highly struc-
tured learning environments tend to be more effective with lower ability students, and less struc-
tured learning environments tend to be more effective with higher ability students (Snow, 1989).
Whether the variation resides in elements of the learning environment (structured or unstructured)
or the complexity of the instruction intervention, aptitude-treatment interaction theoretically pro-
poses that some learning tools may work better with high ability students. VanTassel-Baska (2000)
argued that the principles associated with differentiated instruction have their roots in aptitude-
treatment interaction theory and the theory of individual differences. Based on the evidence that
critical thinking skills are positively associated with cognitive ability (Kettler, 2014), it is reasonable
to predict the presence of an aptitude-treatment interaction in which the debate critical thinking

intervention yields greater growth in high ability students than in their general education peers.
Design-Based Research

Design-based research (DBR) is a relatively new approach in educational research (Anderson &
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Shattuck, 2012) with a goal of bridging some existing gaps between educational theory and educa-
tional practice (Bakker & van Eerde, 2015). A distinguishing feature of DBR is the simultaneous
work of designing educational tools while also conducting context-based research on the effective-
ness of those tools. Educational environments are complex and include variables typically beyond
the control of the research team. However, laboratory-based educational research while more con-
trolled may fail to yield evidence-based practices that thrive within authentic and complex learning
environments. DBR involves the participants (e.g. teachers) in the design process with the intent of
effective integration of learning interventions well-suited for actual learning spaces (Plomp &
Nieveen, 2007).

The present study employs the following features of DBR: (a) researcher/teacher design of an au-
thentic assessment protocol for argument analysis and a domain-specific intervention; (b) testing
both what works (quasi-experimental design) as well as why it works (qualitative data from both
the teacher and students), and (c) simultaneously developing and testing theory of critical thinking
in adolescents. The potential benefits of design-based research in gifted education is relatively un-
explored (Jen, Moon, & Samarapungavan, 2015), but an ongoing study from the Center for Talent
Development at Northwestern University has been successfully employing principles of design-
based research (Olszewski-Kubilius, et al., 2018) in the design of curriculum and services to de-

velop academic talent in middle school students.
Research Questions

In design-based research, the design of educational materials is a crucial part of the research. In
this study, two educational designs were investigated: (a) the debate curriculum focusing on argu-
ment analysis and critical thinking, and (b) the argument analysis scoring protocol. The purpose
of the study was to design and empirically evaluate a teaching approach capable of improving
students’ skills at critical thinking/argument analysis. Data were gathered and analyzed to answer

the following research questions:

1. Does the use of formal debate as an instructional strategy improve students’ critical think-
ing skills?

2. What are the perceptions of students participating in debate about if and how debate in-
fluenced their critical thinking skills and argument analysis skills?

3. Do high ability students (> 95th percentile achievement) respond similarly or differently
than other peers to the debate instructional strategy? In other words, is there any evidence

of an aptitude-treatment interaction effect within the debate intervention?
Method

Participants

There were 17 students who participated in the debate intervention study. Eight (47%) were female,
and nine (53%) were male. Fourteen (82%) of the students were White, and three (18%) students
were Asian. The average age of participants was 13 years and 5 months at the beginning of the

intervention. Eight of the students were in grade 7, and nine of the students were in grade 8 at the
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time of the study. Seven of the students were classified as high ability based on scores at or above
the 95th percentile in either reading or mathematics on the Comprehensive Testing Program (CTP-
4, Educational Records Bureau, 2011). The high ability students (n = 7) had mean percentile rank
scores of 98.6 in mathematics and 90.0 in reading. The other students (n = 10) had mean percentile

rank scores of 70.8 in mathematics and 66.9 in reading.

Because of the design-based research approach, the teacher was also considered a participant in
the study. The teacher who taught the speech course which included the debate intervention was
a 32-year old, white female who had eight years of teaching experience. The teacher had teaching
certifications as a Generalist for early childhood through grade 8 and English/Language Arts for
grades 8-12, as well as supplemental certifications in English as a Second Language and Gifted and
Talented Education. The goal of the study was to design an intervention and assessment protocol
that were well-adapted to the complex nature of a middle school classroom and easily imple-
mented in a language arts curriculum. Thus, the teacher participated in the design of the interven-

tion and the design of the argument analysis assessment protocol.
Research Design

Design-based research is interventionist in nature, and in this study, the research team developed
and tested a specific teaching and learning protocol (structured debate) representative of critical
thinking pedagogy. A quasi-experimental, one-group, pre-test -- post-test design (Shadish, Cook,
& Campbell, 2002) was used to test the effects of the debate intervention. The critical thinking de-
pendent variable was measured in two ways: (a) the Cornell Critical Thinking Test-Level X and (b)
researcher-designed argument analysis tasks. Kline (2009) demonstrated that one way to improve
the one-group, pre-test -- post-test design is to use multiple pre-test or post-tests. Thus, to
strengthen the design, we used repeated measures on the argument analysis task in both the pre-
test and the post-test phases of the design, as well a standardized test of critical thinking—Cornell
Critical Think Test-Level X.

Data Collection

Prior to beginning the debate intervention or the pre-test argument analysis tasks, participants
completed a standardized assessment of critical thinking —the Cornell Critical Thinking Test-Level
X (CCTTX; Ennis, Millman, & Tomko, 2005). At the end of the project, after all argument analysis
tasks had been completed, participants again completed the same form of the CCTTX. In addition
to the standardized assessment of critical thinking, the research team developed and used an au-
thentic assessment protocol to measure students” argument analysis skills, a recognized compo-
nent of critical thinking (Black, 2008). Participants completed six argument analysis tasks prior to
receiving the intervention, and then completed six more argument analysis tasks after receiving
the intervention. No more than two argument analysis tasks were administered in any single week.
Thus, for the pre-test and post-test phases, the argument analysis tasks were completed over sev-
eral weeks. For the argument analysis tasks, articles were selected from the debate section from 6
issues of The New York Times Upfront magazine. The reading selections from NYT Upfront pre-

sented two short articles written to present opposing viewpoints on a contemporary issue relevant
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to adolescents. Each article was approximately 350-400 words in length. The Lexile level of the
articles ranged from 1100L to 1200L. Students completed the Analyzing Author’s Claim protocol

for each article.

Because design-based research is concerned with both the outcome of the intervention and the
context and processes with which it was tested, interviews were conducted with the four students
who demonstrated the greatest improvement from pre-test to post-test on the critical thinking ar-
gument analysis tasks. This sequential (quantitative then qualitative) mixed-method design theo-
retically uses the qualitative data to help explain the quantitative data (Creswell, Plano Clark, Gut-
mann, & Hanson, 2003; Steckler, McLeroy, Goodman, Bird, & McCormick, 1992).

Data Analysis

To score the argument analysis tasks, a rubric was created to measure argument analysis (see Table
1). The rubric generated a total score as well as scores in four sub-categories: recognizing argu-
ments and claims, categorizing the components of the argument by identifying reasons, categoriz-
ing the components of the argument by identifying evidence, and recognizing different types of
reasoning. Each section is scored on a four-point scale ranging from zero to three. Thus, each argu-
ment analysis task generated a total score ranging from 0 to 12. Two research assistants were
trained to use the rubric and score the argument analysis tasks. The authors provided the 90-mi-
nute training for using the rubric. It included an overview of the project, direct instruction on the
four categories of argument analysis on the rubric, and practice scoring and calibration discussions
on each task scored. The practice scoring tasks used the same articles but were completed by stu-
dents in a pilot test of the argument analysis tasks. The research assistants scored practice tasks
until they demonstrated thorough understanding of the scoring rubric. During the scoring of the
argument analyses of the study, the tasks were randomized so that the research assistants did not
know whether a task was completed during pre-test or post-test phase. Also, identification codes
were used so that the research assistants had no information about the participant who completed

each task.

Table 1. Argument Analysis Rubric

3

2

1

0

Recognizing
Arguments
and Claims

The student clearly
identified the au-
thor's main claim
and argument in a
clear and concise
manner.

The student identified
the author’s main claim
and argument but could
articulated  the
and

have
claim
more clearly.

argument

The
tempted to identify
the main claim but ap-
peared to have misun-
derstood the author.

student at-

The student did
not recognize the
author’s
claim.

main

Categorizing The student clearly =~ The student identified all The student identified The student did
the Compo- identified all the thereasonsofferedbythe some of the reasons not identify the
nents of the reasons offered by authorbutcould have ar- offered by the author reasons offered by
Argument: the author to sup- ticulated them more to support the claim, the author to sup-
Identifying port the claim. clearly. but not all of them. port his/her claim
Reasons or listed reasons

that do not seem
to support the
claim.
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Table 1 (continued). Argument Analysis Rubric

3 2 1 0
Categorizing The student de- The student offered ex- The student offered The student did
the Compo- scribed examples of amples of evidence forall examples of evidence identify evidence
nents of the evidence for all the thereasonsoffered by the for some of the rea- tosupport the rea-
Argument: reasons offered by author but could have sonsoffered bytheau- sons or offered
Identifying the author and cited  provided quotes or elab- thor, but not all. Stu- conflicting  evi-
Evidence specific quotes from orated more clearly. dent also could have dence (which may
the author. elaborated more indicate lack of
clearly. student’s under-
standing of the ar-
gument).
Recognizing The student identi- The student identified The  student at- The student did
Different fied the types of rea-  the types of reasoning of- tempted to identify not identify the
Types of Rea-  soning offered by fered by the author but the types of reasoning types of reasoning
soning the author and of- could have reflected wusedby theauthorbut offered by the au-
fered his/her own more clearly on the effec- did not identify all of thor.
reflection of the ef- tiveness of these types of them or struggled to
fectiveness of the reasoning. identify the types cor-
types used. rectly.
Instruments

Cornell Critical Thinking Test-Level X. The CCTTX was first published in 1985 and is now
in the 5th revised edition (Ennis, et al., 2005). The CCTTX is recommended for students in grade 4
through early high school. The test also includes a Level Z which is recommended for high school
and college students. In a recent meta-analysis (Abrami et al., 2008) examining instructional inter-
ventions and measurements of critical thinking, the two forms of the Cornell Critical Thinking Test
were noted as two of the more common instruments used to measure critical thinking. The CCTTX
allows students 50 minutes to complete the assessment yielding a raw score between 0 and 71. The
CCTTX measures the following aspects of critical thinking: (a) induction, (b) observation and cred-
ibility, (c) deduction, and (d) recognizing assumptions. Though it is a general measure of critical
thinking, it does not specifically identify argument analysis as a feature of its measurement design.
The CCTTX administration guide lists reliability estimates from previous studies ranking from .67
to .90 with a median estimate of .80, and Kettler (2014) reported a Cronbach a = .89 with a popula-
tion of both general education and students. The observed internal consistency estimate for the

pre- and post-tests high ability administered in the present study was Cronbach o = .83

Argument Analysis Rubric. The argument analysis rubric (AAR) was designed for use in
this study; thus, one of the goals of this design-based project was to gather and report psychometric
data for the AAR. There were 17 participants and a total of 177 argument analysis tasks scored
using the AAR. Each AAR task included four sub-scores on a scale of 0 to 3 resulting in a total score
ranging from 0 to 12. A two-way, random effects intraclass correlation coefficient (ICC) model
based on mean rating (k = 2) was used to estimate the consistency of the two raters who were
trained to use the AAR (McGraw & Wong, 1996). A high degree of reliability was found between
Rater A and Rater B. The average measure ICC was .82 [95% CI: .78, .86] (F(175, 1575) = 5.64, p <.
001). ICC values between 0.75 and 0.90 are considered to indicate good reliability and an equivalent
Cronbach «a estimate of .823 (Koo & Li, 2016; Shrout & Fleiss, 1979). Even with the good reliability,
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a third trained rater was used for more conservative estimates in cases (n = 47) where Rater A and
Rater B differed by more than three points on the total score (scale of 0 to 12). In those cases, the
final score for the student argument analysis became the mean of all three raters rather than two
raters. A second analysis on the 47 argument analyses scored with three raters (k = 3) revealed
moderate reliability between the three raters on the total scores for those 47 tasks yielding average
measure ICC of .55 [95% CI: from .26, .73] (F(46, 92) = 2.20, p = .001).

Missing data. Due to participant absence from class some students did not complete all 12
tasks. Six participants completed 10 of 12 tasks, and three students completed eight, seven, and six
tasks respectively for a missing data rate of 13.3%. The missing data were estimated to be missing
at random (MAR) because the missing values (y) depended on the observed variable (x = absent
from class) but not on (y = performance on the argument analysis) (Little & Rubin, 2014). Thus,
data imputation techniques were used to preserve all the data in this small sample. Specifically,
imputation via linear interpolation was used because of the time-series nature of multiple pre- and
post-test observations (Salgado, Azevedo, Proenga, & Vieira, 2016). Interpolation is the process of
using existing data for each student to estimate missing data values for that same student. Because
the study compared pre- and post-assessment values, the research team performed the interpola-
tion for missing data using only data available in either the pre- or post-assessment phase of per-

formance, depending upon where the missing data occurred.
Qualitative Analysis of Interviews

The four students who demonstrated the greatest improvement in their mean scores on the critical
thinking argument analysis tasks between pre and post argument analysis tasks were interviewed
using semi-structured interviews. The structured interview questions were as follows: (a) What do
you feel you have learned in debate class? (b) In what ways did your ability to analyze arguments
improve in this debate class? (c) Why do you think your scores improved on the argument analyses
tasks? (d) Do you feel your argument analysis skills have improved? Why? How? (e) What were
the most important skills you learned during the debate process? and (f) How might you use the
argument analyses skills you learned in the debate program in the future? Additional questions
asked in the interviews were follow up questions based on student responses to the structured

questions.

The interview questions were analyzed using thematic analysis (Braun & Clark, 2006). An induc-
tive method of coding was used which means that codes were generated by reviewing the data
without trying to fit the codes into preconceived notions (Braun & Clark, 2006). Themes were de-
termined by looking for patterns of coding across the interviews and by considering the relevance
of the codes to the research questions. The thematic analysis was conducted using the six step pro-
cess suggested by Braun and Clark (2006): (a) the interviews were transcribed and then read and
reread to note initial ideas; (b) initial codes were created after reading through the interview tran-
scripts; (c) themes were generated from among the codes; (d) themes were reviewed; (e) themes

were defined; and (f) a report of findings was created.
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Results

Descriptive data for each variable is presented in Table 2 for all students as well as groups of (a)
male and female students and (b) general education students and gifted and talented students.
Additionally, Table 3 presents descriptive data for each of the 12 argument analysis tasks (AA).
Because of the small sample size, the research team paid close attention to the skewness and kur-
tosis coefficients indicating distributions to satisfy the assumptions of our analyses. The tasks for
argument analysis were randomly ordered for this study. While each task’s reading came from the
same source with similar Lexile levels, the students’ feedback and the data suggested that some
readings may have been more challenging to analyze than others —specifically pre-test task 4 and
post-test task 1. Student responses on each item of the AA tasks varied from short phrases of only
a few words to several sentences with substantial detail. Observation and student feedback sug-
gested that when students had a strong interest in the topic (e.g. school uniforms) they responded

more completely than when they had weak interest in the topic (e.g. voter turnout).

Table 2. Descriptive Data for Variables and Groups

N  Minimum Maximum Mean St. Dev.

CCTT Pretest 17 36 60 47.35 6.06

CCTT Posttest 17 37 58 49.71 5.79

All Students Analysis Task Pre 17 425 9.56 7.37 1.34
Analysis Task Post 17 4.33 10.70 8.01 1.77

CCTT Pretest 8 36 60 45.38 6.91

Female Students CCTT Posttest 8 37 58 48.25 7.27
Analysis Task Pre 8 5.36 9.56 7.71 1.29

Analysis Task Post 8 5.75 10.33 8.70 1.56

CCTT Pretest 9 39 55 49.11 494

CCTT Posttest 9 43 56 51.00 4.09

Male Students Analysis Task Pre 9 425 8.61 7.06 1.38
Analysis Task Post 9 4.33 10.70 7.39 1.79

CCTT Pretest 7 44 60 50.14 5.46

. - CCTT Posttest 7 48 58 53.00 3.00
High Ability Students /| sis Task Pre 7 5.36 8.61 7.69 1.16
Analysis Task Post 7 5.75 10.70 8.79 1.73

CCTT Pretest 10 36 55 45.40 5.93

General Education CCTT Posttest 10 37 56 47.40 6.26
Students Analysis Task Pre 10 4.25 9.56 7.14 1.47
Analysis Task Post 10 4.33 9.42 7.45 1.65

Table 3. Descriptive Data for Pre and Post Argument Analysis Tasks

Analysis

Task Minimum Maximum Mean St. Deviation Skewness Kurtosis
Prel 4.00 9.50 7.46 1.56 -.83 .03
Pre 2 5.00 10.00 7.25 1.43 .20 -.53
Pre 3 3.50 11.50 7.17 1.84 27 1.10
Pre 4 1.00 8.33 5.35 2.06 -.56 -.34
Pre5 3.50 11.00 7.87 1.97 -.61 -.20
Pre 6 5.50 11.00 8.95 1.68 -.63 -.26
Post 1 2.00 9.50 6.87 2.40 -.75 -.63
Post 2 1.50 10.70 7.91 2.53 -1.07 .93
Post 3 6.00 12.00 9.14 1.82 -.23 -.97
Post 4 4.33 11.50 7.84 1.95 .03 -.62
Post 5 5.00 11.50 8.72 1.94 -.35 -1.02
Post 6 1.00 11.00 7.55 2.89 -.96 21
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Improving Critical Thinking Skills

For the first research question, the hypothesis that the 12-week debate curriculum would improve
students’ critical thinking skills was tested? Two separate measures were used to test the hypoth-
esis that the debate curriculum would improve critical thinking skills. For both measures, normal-
ity of the data was verified by analyzing skewness and kurtosis as well as visual inspection of
distributions (histograms). For argument analyses, pretest skewness was -0.61 and kurtosis was
1.33. Posttest skewness was -0.44 and kurtosis was -0.46. For the CCTTX pretest, skewness was -
1.08 and kurtosis was -0.14. Posttest skewness was 0.27, and kurtosis was 0.75. Paired sample t-
tests were used to compare the pre-test and post-test scores. Using the CCTTX there was a mean
difference between the pre-test and the post-test of 2.36 [95% CI: -1.62, 6.34], t(31.5) =1.16, p = .13.
The estimated effect size of the intervention with this sample was d = 0.40 [95% CI: -0.28, 1.07], a
small effect by standard interpretation of Cohen’s d. Second, using the multiple-measure, argu-
ment analysis task, there was a mean difference between the set of pre-tests and the set of post-test
observations of 0.64 [95% CI: -0.42, 1.70], t(31.5) = 1.19, p = .12. The estimated effect size of the
intervention with this sample was d = 0.41 [95% CI: -0.27, 1.09], again, a small effect by standard
interpretation of Cohen’s d.

Both the CCTTX and the argument analyses measures indicated a small effect. In other words,
students demonstrated slightly better critical thinking skills in the post-test phase than they did in
the pre-test phase. Practice effects may occur when participants are exposed to an assessment task
multiple times even without feedback (Wesnes & Pincock, 2002). In this study, students did not
receive any feedback on their argument analyses task performance. The data suggests a slight pos-
itive slope in average performance at both the pre-test and post-test phases; thus, it should be as-
sumed that the group of participants improved their argument analysis performance slightly dur-
ing both the pre- and post-test phases of the study. Being conservative in the analysis, the research
team acknowledges this to be potential evidence of a practice effect. Inferences of causation require
three conditions: (a) relationship condition between the variables (constructing and critiquing de-
bates is related to critical thinking), (b) temporal antecedent condition (The first six argument anal-
yses preceded the intervention and the second six argument analyses were conducted after the 12-
week debate intervention), and (c) lack of an alternative explanation condition (Shadish, et al.,
2002). The first two conditions for causal inference are clearly met in this study; however, the prac-
tice effect may offer a potential alternative explanation for the estimated small effect-size improve-

ments between the pre-test and post-test phases.
Understanding the Process of Improving Critical Thinking Skill

Qualitative data generated from interviews were analyzed using thematic analysis techniques to
better understand the process of how students improved their critical thinking skills. Several
themes were found in the interview data around the student perceptions of the debate curriculum
and its impact to their argument analysis skills. The categories and themes (see Table 4) were gen-
erated around students’ perceptions of how debate: (a) improved their critical thinking skills, (b)
benefits and skills the students believed they gained from debate, (c) perceptions of how and why
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their argument analysis skills improved, and (d) the relevance of the skills learned in debate to

their future.

Table 4. How the Debate Intervention Improved Critical Thinking Skills

Themes

Evidentiary Examples

How to think on
the spot

Students mentioned that debate taught them to think on the spot. One participant specifi-
cally mentioned, “I think I learned more about how debate works and especially with re-
buttals and stuff I have learned to think on the spot and use my points against somebody
else’s” (Participant 090325). A second participant noted, “Probably because in a debate
you learn how to think on the spot and what to say in response and take their argument
and really break it down and think about what you can say in response and that really
helped” (Participant 131708).

Being able to
break down argu-
ments

Students discussed that debate helped them to break down arguments into different parts
and evaluate each argument as a good or bad argument or an argument with faulty rea-
soning. The two students identified as gifted and talented focused more on how they
learned how to break down arguments. One participant explained, “I'm better like I said
at finding when an argument is bad, doesn’t hold up, or when it has faulty reasoning. In
the same vain, I'm better at realizing when I have a bad argument...like when I realize
‘Oh, my stance here isn’t really supported.” And you know I have to change outlooks
based on that (Participant 040721).

Seeing multiple
points of view

All of the students mentioned that participating in debate helped them to see multiple
sides of an issue. This helped them to be prepared for whichever side they had to argue
and to help them refute the other side during a debate and make their own points
stronger. One participant stated, “Well I guess I'm better at identifying when an argu-
ment is bad and when an argument just doesn’t hold up or fallacies that they use. I'm bet-
ter at forming an argument that actually has meaning behind it and looking at it from all
sides and making sure it is actually a good argument” (Participant 040721).

Knowing how to

use an opponents’

points against
them

Almost all of the students mentioned that participating in debate and practicing helped
them learn how to break down arguments made by an opponent and use things the op-
ponent said against them in the refutation process. One participant stated, “I'm able to
understand what they are actually saying. Basically, I know the opposite side to that so I
know what I need to say so I know what’s going to make my case sound better” (Partici-
pant 010521).

Note-taking skills

Students indicated that with practice they began to understand debate more and in the
process they got better at note-taking in the rounds. Their notes helped them to plan how
to refute their opponent. One participant noted, “I think so because last year at the begin-
ning of the year when you gave me that I wasn’t sure what to do. But afterwards I began
to understand it more, so I can write stuff down more and actually know what to say”
(Participant 090325). She later explained more, “I'm not really sure but maybe taking
notes because now they are more organized, I write everything down now, so it helps
when I am going to say something and I'm next” (Participant 090325).

Listening skills

The students mentioned that a big part of the process in debate is becoming a better lis-
tener to be able to take good notes and plan out responses to opponents. One participant
said, “Yeah even in like simple arguments with other people, you can see what they are
saying and take other points and evidence and make your side sound better. And also
show that you are still listening to them” (Participant 010521).

Confidence

Almost all of the students mentioned that they have gained more confidence in them-
selves as speakers and debaters through the process. “I feel like I have learned to be more
confident in myself whenever I'm speaking. Like a few years ago whenever I had a
speaking assignment I was absolutely awful at it because I was so nervous. I was so self-
conscious, but I feel like debating and public speaking really helped gain confidence
through that. And it also helped me articulate myself better” (Participant 040721).
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Table 4 (continued). How the Debate Intervention Improved Critical Thinking Skills
Themes Evidentiary Examples

Self-awareness The students mentioned that practice and taking good notes helps them be aware of
where they need to improve for the next round. One participant said, “Yeah because
sometimes towards the end I write it down and sometimes I'll look down and realize at
the end that I said something I shouldn’t have said. I'll look over it so it helps to get better
next time” (Participant 090325).

Knowing how to Students mentioned that one of the most important skills they gained in debate was how

write a debate to write and structure a debate case. When asked about one of the most important skills
case so others can  they gained, one participant responded, “probably how to write a debate case and how to
understand it structure it so others can understand it” (Participant 010521).

Practice Students noted that practice was how they improved at debate. They felt practicing gave

them more opportunity to build self-awareness and improve their critical thinking skills.
One participant mentioned, “I think that just debating in general you can keep working
and know what you need to work on and practice at” (Participant 131708).

Presentations and  Students mentioned that the primary way they felt debate would help them in the future

Public Speaking would be in presentations and public speaking. One participant stated, “I feel like it is
skills you can use in other classes too like presentations and talking in front of other peo-
ple” (Participant 131708).

Several themes were found in the data demonstrating how the students believe the debate curric-
ulum improved their critical thinking skills. Students discussed that debate taught them how to
think on the spot, how to break down arguments, how to see multiple points of view, and how to
use an opponent’s points against them. From the debate intervention, students believed they im-
proved in note-taking skills, listening skills, confidence, and self-awareness. They also felt that they
learned how to write a debate case so others can understand it. Students perceived that their argu-
ment analysis skills improved due to preparing for and engaging in debate, and they believed that
practicing debate rounds was much more influential than just observing other students debating.
They reflected after each round and made decisions about how to improve for the next round.
Students believed debate would help them in the future when they engaged in presentations and

public speaking opportunities.
High Ability Student Effects

For the third research question, the hypothesis was tested that students with high cognitive ability
would demonstrate greater growth during the intervention than students with average-range cog-
nitive ability. As noted above, research question one indicated small effects for the debate inter-
vention—on average, critical thinking performance improved for all students in the study. Prior to
the intervention, there were slight differences in critical thinking ability between the high ability
students and the general education students in the study as indicated on both the CCTTX and the
argument analyses (AA) (see Table 2). On post-test analyses with both measures, the mean differ-
ences between the high ability students and the general education students increased. Specifically,
on the CCTTX, the pre-test mean difference was 4.74 [95% CI: -1.29, 10.78], t(15) =1.68, p=.12, d =
0.82 [95% CI:-0.18. 1.83], and on the AA the pre-test mean difference was 0.56 [95% CI: -0.81, 1.92],
t(15) = 0.84, p = .42, d = 0.41 [95% CI: -0.57, 1.38]. However, during post-testing after the debate
intervention, the mean difference on the CCTTX increased to 5.60 [95% CI: 0.68, 10.5], t(13.7) =2.46,
p=.03,d =1.08 [95% CI: 0.04, 2.11]. Similarly, the post-test mean difference more than doubled on
the AA to 1.34 [95% CI: -0.43, 3.11], t(15) = 1.61, p = .13, d = 0.80 [95% CI: -0.20, 1.80].
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To look deeper into these differences, the research team examined the correlation matrix between
the post-test dependent variables and three demographic variables representing cognitive ability
(see Table 5). Participants in this sample were classified as high ability based on exceptional metrics
of ability in either mathematics or reading achievement (> 95th percentile). Exceptional mathemat-
ics ability was most strongly related to critical thinking performance on the CCTTX accounting for
37% of the variance. However, there was no significant relationship between mathematics ability
and the argument analysis tasks where mathematics ability only accounted for an estimated 4% of
the variance. Notably, on both measures of critical thinking, mathematics ability accounted for
more variance in critical thinking than reading ability as measured by either reading achievement
or Lexile scores. Students’ Lexile scores accounted for at best 16% of the variance on the CCTTX,

but neither reading ability metric accounted for more than 3% of the variance on the AA tasks.

Table 5. Correlation Matrix for Demographic and Post-Test Variables (n =17)

CCCT Post AA Post Lexile Reading Math
CCTT Post 1
AA Post .166 1
Lexile 395 186 1
Reading 301 187 .959** 1
Math .609** 201 517% 475 1

CCTT Post = Cornell Critical Thinking Test Level X post-test; AA Post = argument analysis task post-test; Lexile = numeric repre-
sentation of an individual’s reading ability; Reading = national percentile rank on a reading achievement test; Math = national
percentile rank on a mathematics achievement test.

*p<.05 *p<.01

Discussion

Developing critical thinking skills among all students has become increasingly popular as an edu-
cational goal in the context of ubiquitous information technologies. Despite the interest, there has
been sparse empirical evidence documenting promising practices for developing critical thinking
skills or measuring critical thinking skill growth. This small-scale, design-based study was an ini-
tial step in that direction. The data indicated small effect sizes on two separate measures of critical
thinking —one of which was a standardized assessment that has been in use for more than 30 years
(CCTTX), and another that was a researcher/practitioner-designed authentic assessment tool. With
a small sample and broad confidence intervals, those effect sizes should be interpreted cautiously.
On the positive side, both authentic measures and standardized measures yielded almost identical

pre-post effect sizes lending some confidence to estimated effects of the intervention.

Additionally, causal inference must be carefully considered in this study. While the study was de-
signed to ideally make causal inference about the capacity of the debate intervention to yield im-
proved critical thinking skills, the data suggested a potential practice effect associated with the use
of multiple measures in both the pre-test and post-test phases. The most prudent discussion of
these results must acknowledge that the small effects for improved critical thinking could be at-
tributed to the debate intervention, but they could also reasonably be attributed to completing
multiple (6 to 12) argument analyses tasks. The students were not provided grades or feedback
from any of the argument analyses tasks, but the very act of repeating the same task multiple times
may have yielded improvement. Fortunately, the research design included two measures of the

dependent variable, and the post-test results on the CCTTX also indicated an identical small effect
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as did the argument analyses tasks. This duel measurement of the dependent variable lends sup-
port to the causal inference of the debate intervention. Regardless, it is worth noting that practicing

argument analyses consistently over time may yield increases in general critical thinking capacity.

The qualitative analysis of student interviews provided some contextual understanding of how the
debate intervention was related to improvements in critical thinking skills. Each of the themes
identified demonstrated how the debate process was connected to the taxonomy of critical skills
articulated by Black (2008). Students mentioned that they learned (a) to see issues from multiple
points of view, (b) to break down arguments, (c) to construct arguments/debates, and (d) to recog-
nize fallacies or faulty reasoning. Interestingly, students mentioned that they improved their lis-
tening skills and note-taking skills as well. Though not specifically recognized in the critical think-
ing skills taxonomy, skills at listening and noting may be considered pre-requisite or concurrent
skills that support the development of critical thinking. The qualitatively derived theme of practice
furthers the discussion on the causal connections between doing multiple argument analyses and
participating in multiple debates. One might contend that developing critical thinking skills in this
project may be equally associated with the debate curriculum and the opportunities to intention-
ally practice analyzing and constructing arguments through the argument analysis task. In other
words, there remains a blurred distinction of whether the argument analysis tasks were simply a
measurement tool or an unintentional component of the intervention. On a positive note, the stu-
dents in the study demonstrated improved critical thinking skills despite the blurred distinction,
and subsequent studies might be able to further sort out the causal contributions of the debate and

the argument analyses tasks.

Previous research has supported the benefits of structured debate and argumentation as an instruc-
tional strategy (Bellon, 2000; Crowell & Kuhn, 2014; Oros, 2007), and the results of this study cor-
roborate those previous findings. Debate serves as a potentially useful instructional method to
build students ability in several aspects of critical thinking —notably in this case, argument anal-
yses. In this study, the debate instructional strategy was used in a speech class and the topics of
debate were current events. Further validation of debate as an instructional tool to develop critical
thinking needs to integrate the debate strategy with discipline specific topics and courses in fields
such as science, social studies, economics, or literature. While structured debate may improve gen-
eral critical thinking skills, it would be worth investigating whether debate activities improve con-

ceptual understanding of domain-specific content.

The findings of this study indicated a relationship between high ability and critical thinking skills
assessed using the CCTTX. These results corroborated two previous studies where critical thinking
skills and cognitive ability were associated. Van Tassel-Baska, Bracken, Feng, & Brown (2009)
sorted participants into groups based on cognitive ability and found a positive relationship be-
tween cognitive ability and critical thinking scores. Similarly, Kettler (2014) demonstrated relation-
ships between critical thinking and high ability specifically using the CCTTX. The relationship be-
tween the CCTTX and mathematics achievement in this study with middle school students was r
= .61 and Kettler found a relationship of r = .49 with grade 4 students. The relationship between the
CCTTX and reading achievement in this study was r = .30 and Kettler found a relationship of r =

.48. Interestingly the relationships between reading (r =.19) and mathematics (r =.20) achievement
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and the authentic tasks of argument analyses were weaker than the associations between reading
and mathematics and the CCTTX. Further investigations of these relationships are warranted to
further the discussion of how best to measure growth in students’ critical thinking skills over time.
Regardless, higher levels of demonstrated ability or achievement continue to be associated with

higher levels of critical thinking.

A question of interest in this study focused on theoretical presumption that students with high
ability would respond differently to the intervention. As noted in the results, the high ability stu-
dents scored higher than the general education students in the pre-test phase of the study on both
the standardized measure and the authentic measure. Moreover, the observed differences in criti-
cal thinking performance between the high ability students and the general education students
increased on both measures at the post-test phase. In other words, the performance differences
based on cognitive individual differences increased. This differential improvement can be inter-
preted as an aptitude-treatment interaction or a closely related phenomenon, the Matthew effect.
While both groups of students (general education and high ability) improved their critical thinking
skills from the pre-test to the post-test phase of the study, the high ability students showed more
improvement as a group. It is also worth noting that the general education group in this study
were above-average in their own reading and mathematics achievement as a group performing at
approximately the 70th percentile in each domain. Thus, it is possible that the differential effects of
the study might have even been greater had the general education group been closer to the general

education norm of roughly 50th percentile achievement in reading and mathematics.
Limitations

There is no doubt this study is limited by sample size. Larger samples will yield more reliable
estimates of effects and narrower confidence intervals for those effects. Larger samples will also
allow for deeper componential analyses of critical thinking and argument analyses. One aspect of
this design-based study was to design and implement an argument analysis scoring tool. That tool
had four-components. Similarly, the CCTTX purports to measure four aspects of critical thinking.
With the small sample in the present study, multivariate analyses of the sub-components of those
measures were out of reach. However, while analyses of those sub-components will be of interest
in subsequent research, the absence of those analyses should not diminish the finding of small

effects for this intervention and promising reliability of the argument analyses rubric.
Conclusion

Developing critical thinking skills appears to be an acknowledged educational goal, and research
efforts to document instructional tactics to accomplish that goal are needed. Moreover, developing
critical thinking skills among gifted and talented students has been a stated educational goal for
almost six decades, yet documented evidence of how to accomplish that goal remains sparse. The
study indicates that debate as an instructional strategy and the practice of argument analyses can
lead to improved critical thinking skills in all students, but especially in those who begin with high

cognitive ability.
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Abstract

Investigated were differences between teachers” and students’ perceptions of
curriculum differentiation strategies to extend highly able students in mixed-
ability secondary science classes. Gifted underachievement and disengage-
ment is increasing in Australian schools, potentially linked to these percep-
tion differences regarding curriculum differentiation. 161, Year 7 students,
aged aproximately 11 years (n = 29 highly able; n = 132 non-highly able), and
43 science-trained teachers were surveyed. Examined were students’ and
teachers’ perceptions of the importance and achievability of 24 curriculum
differentiation strategies, within the curriculum components of content, pro-
cess, product, and environment. Significant dissimilarities occurred regard-
ing curriculum differentiation strategies having been achieved at least once
during every work unit. In particular, some strategies requiring modification
of the learning environment were considered by highly able students to be
significantly less frequently achieved, compared to teachers” perceptions. Im-
plications for policy and practice were explored. Further research of curricu-
lum differentiation that includes students’ perspectives is required.

Key Words: curriculum differentiation, gifted education, highly able stu-
dents, non-highly able students, mixed-ability classes

Are Australian Decreasing Highly Able Students” Scores Linked to Increasing Ac-
ademic Disengagement?

Buckingham (2016) and Masters (2015) noted that over the past two decades Australia’s academic
assessment scores have been decreasing nationally and internationally. In particular, this included
the worsening results for its highly able students (HAS). It is imperative to investigate possible
reasons for these results. Academic underachievement among the gifted is a serious problem (Col-
angelo, Assouline, & Gross, 2004; Emerick, 1992; Reis & McCoach, 2000; Whitmore, 1980).

Feldhusen and Kroll (1991) found that academic underachievement for gifted children is possibly
due to an inappropriate and unmotivating curriculum. They referred to boredom being a signifi-
cant root cause for HAS” disengagement. Dixon (2006) stated, “If these students who have clearly
demonstrated their ability to go beyond the regular curriculum ... are not given a different type of
curriculum, they may languish in boredom in school and fail to develop their potential” (p. 362).

Emerick (1992) explained, "reversing the underachievement pattern may mean taking a long hard
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look at the underachiever's curriculum and classroom situation” (p. 145).

Curriculum differentiation (CD) was important to examine in this study because it is a tool that
supposedly offers challenge and stimulation for HAS. It is claimed that effective classroom CD
should lead to increased engagement, and to a more fully developed expression of potential
(Maker, 1982; Tomlinson, 2003; Tomlinson, 2014; Van Tassel-Baska, 1986). Watters and Diezmann
(2003) noted that CD, while an excellent strategy, may not be providing for the academic require-
ments of HAS due to lack of teachers” available time, training, and resources. Yet the fact remains
that many HAS in mainstream mixed-ability classes rely entirely on their teacher differentiating
the curriculum, in order to be academically extended. The achievability of this has been questioned
by researchers including: Archambault, Westberg, and Brown (1993); Benny and Blonder (2016);
Berger (1991); Feldhusen and Kroll (1991); Reis and McCoach (2000); and Watters and Diezmann
(2003).

Classes of mixed-ability students with a wide learning range, may negatively impact HAS" achieve-
ment levels. Masters (2015) observed that many challenges are posed by the wide learning range
found within Australian mixed-ability classrooms. He documented that the learning range in these
classes is spread across at least five or six years. This provides a significant challenge for any teacher
attempting to differentiate their curriculum. Mixed-ability classes may therefore actually contrib-
ute to HAS’ increasing underachievement. Rogers (1991) stated that the reason for improved aca-
demic outcomes for students in selective classes was that more appropriate learning experiences
could be provided for HAS in such a learning environment. Rogers (1998) expanded this analysis,
and found that teachers were more able to target appropriate curriculum modifications when deal-

ing with an academically homogenous group.

Mixed-ability classes, however, are the more common classroom situation in Australia. Modifying
how teaching and learning happens through CD in mixed-ability classes is clearly one of the sig-
nificant challenges for educators. Kulik (1993) summarised research on this point, and noted: “Ben-
efits are larger in special classes for higher aptitude learners. Gains on standardized tests are espe-
cially large when the programs entail acceleration of instruction” (p. 9). Kanevsky (2011) indicated
that the capacity for these HAS to be autonomous learners could only be fully appreciated in a
modified, or specialised, classroom environment. She argued that this environment was often be-
yond the capacity of CD within mixed-ability regular classrooms. Achieving effective CD is clearly

challenging.

Furthermore, some teaching approaches, it seems, make successful CD more difficult. For example:
Fuller and Brown (1975); Hollingsworth (1989); Tomlinson, Tomchin, Callahan, Adams, Pizzat-
Tinnin, Cunningham and Imbeau (1994) argued that the common teacher-centred approach makes
effective CD impossible. According to Gentry (2009) in most schools the burden of providing ex-
tension for HAS falls largely to the classroom teacher, rather than to other special programs. It is
important then, to investigate how well CD is perceived as a successful extension approach by
HAS, NHAS (non highly-able students), as well as by teachers in a mixed-ability context.

Maker’s (1982) curriculum model has won support from many educators for its capacity to express
the complexity of CD succinctly (Benny & Blonder, 2016; Van Tassel-Baska, 1986; Van Tassel-Baska,

Talent 2020, 10/1 41



Ireland, Bowles, Brindle, & Nikakis Curriculum Differentiation

Bass, Ries, Poland & Avery, 1998; Watters & Diezmann, 2000). For example, a key characteristic of
this curriculum model is that teachers can use it to identify differentiation strategies across four
components within their curriculum. These components include: Content (what is taught); Process
(how teaching happens); Product (what the students must produce); and Environment (the learn-
ing context provided for the students). It is from this model that this study’s survey is drawn. Re-

liability evidences for the instrument were achieved statistically.

The sample group was purposively selected. It required the identification by teachers, of a group
of HAS, based on characteristics of giftedness (adapted from: Gagné, 2003; Munro, 2003; Szabos,
1989). Grouping was needed to compare teacher, HAS, and NHAS responses to the same questions
about Maker’s (1982) CD strategies.

Year 7 mixed-ability science classes and science teachers from three secondary schools were invited
to participate. As indicated, at the researcher’s request, each class was divided into 2 ability level
groups (HAS and NHAS) by their science teacher. Among the total student sample, 29 were anon-
ymously identified prior to the survey as HAS. Therefore the remaining 132 students were classi-
fied as NHAS.

In this study, asking teachers to identify HAS required them to base their decision on at least five
out of twenty characteristics suggested by Gagné (2003); Munro (2003); and Szabos (1989). These
characteristics were provided to the teachers on a checklist. Identifying HAS is a challenging task
for any educator. It involves considering a wide range of characteristics (Munro, 2003; Szabos,1989;
Winner, 1996). In addition, the potential number of these students is increased by the inclusion of
creative high ability thinkers (Lassig, 2009a; Piirto, 1992). The potential sample increases again
when identifying, and including, HAS who might be gifted underachievers (Reis, & McCoach,
2000; White, Graham, & Blaas, 2018).

Giftedness likely relates to at least one or two HAS within each class (Benny & Blonder, 2016), or
approximately 10% of the total group (Gagné, 2008). Therefore, there was an expected dispropor-
tion in the number of students in the two groups. HAS were the minor subset (29) for comparison
against 132 NHAS. The HAS sample size of 29 was adequate for statistical analysis, but a larger

student sample group is recommended for future research.

All participants were surveyed to ascertain the level of difference in their perceptions of the same
curriculum strategies, as extension activities for HAS. Student participants were unaware that their
teachers had been asked to identify a HAS group. The differences in HAS, NHAS, and teacher
perceptions of the importance and achievability of specified curriculum strategies to extend HAS,

were surveyed and compared.

Participants were instructed that a strategy was to be “usually achievable’ only if it were employed,
or encountered, at least once per unit. As mentioned, student participants were kept unaware
throughout the study that their teachers had been asked to identify a HAS group.

The Maker (1982) model described how CD can be modified to extend the important components
of pace, depth, and complexity of learning for HAS. HAS find that these aspects of extension are

42 Talent 2020, 10/1



Ireland, Bowles, Brindle, & Nikakis Curriculum Differentiation

crucial to prevent disengagement because of boredom (Berger, 1991; Feldhusen & Kroll, 1991; Tom-
linson, 2003). Coleman and Cross (1992) determined that gifted students were actually very frus-
trated by being held back by the pace and content of the traditional mainstream curriculum. Ka-
nevsky (2011) contributed empirical evidence relevant to this study of CD for HAS, by investigat-
ing the preferences of 416 gifted Years 3-8 American students. She found that “more of the students
identified as gifted wanted to learn about complex extracurricular topics and authentic, sophisti-
cated knowledge and interconnections among ideas; to work with others some of the time; and to

choose the format of the products of their learning” (p. 279).

Curriculum modification of classroom learning content for HAS requires a major review of the
typical scope, and depth, of the material that is currently offered to them (Watters & Diezmann,
2003). This may include acceleration, or being able to work with older year levels as needed. Some

teachers may not be able, or willing, to provide these extension options.

Berger (1991) and Kanevsky (2011) indicated that HAS prefer to explore important real-life issues,
and look for the connections between ideas. This included that HAS may also want the power to
determine how their learning will be demonstrated. These learning options are indicated within

this study’s survey questions.

It is important, also, that teachers differentiate their teaching Process for HAS, to ensure that stu-
dents are given opportunities to use higher order thinking skills. For example, HAS need to create
and analyse information, rather than to simply summarise it. This teaching Process priority within
CD fosters the generation of new knowledge, rather than simply the memorisation of old
knowledge (Berger, 1991; DeHaan, 2009; Lassig, 2009a; Watters & Diezmann, 2003).

Gentry and Gable (2001) noted several key factors in providing a differentiated curriculum for
HAS, including the development of an appropriately stimulating Environment, with a high level
of interest, challenge, and choice. Yang (2006) and Berger (1991) noted that the type of question
asked by teachers is an important aspect of the process of differentiated teaching and learning for
HAS. They stated that educators must be skilled at using questions designed to challenge, as well
as to link broad areas of knowledge. Factors such as these are reflected in the survey questions

used in this research.

Successful CD for HAS involves significant long-term planning, within whole-school program-
ming. It includes elements of differentiated learning environments, within and beyond the class-
room, such as a range of HAS clubs, or perhaps mentoring and pull-out extension programs for
HAS. Such additions are, of course, costly of teacher time and school money. They are additions
which must be embedded into the school ethos, and should be fully supported by school leader-

ship, as well as all the stakeholders in the school’s learning community (Berger, 1991).
Is CD Currently Happening to Extend HAS?

Clearly, a learning Environment appropriate for HAS improves their results. However, recent re-
search indicated that adequate CD for HAS is not occurring (Benny & Blonder, 2016). Archambault
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et al. (1993) stated that, left to their own devices, teachers do not modify curriculum in any signif-
icant way. Their survey of Grade 3 and 4 teachers revealed that to meet the needs of HAS, these
students were often simply given independent research projects, or more advanced texts to read.
Furthermore, Reis and Burns (1991) asserted that instead of challenge and high-level learning, often
differentiation strategies for HAS rely heavily on ‘fun” activities, such as puzzles and games, that
lack both rigour and relevance. Lamb (2004) and Berger (1991) also supported that an environment
that encourages high-level differentiated learning is one that includes diverse resources, and pro-
vides improved achievement results. It is prudent to note Bailey’s (2010) advice that a curriculum
that was enjoyable, but which failed to extend and challenge gifted children, was completely below

acceptable standards.

How Can Limited Teacher Training in Gifted Education be Linked to Reduced Extension
for HAS?

Teachers’ responses to ‘giftedness” itself is perhaps an underlying issue to consider (Geake & Gross,
2008). They asserted that teacher attitude to giftedness is generally poor. According to Mastropieri
and Scruggs (2004); Lassig (2009b); and Tomlinson and Moon (2013), a lack of appropriate teacher

gifted-education training may be a significant factor in this problem.

In this study, the term ‘highly able student’ was used by the researcher in place of ‘gifted student’
because the teachers involved in the study were reluctant to label any of their students as “gifted’.
They were comfortable, instead, with the term ‘highly able’. In fact, the provision of programs for
HAS that are different to what is provided for all students, may be seen by some educators as elitist,
or unnecessary. This problem is described by Benlow and Stanley (1996) as leading to the dumbing
down of curriculum, so that schools teach all students at the same academic level, and from the

same curriculum.

HAS are often interested in natural sciences, and strive to understand at an advanced level the
‘rules’ behind the natural world. However, in their secondary science classes, HAS might question
and challenge the regular teacher’s level of knowledge (Benny & Blonder, 2016). Successful CD for
high-ability science students, needs curriculum advancement of Content well beyond the confines
of a regular mainstream classroom. Benny and Blonder (2016) indicated that this requires teachers
with an advanced understanding of the subject, as well as access to higher levels of science study
beyond the classroom. Having a very high level of science knowledge may not be the case for all
teachers timetabled to pick up a junior science class. Some teachers may not know what is required
to differentiate for HAS” extension, and therefore may find this is not achievable in a mixed-ability

secondary classroom.

All teachers need to be aware of the wide range of resources that are available to extend HAS.
These include the value of relevant local, or international, tertiary-linked extension opportunities
for their HAS. Some Australian universities, such as Melbourne University, offer programmes for

a limited number of high ability secondary science students.

Differentiation of a science curriculum to extend HAS does not mean simply learning a series of

facts, formulae, and experiment procedures. Hockett (2009) suggested that there is such a thing as

44 Talent 2020, 10/1



Ireland, Bowles, Brindle, & Nikakis Curriculum Differentiation

Jcurriculum fortitude’. This is when topics and content have significance and sustainability. Strong
topics, and content, develop ideas in depth, and connect areas across the disciplines. The topics
found within a competent, differentiated, science curriculum should also be linked to the real
world. Science learning must be relevant to students” world- investigations, as well as to their

deeper understanding of the discipline itself.

A differentiated curriculum clearly needs to be pitched at a more challenging level. It should pro-
vide ability entry points beyond the chronological age level of HAS. For example, appropriate
learning for HAS provides challenge and utilises higher order thinking skills, rather than learning
more of the same (Hockett, 2009). The questions in the Student Survey, (Appendix A) and the char-
acteristics in the Highly Able Student Selection Checklist (Appendix B) reflect these qualities. The
HAS selection criteria involved observable cognitive skills. These included speed of learning and
ability to solve complex problems. In addition, the Survey included broader elements such as: the
capacity to make unusual links between ideas; manipulate abstract ideas; and identify important

new concepts.

Clearly, CD involving an appropriate level of complexity and advancement, requires appropriate
resources, as well as relevant teacher training. However, teachers without significant gifted educa-
tion methodology and whole-school support, may find it confronting and challenging to provide
such enrichment or acceleration options (Colangelo, Assouline & Gross, 2004). Gifted education
guidance for all teachers is important as some of the most significant aspects of good education for
HAS, and for all students, can be found within that training (Davis & Rimm, 2004).

How This Study Adds to Previous Research

There is little research that examines and compares teacher and student perceptions of CD strate-
gies as tools to extend HAS. It was considered beyond the scope of this paper to compare specific
survey questions in detail. However, teachers’ perceptions compared to students’ perceptions,
need to be examined regarding the provision of CD for HAS. Kanevsky’s (2011) study, while com-
prehensive, lacks comparative teacher data such as provided by this current investigation. Gentry
and Gable (2001) provided other tools to investigate students’ perceptions. Again, no comparative
teacher data was provided, nor were specific CD strategies targeted. Yoon (2009) developed useful
models for evaluating student progress, showing the importance of self-regulated learning for sci-
entifically gifted Korean middle-school students. In Yoon’s (2009) study, teacher and student data
regarding the use of CD strategies were not compared within a classroom context. Without ade-
quate data from both the students and teachers, an accurate picture of what is happening, required,

or preferred, cannot be established.

Theories on the educational needs of HAS have generally emerged from consideration of primary
school models derived from the United States and other overseas data, rather than local Australian
data. Evidently therefore, there is a considerable gap in CD research for HAS that investigates sec-
ondary, mixed-ability, domain-based class groups. Importantly, scores for secondary HAS are typ-
ically more at risk for underachievement, than for primary school students (Gentry & Gable,

2001).They noted that decreases happened more predictably for some HAS, as they moved into a
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learning environment of multiple subjects and teachers. Even so, secondary school research is lim-
ited compared to the level of research completed for primary school students (Reis & McCoach,
2000; Tomlinson, 2003).

Therefore, this research focused on determining to what extent HAS perceived they are being ex-
tended through CD strategies in a mixed-ability secondary context. It examined how similar their
perceptions were, compared to those of their teachers. It sought to illuminate potential gaps in
what teachers assume is happening to engage, challenge, and extend HAS. Examining CD strate-
gies within Maker’s (1982) curriculum components of Content, Process, Product, and Environment,

provides a comprehensive range of strategies to consider.
Method

Participants

A sample of 204 respondents, comprised of 29 HAS, 132 NHAS from six science classes, and 43
secondary teachers, was used to address this study’s research questions. The age range of the stu-
dents was 11 to 13, and the age range of the teachers was 23 to 64. The classes were of mixed gender.
These data were considered to have no impact on this study, and were not discussed. The anonym-
ity of the selected HAS and NHAS was maintained throughout the study. This quantitative study
was undertaken in three Victorian metropolitan, secondary, non-selective, private and public

schools, from similar socio-economic regions.
Materials

A survey was modified from a list of CD strategies offered by Maker (1982). Questions regarding
the perceived importance and achievability of these strategies can be seen in Table 1. The survey
instrument used a four-point Likert scale to explore: how the student and teacher participants per-
ceived a strategy’s importance to extend HAS as (1) no importance, (2) limited importance, (3)
important, (4) extremely important; and a strategy’s achievability was evaluated as (1) not achiev-
able, (2) occasionally, (3) usually achievable, (4) always achievable. The participants were advised
that the term “usually achievable’” indicated that it occurred at least once per unit. The 24 strategies
were grouped into those that pertained to: the Content of the lessons ‘what they learn’; the Process
‘how they learn’; the Product “what they are expected to do or make’; and the Environment ‘the
physical and invisible learning space provided” (see Appendix A)

As no previous reports of the structure of the surveys had been provided, a series of exploratory
factor analyses on the 24 importance and the 24 achievability items were completed. In both in-
stances, two, three, and four factor solutions were explored. This resulted in indeterminate and
badly fitting items to factors, both conceptually and statistically. For both importance and achiev-
ability, the scree plot indicated that a single factor was preferable. Hence for both surveys, the 24
items were combined into a total importance and total achievability score. The Cronbach’s (1951)

alpha coefficient for the importance scale was .91, and achievability was .92.

The study employed purposive sampling to examine responses from a subset of HAS, within the
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larger student survey sample. While the survey was shown to be robust, the small sample size
provided by the selected HAS is a limitation of the study, and further research is indicated.

Student and Teacher Survey, Appendix A, (adapted from Maker, 1982).

The 24 strategies were grouped into those that pertained to Maker’s (1982) four curriculum com-
ponents: the Content of the lessons- ‘what they learn’; the Process- ‘how they learn’; the Product-
‘what they are expected to do or make’; and the Environment- ‘the physical and invisible learning
space provided’. This curriculum model is supported by the Research Association Australian Cur-

riculum and Reporting Authority, (2011).

A HAS characteristics page (see Highly Able Student Selection Checklist, Appendix B) from Gagné
(2003), Munro (2003), and Szabos (1989), was provided to teachers before the surveys. Each had a
checklist of 20 items, listed to help identify HAS in their classes. A minimum of five characteristics

was required to be ticked for a student to be considered a HAS.
Procedure

To address the research questions, the Statistical Package for the Social Sciences (SPSS) was used
in order to conduct a one-way analysis of variance (ANOVA). This was considered to be the most
appropriate statistical procedure for examining the research questions, as ANOVA allows the re-
searcher to determine the effect of multiple dependent variables (Tabachnick & Fidell, 2013).

The students’ survey was phrased in the third person. The teachers completed the same surveys,
except that the descriptors were phrased in the first person. For example, ‘Individual Learning
Plans are a good idea for students of high ability” was replaced with ‘I provide individual Learning
Plans for highly able students’.

Teachers responded to a third question asking them to rate how frequently they typically felt they
used these strategies in their classroom to extend HAS. The Likert scale responses used in this case
were: (1) hardly ever; (2) sometimes; (3) more than half the time; (4) almost always or always. These

data were compared to the teachers’ “achievability” data to increase research validity.

For the students, the researcher read aloud each question, and clarified words as required. The
survey was administered by the researcher in the students’ class time, with their science teacher in
attendance. Six science teachers of the students surveyed completed the survey, as did 37 other
secondary science teachers in their own time, with the researcher. The survey took approximately

20-30 minutes to complete, including time for clarification of questions.
Results
How Were Perceptions of CD’s Importance Linked to HAS’P of Its Achievability?

The data were screened for normality, linearity, homogeneity of variance, and the absence of out-
liers. The data were concluded to be appropriate for further statistical analyses. The student re-
spondents were divided into two groups: one containing HAS (n = 29), and the other containing
NHAS (n =132).

Talent 2020, 10/1 47



Ireland, Bowles, Brindle, & Nikakis Curriculum Differentiation

The correlations of the importance with the achievability of the CD are shown in Table 1. The rela-
tionship between these two factors is consistently positive, and more highly related for the teachers
and NHAS group. The whole sample has a correlation which is relatively lower at r = 3. This is
because the HAS saw the relationship between the importance and achievability of CD negatively

related, and less correlated.

Table 1. Correlations of the Categories of Respondents

Importance
Whole Highly able Non-highly able Teacher
Sample students students (n=43)
(n=203) (n=29) (n=132)
Achievability .30 -25 .53 .54

Note. All correlations significant to .001, 2-tailed

The means, standard deviations, and F ratios for each category of student respondent are presented
in Table 2.

Table 2. Student Ratings of the Importance and Achievability of Curriculum Differentiation

Highly able students Non highly able
(n=29) students
(n=132)
M SD M SD F p n?
Importance 3.23 37 2.77 49 13.894 .000 .066
Achievability 1.99 .39 2.55 .52 26.198 .000 117

Note. M = mean; SD = standard deviation.

The means for each student category are also plotted in Figure 1.

Highly able students
== «= Non-highly able students

eeeeee Teacher
3,5

2,5

1,5

Importance Achievability

Figure 1. Teacher and Student Ratings of the Importance and Achievability of Curriculum Differentia-
tion to Extend HAS: A Comparison of Means for the Three Categories of Respondents

The results of the ANOVA suggested that there are significant differences in the participants’ per-
ceptions of the importance of differentiated instruction, across the two groups of student respond-
ents, F(1, 198) = 13.894, p < .001, partial 12 = .066, as well as the participants” perceptions of the
achievability of differentiated instruction across the two groups of respondents, F(1, 198) =26.198,
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p <.001, partial n2 =.117. When the respondents were split by gender, this was not found to result
in significant differences in the participants’ perceptions of the importance of differentiated in-
struction, F(1, 198) = 1.130, p = .289, partial n2 = .006, nor was the achievability of differentiated
instruction, F(1, 198) =1.879, p =.172, partial n2 =.009. As mentioned, the gender of the participants

is not discussed. The age of the teacher participants is also not discussed.

Planned contrasts using Bonferroni’s test (a = .025) were used to further explore the differences
between the HAS and the NHAS. HAS reported significantly higher perceived levels of importance
of differentiated instruction (mean difference = .47, p <.001) when compared to NHAS. With regard
to achievability, the NHAS reported higher levels of perceived achievability of differentiated in-
struction compared to HAS (mean difference = .55, p <.001).

A second ANOVA was conducted to examine differences in the NHAS (n =132), HAS (n =29), and
teachers (n = 43) on their perceived importance and perceived achievability of differentiated in-
struction. The respondents were divided into three groups, and the means, standard deviations,
and F ratios for each category of respondent are displayed in Table 3. The means for each category
are plotted in Figure 1.

Table 3. A Comparison of Means for the Three Categories of Respondents

Highly able students Non-highly able students Teacher
(n=29) (n=132) (n=43)
M SD M SD M SD F P
Importance 3.23 .37 277 49 3.06 43 15.554 .000
Achievability 1.99 40 2.55 .52 257 48 15859  .000

Note. M = mean; SD = standard deviation.

The results in Table 5 suggested that there are significant differences between teachers, HAS and
NHAS in their perceptions of the importance of differentiated instruction, F(2, 203) = 15.554, p <
.001, and the achievability of differentiated instruction, F (2, 203) =15.859, p <.001. To explore these
differences further, an investigation into the differences between the three groups was undertaken.
Planned contrasts using Bonferroni’s test (a = .025) were used to explore the differences between

the three groups.

HAS reported significantly higher perceived levels of importance of differentiated instruction com-
pared to NHAS (mean difference = .46, p < .001). Although not significant, HAS reported higher
perceived levels of importance of differentiated instruction compared to teachers (mean difference
=.17, p=.356). Teachers also reported significantly higher perceived levels of importance of differ-
entiated instruction compared to NHAS (mean difference = .29, p <.001). With regard to achieva-
bility, the teachers reported significantly higher levels of perceived achievability of differentiated
instruction compared to HAS (mean difference = .58, p <.001), and although not significant, higher
perceived achievability of differentiated instruction compared to NHAS (mean difference = .02).
The NHAS reported significantly higher levels of perceived achievability of differentiated instruc-
tion compared to HAS (mean difference = .55, p <.001).
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Discussion

As mentioned, it was important in this research to statistically compare differences between teach-
ers’, HAS’, and NHAS' perceptions of HAS" extension learning. Hence ANOVA analyses were
used to compare the means between the groups. As shown in Results, it was determined that some
of these means were statistically significantly different to each other. Two ANOVA were conducted
separately for the conceptions of learning (CoL) survey (Bowles & Hattie, 2016) and the Kanevsky
(2011) survey. To find out where the specific differences were, a Bonferroni post-hoc comparison
was conducted. It is important to note that the important differences were, that while teachers
generally understood how important extension learning was to HAS, according to HAS teachers
were not providing several of the strategies adequately in class for HAS. The capacity of CD to

provide adequate extension in secondary, mixed-ability classes is questioned.

Asnoted, itis clear that gifted underachievement is increasing in Australia (Buckingam, 2016; Mas-
ters, 2015). Sellar and Lingard (2013) supported the idea that gifted underachievement is a growing
concern for Australia as we try to compete with our international neighbours. Underachievement
and disengagement for HAS are likely to be closely linked (Feldhusen & Kroll, 1991; Hertberg-
Davis, 2009; Masters, 2015; Reis & McCoach, 2000; Rimm, 1987; Shaw & McCuen, 1960). Disengage-
ment is likely to be closely linked to lack of appropriate extension for HAS.

This research aimed to look for potential causes within the classroom underlying this problem.
Kulik (1993) explained a cause linked to this the results of this research: “The achievement level of
such students falls dramatically when they are required to do routine work at a routine pace” (p.
3). However, others argue that, given diminishing resources, students of low learning ability
should be the priority. This idea would support that there should be no place for wasting resources
on students of already high ability. CD is not a guaranteed solution for HAS. Hertberg-Davis’
(2009) judgement regarding putting in place extension for HAS is clear: “the practice of differenti-
ation in regular classrooms has, in practice, been largely unsuccessful” (p. 251). Therefore, CD’s
capacity to extend HAS in mixed-ability secondary classes needs to be much more closely exam-
ined. This is highlighted by the fact that many schools claim that CD is their priority extension

program.

As previously noted, correct identification of HAS is a continuing challenge within education (Ren-
zulli, 1990; McAlpine & Reid, 1996; Assouline, 2003; Heller, 2005; Bracken & Brown, 2006). Being
able to identify these students is a critical first step to providing CD that minimises underachieve-
ment (Piirto, 1992). Heller (2005) noted that adequate identification of HAS avoides potential con-
flict and under-provision of extension for these students. This current research required teachers
to identify HAS from among the rest of the class using a checklist (see Table 2). The limitations of
using a checklist like this are discussed later in this paper.

Some researchers believe that the use of IQ testing is critical to measuring giftedness. For example,
Shaw and McCuen (1964) recommended that gifted underachievers are those whose intellectual
abilities (IQ) place them above the 75th percentile of their class, while their school achievements

were below the class average. However, Ziegler, Ziegler, and Stroeger (2012) argued convincingly
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that IQ is not an important factor compared to examining students’ previous achievements and
competencies. Goodlad (1966) supported this concept: "too often, schools reward only that which
is easily measured. And what is easily measured may be inconsequential in the conduct of human
affairs” (p. 17). The HAS Selection Characteristics Checklist (Table 2), despite its limitations, re-

flected measurable cognitive criteria as well as a broad range of observable achievements.

According to Tieso (2003): “If students are to realize true gains in achievement, not subject to the
educational winds of politics, then school personnel must be aggressive in their use of appropriate
and flexible ability grouping combined with curricular adjustment” (p. 35). The important words
here are “appropriate and flexible ability grouping combined with curricular adjustment”. It
would seem that, while the removal of HAS from a mixed-ability classroom is politically mandated
by some education leaders at some times, it is not always fully provided for. Borland (1993) ex-
pressed it succinctly: “The students who should be in gifted programs are those whose mental
abilities are advanced to the degree that the regular school program simply does not meet their

needs; anything else is politics” (p. 12).

It is widely known that CD aims to provide students, including HAS, with the opportunity to move
academically forward at their own speed, standard, and style. However, from this study’s data, it
would appear that this goal is not assured in all mixed-ability classrooms. Perhaps realizations
must be made that HAS’ need for challenge, self-direction, and higher-level learning, may need

something beyond teachers relying purely on their own attempts to differentiate the curriculum.

The impact on the field of examining evidence of what is happening, is supported by White et al.
(2018) who explained that empirical evidence is rare that investigates ‘school-factors’ affecting
gifted underachievement. Their comprehensive study on gifted-underachievement examined nine
articles (from an initial 957). Results clearly showed that: “Fewer reviewed articles focused on

school-related factors of gifted underachievement” (p.55).

For this current research, the role of CD to extend HAS in mixed-ability classrooms was chosen as
an extremely significant school-related factor. In addition, an area of further validation for the im-
pact provided in this study, comes from the fact that NHAS were used. They provided a control
group. Ziegler and Raul (2000) complained that in their review of all empirically based articles on
giftedness and talent, submitted to important journals in the years 1997 and 1998, only 20 (20%)
used a control group. Similarly supported as an important element of research design by White et
al. (2018), the data provided by the NHAS group in this research, confirmed differences in percep-

tion of how successfully HAS feel they are being extended in mixed-ability secondary classes.

Asking the students how to best provide for their own individual needs, as done in this study, may
be a contentious strategy for some educators. However, Long (1996) was adamant that differenti-
ating curriculum for any student, and especially for HAS, without seeking student input, is unac-
ceptable. She cites Traxler (1987), who stated that such an omission approaches the “magnitude of

immorality” (p. 91).

However, defining exactly how to assist these students is not easily determined. Neither is the real
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size of the problem. Researchers, such as Colangelo, Kerr, Christensen, and Maxey (2004), esti-
mated the level of gifted underachievers to be 10%. Rimm (1987) calculated the level of undera-
chievement for gifted students may, in fact, be as high as 50%. The fact that this issue has not been

clarified indicates that further empirical research is required.

This study’s evidence that HAS do not believe that CD strategies are being achieved to extend
them, may be revealing a hidden truth, which has impact within the field of gifted education. This
research demonstrated that HAS perceived their extension needs were not being met by teachers

attempting to differentiate the curriculum in their mixed-ability, secondary science classrooms.

Data indicated that the importance and achievability of CD were negatively correlated for the HAS.
These data indicated that the greater the importance of specific curriculum differentiation strate-
gies, the less achievable (or provided) it was, from their perspective. Teachers’ survey results
showed that the importance and achievability of CD were positively correlated (Figure 1). They
believed that the HAS perceived extension was happening at a much higher level than did the
HAS. It is this misunderstanding that must be revealed and investigated by research, and solved if
possible.

In addition, indicated within the data was that NHAS valued extension to be of less importance to
HAS, than did the HAS group (Figure 1). Significantly, the majority of HAS surveyed believed that
extension strategies were happening far less achievably in their mixed-ability classroom for HAS,
than did the NHAS. That teachers” and NHAS’ results were similarly aligned could be affecting
gifted underachievement in mixed-ability classes. Considering that NHAS were generally in agree-
ment with teacher perceptions about CD achievability to extend HAS, this may provide a potential
reason that teaching strategies on this topic may often aim toward the level of NHAS. Possibly,
teaching ‘to the middle’ itself is encouraged by the fact that NHAS constitute the very large major-
ity of a mixed-ability class. Teaching ‘to the middle” might have serious disconnections for the
learning goals and understandings of HAS, perhaps contributing significantly to their undera-

chievement.

Differences between the HAS” and NHAS’ states of mind during extension activities have been
previously identified and compared (Kanevsky, 2011; Ireland & Bowles, 2019). It would appear
there is a great deal of distance between the views of the two student groups. Reassuringly, teach-
ers and HAS were united in their perceptions of the importance of CD strategies to extend HAS.
As mentioned, however, HAS perceived extension was being far less achieved compared to their

teachers.

All the strategies mentioned in the survey are considered of real importance in gifted education
(Benny & Blonder, 2016; Van Tassel-Baska et al., 1998). Being able to work with similarly capable
students, or experts suitable for their capability, or being able to work in special extension pro-
grams, were options supported far more by HAS than by teachers. Access to these options is clearly
significant to HAS. Important questions are therefore raised regarding secondary schools primarily
relying on CD to extend their HAS.

HAS in this study clearly expressed their belief that extension activities for themselves were very
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important, but, as indicated, not necessarily being provided. For example, a large majority of the
HAS surveyed in this study, perceived that being allowed to work with fellow students who think
like them, and who are at their own academic level, was either only occasionally happening, or not
happening at all. In contrast, almost all the teachers surveyed perceived this strategy as happening

usually, or always.

One of the reasons the research in this paper has impact on the field, is because it provides evidence
that teachers need much stronger educational support regarding gifted education. Another is that
specific extension strategies perceived by HAS to be less achieved than by teachers and NHAS,
need to be closely examined. These data point to the fact that teachers need to be better informed,
in order to to make the changes that are necessary. Educational clarity, as well as research regard-
ing the increasing level of HAS" disengagement and under-achievement, need to direct these

changes.

Clearly, data in this research strongly supported the importance of most of CD extension strategies.
An example of further extension similar to the options provided in this survey was suggested by
DeHaan (2009). He contends that extension learning options within CD can often be part of an
inquiry-based style of learning. Problem-based learning activities as part of a science curriculum
structure, are recommended by Van Tassel Baska et al. (1998). Newhouse-Maiden and Washbourne
(1991) also argued that these strategies build a “spirit of scientific inquiry through developing la-
boratory skills, thinking skills and introducing a contract system that was the embodiment of re-
search study preparation and scientific procedure” (p. 31). The availability of such strategies for

HAS in mixed-ability classrooms needs to be examined.

Kulik (1993) and Beverly (1989) proposed that curriculum compacting, self-instructional programs,
learning contracts, and advanced resources would be a necessary part of CD for HAS. Hockett
(2009) stated that to differentiate a program for advanced science learners, the curriculum should
be integrative and conceptual. Obviously, being able to provide an adequately advanced curricu-
lum for HAS would be an essential element of differentiating their learning. However, the need for
these students to be autonomous learners would possibly exceed the level of differentiation that

mainstream classroom environments might currently offer.

Hockett (2009) made a strong case that a science curriculum, differentiated to address the needs of
gifted students, must have an advanced level of understanding involving: abstraction; depth;
breadth; and complexity. These aspects can be particularly seen in this research’s survey questions.
For example, participants were asked to evaluate the concept that classroom activities should be
about more complicated ideas for HAS. Gallagher (2006) and Rogers (2007) noted that varying
types of assessment are required to assist students to better understand their learning, as well as
to facilitate feedback. These ideas correlate with participants being asked to evaluate such concepts
as highly able students should be given divergent thinking activities that are different, and unu-

sual. These concepts were strongly supported by HAS in the data.

CD is undoubtedly a broad and extremely complex part of pedagogy. It can be better achieved if
gifted education is embedded across the school, rather than only within the confines of the class-

room. For example, particular schools provide ‘like ability” and extension learning environments.
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Other schools build mentoring options into their science, or other domains’ curricula. In addition,
some schools have teacher volunteers to provide opportunities that differentiate the learning envi-
ronment for their students. In Australia, they might access volunteer programs, such as the Royal
Melbourne Institute of Technology’s Peer Tutor Program, or the Monash University Education En-
gineering Initiative. These programs offer the services of their tertiary students as science and en-

gineering mentors within secondary schools.

Such programs focus on rigorous, open-ended, and self-directed tasks that explore relevant and
complex real-world issues. These strategies were shown to be valued within the HAS results in this
research. These tertiary options provide learning environments for HAS that often a teacher in a
mixed-ability science classroom cannot. Without school-wide access to extension programs, CD
falls into the lap of the teacher in the classroom. Teachers without gifted education training may
not be aware of these resources. As mentioned, pedagogic clarity and examination of relevant data
regarding increasing HAS’ disengagement and under-achievement, need to guide the provision of

extension for HAS.

The most common message coming from empirical research about gifted underachievement, is
that more authentic empirical research is needed. Dai, Swanson, and Cheng (2011) surveyed 1,234
empirical studies, and noted an enormous gap between gifted education theory and practice. In
particular, Dai et al. (2011) explained that there was a gap between what educators believe, and
what is being achieved. Jolly and Kettler (2008) explained this as a disconnect between priorities
and reality. Data collected in this current research paper focused on a similar disconnect.

Dettmer, Landrum, and Miller (2006) noted that whole-school perspectives toward gifted educa-
tion change more easily when gains and positive outcomes occur. Improved academic outcomes
may be achieved by HAS who are more engaged in their learning. This may reduce HAS undera-
chievement and also improve a school’s status. However, Australia’s HAS continue to undera-
chieve despite government financial support (Browne & Cook, 2016). Therefore, extension strate-
gies perceived by HAS as less achieved than the teachers and the NHAS perceived, need to be
further examined. Information from HAS regarding what extension is working, and what isn’t, is

critical to look at before any programs can be put in place.
Limitations

1. The study employed purposive sampling to examine responses from a subset of HAS, within the
larger survey sample. Researchers have estimated the number of HAS in a mixed-ability group, to
be at least 1 or 2 students per class (Benny & Blonder, 2016), or approximately 10% (Gagné, 2003).
Consequently, a smaller sample of HAS is used compared to the NHAS group. The sample size of
HAS in this research was small by standard procedures, traditionally used to achieve statistical
adequacy (Guilford, 1954; Kline, 1986). Considering this, additional research using a larger sample
of HAS from many more secondary schools is required. Similarly, a larger numbers of schools and

teachers would benefit further research.

2. The HAS Selection Checklist (Table 2) used 20 characteristics suggested by Gagné (2003); Munro
(2003); and Szabos (1982). A checklist such as this was used for the following reasons:
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a) Teachers were able to choose students in a timely manner.
b) It was chosen a tool that would allow teachers with limited training in gifted education
to use.
¢) It included characteristics that were academic (such as: ‘Student is in the top 10% of the
science class academically’). It also included other characteristics that were broader obser-
vations of cognitive talent, such as: ‘Has an inquisitive nature, asks good questions’.
3. In future research, this type of data would also be further validated using a wider range of HAS
identification tools. These tools have been discussed by researchers, including: Renzulli (1990);
McAlpine and Reid (1996); Assouline (2003); Heller (2005); and Bracken and Brown (2006). If more
time is allocated within the collection of data phase, a range of informal identification procedures
may also be used. These include: portfolios; information from the student or their families; and

information from other educators or professionals.

4. This research focused purely on junior, secondary science classes. This was important to a) limit
the variables being used within this study; and b) to focus on secondary level schooling rather than
primary. As mentioned, secondary school research is more limited for secondary than for primary
school research (Gentry & Gable, 2001). In further research, applying the same questions as in Table
1 to other subject/domain areas, and establishing their relevance separately beyond this study,
would advance the research. Patterns relevant to specific subjects/domains might become appar-

ent.
Conclusion

CD that extends HAS is an area of significant practical challenge, particularly for secondary teach-
ers in mixed-ability classrooms. HAS, in this study, showed they did not perceive that extension
strategies were happening at the same levels as did their teachers. More data involving student
perceptions is required, for schools to be able to address these needs. In addition, radical, and wide-

ranging whole-school programs that enhance the wider HAS learning environment are required.

This research has brought to light that, while CD is an excellent pedagogical model, it may not be
effectively providing extension for HAS in mixed-ability secondary science classrooms. It has also
highlighted, however, the high level of importance HAS and teachers place on CD strategies.
Teachers are undoubtedly trying to provide extension for HAS through CD. However, HAS are
looking for challenge and rigour at their own levels, and in ways that teachers may be struggling

to provide in the stressful arena that is a secondary, mixed-ability classroom.

This study has not indicated that teachers are not working as hard as they can to achieve extension
for HAS through CD. It would appear, however, that teachers urgently need to reflect more care-
fully on how effective their attempts to extend HAS are perceived by HAS. Clearly, if CD alone is
not providing adequately for HAS, all schools must provide a wide range of gifted education pro-
grams, beyond the classroom. As mentioned, this includes that access to mentors, relevant experts
and acceleration is essential, as is the opportunity to work within a group of like minds. This paper

also supports the urgent need for a diverse range of teacher extension education. Whole-school
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gifted programming should be mandatory. Australian educators need to consider this paper’s ev-
idence carefully. If schools can only provide HAS a diet of CD in mixed-ability classrooms, pro-
vided by teachers with limited or no gifted education training, underachievement and disengage-

ment for HAS will continue to increase.

Clearly, comparing teachers’ and students’ perceptions of extension for HAS, provided evidence
of problem areas within current pedagogy. Ongoing research is needed in this important education
area, in order to support teaching and learning for HAS. The capacity of CD to extend students of
high ability in mixed-ability secondary classrooms is significantly questioned by this study, and by

the research of others.
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Appendix A. STUDENT SURVEY

Student Survey Name: Importance | Achievability

Tick two of the columns to show
1. how important you think each is to extend highly able students,
2. how achievable each is in a science classroom to extend highly able students.

o Importance
ot Achievable
Occasionallv Achievable

Limited Importance
Extremelv Important
[Usuallv achievable
Always Achievable

Important

Individual Learning Plans are a good idea for students of high ability

Harder text books (beyond Year 7 level) and other more advanced materials
should be provided for students of high ability.

Classroom activities should be about more complicated ideas for highly able stu-
dents.

Classroom activities should involve abstract thinking, (in other words, go beyond
the facts) for highly able students.

Classes for highly able students should focus on the main concepts and themes of
a topic.

Content (what you learn)

Content of a unit should be in part designed to take into consideration the special
abilities and interests of highly able learners.

Highly able students should be given divergent thinking activities that are differ-
ent and unusual

Highly able students should not have to do the parts of the unit that they already
know so they have time to do other things of their own choice in the unit

Highly able students should be able to work on a subject at a higher level (e.g.
Year 8 or 9 level) and do the assessments for that level.

Highly able students should be able to work at their own pace at their own level.

Highly able students should be able to work on activities that use higher-order
thinking skills, for example analysis, synthesis, and evaluation

Process (how you learn)

Highly able students need ‘tiered” lessons (learning by steps) with different levels
of challenge, so that they can jump up to the level that suits them.

Assignments should have choices designed for highly able students.

Highly able students should be able to choose, with the teacher’s guidance, their
own ways to demonstrate what they have learned.

Highly able students should be able to work on tasks involving real world prob-
lems

Highly able students should be able to present their work to be judged by real au-
diences (various people or groups)

What is needed as assessment should be worked out at the start by the teacher and
the student

Highly able students should be encouraged to suggest practical uses for what they
learn

Product (what you are expected
to do or make)

Highly able students should be allowed to work with students in the class who
think like them and are at their level.

Highly able students should be allowed to work with older classes for some of the
time, as needed.

Highly able students should be allowed to do their own projects about things that
interest them,

Highly able students should be encouraged to take part in competitions, extra-cur-
ricular programs (clubs, choir, orchestra, sport teams, art shows etc) and on-line
learning.

Environment

Highly able students should have special tutors or mentors who are experts in
something the student is interested in.

Highly able students should be allowed to be in special ‘pull-out’ programs for
some lessons each week in the subject they are good at.

Note. Adapted from Maker, 1982.
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Appendix B. HIGHLY ABLE STUDENT SELECTION CHECKLIST

Highly Able Student Characteristics Strongly Agree Neither Disagree Strongly
agree A/D disagree

1.  Student is in the top 10% of the science class aca-
demically

2. The capacity to make unusual links between ideas

3. Learns at significantly faster rates

4. Manipulates abstract ideas and makes connections
to an advanced degree.

5. Has an extensive and detailed memory, particularly
in an area of interest.

6. Has vocabulary advanced for age —precocious lan-
guage.

7.  Asks intelligent questions.

8. Isable to identify the important characteristics of
new concepts, problems.

9. Has abroad base of knowledge —a large quantity of
information.

10. Uses analogical thinking, problem solving, or rea-
soning.

11. Has an intense, sustained interest.

12. Has hobbies/collections related to field.

13. Attracted toward cognitive complexity, enjoys solv-
ing complex problems.

14. Solves problems intuitively using insight.

15. Has an inquisitive nature, asks good questions.

16. Understands abstract ideas and concepts.

17. Reads widely in an academic field.

18. Visualizes images and translates into other forms—
written, spoken, symbolic—music notation, num-
bers, letters.

19. Can reverse steps in the mental process.

20. Underachieving gifted student

Note. Adapted from Szabos (1982); Gagné (2003); Munro (2003).
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Abstract

An evaluation of the history of countries' education in
helps us better understand the present and develop
better future policies. In this study, the decisions
taken on the education of special talents in the con-
gresses of the National Education in Turkey held since
the establishment of the Republic were critically eval-
uated. Document analysis, one of the qualitative re-
search methods, was used. In this context, a total of
nineteen councils were examined. As a result of the
study, it was found that that there were studies for
children in need of special education in the multi-
party period and it was seen that detailed decisions
regarding the education of talented individuals came
forward after 2000s as a result of the developments in
the world and the reflection of these developments to
Turkey and the importance of the issue. Looking at
the implementation of the recommendations of the
decisions, it was seen that some decisions were ap-
plied, some decisions do not continue. Finally, when
we look at the agenda items for the education of tal-
ented individuals in past councils, it was seen that it
is not sustainable, it is more person-focused than sys-
tem-oriented, and it is shaped according to govern-
ment policies

Key Words: education of special talented individuals,
educational policies, national education councils

Oz

Ulkelerin egitime dair tarihsel siirecini degerlendir-
mek, bugiinii daha iyi anlamamiza ve ileriye doniik
politika belirlememize yardimci olmaktadir. Bu ¢alis-
mada, Cumhuriyetin kurulusundan giiniimiize kadar
diizenlenen milli egitim stiralarinda 6zel yeteneklile-
rin egitimine iliskin alinan kararlar, tek partili do-
nemde diizenlenen stiralar, ¢ok partili doneme gegis
siirecinde diizenlenen siiralar, ¢ok partili dénemde
diizenlenen sfiralar, planli dénemde diizenlenen
stiralar, 1980 sonrasi diizenlenen stiralar ve 2000 son-
ras1 diizenlenen stiralar baglaminda degerlendirilmis-
tir. Nitel arastirma yontemlerinden dokiiman incele-
mesi kullanilmistir. Bu kapsamda giintimiize kadar
diizenlenen toplam on dokuz sliranin incelemesi ya-
pilmistir. Yapilan inceleme sonucunda ¢ok partili do-
nemde Ozel egitime gereksinimi olan ¢ocuklara yone-
lik caligmalarin yer aldigi, 6zel yetenekli bireylerin
egitimine iligkin ise ayrintili kararlarin diinyada mey-
dana gelen gelismeler ve s6z konusu gelismelerin {il-
kemize yansimasi ile konunun énemsenmesi sonucu
2000'1i yallardan sonra &ne ¢iktig1 goriilmektedir. Tav-
siye niteligi tasiyan kararlarmin uygulamalarma ba-
kildiginda ise, baz1 kararlarin uygulandigi bazi karar-
larin ise devamimin gelmedigi goriilmiistiir. Son ola-
rak; diizenlenen stiralarda yer alan 6zel yetenekli bi-
reylerin egitimine yonelik giindem maddelerine ba-
kildiginda stirdiiriilebilir olmadig, sistem odakli ol-
maktan ziyade kisi odakl1 oldugu ve hiikiimet politi-
kalarma gore sekillendigi goriilmektedir.

Anahtar Sozciikler: 6zel yetenekli bireylerin egitimi,
egitim politikalar1, milli egitim stiralar1

Summary

Purpose and Significance: The Councils are the most important supreme board and advisory body

of the national ministry of education. Council decisions are not binding in terms of the relevant

units of the Ministry of National Education but they are decisions that managers sometimes make

to implement decisions that they consider important (Can, 1999). Decisions taken at the councils
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and councils are advisory, it is important to establish a basis for the policies of the Ministry of

National Education, and it is seen that thesis and articles about the institutions are made.

When we look at the studies on the education policies of the special talented individuals in our
country, it is seen that there are generally various documents but there is no in-depth analysis of
the existing documents and no studies have been found regarding the reflection of the decisions
taken during the national education councils. When evaluated from this point of view, the deci-
sions taken at the national education councils were evaluated and looked at their reflection on

politics.

Methods: In this study, the decisions taken regarding the education of the special talented individ-
uals during the 19 national education councils organized from the foundation of the Republic to
the day-to-day were evaluated based on the classification made by Deniz (2001). In addition to the
classification made by Deniz (2001), the sixth period was added by the authors to the year 2000
after the year 2000. For this purpose, document analysis, one of the qualitative research methods,
was conducted in the research. It is important that one of the researchers has worked as an expert
and manager in the field of education of special talents for many years and other researchers have
also worked for many years in the same field, MEB and TUBITAK (Scientific and Technological
Research Council of Turkey) is involved in the projects and scientific works in cooperation is also

important

Results: Councils which are made from the Republican date to the present; it is seen that councils
held in 1953, 1981, 1993 and 1996, which were reviewed and included in the opening speech of a
council, in which a total of six council decisions were taken, were given recommendations under
the name of children with special education needs. On the other hand, the council, which is held
on various dates, made extensive decisions on the training of special talented individuals for the
first time in 2006, XVII. It was taken in the National Education Council and it was held in XVIII. It
is seen that National Education Council decisions are followed (Sak et al., 2015).

Conclusions: The arrangement of the councils and the determination of the issues can be said to
be related to solving the problems of the period (Ambarli, 2010). However, it can be said that the
decisions taken by the councils are a recommendation and that some decisions cannot be imple-

mented with some reason or that some decisions are abandoned after a short time.
Giris

Ozel yetenekli bireylerin egitiminde tanim, tanilama, uygulamaya iliskin modeller, bu ¢ocuklarin
ozellikleri, toplum tarafindan kabul gormeleri veya algilanmalari ve istihdamlar1 uzun yillar tize-
rinde calisma yapilan temel konulardir. Yapilan tanimlarin kiiltiirden kiiltiire degistigi (Sak, 2010),
tanilamaya iliskin calismalarin her zaman tartisildig1 ve tanilama yaklasiminin net olmasi gerektigi
(Heller, 2004), uygulanacak egitim modellerinin iyi belirlenmesi, kiiltiire ve sisteme uyum sagla-
mas1 gerektigi (Davashgil, 2004), 6zelliklerine iligskin yapilan arastirmalar ve elde edilen bulgular
ile istihdamlarina yo6nelik yapilan calismalar bugiinde halen {izerinde tartisilan konular arasinda-
dur.

Talent 2020, 10/1 63



Bilgi¢ & Ataman Education Council

Ulkemizde 6zel yetenekli bireylerin egitiminin ihmal edilmis olmas1 bilinen bir gercgektir (Ataman,
2012; 2014). Ihmal edilmis olmasinin yani sira yani sira biirokrasinin vizyonu, birikimi ve diisiin-
celeri de 6nemlidir. Ik olma ve ilk defa gerceklestirme gabalarinin gegmiste var olan calismalari
goz ard1 ettigi ve var olan ¢alismalarin stirdiiriilebilirligini de engelledigi diistiniilebilir. Diger ta-
raftan gerek MEB’in kendi iginde ve gerekse bakanliklar aras1 veya sivil toplum kuruluslari, {ini-
versiteler ile koordinasyonun cesitli nedenlerden dolay1 saglikli kurulamamas: da 6zel yetenekli
bireylerin egitiminin 6niindeki engeller arasinda sayilabilir. Ulkemizde insanlarin 6zel yetenekli
bireylere iliskin algilarinin da politika belirlemede etkili olabilecegi gerceginden hareketle Sak
(2011) tarafindan yapilan bir arastirmay1 paylasmakta fayda var. 812 katilimci ile gergeklestirilen
calismada elde edilen bulgulardan biri de 6zel yetenekli bireylerin ruhsal ve davranigsal problem-
lerinin oldugudur (%60,5). Ayrica ayni arastirmaci bu durumun 6zellikle medyada yansitilma bi-

ciminden kaynaklandigini 6ne siirmektedir.

Hiikiimetlerin kaliciliklarii saglamak ve bir sonraki se¢cim donemine iliskin topluma vaat edilen-
lerin gerceklestirilmesi kaygilar1 biirokratlar1 uzun vadeli politikalarin belirlenmesi ve uygulan-
masina iligkin yaklagimlardan uzak tuttugu diistiniilebilir. Nitekim Coban (2016) tarafindan yapi-
lan doktora tezinin bir boliimiinii MEB’teki yeniden yapilanmay1 degerlendirme olusturmaktadir.
Bu amagla dort miistesar yardimcisi ve dort genel miidiir ile ve ayrica dokuz kisilik bir grupla (2
sef, 1 gorevli 6gretmen, 2 egitim uzmani, 1 sube miidiirii, 1 MEB egitim uzman yardimcisi, 1 maarif
miifettisi, 1 daire bagkani) odak goriismesi yapmistir. Yapilan icerik analizi sonucunda degisim
siirecinde kayg1 ortaminin hakim oldugu ve giiven ortaminin olusturulamadigi, kurumsal hafiza-
nin sekteye ugradig1 ve degisimi takip etmek amaciyla etkili bir izleme degerlendirme mekaniz-

masinin kurulamadigi elde edilen bazi temalardir.

Bu calismada Cumhuriyetin kurulusundan giintimiize kadar diizenlenen toplam 19 milli egitim
stirasinda 6zel yetenekli bireylerin egitimine iliskin alinan kararlar incelenmistir. Yapilan incele-
mede tek partili donemde diizenlenen stiralar, ¢ok partili doneme gecis stirecinde diizenlenen
stiralar, ¢cok partili donemde diizenlenen stiralar, planli donemde diizenlenen stiralar, 1980 sonrasi
diizenlenen stiralar siniflamasi temel alinmistir (Deniz, 2001). Yazarlar tarafindan da 2000 yilindan

sonrast olmak tizere 2000 sonrasi diizenlenen stiralar ad1 altinda altinct donem eklenmistir.

Milli Egitim Bakanligi’'nca (MEB) 2013 yilinda yayimlanan strateji ve uygulama planinda (MEB,
2013) ilk defa ozel yetenekli birey kavraminin kullanilmaya baslandig1 goriilmektedir. Daha sonra
2015 ve 2016 yilinda yayimlanan bilim ve sanat merkezleri (BILSEM) yonergelerinde (MEB, 2015a,
2016) ve 2018 yilinda yayimlanan 06zel egitim hizmetleri yonetmeliginde (MEB, 2018a) ayni
kavramm kullanildig1 goriilmektedir. Bugilin artik biirokraside ve iiniversitelerde de ayni
kavramin kullanildig1 bilinmektedir. Plan, yonerge ve yonetmelige bakildiginda tanimin igeriginin
2013 yilindan 6nce yayimlanan belgelerle ayni oldugu ancak kavramin (iistiin yetenek, iistiin 6zel
yetenek, Ozel yetenek) degistigi goriilmektedir. Ozel yetenek kavraminin kullanilmasiin,
etiketleme, firsat esitligi ve elitizm olusturma kaygisindan kaynaklandig: diisiiniilebilir (TBMM,
2012).
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Milli Egitim Stiras1 ve Kararlar

MEB, Cumhuriyetin kurulusundan itibaren egitimle ilgili karsilastig1 6nemli sorunlar1 ¢6zmek ve
egitimin planlanmasi amaciyla 22 Haziran 1933 tarih ve 2287 sayil1 kanun ile kurulan ve daha sonra
MEB'’in daimi kurumlar1 arasina yer alan MEB’in danisma organi olan milli egitim stirasini teski-
latina eklemistir (Ding, 2008). 22 Haziran 1933 tarihli ve 2434 sayili Resmi Gazete’de kurulmas ile
ilgili maddeler asagidadir (MEB, 1933).

Madde 3 — Maarif siiras1 Cumhuriyet maarifinin terbiyeye tedrisata taallitk eden islerinde talim ve ter-
biye dairesince hazirlanacak nizamname, talimatname, program ve esaslarla stira azas: tarafindan bu
mevzular etrafinda yapilacak teklifleri tetkik ederek bir karara baglar. Maarif stirastnin kararlar: Maarif
Vekilinin tasdikiyle katilegir.
Madde 4 — Maarif siirast su zatlardan terekkiip eder:
I) Maarif miistesari,
2) Milli Talim ve terbiye dairesi reis ve azalari,
3) Dariilfiinun emini ve dariilfiinunun her fakiiltesi ile giizel sanatlar akademisinin her sube-
sinden ve Maarif Vekdletine bagl yiiksek mekteplerin muallim meclislerince segilecek birer mii-
derris veya muallim,
4) Tedrisat umum miidiirleri ve kiitiiphaneler, miizeler miidiirleri ile mektep miizesi miidiirii,
5) Miifettiglerce kendi aralarindan sececekleri iki miifettis,
6) Maarif miidiirlerinden Vekiletce segilecek iki zat,
7) Her lise ile muallim mekteplerinin muallim meclislerince g0sterilecek birer namzetten
vekdletce secilecek iicer zat,
8) Maarif miidiirlerince g0sterilecek birer namzet arasindan Vekiletce secilecek iki ilk tedrisat
miifettis ve ti¢ ilk mektep muallimi,
9) Intisaslarindan istifade olunmak iizere Vekaletce davet olunacak yedi zat, Siiraya secki ile
gelen zatlar her ii¢ senede bir secilirler. Siiranin reisi Maarif vekilidir.
Madde 5 — Maarif siirast ii¢ senede bir defa toplanir. Ancak liizumu halinde Maarif Vekili Siiray: fev-
kaldde toplantiya da davet edebilir.
Madde 6 — Maarif siirasinin ruznamesi vekdletce hazirlanarak toplantidan en az bir ay evvel azaya
bildirilir.

1988, 1993, 1995 ve 2014 yillarinda yeniden diizenlenen milli egitim stiras1 (MEB, 2014a); en yiiksek
danigsma kurulu oldugu, 4 yilda bir toplandig, alinan ve kabul edilen kararlarin yonetmelikle ya-

yimlandig: ve tavsiye niteliginde oldugu goriilmektedir.

Siira

MADDE 5 — (1) Stira; Bakanligin en yiiksek damsma kuruludur. Tiirk milli eitim sistemini gelistirmek,
niteligini yiikseltmek icin egitim ve 6gretimle ilgili konulari tetkik eder; tavsiye kararlar: alir.

Siiranin teskili

MADDE 6 — (1) Bakan, Stivamin tabii iiyesi ve baskamdir. Siira, tabii iiyeler ile davetli iiyelerden tesekkiil
eder.

Stirann toplanmast

MADDE 11 — (1) Stivamin, Bakanin daveti iizerine 4 yilda bir toplanmast esastir. Bakan, gerektiginde
Stirayr olaganiistii toplantiya ¢agirabilir.

Stira glindemi

MADDE 12 — (1) Siiramn giindemi ve toplant: tarihi, do§rudan Bakan tarafindan tespit edilebilir ya da
Kurul tarafindan belirlenerek Bakana sunulur. Giindemin belirlenmesinde merkez ve tagra birimleriyle
diger kurum ve kuruluglarin goriisleri de alinabilir.

Stira kararlarvmn kabulii

Talent 2020, 10/1 65



Bilgi¢ & Ataman Education Council

MADDE 17 — (1) Kararlar, toplantiya katilan iiyelerin oy ¢oklugu ile alinir. Oylamalar agik tasnif usu-
lityle yapilir. Oylarin esit olmast hilinde Bagkanin katildigr goriis kabul edilir.

Stira kararlarimin yayimlanmas:

MADDE 18 — (1) Stira Genel Kurulunda alinan kararlar Bakan oluru ile Tebligler Dergisinde yayimla-
nr.

Stira kararlarimin uygulanmasi

MADDE 19 — (1) Stira kararlar: tavsiye niteligindedir. Genel Sekreterlik, Stiva kararlariny ilgili birimlere
gonderir.

Stiramin sekreterya isleri

MADDE 20 - (1) Stiramin sekreterya isleri Kurul Bagkanliginca yiiriitiiliir.

14/09/2011 tarihli ve 28054 sayili Resmi Gazete’de 652 sayili “Milli Egitim Bakanliginin Teskilat ve
Gorevleri Hakkinda Kanun Hiikmiinde Kararname”nin yayimlanmasi ile birlikte yeniden yapilanma
siirecinde MEB, Talim ve Terbiye Kurulu Baskanligi’'nda Kurul ve Siira Igleri Daire Bagkanhigini
kurmustur (MEB, 2017a). Kurulan baskanhigin gorevleri ise sunlardir: “"Kurul ¢alismalart ile ilgili is
ve islemleri yapmak, Milli egitim siirast ile ilgili is ve islemleri yapmak, Kurul ve Stira ¢alismalar: igin

dokiimantasyon ve kaynak taramasi yapmak, Baskan tarafindan verilen diger gorevleri yapmak” tir.

Milli egitim stiras1, kanunda belirtilen konumu geregince bir danisma ve planlama kuruludur.
Burada yapilan ¢alisma sonucunda hazirlanan raporlar genel kurulda onaylanir veya degisti-
rilir. Onaylanan kararlar stira karar1 olarak MEB'e tavsiye niteligindedir (Ding, 2008). Tavsiye
niteliginde olmasina ragmen stiralarda alinan kararlar MEB’in politika belirlemesinde 6nemli
rol oynamaktadir. Nitekim 2017 yilinda talim ve terbiye kurulunca hazirlanan miifredatta, ye-
nileme ve degisiklik ¢calismalarma bakildiginda referans alinan énemli dokiimanlarimdan bi-

rini de stiralarda alinan kararlar olusturmaktadir (MEB, 2017b).
Saralar

Stiralar, MEB’in 6nemli en st kurulu ve danisma orgarnidir. S$tira kararlar1t MEB'in ilgili birimleri
agisindan baglayic1 olmamakla beraber zaman zaman yoneticilerin 6nemli bulduklar: kararlari uy-
gulamaya koyduklari kararlardir (Can, 1999). Stralar ve stiralarda alinan kararlarin tavsiye nite-
liginde olmas1 ve MEB politikalarina dayanak olusturmasi bakimindan 6nemli olup, stiralarla ilgili
tez ve makale galismalarinin yapildig1 goriilmektedir. Ornegin, Can (1999), Deniz (2001), Giimiis-
giil ve Goral (2014), Giiven (2016), Giizel ve Simsek (2012), Memduhoglu ve Taymur (2014), Tofur,
Aypay ve Yiicel (2016) ve Uzun ve Ustten (2010) tarafindan yapilan ¢alismalar bazilaridir.

Yontem

1923 yilindan giintimiize kadar diizenlenen 19 milli egitim stiras1 dokiimanlar1 incelenmesi ama-
ayla ile gerceklestirilen s6z konusu arastirmada nitel arastirma yontemi kullanilmistir. Creswell
(1998) nitel arastirmayi, sosyal yasami ve insanla ilgili problemleri kendine 6zgii yontemlerle sor-
gulayarak, anlamlandirma siireci olarak ifade etmektedir. Genel itibari ile nitel arastirmact goz-
lem, goriisme ve dokiimanlardan yola ¢ikarak kavramlari, anlamlar: ve iligkileri agiklamaktadir
(Merriam, 1998).
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Aragtirmacilardan birinin uzun yillar 6zel yeteneklilerin egitimi alaninda kamuda uzman ve y6-
neticilik yapmis olmasi ve diger bir arastirmacinin da ayni alanda uzun yillar caligmis olmasi, MEB
ve TUBITAK (Tiirkiye Bilimsel ve Teknolojik Arastirma Kurumu) isbirligi icerisinde yiiriitiilen

projelerde ve bilimsel calismalarda gorev almis olmas1 ayrica 6nem tasimaktadir.
Verilerin Toplanmasi

Calismada nitel arastirma yontemlerinden dokiiman incelemesi yoluyla veriler toplanmistir. Do-
kiiman incelemesinde, arastirilmasi hedeflenen olgu veya olgular hakkinda bilgi iceren yazili do-
kiimanlarin analizi yer almaktadir (Yildirim ve Simsek, 2013). Dokiiman incelemesinde stira karar-
larin degerlendirilmesi siirecinde, bugtine kadar diizenlenen siiralarin belirlenmesi, diizenlenen
stira kararlarinda alinan kararlara ulasilmasi ve alinan kararlarin uygulanmasina yonelik bagla-
minda degerlendirilmesi asamalari izlenmistir. Bu kapsamda calismada, stiralarda alinan kararla-
rin iilkemizde 6zel egitim politikalar1 olusturmada etkin oldugu varsayimindan hareketle 6zel ye-

tenekli bireylerin egitimi gézden gegirilmistir.

1923 yilindan giiniimiize kadar diizenlenen stiralar incelenmistir. Yillara gore diizenlenen stiralar
Tablo 1’de yer almaktadir.

Tablo 1. Yillara Goére Diizenlenen Siira Sayis1
1923-1938 1938-1950 1950-1960 1960-1980 1980-2000 2000-2017
- 4 2 3 7 3

Tablo 1’de goriildiigii tizere, 79 yil icinde toplam on dokuz stiranin yapildig, ortalama 4 yilda bir
stranin yapildig: ve 1980-2000°li yillar arasinda yedi stiranin yapildig: dikkat cekmektedir. Diizen-

lenen toplam on dokuz stiraya iliskin ise baz1 bilgiler Tablo 2’de yer almaktadir.

Tablo 2. Diizenlenen Siralara iliskin Baz1 Bilgileri

Yili Katillmca  Komisyon Bakan Hiikiimetler
Sayis1 Sayis1
Tek Partili Donemde Diizenlenen Siiralar (Deniz, 2001)

L. 17 - 29 Temmuz 1939 138 8 Hasan Ali Yiicel Ismet INONU
8. Hiklimet

II. 15 - 21 Subat 1943 142 3 Hasan Ali Yiicel Stikrii
SARACOGLU
13. Hiiktimet

Cok Partili Déneme Gegis Siirecinde Diizenlenen Stiralar
III. 2 - 10 Aralik 1946 292 5 Resat Semsettin Mehmet Recep
Sirer PEKER

15. Hikiimet

IV.  22-31 Agustos 1949 271 5 Tahsin Banguoglu Semsettin
GUNALTAY
18. Hitkiimet

Cok Partili Dénemde Diizenlenen Siiralar

V. 5 - 14 Subat 1953 326 8 Tevfik ileri Adnan MENDERES
20. Hiikiimet

VL 18 - 23 Mart 1957 550 4 Ahmet Ozel Adnan MENDERES
22. Hiiklimet
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Tablo 2 (devami). Diizenlenen Siiralara iliskin Baz1 Bilgileri

Yili Katilima  Komisyon Bakan Hiikiimetler
Sayis1 Sayis1
Planli Dénemde Diizenlenen Silralar

VIL 5 - 15 Subat 1962 - 14 Hilmi Incesulu Ismet INONU
26. Hiikiimet

VIII. 28 Eyliil - 3 Ekim 1970 126 2 Orhan Oguz Siileyman
DEMIREL
32. Hiikiimet

IX. 24 Haziran - 4 Temmuz 1974 - 2 Mustafa Ustiindag Biilent ECEVIT
37. Hiikkiimet

1980 Sonrast Diizenlenen Stiralar

X. 23 - 26 Haziran 1981 180 4 Hasan Saglam Bilent ULUSU
44. Hiikiimet

XI. 8 - 11 Haziran 1982 - 1 Hasan Saglam Bilent ULUSU
44. Hiikkiimet

XII. 18 - 22 Haziran 1988 - 7 Hasan Celal Giizel Turgut OZAL
46. Hiikkiimet

XIIL 15 - 19 Ocak 1990 - 4 Avni Akyol Yildirim AKBULUT
47. Hiikkiimet

XIV. 27 - 29 Eyliil 1993 - 2 Nahit Mentege Tansu CILLER
50. Hiikiimet

XV. 13 - 17 May1s 1996 - 5 Turhan Tayan Mesut YILMAZ
53. Hiikiimet

XVL 13 - 17 Kasim 1999 - 5 Metin Bostancioglu  Biilent ECEVIT
57. Hiikiimet

2000 Sonras Diizenlenen Siiralar

XVIL. 13 - 17 Kasim 2006 850 2 Hiiseyin Celik Recep Tayyip
ERDOGAN
59. Hiikiimet

XVIII.  1-5Kasim 2010 - 5 Nimet Cubukcu Recep Tayyip
ERDOGAN
60. Hiikiimet

XIX. 2 - 6 Aralik 2014 600 4 Nabi Ava Ahmet
DAVUTOGLU
62. Hitkiimet
(Bagbakanlik, 2017)

Stiralar, 1921 yilinda Maarif Kongresi, 1923, 1924, 1925 ve 1926 yillarinda “Heyet-i ﬂmiye”, 1939,
1943, 1946, 1949, 1953, 1957, 1962, 1970, 1974, 1981, 1982, 1988, 1990, 1993, 1996, 1999, 2006, 2010 ve
2014 yillarinda “Milli Egitim Stralar1” ad1 altinda yapilmistir (Uzun ve Ustten, 2010). Tablo 2'de,
stiralarin diizenlendigi tarih, katilima sayisi, diizenlendigi yer, olusturulan komisyon sayis: ve o
donemde gorevde bulunan MEB Bakaninin ad1 yer almaktadir. Stiralarin, planli dénemde diizenli
bir sekilde yapilamadig: ve bazi stiralar arasindaki siirenin (XI. ve XII.) uzun oldugu goriilmekte-
dir. I, II. ve X,, XI. stiralarda Milli Egitim Bakaninin ayni oldugu, diger tiim stiralarda Milli Egitim
Bakanlarmin farklh oldugu dikkat ¢ekmektedir. 1980 sonrasi X. ve XI. stiralarin ise ardi1 ardina ya-
pildig: dikkatlerden kagmamaktadir. 1939-1961 yillar1 arasinda ise alt1 stiranin yapildig goriilmek-
tedir. Eris (2006) tarafindan yapilan yiiksek lisans tezinde, bu donemde alinan kararlarin hemen
hemen hepsinin uygulamaya gecirilmesinin egitim agisindan 6nemli oldugu ve stiralar agisindan

en verimli donemin 1939-1961 yillarin1 kapsayan dénem oldugu ifade edilmektedir.
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Ulkemizde 6zel yetenekli bireylerin egitimi politikalarma iligkin galigmalara bakildiginda genel-
likle gesitli dokiimanlarin bulundugu ancak var olan dokiimanlarin analizine ve milli egitim stira-
sinda alinan kararlarin politikaya yansimasina iligkin yeterli calismalarin olmadig: goriilmiistiir.
Bu agidan degerlendirildiginde s6z konusu calismada milli egitim stiralarinda alman kararlar de-

gerlendirilmis ve politikalara yansimalarina bakilmaistir.
Milli Egitim Stiralarinda Alinan Kararlarin Degerlendirilmesi

Cumhuriyetin kurulusundan giiniimiize kadar diizenlenen on dokuz milli egitim stirasinin giin-
dem maddelerinde, agirlikli olarak; mesleki ve teknik egitim, ilkogretim ve ortadgretim programlari, yiik-
sekogretim, ogretmen yetistirme ve mevzuata iliskin calismalarin yogunlukta oldugu goriilmektedir.
Tofur, Aypay ve Yiicel (2016) tarafindan yapilan ¢alismada, 1980 yili sonras1 diizenlenen dokuz
stirada (1980-2014) en ¢ok calisilan basliklardan birinin ¢alisma kosullarini gelistirme ve en az galisi-
lan basliklardan birinin ise dgretmen dgrenmeleri ve 6grenci basarisini degerlendirme boyutu oldugu
bulunmustur. Cakir (2017) tarafindan yapilan bir baska calismada ise, 1980 sonras: diizenlenen
stiralarda egitim politikalari ile ilgili 21 kavram tespit edilmistir. En fazla tartisma konusu yapilan-
lar ise sirasiyla; dgretmen, mesleki ve teknik eSitim, okul dncesi egitim, ilkogretim, dzel egitim, yaygin egi-
tim, teknoloji kullanimu, ozel sektor, zorunlu egitim, yabanc: dil ve Atatiirkciiliik konulariin oldugu go-

rilmiistiir.
Tek Partili Donemde Diizenlenen Stiralar

1939 ve 1943 olmak iizere toplam iki stiranin diizenlendigi dikkat cekmektedir. Diizenlenen stira-
larda daha ¢ok bakanligin plan ve esaslari, miifredatin gézden gecirilmesi, anadil caligmalari, ahlak
gelisimi, program ve yonetmeliklerin hazirlanmasi, 6gretmen yetistirme politikalar1 vb. temel po-

litikalara iliskin giindem maddelerinin oldugu goze carpmaktadir.
Cok Partili Doneme Gegis Siirecinde Diizenlenen Siiralar

Ozel gereksinimli gocuklarmn egitimi politikalarina iliskin ilk stira kararlarimin, gok partili doneme
gecis siirecinde diizenlenen IV. Milli Egitim Stirasinda (1949) alindig1 ve ilk defa zihinsel yetersiz-
ligi olan 6grenciler ile 6zel yetenekli ¢ocuklarin egitiminin ayr1 okullarda verilmesi yoniinde bir
onerinin getirildigi ancak getirilen 6nerinin kabul gormemesi nedeni ile talim ve terbiye kuruluna
havale edildigi goriilmektedir (Deniz, 2001).

Cok Partili Donemde Diizenlenen Stralar

Cok partili donemde diizenlenen V. Milli Egitim Stirasinda (MEB, 1953), 6zel gereksinimli ¢ocuk-
larin egitimine iliskin okullarin agilmasi giindeme gelmis ve korunmaya muhtag ¢ocuklar hakkin-
daki kanunun yeniden gozden gecirilmesi kararlastirilmistir. Kararlastirilan kanunun yeniden
gozden gecirilmesi 6zel yetenekli ¢ocuklar1 kapsamamaktadir. Donemin sartlar1 degerlendirildi-
ginde daha ¢ok korunmaya muhtag ve 6zel gereksinimli cocuklarin saglik ve bakim giderleri tize-
rinde duruldugu goriilmektedir. {1k defa 6zel egitime gereksinimi olan gocuklarin ihtiyaglari dog-
rultusunda bir rapor hazirlanmis ve rapor stira giindemi maddeleri arasinda yer almistir. 1953 y1-

linda diizenlenen V. Milli Egitim Stirasinda yer verilen ve kabul edilen bir 6neride soyledir: “Giizel
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sanatlarda olaganiistii yetenek gosteren cocuklarin devlet tarafindan yetistirilmesi 6610 sayili kanunda kabul
edilmekte denilerek zekd ve teknik alanda olaganiistii yetenekli cocuklarin da bu kanun kapsamina alin-
mast”dir. 12/07/1948 tarihli ve 6955 sayili Resmi Gazete’de 5245 sayili “[dil Biret ve Suna Kan'in Ya-
banct Memleketlere Miizik Tahsiline Gonderilmesine Dair Kanun”, diger adi ile 1dil Biret ve Suna Kan
yasasi bunlardan biridir. Yasa kapsaminda yurt digina gonderilen idil Biret ve Suna Kan, {ilke-
mizde ve yurt disinda bir¢ok basariya imza atmiglardir (Tun¢gdemir, 2008). Daha sonra s6z konusu
yasa genisletilerek 24/02/1956 tarihli ve 9242 sayili Resmi Gazete’de 6660 sayili “Giizel Sanatlarda
Fevkalade Istidat Gosteren Cocuklarin Devlet Tarafindan Yetistirilmesi Hakkinda Kanun” yayimlanmistir.
1963 yilinda da s6z konusu kanuna dayanilarak 05/08/1963 tarihli ve 11472 sayil1 Resmi Gazete’de
“Giizel Sanatlarda Fevkaldde Istidat Gosteren Cocuklarin Devlet Tarafindan Yetistirilmesi Hakkindaki Y6-
netmelik” yayimlanmistir (Akkanat, 2004). Miizik ve plastik sanatlarda olaganiistii yetenekleri olan
¢ocuklarin yurt ici ya da yurt disinda devlet hesabina yetistirilmelerine iliskin uygulanmakta olan
6660 Sayili Yasanin 1956-1972 yillar1 arasinda yararlananlarin tiimiiniin biiyiik kentlerde oturan
sanatkar, 0gretmen ve aydin ailelerden geldikleri ve ayrica ailelerinde kendilerine benzer kisilerin

oldugu da ortaya ¢gikmustir (Giizel, 1973).
Planli Dénemde Diizenlenen Stiralar

1957 yilinda Sovyetler Birligi tarafindan firlatilan Sputnik fiizesinin diinyada 6zel yeteneklilerin
egitiminde bir milat olarak kabul edildigi goriilmektedir. Planli donemde diizenlenen VII. ve IX.
Milli Egitim Stiralaria bakildiginda (MEB, 1962; 1974), tilkemiz de diinyadaki gelismelere kayitsiz
kalmamis ve planli donemde diizenlenen VII. Milli Egitim Stirasinda 6zel yetenekli gocuklarin egi-
timine yonelik liselerin kurulmasi ¢alismalar1 giindeme gelmis ve fen liselerinin agilma siireci bas-
lamigtir. VIL. Milli Egitim SGrasinin 6nemli maddelerinden bir digeri de, lise ve dengi meslek okul-
larimni bitiren 6grencilerin ilgili fakiiltelere giris hakkini elde edebilmek igin yetistirildikleri alanlara
gore tek elden idare olunacak gesitli olgunluk imtihanlarina yer verilmesi diistincesidir. 196011 y1l-
lara gelinceye kadar lise mezunu sayisinin az olmasi nedeniyle iiniversitelerin bagvuran 6grencileri
smavsiz kabul ettigi, 1960’1 yillardan sonra lise mezunundaki sayimin artmasi sonucunda iiniver-
sitelerin kendi amaglar1 dogrultusunda simavlarini yaptiklar: ancak daha sonraki yillardaki mezun
sayisindaki artig ve objektifligin saglanabilmesi gibi cesitli nedenlerden dolay1 1974 yilinda Og-
renci Segme ve Yerlestirme Merkezi'nin (OSYM) kuruldugu goriilmektedir (OSYM, 2017). Soz ko-
nusu siireg ile birlikte dershane siirecinin de basladig1 sdylenebilir.

Cumbhuriyetin kurulusundan giiniimiize kadar gelismelere bakildiginda sanat egitimine 6nem ve-
rildigi goriilmektedir. VII. Milli Egitim SGrasinda Deneme Sanat Enstitiisti kurulmas: diistincesi
ortaya atilmigtir. Ulkemizin Cumhuriyetin kurulus yillarinda sanat egitimi iizerinde durma dii-
siincesi, yetenegin daha kolay tanilanabilir olmas: diistincesinden kaynaklanmais olabilir (TBMM,
1967). Planli donemde diizenlenen IX. Milli Egitim Strasinda, dzel egitim, 6zel yetenek vb. kavramla-
rin yer almadig1 ancak 6nemli kavramlar arasinda yer alan bireysel farkliliklar kavraminin yer aldig:
ve bireysel farkliliklar dikkate almarak egitimde firsat esitligi cercevesinde ilgi ve yetenek gruplar:

dogrultusunda egitim diizenlemelerinin yapilmasi ifadelerine yer verildigi gortilmiistiir.

70 Talent 2020, 10/1



Bilgic & Ataman Education Council

1980 Sonrasi Diizenlenen Stralar

1980°1i yillardan sonra diizenlenen VIL, IX., XI., XII., XVIL., XVIIL ve XIX. stiralarda, 6zel yete-
neklilerin egitimine iligkin 6nemli kararlarin alindig1 ancak alinan kararlarin uygulamada ¢ok
az yer buldugu veya hi¢ bulmadig1 ve son yillarda 6zel gereksinimli ¢ocuklarin egitimi ala-
ninda ilerlemelere ragmen ayn ilerlemenin 6zel yeteneklilerin egitimi alaninda olmadig1 go-
riilmektedir. Stiphesiz kararlarin uygulanmamasinda ve ilerlemenin kaydedilememesinde ce-
sitli nedenler disinda 6zel yeteneklilerin egitiminin 6zel egitim kapsaminda degerlendirilme-

mesi de sayilabilir.

1980 sonras: diizenlenen XI. Milli Egitim SGirasinda (MEB, 1982) dikkat ¢eken nokta tek bir
glindem maddesi (6gretmen ve egitim uzman1 durum, yetistirilmeleri ve Oneriler) {izerinde
yapilmasidir. XI. Milli Egitim $tirasinda yer alan maddelerden biri de 6zel egitim uzmaninin
tanimi, gorevleri ve egitimlerine yonelik model 6nerisidir. Bu kapsamda 6zel egitim dallarma
bakildiginda 6zel yeteneklilerin egitimi de yer almaktadir. Diger taraftan parantez iginde yer
alan say1 (2500) o donemde 6zel yeteneklilerin egitiminde yetistirilmesi gereken uzman say1-
sina isaret etmektedir. Ozel egitim alaninda &zel yetenekli bireylerin egitiminde gorev alacak
ogretmenlerin yetistirilmesinde ise 2000°1i yillara kadar herhangi bir ¢alismanin yapilmadig:
goriilmektedir. 2002 yilinda Istanbul Universitesi Hasan Ali Yiicel Egitim Fakiiltesi biinye-
sinde agilan iistiin zekalilar 6gretmenligi sonrasinda birkag 6zel tiniversite de ayni1 boltim agil-
mistir. Ancak Yiiksekogretim Kurulu'nun (YOK) 2016 yilinda aldig1 karar sonrasinda {iniver-
sitelerde bulunan gesitli boliimler (isitme yetersizligi, gorme yetersizligi, {istiin zekalilar vb)

ozel egitim catis1 altinda birlestirilmistir.

XII. Milli Egitim Stirasinda (MEB, 1988), 6zel gereksinimli ¢ocuklarin egitimine énem veril-
mesi gerektigi lizerinde durulmustur. Buna gore 6zel yeteneklilerin egitiminde 6zel egitim
smiflarmin agilmasi karar: alinmigtir. Ancak bugiine gelindiginde 6zel yeteneklilerin egitimi
icin Ozel egitim siiflarinin agilamadig goriilmektedir. Bugiin MEB’in uygulamalarina bakil-
diginda da BILSEM uygulamalar1 ve kismen de destek egitim odast uygulamalarinin oldugu
goriilmektedir.

XII. Milli Egitim SGirasinda alinan bir diger kararda 6zel yetenekli cocuklarinda 6zel program-
larla yetistirilmesidir. Bu karar dogrultusunda 1989 yilindan itibaren giizel sanatlar liseleri
agllmaya baslanmistir. Onu daha sonra ne kadar dayanak teskil ettigi tartisilabilir olmakla be-
raber 1995 yilinda BILSEM'in acilmasi, 2003 yilinda sosyal bilimler lisesinin agilmas: ve 2009
yilinda ise spor lisesinin agilmasi takip etmistir. Bugiin matematik, fen, Tiirkge, sosyal, resim,
miizik ve spor alaninda yetenekli olan 6grencilere yonelik ortadgretim diizeyinde okullar bu-
lunmaktadir. Ancak temel egitim diizeyinde okullarin bulunmadigi, bu diizeydeki 6zel yete-
nekli cocuklarin daha ¢cok BILSEM’e devam ettigi goriilmektedir. Yapilan arastirmalarda BIL-
SEM’den daha ¢ok temel egitime devam eden 6grencilerin yararlandigi bulunmustur (Bilgic,
2017).

Fen liseleri ve sosyal bilimler liselerinin nitelikleri tartisilmakla beraber, MEB’in kurum agma
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yonetmeliginde, bir ilde sekizinci sinifta okuyan toplam 6grenci sayisinin %5’ini gegmeyecek
sekilde fen lisesi ve sosyal bilimler lisesi acilma kriteri belirlenmigtir (MEB, 2017c). Ornegin
Bartin ilinde ortaokula giden 6grenci sayist 10.310’dur (MEB, 2017d). Ad1 gegen yonetmelige
gore %51 alman 515 6grencinin fen ve sosyal bilimleri lisesine gidebilecegi varsayilmaktadir.
Bu da Bartin ili icin bir fen lisesi veya bir sosyal bilimler lisesi anlami tasimaktadir. %5’lik bir
oran ile yapilacak diizenlemeye gore fen ve sosyal bilimler lisesinin ac¢ilmasinin daha saglikli

bir uygulama olacag1 degerlendirilmektedir.

XII. Milli Egitim $irasinda alinan 6nemli kararlardan bir digeri de 6zel egitim alaninin ihtiyag
duydugu 6gretmenlerin yetistirilmesine yonelik diizenlemedir. Daha 6nce de zaman zaman
glindeme gelen ve ilk defa XI. Milli Egitim Stirasinda ayrintilandirilan 6gretmen yetistirme
politikasinda bugiine gelindiginde, 6zel egitimde gorme, isitme ve zihinsel alanda 6gretmen
yetistirmede yol alindig1 ancak o6zel yetenek alaninda 6gretmen yetistirilmesinde ise aym
hizda yol alinamadig1 gercegidir. Son yillarda yapilan caligmalar ile 6zel yetenek alaninda 6g-

retmen yetistirme ¢abalari devam etmektedir.
2000 Sonrasi Diizenlenen Strralar

2000 y1l1 sonrasi diizenlenen XVII. Milli Egitim Stiras1 (MEB, 2006a), Cumhuriyet tarihinden giinii-
miize kadar 6zel yeteneklilerin egitimi alaninda ayrintili kararlarin alindig ilk stira olma 6zelligi
tagimasi agisindan onemlidir. 2006 yilinda diizenlenen XVIIL. Milli Egitim SGrasinda alinan karar-
lardan biri “17. Ustiin zekdli cocuklarin egitimi ve istihdami konularinda politikalar olusturulmalidir”
maddesidir. Bu tarihten itibaren MEB’in 6zel yetenekli bireylerin egitimine yonelik politika olus-
turma stirecine girdigini gormekteyiz. 2011 yilinda yayimlanan 652 sayili kanun hitkmiinde karar-
name Oncesi 6zel yeteneklilerin egitimi, sube miidiirliigii diizeyinde temsil edilmekte iken 2011
yilindan sonra MEB’in yeniden yapilanma siirecinde grup/daire bagskanlig1 diizeyinde temsil edil-
meye baslanmistir. 05 Agustos 2009 tarihli ve 27310 sayili Resmi Gazete’de yayimlanan Bilim ve
Teknoloji Yiiksek Kurulunun Onsekizinci ve Ondokuzuncu Toplantis: ile ilgili 2009/16 sayil1 Bas-
bakanlik Genelgesinde, iilkemizde 6zel yetenekli bireylerin egitimine yonelik MEB koordinasyo-
nunda “Ustiin Yetenekli Bireyler Strateji ve Uygulama Plani 2009-2013 "iin hazirlanmasina iligkin ga-
lismalarin baglatilmasina karar verilmistir. Karar sonrasi yapilan ¢alismalar sonucunda hazirlanan
“Ozel Yetenekli Bireyler Strateji ve Uygulama Plam 2013-2017”, 2013 yilinda Bilim ve Teknoloji Ku-

rulu’nun (BTYK) yirmi besinci toplantisinda sunularak yayimlanmaisgtir.

Strateji planinda 6zel yeteneklilerin egitimine yonelik yapilmasi gerekenler Tablo 3’te 6zet halinde
yer almaktadir (MEB, 2013). Strateji planinin yayimlanmasindaki temel amag; 6zel yeteneklilerin
egitimi felsefesini olusturmak ve toplumdaki anlayis: gelistirmek; alinacak kararlarda ve yapilacak
uygulamalarda stireklilik ve firsat esitligi saglamaktir. Tablo 3’te goriildiigii lizere tanilamada,
okul 6ncesi ve ilkokulda gelisim testlerine, ortaokul ve lisede zeka testlerine ve her kademede 6g-
renci kisisel dosyalarina yer verilmektedir. Ayrica okula erken baslatma ve smif atlatma okul 6n-
cesi disinda tiim egitim kademelerinde yapilabilmektedir. Zenginlestirme uygulamalarina her ka-
demede, mentdrliik uygulamalarina ise sadece lisede yer verildigi goriilmektedir. Ozel yetenekli-

lerin egitiminde, ortaokul ve lisede; BILSEM, egitim bolgeleri yetenek gruplari, fen liseleri, sosyal

72 Talent 2020, 10/1



Bilgic & Ataman Education Council

bilimler liseleri, giizel sanatlar liseleri ve spor liseleri gibi ayr1 okul uygulamalarinin énerildigi go-

riilmektedir.

Tablo 3. Ozel Yetenekli Bireyler i¢in Egitim Diizeylerine Gore Yeni Uygulama Modelleri

Planlanan Uygulamalar _ Egl.tlm Diizeyleri
Okul Oncesi  Ilkokul  Ortaokul Lise

1 Zeka Testleri - - + +
2 Gelisim Testleri + + - -
3 Ogrenci Kisisel Dosyalar1 + + + +
4 Hizlandirma (Erken Okula Baglatma ve/veya Sinif Yiikseltme) - + + +
5 Kaynastirma/Biitiinlestirme Egitimi + + + +
6 Bireysellestirilmis Egitim Programlar1 + + + +
7 Okul Ici Zenginlestirilmis Destek Programlari + + + +
8 Okul Dis1 Zenginlestirilmis Destek Programlari + + + +
9 Yetenek Atolyeleri - + + +
10  Destek Egitim Odalar: + + + +
11  Egitim Bolgeleri Yetenek Gruplari - - + +
12 BILSEM _ ¥ i i
13 leri Diizey Egitim - - B, +
14  Uzaktan Egitim + + + +
15  Mentorliik Destegi - - - +
16  Aile Egitim Programlari + + + +
17 Ogretmenlerin Ozel Yetenekler Konusunda Hizmet Oncesi/ici Egitimi + + + +

XVII. Milli Egitim Strasinda yayimlanan diger bir kararda “24. Bilim ve sanat merkezlerine gretmen
segciminde fen lisesi ve Anadolu lisesindeki 0gretmen secimine benzer kriterler getirilmelidir”dir. S6z ko-
nusu madde dikkate almarak 2007 yilinda cikarilan 2007/87 Genelge ile birlikte BILSEM’e &gret-
men seciminde bu kriterler getirilmistir. Bugiin de halen iizerinde birtakim degisiklikler yapilarak
BILSEM’e 6gretmen secimi yapildig1 goriilmektedir. Uygulamada karsilik bulan diger bir calis-
mada “25. TUBITAK, Milli Eitim Bakanlig ve iiniversitelerin is birligi ile iistiin yetenekli 6grencilerin
egitimi konusunda yaz-kis kamplari, bilim damismanhigr vb. etkinliklerin diizenlenmesinde is birligi yapil-
malidir” maddesidir. Ozel yetenekli bireylere yonelik kamplarin gerek MEB ve gerekse diger ba-
kanliklar ve kurumlar tarafindan desteklenerek bugiin de halen yapildig: bilinmektedir. Milli egi-
tim tarihinde ilk defa XVII. Milli Egitim Strasinda ayrintili tavsiye kararlarinin alinmasi ve alian
tavsiye kararlarinin bir kisminin uygulamada yer bulmasi 6zel yetenekli bireylerin egitiminde

onemli bir yer tutmaktadir.

2010 yilinda diizenlenen XVIIL. Milli Egitim Stirasinda (MEB, 2010) “Ustiin yetenekli ve/veya iistiin
zekdli cocuklarimizin yetenek ve istidatlarina gore programlanmis ve planlanmus ozel egitim okullar: acilma-
lidir” karar1 alinmasina ragmen bugiine kadar herhangi bir adimin atilmadig1 sdylenebilir. Ulke-
mizde diger yetersizlik tiirlerine (gorme, isitme vb.) iliskin 6zel egitim okullar1 bulunmakta iken
0zel yeteneklilere iliskin ayr1 okullar bulunmamaktadir. Ortadgretim diizeyinde bulunan fen ve
sosyal bilimler liseleri gibi liselerin mevzuatinda gerekli diizenlemeler yapilarak 6zel egitim okul-
larma doniistiiriilebilir. Nihayetinde fen ve sosyal bilimler liseleri 6zel yetenekli 6grencilere yone-
lik acilan okullardir. Diger taraftan 6zel yetenekli ¢cocuklarin egitimine iliskin politikalar farkl ge-
nel midiirliikler tarafindan belirlenmekte ve az 6nce sayilan okullar ise farkli genel miidiirliiklere
baglh bulunmaktadir. 56z konusu durumun zaman zaman gorev karmasasi doguracag: gercegin-
den hareketle, karmasanin giderilmesi 6zel yetenekli ¢cocuklarin lehine olacaktir. Yine ayn1 stirada

gecerli ve giivenilir 6l¢me araglar: gelistirilmeli ile ilgili karar degerlendirildiginde, Sak ve digerleri
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(2016) tarafindan gelistirilen Anadolu Sak Zeka Olgegi olumlu bir gelisme olarak degerlendiril-

mektedir.

2014 yilinda diizenlenen XIX. Milli Egitim Strasinda (MEB, 2014b) “5. Ozel yetenekli dgrencilerin
egitimine yonelik bir yonetmeligin hazirlanmas: ve anaokulundan itibaren gecerli olacak sekilde yeni bir 6g-
retim progranunin yapilmas:” maddesi yer almaktadir. Ozel yetenekli bireylerin egitiminin 6zel egi-
tim kapsamu igerisinde degerlendirilmesi gercegi goz oniine alinarak ayri bir yonetmelikte yer ve-
rilmesi iizerinde tartisilmasi gereken konular arasindadir. Kaldi ki 2006 yilinda yayimlanan 6zel
egitim hizmetleri yonetmeliginde (MEB, 2006b) konuyla ilgili maddeler yer almaktadir. Diger ta-
raftan hazirlanacak ayri bir mevzuatin 6zel yeteneklilerin egitimini ayristiracagi gercegi de goz
oniine alinarak var olan mevzuattaki ilgili maddelerin biraz daha genisletilmesinin soruna ¢6ziim
olacag1 diisiiniilmektedir. Yine BILSEM programi hazirlama calismalarmin ve ayrica ilkokul ve
ortaokulda destek egitim odalarina iliskin ders bazinda 6gretim programi hazirlama ¢alismalari-

nin yapildig1 sdylenebilir.
Sonuc ve Oneriler

Cumbhuriyet tarihinden bugiine kadar diizenlenen stiralarda; toplam alt1 stirada kararlarin alindig;,
bir stirada acilis konusmasinda yer verildigi, incelenen ve burada yer verilmeyen 1953, 1981, 1993
ve 1996 yillarinda diizenlenen stiralarda 6zel egitime gereksinimi olan ¢ocuklar adi1 altinda tavsiye
kararlarina yer verildigi goriilmektedir. Diger taraftan gesitli tarihlerde diizenlenen stiralarda 6zel
yetenekli bireylerin egitimine yonelik genis kapsamli kararlarin ilk defa 2006 yilinda diizenlenen
XVII. Milli Egitim $tirasinda alindig1 ve onu daha sonra 2010 yilinda diizenlenen XVIII. Milli Egi-

tim Strasi kararlarinin izledigi goriilmektedir (Sak vd., 2015).

Bugiine kadar diizenlenen stiralarda alinan kararlarda, iistiin istidat, iistiin zekd, iistiin yetenek, ozel
yetenek gibi cesitli kavramlarin kullanildig1 goriilmektedir (Bilgic, 2017). 2011 yilinda yayimlanan
652 sayil1 KHK (Kanun Hiikmiinde Kararname) sonrasinda 6zel yetenekli kavraminin yer aldigy,
2013 yilinda yayimlanan strateji belgesi sonrasinda da ozel yetenekli kavraminin kabul gordiigii ve

kullanildig: bilinmelidir.

1980’li yillar sonrasinda gerek milli egitim stiralarinda ve gerekse kalkinma planlarinda 6zel yete-
nekli 6grencilerin egitiminin énemine yer verilmesinin bugiin yapilan ¢alismalara zemin hazirla-
dig1 diistiniilebilir (Sak vd., 2015). Deniz (2001), 2000°1i yillara kadar olan zamanda diizenlenen
stiralarda cesitli 6ziir gruplar: yer alirken ve yetenek 6n plana ¢ikarilirken diger taraftan 6zel yete-
nekli bireylerin egitimine yonelik yapilan herhangi bir ¢alismanin olmadigini ifade etmektedir.

Ona gore bu sekilde bir ihtiyaci stira giindemine almak bile akillara gelmemis olabilir.

2009 yilinda 6zel yetenekli bireyler strateji ve uygulama planinin hazirlanmasina iliskin resmi ga-
zetenin yayimlanmasi sonrasinda yaklasik dort yil 6zel yetenekli bireylerin egitimi ile ilgili taraf-
larin goriisleri yapilan toplants, calistay, sempozyum vb. etkinliklerde alindigi bilinmektedir (MEB,
2013). Farkindaligin artmasi, toplumun genis bir kesiminin goriisiiniin alinmasi ve yapilacak ¢alis-
malara yol gostermesi bakimindan 6nem arz eden strateji ve uygulama planini gerceklestirilen calis-
malar, kismen gerceklestirilen calismalar ve gerceklestirilemeyen calismalar seklinde kategorilendirerek

degerlendirmeninde yararh olacag diisiiniilmektedir.
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Gergeklestirilen ¢aligmalar. Ozel yeteneklilerin egitimine yonelik yerelde ve iilkemiz
genelinde 6gretmen egitimlerinin her yil yapildig: goriilmektedir. Diger taraftan okullarda destek
egitim alan ve BILSEM’e devam eden o6zel yeteneklilerin ailelerine iliskinde aile egitim

programlariin hazirlandig1 ve uygulandig: bilinmektedir (MEB, 2019).

Kismen gerceklestirilen calismalar. Tiim egitim kademelerinde 6nerilen 6grenci kisisel dos-
yalarinin hazirlanmasmna iliskin ¢alismalara bakildiginda bunun yayimlanan 2023 egitim vizyonu
raporunda yer aldig1 goriilmektedir (MEB, 2018b). Yayimlanan raporda yalniz 6zel yetenekli 6g-
rencileri degil tiim 6grencileri kapsamaktadir. Benzer sekilde yetenek atdlyelerinin agilmasina y6-
nelik ¢calismalarinda 2023 egitim vizyonu belgesinde yer almaktadir. Yine 6zel yetenekli bireylerin
bulundugu ortamda kaynastirma/Biitiinlestirmesine yonelik ¢alismalarin devam ettigi ancak is-
tendik diizeyde olmadig1 gozlenmektedir. Diger yandan hazirlanmas: gereken bireysellestirilmis
egitim programina iligkin ise yeteri kadar yol alinamadig1 s6ylenebilir (Bedur, Bilgi¢ ve Taghdere,
2015; Pemik ve Levent, 2019). Ozel yetenekli bireylerin destek egitim odalarinda egitim almalarina
iliskin de heniiz yeni yeni ¢alismalarin oldugu ve istendik diizeyde olmadig: bilinmektedir (Kis,
2013; Akalin, 2014; Bedur vd., 2015; Pemik ve Levent, 2019).

Gergeklestirilemeyen calismalar. Okul oncesi ve ilkokulda onerilen gelisim testlerinin
yerine zeka testlerinin uygulandigr goriilmektedir (MEB, 2015b). Hizlandirma (erken okula
baslatma, siuf yiikseltme) ile ilgili calismalara bakildiginda mesafe alinamadig: ve 2000'1i yillarda
oldugu gibi sadece ilkokulda smif yiikseltmenin oldugu bilinmektedir (MEB, 2014c). Oysa
diinyadaki uygulamalara bakildiginda sinif yiikseltmenin her kademede oldugu bilinmektedir
(Monks ve Pfliiger, 2005). Son olarak ise strateji ve uygulama planinda yer alan egitim bolgeleri

yetenek gruplarimin olusturulmasina iligkin ise herhangi calisma yapilamadig: sdylenebilir.

Biitiinciil bir politika olusturamama sorununa (Kilig, 2015) ragmen dénem donem 6zel yetenekli
bireylerin egitiminde toplumun beklentilerini karsilayacak kararlarin alindig1 ancak uygulamada
ayni1 basarinin gosterilemedigi goriilmektedir. Asri'ye (2015) gore stiralarda ne karar alinirsa alin-
sin onu uygulayacak olan hiikiimet ve hiikiimet igindeki siyasiler ve biirokratlardir. Dolayisiyla
0zel yetenekli bireylerin egitimi bundan sonra diizenlenecek stiralarda 6zel egitim gereksinimi
olan bireyler ad1 altinda giindem maddesi olarak alinmali ve bir biitiinliik icerisinde degerlendi-

rilmelidir.

Stralarin diizenlenmesi ve konularin belirlenmesi iginde bulunulan dénemin sorunlarinin ¢oziil-
mesine iliskin oldugu soylenebilir (Ambarli, 2010). Ancak stiralarda alinan kararlarin tavsiye nite-
liginde olmasi ve yaptirim giiciiniin olmamasi nedeni ile bazi kararlarin hi¢ uygulanamadigi veya

bazi kararlardan kisa bir siire sonra vazgecildigi sdylenebilir.
Calismadan elde edilen sonuglara dayanarak getirilen oneriler asagidadar:

o [Ilgili taraflarca kabul gorecek kisa, orta ve uzun dénemli hedeflerin yer aldig1 ikinci bir
strateji belgesi veya dokiiman hazirlanmali ve uygulanmalidir.

o  Ogzel yetenekli bireylerin egitimine iliskin AR-GE galismalar1 yapilmali ve elde edilen so-
nuglar dogrultusunda uygulamaya gegcilmelidir.

e Diizenlenecek XX. milli egitim stirasinda 6zel egitim-6zel yeteneklilerin egitimi komisyonu
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kurulmali ve alinan kararlar uygulanmalidir.
Kaynakca

Akalin, S. (2014). Okul 6ncesi egitim kurumlarinda galisan rehber 6gretmenlerin kaynastirma uy-
gulamalarina iliskin gereksinimleri. International Journal of Early Childhood Special Education
(INT-JECSE), 6(1), 115-142.

Akkanat, H. (2004). Ustiin veya 6zel yetenekliler. M. R. Sirin., A. Kulaksizoglu ve A. E. Bilgili (Ed.),

Secilmis makaleler kitab: icinde, (s. 167-193). Istanbul: Cocuk Vakfi Yayinlari.

Ambarli, A. (2010). Tiirkiye’de Cumhuriyet’ten giiniimiize sosyal bilgiler programlari: Degisiklikler, dii-
zenlemeler, giincellemeler (Yayimlanmamis yiiksek lisans tezi). Selguk Universitesi Egitim Bi-
limleri Enstitiisii, Konya.

Ataman, A. (2012). Ozel gereksinimli cocuk. A. Ataman (Ed.), Temel egitim 6gretmenleri icin kaynas-
tirma wygulamalar1 ve ozel egitim iginde (s. 25-54). Ankara: Vize Yaymncilik.

Ataman, A. (2014). Giris. A. Ataman (Ed.), Ustiin zekdlilar ve iistiin yetenekliler konusunda bilinmesi
gerekenler icinde (s. 7-27). Ankara: Vize Yaymncilik.

Asri, S. (2015). Tiirkiye’de egitim politikalariin aktorleri. A. Gimiis (Ed.), Tiirkiye'de egitim politi-
kalari iginde (s. 77-108). Ankara: llem Kitapligi-Nobel Akademik Yaymcilik.

Basbakanlik, (2017). Basbakanlik gec¢mis hiikiimetler. https://www.basbakanlik.gov.tr/Forms/_Glo-
bal/_Government/pg_CabinetHistory.aspx adresinden erisilmistir.

Bedur, S., Bilgic, N. ve Taslhidere, E. (2015). Ozel (tistiin) yetenekli 6grencilere sunulan destek egitim

hizmetlerinin degerlendirilmesi. Hasan Ali Yiicel Egitim Fakiiltesi Dergisi, 12-1(23), 159-175.

Bilgic, N. (2017). Ustiin zekali ve yetenekli bireylerin egitimi politikalarina yonelik nitel bir calisma (Ya-
yimlanmamis doktora tezi). Gazi Universitesi Egitim Bilimleri Enstitiisii, Ankara, Tiirkiye.

Can, N. (1999). Onuncu milli egitim stiras1 kararlari1 1s1ginda milli egitim bakanlig1 merkez orgiitii
hiyerarsik yapisinin degerlendirilmesi. Sosyal Bilimler Enstitiisii Dergisi, 8, 181-194.

Cakar, C. (2017). Ge¢misten giintimiize Tiirk egitim sistemindeki gelismeler: Bir kamu politikasi
aktorii olarak milli egitim stiralar1 6zelinde bir degerlendirme. Sosyal ve Beseri Bilimleri Der-
gisi, 9(2), 31-48.

Coban, O. (2016). Milli egitim bakanlig merkez teskilati yoneticilerinin rgiitsel degisimi yonetme yeter-
likleri ile stratejik liderlik davramslart arasindaki iliskinin incelenmesi (Yayimlanmamis doktora
tezi). Gazi Universitesi Egitim Bilimleri Enstitiisii, Ankara.

Creswell, J. W. (1998). Qualitative inquiry and research design: Choosing among five traditions. Thousand
Oaks, CA: Sage Publications.

Davasligil, U. (2004). Ustiin zekali gocuklarin egitimi. M. R. Sirin., A. Kulaksizoglu. ve A., E., Bilgili
(Ed.), Secilmis makaleler kitab: icinde (ss. 233-241). Istanbul: Cocuk Vakfi Yayinlari.

Deniz, M. (2001). Milli egitim siiralarinin tarihgesi ve egitim politikalarina etkisi (Yayimlanmamais yiik-
sek lisans tezi). Siileyman Demirel Universitesi Sosyal Bilimler Enstitiisii, Isparta.

Ding, S. (2008). Cumhuriyet donemi egitim tarihimizde I. milli egitim silrast (17-23 Temmuz 1939) ve uy-
gulamalari.http://turkoloji.cu.edu.tr/ATATURK/arastirmalar/sait_dinc_I_milliegitim_su-
rasi.pdf adresinden erisilmistir.

Eris, S. (2006). 1961-1987 yillar: arasinda gergeklestirilen milli egitim siiralar: ve alinan kararlarin uygu-
lamalar: (Yayimlanmamuis yiiksek lisans tezi). Selguk Universitesi Sosyal Bilimler Enstitiisti,
Konya, Tiirkiye.

Giimiisgiil, O. ve Goral, M. (2014). Milli egitim stralar1 kapsaminda beden egitimi dersi. Sportif
Bakis: Spor ve Egitim Bilimleri Dergisi, 1(1), 14-29.

Giiven, S. (2016). 1933 yil1 reformundan giiniimiize {iniversiteler ve milli egitim stiralar1 kararlari.
Egitimde Kuram ve Uygulama, 12(4), 928-944.

76 Talent 2020, 10/1


https://www.basbakanlik.gov.tr/Forms/_Global/_Government/pg_CabinetHistory.aspx
https://www.basbakanlik.gov.tr/Forms/_Global/_Government/pg_CabinetHistory.aspx
http://turkoloji.cu.edu.tr/ATATURK/arastirmalar/sait_dinc_I_milliegitim_surasi.pdf
http://turkoloji.cu.edu.tr/ATATURK/arastirmalar/sait_dinc_I_milliegitim_surasi.pdf

Bilgic & Ataman Education Council

Giizel, A. (1973). Cumhuriyet doneminde iistiin yetenekli ¢ocuklarin yetistirilmesine iliskin yasal
olanaklar. Ankara Universitesi Egitim Fakiiltesi Yayinlari, 36, 175-186.

Giizel, D. ve Simsek, A. (2012). Milli egitim stiralarinda ders kitaplari. Sakarya Universitesi Egitim
Fakiiltesi Dergisi, 23(23), 172-216.

Heller, K. A. (2004). Identification of gifted and talented students. Psychology Science, 46(3) 302-323.

Kilig, V. C. (2015). Tiirkiye’de iistiin ve 6zel yetenekli ¢ocuklara yonelik bir egitim politikas: olus-
turulamamasi sorunu {iizerine bir degerlendirme. 21. Yiizyilda Egitim ve Toplum, 4(12), 145-
154.

Kis, H. (2013). Destek egitim odalarindaki uygulamalara iliskin rehber 6gretmenler ve Ozel egitim sinif 63-

retmenlerinin goriisleri (Yaymlanmamus yiiksek lisans tezi). Abant Izzet Baysal Universitesi
Egitim Bilimleri Enstitiisii, Bolu, Tiirkiye.

MEB (1933). Maarif vekileti merkez teskildti ve vazifeleri hakkinda kanun. https://www.resmiga-
zete.gov.tr/arsiv/2434.pdf adresinden erisilmistir.

MEB (1953). Milli egitim bakanligt V. milli egitim siirasi. http://ttkb.meb.gov.tr/meb_iys_dosya-
lar/2017_09/29164807_5_sura.pdf adresinden erisilmistir.

MEB (1962). Milli egitim bakanligr VII. milli egitim siirasi. http://ttkb.meb.gov.tr/meb_iys_dosya-
lar/2017_09/29164924_7_sura.pdf adresinden erisilmistir.

MEB (1974). Milli egitim bakanhgr IX. milli egitim siirasi. http://ttkb.meb.gov.tr/meb_iys_dosya-
lar/2017_09/29165045_9_sura.pdf adresinden erisilmistir.

MEB (1982). Milli egitim bakanhigr XI. milli egitim siirasi. http://ttkb.meb.gov.tr/meb_iys_dosya-
lar/2017_09/29165200_11_sura.pdf adresinden erisilmistir.

MEB (1988). Milli egitim bakanligr XII. milli egitim siirasi. http://ttkb.meb.gov.tr/meb_iys_dosya-
lar/2017_09/29165252_12_sura.pdf adresinden erisilmistir.

MEB (2006a). Milli egitim bakanligr XVII. milli egitim silras1. http://ttkb.meb.gov.tr/meb_iys_dosya-
lar/2017_09/29165619_17_sura.pdf adresinden erisilmistir.

MEB (2006b). Milli egitim bakanlig1 oOzel egitim hizmetleri yoénetmeligi. https://www.resmiga-
zete.gov.tr/eskiler/2006/05/20060531-2.htm adresinden erisilmistir.

MEB (2010). Milli egitim bakanlir XVIII. milli egitim siirasi. http://ttkb.meb.gov.tr/meb_iys_dosya-
lar/2017_09/29170222_18_sura.pdf adresinden erisilmistir.

MEB (2013). Ustiin (Ozel) yetenckli bireyler strateji ve uygulama plani 2013-2017. Anakara: Milli Egitim
Bakanlig1.

MEB (2014a). Milli egitim bakanligr milli egitim siiras: yonetmeligi. https://www.resmigazete.gov.tr/es-
kiler/2014/07/20140708-4.htm adresinden erisilmistir.

MEB (2014b). Milli egitim bakanlig XIX. milli egitim siirasi. http://ttkb.meb.gov.tr/meb_iys_dosya-
lar/2019_12/10095332_19_sura.pdf adresinden erisilmistir.

MEB (2014c). Milli egitim bakanligr okul Oncesi egitim ve ilkogretim kurumlart yonetmeligi.
https://www.resmigazete.gov.tr/eskiler/2014/07/20140726-4.htm adresinden erisilmistir.

MEB (2015a). Milli egitim bakanlig: bilim ve sanat merkezleri yonergesi. file:///C:/Users/FBI/Downlo-
ads/2698_Kasim%202015.pdf adresinden erisilmistir.

MEB (2015b). Milli egitim bakanlhigr bilim ve sanat merkezleri 0grenci tamlama kilavuzu.
https://orgm.meb.gov.tr/meb_iys_dosyalar/2015_11/19105341_rencitanlamaklavuzu.pdf
adresinden erigilmistir.

MEB (2016). Milli egitim bakanlig bilim ve sanat merkezleri yonergesi. file:///C:/Users/FBI/Downlo-
ads/2710_Kasim_2016.pdf adresinden erisilmistir.

MEB (2017a). Milli egitim bakanhig: talim ve terbiye kurulu baskanhigr kurul ve siira isleri baskanligu.
https://www.resmigazete.gov.tr/eskiler/2011/09/20110914-1.htm adresinden erisilmistir.

MEB (2017b). Milli egitim bakanhgr miifredatta yenileme ve degisiklik calismalarimz iize-
rinehttps://ttkb.meb.gov.tr/meb_iys_dosyalar/2017_07/18160003_basin_aciklamasi-prog-
ram.pdf adresinden erisilmistir.

Talent 2020, 10/1 77


https://www.resmigazete.gov.tr/arsiv/2434.pdf
https://www.resmigazete.gov.tr/arsiv/2434.pdf
http://ttkb.meb.gov.tr/meb_iys_dosyalar/2017_09/29164807_5_sura.pdf
http://ttkb.meb.gov.tr/meb_iys_dosyalar/2017_09/29164807_5_sura.pdf
http://ttkb.meb.gov.tr/meb_iys_dosyalar/2017_09/29164924_7_sura.pdf
http://ttkb.meb.gov.tr/meb_iys_dosyalar/2017_09/29164924_7_sura.pdf
http://ttkb.meb.gov.tr/meb_iys_dosyalar/2017_09/29165045_9_sura.pdf
http://ttkb.meb.gov.tr/meb_iys_dosyalar/2017_09/29165045_9_sura.pdf
http://ttkb.meb.gov.tr/meb_iys_dosyalar/2017_09/29165200_11_sura.pdf
http://ttkb.meb.gov.tr/meb_iys_dosyalar/2017_09/29165200_11_sura.pdf
http://ttkb.meb.gov.tr/meb_iys_dosyalar/2017_09/29165252_12_sura.pdf
http://ttkb.meb.gov.tr/meb_iys_dosyalar/2017_09/29165252_12_sura.pdf
http://ttkb.meb.gov.tr/meb_iys_dosyalar/2017_09/29165619_17_sura.pdf
http://ttkb.meb.gov.tr/meb_iys_dosyalar/2017_09/29165619_17_sura.pdf
https://www.resmigazete.gov.tr/eskiler/2006/05/20060531-2.htm
https://www.resmigazete.gov.tr/eskiler/2006/05/20060531-2.htm
http://ttkb.meb.gov.tr/meb_iys_dosyalar/2017_09/29170222_18_sura.pdf
http://ttkb.meb.gov.tr/meb_iys_dosyalar/2017_09/29170222_18_sura.pdf
https://www.resmigazete.gov.tr/eskiler/2014/07/20140708-4.htm
https://www.resmigazete.gov.tr/eskiler/2014/07/20140708-4.htm
http://ttkb.meb.gov.tr/meb_iys_dosyalar/2019_12/10095332_19_sura.pdf
http://ttkb.meb.gov.tr/meb_iys_dosyalar/2019_12/10095332_19_sura.pdf
https://www.resmigazete.gov.tr/eskiler/2014/07/20140726-4.htm
file:///C:/Users/ugur/Downloads/2698_Kasim%202015.pdf
file:///C:/Users/ugur/Downloads/2698_Kasim%202015.pdf
https://orgm.meb.gov.tr/meb_iys_dosyalar/2015_11/19105341_rencitanlamaklavuzu.pdf
file:///C:/Users/ugur/Downloads/2710_Kasim_2016.pdf
file:///C:/Users/ugur/Downloads/2710_Kasim_2016.pdf
https://www.resmigazete.gov.tr/eskiler/2011/09/20110914-1.htm
https://ttkb.meb.gov.tr/meb_iys_dosyalar/2017_07/18160003_basin_aciklamasi-program.pdf
https://ttkb.meb.gov.tr/meb_iys_dosyalar/2017_07/18160003_basin_aciklamasi-program.pdf
https://ttkb.meb.gov.tr/meb_iys_dosyalar/2017_07/18160003_basin_aciklamasi-program.pdf

Bilgi¢ & Ataman Education Council

MEB (2017c). Milli egitim bakanlir kurum agma, kapatma ve ad verme yonetmeligi. https://www.res-
migazete.gov.tr/eskiler/2017/06/20170624-5.htm adresinden erisilmistir.

MEB (2017d). Milli egitim bakanligr strateji  gelistirme bagkanlir milli egitim istatistikleri.
https://sgb.meb.gov.tr/meb_iys_dosyalar/2017_03/31152628_meb_istatistikleri_orgun_egi-
tim_2016_2017_1.pdf adresinden erisilmistir.

MEB (2018a). Milli egitim bakanli1 oOzel egitim hizmetleri yonetmeligi. https://www.resmiga-
zete.gov.tr/eskiler/2018/07/20180707-8.htm adresinden erisilmistir.

MEB, (2018b). Mutlu ¢ocuklar giiclii Tiirkiye — 2023 egitim vizyonu. Ankara: Milli Egitim Bakanlig.

MEB, (2019). Aile ve 6gretmen egitimleri. https://orgm.meb.gov.tr/ adresinden erisilmistir.

Memduhoglu, H. B. ve Taymur, A. (2014). Tiirkiye’de egitim denetimi alt sisteminin yeniden yapi-
landirilmasna iligkin model énerisi. Pegem Egitim ve Ogretim Dergisi, 4(2), 25-44.

Merriam, S. (1998). Qualitative research and case study applications in education. San Francisco: Jossey-
Bass.

Monks, F. J., & Pfliiger, R. (2005). Gifted education in 21 European countries: Inventoryand perspective.
Radboud University Nijmegen.

OSYM (2017). Olcme, secme ve yerlestirme merkezi baskanligi tarihsel gelisme. Erisim adresi:
http://www.osym.gov.tr/TR,8530/tarihsel gelisme.html

Pemik, K. ve Levent, F. (2019). Ustiin yetenekli 6grencilere destek odasinda verilen egitime iliskin

okul ydneticilerinin ve 6gretmenlerin goriisleri. Ankara Universitesi Egitim Bilimleri Fakiiltesi
Ozel Egitim Dergisi, 20, 1-26.

Sak, U. (2010). Ustiin zekalilar ézellikleri tanilanmalar: ve egitimleri. Ankara: Maya Yayimncilik.

Sak, U. (2011). Prevalence of misconceptions, dogmas and popular views about giftedness and in-
telligence: A case from Turkey. High Ability Studies, 22(2), 179-197.

Sak, U., Ayas, B., M., Bal-Sezerel, B., Opengin, E., Ozdemir, N., N. ve Demirel-Giirbiiz, S. (2015).
Tiirkiye’de {istiin yeteneklilerin egitiminin elestirel bir degerlendirmesi. Tiirk Ustiin Zekd ve
Egitim Dergisi, 5(2), 110-132.

Sak, U., Bal-Sezerel, B., Ayas, B., Tokmak, F., Ozdemir, N. N., Demirel-Giirbiiz, S. ve C)pengin, E.
(2016). Anadolu Sak zekd dlcegi (ASIS) uygulayict kitabr. Eskisehir: Anadolu Universitesi UYEP
Merkezi.

TBMM (1967). Tutanak. https://www.tbmm.gov.tr/tutanaklar/TUTA-
NAK/MM__/d02/c016/b093/mm__020160930452 adresinden erisilmistir.

TBMM (2012). Ustiin yetenekli cocuklarin kesfi, egitimleriyle ilgili sorunlarin tespiti ve iilkemizin gelisi-
mine katk: saglayacak etkin istihdamlarinin saglanmas: amactyla kurulan meclis arastirmasi komis-
yonu raporu. https://acikerisim.tbmm.gov.tr/xmlui/bitst-
ream/handle/11543/129/ss427.pdf?sequence=1&isAllowed=y adresinden erisilmistir.

Tofur, S., Aypay, A. ve Yiicel, C. (2016). 1980-2014 Tiirk milli egitim stira kararlari ile tebligler der-
gisi fihristlerinin karsilastirmali degerlendirilmesi. Egitim ve Bilim, 41(186), 253-274.

Tungdemir, 1. (2008). Coksesli miizikte harika cocuk kanunun Tiirk miizik kiiltiiriine etkisi. Idil
Biret-Suna Kan 6rnegi. Milli Egitim Dergisi, 36(177), 8-26.

Yildirim, A. ve Simsek, H. (2013). Sosyal bilimlerde nitel arastirma yontemleri. Ankara: Seckin Yayin-
cilik.

Uzun, Y. ve Ustten, U. A. (2010). Milli egitim stiralar1 ve Tiirkce'nin ana dil olarak 6gretimi. Ekev
Akademi Dergisi, 14(44), 137-144.

78 Talent 2020, 10/1


https://www.resmigazete.gov.tr/eskiler/2017/06/20170624-5.htm
https://www.resmigazete.gov.tr/eskiler/2017/06/20170624-5.htm
https://sgb.meb.gov.tr/meb_iys_dosyalar/2017_03/31152628_meb_istatistikleri_orgun_egitim_2016_2017_1.pdf
https://sgb.meb.gov.tr/meb_iys_dosyalar/2017_03/31152628_meb_istatistikleri_orgun_egitim_2016_2017_1.pdf
https://www.resmigazete.gov.tr/eskiler/2018/07/20180707-8.htm
https://www.resmigazete.gov.tr/eskiler/2018/07/20180707-8.htm
https://orgm.meb.gov.tr/
http://www.osym.gov.tr/TR,8530/tarihsel
http://www.osym.gov.tr/TR,8530/tarihsel
https://www.tbmm.gov.tr/tutanaklar/TUTANAK/MM__/d02/c016/b093/mm__020160930452
https://www.tbmm.gov.tr/tutanaklar/TUTANAK/MM__/d02/c016/b093/mm__020160930452
https://acikerisim.tbmm.gov.tr/xmlui/bitstream/handle/11543/129/ss427.pdf?sequence=1&isAllowed=y
https://acikerisim.tbmm.gov.tr/xmlui/bitstream/handle/11543/129/ss427.pdf?sequence=1&isAllowed=y

TALENT
2020, Vol 10, Issue 1, 79-94

Akdeniz, H., & Bangir Alpan, G. (2020). Analysis of gifted and
talented students' creative problem solving styles. Talent, 10(1), 79-94.
DOI: https://doi.org/10.46893/talent.758416

Received: March 19, 2020; Accepted: May 17, 2020

Research

Analysis of Gifted and Talented
Students' Creative Problem Solving
Styles*
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Abstract

This study aimed at analyzing creative problem-solv-
ing (CPS) styles of gifted and talented students. The
study was conducted as a quantitative study. The
study group of the research consisted of 151 students
77 girls (51%); 74 boys (49%) who were enrolled in sci-
ence and art centers in Ankara in the 2019-2020 aca-
demic year. Sixty-five (43%) of students were talented
in academics, 44 (29%) talented in music, and 42 (28%)
talented in the arts. Data for this study were collected
using the "Creative Problem Solving Styles Inven-
tory". Data were analyzed using x2 (chi-square) test,
Cramer's V coefficient and descriptive statistics. Find-
ings of the study showed that gifted and talented stu-
dents in the process of the CPS preferred conceptual-
izer style, generator style, optimizer style, and imple-
menter style respectively. No relation was found be-
tween students' CPS styles and their gender. Students'
CPS styles differed according to their talent areas
(general-music-art).

Key Words: creative problem solving, gifted and tal-
ented student, creative problem solving styles

Oz

Bu ¢alismanin amaci, 6zel yetenekli 6grencilerin yara-
tic1 problem ¢6zme (YPC) stillerini analiz etmektir.
Aragtirma nicel ¢alisma modelinde tarama desenine
gore yiiriitiilmiistiir. Arastirmanin ¢alisma grubunu
2019-2020 egitim 6gretim yilinda Ankara ilinde bulu-
nan Bilim ve Sanat Merkezleri'ne kayith 77 (%51) kiz
ve 74 (%49) erkek olmak tizere 6zel yetenekli 151 68-
renci olusturmaktadir. Ogrencilerin 651 (%43) genel
zihinsel yetenek alanina, 44'ii (%29) miizik yetenek
alanina ve 42’si (%28) gorsel sanatlar yetenek alanina
kayithidir. Arastirma verileri “Yaratict Problem
Cozme Stilleri Envanteri” ile toplanmistir. Veriler x2
(ki-kare) testi, Cramer’s V katsayis1 ve betimsel istatis-
tikler kullanilarak analiz edilmistir. Verilerin analizi
sonucunda, 6grencilerin YPC siirecinde sirayla; kav-
ramsallastirici, {iretici, gelistirici ve uygulayic stili
tercih ettikleri belirlenmistir. Ogrencilerin YPC stilleri
ile cinsiyetleri arasinda bir iliski tespit edilmemistir.
Ogrencilerin YPC stilleri yetenek alanlarma (genel-
miizik-gorsel sanatlar) gore farklilik gostermektedir
Anahtar Sozciikler: yaratic1 problem ¢6zme, 6zel ye-
tenekli 6grenci, yaratici problem ¢ézme stiller

Summary

Purpose and Significance: Creativity can play an important role in the issue of people's struggles
for problems. Therefore, creativity is an essential life skill to prepare individuals to survive with
an uncertain future and creativity should be considered a fundamental goal of current education
systems (Puccio, 2017). Creativity has commonly been conceptualized as a problem-solving activ-
ity (Amabile, 1983; Isaksen, & Treffinger, 2004; Osborn, 1953). According to Basadur, Graen and
Wakabayashi (1990) Individuals' creative problem-solving style can be identified four-styles (gen-
erator, conceptualizer, optimizer, implementer). The establishment of a heterogeneous structure in
terms of style in organizations, working groups or teams contributes to the higher quality and

innovative work. It is thought that it is important to provide for gifted and talented students who
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come to the fore in terms of creativity and problem-solving skills and to provide training to develop
these styles. This study is aimed to analyze the creative problem-solving styles of gifted and tal-

ented students.

Method: The study was conducted in the form of a quantitative study model. The study group of
the research consisted of 151 gifted and talented students registered in science and art centers in
Ankara. CPS inventory, which was developed by Basadur et al. (1990). Adaptation of the inventory
to the Turkish language was carried out by Akdeniz and Bangir Alpan (2019). The CPS measures
two bipolar, orthogonal, dimensions of cognitive activity underlying the creative problem-solving
process. The first dimension, apprehension, involves acquiring knowledge or understanding in
two different ways. (Experiencing vs. Thinking). The second dimension, utilization, involves ap-
plying knowledge or understanding in two different ways: (Ideation vs. Evaluation). The CPS in-
ventory consists of 18 sets of four words. Participants are instructed to rank the words within each
set from 1 to 4, where 1 represents the word “least characteristic of me as a problem-solver” and 4
represents the word “most characteristic of me as a problem-solver.” The four words in each set
represent, respectively, Experiencing (X), Thinking (T), Ideation (I), and Evaluation (E). Six four-
word distractor sets are embedded within the inventory to prevent respondents from identifying
patterns and responding stereotypically. The measures of Apprehension and Utilization are con-
structed from the item rankings. One measure (XT) is constructed by subtracting the T-item score
in a word set from the X-item score in the same set, and the other (IE) by subtracting the E-item
score from the I-item score. The 12 XT scores constitute a bipolar scale of Apprehension, which
represents the preference for Experiencing over Thinking; the 12 IE scores constitute a bipolar scale
of Utilization representing the preference for Ideation over Evaluation. Data were analyzed using

X2 (chi-square) test, Cramer's V coefficient and descriptive statistics.

Results and conclusion: According to Basadur and Goldsby (2016), any CPS style has no ad-
vantage over another. All styles are equally important. As a result of the analysis of the data, gifted
and talented students in the process of CPS can be said that they respectively prefer conceptualizer
style, generator style, optimizer style, and implementer style. No relation was found between stu-
dents' CPS styles and their gender. Students' CPS styles have differed according to their talent areas

(general-music-art).
Giris

Yaraticilik ve inovasyon hizla degisen diinyada bireylerin sahip olmasi gereken en énemli yasam
becerileri arasinda yer almaktadir (Tennant, McMullen & Kaczynski, 2009; Trilling & Fadel, 2009).
21.ytizy1ilin gelisen ihtiyaglar1 dogrultusunda Bloom’a ait egitimin bilissel hedefleri de revize edi-
lerek yaraticilik, bireylerin elde edebilecegi en yiiksek bilissel hedef olarak belirlenmistir (Gurak-
Ozdemir, Acar, Puccio & Wright, 2019). Bilgi toplumunun geregi olarak bilgiye ulasmanin kolay
oldugu gilintimiizde bireyleri farkl kilan, sahip olduklar: bilgi miktar1 degil bilgiyi yeniden yap1-
landirmalar1 ve iiretmelerini saglayan yaraticilik becerileridir (Treffinger, 2001). Bireyler yaraticilik
becerileri sayesinde ¢evrelerindeki potansiyellerin, firsatlarin, yeniliklerin ve sinirsiz sayidaki ola-
siliklarin farkinda olur (Snyder, Mitchell, Bossomaier & Pallier, 2004). Biitiin biiyiik buluslar (saat,
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cep telefonlar, bilgisayarlar, teoriler, sanat eserleri vb.) bireylerin karsilastiklar1 problem veya fir-

satlar karsisinda yaraticiliklarini kullanmalar: sayesinde gergeklestirilmistir (Seelig, 2012).

Bir kavram olarak yaraticilik, Guilford (1950) ve Torrance'nin (1962) 6ncii ¢calismalarmin sonucu
ortaya ¢ikmistir (Sternberg, 2006). Torrance’ye (1962) gore yaraticilik; problemlere duyarli olma,
problem ¢oziimiinde problemi olusturan 6geleri fark etme, ¢oziime iliskin tahminler ytiriitme, fikir
veya hipotezler tiretme, hipotezleri test etme ve sonucun ortaya konulmasidir. Yaraticilik ¢ok sa-
yida problemi farkli boyutlardan incelemek ve diisiiniilmeyen fikirleri ortaya koymaktir (Brown,
1989). Yaraticilik, mevcut bilinenlerdeki bosluklar1 ve problemleri bulmak ya da kaliplar: degistir-
meye calismaktir (Tardif & Sternberg, 1988). Wallach ve Kogan’a (1965) gore yaraticilik, hem 1rak-
sak diistinme hem de yakinsak diisiinmeyi igeren bir stirectir. Chien ve Hui’e (2010) gore ise birey-
lerin problemler karsisinda gosterdigi akici, esnek ve orijinal davraniglardir. Basadur, Graen ve
Wakabayashi (1990) yaraticiligr karsilasilan problemlere ¢oziim iiretmek i¢in farkli basamaklardan

olusan bir siire¢ olarak modellemektedir.

Yaraticilik, bireylerin ¢alisma alanlariin tamaminda yer aldig1 i¢in bir¢ok tanimi1 yapilmistir (Sak,
2016). Ancak iizerinde uzlasilan bir tanimi olmadig: gibi yaraticilikla ilgili ¢calismalarda da farkl
yaklasimlarin oldugu goriilmektedir. Bu yaklasimlar bes baslik altinda incelenebilir (Basadur, Ge-
lade, Basadur & Perez, 2016; Puccio, 2017). (a) Yaratic1 siirecin tirtintinii degerlendiren galigmalar
(O’Quin & Besemer, 1989), (b) yaratic1 kisiligi ya da bireyi tanimlama ¢alismalar:1 (Torrance, 1974),
(c) yaraticiligin 6gretimini ve gelisimini amaclayan calismalar (Beghetto, 2010; Meadow, Parnes &
Reese, 1959), (¢) yaratict performans: etkileyen faktorleri belirleme calismalari (Amabile &
Gryskiewicz, 1989) ve (d) yaraticiigl problem ¢ozme siireci olarak modelleyen ¢alismalardir (Ba-
sadur, Graen & Green, 1982; Isaksen & Treffinger, 1985, 2004; Osborn, 1953; Simon, 1960).

Yaratic1 diistinmenin problem ¢ozme siirecinde kullanimi yaratict problem ¢o6zme (YPC) olarak
kavramsallagtirilmis ve "yaraticilik" ile "yaratici problem ¢6zme" kavramlar: bir¢ok arastirmada
birbirinin yerine kullanilmistir (Ward, Fink, & Smith, 1999; Mumford, Baughman, Threlfall, Su-
pinski, & Constanza, 1996; Basadur & Hausdorf, 1996; Brophy, 1998; Isaksen, Dorval, & Treffinger,
1994; Runco, Dow & Smith, 2006).

YPC yapilandirilmamis problemlerin ¢oziimii igin yeni, orijinal ve uygun ¢oztimler tiretmektir (Ba-
sadur et al., 1990; Isaksen, Dorval, & Treffinger, 2011; Osborn, 1953). YPC yapilandirilmis asama-
lardan olusan ve problemlere yaratici ¢oztimler tiretmek kadar bireylerin problem ¢6zme becerile-
rini de gelistirmeyi hedefleyen bir tekniktir (Isaksen et al., 2011; Sak, 2016).

YPC genel bir problem ¢6zme tiiriidiir. Glinliik yasamda karsilagilan pek ¢cok problem, tek boyutlu
degil ¢cok boyutludur ve yaratici diistinmeyi gerektirmektedir (Senemoglu, 2012). YPC'de amag;
yaratic1 diisiinme, elestirel diisiinme ve analitik diisiinme gibi iist diizey diisiinme becerilerinin
gelistirilmesi, gelistirilen bu becerilerin ilgili siiregler ve disiplinlerde kullanilmasidir (Ozkok,
2004).

YPC genellikle ¢oklu asamalardan olusan bir siire¢ olarak degerlendirilmektedir (Basadur et al.,
1990; Couger, 1995; Isaksen et al., 2011; Osborn, 1953; Simon, 1960; VanGundy, 1988). YPCyi acik-
layan bir¢ok modelin temelini Osborn’un (1953) ¢alismalar1 olusturmaktadir. Osborn (1953) YPC
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siirecini; problemi diizenleme, veri toplama, verilerin analizi, hipotez olusturma, aydinlanma 6n-
cesi kulucka, parcalar1 bir araya getirme (sentez), elde edilen fikirleri degerlendirme ve dogrulama
olarak agiklamistir. Parnes (1967) Osborn-Parnes YPC modelini; bilgi bulma, problem tanimlama,
fikir bulma, ¢6ztim bulma ve kabul olusturma olarak giincellemistir (Parnes, Noller, & Biondi,
1977). Simon (1960) problem ¢6zme siirecini; veri toplama, tasarim, se¢cim ve uygulama olmak
tizere dort asamada agiklamaktadir. Isaksen ve Treffinger (2004) YPC siirecini ii¢ ana ve alt1 ara
basamak olarak asamalandirmistir. Lineer bir yapida olmayan bu basamaklar; problemi anlama
(verileri arastirma, problemi siirlandirma, olanaklar: yapilandirma), fikir {iretme (potansiyel ¢6-

zum {iretme), eylem icin hazirlik (¢6ziim gelistirme, kabul olusturma) seklindedir.

Basadur vd. (1990) YPC stirecini Sekil 1’de gosterildigi gibi her biri farkl biligsel aktiviteyi igeren

8 asamali bir siire¢ olarak agiklamaktadir.

Problem
Bulma

Uygulama
Problemi
Tanimlama

Plan -

Sekil 1. Yaratic1 Problem Cozme Siireci (Basadur et al., 1990)

Sekil 1 incelendiginde YPC'nin problem bulma, bilgi toplama, problemi tanimlama, fikir bulma,
degerlendirme ve se¢me, plan olusturma, kabul olusturma ve uygulama olmak iizere sekiz asama-
dan olustugu goriilmektedir. Basadur vd. (1990) bir probleme sunulan ¢oziimiin yeni bir problemi
ortaya ¢ikarabilecegi icin YPC siirecini dongii olarak ifade etmistir. YPC siirecinin asamalar1 ve her

bir asamada gerceklestirilen etkinlikler (Basadur et al., 1990; Sak, 2016) Tablo 1’de gosterilmistir.

Tablo 1 incelendiginde YPC'nin her bir asamasinda oncelikle 1iraksak (¢ogul) diisiinme sonrasinda
ise yakinsak (tekil) diisiinme becerilerinin kullanildig1 goriilmektedir. Ayrica YPC siirecinin prob-
lem tiretme (problem bulma, bilgi toplama, problemi tanimlama), ¢oziim iiretme (fikir bulma, degerlen-
dirme ve segme) ve ¢ozlimii uygulama (plan olusturma, kabul olusturma, uygulama) olarak ii¢ grupta

incelendigi soylenebilir.
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Tablo 1. YPC Asamalar ve Siire¢ Etkinlikleri
Asama Siire¢ Etkinlikleri
e Durum hakkinda bilinenler analiz edilir.
e ok fazla sayida problem alan1 belirlenir.
Problem Bulma e Amaglar belirlenir.
¢  Belirlenen amaglar, belli bagh kriterlere gore degerlendirilir.
e  Bir amag segilir.
e  Problem alani tam olarak anlagilir.

e  Secilen amacg ile ilgili farkli tiirden veriler toplanur.
Bilei Topl e Amacile en fazla ilgili veriler segilir.
tet foplama e  Veriler ilgiliden ilgisize dogru siralanir.

e Toplanan veriler sistematik bir sekilde analiz edilir.

e  Problem alanu ile ilgili ¢ok fazla sayida problem belirlenir.

. e  Olas1 problemler farkl1 agilardan incelenir.

Problemi Tanimlama - .. . Lo
e  Birincil derecede 6nemli problemler tizerine odaklanilir.

e  En 6nemli problem belli bagh kriterlere gore segilir.

e Belirlenen problemi ¢dzmek i¢in fazla sayida olas1 ¢oziim fikirleri iiretilir.
e Uretilen fikirleri tamamlamak igin detaylandirmalar yapilir.
Fikir Bulma e  Yeni fikirler digerleri ile iligkilendirilir.
o  Elestiri veya yargilama yapilmaz.
e Niceliksel olarak fazla sayida fikir {iretimi desteklenir.

e Uretilen ¢oziim fikirleri sistematik olarak analiz edilir.

e (Coztm fikirlerini degerlendirmek icin fazla sayida kriter tiretilir.

o  Degerlendirme kriterlerini kullanarak ¢6ziim fikirleri degerlendirilir.
o Objektif degerlendirme uygulayarak en iyi ¢6ziim segilir.

Degerlendirme ve Se¢me

¢  Eylem plan1 ayrintili olarak hazirlanir.
Plan Olusturma e  Her bir adimda yapilacaklar agik¢a belirtilir.
e  (CoOztimiin olasi olup olmadigin test etmek igin pilot uygulama yapilir.

e  (Coztimiin sunulacagl paydaslarin beklentileri dikkate alimarak planlama yapi-

lir.
Kabul Olusturma . Cézﬁ.mﬁn.t.lygulanmasmda karsilagilabilecek olumlu ve olumsuz durumlar
tahmin edilir.
e  Problemi ¢dzmek i¢in gerekenler tam olarak ifade edilir.
e  (CoOztimiin uygulanmasi ile ilgili problemler en aza indirilir.
e  (06ziim eylem planina gore uygulanir.
Uygulama e  Uygulama siireci denetlenir ve degerlendirilir.

e  (Coziimiin etkililigi degerlendirilir.
*  Yapilan ise ve islemler detayli bir sekilde sunulur.

Bireyler belirli problem ¢6zme asamalarini ve gorevlerini gerceklestirmek icin zamanla giiclii egi-
limler gelistirmektedir (Titus & Koppitsch, 2018). Basadur ve arkadaslarma (1990) gore her birey
problem ¢oziimiinde kendine 6zgii bir stile sahiptir ve YPC stilleri bireylerin problem ¢6zerken

tercih ettigi bilissel aktivitelerdir. Bu stiller Sekil 2’de gosterilmistir.

Sekil 2 incelendiginde bireylerin problem ¢6zme siirecinde tercih ettikleri iiretici, kavramsallasti-
ric1, gelistirici ve uygulayict olmak tizere dort farkh stilin oldugu goriilmektedir. Bu stillerin de
bilginin kavranmasi (tecriibe-diisiinme) ve uygulanmasinin (fikir-degerlendirme) farkl1 kombinas-

yonlar1 sonucu ortaya ¢iktig1 anlasilmaktadir.

Uretici stile sahip birey somut deneyimlerle dgrenir. Bilgiyi; fikir, problem ve hipotez iiretmek igin
kullanir. Calismayi, problem ¢dzme siirecini veya projeleri baglatmaya meyillidir. Duyularini

problemlerin, firsatlarin algilanmasi, yeni bilgilerin elde edilmesi ve veri toplamak icin kullanir.
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Bu stilin icerdigi biligsel aktiviteler (Sekil 1 ve Tablo 1), problem bulma ve bilgi toplamadir (Basa-
dur et al., 1990).

KAVRAMA
Bilginin Tecriibe Ile Edinilmesi (T)

Uygulayici Stil Uretici Stil
UYGULAMA UYGULAMA
Bilginin degerlendirme yapmak Bilginin fikir iiretmek icin
icin kullanilmas (E) kullamlmas: (F)
Geligtirici Stil Kavramsallastinc
KAVRAMA

Bilginin Diisiinerek Edinilmesi (D)
Sekil 2. Yaratici Problem Cozme Stilleri (Basadur et al., 1990).

Kavramsallagtirici stile sahip birey soyut diisiinme ile 6grenir. Bilgiyi fikir, diistince ve ¢6ztim {iret-
mek icin kullanir. Fikirleri bir araya getirmeyi tercih eder. Bu stile sahip birey, problemi agik ve
anlasilir bir bicimde tanimlar. Problem alanim kapsaml bir sekilde analiz eder. Problemleri tanim-
lamada, teorik modelleri gelistirmede ve alternatifler olusturmada basarilidir. Bu stilin icerdigi bi-

lissel aktiviteler (Sekil 1 ve Tablo 1), problemi tanimlama ve fikir iiretmedir (Basadur et al., 1990).

Gelistirici stile sahip birey soyut diisiinme ile 6grenir. Bilgiyi, tiretilen ¢6ztimleri degerlendirmek
ve olas1 ¢oziimler arasindan se¢im yapmak i¢in kullanir. Soyut fikirleri pratik ¢6ztim ve planlara
doniistiiriir. Ideal ¢6ziimii/sonucu elde etmek icin bircok alternatif ¢oziimden en iyilerini seger. Bu
stilin icerdigi bilissel aktiviteler (Sekil 1 ve Tablo 1); degerlendirme, se¢me ve plan olusturmadir
(Basadur et al., 1990).

Uygulayia stile sahip birey somut deneyimlerle 6grenir ve 6grendiklerini degerlendirme yapmak
i¢in kullanir. Calismayi, problem ¢6zme siirecini veya projeleri bitirmeye meyillidir. C6ziimiin uy-
gulanmasi, ¢iktilarinin degerlendirilmesi igin problem ¢6zme siirecini degerlendirir. Bu stilin iger-
digi bilissel aktiviteler (Sekil 1 ve Tablo 1), kabul olusturma ve uygulamadir (Basadur, Gelade &
Basadur, 2014).

YPC 6grencilerin gercek yasamda karsilastirdiklar: problemleri ¢6zebilmelerine yardimci olmasi
bakimindan da énemlidir. Ogrenciler problem ¢dzme siirecinde diisiinme becerilerini daha iyi 6§-
renirken bu becerileri de karsilastiklar1 problemler iizerinde uygulayabilme olanag: bulmaktadir
(Runco & Nemiro 1994). Ogrencilere ¢ozmeleri igin problemler sunmak onlarin yaraticilik beceri-
lerini gelistirmeye yardimci olmaktadir. Problemlerin ¢oziimiine gesitli yollardan ulagarak akran-
larindan farklilasan 6grenciler olarak tanimlanan (MEB, 2019) 6zel yetenekli 6grenciler igin yarati-
cilik becerisi, problem ¢dzme siirecinde 6nemli bir i¢sel motivasyon kaynag: olabilmektedir (Carr
& Barkowski, 1987).
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Ozel yetenekli 6grenci, yasitlarina gore daha hizhi §grenen; yaraticilik, sanat, liderlige iliskin kapa-
sitede 6nde olan; 6zel akademik yetenege sahip, soyut fikirleri anlayabilen, ilgi alanlarinda bagim-
s1z hareket etmeyi seven ve yiiksek diizeyde performans gosteren bireydir. Ozel yetenekli 6gren-
ciler Bilim ve Sanat Merkezlerinde (BILSEM) tamlandig1 yetenek alanina (genel zihinsel-gorsel
sanatlar-miizik) gore egitim gormektedir (MEB, 2019). BILSEM’de genel zihinsel yetenek alan1 6g-
rencileri fen bilimleri, sosyal bilimler, matematik ve bilisim branslarinda; miizik ve gorsel sanatlar
yetenek alani 6grencileri de kendi alanlarina ait konularda egitim almaktadir. Bu egitim sayesinde
Ogrencilerin yetenek alanlarina ait alt disiplinlerde derinlemesine ¢alismalar gerceklestirerek pro-

jeler tiretmesi beklenmektedir.

Yaraticilik ve problem ¢6zme becerisi 6zel yetenekli 6grencilerin en 6nemli 6zelliklerindendir (Citil
ve Ataman, 2018). YPC ozel yetenekli 6grencilerin egitiminin genel amaci olan yaraticilik ve di-
siinme becerilerinin 6gretimi ile yakindan iligkilidir (Treffinger & Isaksen, 2005). YPC 6zel yete-
nekli 6grencilerin gesitli problemlerin ¢o6ziimiinde kullanabilecegi bir aragtir (Treffinger & Parnes,
1979). YPC 6grencilere gercek problemler iizerinde yaratici diisiinmeyi uygulama firsat: vermek-
tedir. YPC, 6grencilerin yeteneklerini kesfetmelerine ve genisletmelerine yardimci olmaktadir
(Treffinger & Isaksen, 2005).

Kiiresel sorunlar ile yakindan ilgili ve bu problemlere yonelik fikir tiretebilme becerileri yiiksek
olan 6zel yetenekli 6grenciler i¢in yapay problemler ya da projeler iizerinde ¢alismak ilgi cekici
olmayabilir. Bu noktada 6gretim etkinlikleri, yapay problemler yerine gercek yasam problemleri
tizerinde yapilandirildiginda 6grencilerin YPC becerilerinin gelisimine daha fazla katki saglayabi-
lir (Conklin & Frei, 2007; Sak, 2009; Treffinger, 2003). Ozel yetenekli grenciler YPC'yi kullandikca
karmasik gorevler ve problemler {izerinde basarili bir sekilde ¢alisabileceklerine dair giiven ve be-
cerilere sahip olur. Ozel yetenekli 6grencilerin dogasinda var olan yetenekleri onlar igin bireysel
gii¢ olarak goriilse de takim calismasinin ve is birliginin 6nemi ¢cagin geregidir (Tennant et al., 2009;
Trilling & Fadel, 2009). YPC 6grencilere, grup calismalarinda etkili is birligi igerisinde hareket et-

meleri i¢in tanimlanmis asamalar saglamaktadir (Treffinger, 2003).

Ozel yetenekli dgrencilerin egitiminde dnemli bir yer tutan “Ug Tipli Zenginlestirme” egitim mo-
delinde, 6grencilere I. II. ve III. tiir zenginlestirme etkinlikleri sunulmaktadir (Renzulli 1977; akt.
Saranli, 2017). I. ve IL. tiir zenginlestirme etkinlikleri ile 6grencilerin diisiinme, arastirma ve iletisim
becerilerinin gelisimi amaglanirken III. tiir zenginlestirme etkinlikleri ile 6grencilerin bireysel ilgi-
lerine gore sectikleri alanlarda bilgilerini ve yaratict diisiinmelerini uygulayabilmeleri, disipline
ozgii igerik ve siiregleri 6grenebilmeleri ve otonom 6grenme becerilerini gelistirmeleri amaglan-
maktadir (Sak, 2012). III. tiir zenginlestirme etkinliklerinde YPC'nin kullanilmasinin 6grencilerin

amaglanan becerileri kazanabilmesi agisindan énemli oldugu diistiniilmektedir.

Tiirkiye’de YPC ile ilgili ¢alismalar incelendiginde (Cetinkaya, 2013; Demirci, 2014; Islim, 2009;
Karabey, 2010; Olgun, 2012; Onol, 2013; Ozkok, 2004; Yildirim, 2014; Yilmaz, 2019) YPC stilleri ile
ilgili bir ¢calismaya rastlanilmamustir. Yurt disi literatiirde tiniversite 6grencilerinin ve farkli meslek

gruplarindan bireylerin YPC stillerinin incelendigi calismalar (Basadur et al., 1990; Basadur et al.,
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2014; Peterson, 2006; Titus & Koppitsch, 2018; Wellman, 2014) bulunmaktadr. Ozel yetenekli 6g-
renciler ile gerceklestirilen calismalarin ise (Gurak-Ozdemir et al., 2019; Treffinger, & Isaksen, 2005)

oldukga simirli oldugu gortilmistiir.

Bu arastirmanin genel amaci, 6zel yetenekli 6grencilerin YPC stillerini cinsiyet ve yetenek alanlari

degiskenleri agisindan incelemektir. Bu amaca yonelik olarak asagidaki sorulara cevap aranmustir:

(1) Ozel yetenekli 6grencilerin YPC stillerinin dagilimi nasildir?

(2) Ozel yetenekli 6grencilerin YPC stilleri cinsiyetlerine gore anlamli bir farklilik goster-
mekte midir?

(3) Ozel yetenekli 6grencilerin YPC stilleri yetenek alanlaria gore anlamli bir farklilik gos-

termekte midir?

Yontem
Arastirmanin Modeli

Bu ¢alismada nicel arastirma modellerinden iliskisel tarama deseninden yararlanilmistir. Bu desen
kullanilarak 6zel yetenekli 6grencilerin YPC stilleri ile cinsiyet ve yetenek alani1 degiskenleri ara-
sindaki iliski belirlenmeye ¢alisilmistir (Creswell, 2012; Erkus, 2016; Fowler, 2009; Giirbiiz ve $Sahin,
2017; Karasar, 2019).

Calisma Grubu

Arastirmanin ¢alisma grubunun kolay ulasilabilir olmasi gerekmektedir (Biiyiikoztiirk, Cakmak,
Akgtin, Karadeniz ve Demirel, 2014). Bu yonde amagcl drnekleme tiirlerinden 6lgiit 6rnekleme ce-
sidi kullanilmistir. Amagh 6rnekleme, arastirmanin problemlerine cevap bulacagina inanilan kati-
Iimcilarin segilmesidir (Glirbiiz ve $ahin, 2017). Bu ¢calismada 6zel yetenekli 6grencilerin YPC stil-
leri ile cinsiyet ve yetenek alani degiskenleri arasindaki iliskiyi belirlemek amag¢landigindan dik-
kate alinan olgiit, 6grencilerin Bilim ve Sanat Merkezleri'ne kayitli olmasi ile calismaya goniillii
olarak katilimlaridir. Arastirmanin ¢alisma grubunu 2019-2020 egitim 6gretim yilinda Ankara
ilinde bulunan Bilim ve Sanat Merkezlerine kayith 77 (%51) kiz ve 74 (%49) erkek olmak {izere 6zel
yetenekli 151 6grenci olusturmaktadir. Ogrencilerin 65'i (%43) genel zihinsel yetenek alanina, 44'ii

(%29) miizik yetenek alanina ve 42’si (%28) gorsel sanatlar yetenek alanina kayitlidir.
Veri Toplama Araci1 ve Verilerin Analizi

Arastirma verileri “Yaratic1 Problem Cozme Stilleri Envanteri” ile toplanmistir. YPC Stilleri Envan-
teri Basadur vd. (1990) tarafindan gelistirilmistir. Envanterin Tiirk¢e’ye uyarlamas:1 Akdeniz ve
Bangir Alpan (2019) tarafindan gergeklestirilmistir. Iki boyuttan olusan YPC Stilleri Envanteri'nin
kavrama boyutu igin Cronbach alfa i¢ tutarlilik katsayis1 a =.74; uygulama boyutu a =70 ve en-
vanterin geneli i¢in o =.77 olarak rapor edilmistir. Bu ¢alismada hesaplanan Cronbach alpha i¢
tutarlik katsayilari ise kavrama boyutu i¢in a =.81; uygulama boyutu « =84 ve envanterin geneli

i¢in & =.79 olarak tespit edilmistir.

Envanterde her biri 18 eylemden olusan toplam 4 siitun bulunmaktadir. Envanterdeki her satirdaki
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4 eylem sirasiyla; 1. bilginin tecriibe ile kavranmasini (T), 2. bilginin fikir {iretmek i¢in kullanilma-
smi (F), 3. bilginin diisiinerek kavranmasini (D) ve 4. bilginin degerlendirme yapmak i¢in kullanil-
masini (E) temsil etmektedir. Ancak envanterde katilimcilara yonlendirme olmamasi igin siitunlar
1,.....4 seklinde isimlendirilmistir. Ayrica her bir siitunda 6 eylem ¢eldirici/dikkat dagitict olarak
kullanildigindan puanlamaya katilmamaktadir. Katihmcilar problem ¢oziicii olarak kendilerini en
iyi ifade eden eylem igin “4”, problem ¢oziicii olarak kendilerini en az ifade eden eylem igin “1”

puan vererek degerlendirme yapmaktadir. Envantere ait 6rnek puanlama Sekil 3’te gosterilmistir.

Degerli Katimei,
Bu envanter, yaratici problem ¢bdzme stilinizi tamimlamak i¢in hazirlanmustir. Yaratici problem

¢ozme envanterinde, her biri 18 eylemden olusan 4 siitun bulunmaktadir. Satirlarin birbirleri ile
iliskisi  bulunmamaktadir. Problem ¢6zme stilinizi en iyi yansitan kelimeleri se¢meniz
beklenmektedir. Dogru veya yanlis se¢im yoktur. Her bir satirda, sizin problem ¢ézme stilinizi en iyi
yansitan eyleme 4, sonraki en iyi yansitan eyleme 3, sonraki yansitan eyleme 2 ve en az yansitan
eyleme 1 puan veriniz ve puanuuzi eyleme soluna yazimiz. Satirdaki dért eylemin her birine farkl
bir puan verdiginizden emin olun. Ornek bir puanlama asagida verilmistir.

Puan SUTUN 1 Puan | SUTUN2 Puan SUTUN 3 Puan SUTUN 4

4 Denemeler 1 Alternatif 3 Plan yaparim 2 Olasi
yaparim iiretirim goziimleri
degerlendiririm

Sekil 3. YPC Stilleri Envanterine ait 6rnek puanlama

Katilimcailarin verdikleri puanlar sonucunda her bir siitun igin 12> ile <48 puan arasinda bir puan
elde edilir. Ancak katihmcilarin YPC stilini belirlemek igin birlestirilmis puanlara ihtiya¢ vardir.
Birlestirilmis puanlar, [Siitun 1 (T) — Siitun 3 (D)] ile [Siitun 2 (F) — Siitun 4 (E)] toplam puan fark
alinarak hesaplanir. Bu islemlerin sonucunda puanlar teorik olarak -36 ile +36 arasinda degismek-
tedir. Elde edilen puanlar Sekil 4’te gosterilen koordinat sistemine kaydedilir. Uretici YPC stiline

ait ornek bir puanlama Sekil 4’te gosterilmistir.

Tecribe (33)
60

URETICI

0 60
]
r
;

GELISTIRICI ™. ,~ KAVRAMSALASTIRICI
] 40 « I

Fikir (35)

-60
Diisiinme (25)

Sekil 4. Uretici YPC Stiline Ait Ornek Puanlama
Elde edilen puanlara gore katihmailarin YPC Stilleri su sekilde belirlenmektedir;

e TD puamn pozitif FE puani pozitif ise “Uretici Stil”
e TD puamn pozitif FE puani negatif ise “Uygulayic1 Stil”
e TD puani negatif FE puani negatif ise “Gelistirici Stil”

e TD puani negatif FE puan pozitif ise “Kavramsallastiric1 Stil”.
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Bu calismadaki degiskenler (YPC stilleri, cinsiyet ve yetenek alanlar) kategorik degisken oldugu
icin verilerin analizinde SPSS 22 istatistik paket programi araciligryla x2 (ki-kare) testi, degiskenler
arasindaki iligkinin diizeyini hesaplamak igin Cramer’s V katsayis1 ve betimsel istatistikler kulla-
nilmistir (Giirbiiz ve Sahin, 2017). Elde edilen Cramer’s V degeri; 0.1 <r < 0.3 (zayif), 0.3 <r<0.5
(orta) ve 0.5 <r <1 (giiglii) yonergeleri dikkate almarak yorumlanmistir (Cohen, 1988).

Bulgu ve Yorumlar

Bu boliimde arastirmanin alt amaclar1 yoniinde elde edilen bulgulara yer verilmektedir.
Ozel yetenekli 6grencilerin YPC stillerinin dagiliminin anlamli olup olmadig tek degiskenli ki-
kare testi ile incelenmigtir. Ogrencilerin YPC stillerinin dagilimi ve ki-kare analizi sonuglar1 Tablo

2’de gosterilmistir.

Tablo 2. Ozel Yetenekli Ogrencilerin YPC Stillerinin Dagilim1 ve Ki-Kare Analizi Sonuglan

YPC Stilleri n % X2 df P
Uretici 37 24

Kavramsallagtirict 48 32

Geligtirici 34 23 87.5 4 .00
Uygulayic 32 21

Toplam 151 100

Tablo 2 incelendiginde 6zel yetenekli 6grencilerin YPC stillerinin dagiliminda istatiksel olarak an-
lamli bir farkliligin oldugu goriilmektedir [x2(4)=87.5, p<.05]. Ogrencilerin %32’sinin (n=48) kav-
ramsallastirici stile, %24’ tintin (n=37) iiretici stile, %23’tinlin (n=34) gelistirici stile, %21’inin (n=32)
uygulayia stile sahip olduklar: goriilmektedir. Bu dogrultuda 6zel yetenekli 6grencilerinin en

fazla kavramsallastirici stili (%32), en az uygulayic stili (%21) tercih ettikleri sdylenebilir.

Ozel yetenekli grencilerin cinsiyete gore YPC stilleri arasinda istatiksel olarak anlamli bir iligkinin
olup olmadig: iki degiskenli ki-kare testi ile incelenmistir. Ogrencilerin YPC stillerinin cinsiyet de-

giskenine gore dagilimi ve ki-kare analizi sonuglar: Tablo 3’te gosterilmistir.

Tablo 3. Ozel Yetenekli Ogrencilerin YPC Stillerinin Cinsiyet Degiskenine Goére Dagilimi ve Ki-
Kare Analizi Sonug¢lar1

Kiz Erkek X2 df p
YPC Stilleri n % n %
Uretici 18 23 19 26
Kavramsallastirict 25 32 23 31
Gelistirici 15 19 19 26 85 4 08
Uygulayici 19 25 13 18
Toplam 77 100 74 100

Tablo 3 incelendiginde 6zel yetenekli 6grencilerin cinsiyet degiskenine gore YPC stilleri arasinda
istatiksel olarak anlamli bir iligkinin olmadig1 anlasilmaktadir [x2(4)=8.5, p>.05]. Kizlarin %23’ (n
=18) erkeklerin ise %26’s1 (n=19) iiretici, kizlarin %32’si (n =25) erkeklerin ise %31’i (n =23) kavram-
sallastirici, kizlarin %19'u (n=15) erkeklerin ise %26’s1 (n=19) gelistirici ve kizlarin %25i (n=19) er-
keklerin ise %181 (n=13) uygulayic1 YPC stiline sahip olduklar1 goriilmektedir. Bununla birlikte

YPC stirecinde kiz 6grencilerin en fazla kavramsallastirici stili (%32) en az gelistirici stili (%19),
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erkek 0grencilerin ise en fazla kavramsallastirici stili (%31) en az uygulayicr stili (%18) tercih ettik-

leri sdylenebilir.

Ozel yetenekli 6grencilerin YPC stilleri ile yetenek alanlari arasinda anlamli bir iliskinin olup ol-
madig iki degiskenli ki-kare testi ile incelenmistir. Ogrencilerin YPC stillerinin yetenek alanlarina

gore dagilimi ve ki-kare analizi sonuclar1 Tablo 4’te gosterilmistir.

Tablo 4. Ozel Yetenekli Ogrencilerin YPC Stillerinin Yetenek Alanlarina Gére Dagilimi ve Ki-Kare
Analizi Sonuglar1

Genel Zihinsel Miizik Gorsel Sanatlar x2 df p  Cramer'sV
YPC Stilleri n % n % n %
Uretici 15 23 12 27 10 24
Kavramsallastirict 14 22 15 34 19 45
Gelistirici 18 28 9 20 7 17 763 4 .00 297
Uygulayici 18 28 8 18 6 14
Toplam 65 100 44 100 42 100

Tablo 4 incelendiginde 6zel yetenekli 6grencilerin yetenek alanlarina gore YPC stilleri arasinda
zayif diizeyde (Cramer’s V=.297) ve istatiksel olarak anlaml bir iligkinin oldugu anlasilmaktadir
[x2(4)=76.3, p<.05]. Baska bir ifade ile 6zel yetenekli 6grencilerin YPC stilleri yetenek alanlarina
gore anlaml sekilde farklilik gostermektedir. Ogrencilerin yetenek alanlarma gore YPC stillerinin
dagilimlar1 incelendiginde “genel zihinsel yetenek alan1” 6grencilerinin %23’iiniin (n=15) iiretici,
%22’sinin (n=14) kavramsallastirici, %28’inin (n=18) gelistirici ve %28’sinin (n=18) uygulayicy; “mii-
zik yetenek alani1” Ogrencilerinin %27’sinin (n=12) tiretici, %34'tiniin (n=15) kavramsallastirici,
%20’sinin (n=9) gelistirici ve %18’inin (n=8) uygulayic1; “gorsel sanatlar yetenek alan1” 6grencileri-
nin %24’tinin (n=10) iretici, %45inin (n=19) kavramsallastirici, %17’sinin (n=7) gelistirici ve
%14’ tintin (n=6) uygulayic1 YPC stiline sahip olduklar1 goriilmektedir. Bununla birlikte genel zi-
hinsel yetenek alanindaki 6grencilerin YPC stillerinden en fazla gelistirici ve uygulayici stili (%28)
en az kavramsallastiric stili (%22) tercih ettikleri, miizik alanindaki 6grencilerin YPC stillerinden
en fazla kavramsallagtirici stili (%34) en az uygulayici stili (%18), gorsel sanatlar alanindaki 6gren-
cilerin ise YPC stillerinden en fazla kavramsallastiric: stili (%45) en az uygulayicr stili (%14) tercih

ettigi sdylenebilir.
Sonug, Tartisma ve Oneriler

Bu calismada 6zel yetenekli 6grencilerin YPC stilleri ve YPC stillerinin farkli degiskenler ile iligkisi
incelenmistir. Aragtirmanin sonuglarina gore 6zel yetenekli 6grencilerin YPC siirecinde en fazla
kavramsallastiric stili, en az uygulayic stili tercih ettigi belirlenmistir. Kavramsallagtiricr stil; so-
yut diistinerek bilgi elde etmeyi, yeni fikirlerin bir araya getirilmesini, problemlerin tanimlanmasi
igin teorik modeller olusturma siireclerini icermektedir (Basadur et al.,2014). Ozel yetenekli 6gren-
cilerin YPC siirecinde; problem durumunu net bir sekilde kavrayarak hareket etmeyi, problemleri
kapsamli bir sekilde tanimlamay1, tanimladiklar1 problemlerin ¢6ziimiine yonelik ¢ok sayida fikir
liretmeyi ve problem ¢6ziim siirecini sonlandirmaktan ziyade fikirlerle ugrasmayi tercih ettikleri
sOylenebilir. Bu bulgunun tersine tiniversite 6grencileri ile gerceklestirilen bir calismada (Peterson,

2006) ogrenciler en fazla uygulayia stili en az gelistirici stili tercih ederken diger bir calismada

Talent 2020, 10/1 89



Akdeniz & Bangir Alpan Creative Problem Solving

(Basadur et al., 1990) en fazla gelistirici stili en az kavramsallastirici stili tercih etmistir. Bu duruma
kiiltiir, 6gretim etkinliklerinin igerigi, toplam egitim siiresi ve lisans alan1 gibi degiskenlerin etkili

oldugu diisiiniilmektedir.

Cinsiyete gore yapilan degerlendirmede 6zel yetenekli 6grencilerin YPC stillerinin cinsiyetlerine
gore farklilik gostermedigi belirlenmistir. Diger bir ifade ile cinsiyet degiskeninin 6grencilerin
problem ¢6zme siirecindeki stil tercihlerini etkilemedigi sdylenebilir. Ancak kiz 6grencilerin YPC
stillerinden en fazla kavramsallastirici stili en az gelistirici stili tercih ettikleri erkek 6grencilerin ise

en fazla kavramsallastiric stili en az uygulayic stili tercih ettikleri goriilmiistiir.

Yetenek alanlarina gore yapilan degerlendirmede ise, 6grencilerin YPC stilleri ile yetenek alanlar:
arasinda zayif diizeyde ve anlamli bir iliskinin oldugu belirlenmistir. Ogrencilerin YPC stilleri ye-
tenek alanlarina gore anlamli sekilde farklilik gostermistir. Genel zihinsel yetenek alan1 6grencileri
problem ¢6zme siirecinde en fazla gelistirici ve uygulayic stili, en az iiretici stili tercih etmistir.
Ogrencilerin YPC siirecinde; iiretilen ¢oziim fikirlerini sistematik olarak analiz edip degerlendir-
meyi, ¢ozlimiin uygulanmasi igin eylem plani hazirlamayi, ¢6ztimiin uygulanmasinda karsilagila-
bilecek olumlu ve olumsuz durumlari tahmin edip énlemler almay1 ve ¢oziimiin etkililigini deger-

lendirmeyi tercih ettikleri soylenebilir.

Miizik ve gorsel sanatlar yetenek alani 6grencileri problem ¢ozme siirecinde en fazla kavramsal-
lagtiric stili, en az ise uygulayic stili tercih etmistir. Ogrencilerin YPC siirecinde; problem alani ile
ilgili ¢ok fazla sayida problem belirlemeyi, olas1 problemleri farkli acilardan incelemeyi, en 6nemli
problemi belli bagl kriterlere gore secmeyi, belirlenen problemi ¢6zmek icin fazla sayida olasi

¢ozlim fikirleri tiretmeyi tercih ettikleri sylenebilir.

Genel zihinsel yetenek alan1 6grencileri problem ¢6zme siirecinde ayrintili plan yapmays, gelistiri-
len plani uygulamay1 ve degerlendirmeyi tercih ederken miizik ve gorsel sanatlar yetenek alani
ogrencileri belirlenen probleme iliskin ¢ok sayida fikir ve ¢0ziim Onerisi iiretmeyi tercih etmistir.
Basadur vd. (2014) bireylerin yeteneklerinin ve mesleklerinin YPC stillerini etkiledigini ifade et-
mektedir. Uretici stilin baskin oldugu mesleklerin 6gretmenlik ve akademisyenlik; kavramsallag-
tiricr stilin baskin oldugu mesleklerin stratejik planlama, tasarim ve sanat; gelistirici stilin baskin
oldugu mesleklerin miithendislik, finans ve bilisim sistemleri; uygulayici stilin baskin oldugu mes-

leklerin halkla iligkiler, proje yiriitiiciiliigii, satis uzmani ve lojistik oldugunu belirtmistir.

Wellman (2014) gorsel iletisim teknolojileri alaninda ¢alismak isteyen 6grencilerin gelistirici stile,
mimarlik ve gevre diizenlenmesi alaninda ¢alismak isteyen 6grencilerin kavramsallastiric stile,
yap1 yonetimi alaninda ¢alismak isteyen 6grencilerin gelistirici stile, havacilik alaninda calismak

isteyen 0grencilerin uygulayia stile sahip olduklarini tespit etmistir.

Igili alismalar incelendiginde bireylerin farkli stillere sahip olduklari, yeteneklerin ve mesleklerin
stillerinin dagilimini etkiledigi anlasilmaktadir. Herhangi bir YPC stilinin digerine iistiinliigii yok-
tur ve biitiin stiller esit derecede dneme sahiptir (Basadur & Goldsby, 2016). Orgiitlerde ve calisma
gruplarinda stil bakimindan heterojen bir yapinin kurulmas: gerceklestirilen ¢alismanin daha ka-
liteli ve inovatif olmasina katki saglamaktadir (Basadur et al., 2014). Yaraticilik ve problem ¢6zme

becerileri agisindan 6n plana ¢ikan 6zel yetenekli 6grencilerin YPC stillerinin belirlenmesi ve bu
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stillerin gelistirilmesi yoniinde 6gretimin saglanmasinin énemli oldugu diisiiniilmektedir. Ogren-

cilerin YPC stillerinin gelisimi agisindan:

Uretici stil, problem bulma ve bilgi toplama etkinliklerini icermektedir. Ogrencilerin akademik ca-
lismalarda yargilanmadan veri toplamalar1 bu stilin gelisimi icin gereklidir. Bu stilin gelisimine
yonelik olarak; 5N1K, zihin haritalari, balik kil¢ig1 diyagrami, beyin firtinasi, 6zellik listeleme, te-
leskop, morfolojik analiz teknikleri kullanilabilir (Basadur & Goldsby, 2016; Boulden, 2002; Cook
1998; Cancer 2012).

Kavramsallastiric stile sahip birey uygun bir kapsamda problemi acik ve anlasilir bir bigimde for-
miile eder. Ogrenciler tarafindan aragtirmalarin problem durumlariin olusturulmast iyi bir go-
revdir. Kavramsallastirici stil problemi tanimlama ve fikir bulma etkinliklerini icermektedir. Bu
stilin gelisimine yonelik olarak; beyin firtinasi, 6zellik listeleme, kontrol listesi, ne-neden engel ana-
lizi, baglanti kurma, prototip olusturma, kriter tablosu teknikleri kullanilabilir (Basadur &
Goldsby, 2016; Boulden, 2002; Cook, 1998; Cancer 2012).

Gelistirici stile sahip birey soyut fikirleri ve alternatifleri pratik ¢dziimlere ve planlara dontistiiriir.
Gelistirici stil degerlendirme ve se¢me ile plan olusturma etkinliklerini icermektedir. Bu stilin ge-
lisimine yonelik olarak; ¢ok kriterli karar verme, ikili karsilastirma, nominal gruplama, kontrol lis-
teleri, kritik yol analizi, varlik iliski diyagramlari, akis semalari ile kavram haritalar teknikleri kul-
lanilabilir (Basadur & Goldsby, 2016; Boulden, 2002; Cook, 1998; Cancer, 2012).

Uygulayia stile sahip bireyler ¢6ziimii zihinde test etmek yerine hemen uygulamay1 ve sonug al-
may1 ister. Uygulayiar stil kabul olusturma ve uygulama etkinliklerini icermektedir. Bu stilin geli-
simine yonelik olarak; sonu¢ degerlendirme, etki analizi, eylem plani, risk analizi, varlik iliski di-
yagramlari, akis semalari ile kavram haritalar: teknikleri kullamlabilir (Basadur & Goldsby, 2016;
Boulden 2002; Cook, 1998; Cancer, 2012).

Bu caligma, Tiirkiye'nin farkli bolgelerindeki BILSEM’e kayith &grencilerin katilimi gergeklestiri-
lebilir. Ogrencilerin YPC stilleri sinif diizeyleri, okul tiirleri, BILSEM’e devam ettigi siire, ebeveyn
egitim durumlar: gibi degiskenlere gore de incelenebilir. Ayrica tanilanmamis 6grencilerin YPC
stilleri ile 6zel yetenekli 6grencilerin stillerini karsilastiran ¢alismalarin ilgili literatiire katkis1 aci-

sindan 6nemli olabilecegi diisiiniilmektedir.
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Abstract

This study employed qualitative research method. A
semi-structured interview was conducted with sci-
ence teachers. Opinions of the science teachers in
Science and Art Centers were taken for the evalua-
tion of gifted students. The data obtained as a result
of the interviews were analyzed by content analysis
method. Teachers expressed a common view that the
lessons were productive when they were acted on
according to students’ interests. In addition, the
teaching methods and assessment tools used by the
science teachers in their courses are important for the
recognition of gifted students. According to the opin-
ions of the teachers, it was determined that no specif-
ic measurement and evaluation were made for gifted
students but alternative measurements and evalua-
tion methods were used to measure the development
of gifted students.

Key Words: gifted students, Science and Art Center,
science, evaluation

Oz

Calismada 6zel yetenekli &grencilere egitim veren
fen bilimleri 6gretmenlerinin hangi 6lgme degerlen-
dirme yontem ve tekniklerini kullandiklari, kullan-
diklar1 6lgme degerlendirme yontem ve tekniklerini
nasil kullandiklar1 ve kullandiklar1 6l¢me degerlen-
dirme yontem ve tekniklerinin Ogrencilere ne dii-
zeyde katki sagladigini belirlemek amaglanmisgtir.
Calisma durum c¢alismas: benimsenerek gerceklesti-
rilmistir.  Veri toplama araci olarak yari-
yapilandirilmis goriisme formu kullanilmistir. Gelis-
tirilen yari-yapilandirilmis goriisme formu Bilim
Sanat Merkezlerinde gorev yapan yedi fen bilimleri
ogretmenine uygulanmistir. Elde edilen veriler igerik
analizi yontemiyle ¢6ziimlenmistir. Ogretmenler ozel
yeteneklilerin ilgilerine gore hareket edildiginde
derslerin verimli gectigi konusunda ortak bir goriis
belirtmiglerdir. Ayrica fen bilimleri 6gretmenlerinin
ders iginde kullandiklar1 6gretim yontem ve teknik-
leri ve 6l¢gme degerlendirme araglarinin 6zel yetenek-
li 6grencilerin taninmasi agisindan 6nemli oldugu
sOylenmistir. Alinan goriislere gore 6zel yetenekli
ogrenciler igin belirli bir 6lgme ve degerlendirme
yapilmadig1 fakat 6zel yetenekli 6grencilerin gelisim-
lerini Olgebilmek icin genel olarak alternatif 6l¢me
degerlendirme yontem ve tekniklerinin kullanildig:
belirlenmistir.

Anahtar Sozciikler: 6zel yetenekli 6grenci, Bilim ve
Sanat Merkezi, fen bilimleri, degerlendirme

Summary

Purpose and Significance: Science teachers and science lesson have an important impact upon

integrating students into the science and technology. The aim of the science lesson is to transfer
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science, technology and relationship of them, laws of nature and their functions to the students.
The studies in the field of science make gifted students curious, make them feel excited and in-
crease their interest into the lesson. In order to understand nature and to keep up with the devel-
opments in nature, it is required to have an academic knowledge at a certain level. Therefore,
understanding and comprehension of the science lesson by the gifted individuals can be higher
than normal individuals. Accordingly, the opinions of the science teachers working in the BiL-
SEM were evaluated to evaluate the successes of the gifted students at science lessons. The data
obtained as a result of the interviews were analyzed by content analysis method. At the end of
the interviews, it was determined that gifted and talented students were interested in many sub-

jects at science lessons.

Method: Interview is used in cases where in-depth information has to be collected from individ-
uals. The interview is divided into three groups as telephone, focus group and face to face. Tele-
phone interview is a type of interview which is used when the researcher cannot reach the inter-
viewees directly. Since the BILSEMs in different provinces could not be reached directly, tele-
phone conversations made with science teachers. The aim of the interview is to determine how
gifted and talented students are defined by science teachers, how to apply the methods of observ-
ing the development of gifted students in the science lesson and to what extent the applied meth-
ods contribute to the development of the students. For the constantly developing and changing
science and technology, it was asked to science teachers what the expectations and suggestions of
them were in science education of the gifted students. A semi-structured form was used to pre-
pare the interview and then to ask questions to the researchers or to ask the next questions de-

pending on the flow of the

Teachers were asked to describe the characteristics of the gifted students in order to find out how
much they knew the characteristics of the audience they addressed to. Only one teacher defined
as a gifted student in the BILSEM Directive to identify a gifted student for science. Only one
teacher did not respond to this question because he confused the definition of gifted students
with the diagnosis. Other teachers have defined gifted students as questioning, making infer-
ences, curiosity, developing the ability of reasoning against problems and generating creative

ideas.

Results and Conclusions: Teachers who acted according to the interests and inquiries of gifted
students said that students enjoyed this way more and the lessons were fun. It is also important
to be able to direct them to future occupational groups according to the questions of gifted and
talented students. It was stated that in the course of the lecture surgery videos were followed,
students were dressed according to their occupational groups and addressed them according to
their occupations. Such in-class activities will increase the imagination and motivation of special-
ly gifted students and make them more determined for their goals. According to research, it was
concluded that different techniques are used in the education of gifted and talents and that en-
riched education and training should be given. However, considering that these students are
gifted, they must be addressed during their learning. Therefore, in order to explore the gifted
students, teaching methods that can be enjoyed by students in fields such as science, art and mu-

sic should be applied.
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Giris

Egitim, bireylerin toplum icinde yerini alabilmesi igin bireylerin ahlaki, fiziksel ve kisilik 6zellik-
lerine dogrudan veya dolayl etki eden siirectir (TDK, 2018). Bireylerdeki bu 6zelliklerin en iyi
sekilde gelisebilmesi igin en biiyiik pay dgretmenlere diismektedir. Ogretmenler bu siiregte yiirii-
tiicli gorevi listlenmektedir. Bu siirecin en dogru sekilde yiiriitebilmesi igin 6gretmenlerin, 6gren-
cilerini iyi gdzlemlemesi ve onlarin bireysel dzelliklerini iyi bilmesi gerekmektedir. Ogrencilerin
bireysel 6zelliklerini bilen 6gretmen, her 6grencinin ayni seviyede olmadigini géz éniinde bu-

lundurarak egitim-6gretim gerceklestirebilmelidir.

Ogrencilerin akademik seviyesindeki farkliliklar ve bireysel farkliliklar dikkate alindiginda, 6g-
renci seviyesi akranlarina gore daha iist seviyede farklilasma gosteriyor ise bu 6grencilere 6zel
bir egitimin verilmesi gerekmektedir (Bildiren ve Tiirkkani, 2016). Akranlarina gore bazi 6zellik-
ler bakimindan {ist seviyede farklilasma gosteren 6grenciler 6zel yetenekli 6grenci kategorisinde
ele alinmaktadirlar. Ozel yetenekli bireyler, zeka kapasitesi, el becerileri, sanat ve bilime olan
duyarliligs, yaratia fikirleri, bir grubu yonetebilme becerisi ve akademik alanlarda da yasitlarina
gore listiin seviyede 6zellikler gostermesiyle fark edilen bireylerdir (MEB, 2015) ve bu bireylerin
akranlarina kiyasla, becerilerinin biitiinsel gelisime yonelik farklilastirilmis bir egitim almalar1
gerekmektedir. Bu nedenle 6zel yetenekli 6grencilerin egitim ve 6gretim siirecine dahil olacak
ogretmenler de bireysel farkliliklar: géz 6niinde bulundurabilecek bakis acisina sahip olabilmele-
ri gerekmektedir. Cilinkii 6zel yetenekli 6grencilerin bu 6zellikleri dogrultusunda 6zel olarak
hazirlanmig egitim programlarina, yeteneklerini gelistirebilecekleri materyallere ve nitelikli 6g-

retmenlere ihtiyaglar1 vardir (Coskun, Diindar ve Parlak, 2014).

Ozel egitim, 6zel egitime ihtiyaci olan bireylerin bu ihtiyaglarina en uygun olacak sekilde gelisti-
rilen egitim programlari, stratejileri ve yontemleri olan buna bagl olarak 6zel olarak yetistirilen
Ogretmenlerle siirdiiriilen egitimdir (MEB, 2013). Bu nedenle 6zel yetenekli 6grencilere verilen
egitim, dzel egitim kapsamina girmektedir. Ozel egitim, 6zel yetenekli olan bireylerin ilgili ol-
duklar alanlara gore en iyi yerlere gelmesini, yetersizligin engele doniismemesini, engelli birey-
lerin ise toplum igerisinde bagimsizlagmasin, iiretken ve 6zgiivenli hale gelmesini hedeflemek-
tedir (Kircaali-Iftar, 1998). Ozel yetenekli dgrenciler ise onlarin {ist diizey bilgilerinin ve iistiin
becerilerinin toplum tarafindan olumsuz yonde kullanilmasina engel olmak amaci ile 6zel egiti-
me tabi tutulmaktadir. Bu bireylerin kendi diizeylerinin altinda bir egitim almalar1 durumunda
bilgiyi kolay elde etmelerini saglayacak ve bu nedenle bir siire sonra bu durum bu 6grencileri
basarisizliga yoneltebilecektir. Hem bu durumun 6niine gecebilmek hem de siirekli gelisen bilim
ve teknolojiye kars1 bu bireylerin faydali isler yapmasina tesvikte bulunabilmek amaciyla da bu
bireyler 6zel egitime tabi olmaktadirlar (MEB, 2013). Bu amagclar dogrultusunda 6zel yetenekli
ogrencilere dzel egitim verilebilmesi icin Bilim ve Sanat Merkezleri (BILSEM) kurulmustur (MEB,
2016).

Fen bilimleri 6gretmenlerinin ve fen dersinin gelisen bilim ve teknolojiye dgrencileri entegre et-
mede onemli bir etkisi vardir. Fen bilimleri dersi, bilimi, teknolojiyi ve bunlar arasindaki iliskiyi,
doga yasalarmi ve bunlarin isleyisini 6grencilere kazandirabilmektedir. Fen alaninda yapilan

calismalar 6zel yetenekli 6grencileri meraklandirmakta, onlarda heyecan uyanmasini saglamakta
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ve onlarin derse karsi ilgilerini arttirmaktadir. Fen bilimleri, dogay1 anlayabilmek ve dogadaki
gelisimlere ayak uydurabilmek icin belli bir akademik bilgiye sahip olmak gerekmektedir. Bu
ylizden 6zel yetenekli bireylerin fen bilimlerini anlamalar ve igleyisini kavramalar1 normal sevi-

yedeki bireylere gore daha yiiksek olabilmektedir (Erdogan ve Kahveci, 2015).

Fen bilimleri dersinde diger derslerde de oldugu gibi 6gretmen, 6grenciye bilgiyi dogrudan akta-
ran kisi degil 6grencinin bilgiyi yapilandirmasinda rehberlik eden bir kisi olmas1 gerekmektedir
(Kaptan ve Korkmaz, 1999). Bu rehberlik sonucunda 6grenci bilgiye kendisi ulasabilmeli ve bil-
giyi yapilandirabilmelidir. Bu sayede 6grencilerin fen ile ilgili kavramlar1 daha ¢abuk 6grenmesi,
ogrendigi bu kavramlar1 giinliitk yasamda kullanabilmesi ve kavramlar aras: iligkiler kurarak
daha kolay fen okuryazari olabilmesi saglanabilmektedir (Giirsakal, 2012). Bu nedenle 6grencile-
rin bilgiyi yapilandirma siiregleri 6gretmenler tarafindan iyi gozlenmeli ve bu yapilandirma sii-
recinde 6grencilerden alinan geri bildirimlere gore 6grencilerin ne kadar gelisim gosterdikleri

belirlenebilmelidir.

Ogretmenler dgrencilerinin akademik gelisim diizeylerini 6lcebilmek icin konulara ve kazanim-
lara gore 6grencilerini bir degerlendirme siireglerine tabi tutmaktadirlar. Ozel yetenekli 6grenci-
lerin bireysel farkliliklarindan dolay1 degerlendirme siireglerinde de farkliliklarin olmas: gerek-
mektedir. Bu nedenle normal seviyedeki bir 6grencinin 6grenme siireciyle ve degerlendirme sii-
reciyle bir tutulmamalidir. Ogrenme siireci olarak bakildiginda, normal bir grenci diizenli tek-
rarlarla konuyu kavrarken 6zel yetenekli 6grencilere bu durum oldukga sikici gelebilir ve 6gren-
cinin dersten sogumasina sebep olabilir. Cilinkii IQ puar yiikseldikge tekrarlama sayis1 azalmak-
tadir (Okur ve Ozsoy, 2013). Degerlendirme siireci olarak bakildiginda, bu 6grencilerdeki IQ se-
viyeleri goz oniinde bulunduruldugunda ise 6gretmen, 6zel yetenekli 6grencilerde geleneksel ve
alternatif 6lgme degerlendirme yontemlerinin disina ¢ikarak konulara ve kazanimlara gore ken-
disinin sekillendirdigi 6lgme ve degerlendirme yontemlerini de kullanabilmesi gerekmektedir.
Ozellikle fen bilimleri 6gretmenlerinin bu degerlendirme siirecinde kullanabilecek bircok yonte-
mi olabilir. Bu nedenle ¢alismada 6zel yetenekli 6grencilere egitim veren fen bilimleri 6gretmen-
lerinin hangi degerlendirme yontemlerini kullandiklari, kullandiklar1 degerlendirme yontemleri-
ni nasil kullandiklar1 ve degerlendirme yontemlerinin 6grencilere ne diizeyde katki sagladigini

belirlemek amaclanmistir.

Alanyazin incelendiginde BILSEM'lerde gorev yapan fen bilimleri gretmenlerinin 6zel yetenekli
ogrencilerini fen konularinda kullanilabilecek degerlendirmelere dair ¢alismalarin bulunmadig:
fakat {istiin veya 0zel yeteneklilerin 6zellikleri ve bu 6zel 6grencilere nasil bir egitim verilmesi
gerektigi, egitimlerinde dgretmenlere diisen gorevleri, fen bilimlerinde kullanilan 6gretim yon-
tem ve teknikleri igin 6zel yeteneklilerin goriislerinin alinmasi, BILSEM’lerdeki dgretmenlerin
BILSEM ve &zel yetenekli 6grencilerine yonelik goriislerinin alinmasi, 6zel yetenekli 6grencilerin
BILSEM'lere yonelik taleplerini, 6zel yeteneklilerin sosyal bilgiler dersine yonelik metaforik algi-
lariny, farklilastirilmis fen 6gretiminin 6zel yetenekliler iizerine etkisini ve Bilim ve Sanat Merke-
zine devam eden 06zel yetenekli 6grencilerin fen tutumlarinin incelenmesini konu alan galismala-
rin (Akkanat, 1999; Aktepe ve Aktepe, 2009; Ayaydin ve Un, 2018; Bedur, Bilgic ve Tashdere,
2015; Bildiren ve Tiirkkani, 2016; Erdogan ve Kahveci, 2015; Mertol, Dogdu ve Yilar, 2013; Tereci,

Aydin ve Orbay, 2008) yer aldig: belirlenmistir. Bu nedenle iistiin yetenekli 6grencilerin dersle-
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rine giren fen bilimleri 6gretmenleri agisindan bu 6grencilerin degerlendirmesine yonelik goriis-
lerin belirlenmesinin daha sonra yapilacak ¢alismalara yol gostermesi ve katki saglayacag: diisii-

nulmektedir.
Yontem

Calisma, nitel arastirma yontemlerinden durum galismas: benimsenerek gerceklestirilmistir. Si-
nirlar1 kesin olarak belli olan bir ya da bir kag olaymn belli bir kesitinin betimlenerek derinlemesi-
ne incelenmesinde durum calismasi kullanilmaktadir (Merriam, 2013). Calismada BILSEM’deki
0zel yetenekli 6grencilere fen bilimleri dersinde uygulanabilecek degerlendirmeler ve bu deger-
lendirmelerin 6grenciye ne diizeyde katki saglayabilecegi durumlarina yonelik bir ¢alisma ger-

ceklestirilmesi amaciyla durum ¢alismasi yontemi kullanilmistir.
Calisma Grubu

Calisma grubu Bilim ve Sanat Merkezlerinde gorev yapan fen bilimleri 6gretmenlerinden olus-
maktadir. Calisma grubu ulasilabilir 6rnekleme yontemi kullanilarak segilmistir. Ulasilabilir 6r-
nekleme, calismanin amacina uygun grubun ulasmasi kolay ve hizli, zamandan tasarruf saglana-
bilecek sekilde secilmesidir (Baltaci, 2018). Ulasilabilir 6rnekleme yontemi ile calisma grubu belir-
lenirken BILSEM'lerdeki fen bilimleri 6gretmenlerinin 6zel yetenekli bireyler hakkinda daha faz-
la bilgiye ve tecriibeye sahip olmalar1 goz 6niinde bulundurulmustur. Bu ytizden ¢alisma grubu
2018-2019 yilinda Bilim ve Sanat Merkezlerinde gorev yapan ve bizimle goriismeyi kabul eden
fen bilimleri 6gretmenlerinden olugsmaktadir. Goriismelerde fen bilimleri 6gretmenlerinin isimle-
ri yer almamig 6gretmenler kodlanmistir. Ogretmenlik gorev siireleri ve BILSEM'deki gorev siire-

leri dikkate alinarak Tablo 1 olugturulmustur.

Tablo 1. Calisma Grubu Ogretmenlerin Ozellikleri

Ogretmen Kodu Ogretmenlik Meslegindeki Gorev Siiresi BILSEM’deki Gorev Siiresi
Ogr1 23 yil 10 y1l
Ogr2 20 y1l 4yl
Ogr3 22 yil 3yl
Ogrd 9yil 2yil
Ogr5 7 yil 2yl
Ogré6 31 yil 2y1l
Ogr7 13 yil 1yil

Veri Toplama Araci

Calismada veri toplamak amaciyla goriisme gergeklestirilmistir. Goriisme, kisilerden derinleme-
sine bilgi toplanmasi gereken durumlarda kullanilmaktadir (Yildirim ve Simsek, 2006). Goriisme,
telefonla, odak grup ve birebir olarak tice ayrilmaktadir. Telefonla goriisme, arastirmacinin go-
riisme yapilacak bireylere dogrudan ulasamadigi durumlarda kullanilan bir goriisme tiirtidir
(Creswell, 2016). Calismada farkl illerdeki BILSEM'lere dogrudan ulasilamadigi igin fen bilimleri
ogretmenleriyle telefonda goriisme gercgeklestirilmistir. Goriismede 6zel yetenekli 6grencilerin
fen bilimleri 6gretmenleri tarafindan nasil tanimlandigi, 6zel yetenekli 6grencilerinin fen bilimle-
ri dersinde gelisimini gozlemleyebilmek icin nasil yontemler uygulanildig1 ve bu yontemlerin

ogrencinin gelisimine ne diizeyde katki sagladigini 6grenmek amaclanmustir. Siirekli gelisen ve
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degisen bilim ve teknoloji icin ise fen bilimleri 6gretmenlerinin 6zel yetenekli 6grenciler icin fen
egitiminde beklentilerinin ve onerilerinin neler oldugu sorulmustur. Goériismenin yapilis1 igin de
aragtirmacinin sormay1 planladig1 sorular1 hazirlayip fakat goriismenin akisina bagl olarak yan
sorular sormasi veya verilen cevaplarin detaylandirilmasini istemesi tizerine gerceklestirilen yar1

yapilandirilmis form (Ek A) kullanilmistir.
Verilerin Analizi

Calismada yari-yapilandirilmis form araciligiyla elde edilen veriler icerik analizi yontemi temel
almarak coztimlenmistir. Icerik analizi verilerin derinlemesine incelenmesiyle ve onceden belli
olmayan kategorilerin ve temalarin ortaya ¢ikarilmasiyla gergeklestirilir. Birbiri ile iligkili ve bir-
birine benzeyen kavramlarin bir araya getirilip diizenlenerek ve anlasilir sekilde yorumlanmasiy-
la analiz gergeklestirilir (Sozbilir, 2009). Elde edilen veriler sistematik bir sekilde betimlenmistir.
Veriler toplanmuis, toplanan veriler kodlanmis, kodlanan veriler ise kategoriler haline getirilmis-
tir. Kategoriler haline getirilen veriler tablolastirilmis ve tablolar betimlenerek yorumlanmistir.

Verilerin betimlenmesi goriismelerin alintilar halinde sunulmasiyla gergeklestirilmistir.
Bulgular

BILSEM’lerde gorev yapan fen bilimleri gretmenlerinin, derslerine girdikleri 6zel yetenekli 6g-
rencilerinin 6zellikleri hakkinda ne kadar bilgi sahibi olduklarini 6grenebilmek icin bu 6gretmen-
lere 6zel yetenekli 6grenci tanimi sorulmustur. Ozel yetenekli grenciler “zeka kapasitesi, el be-
cerileri, sanat ve bilime olan duyarliligi, yaratia fikirleri, bir grubu yonetebilme becerisi ve aka-
demik alanlarda da yasitlarina gore iistiin seviyede ozellik gostermesiyle fark edilen bireyler”
olarak tanimlanmaktadirlar (MEB, 2015). Ogretmenlerden alinan cevaplarin bu tanima uygunlu-
guna bakilarak Tablo 2 olusturulmustur. Ogretmenlerin vermis olduklari tanimlarin biiyiik bir
cogunlugu Ortiisiiyorsa “tanimi dogru yapanlar” kategorisine, tanima yakin bir tanim yapan 6g-
retmen cevaplar1 “tanimi kismen dogru yapanlar” kategorisine ve tanimi1 yanlis yapan 6gretmen

cevaplar1 “tanimi1 yanlis yapanlar” kategorisine yerlestirilmistir.

Tablo 1. Ogretmenlerin Ozel Yetenekli Ogrenci Tanimini Bilme Durumlart

Kategori Frekans Ormmek Ogretmen Cevaby/Cevaplar

Tantmi Dogru Ogretmenlerden alinan goriisler igerisinde Bilsem Yonergesi'ne (2015) gore

Yapanlar 0 0zel yetenekli 6grenci tanimini tamamen dogru yapan goriis bulunmamak-
tadur.
Ogrlz “Fazla sorgularlar, ¢ikarim yaparlar, bir sonraki dersi sorgularlar,
Tanimi1 Kismen degisik farkli seyler iiretirler.”
Dogru 6 Ogré6: “Adalet duygular ¢ok fazla, ¢ok kolay kavrayan, farkli diisiincelere
Yapanlar sahip, ¢ok soru soran dgrenciler.”

Ogr3: “Ozel yetenekli grenciyi biz tamimlamiyoruz, tanimlanmalari 2 aga-

Tanimi Yanlss mal1 sinavla yapiliyor.” (Ozel yetenekli 6grenci tanimi ve 6zel yetenekli 6g-

1 renciyi tanilama siirecini karistirarak. Ozel yetenekli 6grencilerin tanilanma
Yapanlar

siirecini kismen beyan eden 6gretmen 6zel yetenekli 6grenci tanuminda bu-
lunmamustir.)

Tablo 2'ye gore alt1 6gretmen {iistiin yetenekli 6grenci tanimini1 kismen dogru tanimlarken bir

ogretmen tanim yapamamustir.

100 Talent 2020, 10/1



Zorluoglu & Others Opinions of Science Teacher about Gifted Education

Fen bilimleri 6gretmenlerine fen dersinde 6zel yetenekli 6grencilerin derse kars ilgilerinin ne
diizeyde oldugunu farkina varabilmek adina 6zel yetenekli 6grencileri fen dersinde nasil tanidik-
lar1 veya tanimladiklar1 sorulmustur. Bir 6gretmen fen dersi i¢in 6zel yetenekli 6grenciyi tanim-
lamada Bilsem YoOnergesi'nde bulunan 6zel yetenekli 6grenci tanimi (MEB, 2015) yapmustir. Bir
Ogretmen ise 6zel yetenekli 6grenci tanimini, tanilamayla karistirdigl igin bu soruya yanit ver-
memigtir. Bes 6gretmen ise 6zel yetenekli 6grencileri soran, sorgulayan, c¢ikarimlar yapabilen,
merak eden, problemlere karsi mantik yiiriitme becerisi gelismis olan, yaratici fikirler {iretebilen
bireyler olarak tanimlamiglardir. Ornegin Ogrl: “Fene ¢ok meraklidirlar, dogaya ilgilidirler. Do-
gal olaylar1 sorgularlar bununla ilgili ¢ikarimlar yaparlar, dogatistii olaylar1 da sorgularlar uzay:

evreni ¢ok sorgularlar.” seklinde tanimlamistir.

Ozel yetenekli 6grencilerin fen bilimleri dersinde hangi konulara daha ¢ok ilgili olduklarini 63-
renebilmek adina ‘0zel yetenekli 6grencilerin fen bilimleri derslerinde hangi konulara daha ¢ok
ilgi duymaktadir?’ soru sorulmustur. Ogretmenlerden alinan cevaplara gore Tablo 3 olusturul-

mugstur.

Tablo 2. Ozel Yeteneklilerin Fen Derslerinde Hangi Konulara ilgili Olduklarina Dair Gériisler

Kategori Frekans

[o)}

Astronomi (Uzay, gezegenler, diinyanin olusumu)

Biyoloji (DNA, ekosistem, ¢evre, mikroskobik canlilar, organlar)
Kimya ( Maddenin yapis1 ve atomlar, kimyasallar)

Fizik (Elektrik, elektronik, 6zel gorelilik, rolativite, dalga denklemleri)
Bilinmezlikler

Yer bilimleri

Bilim adamlar1 ve hayati (Michael Faraday, Lavoisier)

Denizalti

Teknoloji (Robotik kodlama, android yazilim gelistirme)

_ = = N W W

Tablo 3’e gore 0gretmenler azalan sira ile 6zel yetenekli 6grencilerin Astronomi (6), Biyoloji (4),
Kimya (3), Fizik (3), bilinmezlikler (2), yer bilimleri (1), bilim adamlar1 ve hayat: (1), denizalt1 (1)
ve teknoloji (1) konularina daha ilgili olduklarini belirtmislerdir:

Ogrl: “Uzay, gezegenler yani astronomi konularina, biyoloji konularima, ekosistem, cevre, bakterilere...,

kimya konularina madde ve atomlar, maddenin yapis: ayrica elektrik, elektronik...”

Ogr3: “Astronomi, bilinmezlikler iizerine kurgu, dalga denklemleri, 6zel gorelilik teorisine, rélativite teori-
sine, Michael Faraday ve hayati, Lavoisier’in basinin kesilme hikdyesi, robotik kodlama, android yazilim

gelistirme oyun vb. seyler igin.”
Ogrd: “...kimi fizik konularindan hoglantyor, kimi kimya bazilart astronomi ve yer bilimleriyle...”

Ozel yetenekli 6grencilerin ilgi alanlarina gore nasil bir ortamda ders almalari gerektigine dair
ogretmenlere “Ozel yetenekli 6grencilerin fen egitimi icin nasil bir ortam saglanmalidir?” sorusu

yoneltilmistir. Alinan cevaplar iizerine Tablo 4 olusturulmustur.

Tablo 4’e gore 6zel yetenekli 6grencilerin fen egitiminde zenginlestirilmis ve gelistirilmis atolye-

lerin (4) kullanilmas1 ve yaparak-yasayarak ogrenebilecekleri (4) ortamlarin olusturulmasma yo-
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nelik goriisler sunulmustur. Daha sonra azalan sira ile gezi-gozlem (3), laboratuvar (3), rahat
ortam (3) ve bireysel (2) ortamlarin saglanmasi gerektigini belirtmislerdir. Ogretmenler genel

olarak birden fazla ortam onerisinde bulunmuslardir:

Opr5: “Ozellikle gozlemleyebilecekleri bir ortam, laboratuvar olabilir, doga olabilir ... sinifta onlara incele-

yebilecekleri drnekler verilmeli ya da kendilerinin yapabilecekleri ornekler verilmeli.”

Ogr6: “Bireysel caligacaklar, 6zel malzemelerin olacagt, yaparak yasayarak 6grenecekleri rahat bir ortam.”

Tablo 3. Ozel Yeteneklilerin Fen Egitimi i¢in Olusturulabilecek Ortam Gériisleri

Kategori Frekans

Zenginlestirilmis ve gelistirilmis atolyeler 4
Gezi-Gozlem ortamlari

Laboratuvar

Yaparak-Yasayarak 0grenebilecekleri ortam
Bireysel ¢alisilabilecek

Fikirlerin 6zgiir ifade edilebildigi, rahat bir ortam

W N B W W

Ozel yetenekli 6grencilere fen derslerinin normal (geleneksel) gretim, yontem ve tekniklerle mi
yoksa farkli 6gretim, yontem ve tekniklerle mi aktarildigini 6grenebilmek adina 6gretmenlere
“Normalden farkli bir 6gretim, yontem ve teknikleri mi kullaniyorsunuz? sorusu yoneltilmistir.

Ogretmenlerden alian cevaplara gore Tablo 5 olusturulmustur.

Tablo 5. Fen Bilimleri Derslerinde Uygulanilan Ogretim, Yontem ve Teknikleri

Kategori Frekans

N

Zenginlestirme, farklilagtirma ve hizlandirma
Beyin firtinast

Bilimsel arastirma yontemleri

Geligtirici etkinlikler

Giinliik hayat ile iligkilendirme
Yaparak-Yasayarak-Dokunarak

Sorgulamaya ve arastirmaya dayali

Proje tabanli 6grenme

Ozel yetenekli 6grencilerin ilgi alanlarina yonelik
Isbirlikli calisma yontemi

Deney ve Gozlem

e W SO SR G [ S U S N Y

Tablo 5’e gore 6gretmenler birden fazla 6gretim, yontem ve teknigi kullandiklarini ve kullandik-
lar1 6gretim, yontem ve teknikleri ise farkli bir 6gretim, yontem ve teknigi olarak beyan etmis-
lerdir. Fakat bu yontemler arasinda normal (geleneksel) 6gretim yontem ve tekniklerini; Beyin
firtinasi (1), glinliik hayat ile iliskilendirme (1), sorgulamaya dayali (1), bilimsel ¢alisma basamak-
lar1 ve yontemleri (2), yaparak-yasayarak-dokunarak (1), proje tabanli (1), isbirlikli ¢alisma (1),
deney ve gozlem (1) yontemlerini saymislardir. Bunlardan farkli olarak zenginlestirme, farklilas-
tirma ve hizlandirma (2), 6zel yetenekli 6grencilerin ilgi alanlarina yonelik (2) ve gelistirici etkin-
likler (1) kullandiklarinmi belirtmislerdir. Tablo 5'deki 6gretim, yontem ve tekniklerin hepsi fen

bilimleri dersinde uygulanmaktadar. Ogretmenler gorislerini su sekilde beyan etmiglerdir:

Ogrlz “Zenginlestirme, farklilastirma, beyin firtinasi, bilimsel ¢alisma basamaklari, bilimsel ¢alisma yon-

temlerini kullaniyorum.”
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Ogr5: “Sorqulamaya ve arastirmaya dayal bilimsel arastirma tekniklerinin oldugu bir yontem kullantyo-
rum... Ciinkii kazanim derdimiz yok sadece siireci yasayip, arastirmanin manti§ini anlamasini sonunda da
bilgiye kendilerinin ulagmalarini sagliyoruz... Deney yontemi, gozlem yontemi, isbirlik¢i calisma yontemi
uygulanabilir... Ciinkii isbirlik¢i yontemde daha farklr bakis acilar: olarak daha giizel projelerin ortaya ¢ik-

tigin1 goriiyoruz.”

Tablo 5’e gore 6gretmenlerin kullandiklar: 6gretim, yontem ve tekniklerden birini anlatmalar1 ve
neden bu &gretim, yéntem ve teknigini kullandiklarii belirtilmesi istenmistir. Ozel yetenekli
Ogrencilerin ilgilerine gore hareket eden 3 6gretmen 6rnek bir ders plani seklinde kullandiklar:
ogretim, yontem ve teknikleri drnekler iizerinden aktarmiglardir. Tki gretmen soruya yanit ver-
memis, bir 6gretmen sebebiyle hizlandirma yontemini nasil kullandigini belirtmis ve bir 6gret-
men de konudan konuya farkli 6gretim, yontem ve teknikleri kullandigini belirterek kullandig:

yontemleri 6rneklerle desteklemistir.

Ozel yetenekli 6grencilerin ilgisine ve merakina ve onlarin dersi ve konular1 sorgulamalarmna

gore 0gretim, yontem ve teknikleri derse nasil aktardiklarini anlatan 6rnek 6gretmen gortisii:

Ogr5: “Ilk olarak bir sorunla ya da problemle cocuklarin derse ilgisini cekiyorum. O problemi cozmek icin
cok hevesleniyorlar ama onlara dnce arastirma yapmalary gerektigini soyliiyorum... Bir planlamasini yapi-
yoruz... Bunlar: yaparsak bu ¢oziime ulasabiliriz diye fikir yiiriitiiyorlar. Ozellikle cizgisiz defter kullani-
yoruz. Bunun sebebi de ¢ocuklarin yapacaklar: bir tasarim varsa ¢izimlerini daha detayli grmesini sagli-
yorum. Uygulama kisminda ise yardimci oluyoruz. Kendi planladiklar: projeyi hayata gegiriyoruz. Daha
sonra iiriinlerini ya da arastirmalarini simifta anlatiyorlar. Son olarak proje basinda nasildr ne duruma

geldi bunu konusuyoruz ...”

Ozel yetenekli grencilerin normal &grencilere gore daha hizli 6grenmesinden dolay1 konulart

hizlandirma yaparak aktardigini sdyleyen 6gretmen goriisii:

Ogrd: “Hizlandirma ciinkii Normal 6grencilere gore daha kolay algilayabiliyorlar, cok sorguluyorlar, soru
soruyorlar bu yiizden onlar: tatmin etmek gerekiyor... Biz onlara daha iist diizey sumiflardan konular akta-

rarak igliyoruz. Onlar kendi deneylerini yapiyorlar.”
Ozel yetenekli 6grencilerine iglenilen konuya gore farkli yontemler kullanan gretmen goriisii:

Ogr7: “... Yontem olarak soru cevap yéntemini kullanabiliyorum. Ornegin mikroskop kullanimini 5gretir-
ken goriintii bulma, gosterip yaptirma yontemi kullamildi. Bu sayede kendileri goriintii bulmay: 6grendiler,

preparat hazirlamay: 68rendiler. Basit makinelerde tasarum yapmalarin istedik ...”

Fen bilimleri 6gretmenlerinin 6zel yetenekli 6grencilerin ilerlemelerini nasil degerlendirdikleri ve
gelisimlerini 6lgen bir yontemin olup olmadigini 6grenebilmek adina fen bilimleri 6gretmenleri-
ne “Ozel yetenekli 6grencilerin gelisimini 6lgen yontemler nelerdir?” sorusu yoneltilmistir. Og—

retmenlerden alinan cevaplara gore Tablo 6 olusturulmustur.

Tablo 6'ya gore dgretmenler 6zel yetenekli 6grencilerin gelisimlerini 6grencilerin iyi bir sekilde

gozlemlenmesi (3), gozlemler sonucu formlar (3) doldurulmasi ile 6l¢mektedirler. Daha sonra
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azalan sira ile 6grencilerden geri bildirimler alinmasi (2), portfolyo (2), performans degerlendir-
me (2), kavram haritalari (1), tanilayic1 dallanmis agag (1), proje ddevleri (1), rubrikler (1), siirecin
degerlendirilmesi (1), deney raporlar1 ve tablolarinin degerlendirilmesi (1), coktan se¢meli testler
yapilmasi (1) ile kontrol etmektedirler. Kullanilan yontemlerin hepsi fen bilimleri dersinde de

uygulanmaktadir. Ornek 6gretmenler goriislerini su sekildedir:

Ogrl: “Cok lyi gozlem yapabilmek ve onlart gozlemlerimize gore degerlendirmek, portfolyo dosyalari, her
etkinligin sonunda geri bildirim alirim, bir tartisma yapildr mesela sinifta konuyu inceledik, sorguladik,

beyin firtinast yaptik bunun bile geri bildirimini aliyorum.”

Ogr6: “Bakanhgin gonderdigi bireysel dlgekler iizerinden ilerliyoruz. Ozellikle akran degerlendirmesi, 6z

degerlendirme, rubrik, performans ve portfolyo gibi dlcekler kullantyorum.”

Tablo 6. Fen Bilimleri Derslerinde Uygulanilan Ogretim, Yontem ve Teknikleri

Kategori Frekans

N

Geri bildirim alarak
Coktan se¢meli testler
Gozlem yaparak

Siire¢ degerlendirme
Deney raporlar1

Formlar (Akran degerlendirme, 6z degerlendirme, gelisim, etkinlik)
Portfolyo

Kavram haritasi

Tanilayic1 dallanmis agac
Performans degerlendirme
Rubrik

Proje ddevleri

— R N R, RN WR R W

Iki 6gretmen 6zel yetenekli 6grencilerin gelisimini 6lgebilmek igin belirli bir yéntem kullanma-
diklarmni belirtmiglerdir. Belirli bir yontemleri oldugunu beyan eden 6gretmenlere kullandiklar:
yontemlerin 6zel yetenekli 6grenciye ne gibi faydalarinin oldugunu 6grenebilmek adina “Kul-
landiginiz bu degerlendirme araci 6grencinin gelisimine ne diizeyde katki saghyor?” sorusu yo-

neltilmistir. Ogretmenlerden alian cevaplar iizerine Tablo 7 olusturulmustur.

Tablo 7. Kullanilan Degerlendirme Araglarinin Ozel Yetenekli Ogrencinin Gelisimine Katkisi

Kategori Frekans
Ozel yetenekli 6grencinin taninmasi (flgi alan, istekleri) 3
Gelisimini dogru yonde ilerletebilmek 1
Konular1 ne diizeyde 6grendigini bilmek 2
Degerlendirme sonuglarmnin veliler ile paylasmasi 1
Ozel yetenekli 6grencinin hangi noktada oldugunu bilmek 1

Tablo 7’ ye gore 0gretmenler yapilan degerlendirmelerin 6zel yetenekli 6grencinin taninmasini
(3), gelisiminin dogru yonde ilerleyebilmesini (1), konular1 ne diizeyde 6grendiginin bilinmesini
(2) ve ozel yetenekli 6grencinin hangi noktada oldugunun bilinmesini (1) sagladigini soylemis-
lerdir. Ogretmenlerden biri bu degerlendirme sonuglarinin velilerle paylasildigi zaman yararl

geldigini belirtmistir. Tablo 7’ye yonelik 6rnek 6gretmenler cevaplarini su sekildedir:

Ogrl: “Biz gozlem yapip degerlendirir velileri bilinglendiririz o zaman yararl hale gelir. Onlarin ilgileri-

nin meraklarini tespit eder o yonde yonlendirip oniinii acmis oluruz. Gelisimlerini dogru yonde ilerlemele-
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rine rehber oluruz.”

Ogrd: “Ogrencilerin hangi noktada oldugunu gelisimde yavaslama mi var gerileme mi var onu gozleyebi-

liyoruz.”

Son olarak ogretmenlerin 6zel yetenekli 6grenciler adina genel bir goriisiinii alabilmek icin 6g-
retmenlere “Ozel yetenekli dgrencilerin fen egitiminde 6nerdiginiz goriisler nelerdir?” sorusu

yoOneltilmistir. Alinan goriisler iizerine Tablo 8 olusturulmustur.

Tablo 8. Ogretmenlerin Ozel Yetenekli Ogrencilerin Fen Egitimi icin Goriisleri

Kategori Frekans

Nitelikli ve rehber 6gretmen (Yaratici diisiinebilen, acik fikirli) 2
Zenginlestirilmis atdlyeler (Farkli materyaller ve farkli ortamlar)
Nitelikli 6grenci yetistirebilmek (Ozgiivenli ve gelecege yonelik)
BILSEM'lerin iyi yonetilmesi ve gelismis olmasi
Yaparak-yasayarak 6grenme

Zenginlestirilmis kiitiiphaneler

—_ N =N =

Tablo 8’e gore 6zel yeteneklilerin fen egitimi igin 6gretmenler, nitelikli 6gretmenlerin olmasi (2),
laboratuvarlarin ve atolyelerin zenginlestirilmis olmasi (1), nitelikli 6grenciler yetistirilebilmesi
(2), ogrencilerin yaparak-yasayarak ogrenmesi (2) ve 0grencilerin aragtirmalarini daha saglhiklh
yapabilmeleri igin zenginlestirilmis kiitiiphaneler olmas1 gerektigini (1) belirtmiglerdir. Bir 6g-
retmen BILSEM'lerin iyi bir sekilde yonetilmesi ve her ydniiyle daha gelismis olmasi gerektigini

belirtmistir. Ogretmenler gortislerini su sekilde ifade etmislerdir:

Ogr2: “... Mesela uzay konusunu uzay atélyesinde almalari, siradist materyallerle calismanin dnemli ol-

dugunu diisiiniiyorum ve bunlarin onlar: daha cok gelistirebileceklerini diigiiniiyorum.”
Ogr3: “... Yaparak-yasayarak onemli... Kendine olan 6zgiivenini yerine getirmek lazim.”

Ogr5: “... Ne kadar cok farkli ortam gosterirsek, farkli problem durumu yaratirsak, gelecek icin daha giizel
mesleklere sahip olmalar: saglanabilir.”

Sonug, Tartisma ve Oneriler

Bu calismada BILSEM'lerde gorev yapan fen bilimleri 6gretmenlerinin dzel yetenekli dgrencileri-
ni degerlendirmelerine yonelik goriisler alinmistir. Calismada fen bilimleri 6gretmenlerin hemen
hemen hepsinin 6zel yetenekli 6grenci tanimini kismen dogru ifade ettigi belirlenmistir. Ozel
yetenekli 6grenciler ile ¢calisan 6gretmenlerin hangi 6grenci grubuyla calistigini bilmesi ve 6gren-
ci ihtiyaglarina uygun olacak sekilde donanima ve nitelige sahip olmasi gerektiginden dolay1 fen
bilimleri 6gretmenlerinin 6zel yetenekli 6grenci tanimini ve 6zelliklerini iyi bilmeleri gerekmek-
tedir. Ozel yeteneklilerin 6zelliklerini bilmeyen ya da bu kosullarin gerektirdiklerini yapamayan
ogretmenlerin bu 6zel yetenekli 6grenciler iizerinde olumsuz etki olusturabilecekleri bilinmekte-
dir (Satmaz ve Gencel, 2016). Bu nedenle bu 6grencilere daha iyi egitim verilebilmesi, ¢alisilan
grubun ozellikleri ve gereksinimleri hakkinda bilgi sahibi olunmasi igin BILSEM'lerde gorev ya-
pan Ogretmenlere bu Ogrencilerin 6zelliklerinin tanimlanmas: vb. durumlari kapsayan egitim

verilebilir.
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Fen bilimleri dersi i¢in Bilsem Yonergesi'nde (MEB, 2015) belli bir tanimlama yapilmamisken
goriismelerin gerceklestirildigi fen bilimleri 6gretmenleri fen derslerinde 6zel yetenekli 6grenciyi
soran, sorgulayan, ¢ikarimlar yapabilen, merak eden, problemlere karsi akil yiiriitme becerisi
gelismis olan, yaratici fikirler {iretebilen bireyler olarak tarudiklarini belirtmislerdir. Ozel yete-
nekli 6grencilerin derslerinde nasil 6zellikler gosterdigini bilen 6gretmenler ders i¢i kazanimlari-
n1 dogru yonde ilerletebilmektedirler. Bu sayede toplumlarin gelismesinde 6nemli katkilar sagla-
yabilecek {iistiin yeteneklere sahip bireylerin sahip oldugu beceriler verimli ve etkin bir sekilde
kullanilabilecektir (Kontas ve Yagci, 2016).

Ozel yetenekli birgok 6grencinin fen bilimlerine ve fen konularma ilgi duyduklari farkli calisma-
larla ortaya konulmustur (Kahyaoglu ve Pesen, 2013). Yapilan bu ¢alismada ise 6zel yetenekli
ogrencilerinin fen derslerinde astronomi, biyoloji, fizik, kimya, bilinmezlikler, yerbilimleri, deni-

zalt1, bilim adamlar1 ve hayati, teknolojik konulara ilgili olduklarini belirlenmistir.

Ogrenciler bazi ortamlarda yapilan etkinliklerden hoglanirken bazi etkinliklere katilmakta gekim-
ser kalmaktadir (Simsek, 2002). Bu nedenle 6grencilerin bireysel 6zellikleri dikkate almarak ger-
ceklestirilen 6gretim sayesinde 6grenme daha kalici ve daha etkili olmaktadir. Calismada 6zel
yetenekli 6grencilerinin fen 6grenmelerinin saglanacagi ortama yonelik 6gretmenler zenginlesti-
rilmis atolyeler, gezi-gozlem ortamlari, laboratuvar, yaparak-yasayarak ogrenebilecekleri, birey-
sel calisilabilecek 6zgiir ve rahat bir ortamin saglanmasi gerektigini belirtmislerdir. Bu goriisler
arasinda zenginlestirilmis ve gelistirilmis atolyeler, yaparak-yasayarak ogrenebilecekleri bir or-
tam goriisleri on plana gikmistir. Ozel yetenekli dgrencilerin ihtiyaglarinin dikkate alinmadig:
ogrenim ortamlarinda 6gretimin gerceklestirilmesi bu 6grencilerin yeteneklerinin zamanla azal-
masina, 0grenim gordiikleri ortamin onlara sikici gelmesinden dolay: bir siire sonra psikolojik
anlamda sorunlar yasamalarina ve buna bagli olarak mutsuz bireylere doniismesine sebep olaca-
g1 bilinmektedir (Satmaz ve Gencel, 2016). Bu nedenle {istiin yetenekli 6grencilerin 6gretiminde

ist diizey smnf ve yeterli miktarda materyallerin kullanilmas1 uygun olabilir.

Ozel yetenekli 6grencilerin fen bilimleri derslerinde merak uyandiracak dgrenme yontemleri,
ogrenme becerileri ve deneyimlerinin gelistirilmesine yonelik olumlu yonlendirmeler arttikca fen
bilimleri derslerine yonelik tutumlar: olumlu yonde artis gostermektedir (Kahyaoglu ve Pesen,
2013). Calismada bu 0grenciler icin 6gretim yontem ve tekniklerinden zenginlestirme, farklilas-
tirma, hizlandirma, yaparak-yasayarak-dokunarak ogrenme ve bilimsel calisma yontemlerinin
ogretmenler tarafindan gogunlukla kullamildig1 belirlenmistir. Ozel yetenekli 6grencilerin egitim-
lerinin kaliteli hale gelmesi ve egitimin verimliligin artmas1 amaciyla bu 6grencilerde zenginles-
tirme ve farklilastirma yontemlerinin kullanilmasi gerekmektedir. Bu nedenle iistiin yetenekli
ogrencilere yonelik fen derslerinde 6grenci o6zelliklerini destekleyici farkli 6gretim yontem ve
teknikler kullanilabilir.

Kontas ve Yagc1 (2016) arastirmasinda da 6zel yetenekli 6grenciler igin 6grenci basarisini deger-
lendirme amaciyla herhangi bir kayit tutulmadigi ve BILSEM'lerin bu tiir bir misyonunun olma-
dig1 ifade edilmistir. Calismada 6zel yetenekli 6grencilerin gelisimlerini 6lgen yontemler neler
oldugu belirlenmeye calisilmis ve 6gretmenler coktan se¢meli testler, gozlem yaparak, siire¢ de-

gerlendirme, deney raporlari, formlar (akran degerlendirme, 6z degerlendirme, gelisim, etkinlik),
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portfolyo, kavram haritasi, tanilayici dallanmis agag, performans degerlendirme, rubrik ve proje
Odevleri cevaplarii vermistir. Bu degerlendirme yontemlerinden gozlem yaparak kontrol etme
ve kullanilan formlar 6n plana gikmustir. Ogretmenler dgrencilerini ok iyi bir sekilde gézlemle-
yerek formlar doldurduklarin belirtmislerdir. Belli bir 6l¢gme ve degerlendirme sistemi olmama-
sina ragmen Ogretmenlerin genel olarak alternatif 6lgme ve degerlendirme yontemlerini 6gretme
ve 0grenme siirecine entegre ettikleri soylenebilir. Bu nedenle degerlendirme amacli olmasa da
bu 6grencilerin gelisimlerine katki saglamak amaci ile degerlendirme yontemlerinin 6gretime

entegre edilmesi faydali olacag1 diisiiniilmektedir.

Demirel’e (2003) gore degerlendirme, kullanilan programlarin ve yontemlerin etkililigi hakkinda
bir karar verme siirecidir. Bundan dolay1 Tablo 6’da belirtilen degerlendirme yontemlerinin 6zel
yetenekli 6grenciye ne diizeyde bir katkisi oldugu fen bilimleri 6gretmenlerine sorulmus ve de-
gerlendirmelerin 6zel yetenekli 6grencinin taninmasini, gelisimini dogru yonde ilerletebilmeyi,
konular1 ne diizeyde 6grendigini ve 0grencinin hangi noktada oldugunu bilmeyi sagladig1 soy-
lenmistir. Ozel yetenekli 6grencilerin degerlendirilmesi icin kullanilan formlar1 dosyalayan &g-
retmenlerin daha sonraki ¢alismalarda 6grencide ne gibi degisikler gozlemlendigini fark edebile-

cegi ve 6grencisinin bu sekilde ilerleyisini kontrol edebilecegi sdylenebilir.

Fen bilimleri 6gretmenleri 6zel yetenekli 6grencilerin gelisimi i¢in zenginlestirilmis atdlyeler ve
arastirmak istedikleri ¢alismalar i¢in giivenilir kaynaklardan ulasabilmeleri adina zenginlestiril-
mis kiitiiphaneler olmasi, kullanilacak materyalleri de kendileri tasarlayarak yaparak-yasayarak
ogrenmeleri gerektigini belirtilmistir. Bu sekilde nitelikli, gelecege yonelik, 6zgiivenli bireyler
yetistirilebilmesi miimkiin kilmacagini belirtmislerdir. Ayn1 zamanda 6zel yetenekli 6grencilerin
egitim kalitesi icin BILSEM'lerin ortaminin ve y&netim bigimlerinin de iyi olmas gerektigi soy-
lenmistir. Ayaydin ve Un (2018) aragtirmasinda BILSEM'lerin birgok yénden eksik oldugu ve
gelistirilmesi gerektigini ayrica konum olarak da kiitiiphanelere yakin bir konumda bulunmasi
gerektigini ifade etmiglerdir. Bu nedenle BILSEM’lerde 6gretim goren &grencilerin arastirmact

ruhlarimin gelistirilmesi icin BILSEMlerin her agidan zenginlestirilmesi saglanabilir.

Genel olarak aragtirma sonuglar1 degerlendirildiginde BILSEM’de gorev yapan fen bilimleri 6g-
retmenlerinin calistiklar1 6grencilerin 6zelliklerini bilmelerine ragmen {istiin yetenekli 6grenci
tanimini kismen yaptiklary; bu 6grencilerin daha ¢ok astronomi dersine ilgi duyduklary; fen bi-
bireysel 6zelliklerinin dikkate alinarak 6gretim yontem ve tekniklerinin belirlenmesi gerektigi; bu
ogrencilerin 6gretim siireglerini gelistirmek amaciyla yapilacak olan degerlendirmelerde ise al-
ternatif 6lgme degerlendirme yontem ve tekniklerinin kullanilmasinin faydali olacagi, bu sayede
ogrencilerin daha iyi taninabilecegi ve konu 6greniminde ne diizeyde olacaginin belirlenmesinde
faydali olacagy; nitelikli fen egitimi icin oncelikle nitelikli 6gretmenlerin olmas1 gerektigi ve 6g-

rencilerin yaparak yasayarak 6grenmesi gerektigi sonucuna ulagilmistir.

Bu ¢alismanin kiigiik bir fen bilimleri 6gretmenlerinin olusturdugu grubun gortislerini yansitiyor
olmasi calismaya bir siirlilik getirmektedir. Ayrica fen bilimleri 6gretmenlerinin BILSEM’deki
gorev siireleri goz oniine alindiginda sadece bir 6gretmenin 10 yillik tecriibeye sahip olmasi di-

ger dgretmenlerin ise 1-4 yildir BILSEM'de gorev yapmalari ve dzel yetenekli dgrenciler ile olan
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calismalarinin daha az olmasi da yine ¢alismanin sinirhiliklar: igerinde degerlendirilebilir. Bu
nedenle ¢alismanin daha biiyiik ve daha fazla tecriibeye sahip calisma gruplariyla gerceklestiril-

mesi bu smirliliklar: ortadan kaldiracaktir.
Kaynakca

Akkanat, H. (1999). Ustiin veya Ozel yetenekliler. M. R. Sirin, A. Kulaksizoglu ve A. E. Bilgili
(Ed.), Ustiin yetenekli cocuklar: Secilmis makaleler kitab: iginde (s. 168-194). Istanbul: Cocuk
Vakfi Yayinlar.

Aktepe, V. ve Aktepe, L. (2009). Fen ve teknoloji 6gretiminde kullanilan 6gretim yontemlerine
iliskin 6grenci goriisleri: Kirsehir BILSEM 6rnegi. Ahi Evran Universitesi Kirsehir Egitim
Fakiiltesi Dergisi, 10(1), 69-80.

Ayaydmn, Y. ve Un, D. (2018). Bilim ve sanat merkezleri 6gretmenlerinin BILSEM ve {istiin yete-
nekli 6grencilerin egitimine yonelik goriisleri. Amasya Universitesi Egitim Fakiiltesi Dergisi,
7(1), 121-155.

Baltaci, A. (2018). Nitel arastirmalarda 6rnekleme yontemleri ve 6rnek hacmi sorunsali iizerine
kavramsal bir inceleme. Bitlis Eren Universitesi Sosyal Bilimler Enstitiisii Dergisi, 7(1), 231-
274.

Bedur, S., Bilgig, N. ve Taghdere, E. (2015). Ozel (iistiin) yetenekli 6grencilere sunulan destek egi-
tim hizmetlerinin degerlendirilmesi. Hasan Ali Yiicel Egitim Fakiiltesi Dergisi, 12(1), 159-
175.

Bildiren, A. ve Tiirkkani, B. (2013). Ustiin yetenekli 6grencilerin perspektifinden bilim ve sanat
merkezlerinin hos ve hos olmayan 6zellikleri ve degisiklik talepleri. Ustiin Yetenekliler
Egitimi ve Arastirmalar: Dergisi (UYAD), 1(2), 128-135.

Cogkun, 1., Diindar, S. ve Parlak, C. (2014). Tiirkiye’de 6zel egitim alaninda yapilmis lisansiistii
tezlerin cesitli degiskenler agisindan incelenmesi (2008-2013). Ege Egitim Dergisi, 15(2),
375-396.

Creswell, . W. (2016). Nitel arastirma yontemleri: Bes yaklasima gore nitel arastirma ve arastirma deseni
(M. Biitiin ve S. B. Demir, Cev.). Ankara: Siyasal Kitabevi.

Demirel, O. (2003). Kuramdan uygulamaya egitimde program gelistirme. Ankara: Pegem Yayincilik.

Erdogan, S. C. ve Kahveci, N. G. (2015). Farklilastirilmis fen ve teknoloji 6gretiminin {istiin zekal
ve yetenekli 6grencilerin tutumlarina etkisi. Hasan Ali Yiicel Egitim Fakiiltesi Dergisi, 12(1),
191-207.

Giirsakal, S. (2012). PISA 2009 6grenci basar1 diizeylerini etkileyen faktorlerin degerlendirilmesi.
Siileyman Demirel Universitesi Iktisadi ve Idari Bilimler Fakiiltesi Dergisi, 17(1), 441-452.

Kahyaoglu, M. ve Pesen, A. (2013). Ustiin yetenekli 6grencilerin fen ve teknolojiye yonelik tutum-
lar1, grenme ve motivasyon stilleri arasindaki iliski. Tiirk Ustiin Zekd ve Egitim Dergisi,
3(1), 38-49.

Kaptan, F. ve Korkmaz, H. (1999). [ikigretimde fen bilgisi 6gretimi: [kigretimde etkili 6gretme ve 63-
renme 0gretmen el kitabi. Ankara: Milli Egitim Bakanlig.

Kircaali-Iftar, G. (1998). Kaynastirma ve destek ozel egitim hizmetleri. Eskisehir: Anadolu Universitesi
Acgikogretim Fakiiltesi Yayinlari.

Kontas, H. ve Yagci, E. (2016). BILSEM &gretmenlerinin program gelistirme ihtiyaglarina iliskin
geligtirilen programin etkililigi. Abant Izzet Baysal Universitesi Egitim Fakiiltesi Dergisi,
16(3), 902-923.

Merriam, S. B. (2013). Nitel arastirma: Desen ve uygulama icin bir rehber (S. Turan, Cev.). Ankara:
Nobel Yaym Dagitim.

108 Talent 2020, 10/1



Zorluoglu & Others Opinions of Science Teacher about Gifted Education

Mertol, H., Dogdu, M. ve Yilar, B. (2013). Ustiin zekal: ve yetenekli 6grencilerin sosyal bilgiler
dersine iliskin metaforik algilari. Ustiin Yetenekliler Egitimi ve Arastirmalari Dergisi
(UYAD), 1(3), 176-183.

MEB (2015). Bilim ve sanat merkezleri yonergesi.
https://orgm.meb.gov.tr/meb_iys_dosyalar/2015_09/18101802_bilimvesanatmerkezleriyn
ergesi.pdf adresinden erisilmistir.

MEB (2016). Bilim ve sanat merkezleri yonergesi.
https://orgm.meb.gov.tr/meb_iys_dosyalar/2016_10/07031350_bilsem_yonergesi.pdf ad-
resinden erigilmistir.

MEB (2013). Ozel yetenekli bireylerin egitimi strateji ve uygulama kilavuzu. Ankara: Ozel Egitim ve
Rehberlik Hizmetleri Genel Midiirliigii.

Okur, A. ve Ozsoy, Y. (2013). Ustiin zekali 6grencilerin Tiirkge dersine yonelik tutumlarimin ince-
lenmesi: Bartin BILSEM 6rnegi. Egitimde Kuram ve Uygulama, 9(3), 254-264.

Satmaz, 1. ve Gencel, 1. E. (2016). Bilim ve sanat merkezlerinde gorevlendirilen 6gretmenlerin
hizmet ici egitim sorunu. Dokuz Eyliil Universitesi Buca Egitim Fakiiltesi Dergisi, 42(2016),
59-73.

Sozbilir, M. (2009). Nitel veri analizi. https://fenitay.files.wordpress.com/2009/02/1112-nitel-
arac59ftc4blrmada-veri-analizi.pdf adresinden erisilmistir.

Simsek, N. (2002). BIG 16 6grenme bicimleri envanteri. Egitim Bilimleri ve Uygulama Dergisi, 1(1),
33-47.

Tereci, H., Aydin, M. ve Orbay, M. (2008, May1s). Bilim ve sanat merkezlerine devam eden 6g-
rencilerin fen tutumlarinin incelenmesi: Amasya BILSEM Ornegi. Ustiin Zekali ve Yete-
nekli Cocuklar Kongresi, Ankara.

TDK (2018). Egitim.
http://www.tdk.gov.tr/index.php?option=com_yanlisveview=yanlisvekelimez=138 adre-
sinden erisilmistir.

Yildirim, A. ve Simsek, H. (2006). Sosyal bilimlerde nitel arastirma yontemleri. Ankara: Seckin Yayin-
cilik.

Ek A. Goriisme Sorular

1. Ozel yetenekli 6grencileri nasil tanimlarsimz?
o  Fenbilimleri dersinde 6zel yetenekli 6grenciyi nasil tanirsiniz?
2. Ozel yetenekli 6grenciler fen bilimleri dersinde hangi konulara daha ¢ok ilgi duyuyorlar?
3. Ozel yetenekli 6grencilerin fen egitimi icin nasil bir ortam (laboratuvar, gezi gézlem vb. ) saglanmalidir?
4. Ozel yetenekli 6grenciler icin normalden farkli bir 6gretim yontem ve teknigi mi kullaniyorsunuz?
e Bu 6gretim yontem ve tekniklerden hangileri 6zel yetenekli 6grencilere fen bilimleri dersinde
uygulanabilir?
e Sectiginiz bir yontemi bize anlatabilir misiniz ve neden bu yontemi sectiginizi bizimle payla-
sir misiniz?
5. Ozel yetenekli 6grencilerin gelisimini Slgen yontemler nelerdir?
e  BILSEM’lerde fen bilimleri dersinde ilerlemeyi 6lgen ne gibi 6lcekler (yontemler) kullanmak-
tasmiz?
e  Kullanilan bu o6lgekler 6zel yetenekli 6grencilerin gelisimine ne diizeyde katki saglamakta-
dir?
6. Ozel yetenekli 6grenciler igin fen egitiminde 6nerdiginiz goriisler nelerdir?
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