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EDITORYAL EDITORIAL

Degerli okuyucular,

2017 yiht Nisan ayinda Erken Cocukluk Calismalart Dergisinin (ECCD) ilk sayist ile ¢iktigimiz
heyecanli yolculugumuzda bilimsel olarak zengin icerigi ile ikinci sayimizt da sizlerle paylasmaktan
kivang duyariz.

Bilimsel etik ve ilkeleri temel referans kabul eden Erken Cocukluk Calismalari Dergisi, kamusal
yarart Ust diizeyde tutarak 6zelde Turkiye genelde ise diinyada erken gocukluk galismalarina katk:
sunma vizyonuna sahiptir. Bu vizyon ile bilimsel ¢alismalart kabul eden Erken Cocukluk Calismalart
Dergisi siz degerli arastirmacilarin bilimsel ¢alismalarini kamuoyu ile paylasmay1 ve erken ¢ocukluk
calismalarina katk: sunacak bilimsel tartismalari baglatmay1 da bir gérev olarak kabul eder. Bu gorev
ve sorumluluk ile erken ¢ocukluk ¢alismalart alaninda yapilmis 6zgilin arastirmalart ve derlemeleri
cift kor hakemlik surecinden gecirmek sart1 ile kabul etmektedir.

Erken Cocukluk Caligmalart Dergisi’nin birinci cildinin ikinci sayisinda erken ¢ocukluk ¢alismalart
alanina katk: sunacagina inandigimiz sekiz 6zgin arastirma ve iki derleme makaleyi siz degerli
okuyucularla paylastyoruz. Bu sayida erken cocukluk doéneminde ¢ocuklarin maddi degerler
diizeyinin belirlenmesi ve demografik degiskenlere gbre incelenmesi amactyla yapilmis Ozgin
aragtirma ile birlikte, cocuklarin anlat1 becerilerinin degerlendirilmesi ve sosyokiltiirel perspektif ile
incelenmesini amaglayan bir baska 6zgtn arastirmayi bulacaksiniz. Bununla birlikte okul 6ncesi
donemdeki ¢ocuklarin degerlendirilmesine yonelik 6gretmen ve 6gretmen adaylarinin gorislerini
incelemeyi amagclayan bir 6zgiin arastirma yeralmaktadir. Ayrica anne ve babalarin, ¢ocuklarin
yetistirirken gosterdikleri ebeveyn tutumlarinin farkli degiskenlere dayali olarak inceleyen 6zgtin
arastirma ile birlikte bagimsiz anaokullarinin mimari plan semast ve tipolojik yapisini inceleyen iki
baska Ozgun arastirmayt da bu sayida yer almistir. Cocuk katthmi farkindalik Glgeginin
gelistirilmesine yonelik yapilan 6zglin arastirma ve Olgegin tim arastirmacilarin kullanimina
sunuldugu makalenin erken ¢ocukluk ¢alismalari alanina 6nemli katkilar sunacagini diisinmekteyiz.
Bu sayida yer alan 6zgiin arastirmalardan biri okul 6ncesi dénemdeki ¢ocuklarin sosyal problem
¢6zme becerilerinin cesitli degiskenler agisindan incelenmeyi amaglarken bir digeri ise oyun temelli
ogrenme etkinliklerinin okul 6ncesi donem ¢ocuklarinin ¢evresel farkindaliklart tizerindeki etkisini
incelemektedir.

Ayrica Erken Cocukluk Calismalart Dergisinin bu sayisinda yer alan derleme makaleleri “oyun”
temasini vurgulayarak erken ¢ocukluk donemi ve egitiminde oyunun 6zel 6nemini agiga ¢ikarmakta
ve oyun ve cocuk konusunda yeni tartismalara 1stk tutmaktadir.

Degerli okuyucular ve arastirmacilar,

Ozgiin bilimsel arastirmalarinizi ve derleme makalelerinizi kamuoyu ile paylasmada Erken
Cocukluk Calismalari Dergisini tercih etmenizi 6nemsedigimizi belirtmekle birlikte, 2018 Nisan
ayinda ¢ikarilmasi planlanan 2.Cilt 1. Sayt icin 6zgiin bilimsel arastirmalariniz ve derleme
makaleleriniz kabul edilmektedir.

Dergimize gosterdiginiz ilgiden dolay: tesekkiir ederiz.

Editorler Kurulu

Erken Cocukluk Calismalart Dergisi Journal of Early Childhood Studies
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vi Editérden/Editorial

Dear readers,

In our exciting journey with the first issue of Journal of Early Childhood Studies (JECS) in April
2017, now we are pleased to share our second issue having scientifically rich content with you.

Journal of Early Childhood Studies, which accepts scientific ethics and principles as a basic
reference, has a vision to contribute to early childhood studies in Turkey and in the world, by
keeping public benefits at a high level. Journal of Early Childhood Studies, which accepts scientific
studies with this vision, also recognizes the duty of sharing valuable scientific research of yours
with the public and initiating scientific discussions that will contribute to early childhood studies.
Depending on this task and responsibility, original research and review articles conducted in the
field of early childhood studies are accepted with the double-blind review process.

We share eight unique research articles and two review articles that we believe in their contribution
to the field of early childhood studies in the second issue of the first volume of the Journal of Early
Childhood Studies with you esteemed readers.

In this issue, you will find an original research aimed at determining material value level of children
and examining them in terms of demographic variables and another original research aimed at
assessing children's narrative skills and examining them with socio-cultural perspective. Moreover,
there is an original research aimed at investigating opinions of preschool teacher and preservice
preschool teachers on the assessment of preschool children. In addition to this, there are two other
original researches that examined parenting attitudes in child rearing in terms of different variables,
as well as an original research that investigated architectural plan schema and typological structure
of independent kindergartens. We believe that the original research for the development of the
child participation awareness scale will provide important contributions to the field of early
childhood research, which is available to use of all researchers. One of the original researches in
this issue aims to examine the social problem solving skills of preschool children in terms of various
variables while the other examines the effects of play-based learning activities on the environmental
awareness of preschool children.

In addition, review articles in this issue of the Journal of Early Childhood Studies emphasize the
"play" theme, highlighting the special importance of play in eatly childhood and education, and
shed light on new debates about play and child.

Dear readers and researchers,

While we regard your preference for sharing your original scientific research and review articles
with the public in the Journal of Early Childhood Studies, your original scientific research and
review articles are accepted for Volume 2, Issue 1, planned for publication in April 2018.

Thank you for your interest in Journal of Early Childhood Studies.

Editorial Board

Erken Cocukluk Calismalart Dergisi 2017 Journal of Early Childhood Studies

Cilt 1-Say1 2* Ekim ~ ~ Volume 1 - Issue 2 * October



Erken Cocukluk Calismalar: Dergisi
Cilt 1 Say1 2 Ekim 2017 5.104-118

Journal of Early Childhood Studies
Volume 1 Issue 2 October 2017 pp.104-118

DOI: 10.24130/eccd-jecs.196720171221
Gelis tarihi: 15.02.2017 Diizeltme:02.06.2017 Kabul tarihi:30.07.2017 Yayimlanma tarihi: 01.10.2017

Erken cocukluk déneminde ¢ocuklarin maddi
degerler diizeyinin bazi degiskenler agisindan
incelenmesi

Review of children's perspective on material value level in the eatly
childhood period in terms of some variables

Fisun Yildizbas'

Oz: Bu galigmada, erken cocukluk dénemindeki g¢ocuklarin maddi degerler diizeyinin belirlenmesi ve demografik
degiskenler agisindan incelenmesi amaglanmistir ve betimsel tarama yontemi kullanilmigtir. Aragtirmanin ¢aligma grubu,
2015-2016 6gretim yilinda Istanbul ilinin Beylikdiizii ilgesinde bir 6zel ilkokulda 2.siif devam eden 46 ve Biiyiikgekmece
ilgesinde bir devlet ilkokulunun 2.sinifina devam eden 50 olmak iizere toplam 96 6grenciden olugsmustur. Arastirmada veri
toplama aract 6 sorudan (cinsiyeti, okul tiirii, ailedeki cocuk say1si, anne babanin 6grenim durumu, ailelerinin gelir diizeyi)
olusan demografik bilgileri iceren anket formu ve 6grencilerin maddi degerler diizeyini belirleme amaciyla “Cocuklar Igin
Maddi Degerler Olcegi” kullanilmistir. Olcek, Maddesel merkeziyetcilik (6 madde), Maddesel mutluluk (6 madde), Madde
bagar1 (6 madde)’’olmak {iizere ii¢ boyuttan olusan 4’li likert tipi ve toplam 18 maddeden olugmaktadir. Demografik
degiskenlere gore dgrencilerin maddi degerlere verdigi énemin farklilik gosterip gdstermedigini belirlemek amaciyla ‘t’
testi ve ANOVA kullanilmstir. Gruplar arasi farkliliklarin kaynagini belirlemek amaciyla ise “Scheffle” ¢oklu karsilastirma
testi uygulanmigtir. Sonugta, arastirmaya katilan ¢ocuklarin cinsiyetlerine, 6grenim gordiikleri okul tiirline, babalarinin
6grenim durumlarina ve ailelerinin aylik ortalama gelir durumlaria gore maddi degerlere verdikleri 6nem diizeyi puan
ortalamalar1 arasinda anlamli bir fark oldugu bulunmustur. Cocuklarin kardes sayisina, kaginci ¢gocuk olduguna ve anne
6grenim diizeylerine gére maddi degerlere verdikleri 6nem diizeyi puan ortalamalari arasinda istatistiksel olarak anlaml
fark bulunmamustir.

Anahtar Kelimeler: Erken ¢ocukluk dénemi, maddi degerler, demografik degiskenler

Abstract: In this study, the purpose is to determine children's perspective on material value level in the early childhood
period and to review it in terms of demographical variables. Descriptive survey method is used. Study group of the study
consists of 96 students in total, 46 of them are 2nd grade students in a private school in Beylikdiizii district and 50 of them
are 2nd grade students in Biiyiikcekmece district in a public elementary school in Istanbul. "Material Values Scale for
Children" is used to determine the children's perspective on material values level and the survey form which consists of
demographical information that includes 6 questions as the data collection tool is used in the study. The scale consists of 18
items that are three-dimensional and 4-likert-type in total. To analyse the data, ‘t’ test and ANOVA are used; “Scheffle”
multiple comparison test is applied. Consequently, it has been seen that there is a significant difference between score
averages in the level of importance children give to the material values according to their genders, type of the school in
which they receive education, education situation of their fathers and monthly average income level of their families. No
significant difference is found between values according to the number of siblings, birth order and the education level of the
mother.

Keywords: Early childhood period, material values, demographical variables

! [stanbul Arel Universitesi, Saghk Bilimleri Yiiksekokulu, Cocuk Gelisimi Boliimii, fusunyildizbas8@gmail.com
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SUMMARY
Introduction

One of the factors which shapes our lives is material values. Creation and utilization of the perception
of material values start in the childhood period. The education of material values plays an important role
in children to socialize in the society. Children gain knowledge and behaviour in relation to the use of

material values during the socialization process as a consumer.

In the foreign literature review about the development of material values in the childhood period, it is
seen that most of the studies were realized in USA, cross-cultural studies are about success, self-respect
and social adaptation and mostly done by adults and there are very few studies on children and
adolescents. In the review of the literature of our country, it is determined that there are very few studies
and there are not sufficient studies on how material values develop in the early childhood period. In
recent years, a large number of people think that it is necessary to have properties to provide happiness,
success or social acceptance. Today, the fact that individuals start to express their place, status and the
values they have in the society with the properties they have shown the importance of the study. The
purpose of this study is to determine 2nd grade children's perspective on material value level and to

review it in terms of demographical variables.
Method

Descriptive survey method is used. Study group of the study consists of 96 students in total, 46 of which
are 2nd grade students who receive education in a private elementary school in Beylikdiizi district,
Istanbul and 50 of which are 2nd grade students who receive education in a public school in
Biiyiikcekmece district, Istanbul in 2015-2016 school year; the schools are determined with a simple

random sampling method.

In the study, survey form which consists of 5 questions that include demographical information (gender
of the child, school type of the child, educational status of the child's parents, the family's level of
income) and 4 Likert point scale "Material Values Scale for Children" (Akin, Giilsen, Kara and Yildiz,
2013) which consists of third dimensions and 18 articles in total which are Material Centralization (6
articles), Material Happiness (6 articles) and Material Success (6 articles) and which is adapted to
Turkish by Akin et al. (2013) were used. Internal consistency reliability coefficients of the scale are
found as .84 for centralization sub-dimension, .85 for happiness sub-dimension and .87 for success sub-
dimension and it is found as .91 for the whole scale. To analyse the data, t-test and ANOVA are used,
"Scheffle" multiple comparison test is applied to determine the source of the differences between groups

(Secer, 2015).
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Results

It has been seen that there is a significant difference between score averages in the level of importance
2nd grade children who participated to the study give to the material values according to their genders,
type of the school in which they receive education, educational level of their fathers and monthly average
income level of their families. It has been understood that students who receive education in the public
school give more importance to material values compared to the students who receive education in the
private school. Also, score averages of the level of importance given to material value of children whose
fathers' education status is secondary school or high school and whose families' monthly average income
status is TRY 4001 or more are lower compared to the others. No significant difference is found between
the score averages of the level of importance given to material values according to the number of

siblings, birth order and the education level of the mother.
Conclusion and Discussion

When the literature about this finding is analysed, it is seen that perceptions of females and males in
terms of material values and the importance given to materialistic values are different in a study made
by Dogan (2010). On the other hand, Yildiz (2013) studied elementary and secondary school students
and came to the conclusion that there is no significant difference according to gender in terms of the
level of importance given to material values. In this sense, it is possible to say that the studies made in

relation to this subject produce different results.

Burroughs and Rindfleisch (2002) stated that materialistic tendencies of an individual cause spiritual
stress by creating a conflict between social values and individual values. According to the results of the
study, the fact that students who receive education in public schools worry more about not being able to
fulfil their needs compared to the students who receive education in private schools increase the

importance they give in material values.

No significant difference is found between the score averages of the level of importance children who
participated to the study give to material values according to the number of siblings, birth order and the
education level of the mother. Similar results have been received in the study made by Yildiz (2013) in

relation to the level of importance given to material values.

It has been revealed that there is a significant difference between score averages in the level of
importance children give to the material values according to education level of their fathers and monthly
average income level of their families. The score averages of the level of importance given to material
value of children whose fathers' education status is secondary school or high school and whose families'
monthly average income status is TRY 4001 or more are lower compared to the others. In the study
made by Yildiz (2013), similar results have been received. In relation to the level of importance given
to material values, it is possible to say that as the educational level of the children's fathers increase,
children are provided an environment which consists of high level opportunities in which they can be
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fulfilled more in terms of socio-economic and socio-cultural aspects, thus their demands in terms of

their tendency to material values are lower.
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GIRIS
Degerler kiiltiire ve topluma anlam veren 6nemli 6lgiitlerdir. Bireylerin deneyimleri sonucunda
meydana gelen degerler sistemi, toplumun bireyden beklentilerini ve bireye yasakladiklarini;
hangi durumlarda 6diill ve hangi durumlarda ceza verilecegini belirler (Fichter, 2006).
Hayatimiza sekil veren unsurlardan birisi de maddi degerlerdir. Maddi degerler algisinin
olusumu ve kullanimi ¢ocukluk doneminde baglamaktadir. Maddi degerler egitimi ¢ocuklarin

toplumda sosyallesmesinde de 6nemli rol oynamaktadir.

Gilinlimiizde tiretim, girisimcilik ve yaraticilik iizerine kurulan ekonomik sistemde 6ne ¢ikan
degerlerden biri de tiikketim olmustur. Bilgi ve iletisim teknolojileri ile bireylere siirekli tiiketim
mesajlart sunulmakta ve bireyler tiiketime dayali bir yasam tarzina ydnlendirilmektedir.
Tiiketim mesajlar1 topluma sadece reklamlarla sinirli olmayip televizyon kanallar araciligiyla
iletilen haberler, yorumlar ve dizilerle de aktarilmaktadir (Ozbudun, 2002). Diinyanin birgok
ilkesinde halkin ayn1 markalara yonelmesi, ayni televizyon programlarini ve filmleri izlemesi
tilketim degerinin kendini yeniden iiretmesine Ornek olarak gosterilebilir. Illich (2005),
kiiresellesen ekonomi ile okullarin tiiketim anlayisinin baglaticisi haline geldigini ve giiniimiiz
cocuklariin ticarilesmis ve tiiketime odaklanmis bir c¢ocukluk yasadigini belirtmektedir.
Birgok iilkede cocuklara yonelik oyuncaklarin, yiyeceklerin, bos zaman etkinliklerinin ve ders
programlarinin benzedigini vurgulamaktadir (Akt. Yildiz, 2008). Ozellikle 1980°li yillar
sonrast gengler, iiretimden cok tiikketime, faydadan ¢ok goriintiiye, gercekten ¢ok sanal
gerceklige yonelmistir (Touraine, 1991; Akt. Oniir, 2007). Bu baglamda, 6gretmenler bir deger
olarak bilingli tiikketimi vurgulamali ve asir1 tiiketime yoneltilen ¢ocuklarin bilingli tiiketici
olarak yetigmelerine katki saglamalidirlar. Kiiresel ekonomi, iilkelerin ekonomisini farkli
sekillerde etkilemektedir. Ekonomik refah diizeyinin yiiksek oldugu iilkelerin ekonomik
biliyiimesine, istihdam artisina, bilginin yayilmasma ve iiretimin gelistirilmesine katki
saglamigtir. Buna karsilik, gelir esitsizliginin ¢ok oldugu, issizlik ve yoksulluk diizeyinin
yiiksek oldugu zayif ekonomiye sahip bir¢ok iilkeyi ve is kolunu ise olumsuz etkilemistir.
Kiiresel diizeydeki ekonomik esitsizlik diinyada sosyal esitsizlik, issizlik ve yoksullugun
artmasina ortam saglamistir. Kiiresel yoksulluk ve esitligin azalmasi i¢in sosyal adalet kavrami
yeniden giindeme gelmistir. Sosyal adalet, yoksullugu ve esitsizligi gidermek, herkesin
ekonomiden daha adil yararlanmasin1 saglamak ve sosyal biitiinlesmeyi olusturmak olarak
tanimlanmaktadir (Kapar, 2009). Dolayisiyla, kiiresel baris, kiiresel gilivenlik ve kiiresel
sorunlarin ¢oziimlenmesinde sosyal adaletin saglanmasi onem tasimaktadir. Bu baglamda,

egitimde yardimseverlik, sosyal esitlik ve adalet gibi degerlere yer verilmesi oldukca 6nemlidir.
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Egitimin her alaninda oldugu gibi maddi degerler egitimi de Oncelikle ailede baslamaktadir.
Ailelerin her konuda oldugu gibi ¢ocuklarina maddi degerler konusunda da rehberlik etmesi
gerekmektedir. Cocuklar maddi degerlerin kullanimi ile ilgili bilgi ve davranislari, tiiketici
olarak sosyallesme siireci igerisinde 0grenmektedirler. Bu konuda yapilan aile i¢i iletisim
arastirmalari, c¢ocuklarda tliketici olgunlugunun kazanilmasinda g¢esitli  ebeveyn
uygulamalariyla iletisimin nitelik ve tiirii arasindaki iliskinin roliine yer vermektedir. Aile
iletisimi, pazar ve etkilesim yaklagimlari i¢in ebeveynlerin ¢ocuk yetistirme yaklasimlar ile
iligkili olarak kagimilmaz bir temel saglamaktadir (Carlson ve Grossbart, 1988; Rose, 1999).
Aile i¢i iletisim ve etkilesim tarzlari ile ¢ocuklarin tiiketici tutumlar1 arasinda yakin bir iligki
bulunmaktadir (Bindah ve Othman, 2011) Ekonomistler, ¢ocukluk déoneminde sekillenen
tercihlerin ve koklesen davraniglarin onemine dikkat ¢ekmektedirler. Cocukluk doneminde
kazanilan deneyimler ileride hayatinin maddi boyutunu etkileyecek ve olasi ¢ikacak sonuglar
biitiin hayatin1 etkileyecektir. Cocuklara finansal sorumluluklar verilerek onlarin deneyim
kazanmas1 amaclanmalidir. Ornegin; ¢ocuklara verilen harglik ¢ocuga harcamasi igin verilen
sinirli bir finans alanidir. Cocuk ebeveyn tarafindan verilen bu finansal alanda Oncelikli
ihtiyaclarini belirleyerek harcama yapmasi beklenmelidir. Bu asamada ¢ocugun ihtiyaclarini
belirlemesi adina ebeveynlerinin rehberligi 6nem kazanmaktadir. Bdylece cocuk deneyim
kazanarak ileride toplumsal hayatta kazandigr maddi degerleri harcama hususunda, ¢ocukluk
donemindeki egitimden gelen deneyimleri kullanarak bilingli bir tiiketici haline gelecektir. Bu
dogrultuda, ¢ocuklarin toplum i¢inde sosyallesmesi ve tiiketim konusunda bilingli birer birey
olabilmesi i¢cin maddi degerler egitimi dnemli bir role sahiptir. Maddi degerlerin kullanimini
dogru O6grenmis olan ¢ocuklar, toplumun yetistirmek istedigi bilingli tiiketicinin en biiyiik
adaylaridir. Tiiketici toplumunun giderek arttig1 giintimiizde bilingli tiikketici kavraminin 6nemi
giderek artmaktadir. Erken ¢ocukluk déneminde verilen egitim ile biiyiik oranda istenilen
bilingli tiliketicileri yetistirmek ve toplumun gereksiz tiiketim aliskanligini  6nlemek
miimkiindiir. Bu baglamda, egitim devinimsel ve duyussal alanda oldugu kadar kisisel ve sosyal
gelisimi desteklemeli, ayrica bireylerin temel “insani degerleri igsellestirmelerini saglayacak

deneyimler” sunmalidir.

Alanla ilgi yurt disinda yapilmig arastirmalar incelendiginde, son yillarda materyalizmi
aciklayan kuramlar psikolojik ve sosyolojik agidan kabul edilen {i¢ ortak noktaya dikkat
cekmektedirler (Richins ve Dawson, 1992; Odabasi, 1999):

a) Kisinin yasaminin merkezinde mal ve miilk elde etmenin olmasi (Maddesel

merkeziyetcilik)
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b) Kisinin mutluluk ve yasam doyumuna ulagsmasinda mal ve miilk elde etmenin olmasi

(Maddesel mutluluk)
¢) Kisinin mal ve miilk elde etmeyi basar1 gostergesi olarak gérmesi (Maddesel basari)

Yasaminin merkezinde mal ve miilk elde etme olan bireyler mal ve miilk sahibi olmaya
odaklanirlar ve materyalizm bir yasam tarzi haline gelir. Hayattaki amaglar1 i¢in ise maddi
tiiketimler birer aragtir. Materyalizme bu felsefesiyle bakildiginda hayattaki amacinin sadece
yiiksek diizeyde maddi tiikketim oldugu ve bunun sonucunda da tiiketimin insan hayati i¢in adeta

bir tutku haline gelen bir olgu oldugu goriilmektedir.

Bagar1 gostergesi olarak mal ve miilk elde etmeyi gdren bireyler ise, kendilerinin ya da
bagkalarinin bagarilarini, sahip olduklar1 mal ve paraya gore degerlendirirler. Herkes tarafindan
arzulanan iiriinlere sahip olan kisileri basaril1 bireyler olarak goriirler. Boyle bireyler i¢in tatmin
olmak sahip olunan iirlinden ¢ok o iirliniin maliyetidir. Ayrica bu kisiler maddi varlik sahibi
olmay1 dogru diistinmenin sonucu olarak gormektedirler. Mal, miilk ve paraya sahip olmanin
mutlu olmak ve mutluluga ulagmanin vazgecilmez yolu oldugunu diisiinen materyalist egilimli
bireyler de, kendini iyi hissetmede 6nemli olan temel 6zelligin sahip olabildikleri mal, miilk ve

para oldugunu diisiiniirler.

Cocugun gelisim siirecinde, miilkiyet kavramini algilamasindaki degisiklikleri Chan (2003)
tiiketici sosyallesme modelinde ortaya koymaktadir. Bu modele gore cocuklar 3-7 yaslar
arasinda algisal siiregtedirler, kendi yasantilarinin basit ve go6zlenebilir 0Ozelliklerine
odaklanirlar. Nicelik olarak miilkiyet degerinin boyutunun biiyiik ve sayisinin ¢ok olmasina
bagli olarak artmaktadir. Cocuklar 7-11 yaslar arasinda analitik donemdedirler, aligveris yapma
konusunda gerekli becerilerine sahip olmakta, {riinleri kategorilestirme, fiyat olarak
siiflandirma gibi temel iglerini yapabilmektedirler. Cocuklar 11-16 yaslar arasinda yansitma
donemine gecerler, marka ve fiyat gibi kavramlar1 6grenirler ve bu konuda piyasa bilgilerini
gelistirirler. Bu donemde, miilkiyete tagidig1 sosyal anlam ve sosyal dneme gore deger verilir

(Chan, 2003).

Algisal siiregte, cocuklar markalarin farkina varirlar ve onlar {riin  kategorileriyle
iliskilendirmeye baslarlar. Analitik donemde, g¢ocuklar ilgili iiriin kategorilerinde marka
farkindalig1 fark edilir bigimde artis gostermektedir. Yansitma doneminde ise, ¢ocuklarin
marka ve fiyat gibi pazar kavramlari hakkinda genis bir bilgiye sahip oldugu doénemdir

(John,1999).
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Cocukluk doneminde maddi degerlerin gelisimi ile ilgili yurtdisi alan yazin incelemesinde,
calismalarin ¢ogunun ABD’de yapilmis oldugu, kiiltiirlerarasi ¢alismalarin basari, 6z saygi ve
sosyal uyum konulariyla iliskili ve ¢ogunlukla yetiskinlerle yapildig1 cocuklar ve ergenler
tizerinde ¢ok az ¢alismanin oldugu goriilmiistiir. Yurt icinde yapilan alan yazin incelemesinde
ise, ¢cok az calisma oldugu belirlenmis ve erken cocukluk ¢aginda maddi degerlerin nasil
gelistigi hakkinda yeterli ¢calisma olmadig1 goriilmiistiir. Son yillarda pek ¢ok insan mutlu ve
basarili olabilme ya da sosyal kabulii saglamak i¢in mal ve miilk sahibi olmanin gerekli
oldugunu diistinmektedir. Bu dogrultuda, gereginden fazla degerli esyalara sahip olma istegi
veya ihtiyacit olmayan esyalar1 bile satin alma istegi olan asir1 materyalist bir toplum icinde
yasayan giiniimiiz ¢ocuklariin, bu durumdan nasil ve ne sekilde etkilendiginin belirlenmesine
ihtiyac¢ vardir. Giinlimiizde ¢ocukluk doneminden itibaren bireyin toplumdaki yerini, statiisiinii,
sahip oldugu degerleri sahip olduklar1 mal ve miilk ile ifade etmeye baslamasi, arastirmanin
Oonemini ortaya koymaktadir. Bu calismada, ilkokul 2.sinifa devam eden ¢ocuklarin maddi
degerler diizeyinin belirlenmesi ve demografik degiskenler acisindan incelenmesi

amaclanmustir.
YONTEM

Calismada, betimsel tarama modeli kullanilmigtir. Tarama modelleri, ge¢gmiste ya da halen var
olan bir durumu var oldugu sekliyle disaridan miidahale edilmeden betimlemeyi amaclayan
arastirma yaklasimlaridir. Arastirmaya konu olan olay, birey ya da nesne, kendi kosullari i¢inde

ve oldugu gibi tanimlanmaya ¢alisilir (Karasar, 2012).
Katihmeilar

Arastirmanin ¢alisma grubu, 2015-2016 dgretim yilinda Istanbul ilinin Beylikdiizii ilcesi’nden
basit seckisiz drnekleme yontemi ile belirlenen bir 6zel ilkokulun 2.sinif devam eden 46 ve
Biiytikgekmece ilgesinde bir devlet ilkokulunun 2.sinifina devam eden 50 olmak iizere toplam

96 dgrenciden olugmustur (Biiyiikoztiirk ve dig. 2008).
Veri Toplama Araclan

Arastirmada, demografik bilgileri igeren 5 sorudan (¢ocugun cinsiyeti, devam ettigi okul tiiri,
ailedeki ¢cocuk sayisi, anne-babanin 6grenim durumu, ailenin gelir diizeyi) olusan anket formu
ile Akin ve arkadaslar1 (2013) tarafindan Tiirk¢eye uyarlanan 4’1 likert tipi, Maddesel
merkeziyetcilik(6 madde), Maddesel mutluluk (6 madde) ve Maddesel basar1 (6 madde) olmak
iizere ii¢ boyut ve toplam 18 maddeden olusan “Cocuklar i¢in Maddi Degerler Olcegi”
kullamlmustir (Akin ve dig., 2013). Olgegin i¢ tutarlilik giivenirlik katsayilar1 merkeziyetcilik
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alt boyutu icin .84, mutluluk alt boyutu i¢in .85, basar1 alt boyutu i¢in .87, dl¢egin biitiinii i¢in

.91 olarak bulunmustur.
Verilerin Analizi

Arastirmaya katilan ¢ocuklarin maddi degerlere verdigi dnemin demografik degiskenlere gore
farklilasma durumunu incelemek amaciyla SPSS 21 paket programi kullanilarak ‘t’ testi ve
ANOVA analizleri yapilmigtir. Gruplar arasi farkliliklarin kaynagini belirlemek amaciyla ise

“Scheffle” ¢oklu karsilastirma testi uygulanmistir (Seger, 2015).
BULGULAR

Arastirmaya katilan 6grencilerin maddi degerlere verilen onem acisindan cinsiyete gore

[{P23]
t

farkliliklarin incelenmesinde testi teknigi kullanilmis ve test sonuglart Tablo 1’de

verilmistir.

Tablo 1. Arastirmaya katilan ogrencilerin cinsiyete gére maddi degerlere verdikleri 6nem diizeyleri
puan ortalamalarina iliskin t testi sonuglart

Maddi degerler Cinsiyet N X ss t F p

Maddesel Kiz 46 11.08 3.456 -1.458 4314 .041*

Merkeziyetcilik  Erkek 50 12.30 4.563

Maddesel Kiz 46 12.80 4.485 -.168 .035 851

Mutluluk Erkek 50 12.96 4.589

Maddesel Kiz 46 11.41 9.957 1.730 180 672

Basari Erkek 50 9.82 11.142

Toplam Kiz 46 35.30 9.957 .104 110 741
Erkek 50 35.08 11.142

*p<.05

Tablo 1 incelendiginde, arastirmaya katilan Ogrencilerin cinsiyete goére maddi degerlere
verdikleri 6nem diizeyleri maddesel merkeziyet¢ilik alt boyutunda puan ortalamalar1 (¢ 0.05:
94= -1.458, p< .05) arasindaki farklilik anlamli bulunurken, maddesel mutluluk alt boyutu (¢
0.05: 94=.-168, p>.05), maddesel basar1 alt boyutu (¢ 0.05: 94=1.730, p>.05) ve maddesel
degerler onem diizeyi toplam puan ortalamalar1 (¢ 0.05: 94= .104, p>.05) arasinda anlaml

farklilik olmadigi bulunmustur.

Arastirmaya katilan 6grencilerin maddi degerlere verilen 6nem agisindan okul tiirline gore
farkliliklarin incelenmesinde, “#” testi teknigi kullanilmis ve test sonuglari Tablo 2’de

verilmistir.

Tablo 2. Ogrencilerin okul tiiriine gore maddi degerlere verdikleri 6nem diizeylerinin alt boyut ve
toplam puan ortalamalarina iliskin t testi sonuglari

Maddi degerler Okul Tiiri N X ss t F p

Maddesel Ozel 46 10.73 3.872 -2.298 121 .024*
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Merkeziyetgilik ~ Devlet 50 12.62 4.125
Maddesel Ozel 46 11.80 4.21 -2.300 383 .538
Mutluluk Devlet 50 13.88 4.59
Maddesel Ozel 46 9.06 2.93 -3.292 19.629 .000*
Basari Devlet 50 11.98 5.30

Ozel 46 31.60 8.726
Toplam Devlet 50 3848 11.055 -3.361 2.179 .143

*p<.05

Tablo 2 incelendiginde, okul tiiriine gore 6grencilerin maddi degerlere verdikleri 6nem
diizeylerinin maddesel merkeziyetgilik alt boyutu (¢ 0.05: 94= -2.298, p< .05) ve maddesel
basar1 alt boyutu (¢ 0.05: 94= -2.300, p<.05) puan ortalamalar1 arasindaki farkliligin anlamli
oldugu, maddesel mutluluk alt boyutu (¢ 0.05: 94= -2.300 p>.05) ile maddesel basar1 toplam
puan ortalamalar1 (¢ 0.05: 94=1.730, p>.05) arasinda anlamli fark olmadig1 goriilmektedir. Bu
durum, devlet okuluna giden 6grencilerin (X = 38.48), 6zel okula giden 6grencilerden (X=

31.60) daha fazla maddi degerlere 6nem verdiklerini gostermektedir.

Aragtirmaya katilan 6grencilerin maddi degerlere verdikleri 6nem diizeyi alt boyut ve toplam
puan ortalamalar1 kardes sayisina (F3.92= 2.190, p>.05), kacinct ¢ocuk olduguna (F3.92=1.154,
p>.05) ve anne 6grenim diizeylerine (F3.92= 2.641, p>.05) gore farkliliklarinin incelenmesinde,
tek faktorlii ANOVA testi kullanilmis ve test sonuglarina gore ortalamalar arasindaki

farkliliklarin istatistiksel olarak anlamli olmadig1 bulunmustur.

Arastirmaya katilan Ogrencilerin maddi degerlere verdikleri onem diizeylerinin babalarin
o0grenim durumuna gore farkliliklarin incelenmesinde, tek faktorlii ANOVA testi kullanilmis
ve test sonucunda, annelerin 6grenim diizeylerine gore dgrencilerin maddi degerlere verdikleri
onem diizeylerinin maddesel merkeziyetcilik alt boyutu (F39=5.799, p>.05), maddesel
mutluluk alt boyutu (F3,92=17.430, p>.05), maddesel basar1 alt boyutu (F3,02=2.703, p=.05) ve
maddesel degerler 6nem diizeyi toplam puan ortalamalar1 (F392= 1.492 p>.05) puan arasinda

anlamli fark olmadig1 goriilmiistiir.

Aragtirmaya katilan cocuklarin maddi degerlere verdikleri 6nem diizeylerinin babalarin
ogrenim durumuna gore farkliliklarin incelenmesinde, tek faktorli ANOVA testi kullanilmig

ve test sonuglar1 Tablo 3’de verilmistir.

Tablo 3. Ogrencilerin babalarimin 6grenim durumuna gére maddi degerlere verdikleri énem
diizeylerine iliskin ortalama, standart sapma ve ANOVA sonuglart

Varyans  Kareler Kareler

Maddi degerler N X s Kaynagi  Toplami sd Ortalama F P
Maddesel 96 11.71 4.09 G.aras1 47.386 3 15.795 .940 425
Merkeziyetgilik G.ici 1546.02 92 16.805

Maddesel 96 12.88 4.51 G.aras1 131.409 3 43.803 2.231 .090
Mutluluk G.ici 1806.331 92 19.634

Maddesel 96 10.58 4.55 G.aras1  315.724 3 105.241 5855  .001*
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Basari G.ici 1653.609 92 17.74

96 3518 1053  Garast 1217918 3 405973 R
Toplam Gici 9328707 92 101399 +004 010
*p<.05

Tablo incelendiginde, babalarin 6grenim diizeylerine gore Ogrencilerin maddi degerlere
verdikleri 6nem diizeylerinin maddesel merkeziyetcilik alt boyutu (F;s,=.940, p>.05) ve
maddesel mutluluk alt boyutu (F39,=2.231, p>.05) puan ortalamalar1 arasinda anlamli fark
olmadigi, maddesel basari alt boyutu (F;34,=5.855, p<.05) ile maddesel degerler 6nem diizeyi
toplam (F39=4.004, p<.05) puan ortalamalar1 arasinda ise anlamli bir farklilik oldugu

goriilmektedir.

Aragtirmaya katilan 6grencilerin maddi degerlere verdikleri 6nem diizeylerinin ailelerin aylik
ortalama gelir durumuna gore farkliliklarin incelenmesinde, tek faktorli ANOVA testi

kullanilmig ve test sonuglart Tablo 4’de verilmistir.

Tablo 4. Ogrencilerin ailelerinin aylik ortalama gelir durumuna gére maddi degerlere verdikleri
onem diizeylerine iliskin ortalama, standart sapma ve ANOVA sonuglart

. _ Varyans Kareler sd Kareler
Maddi degerler N X ss Kaynagi  Toplam Ortalama F p Anlam
Maddesel 96 11.71 4.095 G.arasl 183.717 3 91.858 6.060 ,003
Merkeziyetgilik G.igi 1409.689 92 15.158
Maddesel 96 12.88  4.516 G.aras1  174.393 3 87.196  4.599 012 1-3
Mutluluk G.igi 1763.347 92 18.961
Maddesel 96 10.58  4.553 G.aras1  156.168 3 78.084  4.005 ,021 2-3
Bagari G.i¢i 1813.165 92 19.496
Toplam 96 35.18 10.536 G.ara.m 1516956 3 758.478 7,812,001 1-3

G.ici 9029.669 92 97.093 2-3
*p<.05

Tablo 4’e bakildiginda, 6grencilerin ailelerinin aylik ortalama gelir durumuna goére maddi
degerlere verdikleri 6nem diizeylerinin maddesel merkeziyet¢ilik alt boyutu (F393= 6.060,
p<.05), maddesel mutluluk alt boyutu (F393= 4.599, p<.05), maddesel basar1 alt boyutu (F2,93=
4.005, p<.05) ve maddesel degerler nem diizeyi toplam puan ortalamalari (F2,93=7.812, p<.05)
arasinda anlamli bir farklilik oldugu goriilmektedir. Bu farkliligin hangi gelir gruplar1 arasindan
kaynaklandigin1 belirlemek amaciyla yapilan Scheffle coklu karsilagtirma testi sonucunda,
maddesel merkeziyet¢ilik alt boyutunda ailelerinin aylik ortalama gelir durumlar1 gére gruplar
arast anlamlh fark olmadigi, maddesel mutluluk alt boyutunda farkliligin ailelerinin aylik
ortalama gelir durumu 2000 TL ve alt1 olanlarin puan ortalamalar1 (X = 44,14) ile ailelerinin
aylik ortalama gelir durumu 2001-4000 TL olanlarin puan ortalamalar1 (X = 38.02), maddesel
basar1 alt boyutundaki farkliligin ise ailelerinin aylik ortalama gelir durumu 2001-4000 TL
olanlarin puan ortalamalar1 (X = 38.02) ile ailelerinin aylik ortalama gelir durumu 4001 TL ve

iistli olanlarin puan ortalamalar1 (X=31.59) arasindaki farktan kaynaklandigi anlasilmistir.
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Maddesel degerler 6nem diizeyi toplam puan ortalamalarina gore gruplar arasi anlamli farkin
hem ailelerinin aylik ortalama gelir durumu 2000 TL ve alt1 olanlarin puan ortalamalar1 (X =
44.14) ile ailelerinin aylik ortalama gelir durumu 2001-4000 TL olanlarin puan ortalamalar1 (X
= 38.02) arasindaki hem de 2001-4000 TL olanlarin puan ortalamalar1 (X=38.02) ile 4001 TL
ve iistii olanlarin puan ortalamalar1 (X=31.59) arasindaki farktan kaynaklandigi belirlenmistir.
Bu bulgulara gore ailelerinin aylik ortalama gelir durumu 4001 TL ve istii olan gocuklarin
maddi degerlere verdikleri 6nem diizeyinin digerlerinden daha diisiik oldugu ve ailelerinin aylik

ortalama gelir durumu arttik¢a ¢ocuklarin maddi degerlere verdikleri 6nemin azaldigi ifade

edilebilir.
SONUC ve TARTISMA

Aragtirmaya katilan ¢ocuklarin cinsiyetlerine gére maddi degerlere verdikleri 6nem diizeyi
puan ortalamalar1 arasinda erkekler lehine anlamli bir farklilik bulunmustur. Bu bulguya iliskin
alan yazin incelendiginde; Ozdemir ve Yaman (2007), yaptiklari ¢alisma sonucunda, erkeklere
gore kadinlarin aligveristen daha fazla zevk aldiklarini belirlemislerdir. Buijzen ve Valkenburg
(2003) yaptiklar1 arastirmada, erkek ¢ocuklarin kiz ¢ocuklara gore medya ve reklamlarin daha ¢ok
etkisinde kaldiklarin1 ve buna iliskin olarak ailelerinden daha fazla istekte bulunduklarini ortaya
koymuslardir. Dogan (2010) tarafindan yapilan bir arastirmada ise, kizlarin ve erkeklerin
materyalist degerleri algilayis big¢imlerinin ve materyalist degerlere verdikleri 6nemin
farklilastign goriilmektedir. Ozellikle mutluluk ifadelerinde, erkek katilimcilarin kizlara gére
daha fazla materyalist degerlere 6nem verdikleri, diger ifadelerde ise kadin katilimcilarin
erkeklere gore daha materyalist deger ifadelerini tercih ettikleri gozlenmistir. Yildiz (2013) ise
arastirmasinda ilk ve ortaokul 6grencileri ile ¢alismis, maddi degerlere verilen 6nem diizeyi
acisindan cinsiyete gore anlamli farklilik olmadig1 sonucuna ulasmistir. Bu baglamda, konu ile

ilgili yapilan ¢aligmalarin farkli sonuglar gosterdigi sOylenebilir.

Aragtirmaya katilan ¢ocuklarin 6grenim gordiikleri okul tiiriine gore, maddi degerlere verdikleri
Oonem diizeyi puan ortalamalar1 arasinda anlaml bir farklilik oldugu, devlet okuluna giden
ogrencilerin 0zel okula giden 6grencilerden daha fazla maddi degerlere 6nem verdikleri
belirlenmistir. Micken ve Roberts (1999) calismalarinda, temel fiziksel ihtiyaglar1 karsilamasi
icin maddi varliklar ile mal ve miilkiin gerekli oldugunu, ancak mutlulugu arama ve ruhsal
boslugu giderme amaciyla varlik sahibi ve zengin olma isteginin belirginlestigini ifade
etmislerdir. Burroughs ve Rindfleisch (2002) arastirmalarinin sonucunda, bireydeki materyalist
egilimlerin toplumsal degerler ile bireysel degerler arasinda bir catigma yaratarak ruhsal
gerilime neden oldugunu belirtmislerdir. Bu dogrultuda bir¢cok okulda, okul {iiniformasi
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uygulamasi baslatilarak 6grenciler arasindaki bireysel, ekonomik, kiiltiirel farkliliklar1 en aza
indirme ve maddeciligi kontrol altina almaya ¢alisilmistir. Boylece maddi degerlere verilen
onem genel olarak asagi ¢ekilmis olmasina ragmen halen ¢ocuklar arasinda ciddi kaygi verici
diizeyde oldugu goriilmektedir. Arastirma sonuglarina goére devlet okullarinda egitim alan
cocuklarda 6zel okulda egitim alan ¢ocuklara gore ihtiyaglarini karsilayamama kaygisinin daha

fazla olmasinin maddi degerlere verilen 6nemi arttirdig1 soylenebilir.

Aragtirmaya katilan ¢ocuklarin kardes sayisina, kac¢inci ¢ocuk olduguna ve anne 6grenim
diizeylerine gore maddi degerlere verdikleri dnem diizeyi puan ortalamalar1 arasinda
istatistiksel olarak anlamli fark bulunmamistir. Yildiz (2013) tarafindan yapilan maddi
degerlere verilen onem diizeyi konusundaki arastirmada da benzer sonuglara ulagilmigtir. Anne
egitim durumu ve maddi degerlere verilen 6nem diizeyine iliskin olarak, alan yazinda fazla
bulguya rastlanmamis olmakla birlikte anne egitim diizeyi arttik¢a, ¢ocuklarini maddi degerlere
onem vermeye iliskin daha bilingli yetistirmeleri beklenmektedir. Anne egitim diizeyi arttik¢a,
annenin is hayatinda yer almaya baglamasi ve ¢ocugun tiiketici sorumlulugunun artmasi,

cocuklarda maddi degerlere verilen 6nem diizeyinde artisa neden olabilmektedir.

Cocuklarin babalarinin 6grenim durumlarina gére maddi degerlere verdikleri 6nem diizeyi
puan ortalamalar1 arasinda anlamli bir farklilik ortaya ¢ikmistir ve babalarinin 6grenim durumu
ortaokul veya lise mezunu olanlarin maddi degerlere verdikleri 6nem diizeyi puan
ortalamalarinin digerlerinden daha diisiik oldugu gorilmustiir. Yildiz’in (2013) calismasinda
da baba 6grenim durumuna gore benzer sonuglar elde edilmistir. Maddi degerlere verilen 6nem
diizeyine iliskin olarak c¢ocuklarin baba 6grenim diizeyi arttik¢a sosyo-ekonomik ve sosyo-
kiiltiirel olarak daha {ist diizeyde olanaklara sahip olabilme ve doyuma ulagmalarina ortam
saglandigindan maddi degerlere yonelim konusundaki taleplerinin de daha diisiik oldugu

sOylenebilir.

Arastirmaya katilan ¢ocuklarin ailelerinin aylik ortalama gelir durumlarina gére maddi
degerlere verdikleri 6nem diizeyi puan ortalamalar1 arasinda anlamli fark bulunmustur ve
ailelerinin aylik ortalama gelir durumu 4001 TL ve istii olanlarin maddi degerlere verdikleri
onem diizeyi puan ortalamalariin digerlerinden daha diisiik oldugu goriilmiistiir. Bu bulguda
bir onceki bulgu ile iligkilendirilebilir. Yoksulluk, bireylerin fizyolojik ve sosyal ihtiyaclarini
karsilayamamalarina iliskin endise duymalarina neden olacak kosullart olusturur. Bu durum
bireyleri ihtiyaclarini karsilamak i¢in girisimlerde bulunmaya ve dnemli 6l¢iide mal ve miilk
edinmeye yonelmelerine yol acar (Kasser, 2002). Insanlar genel olarak psikolojik
gereksinimlerini karsilayamadiklarinda, kendilerini giivensiz hissetmekte ve tliziilmektedirler,
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bu olumsuz etkiyi azaltmak ve ortadan kaldirmak amaciyla materyalist egilimler
gostermektedirler. Bunun yanisira, maddi degerleri televizyon programlarinin bu yondeki
bildirimlerinden, aile {iyeleri ve akran gruplarindan sosyal 6grenme yoluyla kazanmaktadirlar
(Kasser, Ryan, Couchman, & Sheldon, 2004). Bu nedenle fakir aileden gelen genglerin, belirgin

bicimde zengin aileden gelen genglerden daha materyalist olduklari ifade edilebilir.
Arastirmada sonuclar1 dogrultusunda su oneriler gelistirilmistir:

- Arastirma sonucunda, kardes sayisina, kaginci ¢cocuk olduguna ve anne 6grenim
diizeylerine gore maddi degerlere verilen 6nem diizeyinde anlamli fark bulunmamasi,
arastirmanin ¢alisma grubunun daha genis tutularak ve bu degiskenler g6z Oniinde

bulundurularak farkli calisma gruplari ile yeniden yapilmasi uygun olabilir.

- Arastirmanin farkli yag gruplarinin yer aldigi, daha genis katilimli ¢alisma gruplari ile

nitel ve nicel yontemler kullanilarak yapilmasi alana katki saglayacaktir.
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Assessing pre-schoolers’ narrative skills

Okul 6ncesi donem cocuklarinin anlatt becerilerinin degerlendirilmest

Nektarios Stellakis', Georgios Galanis®

Abstract: This paper refers to a research conducted in the region of Patra, Achaia in Greece in spring 2016. Its purpose was
a) the assessment of pre-schoolers’ narrative skills and b) the examination of its possible correlation with family
sociocultural background. The participants were 32 children of the higher level of age in preschool education (5-6 years
old), picked up from 2 different public kindergartens, equally separated in terms of gender and social background. Children
were called to produce oral retellings of a book that had previously been read to them. Their texts were recorded and analysed
according to "The Story Pyramid Framework". The findings of the research seem to confirm that there is a strong and intense
correlation between pre-schoolers’ narrative skills and their sociocultural background. Children that come from more
privileged social backgrounds produced more integrated narratives than their peers who come from less privileged family
contexts, while no significant differences were observed between genders.

Keywords: Decontextualized language, retelling, narrative, early literacy, sociocultural background

Oz: Bu makale, 2016 yili bahar déneminde Yunanistan'da Achaia Patra bolgesinde yapilan bir arastirma ile ilgilidir.
Arastirmanin amaci a) okul Oncesi ¢ocuklarinin anlatim becerilerinin degerlendirilmesi ve b) bu becerilerin ailevi
sosyokiiltiirel deneyim ile olasi iligkisinin incelenmesidir. Katilimcilar 5-6 yas 32 okul 6ncesi ¢ocugu olusturmaktadir ve
cocuklar 2 farkli devlet anaokulundan cinsiyet ve sosyokiiltiirel agidan esit olmasina dikkat edilerek se¢ilmistir. Cocuklarin
daha once kendilerine okunan bir kitabr sozlii olarak tekrardan anlatmalari istenmistir. Metinler “"The Story Pyramid
Framework (Oykii Piramit Sistemi)" ne gore kaydedilmis ve analiz edilmistir. Arastirmanin bulgulari, anaokulunun anlati
becerileri ile sosyokiiltiirel deneyimleri arasinda giiglii ve yogun bir iliski oldugunu dogrulamaktadir. Ust sosyal smiftan
olan c¢ocuklar alt sosyal sinif aile baglamlarindan gelen akranlart ile karsilastirildiginda daha biitiinlesmis anlatimlar
iiretirken, cinsiyetler arasinda anlamli fark bulunmamaigtir.
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INTRODUCTION
Theoretical Framework

From their very first days in life, infants try to understand their worlds and develop dispositions,
attitudes and behaviours “that precede and develop into conventional literacy" (Sulzby, 1989:
84). They develop their understanding about print and nonconventional literacy behaviours that
lead into conventional reading and writing, speaking, listening, viewing, and thinking
(Zygouris-Coe, 2001). During this phase, usually referred as early, emergent or natural literacy,
children are involved in various literacy events (Heath, 1982) and gradually, with the support
of their environment, develop a range of understanding about print and how it is used in their
societies. From a socio-constructivist perspective, literacy learning is seen as situated practices
that are specific to their socio-cultural contexts (Barton & Hamilton, 1998). But the
environmental circumstances, conditions and factors differ among children, resulting in large
differentiations "in onset time, and in rate of growth, for all of the critical components of the
language system" (Shiel et al., 2012: 70), which leads to the assumption that language does not

develop in the same way for every child.

Research findings indicate that one of the factors that affect early language and literacy
development is social background (Bernstein, 1973; Bernstein, 1974; Demie & Lewis, 2011;
Rescorla & Alley, 2001). According to Bernstein (1975), the unsystematic learning that takes
place within the family setting builds up the children's common sense knowledge, which
contradicts to the uncommon sense knowledge, the knowledge that is usually obtained within
school. According to Kondyli & Lykou (2008: 333), common sense knowledge "is implicit,
unconscious, unstructured and is learnt through casual conversation", while uncommon sense
knowledge is described as "universal and abstract, distant from the everyday experience, based
on semiotic representation and on written language, conscious, systematic and logically
represented" (see also, Painter, 1999). Taken for granted that children coming from diverse
socio-cultural backgrounds enter school with different language skills (Kondyli & Stellakis,
2005; Shiel et al., 2012), the Greek Curriculum for Early Childhood (Cross Thematic
Curriculum Framework for Kindergarten, 2003) claims that school failure is primarily a result
of the lack of familiarization with aspects of written language. This view is strongly supported
by a large body of literature (ind. Halliday & Hasan, 1976; Archakis, 2005), among which
Halliday (1996: 340) argues that "in becoming literate, you take over the more elaborated forms
of language that are used in writing", and Painter (1999: 70) claims that educational knowledge

is "typically embodied in written monologic discourse, abstracted from any situational context
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shared with the interlocutor". With Elly's words: "written language is itself decontextualized"

(Elly, 2004: 407).

Decontextualized language (also referred to as disembedded, nontext-free, autonomous, non-
context-bound, extended discourse) 1s a type of discourse that "occurs in situations in which
shared knowledge or context is unavailable" (Curenton & Justice, 2004: 240). In this type of
discourse meaning "is carried purely through the symbolic function of language" (Shiel,
Cregan, McGough & Archer, 2012: 92) and "is conveyed through specific linguistic devices,
primarily grammar and vocabulary" (Curenton & Justice, 2004: 240), requiring "use of a more
precise vocabulary and formal syntactic marking of the temporal and causal nature of events"

(Curenton & Justice, 2004: 241). Furthermore, according to Shiel et al. (2012: 14),

Decontextualised language was defined as language that is context-free, autonomous and
disembedded. It is not rooted in any immediate context of time or situation, and does not rely on
observation or immediate physical experience, but stands as an autonomous representation of
meaning.

This kind of language is also distinguished by certain features, known as Literate Language
Features (L.L.F.), which include elaborated noun phrases, adverbs, conjunctions and mental/
linguistic verbs (Curenton & Justice, 2004; Curenton & Lucas, 2007; Benson, 2009; Shiel et
al., 2012).

Peterson, Jesso and McCabe (1999: 50) claim that "decontextualized language has been
identified as a critical link to successful school achievement", while Curenton and Lucas (2007:
377) argue that "the use of decontextualized language sets the foundation for literacy".
Thereafter, the effective utilization (both production/ construction and comprehension/
interpretation) of decontextualized language seems to be necessary for the acquisition of those
linguistic skills that are prerequisite in educational settings and are referred to as "academic" or
"literate" language (Bailey & Huang, 2011; Benson, 2009; Shiel et al., 2012). In addition, Shiel
et al. (2012: 94) state that "in the early school years, academic language is developed through
children’s use of decontextualised language in discourse", since the academic language share

many of the features of written discourse.

The above prerequisite familiarization with the conventions of decontextualized and academic
language can be identified in and conquered through the sufficient use of narrative discourse
(Shiel et al., 2012). Narrating is one of the five generic processes recommended by Knapp and
Watkins (2005), and refers to the act of creating a text containing (at least) "a sequence of two
clauses which are temporally ordered" (Labov, 1972: 359-362). The ability to apply narration's
generic knowledge in handling relevant texts (either as a narrator or as a reader/listener) is
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crucial for a number of reasons: through narrating people represent and make sense of their
selves and their experiences (Ely, 2005; Shiel et al., 2012). Additionally, "narrative is a
cornerstone of school instruction" (Peterson, 1994: 252) since it is widely exploited by
educators in the teaching-learning practice. Especially in preschool age, "creating a narrative
requires a child to produce a decontextualized description of events" (Curenton and Lucas,

2007: 377), ending up to build a bridge between oral and written language (Westby, 1991).
METHOD
Scope

Based on the above, it is apparent that there is an interrelation between written discourse,
decontextualized language, academic language and narrative discourse. That is, the narrative
skills are related to and, at the same time, provide strong evidence about the children's later
literacy development (Aukerman, 2007; Benson, 2009; Bishop & Edmundson, 1987; Curenton
& Lucas, 2007; Paul & Smith, 1993; Peterson, 1994; Shiel et al., 2012). However, "there is
wide variation in narrative skills according to children's backgrounds" (Peterson, 1994: 252),
depicting the differences in language skills required and appreciated by school instructors.
Given narrative assessment's important advantages in comparison with standarized tests, such
as its independence from socioeconomic bias and the few constraints it places on children's
language (Curenton & Lucas, 2007), we decided to investigate socially differentiated
preschoolers' (toddlers: age 5-6) ability to produce fully-formed narratives, their proficiency in
using oral narrative discourse and, finally, the connection (and, moreover, its intensity) of their
narrative skills' level with, on the one hand, their social group of origin, and on the other hand,

their gender within the same social group.

The literature review brought to surface data that locate the beginning of children's proficiency
in mental representation of objects and internal states of people or story characters that are
absent from the immediate context around age 3 or 4 (Ely, 2005; Curenton & Justice, 2004).
Since this skill is a presupposition for using decontextualized language and for producing
narrative discourse (Curenton & Justice, 2004), we derived our informers from the upper class
of kindergarten (toddlers: age 5-6). Our sample consisted of thirty two (32) children, who were
pupils of two public kindergarten schools in the area of Patras, equally separated in terms of
gender and social status. The first kindergarten was in a region distinguished by its residents'
high social status and the second one in a working class area. All participants were native

speakers of Greek and they were, according to their teachers’ evaluation, of expected language
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and communication development. As far as children’s family background is concerned, it was
defined based on parents’ educational level and work. We reviewed and analyzed the contents
of each kindergarten's official archives, following Bogdan and Bilken's (2007) notes. The tool
that we used was derived from the suggestions of Hasan (1989), Hasan and Cloran (1990) kot
Williams (1999), whose basic admission was that profession/occupation, education and income
are both closely interrelated and all together related with and determinative of the social level
of their "owners". We also modified partly this tool, in order to adjust it to the needs of our
survey, by taking under consideration both parents' profession, instead of the original approach
that was depending only to the mothers' profession. The informers were classified in two
categories, according to the reliance or autonomy of their parents' profession from material
basis: in the category of High Social Status were put students of Kindergarten 1 whose parents'
professions were characterized as High Autonomy Professions (HAP), because they don't
demand manual work but require mainly production of mental work (e.g. doctors, lawyers,
businessmen, educators-teachers, civil engineers). On the other hand, the category of Low
Social Status included those children of Kindergarten 2 whose parents' professions were ranked
as Low Autonomy Professions (LAP), because they demand manual or some other kind of

physical work (e.g. farmers, technicians, cleaners, engineers).

Table 1. Presentation of the survey's sample in terms of gender and school/social status

Kindergarten 1 - Kindergarten 2 -
Higher Sociocultural Lower Sociocultural Total
background background
Boys 8 8 16
Girls 8 8 16
Total 16 16 32

To achieve our goals, we decided to assess (Shiel et al., 2012) the children's narrative skills in
retelling oral, fictional narratives. Fictional narratives were chosen because, according to
Curenton and Lucas (2007: 382), they typically follow the -familiar to children- format of
storybooks/fairy tales/myths/fables, showing the narrator's ability in efficiently weaving
together "a plot that is based on events that are psychologically relevant to the characters in
the story". The elicitation technique used was that of "story retelling", in which the researcher
tells a story to a child and then asks the child to repeat it, allowing one to examine story

comprehension, memory and sense of story structure (Curenton & Lucas, 2007).

To do so, we adopted Curenton and Lucas's (2007) proposition of discourse analysis named

"The Story Pyramid Framework" because it sets under consideration the majority of narrative
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features, using a model of three levels adjusted to the needs and the particularities of Greek

language:
Language structure level:

The bottom level of the pyramid, examining "children's ability to coherently weave together
grammatical features and to use precise and diverse lexicon" (Curenton & Lucas, 2007: 388).

It consists of two parts:

a) Grammatical complexity: which is a measure of the story's vividness, clearness and

coherence. It was assessed by three tools:

i) Number of Communication Units (C-units)

The final outcome of a method of segmenting a narrative into grammatical units, following
Curenton and Lucas's (2007: 389, 430) guidelines. They are indicative of the narrator's
command of the clausal structure. C-units usually adhere to a clausal structure (i.e., a subject-

predicate clause), consisting of:

e an independent clause

e an independent clause along with its dependent clause(s)

e As C-units were also considered statements that did not adhere to a clausal structure, if
they were

e part of dialogues

e responses to (rhetorical) questions

It must be noted that an utterance was conceived -and therefore counted- as C-unit only if it
was grammatically correct, considering the young age of the narrators and the oral nature of the
narratives, which not seldom results in producing syntactically incomplete utterances. Hence, a
syntactically incomplete utterance was considered grammatically correct if it was able to

transmit a message/meaning outright.

ii) Mean Length of C-unit (MLCU)

An index of the narrator's skill to modify clauses. It was calculated by dividing the total number

of words per C-unit by the total number of C-units.

iii) Usage rate of Literate Language Features (LLF)

The usage rate of Literate Language Features demonstrates the specific devices (types of

grammatical features) a narrator uses to modify clauses. It was calculated by dividing the
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number of each feature by the total number of C-units. As Literate Language Features (L.L.F.)
were considered the following (Curenton & Justice, 2004; Curenton & Lucas, 2007; Benson,

2009; Shiel et al., 2012):

e FElaborated noun phrases: Groups of words consisting of a noun at their heads and one

or more modifiers, i.e. words that provide additional information about the noun and
define more accurately the description of the character/object/event. Modifiers include
articles, adjectives, possessives, demonstratives, quantifiers, pronouns and other devices
in Greek language.

e As long as it concerns this study, we decided to calculate as elaborated noun phrases
only the complex ones, i.e. those that consist of a noun and at least two modifiers.

e Adverbs: Verb modifiers that increase the explicitness of action and event descriptions
by providing additional information about time, manner, degree, place, reason,
affirmation or negation.

e Additionally, we considered as adverb every prepositional adverbial phrase, i.c. every
phrase functioning as adverb, by modifying a verb or another adverb.

e Conjunctions (coordinating & subordinating): They organize (logically and

chronologically) information and clarify relationships among elements.

e Mental/linguistic verbs: Verbs that refer to various acts of thinking and speaking,

providing information about the psychological state of the narrative's characters.

b) Lexical diversity: A measure of someone's expression vocabulary size. It was assessed by
calculating the Type-Token Ratio (TTR), i.e. by dividing the total number of different words

by the total number of a narrative's words.
Story structure level:

The medium level of the pyramid, which correlates the story's events temporally, spatially and
causally, assisting the listener's comprehension. It was assessed by the Labovian High-Point
Analysis System, as it was extended and modified by McCabe and her colleagues and presented
by Curenton and Lucas (2007). The above system includes the following structural patterns,

presented in descending order of structural complexity:

e C(lassic Narrative: the story builds to a climax, evaluates the climax and resolves it.
e End-at-High-Point Narrative: the story builds up to and then ends at an unresolved
climax.
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e Leapfrog Narrative: the story jumps from one related event to the other, leaving out
major events

e Chronological Narrative: the narrator simply describes a sequence of events related
temporally but not spatially.

e Two-Event Narrative: it consists of only two events, not enough to build a climax.

e Disoriented Narrative: a story confusing and difficult to comprehend.

e Miscellaneous Narrative: any story that is not classified in the previous categories.
Psychological structure level:

The upper level of the pyramid, which "demonstrates children's understanding of the
characters' goals, thoughts and feelings" (Curenton & Lucas, 2007: 398). It was assessed by a
combination of two methods: On the one hand, by counting the total number of Internal State
Terms of each narrative, i.e. "words or phrases that relate to beliefs, desires, emotions,
intentions or motives" (Curenton & Lucas, 2007: 399). On the other hand, by a supplemental
method proposed by Curenton & Lucas (2007) based on Bruner's assumption that all fully-
formed narratives contain, weave together and articulate the Action and the Consciousness
Landscapes, the first of which consists of information about the plot, the setting and events in
the story and the second includes information about the characters' psychological/mental states,
motives, emotions, desires, thoughts and goals. Essentially, this level was considered fulfilled
when a story contained internal state terms, woven together coherently in order to create
interpretations of primary importance for the characters' internal states, showing obviously the

narrator's deep empathy.
Data Collection and Procedure of Analysis

The survey took place in two public kindergarten schools, operating in the region of Patra,
Achaia in Greece in spring 2016. The researcher visited each kindergarten four (4) times, with
the permission of the authorities. During the first visit, the researcher informed the teachers
about the research, gained access to the school archives, picked up the place where he would
conduct the interviews, picked up the participants (by drew among those who qualified the
social criteria) and tried to create intimacy and trust between him and the participants by
spending time with them. During the later visits, the researcher collected the data (i.e. the oral
narratives) by conducting and recording (a digital voice recorder was used) ten-minute,

personal, face to face, unstructured, in-depth interviews, always keeping in mind the ethical
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commitments (British Educational Research Association, 2011; Cohen, Manion & Morrison,

2007; Morrow & Richards, 1996).

The tool used to elicit the narratives during the interviews was a made-up book we created. The
book consisted of the hard (back and front) cover and eight (8) selected pictures from the
illustration of the translated into Greek storybook "Gros cochon: Ou un joli bouquet de papiers
gras" (author: Tai-Marc Le Thanh, Illustrator: Rebecca Dautremer), giving the impression of a
"real" storybook. Below the pictures was put text, compatible with informers' expected
developmental level of language skills. The text was a short narrative that included the creation
of a problematic state, its main character's involvement and acting and, finally, a resolution,
while at the same time the characters' actions were appropriate/ convenient for the production
of internal state terms and psychological structure. Finally, after the child had finished its
narrative retelling, the interviewer asked him/her the same question about the protagonist's
internal state, as a verification of the psychological comprehension. The researcher was reading
the story, while he was browsing the book along with the child and then he was asking him/her
to browse the book and to repeat the story -if possible, without any changes- based on the
illustration. The researcher's attitude during the child's narration was neutral, avoiding any
verbal intervention in order not to influence the data, except from using predefined, general and

neutral verbal prompts when the child asked for some help to proceed.

After the data collection, the researcher proceeded to the analysis, following the next steps for

each of the 32 participants:

e Transcription of each narrative verbatim, including the interviewer's comments
and/or interventions.

e Deletion of specific utterances using distinct deletion, following Curenton and
Lucas's (2007) instructions.

e Segmentation of each narrative in C-units, and then count of C-units (including,

but also counted separately, the incomplete C-units).
Language Structure Level

e Count of the total number of each narrative's words & deletion and count of the total
number of different words among them.

e Detection, highlight (with use of specific marking for each one) and count of the
realizations both of each Literate Language Feature (LLF) and of the Internal State
Terms (IST).
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e Insertion of the data in tables of Microsoft Excel worksheets & calculation of the usage

rate of Literate Language Features (LLF) and the Lexical Diversity.
Story structure level
e Assessment and classification of each narrative's Story Structure Level.
Psychological structure level

e Examination of whether their Psychological Structure Level was fulfilled or not.
e Insertion of the elaborated data in tables of Microsoft Excel worksheets.
e Repetition of the procedure (1 1} more times), in order to ensure the correctness

of the analysis & to find and correct mistakes or omissions.
Final assessment

Final assessment and categorization for each of the totally 32 narratives, according to its level
of completeness, taken into account the above elements. Curenton kot Lucas's (2007)
proposition was followed, which includes the below categories (presented in ascending order

of complexity/completeness):

e No Foundation Pyramid
e Basic Pyramid
e Intermediate Pyramid

e Complex Pyramid
RESULTS

For the purpose of analysis, the data was transferred in numbers the results were inserted in
tables and were summarized as follows (see Appendix A and B), in order to render the final

analysis feasible:

Comparative analysis between high & low social status informers (see Table 4)

At the Language Structure Level, the findings suggest that, on the one hand, high social status
informers outmatch their socially disadvantaged peers in all the investigated aspects of
grammatical complexity, with the intensity of the diversification ranging among the categories,

while on the other hand low social status participants seem to display higher lexical diversity.

As long as it concerns the Story Structure Level, there were detected additional indications
supporting the conviction of high social status children's superiority. Specifically, their majority

(10 out of 16) produced stories of the most structurally elaborated category (Classic narratives),
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while 3 came close enough to complete their stories by producing End-At-High-Point narratives
and the remaining 3 narrated stories of low structural completeness (Disoriented narratives). At
the contrary, less than half of the low social status children (7 out of 16) created Classic
narratives, while the rest (9 out of 16) failed to produce structurally complete narratives and
their stories were categorized as follows: 3 Leapfrog narratives, 4 Disoriented narratives and 2

End-At-High-Point narratives.

In what has to do with the Psychological Structure Level, it seems like the high social status
once again outdistance their low social status peers by using more internal state terms in their
narratives. Furthermore, their difference was illustrated explicitly from the fact that Action and
Consciousness Landscapes were woven together in 12 high social status children's narratives,
showing deep empathy to the protagonists' internal/psychological states. At the same time, only
50% of low social status participants managed to fulfill the psychological structure level in their

stories.

Lastly, the final assessment supports the assumption that all participants are capable of
organizing their narratives in communication units, as long as none No Foundation Pyramid
was found. Beyond this, most of high social status children's narratives reached the higher level
of completeness (75%, or 12 out of 16) and were categorized as Complex Pyramid narratives,
when at the same time only half of the socially deprived informers produced stories of the same
category. In other words, there is a substantial difference in the number of children who have
conquered the ability to produce narratives of the highest level of elaboration and completeness,
which seems to be related to their social background and shows the predominance of those who

originate from the high social status category.

Comparative analysis between genders for high social status informers (see Table 3)

Language Structure Level: The findings suggest that the differences among genders exist, but
are not of essential importance. The most important difference is observed at the mean number
of C-units and is in favor of females, who produce 5 C-units more than males on average. The

remaining deviations are negligible.

Story Structure Level: The differences among genders at this level of structural elaboration
are equally lank. The exact same number of males and females (5 out of 8) produced Classic
narratives. The remaining narratives were positioned in 2 categories: 2 males' and 1 female's
narratives in End-At-High-Point narrative category and 2 females' and 1 male's narratives in

Disoriented narrative category.
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Psychological Structure Level: Once again, an agreement emerged between the abilities of
the participants of both genders. The exact same number of males and females (6 out of 8)
succeeded in articulating coherently the Action and Consciousness Landscapes of their

narratives, despite the fact that females used on average 1 internal state term more than males.

As a direct consequence of the above, the final assessment showed that 6 out of 8 children of

each gender created Complex Pyramid stories.

Comparative analysis between genders for low social status informers (see Table 2)

At the Language Structure Level, the findings seem to uncover some differences between
genders, although these are few and not significant. The wider divergence was in favor of
females, who produced more than 1 C-units more than males. The results in the other categories

under examination seemed confused, with males briefly surpassing females and vice versa.

As long as it concerns the Story Structure Level, there were indications supporting that
variations between genders were more intense and in favor of females, whose majority (5 out
of 8) produced Classic narratives. In contrast, only 2 out of 8 males composed stories of this
level of structural completeness. The rest informers produced less coherent and structurally

elaborated narratives.

The results of Psychological Structure Level's analysis provided evidence that once again
support females' primacy. Females seemed to be more capable of addressing this level, since 5
out of 8 wove together the Action and Consciousness Landscapes, in opposition with 3 out of
8 males who managed the same, in spite of the fact that both genders used the exact same

number of internal state terms in their narratives.

In conclusion, the final assessment indicates that most of females (5 out of 8) created narratives
that were classified as Complex Pyramid narratives, while only 3 out of 8 males who achieved

the same level of completeness.
CONCLUSION and DISCUSSION

The results derived from the data elaboration procedure provide evidence that seem to confirm
that the majority of toddlers between their 5th-6th year of age are capable of constructing fully-
formed narratives, assessed as Complex Pyramid Narratives. Specifically, all participants
covered -more or less- successfully the Language Structure Level. Moreover, the majority of
children (25 out of 32) achieved to address the Story Structure Level, even by composing low

proficiency narratives. The Psychological Structure Level seemed more challenging, but was
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covered successfully from 62,5% (20 out of 32) of the informers, an observation consistent with
previous studies (e.g. Curenton, 2004). This observation functioned as the main criterion for
the final assessment of the narratives' degree of completeness, as a result of which we concluded
that most of the children (20 out of 32) seemed like they managed to compose complete

narratives when asked to retell a story.

The overview of the previous analysis regarding the narrative skills of socially differentiated
preschoolers in retelling oral narratives leads us to the assumption that there seems to be
significant evidence confirming that there is a correlation between children's narrative skills
and their social background status. Especially, it seems plausible to assume that children
coming from the high social status category display more advanced developmental skills in the
production of oral narratives of the highest level of elaboration and completeness, in
comparison with their peers that originate from backgrounds of lower social status. This
conclusion seems to confirm previous studies' reports that "demonstrate clear differences by
SES in relation to children’s use of literate language features in the school context (Corson,
1983; Cregan 2007; Cregan, 2010)" (Shiel et al., 2012: 193) and support disadvantaged
children's difficulty with discourse-related tasks such as retelling stories and giving oral
narratives (for instance, Shiel et al., 2012). Furthermore, the present findings seem to highlight
an intense connection between children's narrative skills in retelling stories and their social class
of origin in favor of those who come from the high social status category, as far as it was found
that 75% of them (12 out of 16) created Complex Pyramid narratives, when at the same time
only 50% (8 out of 16) of their peers from low social status backgrounds created stories of the
same degree of completeness. The latter conclusion can be attributed to numerous causes that

were not investigated in the present study, such as the ones detected by Finger (2007).

Finally, the findings of the study seem to advocate the conclusion that the differences between
genders' narrative skills within the same social status group, either on the one hand seem to
hardly exist in the case of high social status category, or on the other hand seem to exist in favor
of females in the case of low social status group, but even then, their intensity seems to be quite
low. In conclusion, the narrative skills of children coming from similar social backgrounds
seem to share -almost- the same degree of complexity and integration, regardless of their

gender.

At this point, it should be noted that our choice to assess lexical diversity by calculating the
Type-Token Ratio (TTR) was ambiguous from the beginning. The results are obviously

susceptible to the narrative length, since this ratio, as any other quotient, increases in inverse
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proportion to the increase of the divider. Thus, the shorter narratives of socially disadvantaged
children are more likely to provide increased TTR. The above, along with other limitations
impose that additional measures of lexical diversity should be utilized to assess the ways in
which children use their vocabulary (Curenton & Lucas, 2007). Our decision to overlook these
limitations was based on the fact that the fulfillment of the Language Structure Level was

expected, so our attention was focused on the Story and Structure Levels.

The small number of informers also sets limitations to the conclusions that can be drawn from
this research, although the sample could be considered typical of the social categories it stands
for in Greek society. Furthermore, we argue that the technique used to derive and assess

children's narrative skills seems realistic and applicable to pre-primary aged children.

In conclusion, with this survey we aspire to evince the major importance of social status's
impact on preschoolers' narrative skills, as a precursor of their later literacy and academic
proficiency and achievement. Hopefully, this could contribute to the efforts of upgrading the
family literacy methods and practices through relevant programs, in order to assist children to
develop their academic language skills and to succeed in formal education institutions. Equally
important outcome is the primary school teachers' understanding that children enter school with
different language skills. This understanding, in combination with the literature's claim that "the
construct of academic language must be viewed as another linguistic register, no more complex
or more difficult to acquire than any other register" (Shiel et al., 2012: 196), we hope will lead
them to direct their efforts in helping all children succeed in school by exploiting everyone's
abilities and skills. Finally, we anticipate that our survey will give rise to the educational
authorities to realize the urgent need of providing in-service kindergarten teachers specialized
educational programs about early literacy development (Stellakis, 2012), in order to support

them in their effort to strengthen children's emergent literacy and preparation for their entrance

in school.
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APPENDIX A: TABLES OF RESULTS

Table 2. Presentation of low social status informers' results per gender (students of Kindergarten 2)

TABLE OF COMPARATIVE ANALYSIS BETWEEN GENDERS FOR LOW SOCIAL STATUS INFORMERS

LANGUAGE STRUCTURE LEVEL

PSYCHOLOGICAL FINAL
STORY STRUCTURE LEVEL
TRUCTURE LEVEL  ASSESSMENT
GENDER GRAMMATICAL COMPLEXITY LEXICAL STRUCTU SSESS
DIVERSITY
N.CU. ANWPCU URENP. URA/PNP. URC. URML.V. (TTR) cL EHP L CH 26 D M TNIST. ACLWT C I B NF
FEMALES 11,38 5,66 0,22 0,49 0,79 0,31 0,49 5 0 1 0 0 2 0 2,38 5 5.0 3 0
MALES 10,25 5,78 0,11 0,54 0,81 0,23 0,52 2 2 2 0 0 2 0 2,38 3 3.2 3 0
Table 3. Presentation of high social status informers' results per gender (students of Kindergarten 1)
TABLE OF COMPARATIVE ANALYSIS BETWEEN GENDERS FOR HIGH SOCIAL STATUS INFORMERS
LANGUAGE STRUCTURE LEVEL PSYCHOLOGICAL FINAL
STORY STRUCTURE LEVEL STRUCTURE LEVEL ~ ASSESSMENT
GENDER GRAMMATICAL COMPLEXITY LEXICAL
DIVERSITY

N.C.U. ANWPCU. URENP. URA/NP. URC. URML.V. (T.T.R) CL EHP L CH 226 D M TNIST ACLWT

C I B NF

FEMALES 15,25 6,48 0,27 0,72 1,12 0,34 0,45 5 1 0 0 0o 2 0 4,25 6

MALES 10,25 7,69 0,28 0,75 0,96 0,41 0,47 5 2 0 0 0 1 0 3,13 6
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Table 4. Comparative presentation of high and low social status informers' results

TABLE OF COMPARATIVE ANALYSIS BETWEEN HIGH & LOW SOCIAL STATUS INFORMERS

LANGUAGE STRUCTURE LEVEL

PSYCHOLOGICAL FINAL
STORY STRUCTURE LEVEL
S(T)g‘;lé GRAMMATICAL COMPLEXITY LEXICAL STRUCTURE LEVEL ASSESSMENT
DIVERSITY
N.CU. ANWP.CU. URENP. URA/NNP. URC. URML.V. (T.T.R) CL EHP. L CH 26 D M TNIST. ACLWT. C I B NF
LOW 10,81 5,72 0,16 0,51 0,80 0,27 0,50 7 2 30 0 4 0 2,38 8 8 2 6 0
HIGH 12,75 7,08 0,27 0,74 1,04 0,38 0,46 10 3 0 0 0 3 0 3,69 12 12 1 3 0
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APPENDIX B: AMPLIFICATION OF ACRONYMS

¢ N.C.U.: Number of C-units

e A.N.W.P.C.U.: Average Number of Words Per C-unit

e U.R.E.N.P.: Usage Rate of Elaborated Noun Phrases

e U.R.A./P.N.P.: Usage Rate of Adverbs / Prepositional Adverbial Phrases
e U.R.C.: Usage Rate of Conjunctions

e U.R.M.L.V.: Usage Rate of Mental-Linguistic Verbs

e CL: Classic Narrative

e E.H.P.: End-at-High-Point Narrative

e L: Leapfrog Narrative

e CH: Chronological Narrative

e 2E: Two-Event Narrative

e D: Disoriented Narrative

e M: Miscellaneous Narrative

e T.N.LS.T.: Total Number of Internal State Terms

e A.C.L.W.T.: Action-Consciousness Landscapes Woven Together
e C: Complex Pyramid

e I : Intermediate Pyramid

¢ B : Basic Pyramid

¢ N.F.: No Foundation Pyramid
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Investigation of teachers and teacher candidates' opinions
about assessment of preschool children”

Okul 6ncest donemdeki ¢ocuklarin degerlendirilmesine yonelik 6gretmen
ve 6gretmen adaylarinin goriislerinin incelenmest

Ozana Ural', Giilgin Giiven®, Tirker Sezer’, Elif Yilmaz*, Kadriye Efe-Azkeskin’

Abstract: In this study, before and after they become teachers, the views of preschool teacher candidates on
knowledge, skills and practices regarding child assessment and evaluation were determined. This study utilizes
qualitative research method, and interview technique was used to obtain data. The study group consists of 20
preschool teacher candidates who are senior students at a public university’s department of preschool education.
As data collection tool, 8 open-ended questions were designed and asked to participants. Among study group,
nine teachers who work as teachers were volunteered to participate in the study. Four open-ended questions
were transmitted to them electronically and descriptive analyses of all obtained data were conducted. As a result
of the study, it was found that teacher candidates generally think that they have sufficient level of knowledge
regarding assessment and evaluation. Teacher candidates also stated that the knowledge they gain during
undergraduate education will contribute to child assessment in their teaching profession. However, participants’
views have changed when they became teachers and they have started to question their competencies.

Keywords: Preschool teacher candidates, preschool teachers, assessment-evaluation, child assessment

0Oz: Bu calismada, okul 6ncesi 6gretmen adaylarinin lisans egitimi sirasinda ve mezun olarak dgretmen olduktan
sonra, ¢ocugu dlgme ve degerlendirmeye yonelik bilgi, beceri ve uygulamalarla ilgili gériislerinin belirlenmesi
amaclanmistir. Nitel aragtirma yOntemine uygun olarak tasarlanan aragtirma verilerinin elde edilmesinde
goriisme teknigi kullanilmistir. Aragtirmanin ¢caligma grubu 2014-2015 egitim dgretim yili bahar déneminde bir
devlet iiniversitesinin Egitim Fakiiltesi, Okul Oncesi Ogretmenligi bolimiinde 6grenim goren 4. simf
ogrencileri arasindan genel akademik not ortalamalar1 géz oniine alinarak belirlenen ve aragtirmaya katilmay1
kabul eden 20 6gretmen adayindan olusmaktadir. Veri toplama araglari arastirmacilar tarafindan hazirlanmustir.
Ogrenmen adaylar1 igin toplam 8 acik uclu soru hazirlanarak calisma grubuna yiiz yiize sorulmustur. Daha 6nce
O0gretmen adaylarindan izin alinarak ses kaydi gerceklestirilmistir. Calisma grubu i¢inden mezun olan ve
ogretmenlik gorevine baglayan 9 goniilliiye yine agik uglu 4 soru elektronik ortamda iletilmis ve elde edilen tiim
verilerin betimsel analizleri yapilmigtir. Arastirma sonucunda elde edilen bulgular incelendiginde okul dncesi
Ogretmen adaylarinin genel olarak dlgme-degerlendirmeye iligkin yeterli bilgi diizeyine sahip olduklarin
diistindiikleri ve lisans egitimleri siirecinde edindikleri bilgilerin 6gretmenlik mesleginde ¢ocugu degerlendirme
acisindan katki saglayacagini ifade etmislerdir. Ancak 6gretmen olduklarinda katilimcilarin goriisleri degismis
ve vyeterliliklerini sorgulamaya baslamislardir. Ogretmen olmadan 6nce ve ogretmen olduktan sonra
katilimeilarin gocugu degerlendirmeye yonelik goriislerinin farklilastigi ortaya ¢ikmistir.

Anahtar Kelimeler: Okul 6ncesi 6gretmen adayi, okul 6ncesi 6gretmeni, 6l¢me-degerlendirme, ¢ocugu
degerlendirme.
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INTRODUCTION

At every stage of education, how and in which way students benefit from education and what
difficulties they encounter should be established immediately by teachers and it should be put
into practice to eliminate the drawbacks and difficulties. This necessity enables to provide
efficiency and quality in education and high quality learning for most of the students in a

classroom.

In faculties of education, proving pre-service teachers skills which will help them to assess and
evaluate how and how much their future students benefit from education is essential to ensure
efficiency and quality in education. For this reason, there is a 3-credit course named as
“Assessment-Evaluation” in academic program of education faculties. All students in teaching
departments as well as pre-service teachers in department of preschool education take this

course as a required course.

From a broad perspective, the purposes of assessment-evaluation are identifying difficulties
which students encounter in learning process, monitoring learning process and determining
knowledge and skills which are planned to gain by students. In general terms, assessment is a
conscious judgment activity of a product, service and task by taking into account anticipated
criteria for specific purposes (Karaagacli, 2002). Child assessment includes almost every kind
of assessment and evaluation instrument (tests, observation, interviews, reports from reliable
sources and other instruments) for examining the questions of “What do children know and

what can they do?”” (Mcafee & Leong, 2012).

There are four purposes for assessment of preschool children as knowing the child, diagnosis,
planning the program and monitoring the development/progress (Appl, 2000). It’s important to
identify and assess preschool children accurately because they develop fast, they cannot express
themselves completely and they will carry their developmental characteristics of this period to
adulthood (Deniz-Kan, 2007). Assessing children’s learning and development accurately is an
essential element of effective early childhood education and observation is represented as the
most developmentally appropriate assessment method for this age group (Bredekamp, 2015;

Reifel, 2011).

It is stated that a teacher who provides purposeful teaching with appropriate assessment
strategies is an effective variable in children’s school success (Darling-Hammond, 2000;
Darling-Hammond & Youngs, 2002; Mcafee & Leong, 2012) and it is also put forward that

teacher’s characteristics are important components for children’s success (Connor, Son,
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Hindman, & Morrison, 2005). Knowledge and skills related to assessment-evaluation are
among fundamental qualities teachers need to have, since every student needs to benefit from
education in maximum (Cakan, 2004; Daniel, & King, 1998; Mertler, 1999; Zhang & Burry-
Stock, 2003).

It is a well-known fact that teachers spend most of their professional working time preparing
and implementing assessment and evaluation activities (Stiggins & Conklin, 1992). For this
reason, in order to be able to effectively use the assessment-evaluation in class, teachers must
have a strong knowledge base and a sufficient level of skill in this area. The information about
the assessment and evaluation obtained during the undergraduate education is reinforced by the

applications after becoming teacher.

The main purpose of assessment-evaluation which is an integral part of educational process is
assessing and improving the quality of education (Yildirim, 2006). A qualified teacher and pre-
service teacher in this area are considered as important elements in achieving the desired goals
of education system (Yesilyurt, 2012). However, whether pre-service teachers who take
assessment-evaluation course acquire required level of knowledge and skills, how they apply
these skills and knowledge when they become teachers and what kind of problems they
encounter are seen as an issue that should be investigated. This study aims to determine pre-

service teachers’ views regarding assessment of children before and after they become teachers.
METHOD
Research Model

This study is a qualitative research that examines pre-service preschool teachers’ views
regarding child assessment before they graduate and when they start to profession. In qualitative
research, any situation is examined in detail and the answers to ‘how’ questions are searched
(Yildirim, & Simsek, 2011). Thus, qualitative descriptive research method was considered to
be appropriate in order to obtain data about levels of knowledge and skills and, the practices
regarding assessment-evaluation of pre-service preschool teachers and some teachers from

same group after graduation
Participants

The study group consists of 20 pre-service preschool teachers who are senior students at a
public university’s department of preschool education in spring semester of academic year
2014-2015. The study group was chosen based on their grade point average (high and low GPA)

and voluntariness. Because participants’ knowledge and skills about assessment-evaluation are
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examined, pre-service teachers with low and high GPAs were included in the study. All of pre-
service teachers whose GPA is high (3.00 and above) are female. Among 10 pre-service
teachers whose GPA is low (2.00 and below), there are 6 females and 4 males. Data was

collected through semi-structured interview form from 20 participants.

It was reached electronically teachers who participated in the study in fall semester of academic
year 2015-2016. It was determined that two participants could not graduate because of their
double major program, six participants have not started to work as teachers yet and twelve
participants work as preschool teachers in public (n=7) or private (n=2) schools. Among twelve
participants engaged in teaching profession, nine teachers including six females and three males

accepted to participate in the study. Data were collected from 9 teachers electronically.
Data Collection Tools

As data collection tools, two interview forms which were designed by researchers were used

for teachers and pre-service teachers.
Interview Form for Pre-Service Teachers

Semi-structured interview form with 8 open-ended questions which enables pre-service teacher
participants to respond thoroughly were designed by researchers. In interview form, there are 4
academic questions in order to determine skills and knowledge regarding assessment-
evaluation and 4 questions about how they will benefit from these skills and knowledge in the
future. Questions in interview form were reviewed by three field experts and, it was agreed that
the questions are compatible with assessment-evaluation field. The questions in final interview

form are respectively as follows:

Academic Questions

- Could you explain the concepts of assessment and evaluation? Evaluate these two
concepts’ effect on and contribution to teaching process.

- What are the approaches of assessment and evaluation? Explain what you know.

- Using what kind of approaches and methods will you implement learning-teaching
activities in the school and classroom you will teach? Why?

- Which course/s you have taken at undergraduate education has/have contributed to
your knowledge and skills in assessment and evaluation? Why?

Questions of Knowledge and Skills Regarding Future (Teacher candidates were asked to
imagine they were teacher)

- What are the situations you will benefit from assessment and evaluation as a teacher?
Please explain.
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- Do you consider yourself as having sufficient knowledge and skills regarding
assessment and evaluation? Why?

- What are the contributions of assessment and evaluation to preschool children? Please
explain.

- How does “assessment and evaluation” contribute to teacher, school and families?
Please explain.

Interviews were conducted face-to-face in a setting where researcher and participant could be
alone. Interviews lasted approximately 30 minutes, and pre-service teachers’ responses to

questions were recorded with their permission.
Interview Form for Teachers

Interview form designed by researchers for teacher participants includes 4 open-ended
questions related to use of assessment-evaluation methods in teaching experiences. The
participants consist of nine teachers who participated to study voluntarily and work as teacher
in the fall semester of academic year 2015-2016. The interview forms were sent electronically
to the teachers and their responses were evaluated by the researchers. The questions in teacher

interview form are respectively as follows:
- Are you satisfied with the teaching profession? Explain.

- Can you sufficiently use your knowledge related to assessment-evaluation in the

process of implementation?
- What are the weaknesses which you think you have regarding assessment-evaluation?

- What are your suggestions about assessment-evaluation for prospective preschool

teachers who are students yet?
Data Collection and Analysis

The semi-structured interview form prepared by the researchers has been finalized as a result
of expert opinions. Pre-service preschool teachers who were 4th grade students in the spring
semester of 2014-2015 academic year were invited for the study group and 10 students (P1-
P10) with the highest academic average grades and 10 students (P11-P20) with the lowest
average grades were selected among the pre-service teachers volunteered to participate in the
research (P=Participant). Face-to-face 30-minute interviews consisting two sets of questions
were made with 20 pre-service teachers in the study group and recorded using sound recorder.
For the analysis of the data, firstly, the answers given by the pre-service teachers and recorded

using sound recorder were transcribed.
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Nine (six women and three men) of the twelve participants who already have worked as teachers
among all of the pre-service teachers volunteered to participate in the survey. Three of the
participants were graduated with high grades (P1, P2, P4) and six with low grades (P12, P13,
P17,P18, P19, P20), and all were active teachers in the fall semester of the 2015-2016 academic
year. Teacher's interview form was sent by the electronic media was evaluated by the

participants and the obtained data was recorded.

Then the answers, given by teachers and pre-service teachers about the child's assessment and
evaluation, were analyzed to identify categories for content analysis. With this analysis, the
researchers manually code each response to determine the groups of words, phrases, or words.
Then, researchers place words and phrases into conceptual categories for further coding and

counting.

The theme categories created by the researchers and the data obtained from the interviews were
evaluated by a different field specialist. As a result, the compliance index was calculated using
the formula Reliability = Consensus / (Consensus + Dissidence) and it was determined that
compliance was 98%. The findings of the research are provided as reliable on the basis of the

view of Miles and Huberman (1994) that the scores above 90% are highly reliable.
FINDINGS
Findings from Teacher Candidates

The descriptive analysis of open-ended questions posed to the study group is given here. First,
study group was asked 4 academic questions and results of the answers to these questions are

presented in Table 1.

Table 1. Frequency analysis of pre-service preschool teachers’ answers to academic questions

Number of High Low
Academic Questions Concept GPA  GPA Total
n n n n

1-Could you explain the concepts of assessment and evaluation?

Evaluate these two concepts’ effect on and contribution to teaching 26* 45%* 33 78
process.

2-What are the approaches of assessment and evaluation? Explain 34 18 16 54
what you know.

3-Using what kind of approaches and methods will you implement

learning-teaching activities in the school and classroom you will 8 21 13 38

teach? Why?

4-Which course/s you have taken at undergraduate education
has/have contributed to your knowledge and skills in assessment 13 25 16 41
and evaluation? Why?

*It refers to each different concept associated with participants’ answers to the question.

**]t refers to the number of repetitions of each produced concept by participants. Accordingly, a pre-service teacher can produce more than
one concept.
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Table 1 shows that when the answers to the first academic question of “Could you explain the
concepts of assessment and evaluation? Evaluate these two concepts’ effect on and contribution
to teaching process” were examined; it was found that pre-service preschool teachers produced
at total 26 different concepts related to assessment-evaluation. When the repetition frequency
of these concepts were examined, it was found that pre-service teachers mostly use the concepts
of “standard” (n=7), “numerical” (n=6), “to interpret results” (n=5), “degree” (n=5), “criterion”
(n=5), “to achieve objective/goal” (n=5) and “process” (n=5). It was also determined that
students with high GPA mostly use the concepts of “numerical” (n=4) and “criterion” (n=4),
while students with low GPA mostly use the concept of “standard” (n=5). Some of the responses

of pre-service teachers in the study to this question are as follows:

P2 (Female): Assessment is the procedures aimed at identifying to what extent individuals
acquire the skills which they need to acquire in education. Evaluation is a process to arrive at
a judgment as a result of comparison of assessment results with a standard. In teaching
process, assessment and evaluation allow us to see to what extent students reach the goals and

the effectiveness of learning-teaching activities.

P16 (Male): Assessment is to find out whether beings have certain characteristics or not and
to what extent they have these characteristics by using numerical data. Evaluation is to
compare assessment results with certain standards. We can find out and evaluate through
assessment that what characteristics a preschool child has, what he/she can do and what

abilities he/she has.

When the answers to the question of “What are the approaches of assessment and evaluation?
Explain what you know.” were examined; it was found that pre-service preschool teachers
produced at total 34 different concepts related to assessment-evaluation approaches. When the
repetition frequency of these concepts were examined, it was found that pre-service teachers
mostly answer as “I don’t know” (n=5) and mostly use the concepts of “observation” (n=5) and
“portfolio” (n=4). It was also determined that students with high GPA mostly use the concept
of “observation” (n=4) while students with low GPA mostly answer as “I don’t know” (n=5).

Some of the responses of pre-service teachers in the study to this question are as follows:

P8 (Female): There are many approaches such as direct and indirect assessment. Some of

assessment procedures do not require any assessment tool, while some of them do.
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P19 (Male-2.38): In assessment and evaluation, there are approaches which are made
according to individual’s own behaviors or other individuals. These can enter into teaching

methods. I do not have a detailed knowledge about evaluation approaches.

When the answers to the question of “Using what kind of approaches and methods will you
implement learning-teaching activities in the school and classroom you will teach? Why?”” were
examined; it was found that pre-service preschool teachers produced at total 8 different
concepts related to assessment-evaluation approaches and methods they will use when they
become teachers. When the repetition frequency of these concepts were examined, it was found
that pre-service teachers mostly use the concepts of “developmental evaluation” (n=9)
“observation” (n=8) and “portfolio method” (n=8). It was also determined that students with
high GPA mostly use the concept of “developmental evaluation” (n=6) and “portfolio method”
(n=6) while students with low GPA mostly use the concept of “observation” (n=4). Some of

the responses of pre-service teachers in the study to this question are as follows:

PI (Female): In my preschool classroom, I will follow the progress of each child’s development

and decide how they will be assessed as result of my observations.

P11 (Female): I find appropriate to observe children developmentally and use assessment-
evaluation as developmental. I think I will make comparison between the beginning and end of

the year and often monitor to what extent we progress during the year.

When the answers to the question of “Which course/s you have taken at undergraduate
education has/have contributed to your knowledge and skills in assessment and evaluation?
Why?” were examined; it was found that pre-service preschool teachers stated that they took
13 courses which enhance their knowledge and skills related to assessment-evaluation during
their undergraduate education. When the repetition frequency of these concepts were examined,
it was found that pre-service teachers mostly state the courses of “assessment-evaluation”
(n=15), “development in early childhood period” (n=6) and “statistics” (n=5). It was also
determined that both student groups with high GPA (n=9) and low GPA (n=6) mostly state the
course of “assessment-evaluation”. Some of the responses of pre-service teachers in the study

to this question are as follows:

P6 (Female): At the course of assessment and evaluation taken at third grade, we generally
studied the concepts of assessment and evaluation. Since we started to our undergraduate
education, we took education related to questions of “how do we assess a child’s skills? " and

“how do we evaluate the child?” also in the course of teaching methods as well as in our other
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departmental courses. I think we have learned more or less whether a child behaves according

to his/her age and development period and whether he/she exhibits appropriate skills

P16 (Male): Statistics and assessment-evaluation. We were able to measure by analyzing data
given at the course of statistics. We studied many approaches at the course of assessment-

evaluation and we learned how to use these approaches.

Findings related to pre-service preschool teachers’ answers to questions of knowledge and skills

regarding future are presented in Table 2.

Table 2. Frequency analysis of pre-service preschool teachers’ answers to questions of knowledge and
skills regarding future

Number of High Low
ti f Knowl kills R i Y
Questions of Knowledge and Skills Regarding Concept es/ GPA GPA Total
Future No
n n n n
5-What are the situations you will benefit from
assessment and evaluation as a teacher? Please 13 - 17 14 31
explain.
6- Do you consider yourself as having sufficient - Yes 3 0 3
K . .
nowle.dge and skills regarding assessment and i No 7 10 17
evaluation? Why?
7- What are the contributions of assessment and
. . . 12 - 16 12 28
evaluation to preschool children? Please explain.
8-How does “assessment and evaluation” contribute to 5 i 14 14 23

teacher, school and families? Please explain.

According to Table 2, when the answers to the first question of “What are the situations you
will benefit from assessment and evaluation as a teacher? Please explain.” were examined; it
was found that pre-service preschool teachers produced at total 13 different concepts related to
situations they will benefit from assessment-evaluation when they become teachers. When the
repetition frequency of these concepts were examined, it was found that pre-service teachers
will benefit from assessment-evaluation “to evaluate development” (n=9), “to evaluate skill”
(n=4) and “to evaluate activity” (n=3). It was also determined that students with high GPA
mostly use the concept of “to evaluate development” (n=6), while students with low GPA
mostly use the concepts of “to evaluate skill” (n=2), “to evaluate activity” (n=2), “to evaluate
objective-indicator” (n=2) and “to evaluate learning” (n=2). Some of the responses of pre-

service teachers in the study to this question are as follows:

P5 (Female): I will use them to see to what extent children get objectives and indicators in the
activities and to what extent the education contributes to development. In addition, I will use
them to identify whether there are any students with special needs and learning disabilities in

the classroom.
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P14 (Female): Assessment-evaluation is very important to identify the levels of students. It is
very important also to identify the mistakes we have done and drawbacks in the program. It is

also important to identify children’s needs.

When the answers to the question of “Do you consider yourself as having sufficient knowledge
and skills regarding assessment and evaluation? Why?”” were examined; it was found that 17 of
pre-service preschool teachers stated they were incompetent at knowledge and skills regarding
assessment and evaluation. It was also determined that all of the students with low GPA stated
that they feel themselves as incompetent at assessment and evaluation, while 3 of students with
low GPA stated that they have sufficient knowledge and skills regarding assessment and
evaluation. Some of the responses of pre-service teachers in the study to this question are as

follows:

P4 (Female): No, because I do not have enough knowledge about practicing assessment and
evaluation. Even though we have some theoretical knowledge, we might be lacking in practice.

I don’t have any opinion about how assessment-evaluation can do better.

P7 (Female): Yes, because I believe I can succeed as a result of 4-year competence we get in

education faculty.

When the answers to the question of “What are the contributions of assessment and evaluation
to preschool children? Please explain.” were examined; it was found that pre-service preschool
teachers produced at total 12 different concepts related to the benefits of assessment-evaluation
to children. When the repetition frequency of these concepts were examined, it was found that
pre-service teachers mostly use concepts of “to contribute to child’s development” (n=8), “to
make educational adjustment” (n=4) and “to improve self-confidence” (n=3). It was also
determined that both student groups with high GPA (n=5) and low GPA (n=3) mostly use the
concept of “to contribute to children’s development”. Some of the responses of pre-service

teachers in the study to this question are as follows:

P5 (Female): I think assessment and evaluation at preschool period should be individualistic.
We should evaluate each child according to their own development schedule. If we do that way,
we can detect the appropriateness and effectiveness of education by examining the child before,

during and after education process.

P20 (Female): Child doesn’t even realize it, but when teacher does assessment-evaluation,

he/she provide activities appropriate for child’s development, so she prevents child from feeling
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unsuccessful and motivates him/her. Then, teacher seeks to improve the child’s weaknesses and

makes sure that child is equal and compatible with his/her peers.

When the answers to the question of “How does “assessment and evaluation” contribute to
teacher, school and families? Please explain.” were examined; it was found that pre-service
preschool teachers produced at total 5 different concepts related to what assessment-evaluation
means for teacher, school and family. When the repetition frequency of these concepts were
examined, it was found that pre-service teachers mostly use concepts of “to know the child and
to inform” (n=13), “to qualify success” (n=5) and “to make educational adjustments” (n=5). It
was also determined that both student groups with high GPA (n=6) and low GPA (n=7) mostly
state the concept of “to know the child and to inform”. Some of the responses of pre-service

teachers in the study to this question are as follows:

P2 (Female): For teacher, knowing the child gives information about the effectiveness of
learning-teaching activities. According to school assessment-evaluation results, different
strategies can be developed. According to family assessment-evaluation results, family can

realize their child’s strengths and weaknesses and they can support their child.

P16 (Male): When we consider three of them together, common point is the child. Thus,

assessment-evaluation describes what characteristics the child has.
Findings from Preschool Teachers

Among twenty pre-service teachers participating to the study, nine teachers (P1, P2, P4, P12,
P13, P17, P18, P19, and P20) started to work as teachers after graduation and are volunteered

to participate to the study.

Findings of these nine teachers related to assessment-evaluation after they started to profession
are presented here. Firstly, the findings related to preschool teachers’ satisfaction with teaching

profession are given in Table 3.

Table 3. Frequency analysis of preschool teachers’ answers to the questions of “Are you satisfied with
the teaching profession? Explain.”

High GPA  Low GPA Total High GPA Low GPA Total
Answer Answer
n n n n n
Yes 3 5 8 Partially - 1 1

According to Table 3, it was found that 8 of preschool teachers stated that they are satisfied
because they are teachers, while one teacher stated that he is partially satisfied. Some of the
responses of preschool teachers in the study to this question are as follows:
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P2 (Female): Yes I am satisfied, because I chose this profession on purpose. Now, I am at the
place I have wanted, I am with children. I can feel myself as if I am still student, I don’t get into
working psychology. Even though it has some negatives, I am happy with positives.

P12 (Male): I am partially satisfied. Working conditions sometimes can be hard.

The findings related to preschool teachers’ answers to the question of “Can you sufficiently use
your knowledge related to assessment-evaluation in the process of implementation?” are

presented in Table 4.

Table 4. Frequency analysis of preschool teachers’ answers to the question of “Can you sufficiently use
your knowledge related to assessment-evaluation in the process of implementation?”

High GPA Low GPA Total
Answer
n n n
Insufficient 1 3 4
Partially sufficient 1 2 3
Sufficient 1 1 2

According to Table 4, it was found that 4 of preschool teachers described their knowledge
related to assessment-evaluation as insufficient, 3 of them described as partially sufficient while
two teachers described as sufficient. Some of the responses of preschool teachers in the study

to this question are as follows:

P1 (Female): Yes I use. Especially at the beginning of semester I frequently used techniques to

know children. Anecdote and observation are the techniques I use most.

P19 (Female): I can’t say I use sufficiently, because the school I work in is a village school and

its facilities are limited. I benefit from observation a lot.

The findings related to preschool teachers’ answers to the question of “What are the weaknesses

which you think you have regarding assessment-evaluation?” are presented in Table 5.

Table 5. Frequency analysis of preschool teachers’ answers to the question of “What are the weaknesses
which you think you have regarding assessment-evaluation?”

High  Low High  Low
Concepts GPA  GPA Total Concepts GPA  GPA Total
n n n n n n
-Recording observations 2 2 4 —Idéntlfymg - 1 1
variables
-Incompetency at assessment 1 1 )

techniques -Inadequacies in
-Inadequate knowledge about practices
developmental characteristics

According to Table 5, it was found that preschool teachers produced 5 different concepts related

to weaknesses they think they have regarding assessment-evaluation. When the repetition
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frequency of these concepts were examined, it was found that preschool teachers stated that
they mostly have difficulty with “recording observations” (n=4) and “incompetency at
assessment techniques” (n=2). Some of the responses of preschool teachers in the study to this

question are as follows:

P4 (Female): I think myself as incompetent at developing a better method for myself by

synthesizing more techniques, tests and theories.

P4 (Female): I frequently make observations, but I can’t completely remember them later

because I don’t record them immediately.

The findings related to preschool teachers’ answers to the question of “What are your
suggestions about assessment-evaluation for prospective preschool teachers who are students

yet?” are presented in Table 6.

Table 6. Frequency analysis of preschool teachers’ answers to the question of “What are your
suggestions about assessment-evaluation for prospective preschool teachers who are students yet?”

High GPA Low GPA Total

Concepts

n n n
They shouldn’t see it as just a course 1 2 3
They should benefit from different resources 1 1 2
They should do practice - 2 2
They should make multi-directional assessment 1 - 1
They should have accumulated knowledge 1 - 1
They should learn courses at class - 1 1

According to Table 6, it was found that preschool teachers offered 5 different suggestions for
prospective preschool teachers about assessment-evaluation. When the repetition frequency of
these concepts were examined, it was found that preschool teachers mostly give suggestions
about “They shouldn’t see it as just a course” (n=3), “they should benefit from different
resources” (n=2) and “they should do practice”. Some of the responses of preschool teachers in

the study to this question are as follows

P2 (Female): They shouldn’t see assessment-evaluation as just a course. Assessment-
evaluation is as important as activity plans in preschool. This is because it is very important to
see what you teach or couldn’t teach as well as you teach something. I suggest them to cumulate
knowledge regarding assessment-evaluation as they do for objectives and indicators by

collecting plans.

P13 (Female): I think assessment-evaluation course should be given with practice instead of

just on paper. There should be more practicum, observation and practice.
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CONCLUSION and DISCUSSION

In this study, the views of a small group of pre-service teachers on practice process of child
assessment and their levels of knowledge and skills related to child assessment both during their
undergraduate education and after they become teachers were examined. Results have shown
that pre-service teachers with high GPAs produce more concepts related to assessment-
evaluation and state more techniques when compared to pre-service teachers with low GPAs.
In addition, it was also determined that pre-service teachers with high GPAs have higher levels
of knowledge about assessment-evaluation when compared to pre-service teachers with low
GPAS. Researches in the literature show that there is a positive relationship between academic
success and learning of students (Bernardo, 2003; Boatman, Courtney, & Lee, 2008; Ekinci,
2009; Lynch, 2006; Okur, & Bahar, 2010; Woolhouse, & Blaire, 2003). It was also seen in this
study that pre-service teachers who have high academic achievement have more knowledge and

skills related to assessment-evaluation.

According to the results obtained from questions of knowledge and skills regarding future, it
was found that pre-service teachers who have high academic achievement find themselves more
competent. However, when other questions of knowledge and skills regarding future were
examined, it was seen that there was no difference at the answers of pre-service teachers
according to their academic achievement. It was determined that pre-service teachers with high
GPA generally state that they have more competencies related to knowledge and skills on
assessment-evaluation when compared to pre-service teachers with low GPAs. In a study by
Yaman and Karamustafaoglu (2011), it was established that pre-service teachers’ levels of
perception of competence related to assessment and evaluation are above the average; however

they view themselves as incompetent at assessment-evaluation.

Because the number of pre-service teachers who started to profession among the participants is
very limited, obtained data was not able to be described adequately according to their GPAs
when graduated. When the answers given to the questions for teachers were examined, even
though one teacher gave the answer of “partially”, it is a pleasing result that all other teachers

are satisfied with being teacher.

It was seen that teachers use mostly “observation” technique regarding assessment-evaluation;
however they delay the recording part that this technique requires. According to results of a
study by Gelbal and Kelecioglu (2007), teachers view themselves as competent and use

assessment and evaluation methods more frequently. Researches put forward that the reason of
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frequent use of observation technique is because teachers feel more competent at it, however

the inability to record observations is seen as a serious drawback.

It was found that teachers in the study do not view themselves as competent at assessment-
evaluation except two teachers who work at private schools. According to the results of many
researches in the literature as well, teachers state that their knowledge about assessment-
evaluation is insufficient (Goziitok, Akgiin, & Karacaoglu, 2005; Ozsevge¢ 2007; Senel 2008).
For this reason, teachers gave prospective teachers some suggestions that they should learn this
subject thoroughly “without regarding it as just a course” at their undergraduate education and
they should look for opportunities to practice it. In a study by Erktin and Ural (2014), it was
determined that newly-graduated teachers cannot use education and practice opportunities well
at their undergraduate education but they need them when they become teachers. Data
collection from both teachers and prospective teachers is expected to provide more reliable

results to increase the efficiency and quality of education.

The qualification of teachers should be evaluated separately for each subject at the departments
of education. When looking at this study’s findings, it is recommended that the evaluation
should be made both during undergraduate education and after becoming teachers. In this study,
it was understood that pre-service teachers have different views on “assessment-evaluation”
when they are students and after they become teachers. At undergraduate education, knowledge
and skill acquisition should be supported with practices to become competent and sufficient
teacher. Effective role models can be created by transferring the views of teachers to
prospective teachers. The researchers suggest meeting with teacher candidates and teachers in

order to allow teachers to share their practical experiences.

In this study, it was reached to a limited number of pre-service teachers and teachers. In addition
to qualitative researches conducted with small groups, conducting more comprehensive

researches with prospective teachers and teachers by using different methods will contribute to

the field.
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Okul 6ncesi donem ¢ocugu olan ebeveynlerin ebeveynlik
tutumlarinin incelenmesi

Investigation of parenting attitudes of parents whose children are at
preschool age

Erhan Alabay'

Oz: Bu aragtirmanin amaci, 48-72 aylik ¢ocugu olan anne ve babalarin, cocuklarim yetistirirken gosterdikleri ebeveyn
tutumlarinin farkli degigskenlere dayali olarak incelenmesidir. Arastirmada nicel arastirma desenlerinden betimsel tarama
modeli uygulanmistir. Veri toplama araci olarak Demir ve Sendil (2008) tarafindan gelistirilen toplam 46 maddeden olusan
ve ebeveynlerin ¢ocuk yetistirmedeki demokratik, otoriter, asir1 koruyucu ve izin verici tutumlarini belirleyen “Ebeveyn
Tutum Olgegi (ETO)” kullanilmistir. Arastirmanin drneklemini Istanbul ili Pendik ilcesinde tesadiifi 6rnekleme yontemine
uygun olarak belirlenmis toplam 422 ebeveyn olusturmaktadir. Arastirma kapsaminda ebeveynlerin cinsiyeti, 6grenim
durumu, ortalama geliri, aile yapisi, ¢ocuk sayisi, ¢ocuk gelisimi ile ilgili seminere katilma durumu, ¢ocugu ile gegirilen
zaman ve ¢ocugun cinsiyeti bagimsiz degisken olarak belirlenmis ve bagimli degisken olan ebeveyn tutum puanlar arasinda
anlamli bir farklilagmanin olup olmadigi incelenmistir. Veri analizleri sonucunda, ¢alismayan ebeveynlerin, ¢alisan
ebeveynlere oranla daha koruyucu bir tutum iginde oldugu, ebeveynlerin ¢ocuk gelisimi ile ilgili seminere katilma
durumlarinin otoriter ve asirt koruyucu tutum puan ortalamalarini diisiirdiigii ve ebeveynlerin kiz ¢ocuklarina oranla erkek
cocuklarina daha otoriter bir tutum sergiledigi sonucuna ulagilmigtir. Ayn1 zamanda arasgtirma bulgular1 dogrultusunda,
ebeveynlerin yas, 6grenim durumu, gelir diizeyi ve ¢ocuk sayisi bagimsiz degiskeni ile ebeveyn tutum dlgegi alt boyut
puanlari arasinda da anlamli bir farklilasmaya rastlanmigtir.

Anahtar Kelimeler: Ebeveyn, ebeveynlik tutumlari, okul 6ncesi, ¢cocuk

Abstract: The purpose of this study is to examine parental attitudes of parents with children between 48-72 months old,
depending upon different variables while they are raising their children. Out of quantitative research patterns, descriptive
survey model was used in the research. As data collecting tool, Parental Attitude Scale (PAS), developed by Demir and
Sendil (2008) and which consists of 46 items in total and determines democratic, authoritative, overprotective, and
permissive attitudes of parents in raising children was used. The sample of the research was composed of 422 parents who
were selected in accordance with random sampling method and residing in Istanbul Province, Pendik District. Within context
of the research, gender of parents, educational background, average income, family structure, number of children, whether
or not they joined a seminar on pediatric development, the amount of time they spend with their child and the gender of the
child were determined as independent variables and it was examined, based on these independent variables, whether there
is a significant difference in parental attitude points which are dependent variables. In the analysis of data obtained from the
research, it was concluded that non-employed parents are relatively more protective than employed parents, the fact that
parents joined a seminar on pediatric development decreased the authoritative and overprotective attitude average points
and parents adopted a more authoritative manner towards boys compared to girls. Also, in line with research findings, a
significant difference was detected on parental attitude scale sub-dimension points depending on the independent variables
of parents’ ages, educational background, income level and number of children.

Keywords: Parent, parental attitudes, preschool, child
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SUMMARY
Introduction

The main purpose of this study is to examine parental attitudes of parents with children between 48-72
months old, depending upon different variables while they are raising their children. Accordingly, the

main problem question of the research is as noted below.

‘Do parental attitudes of parents who have children between 48-72 differ depending upon their some

variables?
In line with main problem question, answers are sought for those sub-problems in the research:

a. What are the frequency-analysis percentages for the parental attitudes of parents who joined the

research?

b. Is there a significant difference in parental attitudes of parents who joined the research
depending upon the independent variables of their gender, employment status, family structure,

seminar attendance and their child’s gender?

c. Is there a significant difference in parental attitudes of parents who joined the research
depending upon the independent variables of their age, education, income level, number of

children and the time spent with children?
Method

This study is a quantitative research and findings were obtained through survey model. Out of general
survey models, the research was carried out using descriptive survey model. By using random sampling
method within Istanbul province, Pendik district, the research, in accordance with its aim, covered 422
parents with 48-72-month-old children. Within the context of the research, demographic information
form developed by the researcher and ‘Parental Attitude Scale’ developed by Karabulut Demir and
Sendil (2008) were used. Demographic information form was developed by the researcher and consisted
of 10 questions with the aim of determining parents’ demographic information. In this form, it was
aimed to determine parents’ ages, educational backgrounds, income and employment status, family
structure, number of children and their gender, dealing time with children and whether the parents
attended a seminar related to pediatric development. Parental Attitude Scale was developed by Karabulut
Demir and Sendil (2008) with the aim of determining parents’ attitude towards children between 2 and
6 ages. The scale, appropriate to be conducted for parents who have children between 2 and 6, was
composed of 4 sub-dimensions including democratic (17 items), authoritative (11 items), overprotective

(9 items), permissive (9 items) and 46 items in total.
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Results

Majority of the 422 parents (%83,9) joining the research showed an approach of democratic attitude
towards their children. It was concluded that, among the rest of the parents, %9 of them were
overprotective, %6,2 were permissive and %9 had an authoritative attitude towards their children. It was
detected that employed parents, at a significant rate, showed a more overprotective attitude to their
children in comparison to the non-employed. It was also noted that parents who attended a pediatric
seminar showed a more authoritative and overprotective attitude to their children in comparison to the
parents who didn’t. Parents who have a son turned out to behave more authoritatively in comparison to
the parents who have a daughter. As part of the research, it was found that parents between the ages of
26-30/31-35 and 36-40 displayed a more democratic attitude in comparison to those between 20 and 25.
Besides, parents who have an only child showed a less authoritative attitude towards their children in
comparison to those who have three or more children. Additionally, it was found in the research that
there is a significant difference in overprotective attitude average points depending upon the educational
status of the parents. It was concluded that postgraduate parents exhibited a less overprotective manner
to their children compared to the parents who are primary school graduate and parents who have
associate degree. Moreover, depending upon the income level of the family, a significant difference was
seen on overprotective attitudes. Parents who have an income level between 0-1000 tl were seen to
behave more over-protectively towards their children compared to those who have an income level of
3000tl and more. As a last point, it was concluded that parents who have two children acted in a less
permissive way to their children in comparison to those who have three or more children. Following
recommendations can be suggested in accordance with the findings of the research carried out to
examine parental attitudes of parents with preschool children, depending upon different variables while

they are raising their children.

e Within the context of collective projects, universities, non-governmental organizations and,

municipal corporations can organize free seminars, courses and workshops for parents.

e Bulletins regarding parental attitudes can be prepared periodically and distributed in the areas

with low socio-economic level.

e Assembling regular meetings, teachers can express appropriate parental attitudes for the parents

whose children attend preschool.

e Public service announcements concerning parental attitudes can be prepared and broadcasted
on T.V, today’s most influential communication means, through national or international

channels.

So as to reduce the negative effects of undesirable attitudes and to raise the child in a democratic way,
not only should parents be trained, but everyone else within the social environment of the child should

be educated, as well.
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GIRIS
Cocuk diinyaya geldigi andan itibaren, ebeveynleri tarafindan sevgiye, ilgiye ve ihtiyaglarinin
karsilanmasina ihtiya¢ duyar. Bu gereksinimler dogrultusunda ebeveynler kendi yetistirilme
tarzi, sosyal ¢cevreden gozlemleri ve 6grenim siiresince 6grendigi bilgileri kullanarak ¢cocugunu
yetistirir. Bunun haricinde bir¢cok degisken ailenin ¢ocugu yetistirme tarzimi etkilemektedir
(Demiriz ve Ogretir, 2007; Demirutku, 2007). Ornegin ailenin iginde yasadig1 toplumun kiiltiir
yapisi, anne-baba arasindaki iliski, sosyoekonomik yapisi, 6grenim durumlari, anne babanin
meslegi, cocugun yasi ve hatta cocugun cinsiyetine gore degisiklik gosterebilmektedir (Ozerk,
2006; Savran ve Kusin, 1997; Sahin ve Ozyiirek, 2008). Bu nedenle ¢ocuk yetistirme stilleri
ebeveynler arasinda farklilagmalara neden olmaktadir. Fakat anne ve babalarin ¢ocuklarina
sergiledikleri ¢ocuk yetistirme stilleri ¢ocugun ileride gosterecegi davranisi etkileyecegi
kanitlanmis ve ebeveynlerin ¢ocuk yetistirme tutum ve davranislarinin hayati bir 6nemi oldugu
anlagilmistir (Sanli, 2007). Bronfenbrenner’in Ekolojik Sistemler Kurami’nin ilk halkasi olan
Mikrosistem dogrultusunda da ¢ocugun annesinin-babasinin veya diger aile bireylerinin ¢cocuga
saglikli biligsel gelisimi destekleyici davranislar ve sosyal ve duygusal destek ve cabalar
gostermesi, ¢ocugunda olumlu biligsel, sosyal ve duygusal davranislar sergilemesiyle paralel
oldugu belirtilmektedir (Baydar, Kiintay, Goksen, Yagmurlu ve Cemalcilar, 2010). Bu
cergevede gocugun ileriki donemlerinde olumlu davraniglar sergilemesi, olumlu benlik saygisi
kazanmasi, gelecege yonelik amag belirlemesi ve bu amaglar dogrultusunda kararlar vermesi,
problem ¢dzme becerisini kullanmast ve uyum ve isbirligi yeteneklerini kazanmasi ve
kullanmas1 gibi bir¢ok yasamsal dnemi olan yetenek ve becerileri, ailenin ¢ocuk yetigtirme

stilleri ve tutumlari ile yakindan ilgilidir (Uyanik Balat, 2007; Ari, Bayhan ve Artan, 1997) .

Alan yazin incelendiginde ebeveynlerin ¢ocuk yetistirirken davraniglarina yansittigi birgcok
farkli tutum tiirline rastlanmaktadir. Fakat genel olarak, ebeveynlerin ¢ocuklarina 4 farkli tutum
cercevesinde davrandig goriilmektedir. Bu tutumlar, demokratik tutum, otoriter tutum, asiri

koruyucu tutum, izin verici tutumdur (Ozben ve Argun, 2002).

Demokratik tutum, esit ve paylasimci davraniglarin hakim oldugu tutumdur. Anne babanin
cocuga sevgi ve bagimsizlik temellerinde yaklagim sergiledikleri demokratik tutum igerisinde,
cocuk evin bir bireyi olarak goriilmekte ve hane i¢inde ¢cocuga da s6z hakki verilmektedir.
Cocugun yasi ne olursa olsun onunda bir birey oldugu gercegi bu tutum igerisinde
vazgecilmezdir. Bu sayede demokratik tutum igerisinde biiyiliyen ¢ocuk cesaretle diistincelerini
anlatir ve bagimsiz bir kisilik gelistirir (inan Kiziltepe, Uyanik, Ozsiier ve Can Yasar, 2013).
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Otoriter tutum da ise ebeveynler ¢cocuklarin diisiincelerini sdylemesine ve tartisilmasina izin
verilmeden ¢ok siki bir sekilde kural ve emirlerin hakim oldugu tutumdur. Bu tutumu sergileyen
anne babalar c¢ocuklarindan kusursuz davranislar sergilemesini beklemekte ve bu
milkemmeliyet duygusu igerisinde beklendik davranis sergileyemeyen c¢ocuk
cezalandirilmaktadir. Ayni zamanda otoriter tutum kapsaminda ebeveynler ¢ocuklarinin mutlak
itaate uymasi, istek ve emirlere tartismasiz olarak yerine getirmesi istenir. Candan, samimi
davraniglarin olmadig1 otoriter tutumda c¢ocugun, kisilik ve yeteneklerini gelistirme
olanaklarinin azaldigi, benliginin zedelendigi ve gliven duygusunu yitirip kaygi diizeyinin
arttig1 belirlenmistir (Ulusoy, Demir ve Baran, 2005). Cenk-Sar1 ve Demir (2015) tarafindan
ebeveynlerin ¢ocuklarina karsi tutumlar1 ile akademik basari arasindaki iliskiyi ortaya
cikartmaya calistiklar1 arastirmasinda demokratik tutum sergileyen ebeveynlerin ¢ocuklarinin
otoriter tutum sergileyen ebeveynlerin ¢ocuklarina gore iist bir iyimserlik diizeyine sahip

oldugu ve iyimserlik diizeyinin artmasinin akademik basariy1 arttirdigi sonucuna ulasilmistir.

Bazi toplumlarda iyi ¢ocuk yetistirme tutumu olarak algilanan ve bu tutumdan dolay:
ebeveynlerin dviindiigii asirt koruyucu tutumda, ebeveynler kollayici ve miidahaleci davranislar
sergilerler. Cocugun o yasta bagimsiz olarak gerceklestirmesi gereken birgok beceri ve yetenek
ebeveynler tarafindan yapilip, cocuga firsatlar taninmamaktadir. Bu tutumla yetistirilen
cocuklarda anne-babaya asir1 bagimlilik, giivensizlik, hayal kiriklig1 ve istenmedik davranislar,
duygu kontrollerinde noksanlik, karar vermekte giicliik cekme durumu ve yetersiz sorumluluk

duygusu gozlemlenmektedir (Y1lmaz, 2001).

Izin verici tutumda ise, ebeveynler asir1 kabul edici bir yaklasimda ¢ocugunu
yetistirmektedirler. Bu nedenle bu tutumu benimseyen ebeveynlerin cocuk iizerindeki
kontrolleri diisiiktiir. Asir1 derecede Ozgiirliik veren izin verici tutuma sahip ebeveynler,
cocuklarinin tiim olaylarda kararlarinin kendilerinin vermesinde sinir getirmezler. Bu tutum
bazen ihmale varan hosgoriiye neden olmaktadir. Bu asamada c¢ocuk ailedeki insiyatif sahibi
tek birey halini alir ve aile bireyleri cocugun istek ve arzular1 dogrultusunda kayitsiz ve sartsiz
kabul eden bir role girerler. Bu dogrultuda yetistirilen ¢ocuklarin ileriki yaslarinda sosyal
becerilerinde ve sosyal uyumlarinda problemler yasadigi, egitim 6gretim yasantisinda karsisina
gelen kurallarda hayal kirikligina ugradig, kendi diirtiilerini kontrol edemedigi ve bagimli bir

birey oldugu goriilmektedir (Aksaray, 1992; Aksoy, Kili¢ ve Kahraman, 2009).

Bu aragtirmanin temel amaci, 48-72 aylik ¢ocugu olan anne ve babalarin, ¢ocuklarini
yetistirirken gosterdikleri ebeveynlik tutumlarmin farkli bagimsiz degiskenlere dayali olarak
incelenmesidir. Bu dogrultusunda arastirmanin ana problem ciimlesi su sekildedir:
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“48-72 ay arasinda c¢ocuga sahip olan ebeveynlerin bazi degiskenlerine gore ebeveynlik

tutumlar farklilasmakta midir?”
Ana problem ciimlesi dogrultusundaki su alt problemlere arastirmada cevaplar aranmuistir:

e Arastirmaya katilan ebeveynlerin ebeveynlik tutumlari arasindaki yilizde frekans

analizleri nasildir?

e Arastirmaya katilan ebeveynlerin cinsiyet, ¢calisma durumu, aile yapisi, seminer alma
durumu ve sahip olduklar1 ¢ocuk cinsiyeti bagimsiz degiskenleri ile ebeveyn tutumlari

arasinda anlamli bir farklilasma var midir?

e Arastirmaya katilan ebeveynlerin yas, 6grenim durumu, gelir diizeyi, cocuk sayisi ve
cocukla gecirilen saat bagimsiz degiskenleri ile ebeveyn tutumlar1 arasinda anlamli bir

farklilagma var midir?
YONTEM
Arastirmanin Modeli

Bu caligsma nicel bir arastirma olup, tarama modeli kullanilarak bulgulara ulagilmistir. Tarama
modeli, var olan bir durumu var oldugu sekliyle betimlemeyi amaglayan aragtirma yaklagimidir
(Karasar, 2009). Arastirma, genel tarama modellerinden, betimsel tarama modeli ile

hazirlanmustir.
Orneklem

Arastirmanin ¢alisma grubunu, Istanbul ili Pendik ilgesinde 48-72 aylik ¢ocugu olan toplam
422 ebeveyn caligma kapsamina alinmistir. Katilimeilar secilirken kolay ulasilirhik ve

gontlliliik esas alinmustir. Katilimeilar ile ilgili demografik bilgiler Tablo 1°de verilmistir.

Tablo 1. Katilimcilarin Demografik Bilgileri

Demografik Bilgiler n %
Kadin 303 71,8
Cinsiyet Erkek 119 28,2
Toplam 422 100
20-25 yas 26 6,2
26-30 yas 108 25,6
31-35 yas 123 29,1
Yas 36-40 yas 102 242
41 yas ve lstii 63 14,9
Toplam 422 100
Ilkokul 42 10,0
Ortaokul 29 6,9
Ogrenim Durumu Lise 124 294
Onlisans 45 10,6
Universite 165 39,1
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Lisanstuistii 17 4,0

Toplam 422 100

0-1000 tl 32 7,6

1001-2000 tl 103 244

Gelir Durumu 2001-3000tl 215 50,9
3001 tl ve tstii 72 17,1

Toplam 422 100

Calistyor 275 65,2

Calisma Durumu Calismiyor 147 34,8
Toplam 422 100

Cekirdek Aile 370 87,7

Hane Yapisi Genis Aile 52 12,3
Toplam 422 100

1 175 41,5

2 195 46,2

Cocuk Sayist 3 ve iizeri 52 12,3
Toplam 422 100

Kiz 197 46,7

Cocuk Cinsiyeti Erkek 225 53,3
Toplam 422 100

1-2 saat 45 10,6

3-4 saat 119 28,2

5-6 saat 118 28,0

Cocukla Ilgilenilen Ortalama Zaman 7-8 saat 69 16,4
9-10 saat 33 7,8

11 saat ve iistii 38 9,0

Toplam 422 100

Katildim 124 29,4

Cocuk Gelisimi ile ilgili Seminere Katihm Durumu Katilmadim 298 70,6
Toplam 422 100

Tablo 1 incelendiginde, arastirma kapsamina alinan ebeveynlerin %71,8’ini anneler ve
%28,2’sini ise babalar olusturmaktadir. Bu bilgilere ek olarak katilimcilarin %29,1’inin 31-35
yas arasinda oldugu, %39,1’inin {iniversite mezunu oldugu, %50,9’unun 2001-3000 tl aylik
gelire sahip oldugu, %65,2’sinin bir iste ¢alistigi, %87,7’sinin ¢ekirdek bir aile yapisina sahip
oldugu, %46,2’sinin toplam 2 ¢ocuk sahibi oldugu, %53,3’iiniin erkek cocuguna sahip oldugu,
%28,2’sinin ¢ocuguyla 3-4 saat ilgilenebildigi ve %70,6’smin ¢ocuk gelisimi ile ilgili bir

seminere katilmadig: tespit edilmistir.
Veri Toplama Araclar

Aragtirma kapsaminda arastirmaci tarafindan gelistirilen demografik bilgi formu ve Karabulut

Demir ve Sendil (2008) tarafindan gelistirilmis “Ebeveyn Tutum Olgegi” kullanilmustir.
Demografik Bilgi Formu

Demografik bilgi formu arastirmaci tarafindan gelistirilmis olup, ebeveynlerin demografik
bilgilerini belirlemek amaciyla hazirlanmis toplam 10 sorudan olusmaktadir. Bu formda

ebeveynlerin cinsiyet, yas, 6grenim durumu, gelir durumu, ¢aligma durumu, hane yapisi, ¢ocuk
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sayis1, ¢cocuk cinsiyeti, ¢cocukla ilgilenilen siire ve ¢cocuk gelisimi ile ilgili bir seminere katilma

durumu tespit edilmeye calisilmistir.
Ebeveyn Tutum Olgegi

Bu olgek, Karabulut Demir ve Sendil (2008) tarafindan gelistirilmis olup, 2-6 yas arasinda
cocugu olan ebeveynlerin ebeveynlik tutumlarini belirlemek igin kullanmilmaktadir. Olgek,
ebeveynlerin demokratik tutumlarini (17 madde), otoriter tutumlarini (11 madde), asir
koruyucu tutumlarini (9 madde) ve izin verici tutumlarini (9 madde) belirleyen dort alt boyuttan
ve toplam 46 maddeden olusmaktadir. Ebeveyn Tutum Olgegi, besli likert tipinde hazirlanmus
olup, her bir maddenin karsisinda siklik ifadelerine yer verilmistir. Bu siklik maddeleri “her
zaman boyledir”, “cogunlukla boyledir”, “bezen boyledir”, “nadiren boyledir” ve “hicbir zaman
boyle degildir’ seklindedir. Puanlamalar ise 1 ile 5 arasinda verilmektedir. Ebeveynlerin
Olcekteki her alt boyuttan aldiklar1 puanlar toplanarak, en yiiksek aldiklar1 alt boyut

hesaplanmaktadir. Ebeveyn hangi alt boyuttan en yiiksek puani almis ise, o alt boyuttaki

ebeveyn tutumuna sahip oldugu sonucuna ulasilir.

Yapilan bu arastirmada “Ebeveyn Tutum Olgegi” giivenirlik analizi tekrardan yapilmis olup,
cronbach alfa degerleri demokratik alt boyutta ,89, otoriter alt boyutta ,92, asir1 koruyucu alt

boyutta ,88 ve izin verici alt boyutta ise ,83 olarak bulunmustur.
Veri Toplama Siireci

Arastirma 2015-2016 egitim 6gretim yili bahar yariyilinda gergeklestirilmistir. Arastirma igin
oncelikle Karabulut Demir ve Sendil (2008) tarafindan gelistirilmis Ebeveyn Tutum Olgegi i¢in
yazili izinler alinmistir. Ardindan Pendik Ilge Milli Egitim Miidiirliigiinden ¢alisma igin izin
yazilar1 yazilip, ilge kapsamindaki bagimsiz anaokullar1 ve anasiniflari i¢in gerekli izinler
alimmistir. Pendik ilgesinde kolay ulasilabilirlik ilkesine uygun olarak 2 bagimsiz anaokulu ve
8 ilkogretim okulu secilmis ve okul idarisi ile goriisiilmiistiir. Calismanin amaci okulun
yoneticilerine, 6gretmenlerine ve ailelerine sdzel olarak anlatilmis olup, gerekli sézel izinler
alimmigtir. Arastirmada kullanilacak dlgek ¢ogaltilarak, ¢cocuklarin ebeveynlerine verilmistir.
Calismanin baslangicinda 500 ebeveyne 6lgek verilmistir. Aragtirmaciya toplam 445 adet 6l¢ek
ulagtirilmistir. Ebeveynlerden gelen oOlcekler incelendiginde eksik doldurulan 23 6lgek
arastirma kapsaminin disina alinmistir. Arastirmanin sonunda ebeveyn tarafindan doldurulan

toplam 422 6lcek arastirma kapsaminda degerlendirilmistir.
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Verilerin Analizi

Olgekten toplanan veriler SPSS 21.0 programina girilmistir. Oncelikle arastirmanin bagimsiz
degiskenleri i¢in ayr1 ayr1 homojenlik ve normallik testleri yapilmis olup, verilerin her bagimsiz
degisken icin homojen ve normallik kosullarmmi sagladigi tespit edilmistir. Bu kosullar
dogrultusunda arastirmada parametrik testlerden yararlanilmistir. Veri analizi ¢ergevesinde

yiizde, frekans, bagimsiz t-testi ve tek yonlii varyans analizleri kullanilmigtir.
BULGULAR

48-72 aylik ¢cocugu olan anne ve babalarin, ¢cocuklarinm yetistirirken gosterdikleri ebeveynlik
tutumlarinin farkli bagimsiz degiskenlere dayali olarak incelenmesi amaciyla yapilan aragtirma

bulgular alt problemler dogrultusunda sirayla verilmistir.

Arastirmaya Katilan Ebeveynlerin Ebeveynlik Tutumlar1 Arasindaki Yiizde Frekans

Analizleri Nasildir?

Uygulanan Ebeveyn Tutum Olgegi verileri dogrultusunda arastirmaya katilan ebeveynlerin
hangi tutumu daha yiiksek oranda ¢ocugu i¢in benimsedikleri belirlenmis ve bulgular Tablo

2’de verilmistir.

Tablo 2. Arastirmaya katilan anne ve babalarin ebeveyn tutumlart

Tutumlar n %
Demokratik Tutum 354 83,9
Otoriter Tutum 4 0,9
Asir1 Koruyucu Tutum 38 9,0
[zin Verici Tutum 26 6,2
Toplam 422 100

Tablo 2 incelendiginde, arastirmaya katilan ebeveynlerin %83,9’unun demokratik, %9’unun
asir1 koruyucu, %6,2’sinin izin verici ve %0,9’unun otoriter tutum puan ortalamalarinin diger
tutum puan ortalamalarindan yiiksek oldugu belirlenmistir. Bu dogrultuda arastirma
kapsamindaki anne babalarin yiiksek oranda ¢ocuklarina demokratik tutum dogrultusunda

tutum sergiledigi tespit edilmistir.

Arastirmaya Katilan Ebeveynlerin Cinsiyet, Calisma Durumu, Aile Yapisi, Seminer Alma
Durumu ve Sahip Olduklari Cocuk Cinsiyeti Bagimsiz Degiskenleri ile Ebeveyn

Tutumlar1 Arasinda Anlamh Bir Farkhlasma Var midir?

Anne ve babalarin Ebeveyn Tutum Olgeginden almis olduklar1 puanlar ile ebeveynlerin
cinsiyet, ¢aligma durumu, aile yapisi, seminer alma durumu ve sahip olduklari ¢ocuk cinsiyeti

bagimsiz degiskenleri arasinda anlamli bir farklilagmanin olup olmadigimi tespit etmek
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amaciyla bagimsiz t-testi uygulanmistir. Uygulanan bagimsiz t-testi sonuglar1 tablo 3’te

verilmistir.

Tablo 3. Ebeveynlerin cinsiyet, ¢alisma durumu, aile yapisi, seminer alma durumu ve ¢ocuklarimin
cinsiyeti bagimsiz degiskenleri ile ebeveyn tutumlar: arasindaki bagimsiz t-testi sonuglari

Tutumlar Ebeveyn Tiirii n X ss t P
Demokratik §§§§ “;’(1)3 ;:ggé g;‘; 1,040 299
e o —
Asir1 Koruyucu g:g: i(l)g g:;(l)z :32,17 1,817 ,071
izin Verici g:g: ? (1)3 g:gzg ﬁg? 1,476 141
Calisma Durumu n X ss t P
Demokratik giizgi’;or TE ;:ggg i? ; 1,537,125
Ororier Caligmyor R R
Astrt Koruyucu gzﬁzgi’;or ﬂg gg%g zjgg 3,036 ,003*
in Verici Caligmyor LT T R B
Aile Yapisi n X S t p
Demokaatic GGG ke e 10 2
Ororiter Gemy e S oo s 1209 203
T 1 B
in Verici Gemyale s om0 a9
Seminere Katilim n X ss t P
Demoksak il aox  aeos w2
Otorier Kamadm 298 s oy 00
AsmKonyues i e aay w0 oo
in Verc Kamadm 298 05 aoe W07
Cocugun Cinsiyeti n X S t p
Demokratik s o gggg ;gg 266 791
Otoriter grliek gz 3:‘5‘22 :jgg 3,357 ,001%
Asir1 Koruyucu grllzek ;gg g:;}‘g :332 1,537 ,125
izin Verici S e g:ggz :jgf 1167 244

*p<.05
Tablo 3 incelendiginde, tutum puan ortalamalari ile ebeveynin cinsiyet ve aile yapis1 bagimsiz
degiskenleri arasinda anlamli bir farklilagsmanin olmadigi sonucuna ulasilmistir. Bunun yani

sira, ebeveynin ¢aligma durumu bagimsiz degiskeni ile agir1 koruyucu tutum puanlari arasinda
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anlaml bir farklilagma tespit edilmistir. Farklilasma calisan ebeveynlerin lehinedir. Bir bagka
ifadeyle, caligmayan ebeveynler, calisan ebeveynlere gore anlamli oranda ¢ocuguna karsi daha
asirt koruyucu bir tutum sergiledigi goriilmiistiir. Ebeveynlerin seminere katilma durumu
bagimsiz degiskeni ile otoriter ve asir1 koruyucu tutum puan ortalamalar1 arasinda anlamli bir
farklilagmaya rastlanmaktadir. Seminere katilmayan ebeveynlerin otoriter ve asiri koruyucu
tutum puan ortalamalari, seminere katilan ebeveynlerin puan ortalamalarina oranla daha yiiksek
oldugu goriilmektedir. Bir diger deyisle, seminere katilmayan ebeveynler, seminere katilan
ebeveynlere oranla ¢ocuguna daha ¢ok otoriter ve asir1 koruyucu tutum ic¢inde oldugu bir
davranig sergiledigi sonucuna ulasilmigtir. Son olarak ebeveynlerin sahip olduklar1 ¢ocuk
cinsiyeti bagimsiz degiskeni ile otoriter tutum puan ortalamalari arasinda anlamli bir
farklilasma oldugu belirlenmistir. Erkek ¢ocuga sahip ebeveynlerin, kiz cocuga sahip olan

ebeveynlere oranla daha otoriter bir tutum i¢inde oldugu sonucuna ulasilmistir.

Arastirmaya Katilan Ebeveynlerin Yas, Ogrenim Durumu, Gelir Diizeyi, Cocuk Sayisi ve
Cocukla Gegcirilen Saat Bagimsiz Degiskenleri ile Ebeveyn Tutumlar1 Arasinda Anlamh

Bir Farkhilasma Var midir?

Ucgiincii alt problem cercevesinde arastirmaya katilan ebeveynlerin yas, 6grenim durumu, gelir
diizeyi, ¢cocuk sayisi ve ¢ocukla gecirilen saat bagimsiz degiskenleri ile ebeveyn tutum 6lgegi
kapsamindaki demokratik, otoriter, asir1 koruyucu ve izin verici tutum alt boyutlar1 ayr1 ayr
incelenmis olup, verilerin analizinde tek yonlii varyans analizi (ANOVA) kullanilmistir.

ANOVA sonuglar1 Tablo 4-5-6-7"de verilmistir.

Tablo 4. Ebeveynlerin yas, ogrenim, gelir, ¢ocuk sayisi ve ¢ocukla gegirilen zaman degiskeni ile
demokratik tutum puan ortalamalart arasinda yapilan tek yonlii varyans analizi sonuglart

Varyans Kareler sd Kareler F p
Kaynag Toplam Ortalamasi
Gruplararasi 1,789 4 447
§ Gruplarigi 58,894 417 ,141 3,167 ,014*
Toplam 60,684 421
s E Gruplararasi 1,454 5 ,291
2 g Gruplarigi 59,229 416,142 2,043 072
=] Toplam 60,684 421
E - Gruplararasi ,079 3 ,026
=~ g Gruplarigi 60,605 418 ,145 ,182 ,909
5 Toplam 60,684 421
o < = Gruplararasi 177 2 ,089
E § = Gruplarigi 60,506 419 ,144 ,614 ,542
a o Toplam 60,684 421
ﬁ é . Gruplararas 1,092 5 218
§ au% Gruplarigi 59,592 416 ,143 1,525 ,181
o8 Toplam 60,684 421
* p<.05
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Tablo 4’e gore, ebeveynlerin demokratik tutum puan ortalamalari ile yas bagimsiz degiskeni
arasinda anlaml bir farklilagsmanin oldugu tespit edilmistir [F4-417)=3,167; p<0.05]. Yapilan
Tukey testi sonucunda, bu farklilasmanin 20-25 yas ebeveynler ile 26-30/31-35 ve 36-40 yas
ebeveynler arasinda oldugu sonucuna ulasilmistir. Bir bagka anlatimla, 26-30/31-35 ve 36-40
yas ebeveynlerinin, 20-25 yas ebeveynlerine gore cocuk yetistirirken demokratik tutumu daha
cok benimsedigi goriilmektedir. Demokratik tutum puan ortalamalar1 ile karsilastirilan
Ogrenim, gelir, cocuk sayis1 ve cocukla gegirilen saat gibi diger bagimsiz degiskenlerle anlamli

bir farklilasmanin olmadig1 sonucuna ulasilmistir.

Tablo 5. Ebeveynlerin yas, ogrenim, gelir, cocuk sayisi ve ¢ocukla gegirilen zaman degiskeni ile otoriter
tutum puan ortalamalart arasinda yapilan tek yonlii varyans analizi sonuglari

Varyans Kareler sd Kareler
Kaynagi Toplami Ortalamasi P
Gruplararasi 1,106 4 ,276
;? Gruplarici 93,074 417 223 1,238,294
Toplam 94,179 421
E Gruplararasi ,930 5 ,186
= § Gruplarigi 93,249 416 ,224 ,830 ,529
E :ga Toplam 94,179 421
E . Gruplararasi 1,366 3 ,455
= 5‘» Gruplarici 92,813 418 222 2,051 106
-E Toplam 94,179 421
g 2 5 Gruplararasi 2,103 2 1,051
o gz Gruplarigi 92,077 419 ,220 4,784  ,009*
L Toplam 94,179 421
i é - Gruplararasi ,322 5 ,064
§ = § Gruplarici 93,858 416 226 285,921
o3 Toplam 94,179 421

*p<.05
Tablo 5 incelendiginde, ebeveynlerin otoriter tutum puan ortalamalari ile sahip olduklar1 ¢ocuk
sayist bagimsiz degiskeni arasinda anlamli bir farklilagmanin oldugu tespit edilmistir[F-
419)=4,784; p<0.01]. Yapilan Tukey testi sonucunda, bu farklilasmanin tek ¢ocuk sahibi olan
ebeveynler ile li¢ ve daha fazla cocuga sahip olan ebeveynler arasinda oldugu bulunmustur.
Farklilasma tek ¢ocuk sahibi olan ebeveynlerin lehinedir. Bir baska deyisle, tek ¢ocuk sahibi
olan ebeveynler, li¢ ve daha fazla cocuga sahip ebeveynlere oranla ¢ocuklarina daha az otoriter
tutum sergilemektedir. Ebeveynlerin yas, 6grenim, gelir ve ¢ocukla gecirilen saat bagimsiz
degiskeni ile otoriter tutum puan ortalamalar1 arasinda anlamli bir farklilasmaya

rastlanmamustir.
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Tablo 6. Ebeveynlerin yas, ogrenim, gelir, ¢cocuk sayisi ve ¢ocukla gegirilen zaman degiskeni ile agirt
koruyucu tutum puan ortalamalart arasinda yapilan tek yonlii varyans analizi sonuglart

Varyarls Kareler sd Kareler F p
Kaynag Toplami Ortalamasi
Gruplararasi 1,044 4 ,261
g Gruplarici 94,382 47 226 1,153 331
Toplam 95,426 421
% E Gruplararasi 4,449 5 ,890
; ):En Gruplarigi 90,976 416 ,219 4,069 ,001*
; © Toplam 95,426 421
8 = Gruplararasi 2,144 3 ,715
; 8 Gruplarigi 93,281 418 ,223 3,203 ,023*
=4 Toplam 95,426 421
a 2 = Gruplararasi ,106 2 ,053
F__:: § % Gruplarigi 95,319 419 ,227 ,234 ,792
z L Toplam 95,426 421
ﬁ é - Gruplararasi 1,964 5 ,393
§ -:—;(g Gruplarigi 93,462 416 ,225 1,748  ,122
o Toplam 95,426 421

* p<.05
Tablo 6 incelendiginde, arastirmaya katilan ebeveynlerin 6grenim [F(5-416)=4,069; p<0.05] ve
gelir durumu [F3-418)=3,203; p<0.05] bagimsiz degiskeni ile asir1 koruyucu tutum puan
ortalamalar1 arasinda anlamli bir farklilasma oldugu goriilmektedir. Ogrenim durumu degiskeni
arasindaki farklilasmanin hangi gruplar arasinda oldugunu belirlemek amaciyla yapilan Tukey
testi sonuglar1 dogrultusunda, lisansiistii mezunu ebeveynler ile ilkokul ve dnlisans mezunu
ebeveynler arasinda bir farklilasmanin oldugu tespit edilmistir. Farklilagsma lisansiistii mezunu
ebeveynler lehinedir. Bir diger anlatimla, lisansiistii mezunu ebeveynlerin, ilkokul ve dnlisans
mezunu ebeveynlere oranla daha az asir1 koruyucu tutum i¢inde ¢ocuguna davranis sergiledigi
sonucuna ulasilmistir. Gelir durumu degiskenleri arasindaki farklilagmanin hangi gruplar
arasinda oldugunu belirlemek amaciyla yapilan Tukey testi sonuglarinda ise, farklilasmanin 0-
1000 tI gelir durumuna sahip ebeveynler ile 3001 tl ve iizeri gelir durumuna sahip ebeveynler
arasinda oldugu sonucuna ulasilmigtir. Farklilagma 3001 tl ve iizeri gelir durumuna sahip
ebeveynler lehinedir. Bir diger anlatimla, 0-1000 tl gelir durumuna sahip ebeveynler, 3001 tl
ve lizeri gelir durumuna sahip ebeveynlere oranla ¢ocuklarina asir1 koruyucu tutum sergiledigi
tespit edilmistir. Ebeveynlerin yas, cocuk sayis1 ve ¢ocukla gecirilen saat bagimsiz degiskenleri
ile asir1 koruyucu tutum puan ortalamalari arasinda anlamli bir farklilagsmanin olmadigi

bulunmustur.
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Tablo 7. Ebeveynlerin yas, ogrenim, gelir, ¢cocuk sayisi ve ¢ocukla gegirilen zaman degigkeni ile izin
verici tutum puan ortalamalar: arasinda yapilan tek yonlii varyans analizi sonuglar

Varyans Kareler Kareler

Kaynag Toplanm sd Ortalamasi F P
Gruplararast 2,208 4 ,552
;«f Gruplarigi 98,077 417 235 2347 054
Toplam 100,285 421
E Gruplararas1  ,342 5 ,068
E § Gruplarigi 99,943 416 240 285 921
= & Toplam 100,285 41
: N Gruplararast 2,049 3 ,683
E F;’ Gruplarigi 98,235 418 235 2,907 055
= Toplam 100,285 421
; o = Gruplararas1 2,904 2 1,452
E 55 Gruplarigi 97,381 419 232 6,247 ,002*
o« Toplam 100,285 421
ﬁ 5 Gruplararas1  ,495 5 ,099
SR £ Gruplarigi 99,790 416 240 A13 840
S8 Toplam 100,285 21

* p<.05
Tablo 7 incelendiginde, arastirmaya katilan ebeveynlerin ¢ocuk sayis1 bagimsiz degiskeni ile
izin verici tutum puan ortalamalar1 arasinda anlamli derecede farklilasma oldugu goriilmektedir
[F(2-419=6,247; p<0.01]. Cocuk sayist degiskeni arasindaki farklilasmanin hangi yonde
oldugunu belirlemek amaciyla yapilan Tukey testi sonuglar1 dogrultusunda, iki ¢ocuk sahibi
ebeveynler ile ii¢ ve iizeri ¢ocuk sahibi ebeveynler arasinda bir farklilagmanin oldugu tespit
edilmistir. Farklilasma iki ¢ocuk sahibi ebeveynler lehinedir. Bir diger anlatimla, iki ¢cocuk
sahibi ebeveynlerin, {i¢ ve iizeri cocuga sahip ebeveynlere oranla daha az izin verici tutum
icinde oldugu sonucuna ulasilmistir. Ebeveynlerin yas, 6grenim, gelir durumu ve g¢ocukla
gecirilen saat bagimsiz degiskenleri ile izin verici tutum puan ortalamalari arasinda anlamli bir

farklilasmanin olmadig1 goriilmiistiir.
SONUC ve TARTISMA

48-72 aylik ¢ocugu olan anne ve babalarin, ¢ocuklarini yetistirirken gosterdikleri ebeveynlik
tutumlarinin farkli bagimsiz degiskenlere dayali olarak incelenmesi amaciyla yapilan ¢alisma
bulgularinin ilki, arastirmaya katilan 422 ebeveynin biiylik bir kismimin (%83,9) cocuguna
demokratik tutum i¢inde yaklasim sergiledigi yoniindedir. Geri kalan ebeveynlerin %9’unun
asirt koruyucu, %6,2’sinin izin verici ve %0,9’unun ise otoriter tutum ile ¢ocuga yaklagim
sergiledigi sonucuna ulasilmigtir. Durmusoglu Saltali ve Arslan (2012) tarafindan yapilan
calismada da Ebeveynlik Tutum Olgegi (ETO) kullanilmis olup, ebeveynlerin tutum dlgegi alt

boyutlarindan demokratik tutum puanlarindan en yiiksek ortalamay1 aldig tespit edilmistir. Bu
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bulgu arastirma ile paralellik gostermektedir. Ayn1 zamanda ebeveynlerin biiyiik cogunlugunun
demokratik tutum i¢inde olmasinin bir diger nedeni ise ¢aligmaya katilan katilimeilarin gehir
merkezinde yasamasindan kaynakli oldugu diisiiniilebilir. Inal Kiziltepe, Uyanik, Ozsiizer ve
Can Yasar’in (2013) 61-72 aylik c¢ocuklarin demokratik tutum ve davranislarinin anne
goriiglerine gore degerlendirilmesi amaciyla gerceklestirdikleri calismada da  sehir
merkezindeki okul dncesi egitim kurumlarina devam eden ¢ocuklarin ebeveynleri, merkeze
bagli kdylerde yasayan ebeveynlere oranla daha demokratik tutum ve davranis sergiledikleri
sonucuna ulagilmistir. ikinci derece de asir1 koruyucu ebeveyn tutumunun ¢ikmasi ise
geleneksel Tiirk aile yapist ile iligkili oldugu soylenebilir. Geleneksel Tiirk toplumunda
ebeveynler ¢ocuklarinin yapabilecekleri gorevleri bile iistlenmektedir. Bu tutum sonucunda
cocuklarin problem c¢6zme becerileri, karar alma becerileri ve sorumluluk becerileri

engellenmektedir (Yavuzer, 1999; Poyraz ve Ozyiirek, 2005).

Ayrica calisma bulgular1 dogrultusunda, calismayan ebeveynler, calisan ebeveynlere gore
anlamli oranda ¢ocuguna daha asir1 koruyucu bir tutum i¢inde davranis sergiledigi goriilmiistiir.
Tortumoglu (1999) calismasinda da calisan ve ¢alismayan annelerin asir1 koruyucu tutumlarini
karsilastirmis ve sonug olarak ¢aligmayan annelerin ¢ocuklariyla daha fazla zaman gegirmeleri
nedeniyle ¢ocuklarina karsi daha koruyucu bir tutum iginde yaklastig1 sonucuna ulagmislardir.
Ayyildiz (2005), Omeroglu (1996) ve Sanli (2007) ¢alismalarinda da calismayan annelerin
calisan annelere oranla daha asir1 koruyucu bir ¢ocuk yetistirme bi¢imini sergiledigi sonucuna
ulagilmistir. Ek olarak ¢cocuk gelisimi ile ilgili bir seminere katilmayan ebeveynler, seminere
katilan ebeveynlere oranla ¢ocuguna daha ¢ok otoriter ve asir1 koruyucu tutum dogrultusunda
bir davranis sergiledigi sonucuna ulagilmistir. Yilmaz Bolat (2011) tarafindan yapilan
calismada da ebeveynlerin ihtiyaclar1 dogrultusunda verilecek olan egitimin ebeveynlerin dogru
tutumlarla ¢ocuklarin1 yetistirebilecegini belirtmistir. Toplamda 50 anne ve babay1
arastirmasina dahil ettigi deneysel calismasinda, ¢cocuk yetistirme tutum ve davraniglarina
yonelik 12 haftalik bir egitim programi diizenlemistir. Program sonucunda anne babalarin son
test puanlarinin 6n test puanlarindan anlamli derecede farklilastigi sonucuna ulagilmistir. Bu
dogrultuda ebeveynlere verilen seminer veya egitimler ailelerin ¢ocuk yetistirme tutum ve
davraniglarini olumlu yonde etkilemektedir. Ayrica erkek ¢ocuguna sahip ebeveynlerin, kiz
cocuguna sahip olan ebeveynlere oranla daha ¢ok otoriter tutum g¢ercevesinde bir davranig
icinde oldugu sonucuna ulasilmistir. Von Der Lippe (1999) tarafindan yapilan ¢alismada
O0grenim diizeyi diisiik olan ebeveynlerin erkek cocuklarin daha yliksek oranda kontrol

uygulandigimi saptamis, hatta erkek cocuklarina gerektiginde fiziksel ceza uygulanmasi
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yapilabilecegine inandiklarint belirlemistir. Mizrak¢r (1994) kiz cocuklarinin ise aileleri
tarafindan koruyucu tutum sergiledigi sonucuna ulasmistir. Bu arastirmada da kiz ¢ocuklarinin,
erkek cocuklarina oranla asir1 koruyucu puan ortalamalarinin daha yiiksek oldugu fakat anlamli
bir sekilde farklilagsmadig1 saptanmustir. Ayrica Kapikiran, Ivrendi ve Adak’in (2005) yilinda
okul oOncesi c¢ocuklarinda sosyal becerileri iizerine gerceklestirdikleri durum ¢alismasi
sonucunda da ebeveynlerin ¢ocuk yetistirmede erkek ve kiz ¢ocuklarina ebeveynler tarafindan
farkli tutum sergilendigi ve bu tutum farklilagsmalarindan dolay1 ¢ocuklarin sosyal becerilerinin
etkilendigi sonucuna ulasilmigtir. Ebeveynlerin kiz ve erkek cocuklarina farkli tutum
sergilemesinin nedenlerinden birisinin erkek ve kiz ¢ocuklarinin davranig farkliliklarindan
oldugu sdylenebilir. Ozbey ve Alisinanoglu’nun (2009) okul éncesi egitim kurumlarina devam
eden 60-72 aylik cocuklarin problem davraniglarinin belirlenmesi amaciyla gergeklestirdikleri
arastirma sonucunda da erkek cocuklarinin kiz ¢cocuklarina gore problem davranis 6lgeginin
anti sosyal ve disa yonelim alt boyut puanlarinin daha yiiksek oldugu sonucuna ulagilmistir. Bir
diger ifade ile kiz ¢ocuklarinin erkek cocuklara oranla, daha az problem davranisa sahip
olduklar1 goriilmiistiir. Bu davranis problemlerinden kaynakli ebeveynler erkek ¢ocuklarina

daha otoriter tutum sergiledigi diisiiniilebilir.

Arastirma kapsaminda 26-30/31-35 ve 36-40 yas ebeveynlerinin, 20-25 yas ebeveynlerine gore
cocuk yetistirirken demokratik tutumu daha ¢ok davranigina yansittigi sonucuna ulasilmistir.
Ayyildiz (2005), Mizrak¢1 (1994) ve Grigorenko ve Sternberg (2000) yaptiklart arastirma
sonuglarinda da ebeveynlerin ¢ocuk sahibi olma yasinin ebeveyn-cocuk arasindaki davranisi
etkiledigi sonucuna ulagsmislardir. Bu sonuclar c¢alismanin bulgularyla paralellik
gostermektedir. Ozellikle geng yastaki anne babalarin ilk cocugu oldugu ve ilk cocuktan
beklentisi yiiksek oldugu i¢in demokratik tutum yerine asiri koruyucu tutum cergevesinde
davranis sergiledigi sOylenebilir. Ayrica tek cocuk sahibi olan ebeveynler, li¢ ve daha fazla
cocuga sahip ebeveynlere oranla c¢ocuklarina daha az otoriter tutum iginde davranig
sergilemektedir. Arastirmada ek olarak ebeveynlerin 6grenim durumlar ile asir1 koruyucu
tutum puan ortalamalar1 arasinda anlamli bir farklilagmaya rastlanmistir. Lisansiistii mezunu
ebeveynlerin, ilkokul ve Onlisans mezunu ebeveynlere oranla daha az asir1 koruyucu tutum
icinde ¢ocuguna davranis sergiledigi sonucuna ulasilmistir. Karabulut Demir ve Sendil (2008)
ve Mizrake1 (1994) tarafindan yapilan ¢alismada da ebeveynlerin 6grenim diizeyi arttikca daha
istendik bir tutum i¢inde bir davranis sergiledigini tespit etmislerdir. Bu sonug¢ ¢aligmanin
sonucu ile paralellik gostermektedir. Ayn1 zamanda asir1 koruyucu tutumlar ile ailenin gelir

durumu arasinda anlamli bir farklilasma goriilmistiir. 0-1000 tl gelir durumuna sahip
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ebeveynler, 3001 tl ve iizeri gelir durumuna sahip ebeveynlere oranla cocuklarna asir
koruyucu tutum dogrultusunda davranis sergiledigi tespit edilmistir. Alpoguz (2014) tarafindan
ilkogretim O6grencilerinin algiladiklar1 anne baba tutumlarin aile gelir durumu ile iligkisini
arastirdiklar1 calismasinda da gelir diizeyi arttikga ¢ocuklarin anne-baba tutumlarinin
farklilagtig1 saptanmustir. Gelir diizeyi arttikga 6grencilerin algiladiklar: anne baba tutumlari
daha demokratik olurken, gelir diizeyi diistiikge ise otoriter algiladiklar1 sonucuna ulasilmistir.
Omeroglu (1996), Sanli (2007) ve Ayyildiz (2005) yaptiklar1 ¢alismalarinda da gelir durumu
aile tutumlar ile farklilasmakta oldugu sonucuna ulagsmistir. Bu sonuglar arastirmanin bulgulari
ile paralellik gdstermektedir. Aragtirmada son olarak iki cocuk sahibi ebeveynlerin, ii¢ ve iizeri
cocuga sahip ebeveynlere oranla daha az izin verici tutum i¢inde ¢ocuguna davranis sergiledigi

sonucuna ulagilmistir.

Okul dncesi donem ¢ocugu olan ebeveynlerin, gocuklarini yetistirirken gosterdikleri ebeveynlik
tutumlarinin farkli bagimsiz degiskenlere dayali olarak incelenmesi amaciyla yapilan

caligmanin bulgular1 dogrultusunda su 6nerilerde bulunulabilir:

e Ebeveyn tutumlar ile ilgili olarak {iniversiteler, belediyeler ve sivil toplum kuruluslari
ortaklasa olarak projeler gercevesinde iicretsiz ebeveynlere seminerler, kurslar veya

workshoplar diizenlenebilir.

e Ebeveyn tutumlari ile ilgili olarak diizenli biiltenler hazirlanip sosyoekonomik diizeyi

diisiik bolgelerde dagitilabilir.

e Okul oncesi kurumlarina devam eden c¢ocuklarin ebeveynleri ile 6gretmenler diizenli

olarak toplantilar yaparak uygun ebeveyn tutumlar1 anlatilabilir.

e Giliniimiizde en etkili iletisim arac1 olan televizyonlarda ebeveyn tutumlarini konu alan

kamu spotlarinin hazirlanarak ulusal veya uluslararasi kanallarda yayinlatilabilir.

e Istenmeyen tutumlarin olumsuz etkilerini en aza indirgenebilmesi ve demokratik bir
tutum i¢inde ¢ocugun yetistirilmesi i¢in sadece anne babalara egitimler verilmemeli,

cocugun sosyal cevresinde olan diger bireylere de bu egitimler diizenlenmelidir.
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Bagimsiz anaokullarinin mimari plan semast ve tipolojik yapisinin
incelenmesi
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Abstract: This study equipped with the purpose of investigating problems originated from architectural structural diagram
in independent kindergartens. Fourteen Independent Pre-school principals working in Van- Turkey participated in this study.
All of them were asked to draw a sketch showing shortcoming of their schools in terms of architectural structural diagram.
They were also asked to suggest amendment on their school’s structural scheme to make school building more efficient to
meet young children’s and staffs’ needs. To collect data all of the principals were given A3 size papers. Some of the
principals draw their schools’ sketch some of them add their schools’ structural plan and make changes and take notes on
those plans. After collecting all sketches document analysis was utilized for the current study. Findings of this study revealed
that principals have been experiencing several problems because of structure of school buildings. All of the principals
working in star-building type kindergarten declared that this school type is not appropriate for eastern region and it has many
drawbacks to efficiently educate young children. The main themes emerged from this study are heating, access of children
with special needs, storage and space problems.

Keywords: Independent kindergartens, school buildings, architectural structure diagram

Oz: Bu galismanin amaci bagimsiz anaokullarmm mimari plan semasi ve tipolojik yapisindan kaynaklanan sorunlar
arastirmaktir. Calismaya Van ilinde gorev yapmakta olan on dort bagimsiz anaokulu miidiirii katilmistir. Biitiin miidiirlerden
okullarinin mimari plan semast ve tipolojik yapisindan kaynaklanan sorunlari gosteren bir kroki ¢izmeleri istenmistir. Ayrica
cocuklarin ve ¢alisanlarin ihtiyaglarini daha iyi karsilayabilmesi i¢in okul binasinin yapisinda degisiklik 6nerileri yapmalart
istenmistir. Miidiirlerin tamami ‘“yuldiz tipi bina’ olarak adlandirilan okullarda gorev yapmaktadir. Veri toplama siirecine
standart getirmek i¢in biitiin midiirlere A3 kagidi verilmistir. Miidiirlerden bazilar1 kendi okul krokilerini ¢izerken bazilart
okul binasinin krokisini ekleyip onun iizerinde degisiklik yapmislardir. Biitiin krokiler toplandiktan sonra dokiiman analizi
yapilmistir. Caligmanin bulgulart gostermistir ki okul miidiirleri binalarin mimari yapisindan dolay1 pek ¢ok sorun
yasamaktadirlar. Yildiz tipi okullarda gorev yapan miidiirlerin hepsi bu okul binasinin dogu bélgelerine uygun olmadigin
ayrica kiigiik ¢ocuklara etkili bir sekilde egitim vermek i¢in pek ¢ok eksigi oldugunu belirtmislerdir. Bu ¢alismada ortaya
cikan temel temalar 1sinma, 6zel gereksinimi olan ¢ocuklarin okula erisimi ve depolama sorunlaridir.

Anahtar kelimeler: Bagimsiz anaokullari, okul binalari, mimari plan semasi ve tipolojik yap1
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INTRODUCTION

It has been long known that the physical environment in education building plays a part in
shaping children’s behavior. Children not only interact with people around them they also
interact with the physical environment that surround them in their daily life (Maxwell, 2007).
Children are more inclined to establish an emotional bond with the space than adults. They use
their sense intensely to live objects and places throughout their bodies by giving a meaning to
the smells, sounds, visual images (Scoditti, Clavica, & Caroli, 2011). Even in Reggio Emilia
approach the environment is seen as ‘the third educator’. In order to fulfill its educator role, the
environment needs to be flexible, responsive to children and teachers’ needs, help to construct
children’s knowledge. Environment is not a passive element rather it is an element that
conditioned and is conditioned by the actions of children and adults who are active in it. Smart
environment provides changes, offers choices, and promotes effective social interaction. In
short, well designed environment contributes to a sense of well-being and safety for children.
Malaguzzi further stated that environment is a kind of aquarium that reflects the ideas, values,

attitudes and cultures of the people who lives in it (Edwards, Gandini, & Forman, 1998).

Pre-school education has both short and long term positive effects on children and society since
early childhood development is viewed as a key to social development. The quality of the
physical and social environment plays a pivotal role to contribute child development in this
process (Sahin & Tiirkiin-Dostoglu, 2012). While designing a kindergarten various socio-
philosophical and pedagogical theories is taken account of consideration. However,
architectural theories must follow certain restrictive regulatory requirements, ethical and social
criteria (Scoditti, Clavica, & Caroli, 2011). There have been ongoing debates about the optimal
structural quality of schools and its contribution to supporting student achievement. It is obvious
that the quality of the physical environment significantly affects student achievement. Schools
should be designed to be attractive and desirable to students. In doing so a space could be
created that children willingly want to go. Desirable designs foster sense of belonging with
particular attention to location, building materials, size of classrooms, furniture, lighting,
temperature, ventilation, noise level, sanitation, and the inclusion of facilities such as library,
laboratory and yard. Being functional is important for school building but it should also be
friendly, welcoming and comfortable for students since schools and classrooms are more than
a place to stay they can also acquire an emotional bond by children (Aydogan, 2012). Likewise,
students having education in school buildings with good architectural features develop positive

feelings about their schools whereas students in school buildings with poor architectural
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features develop negative feelings about their schools. When they asked to produce metaphor
about their schools participants in schools with good architectural features mostly produced
metaphors under positive themes whereas participants in schools with poor architectural
features produced metaphors under negative themes. In this sense, the significant improvements
in the achievement of students were attributed to the general appearance of a school and the

comport of the physical environment (Karasolak & Sari, 2011).

The main regulatory requirements includes legislation on school-building, workplace safety,
sanitation and health environments, the reduction of energy consumption, and the integration
of disabled  people. The main social and ethical criteria includes paying attention to
developmental characteristics of children and their sensory, perceptual, motor, linguistic and
intellectual abilities. Natural and ecological materials are used to support both healthy growth
of children and their awareness on environmental issues in the perspective of sustainable
development. Kindergarten’s spaces and environment should be designed to enhance intuition,
imagination and creativity of the children along with development of their aesthetic and
scientific thoughts. Kindergartens should also be designed in an integrated way to welcome
families as well as including public spaces that foster a sense of community (Scoditti, Clavica,
& Caroli, 2011). In developing countries like Turkey the main criteria to design a kindergarten
is most about financial issue. As such, when MONE tried to increase schooling rate of pre-

school education with several infrastructure problems it chooses to most economical way.

There has not been a long tradition of pre-school education in Turkey due to historical,
economic and cultural background. Schooling rate used to be 10% around in 90s. Until 90s
there has not been a recognizable effort to increase schooling rate of pre-school education. 14th
National Education Council offered a course of action to increase both the schooling rate and
quality of early education in 1993 (MEB, 1993). Turkish educational system experienced
several attempts to solve educational problems before fulling fundamental infrastructure
requirements. The situation was same when Ministry decided to increase schooling rate of pre-
school education. In order to increase schooling rate of pre-school education MoNE started to
adapt primary education classes to nursery classes. MoNE also initiated to build independent

kindergartens in all over the country.

After many attempts of Ministry of National Education (MoNE) and non-governmental
organizations schooling rate increased 33% for 3-5 years old children, 42% for 4-5 years old
children and 55% for 5 years old children in 2016 (MoNE, 2016). Currently, Ministry of
National Education is the governing body of pre-school education in Turkey and pre-school
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education is mostly offered in these two types of public schools: Independent kindergartens and
nursery classes in primary school. The former have their own separate building and garden, yet

the latter is only a classroom in primary schools in which first to eight grades are trained.

Table 1: Number of children and teachers in independent kindergartens and nursery classes in 2015-
2016 academic years

Number of schools Number of students Number of teacher
Independent kindergartens 2326 305.278 15791
Nursery classes 20061 682.012 36652

Table 1 represented the number of children enrolled in Independent kindergartens and nursery
classes. When the number of children educated in public school is considered, it is observed
that the biggest portion belongs to nursery classes located in the scope of primary schools. In
overcrowded primary schools, children at the age of preschool education are restricted with
only one classroom; even a playground area that should be designed specifically for that age
group cannot be divided in the school yard. As such these schools are criticized by educators
for not meeting the requirements of children at that age group (Sahin & Dostoglu, 2014). The
other public schools that offer preschool education are independent kindergartens. Structural
conditions and garden opportunities are relatively better in independent kindergartens
compared to nursery classes established under primary schools. Children are educated in
structures that have separate yard including equipment supporting children’s development. Not
all the independent kindergartens are specifically designed for preschool education as existing
buildings sometimes are converted to schools. Some of the Independent kindergartens also have
additional facility rooms such as painting, cinema and chess rooms. Yet, some of those schools
do not have any extra space for other activities other than the classroom. It is observed that
there are differences among schools in terms of class dimensions, school design and its yard
size. It is anticipated that it is not likely to leave this system in near future in Turkey (Sahin &
Dostoglu, 2014). In addition to structural qualities independent kindergartens ensure better
educational environment for young children as they are ruled by principals who have pre-school
education background. They generally have 5 classes thus maintaining both curricular and
caring tasks are much easier in comparison with nursery classes in primary schools. Some of
the primary schools have more than two thousand students hence nursery classes might be

neglected in those schools (Akdag, 2012).

MOoNE generally have two independent pre-school education building projects and construct

same school building all over the country. Yet, independent schools have their own problems
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and the current study focused on problems originated from architectural structure. The subject
of improving physical condition that can respond to the needs of young children requires us to
get principals ideas since they are responsible of everything about schools. They have to carry
out all paperwork, manage budget, deal with structural problems including heating, lighting,
recondition, and cleaning. For this reason it is believed that principals would provide the most
comprehensive information about physical environment of pre-schools, so that designers can

try to reach best design solutions. This study seeks to answer following questions:
1) What is the biggest problem about Physical condition in independent schools?
2) How principals solve those problems?

3) What is the principals suggestions for improving structural quality of school building

considering the culture, climate and SES of region they lived in?

METHODOLOGY

Before starting data collection researcher took official permission from Ministry of National
Education. There are 25 independent pre-schools in Van. To reach principals researcher called
or visited all of the 25 schools in Van and she explained the purpose of the study and asked for
collaboration. Researcher could not reach three principals, two of them refused to join this study
as they were out of town for business trip, three of them joined this study but researcher
removed them from data log as their school building was not a star building type, finally three
were located in unsafe neighborhood so researcher removed those schools’ principals from
participant list. Finally, researcher reached fourteen independent pre-school principals, all of
whom were working in same school building typewhich is called as ‘star building’. Star
building is the most common independent school type in Turkey since it has a quite simple plan
to construct. Star building is single-storey with 5 classes, 1 principaland 1 assistant principal
room, a kitchen, a dining hall, a girl restroom, a boy restroom, personal restrooms, boiler room,
and entrance hall. There is also play room but it functions more like a big corridor because all
five classes get open to this play room. Star building schools is 550 square m2 and it is originally
designed for 100 children. Yet, as it is seen at table 2 more than 100 children enrolled in
participating schools. In order to increase schooling rate of pre-school education all pre-schools
offer morning and afternoon classes. In this way schools capacity is two folded. Figure I showed
Star Building plan.
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Figure 1. Star Building plan

Fourteen principals were asked to draw a sketch showing shortcoming of their schools in terms
of architectural structure diagram. They were also asked to suggest amendment on their school’s
structure to make school building more efficient to meet young children’s and staffs’

needs. Table 2 represents participant characteristics.

Table 2. Participant characteristics

Years Number Number Years Number Number
Principals of of of Principals of of of
Experience  Teachers Students Experience  Teachers Students
P1 10 8 157 P8 4 5 112
P2 14 8 170 P9 11 7 132
P3 8 5 94 P10 6 6 140
P4 12 7 120 P11 4 96
PS5 12 5 124 P12 13 8 165
P6 14 8 152 P13 15 7 130
P7 9 6 117 P14 6 8 166

In order to set standards for data collection all the principles were given A3 size papers. Some
of the principles draw their schools’ sketch some of them add their schools’ structural plan and
make changes and take notes on those plans. Although it was not in the scope of this study
principals add their comments on ideal school buildings. After collecting all sketches document
analysis was utilized for the current study. It is “a technique that enables researchers to study
human behavior in an indirect way through analysis of their communication” (Fraenkel

&Wallen, 2006, p.483). Open coding was used because there are no existing codes both in
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national and international literature about independent kindergartens’ structural quality.
Researcher first read all the documents several times. Then she created tentative labels for
pieces of data. Open coding is not based on existing theory rather it is based on the meaning
that emerges from data. And then, categories and themes were formed to reflect essence of the

study. Coding details is seen in Table 3.

Table 3. Coding themes and categories

Themes Categories Codes

Wrong facade

Harsh climate Boiler room problems

Heating
Lack of isolation Loss of heat

Access of children with

. Lack of stairs or elavators Lack of attainment of disabled children
special needs

Lack of disabled restrooms Disregarding disabled children’s need

Unisex restrooms in dining hall

For staff Lack of store for stationery materials
Space and Storage Lack of teachers’ lounge
problems Lack of play areas

Lack of atelier
Lack of safe floor
Lack of spacious classes

For children

The researcher asked a senior pre-service pre-school education teacher to code the data to
ensure the inter coder reliability. Two coders openly coded the principals’ sketches. Then, they
compared their codes to see the commonalities and differences between their codes. The
agreement on codes was quite low, which was about 62% as calculated by the following

formula:

Reliability of coding: Number of coding

Total number of segments coded
Low agreement was originated from giving different names to the same codes. After discussing

the meaning of the codes, two coders reached total agreement.

FINDINGS

Findings of this study revealed that principles have been experiencing several problems because
of architectural structure diagram of school buildings. All of the principals working in star-
building type kindergarten declared that this school type is not appropriate for this region and

it has many drawbacks to efficiently educate young children. MoNE insists using same star
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building project school for years without reviewing and modifying project plans. The main
themes emerged from this study are heating, access of children with special needs, storage and

space problems.
Heating

There is a dramatic climate change between the coastal areas of Turkey and eastern part of
Turkey where snow may lie on the ground for months and temperature might drop -20 °C degree
(DMG, 2015). Still MONE apply sole school structure project all over the country Van’s
altitude is 1725 m thus winter is long and harsh in this region (VOG, 2015). All of the principals
struggled with heating school building. Isolating buildings is not common in Turkey and school
buildings are not an exception. None of the school has quality isolation, thus heating school is
the biggest problem of school principals. Central heating system is working with coal and
boiling room is in the basement floor and there is no place to stock up coal. All these problems
result in inconvenience in principals’ life. Another reason of heating loss originated from
common room as there is no heater in common room. Besides common room has higher ceiling

with no isolated roof.

Van ranked second in Turkey for receiving sunshine; however, misplacement of school building
facade hinders schools benefit from sun. When MoNE decides to build a school it issues

invitations for tender and the companies giving lowest bid win the tender. Companies who win

the tender sometimes compromise on quality in order to make more profit. All of the principals
complained about position of school as school entrance located on north. Thus, school entrance
is become dangerous for children due to icing on long winter time. Principal 3 explained this

situation:

‘Company built this school’s front elevation to north. Thus this school could not benefit from
sunshine. Sewage pipes are closer from north so company built this school looking on north to

cut back length of pipes’.
Access of children with special needs

Another problem in school structure is that there is no elevator or stairs for children with special
needs although pre-school education curriculum emphasizes importance of including children
with special needs into pre-school education. In addition to stairs there is no restroom for
children with special needs in none of the schools. In figure 2 lacks of stairs for children with
special needs is demonstrated. A column seen in figure 2 may cause injury of children.
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Figure 2. Star building school entrance without disabled stairs

Space and Storage problems

All of the principals and 15 vice principals out of 17 were male in this study. Six male teachers
were working in those 17 schools. There is only one restroom in star building schools and all
of the staffs are using same restroom. Location of restroom is also problematic as restroom is

in the lunch hall.

Pre-school children do not read or write hence they could not use written materials. For this
reason, pre-school education teachers needed more materials than upper grade teachers and
education should be carried out with visual equipment, several toys and art materials. Principals
are also in trouble to store all those materials in school since there is no storage in star-building
schools. In figure 4 principal 10 addressed dimension of storage in his sketch. Based on his

sketch storage size should be bigger than a class in school.

Figure 3. Need of store in school
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Lack of play areas, atelier, friendly and welcoming school entrance, teachers’ lounge, safe floor,
supervised private places for children, spacious classes are additional problems in independent

kindergartens’ architectural structure diagram.
DISCUSSION and CONCULUSION

Findings of this study suggest that in all these seventeen schools with similar architectural
features there are many functional shortcomings in terms of suitability of the buildings. In order
for the schools to be peaceful, trustworthy and to increase the motivation to work actions should
be taken to arrange schools to meet the basic needs of children, staffs and parents. For instance
as Maslow indicated people are motivated to achieve certain needs and that some needs have
priority than others. Our most basic need is for physical survival needs including air, food,
drink, shelter and warmth (Maslow, 1954). Unfortunately, schools fail to provide warm
environment to children and staffs in school. One of the reasons of cold school building is
schools’ orientation to sun. The proper orientation of school buildings aim primarily to
maximize benefiting from direct sunlight inside the school. The solar path is the major factors
to be considered in the orientation of a school building. The Solar Path refers to the direction
of the sunlight as the earth rotates on its axis which is usually from east to west. As such, MoNE
suggests locating school facing the east (MoNE, 2013) yet in this study 10 school out of 17 is
facing north. It is pivotal to construct school building facing east especially in eastern part of
Turkey where winter is long and harsh. Ministry should control orientation of school before
they are constructed. Considering the fact that one of the major problem of principals is heating
the school constructing school taking school orientation to sun into account gains importance.
Unfortunately there is nothing else to do for the school in this study. Yet heating problem could

be solved insulating school buildings. It will also help school for energy saving.

Although MoNE has been trying to involve pre-school education into mandatory education it
is still optional. Unfortunately great majority of children in Van could not benefit from early
education. In this context chance of children with special needs is not high enough. When we
consider inappropriate building, likelihood of children with special needs’ attainment gets
lower. For this reason necessary adjustment should be implemented for those children since
several studies have been suggesting that children with special needs can benefit from inclusive
preschool setting as they get chance to observe more complex behavior of their typically

developed peers (Buysse, Goldman, & Skinner, 2002).

It is understood that constructing same school building design all over the country could not

meet the needs of all the conditions. This may cause many new school building designs to be
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emerged (Aydogan, 2012). Some of the problems that create inconvenience in pre-school
education could be removed with minor intervention but some of them could not be solved by
no means like school orientation to sun. As such, ministry should carefully monitor school

building tender contracts whether all articles are fulfilled or not.
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Cocuk katilimi farkindalik lgegi (CKFO): Olgek
gelistirme, giivenirlik ve gecerlik ¢caligmasi

Child participation awareness scale (CPAS): Scale development, reliability
and validity study

Berrak Deniz Polat', Ozlem Alkan Ersoy”, Mehmet Toran’

Oz: Bu calismamin amaci, cocuk gelisimi ve okul 6ncesi 6gretmenligi béliimiinde okuyan Sgrencilerin ¢ocuk haklari
baglaminda katilim hakki ile ilgili goriislerini belirlemeye ydnelik bir dlgek gelistirmektir. ilk olarak literatiir taranarak
olusturulan 98 maddelik 6l¢me aract alaninda uzman 7 kisiye gonderilmistir. Yorum ve goriisleri dogrultusunda 6lgege 43
madde degistirilmeden oldugu gibi gegmis, 2 madde eklenmis, 10 madde 6neriler dogrultusunda diizenlenmis, maddeler
yakinlik derecesine gore siralanmig ve 55 maddelik 5°1i likert tipi bir 6l¢ek 6n formu olusturulmustur. 55 maddeden olusan
taslak Slgek 2016-2017 egitim 6gretim yili bahar déneminde Istanbul ilinde bulunan iki vakif iiniversitesindeki ¢ocuk
gelisimi ve okul dncesi 6gretmenligi boliimlerinde okuyan toplam 481 goniillii 6grenciye uygulanmstir. Olgek gelistirme
stirecinde agimlayici faktor analizi, dogrulayici faktor analizi, giivenirlik analizleri, test-tekrar test gibi ¢esitli analizler
yapilmistir. Bu analizler sonucunda 18 madde ve 5 alt lgekten olusan Cocuk Katilim Farkindalik Olgegi; cocuk gelisimi
ve okul oncesi 6gretmenligi 6grencilerinin ¢ocuk haklari baglaminda katilim hakki ile ilgili goriislerini belirlemede gegerli
ve giivenilir oldugunu kanitlar niteliktedir.

Anahtar Kelimeler: Cocuk haklari, katilim hakki, 6l¢ek gelistirme

Abstract: The purpose of this study is to develop a scale for the purpose of determining the views of students in the Child
Development and Preschool Teaching Department regarding the right to participate in the context of children's rights. Firstly,
98-article measurement tool which created by scanning the literature was sent to 7 experts. In the light of comments and
opinions, 43 articles were passed on the scale, 2 articles added, 10 articles are arranged in line with the suggestions, the
articles are ranked according to their degree of similarity and a 5-point 55 article likert-type scale pre-form was created. The
draft scale consisting of 55 articles was applied to total of 481 volunteer students of departments of Child Development and
Preschool Teaching at two foundation universities in Istanbul during 2016-2017 academic year spring term. In the scale
development process, various analyses such as exploratory factor analysis, confirmatory factor analysis, reliability analysis,
test-retest were conducted. As a result of these various analyses applied in the scale development process, the Child
Participation Awareness Scale consisting of 18 articles and 5 subscales proves that; the scale is valid and reliable in
determining the opinions departments of Child Development and Preschool Teacher students regarding the right to
participate in the context of children's rights.

Keywords: Children's rights, right for participation, scale development
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SUMMARY
Introduction

Children’s rights in a universal notion which covers the physical, psychological, sociological and
political rights of all children on the world they have as of their birth pursuant to the principles accepted
by the society and the laws, meaning within the frame of positive and natural law (Wald, 1987; Merey,
2016). The most accepted and the children’s rights regulating legal text in law in international sense is
the on 20™ November 1989 unanimously accepted United Nations Convention on the Rights of the Child
(UNCRC) (Akyiiz, 2015). The articles of the convention are integral and all articles are associated with
each other (Hodgkin & Newell, 2003, s. 164). The convention groups the children’s rights under four
main headings, being the right to live, the right to develop, the right on protection and the participation
right (Akytiz, 2015). The convention has introduced an approach, which was never mentioned before
with regards to human rights. Neither is in the Universal Declaration of Human Rights of 1948 nor in
the Declaration on the Rights of the Child of 1959 talked about the participation right of the child
(Flowers, 2010). Participation is the development of the power and capacities to participate to decisions
and actions that might be influential on themselves (UNICEF, 2009). Article 12 of the UNCRC is the
most basic article related to the participation right; it states that the children have a right to declare their
opinion against any situation related to them in accordance with their age and development and that the
undersigned countries need to provide participation opportunities on this issue for children and to take
their participation serious. An efficient and meaningful participation depends on many factors like the
developing skills of the child, the openness of the families and other adults towards the participation of
the child and the presence of safe environments in the family, society and public. Beside this, also the
existence of stakeholders willing to pay regard to the opinions of the child is extremely important
(UNICEF, 2009). The satisfactory provision of participation rights to children depends on the provision
of suitable, correct information according to the age and development of the child and that they are
informed, the creation of possibilities for all initiatives of the children and that the child and its family
is not discriminated due to any of its features (Polat & Sahin, 2012). The general comment of the United
Nation’s Committee on the Rights of the Child (CRC) published in 2009 related to the “participation
right of the child” emphasizes that the notion of participation, the inclusion of the child into processes
shouldn’t be just a for show participation for that moment, that the right to speak of the children among
themselves and adults should always be regarded and supported and that there are some policies,
programs and measures need to be taken on this issue. The features need to be given at all processes,
where the child or children are listened to, express their opinion and participate to are indicated by the
CRC (2009) under the headings that the party is transparent and elucidative, voluntary, respectful,

interested, child friendly, inclusionary, education supported, secure and risk sensitive and accountable.
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Beside this, this right shouldn’t be deemed as an award or grace against the children, and it should be
known that it is a legal, moral and social necessity. Children’s rights awareness trainings should be
planned and implemented for those working with children or coming somehow in contact with them,
meaning for the whole society; it is necessary to communicate that the participation right of the child is
an obligation by utilizing children’s right related publicity campaigns, social communication

advertisements and whole mass communication tools (Polat & Sahin, 2012).
Method

The aim of the stud is to develop a Child Participation Awareness Scale (CPAS) in order to determine
the opinions of the students with regards to the participation right in the context of children’s rights. The
working group of the study is constituted by 481 students of the Department of Child Development and
Early Childhood Education of two foundation universities in Istanbul, determined in 2017 by the random
sampling method. The measurement tool with 98 articles, established as a result of the literature scan
and developed in order to determine the opinions students of the department of child development and
early childhood education with regards to the participation right in the context of children’s rights, is
sent to 7 experts in their field and 43 articles are taken into the scale as they are pursuant to their
comments and opinions, 2 articles, not present in the sent form, are added to in accordance with the
experts’ suggestions, the 10 are revised in accordance with the experts’ suggestions and the determined
articles are ordered according to their closeness level with regards to their meaningfulness and 5-Likert

type scale pre-form with 55 articles is established pursuant to the suggestions.
Result

At the converted basic components’ analysis performed for the factorability in the study is the KMO
(Kaiser-Mayer-Olkin) value determined to be .78, and the result of the Barlett’s test as 2597.798, and
18 variables, included into the analysis, are grouped under 5 factors with an eigenvalue above 1. The
declared total variance quantity of these 5 factors is determined to be 64.515%, and the factor loads vary
between .569-.876. The factors are named decoration in child’s participation, respect for child
participation opinion, restrain child’s participation, equality in child participation and
physiological needs in child’s participation respectively. The internal consistency coefficient of the
whole scale is calculated as a: .80. The fact that the coefficient a value is greater than .70 indicates that
the scale is internally consistent (Nunnally, 1978; Tavsancil, 2014, p. 29). According to the analysis
results, performed in order to determine the distinctiveness related to the scale sub-dimension and total
scores are the sub-dimension and total scores distinctive and they revealed that the variations for all
groups are statistically meaningful (7=39,813; p<.03). According to the results of the item total

correlation analysis, expected to be greater than .20 (Yalin Sapmaz, et al, 2016, p. 120), are the item
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total correlation coefficients varying between .24 and .70, and the item residual correlation coefficients
between .20 and .61 and are statistically meaningful. It is seen, according to the Pearson Moment
Multiplication Correlation Analysis performed in order to determine the relation between the factors,
that there is a meaningful relation in positive direction between all factors and it is concluded that all
factors are correlated with each other. Confirmatory Factor Analysis (CFA) was conducted to examine
the construct validity of the Child Participation Awareness Scale. For normality, total scores were taken
from the scale articles, Kolmogorov-Smirnov test was performed, and skewness values were examined.
Kolmogorov-Smirnov test was performed and the skewness values were examined. According to
Kolmogorov-Smirnov test results, the scale shows a normal distribution (p > .05). The result shows that
CFA resultant t is significant at .05 level above 1.96 and .01 at 2.56 level. According to T values, all
articles except article 11 are meaningful at .01 level. The t value of the 11th article is 1.94, just below
the critical value of 1.96. These latent variables show that they correctly explain the observed variables.
When the standardized solution values were examined, the error variances of all articles except article
8 were evaluated as small, values ranging from .41 to .92. When we look at the values of adjustment to
the results of the Child Participation Awareness Scale, the RMSEA shows a perfect fit. SRMR, AGFI,
CFI show good agreement. GFI, NFI and NNFI seem to be well below well-matched. Finally, the total
correlation factor is determined to be (r = .864; p < .05) in the result of the Pearson Moments
Multiplication Correlation and dependent groups t-test, performed in order to verify the reliability of the
test, and based on this result, it can be stated that the scale is consistent and stable after different

applications without changing against time.
Conclusion and Discussion

It is by the end of all analysis seen that the Child Participation Awareness Scale is a valid and reliable
usable measurement tool at determining the opinions students of the department of child development
and early childhood education with regards to the participation right in the context of children’s rights.
There is no scale study regarding the measurement of the attitudes related to the children’s participation
right in Turkey, and it is thought that the developed Child Participation Awareness Scale might eliminate
this deficit and contribute to the literature. Beside this, that the children are aware of their rights, adapt
their rights to their lives knowingly and live accordingly is important and necessary according to both
the Convention and the Committee on the Rights of the Child. In this direction play the opinions and
implementations of early childhood education students, who can directly influence children, an
important role. The developed scale can be applied everybody somehow in contact with children, not
only the students in this field, and, after having determined the deficiencies, works to eliminate them

can be planned.
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GIRIS
Cocuk haklar1 toplum tarafindan kabul edilmis ilkelere ve yasaya uygun olarak, pozitif ve dogal
hukuk cercevesinde diinya iizerindeki biitiin ¢ocuklarin dogustan sahip oldugu fiziksel,
psikolojik, sosyolojik ve politik haklar1 i¢inde barindiran evrensel bir kavram olarak kabul
edilmektedir (Wald, 1987; Merey, 2016). Cocuk haklar1 kavraminin ortaya g¢ikisindan
giiniimiize kadar olan siiregteki tarihsel gelisimi gerek diinya gerekse Tiirkiye olgeginde
incelendiginde 1924 Cenevre Cocuk Haklar1 Bildirgesi, 1959 Birlesmis Milletler Cocuk
Haklar1 Bildirgesi, 1963 Tiirk Cocuk Haklar1 Bildirisi ve 1989 Birlesmis Milletler Cocuk
Haklar1 Sozlesmesi gibi bir silirecin yasandigi goriilmektedir (Erbay, 2013). Uluslararasi
anlamda hukukta en fazla kabul goérmiis ve ¢ocuk haklarin1 diizenleyen yasal metin 20 Kasim
1989 tarihlinde oy birligi ile kabul edilen Birlesmis Milletler (BM) Cocuk Haklarina Dair
Sozlesme’dir (CHS) (Akytiz, 2015). 28 Ocak 1990°’da imzaya agilarak 61 iilke tarafindan ayni
giin imzalan (Koran, 2012) sdzlesmenin tiim maddeleri bir biitiin i¢cinde ve birbiri ile iliskili bir
sekilde tasarlanmistir (Hodgkin ve Newell, 2003). S6zlesme ¢ocuk haklarini, yasama haklari,
gelisme haklari, korunma haklari ve katilim haklart olarak dort ana baslikta gruplandirmaktadir

(Akyiiz, 2015).

Cocuk Haklarina Dair S6zlesmede, insan haklar1 agisindan da degerlendirildiginde daha dnce
hi¢ bahsedilmemis olan ¢ocuk katilimi ile yeni bir yaklasim benimsenmistir. Evrensel haklara
iliskin yayimlanmis olan onemli sdzlesmelerden gerek 1948 Insan Haklar1 Evrensel
Beyannamesi gerekse 1959 Cocuk Haklar1 Bildirgesinde c¢ocuklarin katilim hakkindan
bahsedilmektedir (Flowers, 2010). Bugiine kadar yapilmis diizenlemelerden farkli olarak, 1989
Cocuk Haklarina Dair Sozlesme cocuklarin katilim haklarii tanimlayarak ve cocuklara
kendilerini ilgilendiren her tiirlii durumda kendi kararlarini verebilme ve bu sayede kisiliklerini
gelistirebilme, toplumsal her durumda kendilerini yas ve gelisim diizeylerine gore ifade

edebilme haklarini tanimlamistir (Moroglu, 2003).

Katilim, toplum yararinin bir pargast olarak, kisilerin karar alma siire¢lerinde ve etkinliklerinde
aktif olarak yer almasi, bu siireglerde, karar mercileri, uygulama ve degerlendirme siireglerine
etkin olarak karigmasi olarak kabul edilmektedir (Talay, Aslan ve Belkayali, 2010). Katilim
cocuklarin kendileri iizerinde etkili olabilecek kararlar ve eylemlerde yer alma gii¢ ve
kapasitelerinin gelistirilmesidir (UNICEF, 2009). Katilim haklari, ¢ocugun bulundugu her

yerde (aile-toplum) etkin kararlar almasini, uygulamasini, degerlendirmesini saglamaya
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yonelik haklardir. Bu haklar, CHS madde 12 “Cocugun goriisii, kararlara katilma”; madde 13
“Ifade ozgiirliigii”’; madde 14 “Diisiince, din ve vicdan ozgiirliigii”’; madde 15 “Dernek kurma
ve baris icinde toplanma™ hakkidir (Akyliz, 2015). Kendi goriislerini olusturma yetenegine
sahip cocuga, kendisini ilgilendiren, etkileyen her tiirlii duruma kars1 6zgiirce ifade ve cocugun
goriiglerine yasina ve olgunluguna uygun olarak gereken Onem ve Ozenin gosterilmesi

beklenmektedir (Birlesmis Milletler Cocuk Haklar1 Komitesi, 2009).

CHS madde 12, katilim hakki ile ilgili en temel maddedir; ¢ocuklarin kendilerini ilgilendiren
her duruma kars1 yas ve gelisimleri dogrultusunda goriis bildirme hakkina sahip oldugunu ve
taraf devletlerin ¢ocuklara bu konuda katilim firsatlar1 saglamasini1 ve katilimlarini ciddiye
almasi gerektiginden bahseder.

CHS Madde 12: (1) Taraf devletler, goriislerini olusturma yetenegine sahip ¢ocugun kendini

ilgilendiren her konuda goriislerini serbestge ifade etme hakkini bu goriislere cocugun yasi ve

olgunluk derecesine uygun olarak, gereken 6zen gosterilmek suretiyle tanirlar. (2) Bu amagla,

¢ocugu etkileyen herhangi bir adli veya idari kovusturmada ¢ocugun ya dogrudan dogruya veya bir

temsilci ya da uygun bir makam yoluyla dinlenilmesi firsati, ulusal yasanin usule iligkin kurallarina

uygun olarak ¢ocuga, 6zellikle saglanacaktir (UNICEF, 2004).
Taraf devletler “Kendi goriislerini olusturma yetenegine sahip” her ¢gocugun katilim hakkinin
saglamasini bir sinirlama olarak degil, miimkiin oldugu dl¢iide ¢ocugun kendine ait bir goriis
olusturma kapasitesini degerlendirmeleri i¢in bir sorumluluk kabul etmelidir (Birlesmis
Milletler Cocuk Haklar1 Komitesi, 2009). CHS madde 12, ¢ocuklarin goriislerini istedikleri
Olclide ifade etmelerine karsin bir alt sinir getirmemekte, ¢ocuklarin kiigiik yaslarda goriis
olusturabileceklerini ve olusturduklarini belirtmektedir. Dolayisiyla S6zlesme ¢cocuklarin goriis
bildirebileceklerini ve her ¢ocugun goriisiiniin dikkate alinmas1 gerektigini belirterek, “Belirli
vastaki ¢cocuklarin goriisleri dikkate alinmalidir.” gibi bir alt yag sinir1 getirilmesine tamamen
karsidir (Hodgkin ve Newell, 2003). Ancak ¢ocuk bu hakki kullanmama hakkina sahiptir.
Gortislerini ifade etmek cocuk icin bir yilikiimliiliik degil, bir tercihtir. Fakat taraf devletler
cocugun kendi yararina bir karar verebilmesi icin tiim bilgileri ve tavsiyeleri cocuga uygun ve
anlasilir olarak sunmasi gerekmektedir (Birlesmis Milletler Cocuk Haklar1 Komitesi, 2009).
Cocuklarin katilimlar ile ilgili en 6nemli ilke zekanin her bireyde degisik alanlarda ve degisik
oranlarda gelistigidir (Hart, 2016). Evrensel bir zeka anlayisindan bahsetmektense, her bireyin
dogustan gelen kapasitesi ve bu kapasiteyi kullanabilmesi i¢in sahip oldugu firsatlara gore farkls

oranlarda gelistirdigi ¢cok yonliiliigii g6z ontine alinmalidir (Hart, 1978; Hart, 2016). Etkili ve
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anlamli katilim, c¢ocugun gelisen yetenekleri, ailelerin ve diger yetiskinlerin g¢ocuklarin
katilimina agiklig1 ve ailede, toplulukta ve toplumda boyle bir agiklik igin giivenli ortamlarin
bulunmasi gibi birgok etmene baglidir. Ayrica ¢ocuklarin goriislerini dikkate almaya istekli

paydaslarin varlig1 da bu noktada son derece 6nemlidir (UNICEF, 2009).

Aileleri, topluluklari, yetiskinleri ve kurumlari c¢ocuk katilimina alistirmak, ©Onemini
anlamalarin1 saglamak ¢ok kolay olmamaktadir (Erbay, 2013). Hart (2016) ¢ocuk haklarina
kars1 ailenin ve yetigkinlerin direng gostermesini otoritelerini ve c¢ocuklar1 iizerindeki
kontrollerini yitirme korkularindan oldugunu belirtmektedir. Bir bagka goriise gore de ¢ocuk
haklarinin biiyiik 6lgiide ihmal edilmesinin nedenlerinde biri insanlarin meseleyi ciddiye
almayislart ve ciddiyetle yaklagmalarini saglama giigliigiidiir (Franklin, 1993). Oysa aile
cocuklarin 6grenimleri i¢in temel kurumdur ki ¢ocuklar burada; katilim siiregleriyle ilgili ilk
deneyimlerini, anlasmanin temel ilkelerini ve ev i¢i karar verme edimlerini kazanabilirler.
Katilim becerilerini aile i¢inde gelistirebilirler. Ebeveynlerini, erkek ya da kiz kardeslerini rol

model alabilirler (Alderson ve Morrow, 2004; Adhikari, 2016).

Hart (1992) cocuklarin katilim boyutlarini basamaklandirarak bir katilim merdiveninden
bahsetmektedir. Merdiven sekiz basamaktan olusmakta ilk ii¢ basamak katilim karsit1 olan,
manipiilasyon, dekorasyon ve gostermelik-sembolik katilim basamaklaridir. Bu basamaklarda
cocuk katilimindan bahsetmek imkéansizdir. Katilimin oldugu basamaklar dordiincii
basamaktan baglamakta ve katilim diizeyine gore devam etmektedir. Bu basamaklar sirasiyla,
cocuklarin gorev ve bilgilendirildigi dordiincii basamak, ¢ocuklara danisilan ve bilgilendirilen
besinci basamak, yetiskinlerin baslattig1 kararlarin ortak alindig: altinct basamak, ¢ocuklarin
baslattig1 ve yonettigi yedinci basamak ve cocuklarin baglattigi yetiskinlerle paylasilan
sekizinci basamaktir. Birlesmis Milletler Cocuk Haklar1 Komitesi’nin 2009 yilinda yayinladigi
“Cocugun katilim hakky” ile ilgili genel yorumunda da katilim kavraminin, cocuklarin siireclere
dahil edilmesinin sadece o ana mahsus gostermelik bir katilim olmamasina, ¢ocuklarin
kendileri ve yetiskinler arasinda s6z hakkinin hep gozetilmesine, desteklenmesine ve bu
konuyla ilgili bir takim politikalar, programlar ve Onlemler alinmasi gerektigine vurgu

yapilmaktadir (Birlesmis Milletler Cocuk Haklar1 Komitesi, 2009).

Cocuklarin katilim haklarinin etkin bir sekilde gergeklestirilebilmesi icin, ¢cocuklarin yaglarina
ve gelisimlerine uygun dogru bilgi sunulmasina, bilgi sahibi olmalarina, ¢ocuklarin tiim

girigsimleri i¢in olanaklar yaratilmasina ve ¢ocugun ve ailesinin hicbir 6zelliginden dolay1
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ayrimciliga ugramamasina baglidir (Polat ve Sahin, 2012). Hodgkin ve Newell (2003) katilim

haklarinin uygulanmasina yonelik stratejiler belirlemis ve bu stratejileri alti baslikta

toplamiglardir:
1. Bilgi edinme hakki katilimin 6n kosulu.
2. Uygulamanin izlenmesi.
3. Ayrimecilik olmadan katilim haklari.
4. Upygulama, kaynaklarin yeterliligine baglanamaz.
5. Katilim haklarinin ulusal yasalarda yer almas.
6. Cocuklarin katilimini saglamaya yonelik 6grenim, egitim ve diger stratejiler.

Cocuk veya c¢ocuklarin dinlendigi, goriis bildirdigi ve katildigi tiim siireglerde bulunmasi
gereken nitelikler Birlesmis Milletler Cocuk Haklar1 Komitesi (BM CHK) (2009) tarafindan
ise seffaf ve bilgilendirici, goniillii, saygili, ilgili, cocuk dostu, kapsayici, egitim ile
desteklenmis, emniyetli ve riske kars1 duyarli ve hesap verebilir basliklar1 altinda belirtilmistir.
Ayrica bu hakkin ¢ocuklara verilen bir 6diil ya da liituf gibi goriilmemesi, yasal, ahlaksal ve

toplumsal olarak gereklilik oldugunun bilinmesi gerekmektedir.

Cocuklarla calisan ya da bir sekilde karsilasan yani tiim toplum i¢in ¢ocuk haklar1 farkindalik
egitimleri planlanmali ve uygulanmalidir. Cocuk haklar ile ilgili tanitim kampanyalari, sosyal
iletisim reklamlar1 ve tiim kitle iletisim olanaklar1 kullanilarak ¢ocuklarin katilim hakkinin bir
zorunluluk oldugunun anlatilmasi gerekmektedir (Polat ve Sahin, 2012). Bu baglamda
cocuklarla calisan profesyonellerin ¢ocuk katilimini etkili bir sekilde gerceklestirmeleri, bu
konuda uygulamaya yonelik egitim almalari1 6nemlidir. Cocukla ¢alisan profesyonellerin ¢ocuk
katilimmna yonelik farkindaliklarinin -~ degerlendirilmesi ve degerlendirme sonucunda
yeterliliklerinin arttirilmasina yonelik ¢aligmalarin yapilmasi 6nem tasimaktadir. Bu noktada
cocuk katilimina yonelik degerlendirme araclarinin gelistirilmesi, bu araglarin profesyonellerin
farkindaliklarini 6l¢gmesi, gelistirilecek uygulamalarin etkili bir sekilde uygulanmasinda 6nemli
bir role sahip olacaktir. Dolayisiyla mevcut arastirmada ¢ocukla ¢alisacak profesyonellerden
olan c¢ocuk gelisimi ve okul Oncesi Ogretmenligi bolimii 6grencilerinin ¢ocuk haklari
baglaminda katilim hakki ile ilgili goriislerini belirlemek amaciyla Cocuk Katilimi Farkindalik

Olgegi (CKFO) gelistirmektir.
YONTEM

Cocuk Katilimi Farkindalik Olgegi’nin gelistirilme calismasinin hangi asamalarda gerceklestigi

ve calisma grubuna iliskin 6zellikler bu bdliimde verilmistir. Cocuk Katilimi Farkindalik Olgegi
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cocuk haklar1 baglaminda ¢ocuk katilimu ile ilgili goriiglerin istatistiksel olarak agiklanmasini
saglayacaktir. Bu ¢alismada Cocuk Katilim Farkindalik Olgegi’ni gelistirmek icin gerekli

gecerlik ve giivenirlik ¢alismalar1 yapilmustir.
Calisma Grubu

Aragtirmanin ¢alisma grubunu 2017 yil1 Istanbul ilinde bulunan iki vakif {iniversitesinden gelisi
giizel 6rnekleme yontemi ile belirlenmis Cocuk Gelisimi (289) ve Okul Oncesi Ogretmenligi
(192) Boliimii 6grencilerinden 481 kisi olusturmaktadir. Bu tiir 6rnekleme arastirmacinin
saptanan Orneklem biiyiikliigiine gore herhangi bir sekilde evrenin bir parcasin1 segmesidir
(Kilig, 2013). Orneklemin demografik 6zelliklerine baktigimizda; dgrencilerin ortadgretim
(lise) tiirlerinin %64.7’sinin meslek liselerinin ¢ocuk gelisimi boliimlerinden, %26.8’inin diiz
lise, %6.4’liniin meslek liselerinin ¢ocuk gelisimi disindaki boliimlerinden ve %2.1’inin
Anadolu lisesi mezunu oldugu gériilmiistiir. Universite egitim kademeleri (siniflar1) dagilimina
bakildiginda; %38.9°u 1. sinif, %42.2’s1 2. sinif, %11.2’s1 4. smif ve %7.7’sinin 3. sinif oldugu,
cocuk haklarma dair bir ders alip almama durumlarina bakildiginda ise %43.5’inin gocuk
haklarina dair bir ders aldiklari, %56.5’inin ise ¢ocuk haklarina dair bir ders almadiklari

gorilmiistiir.
Olcegin Gelistirilme Siireci

Olgek gelistirilirken; literatiir tarama, madde havuzu olusturma, uzman gériisii alma, uzman
goriisii degerlendirme, Olgek puanlama, verilerin toplanmasi ve verilerin analizi sliregleri

1zlenmistir.
Madde havuzu olusturma

Maddelerin olusturulmasi i¢in literatiir taramasi1 yapilmis; belirgin sekilde Hart (1992) Katilim
Merdiveni, Birlesmis Milletler Cocuk Haklar1 Komitesi’nin (BM CHS) (2009) hazirladig
Genel Yorum 12: Katilim Hakk1 ve Hodgkin ve Newell (2003) Cocuk Haklarina Dair S6zlesme
Uygulama Kitab1 g6z onlinde bulundurulmus, ¢ocuk haklar1 konusunda yapilan ¢alismalar

incelenerek 98 maddelik madde havuzu olusturulmustur.
Uzman goriisii alma

Maddeler dil, ifade ve anlatim diizeltmeleri i¢in Tiirk Dili ve Edebiyati boliimiinden bir uzman
arastirmaciya gonderilmis, her bir maddenin anlam, dil ve ifade acisindan degerlendirmesi

istenmistir. Uzman doniisleri sonrast gerekli dil ve ifade diizeltmeleri yapilmis, bu asamadan
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sonra maddeler alan uzmanlarinin goriisiine sunulmak {izere form seklinde hazirlanmistir.
Uzman goriisii siirecinde maddelerin hakem olarak kabul edilen test uzmanlarina ya da ilgili
uzmanlara verilerek “ifadeler agik ve anlagilir m1?”, “Konusuna uygun mu?”, “Dogru yanitlar
cagristiran ipuglart var m1?”, “Olgiilmek istenen davraniga uygun mu?” vb. sorularmn yanitlari
aranir (Oner, 2012). 98 maddelik katilim ile ilgili hazirlanan maddeler, ¢ocuk gelisimi ve gocuk
haklar1 konusunda ¢aligsmalari bulunan ¢ocuk gelisimi, ¢cocuk gelisimi ve egitimi ve okul dncesi
ogretmenligi boliimlerinden, aralarinda bir uzman, iki yardimci dogent, {i¢ profesor bulunan
yedi alan uzmanina form halinde gonderilmistir. Her bir maddeyi "amaca uygunluk" yani
"cocuk katilimini temsil etme" durumlarina gore degerlendirmeleri; madde, belirtilen 6zelligi
net olarak O6lgmeye aday ise "Uygun", madde konu kapsaminda ama diizeltilmesi ya da
degistirilmesi gerekiyor ise "Diizeltilmeli" , madde belirtilen 6zelligi 6lgmiiyor ise "Uygun
Degil" seceneklerini isaretlemeleri istenmistir. Ayrica goriis, onerileri ve madde eklemek i¢in
ek bir alan birakilmistir. 98 maddelik 6l¢ek taslagi kamuya bagli devlet {liniversitesinin Etik

Kurul Komisyonuna génderilmis ve etik kurul onayindan gegmistir.
Uzman goriisii degerlendirme

Uzman goriisleri Lawshe teknigi kullanilarak analiz edilmistir. Bu teknik ile uzmanlarin bir
maddeye iliskin goriisleri alinarak kapsam gecerlik oranlari elde edilir. Kapsam gecerlik
oranlar1 (KGO), maddeye dair “Gerekli” goriis bildiren uzman sayisinin maddeye dair goriis
belirten biitiin uzmanlarin toplaminin 1 eksigi ile hesaplanir (Yurdugil, 2005). Bu sekilde
degerlendirilen uzman goriisleri sonrast 98 maddenin 41’1 negatif ve 0 araliginda bulunarak
olgekten ¢ikarilmistir. KGO degerleri negatif ya da 0 deger igeriyorsa boyle maddeler ilk etapta
elenen maddelerdir. Kapsam gecerliligi i¢in alt limit Veneziona ve Hooper’in kapsam gegerlik
Ol¢iitleri tablosuna gore 0.99 olarak belirlenmistir (Yurdugiil, 2005). Bu dogrultuda dlgege 43
madde oldugu gibi ge¢mis, gonderilen formda bulunmayan uzman onerileri dogrultusunda 2
madde eklenmis, 10 madde Oneriler dogrultusunda yeniden diizenlenmistir. Yine Oneriler
dogrultusunda belirlenen maddeler anlam bakiminda yakinlik derecesine gore siralanmis ve 55
maddelik 5°li likert tipi bir dlcek on formu olusturulmustur. On form, dlgek uygulama
yonergesi hazirlanarak ¢alisma grubu disinda 15 Ogrenciye Olcekte yer alan maddelerin
cevaplayanlar tarafindan anlasilabilirligini belirlemek {izere uygulanarak, pilot uygulama
yapilmustir. Pilot uygulama sonundaki degerlendirmeler dogrultusunda 6lgek maddelerindeki

ifadelerin degistirilmesine gerek duyulmamustir.
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Ol¢ek puanlamast

55 maddeden olusan Olgek 5°li likert tipine gore, maddelere katilma durumlarma gore
Kesinlikle Katiliyorum - Kesinlikle Katilmiyorum araliginda hazirlanmistir. Likert (1932)
tarafindan gelistirilen dereceleme toplamlariyla 6lgekleme yaklagiminda, 6l¢iilmek istenen s6z
konusu tutumla iligkili ¢ok sayida olumlu ve olumsuz ifade, ¢ok sayida katilimciya uygulanir
(akt. Tezbasaran, 2008). Likert’de, kararsizim, ne evet ne hayir, bazen katiliyor bazen
katilmiyorum gibi segenekler orta noktayr olusturur. Fakat “bilmiyorum ve fikrim yok”
kararsizzim anlamina gelmez (Erdogan, 2012). Likert tipi bir 6l¢ekte, maddelere verilen
cevaplarin puanlanist dncelikle maddenin olumlu ya da olumsuz olusuna bagl olarak degisir.
Olumsuz maddeler, olumlu maddelerin tersine puanlanir, bdylece ytiksek 6l¢ek puanlart daima
olumlu tutumu gésterir (Tezbasaran, 2008). Cocuk Katilimi Farkindalik Olgegi puanlamasi
normal maddeler (27) ve ters maddeler (28) i¢in farkli yapilmis; normal puanlama “Kesinlikle
Katiliyorum” segeneginden baslayarak 5’ten 1’e dogru puanlanmis, olumsuz-ters puanlama ise

“Kesinlikle Katilmiyorum” segeneginden baglayarak 5’ten 1’e dogru puanlanmustir.
Verilerin Toplanmasi ve Analizi

27 normal ve 28 ters puanlanmis maddesi olan 6l¢egin, birinci boliimde orta 6gretim tiiri,
iniversite kademesi-sinifi, cocuk haklar ile ilgili bir ders alma durumu, anne-baba yasi, anne
baba 6grenim durumu gibi demografik bilgilere iliskin sorular, ikinci bdliimde ise ¢ocuk
katilimu ile ilgili l¢ek maddeleri bulunmaktadir. Okul Oncesi Ogretmenligi ve Cocuk Gelisimi
boliimii 6grenci popiilasyonunun geneli kadinlardan olustugu diisiiniilerek ve donem itibari ile
yas araliklar1 birbirine yakin olan 6grenciler oldugu varsayilarak cinsiyet ve yas bilgisi
istenmemistir. Olgek uygulama yonergesi ile 2016-2017 yili bahar déneminde Istanbul ilinde
bulunan iki vakif iiniversitesinden Cocuk Gelisimi ve Okul Oncesi Ogretmenligi Boliimii
ogrencilerinden 481 kisiye ulasilmistir. Uygulama sonrasi cevap formlar1 incelenmis ve eksik
veya birden fazla cevap bulunan ya da bunlar gibi cesitli nedenlerle giivenilir bulunmayan
formlar (n=76) analiz dis1 birakilmistir. Toplamda N=404 Grneklem sayisi ile analizlere

baslanmistir. Orneklem sayisi, yapilan testler sonucu yeterli (p=.000) bulunmustur.
BULGULAR

Bu béliimde Cocuk Katilimi Farkindalik Olgeginin gelistirilmesi siirecinde yapilan analizler ve

bu analizlere iligkin yorumlara yer verilmistir.
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Tablo 1. Normal dagilim analizi igcin Kolmogorov-Smirnov testi

Degerler Olgek
N 404
X 3.61
Normal Parametreler
Ss 296
Kolmogorov Smirnov Z .043
P 077

Istatistiksel analizlere gegilmeden &nce toplanan verilerin normal dagilim gdsterip
gostermedigini belirlemek {izere Kolmogrov-Smirnov testi yapilmistir. Tablo 1’de de
goriildiigi gibi yapilan Kolmogorov-Smirnov testi sonucunda Cocuk Katilimi Farkindalik

Olgeginin taslak formundan elde edilen puanlarin normal dagilim gosterdigi bulunmustur

(p>.05).

Tablo 2. KMO ve Barlett’s testi degerleri

Kaiser-Meyer-Olkin Orneklem Yeterliligi 782
Ki-kare Degeri 2597.798
Barlett’s Testi Serbestlik Derecesi 153
P .000

Verilerin, faktor analizi i¢in uygunlugu Kaiser-Meyer-Olkin (KMO) katsayisi ve Barlett
kiiresellik testi ile incelenebilir. Faktor olusturabilmek i¢in KMO’nun .60’dan yiiksek olmasi
beklenmekte, Barlett testi ise degiskenler arasinda iliski bulunup bulunmadigini kismi
korelasyonlar temelinde incelenmektedir (Biiyiikoztiirk, 2016). KMO’nun .60’dan biiyiik
olmas1 ayn1 zamanda 6rneklem biiyiikligiinii de vermektedir. Kaiser- Meyer- Olkin (KMO) ve
Bartlett's Test, degiskenler arasi iligkinin giiciinii 6lgiimler. KMO, faktor analizini istenen
diizeyde yapilabilmesi i¢in 6rneklemin 0.5’den biiylik olmasi beklenir (Karaalioglu, 2015).
Faktor analizi, birbiriyle alakali ¢ok sayida degiskeni bir araya toplayarak az sayida, ortak bir
ad altinda anlamli yeni degiskenler (faktorler, boyutlar) bulmayi, kesfetmeyi amaglayan ¢ok
degiskenli bir istatistiktir (Biiylikoztiirk, 2002). Kaiser- Meyer- Olkin (KMO) ve Bartlett's Test,
degiskenler arasi iligkinin giiclinii dl¢timler. Tablo 2’de de goriilecegi gibi, doniistiiriilmiis
temel bilesenler analizinde faktorlestirilebilirlik i¢in beklenen degere ulasilmis, KMO degeri
.78 bulunmustur. Barlett’s testi sonucu ise (p=.000; p<.05) bulunmus ve veri matrisinin uygun

oldugunu gostermektedir.
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Tablo 3. A¢iklanan toplam varyans miktarlar

:Lg Baslangig Oz Degerleri Toplam Faktor Yiikleri D@rﬁﬁ%ﬁiﬁﬁ IIIlllarl

§ Toplam Val(;l)ans Kﬁrr;/ijlatif Toplam Vat(’;;ans Kﬁrr;/ijlatif Toplam Var(‘)zl)ans Kﬁrr;/ijlatif
1 4303  23.904 23.904 4303  23.904 23.904 3.476 19.309 19.309

2 3.182 17.676 41.580 3.182 17.676 41.580 2.596  14.424 33.733
3 1.625 9.026 50.607 1.625 9.026 50.607 2.265 12.583 46.316

4 1.372 7.620 58.226 1.372 7.620 58.226 1.702 9.445 55.770

5 1.132 6.289 64.515 1.132 6.289 64.515 1.574 8.745 64.515

6 .879 4.883 69.398

18 230 1.279 100.000

5=

4

Eigenvalue

o

L T T T T T L T T T T T T T
3 4 5 8 7 8 g 10 11 12 13 14 15 16 17 18

Component Number

Sekil 1. Cocuk Katilimi Farkindalik Ol¢egindeki Maddelere Iliskin Yigiima Grafigi

Tablo 3’te a¢iklanan toplam varyans miktarlar1 ve Sekil 1’deki Cocuk Katilimi Farkindalik
Olgegindeki maddelere iliskin yigilma grafigi incelendiginde, analiz edilen 18 degiskenin

(maddenin) 6z degeri 1’den biiyiik olan 5 faktor altinda toplanmis ve bu 5 faktoriin agiklanan
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toplam varyans miktar1 % 64.515 olarak bulunmustur. Sirayla faktorlerin agikladiklar1 varyans
miktarlarina bakildiginda birinci faktor i¢in %23.904, ikinci faktor i¢in %17.676, liclincii faktor
icin %9.026, dordiincii faktor i¢in %7.620 ve besinci faktor i¢in %6.289 olarak belirlenmistir.
Oz deger yiikseldikge, faktoriin agikladigi varyans da yiikselmektedir (Tabachnick ve Fideli,
2001; Tatlidil, 1992; Biiyiikoztiirk, 2002). Ancak, sosyal bilimlerde yapilan caligsmalarin
analizlerinde %40 ile %60 arasinda olan varyans miktarlart yeterli kabul (Scherer, Wiebe,
Luther ve Adams, 1988; Tavsancil, 2014) edildigi diisiiniildiigiinde elde edinilen varyans
miktariin ideal oldugu sdylenebilir. Analizde kuvvetli olan faktor sayisi, 6z deger miktarlarina
gore bes faktdr olarak belirlenmistir. Bu durum Cocuk Katilimi Farkindalik Olgeginin

maddelere iligkin yi1g1lma grafiginde de agikca goriilmektedir.

Tablo 4. Faktér analizi sonucu doniistiiriilmiis bilesenler matrisi

Faktorler

1 2 3 4 5
Madde32 .807
Madde35 762
Madde33 .760
Madde30 748
Madde31 671
Madde34 .663
Madde5 .843
Madde4 818
Madde3 746
Madde2 671
Madde27 .837
Madde26 .825
Madde28 .596
Madde36 .580
Madde13 .876
Maddel4 .804
Madde24 .857
Madde23 .825

Maddeler

Tablo 4 faktor analizi sonucu doniistiiriilmiis bilesenler matrisi incelendiginde 18 degiskenin
yiik degerinin .580 ve iizerinde oldugu goriilmektedir. Varimax Dik Dondiirme Teknigi

kullanilarak degiskenlerin faktorlere dagilimina baktigimizda, en diislin yiik degeri .580 ve en
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yiiksek yiik degeri .876 olan 6z degeri 1’den biiyiikk 5 faktorlii 6lgekte biitiin degiskenlerin
girdikleri faktorlerde kabul edilebilir yiik degerlerine sahip oldugu goriilmiistiir. Yine tabloda
goriildiigli lizere birinci faktérde yer alan 6 degiskenin faktordeki yiik degeri .663 - .807
arasinda, ikinci faktorde yer alan 4 degisken i¢in .671 - .843 arasinda, ii¢iincii faktérde yer alan
4 degisken i¢in .580 - .837 arasinda bulunmus, doérdiincii faktorde yer alan 2 degisken i¢in .804
ve .876, besinci faktorde yer alan 2 degisken i¢in ise faktordeki yiik degerleri .825 ve .857

olarak bulunmustur.

Tablo 5. Faktor analizi sonucunda belirlenen alt 6lcekler ve bu dlceklere ait maddeler

Faktor Madde Sayis1  Madde Numaralari
1. Katilimda Dekorasyon 6 30, 31, 32, 33, 34, 35
2. Katilimda Goriise Saygi 4 2,3,4,5
3. Katilimda Zorlama 4 26,27, 28, 36
4. Katilimda Ayrim Gozetmeme 2 13,14
5. Katilimda Fizyolojik Ihtiyaclar 2 23,24

Tablo 5 faktor analizi sonucunda belirlenen alt Slgekler ve bu dlgeklere ait maddeler incelenerek
olusan alt 6lgekler isimlendirilmistir. 5 faktér ve 18 degiskenden olusan Olgekte birinci faktor
6 degiskenden (30, 31, 32, 33, 34, 35); ikinci faktor 4 degiskenden (2, 3, 4, 5); liclincii faktor 4
degiskenden (26, 27, 28, 36); dordiincii faktor 2 degiskenden (13, 14); besinci faktor ise 2
degiskenden (23, 24) olugmaktadir. Her bir faktor igine giren degiskenler incelenerek birinci alt
Olcek Katilimda Dekorasyon alt 6l¢egini; ikinci alt 6lgek Katilimda Goriise Saygr alt 6lgegini;
lctlincli alt olcek Katilimda Zorlama alt Olgegini; dordiincli alt Oleek Katilimda Ayrim
Gézetmeme alt dlgegini; besinci alt dlgek ise Katilimda Fizyolojik Ihtiyaglar alt dlgegi olarak
isimlendirilmistir.

Birinci alt 6l¢ek Katilimda Dekorasyon, ¢ocuklarin hakkinda hicbir sey bilmeden, izinleri
alinmadan ya da bilgilendirilmeden gostermelik izinlerin alindig1 ya da ¢ocugu hige sayip
sadece aileler ile konusulan olaylar, etkinlikler veya durumlarda dekor, siis hatta reklam
malzemesi olarak kendi ve yaptiklar1 etkinlik resimlerinin kullanilmasini ifade eder. Bu alt
Olcekteki tim degiskenler ters puanlanir ve alt dlgek puanlart (min = 6, max = 30) olarak
hesaplanir. Tkinci alt dlgek Katilimda Cocugun Goriisiine Saygi, ¢ocuklarin goriislerine her
kosulda saygili olmay1 ve ¢ocuklarin goriislerini ifade edebilecekleri uygun ortam, zaman ve

uyarict saglanmasinin gerekliligini ifade eder. Bu alt Olgekteki tiim degiskenler normal
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puanlanir ve alt dlgek puanlart (min = 4,max = 20) olarak hesaplanir. Ugiincii alt dlgek
Katilimda Zorlama, ¢ocuklarin bir olay, durum veya konu hakkinda herhangi bir bilgiye sahip
olmadan sadece sOyleneni yapmalari ile ilgilidir. Bu alt 6l¢ek ¢ocuklarin fikirleri alinmadan
sinif kurallarinin, sinif i¢i oturacaklari yerlerin belirlenmesini ve yapilacak biiyiik hazirlik
stirecleri olan gosterilere sorgusuz katilmalarini ifade eder. Bu alt 6lgekteki tiim degiskenler
ters puanlanir ve alt dlgek puanlar1 (min = 4, max = 20) olarak hesaplanir. Doérdiincii alt
olcek Katilimda Ayrim Gozetmeme, ¢ocuklarin her kosulda higbir ayrim gozetilmeden esit
sartlarda katilm firsatlarina erisimi ile ilgilidir. Bu alt dlgek ¢ocuklarin cinsiyetleri, etnik
koken, irklar1 gbz Oniine alinmadan yani ayrim yapilmadan esit katilim firsatlar1 yaratilmasini
ifade eder. Bu alt 6l¢ekteki tim degiskenler normal puanlanir ve alt 6l¢ek puanlari (min =
2,max = 10) olarak hesaplanir. Besinci alt olgek Katiimda Fizyolojik Ihtivaclar ise,
cocuklarin fizyolojik ihtiyaclarinin etkinlikleri yarida birakmasi nedeniyle, ¢ocuklarin ihtiyag
duyduklar1 zaman degil 6gretmenin belirledigi zamanlarda giderilmesi ile ilgilidir. Bu alt 6lgek
cocuklarin tuvalet ve su i¢cme ihtiyaglarinin etkinliklere ya da 6gretmene gore belirlenmesinin
dogrudan katilim karsit1 oldugunu ifade eder. Bu alt 6l¢ekteki tiim degiskenler ters puanlanir

ve alt dlgek puanlar1 (min = 2, max = 10) olarak hesaplanir.

Cocuk Katilimi Farkindalik Olgegi normal puanlanmus alt dlgekler (2 ve 4) ve ters puanlanmis
alt oOlgeklerden (1,3 ve5) olusmakta, Ters puanlanan degiskenler normal puanlanan
degiskenlerin tersine puanlanmistir. Normal puanlanan alt Olgeklerdeki tiim degiskenler
“Kesinlikle Katiliyorum” seceneginden baslayarak “Kesinlikle Katilmiyorum” segenegine
dogru 5’ten 1’e dogru puanlanmustir. Ters puanlanan alt dlgeklerdeki tiim degiskenler ise
“Kesinlikle Katilmiyorum” segeneginden baslayarak “Kesinlikle Katiliyorum” segenegine
dogru 5’ten 1’e dogru puanlanmistir. Dolayisiyla tiim alt 6l¢eklerde ¢ikacak yiiksek puanlarin
anlami ¢ocuk katilmi farkindaliginin yiiksek seviyede, diisiik puanlarin anlami ise g¢ocuk
katilimi1 farkindaligin diisiik seviyede oldugunu gosterecektir. 5 alt 6lgek ve 18 degiskenden
olusan Cocuk Katilimi Farkindalik Olgegi maksimum puani 90 (18 X 5) puan, minimum puani
ise 18 (18 x 1) puandir. Olgek toplam puanlar1 min18 ve min18'e yakin puanlarm gocuk
katilim1 konusundaki farkindaligin diisik max90 ve max90’a yakin puanlarin ise ¢ocuk
katilimi1 konusundaki farkindaligin ytliksek oldugu seklinde yorumlanir. Baska bir degisle

ogrencilerin dlgcek puanlarinin diisiik olmast ¢ocuk katilimi konusunda farkindaligin diisiik
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diizeyde, puanlarin yiiksek olmasi ise ¢ocuk katilimi1 konusuna farkindaligin yiiksek diizeyde

oldugunu gosterir.

Tablo 6. OlceSin geneli ve alt dlceklerine ait giivenirlik katsayilar

Faktor CronBach’s Alpha Degeri (o)
1. Katilimda Dekorasyon .845
2. Katilimda Goriise Saygi 784
3. Katilimda Zorlama 740
4. Katilimda Ayrim Gozetmeme 791
5. Katilimda Fizyolojik Ihtiyaglar .662
Toplam .802

CronBach’s Alpha Degeri (a) elde edilen test puanlari arasindaki ictutarligl inceleme amaciyla
kullanilir (Biiyiikoztiirk, 2002). Tablo 6 incelendiginde, 6lgegin toplam igtutarlik katsayisi a:
.80 olarak hesaplanmistir. Hesaplanan igtutarlik katsayisinin kabul edilebilmesi i¢in en az 0.70
olmas1 beklenmektedir (Nunnally, 1978; Tavsancil, 2014). Faktorlerin CronBach’s Alpha
degerlerine baktigimizda ise 1. faktor a: .84; 2. faktor a: .78; 3. faktor a: .74; 4. faktor a: .79;
besinci faktor ise a: .66 olarak hesaplanmistir, dlgek a: .66 - a: .84 araliginda degismektedir.
Ozdamar (1999) da, Alpha katsayismnin degerlendirilmesinde kullanilan degerlendirme &lgiitii
“0.60 < a < 0.80 ise olgek oldukea giivenilirdir.” seklinde giivenilirlik diizeyini belirtilmekte
(Tavsancil, 2014) dolayisiyla bu degerler dlgegin i¢ tutarligimin oldukca yiiksek oldugunu

gostermektedir.

Tablo 7. Olcek alt 6lcek ve toplam puanlarina ait ayirt ediciliklerini belirlemek icin yapilan bagimsiz
gruplar t-testi sonuglart

t testi

Puan Gruplar N X ss

Alt 109 13.278  3.238
1. Katilimda Dekorasyon . 25245 216 .000
Ust 109 25.260  3.750

Alt 109 19.211 1.639
2. Katilimda Goriige Saygi . 2.993 216 .003
Ust 109 19.734 .800

Alt 109 7.512 2.458
3. Katilimda Zorlama . 19.116 216 .000
Ust 109 14.691 3.054

Alt 109 9.697 .833
4. Katilimda Ayrim Gozetmeme . 2.137 216 .034
Ust 109 9.890 437
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) Alt 109 6.248 2.059
5. Katilimda Fizyolojik Ihtiyaglar . 8.913 216 .000
Ust 109 8.551 1.739

. Alt 109 55.947  4.265
Olgek Toplam . 39.813 216 .000
Ust 109 78.125  3.953

Cocuk Katilimi Farkindalik Olgegi alt dlgek ve toplam puanlarina ait ayirt ediciliklerini
belirlemek i¢in yapilan bagimsiz gruplar #-testi toplam alt-list gruplarin sonucuna (t =
39.813; p <.001) gore orneklem ortalamalari arasinda {ist grup lehine anlamli bir fark
bulunmustur. Tablo 7°de de goriildiigii izere faktorler arasinda tist grup lehine farklilik (p <
.001) anlamli bulunmus ve sonuglarin yapilan bagimsiz gruplar ¢-testine gore ayirt edici oldugu
goriilmektedir. #-testi, iki iliskisiz 0rneklemin ortalamalar1 arasindaki farkin anlamli ¢ikip

ctkmayacagini test etmek i¢in kullanilmaktadir (Biiytlikoztiirk, 2016).

Tablo 8. Madde toplam ve madde kalan korelasyon sonuglart

Madde Toplam Madde Kalan
Maddeler N
r P r p
Madde32 404 .627 .000 Sl .000
Madde35 404 613 .000 516 .000
Madde33 404 701 .000 .613 .000
Madde30 404 .640 .000 .553 .000
Madde31 404 .602 .000 525 .000
Madde34 404 671 .000 .582 .000
Madde5 404 252 .002 201 .002
Madde4 404 258 .001 221 .000
Madde3 404 239 .005 204 .001
Madde2 404 266 .001 227 .000
Madde27 404 555 .000 442 .000
Madde26 404 565 .000 445 .000
Madde28 404 .536 .000 443 .000
Madde36 404 .605 .000 .506 .000
Maddel3 404 293 .000 264 .001
Maddel4 404 .260 .000 222 .001
Madde24 404 416 .004 285 .000
Madde23 404 394 .000 .284 .000
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Tablo 8’de biitlin maddelerin madde-toplam ve madde-kalan korelasyon miktarlar
goriilmektedir. Madde toplam korelasyon analizinde, madde ile toplam ya da madde ile faktor
arasindaki korelasyon miktarinin negatif olmamasi ve 0.20’den biiylik ¢ikmasi istenir (Yalin
Sapmaz, ve digerleri, 2016). Tabloda da goriildiigii tizere madde-toplam korelasyonlarinda elde
edilen korelasyon .24 ile .70 arasinda degismekte, madde-kalan korelasyonlarinda ise elde
edilen korelasyonlar .20 ile .61 arasinda degismektedir. Bu sonuglara gore de madde-toplam ve

madde-kalan miktarlar istatistiksel olarak anlamlidir diyebiliriz.

Tablo 9. Faktorler arast iliskiyi belirlemek iizere yapilan pearson momentler ¢arpimi korelasyon
analizi sonuclart

2 g
2 z S
: 2 Z
. Sg 3 S Se =
Faktorler g S g g . g £ g
E  T& TE TE B3
< < O < 5 < < < © < O
= 9g 9B 9 98 9%
= 5 : N
= — A NN e N <+ O v
Toplam 1
1. Katilmda Dekorasyon 852" 1
2. Katilimda Goériise Saygi 1927 -.006 1
3. Katilimda Zorlama J537 4237 044 1
4. Katilimda Ayrim Gozetmeme 190 034 4537 050 1
5. Katilimda Fizyolojik Ihtiyaclar 468 1927 095" 2257 110" 1

* p<.050; ** p<.001

Pearson Momentler Carpimi1 Korelasyon Katsayisi (r), faktorler arasinda manidar bir iligki
bulunup bulunmadigini belirlemek i¢in en az esit aralikli 6lgek seviyesinde Olgiilen iki siirekli
degisken arasindaki dogrusal iliskinin derecesinin belirlenmesi i¢in kullanilmaktadir (Yalgin,
2016). Bu iliskiler Cocuk Katilimi Farkindalik Olgeginde en yiiksek Katilimda Ayrim
Gozetmeme alt Olgegdi ile Katilimda Goriise Saygi alt 6lgegi arasinda r = .453; p < .001
diizeyinde gerceklesmistir. Bu sonucu iki alt Slgekteki degiskenlerin de olumlu ifadeler
icermesine baglayabiliriz. En diisiik iliski ise r =.095; p <.050 diizeyinde Katilimda
Fizyolojik Ihtiyaglar ve Katilimda Gériise Saygi alt 6lcegi arasinda oldugu goriilmektedir.
Analiz sonunda tablo 9°da da goriildiigii tizere faktorler arasinda pozitif yonde anlamli bir iligki

oldugu (*p<.050; **p<.001) bulunmustur.
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Tablo 10. Test tekrar test giivenirligi i¢in yapilan pearson momentler ¢arpimi korealsyon ve bagimll
gruplar t-testi sonuglart

t Testi

Faktor Uygulama N X Ss r p
t sd p

Birinci 153 14.386 5.202
1. Katilimda Dekorasyon , 828 .000 -956 152 .341
Ikinci 153 14.628 5.441

Birinci 153 19.523  .827
2. Katilimda Goriise Saygi . 327 .000 1.922 152 .057
Ikinci 153 19.327 1.261

Birinci 153 11.170 3.816
3. Katilimda Zorlama . 817 .000 -.655 152 .514
Ikinci 153 11.300 4.244

Birinci 153 9910  .505

4. Katiimda Ayrim o 507 .000 1.850 152 .066
Gozetmeme ikinci 153 9.804 .803
e Birinci 153 4.778 1.854

5. Katilimda Fizyolojik , 628 000 -514 152 608
Ihtiyaglar ikinci 153 4.843 1.789
) Birinci 153 59.765 8.850

Olgek Toplam 864 000 -355 152 .723

ikinci 153 59.902 9.375

Olgegin test-tekrar test giivenirligini sinamak icin ¢alisma grubunda yer almayan 153 Cocuk
Gelisimi 6grencisine Cocuk Katilimi Farkindalik Olgegi 3 hafta (21 giin) arayla uygulanmustir.
Bir 6l¢egin zamana karsi degismedigini belirlemek i¢in hesaplanan korelasyon miktarinin
pozitif ve yiiksek olmasi beklenir (Tavsancil, 2014). Tablo 10 Pearson Momentler ¢arpimi
korealsyon ve t-testi sonucunda en diisiik korelasyonun faktor 2’de (r = .327;p < .05); en
yiiksek korelasyon faktor 1°de (r = .828;p < .05) olarak bulunmus; toplam korelasyon ise
(r =.864;p < .05) olarak bulunmus ve iki uygulama arasinda t-testi sonucuna gore anlamli
farkliligin olmadig1 goriilmektedir. Bu sonu¢ dogrultusunda o6lcegin pozitif yonde anlamli
oldugunu, zamana kars1 degismeden farkli uygulamalar sonrasinda kararlilik gosterdigi

sOylenebilir.

Aragtirma kapsaminda kullanilan Cocuk Katilimi Farkindalik Olgeginin yapr gegerligini
incelemek amaciyla Dogrulayict Faktor Analizi (DFA) yapilmistir. DFA’nin varsayimlari;
orneklem biiyiikligii, kayip degerler, normallik, dogrusallik, ¢coklu baglant1 ve tekillik ve ug
degerler seklinde siralanabilir.

Tablo 11. Cocuk katilimi farkindalik dlgegi i¢in hesaplanan KMO degerleri

KMO P
77 .000
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Oncelikle ug deger olan 1 veri, veri setinden ¢ikarilmis ve 152 kisiye ait veriyle analize devam

edilmistir. Orneklem biiyiikliigii icin KMO testi yapilmistir. Arastirma kapsaminda hesaplanan
KMO sonuglar1 Tablo 11°de verilmistir. Kline (2005), 100-200 arasindaki 6rneklem

biiytikliigiinii kabul edilebilir olarak degerlendirmistir. Leech, Barrett ve Morgan’a (2005) gore

ise KMO degerinin .70 ve {lizerinde olmasi 6rneklem biiyiikliigliniin orta diizeyde kabul

edilebilir oldugunu gostermektedir. Kolmogorov-Smirnov testi sonuglarina gore 6lgek normal

dagilim gostermektedir (p > .05). Ayrica carpiklik degerli -1 ile +1 degerleri arasindadir (-.36).

Bu durumda dlgekten elde edilen puanlarin normal dagilim gosterdigi seklinde yorumlanmustir.

Tabachnick ve Fidell (2001) faktor sayisim1 saptamak ya da dogrulamak istendiginde c¢ok

degiskenligin oldugu sayiltisinin kullanilmasini 6nermektedir. Bu arastirmada da bu sayilti

kullanilmistir. Varsayimlarin test edilmesinden sonra DFA analizine gegilmistir.
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Sekil 2. Cocuk Katilimi Farkindalik Olgegi DFA T Degerleri
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Sekil 2’de de goriildiigii tizere DFA’da ilk olarak t degerleri incelenmistir. T degerinin 1.96’y1
asmast .05 diizeyinde, 2.56’y1 agmasi ise .01 diizeyinde anlamli oldugunu gostermektedir. T
degerlerine gore 11. madde harig tiim maddeler .01 diizeyinde anlamlidir. 11. maddenin t degeri
ise kritik deger olan 1.96’min hemen altinda 1.94’°tlir. Bu gizil degiskenlerin gozlenen

degiskenleri dogru bir sekilde agikladigini gostermektedir.
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Sekil 3. Cocuk Katilimi Farkindalik Olgegi DFA Standartlastiriimis Coziim Sonuglart

Daha sonra standartlastirilmis ¢6ziim degerleri incelenmistir. Sekil 3’de maddelerin solunda
yer alan degerler hata varyanslarini géstermektedir. Burada 8. madde hari¢ tiim maddelerin hata

varyanslari kiigiik olarak degerlendirilebilir. Sekil 3’de de goriildiigii iizere degerler .41 ile .92

Erken Cocukluk Calismalari Dergisi Journal of Early Childhood Studies
017

Cilt 1-Say1 2 - Ekim Volume 1 - Issue 2 - October



207 | POLAT, ERSOY, TORAN Cocuk katilimt farkindalik lgegi (CKFO): Olgek gelistirme...

arasinda bulunmus, iki sonuca gore de sadece birer maddenin hatalarinin yiliksek oldugu, diger

maddelerin hatalarinin ise diisiik oldugu goriilmektedir.

Tablo 12. Cocuk Katilimi Farkindalik Olcegi DFA sonuclarina iliskin wyum iyiligi degerleri

Indeksler Maddelere iliskin ~~ Miikemmel Uyum Iyi uyum
Degerler

) 172.19
sd 125
p 0033
1 g - 1 jsa<3.00 300 <7 1542800
RMSEA .050 0 <RMSEA <.05 .05 <RMSEA <.08
RMSEA (.90 GA) .030-.067
SRMR .062 0 <SRMR <.05 .05 <SRMR <.10
GFI .89 95 <GFI<1.00 90 <GFI<.95
AGFI .85 90 <AGFI<1.00 .85 <AGFI<.90
CFI 95 97<CFI<1.00 95 <CFI<.97
NFI .85 95 <NFI<1.00 90 <NFI <.95
NNFI 94 97 <NNFI <1.00 .95 <NNFI <.97

Dogrulayic1 faktdr analizinde uyum iyiligi indekslerini de incelemek gerekmektedir. Uyum
1yiligi degerleri ile ilgili degerler i¢in tablo 12 incelendiginde, Cocuk Katilimi Farkindalik

Olgegi'nde yer alan maddelere ait uyum iyiligi degerlerinin tablonun solunda, alinan &lgiit

2
degerlerin ise tablonun sagdaki iki slitununda yer aldigi goriilmektedir. X 01 diizeyinde

anlamli bulunmustur. Bu uyumun olmadig1 anlamina gelmektedir ancak 6rneklem biiyiidiikge

2 2
2 anlamh cikabilmektedir. Bu yiizden Z nin serbestlik derecesine boliimiinden elde edilen

1.38 degeri milkemmel uyumu gostermektedir. RMSEA miikemmel uyumu gostermektedir.
SRMR, AGFI, CFI iyi uyumu gostermektedir. GFI, NFI ve NNFI iyi uyumun hemen altinda
deger almustir. Biitiinciil bir degerlendirme yapildiginda Cocuk Katilimi Farkindalik Olgeginin

maddelerinin genel olarak kabul edilebilir uyumu gosterdikleri ifade edilebilir.

Olgegin asil uygulamas1 kapsaminda yapilan giivenirlik analizi sonucunda elde edilen
Cronbach’in a katsayist .80 olarak hesaplanmistir. Bu deger giivenirligin iyi oldugunu

gostermektedir.
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SONUC ve TARTISMA

Arastirmada ¢ocuk gelisimi ve okul dncesi 6gretmenligi boliimiinde okuyan 6grencilerin ¢ocuk
haklar1 baglaminda katilim hakki ile ilgili goriislerini belirlemek amaci ile gelistirilen literatiir
taramasi1 sonucu olusturulmus 98 maddelik 6l¢me araci alaninda uzman 7 kisiye gonderilerek
yorum ve goriisleri dogrultusunda dlgcege 43 madde oldugu gibi ge¢mis, gonderilen formda
bulunmayan uzman Onerileri dogrultusunda 2 madde eklenmis, 10 madde Oneriler
dogrultusunda diizenlenmistir yine Oneriler dogrultusunda belirlenen maddeler anlam
bakiminda yakinlik derecesine gore siralanmis ve 55 maddelik 5’11 likert tipi bir 6l¢cek 6n formu

olusturulmustur.

Arastirmada faktorlestirebilirlik i¢in yapilan doniistiiriilmiis temel bilesenler analizinde KMO
degeri .78, Barlett’s testi sonucu ise 2597.798 bulunmus, analize alinan 18 degisken 6z degeri
1’den biiyiik olan 5 faktor altinda toplanmistir. Bu 5 faktoriin agiklanan toplam varyans miktari
%64.515 olarak bulunmus, faktor yiikleri ise .569 - .876 arasinda degismektedir. Faktor sirayla
katilimda dekorasyon, katilimda goriise saygi, katiimda zorlama, katilimda ayrim gozetmeme
ve katilimda fizyolojik ihtiyag¢lar olarak isimlendirilmistir. Tiim Slgegin igtutarlik katsayisi o
.80 olarak hesaplanmistir. a katsay1 degerinin .70’den biiyiik olmasi 6l¢egin kendi i¢inde tutarh
oldugunu gostermektedir (Nunnally, 1978; Tavsancil, 2014). Olgek alt dlcek ve toplam
puanlarina ait ayirt ediciligi belirlemek lizere yapilan analiz sonuglarina gore alt dlgek ve
toplam puanlarinin ayirt edici oldugunu tiim gruplar i¢in farkliliklarin istatistiksel olarak
anlamli bulunmus olmasi (t=39.813; p<.03) ortaya koymustur. .20’den biiyiik olmas1 beklenen
(Yalin Sapmaz, ve digerleri, 2016) madde toplam puan korelasyon analizi sonucglarina gore
madde toplam korelasyon katsayilar1 .24 ile .70 arasinda, madde kalan korelasyon katsayilari
ise .20 ile .61 arasinda degismekte ve istatistiksel olarak anlamlidir. Faktorler arasi iligkiyi
belirlemek iizere yapilan pearson momentler ¢arpimi korelasyon analizi sonuglarina gore tiim
faktorler arasinda pozitif yonde anlamli bir iligki oldugu goriilmiis, tiim faktorlerin birbiri ile
iliskili oldugu sonucuna varilmistir. Son olarak test tekrar test giivenirligi i¢in yapilan Pearson
Momentler c¢arpimi korealsyon ve bagimli gruplar t-testi sonucunda toplam korelasyon
katsayist (r = .864;p < .05) olarak bulunmustur, bu sonu¢ dogrultusunda soylenebilir ki
Oleek zamana karst degismeden farkli uygulamalar sonrasinda tutarlilik ve kararlilik

gostermektedir.
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Aragtirma kapsaminda kullanilan Cocuk Katilimi Farkindalik Olgeginin yapi gegerligini
incelemek amaciyla Dogrulayici Faktor Analizi (DFA) yapilmistir. Normallik icin &lgek
maddelerinden toplam puan alinmis, Kolmogorov-Smirnov testi yapilmis, carpiklik degerleri
incelenmistir. Kolmogorov-Smirnov testi sonuglarma gore Olgek normal dagilim
gostermektedir (p >.05). Yapilan DFA sonucu t degerinin 1.96’y1asmas1 .05 diizeyinde, 2.56’y1
asmasi ise .01 diizeyinde anlamli oldugunu gostermektedir. T degerlerine gore 11. madde harig
tiim maddeler .01 diizeyinde anlamlidir. 11. maddenin t degeri ise kritik deger olan 1.96’nin
hemen altinda 1.94’tiir. Bu gizil degiskenlerin gbzlenen degiskenleri dogru bir sekilde
acikladigini géstermektedir. Standartlagtirilmig ¢6ziim degerlerine bakildiginda 8. madde harig
tiim maddelerin hata varyanslar kiiciik olarak degerlendirilmis, degerler .41 ile .92 arasinda
bulunmustur. Cocuk Katilimi Farkindalik Olgegi DFA sonuglarma iliskin uyum iyiligi
degerlerine baktigimizda RMSEA miikemmel uyumu gostermektedir. SRMR, AGFI, CFI iyi
uyumu gostermektedir. GFI, NFI ve NNFI iyi uyumun hemen altinda deger aldig:

goriilmektedir.

Tiim analizler sonunda Cocuk Katilim Farkindalik Olgeginin, cocuk gelisimi ve okul dncesi

.....

belirlemede gegerli ve giivenilir bicimde kullanilabilecek bir 6l¢cme araci oldugu goriilmektedir.

Tiirkiye’de ¢ocuklarin katilim hakki ile ilgili tutumlar 6lgmeye yonelik 6lgek caligmasina
rastlanmamistir. Fakat ¢esitli agamalar izlenerek gelistirilen 6lgek, diger 6lgek caligsmalar ile
karsilastirildiginda; Acar Giivendir ve Ozer Ozkan (2015) tarafindan yapilan ¢alismada 2006-
2014 wyillar1 arasinda Tiirkiye’deki egitim alaninda yayimlanan bilimsel dergilerde O6lcek
gelistirme ve uyarlama siirecinde kullanilan asamalarin belirlenmesi amaglamig makalelerde
stiregte izlenen adimlar incelenmis, benzerlik ve farkliliklara bakilmistir. Aragtirmaya gore
Olcek gelistirme konulu makalelerde 6nerilen ve izlenen asamalara uygun bir ¢alisma yapildigi
diisiiniilmektedir. Hem konu yakinligi hem de o6lgek gelistirme calismasi olmasi amaciyla
Karaman Kepenekei (2006) iiniversite 6grencilerinin ¢ocuk haklar1 konusundaki tutumlarini
olgmek icin Cocuk Haklar1 Tutum Olgegi (CHTO) adli likert tipi bir dlcek gelistirmis, bu
caligmada da 300 iizerinde goniillii katilimci ile ¢alisilmis, 6lgegin gecerlik ve giivenilirligini
belirlemek i¢in faktor analizi teknigi ve cronbach alfa formiilii kullanmis ve her bir madde i¢in
madde toplam korelasyonu hesaplanmis; her iki ¢alismada 6lgek gelistirme siirecinde benzer

asamalari izlemistir.
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Tiirkiye’de ¢ocuklarin katilim hakki ile ilgili farkindalik dlgmeye yonelik dlgek ¢alismasi
bulunmamakta, gelistirilen Cocuk Katilimi Farkindalik Olgeginin bu eksikligi giderebilecegi
ve literatiire katki saglayacagi diisiiniilmektedir. Ayrica ¢cocuklarin haklarinin farkinda olmasi,
haklarini bilerek yasamlarina uyarlamasi ve ona uygun yasamalar1 hem Cocuk Haklarina Dair
Sozlesmeye hem de Cocuk Haklart Komitesi'ne gore onemli ve gereklidir. Bu dogrultuda
cocuklara dogrudan ¢alisacak okul dncesi 6gretmenligi ve ¢ocuk gelisimi 6grencilerinin katilim
haklar1 konusundaki goriisleri ve uygulamalar1 6nemli yer tutmaktadir. Gelistirilen 6lgek sadece
bu alan 6grencilerine degil, egitim fakiiltelerindeki 6grencilere, alan ¢alisanlarina, ailelere ve
cocuklarla bir sekilde bir arada olan her gruba uygulanabilir. Bu ¢er¢evede uygulama gruplari

ile ilgili uyarlama ¢alismalar1 yapilabilir.
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Cocuk Katilim1 Farkindalik Olgegi (CKFO)

Cocuk katihmi farkindalik 6lgegi (CKFO): Olgek gelistirme...

Cocuk Katilimi Farkindalik Olgegi cocuk haklart baglaminda ¢ocuk katilimu ile ilgili goriisleri belirlemek amact ile

hazirlanmistir. 18 ifade bulunan &lcegin cevaplama siiresi yaklasik 6 dakikadir. Sizden istenen, her bir ifadeyi

eksiksiz ve goriisiiniize uygun olarak tablo tizerinde belirtilen alana (X) isaretlemenizdir. Toplanan veriler bilimsel

amagla kullanilacak ve gizliligi korunacaktir. Samimiyetinizin arastirma acisindan olduk¢a 6nemli oldugunu

hatitlatir, katthiminiz icin tesekkir ederim.

£ £
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1 | Cocuklarin gorisleri saygt ile karsilanmalidir.
2 Cocugun etkinlige baglamadan su i¢mesi etkinligin boliinmemesi agisindan
gereklidir. Etkinlik esnasinda ¢ocugun su icmesi dogru degildir.
3 | Ogretmenler cocuklarin fotograflarini kendi sosyal hesaplarinda yayinlayabilir.
4 Yilsonu gosterileri igin cocuklar 6gretmen tarafindan planlanan gosteri planina
uygun olarak hazirlanmalidir.
5 | Cocuklara goriislerini ifade etmeleri icin yeterli zaman taninmalidir.
6 Ogretmen 1rk ayrim1 yapmadan tiim gocuklar icin esit katihm ortamlart
yaratmalidir.
7 Uygulama 6grencileti 6dev kapsaminda ¢ocuklatla yaptiklart etkinlik
videolarini/fotograflarint siniflarinda gosterebilitler
8 | Sinuf kurallarini 6gretmen belirlemelidir.
9 Ogretmenler ¢ocuklarin fotograflarini ailelerinden izin alarak kendi sosyal
hesaplarinda yayinlayabilir.
10 | Sinuf kurallart uygulama sorumlulugu 6gretmende olmalidir.
1 Cocuklarin gorislerini ifade etmeleri icin rencide edilmeyeceklerini bildikleri
gtivenilir ortamlar yaratimalidir.
12 | Cocuklarin fotograflart okul internet sitelerinde yayinlanabilir.
13 Ogtetmen cinsiyet ayrimt yapmadan tiim cocuklar icin esit katilim ortamlart
yaratmalidir.
14 | Cocuklatla yapilan etkinlik 6rnegi videolart okul sitesinde paylagilabilir.
15 Cocuklara gorislerini ifade edebilmeleri igin gelisimlerine uygun nitelikli
uyaricilar saglanmalidir.
16 | Etkinlik esnasinda ¢ocugun tuvalete gitmesine izin verilmemelidir.
Uygulama 6grencileri 6dev kapsaminda ¢ocuklatla yaptiklar etkinlik
17 | videolarini/fotograflarint okuldan bu konuda aileletin izni olduguna dair bilgi
aldiktan sonra siiflarinda gosterebilirler.
18 | Simif icinde oturma diizenine 6gretmen karar vermelidir.
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Cocuk Katilim1 Farkindalik Olgegi (CKFO)

Alt Olgekler, Puanlama ve Degerlendirme

Cocuk Katilim1 Farkindalik Olgegi, birinci alt 6lcek Katrlimda Dekorasyon, cocuklarin hakkinda higbir sey
bilmeden, izinleri alinmadan ya da bilgilendirilmeden géstermelik izinlerin alindig1 ya da ¢ocugu hige sayip
sadece aileler ile konugulan olaylar, etkinlikler veya durumlarda dekor, siis hatta reklam malzemesi olarak
kendi ve yaptiklart etkinlik resimlerinin kullanilmasini ifade eder. 6 maddesi (12, 3, 9, 14, 7, 17) bulunan alt

olcekteki tim maddeler ters puanlanir ve alt 6lgek puanlart (min = 6, max = 30) olarak hesaplanir.

Ikinci alt 6lgek Katiimda Cocugun Gérisiine Saygt, cocuklarin goriislerine her kosulda saygilt olmay1 ve
cocuklarin gorislerini ifade edebilecekleri uygun ortam, zaman ve uyarici saglanmasinin gerekliligini ifade
eder. 4 maddesi (1, 11, 5, 15) bulunan alt 6lgekteki tim maddeler normal puanlanir ve alt Slgek puanlart

(min = 4, max = 20) olarak hesaplanir.

Ucglincii alt 6lgek Kattlimda Zotlama, cocuklarin bir olay, durum veya konu hakkinda herhangi bir bilgiye
sahip olmadan sadece sOyleneni yapmalari ile ilgilidir. Bu alt Slcek cocuklarin fikirleri alinmadan simif
kurallarinin, siuf i¢i oturacaklart yerlerin belirlenmesini ve yapilacak biiyiik hazirlik stirecleri olan gosterilere
sorgusuz katilmalarini ifade eder. 4 maddesi (6, 10, 18, 4) bulunan alt Slgekteki tim maddeler ters puanlanir

ve alt 6l¢ek puanlart (min = 4, max = 20) olarak hesaplanir.

Dérdunct alt 6leek Kattimda Ayrim Gozetmeme, ¢ocuklarin her kosulda hicbir ayrim gézetilmeden esit
sartlarda katilim firsatlarina erigimi ile ilgilidir. Bu alt dl¢ek cocuklarin cinsiyetleri, etnik koken, 1rklart g6z
onitine alinmadan yani ayrim yapilmadan esit kattlim firsatlart yaratlmasint ifade eder. 2 maddesi (13, 8)
bulunan alt 6lgekteki tim maddeler degiskenler normal puanlanir ve alt 6lgek puanlart (min = 2, max =

10) olarak hesaplanir.

Besinci alt leek Katilimda Fizyolojik Thtipaglar ise, cocuklarin fizyolojik ihtiyaglarinin etkinlikleri yarida
birakmast nedeniyle, cocuklarin ihtiya¢ duyduklari zaman degil 6gretmenin belitledigi zamanlarda giderilmesi
ile ilgilidir. Bu alt 6l¢ek ¢ocuklarin tuvalet ve su i¢me ihtiyaglarinin etkinliklere ya da Ogretmene gore
belirlenmesinin dogrudan katilim karsiti oldugunu ifade eder. 2 maddesi (16, 2) bulunan alt lcekteki tim

maddeler ters puanlanir ve alt 6lgek puanlart (min = 2, max = 10) olarak hesaplanir.

Cocuk Katilimi Farkindalik Olgegi normal puanlanmis alt éleekler (2 ve 4) ve ters puanlanmus alt
olceklerden (1,3 ve 5) olusmakta, ters puanlanan maddeler normal puanlanan maddelerin tersine
puanlanir. Normal puanlanan alt Slgeklerdeki tim maddeler “Kesinlikle Katiliyorum” seceneginden
baslayarak “Kesinlikle Katilmiyorum” secenegine dogru 5’ten 1’e dogru puanlanir. Ters puanlanan alt
Olgeklerdeki tiim maddeler ise “Kesinlikle Katilmiyorum” seceneginden baglayarak “Kesinlikle Katiltyorum”

secenegine dogru 5’ten 1’e dogru puanlanir.
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Tim alt Slgeklerde yiiksek puanlarin anlami ¢cocuk katilimi farkindaliginin yiiksek seviyede, distik puanlarin
anlami ise ¢ocuk katilimi farkindaligin distik seviyede oldugunu gosterir. 5 alt Slgek ve 18 maddeden olusan
Cocuk Katilimi Farkindalik Olgegi maksimum puant 90 (18 X 5) puan, minimum puant ise 18 (18 X 1)
puandir. Olgek toplam puanlart minl8 ve minl8'e yakin puanlarin ¢ocuk katillimi konusundaki
farkindaligin diisiik; max90 ve max90’a yakin puanlarin ise ¢ocuk katilimi konusundaki farkindaligin
yiksek oldugu seklinde yorumlanir. Baska bir degisle 6grencilerin dlgek puanlarinin disiik olmasi ¢ocuk
katithmi konusunda farkindaligin diistik dizeyde, puanlarin yliksek olmast ise ¢ocuk katiimi konusuna

farkindaligin yiiksek diizeyde oldugunu gosterir.
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Okul 6ncesi donemdeki ¢ocuklarin sosyal problem ¢6zme
becerilerinin gesitli degiskenler agisindan incelenmesi”

Examination of the social problem solving skills of preschool children in
terms of various variables

Suheda Bozkurt Yiikeii!, Haktan Demircioglu®

Oz: Bu arastirmanin amact; okul 6ncesi donemdeki ¢ocuklarin sosyal problem ¢ozme becerilerinin gesitli degiskenler
acisindan incelenmesidir. Aragtirmanin evreni, 2015-2016 egitim ve dgretim yilinda Ankara ili Cankaya ilgesinde bulunan
bagimsiz anaokullarina devam eden dort-alt1 yas arasi ¢ocuklar ve ebeveynlerinden olugsmaktadir. Aragtirmanin 6rneklemi,
basit rastgele drnekleme yontemi ile secilmis olan 2015-2016 egitim ve dgretim yilinda Ankara ili Cankaya ilgesinde
bulunan bagimsiz anaokullarina devam eden dort-alt1 yas aras1 240 ¢ocuk ve ebeveynden olugmaktadir. Betimsel arastirma
yontemlerinden kesitsel tarama modelinde yiiriitiilen arastirmanin veri toplama agamasinda; Genel Bilgi Formu ve Wally
Sosyal Problem Cozme Dedektiflik Oyun Testi kullanilmistir. Verilerin analizi yapilirken Kruskal Wallis-H Testi, Bagimsiz
Gruplar-T Testi ve Tek Yonlii Varyans Analizi kullanilmistir. Elde edilen bulgulara gore ¢ocuklarin sosyal problem ¢ézme
becerilerinin yasa gore anlamli bir farklilik gdsterirken; cinsiyete, anne ve baba yasina, anne ve baba egitim durumuna, anne
ve baba c¢aligma durumuna, kardes sayisina ve aylik gelire gore istatistiksel olarak anlamli bir farklilik gostermemektedir.
Aragtirma sonuglari ilgili literatiir ¢gergevesinde tartigilmis ve yorumlanmustir.
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SUMMARY

Introduction

Interacting and communicating with other individuals in the social environment is one of the most
important characteristics of human nature. Encountering some problems in everyday life because of the
interaction with the individual's environment is a natural consequence of this feature. Therefore, the
individual has to acquire, develop and use problem-solving skills in order to be able to continue their
relationship with the social environment in a healthy manner. The basis of this skill, which is quite
functional and important in the later years of life, is based on preschool period. For this reason, it is very
important to examine the development of social problem solving skills in the preschool period so that

healthy social relationships can be established in the future of the individual's life.

Method

The population of the study consisted of parents and their children between the ages four-six years who
attend independent kindergartens located in Cankaya county of Ankara during the 2015-2016 academic
year. The sample of the study selected by simple random sampling method, consisted of 240 parents and
their children between the ages four-six years who attend independent kindergartens located in Cankaya
counties of Ankara during the 2015-2016 academic year. In this study conducted by descriptive
screenning model, General Information Form and Wally Child Social Problem Solving Detective Game
Test were used. Kruskal Wallis-H Test, Independent Groups T Test, One Way Anova and Pearson’s

correlation coefficient were used to analyze of data.

Results

According to the results of this study, social problem solving skills of children differ based on child’s
age but do not differ based on gender, number of siblings, montly income, parent’s age, educational

status and working status.

Conclusion and Discussion

The findings obtained as a result of the research were discussed and interpreted within the scope of the
literatiire. The social problem solving abilities of children were examined according to age, gender,
number of siblings, montly income, parent’s age, educational status and working status and it was found
that there was a statistically significant difference only according to the age of the child. When the field
literature is examined, it is seen that similar findings are found that social problem solving skills differ
according to the age of the child. It is thought that the problem-solving experiences increase with the
child's age and this is a natural result. In addition, there is no significant difference in the gender variable
when looking at the findings regarding other variables and it seems that this direction differs from the
literature. This situation is thought to be related to the changing social structure and having the pre-

school education. It is thought that the socialization of children without gender discrimination, reduction
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in the gender perspective in the community and in the pre-school education system reduces gender
differences in social problem solving skills of children. Similarly, it is thought that having pre-school
education may also have an impact in the variable of siblings number. Social problem solving skills of
children do not differ based on number of siblings. Another reason for this is the fact that the majority
of the children in the sample group have their siblings. It is considered that the age, educational status
and working status variables regarding the mother and father may be limited to reveal the differences
that may exist due to the sample group. The sampling group studied in the scope of the research shows
the characteristics of upper and middle socio-economic level. This situation limits the findings regarding
the age, educational status and working status of the parents. It has been seen that social problem solving
skills do not differ significantly based on monthly income of the family, unlike the literature. It is thought
that this situation may have been caused by the structure of the sampling group as mentioned before. In
this direction, it is suggested that the subsequent studies should be conducted with wider sample groups

at different socioeconomic status.
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GIRIS
Her kavramin ortaya ¢ikisindan itibaren bir olgunlasma siireci oldugu gibi sosyal problem
¢6zme kavrami da zaman igerisinde sekillenmis bir kavramdir. Sosyal problem ¢6zme kavrami
ilk olarak 1969 yilinda D’Zurilla ve Goldfried (1971) tarafindan kullanilmistir. Ancak alan
yazininda kisilerarasi problem ¢ézme olarak da ifade edilebilmektedir. Sosyal problem ¢ézme
kavramindaki “sosyal” kelimesi problem ¢ozme c¢alismalarini herhangi bir problem tiiriine
sinirlandirmak amaciyla degil kisinin ger¢ek yasamindaki sosyal ¢evresi ile uyumunu etkileyen
problem ¢ozme becerisi ile ilgilenildigini vurgulamak amaciyla kullanilmaktadir (D'Zurilla &
Maydeu Olivares, 1995; D'Zurilla, Nezu, & Maydeu Olivares, 2004). Bu kavram baslangicgta
daha ¢ok psikoloji alaninda psikolojik ve davranigsal uyum ile baglantili olarak arastirilan
(D'Zurilla & Maydeu Olivares, 1995) ve ¢ocukluk déneminin ihmal edildigi bir kavram olsa da

zaman icerisinde erken ¢ocukluk donemini de i¢ine alan bir kavram haline gelmistir

Sosyal problem ¢dzme becerisi, yasamin ilk yillarindan itibaren gelismeye baglayan, 6zellikle
erken donemde desteklenmesi gereken, ebeveynler ve yakin cevrenin tutum ve becerileri
araciligiyla 6grenilen ve yetiskinlige kadar gelismeye devam eden sosyal bir beceri olarak
degerlendirilmektedir (Anhak & Dinger, 2005; D'Zurilla, Maydeu Olivares, & Kant, 1998;
D'Zurilla & Nezu, 1999). Yasamin ilk yillar1 olan bebeklik donemi; gelisimin en yogun ve hizli
oldugu, bebeklerin dis diinyay1 tanima ve anlama da dahil olmak {izere bir¢ok alanda birincil
bakim veren destegine ihtiya¢ duydugu bir donemdir. Tiim psikolojik siirecler baslangigta
toplumsal iligkiler arasi etkinliklere gomiiliidiir ve kisi zaman icerisinde asamali olarak bunlar1
kisisellestirmekte ve igsellestirmektedir (Nelson-Le Gall, 1981). Bu baglamda diisiiniildiigiinde
cocuklar, ilk problem ¢6zme deneyimlerini ya yetiskin-¢ocuk etkilesimi sirasinda ya da
akranlar ile deneyimlemektedirler. Baslangicta problem durumu ile basa ¢ikmakta bagkalarina
ihtiya¢ duyan c¢ocuk, gelisimsel olarak agsama kaydettikce problem durumlarini kendi basina
¢ozebilir hale gelmektedir (Nelson-Le Gall, 1981). Tiim bu 6zellikler sosyal problem ¢dzme
becerisinin yasamin ilk yillarindan baglayarak gelisimsel bir egri icerisinde ilerledigine igaret

etmektedir.

Sosyal problem ¢6zme i¢in bebeklik doneminde temel olusturabilecek gelisimsel basamaklar
incelendiginde; Piaget tarafindan duyu motor dénem olarak adlandirilan dogumdan iki yasa
kadar olan siirede sosyal problem ¢6zme becerisine yonelik ilk adimlarin atildig1 goriilmektedir.
Bu donemde bebeklerin, c¢evresini duyulari araciligiyla kesfettigi ifade edilmektedir (San
Bayhan & Artan, 2004). Piaget, bir bebegin on ikinci ayin1 tamamladiginda bazi problem ¢6zme

becerilerini sergiledigini ifade etmektedir. Bebek bu islemi deneme yanilma yolu ile
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gerceklestirmektedir. Ornegin  bir sopayr uzaktaki bir oyuncaga ulagmak icin
kullanabilmektedir (San Bayhan & Artan, 2004). Bebek on sekiz-yirmi dort aylarina geldiginde
zihinsel fonksiyonlar1 duyu motor diizeyden sembolik diizeye déniismektedir. Ornegin, cocuk
onceleri kapmin Oniinde duran sandalyeyi devirerek kapiyr acarken artik dnce sandalyeyi
yoldan kaldirip daha sonra kapiy1 agmaktadir (San Bayhan & Artan, 2004). iki yas itibari ile
nesne devamliliginin kazanilmas: ile birlikte ¢ocuk artik basit diizeyde olan deneme yanilma

yontemlerini gelistirerek karsilastigi problemlere ¢oziim yollar1 aramaya calismaktadir.

Uc yasa kadar olan donemde kiiciik cocugun sosyal diinyasi, farkli yaslardaki akranlari ve
yetiskinlerle zenginlesmekte ve dil gelisimi ile birlikte etkilesime girmeyi gerektiren
kisilerarasi etkilesim aglar1 daha karmasik hale gelmektedir. Bu durum ¢ocugun sosyal problem
durumlari ile karsilagsma olasiligini da arttirmaktadir (Ridley & Vaughn, 1982). Basarili sekilde
kisilerarasi iligkilerin gelismesi ve siirdiiriilmesi, sosyal problem ¢dzme becerilerinin kazanimi
ve kullanimindan etkilenmektedir (D'zurilla & Goldfried, 1971). Bu nedenle Ridley ve
Vaughn’a (1982) gore ¢ocuklar sosyal problem ¢ozmeyi kolaylastiran becerileri bilmek ve
basarili sosyal problem ¢ozme deneyimlerine ve pratiklerine sahip olmak zorundadirlar.
Spivack ve Shure’a (1974) gore sosyal problem ¢ézme becerisinde basarili olan ¢ocuklar,
basarili olmayan ¢ocuklara gore daha az diirtiisellik ve engellenme gosterirler. Bunun yan1 sira
digerlerinin stres durumlarina kars1 daha duyarhdirlar ve okul 6ncesi donemde sosyal problem
cozme becerisine sahip olmak, cocugun ilerleyen yagamindaki davranigsal uyumunun da
belirleyicisidir (Spivack & Shure, 1974). Sosyal problemlerle nasil basa ¢ikacagi ogretilen
cocuklarin sabirsizlik, asir1 duygusallik, agresiflik gibi 6zellikleri daha azdir; arkadaslar
tarafindan daha ¢ok sevilirler ve akran iliskilerinde daha basarilidirlar (Rooney, Poe, Drescher

& Frantz, 1993; Spivack & Shure, 1989).

Ayn1 zamanda 6nemli bir sosyal beceri olan sosyal problem ¢6zme becerisinin erken donemde
kazanimi; akran kabulii, ebeveyn ve 6gretmen tarafindan pozitif algilanma, yiiksek 6zgiiven
gibi pozitif sonuglara iligkin basarili bir dongii gelistirmede de oldukga kritik bir 5Gneme sahiptir
(Gesten, Flores de Apodaca, Rains, & Weissberg, 1979). Bu nedenle sosyal problem ¢6zmede
stirekli olarak basarisizlik yasayan ¢ocuklarin sosyal izolasyon, akran reddi, okul basarisizligi
gibi problemlerle karsilagmalar1 olduk¢a muhtemeldir (Rubin ve dig. 1984; Shure, 2001). Okul
oncesi donem cocuklari ile yapilan arastirmalarda sosyal problem ¢ézmeye yonelik egitim
verilen ve verilmeyen cocuklarin sosyal problem ¢6zme becerilerine yonelik belirgin
farkliliklar gosterdigi de acik bir sekilde ortaya konmustur (Casey, 1990; Feis & Simons, 1985;
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Ridley & Vaughn, 1982; Sharp, 1981; Shure & Spivack, 1979, 1982). Bu bulgular sosyal

problem ¢6zme becerisi i¢in okul 6ncesi donemin kritik bir donem oldugunu gostermektedir.

Sosyal cevresinde bulunan diger bireylerle etkilesime girmek ve iletisim kurmak, insan
dogasinin en 6nemli Ozelliklerinden birisidir. Bireyin ¢evresi ile olan etkilesimi nedeniyle
giinlik yasamda bazi problemlerle karsilasmast ise bu 0Ozelliginin dogal bir sonucudur.
Dolayisiyla birey, sosyal ¢evresi ile olan iligkilerini saglikli bir sekilde devam ettirebilmek i¢in
problem ¢6zme becerisini edinmek, gelistirmek ve kullanmak zorundadir. Yasamin ileriki
yillarinda oldukga islevsel ve 6nemli olan bu becerinin temelleri ise okul dncesi doneme
dayanmaktadir. Bu nedenle; sosyal problem ¢6zme becerilerinin gelisimini okul 6ncesi
donemde incelemek, bireyin yasaminin ileriki donemlerinde sosyal hayatini saglikl bir sekilde

devam ettirebilmesi i¢in olduk¢a 6nemlidir.

Okul 6ncesi donemde sosyal becerilerin kazanilmasinda ¢ocugun ailesi ve akranlari ile kurmus
oldugu iligkiler, oyun ve egitim kurumlar1 olduk¢a 6nemlidir (Chen & Rubin, 1992; Giilay &
Akman, 2009; Paswan, Sanjeev, & Bansal, 2014; Rubin, Daniels-Beirness, & Bream, 1984).
Kasik’e (2011) gore aile yapist ve kisinin bu yap1 igerisindeki konumu, ¢ocukluk ve ergenlik
donemi boyunca sosyal problem ¢ézme becerisinin gelisimini etkileyen énemli bir faktordiir.
Yapilan aragtirmalarda sosyal problem ¢6zme becerisinin gelisiminde aile i¢i etkilesimlerin
(ebeveyn-¢ocuk ve ¢cocuk-cocuk arasi) ve anne ve baba tarafindan model olunan problem ¢6zme
stratejilerinin giiclii bir belirleyici oldugu ifade edilmektedir (Keltikangas-Jarvinen, 2005;
Pakaslahti, Karjalainen & Keltikangas-Jarvinen, 2002). Aile icerisinde problem yasayan
cocuklar okul akranlarina gore daha diisiik sosyal problem ¢6zme becerisine sahiptirler (Perez
ve dig.,1981). Bunun yami sira ebeveynin kullandigi problem ¢6zme teknikleri (egitim
diizeyinden etkilenen) ve ebeveynin aile serbest zaman aktiviteleri boyunca davranislari
cocugun sosyal problem ¢dzme becerisinin gelisiminde olduk¢a 6nemlidir (Cartilli & Bedel,
2015; Kasik, 2011). Bu dogrultuda arastirmanin amaci bagimsiz anaokullarina devam eden
dort-alt1 yas aras1 ¢ocuklarin sosyal problem ¢6zme becerilerini ¢esitli degiskenler acisindan

incelemektir. Bu amaca yonelik arastirma sorulari ise sunlardir:

1. Cocuklarin sosyal problem ¢ézme becerileri yasa gore farklilagsmakta midir?

2. Cocuklarin sosyal problem ¢6zme becerileri cinsiyete gore farklilasmakta midir?

3. Cocuklarin sosyal problem ¢6zme becerileri anne ve babanin yasina gore farklilagmakta
midir?

4. Cocuklarin sosyal problem ¢dzme becerileri anne ve babanin egitim durumuna gore

farklilasmakta midir?
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5. Cocuklarin sosyal problem ¢6zme becerileri anne ve babanin ¢aligma durumuna gore
farklilagmakta midir?

6. Cocuklarin sosyal problem c¢ozme becerileri ailenin aylik gelir durumuna gore
farklilasmakta midir?

7. Cocuklarin sosyal problem ¢6zme becerileri kardes sayisina gore farklilagmakta midir?

YONTEM

Bu arastirmada bagimsiz anaokullarina devam eden ¢ocuklarin sosyal problem ¢6zme becerileri
cesitli degiskenler agsindan incelenmistir. Bu amacla betimsel aragtirma yontemlerinden
kesitsel tarama modeli kullanilmistir (Biiytikoztiirk, Cakmak, Akgiin, Karadeniz, & Demirel,

2008).
Evren ve Orneklem

Arastirma evrenini, 2015-2016 egitim 6gretim yilinda Ankara ilinin Cankaya ilgesinde bulunan
16 bagimsiz anaokuluna devam eden dort-alti yas arast 1613 ¢ocuk ve ebeveyni
olusturmaktadir. Arastirmanin evren bilgilerine MEBBIS veri taban1 araciligiyla ulasilmistir.
Arastirma Orneklemini ise basit rastgele drnekleme yontemiyle secilen, 2015-2016 egitim
Ogretim yilinda Ankara ilinin Cankaya ilgesinde bulunan 13 bagimsiz anaokuluna devam
etmekte olan dort-alt1 yas aras1 111’1 kiz ve 129’u erkek olmak iizere toplam 240 ¢ocuk ve
ebeveyni olusturmaktadir. Aragtirmanin Orneklem biiyiikliigii belirlenirken Israel (1992)
tarafindan 6rneklem biiyiikliigii hesaplama formiilleri kullanilarak hazirlanmis olan 6rneklem
biiytikliigii belirleme tablosu kullanilmistir. Arastirma kapsaminda o6rneklemin evreni
temsiliyetini arttirmak amaciyla, evrende bulunan tiim okullardan veri toplanmasi
amaclanmistir. Bu dogrultuda kurum yetkilileri tarafindan veri toplanmasina izin verilmeyen
tic okul diginda 13 bagimsiz anaokulunda veri toplama islemi gerceklestirilmistir. Aragtirmanin

orneklem grubuna iliskin demografik dagilimlar ise Tablo 1’de verilmistir.

Tablo 1. Arastirmaya katilan ¢cocuklar ve ebeveynlerine iligkin demografik ozelliklerin dagilim.

Degiskenler Gruplar F %
Cinsiyet Kiz 111 46,2
Erkek 129 53,8
4 99 41,3
Cocuklar Yas 5 128 53,3
6 13 5,4
Kardesi yok 59 24,6
Kardes Sayis1 Bir kardes 152 63,3
iki kardes ve iizeri 29 12,1
Ortaokul ve 6ncesi 27 11,3
Egitim Lise 78 32,5
Universite 115 479
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Yiiksek lisans-Doktora 20 8,3
Anne 21-30 yas aras1 46 19,2
Yas 31- 35 yas aras1 84 35,0
36-40 yas arasi 80 333
41 yas ve lizeri 30 12,5
Calismiyor 105 43,8
Calisma Durumu  Kamu Gorevlisi 63 26,3
Isci 16 6,7
Serbest Meslek 25 10,4
Ozel Sektor 31 12,9
Ortaokul ve 6ncesi 26 10,8
Egitim Lise 71 29,6
Universite 119 49.6
Yiiksek lisans-Doktora 24 10,0
26-35 yas arasi 82 34,2
Baba Yas 36-40 yas arast 82 342
41 yas ve lizeri 76 31,7
Kamu Goérevlisi 77 32,1
Calisma durumu Isci 43 17,9
Serbest Meslek 85 35,4
Ozel Sektor 35 14,6
949 -1500 TL 24 10,0
1501 — 3000 TL 54 22,5
Aile Aylik Gelir 3001- 4500 TL 59 24,6
4501- 6000 TL 55 22,9
6001 TL ve iizeri 48 20,0
Toplam 240 100

Veri Toplama Aracglar

Arastirmaya iligkin verilerin toplanmasi amaciyla; arastirmaya katilan ¢ocuk ve anne-babasina
iliskin genel bilgileri elde etmek amaciyla arastirmaci tarafindan hazrilanan Genel Bilgi Formu
ve ¢ocuklarin sosyal problem ¢dzme becerilerini 6lgmek amaciyla Wally Sosyal Problem

Cozme Dedektiflik Oyun Testi (WSPCDOT) kullanilmustir.
Genel Bilgi Formu

Arastirma kapsamina alinan cocuklar ve ebeveynleri hakkinda bilgi elde etmek amciyla
arastirmaci tarafindan on iki maddeden olusan genel bilgi formu hazirlanmistir. Bu formda:
cocugun yasi, cinsiyeti ve kardes sayisi; anne-babanin yasi, egitim durumlari ve g¢alisma
durumlar1 ve ailenin aylik gelir durumuna iliskin bilgileri ortaya koymaya yonelik maddeler
bulunmaktadir. Bu form, bagimisiz anaokullar araciligiyla ebeevynlere gonderilmis ve anne ya
da babanin doldurmasi istenmistir. Formlar ebeveynler tarafindan bagimsiz anaokullarina teslm

edilmis ve arastirmaci kurumdan teslim almistir.

Wally Cocuk Sosyal Problem Cozme Dedektiflik Oyun Testi (WCSPCDOT) (Wally Child
Social Problem Solving Detective Game Test)
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Bu 6lgek Webster-Stratton (1990) tarafindan, Spivak ve Shure’un (1985) Preschool Problem
Solving Test ve Rubin ve Krasnor’un (1986) Child Social Problem-Solving Test 6lgeklerinden
yararlanilarak gelistirilmistir. Olcek cocuklarin sosyal problem ¢6zme becerilerinin hem nitelik
hem de niceligini 6lgmektedir. Olgek, 15 farkli varsayimsal problem durumlarina yonelik
resimli hikayelerden olusmakta ve kiz ve erkek formu olmak {iizere iki ayr1 formu
bulunmaktadir. Olgekte, ¢ocuga sosyal problemleri iceren hikayeler resimler aracilifryla
sunulmakta ve ¢ocuktan her problemi kendi ifadeleri ile cevaplamasi istenmektedir. Cocugun
problem durumuna iliskin vermis oldugu her cevap uygulamaci tarafindan yazili olarak
kaydedilmektedir. Arastirmaci tarafindan kaydedilen cevaplar testin puanlama yoOnergesine
gore pozitif (P), negatif (N) ve puanlanmaz (bos) olarak puanlanmaktadir. Cocugun aldigi her
pozitif sonuca bir (1) puan, negatif ya da puanlanamaz sonucuna ise sifir (0) puan verilmektedir.
Cocugun bu testten aldig1 en diisiik puan sifir (0), en yiiksek puan ise on bes (15)’dir. Yiiksek
puan yiiksek sosyal problem ¢6zme becerisine, diisiik puan ise diisiik sosyal problem ¢ézme

becerisine isaret etmektedir.

Wally Cocuk Sosyal Problem Cozme Dedektif Oyun Testi’nin orjinal ¢calismasinda prososyal
¢Ozlim kategorileri i¢in i¢ tutarlilik katsayis1 Cronbach Alpha degeri .65, antisosyal ¢oziim
kategorileri i¢in .64 bulunmustur. Testin yap1 gegerligi Wally Cocuk Sosyal Problem Cozme
Dedektif Oyun Olgegi ile Rubin ve Krasnor’un Cocuk Sosyal Problem Cozme &lcegi ile
smnanmistir. Prososyal stratejileri arasindaki korelasyon katsayisi (r=.60), antisosyal stratejiler

arasindaki korelasyon katsayisi (r=.50) bulunmustur.

Testin Tiirk¢e uyarlamasi ilk olarak Dereli (2013) tarafindan alt1 yas ¢cocuklari i¢in yapilmistir.
Yilmaz (2012) tarafindan yapilan uyarlama ¢alismasinda ise 6l¢ek 60-72 aylik ¢ocuklar igin
uyarlanmig ve KR- 20 giivenirlik katsayis1 .79 olarak gegerli ve giivenilir olarak bulunmustur.
Testin li¢-bes yas i¢in uyarlama ¢alismasi ise Kayili ve Ar1 (2015) tarafindan yapilmis ve ii¢
yas ¢ocuklari i¢in giivenirlik katsayisi .72 (n=50), dort yas ¢cocuklari i¢in .79 (n=145), bes yas
cocuklart i¢in .81 (n=504) olarak hesaplanmistir. Elde edilen arastirma sonuglarina gore

giivenirligi ortaya konmustur.

Testin Tiirk¢e uyarlamasi ilk olarak Dereli (2013) tarafindan 6 yas ¢cocuklar1 i¢in yapilmistir.
Yilmaz (2012) tarafindan yapilan uyarlama ¢alismasinda ise 6l¢ek 60-72 aylik ¢ocuklar icin
uyarlanmis ve Kr 20 giivenirlik katsayist .79 olarak gegerli ve giivenilir olarak bulunmustur.
Testin 3-5 yas igin uyarlama ¢alismasi ise Kayili ve Ar1 (2015) tarafindan yapilmis ve ii¢ yas
cocuklart i¢in giivenirlik katsayisi .72 (n=50), dort yas ¢ocuklar1 i¢in .79 (n=145), bes yas
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cocuklart i¢in .81 (n=504) olarak hesaplanmistir. Elde edilen arastirma sonuglarina gore

giivenirligi ortaya konmustur.
Veri Toplama Islemi

Arastirmanin veri toplama asamasinda ilk olarak Cankaya ilgesinde bulunan MEB’e bagl 13
bagimsiz anaokuluna gidilerek anne-babalara ulastirilmak tizere Genel Bilgi Formu ve Goniillii
Katilim Formu égretmenlere verilmistir. Tkinci asamada, anne-babalardan formlarin déniisleri
alinmig ve arastirma kapsamina alinmasina ebeveynleri tarafindan onay verilen ¢ocuklara
bireysel olarak Wally Sosyal Problem C6zme Dedektiflik Oyun Testi uygulanmistir. Uygulama
stirasinda ¢ocuk ve arastirmacinin yalniz oldugu bir ortamda 15 farkli problem durumunu igeren
15 farkli resim sirasi ile gocuga sozlii ve gorsel olarak sunulmus ve ¢ocugun problem durumuna
vermis oldugu cevaplar yazili olarak kaydedilmistir. Bu islem her bir cocuk i¢in 5 ile 10 dakika
arasinda stirecek sekilde 240 ¢ocuk i¢in tamamlanmistir. Veri toplama islemi dort ay icerisinde

tamamlanmustir.
Verilerin Analizi

Wally Sosyal Problem Cozme Dedektiflik Oyun Testi ve Genel Bilgi Formu araciligiyla elde
edilen veriler bilgisayar ortamma aktarilarak Sosyal Bilimler I¢in Istatistik Programi (SPSS
20.00) ile degerlendirilmistir. Verilerin analizinde kullanilacak ydntemlerin belirlenmesi
amaciyla verilen normal dagilima uygunlugu Kolmogorov —Smirnov testi ile kontrol edilmistir.
Buna gore 6l¢ek toplam puan normallik varsayimini saglanmadigr (p=.000<.050) sonucuna
varilmistir. Ancak Merkezi Limit Teoremi’ne gore belirli bir evrenden rastgele bir 6rneklem
secildiginde, c¢ekilen Orneklem sayisi biiyiidiikge verilerin normal dagilima yaklastigi
varsayilmaktadir (Field, 2009). Yani 6rneklem sayisinin yeterince biiyiik oldugu durumlarda
bu teoreme gore parametrik testler tercih edilmektedir. Bu nedenle ¢ocuklarin yas dagilimindaki
altt yas c¢ocuklarinin sayisinin 13 olmasi (Bkz; Tablo 1) sebebi ile yas degiskeni igin

nonparametrik testler tercih edilmis ve diger degiskenler i¢in parametrik testler tercih edilmistir.

Yapilan istatistiksel analizler sirasinda gruplar arasindaki farkliliklar belirlenirken ikili
karsilastirmalarda parametrik testlerden Bagimsiz Gruplar T Testi; ¢oklu karsilagtirmalarda ise
parametrik testlerden Tek Yonlii Varyans Analizi (ANOVA) ve nonparametrik testlerden
Kruskal Wallis-H Testi kullanilmistir. Tek Yonlii Varyans Analizi (ANOVA) sonuglarinda
anlamli bir farkliligin gériilmesi durumunda farkin hangi gruplar arasinda meydana geldigini
ortaya koymak amaciyla Post-Hoc Coklu Karsilastirma Test’lerinden Bonferoni Testi

kullanilmistir. Yapilan istatistiksel analizlerde anlamlilik diizeyi .05 olarak belirlenmistir.
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BULGULAR

Bu boliimde arastirmanin problemlerine yonelik olarak yapilan istatistiksel analiz bulgularina
yer verilmistir. Ilk olarak arastirmaya katilan cocuklarin Wally Sosyal Problem Cdzme
Dedektiflik Oyun Testi 6lgeginden almis olduklar1 puanlara yonelik ortalama, standart sapma,

minimum ve maksimum puanlar Tablo 2’de verilmistir.

Tablo 2. Wally sosyal problem ¢ézme dedektiflik oyun testi’'nden elde edilen puanlarin betimsel

istatistikleri

Olcek n X Min Max ss
Wally Sosyal Problem
Cozme Dedektiflik Oyun 240 10.8 0 15 3.42
Testi (WSPCDOT)

Tablo 2’ye gore, aragtirmaya katilan ¢ocuklarin “Wally Sosyal Problem Cézme Dedektiflik
Oyun Testi’nden almis olduklar1 toplam puan ortalamalar1 10.8 (£3.42) dir. Olgekten elde
edilebilecek olan maksimum puanin 15 oldugu disiiniildiiglinde ¢ocuklarin puan

ortalamalarinin oldukga yiiksek oldugunu sdéylemek miimkiindiir.

Tablo 3. Cocuklarin wally sosyal problem ¢ozme dedektiflik oyun testi toplam puanlarmin ¢ocuklarin

vaslarina gore farkliigina iliskin kruskal wallis h testi sonuglar

Olcek Yas N Sira sd X2 p Anlamh Fark
ort.

Wally Sosyal 1) 4Yas 99 96.88

Problem C6zme 2) 5Yas 128 136.79 2 19.7 0.00 1-2

Dedektiflik Oyun 3) 6Yas 13 139.96

Testi

Tablo 3’e gore, ¢ocuklarin wally sosyal problem ¢6zme dedektiflik oyun testinden almis
olduklar1 toplam puanlar, ¢ocuklarin yaslarina gore istatistiksel olarak anlamli bir sekilde
farklilasmaktadir (p=.00<.05). Bu farkin hangi gruplar arasinda meydana f-geldigini ortaya
koymak amaciyla Post-Hoc testlerinden Bonferroni Testi uygulanmis ve 4 yas ile 5 yas arasinda
istatistiksel olarak anlamli bir farklilik oldugu bulunmustur. Cocuklarin yasi arttikca Wally
Sosyal Problem Cozme Dedektiflik Oyun Testi’nden almis olduklarin arttig1 sdylenebilir.

Tablo 4. Cocuklarin wally sosyal problem ¢ézme dedektiflik oyun testi toplam puanlarinin ¢ocuklarin

cinsiyetine gore farkliigina iligkin t-testi sonug¢lart

Olcek Gruplar N x Ss sd t P
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Wally Sosyal Problem
Coézme Dedektiflik Erkek 111  10.84  3.55

Kiz 129 1098 350 238  -0.30 0.76
Oyun Testi

Tablo 4’e¢ gore, ¢ocuklarin wally sosyal problem ¢6zme dedektiflik oyun testinden almis
olduklar1 toplam puanlar, ¢ocuklarin cinsiyetine gore istatistiksel olarak anlamli bir farklilik

gostermemektedir (p =.76 >.05).

Tablo 5. Cocuklarin wally sosyal problem ¢ézme dedektiflik oyun testi toplam puanlarinin annenin ve

babanin yasina gore farkliligina iliskin tek yonlii varyans analizi (anova) sonuglart

Degiskenler Gruplar n X Ss F p
21-30yas 46 11.04 3.03
Anne Yas 31-35 yas 84 1046  3.55 1.04 0.37

36-40 yas 80 1141 3.68
41 yas + 30 10.70  3.67
26-35 yas 82 10.78  3.08
Baba Yas 36-40 yas 82 11.06  3.61 0.12 0.87
41 yas + 76 1092  3.89

Tablo 5’e gore, cocuklarin wally sosyal problem ¢ozme dedektiflik oyun testinden almis
olduklar1 toplam puanlar, annenin yasina gore (p=.37>.05) ve babanin yasina (p=.87>.05) gore

istatistiksel olarak anlamli bir farklilik gdstermemektedir.

Tablo 6. Cocuklarin wally sosyal problem ¢ézme dedektiflik oyun testi toplam puanlarinin annenin ve

babanin egitim durumuna gore farkliligina iliskin tek yonlii varyans analizi (anova) sonuglari

Degiskenler Gruplar n x sS F p
Ortaokul ve 6ncesi 27 11.66  3.72
Anne Egitim Lise 78 10.88  3.39 0.48 0.69
Durumu Lisans 115 10.75  3.60
Lisansiistii 20 11.00 3.40
Ortaokul ve 6ncesi 26 11.38  3.28
Baba Egitim Lise 71 11.00 391 0.47 0.75
Durumu Lisans 119 10.68 341
Lisansiistii 24 11.16  3.39

Tablo 6’ya gore, ¢ocuklarin wally sosyal problem ¢6zme dedektiflik oyun testinden almis
olduklar1 toplam puanlar, annenin egitim diizeyine gore (p=.69 >.05) ve babanin egitim

diizeyine (p=.75>.05) gore istatistiksel olarak anlamli bir farklilik géstermemektedir.
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Tablo 7. Cocuklarin wally sosyal problem ¢ézme dedektiflik oyun testi toplam puanlarinin annenin ve

babanin ¢alisma durumuna gére farkliligina iliskin tek yonlii varyans analizi (anova) sonuglar

Degiskenler Gruplar N x s F P
Calismiyor 105 10.83  3.49
Anne Caligma Kamu Gorevlisi 63 10.84  3.65
Durumu Isci 16 11.75 349 1.49 0.20
Serbest Meslek 25 9.76 3.95
Ozel Sektor 31 11.87 2.82
Kamu Gorevlisi 77 10.94  3.93
Baba Calisma Isci 43 11.55 235 0.99 0.39
Durumu Serbest Meslek 85 1047  3.61
Ozel Sektor 35 11.17  3.55

Tablo 7’ye gore, ¢ocuklarin wally sosyal problem ¢6zme dedektiflik oyun testinden almis
olduklar1 toplam puanlar, annenin g¢alisma durumuna (p=.20>.05) ve babanin ¢alisma

durumuna (p=.39>.05) gore istatistiksel olarak anlamli bir farklilik goéstermemektedir.

Tablo 8. Cocuklarin wally sosyal problem ¢ozme dedektiflik oyun testi toplam puanlarimin kardes

sayisina ve aylik gelir durumuna gore farkliligina iliskin tek yonlii varyans analizi (anova) sonuglart

Degiskenler Gruplar n x sS F p
Kardes yok 59 10.81 3.86

Kardes Sayisi Bir kardes 152 10.95 3.28 0.03 0.96
Iki kardes ve iizeri 29 10.96 4.11
949-1500 TL 24 10.08 4.06

Aylik Gelir 1501- 3000 TL 54 11.35 3.57
3001-4500 TL 59 10.40 3.39 1.01 0.40
4501-6000 TL 55 11.25 3.24
6000TL ve + 48 11.10 3.64

Tablo 8’e gore, cocuklarin wally sosyal problem ¢ozme dedektiflik oyun testinden almis
olduklar1 toplam puanlar, kardes sayisina (p=96>.05) ve aylik gelire (p=40>.05) gore

istatistiksel olarak anlamli bir farklilik géstermemektedir.
SONUCLAR ve TARTISMA

Sosyal problem ¢dzme becerisi, yasamin ilk yillarindan itibaren gelismeye baglayan, 6zellikle
erken donemde desteklenmesi gereken, tutum ve beceriler araciligiyla 6grenilen ve yetiskinlige
kadar gelismeye devam eden bir beceri olarak degerlendirilmektedir (Anliak & Dinger, 2005;
D'Zurilla et al., 1998; D'Zurilla & Nezu, 1999). Bu nedenle okul 6ncesi donemde sosyal

problem ¢ézme becerisini kazanmak da ¢ocuk i¢in olduk¢a dnemlidir.
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Arastirma sonuglaria gore ¢ocuklarin sosyal problem ¢dzme becerileri yasa gore anlamli bir
farklilik gostermektedir (Ar1 & Yaban 2012; Bal & Temel, 2014; Cam & Tiimkaya 2006;
Giineysu, Dingcer & Etikan 1997; Yaban &Yikselen 2007; Yilmaz & Tepeli, 2013). Bu
arastirma sonucunda yas degiskenine yonelik s6z konusu farklilik dort ve bes yas arasinda
meydana gelmekte ve sosyal problem ¢6zme becerisi ¢ocugun yasi arttikga artmaktadir. Bu
sonug ilgili literatiirii destekler niteliktedir. Sosyal problem ¢ézme becerisi hem sosyal gelisim
hem de bilissel gelisim temelinde sekillenmektedir. Dolayisiyla yas ile birlikte bu alanlarda
meydana gelen gelisimsel ilerlemeyi ayni sekilde sosyal problem ¢ézme becerisinde gormek
oldukc¢a anlamli bir sonugtur. Bunun yan1 sira cocugun yast ile birlikte yagamis oldugu sosyal
problem ¢ézme deneyimleri de artig gostermektedir. Cocugun karsilasmis oldugu her sosyal
problem ¢dzme deneyimi bir sonraki problem durumu i¢in temel olusturmasi bakimindan bu
becerinin yas ile birlikte artmasi olduk¢a muhtemel ve istenen bir durumdur. Cocuklarin sosyal
problem ¢dzme becerilerinin yasa gore farklilig1 incelenirken alt1 yas grubu cocuklar ile dort
ve/veya bes yas grubu cocuklar arasinda herhangi bir farkliliga rastlanmamistir. Orneklem
grubunun yas dagilimi géz dniine alindiginda (Bkz; Tablo 1) bu durum beklenilen bir sonugtur.
Alt1 yag grubu ¢ocuklarin biiyiik ¢ogunlugunun ilkégretim birinci sinifa basliyor olmasi, okul
oncesi egitim kurumlarinda alt1 yas grubu cocuklarin sayisini azaltmistir. Milli Egitim
Bakanlig1 Bilgi Sistemi’nden elde edilen bilgiye gore ¢alisilan evrende bulunan alt1 yas grubu
cocuk sayis1 24’tlir. Bu nedenle 6rneklem grubu alt1 yas ¢ocuklari ile dort ve/veya bes yas

grubu arasindaki farkliliklar1 ortaya koymaya elverisli degildir.

Sosyal problem ¢6zme becerisinin yasa gore degisimine yonelik literatiir incelendiginde, bu
becerinin yas ile birlikte gelistigi konusunda ortak bir kaniya varildig1 goriilmektedir. Bal ve
Temel (2014) tarafindan dort-alt1 yas arasi okuldncesi egitim kurumuna devam eden ¢ocuklarin
kisileraras1 problem ¢6zme becerileri ile bakis acis1 alma becerileri arasindaki iligkiyi
incelemek amaciyla yapilan aragtirmada, dort yasindaki ¢ocuklarin kisilerarasi problem ¢6zme
becerilerinin bes ve alt1 yasindaki ¢ocuklardan anlamli sekilde farklilastigi ortaya konmustur.
Benzer sekilde Yilmaz ve Tepeli (2013) tarafindan 60-72 aylik ¢ocuklarin sosyal problem
¢6zme becerilerinin duygular1 anlama becerileri agisindan incelendigi arastirmada 67-72 aylik
cocuklarin 60-66 aylik cocuklardan daha yiiksek diizeyde sosyal problem ¢ézme becerisine
sahip olduklar1 bulunmustur. Benzer sekilde birgok arastirma bu aragtirma sonucunu destekler
niteliktedir (Ar1 & Yaban 2012; Bal & Temel, 2014; Cam & Tiimkaya 2006; Giineysu, Dinger
& Etikan 1997; Yaban &Yiikselen 2007; Yilmaz & Tepeli, 2013).
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Benzer sekilde Rubin ve Krasnor (1983) tarafindan okuldncesi ve anasinifi ¢ocuklarinda
hipotetik sosyal problemlerde yas ve cinsiyet farkliliklarini belirlemek amaciyla yapilan
arastirmada c¢ocuklarin kendilerine sunulan hipotetik problem durumunda almis olduklari
esneklik puanlarinin yasa gore farklilik gdsterdigi sonucuna ulagilmistir. Elias, Rothbaum ve
Gara (1986) tarafindan yapilan arastirmada da 12 yasindaki ¢ocuklarin 9 yasindaki ¢ocuklara
gore sosyal biligsel problem ¢dzme becerilerinde daha basarili olduklari ortaya konmustur.
D’zurilla, Mydeu-Olivares ve Kant (1998) tarafindan yaglar1 17-80 arasinda degisen yetiskinler
izerinde sosyal problem ¢ézmede yas ve cinsiyet farkliliklarin1 belirlemek amaciyla yapilan

arastirmada sosyal problem ¢6zme becerinin yas ile birlikte artis gosterdigi dogrulanmistir.

Arastirmadan elde edilen bir diger bulgu ise sosyal problem ¢6zme becerisinin cinsiyete gore
anlaml bir farklilik géstermedigidir. Cinsiyet farkliliklarinin en ¢ok vurgulandigi alanlar sosyal
gelisim, iletisim, duygusal gelisim, davranis gibi etkilesim gerektiren alanlardir. Bu alanlar s6z
konusu oldugunda ¢ogunlukla kiz ve erkek olma durumun gore belirgin bir farklilik olmast
beklenmektedir. Ancak son donemde de§ismeye ve gelismeye devam eden toplum yapisi
sebebiyle bu durum her zaman dogrulanan bir sonu¢ olmamaktadir. Daha 6nce de vurgulandigi
gibi cocuklar artik kiz ya da erkek ayrimi olmaksizin biiyiik ¢ogunlukla ayni ¢evre, egitim,
bilgiye ulasim ve sosyallesme deneyimi ve imkanlarina sahip olmaktadirlar. Bunun yani sira bu
gelisme ve imkanlar dogrultusunda ebeveyn ve Ogretmenlerin ¢ocuga karsi tutumlarinda
cinsiyet ayrimi gozeten davranislari da azalmaktadir. Bu durum gegmisten itibaren getirilen
toplumsal cinsiyet rolleri arasindaki belirgin farklilig1 kapatma egilimindedir. Arastirmanin veri
toplama islemi sirasinda c¢ocuklarla yapilan birebir uygulamalarda erkek cocuklardan
beklenilen agresif ya da kizlara gore daha saldirgan yanitlar genel yargida diisiiniilen sekilde
kizlardan belirgin farklilik gostermemistir. Bu durumun en 6nemli sebeplerinden birinin kiz ve
erkek ¢ocuklarinin okul dncesi egitim kurumlarinda ayni miifredati, ayn1 ortamda almalar1 ve
Ogretmenlerin giinlilk yasamda deneyimlenen sosyal yasantilar konusunda ¢ocuklari

bilin¢lendirmeleri oldugu diistintilmektedir.

Sosyal problem ¢ézme becerisinin cinsiyete gore farkliliga iliskin literatiir incelendiginde
cinsiyete gore farkliligin olmadig1r sonucuna ulasan ve cinsiyete gore farkliligin oldugunu
vurgulayan farkli arastirmalarin oldugu goriilmektedir. Yilmaz (2012) tarafindan 60-72 aylik
cocuklarin duygular1 anlama becerilerinin sosyal problem c¢ozme becerilerine etkisini
incelemek amaciyla yapilan arastirmada cocuklarin sosyal problem ¢6zme becerilerinin
cinsiyete gore anlamli bir farklilik gostermedigi sonucuna ulagilmistir. Benzer sekilde Dereli

(2009) tarafindan sosyal beceri egitimi programinin 6 yas ¢ocuklarinin sosyal problem ¢6zme
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becerilerine etkisini degerlendirmek amaciyla tapilan arastirmada ¢ocuklarin sosyal problem
¢ozme becerilerinin cinsiyete gore farklilagmadigi goriilmiistiir. Rubin ve Krasnor (1983)
tarafindan okuldncesi ve anasinifi cocuklarinda hipotetik sosyal problemlerde yas ve cinsiyet
farkliliklarini belirlemek amaciyla yapilan arastirmada ¢ocuklarin kendilerine sunulan hipotetik
problem durumlarina vermis olduklar1 cevaplar cinsiyete gore farklilik gostermemistir.
Yukarida ifade edilen bu arastirmalar sosyal problem ¢6zme becerisini 6lgerken hem ¢ocugun
vermis oldugu cevabi prososyal ya da prososyal olmayan olarak degerlendirmis hem de
okuloncesi donem c¢ocuklar1 iizerinde calismislardir. Bunlarin yani sira literatiirde sosyal
problem ¢6zme becerisinin cinsiyete gore farklilik gdstermedigine iliskin baska arastirmalar da
yer almaktadir (Akbas, 2005; Bal & Temel, 2014; Chasse, 2004; Erwin, Firth, & Purves, 2004;
Yilmaz & Tepeli, 2013).

Sosyal problem ¢6zme becerisine yonelik olarak yapilan aragtirmalarin bir kismi1 bu aragtirmada
da oldugu gibi sosyal problem durumlarina verilen cevabin prososyal olmasi ya da prososyal
olmamasi ile ilgilenirken (Bal & Temel, 2014; Dereli, 2009; Rubin & Krasnor, 1983; Yilmaz,
2012), bir kismi bunun yani sira sosyal problem durumlarina verilen cevaplarin sayisi ile
ilgilenmislerdir. Bu durumun sosyal problem ¢6zme becerisinin cinsiyet degiskenine gore farkl
sonuclar elde edilmesinin bir sebebi olabilecegi diisiiniilmektedir. Ar1 ve Yaban (2012), 9-11
yas arasit ¢ocuklarin sosyal problem ¢ozme becerilerinde cinsiyet ve yas farkliliklarim
belirlemek amaciyla yaptiklart arastirmada kizlarin sosyal problem durumlarina vermis
olduklar1 farkli cevap sayisinin erkeklere gore daha fazla oldugu sonucuna ulagsmislardir. Bu
bulguyu literatiirde yer alan diger arastirmalar ile destelemislerdir (Barbarasch, 1997; Crombie
& Gold, 1989). Sosyal problem ¢6zme becerisinin cinsiyete gore farkli oldugu sonucuna ulasan
arastirmalarm bir kisminin ise ergenlik ve yetiskinlik donemi iizerinde yapilan aragtirmalardan
olustugu goriilmektedir (Ar1 & Yaban, 2012; Cam & Timkaya, 2006; D'Zurilla et al., 1998;
Hamarta, 2007; Yaban & Yiikselen, 2007). Sosyal problem ¢6zme becerisinin cinsiyet
degiskenine gore farkliligini degerlendirirken bir¢ok farkli parametrenin s6z konusu oldugu ve
bu parametrelere gore cinsiyete gore farklilik gosteren noktalar oldugu gibi farklilik
gostermeyen noktalarin da oldugu sdylenebilir. Sonug olarak okul dncesi donemde ¢ocuklarin
sosyal problemlere vermis oldugu cevabin niteligi (prososyal ya da prosoyal olmayan)
bakimindan cinsiyete gore farklilik goriilmemektedir. Bunun yani sira cinsiyet farkliliklar
cocukluk doneminden sonraki agamada problemlere iiretilen cevaplarin sayisi bakimindan

farklilasmaktadir. Bu nedenle okul 6ncesi donemde sosyal problem ¢6zme becerisindeki
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cinsiyet farkliliklarini ortaya koymak amaciyla ¢cocuklarin sosyal problemlere vermis olduklari

cevabin sayisini inceleyen arastirmalara ihtiyag duyulmaktadir.

Sosyal problem ¢6zme becerisine yonelik incelenen bir diger degisken ise anne ve babanin
yasidir. Arastirmadan elde edilen bulgulara gére cocugun sosyal problem ¢dzme becerisi anne
ve babanin yasina gore anlamli bir farklilik gostermemektedir. Anne ve babanin yas1 ebeveynlik
davranigi bakimindan 6nem arz etmektedir. Ciinkii anne ve babanin yasi arttikca edinmis
olduklar1 yasam deneyimleri ve karakter anlaminda olgunluk diizeylerinin artmasi
beklenmektedir. Bu durum cocuklarin sosyal problem ¢6zme baglaminda ilk 6rnekleri olan
anne ve babasini zengin bir rol model kaynag1 yapmaktadir. Ya da bir bagka acidan bakilacak
olursa, geng anne ve babalarin ¢cocuk bakimi konusunda enerji ve sabirlarinin daha yiiksek
olmas1 ¢ocuk bakimi agisindan art1 bir 6zellik olarak da degerlendirilebilir. Her iki agidan da
anne ve babanin yasinin 6nemli bir degisken oldugu anlasilmaktadir. Ancak beklenildigi gibi
arastirma sonucunda anne ve babanin yasi ¢ocugun sosyal problem ¢ézme becerisi lizerinde bir
farkliliga sebep olmamustir. Bu durumun sebebi anne ve baba yasinin tek bagina cocugun sosyal
problem ¢6zme becerisi lizerinde belirleyici olamamasindan kaynaklantyor olabilir. Anne ve
babanin ebeveynlik davraniglari tek basina yas ile iligkili degildir. Bireysel 6zellikler, egitim
durumu, ¢ocukluk yasantilari, calisma durumu ve kosullar1 gibi bir¢ok faktoér anne ve babanin
cocuga sergilemis olacagi sosyal problem ¢6zme rol modellerinde belirleyici olabilir. Sosyal
problem ¢ozme becerilerine yonelik erigilebilen kaynaklar incelendiginde anne ve baba yasina

iliskin herhangi bir bulguya rastlanmamuistir.

Cocugun sosyal problem ¢dzme becerisini anne ve babanin egitim durumuna gore farklilig
incelendiginde anlamli bir farklilik olmadigir goriilmektedir. Bu durum ¢aligilan 6rneklem
grubunun anne ve baba egitim durumu dagilimindan kaynaklanmis olabilir. Anne ve babanin
egitim durumunun dagilimina bakildiginda ortaokul ve oncesi ile lisansiistii egitim durumuna
sahip olan ebeveynlerin sayisi lise ve lisans egitim durumuna sahip olan anne ve babalardan
daha azdir. Bu nedenle muhtemel herhangi bir farki istatistiksel olarak ortaya koymak miimkiin
olmamig olabilir. Ciinkii anne ve babanin egitim diizeyi bir¢ok agidan c¢ocugun gelisimi
iizerinde 6nemli bir etkiye sahiptir. Egitim diizeyi yliksek olan anne ve babanin; ¢cocugu ile olan
iletisimi ve cocuguna yonelik sosyallestirme davranislarinin pozitif yonde farkli olacagi
diistintilebilir. Kasik (2015) tarafindan Macaristan’da bulunan 12 yasindaki ergenler iizerinde
iki yil siire ile yapilan boylamsal arastirmada sosyal problem ¢ézme becerisinin geligimi
incelenmistir. Bu arastirma sonucunda anne ve babanin egitim diizeyinin ¢ocugun sosyal

problem ¢6zme becerisi ilizerinde etkili oldugu goriilmiistiir. Benzer sekilde Akbas (2005)
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tarafindan okul Oncesi egitime devam eden alt1 yas grubu ¢ocuklarin sosyal problem ¢6zme
becerilerinin incelenmesi amaciyla yapilan arastirmada, anne ve babalarin egitim durumlari

yiikseldik¢e ¢ocuklarin sosyal problem ¢6zme becerilerinin de arttig1 ortaya konmustur.

Anne ve babanin egitim durumunun ¢ocugun sosyal problem ¢6zme becerisi iizerindeki etkisini
inceleyen aragtirma sonuglarindaki genel egilim annenin egitim durumunun ¢ocugun sosyal
problem ¢dzme becerisi lizerinde anlamli bir farklilik yarattig1 fakat babanin egitim durumunun
cocugun sosyal problem c¢ozme becerisi lizerinde anlamli bir farklilik olusturmadigi
yoniindedir. Yilmaz (2015) tarafindan 60-72 aylik ¢ocuklar {izerinde yapilan arastirmada,
cocugun sosyal problem ¢ozme becerisinin annenin egitim durumuna gore farklilasirken
babanin egitim durumuna gore farklilasmadigi ortaya koyulmustur. Hamarta (2007) tarafindan
ilkogretim 8. simif 6grencileri ile yapilan arastirmada cocuklarin sosyal problem ¢6zme
becerilerinin annenin egitim durumuna gore farklilastig1 fakat babanin egitim durumuna gore
ise farklilik gostermedigi bulunmustur. Arslan (2009) tarafindan lise 6grencilerinin algilamis
olduklar1 sosyal destek ile sosyal problem ¢ozme becerileri arasindaki iligkinin incelendigi
arastirmada, anne egitim durumu sosyal problem ¢dzme becerisinde belirleyici olurken baba

egitim durumunun farkliliga sebep olmadigi belirlenmistir.

Arastirma bulgularinda ¢cocugun sosyal problem ¢6zme becerisi anne ve baba ¢aligma durumu
ve ailenin aylik gelir durumuna gore incelendiginde, bu degiskenlerin gore ¢ocugun sosyal
problem ¢6zme becerisi ilizerinde anlamli bir farklilik olusturmadigi goriilmiistiir. Calisma
durumu ve aylik gelir durumu ailenin sosyoekonomik diizeyini belirleyen 6nemli faktorlerdir.
Literatlir incelendiginde anne ve babanin ¢alisma durumundan ziyade aylik gelir ya da
sosyoekonomik diizey baglaminda ¢ocugun sosyal problem ¢d6zme becerisinin incelendigi
goriilmektedir. Ciinki, sosyo-ekonomik diizey ve aylik gelir durumu ¢ocugun sosyal problem
¢Ozme becerisi lizerinde 6nemli bir etkiye sahiptir (Akbas, 2005; Bal & Temel, 2014; Yilmaz,
2012). Bu arastirma sonucunda s6z konusu degiskenlere yonelik olarak farkliligin bulunmamasi
daha once ifade edildigi gibi secilmis olan 6rneklem grubunun 6zelliklerinden kaynaklaniyor
olabilir. Orneklem grubunun calisma durumu, egitim durumu ve aylik gelir durumuna
bakildiginda; 6rneklem gurubunun c¢alisma durumu, egitim durumu ve aylik gelir durumu
bakimindan benzer o6zelliklere sahip oldugu goriilmektedir (Bkz.:Tablo 1). Bu durum
sosyoekonomik diizey bakimdan olabilecek muhtemel farkliliklarin ortaya konmasini

sinirlandirmaktadir.

Sosyo-ekonomik diizey ve aylik gelir durumunun ¢ocugun sosyal problem ¢dzme becerisi

tizerindeki etkisini inceleyen aragtirmalarda sosyal problem ¢6zme becerisinin bu
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degiskenlerden etkilendigi kanisina varilmigtir. Bal ve Temel (2014) tarafindan okul dncesi
kurumlarina devam eden dort-alt1 yas arasi ¢ocuklarin kigilerarasi problem ¢ozme ve bakis agist
alma becerilerini degerlendirmek amaciyla yapilan arastirmada sosyo-ekonomik diizey arttikca
cocugun kisilerarasi problem ¢dzme becerisinin de artig gosterdigi goriilmiistiir. Benzer sekilde
Akbasg (2005) ve Yilmaz (2012) tarafindan yapilan ¢calismalarda aylik gelir durumunun ¢ocugun

sosyal problem ¢d6zme becerisi tizerinde etkili oldugu sonucuna ulasilmistir.

Son olarak bu caligmada, sosyal problem ¢6zme becerisinin kardes sayisina gore farklilik
gosterme durumu incelenmis ve kardes sayisina gore ¢ocugun sosyal problem c¢ozme
becerisinin anlamli bir farklilik géstermedigi goriilmistiir. Bu durumun muhtemel iki sebebi
olabilir. 11k olarak kardes sayisi, tek cocuk olan gocuklara gore farkliligi ortaya koymakta
oldukca onemli bir degiskendir. Bu arastirma kapsaminda ¢ocuklarin %75,3 {iniin ise kardesi
bulunmaktadir. Bu nedenle kardes degiskenine iliskin analizler s6z konusu olabilecek farkliligi
koymaya elverisli olmamis olabilir. Diger bir sebep de 6rneklem grubunu olusturan ¢ocuklarin
okul 6ncesi egitim kurumuna devam eden cocuklar olmasi olabilir. Cocuklarin vakitlerinin
biiylik ¢ogunlugunu okul ortaminda kendi akranlari ya da kendilerinden biiylik ve kiigiik
cocuklar ile birlikte geciriyor olmalar1 kardes sayisinin etkisini ortadan kaldirmis olabilir.
Cocuklarin, kardesleri olsun ya da olmasin okul ortaminda bir¢ok etkilesim firsati elde etmesi
sebebiyle kardes degiskeninin sosyal problem ¢ézme becerisi iizerinde belirgin bir farkliliga
yol agmadig1 diisiiniilmektedir. Sosyal problem ¢6zme becerisinde kardes faktoriinii inceleyen
sinirlt sayida arastirmaya rastlanmistir. Bal ve Temel (2014) tarafindan okuléncesi donem
cocuklar1 iizerinde yapilan arastirma bulgular1 bu arastirma sonucunu desteklerken Yilmaz ve
Tepeli (2013) tarafindan 60-72 aylik ¢ocuklar {izerinde yapilan arastirma sonucu farklilik
gostermektedir. Yilmaz ve Tepeli (2013) tarafindan yapilan aragtirmada kardesi olmayan
cocuklar ile li¢ ve daha fazla kardesi olan ¢ocuklar arasinda anlamli bir farklilik bulunmustur.
Kardesi olmayan ¢ocuklarin sosyal problem ¢6zme becerilerinin kardesi olan ¢ocuklardan daha
yiiksek oldugu goriilmiistiir. Yilmaz ve Tepeli (2013) tarafindan elde edilen bu sonucun, bu
arastirma bulgusundan farklilagsmasi arastirma kapsaminda ele alinan g¢ocuklarin biiyiik

cogunlugunun kardesinin bulunmasi sebebiyle beklendik bir durumdur.

Daha once ifade edildigi gibi sosyal problem ¢dzme becerisi bir¢ok agidan ¢ocuklarin ileriki
yasamdaki sosyal uyumlarinin belirleyicisidir. Bu nedenle bu beceriye yonelik olarak yapilan
caligsmalarin arttirilmasi; ¢ocuklarin, ebeveynlerin, 6gretmenlerin ve miifredatin bu konu
bakimindan zenginlestirilmesi onerilmektedir. Ebeveynler ve okul 6ncesi egitime baslama ile

birlikte cocuklarin hayatinda 6nemli bir yer edinmeye baglayan 6gretmenlerin, giinliikk yagam
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becerileri icerisinde dogal yollarla sosyal problem ¢ozme pratikleri ile ¢ocuga rol model
olmalari, bu becerinin gelisiminde kritik bir dneme sahiptir. Ozellikle sosyal problem ¢dzme
becerilerinin temelinin atildig1 okul 6ncesi donemin kritik bir donem oldugu gbz Oniinde
bulundurularak, bu dénemde ¢ocuklarin hangi yollarla gelistirilebileceginin incelenmesi, aile
ve ¢ocuk egitim programlarinin gelistirilmesi 6nerilmektedir. Konu ile ilgili olarak daha sonra
yapilacak olan arastirmalarin daha genis ve farkli ekonomik diizeylerden olusan 6rneklem
gruplarinda yapilmasi ve ¢ocuklarin hipotetik problem durumlarina vermis olduklar1 yanitlarin
gercek yasamda nasil uygulandigina iliskin gozlemsel tekniklerle desteklenerek yapilmasi

Onerilmektedir.
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Investigation of the effect of play-based environmental activities on the
environmental awareness of preschool children
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Oz: Bu arastirmanin amaci oyun temelli 6grenme etkinliklerinin okul 6ncesi dénem gocuklarmin gevresel farkindaliklar:
izerindeki etkisini anlamaktir. Arastirmada nitel arastirma desenlerinden tek durum c¢aligmasi (tipl) kullanilmigtir.
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SUMMARY
Introduction

Preschool education is a period that the foundations of one’s manners and behaviors are structured.
Researchers state that the environmental cognisance and the manners towards environment are shaped
during the preschool period and the environmental awareness that is acquired in this period has an
important effect in developping positive manners towards environment (Smith 2001, Taskin and Sahin,
2008). The environmental awareness and the information to protect environment that are given in this

period will be effective and persistent for lifetime (Kiziroglu, 2000).

In the study of Giilay and Ekici (2010) there are two main points that the environmental education is
based on during the preschool period. First one is providing the interaction of the child and environment
and the second one is supporting the helathy development of the child. Children who know their
environment and develop sensibility towards environment will be self-loving and self-respecting

children as well.

It is possible to reinforce learning by using plays in learning in the preschool education period. Research
shows that play is one of the best methods for learning in preschool period (Kaytez and Durualp 2014,
Pivec 2007, Wu, Hsiao et al., 2012, Pellegrini 1980, Stagnitti, Bailey et al., 2017, Trawick-Smith, et al,
2015).

The aim of this study is to understand the effect of play-based learning activities on the environmental

awareness of preschool children. In this purpose; we investigated the answers to these questions;
1. How is the environmental awareness of the sample group children?

2. How did the play-based environmental activities influence the environmental awareness of the

children who participated in the activities?
Method

In this study, qualitative method was used to specify the effect of environmental education based on
play-based activities on children’s environmental awareness. The study was conducted for six weeks
with two hours period once a week. “Respect to living things”, “Recycling” and “Environmental
cleaning” subtopics were specified. Two play-based activities for each subtopic title were planned and
applied in relation with the subtopics. Each child was interviewed in a seperate room on the first and the
last day of the six-week (12 hours) education period and the interviews were recorded. The sampling of
the study consisted of 15 children of age 5-6 from an average social economic class who were enrolled
at an elementary school in Nilufer, Bursa. Seven of these children were girls and eight of them were
boys. For the coherency with the research design, content analysis method was used to analyse the data.
Content analysis is a scientific approach which enables objective and systematic research of oral and
written materials (Tavsancil and Aslan, 2001).
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Results

All the findings of this study show that “play-based environmental activities” support the environmental
awareness of children, help them have more knowledge and idea on this issue and enrich their point of
view towards the right behavior for environment. According to all these findings, it can be said that the
“play-based environmental acitivities” make a positive effect on the environmental awareness of

preschool children.
Conclusion and Discussion

We studied the effect of play-based environmental education activities which include the subtopics
“Respect to living things”, “Recycling” and “Environmental cleaning” on the environmental awareness
of preschool children. According to the children’s replies to the questionnaire it was observed that they
had some environmental awareness before the activities however, this wasn’t enough. The interviews
that were done after the activities showed that they had more knowledge, integrated the missing
knowledge, had an increased environmental awareness and enriched their point of view to be directed
towards the right behaviors to protect environment. It can be said that “play-based environmental
activities” has a positive effect on the environmental awareness of preschool children. “Recycling” was
one of the subtopics which was handled most during the activities. However, several studies show that
it is not easy to bring this concept in children. Cimen and Yilmaz (2012)’s study supports this fact. In
light of this study, by using these activities and by increasing their duration play-based environmental
activities can be structured as an education module and the effectualness can be studied. The effect of
play-based learning activities can be studied as an experiment with two groups of children. Different

age groups and social economic classes can be integrated as variables into this study.
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GIRIS
Yasamin temel yillar1 olarak kabul edilen okul 6ncesi donemde, tiim yasam boyunca bize eslik
edecek olan ¢esitli becerilerimiz ve kisisel tutumlarimiz olugsmaya baslar. Cevresel farkindaliga
bagli olarak cevresel duyarlilik da kiigiik yaslardan itibaren sekillenir. Cocuklarda cevre
bilincine yonelik farkindaliklar yaratilmasi, siiriindiiriilebilir gelisme ve daha yasanasi bir
diinya i¢in gerekli dnlemlerin alinmasi yoniinde 6nemli bir adimdir. Okul dncesi egitim siireci

bu 6nemli adim1 atmak i¢in bizlere biiyiik firsatlar vermektedir.

Okul 6ncesi egitim 0-6 yas grubu ¢ocuklarinin tiim gelisim alanlarina uygun yasantilar sunarak
onlarin tiim yonlerden sosyal, dil, psiko-motor, bilissel ve sosyal gelisimlerini destekleyen
temel bir egitim donemidir (Balaban, 2017, s.7). Aynit zamanda okul 6ncesi donem, gelisimin
en hizli oldugu donemlerden biridir. Bu dénemde, ¢ocuklarin 6grenme hizlar ve kapasiteleri

oldukgca yiiksektir (Giilay, 2011).

Cocuklar onlar ¢evreleyen diinyanin “ne”, “nigin” ve “nasil” oldugunu 6grenme istegine ve
dogal bir meraka sahiptirler. Daima c¢evrelerinde gordiikleri degisiklikler hakkinda sorular
sorarlar. Ciinkii okul Oncesi donemdeki cocuklar merakli, arastirici ve sorgulayicidirlar.
Yasamin ilk yillar1, pek ¢ok farkli alanda oldugu gibi cocugun cevreye iliskin olumlu tutum ve
davraniglar1 edinmesi agisindan da kritik bir 6neme sahiptir. Cocuklarin bu 6zellikleri etkili bir
cevre egitimiyle yonlendirilerek ¢evreye karst sorumlu davranislar gelistirmeleri saglanabilir

(Giiler, 2005 aktaran Yildiz; 2017, s.278).

Cevre egitimi ¢esitli sekillerde tanimlanmaktadir: Erten (2004) g¢evre egitimini, ¢evrenin
korunmasi i¢in tutumlarin, deger yargilarinin, bilgi ve becerilerin gelistirilmesi ve ¢evre dostu
davranislarin gosterilmesi olarak tanimlamaktadir. Akcay (2006) ¢evre egitimini; bireylerin
biyolojik, sosyal ve fiziksel ¢evresi ile ilgili degerlerin, tutumlarin, kavramlarin kazandirilmasi,
seklinde ozetlemektedir. Ozaner (2004) ¢evre egitimini “doganin dilinin 6gretilmesi” olarak
ifade eder. Yildiz (2017) ise, ¢evre egitiminin etik ve eylemlerle ilgili oldugunu ve bunun
sadece 6grenilmesi gereken bir konu degil, bir diisiinme tarz1 ve bir davranis sekli oldugunu
belirtmektedir. Tiim bu tanimlarin 15181nda okul 6ncesi donemin kendine has 6zelliklerini de
g6z Oniinde bulundurarak, okul oncesinde verilecek cevre egitiminin, oOncelikle ¢cocuklarin
cevresel duyarlilik ve farkindalik kazanmalarin1 ardindan da bu kazanimlar kisisel tutumlara,

degerlere, davraniglara aktarmalarin1 desteklemesi gerektigi soylenebilir.

Okul oncesinde ¢evre egitimi hakkinda cesitli goriisler bulunmaktadir. Wilson (1996)‘a gore,

okul 6ncesi donemde cevre egitiminin dayandigi iki temel nokta bulunmaktadir; “bunlardan
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birincisi; ¢ocugun dis diinya ile etkilesimini saglamak, digeri de ¢ocugun saglhikl gelisimini
desteklemektir. Bu dogrultuda cevresini taniyan, ¢evreye karsi duyarhilik gelistiren ¢ocuklar
ayni zamanda kendileriyle de barisik olacak, kendilerine saygi duyacaklardir” (Wilson, 1996,
s.72’den aktaran Giilay ve Ekici, 2010, s.75).

Basal (2005) ¢evre egitiminin okul 6ncesi egitim programlarindaki 6nemini vurgulamakta ve
doga ile etkilesim i¢inde olmanin ¢ocuga olan katkilarina dikkat cekmektedir. Cevre egitiminin
kisilik ve zihinsel gelisimi olumlu etkiledigini, akademik becerileri de destekleyecek gozlem,
simiflandirma ve iletisim becerilerinin ¢ocugun doga ile ilgilenmesi sirasinda gelisebilmekte

oldugunu ifade etmektedir.

Haktanir (2007) cevre egitimine yonelik bilimsel ¢alismalarda kazandirilmasi gereken bes
temel amacin “farkindalik, bilgi, tutumlar, beceriler, katilim” oldugunu belirtmektedir. Okul
oncesi donemin (0-6 yas) son yillarindan erken ¢ocukluk déneminin (0-8) sonuna kadar olan
donemde verilecek cevre egitiminde, “farkindalik gelistirme ve dogru tutumlar” kazandirma
amaglarinin, bilgi ve beceri edinme amaglarindan daha 6n planda tutulmasi gerektigini ifade

etmektedir.

Okul oncesi déonemde oyundan yararlanarak cocuklarin g¢esitli konularda farkindaliklarini
arttirmak, dogru tutumlar kazanmalarin1 saglamak miimkiindiir. Clinkii oyun temelli 6grenme
ortamlari ile cocuklara kazandirilmak istenilen kavramlarla ilgili zihinde canlandirma zorluklari

ortadan kaldirilarak ¢cocuklarin daha kolay 6grenmeleri saglanabilmektedir (Sahin, 2015).

Cocuklarin dogustan gelen, cevrelerini kesfetmek, 6grenmek, deneyimlemek icin var olan
merak duygular1 okul 6ncesi donemde en iyi oyun yontemiyle desteklenebilir. Oyun, ¢ocukluk
yillarinin zenginlestirilmis dogal ve bazen de yapilandirilmis 6grenme ortamlaridir. Cocuklar
icin en Onemli haklardan biri olarak oyun ayni zamanda ¢ocukluk yillarinin en degerli

gelisimsel firsatidir (Tugrul, 2014; Cocuk Haklar1 Bildirgesi 31. Madde).

Alan yazinda ¢ocugun en 6nemli §grenme araci olan oyun yolu ile dogal meraki desteklenerek
uygulanacak bir ¢evre egitiminin etkili ve uzun soluklu kazanimlar saglayabilecegine dair

cesitli kanitlar vardir.

Birgok aragtirma okul dncesi ddnemde oyunun, ¢ocuklarin deneyim kazanarak 6grenmeleri igin
en iyi aragtan biri oldugunu gostermektedir (Kaytez ve Durualp, 2014; Pivec, 2007; Wu, Hsiao
ve digerleri, 2012; Pellegrini, 1980; Stagnitti, Bailey ve digerleri, 2017, Trawick-Smith, ve
digerleri, 2015). Yapilan ¢esitli arastirmalar okul 6ncesi donemde verilecek cevresel farkindalik

ve cevreyl korumaya yonelik temel tutum gelistirme egitimlerinin uzun soluklu etkilerinin
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oldugu noktasinda birlesmektedir (Kiziroglu, 2000; Smith 2001; Taskin ve Sahin, 2008). Oyun
temel alinarak gerceklestirilen ¢evre konulu etkinliklere ¢ocuklarin zevkle katildiklar1 ve
cevresel farkindaliklarina olumlu etkisi oldugu da yine ¢esitli ¢alismalarda varilan ortak
sonuglar arasindadir. Polys ve arkadaslarinin (2017) yaptig1 calismada oyun temelli 6grenme
etkinliklerine Ogrencilerin daha fazla ilgi gosterdigi, daha c¢ok eglendigi ve oyun temelli
ogrenme etkinliklerinin &grencilerin ¢evresel farkindaliklarina daha fazla etkisi oldugu
sonucuna ulagsmislardir. Turgut ve Yilmaz (2010) cocuklarin oyun oynayabildikleri alanda
yeteneklerinin en {ist diizeye ¢ikarabildiklerini ve bunun i¢inde ¢evrenin en biiylik Ogretici
oldugunu belirtmektedirler. Yaptiklar1 c¢alismalarinda oyun temelli ¢evre etkinliklerinin
cocuklarin neden sonug iligkisi kurabilmelerinde ve ¢evre farkindaligi kazanmada 6nemli rol

oynadigi sonucuna da ulagmiglardir.

Tiim bu bilgiler ve aragtirma sonuglari, okul 6ncesi donemin ¢ocuklarin ¢evresel farkindalik ve
duyarlilik gelistirmelerini desteklemek i¢in “en uygun zaman” lardan biri oldugunu, oyun ile
ogrenmeleri desteklendigi takdirde de okul 6ncesi egitim programlarinin ¢evresel farkindalik
gelistirilmesi i¢in “en uygun zemin” lerden biri oldugunu gostermektedir. Ancak bu noktada
oyun dilini kullanarak ¢ocuga sunulacak cevre etkinliklerinin ¢ocuklarin farkindaligini nasi/
etkiledigini derinlemesine anlamak gerekmektedir. Béylece dogru etkinliklerin bulunmasi,
ardindan da mevcut programlarda bu tiir etkinliklerin agriliginin arttirilmasi da s6z konusu
olabilir. Bu ¢alisma hem oyun temelli ¢evre etkinliklerin ¢ocuklarin ¢evresel farkindalig
iizerindeki etkisinin anlagilmasi hem de 6gretmenlere rehberlik edebilecek, rnek olabilecek bu
tir etkinliklerin ortaya c¢ikarilmasi, bu dogrultuda onerilerin paylagilmasi agisindan 6nem
tasimaktadir. Bu nedenle bu arastirmanin temel amaci oyun temelli 6grenme etkinliklerinin
okul 6ncesi donem ¢ocuklariin g¢evresel farkindaliklar1 {izerindeki etkisini anlamaktir. Bu

amagla arastirmada su sorulara cevap aranmistir;
1. Orneklem grubundaki ¢ocuklarin gevre ile ilgili farkindaliklar1 nasildir?

2. Oyun temelli ¢evre etkinlikleri bu etkinlige katilan c¢ocuklarin ¢evre ile farkindaliklar

iizerinde nasil bir etki yaratmigtir?
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YONTEM
Arastirmanin Amaci

Arastirmanin amact oyun temelli 6grenme etkinliklerinin okul 6ncesi donem ¢ocuklarinin

cevresel farkindaliklar iizerindeki etkisini anlamaktir.
Arastirmanin Modeli

Calismada nitel arastirma desenlerinden tek durum c¢alismast (tipl) kullanilmistir. Durum
calismast “nasil ve nigin sorularmmi temel alan, bir olgu ya da olayin derinlemesine
incelenmesine olanak veren bir arastirma yontemidir” (Yildirim ve Simsek, 2016, s.291). Tek
durum calismasi ( tip 1) ise, “kritik, sira disi, yaygin, agiga vurucu ya da biitiinsel bir durumun
kisiler tizerindeki etkisini anlamak iizere kullanilabilen bir yontemdir” (Yin, 2014 s. 184’den
akt. Saban ve Ersoy; 2016, s.136-137). Bu arastirmada tek durum calismasi yoluyla, oyun
temelli ¢evre etkinliklerinin ¢ocuklarin ¢evresel farkindaliklarina etkisini anlamaya yonelik

detayl veriler elde etmek amaglanmustir.
Calisma Grubu

Calismanin 6rneklemi amagli 6rnekleme teknikleri igerisinde yer alan tipik durum 6rneklemesi
yontemiyle belirlenmistir. “Tipik durum érneklemesi, orneklemin arastirma problemi ile ilgili
olarak evrende yer alan ¢ok sayidaki durumdan tipik olan tiiriiyle olusturulmasidir. Bu
yontemde esas olan evrende en genel sekliyle olayr tasvir eden orneklemin bulunmasidir”
(Biiyiikoztiirk ve dig., 2016, s.79) Bu amagla Bursa Niliifer ilgesinde bulunan okullar arasindan
orta sosyo-ekonomik diizeyden yansiz atama ile sec¢ilen bir ilkdgretim okulunun anasinifina
devam eden 5-6 yas grubundaki 15 ¢ocuk caligmanin 6rneklem grubunu olusturmaktadir.

Cocuklarin 7’si kiz ve 8’1 erkektir.
Veri Toplama Araci

Arastirmada yar1 yapilandirilmig goriisme yontemi ile veri toplanmistir. Goriismelerde veri
toplama araci olarak aragtirmacilar tarafindan gelistirilen, cocuklarin ¢evresel farkindaliklarini
belirlemeye yonelik acik uclu sorulardan olusan “Cocuk Goriisme Formu” kullanilmistir.
Goriisme formu olusturulurken, sorularin icerigini belirlemek i¢in dncelikle ¢cocuklarin gevre
ile ilgili gorlslerini, farkindaliklarini, duyarhiliklarimi inceleyen arastirmalar ile bu
arastirmalarda kullanilan Slcekler ve diger veri toplama araglari incelenmistir (Ozdemir ve
Uzun 2006; Rickinson, 2001; Scott ve Willits, 1994; Sahin, 2008; Kahriman Oztiirk, 2010,

Yasar ve Inan, 2012) Bu alan taramasinin ardindan “Canlilara Saygi, Geri Déniisiim, Cevre
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Temizligi” olmak iizere iic ana tema belirlenmis, bu temalarda taslak goriisme sorulari
olusturulmugstur. Taslak sorular hakkinda okul Oncesi egitimde g¢evre egitimi alaninda iki
uzmanin goriisleri alinmistir. Uzmanlardan alinan geri bildirimler sonunda gerekli diizeltmeler
yapilmistir. Veri toplama aracinin gegerligini desteklemek amaciyla bunlarin yam sira, iki
cocukla 6n uygulama yapilmis ve c¢ocuklar agisindan sorularin anlasilirhigina bakilmstir.
Cocuklarla yapilan bu 6n goriismeden elde edilen veriler de goz onilinde bulundurularak
goriisme formuna son sekli verilmistir. Cocuklarin ¢evresel farkindaliklarini belirleyebilmek
amaciyla olusturulan veri toplama aracinda, “canlilara saygi, geri doniistim, ¢evre temizligi”
temalarinda, “Sence ¢evreyi neler kirletir?, Cevremizi korumak icin neler yaparsin?, Sence geri
doniisiim nedir?, Cevremizdeki canlilart nasil koruyabiliriz? ~ vb. agik uglu sorular yer

almaktadir.
Siirec¢

Calisma 2016-2017 egitim-0gretim yilimin  bahar doneminde 24.03.2017-05.05.2017
tarihlerinde 6 haftada bir giin 2 saat seklinde ylriitilmiistiir. Oyun temelli ¢evre etkinlikleri,
hazirlanirken 6ncelikle ¢ocuklarin ¢evresel farkindaliklart konusunda detayli alan arastirmast
yapilmistir (Ozdemir ve Uzun 2006; Rickinson, 2001; Scott ve Willits, 1994; Sahin, 2008;
Kahriman Oztiirk, 2010, Yasar ve Inan, 2012). Bdylece cevresel farkindalik konusunda baz
ana temalara ulagilmigtir. Ardindan uzman goriisleri alinarak, “canlilara saygi, geri dontigiim,
cevre temizligi” temalarinin temel alinmasina karar verilmistir. Her tema ile ilgili iki etkinlik
olmak {izere toplam 6 biitiinlestirilmis etkinlik gelistirilmistir. Etkinlikler 2012 MEB Okul
Oncesi Egitim Programi'nin genel ¢ergevesine uygun bigimde planlanmistir. “Oyun”
arastirmada temel etkinlik tiirii olarak belirlenmis oldugundan oyun etkinlikleri, hareket, dil,
deney, gozlem, mizik, sanat gibi diger etkinlik tiirleri ile (dOniisiimli olarak)
biitiinlestirilmistir. Etkinliklerde sinif i¢i ve simif dis1 6§renme ortamlarina es diizeyde agirlik
verilmig, aktif 0grenme yaklagimi benimsenmistir. Etkinliklerde kullanilan materyallerin
mimkiin oldugu kadar dogal malzemelerden olugmasina dikkat edilmistir. Hazirlanan
etkinlikler iki okul 6ncesi egitim uzmani ile uygulama yapilacak sinifin 6gretmeninin de goriisii

alinarak son haline getirilmistir.

Oyun temelli ¢evre etkinlikleri uygulamalari her hafta etkinlik 6ncesi grup sohbeti (6nceki hafta
yapilanlar1 hatirlatma ve etkinlige dikkat cekme), etkinligi gerceklestirme, etkinlik sonrasi grup
sohbeti (degerlendirme, pekistirme) seklinde bir rutin akis ile gerceklestirilmistir. Uygulamalar
stiresince etkinlik 6ncesi ve sonrasinda yapilan grup sohbetlerinde ¢ocuklarin geri bildirimleri,
soru ve yorumlar1 vb. kaydedilmistir. Her uygulama haftada 1 giin yaklagik 2 saat olmak toplam
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12 saat ve 6 hafta devam etmistir. Uygulamalar fotograf ve videolar yoluyla da kayit altina

alimmustir.

Arastirma verileri, arastirmacilar tarafindan veri toplama araci olarak gelistirilen “Cocuk
Goriisme Formu” araciliglyla cocuklarla yapilan yar1 yapilandirilmis goriismelerde
toplanmistir. Goriismeler, oyun temelli ¢evre etkinliklerinin ilk giinii uygulama &ncesinde
(24.03.2017) ve son giinii uygulama sonrasinda (05.05.2017) yapilmistir. Goriismeler
cocuklarin rahat iletisim kurabilecegi diisiiniilen bos bir sinifta yliz yiize gergeklestirilmistir.

Goriismeler yaklasik 15’er dakika stirmiis, hem yazi hem ses olarak kayit edilmistir.
Arastirma Etigi

Arastirmada “bilingli onay” ilkesi takip edilmistir. Bilingli onay, “ herhangi bir arastirmaya
dahil edilecek bireylerin arastirma baslamadan once arastirma hakkinda ayrintili
bilgilendirilmeye dayali olarak arastirmaya kendi rizasiyla ve goniillii olarak katimasinin
saglanmasidir” (Yildirim ve Simsek, 2016, s.108). Bu amacla, uygulama oncesinde anaokulu
ziyaret edilmis, okul miidiirli ve goniilli olan sinifin 6gretmeni ile goriisiiliip arastirma hakkinda
bilgi verilmis onaylart alinmistir. Uygulamaya baslamadan bir hafta once, arastirmacilar
tarafindan sinif ziyareti yapilmis ¢ocuklarla tanisma oyunlari oynanmis ¢ocuklara yapilacak
caligmalar hakkinda bilgi verilerek ¢alismaya katilim konusunda ¢ocuklarin onaylar1 alinmistir.
Ayni1 zamanda ziyarette sinif 6gretmeninden ¢ocuklar hakkinda bilgiler alinmis, okul ve sinif
icerisinde gozlemler yapilmistir. Ardindan da ¢ocuklarin ailelerine bilgi verilmis ve ailelerden

de gerekli izinler alinmistir.
Veri Analizi

Verilerin analizinde igerik analizi ve betimsel analiz yontemi kullanilmistir. Betimsel analiz
“elde edilen verilerin daha onceden belirlenen bazi temalara goére oOzetlenmesi ve
yorumlanmasidir” (Yildirim ve Simsek, 2016 s. 242). igerik analizi ise, “verilerin nesnel ve
sistematik bir sekilde incelenmesine olanak taniyan bilimsel bir yaklagimdir” (Tavsancil ve
Aslan, 2001). Betimsel analizde 6zetlenen ve yorumlanan veriler, i¢erik analizinde daha derin

bir isleme tabi tutulmaktadir (Yildirim ve Simsek, 2006).

Veri analizinin ilk asamasinda, ¢ocuklarin uygulama dncesi ve sonrasinda goriigme sorularina
verdikleri yanitlardan olusan veri seti, her iki arastirmaci tarafindan bagimsiz olarak analiz
edilmistir. Bu analizlerde veri seti tekrar tekrar okunarak kodlamalar, siniflandirmalar
cikarmistir. Giivenirligi desteklemek amaci ile c¢alismada yer almayan bagka bir alan
uzmanindan da ayni ¢alismay1 yapmasi istenmistir. Ardindan {i¢ farkli analiz karsilastirilmis,
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analizlerin giivenilirligi hesaplanmistir. Veriler arastirma sorularina goére analiz edilmis,

yanitlar sikliklarina gore sayisallagtirilmis ve bu yolla aragtirma bulgulara ulagilmistir.
BULGULAR

Okul 6ncesi ¢ocuklarin ¢evresel farkindaliklarini anlamak iizere, oyun temelli ¢evre etkinlikleri
uygulamalar1 dncesinde ve tiim uygulamalar bittikten sonra yapilan iki gériismede uygulanan

“Cocuk Gorligme Formu™ na verdikleri yanitlara ait bulgular asagida sunulmustur.

Tablo 1’de ¢ocuklara oyun temelli ¢evre etkinlikleri 6ncesinde ve sonrasinda sorulan “Cevreyi

Neler Kirletir?”” sorusuna verdikleri yanitlarla ilgili bulgular verilmistir:

Tablo 1. Etkinlikler oncesinde ve sonrasinda c¢ocuklarin “sence cevreyi neler kirletir?” sorusuna
verdikleri yanitlar

Ilk Goriismede f Son Goriismede f
Verilen Yanitlar Verilen Yanitlar
Cop 10 Cop 10
Yere Cop Atmak 3 Kagit 3
Insanlar 2 Yere Cop Atmak 2
Kopek 2 Cam 2
Duman 2 Insan 2
. Hayvanlar 2
Diger 8 Ciiriik Meyve ve Sebzeler 2
Diger 6
Toplam Yanit 27 Toplam Yanit 29

Tablo 1 incelendiginde, etkinlikler 6ncesinde ¢ocuklarla yapilan goriismede ¢ocuklara sorulan
“Cevreyi Neler Kirletir?” sorusuna verdikleri yanitlarin, en ¢ok “Cép ” ve daha sonra da “Insan,
Kopek, Duman” oldugu goriilmektedir. Diger yanit1 igerisinde ¢ocuklarin oldukca genis bir
yelpazede cevaplar verdikleri goriilmiistiir. Ornegin; C3, “Muz kabuklar: ve posetler”, C4
“Cam”, C5 “Kedi”, C8 “Seker, sakiz kabugu”, C9 “Teneke kutusu, patlamis su sisesi, yirtik
hikdye kitabi, kirtk cam, kirik oklava”, C12 “Buharlar ve mikroplar” ,C13 “Yaglar” C15

“Kagitlar, sigeler, bidon” cevaplarini vermiglerdir.

Tablo 1°de goriilduigii gibi, etkinlik sonrasinda ¢ocuklarla yapilan gériismede ise, ¢gocuklarin
verdigi yamtlar, “Cop”, “Diger Seyler”, “Kagit”, “Yere Cop Atmak”, “Cam ”, “Insan”,
“Hayvanlar”, “Ciiriik Meyve ve Sebzeler” seklinde siralanmaktadir. Cocuklarin “Diger Seyler”
yanit1 igerisinde yine oldukga yaratict cevaplar verdikleri goriilmiistiir. Ornegin, C2
“Arabalar”, C4 “Sobada yanan seyler, kiil”, C7 “Yere tiikiirmek”, C8 “Yaprak”, C10 “Geri

doniisiim”, C15 “Bidonlar, kartonlar, elbiseler” cevaplarimi vermislerdir.
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Tablo 2’de Oyun temelli ¢evre etkinlikleri Oncesinde ve sonrasinda c¢ocuklara sorulan
“Cevremizi Korumak Igin Neler Yapabiliriz?” sorusuna verdikleri cevaplarla ilgili bulgular

sunulmustur:

Tablo 2. Etkinlik éncesinde ve sonrasinda ¢ocuklarin “cevremizi korumak icin neler yapabiliriz?”
sorusuna verdikleri yanitlar

ilk Goriismede f Son Goriismede f
Verilen Yamtlar Verilen Yamtlar

Copleri Cop Kutusuna Atmak 9  Geri Doniisiim Kutusunu Kullanmalryiz 7
Copleri Yere Atmamaliyiz 7  Copleri Cop Kutusuna Atmaliyiz 6
Copleri Toplayabiliriz 4 Yere Cop Atanlari Uyarmaliyiz 6
Insanlar1 Uyarmaliy1iz 2 Yere Cop Atmamaliyiz 5
Cevremizi temizlemeliyiz 3

Diger 5 Hayvanlara yemek vermeliyiz 2
Copleri toplamaliyiz 2

Diger 5
Toplam Yanit 27  Toplam Yanit 36

Tablo 2 incelendiginde, etkinlik dncesinde ¢ocuklarla yapilan goriismede sorulan “Cevremizi
Korumak i¢in Neler Yapabiliriz?” sorusuna ¢ocuklarin verdikleri cevaplardan en ¢ok “Copleri
¢op kutusuna atmak > ardindan “Copleri yere atmamalyiz”, “Diger seyler”, “Copleri
toplayabiliriz”, “Insanlart uyarmaliyiz” oldugu gériillmektedir. Diger yamiti icerisinde
cocuklarin genis bir cergevede cevaplar verdikleri goriilmiistiir. Ornegin C2 “Cimlere basanlar
uyarabiliriz”, C6 “Agac dikebiliriz”, C11 “Agaclara zarar vermemeliyiz”, C12 “Hayvanlart
sevmek, bitkileri sulamak”, C15 “Cicekleri koparmamalryiz” cevaplarini vermislerdir.

Tablo 2’de goriildiigli gibi etkinlik sonrasinda cocuklarla yapilan goriismede ise ¢ocuklarin
verdikleri yanitlar “Geri doniisiim kutusunu kullanmaliyiz”, “Cépleri ¢op kutusuna atmaliyiz”,
“Yere Cop Atanlari Uyarmalyiz”, “Yere Cop Atmamalyiz”, “Cevremizi Temizlemeliyiz”,
“Hayvanlara yemek vermeliyiz”, “Copleri toplamaliyiz” ve “Diger Seyler”  seklinde
siralanmaktadir. Cocuklarin “Diger Seyler” cevaplar igerisinde oldukca yaratici cevaplar
verdikleri goriilmiistiir. Ornegin; C3 “Diinyamizi temizlemeliyiz”,C8 “Kdgitlar: atmamaliyiz”,
C11 “Cigekleri koparmamaliyiz, aga¢larin dallarini kesmemeliyiz” (12 “Cépleri ¢op posetine
doldurup atmalyiz”, (15 “Bitkilere su verilip, ormanlart temiz tutmamiz” yanitlarini

vermislerdir.

Tablo 3’de Oyun temelli g¢evre etkinlikleri Oncesinde ve sonrasinda cocuklara sorulan
“Cevremizdeki Canlilar1 Korumak I¢in Neler Yapabiliriz?” sorusuna verdikleri cevaplarla ilgili

bulgular sunulmustur:
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Tablo 3. Etkinlik 6ncesinde ve sonrasinda ¢ocuklarin “sence cevremizdeki canlilart korumak icin neler
yapabiliriz?” sorusuna verdikleri yanitlar

Ik Goriismede f Son Goriismede f
Verilen Yamtlar Verilen Yamtlar

Hayvanlara yemek verebiliriz 12 Hayvanlar1 Beslemeliyiz 12
Bitkileri sulamaliyiz 5 Bitkilere su vermeliyiz 9
Hayvanlara su vermeliyiz 3 Cigeklere zarar vermemeliyiz 4
Hayvanlara ev yapabiliriz 2 Canlilara zarar vermemeliyiz 3
Hayvanlarin Canini Acitmamaliyiz 2 Diger 6
Diger 5
Toplam Yanit 29 Toplam Yanit 34

Tablo 3 incelendiginde, etkinlik O©ncesinde c¢ocuklarla yapilan goriismede sorulan
“Cevremizdeki canlilar1 korumak i¢in neler yapabiliriz?” sorusuna verdikleri cevaplardan en
cok “Hayvanlara yemek verebiliriz” ardindan “Bitkileri sulamaliyiz”, “Hayvanlara su
vermeliyiz”, “Hayvanlara ev yapabiliriz”, “Hayvanlarin canmin acitmamalyiz ” ve “Diger
seyler” cevaplari verilmistir. Diger yanit1 igerisinde ¢ocuklarin genis bir yelpazeden cevaplar
verdikleri goriilmektedir. Ornegin; C6 “Hayvanlar: hapsetmemeliyiz” C12 “Bécekleri
ezmemeliyiz”, C13 “Hayvanlari evimize alabiliriz, sevebiliriz”, C14 “Canlilart yalniz
birakmamalyiz”, C15 “Agaglarin yapraklarini koparmamaliyiz” cevaplari verilmistir.

Tablo 3’de goriildiigii gibi etkinlik sonrasinda ¢ocuklarla yapilan goriismede ise ¢ocuklarin

“«“

verdikleri yanitlar ayvanlart beslemeliyiz”’, “Bitkilere su vermeliyiz”, “Diger seyler”
“Cigeklere zarar vermemeliyiz”, “Canlilara zarar vermemeliyiz” seklinde siralanmaktadir.
Diger yanit1 icerisinde ¢ocuklarin oldukga yaratici cevaplar verdikleri goriilmiistiir. Ornegin;
3 “Cevremizdeki ¢opleri toplariz”, C7 “Bir hayvana zarar verildigini gérsem hemen
uyaririm” 8 “Yerlere cam atmamalyiz” 11 “Kétii davranmamalyyiz” C12 “Bitkilere giibre
vermeliyiz”, C14 “Hayvanlarin pisliklerini baska yere toplamaliyiz, onlari temiz tutmaliyiz.
Benim iki tane yavru képegim var, onlar bitlendiginde bit ilaciyla temizliyoruz” diyerek
hayvanlarin temiz ortamlarda yasamalar1 gerektiginin farkindaligina sahip oldugu, ¢ocuklarin

hayvanlar1 korumamiz, bunun i¢in de barmmalari i¢in uygun ortam olusturulmasi gerektigi,

temiz ¢evre olusturmamiz gerektigini dile getirdiklerini diistinebiliriz.

Tablo 4’de Oyun temelli ¢evre etkinlikleri Oncesinde ve sonrasinda g¢ocuklara sorulan
“Cevremizi Korumak I¢in Sen Neler Yapiyorsun?” sorusuna verdikleri cevaplarla ilgili

bulgular sunulmustur:

Tablo 4. Etkinlik dncesinde “¢evremizi korumak icin sen neler yapiyorsun? “ve sonrasinda “‘¢evremizi
korumak i¢in sen neler yapacaksin? sorusuna ¢ocuklarin verdikleri yanitlar
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ilk Goriismede f Son Goriismede f
Verilen Yamtlar Verilen Yamtlar
e Geri Dontigiim Malzemelerini Geri
Copleri Cop Kutusuna Atryorum 11 Déniisiim Kutusuna Atacagim 9
Hayvanlar1 Besliyorum 4 Copleri Cop Kutusuna Atacagim 5
Copleri Yere Atanlar1 Uyartyorum 2 Copleri Yere Atmayacagim 4
Cimlere Basmiyorum 2 Yere Cop Atanlar1 Uyaracagim 3
2 Copleri Toplayacagim 3
Diger .

Hayvanlar1 Besleyecegim 2
Toplam Yanit 21 Toplam Yanit 26

Tablo 4 incelendiginde, etkinlik dncesinde ¢ocuklarla yapilan goriismede sorulan “Cevremizi
Korumak I¢in Sen Neler Yapiyorsun?” sorusuna ¢ocuklarin verdigi yanitlardan en ok “Copleri
Cop Kutusuna Atiyorum” ardindan “Hayvanlari Besliyorum”, “Cépleri Yere Atanlart
Uyariyorum, Cimlere Basmiyorum, Diger” seklinde siralanmaktadir. Diger yanit1 igerisinde
cocuklarin oldukca genis bakis agisiyla cevaplar verdikleri goriilmiistiir. Ornegin; C4

“Cigekleri Suluyorum” ve C12 “Copleri Geri Doniisiime Atiyorum ™ cevaplari verilmistir.

Tablo 4’de goriildiigii gibi etkinlik sonrasinda ¢ocuklarla yapilan goriismede ise ¢ocuklarin
verdikleri cevaplar; “Geri doniisiim malzemelerini geri doniisiime kutusuna atacagim”,
“Copleri ¢op kutusuna atacagim”, “Copleri yere atmayacagim”, “Yere ¢op atanlari

uyaracagim, Copleri toplayacagim” , “Hayvanlari Besleyecegim” seklinde siralanmustir.

Tablo 5’de Oyun temelli ¢evre etkinlikleri 6ncesinde ve sonrasinda ¢ocuklara sorulan “Geri

Doniisiim Nedir ?”” sorusuna verdikleri cevaplarla ilgili bulgular sunulmustur:

Tablo 5. Etkinlik 6ncesinde ve sonrasinda ¢ocuklarin *“ sence geri doniistim nedir? ’sorusuna verdikleri
yanitlar

ilk Goriismede f Son Goriismede f
Verilen Yanitlar Verilen Yanitlar

Bilmiyorum 5 Geri doniistiiriilen her sey 12
{(ullandlklarlmlzl gdpe atip yeni seyler 3 Posetler, camlar, plastik ve metaller 5
iretmek
Kagitlar, camlar1 geri doniisiime 3 1
atmaktir o 5ildi
Copleri gope atmak ) Geri Dontisiim ¢6p degildir.
Diger
Toplam Yanit 15 Toplam Yamt 18

Tablo 5 incelendiginde, etkinlik dncesinde ¢ocuklarla yapilan goriigmede gocuklara sorulan
“Geri Doniligiim Nedir?” sorusuna verdikleri yanitlardan en ¢ok “Bilmiyorum” ardindan
“Kullandiklarimizi ¢ope atip yeni seyler tiretmek, “Kagitlar, camlar: geri doniisiime atmaktir”,
“Copleri ¢ope atmak”, “Diger seyler” cevaplart verilmistir. Diger yaniti igerisinde ¢ocuklarin

oldukga yaratict cevaplar verildigi goriilmektedir. Ornegin; C6 “Kdgitlart attgimiz ¢op
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kutusudur” ve C11“Kagitlar: kagit kutusuna atmak.” cevaplarimi vermislerdir. On gériismede
ogrencilerin verdikleri cevaplar incelenip yorumlandiginda &grencilerin “Geri Doniisiim”
konusu ile ilgili yeterli bilgi birikimlerinin olmadigi, var olan bilgilerinde eksik ve yanlis oldugu

sOylenebilir.

Tablo 5’de goriildiigii gibi, etkinlik sonrasinda ¢ocuklarla yapilan goriismede ise, cocuklarin

verdikleri yanitlar, “geri doniistiiriilen her sey”, “posetler, camlar, plastik ve metaller”, “geri

doniisiim ¢op degildir” seklinde siralanmaktadir.
SONUC ve TARTISMA

Oyun temelli ¢evre etkinliklerinin okul oncesi donem g¢ocuklarinin g¢evresel farkindaligina
etkisini anlamak amaciyla yapilan arastirmanin bulgulari, etkinliklerin ¢ocuklarin gevresel
farkindaliklarint ~ destekledigini  gostermektedir. Arastirmada oyun temelli etkinlik
uygulamasinin ¢ocuklarin ¢evresel farkindaliklarini zenginlestirdigini ve bakis agilarim

genislettigi sonucuna ulagilmistir.

Arastirma bulgulart incelendiginde, ¢ocuklarin “Cevreyi Neler Kirletir?” sorusuna verdikleri
yanitlarda hem 6n hem de son goriigmede “en yiiksek oranda “¢op” yanitini verdikleri ardindan
“insan’ ve “yere ¢cop atma” davranisinin ¢evreyi kirletenler arasinda siralandigi goriilmektedir
(Tablo1). Ancak cevaplar detayli incelendiginde son goriisme sorularinda ¢ocuklarin verdigi
cevaplarda cevreyi kirleten maddeler arasinda farkliliklar oldugu gozlenmektedir. Ornegin
“cam, kagut, ciiriik meyve ve sebzeler, bidon, elbiseler” 6n degerlendirmede sdylenmez iken,
son degerlendirmede ¢ocuklarin gevreyi kirlettigini diisiindiigii seyler arasina siralanmistir. Bu
bulgu, ¢ocuklarin etkinlikler 6ncesinde gevreyi kirleten seyler konusunda belli bir farkindaliga
sahip olduklar1 ancak, etkinlikler sonrasinda bu konudaki goriis agilarimi genislettiklerini
gostermektedir. Bu sonuglara dayanarak oyun temelli ¢evre etkinliklerinin cocuklarin ¢evreyi
kirleten seyler hakkindaki var olan bilgi ve farkindaliklarini daha da arttirdigi, genislettigi

sOylenebilir.

“Cop” c¢ocuklar acisindan cevreyi kirleten seyler arasindan benzer baska calismalarda da
siklikla dile getirilmis bir degisken olmustur. Yilmaz, Bedur ve Uysal’in (2016) yilinda
yaptiklar1 ¢alismada ¢ocuklarin yasadiklar1 ¢evrede ¢evre sorunu olarak gordiikleri seylere
iliskin goriisleri arastirilmistir. Ogrenciler, “yasadiginiz cevrede ¢evre sorunu olarak gérdiigiin

seyler nelerdir?” sorusuna % 67 oraninda ¢6p yanitin1 vermislerdir.

Erten (2003) ilkokul 6grencileri ile yaptigi ¢calismada ¢6p konusunda bir haftalik ders plani
hazirlamis ve uygulamistir. Uygulama 6ncesi ve sonrasinda ¢ocuklara sorulan c¢esitli sorulara
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verilen yanitlardan g¢ocuklarin ¢opleri ¢evre igin biiyiikk bir sorun olarak gordiigii ifade

edilmistir.

Cocuklarin “Sence Cevreyi Korumak Igin Neler Yapabiliriz?” sorusuna hem 6n hem son
goriismede verdikleri cevaplarda “¢opleri ¢op kutusuna atmak, ¢opleri yere atmamak, yere ¢op
atanlart uyarmak” degiskenlerinin 6ne ¢iktig1, ancak son goriigme sorularina en yiiksek oranda
“geri doniisiim kutusunu kullanmaliyiz” yamtinin verildigi goriilmektedir (Tablo 2) Bu
bulgudan ¢ocuklarin etkinlik 6ncesinde gevreyi korumak icin yapabileceklerimiz konusunda
belli bir diizeyde farkindalik sahibi olduklari anlasilmaktadir. Ancak verdikleri yanitlar,
etkinlikler sonunda c¢evreyi korumak ig¢in yapabilecekler hakkindaki goriis acilarini
genislettikleri anlasilmaktadir. Ornegin; geri doniisiim, hayvanlara zarar vermemek, bitkileri
koparmamak gibi bazi1 konular ilk goriismede verilen cevaplar arasinda yer almazken son
goriismede cevreyi korumak i¢in yapmamiz gerekenler arasinda ilk siralarda yer almistir. Bu
sonuca gore, oyun temelli ¢evre etkinliklerinin ¢ocuklarin ¢cevreyi korumak i¢in yapilacaklar
hakkindaki farkindaliklarini pekistirmenin yani sira cocuklara “geri doniigiim” ile ilgili de bir

farkindalik kazandirdig1 sylenebilir.

Yilmaz, Morgil, Aktug ve Gobekli (2002) tarafindan yapilan bir ¢alismada da orta 6gretim ve
yiiksek 0gretim diizeyindeki 6grencilere ¢evre korumada topluma diisen gorevler konusunda
gorigleri sorulmustur. Bu o6grencilerin de yiiksek oranda “duyarli olmak ve ¢evreyi
kirletmemeye 6zen gostermek”, “geri donligiimlii materyal kullanmak” yanitlarin1 verdikleri
belirlenmistir. Bu durum oyun temelli ¢evre etkinliklerinin sonunda, okul 6ncesi dénem
cocuklarinin ¢evreyi korumada kisiye ve topluma diisen gorevler konusundaki farkindaliginin,

ergen ve geng yetiskinlerin farkindaligina yakin oldugu seklinde yorumlanabilir.

Cocuklarin “Sence Cevremizdeki Canlilart Korumak Neler Yapabiliriz?” sorusuna verdikleri
yanitlarda hem 6n hem son goriismede en sik “hayvanlari beslemeliyiz”, “bitkileri sulamamiz
gerektigi”, “canlilara zarar vermememiz gerektigi” ifadelerinin dile getirildigi goriilmektedir
(Tablo3). Ancak tiim yanitlar detayli ve karsilagtirmali incelendiginde son goriisme sorularina
verilen cevaplarda cesitlilikler tespit edilmistir. Omegin; “Canlilara zarar verildigini gériince
uyarmak, bitkilere giibre vermek, hayvanlar: temiz tutmak beslemek” maddeleri 6n gorligmede
soylenmemisken son goriismede ¢evremizdeki canlilar1 korumak i¢in yapmamiz gerekenler
arasinda siralanmistir. Bu sonuclara bakarak oyun temelli ¢evre etkinliklerinin ¢ocuklarin
cevremizdeki canlilart korumak icin yapilmasi gerekenler hakkindaki farkindaliklarini daha da
arttirilip, pekistirdigi ve genisletigi sOylenebilir.
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Aydin ve Aykag (2016)’1n yaptig1 benzer bir ¢alismada yaratici drama yonteminin okul 6ncesi
cocuklarin ¢evresel farkindaligina etkisine bakmis ve deneysel desende gergeklesitirlen
uygulamalar sonunda deney grubunda bulunan ¢ocuklarin, “Hayvanlar1 korumak icin neler
yaparsiniz?” sorusuna; “hayvanlart sokaga atmamak, hayvanlari beslemek, hayvanlara siddet
uygulamamak vb.” 6n testlerde verdikleri yanitlardan daha detayli yanitlar verdikleri
goriilmistiir. Bu ¢alisma sonuglari ile arastirmanin bulgularinin ortiisiiyor olmasi, oyun, drama
gibi c¢ocuk merkezli uygulamalarin g¢ocuklarin cevresel farkindaliklarini genislettigini

gostermektedir.

Cocuklarin  “Cevremizi Korumak Icin Sen Neler Yapiyorsun/ Bundan sonra Neler
Yapacaksin?” sorularina 6n goriisme ve son goriismede ortak verilen cevaplar, “¢opleri ¢op
kutusuna atryorum ve atacagim” ve “hayvanlart besliyorum-bundan sonrada besleyecegim”
“copleri yere atanlari uyarryorum ve bundan sonra da uyaracagim” seklindedir (Tablo 4).
Ancak 6n goriismede verilen yanitlar arasinda olmamasina karsin, etkinlikler sonrasinda
yapilan son goriismede, “geri dontisiim malzemelerini geri doniisiim kutusuna atacagim” yaniti
on plana ¢ikmis ve bundan sonra ¢evreyi korumak i¢in ¢ocuklarin yapacaklari arasinda en
yiiksek siklikla dile getirilen degisken olmustur. Bu bulgu da, ¢ocuklarin etkinlikler dncesinde
cevreyi korumak i¢in yapmalar1 gereken seyler hakkinda belli bir farkindalik sahibi olduklarini,
ancak bunlarin yetersiz oldugunu gostermektedir. Oysa son goriigmede verdikleri yanitlardan
cevreyi korumak i¢in kendilerinin yapacaklari seyler hakkinda etkinlik sonrasinda daha fazla
farkindaliga sahip olduklar1 ve bu konudaki goriis acilarini genislettikleri dikkat ¢ekmektedir.
Bu sonuglara dayanarak yapilan oyun temelli ¢evre etkinliklerinin ¢ocuklarin ¢evreyi korumak
icin kendilerinin neler yapabilecekleri hakkinda var olan farkindaliklarin pekistirdigi, arttirdig:

ve geri donlislim ile ilgili yeni bir farkindalik olusturdugu s6ylenebilir.

Calismanin bulgularina benzer baska bir sonu¢ da Giilhan ve Yurdatapan (2014)’1n arastirma
sorgulamaya dayali etkinliklerin ¢evre ile ilgili tutum ve davranislara etkisi konusunda
yaptiklar1 ¢calismada ortaya ¢cikmistir. Deneysel desende yapilan ¢alismada, hem deney hem de
kontol grubunda Ontestte ve sontestte 0grencilere yoneltilen, agik uclu sorulardan biri olan
“Cevre kirliliginin 6nlenmesi i¢in neler yaptyorsun?” sorusuna ¢ocuklarin 6n testte en sik “¢op

9% <6

atmam”, “¢cOp atanlar1 uyaririm” yanitlarini verdikleri, son testte ise bunlarin tekrar sdylendigini
ancak deney grubunun yanitlarinda ‘“geri donilisiim yaparim” ifadesinin de eklendigi

gorilmiistiir.

Cocuklarin “Sence Geri Déniigiim Nedir? sorusuna 6n goriismede ¢ocuklarin ¢cogunlugunun

“bilmiyorum” yamtin1 verdikleri goriilmektedir (Tablo5) Bu durum etkinlikler oncesinde
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cocuklarin bliyiik ¢ogunlugunun geri doniistim ile ilgili bir bilgiye ve farkindaliga sahip
olmadiklarii gostermektedir. Oysa son goriismede, ¢cocuklarin verdikleri yanitlar arasinda en
sik “geri doniistiiriilen her sey” yanit1 6grencilerde bilgi ve farkindalik olusturuldugu isaret
etmektedir. Bu sonuclara dayanarak oyun temelli ¢evre etkinliklerinin ¢ocuklarin geri doniisiim
konusunda daha fazla fikre sahip olmalarii, bu konudaki farkindaliklarin1 genisletmelerini

sagladigi sdylenebilir.

Cimen ve Yilmaz (2012) yilinda ilkégretim 6grencilerinin geri doniisiimle ilgili bilgilerini ve
geri doniisiim davraniglarini belirlemek i¢in bir calisma yapmislardir. Calismada “6grencilerin
geri doniisimii” konundaki bilgilerinin ¢ok yeterli olmadig1 sonucuna ulasilmistir. Palmer
(1995), yaslar1t 4-7 arasinda degisen 168 cocukla yaptigi atik materyaller konusundaki
caligmasinda, 6 yasindaki cocuklarin ¢evre hakkinda belli bir farkindaliga sahip olduklarini
fakat bu cocuklarin ¢ok azinin maddelerin neden geri doniistiiriildiiglinii aciklayabildigini
bulmustur. Bu sonuglar ¢cocuklarin erken donemde geri doniisiim ve diger ¢evresel konularda
farkindaligin arttirmanin  6nemini ortaya koymasi bakimindan arastirmanin problemini

destekler niteliktedir.
ONERILER

1. Bu caligmada kullanilan etkinlikler, temalar, siire ve materyaller arttirilarak, oyunlastirilmis
cevre etkinlikleri zenginlestirilip bir okul Oncesi ¢evre egitim programi taslagi olusturulup,

taslagin gecerliligi incelenebilir.

2. Oyunlastirilmis ¢evre etkinliklerinin etkisi deneysel bir ¢alisma deseninde de bakilarak iki

calisma sonucu karsilastirilabilir.

3. Okul dncesi egitim d6gretmenlerinin ¢cocuklarin ¢evresel farkindaliklarini arttirmak amaciyla

sik sik oyun temelli ¢evre etkinlikleri diizenlemesi Onerilebilir.
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Diinya oyunun giiciinde uzlagt: simdi bu giicii gocuklarin
yararina kullanma zamani: Hadi Turkiye...

The world agree on the power of the “Play”: It is now time to use this
power for the benefit of children: Come on Turkey...

Belma Tugrul'

Oz: Cocuklarin nasil daha kolay 6grenebileceklerine, nasil daha saglikli bir biiyiime ve gelisme saglayabileceklerine iliskin
sorulan sorular bizi “oyun” la bulusturur. Cocuk oynuyorsa dgreniyor ve sagliklt demektir. Aslinda bu bir dongiidiir, oyun
oynadik¢a ¢ocuk daha saglikli olur ve 6grenme deneyimleri zenginlesir. Oyunun giicii ¢ocugun biitiinciil geligimine
sagladigi katkilardan gelir. Cocuklar oyun oynama siirecinde yasam becerileri; sosyal beceriler, aragtirma becerileri,
problem ¢dzme becerileri, diisiinme becerileri, iletisim becerileri ve kendi kendini idare etme ve yonetme becerileri
konusunda deneyim sahibi olurlar. Bugiin bir¢ok diinya iilkesinin {izerinde emek harcadigi egitim reformlarinin temelini
¢ocuklarin kendi hizlarinda, uygun yontemlerle kapasitelerini en iist seviyede kullanabilecekleri 6grenme firsatlarina sahip
olabilmesi yoniindeki gabalar olusturmaktadir. “Oyun” bu ¢abalarin ya da bir baska deyisle egitim alanindaki sorunlarmn
mutlak ¢oziimiinde bilimsel olarak kanitlanmis firsatlardan en 6nde gelenidir. Bu makale, farkl tilkelerde yapilan oyun
temelli okul ve egitim programlarinin sonuglarim paylasmak iizere derlenmistir. Ulkemizde de her firsatta oyunun pedagojik
degerine vurgu yapilirken, uygulama alaninda da somut ¢aligmalara dikkat ¢ekmek hedeflenmistir.

Anahtar Kelimeler: Oyun, ¢ocuk, erken ¢ocukluk dénemi, oyun kiiltiirii

Abstract: The questions like how children learn easily, and how they can achieve a healthier growth and development bring
us to the idea of “play”. If a child plays, this shows that he/she is healthy and can learn things. In fact, it is a cycle, the more
children play, the healthier the child becomes and the more their learning experiences become richer. The power of the play
comes from the contributions that it provides for a child’s holistic development. In the process of playing a game, Children
gain valuable life skills, such as; social skills, research skills, problem solving skills, thinking skills, communication skills,
and self-sufficiency and management skills. The educational reforms that many world countries are now working on
essentially makes an effort to provide children with the opportunity to learn at their own pace, to use their capacities at the
highest level with appropriate methods. "Play" is the most prominent of these efforts or, in other words, scientifically proven
opportunities in the absolute solution of the problems in the field of education. This article is compiled to share the results
of play-based school and educational programs in different countries. In our country, while emphasizing the pedagogical
value of the play at every occasion, it was aimed to draw attention to concrete studies in the field of application.

Keywords: Play, child, early childhood, culture of play
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GIRIS
Oyunun egitsel degeri yiizyilimizin kesfi degildir. Cocuk gelisimi ve egitimi ile ilgili olarak
fikirleri halen kabul goren c¢ok sayidaki diisiiniir ve bilim insanindan; Comenius, Locke,
Rousseau, Pestalozzi, Froebel, Montessori, Rudolf Steiner, Freud, Piaget, Erikson ve
Vygotsky’nin ileri siirdiirdiikleri goriisleri ve gelistirdikleri kuramlarindaki ortak nokta;
cocugun gelisimine, gereksinimine, ilgisine, yetenegine ve yiiksek yararina yonelik bir ortamda
biiyiime ve gelismesinin saglanmasidir (Miller, Almon 2009; Fleer 2010). Ornegin; Pestalozzi
ve Froebel cocugun yagsaminda oyunun ve doga ile bulugsmanin 6énemine vurgu yapmislardir ve
Froebel “oyunun kendisi basli basina bir kazanimdir, bu nedenle ne ogretecekseniz égretin ama
bunu ¢ocugun en canli oldugu oyun ortaminda ogretiniz”’, John Lock ise “derslerinizin daha
¢ekici olmasint istiyorsaniz ¢ocugun ilk yillardaki oyun i¢giidiilerinden yararlanin” demistir.
Rousseau Emile kitabinda ise “cocukluk hi¢ taninmiyor, ¢ocugu taniyin ve onun gereksinimi

’

olan dogadan ve oyundan onu mahrum etmeyin” fikrini savunmustur. Oyunun iyilestirici,
gelistirici ve Ogretici yonii onu giiglii kilmaktadir (Tugrul, 2009; 2010; 2013). Vygotsky
cocugun soyut diisinme becerisinin temellerinin bu ilk sembolik temsil yeteneklerinin
gelismesi ve dil alanindaki ustaliklariyla iliskili oldugunu belirtmis ve bu kazanimlar i¢in de
“oyunu” major belirleyici olarak referans almistir. Oyun ¢ocugun i¢ diinyasini yansitan bir arag
olmakla birlikte ayn1 zamanda i¢ gorii kazanmasinda da etkili rol oynamaktadir. Cocugun bu
ozelliklere sahip olmasi da dogrudan akademik basarinin ve duygusal refahin belirleyicisi
olarak goriilmektedir (Whitebread, 2010, 2012). Ozellikle ¢ocuklarin yaygin bir sekilde
oynamayu1 tercih ettikleri sembolik oyunun ¢ocuklarin okudugunu anlama ve soyut kavramlari
farkina varma ve matematik becerilerinin gelisimindeki katkilar1 vurgulanmistir (Ailwood,

2010; Anita, 2006; Bodrova 2005; Catherine ve Susan, 2008; Johnson ve ark, 2005; Melinda,
2009).

Oyunu anlamak ve deger vermek, ¢ocugu anlamak ve deger vermek demektir. Bir ¢ocugu
tanimanin ve anlamanin en giivenli yolu, oyunlarin1 gézlemektir. Ciinkii ¢ocuk, oyun sirasinda
oldugu gibidir. Plato bir ¢ocugu tanimak i¢in bir yil onunla birlikte olmak yerine bir saat onu
oyun sirasinda gdzlemenin yeterli olacagini sdyleyerek, oyunun ¢ocugu tanima ve anlama
yoniindeki giicline dikkat ¢ekmistir. Arastirmacilar oyunun sadece ¢ocukluk yaslari izerindeki
olumlu etkileri ile yetinmemislerdir, en az ¢ocuklar kadar yetigkinlerin yasantisinda da oyunun
degeri iizerine odaklanmislardir. Bebeklik doneminden itibaren yeterince oyun oynama firsati
bulan cocuklarim ileri yaslardaki olumlu yonde gelisen sosyal - duygusal 6zellikleri ve okul

basarilar1 da aragtirmacilarin dikkatini ¢ekmistir. Arastirmacilar, yetiskinlik yaslarinda oyuncu
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-eglenceli- “playful” olmanin entelektiiel basar1 ve duygusal olarak iyilik hali -duygusal refah-
ile sonuglandigin1 desteklemislerdir (Whitebread, 2012). Oyun konusu sadece egitim
bilimlerinin dikkatini ¢ekmemistir. Ornegin; gegmiste ve giiniimiizde arkeologlar, tarihgiler,
antropologlar ve sosyologlar yaptiklar1 aragtirmalarinda tiim zamanlarda ve tiim kiiltiirlerde
cocuklarin oyunlarima ve oyun araglarina verdikleri 6nemi destekleyen ¢ok 6nemli kanitlara
ulagmislardir. Oyunun zihinsel gelisim, {ist bilissel beceriler (metacognitive), saglikli ruh hali,
dil becerileri, temsil etme, Oz-diizenleme yeteneklerinin gelismesine katkisinin evrimsel,

sosyolojik ve psikolojik kanitlar1 vardir.

Pam Jarvis ve Jane George (2013), oyunun c¢ocuklarin okula karsi olumlu tutum
gelistirmesindeki etkisinin dikkat ¢ekici oldugunu ve okul digindaki oyun olanaklarinin da
cocuklarin 6grenmeye devam etmesi i¢in okuldan bagimsiz firsatlar olarak kullanilmasi
gerektigini belirtmigstir. Arastirmacilar “cocuklarin sesini dinlersek oyunsuz okul olmamasi
gerektigini hemen anlariz” demislerdir (Akt: Brock, 2013). Cocuklar i¢in oyun, yetiskin
diinyasmnin tanimu ile “is” e karsilik gelmektedir. Ingiltere’de yapilan bir ¢alismada annelerin
tipik bir okul giiniinlin ardindan ¢ocuklarina sorduklart “bugiin okulda ne yaptin?”’ sorusuna
cocuklarinin® oyun oynadik” yanitini verdikten sonra annelerin “oyundan baska ne yaptiginizi
soruyorum” vb sekilde cocuklarinin yanitindan tatmin olmadiklar1 goriilmiistiir. Anneler
cocuklarina 1srarla okulda “ne is, ne faaliyet” yaptiklarin1 sorunca ¢ocuklar da “iste oyun
oynadik diyorum ya yarin da oynayacagiz” yanitin1 vermislerdir. Cocuklarin oyunu is olarak
algilamasi, aileleri kaygilandirmakta ve c¢ocuklarinin okulda bir sey oOgrenmediklerini
diisiindiirmektedir. Ogretmenler tarafindan yonlendirilen ve hatta akademik bilgi agirlikli
etkinlikler, aileleri daha ¢ok memnun etmekte ve gliven vermektedir (Fleer, 2010, 2013).
Oyuna verilen 6énem ve oyunun ne olduguna ait goriisler, ¢ocuklara saglanan oyun olanaklarini
da dogrudan etkilemektedir. Yetiskin diinyast oyunu sadece bos zaman gecirilen bir eylem
olarak kabul ettigi siirece, g¢ocuklarin evde ve okulda oyundan istenilen seviyede

yararlanabilmeleri miimkiin gériinmemektedir.

Pam Jarvis 2013’te oyunun uzun vadede insan psikolojisi tizerinde yarattig1 olumlu etkileri
incelemis ve oyun ile gelisim arasindaki bu olumlu iligkinin, okul programlarina oyunun dahil
edilmesini zorunlu kildigini belirtmistir (Akt: Brock, 2013). Brock, 2013’deki ¢alismasinda 3-
6 yaslarindaki c¢ocuklara saglanan nitelikli oyun desteginin ¢ocuklarin ilkokula hazir hale
gelmesinde ¢ok etkili oldugunu ancak bu siiregte 6gretmenlerin eski geleneksel 6gretmenlik
tutumlarindan vazgec¢ip oyun pedagojisini benimsemeleri gerektigini belirtmistir. Brock, bu

durumun tamamen erken ¢ocukluk felsefesini yeniden gozden gecirmekle ilgili olduguna da
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dikkati ¢ekmistir. Erken ¢ocukluk egitimi ile okula gegisin biitiinciil bir anlayis i¢inde ele
alinmasinda oyunun biitlinlestirici giiciinden yararlanmak gerekmektedir. Sylvia Dodds ise
2013’deki calismasinda sadece kiiciik cocuklarin degil 6 ile 11 yaslar arasindaki ¢ocuklarin da
oyun miifredat1 i¢inde olmasi gerektigini, ¢ocuklarin “play based roots” oyun temelli bir
ogrenme ag1 kurabildiklerini belirtmistir. Cocuklarin oyun temelli miifredatla 6grendiklerini
bir alandan digerine transfer edebilmelerinin miimkiin oldugunu sdylemis ve bu 6grenme
linkini, ¢ocugun gelisimi icin biiylik bir firsat olarak gormdstiir. Ayrica Dodds, farkli
kiiltiirlerden gelen ¢ocuklarin birbirleriyle kaynagmalarinda ve 6grenen ile 6greten arasinda
oyunun uzlastiric1 yoniine ve smiftaki 6zel gereksinimi olan ¢ocuklar i¢in kendi 68renme

yollarin1 bulmalar1 agisindan ¢ok sayida olanak yarattigini da belirtmistir (Akt: Brock, 2013).

Ingiltere’de erken &grenme hedefleri iginde g¢ocuklarin &grenme siirecinde cocuklarmn
kendilerinin baslattig1 ve yonettigi oyunlara ve yapilandirilmis oyunlara daha  fazla  yer
verilmesi gerektigi vurgulanmistir. Cin ve Japon toplumlarinda da c¢ocugun oyuna olan
gereksinimi dikkate alinarak okullarda oyun zamanlari ayarlanmistir. Ancak bu oyunlarin daha
cok icerde ve disarida oynanan geleneksel grup oyunlari ve son yillarda da giderek artan
teknolojik araclarla oynanan oyunlar oldugu rapor edilmistir. Aileler, milenyum ¢ocuklarinin
teknolojik gelismelere en erken yastan itibaren uyum saglamasi gerektigini savunmaktadirlar
(Sayeed ve Guerin, 2010). Birgok bilimsel ¢alisma 6grenmenin giicliniin “6zellikle erken
cocukluk yillarinda” oyunun giiciiyle birlikte artis gosterdigini desteklemektedir (Henniger,
2009; Pasek ve ark 2009; Wood & Attfield, 2005). Ingiltere’de ulusal miifredatin yeniden
yapilanmasi siirecinde oyun, erken ¢ocukluk ve ilkokul seviyesinde daha agirlikli olmak tizere
tim oOgrenim kademelerinde sisteme dahil edilmeye c¢alisilmis ve oyun temelli egitimin,
sistemin ¢iktilarin1 olumlu yonde etkileyecegi savunulmustur (Brocks ve ark., 2013). Yani
erken cocukluk egitimi desteklenirse ¢ocuklarin dogal olarak oyun oynama gereksinimlerini

karsilayacaklar1 varsayilmaktadir.

Singapur’da o6gretmenlere kendi cocukluk yillarindaki oyun yasantilari sorulmustur. “Play
memory” olarak bilinen bu c¢alismada, 6gretmenler kendi ¢ocukluk yillarinda zamanlarinin
cogunu oyun oynayarak gecirdiklerini, agik alanlarda ¢amur, su, toprak gibi dogal oyun
malzemelerini kullandiklarmi, farkli yaslardaki arkadaglariyla oynayabildiklerini ancak
giinlimiizdeki cocuklarin oyuna ayiracak zamanlarmin azaldigini ve c¢ocuklarin dogal
oyunlardan ¢ok hazir oyuncaklarla oynadiklarini belirtmislerdir. Ogretmenler ailelerinin oyunla
ilgili giivenlik kaygilarinin ¢ok diisiik seviyede oldugunu ¢iinkii kendilerinden biiyiik ve kiigiik
cocuklarla birlikte oyun oynayabildiklerini belirtmiglerdir (Fleer, 2014). Bodrova 2008’de
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yaptigi calismasinda giinlimiiz ¢ocuklarinin dogal ve dogadan seylerle oynamaktan
uzaklastigint ve artik oyuncak tercihlerinde hazir oyuncaklart kullanmaya istekli
davrandiklarin1 belirtmistir. Bodrova c¢ocuklarin doktor roliinii kendisi yerine oyuncak olan
doktor bebegine verdigini gézlemlemistir. Bu ve bunun gibi yapilan ¢ok sayidaki aragtirma
cocuklarin oyun tercihleri ve oyun araglar1 degistikge oyundan yararlanma boyutlar1 da
degismektedir. Bu degisim ise maalesef olumlu yonde bir degisim olarak rapor edilmemektedir.
Farver ve arkadaslar1 1995°de Anglo American ve Korean American anaokulu ¢ocuklar1 ve
Ogretmenleri ile yaptiklar1 arastirmalarinda 6gretmenlerin oyuna verdigi deger, oyuncu-oyun
dostu 6gretmen olmasi, ¢ocuklara sagladigi oyun olanaklarini (materyaller, ¢evre diizenlemesi
ve oyuna dayali 6grenme) olumlu yonde etkilemistir. Swedener ve John (1989) ise ailelerin
cocuklariin oyunlarina karsi olumlu tavir i¢cinde olmalarinin ¢ocuklarin hayali oyunlarini ve

yaratict oyunlarini olumlu yonde destekledigini belirtmislerdir (Akt: Fleer, 2013).

Benjamin Bloom (1964), kapsamli ¢alismasinda 18 yasina kadar 6grenilen bilgilerin %80 inin
8 yasma kadar kazanildigin1 ve oyunun bu donemde ¢ok Onemli oldugunu vurgulamistir.
Bloom ayni1 ¢alismasinda ¢ocuklarin bu sekiz yillik yasam evresinde de ilk dort yilin ¢ok kritik
oldugunu ve bu dénemde ¢ocuklarin oyun ¢ocugu olmasi nedeniyle bu oranin % 50 ye ulastigini
belirtmistir. 1960 ile 1970 yillar arasinda Ingiltere’ de okullarda oyun bir §grenme araci olarak
kullanilmis ve bu egitim modeli ¢ok desteklenmistir. Lokal diizeyde oyuncak kiitiiphaneleri
acilmis, oyun birlikleri -play association- toplum goniilliileri ile birlikte okulda ve toplum
merkezlerinde oyunu destekleyen igbirlikleri i¢ine girilmistir. Uluslararasi diizeyde ise 1987°de
Stockholm da, 1990 yilinda da Tokyo’da yapilan International Association of Right of the Child
to Play konferanslarinda oyuna bir ¢ocukluk hakki olarak vurgu yapilmistir (Akt: Sayeed,
Guerin 2010). Wong ve Fleer (2012)’de Hong Kong ve Avustralya’li ailelerle yaptigi
arastirmasinda ailelerin ¢ocuklariyla oyun oynamaktan ¢ok, onlar1 organize olmus etkinliklere
yonlendirmede daha istekli olduklarini ve ailelerin oyundan ¢ok bu tip (tenis, ylizme, miizik
gibi) etkinliklerden daha fazla yarar sagladiklarina inandiklarini tespit etmislerdir. Bu aileler
cocuklariin ev ddevi yapmalarini onlar1 oyun oynamaktan uzaklastirmanin bir yolu olarak
gordiiklerini de belirtmislerdir (Fleer, 2013). Fisher ve ark 2008’de ailelerin ¢ocuklari igin
egitim kasetleri, standart testlerden olusan calisma kitaplarini oyuna tercih -ettiklerini

bulmuslardir.

Oyunun okulda degil, evde ya da 6zel oyun alanlarinda oynanabilecegi diisiincesi, oyunun
pedagojik degerinin anlasilmadiginin bir diger kanitidir. Moyles 2010°da Ingiltere’deki

ilkokullarda 6gretmenlerin oyuna yeteri kadar ilgi gdstermemesi ve oyunu ders programlariyla
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biitiinlestirememelerinin nedenleri {izerinde ¢alismistir. Ogretmenler siniflarinda oyun oynayan
cocuklar1 goren ailelerin “bu 6gretmenler cocuklarimiza bir sey 6gretmiyor sadece oyun
oynuyorlar” seklinde kendilerine ve yoneticilere baski yaptigini belirtmislerdir. Bunun yani sira
ogretmenler mesleki gelisim kurslarinda oyunla ilgili yeterince bilgilenmediklerini, oyunun
degerini anaokul 6gretmenleri kadar bilmedikleri i¢in oyuna giivenmekte tereddiit ettiklerini,
oyun ve 0grenme ile ilgili iliskiyi vurgulayan arastirmalarin yetersiz oldugunu, politikacilarin
uluslar arasi seviyelerde yapilan sinavlarda iilkenin siralamasini 6nemsemeleri nedeniyle
akademik miifredata daha fazla 6nem verdiklerini rapor etmislerdir. Ayrica 6gretmenler EYFS
(Early Years Foundation Stage) nin ¢ocuklarin okula baslama yasi ve 6grenim kademeleri
arasindaki  gecislere  yoOnelik  kararsizliklarinin  ilkokul — programlarinda  yasanan
memnuniyetsizliklerini de etkiledigini belirtmislerdir. Lillard ve arkadaslar1 (2012), Pinkham
ve arkadaslart (2012) yaptiklar1 calismalarinda oyun ve Ogrenme arasindaki pozitif
korelasyonun yeni bir arastirma konusu olmadigini, 40 yildir yapilan ¢aligmalarla bu iliskinin
dogrulandigini belirtmiglerdir. Arastirmacilar ¢ocuklarin dogrudan aktarilan bilgiler yerine,
kendi deneyimleriyle ve yordamaya dayali tecriibelerle daha kolay ve kalict 6grenebildiklerini
vurgulamislar ve bunun i¢in oyunun en etkili 6grenme yolu oldugunu belirtmislerdir. 2009
yilinda ise Brock, Ingiltere’deki calismasinda, dgretmen adaylarmin oyun hakkinda olumlu
fikirlere sahip oldugunu ancak Ogretmenlerin uygulama sirasinda oyunla ilgili sorunlar
yasadiklarin1 rapor etmistir. Bu durum Ogretmenlerin hizmet i¢i egitim gereksinimlerine

dikkatleri gekmektedir.

Nancy Carlsson’un 30 yili askin siiredir kirsal ve kentsel kesimde c¢alisan anaokul
ogretmenleriyle yaptig1 goriismeler ve aragtirmalar gostermistir ki erken ¢ocukluk yaslarindan
baslayarak ilkogretim seviyesinde de giderek artan bir sekilde oyundan mahrum kalmaktadirlar
ve okullar giderek “cocuk merkezli ve oyun temelli” olmaktan uzaklasmaktadir. Bu durum
cocuklarin kisa ve uzun siireli gelisim siireclerinde telafi edilmesi gii¢ olan gelisimsel engeller
dogurmaktadir. Duygusal, sosyal ve zihinsel alt yapinin olusmasi ve korunmasi oyun firsati
icinde dogal ve ¢ok saglam bir sekilde atilabilmektedir. Oyundan mahrum kalan c¢ocuklar,
ilerleyen yaglarinda zamaninda ve yeterince karsilanmayan bu gereksinimlerinin agigini ¢esitli

akademik ve sosyal sorunlarla yansitmaktadirlar ( Miller ve Almon, 2009).

Ozetle yukarida sunulan arastirmalardan da anlagildig1 iizere oyun ve grenme, oyun ve saglik
(beden ve ruh saglig) arasindaki iliski, ¢ocuklarin oyun haklarinin okul ve sosyal yasamlarinda
korunmasi konusuna dikkat ¢cekmektedir. Diinyanin her yerinde farkli kiiltlirlerde stirdiiriilen

oyun arastirmalarinin “oyun, 6grenme ve saglikli biiylime, gelisim baglamindaki” sonuglari
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oyunun giiciinii evrensel diizeyde kanitlamaktadir. Cocuklarin oyuna olan evrensel ilgisi,
kiiltiirler aras1 arastirmalar yapmaya ¢ok miisait bir ortam yaratmaktadir. Cocuklarin oyuna
ilgisi ve oyun gereksinimi evrensel bir anlam tasisa da, ¢ocuklarin sahip oldugu olanaklar
kiiltiirler aras1 farklilik gostermektedir. O halde biz bilim insanlart basta olmak iizere kendi
tilkemiz kosullarinda oyundan daha iist seviye yararlanmak icin neler yapabiliriz? ~ Hadi

Tiirkiye....
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Play and flow: Children’s culture and adults’ role

Oyun ve akis: Cocuk kultirt ve yetiskinin rolu
Mine Gol-Giiven'

Abstract: The aim of this critical review is to connect the concepts of flow and play to understand how children's culture
is affected by adults. Examining adults’ views of play in different cultural contexts is crucial to understand how play is
supported. Children are also faced many difficulties to find space and time to play. The concepts play and flow are
discussed to point out the importance of uninterrupted play for children to develop skills in the process of construction of
their culture.

Keywords: Play, flow, early childhood, culture, adults

Oz: Bu kritik yazida, yetiskinlerin ¢ocuk kiiltiiriine etkilerini anlamak iizere, akis ve oyun kavramlarinin baglantilarinin
irdelenmesi amaglanmaktadir. Farkli kiiltiirel baglamlarda yetigkinlerin ¢ocuk oyununa bakis agisinin irdelenmesi ¢ocuk
oyununun hangi noktalarda desteklendiginin anlasilmasi i¢in Onemlidir. Ayn1 zamanda, ¢ocuklar oyun oynamak i¢in
zaman ve mekan bulma konularinda da problemler yagamaktadir. Oyun ve akis kavramlarinin tartisilmasi, ¢ocuklarin
kendi kiiltiirlerini olustururken beceri gelistirmelerinde miidahale olmaksizin oynanan oyunun Onemini vurgulamada
onemlidir.

Anahtar Kelimeler: Oyun, akis, erken ¢ocukluk, kiiltiir, yetiskinler
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INTRODUCTION
Meaning and value of play

Play has long been a point of human interest, from the earliest philosophers to today’s
researchers. On examination, theories and research about play in childhood present
converging conclusions regarding the developmental benefits of children’s play (Bredekamp
& Copple, 2000; Johnson, Christie, & Wardle, 2005; NAEYC, 1991). The positive effects of
play on the development of basic skills, whether integrated into daily activities or as part of a
teacher-guided educational program, may be summarized as follows: enhancements in
collaboration, reconciliation, conflict resolution, problem-solving, establishing empathy
among individuals, imagination, self-control, manifestation of higher-order thinking skills,
perseverance, monitoring own and other’s ideas, understanding other’s ideas, less aggression,
independent thinking, self-expression, decision-making, creativity, understanding and
expressing feelings (Ashiabi, 2007; Broadhead, 1997; Durualp & Aral, 2010; Miller &
Almon, 2009; Woolf, 2012). To what extent and under which conditions play helps children

develop those skills is still the focus of literature on children’s play.

It is important to study the role of adults in children’s play when examining the positive
effects of play on the development of children’s skills. The reason being that the adult is the
person who provides opportunities for children’s play through the adjustment of physical and
social contexts. Adults’ perspectives toward play affect how play appears, how frequently it
appears, and how it is directed after it appears. Hence there are three different perspectives
towards adult participation in and contribution to children’s play. The first perspective is that
play is natural. Every individual has a tendency to play and it is a spontaneous activity. Play
deprivation may potentially result in detrimental effects in a number of developmental areas
(Singer, 2006; Whitebread, 2012). Play is valuable since it makes various contributions to
development even if it is only used as a tool for entertainment. It is not necessary to assign
other value or meaning to play. In this perspective, any type of play which is free from adult
interference and involvement is valid and accepted (King, 1979). As a matter of fact, from
this perspective, play is seen as such a natural phenomenon that school, as a structured

context, cannot be seen as a place for play (Kuschner, 2012).

From the second perspective, however, play is seen as a tool to accomplish the educational
ends set by adults. Studies focusing on the educational contributions of play which examine
the role of the teacher and curriculum use this framework. The principle of this view is that

one is more likely to observe learning taking place if it can be made fun and entertaining.
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There are two reasons to include play in school and curriculum. Firstly, education has
traditionally been more dependent upon the acquisition of academic knowledge and skills
(Bassok & Rorem, 2014) and through the integration of play into school, educational
programs and daily activities the aim is to lessen the students’ academic burden. This
perspective relates to the idea that academic knowledge and skills can be taught more easily
through play. For example, Einarsdottir’s (2012) study about supporting literacy skills
through play and similarly Ginsburg’s closely related (2006) study, about the use of play in
mathematics education are among such examples that examine the positive outcomes of such
practices. Obviously, play is seen as a tool to make arduous and tasking subjects and their
teaching more fun, engaging, appealing, and attractive, so that learning comes alive through
“playful activities” (Bulunuz, 2012). However, within mainstream education, the current
structure and organization of schools, does not seem to allow a fit with play (Kushner, 2012).
In order to preempt the complete removal of play from the lives of children and to take
advantage of its developmental benefits, some educators find ways to insert play to children’s
lives. Some similar concept-related approaches which may be cited include, Learning
through play (Pramling Samuelsson & Johansson, 2006); Play-based learning (Pramling
Samuelsson & Johansson, 2006); Means of instruction (Cheng, 2001); Vehicle for learning
(Moyles, Adams, & Musgrove, 2002); Engine of learning (Miller & Almon, 2009). Making
learning fun through play may be seen as a better way to feach. Yet children draw a strict line
between play and learning or teaching (Wong, Wang, & Cheng, 2011). While children may
not see or assign importance to the educational value of play, only the notion of becoming
‘good at something’ may seem sufficient for the child (Mouritsen, 1998). Moreover, it would
be questionable to assume that the developmental benefits of play as suggested by research

are still valid when play becomes a teaching tool.

Besides the studies related to the contributions of play in educational and developmental
areas, the third perspective relates to the meaning and value of play with respect to
sociological, cultural and societal structures (Bronfenbrenner, 1979; Goncii, 1999; Rogoff,
2003; Roopnarine, 2012; Roopnarine & Johnson, 1994; Roopnarine, Johnson, & Hooper,
1994; Super & Harkness, 1997). Adult provision of opportunities for play which is seen as the
transmission of culture (i.e., play as cultural means) and children’s play in order to create their
own culture (Corsaro, 1997; James & Prout, 1997; Jenks, 1996) are the two aspects
emphasized by Vygotsky’s socio-cultural theory. Within this perspective, it is proposed that
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children should /earn how to play, an approach which can be regarded as moving away from

the idea of play as children’s spontaneous activities.
Children’s play and adults’ role in cultural contexts

In the context of the cultural perspective, Gaskins, Haight, and Lancy (2007) identify three
different approaches towards cultural views of play. They point out that regardless of adult
participation in play, the idea of whether children’s play is supported or not is a better
indicator of the value of play. In “culturally curtailed play”, play is not notably appreciated,
some games are discredited so that children do not play these games. In “culturally accepted
play”, play is seen as an activity that keeps children out of the way. Play is neither constrained
nor promoted. In “culturally cultivated play”, play is accepted and the fact that adults play
with children is recognized as important. In such cultures, it is considered important for
teachers to integrate play into school and within the educational program in order to support
learning. However, there are certain methodological differences to that approach. In certain
cultures, play is directed by adults, but in other cultures play is used to teach/learn socially

accepted behaviors or to promote independent behaviors in children.

In today’s societies, a further approach emerges under the heading of cultural denial.
According to this approach, we see not only the phenomenon of adults who are unable to
participate in children’s play due to the constraints of maintaining the demanding pace of their
own adult existence, but also that of children’s play being seen as waste of time. If the
activity is not productive, it has no value in a society in which the connection between work
and consumption is so encompassing (Faulkner, 2011). The mission of the school has been
redefined by the overall definition of productivity in modern societies. Schools also strive to
keep pace with a fast, forward-focused culture; teachers are obliged to deliver heavily
academic content, even in the early grades. Play is either erased entirely or reframed in the
form of educational games due to an earlier is better approach (Katz, 2015) which values

overall academic achievement as the product of teaching and learning processes.

It is also equally important to take into account the concept of professional culture. The early
childhood education framework 1is highly shaped and considerably affected by
Developmentally Appropriate Practices (DAP) (Bredekamp & Coople, 2000) which
emphasize child-centered approaches in classrooms. An equally shared value in this
perspective is that of giving children enough time and space to play. Teachers are given
guidelines about how to use play-based approaches when interacting with children. However,

many studies conducted by non-Western countries explored how and to what extent teachers
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exposed, internalized and used such guidelines. The studies conducted in traditional cultures
showed that professional/work culture in early childhood education shaped practices by
giving more importance to individual activities over group activities, interaction between
teacher and student over student to student interactions, and student-centered
teaching/learning over group-centered teaching (Cheng, 2001; Pui-Wah & Stimpson, 2004;
Wu & Rao, 2011). The place of DAP in different cultural contexts is thus under question. Its
bases are criticized on the premise that the values transferred through Westernization and
Modernization are seen as more dominant. However, how teachers who have been raised with
non-Western values and beliefs base their classroom practices on professional culture remains

open for discussion.

To sum up, culture does not only comprise the culture of the country in which people live or
their ethnic background. But taken in a wider context if we accept a more encompassing
description, culture may be seen as all values and behaviors that groups have described and
structured by themselves. Play is both the means and end of producing and co-constructing
children’s culture. Mouritsen (1998) specified three different types of children’s culture. One,
is ‘culture produced for children’. In this type of culture, media, cartoons, toys, computer
games etc. are the products developed by adults who have their own agendas and perceptions
of children. ‘Culture with children’, however, is defined as the activities that both children
and adults share, for instance, dance, music and art. The third type of culture is also called
‘play culture’, and that includes games, tales, songs, rhymes and jingles, riddles and jokes that
are produced by children while interacting with each other. Although children are the main
actors producing their play culture, they are not totally in charge of the process. In the school
context, it seems that teachers and children have different views of play (Glenn, Knight, Holt,
& Spence, 2012; Keating, Fabian, Jordan, Mavers, & Roberts, 2000). Since teachers have the
power to plan and implement policy, curriculum, daily schedule, activities, school regulations
and rules, children’s times and spaces etc., thinking of play differently may limit children’s
ability to produce play culture as they wish. Adulteration is the term used to describe
situations in which adults force children to follow adult agendas in play (Chick, 2010;
Faulkner, 2011; Hughes 2001, 2012).

The state of play of today’s children

According to the Convention of Children’s Rights, Article 31 states that children have the
right to rest, leisure, play, participate in recreational activities, and create and attend cultural
life and the arts. A General Comment on Article 31 has been written by the International Play
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Association (IPA) work group and accepted as declared by the UN Children’s Commission in
2013. This comment outlines some challenges to the recognition of children’s play rights
which are stated in such terms as: the lack of recognition of the importance of play, the
resistance to children’s use of public spaces, the balancing of risk and safety, lack of access to
the natural environment, and the growing role of the electronic media. Among these items, the
pressure for educational achievement may be considered one which deserves particular
attention. Due to the amount of time spent in formal educational settings, children’s access to
play is strictly limited. The heavily academic content of curriculum, didactic teaching
strategies, structured school activities, pre-planned daily schedules, and the considerable
burden of homework deactivate and passivate children. The described nature of schooling
might be perceived as ordinary or conventional. However, when free play is considered, it is
worth asking the question whether teachers’ interactions with children reflect the nature of

school, or not.

Kushner (2012) proposed a view in which the two facts in children’s lives, play and school,
are in conflict. From his perspective, play and school cannot go hand in hand for a variety of
reasons. Some of these reasons are theoretically based, some are more practically oriented.
After examining major theoretical views on child development such as those of Piaget and
Vygotsky, Kushner (2012) pointed out that space and time limitations in schools are the major
obstacles to children’s play activities. When these two realities in children’s lives are
considered, other potential dilemmas emerging between play and school include, teachers’
views of some type of play as disruptive, annoying, and exhausting as suggested by King
(1987) (as cited in Kushner, 2012). However, King also suggested that play provides
opportunities for autonomy within a context of control and for the development of peer

culture.

A number of studies in the area of play show the positive effects of adult involvement,
guidance, assistance, and facilitation in play, although those studies are mostly based on
improvement in cognitive skills such as self-regulation, exclusive functioning and academic
gains in the area of literacy and math. However, when the role of play in the process of
creating children’s culture (Corsaro, 1997) is considered, the benefits of adult involvement
become questionable. Other considerations are related to power, authority, and control and
how they are used by teachers to develop equality and democracy in school settings. From a

more individualistic perspective, when considering the issue of power and control, how
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children’s individual character is developed within the restrictive contexts designed by adults

would seem to be a valuable issue for discussion (Gol-Guven, 2016).
Play and flow

Adults’ involvement in children’s play and its benefits are well documented. However,
although adult interference and interruption of play has also been studied this topic needs
further scrutiny. Flow is the concept that can be used to understand how participating adults’
would stop play or change the purpose, content and methods of play. How this prevents play
from serving the means that are created and developed by children is an important point to be

explored in greater depth.

Csikszentmihalyi (1990, 1997) developed the concept of flow that reflects the inner
motivation which causes people to continue whatever they are doing at the moment.
Csikszentmihalyi studies, begun in early 1960, focused on the tendencies of creative artists
who tended to continue their work without even fulfilling physical needs. The interviews he
carried out showed that people who are deeply engaging in activities such as art, sport, play
(e.g., chess, etc.) and work have something in common. The term flow came from the
interviews that people used as a metaphor of their feelings when they are engaged in activities

they enjoy. After doing so many studies, Csikszentmihalyi defined the concept as:

... flow — the state in which people are so involved in an activity that nothing else seems to matter;
the experience itself is so enjoyable that people will do it even at great cost, for the sheer sake of
doing it (Csikszentmihalyi, 1990, p. 4).

Csikszentmihalyi and his colleagues have studied the concept in adolescents and adults
(Shernoff & Csikszentmihalyi, 2009; Shernoff, Abdi, Anderson, & Csikszentmihalyi, 2014).
The concept was later associated mostly with computerized games. The main focus of studies
has been in defining the term and understanding its components. Csikszentmihalyi himself
less frequently mentioned play in his writings (some of his examples are playing chess,
climbing mountains, playing with babies, reading a book, or writing a poem), because his
work mainly focused on leisure and work and lately school work with his colleague Shernoff
(Shernoff & Csikszentmihalyi, 2009; Shernoff, Abdi, Anderson, & Csikszentmihalyi, 2014).
However the external challenges towards staying in flow have not been studied. In addition,

children’s flow experiences such as play have received little attention.

Our behaviors are constrained within limitations bound by time, context and the people
around us. We certainly learn this fact in the early years of our lives. It seems that children are

quick learners and readers of social cues through socialization processes, that every action
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creates a reaction. No matter how deeply involved they are in the activities which they enjoy
spending time engaging in, there can be interruption by adults. Anyone observing babies who
have started grabbing objects and materials around them would know how fussy, fretful,
resistant and rebellious they become if anyone tries to get what they are holding, mouthing,
looking, shaking etc. Toddlers, similarly, become very frustrated and uncooperative when
they have to leave the activity or context they enjoy and people whose company they enjoy.
“Time is up” and “We have to leave” might be a statement used in the context of leaving the
playground or a friend. Any kindergarten teacher would know the difficulty of transitions,
leaving one activity and starting a new one. Other examples that might cause interruption to
an ongoing activity are teachers’ warnings such as “Do not run so fast, you will fall and get
hurt”, “Watch out, be careful”. Teachers’ interruptions to teach social skills and moral values
might also stop children’s play. “Say thank you”, “Say you are sorry”, “Please remember the

rules” might be some examples.

In childhood what could be the most engaging, enjoyable, and flowable! if not play? When
the concept of flow is compared with the concept of play, one can see plenty of
commonalities. The concept as it was defined by Csikszentmihalyi shows that play provides

flow experiences for children.

A sense that one’s skills are adequate to cope with the challenges at hand in a goal directed, rule
bound action system that provides clear clues as to how one is performing. Concentration is so
intense that there is no attention left over to think about anything irrelevant or to worry about
problems. Self-consciousness disappears, and the sense of time becomes distorted. An activity that
produces such experiences is so gratifying that people are willing to do it for its own sake, with
little concern for what they will get out of it, even when it is difficult, or dangerous
(Csikszentmihalyi, 1990, p. 71).

That play is less likely to be mentioned within the flow theory (or in general positive
psychology) may be because of the inferior status assigned to play (Johnson, 2014). However
as Peter Gray has recently pointed out, play has many features that are also used to describe
the experience of flow (Gray, 2015). Gray (2015) stated that flow and play share common
ground because they both require ‘being in a deeply involved’ state of mind. Gray (2015)
pointed out that in order to be in flow, a person needs to control and direct one’s actions, to
focus on means more than ends, to follow mentally held rules, to separate oneself from other

concerns of the surroundings.

There are three features of flow identified by Csikszentmihalyi (1990): Autonomy,

competency, and intrinsic motivation. Autonomy might be the most important feature when

! The term in its noun, adjective and verb action forms are used so that its complexity is reflected.
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children are considered because their behaviors are controlled by adults in the process of
socialization. Autonomy as defined by Csikszentmihalyi (1990) is having the power of
controlling the environment and feeling free from warnings or judgments. When people act
autonomously, it means that they do not have to ask for permission. Autonomy becomes a
necessity in order to be in flow, which requires one to be lost in the moment and live in the

zone.

Competency development and the association between skill and challenge in the flow theory
sheds some light on the importance of uninterrupted play for development. A skill can only be
developed based on the accompanying challenge of current engagement. To describe this
more simply, the challenge should not be too hard or not too easy. If it is too hard, the person
feels anxiety; if it is too easy he or she feels boredom. But the experiencing of those states is
important so that the person can adjust the difficulty level of the experience and his/her
competencies. If not experienced, one would never decide to continue or stop the activity by
himself/herself. Thus, interruptions of the current activity of an individual may result in

limitations in skills development.

However, flow cannot be only experienced as an inner state of mind, it can also be created in
collaboration with others, such as in sharing the moment, interacting with others in an
enjoyable activity, involving oneself in an activity to reach a common interest. Thus when the
issue of interruption of play is considered through the lens of developing a community

culture, consequences would be pre-evaluated.

The combination of understanding children’s culture together with the theory of flow might
help to understand the context in which adult interference and interruption occur when
children play. Common obstacles to being or staying in flow, listed as boredom, anxiety,
worrisome, sadness, withdrawal, and apathy, can be counted as inner states of mind.
However, the effects of context and the behaviors of other people have been slightly touched
upon. The concept needs to be carried one step further to establish its connection with the
social context (i.e., in the process of creating children’s culture). Specifically, what it means
to be in flow when interacting with your peers in an activity which is play. What happens if
someone who is not directly associated with your culture interrupts the flow of social

interactions appearing in play?

Examining the value of play in a socio-cultural context will provide an understanding of the
educational values of play and how those affect teachers’ behaviors and practices in the

process of building classroom culture. Understanding children’s play in flow and children’s
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culture might help teachers to define their role in play, and to see their effects on the
development of play and children’s development through play (Uibu & Kikas, 2014; Wu &
Rao, 2011; Varol, 2012).

DISCUSSION AND CONCLUSION

As Sheets-Johnstone (2003) pointed out, when children play they have the opportunity to gain
‘Nonlinguistic awareness of the vulnerability of being a body’. Although no measure was
used to evaluate the muscle tone, elasticity etc. of the children, it was observed that children
seemed to be hesitant to take risks and accept physical/body challenge to overcome some
obstacles produced by their peers and the environment. The teachers’ constant warnings, such
as about running slowly, not jumping off the bench, riding bikes carefully had made children
control their movements all the time when they played. When flow is considered, outside
interruptions might negatively influence the experience, which in turn negatively affect the

development of autonomy and competency in individuals.

Sheets-Johnstone (2003) also stated that ‘learning one’s vulnerabilities is an adaptive for
reproductive success’. Thus, we are seeing some children, in both settings, who are unable to
acquire adaptive skills, either in relation to the physical environment or to the social world, in
this case their peer group. Teaching manners before letting children weight out the reactions
of others when they do or don’t do something in a given situation might have limited their
adaptive skills to the social environment. Similarly, stopping children from performing certain
actions, for instance jumping, running etc. may result in them not being able to develop

adaptive strategies in order to challenge potential risks.

Play provides many opportunities for children to know themselves and others. Sheets-
Johnstone (2003) stated that we can come to understand our own repertoire of ‘I cans’ and ‘I
cannots’ as well as that of others. Do we give enough space to children for them to try out
new experiences, so that they could evaluate where they are and what they may become? It is
important to know ones skills at an early age and to advance these further with the help of
adults. The adults’ role is to open up the possibilities, not to limit them. As Brian Sutton-
Smith (2008) pointed out children need to push their own limits in order to develop: “One
wins or loses but most importantly one feels differently about oneself, somehow more
fulfilled, perhaps more accomplished”, However, teachers’ protection of children from injury,
bruising, and social wounds becomes to some extent limiting, preventing children from

developing.
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To conclude, in line with the challenges indicated in the General Comment of Article 31, the
general public, governments, and policy makers are invited to take some actions to make play
available for children. Among the actions suggested in the document, schools are mentioned
as playing a major role in fulfilling the obligations under article 31. Firstly, through
provisions to create physical environments to promote play, by opening up the daily schedule
more to other possibilities such as rest and play, through planning the curriculum so that it
includes cultural and artistic activities such as music, drama, literature, poetry, drawing and
painting, sports and games. Lastly, suggestions regarding educational pedagogy were included

in the comment stating that active and participatory learning environments should be offered.

The status of play has been discussed from its different perspectives. Some concerns cited are
related to educational policies which limit or totally inhibit play. Academic pressure to teach
academic skills and content to children is also a concern, in which teachers feel the pressure
of extra weight on their shoulders which further limits children’s play. In relation to the point
of curriculum and educational practices in schools, there are some shared concerns that the
academic pressures affect children’s learning, behavior and mental health. The use of
technology in childhood and adolescence is another issue, on which academics in the area are
focusing their attention. Too much technology use is connected to childhood obesity.
Changing focuses within society and issues in the close environment, such as neighborhood
safety, results in less play on streets. Urbanization might be considered another cause of the

changing status of play, as it no longer contains a nature component.

In the midst of all these obstacles between children and play, another problem that needs to be
considered is adult involvement in play. There are many reasons why adults place some limits
on play and interrupt the flow between individuals and within the group. Adults’ concerns
regarding children’s play are the physical harm that children could do to each other. Teachers
express their fear of parents in situations when children are injured or harmed during play.
Regulating emotions such as disappointment, anger, frustration that could result in aggression
and violence is another responsibility assumed by adults. (Over) civilization (Leavitt &
Power, 1997) and the power of moralizing (Jones & Raymonds, 1992) might be considered as

limiting children’s freedom to express themselves.

Adults’ roles in children’s lives cannot be overlooked or undervalued. From birth onwards,
parents, members of the extended family, neighbors, teachers, coaches and many others have
significant effects on children’s development. However, children also need their own space in
order to make decisions and to consider multiple perspectives while making their own
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decisions, in order to build and continue interactions and relationships, discuss the issues
related to their own lives with their peers, etc. It is also their right to live their time and space
based on their own preferences. This view might seem difficult to put into practice, especially
in school contexts which have time and space restrictions. However, to embrace the challenge

of changing current practices for the benefits of children is not impossible.
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