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The general aim of education is for children and young people to adjust to the culture
and environment in which they live. Achieving this fundamental goal of education
happens in a process. The preparation of activities within the curriculum context is one
of the most important requirements in the education process. In this planning and
preparation stage, the curriculum/curriculum guides the teacher with relevant
fundamental elements and explanations about these elements. As a result, in a
curriculum that will direct the teacher, the behaviors and educational objectives that
children will gain, learning tasks (learning experiences) that are essential for achieving
educational goals, and the process of collecting information for evaluation (evaluation
of learning) on whether the aim of education is realized or not are included. This study
aimed to examine preschool teachers' views of the preschool curriculum guidance in
the four fundamental elements, including aim, process, evaluation, and family
involvement as illustrated in the curriculum booklet. The results showed that the
teachers read the explanations about the curriculum's fundamental elements, and they
did not find the explanations sufficient and stated that explanations were necessary.
Suggestions were made in conjunction with the results.
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Egitimin genel amaci ¢ocuklarin ve genglerin yasadiklar1 topluma ve diinyaya ayak
uydurabilmelerini saglamaktir. Egitimin bu temel amacimi gergeklestirmek bir siireg
igerisinde gerceklesir. Egitim siireci igerisinde 6nemli gerekliliklerden birisi uygulamalarin
egitim programu gercevesinde planlanmasidir. Bu planlama asamasinda egitim programi
temel unsurlari ve bu unsurlara yonelik agiklamalariyla Ogretmene rehberlik eder.
Dolayisiyla 6gretmene kilavuzluk edecek bir egitim programinda, ¢ocuklarin kazanacag:
davraniglar ve egitsel amagclara (egitsel amaclar), egitimsel amaglar1 gergeklestirmeye arag
olan Ogrenim gorevlerine (0grenme yasantilarl)) ve egitimin amacinin gergeklesip
gergeklesmedigi ile ilgili degerlendirme amacgh bilgi toplama siirecine (6grenmenin
degerlendirilmesi) yer verilir. Bu arastirma, okul Oncesi Ogretmenlerinin program
kitapgigindaki okul Oncesi egitim programinin temel dort unsuru olan amag, siireg,
degerlendirme ve aile katim1 hakkindaki agiklamalari ile ilgili goriislerini degerlendirmek
ve dolayisiyla program rehberligini belirlemek amaciyla diizenlenmistir. Elde edilen
sonuglar dogrultusunda, dgretmenlerin programdaki temel unsurlarla ilgili agiklamalar1
okuduklari, agiklamalar1 yeterli bulmadiklar1 ve agiklamalarin gerekli oldugu yoniinde
goriis bildirdikleri tespit edilmistir. Elde edilen sonuglar dogrultusunda Oneriler
sunulmustur.
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Giris

Varolustan giiniimiize kadar insanligin en 6nemli ugrasi olan egitimin genel amaci ¢ocuklarin

ve genglerin yasadiklar1 topluma ve diinyaya ayak uydurabilmelerini saglamaktir. Egitimin bu temel
amacin gergeklestirmek bir siire¢ icerisinde gerceklesir ve bu siireg belli bir noktaya ulasmak igin
birbirini izleyen olaylarin-durumlarin akisidir. Birbirini izleyen 6grenmelerin olusturdugu siirece
egitim diyebilmek icin bu 6grenmelerin belli bir hedefe ya da hedefler dizisine ulasmak amaciyla
yapilmas1 gerekir. Bu hedefler dizisine ulasmak igin egitim siirecinin ii¢ temel ogesi ¢ok onemlidir.

Bunlar, amag, 6gretme-6grenme etkinlikleri ve degerlendirmedir. Egitim amacla baslar, 6grenme-

ogretme etkinlikleriyle devam eder ve degerlendirme ile son bulur (Filiz, 2011; Giirkan, 2010).

Glintimiiz diinyasindaki yeni ve hizli gelismeler diinya savaslar1 sonrasinda ortaya ¢ikan
uluslararas1 kuruluslarin gittik¢e yayginlasan ugras alanlari, kiiltiir gegisleri, iilkeler arasi ekonomik
yarisma ve dayamisma, yeni politik bloklarin ortaya ¢ikmasi, globallesme, Ozgiirlikk ve
demokratiklesme kavramlari {izerine yapilan tartismalar bireylerin gelismelere uyum saglayabilecek
bir sekilde egitilmelerini zorunlu hale getirmistir. Bu baglamda belirli amaglara gore insanlarin
davraniglarinin degistirilmesi ve gelistirilmesinin yasa ve ilkelerini bulmaya, bu amagla teknikler
gelistirmeye calisan egitim; planl, sistemli ve diizenli bir sekilde bireylerin amaglarinda,
davraniglarinda, tutumlarinda, bilgilerinde ¢agin geregine uygun sekilde degisiklik yapmay1 amaclar
ve bu da etkili bir egitim programu ile miimkiin olmaktadir. Egitim programi, 6grenene okulda ve
okul disinda planlanmis etkinlikler yolu ile saglanan oOgrenme yasantilar1 diizenegi seklinde
tanimlanabilir (Demirel, 2011; Siriicii, 2009; Varis, 1996). Diger tanimlamalarda ise egitim
programinin planlanmis 6grenme yasantilari, izlenecek yol ve yetistirme siireci olduguna vurgu
yapilmistir (Basaran, 2008; Ertiirk, 1994; Hass ve Parkay, 1993; Sénmez, 2009). Bu tanimlamalar egitim

siirecine rehberlik eden temel unsurun egitim programi oldugunu agikca ortaya koymaktadir.
Okul Oncesi Egitim Program1

Kiigiik yastan itibaren egitim siireci igerisinde bulunan insanoglunun tiim yasami goéz oniinde
bulunduruldugunda bazi zaman dilimlerinin, psikolojik ve fizyolojik gelismeler acisindan daha kritik
donemler olarak ele alinmas: gerektigi bilinmektedir. Bu doénemlerden, 0-6 yaslar arasi kapsayan
okul 6ncesi yillary; kisiligin olusumu ve sekillenmesi, temel bilgi, beceri ve aliskanliklarin kazanilmasi
ve gelistirilmesinde ileri yillara olan etkisi nedeniyle, yasamin en kritik dénemlerinden biridir. Bu
yaslarda saglanacak deneyimlerle elde edilecek temel bilgi, beceri ve aliskanliklar, ¢cocugun daha
sonraki Ogrenim yasaminin yani sira sosyal ve duygusal yasamini da bigimlendirecek giigtedir.
Tesadiiflere birakilamayacak kadar ciddi, bilimsel ve sistematik bir organizasyon ile yonlendirilmesi
gereken okul Oncesi egitim hizmeti, tiim egitim sisteminin en can alict basamagidir (Ari, 2005; Kartal,
2008). Orgiin egitimin énemli bir kademesi olan okul éncesi egitim, cocugun dogdugu giinden temel

egitime basladig giine kadar gegen yillar1 kapsayan, cocuklarin daha sonraki yasamlarinda énemli rol
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oynayan; bedensel, psikomotor, sosyal-duygusal, zihinsel ve dil gelisimlerinin biiyiik Ol¢iide
tamamlandigl, evde ve kurumlarda verilen egitimle kisiligin sekillendigi gelisim ve egitim siireci
olarak tamimlanabilir (Aral, Kandir ve Can Yasar, 2002). Kaliteli bir okul 6ncesi egitim ¢ocuklarin
akademik ve motor becerilerinin gelisiminde, sosyal-duygusal, dil ve bilissel gelisiminde; uzun
donemli kazanimlar ediniminde olumlu bir etkiye sahiptir (Baker-Henningham ve Lopez Boo, 2010;
Burchinal, Vandergrift, Pianta ve Mashburn, 2010; Lehr, Kluczniok ve Rossbach, 2016; Schweinhart,
2003).

Cagdas ve demokratik bir toplumun gerektirdigi duygu ve diisiincelerini 6zgiirce ifade
edebilen, girisimci ve arastirici, 6zdenetimi saglayabilen, kendisinin ve baskalarnin haklarma saygili,
yeteneklerini kullanma becerisine ve kiiltiir degerlerine sahip, ruhsal ve bedensel 6zellikler yoniinden
saglikli bireyler yetistirmek; ancak okul oncesi donemdeki c¢ocuklarin egitimine gerekli Snemi
vermekle miimkiin olabilir. Diinyada ve iilkemizde okul oncesi egitiminde temel amag, kaliteli bir
egitim araciigryla cocuklarin gelisimlerinin desteklenmesidir. Okul oOncesi egitiminin evrensel
nitelikteki egitimsel, gelisimsel ve toplumsal amaglarinin gerceklestirilebilmesi ise iyi planlanmis bir
egitim programi ile miimkiin olabilir. Okul 6ncesi kurumlarda uygulanan egitim programlari, okul-
¢ocuk-aile ti¢ggeninde gerceklestirilen tiim yasantilar1 kapsamaktadir ve egitim siirecinin igerisinde
dogrudan ya da dolayli yer alan herkese rehberlik etmesi amaciyla hazirlanmaktadir (Aral ve

digerleri, 2002; Kandir, 2005; Akt. Poyraz ve Dere, 2003; Temel, Kandir, Erdemir ve Ciftcibasi, 2005).

Egitim programi igerisinde kazandirilmak istenen davramislarin onceden kararlastirilip bir
siraya konulmasi, bu davramuslart gelistirecek egitim durumlarmin diizenlenmesi, egitim
durumlarinin  istendik davraniglar1 gelistirmedeki etkililik derecesinin arastirilmasi, yani
degerlendirme son derece &nemlidir. Ayrica bir egitim programi c¢ocugun, toplumun ve ailenin
ihtiyaglarini da goz 6niinde bulundurmalidir (Catron ve Allen, 2003; Ertiirk, 1994; Hewitt, 2006). Bu
acgiklamalar bizlere bir egitim programinin temel unsurlari olan amag, siireg ve degerlendirmenin
Oonemini vurgulamaktadir. Ayrica ¢ocuk ve egitim i¢in 6onemli bir unsur olan aile ve ev ortami okul
oncesi egitim siireci icin aile katilimini gerekli kilmis ve dolayisiyla aile katilim1 da okul 6ncesi egitim
programinin temel unsuru olmustur (Eliason ve Jenkins, 2003; Sahin ve Ozyiirek, 2009). Tarihsel siireg
icerisinde Tiirkiye’deki okul Oncesi egitim programlarinda bu temel dort unsur giincellenerek yer
almistir. Bu wunsurlar ilk miistakil programin olusturuldugu 1994 yilindan sonra yapilan
giincellemelerle gelistirilmis ve genisletilerek programlarda yerini almistir. Ornegin 1994 yilinda
olusturulan programda hedef ve hedef davranislar yer almis ve bunlarin kazandirilmas: i¢in konu
basliklarina yani igerik unsuruna yer verilmistir. Sonraki programlarda konulara yer verilmemis,
amag unsuru giincellenerek degisiklige ugramistir. Benzer sekilde siire¢ unsuruyla ilgili olarak egitim
etkinliklerine yonelik ¢esitli degisiklikler yapilmistir. Giiniimiize kadar programlarin degisim
siirecinde etkinliklere ve uygulama basamagma vurgu yapilarak siire¢ unsuru genisletilmistir.

Degerlendirme ve aile katilimi unsuru da son 25 yillik siiregte programlarda 6gretmenlerin ihtiyaglar:
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ve cagdas uygulamalar goz oOniinde bulundurularak giincellenmistir. Aile katihmina yonelik
etkinlikler daha da arttirilmis, degerlendirme 6gretmenlerin daha kolay uygulayabilecekleri sekilde
degistirilmistir (Alisinanoglu ve Bay, 2007; Kandr, Ozbey ve Inal, 2010; MEB, 1994; 2002, 2006, 2013a,
2013b). Bu programlarda dikkat g¢ekici olan bu temel unsurlara yonelik aciklamalarin da eklenmis
olmasidir. Ozellikle giiniimiizde okul 6ncesi egitim kurumlarinda uygulanmakta olan programda
onceki programdan farkli olarak agiklamalar 6gretmenin ihtiyaglarina yonelik yapilmis (Dilek, 2018;
MEB, 2013a, 2013b) ve bu durum program diizenleyicilerin programdaki agitklamalarin 6gretmenler
icin 6nemli oldugunun farkinda olduklarini gostermistir. Programin temel unsurlar1 uluslararasi
alanda yaygin olarak bilinen okul oncesi egitim programlari icin de oOnemli olmustur. Bu
programlardan Head Start, Montessori, Regio Emilia ve High Scope yaklagimlarinin amag, siireg,
degerlendirme ve aile katilimi ayr1 ayri yer vermeleri bu unsurlarin ne derece 6nemli oldugunu
gostermistir (Decker ve Decker, 2005; Follari, 2007; Giirsoy ve Bigakgi, 2009; Johnson ve Roopnarine,
2000; Sahin, 2012).

Calismanin Amaci

Adim adim tasarlanmasi gereken egitimde program gelistirme siireci, program &geleri olan
amag, icerik, Ogrenme-Ogretme siireci, degerlendirme boyutlar1 arasindaki dinamik iligkiler
biitiiniidiir. Bu da programin unsurlar1 olan amag, siire¢ ve degerlendirmeyi ¢ok 6énemli kilmaktadir
(Demirel, 2011; Hewitt, 2006). Ayrica erken ¢ocuklukta ¢ocugun gelisimi ve akademik becerilerinin
ediniminde 6nemli bir yere sahip olan aile, okul 6ncesi egitim programlar1 ve uygulamalarinin énemli
biitiinleyicisi ve kaliteli bir programin da onemli bir gostergesi olmustur (Fantuzzo, McWayne, Perry
ve Childs, 2004; NAEYC, 2014). Bu dogrultuda okul 6ncesi egitim programinin énemli unsurlarindan

biri olarak aile katilim1 da temel unsurlara dahil edilmistir.

Gecmis yillarda okul 6ncesi egitim programlarmin bu temel unsurlarimi degerlendirmeye
yonelik bir¢ok ¢alisma yapilmistir (Alvestad ve Duncan; 2006; Caltik, 2004; Diisek, 2008; Erden, 2010;
Sofou ve Tsafos 2010; Sivgimn, 2005). Bu ¢alismalarda 6gretmenler, okul 6ncesi egitim programlari
hakkinda olumlu veya olumsuz degerlendirmelerde bulunmuslar ve programla ilgili cesitli
ihtiyaglarin1 ifade etmislerdir. Bu c¢alismalarda dikkat g¢eken ve Ogretmenlerin ifade ettikleri
ihtiyaglarindan birisi de programin rehberligi olmustur. Program rehberligi kavramiyla kastedilmek
istenen programin egitim siireciyle ilgili yaptigi agiklamalardir. Programin yaptigi agiklamalar
Ogretmenlerin programin temel felsefesini anlamlandirma ve uygulamaya yansitmasi i¢in oldukca
onemlidir (Spillane, Reiser ve Reimer, 2002). Okul Oncesi egitim Ogretmenlerinde program
becerilerinin olugmasi igin programin temel unsurlar1 hakkinda bilgi sahibi olmalar1 gerekir (Bolat,
2017). Bu bilgi son yillarda arastirmalara konu olan “program okuryazarligini” olusturmasi agisindan
da gereklidir. Bu dogrultuda 6gretmenlerin okul 6ncesi egitim programindaki agiklamalara iliskin

goriislerinin incelenmesinin énemli olacag: diisiiniilmiistiir. Dolayisiyla bu arastirmada 6gretmenlerin
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programin temel dort unsuru olan amag, siireg, degerlendirme ve aile katihmina yonelik yapilan

programdaki agiklamalar hakkindaki goriislerinin incelenmesi amaglanmuistir.
Yontem

Bu aragtirma 2006 Okul Oncesi Egitim Programimn rehberligi hakkinda ogretmenlerin
goriislerini betimlemeye yonelik oldugundan tarama modelindedir. Bu modelin 6rneklemin evreni
temsil ettigi goriisiinii esas almasi ve veri kaynagi olan kisilerin cevaplarina dayali olmas1 sebebiyle
bu arastirma i¢in en uygun model oldugu varsayilmistir (Biiyiikoztiirk, Akgiin, Demirel, Karadeniz ve
Cakmak, 2008). Arastirmada nitel ve nicel veriler birlikte kullanilmistir ve bu yoniiyle karma model
deseninde diizenlenmistir. Karma modelde arastirilmak istenen konuyla ilgili daha derinlestirici ve
kapsaml bilgi elde edebilmek i¢in nicel ve nitel veriler birlikte kullanilir ve sonuglar i¢in giiglii veriler
sunulur (Creswell, Plano Clark, Gutmann ve Hanson, 2003; Johnson ve Onwuegbuzie, 2004). Bu

aragtirmada da 6zellikle nitel veriler, nicel verilerin daha derinlemesine anlasilmast i¢in kullanilmigtur.
Arastirmanin Orneklemi

Bu arastirmanin nicel verileri Ankara ili merkez ilgelerinde (Altindag, Cankaya, Etimesgut,
Golbasi, Kegioren, Mamak, Sincan, Yenimahalle) gorev yapan 334 okul oncesi egitim 6gretmeninden
elde edilmistir. Arastirmaya katilan 6gretmenlerin (anket formunun birinci boéliimiinden) elde edilen
kisisel bilgilerine ait veriler incelendiginde, %99 unun kadin, %1’inin erkek oldugu; %4’tiniin 2 yillik
yiiksekokul, %89’ unun 4 yillik fakiilte ve %7’sinin yiiksek lisans mezunu oldugu tespit edilmistir.
Ogretmenlerin %1’inin 1 yildan az, %13’{iniin 1-5 yil, %14’tiniin 6-10 y1l, %42’sinin 11-15 yil,
%23’ tintin 16-20 yil, %7’sinin 21 yil ve iistii meslek kidemine sahip oldugu; %6’siun 36-48 aylik
¢ocuklarla, %22’sinin 49-60 aylik cocuklarla ve %72’sinin 61-72 aylik g¢ocuklarla calistig1 tespit

edilmistir (Tablo 1).
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Tablo 1. Arastirmaya katilan 6gretmenlerin demografik bilgileri

Demografik Bilgiler f %
Kadmn 330 99
Cinsiyet Erkek 4 1
Toplam 334 100
2 yillik yiiksekokul 12 4
4 yillik fakiilte 299 89
Mezuniyet Durumu Yiiksek lisans 23 7
Doktora - -
Toplam 334 100
1 yildan az 4 1
1-5y1l 42 13
6-10 y1l 46 14
Meslekteki Kidem 11-15y1l 142 42
16-20 y1l 78 23
21 yil ve {istii 22 7
Toplam 334 100
36 ay alt1 -
36-48 ay 20 6
Calisilan Yas Grubu 49-60 ay 75 22
61-72 ay 239 72
Toplam 334 100

Veri Toplama Siireci ve Verilerin Analizi

Arastirmada gerekli verilerin elde edilebilmesi igin 6ncelikle Ankara Valiligi Milli Egitim
Midiirliigii'nden calismaya dahil edilen okullarda verilerin toplanabilmesi igin gerekli izinler
almmustir. Okullarin 6gretmen sayilar: ile ilgili bilgiler Ankara Milli Egitim Midiirliigii, Istatistik
Subesi'nden elde edilmistir. Anket formlar1 ¢ogaltildiktan sonra Ankara’ya bagl sekiz merkez ilcede
bulunan 57 anaokulunda calisan 383 Ogretmene dagitilmistir. Dagitilan anketlerden 343'i geri
donmiis, bunlardan 9 tanesi cevaplanmamis sorularin ¢oklugu nedeni ile olusan veri eksikliginden
dolay1 degerlendirilmeye alinmamustir. Toplamda 334 anket analizlere dahil edilmistir. Goriismeler
ise 20 dgretmenle yapilmistir. Ogretmenlere goriisme oncesinde arastirma hakkinda ve sorularin
icerigi ile ilgili genel bilgi verilmis, Ogretmenlerden verecekleri cevaplarin saghkli bir sekilde
kaydedilebilmesi icin ses kayit cihazinin kullanilmasi konusunda izin alinmis ve ardindan goriismeler
yapilmustir. Bu arastirmanin verileri genis bir veri setinin arastirma amacina uygun olan
boliimlerinden elde edilmistir. Nicel veriler 2006 okul Oncesi egitim programinin degerlendirme
anketinden elde edilmistir. Bu anket formu, programin ama¢ ve kazanimlar, igerik, siireg,
degerlendirme, aile katilimi, programda yer alan agiklamalar, 6gretmen kilavuz kitabir hakkinda
Ogretmen goriislerini incelemek amaciyla diizenlenmistir. Anketin hazirlik asamasinda, Oncelikle
alanyazin, yapilan ¢alismalar ve 2006 programi ile 6gretmen kilavuz kitabinin incelenmesi sonucunda
soru havuzu olusturulmustur. Alan uzmanlarmnin goriisleri dogrultusunda soru havuzu {iizerinde
gerekli degisiklikler yapilarak taslak anket formu olusturulmustur. Taslak anket formu program

gelistirme, okul Oncesi egitim, cocuk gelisimi ve egitimi, Slgme ve degerlendirme, bilimsel arastirma
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teknikleri alanindaki uzmanlarin goriislerine sunulmustur. Uzmanlardan, anketteki maddelerin
amaca hizmet durumu, 6l¢iilmek istenen durumlar1 6lgmede yeterli sayida ve nitelikte olup olmadig:
hakkinda anketi degerlendirmeleri, gerekiyorsa yeni maddeler eklemeleri istenmistir. Uzmanlarin
goriisleri dogrultusunda gerekli degisiklikler yapilmis, ardindan okul 6ncesi egitimi alaninda ¢alisan
30 ogretmene anket maddelerinin anlasilirhgini belirlemek amaciyla taslak anket inceletilmistir. Bu
uygulama sonucunda da gerekli degisiklikler yapilmis ve bdylece kapsam gegerliligi saglanmaya
calisilmistir. Nicel verilerin ¢oziimlenmesinin Oncesinde verilerin girilmesiyle ilgili 6n hazirlik
yapilmistir. Bu amagla katilimcilardan gelen anketler tek tek incelenmis, 6l¢me aracindaki yonergede
belirtildigi sekilde ve uygun olarak doldurulup doldurulmadiginin kontrolii yapilmustir. Nicel
verilerin analizi i¢in frekans ve ytiizdelerin belirlendigi betimsel analiz yapilmis ve bu amagla SPSS 16
paket programi kullamilmistir. Ayrica arastirmada oOgretmenlerin programa iliskin goriislerini
belirlemek amaciyla bir goriisme formu hazirlanmistir. Formu hazirlama siirecinde 0gretmenlere
sorulabilecek sorularin listesi olusturulurken, anketteki sorular dikkate alinmistir. Hazirlanan taslak
goriisme formu alan uzmanlarinin goriisleri ve onerileri dogrultusunda diizeltilmistir. Daha sonra
taslak goriisme formu, sorularin anlasilirlig: ve islerligini belirlemek amaciyla alandaki 6gretmenlerin
goriiglerine sunulmustur. Ardindan gerekli degisiklikler yapilmis ve goriisme formuna son sekli
verilmistir. Son sekliyle goriisme formu on dort acgik uglu sorudan olusmustur. Nitel verilerin bir
boliimii mevcut arastirma icin kullamilmistir. Bu verilerin analizi siirecinde oncelikle, goriisme
sirasinda 0gretmenlerin ses kayit cihazina kaydedilmis olan cevaplar1 ayrintili bir sekilde incelenerek
yazili dokiiman haline getirilmistir. Bu yazili dokiimanlardan olusan veri seti incelenerek tematik
kodlama iglemi yapilmistir. Tematik kodlama anketteki sorulara gore yapilmistir. Ornegin
“agiklamalarin gerekliligi, yeterliligi” gibi temalar altinda kodlanmistir. Bu arastirmada, nitel veriler
nicel verilerin sebebini agiklayici ve derinlestirici nitelikte olmasi igin birlikte sunulmustur.
Goriismelerdeki cevap metinleri igerisinden dogrudan aktarmalara yer verilmistir. Bu aktarmalarda,

her 6gretmene bir kod verilerek (01,02,03...) parantez igerisinde gosterilmistir.
Arastirmanin Etik izinleri

Yapilan bu c¢alismada “Yiiksekogretim Kurumlari Bilimsel Arastirma ve Yaym Etigi
Yonergesi” kapsaminda uyulmas: belirtilen tiim kurallara uyulmustur. Yonergenin ikinci boliimii
olan “Bilimsel Arastirma ve Yaymn Etigine Aykiri Eylemler” baghg: altinda belirtilen eylemlerden

higbiri gerceklestirilmemistir.
Bulgular

Bu aragtirmada 6gretmenlerin okul 6ncesi egitim programinin rehberligiyle ilgili goriislerinin
incelenmesi amaclanmistir. Bu béliimde arastirmanin amact dogrultusunda nitel ve nicel veriler

birlikte sunulmustur.
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Tablo 2. Programdaki agiklamalarim okunma durumuna iliskin 6gretmen goriisleri

Okudum Okumadim
f % f %
Amag ve kazanimlar ile ilgili aciklamalar1 305 91 29 9
Egitim etkinlikleri ile ilgili agiklamalar: 294 88 40 12
Degerlendirme ile ilgili aciklamalar: 300 90 34 10
Aile katilimu ile ilgili agiklamalar: 300 90 34 10

Tablo 3. Programdaki aciklamalarin yeterliklerine iliskin 6gretmen goriisleri

Yeterli Kismen Yeterli Yeterli Degil

f % f % f Y%
Amag ve kazanimlar ile ilgili aciklamalar 106 35 176 58 23 7
Egitim etkinlikleri ile ilgili aciklamalar 72 24 193 66 29 10
Degerlendirme ile ilgili agiklamalar 125 42 144 48 31 10
Aile katilimu ile ilgili agiklamalar 112 37 159 53 29 10

Programdaki agiklamalarin okunma durumuna iliskin veriler, dgretmenlerin tamamina
yakininin temel dort boyuttaki acgiklamalari okuduklarini gostermektedir (Tablo 2). Ancak
Ogretmenlerin sirasiyla egitim etkinlikleri (%24), amag¢ ve kazanimlar (%35), aile katilimi (%37) ve
degerlendirme (%42) ile ilgili agiklamalarin istenilen diizeyde yeterli olmadigi yoniinde
degerlendirmede bulunmuslardir (Tablo 3). Goriismelerdeki 6gretmen ifadeleri acgiklamalarin nigin
yeterli olmadigiyla ilgili gerekcelerini ayrintili bir sekilde agiklamaktadir. Agiklamalarin yeterli
olmadigini belirten dgretmenler, agiklamalara ihtiya¢ duyduklarmni ve aciklamalarin daha detaylh

olmas gerektigini ifade etmiglerdir. Ornegin;

“...bence aciklamalar, degerlendirmenin nasil yapilacagini adim adim agiklamali. Programdaki
agiklamalar ise bu sekilde diizenlenmemis ve yetersiz. Araclarla ilgili kafamdaki sorular: agiklamalardan

faydalanarak, yanitlayamiyorum. Aciklamalarim cok yetersiz oldugunu diisiiniiyorum...” (02).

“...kafamin en karisik oldugu konulardan biri cocugu degerlendirme. Cocuklar: degerlendirmek icin
verilen formlar1 tam olarak anlayabilmis degilim. Aciklamalar bu konuda aydinlatic: bir bilgi veremiyor

ve cok yetersiz...”(019).

“...bu gekli ile aciklamalarin yeterli olmadigim diisiiniiyorum. Degerlendirme ve formlar ile ilgili

bilgiler daha da detayli agiklanmali. Bu haliyle agiklamalar cok yetersiz, faydalanamuyorum...” (O10).

“...aciklamalarin yeterli olmadi§ina inanyorum. Aile katiliminmi uygulamaya yonelik daha ayrintil
bilgiler wverilebilirdi ve bu sekilde agiklamalar programda vyer alsaydi daha faydali olabilecegini
diisiiniiyorum...”(06).

Tablo 4. Programdaki agiklamalardan yararlanma durumuna iliskin 6gretmen goriisleri

Kismen
Yararlaniyorum Yararlanmiyorum
Yararlaniyorum
f % f % f %
Amag ve kazanimlar ile ilgili agiklamalardan 214 70 78 26 13 4
Egitim etkinlikleri ile ilgili agtklamalardan 121 41 156 53 7 6
Degerlendirme ile ilgili agiklamalardan 164 55 124 41 12 4
Aile katilimu ile ilgili actklamalardan 176 59 108 36 16 5
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Aciklamalardan yararlanma durumuna iligskin verilere gore (Tablo 4) 6gretmenlerin yaklasik
olarak dortte iiglitk boliimii (%70) amag ve kazanimlarla ilgili agiklamalardan yararlandiklarini ifade
ederken yarisindan fazlasi da degerlendirme (%55) ve aile katilim ile ilgili agiklamalardan (%59)
yararlandiklarini belirtmiglerdir. Ogretmenlerin %41'i ise egitim etkinlikleri ile ilgili agiklamalardan
yararlandiklarini belirtmislerdir. Bu sonuglar 6gretmenlerin amag¢ ve kazanimlar, degerlendirme ve
aile katilimu ile ilgili agiklamalardan yararlandiklari, ancak egitim etkinlikleri ile ilgili agiklamalardan

yeteri kadar yararlanmadiklar: anlamina gelebilir.

Goriisme yapilan Ogretmenlerin programin temel dort unsuruyla ilgili yapilan
acgiklamalardan yararlanma veya yararlanmama durumuna iliskin ifadeleri, Tablo 4’teki sonuglarin
anlasilmasi i¢in 6nemli ipuglar: niteligindedir. A¢iklamalardan yararlandigini ifade eden 6gretmenler,
agiklamalarin program ilk uygulanmaya basladiginda veya ogretmenliklerinin ilk yillarinda 6nemli
oldugunu vurgulamislardir. Ayrica Ogretmenler agiklamalarin ihtiya¢ duyduklarinda da faydal
oldugunu ve program agiklamalarinin bilgi alinacak temel kaynak oldugunu ifade etmiglerdir. Ornek

Ogretmen ifadeleri su sekildedir;

“...program ilk uygulanmaya basladiginda aciklamalar benim icin cok onemliydi. Ciinkii amag ve
kazanimlarla ilgili bilgi alabilecegim ilk ve tek kaynak program kitabr ve kitaptaki aciklamalard:. O

zamanlarda yararlandim. Ancak su anda yogun bir sekilde yararlanmiyorum...” (017).

“...aciklamalardan yararlaniyorum. Amag ve kazammlar ile ilgili zorluk yasadigim zaman agiklamalar

bana ¢ok faydali oluyor...” (013).

“...degerlendirmenin nasil yapilacag: ile ilgili en dogru bilgiyi buradan aldi§im icin agiklamalardan

yararlantyorum...” (O5).

“...aile katilim etkinliklerini tam anlayamadiim veya ne yapmam gerektigi hakkinda zorlandigim
zamanlar oluyor ve bu durumlarda programdaki agiklamalardan yararlaniyorum ve faydalaniyorum...”

(019).

Bununla birlikte 6gretmenler agiklamalardan yararlanmama durumunu ise “tecriibe ve

agiklamalarin yetersiz olusu” ile aciklamiglardir. Ornek 6gretmen goriisleri su sekildedir;

“...etkinliklerle ilgili aciklamalar: okudum ve buradaki bilgileri dnceki yillarin tecriibelerinden dolay:

biliyordum. Bundan dolay: yararlanma geregi hissetmiyorum...”(O18).

“...aciklamalardan yetersiz oldugu icin yararlanamiyorum. Ciinkii yeterli bilgiyi bulamiyorum, sadece
kisa ve genel bilgiler verilmis. Daha ayrimtili ve rneklerle agiklamalar yapilsayd: cok faydalr olurdu ve

yararlanabilirdim, ancak su haliyle yararlanamyorum...” (O17).

“...tecriibelerimden dolayr wygulamalar sirasinda agiklamalardan cok yararlanmiyorum. Ciinkii artik

hangi zorluklarla karsilasacagimi ve bunlarla karsilasti§imda ne yapacagum biliyorum...”(O18).
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Tablo 5. Programdaki aciklamalarin gerekliligine iliskin 63retmen goriisleri

Gerekli Kismen Gerekli Gerekli Degil

f % f % f %
Amag ve kazanimlar ile ilgili aciklamalar 298 89 20 6 16 5
Egitim etkinlikleri ile ilgili agiklamalar 221 66 111 33 2 1
Degerlendirme ile ilgili aciklamalar 234 70 88 26 12 4
Aile katilimu ile ilgili agiklamalar 218 65 106 32 10 3

Tablo 5’te 6gretmenlerin programin temel boyutlarina iliskin yapilan agiklamalarin gerekliligi
ile ilgili veriler yer almaktadir. Ogretmenlerin %89'u amag ve kazammlarla ilgili agiklamalarin gerekli
oldugunu ve %70'i degerlendirme ile ilgili agiklamalarin gerekli oldugunu ifade etmislerdir.
Ogretmenler, birbirine yakin oranlarda egitim etkinlikleri (%66) ve aile katilim1 (%65) ile ilgili yapilan
acgiklamalarin gerekli oldugunu ifade etmislerdir. Bu sonuglar 6gretmenlerin programin dort temel
boyutundaki agiklamalara ihtiya¢ duyduklar1 ve en ¢ok da amag ve kazanimlarla ilgili agiklamalara

ihtiya¢ duyduklar1 anlamina gelebilir.

Acgiklamalarin gerekli oldugu yoniinde goriis bildiren Ogretmen ifadeleri, agiklamalarin
ogretmenler icin (6zellikle yeni baslayan) uygulamalarini nasil yapacagiyla ilgili aydinlatic1 bilgiler
igerdiginden ve bir yol gosterici kaynak niteliginde oldugundan agiklamalarin gerekli oldugunu
gostermektedir. Ayrica agiklamalarin programin ilk uygulanmaya basladiginda gerekli oldugunun

ifade edilmesi de dikkat cekici gerekcelerdendir. Ornek 6gretmen ifadeleri su sekildedir;

“...aciklamalar gereklidir. Ben ilk program ¢ikti§inda yararlandim. Sonradan yeterli bilgiye sahip
oldugumdan cok yararlanmadim. Ancak meslege yeni baslayan 6gretmenler igin aciklamalar ¢ok nemli

ve aydinlatict bilgiler icermektedir. Onlar icin gerekli ve bilgilendirici olacagim diisiiniiyorum...” (O9).

“...bence aciklamalar gereklidir. Ciinkii her zaman igin basvurulabilecek kilavuz gibidir. Ben

zorlandigim durumlarda faydalaniyorum ve gerekli oldugunu o zaman anlyorum...” (O15).

“...etkinlikler hakkinda agiklamalar bir kaynak olarak bulunmast dnemli ve gereklidir. Ogretmen

zorlandi§inda okuyabilir ve ne yapmas: gerektigini oradan daha iyi 6grenebilir...”(O7).

“...degerlendirmenin cocuk hakkinda bilgi sahibi olmak icin ¢ok onemli olduguna inaniyorum. Bu kadar

Gnemli bir konuyla ilgili agiklamalar gereklidir ve programda yer verilmesi gerekir...” (O13).

“...aciklamalar 63retmenin aile katilim etkinliklerini nasil uygulayacag: ve nelere dikkat edecegi

noktasinda faydal oluyor ve gerekli olduguna inanyorum...”(O1).

Ogretmenlerin  programdaki agiklamalarin ~ gerekli olmadigiyla ilgili goriislerinde
vurguladiklar1 “tecriibe ve sahip olduklar bilgi” gerekgesi onceki nitel bulgularla benzesmektedir.

Ornek olarak;

“...etkinlikler 1ilgili aciklamalarin gerekli olmadi§imi diisiiniiyorum. Ciinkii tecriibelerim sonucu

edindigim bilgiler etkinlikleri anlamamda, nasil uyqulamam gerektigi hakkinda bana yetiyor...” (O4).
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“...ama¢ ve kazamimlar ile ilgili aciklamalarin gerekli olmadiina inanwyorum. Ciinkii bu konuda

meslekte caligma yillarimn etkili oldugunu ve bilgimin yeterli oldugunu diisiiniiyorum...” (O8).

“...tecriibelerimden dolay: bilgimin yeterli olduguna inaniyorum ve aile katilimu ile ilgili agiklamalar

cok okumadim ve gerekli olmadigin: diisiiniiyorum...”(O18).
Tartisma ve Sonug

Egitim siireci igerisinde Onemli gerekliliklerden birisi uygulamalarin egitim program
cercevesinde planlanmasidir. Bu planlama asamasinda egitim programi temel unsurlart ve bu
unsurlara yonelik aciklamalariyla 6gretmene rehberlik eder. Dolayisiyla 6gretmene kilavuzluk edecek
bir egitim programinda, 6grencilerin kazanacag1 davranislar ve egitsel amaglara (egitsel amaclar),
egitimsel amaclar1 gerceklestirmeye ara¢ olan 6grenim gorevlerine (6grenme yasantilary) ve egitimin
amacinin gercgeklesip gerceklesmedigi ile ilgili degerlendirme amagh bilgi toplama siirecine
(6grenmenin degerlendirilmesi) yer verilir (Aral ve digerleri., 2002; Basaran, 2008). Bu arastirma okul
oncesi Ogretmenlerinin program kitapgigindaki okul oncesi egitim programinin temel dort unsuru
olan amag, siire¢, degerlendirme ve aile katimi1 hakkindaki aciklamalar: ile ilgili goriislerini
degerlendirmek ve dolayisiyla program rehberligini belirlemek amaciyla diizenlenmistir. Arastirmada
nicel verilerle birlikte sunulan nitel verilerin arastirmanin sonuglarin1 detaylandirmak igin faydali

olacag1 varsayilmuistir.

Arastirmanin ilk sonucuna gore okul oncesi dgretmenlerinin tamamina yakini programin
temel dort boyutundaki agiklamalar1 okuduklarini ifade etmislerdir. Bu sonug Diisek (2008) ve Isik
(2015) tarafindan yapilan arastirmalarda elde edilen 6gretmenlerin programi incelediklerine dair
sonuglarla benzesmektedir. Ogretmenlerin sahip olmasi gereken dnemli program yeterliklerinden
birisi olan program bilgisi (Oner, 2010; Shulman, 1987), Milli Egitim Bakanliginin 6gretmenlik
mesleginin genel yeterlilikleri arasinda yer almaktadir (Milli Egitim Bakanligi [MEB], 2017).
Aragtirmanin bu sonucu &gretmenlerin “program bilgisi” yeterliligini saglama adina onemli bir
gereklilik olan program aciklamalarini okuma gerekliligini yerine getirdiklerini gostermektedir.
Ancak bu arastirmada 6gretmenlerin program bilgisi derinlemesine incelenmedigi igin 6gretmenlerin
giincel okul Oncesi egitim programiyla ilgili bilgilerini derinlemesine inceleyecek arastirmalar

yapilabilir.

Mevcut aragtirmanin diger sonucuna gore dgretmenler programda dort temel boyutla ilgili
yapilan agiklamalar: yetersiz bulmuslardir. Goriismelerde bu goriislerini ayrintilandirarak programin
gerekliliklerini uygulamak igin programin yeterli agiklamalar yapmadigini ifade etmislerdir. Diger
arastirmalarin “programin daha ayrintili aciklama yapmasi gerektigi” yoniindeki bulgular:
arastirmamizin bu bulgusuyla ortiismektedir (Akkaya, 2009; Diisek, 2008; Sivgin, 2005). Hem mevcut
arastirma hem de diger arastirmalardaki 6gretmenlerin program agiklamalarinin yeterli olmadig:

yoniindeki goriislerini iceren bulgular Isik (2015) tarafindan yapilan arastirmadaki giincel programin
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O0gretmenlerin program uygulamalar i¢in rehberlik ettigine yonelik bulgusuyla celismektedir. Bunun
nedeni giincellenen okul 6ncesi egitim programinin uygulamalara yonelik daha aydinlatic bilgiler
sunmast olarak agiklanabilir. Yine de egitim politikacilari ve program gelistirme uzmanlari tarafindan
dikkat edilmesi gereken mnokta Ogretmenlerin program agiklamalarini yetersiz olarak
degerlendirmeleridir. Ciinkii program uygulamalarinda uzmanlar tarafindan tasarlanan Sgretimsel
niyetlerin uygulamaya ge¢mesi icin 0gretmenlerin programi anlamlandirmalari olduk¢a Snemlidir.
Bu anlamlandirma siirecini etkileyen unsurlardan birisi de programin sunulus bi¢imi yani
programdaki agiklamalardir (Spillane ve digerleri, 2002). Bu baglamda, goriismelerdeki 6gretmenlerin
“aciklamalarin yetersiz oldugundan dolay: aciklamalardan yararlanmadiklar1” yoniindeki goriis de
oldukca 6nem arz etmektedir. Bu sebeple program gelistirme veya giincelleme calismalarinda
programdaki agiklamalarin 6gretmenler igin olduk¢a 6nemli oldugu g6z 6ntinde bulundurulmahdir.
Zaten arastirmanin diger bulgusunda 6gretmenlerin programin temel unsurlariyla ilgili agiklamalara
ihtiya¢c duyduklari, dort temel wunsurla ilgili agiklamalarin gerekli oldugu sonucundan
anlagilmaktadir. Yapilan diger calismalardaki oOgretmenlerin programla ilgili bilgiye ihtiyag
duyduklar1 ve agiklamalar1 olumlu bulduklaryla ilgili sonuglar calismamin bu bulgusunu

desteklemektedir (Comert, 2003; Dilek, 2018).

Her ne kadar 6gretmenler programin agiklamalarin yeterli olarak gormeseler de genel olarak
bu agiklamalardan yararlanmiglardir. Bu sonug¢ Caltik (2004) tarafindan yapilan arastirmanin
“Ogretmenlerin program kitabindan yararlandiklar1” sonucuyla benzesmektedir. Mevcut calismada
ogretmenler ozellikle amag boyutuyla ilgili aciklamalardan yararlandiklarini ifade ederken; egitim
etkinlikleriyle ilgili agiklamalardan yeteri kadar yararlanmadiklari anlagilmaktadir. Amaglar
¢ocuklara kazandirilmak istenen beceri, davramsglarin yer aldig1 temel program unsurudur ve bu
sebeple egitim uygulamalarina yon vermesi agisindan oldukca énemlidir (Henniger, 2005; Kandir ve
digerleri, 2010; Varis, 1996). Bu Ozelliklerinden dolay1 6gretmenler daha ¢ok amag boyutuyla ilgili
aciklamalardan yararlanmis olabilirler. Ancak siire¢ boyutunun o©nemli bileseni olan egitim
etkinlikleri ile ilgili agiklamalardan yeteri kadar yararlanmamalar1 programin gerekliliklerinin
yeterince uygulanmamasina sebep olabilir. Ciinkii siire¢ boyutu programin temel felsefesinin,
amaglarimin ve gocuklara kazandirilmak istenen becerilerin dolayisiyla programin somutlastigi ve
uygulandig1 unsurdur (Catron ve Allen, 2003; Howes ve digerleri., 2008; Pianta ve digerleri., 2005;
Thomason ve La Paro, 2009). Dikkat ¢ekici olan nokta, 6gretmenlerin program agiklamalarini yetersiz
gormelerine ragmen genelde agiklamalardan yararlandiklarini ifade etmeleri olmustur. Bunun sebebi,
ogretmenlerin goriismelerde ifade ettikleri “programdaki agiklamalarin uygulamalarla ilgili
bagvurulacak temel kaynak oldugu” yoniindeki goriigleri ile aciklanabilir. Yani her ne kadar
aciklamalar Ogretmenler tarafindan yeterli olarak algilanmasa da uygulamalarla ilgili bilgiyi

yapilandiracaklar: en temel kaynak programdir. Uzmanlar tarafindan da ogretmenlerin uygulama
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siirecinde en Snemli ve temel kilavuzunun program oldugunu ifade etmeleri bu gerekceyi daha

anlamli kilmaktadir (Posner, 1995; Remillard, 2005).

Arastirmada dikkat c¢ekici sonuglardan birisi Ogretmenlerin hem agiklamalardan
yararlanmama hem de agiklamalarin gerekli olmadigi yoniindeki goriislerinde sunduklar:
gerekcelerinde “mesleki tecriibe ve bilgi sahibi olmalar1’” goriisii olmustur. Yapilan c¢alismalar
Ogretmenlerin kidem yillar1 arttikga programa yonelik degerlendirmelerinin farklilastiginm
gostermektedir (Akkaya, 2009; Giil, 2009). Ancak dikkat edilmesi gereken olasi konulardan birisi
O0gretmenlerin yillar igerisinde uygulamalarimi programdan farkl bir sekilde yapilandirdiklar1 kendi
pedagojik anlayislar1 ve bilgileri dogrultusunda yiiriitmeleridir. Posner (1995) ve Akker (2013) bu
duruma vurgu yaparak programin “resmi” ve Ogretmenlerin kendi pedagojik gercekleriyle bu
programdan anladiklarini sinifa yansittiklar1 “isevuruk” program olarak farklilasabileceginden ve bu
uygulamalar sirasinda gozden kacan noktalarin olabileceginden bahsetmislerdir. Bu durum ozellikle
programin istendigi sekilde uygulanmamasi ve dolayisiyla basarili olmamasina sebep olabilir (Wiles
ve Bondi, 1998). Ayrica Spillane ve digerleri (2002) 6gretmenlerin yeni bir programi anlamlandirma ve
uygulama siirecinde etkili olan bilissel etkenlerle ilgili sunduklar: teorik cercevede gecmis yasants,
tecriibe ve bilgilerin yeni program uygulamalarina adapte olmada onemli etkenler oldugunu ve
programin Ogretimsel niyetlerinden farkli olarak kendi anlayislarini uygulayabileceklerinden
bahsetmiglerdir. Bu agiklamalar dogrultusunda O6gretmenlerin programin agiklamalarindan
yararlanmamalarina ve agiklamalar1 gereksiz bulmalarina sebep olan 6gretmenlerin gegmisten gelen
bilgi ve tecriibelerinin kendi pedagojik anlayislarim1 gelistirmelerine ve dolayisiyla program
glincellemelerindeki  yenilikleri ~veya  program  gerekliliklerini  smif  uygulamalarina

yansitmamalarinda etkili olabilecegi soylenebilir.

Son yillarda iilkemizde tartisilmaya agilmis ve bircok arastirmaya konu olan “program
okuryazarli$1” agisindan da mevcut arastirma okul oncesi egitim programlar icin bir baslangig
arastirmasi olabilir. Program okuryazarligi kavraminda 6gretmenlerin programi anlamalari, program
bilgisine sahip olmalar1 ve programi istendik sekilde uygulayabilmeleri oldukc¢a &nemlidir.
Ogretmenlerin programi nasil algiladiklarini belirlemenin ilk adimi, 6gretmenlerin programi okuyup
okumadiklarini, programdaki bilgileri yeterli goriip gdrmediklerini ve ne derece ihtiya¢ duyduklarin
belirlemek olacaktir. Bu dogrultuda Ogretmenlerin okul Oncesi egitim programma yonelik
okuryazarlik diizeylerini derinlemesine inceleyecek nitel veya karma desene sahip arastirmalar
yapilabilir. Ogretmenlerin, program giincellemeleriyle ortaya c¢ikan yenilikleri uygulayip
uygulamadigi ile ilgili ve bunun olas1 nedenlerini agiklayici arastirmalarin yapilmasinin 6énemli bir
ihtiyag oldugu soOylenebilir. Ayrica okul oOncesi egitim programi giincellemelerinde egitim
politikacilarinin, alan uzmanlarinin ve program gelistiricilerinin egitsel niyetlerini 6gretmene

aktarmanin ilk ve temel kaynagmin program kitap¢igi oldugunun farkinda olarak &gretmenlerin
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ihtiyaglarina gore aciklamalarin yapilmasi onerilebilir. Aksi takdirde 6gretmenler kendi pedagojik

anlayislarini program gerekliliklerinden farkli olarak uygulamalarina yansitabilirler.
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Introduction

The overall goal of education, which has been humanity's most important occupation since its
inception, is to help children and young people to adjust to the culture and environment in which they
live. Achieving this key purpose of education takes place in a process, and this process is a flow of
events-situations that accompany one another to achieve a certain stage. To call schooling as long as
successive learning takes place, these learnings must be carried out to achieve a certain aim or a set of
objectives. To achieve this set of goals, three fundamental elements of the education process are
crucial. These are objective, teaching-learning activities and evaluation. Education starts with an
objective, continues with learning-teaching activities and ends with evaluation (Filiz, 2011; Giirkan,

2010).

The new and rapid developments in today's world, the international organizations that
emerged after the world wars, offering increasingly widespread areas of occupation, cultural
transitions, economic competition and solidarity between countries, the emergence of new political
blocs, globalization, discussions on freedom and democratization concepts, have made it necessary
and compulsory to educate individuals in a way that they can adapt themselves to these
developments. In this sense, education seeks to make improvements in the goals, habits, attitudes, and
awareness of individuals in a prepared, systematic, and orderly manner following the requirements of
the era by attempting to discover the laws and principles of changing and improving people's
behaviors according to such objectives and developing techniques for doing so. And an effective
curriculum will help you achieve this goal. The curriculum can be defined as a learning experience
system provided to the learner through planned activities at school and outside of school (Demirel,
2011; Stiriicii, 2009; Varis, 1996). In other words, it is emphasized that the curriculum is a process of
planned learning experiences, the path to be followed and cultivating knowledge (Basaran, 2008;
Ertiirk, 1994; Hass and Parkay, 1993; Sonmez, 2009). These definitions reveal that the fundamental

element guiding the education process is the curriculum.
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Preschool Curriculum

When considering the entire lives of human beings who begin their education at an early age,
it is clear that certain periods should be valued more highly in terms of psychological and
physiological development. Due to its effect on the forming and shaping personality, learning and
development of general understanding, skills, and behaviors in advanced years, the preschool years
between the ages of 0 and 6 are one of the most important periods of life. The basic knowledge, skills,
and habits to be provided at this age are strong enough to shape the social and emotional life of the
child as well as their later education life. The most important stage in the education system is
preschool education, which should be guided by a significant, scientific, and systematic organization
that cannot be left to chance (Ari, 2005; Kartal, 2008). Preschool education, which is a crucial period of
formal education, spans the years from a child's birth to primary school education and has a huge
effect on children's future lives. We can define it as the phase of growth and education in which
physical, psychomotor, social-emotional, cognitive, and language development are largely completed,
and personality is shaped with the education given in-home and institutions (Aral, Kandir, and Can
Yasar, 2002). In the advancement of children's academic and motor skills, as well as their social-
emotional, language, and cognitive development, high-quality preschool education has a significant
impact on the attainment of long-term achievements (Baker-Henningham and Lopez Bdéo, 2010;
Burchinal, Vandergrift, Pianta, and Mashburn, 2010; Lehr, Kluczniok, and Rossbach, 2016;

Schweinhart, 2003).

Raising individuals who can freely express the feelings and thoughts as expected by a modern
and democratic society, who are proactive and vigilant, who can provide self-control, respect the
rights of themselves and others, can use their talents and cultural values, and who are mentally and
physically healthy can only be accomplished by providing the necessary education during preschool
times. The main purpose of preschool education in the world and our country is to support children's
development via providing quality education. In a well-planned curriculum, it is possible to achieve
the universal educational, developmental, and social goals of preschool education. Preschool
education services address all of the experiences that arise in the combination of school, child, and
family, and are equipped to guide everyone, directly or indirectly, through the education system (Aral

et al., 2002; Kandir, 2005; cited by Poyraz and Dere, 2003; Temel, Kandir, Erdemir and Ciftgibasi, 2005).

It is crucial to define and coordinate the desirable behaviors to be learned in the curriculum,
organize the educational circumstances that will improve these behaviors, and examine the efficacy of
the educational situations in improving the desired behaviors, ie., the evaluation. Besides, a
curriculum should consider the needs of the child, society and family (Catron and Allen, 2003; Ertiirk,
1994; Hewitt, 2006). These explanations emphasize the importance of aim, process and evaluation,

which are the fundamentals of a curriculum. Furthermore, the family and home setting, which is an
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essential component for children and education, needed family involvement in the preschool
education process, and as a result, parental involvement has become the most important component
of the preschool curriculum (Eliason and Jenkins, 2003; Sahin and Ozyﬁrek, 2009). Throughout the
historical process, four fundamental elements in the preschool curriculums in the Turkey have been
present with several updates. These elements were developed with the updates made after 1994 when
the first independent curriculum was created and has become operational in the curriculums by
expansions. For example, in the 1994 curriculum, the goals and behaviors were included and the
subject headings, or content feature, to obtain them. Subjects were not included in the following
curriculums and the aim dimension was updated and changed. Similarly, various changes have been
made regarding the education activities of the process element. The process dimension has been
expanded until now by stressing the curriculum change process's activities and implementation
phase. The evaluation and family participation dimension has also been updated in the last 25 years,
considering teachers' needs and contemporary practices in the curriculums. Activities for family
participation have been increased even more, and evaluation methods have been changed so that
teachers can apply them more easily (Alisinanoglu and Bay, 2007; Kandir, Ozbey, and Inal, 2010; MEB,
1994; 2002, 2006, 2013a, 2013b). It is striking that explanations for these basic elements have also been
added. Unlike the previous curriculum, explanations were created based on the needs of the teacher
(Dilek, 2018; MEB, 2013a, 2013b), especially in the current curriculum being implemented in preschool
education institutions today, and this showed that the curriculum designers are aware of the
importance of the explanations in the curriculum for teachers. The fundamental elements of the
curriculum have also been important for preschool curriculums, which are known internationally. The
fact that Head Start, Montessori, Regio Emilia and High Scope approaches, which are among these
programs, include purpose, process, evaluation and family participation separately showed how
important these elements are (Decker and Decker, 2005; Follari, 2007; Giirsoy and Bigakgi, 2009;
Johnson and Roopnarine, 2000; Sahin, 2012).

The Purpose of the Study

The curriculum development process in education, which must be designed step by step, is
the dynamic relationship between the curriculum elements, aim, content, learning-teaching process,
and evaluation dimensions. This makes the aim, process and evaluation, which are the curriculum's
elements, very important (Demirel, 2011; Hewitt, 2006). Furthermore, the family has been a significant
integrator of preschool education services and activities, as well as an important predictor of a
successful curriculum, since it plays such an important role in the growth of the child and the learning
of academic skills in early childhood (Fantuzzo, McWayne, Perry, and Childs, 2004; NAEYC, 2014). In
this regard, family involvement has been included in these fundamental elements as one of the most

significant aspects of the preschool education curriculum.
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In the past years, several studies have been conducted to evaluate these fundamental elements
of preschool curriculums (Alvestad and Duncan; 2006; Caltik, 2004; Diisek, 2008; Erden, 2010; Sofou
and Tsafos 2010; Sivgin, 2005). In these studies, teachers made positive or negative evaluations about
preschool curriculums and expressed their various needs regarding the curriculum. One of the most
significant and shared needs of the teachers in these studies was curriculum guidance. What is meant
by the concept of curriculum guidance is the explanations of the curriculum's educational process.
Explanations made by the curriculum are very important for teachers to make sense of the
curriculum's core philosophy and reflect it into practice (Spillane, Reiser, and Reimer, 2002). Preschool
teachers should know the core elements of the curriculum to develop curriculum skills (Bolat, 2017).

1

This information is also necessary for creating "curriculum literacy," which has been the research
subject in recent years. In this regard, it is thought that it would be useful to investigate teachers'
perspectives on the preschool curriculum explanations. As a result, this study aims to look at the

teachers' perspectives on the curriculum's explanations for the aim, process, evaluation, and family

involvement, which are the curriculum's four essential elements.
Method

Since this research is intended to describe teachers' opinions about the guidance of the 2006
Preschool Curriculum, it utilizes a survey model. This model is considered to be the most appropriate
model for this analysis since it is founded on the assumption that the sample represents the universe
and the responses of the people are the data sources (Biiyiikoztiirk, Akgiin, Demirel, Karadeniz, and
Cakmak, 2008). In the research, qualitative and quantitative data were used together, and they were
arranged in a mixed model research design. In the mixed model research design, quantitative and
qualitative data are used simultaneously to obtain more in-depth and comprehensive information on
the research subject. Solid data are presented for the results (Creswell, Plano Clark, Gutmann, and
Hanson, 2003; Johnson and Onwuegbuzie, 2004). In this study, especially qualitative data were used

for a deeper understanding of quantitative data.
Research Sample

The quantitative data of this study were obtained from 334 preschool teachers working in
central districts of Ankara (namely Altindag, Cankaya, Etimesgut, Golbasi, Kegioren, Mamak, Sincan,
Yenimahalle). When the teachers participating in the research (from the first part of the questionnaire
form) are examined, we observe that 99% of them are female, and 1% are male. And of the
participants, 4% of them were graduates of a 2-year college (have an associate's degree), 89% of them
are graduates of 4-year faculty (have a Bachelor's degree), and 7% have a master's degree. Of the
teachers in the sample, 1% of them have less than 1-year experience, 13% of them have 1-5 years of
experience, and 14% of them have 6-10 years of experience, 42% of them have 11-15 years of

experience, 23% of them have 16-20 years of experience, 7% of them have 21 years of experience of one
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year or more. In terms of age groups, 6% of them have worked with children who are 36-48 months
old, 22% worked with 49-60 months old children, and 72% worked with 61-72 months old children
(Table 1).

Table 1. Demographic information of teachers participating in the study

Demographic Information f %
Female 330 99
Gender Male 4 1
Total 334 100
Associate Degree 12 4
Bachelor's Degree 299 89
Graduation Status Master's Degree 23 7
Ph.D. degree - -
Total 334 100
Less than one year 4 1
1-5 years 42 13
C 6-10 years 46 14
iig;g:;z;n the 11-15 years 142 )
16-20 years 78 23
Above 21 years 22 7
Total 334 100
Under 36 months - -
36-48 Months 20 6
Age Group of Children  49-60 months 75 22
61-72 months 239 72
Total 334 100

Data Collection Process and Data Analysis

To obtain the necessary data in the study, the permissions were obtained from the Ankara
Governorship Directorate of National Education to collect data from the schools included. Information
on the number of teachers in schools was obtained from the Statistics Department of Ankara National
Education Directorate. After the questionnaire forms were reproduced, they were distributed to 383
teachers working in 57 preschools located in Ankara's eight central districts. After distribution, 343 of
the questionnaires were answered. Nine of them were not evaluated due to the lack of data because
there were many unanswered questions. A total of 334 questionnaires were included in the analysis.
Interviews were conducted with 20 teachers. Before the interview, general information about the
research and the content of the questions were provided to the teachers, permission was obtained
from the teachers to use a tape recorder to record their answers properly, and then interviews were
conducted. This study's data were obtained from parts of a large data set suitable for the research
purpose. Quantitative data were obtained from the evaluation questionnaire of the 2006 preschool
curriculum. This questionnaire has been designed to examine the teachers' opinions about the
curriculum's objectives and achievements, content, process, evaluation, family participation,
explanations in the curriculum, and the teacher's guidebook. In the preparation phase of the
questionnaire, firstly, the literature review was performed, and a question pool was created due to the

examination of the 2006 curriculum and the teacher's guidebook. A draft questionnaire form was
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created by making necessary changes to the question pool in line with field experts' opinions. The
draft questionnaire was presented to the experts in curriculum development, preschool education,
child development and education, assessment and evaluation, and scientific research techniques.
Experts were asked to evaluate the questionnaire about whether the items in the questionnaire were
served to purpose, whether they were sufficient in quantity and quality to measure goals and if
necessary, they added new items. The requisite adjustments were made following the experts'
feedback, and 30 preschool teachers then reviewed the draft questionnaire to decide the
comprehensibility of the questionnaire items. As a result of this process, necessary changes were
made, and thus the scope validity was tried to be ensured. Preliminary preparation was made for
entering the data before analyzing the quantitative data. To this end, the questionnaires obtained from
the participants were checked one by one to see whether they were filled out accurately and in
compliance with the measurement tool's instructions. For the quantitative data analysis, descriptive
analysis in which frequencies and percentages were determined was performed, and the SPSS 16
package program was used for this purpose. Besides, an interview form was prepared to determine
the teachers' opinions on the curriculum. While the questions to be asked to teachers were created, the
questions in the questionnaire were taken into consideration. The draft interview form prepared was
corrected in line with the opinions and suggestions of the field experts. The draft interview form was
then introduced to field teachers to assess the questions' comprehensibility and functionality.
Afterward, the necessary changes were made, and the interview form was finalized. In its final form,
the interview form consists of fourteen open-ended questions. Some of the qualitative data were used
for the current research. First, the teachers' answers recorded on the tape recorder were analyzed in-
depth and converted into a written document during the analysis of these data. The thematic coding
was carried out by examining the data set consisting of these written documents. Thematic coding
was performed according to the questions in the questionnaire. For example, it is coded under themes
such as "the necessity and adequacy of explanations." In this study, qualitative data are presented to
explain the rationale for the quantitative data and have a clarifying aspect. Direct quotations from the
answer texts belonging to interviews were also included. During these conversions, each teacher was

given a code (T1, T2, T3...), and these codes have been shown in parentheses.
The Ethical Permits of the Research

In this study, all of the rules stated in the Higher Education Institutions Scientific Research
and Publication Ethics Directive were followed. None of the actions stated under the second section of

the directive, entitled Actions Against Scientific Research and Publication Ethics, were performed.
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Findings

This study aimed to find out what teachers think about the preschool curriculum's guidance.
In this section, qualitative and quantitative data are presented together in line with the research's

purpose.

Table 2. Teachers’ opinions on to what extent the explanations in the curriculum are read

I have read I haven't read
f % f %
Explanatlons about the objectives and 305 91 29 9
achievements
Explanations on education activities 294 88 40 12
Explanations about the evaluation 300 90 34 10
Explanations on family involvement 300 90 34 10

Table 3. Teachers’ opinions on the adequacy of the explanations in the curriculum

Adequate  Partially Adequate = Not Adequate

f % f % f %
Explanatlons about the objectives and 106 35 176 58 23 7
achievements
Explanations on education activities 72 24 193 66 29 10
Explanations about the evaluation 125 42 144 48 31 10
Explanations about family participation 112 37 159 53 29 10

According to the reading status of the curriculum's explanations, almost all of the teachers
read the explanations in four fundamental dimensions (Table 2). However, the teachers' explanations
revealed the inadequacy about educational activities (24%), objectives and achievements (35%), family
participation (37%) and evaluation (42%) (Table 3). The teacher expressions in the interviews explain
in detail the reasons why the explanations are not adequate. The teachers claimed that the

explanations were inadequate and such explanations should be more comprehensive. For example;

"... I think the explanations should clarify the evaluation process step by step. The explanations in the
curriculum are not arranged in this way and are inadequate. I cannot answer the questions in my mind

regarding tools by using explanations. I think the explanations are very insufficient... ” (T2)

"... One of the issues I am most confused about is the evaluation of the child. I am not able to fully
understand the forms provided for evaluating childven. The explanations do mnot provide any

information on this subject, and they are very insufficient. (T19).

"... I think explanations in this form are not enough. Information about the evaluation and forms
should be explained in more detail. In this shape, the explanations are very insufficient. I cannot benefit

from it ... " (T10).

”

. I believe explanations are not enough. More specific details on how to incorporate family
participation may have been included, and I believe that such examples would have been more helpful if

they had been shown in the curriculum.” (T6).
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Table 4. Teachers’ opinions on taking advantages of explanations present in the curriculum

. I am taking I am not taking
I am taking advantage . ;
advantage partially advantage of it
£ % f % f %
Regarf:hng explanz?tlons on the 14 70 78 2% 13 4
objectives and achievements
Regarding th.e .explan.ago.ns 191 41 156 53 7 6
about the training activities
Regarding the exPlanatlons 164 55 124 41 1 4
about the evaluation
R ing th lanati
egarding the explanations 176 59 108 36 16 5

about family participation

According to the data regarding benefiting from explanations (Table 4), approximately three-
quarters of the teachers (70%) stated that they benefited from explaining the objectives and
achievements. In contrast, more than half stated that they benefited from the explanations about
evaluation (55%) and family participation (59%). Among them, 41% of the teachers stated that they
benefited from the explanations about educational activities. These results may mean that teachers
take certain advantage of explanations about objectives and achievements, evaluation and family

participation, but they couldn't benefit from explanations about educational activities.

The comments made by the interviewed teachers about whether they have benefited or not
from the explanations made about the four fundamental elements of the curriculum provide valuable
clues to understanding the Table 4 findings. The teachers stated that the explanations were beneficial
when the curriculum was first introduced or started in their careers. Besides, teachers stated that
explanations are useful when they need them, and curriculum explanations are the main source of

information. Sample teacher expressions are as follows;

”... Explanations were very important to me when the curriculum was first implemented. Because the
first and only source, I could get information about the objectives and achievements, was the
explanations in the book. I benefited from it at that time. However, I am not using it that much right

now... " (T17).

"... I benefit from explanations. Explanations are very useful to me when I have difficulties with

objectives and achievements ... " (T13).

”... I benefit from the explanations because 1 get the most accurate information about how to make an

evaluation here ...” (T5).

”

. There are times when I don’t completely comprehend family participation activities or am
uncertain of what I should do. In these cases, I relate to and benefit from the curriculum’s explanations

. (T19).

On the other hand, teachers explained the situation of not benefiting from explanations with

"insufficient explanations and being experienced." Sample teacher opinions are as follows;
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”

. I read the explanations of the activities, and knew this information from previous years’

experiences. Therefore, I don't feel the need to take advantage of it..." (T18).

"... I cannot use the explanations because they are insufficient. I cannot find enough information,
because only brief and general information is given. It would have been very useful if explanations were

made with more detailed examples, but I cannot use it as it is ... " (T17).

”... Because of my professional experience, I don’t make much use of explanations during activities.

Because now I know what difficulties I will face and what I will do when faced with them..."” (T18).

Table 5. Teachers’ opinions on the necessity of explanations in the curriculum

Required Partially Required Not Required
f % f % f %
EX.plaI.lathl’lS abou-t the 208 89 20 6 16 5
objectives and achievements
ExPlér}atwns on education 1 66 111 33 5 1
activities
Explana}tlons about the 34 70 88 2% . 4
evaluation
Explanations about family 18 65 106 3 10 3

participation

Table 5 contains data of teachers' opinions on the necessity of explaining the curriculum 's
fundamental dimensions. Of teachers, 89% stated that explanations about the objectives and
achievements are necessary, and 70% of them stated that explanations about the evaluation are
necessary. Teachers stated that explanations about educational activities (66%) and family
participation (65%) are necessary. These results may mean that teachers need explanations on the four
main dimensions of the curriculum, and mostly, they need explanations about the aim and

achievements.

Teachers' statements state that explanations are necessary to show that they are necessary
because they contain guiding information about how to perform classroom activities (especially for
inexperienced ones) and are a guiding resource. Besides, it is worth noting that explanations are
required when the curriculum is implemented for the first time. Sample teacher expressions are as

follows;

"... explanations are required. I benefited them when the first curriculum is launched. When I had
accumulated enough information, I did not use them later. However, explanations for teachers who are
new to the profession provide very important and enlightening information. 1 think they are necessary

and also informative for them... ” (T9).

”... I think explanations are needed. Because it is like a guide that can always be consulted. I use them

in situations where I have difficulty, and then I understand that it is necessary ... " (T15).
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”

. explanations about activities are important and necessary as a resource. When the teacher has

difficulty, he or she can read and learn better what to do ...” (T7).

”... I believe the evaluation is crucial to know about the child. Explanations on such an important issue

are necessary and should be included in the curriculum... ” (T13).

”

. explanations are helpful and necessary in terms of how the teacher will implement family

participation activities and what he/she should pay attention to...” (T1).

Teachers' justification, which states that "experience and knowledge" in their opinions when
they see explanations inadequate in the curriculum, is similar to the previous qualitative findings. For

instance;

“... I don't think explanations about the activities are necessary. Because the information 1 have
acquired as a result of my experience is sufficient for me to understand the activities and how to apply

them ... " (T4).

"... I believe explanations about goals and achievements are not needed. Because I think my years of

seniority have been effective and my knowledge is sufficient ... " (T8).

”... I believe my knowledge is sufficient thanks to my professional experience, and 1 haven't read the

explanations about family participation much, and I don't think it is necessary...” (T18).
Discussion and Conclusion

The preparation of activities within the curriculum context is one of the most important
requirements in the education process. In this planning and preparation stage, the curriculum guides
the teacher with relevant fundamental elements and explanations about these elements. As a result, in
a curriculum that will guide the teacher, the behaviors and educational objectives that children will gain
(educational objectives), learning tasks (learning experiences) that are essential for achieving
educational goals, and the process of collecting information for evaluation (evaluation of learning) on
whether the aim of education is realized or not (Aral et al., 2002; Basaran, 2008). This study aimed at
examining preschool teachers' views of the four fundamental elements of the preschool curriculum
including purpose, process, evaluation, and family participation as illustrated in the curriculum
booklet. It is assumed that the qualitative data presented together with the research's quantitative data

will be useful to detail the results.

According to the first result of the study, almost all preschool teachers stated that they read
the explanations in the curriculum's four fundamental dimensions. This result is similar to the results
obtained by Diisek (2008) and Isik (2015). Curriculum knowledge, which is one of the important
curriculum competencies that teachers should have (Oner, 2010; Shulman, 1987), is among the general
competencies of the teaching profession stated by the Ministry of National Education (Ministry of

National Education [MEB], 2017). These results showed that the teachers fulfill the requirement to
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read the curriculum explanations, which is an important requirement in providing "curriculum
knowledge" competence. However, since the teachers' curriculum knowledge is not examined in
depth in this study, studies that will examine teachers' knowledge about the current preschool

curriculum in depth can be conducted.

According to the other result of this study, teachers found the explanations about four fundamental
dimensions in the curriculum inadequate. In the interviews, they elaborated their opinions and stated
that the curriculum did not provide adequate explanations to implement the requirements. Findings
of other studies stating that "the curriculum should provide more detailed explanations" coincide with
this finding of our research (Akkaya, 2009; Diisek, 2008; Sivgin, 2005). The findings, including
teachers' opinions in both the current research and other studies proposing that the curriculum
explanations are not adequate, contradict the finding of Isik (2015) that the current curriculum guides
teachers for curriculum applications. The reason can be explained as the updated preschool education
curriculum provides more enlightening information about the activities. Nonetheless, teachers
perceive their curriculum specifications as inadequate, which should be taken into account by
education policymakers and curriculum development experts. Teachers must understand and
interpret the curriculum to apply instructional intentions. One of the factors affecting this
interpretation process is how the curriculum is presented, that is, the explanations in the curriculum
(Spillane et al., 2002). In this context, the teachers' opinion in the interviews suggests that "they do not
use explanations because the explanations are inadequate"” is also very important. For this reason, we
should remember that the explanations in the curriculum are very important for teachers in
curriculum development or updating them. When we look at the other finding of the study, results
showed that teachers need explanations about the curriculum's fundamental elements, and they are
indeed necessary. In other studies, the results stating that teachers need information about the
curriculum and find explanations positive support this finding of the study (Comert, 2003; Dilek,

2018).

Although the teachers did not perceive the curriculum's explanations as adequate, they
generally benefited from these explanations. This result is similar to Caltik's (2004) study that suggests
"teachers benefit from the curriculum book." In the present study, while the teachers stated that they
especially benefited from the explanations about the aim dimension, we also see that they did not
make enough use of the explanations regarding educational activities. Objectives are one of the most
critical aspects of guiding educational activities since they are among the most fundamental elements
under which children's abilities and attitudes are desired to be acquired (Henniger, 2005; Kandur et al.,
2010; Varis, 1996). Because of these features, teachers may have benefited more from explanations
about the aim dimension. After all, their failure to use educational activity explanations, which is an
essential component of the process dimension, can result in the curriculum's requirements not being

met. Since the process component is an element in which the core philosophy of the curriculum, its
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goals and the skills to be learned by children hence, the curriculum itself becomes embodied and
implemented (Catron and Allen, 2003; Howes et al., 2008; Pianta et al., 2005; Thomason and La Paro,
2009). The striking point was that although the teachers perceived curriculum explanations as
inadequate, they stated that they generally benefited from them as well. This can be explained by the
teachers' opinions stating that "the curriculum’s explanations are the main source to be consulted for
activities," which are expressed during interviews. Although the explanations are not perceived as
adequate by the teachers, the foundational source for structuring the knowledge about the activities is
the curriculum itself. The experts note that the teacher's most relevant and fundamental guide in the
application process is the curriculum makes this justification more valid (Posner, 1995; Remillard,

2005).

One of the striking results was when teachers said that "professional experience and
knowledge" was a reason why they did not benefit from explanations and that explanations were not
needed. Studies show that as the years of teachers' seniority increase, their perceptions towards the
curriculum differ (Akkaya, 2009; Giil, 2009). Even then, one of the potential problems that need to be
addressed is that teachers perform their activities according to their pedagogical knowledge and
understanding, which have been developed distinctly from the curriculum over the years. Posner
(1995) and Akker (2013) stressed this situation. They claimed that the curriculum might vary as an
"official" and "operational". Teachers represent their interpretation of the classroom curriculum with
their pedagogical perceptions, and that details may be overlooked during these practices. This
situation may cause the curriculum not to be implemented as desired and not successful (Wiles and
Bondi, 1998). Besides, Spillane et al. (2002) stated that, within the theoretical framework that teachers
have presented on cognitive factors that are effective in the process of interpreting and enforcing a
new curriculum, experience, knowledge and experience are significant factors when adapting to new
curriculum developments and that they can apply their understanding distinct from the instructional
intentions of the curriculum. In line with these interpretations, we may say that past knowledge and
experience of teachers, which prevents teachers from taking advantage of curriculum explanations
and makes them see explanations redundant, are effective in developing their pedagogical
understanding and, thus, result in not reflecting the new developments in curriculum updates or

curriculum requirements in classroom practices.

In terms of "curriculum literacy," which has been discussed in our country in recent years and has
become the subject of many studies, the current research can be initial research concerning preschool
education curriculums. For the curriculum literacy concept, it is very important for teachers to
understand the curriculum, to have knowledge about it and to be able to apply for the curriculum as
desired. The first step in deciding how teachers interpret the curriculum will be to evaluate whether
the teachers have read it, whether or not the curriculum's information is adequate and to what extent

they need it. In this context, studies with qualitative or mixed research designs may be undertaken to
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examine preschool teachers' literacy levels in depth. One can suggest that it is crucial to research
whether teachers apply the innovation proposed by curriculum updates and explain the possible
reasons. Also, in the preschool curriculum updates, we may suggest that education policymakers,
field experts and curriculum developers understand that the primary and essential source of the
conversion of their educational intentions to the teacher in question is the curriculum booklet and,
bearing this in mind, it may be suggested that explanations should be provided following the needs of
teachers. Otherwise, teachers may reflect their own pedagogical understanding to their practices

which are originally different from the curriculum requirements.
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