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Abstract  Keywords 

Preschool inclusion is an issue that has become more prominent 
and is frequently targeted in the literature in recent years. Previous 
studies regarding preschool inclusion were conducted with 
teachers, typically developing children, and children with 
disabilities as well as about how the inclusive practices could be 
more effective and which variables would affect the quality of 
preschool inclusion. Recently, the concept of “quality” in inclusive 
preschool becomes one of the current issues in the field.  The 
quality of the inclusion is examined as the process quality, 
structural quality, and global quality it is influenced by several 
factors such as experience and education of teachers, teacher/child 
ratio and knowledge of teachers related to implementation of 
inclusive practices. The purpose of this study, which utilized 
correlational screening model, was to reveal the variables which 
predict the overall quality of inclusive preschool classrooms in 
Turkey. The data were collected by Teacher Information Form, 
Student-Teacher Relationship Scale, Opinions Relative to 
Integration of Students with Disabilities, and Abilities Index in 47 
preschool classrooms as well as the third researcher assessed the 
quality of the classrooms by using Inclusive Classroom Profile. To 
test the predictive value of all variables, a stepwise regression 
model was used. Analyses showed that the overall quality of the 
inclusive preschool classrooms was predicted by the teachers’ 
opinions regarding inclusion, having courses related to preschool 
inclusion, and teachers’ relationships with their students. The 
results are discussed in the framework of the existent literature and 
suggestions related to implications and future research are offered. 
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Introduction 

Preschool inclusion is implemented based on the laws and regulations in several countries and 
involves the provision of educational experiences to children with developmental disabilities alongside 
their typically developing peers within the same settings. Preschool inclusion offers benefits to children 
with developmental disabilities as well as for their typically developing peers and their families. High-
quality environments provide opportunities for improving educational achievements of children in 
developmental areas (Henninger IV & Gupta, 2014). Preschool inclusion, however, means more than 
simply placing children with disabilities (CWD) in a setting with their typically developing peers as the 
expectations from the inclusion can only be met when the CWDs form social relationships, participate 
in various activities, and are provided with learning environments appropriate for all children (Odom, 
Buysse, & Sokukakou, 2011). In this regard, the concept of “quality” in inclusive preschool becomes one 
of the leading issues in the field. 

Classroom quality is dependent upon several variables such as children, the experiences of 
teachers, the physical characteristics of the environment, in addition to legal regulations and teacher 
salaries (Cassidy et al., 2005). In a study by Phillips and Howes (1987) grouped these variables regarding 
classroom quality were grouped under headings of structural quality, process quality, and overall 
quality. Structural quality includes variables such as child-adult ratio, teacher education, teachers’ salary, 
and the size of group (Cassidy et al., 2005; Slot, Leseman, Verhagen, & Mulder, 2015), along with 
variables, such as legal regulations, institutional policies and economic conditions, which togerher build 
a framework of process quality and constitute the dynamic dimension of the programs (Cryer, Tiezte, 
Burchinal, Leal, & Palacios, 1999; Phillipsen, Burchinal, Howes, & Cryer, 1997). Process quality includes 
experiences related to the interactions of children with their teachers, peers, and materials in the 
preschool environment in which they are educated; in other words, the proximal variables that affect 
child development (Cassidy et al., 2005; Slot et al., 2015; Vandell & Wolfe, 2000). The management style 
of institution’s principal health and safety provisions, and the way the institutions provides support to 
families and children, and the beliefs of the teacher about child-rearing practices are also related to the 
process quality (Bryant, Burchinal, Lau, & Sparling, 1994; Phillipsen et al., 1997). Structural quality 
including teacher / child ratio and class size are more likely to be regulated by state and by licensing 
process, and are the foundation for process quality, although they have no direct effect on child care 
and the education provided by the school or day care center. On the other hand, process quality is 
related to environmental characteristics and are mediated by the relationships of children with adults 
and their peers (Cassidy et al., 2005; Wolery & Odom, 2000). In a large-scale study by NICHD Early 
Child Care Research Network (2002) the findings showed that structural quality has a direct effect on 
process quality, and process quality influenced children’s outcomes (as cited in Cassidy et al., 2005). 
Finally, overall quality can be considered a combination of structural quality and process quality and 
provides a more comprehensive view of the quality of an institution (Hestenes, Cassidy, Hedge, & 
Lower, 2007; Hestenes, Cassidy, Shim, & Hedge, 2008). An assessment of overall program quality is 
accepted as critical to providing a basis for quality preschool services (Buysse, Skinner, & Grant, 2001). 

In recent years, the quality of preschool inclusion has been accepted one of the most important 
factors that affects inclusive practices (Odom et al., 2011). Quality is defined as a concept that can be 
considered in many aspects and the quality of preschool inclusion is evaluated in terms of different 
components that can affect practices (Yılmaz & Karasu, 2018). Many countries have adopted an 
inclusive preschool approach. However, there are only a limited number of studies into the quality of 
these classrooms. One of the first studies of inclusive classroom quality was conducted in Portugal and 
examined the relationship between the quality of inclusive preschool classrooms and the social 
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acceptance of children with disabilities yielding results which indicate that no significant relationship 
exist between the quality of the practices and the social acceptance of the children, measured through 
peer ratings (Aguiar, Moiteiro, & Pimentel, 2010). Soukakou (2012) developed an instrument (Inclusion 
Classroom Profile, ICP) in the United Kingdom for assessing the quality of inclusive preschool 
classrooms proposing ICP as a reliable and valid tool  and found that the quality of the inclusive 
preschool classrooms in the United Kingdom was generally “good”. In the United States, the quality of 
early childhood special education classrooms was investigated regarding the early literacy environment 
of children and the findings showed that the structural and instructional dimensions of quality were 
low to moderate (Guo, Sawyer, Justice, & Kaderavek, 2013). In another study, in which the quality of 
preschool practices in the Head Start classrooms was assessed by practitioners through observations 
and interviews, the overall quality of the classrooms was found to be good, although the practitioners 
indicated that the greatest challenge quality inclusion was the inadequacy of professional development 
(Muccio, Kidd, White, & Burns, 2014). Soukakou Winton, West, Sideris, and Rucker (2015) adapted the 
ICP for the US context, and having completed reliability and validity studies, they compared the quality 
of four different programs, namely, child care programs, Head Start classrooms, public preschools and 
developmental day programs. Their findings revealed that the qualty scores of child care programs 
were significantly lower than those of other programs (Soukakou et al., 2015). In similar study 
conducted with the same tool in Greece, the quality of inclusive preschool classrooms was found to be 
poor, and not only the teachers’ professional experience but also their experiences related to the special 
education did not have an association with the quality of inclusive preschool classrooms (Fyssa & 
Vlachou, 2015; Vlachou & Fyssa, 2016). Finally, in Swedish study which used ICP, Lundqvist, Westling, 
and Siljehag (2016), found out that the overall quality of the preschool classrooms varied from “poor” 
to “good”, although the inclusive practices in the classrooms were similar. 

Studies related to the quality are more likely to emphasize the relationship between the 
variables related to the structure and process dimensions of the quality (Cassidy et al., 2005; Phillipsen 
et al., 1997). Even though previous studies suggested that teacher salaries and teacher education, as 
structural quality variables, are the best indicators of the process quality (Howes, Phillips, & Whitebook, 
1992; Scarr, Eisenberg, & Deater-Deckard, 1994), there have been conflicting findings (Slot et al., 2015). 
There have been other studies in which the quality of preschool classrooms are compared, and the 
predictive value of a number of variables are exmined in the context of overall quality (Buysse, Wesley, 
Bryant, & Gardner, 1999; Hestenes et al., 2007; Hestenes et al., 2008; La Paro, Sexton, & Snyder, 1998). 
The results in the published studies showed that the overall quality of inclusive preschool classrooms 
was better than (see Buysse et al., 1999; Hestenes et al., 2007; Hestenes et al., 2008) or similar to (La Paro 
et al., 1998) the quality of noninclusive preschool classrooms. In two of these studies, the variables that 
predict the overall quality of inclusive preschool classrooms were examined with Hestenes et al. (2007) 
indicated that among the variables such as teacher education, professional experience, having a course 
on special education, and child-teacher ratio; only child-teacher ratio predicted the quality of inclusive 
preschool classrooms. In addition, Buysse et al. (1999) found out that teacher education, experience, 
knowledge and skills were important predictors of the overall quality of inclusive preschool classrooms. 

The Quality of Preschools in Turkey 
In Turkey, the overall quality of preschool classrooms has been examined in some studies using 

the Early Childhood Environment Rating Scale (ECERS), and it was found that, although  there were 
no differences between the quality of the preschools regardless of the institutions to which they were 
affiliated and the services offered, the overall quality varied from “very little” to “good” (Aksoy, 2009; 
Feyman, 2006; Gol-Guven, 2009, 2017; Gören-Niron, 2013; Güçhan-Özgül, 2011; Kalkan, 2008; Solak, 
2007; Tekmen, 2005). Feyman (2006) comparing the quality of private and public preschools showed 
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that the quality of private preschools’ quality was better than that of public ones, while Solak (2007) and 
Gol-Guven (2009) suggested that there were no significant differences between the two types of the 
preschools, in that the quality was low in both school settings. In addition, public preschools had low 
scores in furniture and display of works and motor activities subscales and higher scores in language and 
reasoning and personal care routines subscales of the ECERS (Güçhan-Özgül, 2011). 

In the first study, to assess inclusive preschools, the quality of 20 inclusive preschool classrooms 
in Ankara was assessed by using the ICP Turkish Form, and the quality scores were found to vary from 
inadequate to poor, based on qualitative and quantitative data (Yılmaz, 2014). The quality scores of 
inclusive preschool classrooms were found to be lower in six items than the other items; namely, 
support for communication, adult involvement in peer interactions, adults’ guidance of children’s play, 
transitions between activities, feedback and monitoring children’s learning. On the other hand, the item 
scores related to the adaptation of group activities, space and materials/equipment and membership to 
score relatively higher than the other items of the ICP. The author attributed the higher scores to that 
all CWD that attended inclusive preschool classrooms had mild disabilities, while the low scores were 
attributed to the limited knowledge, skills and experience of the teachers on inclusive practices. 

In the second study, teachers and independent observers assessed the quality of inclusive 
preschools, and found out that the quality of classrooms in preschools were evaluated differently by 
teachers and independent observers. According to the findings, a significant difference was identified 
between the assessments of preschool teachers and those of independent observers, with teachers rating 
their classrooms as being of better quality (Bakkaloğlu, Altındağ-Kumaş, & Aykaç, 2017). Although the 
teachers believed that the quality of their classrooms was high, the quality of classrooms generally was 
generally found to be low in inclusive preschools. In addition, data collected through interviews and 
observations showed that neither the typically developing children nor the CWD were offered high 
quality programs. 

When the results of the two studies carried out in Turkey are considered together, the findings 
suggested that there was an intention to reveal the existing status of inclusive preschool classrooms in 
general, and that they failed to answer the question of how the quality of preschool inclusion could be 
improved, and which variables were effective in quality. If the CWD and their families are to benefit 
from inclusion at the highest level, the quality of the preschools should be improved before which, the 
quality of inclusive practices need to be comprehensively examined (Buysse & Hollingsworth, 2009). In 
this regard, new studies based on data collected from larger samples regarding which variables better 
predict the classroom quality would seem to be important if we are to gain necessary information on 
the current quality of inclusive preschool classrooms. In addition, assessing the quality of classrooms 
and related variables may serve to enlighten policymakers. Moreover, identifying the predictor 
variables might contribute to the formation of regulations for inclusion and setting of standards, while 
also guiding the professional development of the teachers. 

The main purpose of this study is to identify the variables that predict the overall quality of 
inclusive preschool classrooms in Turkey. To this end, this study aims to find answers to the following 
questions: 

1. How is the quality of inclusive preschool classrooms? 

2. Do the characteristics related to teachers (educated about inclusion, opinions related to 
inclusion, relationships with the children), children with disabilities (developmental functions), 
and classrooms (classroom size) predict the quality of inclusive preschool classrooms? 
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Method 

Research Design 
This study adopts a predictive correlational research model (Fraenkel, Wallen, & Hyun, 2012). 

A multiple linear regression analysis was conducted to examine the predictive value of certain variables 
related to the teachers, students and classrooms on the quality of inclusive preschool classrooms. 

Study Group 
This study was conducted in 47 classrooms in 13 different independent preschools in which 

CWD are educated in Ankara, Turkey. The study group was identified through criterion sampling, as 
a purposive sampling method (Büyüköztürk, Kılıç-Çakmak, Akgün, Karadeniz, & Demirel, 2010). The 
following inclusion criteria were used when forming the study group: 

1. All classrooms were in independent preschools in which children aged 3 to 4 years-old are 
educated, 

2. The presence of at least one CWD in the classroom, and 
3. Of CWD access to a diagnosis report given by the Guidance and Research Centers in Turkey, 

and party to a placement decision for the inclusive classrooms. 

The teachers and the parents of CWD who volunteered to participate in this study provided the 
necessary permission, and the study group was formed. Demographical data of the teachers (Table 1) 
and children with special needs (Table 2) are presented below. The classroom size of the classes that the 
data were gathered ranged between 11 to 26 and the mean number of students in these classrooms is 
19.34 (sd=3.47). 

Table 1. Demographical Characteristics of the Teachers 
Variables  f % 

Age (years) 
25-35 41 87.2 
36 and above 6 12.8 
Total 47 100 

Professional experience 

2-6 years 18 38.2 
7-11 years 23 49.1 
12- 21 years 6 12.7 
Total 47 100 

Having education related to inclusion  
Yes 19 40.4 
No 28 59.6 
Total 47 100 

 
Table 2. Demographical Characteristics of the Children with Special Needs 
Variables  f % 

Gender 
Girl  16 34 
Boy 31 66 
Total 47 100 

Age (Months) 

39-48  11 23.4 
49-60  34 72.3 
61-68  2 4.3 
Total 47 100 

Type of disability 

Speech-Language Disorder 11 23.4 
Physical-Health 9 19.1 
Hearing Impairment 5 10.6 
Autism 10 21.3 
Intellectual Disability 12 25.5 
Total 47 100 
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Data Collection Tools 
Teacher Information Form: A demographic information form was developed by the researchers 

to collect data from the teachers about the age, gender, education, professional experience, education 
about inclusion, and classroom size (the number of children in the classroom that teachers work with). 

Inclusion Classroom Profile (ICP): In this study, the overall quality of the inclusive preschool 
classrooms was assessed by ICP which is a scale that was developed by Soukakou (2012) to assess the 
overall quality of inclusive preschool classrooms. The tool suitable for classes of children aged 2-5 and 
in which at least one child has been diagnosed with some form of developmental disability, is educated 
alongside his or her typically developing peers. A pilot study of the scale was conducted in the United 
Kingdom, and its reliability and validity have been confirmed in several studies in which its 
psychometric characteristics have been tested. An internal consistency analysis to examine the reliability 
of its items revealed that its internal consistency is high (α = .79). For its construct validity, its 
correlations with three different scales were examined, and it was found that it had a similar construct 
to the second version of the ECERS (Soukakou, 2012; Soukakou et al., 2015). ICP contains 12 items 
related to factors, such as adaptations of space, materials, and equipment, adult involvement in peer 
interactions, adult guidance of children’s play, conflict resolution, membership,, relationships between 
adults and children, support for communication, adaptation of group activities, transitions between 
activities, feedback, family-professional partnerships and monitoring children’s learning. An 
operational definition is given for each item, and characteristics related to its scoring were explained. 
ICP is a 7-point Likert type scale, in which inappropriate or even harmful practices are credited with 1 
(one) point, while practices that may contribute to inclusion through supporting individualization are 
given 7 points. The implementation of the scale in the inclusive preschool classrooms requires 2.5-3 hour 
extensive observation process while for some of the items are scored from a teacher interview and a 
document review. 

The adaptation of the scale for the Turkish context was made by Yılmaz (2014), and the 
interobserver reliability value was found out to be 92%. For the current study, the ICP Turkish Form’s 
validity and reliability data were re-examined. As the quality indicators that are explained in fourth 
item of the scale were observed in very few classrooms, and indicators that are expressed with the two 
items (item 11 and item 12) were not observed in almost none of the classrooms and are given very low 
scores (close to zero), the variance of the item scores did not differ significantly. Therefore, data related 
to the factor structures and validity of the Turkish Form of the tool could not be obtained. The 
Cronbach’s Alpha reliability coefficient for the data of the current study was .76, and which can be 
accepted as reliable (Pallant, 2005). 

Opinions Relative to Integration (ORI): The opinions of preschool teachers regarding CWD in their 
classrooms were examined using this scale. ORI was developed by Antonak and Larrivee (1995) to 
examine teacher attitudes towards the education of students with disabilities alongside their typically 
developing peers in the general education classrooms. The instrument was adapted for the Turkish 
context by Kırcaali-İftar (1996). As a reliability study, its Cronbach’s Alpha internal consistency 
coefficient was found to be .80. The scale can be filled out by the teachers and is a 5-point Likert type 
scale that comprises 20 items. The ORI addressed five factors; classroom management and opinions 
regarding inclusion, teacher’s perceived ability to teach students with disabilities, benefits of inclusion, 
competence of student with the disability, and negative effects of inclusion. The lowest score that can 
be obtained from the scale is 20, while the highest score is 100. The higher the scores, the more negative 
the attitudes become. 

Student-Teacher Relationship Scale-Short Form (STRS-SF): In this study, how the teachers 
evaluated their relationships with the CWD in their classrooms was assessed by a 15-item short form of 
the Student-Teacher Relationship Scale, which was developed by Pianta (2001). STRS-SF, which can be 
filled out by the teacher, has two sub-dimensions, namely conflict and closeness. This scale provides 
information about conflicts including teachers’ perceived behaviors of children, negative interactions on 
the emotional aspect, and not being able to manage behaviors effectively; and the closeness, which 
comprised caring for the child sufficiently, and making positive emotional interactions. The conflict 
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dimension is measured  by eight items , with the lowest possible score being 8, whereas the highest is 
40. The closeness dimension comprises seven items in which the lowest score is seven and the highest 
is 35. STRS-SF was translated into Turkish by Şahin Asi and Ocak Karabay (2018) and reliability analysis 
revealed that the scale’s internal consistency coefficients (Cronbach’s Alpha) were .82, .84, and .76 for 
the entire scale, conflict subscale, and closeness subscale, respectively. The test-retest reliability of the 
scale was examined based on the data obtained from a group of different participants, and Pearson 
correlation values were found .87 .83, and .83, for the conflict subscale, closeness subscale, and the scale 
as a whole, respectively. 

Abilities Index (AI): This scale can be used to assess the functions and abilities of babies and 
children with disabilities, and is based on parent, teacher or clinicians opinions (Simeonsson & Bailey, 
1988). In this study, the AI was used to assess the developmental functions of the young CWD based on 
teacher opinions. The studies investigating the psychometric characteristics of Yİ showed that the 
reliability coefficient between the evaluators were .80 for teacher-parents dyad, .83 for professionals and 
parents and .89 for teachers and professionals. In addition, test-retest reliability for YI was found to be 
.90 for the data collected from the 40 teachers. (Bailey, Simeonsson, Buysse, & Smith, 1993). Moreover, 
it was found that the mean of Kappa values between the evaluators was .60 and parents, teachers and 
terapists stated that YI was a useful tool in order for assessing the developmental functions of babies 
and young children (Buysse, Smith, Bailey Jr., & Simeonsson, 1993). 

The psychometric properties of Turkish form of AI were examined by Sucuoğlu and Demir 
(2018). The validity and reliability studies of the Turkish Form provided critical proof of the 
psychometric properties of the scale. For the validity studies, discriminative validity (the scores of 
CWDs were higher than CWODs and the child with autism had lower functions in communication and 
social skills) and convergent validity (the scores of children with disabilities on social skills, 
inappropriate behaviors, intellectual functioning, and communication skills were correlated with Gazi 
Early Childhood Assessment Tool’s psychomotor, social, cognitive, and language skills scores) analyses 
were made. The internal consistency coefficients which were examined by split half correlations were 
.89 for teachers and .78 for mothers. Inter-rater reliability between teachers and mothers was 𝑋𝑋𝑋=.47. 
Cohen’s Kappa was 𝑋𝑋𝑋=.27. The exact agreement coefficient was 𝑋𝑋𝑋=.67. The correlation between the 
scores of CWDs given by teachers six months apart was 𝑋𝑋𝑋=.63. The scale consisted 19 items under nine 
different areas including hearing, behavior, purposeful communication, intellectual functioning, limbs, 
strength, physical health, eyes and structural state, with each item rated from 0 (zero means normal 
functioning) to 6 (6 means quite inadequate in functioning). Simeonsson (personal contact, June 2017) 
stated that the scores of the 19 items in the AI could be transformed into a total score by a special formula 
but he suggested that this total score should not be used as the sole criterion when making decision 
about a child. High scores which were obtained from the AI indicate low developmental functioning in 
a child, and that his or her needs are many; whereas low scores mean the opposite. 

Data Collection Process 
The independent preschools affiliated to the Ministry of National Education that targeted in this 

study, were visited in the spring semester of the 2015-2016 academic year. The teachers who have a 
CWD in their classroom were asked to fill out the Information Form, Opinions Relative to Integration, 
Student-Teacher Relationship Scale, and Abilities Index. In addition, one of the researchers made 
appointments with the teachers for an appropriate time when the CWD was present in the classroom. 
The researcher carried out observations in each classroom, for 2,5-3 hours and assessed the quality of 
the inclusive preschool classrooms through ICP. 

Data Analysis 
Having completed the descriptive analysis, for the identification of the certain variables that 

predicted the ICP mean scores, a multiple linear regression analysis was conducted. This analysis tested 
the predictive value of all the variables on the quality, through the use of a stepwise regression model. 
The normality assumptions for the predictive variables and dependent variables were examined by 
histograms, skewness-kurtosis values and normality tests; and the Mahalanobis and Cook distances of 
the variables were also examined from which it was determined that there were no outliers. The total 
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scores of the dependent and predictive variables met the assumptions for normal distribution (see Table 
3). 

Before conducting the regression analysis, the correlation coefficients between the predictive 
variables were examined, and the results are presented in Table 4. 

Table 4. Pearson Correlation Coefficients for the Variables Included in the Regression Analysis 
 Correlations 
 X SD 1 2 3 4 5 6 
1. Abilities Index 49.87 15.54 1.00      
2. Opinions Relative to Integration 63.08 7.26 .166 1.00     
3. Student-Teacher Relationship 57.44 10.63 -.333* -.042 1.00    
4. Classroom Size 19.34 15.54 -.011 .174 -.032 1.00   
5. Having Courses About  Inclusion .57 .49 -.030 .178 -.119 .048 1.00  
6. ICP 2.02 .37 -.223 .266 .296* .236 -.275 1.00 
*p<.05 

This table shows that the correlations between the variables were not high, therefore without 
the problem of multicollinearity the regression would be conducted (Tabachnick & Fidell, 2013). To 
examine the multicollinearity of the variables, the Variance Inflation Factor (VIF), tolerance value (TV), 
and condition index (CI) were also examined. The results (VIF≤10, TV>.20, CI≤30) indicated that there 
was no multicollinearity between the predictive variables and the dependent variable (Field, 2009). 

  

Table 3. Descriptive Analyses of Predictive and Dependent Variables Included in the Regression 
Analysis 
Scale Subscales X Min. Max. SD Sa Kb KSc SWd 

Opinions 
Relative to 
Integration 

Opinions related to 
inclusion and classroom 
management  

27.61 18.00 37.00 4.62 .104 -.729 .119* .977 

Teacher’s perceived 
ability 

10.91 3.00 15.00 2.55 -.597 .524 .133 .948 

Benefits of inclusion 12.51 8.00 18.00 2.44 .358 -.241 .136 .966 
Competence of the 
student with disability 

5.78 2.00 8.00 1,60 -.301 -.695 .159 .933 

Negative effects of 
inclusion 

6.25 4.00 10.00 1.31 1.06 1.943 .291 .867 

Total 63.08 49.00 83.00 7.26 .251 .251 .060* .985 
Student-
Teacher 
Relationship 
Scale 

Closeness 25.21 12.00 35.00 5.65 -.234 -.645 .077* .975 
Conflict 32.23 13.00 40.00 7.55 -.839 -.548 .204 .863 

Total 57.44 34.00 75.00 10.63 -.339 -.983 .125* .050 

Abilities Index Total 49.87 29.00 91.10 15.54 .758 .333 .099* .941 
Classroom Size  19.34 11.26 26.00 3.47 -.199 -.406 .161 .967 
Having 
Courses About 
Inclusion  

 .57 0 1.00 .49 -.311 -.199 .377 .629 

ICP  2.02 1.36 3,09 .37 .34 .68 .108* .962 
*p>.05; a: Skewness; b: Kurtosis; c: Kolmogorov-Smirnov; d: Shapiro-Wilk 



Education and Science 2019, Vol 44, No 199, 223-238 H. Bakkaloğlu, B. Sucuoğlu, & B. Yılmaz 

 

231 

Results 

How is the Quality of Inclusive Preschool Classrooms? 
The results of the descriptive analysis that measured the quality of the inclusive preschool 

classrooms assessed by the ICP, based on 12 items and the total score, are given in Table 5. 

Table 5. Descriptive Analyses Regarding Dependent Variables in the Regression Analysis 

ICP Items N X SD Min. Max. 

1. Adaptation of space and materials/ equipment 47 3.38 .67 2.00 5.00 
2. Adult involvement in peer interactions 47 1.80 .61 1.00 3.00 
3. Adults’ guidance of children’s play  47 2.02 .76 1.00 4.00 
4. Conflict resolution 3 .08 .35 .00 2.00 
5. Membership 47 2.19 .77 1.00 5.00 
6. Relationships between adults and children 47 2.46 .85 1.00 4.00 
7. Support for communication  47 1.72 .53 1.00 3.00 
8. Adaptation of group activities 32 2.02 1.52 .00 4.00 
9. Transitions between activities  47 2.02 .14 2.00 3.00 
10. Feedback 47 1.87 .49 1.00 3.00 
11. Family-professional partnership  47 1.00 .00 1.00 1.00 
12. Monitoring children’s learning 47 1.21 .41 1.00 2.00 
Mean Score 47 2.02 .37 1.36 3.09 

According to Table 5 the mean scores of the classrooms varied between 1.36 to 3.09. According 
to the ICP’s assessment, a score 1 (one) is inadequate, three is minimal, five is good, and seven is 
excellent. In this regard, the overall quality of the inclusive preschools was found to be in the inadequate 
to poor range. While the adaptations of space and materials/equipment was assessed better than the other 
items; the support the communication, feedback, monitoring children’s learning, and family-professional 
partnerships scores were low. 

Do Characteristics of Teachers, Children with Special Needs and Classrooms Predict the 
Quality of Inclusive Preschool Classrooms? 

A stepwise model was used to conduct a multiple linear regression analysis to examine whether 
variables such as the teachers’ opinions related to inclusion, their relationships with the students with 
special needs, having courses about  inclusion, the functional ability level of CWD, and classroom size 
predicted the scores of ICP. In this context, statistically significant variables in stepwise model are 
included in the analysis, and statistically significant predictors are selected by the program respectively 
(Field, 2009). The results obtained via linear regression analysis are given in Table 6. 

Table 6. Regression Analysis Table for the Predictive Variables of ICP 
Predictor variables B SE β t 
Model 1 
R: .296; R²: .088; F: 4.320; p=.043 

1. Student-teacher relationship .011 .005 .296 2.078 

Model 2 
R: .406; R²: .165; F: 4.353; p=.019 

1. Student-teacher relationship .011 .005 .308 2.231 
2. Opinions relative to integration .015 .007 .279 2.022 

Model 3 
R: .502; R²: .252; F: 4.820; p=.006 

1. Student-teacher relationship .010 .005 .274 2.061 
2. Opinions relative to integration .017 .007 .331 2.468 
3. Having education in inclusion -.228 .102 -.301 -2.229 
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As seen in Table 6, predictive variables were added to the regression analysis in a step by step 
manner, and three models were formed. In the first model, the student-teacher relationship was the 
predictive variable, in the second model the variable teachers’ opinions related to inclusion was added to 
the model; and in the final model having courses about inclusion variable was added to the two previous 
variables. Findings showed that these three predictive variables explained 25% (R²: .252) of the change 
in the dependent variable. The model that was formed to account for the ICP total score was significant 
at the α=.05 level (F=4.820, p<.05). In the model which explained the change in the predicted variable 
utmost (R²: .252), when other independent variables are kept constant, it is seen that one unit increase 
in the student-teacher relationship could lead to .010 unit increase in classroom quality scores (B=.010), 
one unit increase in the teachers’ opinions related to inclusion would lead to 0.17 unit increase (B=.017), 
one unit decrease in the having courses about inclusion would lead to .228 unit decrease (B=-.228). 
According to the final model, the predictive variable that contributed most to the dependent variable 
was teachers’ opinions related to inclusion (β=.331), the second one was having an education on inclusion (β=-
.301), and the last one was student-teacher relationship (β=.274). 

Discussion 

This research that had the aim to identify the predictive variables of the quality in inclusive 
preschool classrooms might be considered as making significant contributions to both national and 
international literature with its findings. In the framework of the studies conducted in Turkey regarding 
preschool inclusion, our results may be discussed in several dimensions. Firstly, our finding related to 
the quality of inclusive preschools would seem to be consistent with two previous Turkish studies 
(Bakkaloğlu et al., 2017; Yılmaz, 2014) and showed that the present quality of inclusive preschool 
classrooms is poor. This might be explained by several factors such that preschool teachers have a) only 
limited knowledge about inclusion and/or children with special needs (Altun & Gülben, 2009; Sucuoğlu, 
Bakkaloğlu, Demir, Akalın, & Karasu-İşcen, 2014; Varlıer & Vuran, 2006); b) limited competence in 
individualizing instruction and adapting the activities (Özen, Ergenekon, Kürkçüoğlu, & Genç, 2013; 
Tufan & Yıldırım, 2013); and c) need knowledge to be able to work with children with special needs 
(Akalın, Demir, Sucuoğlu, Bakkaloğlu, & İşcen, 2014; Er-Sabuncuoğlu, 2016; Rakap, Balikci, Parlak-
Rakap, & Kalkan, 2016). Because of the limited knowledge, skills, and experiences of the teachers 
regarding inclusion, the findings related to the quality of the inclusive preschool classrooms might not 
be surprising. When we consider that high quality inclusion consists of the dimensions of 
individualization and adaptation of the instruction, as well as the use of support strategies (Barton & 
Smith, 2015), and when it is acknowledged that the findings of the studies reveal the limitations of the 
teachers in these dimensions, it would appear that we still have a long way to go in improving the 
quality of inclusive preschool classrooms. 

Secondly, in the context of quality, each variable related to process and structural quality, as well 
as in a more comprehensive sense, overall quality is critical, and all related variables are important 
predictors of the developmental achievements of children (Vandell & Wolfe, 2000). To include CWD in 
preschool classrooms, it seems that, by determining which variables are predictive of certain dimensions 
of quality, one can make the appropriate arrangements in terms of the support to be provided to 
teachers. Previous studies have emphasized further that inclusive practices may be improved upon 
through teacher education and the supports provided to them (Buysse et al., 1999; Hadadian & 
Hargrove, 2001), and the challenges of teachers related to inclusion are indicated as one of the most 
important obstacles in the way of inclusion (Essa et al., 2008; Pivik, McComas, & Laflamme, 2002; 
Soodak et al., 2002). This study has shown that the quality of the inclusive preschool classrooms is 
largely related to the teachers with the highest predictors of the overall quality of an inclusive classroom 
being teachers’ opinions on inclusion, having education in inclusion, and their relationships with CWD. 
The factors related to teachers were identified as predictors of the quality of inclusion which may 
support the notion that the teachers are a critical factor in inclusive preschools (Avramidis, Bayliss, & 
Burden, 2000; Burke & Shutherland, 2004; Hestenes & Carroll, 2000; Odom, 2000; Wolery & Wilbers, 
1994). In this regard, our results can be considered as in line with the findings of Buysse et al. (1999) 
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who indicated that the teachers’ education, experience, knowledge, and skills are the most important 
indicators of overall quality of preschool inclusion. Keeping in mind the studies explained above, this 
study is thought to reveal important indicators of the steps to be taken to improve the quality of 
preschool inclusion. It is a cornerstone for the quality that the educators who work with the preschool 
children have education on preschool inclusion and related topics (Fukkink & Lont, 2007), and teachers 
who have better education would more likely to have more positive  attitudes towards inclusion (Hsien, 
Brown, & Bortoli, 2009). Therefore,  improving the quality of preschool inclusion requires teachers to be 
enrolled in professional development programs and provided necessary support. 

Thirdly, the studies related to overall quality in international literature indicate that the quality 
of inclusive preschool classrooms in Turkey and Greece are similar and mediocre in both countries, 
while the quality scores of the classrooms in the USA is better than the other two countries (Fyssa & 
Vlachou, 2015; Muccio et al., 2014; Vlachou & Fyssa, 2016; Yılmaz, 2014). In Greece, likewise in Turkey, 
teachers have limited competence in providing children’s participation in classroom activities, 
supporting their engagement and guiding their play (Fyssa & Vlachou, 2015; Vlachou & Fyssa, 2016). 
In a study that was conducted in the USA Head Start classrooms by Muccio et al. (2014), the quality 
scores of classrooms range between minimal and good. Although the attitudes of teachers about 
preschool inclusion are positive, it is emphasized that there are important obstacles for preschool 
inclusion quality such as professional development inadequacies, conditions of classroom environment 
and lack of personnel capacity. Considering together the many factors that affect inclusive practices 
(Loreman, 2007), as well as the differences and similarities in the systems of different countries, it is 
apparent that not only teacher education and support but also the systems for effective and successful 
preschool inclusion should be considered by policy makers, principals, and researchers who investigate 
the many aspects of the inclusive classrooms. 

Limitations and Suggestions 

This study is a critical one which shows the predictive variables of the quality of the inclusive 
preschool classrooms in our country. The findings of this study on the one hand support the results of 
the previous studies which examined the quality of inclusive preschool classrooms in our country; on 
the other hand, in the current study due to data collection utilizing observations, realistic information 
regarding quality of the classrooms were provided. Moreover, considering the fact that there are a 
limited number of studies which have examined the predictive variables of quality of preschool 
classrooms, this study is thought to significantly contribute to the field. However, while the findings of 
this study are interpreted, some limitations of it must be considered. In this regard, following 
suggestions can be made for future studies. Firstly, as the scores on ICP, which was used to assess the 
general quality, were both too low and homogenous, the psychometric properties of the scale was not 
examined in detail yielding a need to further examine the validity and reliability of ICP by collecting 
more data. Secondly, variables that predict the classroom quality in this study were limited to the 
children’s developmental functioning, student-teacher relationship, opinions of teachers regarding 
inclusion, whether they had courses about inclusion and group size variables. Different variables related 
to the teachers, children, and schools that could affect the overall quality of the classrooms (e.g., 
adaptation that the teachers use, problem-solving skills, interaction/communication among children, 
physical conditions of the school, and so forth) can be included in future research, and thus detailed 
information regarding various dimensions of the quality can be obtained. Finally, the data of this 
research were collected from independent public kindergartens in Ankara city. In future research, data 
from different cities, special or public preschools can be obtained to examine the quality of preschool 
classrooms where children with special needs are educated and variables that predict preschool 
inclusion quality can be examined in our country in detail. 
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Conclusion 

This study has shown that the general quality of the inclusive preschool classrooms is between 
“poor” and “limited” and student-teacher relationship, teachers’ opinions related to inclusion, having 
courses about inclusion predict the quality of the classrooms. The findings of the study provide a unique 
perspective for quality of inclusive classrooms. Hence the quality of preschool inclusion is related to the 
variables associated with teachers, to increase the quality improvements must be made in these 
variables. Therefore, considering the fact that the most critical variable for preschool inclusion is the 
classroom quality, supporting teachers about the effective inclusive practices and have them gain 
knowledge and experience regarding this become priority issues. 

  



Education and Science 2019, Vol 44, No 199, 223-238 H. Bakkaloğlu, B. Sucuoğlu, & B. Yılmaz 

 

235 

References 

Aguiar, C., Moiteiro, A. R., & Pimentel, J. S. (2010). Classroom quality and social acceptance of 
preschoolers with disabilities. Infants & Young Children, 23(1), 34-41. 

Akalın, S., Demir, Ş., Sucuoğlu, B., Bakkaloğlu, H., & İşcen, F. (2014). The needs of inclusive preschool 
teachers about inclusive practices. Eurasian Journal of Educational Research, 54, 39-60. 

Aksoy, P. (2009). Okul öncesi eğitim kurumlarının eğitim ortamlarının niteliğinin bazı değişkenler açısından 
incelenmesi (Tokat ili örneği) (Unpublished master’s thesis). Ankara University, Ankara. 

Altun, T., & Gülben, A. (2009). Okul öncesinde özel gereksinim duyan çocukların eğitimindeki 
uygulamalar ve karşılaşılan sorunların öğretmen görüşleri açısından değerlendirilmesi. Ahmet 
Keleşoğlu Eğitim Fakültesi Dergisi, 28, 253-272. 

Antonak, R. F., & Larrivee, B. (1995). Psychometric analysis and revision of the opinions relative to 
mainstreaming scale. Exceptional Children, 62(2), 139-149. 

Avramidis, E., Bayliss, P., & Burden, R. (2000). A survey into mainstream teachers' attitudes towards 
the inclusion of children with special educational needs in the ordinary school one local education 
authority. Educational Psychology, 20(2), 191-211. 

Bailey, D. B., Simeonsson, R. J., Buysse, V., & Smith, T. (1993). Reliability of an index of child 
characteristics. Developmental Medicine & Child Neurology, 35(9), 806-815. 

Bakkaloğlu, H., Altındağ Kumaş, Ö., & Aykaç, P. N. (2017). Okul öncesi kaynaştırma sınıflarının 
niteliğini öğretmenler ve bağımsız gözlemciler nasıl değerlendiriyorlar?. İnönü Üniversitesi Eğitim 
Fakültesi Dergisi, 18(3), 229-249. doi:10.17679/inuefd.303060 

Barton, E. E., & Smith, B. J. (2015). Advancing high-quality preschool inclusion: A discussion and 
recommendations for the field. Topics in Early Childhood Special Education, 35(2), 69-78. 

Bryant, D. M., Burchinal, M., Lau, L. B., & Sparling, J. J. (1994). Family and classroom correlates of head 
start children's developmental outcomes. Early Childhood Research Quarterly, 9(3-4), 289-309. 

Burke, K., & Sutherland, C. (2004). Attitudes toward inclusion: Knowledge versus experience. Education, 
125(2), 163-173. 

Buysse, V., & Hollingsworth, H. (2009). Program quality and early childhood inclusion: 
Recommendations for professional development. Topics in Early Childhood Special Education, 2, 119-
128. 

Buysse, V., Skinner, D., & Grant, S. (2001). Toward a definition of quality inclusion: Perspectives of 
parents and practitioners. Journal of Early Intervention, 24(2), 146-161. 

Buysse, V., Smith, T. M., Bailey Jr, D. B., & Simeonsson, R. J. (1993). Consumer validation of an index 
characterizing the functional abilities of young children with disabilities. Journal of Early 
Intervention, 17(3), 224-238. 

Buysse, V., Wesley, P. W., Bryant, D., & Gardner, D. (1999). Quality of early childhood programs in 
inclusive and noninclusive settings. Exceptional Children, 65, 301-314. 

Büyüköztürk, Ş., Kılıç-Çakmak, E., Akgün, Ö. E., Karadeniz, Ş., & Demirel, F. (2010). Bilimsel araştırma 
yöntemleri (6. baskı). Ankara: Pegem Akademi. 

Cassidy, D. J., Hestenes, L. L., Hansen, J. K., Hegde, A., Shim, J., & Hestenes, S. (2005). Revisiting the 
two faces of child care quality: Structure and process. Early Education and Development, 16(4), 505-
520. 

Cryer, D., Tietze, W., Burchinal, M., Leal, T., & Palacios, J. (1999). Predicting process quality from 
structural quality in preschool programs: A cross-country comparison. Early Childhood Research 
Quarterly, 14(3), 339-361. 

Er-Sabuncuoğlu, D. M. (2016). Otizm bilgi düzeyi: Okul öncesi eğitimcileri. Hacettepe Üniversitesi Sağlık 
Bilimleri Fakültesi Dergisi, 3(1), 28-54. 



Education and Science 2019, Vol 44, No 199, 223-238 H. Bakkaloğlu, B. Sucuoğlu, & B. Yılmaz 

 

236 

Essa, E. L., Bennett, P. R., Burnham, M. M., Martin, S. S., Bingham, A., & Allred, K. (2008). Do variables 
associated with quality child care programs predict the inclusion of children with disabilities? 
Topics in Early Childhood Special Education, 28(3), 171-180. 

Feyman, N. (2006). Okul öncesi eğitim kurumlarında kalitenin çocukların gelişim alanları üzerine etkisinin 
incelenmesi (Unpublished master’s thesis). Hacettepe University, Ankara. 

Field, A. (2009). Discovering statistics using SPSS. London: Sage Publication. 
Fraenkel, J. R., Wallen, N. E., & Hyun, H. H. (2012). How to design and evaluate research in education (8th 

ed.). New York: McGraw-Hill Companies. 
Fukkink, R. G., & Lont, A. (2007). Does training matter? A meta-analysis and review of caregiver 

training studies. Early Childhood Research Quarterly, 22(3), 294-311. 
Fyssa, A., & Vlachou, A. (2015). Assessment of quality for inclusive programs in Greek preschool 

classrooms. Journal of Early Intervention, 37(3), 190-207. 
Gol-Guven, M. (2009). Evaluation of the early childhood classrooms in Turkey. Early Childhood 

Development and Care, 179(4), 437-451. 
Gol-Guven, M. (2017). Ensuring quality in early childhood education and care: The case of Turkey. Early 

Child Development and Care, 188(5), 557-570. 
Gören-Niron, D. (2013). An integrated system of early childhood education and care governance in 

Turkey: views of policy-makers, practitioners, and academics. Early Years, 33(4), 367-379. 
Guo, Y., Sawyer, B. E., Justice, L. M., & Kaderavek, J. N. (2013). Quality of the literacy environment in 

inclusive early childhood special education classrooms. Journal of Early Intervention, 35(1), 40-60. 
Güçhan-Özgül, S. (2011). Okul öncesi eğitim ortamlarının kalite değişkenleri açısından değerlendirilmesi 

(Unpublished master’s thesis). Balıkesir University, Balıkesir. 
Hadadian, A., & Hargrove, L. (2001). Childcare perspectives on inclusion: Do we have a long way to 

go? Infant-Toddler Intervention: The Transdisciplinary Journal, 11(1), 49-58. 
Henninger IV, W. R., & Gupta, S. S. (2014). How do children benefit from inclusion? In W. R. Henninger 

IV, S. S. Gupta, & M. E. Vinh (Eds.), First steps to preschool inclusion: How to jumpstart your program 
wide plan (pp. 33-57). Retrieved from http://products.brookespublishing.com/First-Steps-to-
PreschoolInclusion-P762.aspx 

Hestenes, L. L., & Carroll, D. E. (2000). The play interactions of young children with and without 
disabilities: Individual and environmental influences. Early Childhood Research Quarterly, 15(2), 229-
246. 

Hestenes, L. L., Cassidy, D. J., Hedge, A. V., & Lower, J. K. (2007). Quality in inclusive and noninclusive 
infant and toddler classrooms. Journal of Research in Childhood Education, 1, 69-84. 

Hestenes, L. L., Cassidy, D. J., Shim, J., & Hedge, A. V. (2008). Quality in inclusive preschool classrooms. 
Early Education and Development, 19, 519-540. 

Howes, C., Phillips, D. A., & Whitebook, M. (1992). Thresholds of quality: Implications for the social 
development of children in center‐based child care. Child Development, 63(2), 449-460. 

Hsien, M., Brown, P. M., & Bortoli, A. (2009). Teacher qualifications and attitudes toward inclusion. 
Australasian Journal of Special Education, 33(1), 26-41. 

Kalkan, E. (2008). Okul öncesi eğitim kurumlarında kalitenin fiziksel koşullar açısından incelenmesi 
(Unpublished master’s thesis). Hacettepe University, Ankara. 

Kırcaali-İftar, G. (1996). Kaynaştırmaya ilişkin görüşler ölçeğinin geçerlik ve güvenirlik çalışması (Research 
Report). Eskişehir: Anadolu University. 

La Paro, K. M., Sexton, D., & Snyder, P. (1998). Program quality characteristics in segregated and 
inclusive early childhood settings. Early Childhood Research Quarterly, 13(1), 151-167. 

Loreman, T. (2007). Seven pillars of support for inclusive education: Moving from “why” to “how”. 
International Journal of Whole Schooling, 3(2), 22-38. 



Education and Science 2019, Vol 44, No 199, 223-238 H. Bakkaloğlu, B. Sucuoğlu, & B. Yılmaz 

 

237 

Lundqvist, J., Westling, M., & Siljehag, E. (2016). Characteristics of Swedish preschools that provide 
education and care to children with special educational needs. European Journal of Special Needs 
Education, 31(1), 124-139. 

Muccio, L. S., Kidd, J. K., White, C. S., & Burns, M. S. (2014). Head start instructional professionals’ 
inclusion perceptions and practices. Topics in Early Childhood Special Education, 34(1), 40-48. 

Odom, S. L. (2000). Preschool inclusion: What we know and where we go from here. Topics in Early 
Childhood Special Education, 20(1), 20-27. 

Odom, S. L., Buysse, V., & Soukakou, E. (2011). Inclusion for young children with disabilities: A quarter 
century of research perspectives. Journal of Early Intervention, 33(4), 344-356. 

Özen, A., Ergenekon, Y., Kürkçüoğlu, B. U., & Genç, D. (2013). Kaynaştırma öğrencisi olan okulöncesi 
öğretmenlerinin sınıflarında yaptıkları öğretim uygulamalarının belirlenmesi. Anadolu Üniversitesi 
Sosyal Bilimler Dergisi, 13(2), 153-166. 

Pallant, J. (2005). SPSS survival guide: A step by step guide to data analysis using SPSS for Windows (3rd ed.). 
New York: Open University Press. 

Phillips, D. A., & Howes, C. (1987). Indicators of quality in childcare: Review of research. In D. A. 
Phillips (Ed.), Quality in childcare: What does research tells us (pp. 1-20). Washington, DC: National 
Association for The Education of Young Children. 

Phillipsen, L. C., Burchinal, M. R., Howes, C., & Cryer, D. (1997). The prediction of process quality from 
structural features of child care. Early Childhood Research Quarterly, 12(3), 281-303. 

Pianta, R. C. (2001). Students, teachers, and relationship support: Professional manual. U.S.A.: Psychological 
Assessment Resources, Inc. 

Pivik, J., McComas, J., & Laflamme, M. (2002). Barriers and facilitators to inclusive education. Exceptional 
Children, 69(1), 97-107. 

Rakap, S., Balikci, S., Parlak-Rakap, A., & Kalkan, S. (2016). An analysis of Turkish pre-service teachers’ 
knowledge of autism spectrum disorder: Implications for teacher preparation programs. SAGE 
Open, 6(3), 1-11, doi:10.1177/2158244016668853 

Scarr, S., Eisenberg, M., & Deater-Deckard, K. (1994). Measurement of quality in child care centers. Early 
Childhood Research Quarterly, 9(2), 131-151. 

Simeonsson, R. J., & Bailey, D. B. (1988). Essential elements of the assessment process. In T. D. Wachs & 
R. Sheehan (Eds.), Assessment of young developmentally disabled children (pp. 25-42). NY: Plenum 
Press. 

Slot, P. L., Leseman, P. P., Verhagen, J., & Mulder, H. (2015). Associations between structural quality 
aspects and process quality in Dutch early childhood education and care settings. Early Childhood 
Research Quarterly, 33, 64-76. 

Solak, N. (2007). Adana il merkezinde bulunan okul öncesi eğitim kurumlarında kalitenin incelenmesi 
(Unpublished master’s thesis). Çukurova University, Adana. 

Soodak, L. C., Erwin, E. J., Winton, P., Brotherson, M. J., Turnbull, A. P., Hanson, M. J., & Brault, L. M. 
(2002). Implementing inclusive early childhood education: A call for professional empowerment. 
Topics in Early Childhood Special Education, 22(2), 91-102. 

Soukakou, E. (2012). Measuring quality in inclusive preschool classrooms: Development and validation 
of the Inclusive Classroom Profile (ICP). Early Childhood Research Quarterly, 27, 478-488. 

Soukakou, E. P., Winton, P. J., West, T. A., Sideris, J. H., & Rucker, L. M. (2015). Measuring the quality 
of inclusive practices findings from the Inclusive Classroom Profile pilot. Journal of Early 
Intervention, 36(3), 223-240. 

Sucuoğlu, B., & Demir, Ş. (2018). Yeterlik indeksi: özel gereksinimli küçük çocukların gelişimsel 
işlevlerinin değerlendirilmesi. İlköğretim Online, 17(1), 223-238. 



Education and Science 2019, Vol 44, No 199, 223-238 H. Bakkaloğlu, B. Sucuoğlu, & B. Yılmaz 

 

238 

Sucuoğlu, B., Bakkaloğlu, H., Demir, Ş., Akalın, S., & İşcen-Karasu, F. (2014). Okul öncesi 
öğretmenlerinin kaynaştırmaya ilişkin bilgi düzeyleri. Kuram ve Uygulamada Eğitim Bilimleri, 14(4), 
1467-1485. 

Şahin Asi, D., & Ocak Karabay, Ş. (2018). Öğrenci-öğretmen ilişki ölçeği- kısa formunun Türkçeye 
uyarlanması. Ege Eğitim Dergisi, 19(1), 67-82. doi:10.12984/egeefd.322358 

Tabachnick, B. G., & Fidell, L. S. (2013). Using multivariate statistics. Pearson Publishing. 
Tekmen, B. (2005). A study on the structural and process of early childhood and care centers in Ankara 

(Unpublished master’s thesis). Middle East Technical University, Ankara. 
Tufan, M., & Yıldırım Y. (2013). Okul öncesi öğretmenlerinin erken müdahale ve kaynaştırma 

kavramları hakkındaki bilgi düzeylerinin ve özel gereksinimli çocuklar için yaptıkları öğretimsel 
uyarlamaların incelenmesi. Cumhuriyet International Journal of Education, 2(4), 1-13. 

Vandell, D. ve Wolfe, B. (2000). Child care quality: Does it matter and does it need to be improved? (Special 
Report no. 78). Retrieved from University of Wisconsin-Madison, Institute for Research on Poverty 
website: http://www.ssc.wisc.edu/irpweb/publications/sr/pdfs/sr78.pdf 

Varlıer, G., & Vuran, S. (2006). Okul öncesi eğitimi öğretmenlerinin kaynaştırmaya ilişkin görüşleri. 
Kuram ve Uygulamada Eğitim Bilimleri, 6(2), 553-555. 

Vlachou, A., & Fyssa, A. (2016). ‘Inclusion in Practice’: Programme practices in mainstream preschool 
classrooms and associations with context and teacher characteristics. International Journal of 
Disability, Development and Education, 63(5), 529-544. 

Wolery, M., & Wilbers, J. S. (1994). Introduction to the inclusion of young children with special needs 
in early childhood programs. In M. Wolery & J. S. Wilbers (Eds.), Including children with special needs 
in early childhood programs (pp. 1-22). Washington, DC: NAEYC. 

Wolery, R. A., & Odom, S. (2000). An administrator's guide to preschool inclusion. Chapel Hill: University 
of North Carolina, FPG Child Development Center, Early Childhood Research Institute on 
Inclusion. 

Yılmaz, B. (2014). Okul öncesi kaynaştırma sınıflarının kalitesinin değerlendirilmesi (Master’s thesis, Gazi 
University). Retrieved from https://tez.yok.gov.tr/UlusalTezMerkezi/tezSorguSonucYeni.jsp 

Yılmaz, B., & Karasu, N. (2018). Okul öncesi kaynaştırmada kalite: Kapsam ve değerlendirme. Ankara 
Üniversitesi Eğitim Bilimleri Fakültesi Özel Eğitim Dergisi, 19(1), 181-198. 

http://dx.doi.org/10.12984/egeefd.322358
http://www.ssc.wisc.edu/irpweb/publications/sr/pdfs/sr78.pdf
https://tez.yok.gov.tr/UlusalTezMerkezi/tezSorguSonucYeni.jsp


<<

  /ASCII85EncodePages false

  /AllowTransparency false

  /AutoPositionEPSFiles true

  /AutoRotatePages /None

  /Binding /Left

  /CalGrayProfile (Dot Gain 20%)

  /CalRGBProfile (sRGB IEC61966-2.1)

  /CalCMYKProfile (U.S. Web Coated \050SWOP\051 v2)

  /sRGBProfile (sRGB IEC61966-2.1)

  /CannotEmbedFontPolicy /Error

  /CompatibilityLevel 1.4

  /CompressObjects /Tags

  /CompressPages true

  /ConvertImagesToIndexed true

  /PassThroughJPEGImages true

  /CreateJobTicket false

  /DefaultRenderingIntent /Default

  /DetectBlends true

  /DetectCurves 0.0000

  /ColorConversionStrategy /CMYK

  /DoThumbnails false

  /EmbedAllFonts true

  /EmbedOpenType false

  /ParseICCProfilesInComments true

  /EmbedJobOptions true

  /DSCReportingLevel 0

  /EmitDSCWarnings false

  /EndPage -1

  /ImageMemory 1048576

  /LockDistillerParams false

  /MaxSubsetPct 100

  /Optimize true

  /OPM 1

  /ParseDSCComments true

  /ParseDSCCommentsForDocInfo true

  /PreserveCopyPage true

  /PreserveDICMYKValues true

  /PreserveEPSInfo true

  /PreserveFlatness true

  /PreserveHalftoneInfo false

  /PreserveOPIComments true

  /PreserveOverprintSettings true

  /StartPage 1

  /SubsetFonts true

  /TransferFunctionInfo /Apply

  /UCRandBGInfo /Preserve

  /UsePrologue false

  /ColorSettingsFile ()

  /AlwaysEmbed [ true

  ]

  /NeverEmbed [ true

  ]

  /AntiAliasColorImages false

  /CropColorImages true

  /ColorImageMinResolution 300

  /ColorImageMinResolutionPolicy /OK

  /DownsampleColorImages true

  /ColorImageDownsampleType /Bicubic

  /ColorImageResolution 300

  /ColorImageDepth -1

  /ColorImageMinDownsampleDepth 1

  /ColorImageDownsampleThreshold 1.50000

  /EncodeColorImages true

  /ColorImageFilter /DCTEncode

  /AutoFilterColorImages true

  /ColorImageAutoFilterStrategy /JPEG

  /ColorACSImageDict <<

    /QFactor 0.15

    /HSamples [1 1 1 1] /VSamples [1 1 1 1]

  >>

  /ColorImageDict <<

    /QFactor 0.15

    /HSamples [1 1 1 1] /VSamples [1 1 1 1]

  >>

  /JPEG2000ColorACSImageDict <<

    /TileWidth 256

    /TileHeight 256

    /Quality 30

  >>

  /JPEG2000ColorImageDict <<

    /TileWidth 256

    /TileHeight 256

    /Quality 30

  >>

  /AntiAliasGrayImages false

  /CropGrayImages true

  /GrayImageMinResolution 300

  /GrayImageMinResolutionPolicy /OK

  /DownsampleGrayImages true

  /GrayImageDownsampleType /Bicubic

  /GrayImageResolution 300

  /GrayImageDepth -1

  /GrayImageMinDownsampleDepth 2

  /GrayImageDownsampleThreshold 1.50000

  /EncodeGrayImages true

  /GrayImageFilter /DCTEncode

  /AutoFilterGrayImages true

  /GrayImageAutoFilterStrategy /JPEG

  /GrayACSImageDict <<

    /QFactor 0.15

    /HSamples [1 1 1 1] /VSamples [1 1 1 1]

  >>

  /GrayImageDict <<

    /QFactor 0.15

    /HSamples [1 1 1 1] /VSamples [1 1 1 1]

  >>

  /JPEG2000GrayACSImageDict <<

    /TileWidth 256

    /TileHeight 256

    /Quality 30

  >>

  /JPEG2000GrayImageDict <<

    /TileWidth 256

    /TileHeight 256

    /Quality 30

  >>

  /AntiAliasMonoImages false

  /CropMonoImages true

  /MonoImageMinResolution 1200

  /MonoImageMinResolutionPolicy /OK

  /DownsampleMonoImages true

  /MonoImageDownsampleType /Bicubic

  /MonoImageResolution 1200

  /MonoImageDepth -1

  /MonoImageDownsampleThreshold 1.50000

  /EncodeMonoImages true

  /MonoImageFilter /CCITTFaxEncode

  /MonoImageDict <<

    /K -1

  >>

  /AllowPSXObjects false

  /CheckCompliance [

    /None

  ]

  /PDFX1aCheck false

  /PDFX3Check false

  /PDFXCompliantPDFOnly false

  /PDFXNoTrimBoxError true

  /PDFXTrimBoxToMediaBoxOffset [

    0.00000

    0.00000

    0.00000

    0.00000

  ]

  /PDFXSetBleedBoxToMediaBox true

  /PDFXBleedBoxToTrimBoxOffset [

    0.00000

    0.00000

    0.00000

    0.00000

  ]

  /PDFXOutputIntentProfile ()

  /PDFXOutputConditionIdentifier ()

  /PDFXOutputCondition ()

  /PDFXRegistryName ()

  /PDFXTrapped /False



  /CreateJDFFile false

  /Description <<



    /BGR <>

    /CHS <FEFF4f7f75288fd94e9b8bbe5b9a521b5efa7684002000410064006f006200650020005000440046002065876863900275284e8e9ad88d2891cf76845370524d53705237300260a853ef4ee54f7f75280020004100630072006f0062006100740020548c002000410064006f00620065002000520065006100640065007200200035002e003000204ee553ca66f49ad87248672c676562535f00521b5efa768400200050004400460020658768633002>

    /CHT <FEFF4f7f752890194e9b8a2d7f6e5efa7acb7684002000410064006f006200650020005000440046002065874ef69069752865bc9ad854c18cea76845370524d5370523786557406300260a853ef4ee54f7f75280020004100630072006f0062006100740020548c002000410064006f00620065002000520065006100640065007200200035002e003000204ee553ca66f49ad87248672c4f86958b555f5df25efa7acb76840020005000440046002065874ef63002>

    /CZE <>

    /DAN <>

    /DEU <>

    /ESP <>

    /ETI <>

    /FRA <>

    /GRE <>



    /HRV (Za stvaranje Adobe PDF dokumenata najpogodnijih za visokokvalitetni ispis prije tiskanja koristite ove postavke.  Stvoreni PDF dokumenti mogu se otvoriti Acrobat i Adobe Reader 5.0 i kasnijim verzijama.)

    /HUN <>

    /ITA <>

    /JPN <FEFF9ad854c18cea306a30d730ea30d730ec30b951fa529b7528002000410064006f0062006500200050004400460020658766f8306e4f5c6210306b4f7f75283057307e305930023053306e8a2d5b9a30674f5c62103055308c305f0020005000440046002030d530a130a430eb306f3001004100630072006f0062006100740020304a30883073002000410064006f00620065002000520065006100640065007200200035002e003000204ee5964d3067958b304f30533068304c3067304d307e305930023053306e8a2d5b9a306b306f30d530a930f330c8306e57cb30818fbc307f304c5fc59808306730593002>

    /KOR <FEFFc7740020c124c815c7440020c0acc6a9d558c5ec0020ace0d488c9c80020c2dcd5d80020c778c1c4c5d00020ac00c7a50020c801d569d55c002000410064006f0062006500200050004400460020bb38c11cb97c0020c791c131d569b2c8b2e4002e0020c774b807ac8c0020c791c131b41c00200050004400460020bb38c11cb2940020004100630072006f0062006100740020bc0f002000410064006f00620065002000520065006100640065007200200035002e00300020c774c0c1c5d0c11c0020c5f40020c2180020c788c2b5b2c8b2e4002e>

    /LTH <>

    /LVI <>

    /NLD (Gebruik deze instellingen om Adobe PDF-documenten te maken die zijn geoptimaliseerd voor prepress-afdrukken van hoge kwaliteit. De gemaakte PDF-documenten kunnen worden geopend met Acrobat en Adobe Reader 5.0 en hoger.)

    /NOR <>

    /POL <>

    /PTB <>

    /RUM <>

    /RUS <>

    /SKY <>

    /SLV <>

    /SUO <>

    /SVE <>

    /TUR <>

    /UKR <>

    /ENU (Use these settings to create Adobe PDF documents best suited for high-quality prepress printing.  Created PDF documents can be opened with Acrobat and Adobe Reader 5.0 and later.)

  >>

  /Namespace [

    (Adobe)

    (Common)

    (1.0)

  ]

  /OtherNamespaces [

    <<

      /AsReaderSpreads false

      /CropImagesToFrames true

      /ErrorControl /WarnAndContinue

      /FlattenerIgnoreSpreadOverrides false

      /IncludeGuidesGrids false

      /IncludeNonPrinting false

      /IncludeSlug false

      /Namespace [

        (Adobe)

        (InDesign)

        (4.0)

      ]

      /OmitPlacedBitmaps false

      /OmitPlacedEPS false

      /OmitPlacedPDF false

      /SimulateOverprint /Legacy

    >>

    <<

      /AddBleedMarks false

      /AddColorBars false

      /AddCropMarks false

      /AddPageInfo false

      /AddRegMarks false

      /ConvertColors /ConvertToCMYK

      /DestinationProfileName ()

      /DestinationProfileSelector /DocumentCMYK

      /Downsample16BitImages true

      /FlattenerPreset <<

        /PresetSelector /MediumResolution

      >>

      /FormElements false

      /GenerateStructure false

      /IncludeBookmarks false

      /IncludeHyperlinks false

      /IncludeInteractive false

      /IncludeLayers false

      /IncludeProfiles false

      /MultimediaHandling /UseObjectSettings

      /Namespace [

        (Adobe)

        (CreativeSuite)

        (2.0)

      ]

      /PDFXOutputIntentProfileSelector /DocumentCMYK

      /PreserveEditing true

      /UntaggedCMYKHandling /LeaveUntagged

      /UntaggedRGBHandling /UseDocumentProfile

      /UseDocumentBleed false

    >>

  ]

>> setdistillerparams

<<

  /HWResolution [2400 2400]

  /PageSize [612.000 792.000]

>> setpagedevice



