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Abstract

Key Words

The purpose of the study was to analyze pre-service teachers' views on cloud-
based peer tutoring. A qualitative research method was used in this study. The
study group consisted of students studying in the Department of Computer
Education and Instructional Technologies (CEIT) of the Faculty of Education
and taking the programming course. Peer groups were interviewed using a semi-
structured interview form to understand their opinions regarding the cloud-based
peer learning (CBPL) method. Data obtained from the research were analyzed
using content analysis. The results of the study suggested that the process was
beneficial to peer groups as it provided communication and cooperation,
different perspectives, responsibility, and self-confidence, thus turning the
learning process into a fun experience. Based on the participants' feedback, the
method enabled them to develop professional knowledge, skills, attitudes, and
values. In light of the results obtained, various recommendations were made
regarding the CBPL method.

Peer tutoring

Online Peer tutoring
Programming teaching
Teacher training
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Introduction

In today's understanding of education, there is a need for individuals who have the ability to
learn on their own by taking responsibility for learning. In order to realize it in the educational process,
practices that prioritize learning over tutoring are required. An educational process emphasizing learning
requires the teacher to organize educational situations so that the student is at the center while achieving
the educational goal (Sahinel, 2005) and to employ methods and techniques that the student will be
involved in (Giilgek, 2015).

In an active learning approach (Akpinar, 2015), which encourages students to become active
participants in the learning process, students are given the opportunity to perform processes such as
reading, speaking, discussing, practicing, and solving problems on their own (Demirel, 2007). Peer
tutoring is one of the methods and techniques by which students actively participate in the educational
process (Ijeh, 2023; Yasar, 2016).

Peer tutoring, which is defined as "tutoring students of the same age group or at the same
educational level to each other in an educational setting” (Goldschmid and Goldschmid, 1976), is
continuously used in education at all levels without anyone realizing it (Yurttas, 2015). Peer teaching,
defined as the act of students helping one another to learn (Loke and Chow, 2007; Saju and Mathew,
2022), can have several benefits, including communication, making what has been taught applicable,
and explaining concepts in a way that each other can understand (Can, 2009; Giilgek, 2015). Peer
tutoring, which is connected with the instinctive desire to pass on what one has learned to others, enables
students to develop their affective characteristics as well as their cognitive abilities (Mirzeoglu and
Ozcan, 2015; Sencar Tokgdz, 2007). Particularly for university students, it contributes to their ability to
take responsibility for their own learning (Yurttas, 2015).

With the development of internet technologies and the information age resulting in a new
generation of learning culture, traditional learning methods are no longer adequate, and peer learning is
becoming more effective and easier as a result of new media opportunities in a rapidly changing
environment (Thomas and Brown, 2016). Through the use of internet technologies, synchronous or
asynchronous learning environments are created regardless of the location where students can exchange
ideas and collaborate on studies (Corrigan, 2012; Golpek Sari, 2013). There is no denying the
importance of the opportunities offered by internet technologies to educational environments (Gaikwad
et al., 2014), which enable everything to be structured in an online and fast-paced manner.

"Cloud computing™ is one of the technologies that supports a variety of educational activities in
the educational environment, including mobile learning, collaborative learning, and active learning, as
well as enabling us to access the applications and services that we require from any device that is
connected to the Internet (Saritas and Uner, 2013; Selvi, 2011). Cloud computing is among the most
active technologies of the last decade (Bat1, 2015). Using cloud computing, users can store their files in
an internet environment and access them at any time using an internet-connected device (Gaikwad et
al., 2014) and at the same time they can share their files with other users and do synchronous or
asynchronous collaborative work (Horzum et al., 2015). These infrastructures and platforms are
contributing significantly to educational environments both in terms of management and educational
processes, as well as introducing some changes to educational environments and methods.

Cloud computing, which enriches social learning environments based on both active learning
and constructivist approaches in the education process, allows students to study together not only in in-
class applications but also in out-of-class activities (Horzum et al., 2015). In this regard, cloud
computing is advantageous when it comes to peer-to-peer tutoring practices that incorporate an active
learning approach. Peer tutoring provides an environment in which peers have the opportunity to work
cooperatively and share both information and documents with one another.

The development of new information and communication technologies attracts the attention of
new generations of individuals and reduces their familiarity with technology at a young age. Bringing
these interests of students in information and communication technologies into the educational
environment can make a significant contribution to attracting their interest in education (Yavuz, 2014).
It is essential for teachers to possess these competencies in order to facilitate student success in the
information age (Akilli, 2007). Providing these competencies depends on the pre-service training of



Journal of Education, Theory and Practical Research 2024, Vol 10, Issue 1, 1-17 Ayhan KOC, Oguz GURBUZTURK

teachers. It is essential for teachers to be familiar with these technologies during their pre-service
education, to learn about their advantages and disadvantages, and to understand how to use them
effectively in the classroom.

In the studies conducted in Tiirkiye on peer tutoring, the method has been determined to increase
academic achievement (Yasar, 2016; Akay, 2011; Demirci and Sekercioglu, 2009; Sencar Tokgoz,
2007; Eryilmaz, 2004), was efficient in gaining skill-oriented behaviors (Mirzeoglu et al., 2014),
improve science process skills (Kocakiilah and Savas, 2013; Savas, 2011), and develop students'
attitudes towards the course (Akay, 2011) and the method (Demirci and Sekercioglu, 2009; Sekercioglu
2011; Yigit and Durukan, 2023). Additionally, it has been determined that it provides gains such as
developing tutoring skills, eliminating shortcomings related to the profession, and understanding the
ways in which students and teachers can communicate effectively (Can, 2009; Mirzelioglu and Ozcan,
2015).

When reviewing the research conducted in Tirkiye, no study describing the method to be used
in the online environment has been identified, even though peer tutoring has been employed in face-to-
face education. Based on the findings of foreign studies that transferred peer tutoring to an online
environment, it was determined that the method had a positive effect on student achievement and
academic performance (Lin and Yang, 2013; Zulkifli, Halim and Yahaya, 2018; Watcharapunyawong,
2018; Tsuei, 2017; Tsuei, 2012), student participation in the course (Sansone, Ligorio and Buglass,
2018; Van Rosmalen et al., 2008), cooperation (Watcharapunyawong, 2018; Sansone, Ligorio and
Buglass, 2018), and communication skills (Lin and Yang, 2013; Evans and Moore, 2013) . Additionally,
it has been reported that it contributes to students' development of learning/tutoring strategies (Gabarre
and Gabarre, 2012) as well as developing a sense of responsibility for their learning
(Watcharapunyawong, 2018). There is also an important point that emerges from the studies that it
allows students from different countries to participate in this process (O'Donovan and Maruthappu,
2015; Topping et al., 2013) and in this respect, it represents an innovative approach.

In the literature, there are only a limited number of studies on peer tutoring conducted in a cloud-
based environment (online). Furthermore, it is essential in order to integrate education and technology
to bring the peer tutoring method, which is often unknowingly used in educational settings, to a new
platform, so that students are able to experience it and express their opinions. In this context, pre-service
teachers' experiences of cloud-based peer tutoring and determining their views on this method will both
provide a new and technological approach in shaping educational environments and contribute to the
training of pre-service teachers who will educate the students of the future by gaining awareness and
skills in this area.

The primary purpose of this study was to assess pre-service teachers' opinions regarding the use
of cloud-based peer tutoring in programming teaching. Answers to the following gquestions were sought
within the context of this main purpose:

What are the contributions of the process?

What are the most favorable practices, situations, or activities during the process?
What are the difficulties encountered during the process?

What are the opinions and suggestions for making the process more effective?

Method

This research was conducted using a case study approach based on a qualitative approach. A
case study provides an opportunity for a deeper analysis of an event, situation, or practice, and allows
an experimental practice to be examined in its own right under real-life conditions (Y1ldirim and Simsek,
2006). To thisend, in the research, the opinions of students who participated in cloud-based peer tutoring
were consulted regarding the relevant process.

Study group

A convenience sampling method, one of the purposive sampling methods, was used in this
study. This method was described as a method that can be used to increase the speed and practicality of
the study (Yildirim and Simsek, 2013). Specifically, the study group consisted of 31 pre-service teachers
who participated in the cloud-based peer teaching method and expressed their opinions voluntarily.
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Data Collection Tools

To examine peer group views on cloud-based peer tutoring, a semi-structured interview form
was developed. During the preparation of the interview form, relevant literature was reviewed and a
form suitable for the research questions was created. A total of three experts were consulted. As a result
of expert opinions, the semi-structured interview form was finalized, followed by the suggestions of the
experts regarding the contributions of participants to the process, difficulties experienced during the
process, the most satisfactory practices, situations, and studies of the process, as well as suggestions for
making the process more effective.

Peer groups were created based on the achievement test for the programming course in which
the study was conducted. Kog (2020) developed the achievement test as part of his doctoral study. Inter-
rater reliability coefficient for the achievement test rubric, which consisted of seven items and was
developed as written, was 0.99.

The implementation of data collection tools and conduct of the research

The views of participants on cloud-based peer tutoring were obtained in writing from 21 students
by the researcher via an interview form prepared by the researcher, while ten volunteer students were
interviewed over the internet via the Hangouts application using written interviews.

The conduct of the research

The timeline for the conduct of the research was presented in Table 1.
Table 1. The timeline for the conduct of the study
Date Processes
19.02.2018 — 24.02.2018 o Identifying the peer groups and roles
e Creating peer (Google Classroom) classrooms
o Informative meeting about the practice
o Information about the peer tutoring process
o Introducing cloud-based applications (Google
Suite services) and informing the students on
how to use these tools in the peer tutoring
process.
e  Giving instructions and information to the students in
the role of a tutor about how to manage the process

(case study)

24.02.2018 — 03.03.2018 e Activity-1 Implementation of the Activity Form
e Follow-up of peer group activities

03.03.2018-10.03.2018 e Activity-2 Implementation of the Activity Form
e  Follow-up of peer group activities

10.03.2018—-17.03.2018 e Activity-3 Implementation of the Activity Form
e Follow-up of peer group activities

17.03.2018 — 24.03.2018 e Activity-4 Implementation of the Activity Form
e Follow-up of peer group activities

24.03.2018 — 31.03.2018 e Activity-5 Implementation of the Activity Form
e Follow-up of peer group activities

09.04.2018 — 20.04.2018 e Receiving participants' opinions on the process

Determination of Peer Groups

The peer groups were formed by grouping the students according to their academic achievement
in descending order and by dividing them into upper and lower groups. According to this method
proposed by Fuchs, Fuchs, and Kazdan (1999), the student with the highest score in the upper group
assumed the role of tutor, while the student with the highest score in the lower group assumed the role
of learner. In this study, the achievement test associated with the programming course was used to
determine the peer groups, and the students in the study group were divided into two groups (Tutor-
Learner) according to their achievement test scores. The students with high scores were assigned to the
tutor position, while the students with low scores were assigned to the learner, and each of them was
paired with the opposite (1 and 18, 3 and 20, etc.). As a result of the demands of the students and the
expert opinions received, in order to make the process more efficient, the students' requests for changes
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in their peer groups were taken into consideration, and students whose scores were close to each other
were allowed to change groups among themselves, provided that their roles did not change. In addition,
students who enrolled in the course for the second time wanted their peers to be from their own classes
and were allowed to form peer groups among themselves (14th, 15th, 16th, and 17th groups). The peer
groups and pairings were presented in Table 2.

Table 2. Creating peer groups and pairing

Groups Student Score Role Student Score Role

1%t Group OGR1 100 Tutor OGR18 56 Learner
2" Group OGR2 91 Tutor OGR19 56 Learner
3 Group OGR3 87 Tutor OGR20 32 Learner
4" Group OGR4 85 Tutor OGR21 49 Learner
5 Group OGR5 84 Tutor OGR22 43 Learner
6™ Group OGR6 76 Tutor OGR23 41 Learner
7t Group OGR7 74 Tutor OGR24 53 Learner
8" Group OGRS 68 Tutor OGR25 43 Learner
9" Group OGR9 67 Tutor OGR26 29 Learner
10™ Group OGR10 67 Tutor OGR27 28 Learner
11" Group OGR11 60 Tutor OGR28 26 Learner
12" Group ~ OGR12 58 Tutor OGR29 24 Learner
13" Group  OGR13 58 Tutor OGR30 17 Learner
14% Group OGR14 30 Tutor OGR31 23 Learner
15% Group OGR15 27 Tutor OGR32 9 Learner
16" Group OGR16 23 Tutor OGR33 3 Learner
17" Group OGR17 20 Tutor OGR34 6 Learner

Delivering the necessary trainings

Users with the extension "@edutek.xxxx.edu.tr" were created on the Google Suite platform,
which included cloud-based applications, before the application was submitted, and virtual classes were
established for the peer groups determined for the application using the Google Classroom application.
Each student attended the predetermined classroom in accordance with their role as a tutor or a student
in the peer tutoring process.

After the participants activated their accounts, information about cloud-based applications,
Google Suite applications (YouTube, Email, Drive, Hangouts, Docs, Sheets, Slides, Sites, Calendar,
Keep, Groups, Classroom) was provided. Then, they were informed about the peer tutoring activity to
be conducted and the tasks related to their roles in this process, and they were trained on how to use
cloud-based applications in the process. The process was practiced using sample activities.

In order to facilitate communication within the peer groups, Hangouts interview groups were
created with the instructor as a participant. Additionally, a separate virtual classroom was created for
the communication of peers serving as tutors. During the implementation process, peers who had the
role of tutors assisted each other in solving sample activities as deemed necessary. In cases where peer
feedback was insufficient, the instructor (researcher) stepped in and provided guidance.

Conducting the CBPT process

Each peer group studied the practices in the activity examples in three stages (preparation,
implementation and evaluation). As part of this process, peer groups were asked guiding questions
(appropriate to the problem-solving process) and given tips on how to organize the process.

Preparation

Peer groups were asked to respond to the following questions in the applications they were
assigned during the preparation phase. In answering the questions, peers in the role of tutor were active,
peers in the role of learner were acting as guides, and peers in the role of tutor should provide hints and
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instructions to guide their peers to the correct answer rather than providing the answers to the questions
themselves. As part of this process, the following questions were to be answered;
1) Examine the given problem
2) Are there parts of the problem you don't understand?
a) First of all, try to find out why the point is not understood (question text, mathematical
operations, logical operations, design).
b) When unclear points are not understood, get help from the instructor.
3) What is necessary for problem solving?
a) For Form Design;
i) Are there any properties you need to set for controls in the form design?
ii) If yes, will you set these features in the code section or in the design section (note or
set them)?
b) To which event(s) will you write the codes (determine according to the given problem)?
4) Create the algorithm of the solution before proceeding to the code.
a) What should our variables be and where should they be defined? (Decide according to the
problem structure)
b) What operations should we take?
¢) What should be the order of operations?
5) Start solving the problem by choosing the simplest and most straightforward way.
"Remember that there is more than one solution to a problem."
6) After this stage, our algorithm for problem solving will be created. You can proceed to the
implementation phase.

Implementation

Following the preparation phase, the algorithm for solving the problem was developed. The peer
in the learner role was expected to answer the following questions during the implementation phase. In
the learner role, peers were allowed to seek assistance from their peers in the tutor role when they were
unsure or incomplete when answering the questions. It was the peers who acted as tutors who checked
the answers given and provided feedback by adding comments where necessary.

1) The problem is thoroughly examined, what is the preliminary information required for its

solution (mathematical, logical operations or structures, form design, etc.)?

2) What do we need to know about the controls we use?

a) Which features of the controls will we use to solve the problem?
b) Is it enough to set these properties once in the design (Properties), should we use them in
the code section (it varies)?

3) What are the variables, operations and structures required for the solution (Let's list them -

Algorithm).

4) What are variables and where should they be defined?

5) Which event (method) should we write our code to (when will the code run?)

6) We can move on to code writing.

Evaluation

In the evaluation phase, the peer groups discovered where their deficiencies were, and worked
on improving the subjects/skills they lacked. The questions / instructions that peer groups should answer
in this process were as follows.

1) Note and discuss the different types of (Syntax) errors you may encounter in writing code.

2) Discuss what other solutions are possible and try to solve the given sample problems in

different ways.

3) Examine the solved examples and compare them with your own solution.

At all stages of the process, peer groups could benefit from many applications/tools offered by
Google (Youtube, E-mail, Drive, Sheets, Slides, Sites, Calendar, Keep, Groups) as well as live lessons,
collaborative work, announcements, question/answer, different homework activities.

Activity examples prepared in accordance with the purpose of the research were presented to
peer groups in order, one activity each week, over a five-week period. In this process, the peer groups
collaborated on the activity sample document given to them weekly and carried out extra studies
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according to their own wishes for the targeted outcomes on the basis of the activity by using different
cloud technologies. The studies carried out by the peer groups on a weekly basis were continuously
controlled by the researcher through the created Classroom classes, documents, hangouts groups and
weekly feedback forms.

Taking the opinions of the participants about the CBPT process

Upon completion of the peer teaching process, an interview form was used to obtain the opinions
of students regarding the peer teaching process, and 10 students were interviewed online (in the form of
written interviews using Hangouts) under the basis of volunteerism, whereas 21 students were
interviewed in writing.

Data Analysis

The content analysis was performed on the data obtained from the research. The purpose of
content analysis was to identify concepts and relationships that could explain the data (Yildirim and
Simsek, 2006).

In the first stage of the analysis, the data obtained were transferred to the Nvivo program, and
then coded. While coding, the opinions of three experts (faculty members) were consulted. In the second
stage, similar data were categorized according to categories and themes by taking expert opinion. The
categories and themes were reviewed by two experts (faculty members) and necessary revisions were
made. In the third stage, the data were organized according to codes, categories, and themes, and the
findings were presented in tables. In the last stage, the findings were interpreted and reported.

As qualitative research differs from quantitative research in its design, approach, and data
collection process, different criteria are used to ensure validity and reliability (Biiyiikoztiirk et al., 2012).
Guba and Lincoln (1982) used the concepts of credibility and transferability for internal and external
validity, and consistency and confirmability for internal and external reliability.

Detailed explanations of the preparation, implementation, and analysis processes as well as the
other components were provided in order to facilitate the transferability of the research. Additionally,
direct quotations were incorporated into the text. Further, Daymon and Holloway (2011) proposed that
the findings of the study must be associated with the literature through theory-based generalizations in
order to ensure external validity in qualitative research. In this study, the codes obtained from the
participants' responses regarding what kind of contributions were provided by the process in both
interview forms were categorized according to teacher competencies (Ministry of National Education
[MoNE], 2017) by taking expert opinion.

Expert opinions were consulted during the preparation, implementation, analysis, and other
stages of data collection tools in order to ensure consistency in the research. A set of data collection
tools and a method of analyzing the data were specified for confirmability, and the findings from this
study were interpreted in conjunction with findings from other studies in order to ensure validity.
Furthermore, raw data obtained from the study were kept in reserve for reanalysis when necessary and
confirmation was attempted.

A consensus among the coders was sought in order to increase the reliability of the study (Miles
& Huberman, 1994). Two experts were asked to evaluate the codes, themes, categories, and quotations
obtained from the analysis of the data, and they were required to determine the compatibility of the
codes, themes, and categories, as well as the distribution of quotations based on those codes. As a result,
the inter-coder consensus was determined to be 0.78. This value was acceptable according to Miles and
Huberman (1994).

Findings

Below were the findings and interpretations obtained from the qualitative data related to the
problem stated as "What are the opinions of pre-service teachers regarding programming teaching with
the cloud-based peer tutoring method?"
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Findings and Interpretations related to Opinions on Contributions of the Process

Table 3 presented the findings and interpretations obtained from analyzing the responses of the
participants to the question, "What kind of contribution do you think the process you have experienced
(the studies you have completed) has made/will make to you?" at the end of the process.

Table 3. Distribution of opinions on the contributions of the process

Theme Category Code (Node)
Professional Content Knowledge Regular study and review
Knowledge

My algorithm logic has improved
I have completed what | lacked.
Reinforcement of topics

Making what I learned permanent
I have achieved practicality
Professional Skill Creating Learning Environments Technology integration

Peer tutoring

Managing the Tutoring and

> Instructional process
Learning Process

Measurement and Evaluation Evaluation process
Attitudes and Personal and Professional Tutoring experience
Values Development

Learning to learn

Sense of responsibility & curiosity
Self-confidence & self-assessment
Learning Speed and Effectiveness
Course interest and motivation
Gaining a different perspective
Associating with daily life
Self-Improvement
Communication and Collaboration Communication skill

Extraordinary
Due to peers

PR O R, PR R REPRPNODSSNPRP O WRRPRPRERPNDMDNNMDNDSNS
PR O, PP RPEPNOWDNSSNRPRP O BMBDPPNODNDN OO

No contribution

Based on Table 3, participants stated the process contributed the most to the Attitudes and
Values (f=26) theme, Personal and Professional Development (f=21) and Communication and
Cooperation (f=5) categories. For the theme of Professional Knowledge (f=15), participants indicated
that it contributed to the category of Field Knowledge (f=15). Participants also reported that it
contributed to categories related to the theme of Professional Skills (f=11), as well as the categories of
Creating Learning Environments (f=8) and Managing the Tutoring and Learning Process (f=3). Further,
two participants did not believe that the process contributed (f=2).

In the content knowledge category, the contributions provided by the process were coded as
Regular Study and Repetition (f=8), | improved my algorithm logic (f=2), | completed what | lacked
(f=2), I reinforced topics (f=2), | made what I learned permanent (f=1), and I achieved practicality (f=1).
This resulted in the following feedback being provided by the participants: "...my algorithm logic
improved” (OGR?2), "...I was able to associate the new practices in the given activity with what | had
already learned" (OGR4), and "...I learned topics I was not familiar with" (OGR14).

In the category of Creating Learning Environments, the contributions provided by the process
were listed as Technology Integration (f=4) and Peer Tutoring (f=4), in the category of Managing the
Tutoring and Learning Process as Tutoring Process (f=3), and in the category of Assessment and
Evaluation as Assessment Process (f=1). Some of the feedbacks given by the participants about this was
as follows: "...it enabled me to prepare studies on Google products such as Google documents,
Hangouts, Google slides, etc. effectively” (OGR19), and "...Tutoring, transferring what | know has also
been an experience for me, so I think it will contribute a lot to my profession in the future™ (OGR1).
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In the category of creating professional skills / learning environments, it could be argued that
the participants were familiar with the use of the peer tutoring method, and they were willing to use the
method in their future professional lives. Furthermore, it was possible to argue that the integration of
technology in education contributed to the organization of more effective teaching environments by
incorporating technological tools and environments.

The contributions provided by the process in the Personal and Professional Development
category were expressed as tutoring experience (f=7), learning to learn (f=4), sense of responsibility and
curiosity (f=3), self-confidence and self-evaluation (f=2), learning speed and effectiveness (f=1),
interest and motivation in the course (f=1), gaining a different perspective (f=1), associating with daily
life (f=1), self-development (f=1), communication skills in communication and cooperation category
(f=5). According to the participants, these were some of the topics discussed: "...I realized that | was
capable of completing the studies on my own if | so desired” (OGR9), "...I believed that it would
contribute to the process of learning, remembering, adapting to daily life, etc." (OGR26).

In the category of attitudes and values/communication and collaboration, it could be argued that
the participants' communication skills improved. Furthermore, it contributed positively to their
professional and personal development. It appeared that the views of the participants in the process were
in agreement with those concerning gaining tutoring experience, sense of responsibility and curiosity,
self-confidence, self-evaluation, interest in the lesson and developing different perspectives.
Furthermore, it was possible to say that the ability to gain tutoring experience, to learn to learn, to learn
quickly, and to associate what they learned with everyday life was enhanced. Moreover, these findings
were consistent with studies indicating that peer tutoring enabled university students to take
responsibility for their own learning from an affective perspective (Yurttas, 2015).

In the category of No Contribution, participants who considered that the process had no impact
on them expressed their opinions as Extraordinary (f=1) and Due to Peers (f=1). One feedback received
from the participants regarding these was "... although I think it is useful, I did not find it particularly
beneficial since my peer friend had broken his arm" (OGR28).

From the viewpoints of the participants, it could be concluded that the lack of interest and
reluctance of the peers negatively affected the CBPT process. Furthermore, there may be extraordinary
reasons (health problems) that could negatively affect the process.

Findings and Comments regarding the Opinions on the Most Favorable Practices, Situations
or Studies in the Process

The findings obtained from the analysis of the participants' answers to the question "What are
the practices, situations, or activities that you liked the most during the process?" at the end of the
process were summarized in Table 4.

Table 4. Distribution of opinions about the most favorable practices, situations, or activities during the process

Theme Category Code (Node) n f
Tutoring & Learning Tutoring & Learning  Feeling of tutoring 4 4
Process Process Activity Sample & Instructions 2 2
Exploring different examples 2 2

Increased self-confidence 2 2

Facilitating 1 1

Peer-presented materials 1 1

Providing a rich learning atmosphere 1 1

Communication and Communication with  Improving friendship bonds 2 2
Interaction Peer Feeling no abstention 1 1
Differences of opinion 1 1

Receiving help 1 1

Different ways of solution 1 1

Communication with ~ Time freedom 2 2

Instructor Sincerity 1 1

Technology Technology Using Google Tools 9 10
Integration Integration Experience in distance education 3 3
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Based on the analysis of Table 4, it became apparent that the participants' favorite practices,
situations, or activities in the process were those relating to Learning and Tutoring Process (f=13),
Communication and Interaction (f=9), and Technology Integration (f=13).

Participants' opinions in the theme/category of Learning and Tutoring Process were specified as
Feeling of learning (f=4), Activity sample and instructions (f=2), Exploring different examples (f=2),
Increased self-confidence (f=2), Facilitating (f=1), Peer-presented materials (f=1), and Providing a rich
working atmosphere (f=1). Participants provided feedback on these including "... It was nice to be able
to teach someone something new" (OGR3), "... It was exciting to solve questions that we have never
studied or encountered before" (OGR14).

Among the aspects of CBPT that participants enjoyed as part of their learning and tutoring
process were the feeling of tutoring, the development of self-confidence, studying regularly as a result
of activity examples and instructions, and the practice of different examples presented by peers.

In the theme of Communication and Interaction, whereas the participants’ views in the category
of Communication with Peers were expressed as Improving friendship bonds (f=2), Feeling no
abstention (f=1), Differences of opinion (f=1), Receiving help (f=1) and Different ways of solution
(f=1), in the category of Communication with the Instructor, the opinions were expressed as Time
freedom (f=2) and Sincerity (f=1). Some of the feedback given by the participants regarding these were
"...Feeling no abstention made me feel comfortable in the process" (OGR20), "...I was able to
communicate with my instructor without time constraints..." (OGR6).

Among the situations that participants enjoyed in the process were the development of
friendship relationships, the ability to converse freely with their peers, the differences in opinion, and
the ability to receive support in a comfortable manner. Additionally, peers enjoyed this process due to
the fact that they could communicate with the instructor within a flexible timeframe.

Within the Technology Integration theme/category, the most common opinions were Using
Google Tools (f=10) and Experience in Distance Education (f=3). Among the feedback that the
participants provided regarding these were the following: "...My favorite part of the course was learning
how to use Google applications, becoming aware that applications such as Classroom exist, as well as
discovering the ability to instruct students and assign homework from our sitting positions." (OGR12),
"...I enjoyed interacting with my peers during the process through question-and-answer exchanges,
screen shares, and Hangout conversations. | greatly appreciated these." (OGR16).

Another aspect of the process that participants enjoyed was learning about Google tools for
cloud computing and experiencing distance education through these tools.

Findings and Comments on the Opinions regarding the Difficulties Experienced in the Process

Table 5 presented the findings from an analysis of the answers of the participants to the question:
"What practices, situations, or activities did you find most difficult during the process?"

Table 5. Distribution of opinions on difficulties experienced in the process

Category Code
Peer-Driven Communication
Roles
Time conflict
Indifference
Personal Some applications (examples)

Missing Subjects (Readiness)
Using Google tools

Course attendance

Internet connection
Hardware problems

Learning and Tutoring Process Tutoring skill

Technical Skills & Disruptions

Rl ON B WO|F WWOoO|IS
RlRrON P PO WS O™
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Based on the analysis of Table 5, it appeared that the participants' opinions regarding the
difficulties encountered in the process were categorized as Peer-driven (p=11), Personal (p=12),
Learning-tutoring process (p=1), and Technical skills and disruptions (p=7).

Based on participants’ opinions, the peer-oriented difficulties they encountered were
Communication (f=6), Roles (f=4), Time synchronization (f=3), and Indifference (f=1). Some of the
feedback provided by the participants were as follows; "... it was difficult for me to communicate with
my peer" (OGRS), "... due to time conflicts, | had difficulty communicating with my peer" (OGR10).

Participant opinions regarding the difficulties they personally encountered were described as
Some applications (examples) (f=6), Missing subjects (Readiness) (f=4), Using Google tools (f=4), and
Course Attendance (f=2). Participants provided the following feedback on these; "I found it most
challenging to sometimes have to deal with very different questions from my peer friend :) | wondered
how I could answer or do something when | did not have adequate knowledge of that subject” (OGR®6),
"...I did not be able to complete the applications due to my lack of attendance in some courses..."
(OGRY).

According to the participants' views, technical difficulties were related to Internet connections
(f=6) and hardware problems (f=1), while learning and tutoring difficulties were related to tutoring skills
(f=1). Participants provided the following feedback regarding these issues: "l only had internet
problems" (OGR22), "... from time to time, the audio hardware on the computer of my peer caused
problems in our Hangouts calls" (OGR22).

Participants personally experienced difficulties relating to lack of subject matter for the relevant
course, inability to effectively use cloud tools, and difficulty attending courses. As the participants stated
in the differences they experienced in the process, due to the fact that they were new to cloud computing
tools, they encountered difficulties in using them.

It can be argued that the difficulties that the participants were possible to encounter in the CBPT
method due to cloud computing were internet connection, technical problems, incompetence in using
cloud tools, and the indifference and reluctance of peers, communication, and readiness problems in
terms of peer tutoring.

Findings and Comments on Opinions and Suggestions for Making the Process More
Effective

The findings obtained from the analysis of the participants' answers to the question "What are
your opinions and suggestions for making the CBPT process more effective?" at the end of the process
were presented in Table 6.

Table 6. Distribution of opinions and suggestions for making the process more effective

Category Code n f
Peer groups Peer matching 8 8
Gender congruence 2 3

Conducting with peers concerned with the

course

Peer roles

Group size
Tutoring process Follow-up of the process

Duration may be extended

A free studying atmosphere

Study time should be scheduled

Can be more enjoyable

Reward and punishment

Communication of the tutoring group
Content Activity examples and instructions

Supplementary sources and materials

Different content can be prepared
Other Class size

Technical infrastructure support

PR RPRPNRPRPRPEREPNONNINRPNDW
PR RPRPNRPRPRPRPNNWREPRNDW
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When Table 6 was analyzed, it was noted that the opinions and suggestions of the participants
about making the process more effective were in the categories of Peer groups (f=17), Tutoring process
(f=13), Content (f=4) and Other (f=2).

The views of the participants in the category of Peer groups were coded as Peer matching (f=8),
conducting with peers concerned with the course (f=3), Gender congruence (f=3), Peer roles (f=2) and
Group size (f=1). Participants provided the following feedback regarding these: "...I think it is efficient
enough, but same-gender participants in the same group would positively affect the activities in the
process while making peer matches" (OGR19), "... It is important that the roles of tutor and student
change weekly, so that the tutor understands what the student expects from them and plans the week
accordingly” (OGR24).

In the Teaching Process category, participants provided opinions as Follow-up of the process
(f=4), Duration may be extended (f=2), A free studying atmosphere (f=2), Communication of the
tutoring group (f=1), Can be more enjoyable (f=1), Scheduling the study time (f=1) and Reward and
punishment (f=1). Participants provided the following feedback regarding this category: "I believe it
would be better if the instructor of the course followed the process more closely." (OGR14), "This
activity does not appeal to students because it is difficult; however, it is effective, but they are unaware
of it. I believe that this activity should be made more enjoyable, as even university students are attracted
to games" (OGR23).

Providing guidance and following up on group activities in the peer tutoring process enhanced
the effectiveness of the process (Demirel, 2007). In this context, it was in accordance with the opinions
of the participants to make the process as effective as possible. Participants also suggested that the five-
week implementation period be extended over the course of the semester. The reason for this finding
may be that the students felt that the process was effective, but that extending it over a longer period of
time would result in more benefit to them. Participants' reluctance to participate in the process could be
interpreted as a reflection of their desire to provide an authentic learning environment; however, they
continued the process because they believed it was part of the course evaluation.

In contrast to the opinion of determining a common study schedule, CBPT offered a flexible
learning environment in terms of both time and space. Several factors contributed to this view, including
the difficulties peers faced during the process and the conflicting demands of time. To conclude, in this
category, it was considered useful to include game activities in the process in line with the objectives of
the course in tandem with peer opinions in order to make the process more enjoyable for its
effectiveness.

Participants' opinions in the Content category were stated as Activity examples and instructions
(f=2), Supplementary sources and materials (f=2), while their opinions in the Other category were stated
as Class size (f=1) and Technical infrastructure support (f=1). Participants provided feedback on these
issues, including: "...the availability of supplementary sources and a greater level of guidance can be
provided" (OGR26), "...if the necessary infrastructure is created, if both sides have access to the internet
and computers” (OGR16).

Discussion, Conclusion and Recommendations

In general, it could be concluded that the CBPT method increased students' knowledge of the
content and enhanced learning and practice processes. Similarly, Chu et al. (2017), Lin ve Yang (2013),
Tsuei (2017), Tsuei (2012), Watcharapunyawong (2018) and Zulkifli et al. (2018) found that online peer
tutoring increased students' involvement in the learning process and their academic performance.

In the peer tutoring process, students who played the role of tutors lacked professional
competencies (Yurttag, 2015). By enhancing this method with cloud computing, multiple contributions
were made in the areas of professional knowledge, professional skills, attitudes, and values
competencies, as well as in ensuring pre-service teachers have the competencies required for their
profession (MoNE, 2017). Gabarre and Gabarre (2012) and Goldschmid and Goldschmid (1976)
emphasize that in the peer teaching process, especially peers in the tutor role should have the skills to
use teaching strategies. In light of the findings obtained from the study, it may be concluded that the
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process contributed to students developing instructional strategies and preparing and using assessment
and evaluation activities in the role of tutors.

Peer tutoring enhanced the learning process (Al-Hebaishi, 2017; Griffin and Griffin, 1997; Loke
and Chow, 2007; Schunk, 2011; Tiirkmenoglu and Bastug, 2017). As a result of the CBPT process,
students were able to communicate effectively with their peers and the instructor in charge of the course,
study a variety of examples and activities, gain new ideas, improve their self-confidence and
technological proficiency, and make the learning and teaching process more enjoyable.

According to the study conducted by Unver and Akbayrak (2013), peer tutoring not only
provided cognitive gains but also contributed to the development of psychomotor and affective skills,
and that the positive atmosphere created during the tutoring process allowed students to take on their
own learning responsibilities and self-control. According to the findings of the study, the CBPT process
led the participants to experience positive emotions in the sense of socially studying with peers, studying
in a cloud-based environment, and playing the role of tutor for peers. In addition, it could be argued that
the sense of responsibility and self-confidence they felt as tutors encouraged them to study and
transformed the learning process into one that was enjoyable. These findings were in line with the studies
in the literature (Rutherford et al., 2017; Tran et al., 2023).

According to the participants, peer-related difficulties they experienced in the process included
the inability to communicate with their peers, the inability to set a common schedule for studying
together, and the reluctance of one peer. While peers could conduct their studies in a cloud-based
learning environment without setting a common schedule, the reason why participants mentioned this
as a challenge could be interpreted as the need for simultaneous or face-to-face collaboration. Being in
the role of a tutor was also mentioned by participants as a challenge. According to the expressions of
the participants, being in the role of a tutor imposed a greater burden than being in the role of a learner.
This might be due to the fact that students in the tutor role provided appropriate feedback to their peers
in the learner role, provided access to appropriate sources, and guided their own learning (Goldschmid
and Goldschmid, 1976). During the peer tutoring process, students who served as tutors were required
to use teaching strategies. The training of students in tutoring roles was essential for achieving this goal
(Ali and Anwer, 2015; Tirkmenoglu and Bastug, 2017). A second explanation may be that the
programming course in which the research was conducted was difficult to teach (Arabacioglu, Biilbiil
and Filiz, 2007; imal and Eser, 2009; McCauley et al., 2015; Ozmen and Altun, 2014).

In cloud computing, internet connectivity was a major problem (Islam et al., 2017; Pocatilu et
al., 2010). The process may be adversely affected by problems encountered with the internet connection
and a slow connection speed. Moreover, hardware and software problems resulting from the electronic
tools that the participants would be using in the process may also negatively impact the process (Tran et
al., 2023). The possibility of conducting face-to-face studies was considered to reduce such problems to
a certain extent, depending on the structure of the research.

The peer-oriented responses provided by participants for improving the process were that while
forming peer groups and determining roles, students' academic achievements and their interest in the
course should be taken into account as well as their own desires. This finding was supported by the
previous studies in the literature (Goldschmid and Goldschmid, 1976; Sencar Tokgéz, 2007; Yurttas,
2015). Nevertheless, no information was found in the literature regarding the possibility of maximizing
the efficiency of the process by including same-gender participants in the participants' peer groups.
Similarly, since there were less than six people in the group, the participants' suggestion of three-peer
groups comprised of two tutors and one learner may also be considered as an option. In contrast, it did
not coincide with the belief that two-peer groups were the most effective form of peer tutoring (Yurttas,
2015).

The opinions of participants in the content and other categories suggest that the level of
questions regarding the activity example and instructions can be reduced, and that the content can be
enriched by increasing the number of resources and materials available to peer groups. Furthermore,
providing infrastructure and technical support, especially for cloud computing, will enhance the
efficiency of the process (Masud and Huang, 2012). A further suggestion made by participants in this
context was that the method might be more effective if used in smaller classes, taking into account the
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size of the classes. This is believed to enhance the effectiveness of the process since it will allow the
teacher to more effectively control it.

The CBPT process, therefore, contributes positively to the teaching of programming courses.
Furthermore, it facilitates the development of professional knowledge, skills, attitudes, and values in
pre-service teachers. As a result, the learning and teaching process is transformed into one that is
enjoyable for the participants by promoting communication and cooperation and integrating technology
into the learning and teaching process. The technical competency of participants, the internet connection,
technical difficulties, and peers' interests and desires can all negatively impact the process.

It is recommended that students be given readiness tests on both the course content and the use
of cloud computing tools and completion trainings should be provided prior to implementing the CBPT
process. There is a possibility that technical problems and an insufficient Internet connection could
adversely affect the process. Providing students with infrastructure and technical assistance in the area
of informatics would enhance the efficiency of the process. In light of the fact that peer tutoring can
enable peers to create learning environments and develop teaching, assessment, and evaluation
strategies, such practices can be included in teacher training programs.

In the study, the peer teaching process was carried out in a cloud-based online environment and
the participants were allowed to study face-to-face in addition to the activities in the online environment.
In future studies, the peer teaching process can be carried out only in online environments by limiting
face-to-face interactions and the results can be compared.
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Arastirmanin amaci, 6gretmen adaylarinin bulut tabanli akran 6gretimi hakkinda
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Giris
Glinlimiiz egitim anlayisinda 6grenme sorumlulugunu alarak kendi kendine 6grenme becerisine
sahip bireylere ihtiyac vardir. Egitim siirecinde bunu gergeklestirmek icin 6gretimden ziyade 6grenmeyi
on plana alan uygulamalara ihtiya¢ vardir. Ogrenmeyi merkeze alan bir siirecte ise dgretmenden
beklenen egitsel hedefi gergeklestirirken 6grenci merkezli bir anlayisla egitim durumlarini diizenlemek
(Sahinel, 2005), 6grencinin aktif olacagi yontem ve teknikler uygulamaktir (Giilgek, 2015).

Ogrencilerin dgrenme siirecine aktif olarak katilmalarmi saglayan aktif (etkin) 6grenme
(Akpinar, 2015) yaklagiminda; 6grenciler okuma, konusma, tartisma, uygulama ve problem ¢dzme gibi
islemleri kendi kendilerine yapma olanag1 bulmaktadirlar (Demirel, 2007). Ogrencilerin egitim siirecine
aktif olarak dahil oldugu yontem ve tekniklerden biri akran 6gretim yontemidir (ljeh, 2023; Yasar,
2016).

“Egitim ortaminda ayn1 yas grubundaki veya ayni egitim seviyesindeki 6grencilerin birbirlerine
Ogretmesi” seklinde tanimlanan akran 6gretimi (Goldschmid ve Goldschmid, 1976) egitimin her
kademesinde farkinda olunmadan siirekli olarak kullanilmaktadir (Yurttas, 2015). Ogrencilerin
ogrenmeleri i¢in birbirlerine yardim etmeleri seklinde tanimlananan (Loke ve Chow, 2007; Saju ve
Mathew, 2022) akran Ogretiminde Ogrencilerin birbirlerine Ogretmeleri onlarin iletisim kurma,
ogrendiklerini uygulanabilir hale getirme, kavramlari birbirlerinin anlayabilecegi sekilde agiklayabilme
gibi birgok faydasi olabilmektedir (Can, 2009; Giilgek, 2015). Insanin iggiidiisel olarak dgrendiklerini
baskalarina 6gretme arzusu ile iliskilendirilebilecek akran 6gretimi, 6grencilerin biligsel becerilerinin
gelismesi yaninda duyussal 6zelliklerinin de gelismesine yardimci olur (Mirzeoglu ve Ozcan, 2015;
Sencar Tokgdz, 2007). Ozellikle iiniversite diizeyindeki dgrencilerin kendi 6grenme sorumluluklarini
ele almalarinda 6nemli katkilar saglamaktadir (Yurttas, 2015).

Gelisen internet teknolojileri ve bilgi ¢caginin etkisi ile olusan yeni nesil 6grenme kiiltiiriinde;
gelencksel 6grenme yontemleri yetersiz kalmakta, hizla degisen diinyada yeni medya olanaklari ile
akranla dgrenme daha kolay ve etkili hale gelmektedir (Thomas ve Brown, 2016). Oyle ki internet
teknolojilerindeki bu degisimle 6grencilerin fikir aligverisinde bulunabildigi ve ortak calismalar
yapabildigi mekandan bagimsiz olarak es zamanli ya da es zamansiz 6grenme ortamlari olugsmaktadir
(Corrigan, 2012; Golpek Sari, 2013). Bu baglamda her seyi hizli ve ¢evrimigi bir yapiya doniistiiren
internet teknolojilerinin (Gaikwad ve ark., 2014) egitim ortamlarina sundugu bu imkéanlar goz ardi
edilemeyecek kadar 6nemlidir.

Egitim ortaminda mobil 6grenme, isbirlikli 6grenme ve aktif 6grenme gibi farkli egitsel
faaliyetleri destekleyen ve internete baglh herhangi bir cihaz araciligi ile ihtiyacimiz olan uygulama ve
servislere ulasmamizi saglayan teknolojilerin baginda “Bulut Bilisim” gelmektedir (Saritas ve Uner,
2013; Selvi, 2011). Bulut bilisim son on yilin en aktif teknolojileri arasinda yer almaktadir (Bat1, 2015).
Bireyler bulut bilisim sayesinde dosyalarini internet ortaminda tutabilmekte ve bu sayede istedikleri
zaman internet baglantili bir cihaz ile dosyalarina ulasabilmekte (Gaikwad ve ark, 2014) ve ayni
zamanda dosyalarini diger kullanicilarla paylasarak es zamanli ya da es zamansiz isbirlikli ¢aligmalar
yapabilmektedirler (Horzum ve ark., 2015). Bu alt yap1 ve platformlar egitim ortamlarina gerek yonetim
stireclerinde gerekse egitim siireclerinde 6nemli katki saglamakta ve egitim ortam ve yontemlerinde
birtakim degisimler meydana getirmektedirler.

Egitim siirecinde gerek aktif 6grenme kapsaminda gerekse yapilandirmaci yaklasima dayali
sosyal 6grenme ortamlarina zenginlik kazandiran bulut bilisim sadece sinif i¢i uygulamalarda degil sinif
disi etkinliklerde de dgrencilerin beraber ¢alismalarina imkan saglamaktadir (Horzum ve ark, 2015). Bu
yoniiyle bulut bilisim aktif 6grenme yaklasimini igceren akran Ogretimi uygulamalarinda biiyiik
kolayliklar saglamaktadir. Oyle ki akran Ogretiminde akranlarin birbirleri ile is birligi igerisinde
calisabilecekleri, hem bilgi hem belge anlaminda paylasimlarda bulunabilecekleri ortamlar sunmaktadir.

Bilgi ve iletisim teknolojilerinde degisimler yeni nesil bireylerin ilgilerini ¢ekmekte, teknoloji
ile tanisma seviyelerini kiiciik yaslara kadar indirmektedir. Ogrencilerin bilgi ve iletisim teknolojilerine
olan bu ilgilerini egitim ortamlari ile birlestirmek, onlarn ilgilerini egitim ve 6gretime ¢ekme noktasinda
onemli katkilar saglayacaktir (Yavuz, 2014). Ogrencileri bilgi ¢aginda basarili kilacak dgretmenlerin
egitim ortamlarinda bu yeterliliklere sahip olmasi gerekmektedir (Akilli, 2007). Bu yeterlilikleri
saglamak icin de dgretmenlerin hizmet dncesi aldiklar1 egitimler &n plana ¢ikmaktadir. Ogretmenler
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hizmet Oncesi aldiklar1 egitimde, adaylik siirecinde, bu teknolojilerle tanigmali, bu teknolojileri
faydasiyla zarariyla 6grenmeli ve egitimde uygulamali olarak kullanma hususunda bilgi sahibi
olmalidirlar.

Akran 6gretimi ile ilgili yurt icinde yapilan ¢aligmalarda yontemin akademik basariy: artirdigi
(Yasar, 2016; Akay, 2011; Demirci ve Sekercioglu, 2009; Sencar Tokgoz, 2007; Eryilmaz, 2004),
beceriye yonelik davramis kazandirmada etkili oldugu (Mirzeoglu ve ark., 2014), bilimsel siireg
becerilerini gelistirdigi (Kocakiilah ve Savas, 2013; Savasg, 2011), dgrencilerin yontemin kullanildig
derse (Akay, 2011) ve yonteme karsi tutumlarinin (Demirci ve Sekercioglu 2009; Sekercioglu 2011;
Yigit ve Durukan, 2023) olumlu yonde gelistigi tespit edilmistir. Bunun yaninda 6gretmen adaylarinda
ogretmenlik becerilerini gelistirme, meslekle ilgili eksikleri giderme ve 6grencilerle etkili iletisim kurma
yollarini anlama gibi kazanimlar sagladig1 tespit edilmistir (Can, 2009; Mirzelioglu ve Ozcan, 2015).

Yurt iginde yapilan g¢alismalar incelendiginde akran Ogretim yontemi yliz yilize egitimde
kullanan ¢aligmalar olmasina karsin yontemin online ortamda kullanildig1 bir ¢alismaya rastlanmamaistir.
Akran Ogretiminin online ortama tasindigi yurt disi c¢aligmalar incelendiginde; yontemin G6grenci
basarisini ve akademik performanslarini (Lin ve Yang, 2013; Zulkifli, Halim ve Yahaya, 2018;
Watcharapunyawong, 2018; Tsuei 2017; Tsuei 2012), 6grencilerin derse katilimlarini (Sansone, Ligorio
ve Buglass, 2018; Van Rosmalen ve ark 2008), isbirligini artirdigi (Watcharapunyawong, 2018;
Sansone, Ligorio ve Buglass 2018) ve iletisim becerilerini gelistirdigi (Lin ve Yang, 2013; Evans ve
Moore, 2013) tespit edilmistir. Bunun yaninda ogrencilerin Ogrenme/6gretme stratejilerini
gelistirmelerine  (Gabarre ve Gabarre, 2012) ve sorumluluk duygusu gelistirmelerine
(Watcharapunyawong, 2018) katki sagladigi belirtilmektedir. Arastirmalarda dikkat ¢eken bir diger
nokta ise farkl iilkelerdeki 6grencilerin bu siirece dahil olmalarina imkéan saglamasi (O’Donovan ve
Maruthappu, 2015; Topping ve ark., 2013) ve bu yoniiyle yenilik¢i bir yaklagim ortaya koymasidir.

Alanyazinda erisilen aragtirmalardan yola ¢ikarak bulut tabanli bir ortamda (online) yiiriitiilen
akran 6gretimi ile ilgili sinirli sayida ¢aligmaya rastlanmigtir. Bu baglamda egitim ortamlarinda farkinda
olunmadan kullanilan akran &gretimi yontemini, farkli bir platforma tasiyarak bunun &grenciler
tarafindan deneyimlenmesi ve goriiglerinin incelenmesi egitim ve teknolojinin biitiinlesmesi agisindan
da onemlidir. Bu c¢ergevede; O0gretmen adaylarinin bulut tabanli gergeklestirilen akran &gretimini
deneyimlemeleri ve bu yoOnteme ait goriislerinin belirlenmesi hem egitim ortamlarinin
sekillendirilmesinde yeni ve teknolojik bir yaklasim saglayacak hem de gelecegin Ogrencilerini
yetistirecek olan 6gretmen adaylarinin bu konuda bir farkindalik ve beceri kazanarak yetismelerine katki
saglayacag diisiiniilmektedir.

Arastirmanin temel amaci, 6gretmen adaylarinin bulut tabanli akran 6gretimi ile yapilan
programlama Ogretimine iliskin goriislerinin incelenmesidir. Bu temel amag¢ cergevesinde asagidaki
sorulara cevap aranmustir.

Stirecin sagladig katkilar nelerdir?

Siirecte en ¢cok hosa giden uygulama, durum ya da caligmalar nelerdir?
Siirecte yasanilan zorluklar nelerdir?

Siirecin daha etkili hale getirilmesi i¢in goriis ve 6neriler nelerdir?

Yontem

Arastirma nitel yaklagima dayali durum g¢aligmasi yontemi ile yiiriitiilmiistiir. Durum c¢aligsmasi
bir olay, durum ya da uygulamay1 derinlemesine incelemeye olanak tanir, deneysel bir uygulamay1
gercek yasam kosullarinda kendi dogasinda incelemeye olanak tanir (Yildinim ve Simsek, 2006). Bu
baglamda arastirmada bulut tabanli akran Ogretimine tabi tutulan Ogrencilerin ilgili siirece iliskin
goriiglerine bagvurulmustur.

Calisma Grubu

Amagli 6mmekleme yontemlerinden olusan kolay ulasilabilir kolay oOrnekleme yontemi
kullanilmistir. Kolay ulasilabilir 6rnekleme yontemi arastirmaya hiz ve pratiklik kazandirmak igin
kullanilabilen bir ydontem olarak belirtilmektedir (Y1ildirim ve Simsek, 2013). Bu baglamda aragtirmanin
calisma grubunu bulut tabanli akran 6gretim yontemine katilan gretmen adaylarmdan goniillii olarak
goriis bildiren 31 katilimci olusturmaktadir.
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Veri Toplama Aract

Arastirmada akran gruplarinin bulut tabanli akran 6gretimine iligskin goriislerini ortaya koymak
icin yar1 yapilandirilmis goriisme formu hazirlanmigtir. Gérlisme formu hazirlanirken ilgili alanyazin
taranarak, arastirma sorularina uygun bir form hazirlanmistir. Hazirlanan formun son seklini vermek
icin 3 uzmandan goriis almmstir. Uzman goriisleri sonucunda son sekli verilen yar1 yapilandirilmis
goriige formu ile katilimcilarin siirecin sagladigi katlilar, siirecte yasanilan zorluklar, siirecte en ¢cok hosa
giden uygulama, durum ve ¢alismalar ile siirecin etkili hale getirilmesi i¢in onerileri alinmigtir.

Akran gruplarmin olusturulmasinda arastirmanin yiiriitiildiigii programlama dersine yonelik
basari testi kullanilmistir. Bagari testi Kog (2020) tarafindan doktora ¢alismasinda gelistirilmistir. Yazil
siav seklinde gelistirilen ve 7 maddeden olusan basari testi i¢in hazirlanan dereceli puanlama anahtari
icin puanlayicilar arasi giivenirlik katsayisi 0,99 olarak hesaplanmustir.

Veri Toplama Araclarinin Uygulanmast ve Arastirmanin Yiiriitiilmesi

Katilimeilarin bulut tabanli akran 6gretimine iliskin goriisleri hazirlanan gériisme formu yoluyla
aragtirmaci tarafindan 21 6grenciden yazili olarak alinirken, goniillii 10 6grenci ile de internet {izerinden
hangouts uygulamasi kullanilarak yazili gériisme seklinde goriismeler yapilmistir.

Arastirmanin Yiiriitiilmesi
Arastirmanin yiiriitiilmesine iligkin zaman ¢izelgesi Tablo 1°de sunulmustur.

Tablo 1. Arastirmanin yiiriitiilmesine iliskin zaman ¢izelgesi
Tarih Yapilan Islemler
19.02.2018 — 24.02.2018 e Akran gruplarinin ve rollerin belirlenmesi
e  Akran (Google Classroom) siniflarinin olusturulmasi
e Uygulama hakkinda bilgilendirme toplantisi
o Akran Ogretim Siireci hakkinda bilgilendirme
o Bulut tabanli uygulamalarin (Google Suite
hizmetlerinin) tanitilmasi ve bu araglar1 akran
Ogretim siirecinde nasil kullanacaklari
konusunda bilgilendirme.
e Ogretici roliindeki dgrencilere siireci nasil
yonetecekleri hakkinda yonerge ve bilgilendirmelerin
sunulmasi (6rnek uygulama)

24.02.2018 — 03.03.2018 e  Etkinlik-1 Uygulama Formunun uygulamaya
koyulmas1
e  Akran Grubu ¢aligmalarinin takibi
03.03.2018-10.03.2018 e  Etkinlik-2 Uygulama Formunun uygulamaya
koyulmasi
e  Akran Grubu ¢aligsmalarinin takibi
10.03.2018-17.03.2018 e  Etkinlik-3 Uygulama Formunun uygulamaya
koyulmasi
e  Akran Grubu ¢aligsmalarinin takibi
17.03.2018 — 24.03.2018 e  Etkinlik-4 Uygulama Formunun uygulamaya
koyulmas1
e  Akran Grubu ¢aligmalarinin takibi
24.03.2018 — 31.03.2018 e  Etkinlik-5 Uygulama Formunun uygulamaya
koyulmas1
e Akran Grubu ¢aligmalarinin takibi
09.04.2018 — 20.04.2018 e Katilimcilarin siireg ile ilgili goriiglerinin alinmasi

Akran Gruplarinin belirlenmesi

Akran gruplari olusturulurken 6grenciler akademik basarilarina gore biiylikten kiigiige siralanip
alt ve st olmak tlizere ikiye bolme seklinde yapilmistir. Fuchs, Fuchs ve Kazdan (1999) tarafindan
Onerilen bu yontemde st grupta en yiiksek basariya sahip 6grenci d6gretici roliinii Gistlenirken, alt grupta
en yiksek basariya sahip 6grenci 6grenen roliinde yer alir. Buna gore; arastirmada akran gruplarini
belirlemek i¢in programlama dersi ile ilgili basari testi kullanilmis olup, ¢aligma grubundaki 6grenciler
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basar1 testi puanlarma gore biiyiikten kiigiige siralanarak iki kisma (Ogreten- Ogrenen) ayrilmustir.
Yiiksek not alan 6grenciler, “Ogreten”, diisiik not alan 6grenciler “6grenen” olmak iizere konumlari
belirlenerek her biri karsisindaki ile (1 ile 18 — 3 ile 20 vb.) eslestirilmistir. Ogrencilerinden gelen talep
ve alinan uzman goriisleri neticesinde siirecin daha verimli héle gelmesi ig¢in Ogrencilerin akran
gruplarinda degisiklik talepleri dikkate alinmis rolleri degismemek kosulu ile puanlar1 birbirine yakin
olan 6grencilerin aralarinda grup degisikligi yapmasina imkan saglanmistir. Buna ilaveten derse ikinci
kez kayit yaptiran 6grenciler kendi akranlarinin kendi siniflarindan olmasini istemis ve kendi aralarinda
akran grubu olusturmalarina izin verilmistir (14,15,16 ve 17.gruplar). Olusturulan akran gruplarn ve

eslestirmeler Tablo 2’de sunulmustur.

Tablo 2. Akran gruplarinin olusturulmasi ve eslestirme

Gruplar Ogrenci Puan Rolii Ogrenci Puan Rolii

1.Grup OGR1 100 Ogreten OGR18 56 Ogrenen
2.Grup OGR2 91 Ogreten OGR19 56 Ogrenen
3.Grup OGR3 87 Ogreten OGR20 32 Ogrenen
4.Grup OGR4 85 Ogreten OGR21 49 Ogrenen
5.Grup OGR5 84 Ogreten OGR22 43 Ogrenen
6.Grup OGR6 76 Ogreten OGR23 41 Ogrenen
7.Grup OGR7 74 Ogreten OGR24 53 Ogrenen
8.Grup OGRS 68 Ogreten OGR25 43 Ogrenen
9.Grup OGR9 67 Ogreten OGR26 29 Ogrenen
10.Grup OGR10 67 Ogreten OGR27 28 Ogrenen
11.Grup OGR11 60 Ogreten OGR28 26 Ogrenen
12.Grup OGR12 58 Ogreten OGR29 24 Ogrenen
13.Grup OGR13 58 Ogreten OGR30 17 Ogrenen
14.Grup OGR14 30 Ogreten OGR31 23 Ogrenen
15.Grup OGR15 27 Ogreten OGR32 9 Ogrenen
16.Grup OGR16 23 Ogreten OGR33 3 Ogrenen
17.Grup OGR17 20 Ogreten OGR34 6 Ogrenen

Gerekli egitimlerin verilmesi

Uygulama oOncesinde &grencilerin bulut tabanli uygulamalarin yer aldigi Google Suite
platformunda “@edutek.xxxx.edu.tr* uzantili kullanici hesaplari olusturulmus uygulama igin belirlenen
akran gruplan i¢in Google Classroom uygulamasi ile sanal siniflar tanmimlanmigtir. Tanimlanan
siniflarda 6grenciler akran 6gretim siirecinde sahip olduklari rollere gore sinifta 6gretmen ya da 6grenci
olarak yer almiglardir.

Katilimcilarin ilgili hesaplarii aktif hale getirmesinden sonra, bulut tabanli uygulamalar
Google Suite uygulamalar1 (YouTube, E-posta, Drive, Hangouts, Dokiimanlar, E-tablolar, Slaytlar,
Sites, Takvim, Keep, Gruplar, Classroom) hakkinda bilgiler verilmistir. Daha sonra yapilacak akran
Ogretimi ve bu siiregte aldiklari rollere iligkin gorevleri hakkinda bilgilendirmeler yapilmis, bu siirecte
bulut tabanli uygulamalar1 nasil kullanabilecekleri konusunda egitimler verilmistir. Siirece yonelik
ornek caligmalar yapilmigtir.

Olusturulan akran gruplarinda iletisimi kolaylagtirmak i¢in 6gretim elemaninin da dahil oldugu
hangouts goériisme gruplari olusturulmustur. Ayrica 6gretici roliine sahip akranlarin iletisimi igin ayr
bir sanal siif olusturulmustur. Bu smifta uygulama siirecinde gerekli goriilen durumlarda 6gretici
roliine sahip akranlarin birbirlerine 6rnek uygulamalarin ¢dziimii noktasinda yardimci olmalar
saglanmistir. Akranlarin doniitlerinin yetersiz kaldigi durumlarda 6gretim elemani (arastirmaci) devreye
girerek yonlendirmelerde bulunmustur.

BTAQO siirecinin yiiriitiilmesi

Akran gruplarinin etkinlik 6érneklerinde yer alan uygulamalar tizerinde ¢aligmalari {i¢ agama
(hazirlik, uygulama ve degerlendirme) seklinde gerceklesmektedir. Bu siiregte akran gruplarina yol
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gosterici (problem ¢ézme siirecine uygun) olarak cevaplayabilecekleri sorular olusturulur, siireci nasil
organize edebilecekleri hakkinda ipuglari verilir.

Hazirlik

Hazirlik agsamasinda akran gruplarinin kendilerine verilen uygulamalarda asagidaki sorulari
birlikte diisiinmeleri / cevaplamalart istenmektedir. Sorularin cevaplanmasinda 6greten roliindeki
akranlar aktif, 6greten roliindeki akranlar rehber roliindedir ve 6greten roliine sahip akranlarin sorularin
cevaplarini vermek yerine akranlarina dogru cevaba yonlendirecek ipucu ve yonlendirmelerle destek
olmalan gerekmektedir. Bu asamada cevaplanmasi gereken sorular asagidaki sekildedir;

1) Verilen problemi gézden gegiriniz
2) Problemde anlamadiginiz yerler var mi1?
a) Oncelikle anlagilmayan noktanin neden kaynaklandigin1 bulmaya ¢alisiniz. (Soru metni,
matematiksel islemler, mantiksal islemler, tasarim)
b) Anlasilmayan noktalar netlesmediginde 6gretim elemanindan yardim aliniz.
3) Problem ¢oziimii i¢in gerekli olanlar neler?
a) Form Tasarimui igin;
1) Form tasariminda kontroller i¢in ayarlamaniz gereken (Properties) 6zellikler var mi1?
ii) Var ise bu Ozellikleri kod boélimiinde mi? yoksa tasarim bolimiinde mi
ayarlayacaksiniz? (not edin ya da ayarlayin)
b) Kodlar1 hangi olay(lar)a yazacaksiniz? (verilen probleme gore belirleyiniz)
4) Koda gegcmeden Once ¢dziimiin algoritmasini olusturunuz.
a) Degiskenlerimiz neler olmali ve nerede tanimlanmali? (Problem yapisina gore karar
veriniz)
b) Hangi islemleri yapmaliy1z?
¢) Islem siras1 nasil olmali1?
5) Problemin ¢6ziimiine en basit ve anlasilir yolu tercih ederek baslayiniz. “Bir problemin birden
fazla ¢oziim yolu oldugunu unutmayiniz.”
6) Bu asamadan sonra problem c¢Oziimii i¢in algoritmamiz olusmus olacaktir. Uygulama
asamasina gegebilirsiniz.

Uygulama

Hazirlik asamasindan sonra problem ¢dziimii i¢in gerekli olan algoritma olusmus olacaktir.
Uygulama asamasinda &grenen roliindeki akrandan beklenen asagidaki sorulari cevaplamasidir.
Ogrenen roliindeki akranlar sorulari cevaplandirirken eksik ya da kararsiz kaldigi durumlarda 6greten
roliindeki arkadasindan yardim alabilmektedir. Ogreten roliindeki akranlar sorulara verilen cevaplart
kontrol eder ve gerekli yerlerde yorum ekleyerek doniit verirler.

1) Problem iyice irdelenir, ¢cozliimii igin gerekli 6n bilgiler nelerdir? (Matematiksel, mantiksal
islem ya da yapilar, form tasarimi vb.)
2) Kullandigimiz kontrollerle ilgili bilmemiz gerekenler var mi1?
a) Problemin ¢oziimii i¢in kontrollerin hangi 6zelliklerini kullanacagiz?
b) Bu ozellikleri; tasarimda (Properties) bir kez ayarlasak yeterli mi? kod bdliimde mi
(degisiklik gosteriyor) kullanmaliy1z?
3) Cozim icin gerekli olan, degisken, islem ve yapilar nelerdir? (Bunlart siralayalim -
Algoritma).
4) Degiskenler neler ve nerede tanimlanmal1?
5) Kodlarimizi hangi olaya (metot) yazmaliy1z? (Kodlar ne zaman calisacak?)
6) Kod yazimina gecebiliriz.

Degerlendirme

Degerlendirme asamasinda; akran gruplari eksiklerinin nerelerde oldugunu kesfeder, eksik
olduklar1 konu / kazanimlar1 gelistirmeye yonelik ¢alismalar yaparlar. Bu siirecte akran gruplarinin
cevaplamasi gereken sorular / yonergeler asagidaki gibidir.

1) Kod yaziminda karsilasabileceginiz farkl tiirden (S6z dizimi - Syntax) hatalari not ediniz ve

iizerinde tartiginiz.
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2) Diger ¢oziim yollarinin neler olabilecegini tartisarak, verilen drnek problemleri farkli yollar
ile cozmeye c¢aliginiz.
3) Coziilmiis 6rnekleri inceleyerek kendi ¢oziimiiniizle karsilastiriniz.

Akran gruplari siirecin tiim agsamalarinda; canli ders, ortak ¢aligsma, duyuru, soru / cevap, farkl
odev etkinlikleri yapmakla birlikte, Google’in sundugu bir¢ok (Youtube, E-posta, Drive, E-tablolar,
Slaytlar, Sites, Takvim, Keep, Gruplar) uygulama / aractan da faydalanabilmektedir.

Aragtirmanin amacina uygun olarak hazirlanan etkinlik 6rnekleri akran gruplarina her hafta bir
etkinlik olacak sekilde bes haftalik siirecte sirasi ile sunulmustur. Akran gruplari bu siirecte kendilerine
haftalik olarak verilen etkinlik 6rnegi belgesi {iizerinde ortak calismalar yapmus, farkli bulut
teknolojilerini kullanarak etkinlik bazinda hedeflenen kazanimlara yonelik kendi isteklerine gore ekstra
caligmalar gerceklestirmislerdir. Akran gruplarimin haftalik olarak yaptiklar caligmalar olusturulan
Classroom siniflari, dokiimanlar, hangouts gruplari ve haftalik goriis formlari ile aragtirmaci tarafindan
siirekli kontrol edilmistir.

Katiimcilarin BTAO siireci ile ilgili goriislerinin alinmasi

Akran dgretim siireci sonunda 6grencilerinin BTAO siireci ile ilgili goriislerini almak icin
hazirlanan goériisme formu kullanilmis, “goniilliiliik esasina” gore 10 6grenci ile internet iizerinden
(hangouts uygulamasi kullanilarak yazili goriisme seklinde) goriismeler yapilirken, 21 6grencinin
goriisii ise yazili olarak alinmustir.

Verilerin Analizi

Arastirmadan elde edilen veriler igerik analizine tabi tutulmustur. Icerik analizinde amag elde
edilen verileri aciklayabilecek kavramlara ve iligkilere ulagsmaya calismaktir (Yildirim ve Simsek,
2006).

Analizin ilk asamasinda elde edilen veriler Nvivo programina aktarilmis ve kodlamalar
gergeklestirilmistir. Kodlamalar yapilirken ii¢c uzmanin (6gretim iiyesi) goriislerine bagvurulmustur.
Ikinci asamada; kodlanan verilerden benzer olanlar uzman goriisii alinarak kategori ve temalara gore
siniflandirtlmistir. Olusturulan kategori ve temalar iki uzman (6gretim iiyesi) tarafindan incelenmis ve
gerekli diizenlemeler yapilmustir. Ugiincii asamada veriler kod, kategori ve temalara gore diizenlenmis,
elde edilen bulgular tablo halinde sunulmustur. Son asamada ise bulgular yorumlanarak rapor edilmistir.

Nitel aragtirmalarin tasarimi, yaklagimi ve veri toplama siiregleri nicel arastirmalardan farkli
oldugundan gegerlik ve giivenirlik saglamak igin farkl olgiitler kullanilmaktadir (Biiytikoztiirk ve ark,
2012). Guba ve Lincoln (1982) i¢ ve dis gegerlik i¢in inandiricilik ve aktarilabilirlik, i¢ ve dis glivenirlik
icin tutarlik ve teyit edilebilirlik kavramlarini kullanmislardir.

Arastirmanin aktarilabilirligini kolaylastirmak icin hazirlik asamasi, uygulama siireci ve analiz
siireci ve diger bilesenler detayli bir sekilde anlatilmigtir. Ayn1 zamanda metin igerisinde dogrudan
almtilara yer verilmistir. Ayrica Daymon ve Holloway (2011) nitel aragtirmalarda dis gecerliligi
saglamak icin teoriye dayali genelleme ile calisma bulgularmin literatiirle iliskilendirilmesini
onermiglerdir. Buna bagli olarak bu arastirmada katilimcilarin her iki gériisme formunda da siirecin ne
tiir katkilar sagladigina yonelik verdikleri cevaplardan elde edilen kodlar uzman goriisii alinarak
ogretmen yeterliklerine (Milli Egitim Bakanligi [MEB], 2017) gore kategorize edilmistir.

Arastirmada tutarlilig1 saglamak icin, veri toplama araglar1 hazirlanmasi, uygulanmasi, analizi
ve diger asamalarda uzman gorislerine bagvurulmustur. Teyit Edilebilirlik i¢in ise veri toplama araglari,
verilerin nasil analiz edildikleri belirtilmis, aragtirmadan elde edilen bulgular farkli arastirmalardan elde
edilen bulgularla birlikte yorumlanmistir. Bununla beraber aragtirmadan elde edilen ham veriler
gerektiginde yeniden incelenebilmesi igin sakli tutularak teyit edilebilirligi saglanmaya calisilmistir.

Arastirmanin giivenirligini artirmak i¢in kodlayicilar arasi1 goriis birligine bakilmigtir (Miles ve
Huberman, 1994). Verilerin analizinden elde edilen kod, tema, kategori ve alintilar iki farklt uzmanin
degerlendirmesine sunulmus, uzmanlardan kod, tema ve kategori uyumlarini ve alintilarin kodlara gore
dagilimlarin1 yapmalari istenmistir. Buna gore kodlayicilar aras1 goris birligi 0.78 olarak bulunmustur.
Bu deger Miles ve Huberman’a (1994) gore kabul edilebilir bir degerdir.
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Bulgular

Aragtirmada, “Ogretmen adaylarmin bulut tabanli akran 6gretimi ile yapilan programlama
Ogretimi hakkindaki goriisleri nelerdir?” seklinde ifade edilen problemle ilgili nitel verilerden elde
edilen bulgular ve yorumlar1 asagida verilmistir.

Siirecin Sagladigi Katkilar ile Ilgili Goviislere iliskin Bulgular ve Yorumlar

Katilimcilarin siire¢ sonunda “Yasadiginiz siirecin (vaptiginiz calismalarin) size ne tiir katkilar
sagladigini/saglayacagim diistiniiyorsunuz?” sorusuna verdikleri cevaplarin analizinden elde edilen
bulgular Tablo 3’de sunulmustur.

Tablo 3. Siirecin sagladigi katkilara iligkin goriiglerin dagilimi
Tema Kategori Kod (Node)
Mesleki Bilgi Alan bilgisi Derse Diizenli Calisma ve Tekrar
Algoritma mantigim gelisti
Eksiklerimi tamamladim
Konulari pekistirme
Bilgileri kalic1 héle getirme

WWhAEFPLPELPNNDNSN|S
Wh BAFPFEPMNMNDDN O™

Pratiklik kazandim
Mesleki Beceri Ogrenme Ortamlar1 Olusturma  Teknoloji Entegrasyonu
Akran Ogretimi
Ogretme ve Ogrenme Siirecini ~ Ogretme Siireci
Yonetme
C")](;me ve Degerlendirme Degerlendirme Siireci 1 1
Tutum ve Degerler Kisisel ve Mesleki Gelisim Ogretmenlik Deneyimi 7T 7
Ogrenmeyi Ogrenme 4 4
Sorumluluk ve Merak duygusu 3 3
Oz giiven ve Oz degerlendirme 2 2
Ogrenme Hiz1 ve Etkililigi 1 1
Derse Ilgi ve Motivasyon 1 1
Farkl1 bakis agis1 kazanma 1 1
Giinliik Yasam ile liskilendirme 1 1
Kendimi Gelistirme 1 1
Tletisim ve Is birligi Iletisim becerisi 5 5
Olagan Dis1 1 1
Katki saglamadi Akran Nedeni ile 1 1

Tablo 3 incelendiginde katilimcilar siirecin en fazla Tutum ve Degerler (f=26) temasinda;
Kisisel ve Mesleki Gelisim (f=21) ve lletisim ve Isbirligi (f=5) kategorilerinde katki sagladigim
belirtmislerdir. Katilimcilarin katki sagladigini belirttigi Mesleki Bilgi (f=15) temasinda; Alan Bilgisi
(f=15) kategorisinde olmustur. Katilimcilarin katk: sagladigini belirttikleri diger bir tema ise Mesleki
Beceri (f=11) olup, Ogrenme Ortamlar1 Olusturma (f=8), Ogretme ve Ogrenme Siirecini Y6netme (f=3)
kategorilerinde olmustur. Bunun yaninda siirecin katki saglamadig1 (f=2) goriisiinde olan iki katilimci

bulunmaktadir.

Alan bilgisi kategorisinde siirecin sagladigi katkilar Derse Diizenli Calisma ve Tekrar (f=8),
Algoritma mantigim gelisti (f=2), Eksiklerimi tamamladim (f=2), Konular1 pekistirme (f=2), Bilgileri
kalic1 hale getirme (f=1) ve Pratiklik kazandim (f=1) seklinde kodlanmistir. Katilimcilarin buna iligkin
verdikleri bilgilerden bazilar; “...algoritma mantigim gelisti” (OGR2), “...verilen etkinlik
orneklerindeki yeni uygulamalari eski ogrendiklerimle iliskilendirmemi sagladi” (OGR4),
“...bilmedigim konular: da ogrenmis oldum” (OGR14) seklindedir.

Ogrenme Ortamlar1 Olusturma kategorisinde siirecin sagladig1 katkilar Teknoloji Entegrasyonu
(f=4) ve Akran Ogretimi (f=4), Ogretme ve Ogrenme Siirecini Y&netme kategorisinde Ogretme Siireci
(f=3), Olgme ve Degerlendirme kategorisinde Degerlendirme Siireci (f=1) seklinde belirtilmistir.
Katilimcilarin buna iligkin verdikleri bilgilerden bazilari; “... etkili olarak google dokiimanlar, hangoust,
google slaytlar vb google iiriinleri iizerinde ¢alismalar hazirlamay sagladi. “(OGR19), “...Ogretme,
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bildiklerimi aktarmak da tecriibe oldu benim i¢in bu yiizden ilerde meslegime katkisi ¢ok fazla olacagin
diistiniiyorum” (OGR1) seklindedir.

Katilicilarin mesleki beceri / 6grenme ortamlar1 olusturma kategorisinde akran Ogretim
yonteminin kullanimi ile ilgili bilgi sahibi olduklar1 ve ydntemi ilerideki meslek hayatlarinda
kullanacaklari noktasinda istekli olduklar1 soylenebilir. Bunun yaninda egitimde teknoloji entegrasyonu
ile 6gretim ortamlarina teknolojik arag gerecleri ve ortamlar1 dahil ederek daha etkili egitim ortamlar
diizenleme noktasinda fayda sagladigi sdylenebilir.

Kisisel ve Mesleki Gelisim kategorisinde siirecin sagladigi katkilar Ogretmenlik deneyimi
(f=7), Ogrenmeyi Ogrenme (f=4), Sorumluluk ve Merak duygusu (f=3), Oz giiven ve 6z degerlendirme
(f=2), Ogrenme Hiz1 ve Etkililigi (f=1), Derse ilgi ve motivasyon (f=1), Farkl1 bakis ag1s1 kazanma (f=1),
Giinliik Yasam ile iliskilendirme (f=1), Kendimi gelistirme (f=1), iletisim ve is birligi kategorisinde
Tletisim becerisi (f=5) seklinde belirtilmistir. Katilimcilarin bunlara iliskin verdikleri bilgilerden bazilari
sOyledir; “...eger istersem kimseden yardim almadan da c¢alismalarin iistesinden gelebilecegimi
gordiim” (OGR9), “..dgrenme, hatirlama, giinliik hayata uygulayabilme vb. katkilar saglayacagini
diistindiim ” (OGR26) seklindedir.

Katilimcilarin tutum ve degerler / iletisim ve is birligi kategorisinde iletisim becerilerinin arttig1
sOylenebilir. Bunun yaninda kisisel ve mesleki gelisimlerine de olumlu katkilar saglamistir. Bunlardan
Ogretmenlik deneyimi, sorumluluk ve merak duygusu, 6z giiven, 6z degerlendirme, derse kars ilgi ve
farkli bakis agilar1 kazanma katilimcilarin siireg igerisindeki goriislerle ortiismektedir. Bunun haricinde
ogretmenlik deneyimi kazanma, 6grenmeyi 6grenme, hizli 6grenme ve dgrendiklerini gilinliik yasam ile
iligkilendirebilme yeteneklerinin gelistigi sdylenebilir. Bu bulgular, akran 6gretiminin duyussal agidan
ozellikle tiniversite dgrencilerinin kendi 6grenme sorumluluklarim {izerlerine alabileceklerini belirten
calismalarla desteklenmektedir (Yurttas, 2015).

Siirecin kendilerine katki saglamadigimi diisinen katilimcilar Katki Saglamadi kategorisinde
Olagan Dis1 (f=1), Akran Nedeni ile (f=1) seklinde goriis belirtmiglerdir. Katilimcilarin bunlara iligkin
verdikleri bilgilerden biri; “...yararli oldugunu diisiiniiyorum fakat akran arkadagimin kolu kirik oldugu
icin pek bir faydali olmadi” (OGR28) seklindedir.

Katilimer gériislerinden hareketle BTAO siirecinde akranlardan herhangi birinin ilgi ve
isteksizliginin siireci olumsuz etkiledigi sdylenebilir. Bunun yaninda siireci olumsuz etkileyebilecek
olagan dis1 (saglik problemleri) sebepler olabilir.

Siirecte En Cok Hosa Giden Uygulama, Durum ya da Calismalarla Ilgili Goriislere Iliskin
Bulgular ve Yorumlar
Katilimcilarin siire¢ sonunda “Siirecte en ¢ok hosunuza giden uygulama, durum ya da ¢alismalar
nelerdi?” sorusuna verdikleri cevaplarin analizinden elde edilen bulgular Tablo 4’de sunulmustur.
Tablo 4. Siiregte en ¢ok hosa giden uygulama, durum ya da ¢alismalarla ilgili goriislerin dagilimi

Tema Kategori Kod (Node) n f
Ogretme ve  Ogretme ve Ogrenme Ogretme hissi 4 4
Ogrenme Stireci Etkinlik Ornegi ve Y&nergeler 2 2
Stireci Farkl 6rnekler gormek 2 2
Oz giivenimin artmasi 2 2

Kolaylastirmasi 1 1

Akran tarafindan sunulan materyaller 1 1

Zengin Calisma Ortam1 sunmasi 1 1

Tletisim ve Akranla Iletisim Arkadaslik iliskilerini gelistirmesi 2 2
Etkilesim Cekimserlik duymamak 1 1
Fikir farkliliklar 1 1

Yardim almak 1 1

Farkli ¢6ziim yollar1 1 1

Ogretim Elemant ile Zaman serbestligi 2 2

Iletisim Samimi 1 1

Teknoloji Teknoloji Entegrasyonu  Google Araglarin1 Kullanmak 9 10
Entegrasyonu Uzaktan egitim deneyimi 3 3
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Tablo 4 incelendiginde katilimcilarin siiregte en ¢ok hoslarina giden uygulama, durum ya da
calismalar hakkindaki goriislerinin Ogrenme ve Ogretme Siireci (f=13), iletisim ve Etkilesim Temasinda
(f=9) ve Teknoloji Entegrasyonu (f=13) temalarinda oldugu goriilmektedir.

Katilimcilarin Ogrenme ve Ogretme Siireci tema/kategorisindeki goriisleri; Ogrenme hissi
(f=4), Etkinlik Ornegi ve Y&nergeler (f=2), Farkli 6rnekler gérmek (f=2), Oz giivenimin artmasi (£=2),
Kolaylastirmasi1 (f=1), Akran tarafindan sunulan materyaller (f=1), Zengin Caligma Ortami sunmast
(f=1) seklinde belirtilmistir. Katilimcilarin bunlara iligkin verdikleri bilgilerden bazilari; “...Birilerine
bir sey dgretebilmek giizel bir sey” (OGR3), “...hi¢ islemedigimiz ya da hi¢ gérmedigimiz sorular
¢ozmek hosuma gidiyordu” (OGR14) seklindedir.

BTAO ’de katilimcilarin 6grenme ve dgretme siirecinde dgretme hissi, 6z giiven kazanma,
etkinlik 6rnekleri ve yonergeler sayesinde diizenli ¢aligmak ve akran tarafindan sunulan farkli 6rnekler
iizerinde ugrasmak onlarin derse ve siirecte hoslarina giden durumlar olarak nitelendirilebilir.

Katilimcilarin iletisim ve etkilesim temasinda Akranla iletisim kategorisindeki goriigleri
Arkadagslik iliskilerini gelistirmesi (f=2), Cekimserlik duymamak (f=1), Fikir farkliliklar1 (f=1), Yardim
almak (f=1) ve Farkli C6ziim yollar1 (f=1) iken Ogretim Eleman: ile Iletisim kategorisinde Zaman
serbestligi (f=2) ve Samimi (f=1) seklinde belirtilmistir. Katilimcilarin bunlara iliskin verdikleri
bilgilerden bazilari; “...¢cekimserlik duymuyor olmak siirecte iyi hissettirdi” (OGR20), “...zaman
stkintist olmadan hocamla iletisim kurabildim...” (OGR6) seklindedir.

BTAO siirecinde katilimcilarm arkadashk iligkilerinin gelismesi, akranlari ile iletisimde
cekimserlik duymamalari, fikir farkliliklarinin olmasi, rahat bir sekilde yardim ve destek alabilmeleri
siiregte hoslarina giden durumlardir. Bunun yaninda akranlar bu siiregte 6gretim elemani ile de esnek
zaman dilimi igerisinde iletisim kurabilmeleri siirecten hoslanmalarina sebep olan faktoérler arasinda
sayilabilir.

Teknoloji Entegrasyonu tema/kategorisindeki goriisler Google Araglarin1 Kullanmak (f=10) ve
Uzaktan egitim deneyimi (f=3) seklinde belirtilmistir. Katilimcilarin bunlara iligkin verdikleri
bilgilerden bazilari; “...Hosuma giden kisimlart google uygulamalarint kullanmayr dégrenmis olmak,
classroom gibi uygulamalarin varligindan haberdar olmak ve en giizeli oturdugumuz yerden ogrencileri
vonlendirebilecegimizi ve odevlendirebilecegimizi dgrenmekti” (OGR12), “..Sirecte akrammla
yaptigimiz soru cevaplar, ekran paylasimlari, hongouts gériismeleri bilgi alisverisinde bayag etkili
oldu. Bunlart begendim” (OGR16) seklindedir.

Katilimcilarin siiregte hoslarma giden bir diger husus bulut bilisimdeki Google araglarini
Ogrenerek, bu araclar lizerinden uzaktan egitim deneyimi yasamak olmustur.

Siirecte Yasanilan Zorluklarla ilgili Gorviislere Iliskin Bulgular ve Yorumlar

Katilimcilarin siire¢ sonunda “Siirecte en ¢ok zorlandiginiz uygulama, durum ya da ¢alismalar
nelerdir?” sorusuna verdikleri cevaplarin analizinden elde edilen bulgular Tablo 5’de sunulmustur.

Tablo 5. Siiregte yaganilan zorluklarla ilgili goriislerin dagilimm

Kategori Kod
Akran Odakl Iletisim
Roller
Zaman uyumu
Ilgisizlik
Kisisel Bazi uygulamalar (6rnekler)

Konu Eksigi (Hazirbulunugluk)
Google araglarini kullanmak
Derse devam

Interneti baglantist

Donanim problemleri

Ogrenme ve Ogretme Siireci Ogretim becerisi

Teknik Beceri ve Aksakliklar

Rl ON P WP WWO|IS
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Tablo 5 incelendiginde katilimeilarin siiregte yasanilan zorluklarla ilgili goriislerinin Akran
odakli (f=11), Kisisel (f=12), Ogrenme-Ogretme Siireci (f=1) ve Teknik beceri ve aksakliklar (f=7)
kategorilerinde oldugu goriilmektedir.

Katilimeilarin Akran odakli yasadiklari zorluklar ile ilgili goriisleri Iletisim (f=6), Roller (f=4),
Zaman uyumu (f=3) ve Ilgisizlik (f=1) seklinde belirtilmistir. Katilimcilarin bunlara iliskin verdikleri
bilgilerden bazilari; “...Akrammla iletisime ge¢mekte zorlandim” (OGR8), “...Akrammla zaman
uyusmazlhig agisindan ¢ok zorlandim” (OGR10) seklindedir.

Katilimcilarin kisisel olarak yasadiklari zorluklar ile ilgili goriisleri Bazi uygulamalar (6rnekler)
(f=6), Konu eksigi (Hazirbulunusluk) (f=4), Google araclarin1 kullanmak (f=4) ve Derse devam (f=2)
seklinde belirtilmistir. Katilimcilarin bunlara iliskin verdikleri bilgilerden bazilart; “En zor durum akran
arkadasumin bazen ¢ok farkli sorularina karsi karsiya kalabiliyordum :) bu neden zor o konu igin
eksigim olunca acaba nasil bir cevap verebilirim veya nasil bir sey yapabilirim diye boyle sikinti
yasadim” (OGR6), “...Bazi derslere giremedigim i¢in uygulamalart yapamadigim oluyordu...” (OGR5)
seklindedir.

Katilimcilarin Teknik aksakliklar olarak yasadiklari zorluklar ile ilgili goriisleri Interneti
baglantis1 (f=6) ve Donanim problemleri (f=1), Ogrenme ve Ogretme siirecinde olarak yasadiklari
zorluklar Ogretim becerisi (f=1) seklinde belirtilmistir. Katilimcilarin bunlara iliskin verdikleri
bilgilerden bazilari; “Sadece internet sikintisi ¢ektim” (OGR22), “..bazen de akranimin
bilgisayarindaki ses donammindan kaynakli hangoust goriismelerimizde sikinti oldu” (OGR22)
seklindedir.

Katilimcilarin kisisel olarak yasadigi zorluklar, ilgili derse yonelik konu eksigi, bulut araglarini
kullanmadaki eksiklikler ve derse devam sorunudur. Katilimecilarin siiregte gordiikleri farkliliklarda
belirttikleri gibi bulut bilisim araglar1 ile yeni tanismis olmalari, bu araglar1 kullanma noktasinda da
zorluk yagamalarina sebep olmustur.

BTAO yénteminde katilmcilarm bulut bilisim kaynakli olarak karsilasabilecegi zorluklarin
internet baglantisi, teknik problemler, bulut araglarmi kullanma yeterliligi, akran 6gretimi kaynakli
olarak da akranlarin ilgi ve isteksizlikleri, iletisim ve hazirbulunusluk oldugu soylenebilir.

Siirecin Daha Etkili Hile Getirilmesi icin Giriis ve Onerilere Iliskin Bulgular ve Yorumlar

Katilimeilarin siireg sonunda “BTAO siirecinin daha etkili héle getirilmesi icin goriis ve
onerileriniz nelerdir?” sorusuna verdikleri cevaplarin analizinden elde edilen bulgular Tablo 6’da
sunulmustur.

Tablo 6. Siirecin daha etkili hale getirilmesi i¢in goriis ve dnerilere iligkin goriiglerin dagilim
Kategori Kod
Akran gruplari Akran eslestirmeleri
Cinsiyet uyusmasi
Derse ilgili kisilerle yiiriitiilmeli
Akran rolleri
Grup biiyiikliikleri
Ogretim Siireci Siirecin takibi
Siiresi uzatilabilir
Ozgiir bir galisma ortami
Calisma zamani belirlenmeli
Daha eglenceli hale getirilebilir
Odiil ceza
Ogreten grubun letisimi
Icerik Etkinlik 6rnekleri ve yonergeler
Ek kaynak ve materyaller
Farkli icerikler hazirlanabilir
Diger Sinif mevcudu
Teknik alt yap1 destegi
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Tablo 6 incelendiginde katilimcilarin siirecin daha etkili hale getirilmesi ile ilgili goriis ve
onerileri Akran gruplan (f=17), Ogretim siireci (f=13), Igerik (f=4) ve Diger (f=2) kategorilerinde
oldugu goriilmektedir.

Katilimcilarin Akran gruplar kategorisindeki goriisleri; Akran eslestirmeleri (f=8), Derse ilgili
kisilerle yiiriitiilmeli (f=3), Cinsiyet uyusmas1 (f=3), Akran rolleri (f=2) ve Grup biiyiikliikleri (f=1)
seklinde belirtilmistir. Katilimeilarin bunlara iliskin verdikleri bilgilerden bazilari; “...ben yeterince
etkili oldugunu diisiiniiyorum fakat akran eslesmeleri yapilirken hemcinslerin aym gurupta olmasi
siiregteki ¢alismalart daha olumlu etkileyecegini diistiniiyorum” (OGR19), “...bence dgretmen ve
ogrenci haftalik yer degismeli ogrenci ogretmen oldugunda 6gretmeninden bekledigi seyleri uygular,
ogretmende bu durumu anlayip ona gére haftasini planlar” (OGR24) seklindedir.

Katilimeilarin Ogretim Siireci kategorisindeki goriisleri; Siirecin takibi (f=4), Siiresi uzatilabilir
(f=2), Ozgiin bir ¢aligma ortami (£=2), Ogreten grubun iletisimi (f=1), Daha eglenceli hale getirilebilir
(f=1), Calisma zamani belirleme (f=1) ve Odiil ve ceza (f=1) seklinde belirtilmistir. Katilimcilarin
bunlara iligkin verdikleri bilgilerden bazilari; “Siire¢ dersin hocasi tarafindan daha iyi takip edilirse
bence daha iyi olur” (OGR14), “Ogrenciler bu etkinligi sevmiyor ¢iinkii zor geliyor ashnda etkili oluyor
ama farkinda degiller. Bence bu etkinlik eglenceli hdle getirilmeli tiniversite ogrencisi bile olsa oyun
vb. seyler dikkatini ¢cekiyor” (OGR23) seklindedir.

Akran 6gretim siirecindeki grup ¢aligmalarinin takibi ve yapilacak rehberlikler, siireci etkili hale
getirmektedir (Demirel, 2007). Bu baglamda katilimeilarin siirecin etkili hale getirilmesi i¢in belirttikleri
goriiglerle uyusmaktadir. Katilimcilar, ayn1 zamanda bes hafta siiren uygulama siiresinin doneme
yvayiumast gerektigi diislincesine sahiptir. Bu bulgu siirecin etkili oldugu; fakat siirece yayilmasinin
Ogrencilere daha fazla katk: saglayacagini diisiinmelerinden kaynaklaniyor olabilir. Bir diger goriis olan
O0zglin c¢alisma ortaminin saglanmasi goriisii baz1  katilmcilarin  isteksizligi fakat dersin
degerlendirmesinde yer aldigi diislincesiyle zorunlu olarak siireci devam ettirdikleri seklinde
yorumlanabilir.

Ortak ¢alisma zamani belirlenmeli goriisii, BTAO niin zaman ve mekan noktasinda esnek bir
caligsma ortami sunmasi ile manidar bir sekilde ters diismektedir. Bu goriigiin akranlarin siireg igerisinde
karsilastiklar1 zorluklardan, zaman uyusmazligi goriisiinden kaynaklandigi sdylenebilir. Son olarak bu
kategoride siirecin etkililigi icin daha eglenceli hale doniistiiriilmesi noktasinda akran goriisleri ile
paralel olarak siirece dersin hedefleri dogrultusunda oyun etkinliklerinin yerlestirilmesinin faydali
olacag diistiniilmektedir.

Katilimeilarin Icerik kategorisindeki goriisleri; Etkinlik ornekleri ve yonergeler (f=2), Ek
kaynak ve materyaller (f=2), Diger kategorisindeki goriisleri Smif mevcudu (f=1) ve Teknik alt yap1
destegi (f=1) seklinde belirtilmigtir. Katilimcilarin bunlara iliskin verdikleri bilgilerden bazilari,
“..daha ¢ok kaynak saglanabilir ve yonlendirmeler artirtlabilir” (OGR26), “...Stire¢ icin gerekli olan
alt yapulart olusturulursa her iki tarafta da internet bilgisayar varsa” (OGR16) seklindedir.

Tartisma, Sonug ve Oneriler

BTAO yonteminin dgrencilerin alan bilgilerini artirdigi ve dgrenme ve uygulama siireclerini
verimli hale getirdigi sdylenebilir. Benzer sekilde Chu ve ark. (2017), Lin ve Yang (2013), Tsuei (2017),
Tsuei (2012), Watcharapunyawong (2018) ve Zulkifli ve ark. (2018) c¢evrim i¢i akran &gretiminin
ogrencileri 6grenme siirecinde daha aktif hale getirdigini ve akademik performanslarini artirdigin
belirtmektedirler.

Akran 6gretim siirecinde 0gretici roliinde olan 6grenciler mesleki yeterliliklere sahip degildirler
(Yurttag, 2015). Bulut bilisim ile zenginlestirilen bu yontemin o&zellikle 6gretmen adaylarina
ogretmenlik mesleginin gerektirdigi yeterliklerin (MEB, 2017) saglanmasi noktasinda, mesleki bilgi,
mesleki beceri ve tutum degerler yeterlik alanlarinda gesitli katkilar saglamaktadir. Gabarre ve Gabarre
(2012) ve Goldschmid ve Goldschmid (1976) akran ogretim siirecinde ozellikle gretici roliindeki
akranlarin Ogretme stratejilerini kullanma becerilerine sahip olmasi gerektigini vurgulamaktadir.
Aragtirmadan elde edilen bulgularla siirecin Ogretici roliindeki Ogrencilerin 6gretme stratejileri
gelistirmelerine ve Olgme degerlendirme etkinlikleri hazirlama ve kullanmada katki sagladig
sOylenebilir.
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Akran dgretim siireci 6grenme siirecini eglenceli hdle doniistiiren bir yontemdir (Al-Hebaishi,
2017; Griffin ve Griffin, 1997; Loke ve Chow, 2007; Schunk, 2011; Tiirkmenoglu ve Bastug, 2017). Bu
baglamda BTAO siireci de 6grencilerin akranlari ve dersin sorumlu hocasi ile rahat iletisim kurmalari,
farkli 6rnek ve uygulamalar iizerinde ¢alisarak ve farkli fikirler edinmeleri, 6z giiven ve teknolojik
yeterliklerini artirmalar1 6grenme ve 6gretme siirecini eglenceli hale doniistiirmeyi saglamaktadir.

Unver ve Akbayrak (2013)’1n yaptiklari calismada akran 6gretiminin sadece bilissel kazanimlari
saglamada degil; psikomotor ve duyussal becerin kazandirilmasinda da etkili oldugu, siireg icerisindeki
olumlu atmosferin 6grencilerin kendi 6grenme sorumluluklarini {istlenmelerinde ve oto kontrollerini
saglamada etkili oldugu vurgulanmaktadir. Benzer sekilde arastirma bulgularina dayali olarak, BTAO
stirecinin katilimcilara akranla c¢alisma, bulut tabanli bir ortamda calisma ve Ogretici roliinde olan
akranlar i¢in bu rolde olmanin sosyal anlamda olumlu duygular hissetmelerine sebep oldugu
sOylenebilir. Bunun yaninda bireysel anlamda 6gretmenlik hissi, 6z giiven ve sorumluluk duygularinin
onlar1 calismaya sevk ettigi ve 6grenme siirecini eglenceli hale doniistiirdiigii seklinde diisiiniilebilir. Bu
bulgular alanyazindaki ¢aligmalarla ortiismektedir (Rutherford ve ark., 2017; Tran ve ark., 2023).

Katilimcilarin siiregte yasadiklari akran odakli zorluklarin akranlart ile iletisim kurmada, birlikte
calismak icin ortak zaman belirleyememe ve akranlardan birinin isteksizligi oldugu sdylenebilir.
Aslinda bulut tabanli bir ¢aligma ortaminda ortak ¢alisma zamani belirlemeden de akranlar ¢caligmalarini
yiiriitebilmektedirler; fakat katilimeilarin bunu zorluk olarak belirtmesinin sebebi es zamanl ya da yiiz
yiize ¢alismaya da gerek duyduklar seklinde yorumlanabilir. Katilimcilarin belirttigi bir diger zorluk
ise dgretici roliinde olmak seklindedir. Katilimeilarin ifadelerine goére, 6gretici roliinde olmak 6grenen
roliindekilere nazaran daha fazla yiik getirmektedir. Bu Ogretici roliindeki ogrencilerin kendi
Ogrenmesinin yani sira, grenen roliindeki akranina uygun doniit verme, uygun kaynaklara ulagmasini
saglama ve onun ¢alismasini yonlendirme gibi siirecleri igerdigi (Goldschmid ve Goldschmid, 1976)
i¢in olabilir. Akran 6gretim siirecinde 6gretici roliindeki 6grencilerin d6gretme stratejileri kullanmalari
onem arz etmektedir. Bunlar1 saglamak icin &gretici roliindeki 6grencilerin egitimi dnemlidir (Ali ve
Anwer, 2015; Tiirkmenoglu ve Bastug, 2017). Bir diger sebebi ise arastirmanin yiiriitildiigi
programlama dersinin dgretilmesinde yasanan zorluklardan kaynaklanabilir (Arabacioglu, Biilbiil ve
Filiz, 2007; Imal ve Eser, 2009; McCauley ve ark., 2015; Ozmen ve Altun, 2014).

Bulut bilisimde en temel sorunlardan biri internet baglantisidir (Islam ve ark, 2017; Pocatilu ve
ark., 2010). internet baglantisinda yasamlan sikintilar ve baglant1 hizimin diisiik olmasi siireci olumsuz
etkileyebilmektedir. Bunun yaninda katilimcilarin siirece dahil olacaklari elektronik araglardan kaynakli
donanim ve yazilim problemleri de siireci olumsuz etkileyebilmektedir (Tran ve ark., 2023).
Aragtirmanin yapisina baglh olarak siirecin yiiz yiize ¢alismalara da imkén saglamasi bu ¢alismada bu
tiir sikintilar1 bir nebze azalttig1 seklinde diisiiniilmektedir.

Katilimeilarin siirecin daha etkili hale getirilmesi igin akran odakli verdikleri cevaplar akran
gruplar olusturulurken ve roller belirlenirken 6grencilerin akademik basarilar1 yaninda derse ilgileri ve
kendi istekleri de g6z oOniinde bulundurulmas: seklindedir. Bu bulgu, literatiirdeki c¢aligmalarla
desteklenmektedir (Goldschmid ve Goldschmid, 1976; Sencar Tokgdz, 2007; Yurttag, 2015). Fakat
katilimeilarin akran gruplarinda hemcinslerin olmasinin siireci daha verimli hale getirecegi ile ilgili
literatlirde herhangi bir bilgiye rastlanmamistir. Ayni sekilde grup biiyiikliikleri i¢in katilimeilarin iki
Ogreten bir O6grenenden olusan ii¢lii akran grubu Onerisi, grubun alt1 kisiden az olmasi sebebiyle
denenebilir bir yontem olarak diisiiniilebilir. Fakat akran Ogretiminde ikili gruplarin en avantajh
uygulama sekli oldugu goriisii (Yurttas, 2015) ile ortiismemektedir.

Katilimcilarin igerik ve diger kategorilerinde verdikleri goriislerden, etkinlik Ornegi ve
yonergelerle ilgili olarak sorularin seviyesi diigiiriilebilir, akran gruplarina sunulan kaynak ve
materyallerin sayilar1 artirilarak igerik zenginlestirilebilir. Bunun yaninda 6zellikle bulut bilisim igin alt
yap1 ve teknik destegin verilmesi siireci daha da etkili hale doniistiirecektir Masud ve Huang (2012).
Katilimeilarin bu kapsamda belirttikleri bir diger dneri ise sinif mevcutlarinin dikkate alinarak yontemin
daha kiiciik siniflarda kullanilmasinin etkili olacag: yoniindedir. Bunun yukarida bahsedilen dnerilerden
dersin Ogretmeninin siireci daha iyi kontrol etmesine olanak saglayacagindan siireci etkili hale
dondstiirecegi diisliniilmektedir.
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Sonug olarak BTAO siireci programlama dersinin dgretiminde olumlu katkilar saglamaktadir.
Bunun yaninda 6gretmen adaylarina mesleki bilgi, mesleki beceri ve tutum ve degerler noktasinda
yeterlikler kazandirmaktadir. Programlama 6gretiminde katilimcilara iletisim ve is birligi, teknoloji
entegrasyonu noktasinda katkilar saglayarak Ogrenme ve Ogretme silirecini eglenceli hale
doniistiirmektedir. Siirecte katilimcilarin teknik yeterlikleri, internet baglantisi, teknik problemler,
akranlarin ilgi ve istekleri, alan bilgisi noktasinda hazirbulunusluklar1 siireci olumsuz
etkileyebilmektedir.

BTAO siirecini uygulamadan 6nce 6grencilere hem dersin igerigi hem de bulut bilisim araglarim
kullanmalar1 hususunda hazirbulunusluk testlerinin uygulanmasi ve tamamlama egitimlerinin verilmesi
onerilebilir. BTAQ siirecince internet baglantisi ve teknik problemler siireci olumsuz
etkileyebilmektedir. Siirecin verimliligi i¢in 6grencilere bilisim alaninda alt yapi1 ve teknik destek imkéam
saglanabilir. Siirecin 6zellikle 6gretici roliindeki akranlarin 6grenme ortamlari olusturmalarina, 6gretme
ve Olgme degerlendirme stratejileri gelistirmelerine olanak sagladig: diisiiniilerek, 6gretmen yetistirme
programlarinda bu tarz uygulamalara yer verilebilir.

Arastirmada Akran 6gretim siireci bulut tabanli online ortamda gergeklestirilip katilimcilarin
online ortamdaki etkinliklere ek olarak yiiz yiize calisabilecekleri ortamlara izin verilmistir. ileride
yapilacak ¢aligmalarda akran 6gretim siireci yliz yiize etkilesimler sinirlandirilarak sadece gevrimigi
ortamlarda gergeklestirilip sonuglar karsilastirilabilir.
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Introduction

While Diinder (2018: 4-6), 'Philosophy for children or children for philosophy?' was searching
for an answer to the question, he actually thinks about how children, the only beings who recklessly
increase the act of knowing in their daily lives, transform their learning into a magical state thanks to
their sense of curiosity. After all, we agree that we need a pedagogy that will hear what they think, that
will enable them to be themselves, think originally and not lose their creativity while building the
future, without just imposing their own ideas on them. According to Yarkin (2018: 18), “philosophy
accepts being a child only as the courage to ask questions, and an adult as the courage and effort to
seek answers.” When we consider Aristotle’s 'Philosophy begins in wonder' argument, in this context,
it becomes clear how philosophy is the work of children.

When we look at the first practices of philosophy as children's work, that is, philosophy for
children, in the world, the fact that the above discussion dates back to 1976 (Lipman, 1976; Matthews
1976) draws attention to the fact that the issue is not an issue of the century we live in - the new
millennium - but of the twentieth century. The issue began to be questioned in the first studies, and
Metaphilosophy journal prepared a special issue of philosophy for children in those years. As is not
surprising, the main actors of this work are Lipman and Matthews with their writings.

In the first work published by UNESCO when determining the aims of philosophy studies for
children (Goucha, 2007), philosophy was given a truly meaningful and appropriate meaning through
the metaphor of 'school of freedom'. In this study, Goucha (2007: ix-15) discusses philosophy for
children with the following comment:

Philosophy, as a method, a procedure, a teaching process, enables each individual to
develop questioning, comparison and conceptualization skills. What is the teaching of
philosophy if not the teaching of freedom and critical reasoning? Philosophy implies
exercising freedom through thinking, because it is a matter of not just expressing ideas
but making rational judgments, because it is not just a matter of knowing, but also of
understanding the meaning and principles of knowing. The primary concern of
philosophy for children is to develop reasoning skills, a critical mind, and the capacity
for self-reflection in children and youth. Such skills can be learned through the rational
application of the scientific approach and the rigor of constructing scientific evidence.

During philosophy studies with children, it is seen that thinking and questioning exercises with
children's books or reading texts have a positive effect on children's reading comprehension (Imani,
Ahghar, Seif Naraghi, 2016; Safriyani & Mustofa, 2021), improve the critical thinking skills of readers
at low reading levels (Jenkins & Lyle, 2010; Fletcher, 2020), and are highly effective in developing
both cognitive and non-cognitive skills (Ventista, 2019). The shortcomings of today's education
system in instilling reading habits in children are explained by literary historian Cevdet Kudret: 'If
schools can inculcate reading habits, it is okay if they do nothing else.' (Cigek, 2017: 10), it becomes
even more meaningful. Although the phrase "even if it doesn't bring anything else” may seem a bit
ironic in this context, the intended message emphasizes that reading comprehension is very important
in the development of children's thinking. Studies focusing on teaching philosophy through children's
literature (Wartenberg, 2009; Costello, 2011; Yilmaz & Bilican, 2021; Kulkul, 2023) agree that
children’s books improve children's reading skills. It can be thought that such a deprivation is due to a
teachers' lack of equipment in children's literature or the fact that they do not include children's
literature much in their teaching activities, and this situation disrupts the acquisition of reading culture
and habit. Benefiting from the suggestions of children’s literature science in education and using more
children's books in learning and teaching processes can be considered as a solution to this problem
(Lukens, Simith, & Coffel, 2013). Turkish children's literature terminology also has valuable works
(Demiray, 1977; Goksen, 1985; Oguzkan, 1987; Dilidiizgiin, 1996; Nas, 2002; Sever, 2008 and Sirin,
2019) that support this idea. These works simply introduce children's books but do not generally
include an explanation of their use in teaching.
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It is seen that philosophy studies for children based on children's books vary in terms of
philosophy disciplines. While some children's books deal with more general philosophical inquiry
such as metaphysics, epistemology, logic, ethics and value, and aesthetics, it can be said that some of
them focus on more specific fields of inquiry, such as philosophy of language, philosophy of science,
and political philosophy. The field of environmental philosophy is one of them and there are many
children's books written on this subject.

Costello (2011: 252), who is known for his philosophy studies for children using children's
literature, sees it as possible that today's technology children, who read Shel Silverstein's The Giving
Tree (Silverstein, 2020), will find more technological solutions to nature's problems in terms of
establishing relationships with nature and protecting nature, which seems possible for children who are
increasingly exposed to technological forms of education, learning, and environmental encounters.
The Giving Tree, which is mentioned with considerable references in the literature (Miller, 2011,
Radeva, 2011) for helping children approach environmental problems more sensitively and gaining
awareness of protecting nature, is valuable for children to develop environmental philosophy. In this
book, it is thought that the Giving Tree can help develop alternatives to calculative and technological
ways of relating to nature. Since the book met with its readers, it has also inspired the writing of other
philosophical books for children that make them question the damage done to the world and its nature.

Challenging the idea of the West or all people in the past that nature is a resource for people,
Bonnett (2020) says that it is possible to question our own existence in nature or leave nature under its
own control, and in order to do this, we need to rely on environmental awareness, nature itself and the
philosophy of education that we need. Therefore, he thinks that we need to establish a new and
different relationship with nature. Philosophizing for nature, thinking more educationally for nature.

It was difficult to predict whether the atomic bombs dropped in the Second World War would
be a new technological production or a future nightmare for the world. Today, we can read about this
nightmare in children's books, from Coerr's Sadako (Coerr, 2010). Wall (2003), who discusses the
protection of nature with political and philosophical arguments, again seeks an answer through science
to the question of whether the technology created by humans through science will harm or benefit
nature. To eliminate the possibility of turning the world into hell with out-of-control science by
developing a holistic understanding of science that benefits from ecological appreciation. This view
fits really well with Capra's (1983) argument that the reductionist scientific method is inherently
flawed and the enemy of nature.

It is possible to conduct philosophical discussions with children on many topics, from the
philosophy of knowledge to the philosophy of existence, from moral philosophy to metaphysics. One
of these fields is undoubtedly environmental philosophy. The most obvious reason for the
development of this new area of philosophical interest is the danger that advanced technology poses to
human life on the planet. Philosophers have not remained insensitive to the importance of this problem
(Wartenberg, 2009:118). The irony is that the cause of this danger to human life is the human being
himself.

In Cevizci's (2022) taxonomy of the fields of philosophy, it is noteworthy that environmental
philosophy is not included in the fields of philosophy. In terms of the fields of philosophy of
knowledge, philosophy of science and philosophy of ethics, environmental philosophy is not included
in a specific philosophical classification but is more eclectic in terms of its topics and even
conceptually overlapping within the fields of philosophy. At the same time, in terms of determinism
and the paradox of free will, it can be said that environmental philosophy in terms of moral philosophy
is not included in the basic philosophical classifications due to the concern attributed to the
shallowness of human knowledge.

Asar (2021) stated that environmental philosophy criticizes the view of humans as the masters
of other living creatures and the consequences of this. He also stated that thinking about the
environment has existed since ancient times, but that it was seen as a philosophical problem due to the
consequences of the ruthless destruction of the environment. Perhaps one of the first measures to be
taken in solving or reducing environmental problems is most importantly, creating a solid
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environmental awareness and this awareness should be gradually developed. For this reason,
philosophical consciousness should be used (Giil, 2013: 21). Regarding this awareness, Bozkurt
(2021) also says that illustrated children's books written about the environment can be used from early
childhood, especially to become aware of the problems.

Problem, Purpose, and Importance of the Study

The education of children to gain environmental sensitivity, and thus to provide them with
critical and philosophical thinking skills through environmental problems, is an important instructional
effort in terms of conducting philosophical studies with children. The main problem of this study is to
show, by using works of children's literature, how educators (parents and teachers) who are involved
in this instructional endeavor can use children's books to teach philosophical thinking in a more
concrete way. In line with this basic problem, the aim of the study is to use children's books to
determine the algorithm of philosophical questions with the intellectual/semantic structure (theme,
concept, value, and problems) in the books and to try to create "philosophical identity cards for
children's books" in line with the philosophical and conceptual patterning of the problem addressed by
the books through this algorithm. For this purpose, the quotations in children's books that have the
characteristics of philosophical thinking are to be symbolized through the original sentences in the
books.

A review of the literature suggests that environmental philosophy studies for children have a
long history. Swift (1837, 2022), who can be regarded as one of the first, published "first lessons about
natural philosophy for children” in two parts and tried to explain our planet and the meaningful
movements and events in it for children, the mystery and philosophical formation of nature with
evidence and illustrations. However, when the literature is examined, there are a limited number of
studies (Bakirci & Artun, 2011; Artun & Bakirci, 2012; Celikbas, Yal¢inkaya & Banoglu, 2013;
Yal¢mkaya & Celikbas, 2013; Agbuga, 2016; Peker & Ahi, 2019) examining directly or indirectly
making children think about environmental philosophy or making philosophical inquiries to better
understand and protect nature.

However, it can be said that these studies are studies on the relationship between
environmental philosophy and general education. The number of studies focusing specifically on
doing environmental philosophy with children is quite small (Sharp, 2010; Gregory, Haynes, &
Murris, 2017). Studies on children's philosophical thinking with a direct focus on environmental
philosophy are generally found in works written in English (Costello, 2011; Miller, 2011; Radeva,
2011). Philosophy practices can be used with children to raise individuals who are environmentally
sensitive from early childhood, approach environmental problems critically and inquisitively, and
contribute to the solution of these problems by developing their creativity. This study was deemed
worthy of implementation in terms of addressing the issue of children's books in environmental
philosophy studies for children, and it was aimed to offer suggestions to educators who want to
conduct philosophy studies with children by examining four environmentally themed illustrated
children's books that stand out in the literature.

As stated by Haynes & Murris (2012:21-40), when we consider the idea that ‘the books we
encounter as children's books will not always be very innocent and may even be dangerous', it is
important to consider that such studies that offer pedagogical preference suggestions to the reader
about a book in terms of its usability in education. You will immediately understand how important it
is. According to Koroglu (2016:63), 'The responsibility of children's literature is to nourish the child's
universe of emotions and thoughts. It is to introduce him to life and people through the expression
possibilities of color, line and language. This perspective brings us to a point regarding human
existence: Is it possible to see a person who does not know himself, humans, and life as 'human
enough'? The child asks, 'Who am 1?' 'Can he produce appropriate solutions to the questions that life
poses before answering the question in line with his knowledge?' His questioning points out how
important children's picture books are in the child's education in the context of children's literature,
and how critical the choices made regarding children's books when used in the child's education are in
terms of child development.
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In this sense, we should take children's books more seriously and study their contributions to
education better. The study aims to serve such a contribution with its fiction, pattern, methods and
findings. Moreover, our classroom conversations contradict such beliefs about children's responses to
literature, and we continue to be surprised by the meaning, complexity, and diversity that children
extract from picture books (Haynes & Murris 2012).

Method

In the article, environmentally themed illustrated children's literature products that can be used
as stimuli in philosophy sessions with children were examined by document analysis method in terms
of their philosophical questioning and the theme, they were constructed within the framework of
qualitative research methods. Document analysis is the provision, examination, questioning and
analysis of documents that can be described as primary or secondary type sources that will create data
for the research (Ozkan, 2021). After the books were read carefully by the researchers and relevant
notes were taken, the discussion in the literature was also examined, and if an academic discussion
was found about the book, evidenced references to the discussion were also shown in the findings by
citation.

Spencer, Ritchie, Lewis and Dillon's (2003: 10) statement that 'evaluation studies carried out
to increase the quality standards in qualitative research do not focus on how to do this better', a similar
problem continues in compilation studies on document analysis and the fictionalizations created in the
studies where emphasis is placed on handling patterns in a more creative way. In this study, an attempt
was made to create identity cards for philosophical inquiry and conceptual patterning in the content
analysis of the books discussed.

In order to conduct a better document analysis, we tried to create identity cards for
philosophical questioning and conceptual patterning in the content analysis of the books. Since these
identity cards, which are prepared as learning documents, also concern life beyond the school,
curriculum and classroom practices, and concrete experiences related to the learning and teaching
process (Palm, 2019: 5-6), an authentic assessment approach was adopted in this study. According to
Palm (2019), in authentic assessment, it is important not to capture every aspect of different meanings
in detail, but to outline the key features identified in a unique way. In the following stage of the study,
the quotations in the books that have the characteristics of philosophical thinking were symbolized
through the target original sentences in the books.

Children's illustrated books, whose features are given as the basis for the study in Table 1
below, are The Bear that Wasn't (Tashlin, 2010; 2017), Be a Tree (Gianferrari, 2021; 2021a), Carl and
the Meaning of Life (Freedman, 2019; 2021) and The Giving Tree (Silverstein, 2010; 2020) have been
examined for use in philosophy applications for children:

Table 1. Environmentally themed children's books and imprints used in the study

The name Publication Author and Translator / Subject
of the Date Publishing House
book Original/
Translation
The Bear 1946/2017 Frank Tashlin and Siirsel Tas/ The destructive nature of man's
that Wasn't SEV Publishing relationship with nature
Be a Tree 2021/2021 Maria Gianferrari and Géygen  Similarities between people and trees
Giilce Karagoz / Kog
University Publications
Carl and 2019/2019 Deborah Freedman and Nil Balance and harmony in the ecosystem
the Giin / Kuralmasi Publishing
Meaning
of Life
The Giving 1964/2020 Shel Silverstein and Sevim Man's relationship with nature
Tree Oztiirk /Bulut Publications
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References Based on Book Selection

Children's books are at peace with their environment and themselves. They have an important
role in raising individuals who love nature and animals. These books, which introduce them to the
world they live in and offer them rich life experiences with events and heroes, expand the children’s
world of meaning (Aslan, 2015). As stated by Lone (2017: 54), children's literature is a rich resource
for parents and children who want to deal with philosophical problems. Many children's books have a
natural creativity that can prompt philosophical inquiry. Each question arouses curiosity in a way that
invites philosophical inquiry and calls for discovery of answers. Below are the references used as a
basis for book selection:

1. Children's books that can enable philosophical inquiry: According to the discipline of
environmental philosophy, children's books that can be used to inquire with children and organize
community activities during the teaching process were preferred.

2. Children's books used in philosophy studies for children: Books that have been used or
recommended for use in the field of philosophy for children are included. For example, The Giving
Tree's appears to be used by Wartenberg (2009; 2018) and Yilmaz & Bilican (2019).

3. Children's books about which scientific discussions are made in terms of philosophy studies for
children: Academic literature refers to books in which comments, criticisms or recommendations about
the work are included. For example, The Giving Tree was examined in a wide semantic perspective in
Costello (2011), Miller (2011) and Radeva (2011), and it was emphasized with solid evidence why it
is an important children's book.

4. Children's books that have value in popular culture: One of the reasons for choosing children's
books was that they have been translated into more than one language, have attracted intense attention,
have been read and commented on Goodreads and book sales sites. Again, some children's books, for
example, The Bear that Wasn't (Tashlin, 2017), although its author is not a literary figure, are a
popular and popular children's book and are known all over the world. His works are still being
translated into different languages, and his popular and intellectual appreciation is increasing day by
day.

5. Attracting the attention of different disciplines and positive or negative criticism: Children's
books in literature have attracted the attention of different disciplines. For example, taking Lind's
Sandworm series (Lind, 2018, 2018a, 2018b), Mackesy’s the Boy, the Mole, the Fox and the Horse
(Mackesy, 2021) or Exupéry's The Little Prince (de Saint-Exupéry, 2021) into consideration, it's
possible to say that they appear very interested in philosophy. The Giving Tree has been the subject of
interest and focus in the field of law (Cousin, 2015), media and education (Hines, 2019), and politics
(DrunkDictator, 2011). The Giving Tree, While Hines (2019) bombarded it with negative reviews,
Cousin's (2015) reviews are extremely positive. The Taking Tree: A Selfish Parody (Travesty, 2010),
also written as a reaction to The Giving Tree and presented to the reader as a selfish parody that 'takes
rather than gives', may have been translated into Turkish. A children's book has also been written,
which we can translate.

6. Examining the book in its original language: In translated works, the meaning attributed to the
work is sometimes limited to the interpretation of the translator(s), and in order to design the
philosophical thinking fiction more effectively, the works are also examined in their original language.
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Table 2. The references with which the books match
Books Reviewed
The Bear that Be a Tree Carl and the The Giving Tree
References Wasn't Meaning of Life
-Being suitable for v v v v
philosophical inquiry
-Using in P4AC Studies v
-Having a  scientific v
discussion about P4C in
terms of PAC
-Being valuable in popular v
culture
-Attracting attention and V4
receiving  positive  or
negative  criticism in
different disciplines
-Reviewing in the original v v v

language

When Table 2 is examined, it is seen that Shel Silverstein's The Giving Tree is mentioned with
more references.

Data Collection, Editing and Reporting

In the first stage, after the books were examined in detail, the problem, or problems they
addressed and the theme or themes they covered were determined, and the concepts and values that
emerged from the theme and could be taught to children were listed. In the second stage, a list of
philosophical questions was created to enable the books to be used in philosophy practices for children
and to create teaching activities. In the last stage, "philosophical identity cards for children's books"
were prepared using the algorithm that emerged regarding the philosophical qualities of the books and
the process of teaching philosophy with children. Thus, an attempt was made to help the reader see the
whole picture. The cards generally contain the conceptual structure and philosophical questions
reflected in the content of the books, and a kind of conceptual photograph of the books is taken. In the
ongoing process, the books were analyzed in terms of their content, and the original reference
sentences in the books that enabled children to think philosophically were tabulated by quoting.
Erginer (2021) was used in this fiction.

Validity and Reliability

Golafshani (2003) suggests some strategies to test or increase reliability and validity in
qualitative research. First of all, in order to increase the credibility of the study, books used in the
literature to teach environmental philosophy to children (Ciner and Erginer, 2023) were tried to be
examined. Afterwards, the four books used in the research were decided. In terms of transferability,
researchers endeavored to maintain an unbiased approach in reporting the study and supervised each
other. To ensure consistency, direct quotations were used particularly in the data collection and
analysis stages, with the aim of presenting evidence to the reader. All examined documents and
obtained data were stored for verifiability.

Assumption Regarding the Difficulty and Limitation of the Study

It is assumed that the philosophical thought-provoking value of every qualified children's
book and its power to make children think will be limited to the creativity of the person who evaluates
the book. Auden said, '‘Good books that only adults can read require adult experience to understand the
book, but there is no such thing as a good book that only children can read.' In his opinion (Rundell,
2021: 9-10), as discussed in this article, it is important for researchers to conduct academic studies on
how children's books are handled and should be used in children's thinking education. The
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measurement approaches used in the study are the ethical responsibility of the researchers. Throughout
the study, the second author was in a guiding position as he was the thesis advisor of the first author,
but they cooperated at all stages of the study.

Results

The results of the study were discussed in two parts: creating philosophical identity cards for
children's books and quoting original reference sentences in the books that provide philosophical
thinking in children.

Creating Philosophical Identity Cards for Children's Books
Below is the data regarding the results:
The Bear that Wasn't

While Bear, the hero of the book, is preparing to hibernate in the forest, people coming to the
forest cause some changes there. Days pass, the number of visitors increases, and the work increases.
Finally, a giant factory was established. Moreover, this factory is right above the Bear's cave. The bear
cannot convince anyone in this factory that he is a bear.

Figure 1 below is the ID card diagram prepared for the book The Bear that Wasn't:

Humans destroying
nature.

Sustainability

SUBJECT/THEME
Industrialization

CONCEPTS < __Natural Life
\ Identity
Belonging

Empathy

Being
Sensitive

People's rude attitudes
towards nature can harm
nature and alienate people
from nature.

‘What is natural and unnatural?

‘What and how should the natural habitat
be for animals/humans?

What does it mean to belong to a place?

What determines who we are?

Figure 1. The Bear that Wasn't ID card diagram, (Tashlin, 2017)

The theme of the book is about humans destroying nature. According to the results of the
concept and value analysis about the book, it can be said that the book can teach children the concepts
of 'sustainability’, 'industrialization’, 'natural life', 'identity’ and ‘belonging’, and the values of ‘empathy’
and 'being sensitive'. The main problem that children are expected to realize and deal with in the book
is that 'People’'s rude attitudes towards nature can harm nature and alienate people from nature.' The
philosophical questions in the book are 'What is natural and unnatural?', What and how should the
natural habitat be for animals/humans?', 'What does it mean to belong to a place? and 'What
determines who we are?'.

When the literature is examined, it is understood that The Bear that Wasn't is used in
philosophy studies for children and is recommended to educators (Matthews, 1976: 8). According to
Yilmaz & Bilican (2019:40), it is possible to conduct an investigation from two different focuses in
the illustrated story book titled The Bear that Wasn't. The first is an investigation centering on the
destructive effects of a human and mind-oriented understanding of life, which peaked with
modernism, on nature and therefore on human life, and the second is an investigation focusing more
on the philosophy of being and focusing on the features that 'make something what it is'. The
fundamental question in natural philosophy is what the main substance of existence is. Questioning
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this first substance, which means that all beings originate from it, appears as the 'substance problem'
(Topdemir, 2009).

According to Agbuga (2016), air, water and soil are the three basic elements necessary for the
sustainability of living life. All these resources, which are polluted, destroyed and even used
unconsciously, have become more important with the awareness of increasing environmental
problems. People use philosophy to solve these problems. Similarly, in The Bear that Wasn’t, children
are made to think about environmental problems by using an absurd thinking approach, while at the
same time they are left alone with a problem.

Be a Tree

Be a Tree, which has a poetic narrative, depicts the language of communication that trees
establish with life. The book presents the anatomy of a tree from its branches to its trunk, from its
roots to its leaves, from its bark to its core. Meanwhile, it is emphasized that the tree is not alone, that
there are thousands of other trees around it. The existence of trees in a forest and the power of the
communication network they establish with each other through their roots and the fungi there are
mentioned. In the parts of the book where he draws attention to the power of being in the forest
together, 'Mother trees ,... keep eye on.'; 'Wise trees, .... 'becomes shade' ., 'Strong trees, ... become
shelter ."; 'Healthy trees, ... help ." These expressions attribute the characteristics of the human world to
nature through trees, thus allowing humans to identify with nature.

The theme of the book is about the similarities between trees and people. While the book
clearly expresses the concepts of universe, homeland, society and family, it reveals that trees interact
like humans, thus encouraging us to identify with trees. On the other hand, it makes it possible to
move from the concepts that we would consider as the essence, existence and substance of a tree to the
concepts of the essence, existence and substance of a human being. In addition, it is thought that the
book can teach children the values of 'helpfulness', 'solidarity', 'freedom’, 'being positive' and 'being a
good person/living being'. The problem of the book is how aware we are of the perfect harmony that
exists in nature and the damage that underdeveloped awareness will cause to the environment. The
philosophical questions in the book have been determined as 'Are other living beings social beings like
humans?', 'Are humans a part of nature?', 'Does nature teach people something?".

Figure 2 below shows the ID card diagram prepared for the Be a Tree book:

UBJECT/THEME

CONCEPTS

>

VAL
PROBLEMS

PHILOSOPHICAL

QUESTIONS

Figure 2. Be a tree ID card diagram, (Gianferrari, 2021)
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According to Yalkin (2021), 'Is a human being a part of nature?' Philosophical discussions can
be carried out focusing on the answers to the question, the consequences of the brutal use of something
that its a part of, what nature provides to humans, the relationship of humans with nature and their
similarities. Within the framework of this social structure and position, human beings realize their
existence within the boundaries of nature. For this reason, it is the main duty of humanity to address
today's situation vis-a-vis nature from a humanist perspective within the framework of ‘consciousness'
in which solutions will be produced in line with ‘common goals'.

“Naturalist sensitivity,” which Lone (2017: 50) calls sensitivity to the natural world, is the
ability to observe the differences between living things and seeing the details and changes in the
natural world that many of us miss. In order to develop this sensitivity, the book draws attention to the
similarities between people and trees.

Carl and the Meaning of Life

Carl and the Meaning of Life is about a worm named Carl. While Carl continues his life cycle
underground, he also performs tasks such as leaving fertilizer and turning the soil over. One day, he
begins to search for this answer when a field mouse questions why he is doing all this. When he asks
this question to the animals he encounters, the answers he receives do not satisfy him because these
animals evaluate existence from their own perspectives and give different answers to Carl. Carl
continues his search until he finds the answer.

The theme of the book includes balance in the ecosystem. In the illustrated children's book,
where the value of 'responsibility’ is discussed through the concepts of 'existence’, 'life cycle' and
‘purpose’, two different problem situations are coming forth: 'Each of us has a different life purpose.'
and 'Failure to comply with our responsibilities may cause harm to us and our environment." These
problems, which are expressed as 'What are the purposes of existence of living things?', ‘Do all living
things in the world have a responsibility?' and 'Can everything be connected?' enable philosophical
inquiries through the purposes of existence and responsibilities. The questions are treated as
philosophical discussion questions of the book.

Figure 3 below shows the ID card diagram prepared for the book Carl and the Meaning of
Life:

Balance in the
ecosystem.

Existence
Life Cycle
Purpose

Responsibility

Each of us has a different life purpose

ailure to comply with our
responsibilities may cause
harm to us and our
environment.
What are the purposes of existence of
the living things?
Do all living things in the world have a
responsibility?
Can everything be connected?

Figure 3. Carl and the meaning of life ID card diagram, (Freedman, 2021)

Probably because a meaningless existence is contrary to human consciousness, humans have
tried to add meaning to the existence of themselves and the world (Sezer, 2012: 212). The book also
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touches upon the purpose and meaningfulness of existence itself. Carl, the hero of the book, tries to
make sense of his own existence by questioning his purpose.

The environment is of vital importance for people with its elements such as water and air and
the numerous benefits it provides. For this reason, it deserves to be treated sensitively, just like a
human. People are responsible for the environment and the respect shown to each individual should
also be shown to the environment. Help can be taken from philosophy and philosophical
consciousness to create this kind of consciousness in people. Because philosophical consciousness can
reveal our responsibilities towards the environment through questioning and making sense (Giil,
2013).

The Giving Tree

The Giving Tree tells about the friendship between a child and a tree at different times. The
child comes to see the tree every day, collects its leaves, swings on its branches, eats its apples and
rests in its shade. Both are happy. As time passes and the child grows, his wishes for the tree begin to
differ. Moreover, the child does not see the tree as often as before and leaves it alone. Even though
these two 'friends', whose frequency of meeting has decreased, meet again at different times in a
structure where the balance of giving and receiving cannot be maintained at the center of requests,
something has changed.

The theme of the book is 'Man's relationship with nature.' Based on the values of 'generosity'
and 'love', the book offers the opportunity to evaluate the concepts of 'friendship’, 'sacrifice’,
‘demandingness’, 'selfishness' and 'happiness' together with the concepts of ‘child, adolescent, adult and
old person' in different periods of life. In the book, the problem that children are expected to realize is
that 'man’s selfish desires can harm nature'. 'Is there a limit to our desires?', '‘Does nature always make
people happy?', 'Do we need someone to be happy?', 'Is there a limit to a living being's sacrifice?'
These questions are considered as philosophical questions that can be addressed in this book.

Figure 4 below shows the ID card diagram prepared for the The Giving Tree book:

Man's relationship with
nature.

Happiness  Demandingness
Selfishness
Existence
Sacrifice
Different periods of life:
Child
Adolescent
Adult
Old Person

The Giving Tree

Love

(Silverstein)

Generosity

Man's selfish desires can
harm nature.

Is there a limit to our desires?
Does nature always make people happy?
Do we need someone to be happy?

Is there a limit to a living being's sacrifice?

Figure 4. The Giving Tree ID card diagram, (Silverstein, 2020)

The story in the book offers the opportunity to examine concepts such as friendship,
unconditional love, sacrifice, and happiness through the nature-human relationship. It is explained that
unconditional love and giving without expecting anything in return can also be a reason for happiness,
and on the other hand, it criticizes the consumerist attitude of man in his relationship with nature, who
sees nature as an endless resource that he can consume as he wishes (Y1lmaz and Bilican, 2019:76 ). In
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the book, the child constantly asks for something from the tree. In this book, attention can be drawn to
the child's and the tree's perception of 'happiness’. The tree is happy with what it gave to its friend.
What about the child? With the book, it is possible to question whether our unlimited desires will
bring happiness and whether we need to make someone happy in order to be happy.

There is a perfect balance between all living and non-living beings in the world. It is not
possible for this balance to be solely human-oriented. All other beings have the right to live, just like
humans. At this point, humans, who are unique in having intelligence, are in an active position in the
awareness and solution of problems (Ates, 2009). In the book, over time, the balance of giving and
taking becomes such that the tree loses its integrity and turns into a log. It is important to draw
attention to this point in philosophy sessions with children. Because as time goes by, the relationship
with the tree evolves into a situation where the tree is damaged.

In the preface of Costello's (2011) work on teaching children's literature and philosophy,
Wartenberg says the following about Silverstein's (2010) The Giving Tree: 'In this story, a child
constantly makes demands of the tree, with its permission, until the tree remains a tiny stump. He is
found, he wants something. This story raises an important ethical question: What are the limits of
consent? For example, is the child's treatment of the tree ethically wrong because his actions
irreparably harm the tree, even if the tree fully consents to being treated this way by the child? The
children's books I like best are those that give children the opportunity to think about issues like these -
issues that are philosophical in the sense that these issues are part of our daily experience. The Giving
Tree makes it easier for children to engage in a philosophical discussion. 'The insights children have
into issues traditionally discussed by professional philosophers are incredible!’

The Giving Tree actually hides its rich philosophical content with its seemingly simple story
and images. The deep philosophical meaning in the story sheds light on children's ability to make
sense of environmental problems in the world and two major academic environmental movements
(deep ecology and ecofeminism). The book helps children, parents and teachers to consider and think
about the environmental issue in the story within an ecological and feminist framework. This literary
work allows us, as adults, to step back from our classical and everyday attitudes towards nature and
our everyday ways of being in the world as adults, and enter a more open, childlike space where
boundaries are not so carefully drawn. The work explores how we should understand three
phenomena: 'sadness and loss', 'listening to trees', 'longing for sacred experiences with nature'. While
reading The Giving Tree, its emphasis on our lived experiences extends phenomenological methods to
children's literature (Miller, 2011:252). As can be seen, The Giving Tree has created a lot of
discussion areas in the literature compared to other works.

Quoting Original Reference Sentences in the Books that Provide Philosophical Thinking
for Children

Reference sentences in the books that are thought to provide philosophical thinking in the
study are given below:
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Tablo 3. Reference sentences that are provide philosophical thinking
Books Quotations
The Bear that Wasn't -“...until finally a big, big, huge, huge factory is built. Right

over the hibernating Bear's cave..."
- "You're making a terrible mistake because I've been a bear
for as long as | can remember.
-"You're not only a silly man in a fur coat who needs a
shave, you're a very stubborn man."
Be atree -"Let your leaves wave in the wind,... let them feed you and
the world."
- "Your own wood will sustain you."
-"Now look around you. You are not alone. You are one of
many trees."
- "So be a tree. Because together we are a forest."
Carl and the Meaning of -'Why?" asked a field mouse collecting seeds. "Why are you
Life doing this?"
-"Everyone was doing what they could."”
The Giving Tree -“ Come child... play in my shadow and be happy. Child
‘I'm too big to climb and play,' he said."
- "The tree was very happy."
- "The boy said, 'I'm too old and sad to play."
-"The tree was very happy. But the tree wasn't really happy."

In the book The Bear That Wasn't a Bear, a factory is built right above the Bear's cave, which
is in hibernation. Bear does not know where this place is. At that very moment, Bear is seen by a
foreman as "a silly man in a fur coat who needs a shave", which is the focal point of the discussion in
terms of P4C. This focus emphasizes the main problem of the book mentioned earlier: Man's harsh
attitude towards nature harms and alienates him from nature.

In the book Be a Tree, the similarities between trees and humans are emphasized and the
"essence"” is emphasized. On the other hand, the statements that humans are not alone, that they are
one of the many trees around them, thus forming a forest, point to the question "Is man a part of
nature?" as a focus of philosophical discussion.

Carl and the Meaning of Life creates a natural focus for a philosophical discussion when a
worm named Carl starts to question why he does what he does every day. "Why? Why are you doing
this?" is an invitation to philosophical inquiry.

In the book The Giving Tree, the tree is constantly "giving”, and the child is in the position of
"demanding" and the concept of happiness is emphasized, "The tree was very happy." and the
sentences "But actually the tree was not happy." create a spark for us for a philosophical questioning.

Discussion

While Johansson (2018) emphasizes that not only the content but also a way of life that
questions the boundaries of the spaces where philosophy takes place with children is important for
philosophy studies with children, he also touches upon the relationship between the child-philosophy-
literature triad and pedagogy. The science of pedagogy should take a holistic approach to the
education of children's philosophical thinking, and children's literature occupies an important place
within this whole. When children's literature products are considered in terms of environmental
philosophy practices with children, we encounter an intellectual and creative learning atmosphere.
This can be considered normal in terms of literature being a discipline that penetrates people's worlds
of thought and imagination.

When we consider the event in terms of philosophical disciplines, according to the
characteristics and autonomous structure of the relevant philosophical field, it offers the reader/learner
opportunities to become aware of a problem and think critically about that problem. As it is concluded
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in this study, children's books that connect environmental philosophy can provide children with a deep
awareness and sensitivity about environmental problems.

In the study, the works written for the above-mentioned environmental philosophy explain the
reasons for the existence of living things, that it is a necessity for all living things in the world to live
in harmony and understand each other, that unlike humans, we can compare the relationships of other
living things with each other to the social relationships of people with each other, and that humans are
a part of nature, that nature can teach people, that there are many things that humans can learn from
nature, that all living things in nature need each other, that humans' endless demands of nature and
their behavior focused on only using and consuming nature are preparing for the end of all living
things, what our natural habitats and their boundaries are, that all living things in nature need each
other and that it is obvious to children. They are demonstrative in a way. According to the results of
the study, it can be said that the book that is at the center of the discussions among children’s books is
The Giving Tree.

According to Lenz (1994: 160), Shel Silverstein's The Giving Tree depicts many contrasting
moods. Nature is loving and helpful towards the child, but human greed leads to misuse of its
resources. The little child's heavenly mode of consciousness deteriorates into the imprisoned greed
state of the ego. In fact, the one who robs nature is robbing himself, not realizing that the danger is
directed towards himself.

The importance of using children's books in education is undeniable, and the success and
cultural achievements of the students of teachers who use children's literature products have always
been qualified. For example, a study by Berg-Cross & Berg-Cross (1978), in which The Giving Tree
was also used, showed that the attitudes and values expressed by four- to six-year-old children who
were read a picture story book in the learning environment could be significantly changed. It is
noteworthy that this study dates back many years.

Hines (2019), in his study evaluating The Giving Tree from a critical perspective, draws
interesting lessons for adults and states that special messages are given to adults in this book, which is
widely perceived as a children's book. The author, who examines the reasons why these messages are
not innocent at all, recommends that the implicit messages the book contains should be reviewed when
using it for children.

In this context, we witness that children's books teach relevant lessons not only to children but
also to adults. The fact that Exupéry's The Little Prince is a work written for children does not change
the fact that it has lessons for adults as well. Who would have known that The Little Prince would
write an epic for pedagogy in a constructivist approach? Today, this book provides the healthiest
pedagogical support and guidance to teachers and pedagogues - that is, adults - in their educational
practices. We must accept that many more children's books can do this, as shown in this study, and as
also shown in this study, we must examine, analyze and evaluate many children's books in terms of
philosophy practices with children, transform them into forms that educators can use, and make new
contributions to education by using them in our teaching practices.

Considering the references made by researchers to the importance of pedagogical evaluation in
terms of the use of children's books in the teaching process, children's books should be pedagogically
filtered for the reader or user of the book, as in this study, and the evaluations should be shared with
the reader.

The skills experienced by the researchers in the process of designing and finalizing the study
show that it can be said that it is quite new, especially in the Turkish literature, to conduct philosophy
studies with children that have practical value for educators in terms of teaching using children's
literature products (Yilmaz & Bilican, 2021; Kulkul, 2023). Because it is seen that these studies started
in the 1970s on a world scale (Lipman, 1976). Therefore, education should focus on studies.

While Johansson (2018) emphasizes that not only the content but also a way of life that
questions the boundaries of the spaces where philosophy takes place with children is important for
philosophy studies with children, he also touches upon the relationship between the child-philosophy-
literature triad and pedagogy. The science of pedagogy should take a holistic approach to the
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education of children's philosophical thinking, and children's literature occupies an important place
within this whole. When children's literature products are considered in terms of environmental
philosophy practices with children, we encounter an intellectual and creative learning atmosphere.
This can be considered normal in terms of literature being a discipline that penetrates people's worlds
of thought and imagination.
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Introduction

Preschool education is considered an important process that contributes to children’s physical,
social, cognitive, and emotional development. Transitions, which occur during the activities, are one of
the most essential parts of the preschool education program. Common transitions used in preschool are
from home to school, from small group to large group activities, from large group to small group
activities, from inside to outside, from classroom activities to meals, and from school to home (Banerjee
& Horn, 2012).

Young children need developmentally appropriate routines and schedules that allow for
movement and engaging activities. Transitions are the connective tissue that holds together the various
activities of the day (Peterson, 2000). Transitions are part of the daily routine for every individual.
However, it is often difficult for young children to transition between activities, places, and events.
When transitions between activities in the classroom are thought out and planned in advance, children
transition more easily (Register & Humpal, 2007). At transition times, children need to finish the activity
in hand, focus on and understand the teacher’s instructions, cope with the distractions caused by the
movements and behaviors of their peers, and coordinate the materials during the cleaning or preparation
of the work area. Teachers are also challenged during transition times as they are simultaneously busy
with many things, such as providing a set of instructions, organizing materials, and supervising
children’s social and physical movements (Buck, 1999). Because of their temperament, some children
have difficulty coping with the noise and movement at transition times. It is unrealistic to demand that
while some children are engaged in activities during transition times, others just wait patiently. In such
a situation, children may exhibit disturbing behaviors to relieve their boredom (Fields, Meritt & Fields,
2018).

Preschool teachers can facilitate children’s learning by providing effective classroom
management through various classroom transition strategies. Among these strategies are setting clear
classroom rules and routines, meeting children’s emotional needs, teaching students’ alternative
behaviors, and developing emotional literacy skills. Transition activities can be challenging for both
teachers and children, as many tasks have to be performed simultaneously. Therefore, teachers should
plan in advance how and when they will communicate with other staff, as a transition strategy, as well
as the materials they will use during the activities. In such planning, tasks and responsibilities should be
determined not only for children but also for adults (Olive, 2004).

Classroom transitions are the orderly sequencing of activities, games, and events in the
classroom. During transitions, the learning process continues as children move from one activity to the
next, fostering harmony and cooperation among them. Classroom transitions help children maintain
their learning focus and understand classroom rules. They also help to keep the classroom running
smoothly. Carefully planned transition strategies facilitate the elimination of children’s problem
behaviors that occur during transitions between activities (Banerjee & Horn, 2012). The National
Association for the Education of Young Children (NAEYC) commends predictable and structured daily
routines in which children feel safe. Teachers should also create opportunities to broaden children’s
ideas and interests. Children’s problem behaviors during transitions are related to the structuring,
planning, and implementation of transitions (Hemmeter, Ostrosky, Artman & Kinder, 2008). When
planning the classroom environment to facilitate transitions, unproductive time for children should be
minimized, more instructional time should be provided, challenging behaviors should be reduced, and
children’s freedom should be supported (Ostrosky, Jung & Hemmeter, 2002).

Research in the literature reveals that preschool teachers can improve children’s social-
emotional skills, reduce their problem behaviors, and provide effective classroom management by using
transition strategies. The Head Start REDI program aids preschool teachers in using classroom transition
strategies to help children develop language, mathematics, and social-emotional skills. This program
enables preschool teachers to use classroom transition strategies such as setting clear classroom rules
and routines and developing children’s problem-solving and collaboration skills. Hence, the program
has been shown to have positive effects on children’s academic and social-emotional skills through
classroom transition strategies (Bierman et al., 2008). Kaiser and Sklar Rasminsky (2017) report that
when preschool teachers use classroom transition strategies, children’s problem behaviors decrease.
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Using classroom transition strategies to teach the skills of recognizing, expressing, and regulating
emotions, to help describe emotional situations, and to develop empathy and social skills contributes to
the development of children’s emotional literacy skills (Izard & King, 2014). The use of classroom
transition strategies in preschool period is important for classroom management, reducing problem
behaviors, and children’s social-emotional development. Using transitions between activities in
preschool facilitates teaching social skills and emotional competence and planning the work process.
Through transitions, the teacher encourages children to work together and gives them descriptive
feedback when they have completed something. When a child has a friend to sit with, friendship skills
such as walking down the hall in pairs or pairing up during games also facilitate transitions (Hemmeter
et al., 2008).

Research on classroom transitions in preschool education in Tiirkiye is limited and generally
focuses on classroom management (Denizel Giiven & Cevher, 2005; Giilay Ogelman & Ersan, 2014;
Ocak Karabay & Sahin Asi, 2019; Oztiirk, Gangal & Besken Ergisi, 2014; Yasar Ekici, Giinhan &
Anilan, 2017). Research on classroom transitions shows that pre-service and in-service preschool
teachers include classroom transition activities in their classroom practices (Bozan, Bay, Demir &
Karahalli, 2021; Bakkaloglu & Ergin, 2020; Korkmaz, Esen Coban & Koyuncu Sahin, 2018).
Bakkaloglu & Ergin (2020), examining classroom transitions in preschool classrooms where inclusion
practices were carried out, found that all the teachers participating in the study used transition strategies
in transitions between activities. The study determined that the teachers preferred verbal reminders more
in transitions. In the study by Korkmaz et al. (2018) on pre-service preschool teachers, the pre-service
teachers stated that they considered classroom transitions important in terms of children, teachers, and
curriculum. Although the pre-service teachers mostly used verbal reminders with auditory support, they
did not plan transition activities in the daily flow of education. Bozan et al. (2021) examined the auditory
strategies used by preschool teachers in classroom activity transitions and found that the teachers used
songs and music the most.

It is essential for an effective educational process that teachers know what to do in subsequent
activities and how to provide transitions, in addition to knowing what to teach, how to teach, and when
to teach. These transitions provide many benefits, such as maximizing children’s learning potential,
improving their social and emotional skills, and enhancing their self-discipline and time management
skills. Therefore, teachers’ proper planning and implementation of classroom transitions will enable
preschool children to be successful in the learning process. The present study was warranted given the
insufficiency of research on classroom transitions in preschool education and the potential of such
research to increase the awareness of in-service and pre-service teachers about transitions. In this regard,
the aim of this study is to explore preschool teachers’ views on classroom transitions and their use of
classroom transitions. To this end, answers to the following questions are sought:

What are preschool teachers’ views on classroom transitions?

How do preschool teachers plan classroom transitions?

What kinds of strategies do preschool teachers use for classroom transitions?
What kind of problems do preschool teachers encounter in classroom transitions?

Method

This study was conducted as a qualitative research design. “Qualitative research can be defined
as research in which qualitative data collection methods such as observation, interview and document
analysis are used, and a qualitative process is followed to reveal perceptions and events in a realistic and
holistic way in the natural environment” (Yildirim, 1999, p. 10). This research has qualitative research
characteristics in that it examines preschool teachers' views on classroom transitions using different data
collection methods.

rpODNDPE
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Study group

The participants of this study are 17 preschool teachers working in preschool education
institutions affiliated to the Ministry of National Education (MoNE) of Tiirkiye, who were selected
through convenience sampling from Tiirkiye’s Ankara and Konya provinces. Convenience sampling,
which is a purposive sampling method, refers to the selection of a sample that is quickly and easily
accessible in terms of time, money, and space (Merriam, 2009; Patton, 2002). Voluntary preschool
teachers whom the researchers could reach were included in the study.

Table 1. Demographic information about the participants

Variables f
Gender Female 17
Male

26-30

31-35

36-40

41 and above

Age

(SN IS T N SN

Associate’s degree
Education level Bachelor’s degree 10
Postgraduate degree
1-5 years
6-10 years
11-15 years
16-20 years
21 and above
Kindergarten under an elementary or middle school
School type Independent nursery school

University practice nursery school

[op]

Professional
experience

U1 O OO0 W~

As shown in Table 1, all the teachers participating in the study were female. Most of the teachers
were in the 26-30 age range, had a bachelor’s degree, and had 6-10 years of professional experience.
Six of the teachers worked in a kindergarten under an elementary school, six in an independent nursery
school, and five in a university practice nursery school. All the teachers had taken a classroom
management course.

Data Collection Tool

Data were collected through interviews and observations. To examine teachers’ views on
classroom transitions, a semi-structured “Teacher Interview Form on Classroom Transitions” which was
created by taking the opinions of three experts in the field of pre-school education, was used. Semi-
structured interview forms allow asking additional questions besides predetermined questions during
the interview to obtain in-depth information (Merriam, 2009). The teacher interview form addressed all
the sub-problems of the study. The interview form consists of a total of fifteen questions: six questions
about demographic information and nine questions about the research questions. In order to answer the
third and fourth research questions of the study, observations were made in preschool classrooms.
Observation is the process of collecting data from specific subjects, such as individuals, society, or
nature, with the naked eye or with the help of any tool to obtain information about a situation
(Biiytikoztiirk, Kilig Cakmak, Akgiin, Karadeniz & Demirel, 2009). The non-participant observation
method was used in the present study. The non-participant observer observes as an outsider without
interacting with activities or people (Cresswell, 2013). The researchers made non-participant
observations to determine the types of classroom transition strategies used by the teachers and to identify
the problems they encountered during transition times. The “Observation Form for Classroom
Transitions”, which was created based on the literature review and created by taking the opinions of
three experts in the field of pre-school education was used in the observation process. This form aimed
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to collect information about the strategies used by the teachers in classroom transitions and the problems
arising in classroom transitions.

Data Collection Process

The data were collected in the spring semester of the 2018-2019 academic year. Prior to the data
collection process, the necessary permissions were obtained from MoNE. First, pilot interviews were
conducted with three preschool teachers to determine the clarity and comprehensibility of the interview
form. Based on the information obtained from the pilot study, one question that was not understood by
the participants was removed from the interview form. In addition, a question was added to provide
deeper information about the problems experienced during classroom transitions. For the main
implementation, the teachers were contacted and informed about the study in advance. Voluntary
participation forms were introduced to the teachers who agreed to participate in the study and signed by
the teachers. An appointment was made with the teachers for the interviews, and the interviews were
conducted in a quiet environment where the teacher and the researcher were alone. All the teachers gave
permission for voice recordings to be taken during the interviews. Observations were conducted in the
classrooms of three voluntary teachers who engaged in classroom transitions. A total of six observations
were made in the observed teachers' classrooms, twice on different days.

Data analysis

The data were analyzed using the content analysis method. Content analysis is the process of
deriving meaning from the obtained qualitative data by bringing together similar ones (Patton, 2002).
The first step in analyzing qualitative data is to gather the raw data. From among the data read in detail,
those providing answers to the research question are coded, and similar codes are combined under a
common theme or category (Cresswell, 2014). This study used an inductive analysis approach because
the codes and themes were not predetermined. The inductive analysis approach refers to the emergence
of codes, themes, or categories in the data analysis process (Patton, 2002). In this study, codes and
themes were not created in advance but emerged during the data analysis process.

Validity and Reability

In qualitative research, validity refers to the measurement of what the research aims to measure
and the accuracy of findings, while reliability refers to the achievability of the same results if the research
is conducted again (Merriam, 2009). In this study, first, the literature was reviewed to ensure the validity
of the interview form. Three experts in the field of preschool education were consulted in order to
determine whether the interview form provided answers to the research questions. A pilot study was
conducted with three preschool teachers to determine the clarity and comprehensibility of the questions
in the interview form. Another method applied to ensure research validity is data triangulation (Johnson
& Christensen, 2012). Data were collected through interviews and observations to ensure the
consistency of codes and categories. Member checking or respondent validation is another validity
strategy (Merriam, 2009) used for this research. The data obtained from the interviews and observations
and the initial codes and categories derived from their analysis were sent to four teachers randomly
selected from among the participants for member checking. The process is described in detail, and
excerpts from the interview transcripts are included in this paper.

For reliability, observation and interview transcripts were checked by the researchers at different
times, thereby reaching consensus on their accuracy. Intercoder agreement was determined by
comparing the codes created by different researchers (Cresswell, 2014). After the data obtained from
the interviews and observations were coded by the researchers, the consistency between the codes was
checked.

Researcher’s Role

During the present research process, the researchers maintained consistency among all
participants and informed them about the study. The interviews were conducted in a quiet environment
where the participants felt comfortable, and the interviewing researcher and the participant were alone
during the interview. As per their role as non-participant observers, the researchers made observations
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in the classrooms without participating in the activities. They observed the class and activities at a
location indicated by the teacher.

Findings

This section of presents the findings obtained from the observations and interviews with the preschool
teachers. The findings are analyzed based on the research questions. Information about the analyses is
tabulated, and excerpts from the interviews are included below.

Table 2. Preschool teachers’ views on classroom transitions

Category Code f
Transitions between activities 10
Work that prevents disconnection between activities
Classroom S . .
. Facilitating the transition to the next activity
transitions

Preparing children for the next activity
Linking activities together

NN NN

As shown in Table 2, the teachers mostly defined classroom transitions as “transitions between
activities”. They also offered the definitions “work that prevents disconnection between activities”,

“facilitating the transition to the next activity”, “preparing children for the next activity”, and “linking
activities together”. They expressed their views on classroom transitions as follows:

T13: “I can define them as, um, engaging works done to avoid disconnection between the
activities when moving from one activity to another during the day.”

T1: “l understand it as activity transition. Many different methods in activity transition...
Depending on the activity, depending on the time of the day, depending on the attitude of the
students, of the class that day, a moving transition or something similar can be made.”

T4: “Let me say linking, transitioning when moving from one activity to another, so that children
can connect to the activity a little more easily, so that they can comprehend it more easily.”

Table 3. Preschool teachers’ use of classroom transitions

Code f
Yes 17
No -

As shown in Table 3, all the participating preschool teachers stated that they performed
classroom transitions.

Table 4. Preschool teachers’ considerations when planning classroom transitions

Category Code f
Individual Children’s interest 5
characteristics Status of having special needs/individual differences 4
Age group 3
Curriculum Balancing active and passive activities 6
Relevance to the purpose of the activity 4
Activity type 2
Daily flow 1
Connectivity of activities 1
Physical condition of Number of children 5
the classroom Class size/physical layout 4

Situations that teachers pay attention to when planning classroom transitions have been
examined. According to Table 4 teachers stated the most common considerations stated by the
participants were about the curriculum, such as “balancing active and passive activities”, “relevance to

9% ¢

the purpose of the activity”, “activity type”, “daily flow”, and “connectivity of activities”. Then they

9% ¢

mentioned considerations in terms of children, such as “children’s interest”, “status of having special
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needs/individual differences”, and “age group”. The teachers also considered the physical conditions of
the classroom, such as “number of children” and “class size/physical layout”, when planning transitions.
They expressed their considerations when planning classroom transitions as follows:

T1: “Class size may be more effective in positioning when preparing materials. The crowd of
students may affect this. Um, class size. Of course, if the class is crowded, you need to be more
careful, especially when receiving them.”

T7: “I take children’s interests and wishes into consideration. I want them to be more dynamic,
active, and lively. This is my favorite for them.”

T8: “The condition of the classroom, the number of children, the materials | have, the physical
condition of the classroom... | pay attention to all of them.”

T10: “While planning, for example, if the completed activity is an active one, we include
transition activities as a buffer... If our next activity is a quiet activity, for instance, we include
transition activities in a way that will ensure the transition is appropriate to the level of activity,
neither completely quiet nor very active.”

T13: “In general, | try to follow active activities with relaxing ones. After the relaxing activity,
| put them into action a little bit more slowly. Not making the children sit down when they are
very active, | move towards a little bit of relaxing work. Sometimes, children’s daily moods can
also change. Sometimes, they don’t want to participate in quiet work at all, so we focus more
on outside work and other things.”

T14: “The number of children, individual differences, children requiring special education, age
groups... If there’s a work on the senses, I make sure that there’s a smooth transition to it, or at
least that there’s a connection. It’s important to make the child curious and then satisfy their
curiosity at the end of the work. If there’s an experiment, like a rain experiment, it’s important
to get their attention by making an introduction about it. It’s important that the introduction is
relevant to the subject.”

Table 5. Teachers’ views on the importance of classroom transitions

—h

Category Code
For teacher Classroom management
Time management
Prevention of problem behaviors
Sticking to the plan
For child Adaptation to the activities
The child feeling safe
Achieving the activity objective
Social skill development
For curriculum Classroom management
Adaptation to the next activity
Guiding the teacher
Achieving the outcomes
Time management

[y
N

P NN D NP NN B ooONDN W

Teachers’ views on the importance of classroom transitions were examined in terms of teacher,
child, and curriculum. As shown in Table 5, the teachers expressed the importance of planning
transitions for teacher in terms of “classroom management”, “time management”, “prevention of
problem behaviors”, and “sticking to the plan”. The importance for child was stated as “adaptation to
the activities”, “the child feeling safe”, “achieving the activity objective”, and “social skill
development”. Their views on the importance of transitions for curriculum included “classroom
management”, “adaptation to the next activity”, “guiding the teacher”, “achieving the outcomes”, and
“time management”. The teachers delivered their views on the importance of classroom transitions as
follows:
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T5: “Therefore, the child doesn’t suddenly become stunned. Going from an arts activity t0 a
game activity like this, they don’t say, ‘What is this?’. That’s, they learn about the next activity.
Thus, it becomes easier for the child to adapt to the activity.”

T6: “Frankly speaking, the disciplinary order and classroom management become easier for
us, as they don’t get disconnected and they know what to do. In this way, moving from one to
another is easier.”

T10: “Sometimes it prevents loss of time. Group coordination can be more successful.”
T13: “The child also likes school more. Um, they adapt to the activities more easily.”

T14: “It’s important for time management and classroom management. We allocate more time
to more educational activities for children. In terms of the program, it actually guides us. I’ll
mention the time issue again. It shows us how we should use the time. Keeping these transitions
short shows how much more productive we can be for children. Or let me say, ‘how much more
planned and programmed. ™

Table 6. Strategies used by teachers in classroom transitions

Category Code f
Auditory strategies  Song-music 16
Fingerplay-nursery rhyme 11
Verbal reminder 4
Bell-whistle-tambourine 1
Visual strategies Image-object-photo 3
Puppet 3
Positive classroom  Play 3
management Drama 3
practices

Table 7. Strategies used by teachers in classroom transitions (Findings from observation)

Category Code f

Auditory strategies  Song-music 12
Fingerplay-nursery rhyme 4
Verbal reminder 2
Bell-whistle-tambourine 1

Visual strategies Puppet 2

Positive classroom  Organizing the classroom 1

management

practices

Table 6 presents the findings obtained from the interviews with the teachers. As shown in 6, the
teachers mostly used auditory classroom transition strategies such as “song-music”, “fingerplay-nursery
rhyme”, “verbal reminder”, and “bell-whistle-tambourine”. They were followed by visual strategies
such as “image-object-photo” and “puppet” and strategies for positive classroom management practices
such as “play” and “drama”. As seen in Table 7, the findings obtained from the observation support the
interview findings. Observations in the classrooms of three teachers revealed that they used transition
strategies such as verbal reminders, fingerplay-nursery rhyme, song-music, and bell-whistle-
tambourine. According to the findings obtained from the observations, the teachers used verbal
reminders more than they stated in the interviews. The teachers made the following statements about
the strategies they used in classroom transitions:

T2: “l may be using a material. It may be a verbal instruction song, as | said.”

T7: “In general, poetry, riddles, fingerplays, and music, as | said...”
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T16: “We sing nursery rhymes, little songs. For example, we have separate songs for the game,
sometimes we have small songs, such as the song about taking turns, the song about transition
to reading and writing. We always do it like that. For example, if I have a plan about an animal,
1 say during that day, ‘let’s line up by pretending to be an animal’. Little games like ‘let’s go to
the ring’, ‘let’s go to this line’, ‘let’s stand there.”

Table 8. Transition times when teachers have problems

Category Code
Transition from free time to the next activity
Transition times  Transition to reading-writing preparation activity
when teachers have Transition from active to passive activit
problems iti ive to passiv ivity
Transition to mealtime
Space transitions

= N W B~ O =

Table 8 shows the transition times when the preschool teachers encountered problems.

According to the table, the teachers faced the most problems in transition from free time to the next
activity, which was followed by transition to reading-writing preparation, transition from active to
passive activity, transition to mealtime, and space transitions, respectively. The teachers expressed the
transition times when they had more problems as follows:

T2: “It can be a little more difficult to recover the children when moving from free time to
other activities. I mean, there’re a lot of stimuli, a lot of materials, everything is there, and
children are required to do something, and sometimes they may resent because they do not
want to do it.”

T4: “Recovering time, from free time.”

T6: “Of course, children don’t want to get back from playtime.”

T7: “In general, from free time activities to nutrition activities. From a play activity to a
reading-writing activity.”

T8: “It may be more difficult for some children to move from active activities to more quiet
activities, like preparation for reading-writing.”

T15: “Of course, if we're to end the activity in a very active moment and move on to listening
and focusing activities, the child has difficulty transitioning from that mood to another as their
body has worked hard, their heart rate has increased, and their blood circulation has
accelerated.”

T10: “We had difficulty transitioning from active activities to quiet activities. There were
situations that we had to go through in order to collect their attention, to direct their attention
to the activity.”

Table 9. Problems faced by teachers during transition times

Category Code f
Individual Daily situations (not getting enough sleep, not wanting 8
characteristics to come to school, not wanting to eat, etc.)
Small age group/mixed age

Status of having special needs 1
Not wanting to pause Not wanting to stop playing/not wanting to pause an
the activity ongoing activity
Physical Problem behaviors due to large class size/small class 3
characteristics of the size
classroom
No problem No problem 1
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Table 10. Problems faced by teachers during transition times (Findings from observation)

Category Code f

Whining 4

Not participating in the transition 3

P_roblems _ Objecting 5
experienced during i

transition times Crying 1

Kicking about 1

No problem 1

Table 9 examines the problems teachers experienced during transition periods. When table 9 is
examined, it is seen that they mostly experienced problems arising from the individual characteristics
of children, such as “daily situations”, “age group”, and “status of having special needs”. When the
findings obtained from the observation are examined according to Table 10 teachers mostly faced

problems of whining and not participating in transition.

T2: “Since I'm a teacher of three-year-olds, we have a little bit of trouble with students’ taking
instructions.”

T6: “Children may not be able to keep up with these transitions. More precisely, the majority of
them adapt, but we experience this problem more in children with behavioral problems.”

T7: “When our free time activity is over, children don’t want to collect toys, of course.”

T8: I talked about our physical conditions. We can only use that space in the classroom, and
we usually have more than 20 children.”

Table 11. Teachers’ suggestions for solutions to the problems experienced during transition times

Category Code
Giving instructions/getting attention/using materials

Planning transitions - Adjusting the active/passive balance of activities
Specifying the daily flow
Support staff

Building support Peer support

Planning transitions Getting to know the child
based on individual
needs

NP W, N N,

In view of the problems they encountered, the teachers offered various solutions for planning
transitions. The teachers stated that solutions such as “giving instructions/getting attention/using
materials”, “specifying the daily flow”, “support staff”, “peer support”, “adjusting the active/passive
balance of activities”, and “getting to know the child” would reduce the problems experienced during

transitions. The teachers expressed their views as follows:

T3: “For example, I'll do an activity, but one of them doesn’t want to do it. They aren’t in a
good mood, they re sick. We need to understand that first.”

T6: “Ifwe 're getting back, we stop the music. We create a quieter environment and help different
children gain awareness. Then we remind again why we need to get back.”

T10: “They have an idea about the flow of the day. Sometimes they even say, ‘The first game
today is...", ‘We have not played that game for a long time (they re familiar with that game
now)’, ‘let’s do this in attention-collecting activities ™.

T13: “The support staff is very effective. When one child has a problem, the other teacher deals
with the children in general.”

T14: “As | said, the solution is to arouse their curiosity, to approach them with a gesture that
they will feel safe, to utter sentences with such a tone of voice.”

44



Feyza OZKAN YILDIZ,

The Journal of Education, Theory and Practical Research 2024, Vol 10, Issue 1, 35-48 Berrin AKMAN, Sabiha EREN

T15: “Well, a puppet can be used, again. A question can be used... Before a mother tongue
activity, any object can be in a surprise bag or in a box. It could even be a flower.”

Table 12. Time spent on transitions during the half-day education period

Time spent on transitions during the half-day Time spent on transitions during the half-day
education period (Interview) education period (Observation-two-hour
education period)

f f
1-15 mins (12%) 4 1-15 mins (12%) 4
16-30 mins (25%) 8 16-30 mins (25%) 8
31-45 mins (36%) 3 31-45 mins (36%) 3
46-60 mins (50%) 2 46-60 mins (50%) 2

The time the preschool teachers spent on transitions during the half-day education period mostly
varied between “16-30 mins”. This is followed by “1-15 mins”, “31-45 mins”, and “46-60 mins”. The
data obtained from the observations in Table 12, it is seen that the transitions take “1-15 mins” (12%)
in a two-hour period.

T4: “I think, maximum half an hour.”

T12: “I mean, if we do four activities a day, it varies between 30 and 40 minutes a day on
average.”

T15: “It may depend on the number of activities, but transition from one activity to another may
take 15 minutes.”

Discussion, Conclusion and Suggestions

This study examined preschool teachers’ views on classroom transitions and their use and
planning of classroom transition activities. Olive (2004) defines classroom transition as a transition
between regularly scheduled activities, and Banerjee and Horn (2013) define it as “a teacher-initiated
movement from one ongoing classroom activity to another resulting in a change in the activity during a
daily routine”. Transitions in early childhood settings are times when children move from one activity
to another (Hemmeter et al., 2008). Transitions refer to individuals ending one activity and starting
something new and moving from one position to another (Hume, 2008). The teachers participating in
the present study described transitions as “transitions between activities”, “work that prevents
disconnection between activities”, “preparing children for the next activity”, “facilitating the transition
to the next activity”, and “linking activities together”. The teachers expressed views similar to the
definitions of classroom transitions in the literature, which shows that the preschool teachers have
knowledge about classroom transitions.

All the teachers participating in the study stated that they included classroom transitions in their
processes and expressed the importance of classroom transitions in terms of “teacher”, “child”, and
“curriculum”. These findings are consistent with the research findings in the literature. Previous research
has shown that transition times can create problems for teachers and students even in a well-planned
classroom environment, and therefore it is useful to plan classroom transition times, since problem
behaviors are likely to come out during transition times (MclIntosh, Herman, Sanford, McGraw &
Florence, 2004; Olive, 2004). The preschool teachers participating in this study put the most emphasis
on classroom management in terms of the curriculum and teacher. One aspect of classroom management
involves transitions. During a five-hour preschool education period, children may spend an hour or more
in transitions between activities (Banerjee & Horn, 2013). Ineffective classroom transitions lead to
wasted time and increased problem behaviors (Russo, 2014). The findings of the present study on
children’s adaptation to the activities and feeling safe are in line with the findings in the literature. If
children are unsure of what they are expected to do during transition times, there is a greater chance of
unmet expectations, and this increases the potential for behavior problems (Mathews, 2012). When
children know what to expect, they are better prepared for change and less afraid of the unknown. When
children feel safe, they are more involved in play experiences, and their learning potential increases
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(Beban & McCormilla, 2012). In addition, in the study conducted by Korkmaz et al. (2018) on pre-
service teachers, the pre-service teachers stated that in-class transitions are important for children to
prepare for the next activity and not experience confusion. In the present study, the teachers expressed
their view that it is important to plan transitions both to ensure classroom management and to increase
children’s participation in learning activities by making them feel safe.

The teachers indicated their considerations when planning classroom transitions in terms of
“individual characteristics”, “curriculum”, and “physical condition of the classroom”. Research shows
that the strategies used in transitions should be appropriate to the individual characteristics of children.
For example, some children may need support with transitions due to their age and cultural and linguistic
characteristics. It is, therefore, very important to adapt transitions to the individual needs of children
(Ostrosky et al., 2002). In terms of the curriculum, the teachers paid most attention to balancing active
and passive activities. One of the features of Tiirkiye’s 2013 Preschool Education Curriculum is balance.
The curriculum highlights ensuring balance between passive and active activities (MoNE, in Turkish
MEB, 2013). Banerjee and Horn (2013) also emphasize that having quiet activities before boisterous
activities has a positive effect on transitions.

The study found that the teachers used “auditory strategies” the most. Previous studies also show
that in-service and pre-service teachers use auditory strategies the most (Bakkaloglu & Ergin, 2020;
Korkmaz et al., 2018). Studies in the literature report that pre-service teachers mostly use verbal
reminder, fingerplay-nursery rhyme, and song and musical instrument as auditory strategies in
classroom transitions in teaching practice (Korkmaz et al., 2018). Moreover, it is stated that songs
indicating what children will do in transitions are effective in attracting children’s attention and making
them fulfill the expected task. It is emphasized that songs and music are enjoyable and motivating for
young children and have a profound effect, especially on children with special needs (Mathews, 2012).
Teachers are thought to use auditory strategies more in transition activities because of these reasons.
The teachers participating in the study had the most problems in transitioning from free time activities
to the next activities. In the study of Yildirim-Haciibrahimogullar1 (2017), teachers stated that they had
the most problems in transitioning from free time activities to other activities. Bakkaloglu & Ergin
(2020) revealed that there were problems in the transition to the eating routine, the transition to the
activity after eating, and space transitions. Considering the free time and eating times, teachers may
have problems as preparation and recovery are time-consuming for children. On the other hand, the
teachers had problems with preparation for reading-writing, transition from active activity to passive
activity, and space transitions.

The teachers stated that they experienced problems during transitions due to “individual
characteristics”, “children not wanting to pause the activity”, and “physical characteristics of the
classroom”. Previous studies consider individual characteristics such as children having special needs,
refusing to participate in transition, and having distractibility as problems in transitions (Hemmeter et
al., 2008; Korkmaz et al., 2018; Yildirim-Haciibrahimogullari, 2017). In the case of problems arising
from children with special needs, teachers should provide additional support in accordance with their
needs. Furthermore, children sometimes do not want to participate in transition and show problem
behaviors as they do not want to end the activity they are on. Teachers may think that they are having a
bad day as they do not know why children exhibit problem behaviors. Therefore, teachers’ getting to
know the children and offering them various adaptations and supports in line with their needs may
reduce the problems they will face in transition. The solution suggestions expressed by the teachers for
these problems seem to be related to planning transitions. The literature stresses that teachers’ not
planning transition times increases the likelihood of problems. Planning transitions ensures that all
components of transitions are considered. Teachers should plan which staff will be where, which
children will be paired, and which materials will be used during transitions (Olive, 2004). Environmental
supports, adapting materials, taking children’s preferences into account, and providing peer and staff
support are among the aids that teachers can use to facilitate transitions (Banerjee & Horn, 2013). On
the other hand, the participating teachers stated that they experienced problems because children did not
want to leave their activities unfinished. However, the teachers did not propose solutions for unfinished
activities. According to Hume (2008), a completed/to-be-completed activity box is an area where
children leave their activities when transition time comes. Having such an area for children to put their
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activities when it is time to transition shortens the time spent in transition and allows children to
complete their activities later. It is a relief for children that they can finish their activities later.

As to the time spent by the teachers on transitions, they stated that they spent 25% of the half-
day education time (16-30 mins) on it. The findings obtained from the observation showed that the
teachers spent an average of 1-15 mins (12%) of the 2-hour education period. According to a study
conducted in preschool classrooms involving inclusion practices, teachers spend an average of 42
minutes (35%) in a two-hour period of a school day (Bakkaloglu & Ergin, 2020). The findings obtained
from the present study regarding the time spent in transitions differ from the findings of Bakkaloglu &
Ergin (2020). This may be because there were no inclusion students in the preschool education
classrooms where the observations were made, the classrooms had support staff, and the physical
characteristics of the classrooms were favorable. Determining the time spent in classroom transitions
through observations to be made in each teacher’s classroom may provide more detailed information.

Some suggestions can be offered in the light of the results obtained from this research. This
research is limited to 17 participants due to the nature of qualitative research. A larger study group may
provide more in-depth information. Data were collected through interviews and observations. To
support the findings of interviews and observations, future studies can analyze teachers’ activity plans
to obtain information about their planning of classroom transition activities. The study found that the
teachers had knowledge about classroom transitions but did not plan them thoroughly. Thus, with
training to be provided on this subject, teachers can be supported to increase their level of knowledge
and practice. Within the scope of the compulsory courses in teacher training programs, steps can be
taken to address the subject of transitions in detail and for practicing students to plan transitions.
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Okul Oncesi Ogretmenlerinin Simif I¢i Gegis Etkinliklerini Kullanma ve
Planlama Durumlarinin incelenmesi*
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Oz

Anahtar Kelimeler

Okul 6ncesi egitimdeki gegisler, cocuklarin gelisimine 6nemli katkilarda bulunan
bir siirectir. Sinifi¢i gegisler, cocuklarin 6grenmelerini kolaylastirir, sosyal uyumu
geligtirir ve smif yonetimine katki saglar. Arastirmalar, gecis stratejilerinin
¢ocuklarin sosyal-duygusal becerilerini gelistirebilecegini, problem davraniglarin
azaltabilecegini ve etkili bir smif yonetimi saglayabilecegini gostermektedir. Bu
aragtirmada okul 6ncesi 6gretmenlerinin sinif i¢i gegis etkinliklerini kullanma ve
planlama durumlar1 incelenmistir. Bu arastirmanin katilimeilarini Ankara ve
Konya ilindeki anaokullarinda gorev yapan toplam 17 6gretmen olusturmaktadir.
Katilimcilar uygun drnekleme yolu ile segilmistir. Ogretmenlerin sinifici gecislere
yonelik goriiglerini ve kullanilan stratejileri belirlemek amaciyla goriisme ve
gozlemler yapilmistir. Arastirma verileri i¢erik analizi yontemi kullanilarak analiz
edilmigtir. Ayrica nitel aragtirmalarda gegerlilik, giivenirlik ve aragtirmaci roliiniin
onemine dikkat edilmistir. Arastirma sonucunda arastirmaya katilan 6gretmenler,
smif i¢i gegisleri "diizenli olarak planlanan faaliyetler arasi gegis" olarak
tamimlanuglardir. Ogretmenler, siif igi gecislere yonelik "etkinlikler aras1 gecis",
"etkinlikler arasi kopuklugu onleyen ¢alisma", "cocuklar1 bir sonraki etkinlige
hazirlamak" ve "etkinlikleri birbirine baglamak" seklinde goriis belirtmislerdir.
Ogretmenler, simf ici gecisleri planlarken cocuklarn bireysel ozelliklerine,
programin dengeli olmasina ve smifin fiziksel durumuna dikkat ettiklerini
belirtmislerdir. Ayrica 6gretmenlerin en ¢ok isitsel stratejileri kullandiklar1 ve
serbest zaman etkinliginden sonraki gecislerde problem yasadiklar1 goriilmiistiir.
Aragtirmadan elde edilen bulgular alan yazinda yapilan ¢aligma sonuglari 11ginda
tartisilarak 6neriler sunulmustur.
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Giris
Okul 6ncesi egitim, ¢ocuklarin fiziksel, sosyal, biligsel ve duygusal gelisimlerine katki saglayan
onemli bir siire¢ olarak goriilmektedir. Bu egitim siirecinde yer alan gegisler ise giin i¢inde, etkinlikler
sirasinda ortaya ¢ikan ve okul dncesi egitim programinin en gerekli boliimlerinden biridir. Okul 6ncesi
doénemde kullanilan yaygin gegis stratejileri evden okula gelis, kii¢iik gruptan biiyiik grup aktivitelerine,
biiyiik gruptan kiiclik grup aktivitelerine gegisler, icerden disar1 gegis, sinif etkinliklerinden yemege
gecis ve okuldan eve gidisler seklindedir (Banerjee ve Horn, 2013).

Kiiciik cocuklarin harekete ve ilgi ¢ekici faaliyetlere izin veren gelisimsel olarak uygun rutinlere
ve programlara ihtiyaglar vardir. Gegisler giiniin ¢esitli aktivitelerini bir arada tutar (Peterson, 2000).
Gegisler her birey igin giinliik rutinin bir pargasidir. Fakat kiiglik ¢ocuklar i¢in etkinlik, yer ve olaylar
arasinda gecis yapmak genellikle zordur. Sinif iginde etkinlikler arasindaki gecisler 6nceden diisiiniiliip
plan yapildiginda ¢ocuklar daha kolay gecis yapmaktadirlar (Register ve Humpal, 2007). Gegisler
sirasinda c¢ocuklarin ellerindeki aktiviteyi bitirmeleri, 6gretmenin yonergelerine odaklanmalar1 ve
anlamalari, akranlarin hareket ve davraniglarinin yarattigr dikkat dagitict unsurlarla bas etmeleri ve
calisma alanmin temizlenmesi veya hazirlanmasi sirasinda materyalleri koordine etmeleri
gerekmektedir. Bununla birlikte 6gretmenler de gecis zamanlarinda bir dizi yonerge sunmak,
materyallerin diizenini saglamak, cocuklarin sosyal ve fiziksel hareketlerini denetlemek gibi pek ¢ok
seyle ayn1 anda mesgul olduklarindan zorlanirlar (Buck, 1999). Bazi ¢cocuklarin da mizaglari nedeniyle
gecis zamanlarinda yasanan giiriiltii ve hareketle bas etmeleri zor olmaktadir. Gegis zamanlarinda bazi
cocuklarin etkinlige katilirken diger ¢ocuklarin sabirla beklemelerini talep etmek gercekei degildir.
Boyle bir durumda ¢ocuklar can sikintilarini1 gidermek icin rahatsiz edici davranislarda bulunabilirler
(Fields, Meritt ve Fields, 2018).

Okul 6ncesi 6gretmenleri gesitli sinif ici gegis stratejileriyle etkili bir sinif yonetimini saglayarak
cocuklarin 6grenmelerini kolaylastirabilirler. Bu stratejiler arasinda, sinif i¢i kurallarin ve rutinlerin net
bir sekilde belirlenmesi, ¢ocuklarin duygusal ihtiyaglarinin karsilanmasi, Ogrencilere alternatif
davraniglar Ogretilmesi ve duygusal okuryazarlik becerilerinin gelistirilmesi gibi stratejiler yer
almaktadir. Gegis etkinliklerinde ayn1 anda birgok gorev yerine getirildiginden dolay1 bu etkinlikler
ogretmenler ve cocuklar agisindan zor olmaktadir. Bu yilizden ogretmenler gegis stratejilerini ve
materyalleri onceden planlayarak, nasil ve ne zaman diger ¢alisanlarla iletisimde olacagim
belirlemelidir. Ge¢is zamanlarindaki belirlenen gorev ve sorumluluklar ¢ocuklar ve diger tiim
yetiskinleri kapsamalidir (Olive, 2004).

Smif ici gecisler, smiftaki aktivitelerin, oyunlarin ve etkinliklerin diizenli bir sekilde
siralanmasidir. Bu gegisler sirasinda, ¢ocuklar bir etkinlikten digerine gegerken 6grenme siireci devam
ederek ¢ocuklar arasindaki uyum ve is birligi gelistirilir. Ayrica, smif i¢i gecisler, cocuklarin 6grenme
odaklarimi siirdiirmelerine, sinif kurallarin1 anlamalarina ve simifin diizenli bir sekilde islemesine
yardimei1 olur. Dikkatlice planlanmis gegis stratejileri cocuklarin etkinlikler arasi gegiste ortaya ¢ikan
sorun davraniglarini ortadan kaldirmay1 kolaylastirmaktadir (Banerjee ve Horn, 2013). The National
Association for the Education of Young Children (NAEYC), ¢ocuklarin kendini giivende hissettikleri,
ongoriilebilir ve yapilandirilmig giinliik rutinler 6nermektedir. Ayrica 6gretmenler ¢ocuklarin fikir ve
ilgilerini genigletmek icin firsatlar olusturmalidir. Gegisler esnasinda ortaya ¢ikan ¢ocuklarin sorun
davranislari, gecislerin yapilandirilmasi, planlanmasi ve uygulanmasiyla ilgilidir (Hemmeter, Ostrosky,
Artman ve Kinder, 2008). Gegisleri kolaylastirmak i¢in sinif ortamini planlarken; ¢ocuklar igin verimsiz
zaman en aza indirilmeli, daha fazla egitici zaman saglanmali, miicadeleci davraniglar azaltilmali ve
cocuklarin 6zgiirliikleri desteklenmelidir (Ostrosky, Jung ve Hemmeter, 2002).

Alan yazinda gergeklestirilen aragtirmalar okul Oncesi donemde Ogretmenlerin gegis
stratejilerini  kullanarak ¢ocuklarin sosyal-duygusal becerilerini gelistirebileceklerini, problem
davraniglar azaltabileceklerini ve etkili bir sinif yonetimi gerceklestirebileceklerini ortaya koymaktadir
(Bierman vd., 2008; Hemmeter vd., 2008; Izard ve King, 2014; Kaiser ve Sklar Rasminsky, 2017). Head
Start REDI programi okul dncesi 6gretmenlerinin sinif i¢i gecis stratejilerini kullanarak ¢ocuklarin dil,
matematik, sosyal-duygusal becerilerini gelistirmelerine yardimet olmaktadir. Bu program, okul dncesi
Ogretmenlerine, sinif i¢i kurallarin ve rutinlerin net bir sekilde belirlenmesi ile ¢ocuklarin sorun ¢6zme
ve is birligi yapma becerilerini gelistirme gibi sinif i¢i gegis stratejilerini kullanmalarini saglamaktadir.
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Bu kapsamda bu programin sinif i¢i gegis stratejileri ile ¢ocuklarin akademik ve sosyal-duygusal
becerilerinde olumlu etkiler yarattigi ortaya koyulmustur (Bierman vd., 2008). Kaiser ve Sklar
Rasminsky’nin (2017) ger¢eklestirdigi aragtirma, okul 6ncesi 6gretmenlerinin sinif i¢i gegis stratejilerini
kullanmasi, ¢ocuklardaki problem davranislart azalttigini géstermektedir. Sinif i¢i gegis etkinliklerinde
duygular1 tanima, ifade etme ve diizenleme becerilerinin 6gretilmesi, duygusal durumlarin anlatilmasi,
empati ve sosyal becerilerin gelistirilmesine yonelik gecis stratejilerinin kullanilmasi g¢ocuklarin
duygusal okuryazarlik becerilerini gelistirmelerine yardimci olmaktadir (Izard ve King, 2014). Okul
oncesi donemde sinif i¢i gegis stratejilerinin kullanilmast sinif yonetiminin saglanmasi, problem
davraniglarin  azaltilmasi ve ¢ocuklarin sosyal-duygusal gelisimleri agisindan Onemli oldugu
goriilmektedir. Okul 6ncesi donemde etkinlikler aras1 gecisleri kullanmak sosyal beceriyi, duygusal
yeterliligi 6gretmeyi ve caligma siirecini planlamay1 kolaylastirmaktadir. Gegisler sayesinde 6gretmen,
cocuklar1 birlikte calisma konusunda cesaretlendirir ve bir sey yaptiklarinda gocuklara tanimlayic
doniitler verir. Cocugun birlikte oturacagi bir arkadasi oldugunda, ikili olarak koridorda yiiriimesi veya
oyun esnasinda bir arkadasiyla eslesmesi gibi arkadaslik becerileri de gecisler esnasinda ¢ocuklara
kolaylik saglar (Hemmeter vd., 2008).

Tiirkiye’de okul oncesi egitimde sinif i¢i gegislere yonelik arastirmalar sinirli olmakla birlikte
bu aragtirmalarin genel olarak simif yonetimi {izerinde yogunlastigi goriilmektedir (Denizel Giiven ve
Cevher, 2005; Giilay Ogelman ve Ersan, 2014; Ocak Karabay ve Sahin Asi, 2019; Oztiirk, Gangal ve
Besken Ergisi, 2014; Yasar Ekici, Glinhan ve Anilan, 2017). Smif i¢i gegislere yonelik arastirmalar okul
oncesi dgretmenlerinin ve dgretmen adaylarinin sinif uygulamalarinda siif i¢i gegis etkinliklerine yer
verdikleri goriilmektedir (Bakkaloglu ve Ergin, 2020; Bozan, Bay, Demir ve Karahalli, 2021; Korkmaz,
Esen Coban ve Koyuncu Sahin, 2018). Bakkaloglu ve Ergin’in (2020) kaynastirma uygulamalari
yiiriitiilen okul 6ncesi egitim siniflarinda sinif i¢i gecisleri inceledigi arastirmada, arastirmaya katilan
Ogretmenlerin tamamu etkinlikler arasi gecislerde gecis stratejisi kullandiklar1 goriilmektedir. Bu
arastirmaya gore Ogretmenler gecis zamanlarinda daha ¢ok sdzel hatirlaticilar tercih etmektedirler.
Korkmaz vd.’nin (2018) okul dncesi 6gretmen adaylari ile gergeklestirdikleri arastirmada 6gretmen
adaylar1 sinif igi gegisleri ¢cocuk, 6gretmen ve program agisindan énemli gordiiklerini belirtmiglerdir.
Ogretmen adaylar1 en fazla isitsel destekli sozel hatirlaticilar kullanmakla birlikte giinliik egitim akisi
icerisinde gecis etkinlikleri planlamadiklar1 gériilmektedir. Bozan vd. (2021) okul Oncesi
ogretmenlerinin sinif i¢i etkinlik gegislerinde kullandiklar1 isitsel stratejileri inceledikleri arastirmaya
gore 6gretmenlerin en fazla sarki ve miizik kullandiklar1 goriilmektedir.

Ogretmenlerin ne &gretecekleri, nasil dgretecekleri ve ne zaman dgreteceklerini bilmelerinin
yant sira sonraki etkinliklerde ne yapacaklar1 ve gegisleri de nasil saglayacaklarini bilmeleri etkili bir
egitim siireci i¢in sarttir. Bu gegisler, ¢ocuklarin 6grenme potansiyellerini en iist diizeye ¢ikarmak,
sosyal ve duygusal becerilerini gelistirmek, 6z disiplinlerini ve zaman yonetimi becerilerini artirmak
gibi bir¢ok fayda saglar. Bu nedenle, 6gretmenlerin sinif igi gegisleri dogru bir sekilde planlamasi ve
uygulamasi, okul Oncesi donemdeki ¢ocuklarin Ogrenme siirecinde basarili olmalarin
saglayacaktir. Okul oOncesi egitimde simf i¢i gecislere yonelik arastirmalarin yetersiz olmasi ve
yapilacak olan arastirmalarin gegislere yonelik 6gretmen ve 6gretmen adaylarmin farkindaliklarini
arttiracagi disiiniilerek bu aragtirmanin yapilmasina ihtiya¢ duyulmustur. Bu kapsamda bu arastirmanin
amact okul oncesi 6gretmenlerinin sinifi i¢i gecisler hakkindaki goriislerini ve simif ici gecislere yer
verme durumlarini incelemektir. Bu amag dogrultusunda asagidaki sorulara cevap aranacaktir:

1.  Okul 6ncesi 6gretmenlerinin sinif i¢i gegislerine yonelik goriisleri nedir?

2. Okul 6ncesi 6gretmenlerinin siif i¢i gegisleri planlama durumlar1 nedir?

3. Okul oncesi Ogretmenleri smif i¢i gecisleri saglamak i¢in hangi tiir stratejileri
kullanmaktadir?

4, Okul oOncesi ogretmenleri simif igi etkinlik gecislerinde hangi tir problemlerle
kargilagmaktadir?

Yontem

Bu arastirma nitel arastirma deseni olarak gerceklestirilmistir. “Nitel arastirma gézlem, goriisme
ve dokiiman analizi gibi nitel veri toplama yontemlerinin kullanildigi, algilarin ve olaylarin dogal
ortamda gercekei ve biitiinciil bir bigimde ortaya konmasina yonelik nitel bir siirecin izlendigi arastirma

37



Feyza OZKAN YILDIZ, Berrin AKMAN,

Egitim Kuram ve Uygulama Arastirmalar1 Dergisi 2024, Cilt 10, Say1 1, 35-48 Sabiha EREN

olarak tanimlanabilir” (Yildirim, 1999, s. 10). Bu arastirma okul 6ncesi 6gretmenlerinin sinif igi
gecislere yonelik goriislerini farkli veri toplama yontemleri kullanarak incelemesi agisindan nitel
arastirma Ozelligi tasimaktadir.

Calisma Grubu

Bu arastirmanin  katilimcilarim1 Ankara ve Konya ilinden 17 okul Oncesi 6gretmeni
olusturmaktadir. Katilimcilar amagli 6rnekleme yoOntemlerinden uygun oOrnekleme yolu ile
secilmiglerdir. Amacli 6rnekleme tiirlerinden biri olan uygun 6rnekleme zaman, para ve yer agisindan
hizli ve kolay ulasilabilir 6rneklemin seg¢ilmesidir (Merriam, 2009; Patton, 2002). Katilimcilar
arastirmacilarin ulagabildigi ve goniillii okul 6ncesi 6gretmenlerinden olugmaktadir.

Tablo 1. Caligma grubuna yonelik demografik bilgiler

Degiskenler f
Cinsiyet Kadn 17

Erkek -

26-30 7

31-35 1

36-40 4

5

1

Yas

41 ve lsti
On lisans
Lisans 10
Lisanstistii 6
1-5yil
6-10 y1l
11-15 yil
Mesleki deneyim 16-20 yil

Egitim diizeyi

21 ve lizeri

Ilkokul ya da ortaokula bagli anasinifi

Okul tiirii Bagimsiz anaokulu

U1 O OO0l W Kk 0

Universite uygulama anaokulu

Tablo 1’ de yer alan bilgilere gore arastirmaya katilan 6gretmenlerin tamami kadindir.
Ogretmenlerin cogu 26-30 yas araliginda, lisans mezunu ve 6-10 yil araliginda mesleki deneyime
sahiptirler. Ogretmenlerin 6’s1 ilkokula bagli anasiniflarinda, 6’s1 bagimsiz anaokulunda ve 5°i de
{iniversite biinyesinde yer alan uygulama anaokulunda gorev yapmaktadir. Ogretmenlerin tamani sinif
yonetimi dersi almislardir.

Veri Toplama Araci

Bu arastirmada veriler griisme ve gozlem araciligi ile toplanmustir. Ogretmenlerin sinif igi
gecislere yonelik goriislerini incelemek amaci ile okul 6ncesi egitim alaninda uzman ii¢ kisiden goriis
alinarak olusturulan yar1 yapilandirlms “Smmf i¢i Gegislere Yénelik Ogretmen Goriisme Formu”
kullanilmigtir. Yar1 yapilandirilmis goriisme formlar1 Onceden belirlenmis sorularin yaninda
derinlemesine bilgi elde etmek i¢in goriisme esnasinda farkli sorularin sorulmasina imkan verir
(Merriam, 2009). Ogretmen goriisme formu arastirmanin biitiin alt problemlerini yanitlamaktadir.
Goriisme formu demografik bilgilere yonelik alt1 soru ve alt problemlere yonelik dokuz soru olmak
iizere toplam on bes sorudan olugmaktadir. Arastirmanin {igiincii ve dordiincii alt problemlerine cevap
aramak i¢in okul dncesi egitim siiflarinda gbzlem yapilmistir. Gézlem, bir durum hakkinda bilgi elde
etmek i¢in insan, toplum ya da doga gibi belli hedeflerden ¢iplak gbzle ya da herhangi bir ara¢ yardim
ile veri toplanmasi islemidir (Biiytikoztiirk, Kilig Cakmak, Akgiin, Karadeniz ve Demirel, 2009). Bu
aragtirma i¢in katilimci olmayan gozlem yontemi kullanilmistir. Katilimeci olmayan goézlemci
etkinliklerle ve insanlarla etkilesime girmeden disardan bir yabanci olarak gézlem yapar (Cresswell,
2013). Ogretmenlerin smif i¢inde hangi gecis stratejilerini kullandiklarimi ortaya koymak ve gegis
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zamanlarinda ortaya cikan problemleri belirlemek amaci ile katilimci olmayan goézlemci teknigi
kullanilmistir. Gozlem siirecinde alan yazin taramasi ve okul dncesi egitim alaninda uzman ii¢ kisinin
goriisleri dogrultusunda olusturulan “Sinif ici Gegislere Yonelik Gozlem Formu” kullanilmistir. Bu
formda o6gretmenlerin sinif i¢i gegislerde kullandiklari stratejiler, simif igi gecislerde ortaya g¢ikan
problemler ve 6gretmenlerin smif i¢i gegislerde harcadigi siire hakkinda bilgi toplamaya yonelik
maddeler bulunmaktadir.

Veri Toplama Siireci

Bu aragtirmanin verileri 2018-2019 egitim-6gretim yil1 bahar déneminde toplanmistir. Veri
toplama siireci dncesinde MEB’den gerekli izinler alinmistir. Oncelikle goriisme formlarinin agikligi ve
anlasilirhigma yonelik 3 okul 6ncesi 6gretmeni ile pilot goriisme yapilmistir. Pilot ¢calismadan elde edilen
bilgilere gore katilimcilar tarafindan anlasilmayan bir soru goriisme formundan ¢ikarilmistir. Buna ek
olarak simif i¢i gecislerde yasanan problemleri daha detayli incelemek amaci ile bir soru eklenmistir.
Asil uygulama i¢in 6gretmenlerle 6nceden goriisiilerek aragtirma hakkinda bilgi verilmistir. Arastirmaya
katilmay1 kabul eden 6gretmenlere gontillii katilim formlar1 tanitilmistir ve 6gretmenler tarafindan
imzalanmigtir. Gorlismeler 0gretmenlerden randevu alinarak 6gretmen ve arastirmacinin bas basa
oldugu sessiz bir ortamda gergeklestirilmistir. Ogretmenlerin tamam goriismeler esnasinda ses kaydi
almmasina izin vermislerdir. G6zlemler aragtirmaya katilan ve sinif'i¢i gecislere yer verdiklerini belirten
ti¢ 6gretmenin sinifinda yapilmistir. Gozlem yapilan 6gretmenlerin siifinda farkli giinlerde iki kere
olmak tlizere toplam alt1 gézlem gerceklestirilmistir.

Verilerin Analizi

Veriler icerik analizi yontemi kullanilarak analiz edilmistir. Icerik analizi elde edilen nitel
verilerin birbiri ile benzer olanlarin bir araya getirilerek anlamlandirma siirecidir (Patton, 2002). Nitel
verilerin analizinde ilk basamak ham verilerin bir araya getirilmesidir. Detayli bir sekilde okunan
verilerden arastirma sorusuna cevap niteliginde olanlar kodlanarak benzer kodlar ortak tema ya da
kategori altinda birlestirilir (Cresswell, 2014). Bu arastirmada kod-temalar: belirlemek i¢in
timevarimsal analiz yaklasimi kullanilmigtir. Tmevarimsal analiz yaklagimi kod, tema veya
kategorilerin veri analizi siirecinde ortaya ¢ikmasini ifade eder (Patton, 2002). Bu arastirma i¢in kod-
temalar 6nceden olusturulmamis, veri analizi siirecinde ortaya ¢ikmustir.

Gecerlik-Giivenirlik

Nitel arastirmalarda gegerlilik arastirmanin 6lgmeyi hedefledigi seyi Olgmesi, bulgularin
dogrulugunu ifade ederken giivenirlik ise arastirmanin yeniden yapilmasi halinde ayni sonugclara
ulasilabilirligini ifade etmektedir (Merriam, 2009). ilk olarak goriisme formunun gecerliligi saglamak
adina alan yazin incelenmistir. Olusturulan goériisme formunun alt problemlere cevap olusturup
olusturmadigini tespit etmek adina okul 6ncesi egitimi alaninda {i¢ uzmandan goriis alinmistir. Goriisme
formunda yer alan sorularin agikligi ve anlasilirligini belirlemek igin ii¢ okul 6ncesi 6gretmen ile pilot
calisma yapilmstir. Arastirma gegerliligini saglamak adina uygulanan bir diger yontem veri iiclemesidir
(Johnson ve Christensen, 2012). Veriler goriisme ve gézlem araciligi ile toplanarak kod ve kategorilerin
tutarhligr saglanmistir. Uye kontrolii ya da katilime1 dogrulamasi bu arastirma igin kullanilan diger
gegerlilik stratejisidir (Merriam, 2009). Goriisme ve gézlemden elde edilen veriler ve analizden ortaya
¢ikan ilk kod-kategoriler katilimcilar arasindan rastgele segilen dort 6gretmene gonderilerek katilimet
dogrulamas1 yapilmistir. Arastirmada siiregle ilgili detayli aciklama yapilmis olup goriisme
transkriptlerinden alintilar yer almaktadir.

Bu arastirmada giivenirlige yonelik gdzlem ve goriisme transkriptleri arastirmacilar tarafindan
farkl1 zamanlarda kontrol edilerek dogrulugu tizerinde goriis birligine varilmistir. Nitel arastirmalarda
farkli arastirmacilar tarafindan olusturulan kodlarin karsilastirilmasi ile kodlayicilar arasi uyum tespit
edilmistir (Cresswell, 2014). Goriisme ve gozlemden elde edilen veriler aragtirmacilar tarafindan
kodlandiktan sonra kodlar arasi tutarliliga bakilmstir.

Arastirmaci Rolii

Bu arastirma siirecinde arastirmacilar katilimcilarin hepsine ayni tutarlihigi gostermistir ve
katilimcilara aragtirma hakkinda bilgiler verilmistir. Goriismeler katilimcilarin kendilerini rahat
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hissedecekleri sessiz bir ortamda arastirmact ile bas basa yapilmistir. Katilimei olmayan gdzlemci rolii
geregi arastirmacilar siniflarda etkinliklere katilmadan gdzlem yapmislardir. Ogretmenin gosterdigi bir
yerde sinifi ve etkinlikleri gézlemlemislerdir.

Bulgular

Aragtirmanin bu boliimiinde okul 6ncesi 6gretmenleri ile yapilan goriismeler ve gdzlemlerden
elde edilen bulgulara yer verilmistir. Bulgular aragtirmanin alt problemleri géz 6niinde bulundurularak
analiz edilmistir. Analizlere ait bilgiler tablolastirilarak verilmis ve goriismelerden alintilar eklenmistir.

Tablo 2. Okul 6ncesi 6gretmenlerinin sinif i¢i gegislere yonelik goriisleri

Kategori Kod f
Etkinlikler aras1 gecis 10
Etkinlikler aras1 kopuklugu 6nleyen calisma 2
Sinif i¢i gegisler Sonraki etkinlige gegisi kolaylagtirma 2
Cocuklar bir sonraki etkinlige hazirlamak 2
Etkinlikleri birbirine baglamak 1

Okul 6ncesi 6gretmenlerinin siif i¢i gegislere yonelik goriisleri incelendiginde Tablo 2’ye gore
ogretmenler siif igi gecisleri gogunlukla “etkinlikler arasi gegis” olarak tanimlamigslardir. Bunun
yaninda 6gretmenler sinif i¢i gecislere yonelik “etkinlikler aras1 kopuklugu 6nleyen ¢alisma”, “sonraki
etkinlige geg¢isi kolaylastirma”, “cocuklar1 bir sonraki etkinlige hazirlamak™ ve “etkinlikleri birbirine
baglamak” olarak goriislerini belirtmislerdir. Ogretmenler sinif i¢i gecislere yonelik goriislerini su

sekilde ifade etmislerdir;

O13:” Giin igindeki etkinlikler arasinda bir etkinlikten diger etkinlige gecerken kopukluk
olmamast i¢in yapilan hmmm dikkat ¢ekici ¢alismalar diyebilirim”

Ol: “Etkinlik gecisi anliyorum. Etkinlik gecisinde de ¢cok farkli yontemler... Etkinligine gore,
giiniin saatine gore, 6grencinin o giinkii genel olarak sinifin haline tavrina gére, hareketli ya
da ona benzer bir gecis yapilabilir.”

O4: “Baglanti kurmak, bir etkinlikten bir etkinlige gecerken cocuklarin birazcik daha rahat
etkinlige baglanabilmesi icin, daha kolay kavrayabilmesi icin gecis diyeyim hani”

Tablo 3. Okul oncesi 6gretmenlerinin simf i¢i gegislere yer verme durumlari

Kod f
Evet 17
Hayir -

Tablo 3’ e gore arastirmaya katilan okul 6ncesi 6gretmenlerinin tamamu sinif igi gegislere yer
verdiklerini belirtmislerdir.

Tablo 4. Okul 6ncesi 6gretmenlerinin sinif i¢i gegisleri planlarken dikkat ettikleri durumlar

Kategori Kod
Cocuklarn ilgisi

Bireysel 6zellikler Ozel gereksinimli (OG) olup olmama/bireysel farkliliklar
Yag grubu
Hareketli-pasif etkinlik dengesi
Etkinlik amacina uygunluk
Program agisindan Etkinlik tiirti
Glinliik akis
Etkinliklerin baglantili olmasi

) Cocuk sayis1
Sinifin fiziksel durumu

N Ul RPN ANOOWDS O

Sinif biiyikligi/fiziksel diizen
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Ogretmenlerin sinif ici gegisleri planlarken dikkat ettikleri durumlar incelenmistir. Tablo 5° gore
ogretmenler en ¢ok “etkinliklerin aktif-pasif dengesi, etkinlik amacina uygunluk, etkinlik tirii, ginliik
akis ve etkinliklerin baglantili olmas1” gibi program acisindan durumlari belirtmislerdir. Daha sonra
“cocuklarin ilgisi, 6zel gereksinimli olup/olmama ve yas grubu gibi ¢ocuk agisindan dikkat ettikleri
durumlar1 belirtmislerdir. Ogretmenler “cocuk sayisi, sinif biiyiikliigii/fiziksel diizen” gibi sinifin
fiziksel durumunu da gegisleri planlarken g6z éniinde bulundurduklarm belirtmislerdir. Ogretmenler
sinif i¢i gegisleri planlarken dikkat ettikleri durumlar: su sekilde ifade etmislerdir;

“Ol: Swif biiyiikliigii materyal hazirlarken belki konumlandirmada daha etkili olabilir.
Ogrencinin kalabalhig belki bu seyi etkileyebilir. ..sumf sayisi. Tabii ki sinif kalabalik olursa
ozellikle karsilarken daha bir dikkatli olmak gerekiyor.”

“O7: Cocuklarin ilgi ve isteklerini goz oniinde bulunduruyorum. Daha béyle dinamik, aktif,
canli olmalarn istiyorum. En sevdigim o onlarin iizerinde.”

“08: Simifin durumu, ¢ocuklarin sayisi, elimdeki materyaller, sinifin fiziki durumu yani biitiin
hepsine dikkat ediyorum.”

“O10: Planlamayr yaparken érnegin hareketli bir etkinligi yaptiysak ara gegis etkinligi
olarak... sonraki etkinligimiz mesela sakin bir etkinlikse ne tam sakin ne de ¢ok hareketli olacak
sekilde o gecisi, aktivite diizeyine uygun gecisi saglayacak sekilde gecis etkinliklerine yer
veriyoruz.”

“013: Genelde etkinlikleri bir kere hareketli bir ¢calisma yaparsam arkasindan bir dinlendirici
almaya ¢alistyorum. Dinlendiriciden sonra biraz yavas yavas hareketlendirip bir anda ¢ok
cocuk hareketli iken oturtmak degil de hafif hafif dinlendirici calismaya dogru gegiyorum. Yani
bazen ¢ocuklarin tabi giinliik durumlart da degigebiliyor. Bazen hi¢ sakin ¢alismalara katilmak
istemiyorlar o zaman daha ¢ok bahge ¢alismalarina falan da agirlik veriyoruz.”

“Ol14: cocuk sayisi, bireysel farkhiliklar, ézel egitim gerektiren cocuklar, yas gruplari...
Duyularla ilgili bir ¢alisma yapacaksam onunla ilgili bir yumusak gegis olmasina en azindan
birbirleri ile de baglantili olup o meraki onla verip ¢alismanin sonunda ¢ocugun o meraki
gidermesi ya da bir deney yapacaksam yagmur deneyi ise onunla ilgili bir giris yaparak hani
ilgilerini toparlamak ondan sonra konu ile ilgili baglantili olmast o ag¢idan onemli.”

Tablo 5. Okul 6ncesi 6gretmenlerinin sinif i¢i gegislerin 6nemine yonelik goriigleri
Kategori Kod
Sinif yonetimi

—h

[y
N

. Zaman yOnetimi
Ogretmen agisindan Problem davranislarin 6nlenmesi
Plana bagh kalmak

Etkinliklere uyum

Cocuk agisindan Cocugun giivende hissetmesi

Etkinlik amacin ulasma

Sosyal beceri gelisimi

Sinif yonetimi
Sonraki etkinlige uyum
Program agisindan Ogretmene rehber olmasi

Kazanimlara ulagsma

R NN D NP N BN W

Zaman yonetimi

Ogretmenlerin simif ici gegislerin dnemine yonelik goriisleri égretmen, ¢ocuk ve program
acisindan incelenmistir. Tablo 5° e gore 6gretmenler gecisleri planlamanin énemini 6gretmen agisindan
“simuf yonetimi, zaman yonetimi, problem davranislarin 6nlenmesi ve plana bagl kalma” seklinde ifade
etmislerdir. Cocuk agisindan 6nemini “etkinliklere uyum, ¢ocugun giivende hissetmesi, etkinlik amacina
ulasma ve sosyal beceri gelisimi” seklinde belirtmislerdir. Program agisindan ise “sinif yonetimi,
sonraki etkinlige uyum, 6gretmenlere rehber olmasi, kazanimlara ulagsma ve zaman yonetimi” olarak
ifade etmislerdir. Ogretmenler sinif ici gegislerin 6nemine yonelik goriislerini su sekilde ifade
etmislerdir;
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“O5:Yani ¢ocukta bir anda béyle afallamiyor iste béyle sanat etkinliginden oyun etkinligine
gecerken bu ne demiyor en azindan iste ne etkinligine gegiyoruz onu 6grenmis oluyor hani
cocugunda etkinlige uyum saglamasi kolaylagiyor.”

“06: O giinkii disiplin ortam, stmif yonetimi bizim icin daha kolay oluyor acik¢ast kopmadiklar:
icin, ne yapacaklarm bildikleri icinde gecisler daha kolay oluyor, bu sekilde.”

“010: Kimi zaman zaman kaybim énliiyor. Grup icin koordinasyonda daha basarili sonuclar
elde edilebiliyor.

“013: Cocuk da daha ¢ok okulu seviyor. Iu etkinliklere daha kolay uyum sagliyor.”

“O14: Zaman yénetimi, simif yonetim, e cocuk agisindan da daha egitici etkinliklere daha fazla
stire taniyoruz. Program agisindan da bize yol gosterici oluyor aslinda yani gene dedigim gibi
zamani diyecegim zamani nasul kullanmamiz gerektigini gosteriyor. Cocuklara daha ne kadar
fazia verimli olabilecegimizi gosteriyor bu gegislerin kisa tutulmasi. Ya da planli programii
olmasi diyeyim.”

Tablo 6. Okul 6ncesi 6gretmenlerinin simfi¢i gegislerde kullandiklari stratejiler

Kategori Kod f
Isitsel stratejiler Sarki-miizik 16
Parmak oyunu-tekerleme 11
Sozel hatirlatict 4
Zil-dudik-tef 1
Gorsel stratejiler Resim-nesne-fotograf 3
Kukla 3
Olumlu sinif yonetimi uygulamalar1 Oyun 3
Drama 3

Tablo 7. Okul 6ncesi 6gretmenlerinin simif i¢i gecislerde kullandiklar stratejiler (Gozlemden elde edilen bulgular)

Kategori Kod f
Isitsel stratejiler Sarki-miizik 12
Parmak oyunu-tekerleme 4
Sozel hatirlatict 2
Zil-didiik-tef 1
Gorsel stratejiler Kukla 2
Olumlu sinif yonetimi uygulamalari Sinifi diizenleme 1

Tablo 6’da Ogretmenlerle yapilan goriismelerden elde edilen bulgular verilmistir. Tablo 6’ya
gore Ogretmenlerin siif i¢i gegislerde kullandiklari stratejiler incelendiginde en ¢ok “sarki-miizik,
parmak oyunu-tekerleme, sozel hatirlatici ve zil-dudiik-tef gibi isitsel stratejiler kullandiklari
gorlilmektedir. Daha sonra “resim-nesne-fotograf, kukla” gibi gorsel stratejiler ve “oyun, drama” gibi
olumlu sinif yonetimi uygulamalarina yonelik stratejiler kullandiklarini belirtmiglerdir. Tablo 7’ye gore
gozlemden elde edilen bulgular gériismeden elde edilen bulgular1 destekler niteliktedir. Ug dgretmenin
smifinda yapilan gézlemler sonucu 6gretmenlerin yine sdzel hatirlatici, parmak oyunu-tekerleme, sarki-
miizik ve zil-didiik-tef gibi gegis stratejileri kullandiklar goriilmektedir. Gozlemlerden elde edilen
bulgulara Ggretmenler sozel hatirlaticilart goriismelerde belirttiklerinden daha fazla kullanmakta
olduklar1 goriilmektedir. Ogretmenler simifigi gegislerde kullandiklar stratejilere yonelik ifadelerini su
sekilde ifade etmislerdir;

’

“02: Materyal kullaniyor olabilirim, dedigim gibi sézel yonerge bir sarki olabilir bu.’
“07: Genelde ben dedigim gibi siir, bilmece, parmak oyunu ve miizik...”

“016: tekerlemeler soyliiyoruz, kiiiik sarkilarimiz var mesela, oyun i¢in ayri oluyor bazen iste
sira olma sarkisi, okuma yazmaya gegis sarkisi, gibi kiiciik kiigiik sarkilarimiz var. Bizim zaten
hep oyle. Mesela hayvanla ilgili bir plan aldiysam o giin giin icerisinde hadi hayvan taklidi
yaparak sira olalim. Halkaya gecelim iste bu ¢izgiye gecelim orada duralim gibi kiiciik kiigiik
oyunlar.”

42



Feyza OZKAN YILDIZ, Berrin AKMAN,

Egitim Kuram ve Uygulama Arastirmalar1 Dergisi 2024, Cilt 10, Say1 1, 35-48 Sabiha EREN

Tablo 8. Okul 6ncesi 6gretmenlerinin problem yasadiklar1 gegis zamanlari

Kategori Kod f

Serbest zamandan sonraki etkinlige gecis

Okuma-yazmaya hazirlik etkinligine gegis
Problem yasanan  pareketli etkinlikten pasif etkinlige gegis
gegis zamanlari Beslenme saatine gecis

Mekan gegisleri

N Wb o

Tablo 8’de 6gretmenlerin problemle karsilastiklar1 gecis zamanlar1 incelenmistir. Buna gore
Ogretmenlerin en fazla serbest zamandan sonraki etkinlige geciste problemle karsilastiklar
goriilmektedir. Daha sonra sirastyla okuma-yazmaya hazirlik, aktif etkinlikten pasif etkinlige, beslenme
saatine ve mekan gegislerinde problemle karsilastiklar1 goriilmektedir. Ogretmenler daha ¢ok problem
yasadiklar1 gecis zamanlarini su sekilde ifade etmislerdir;

“02: Oyun serbest zamandan diger etkinliklere gecerken cocuklar: toparlamak adina biraz
daha zor olabiliyor zaman zaman. Yani ¢iinkii ¢ok fazla uyaranin oldugu saatler, materyal ¢ok
fazla her sey ortada ve ¢ocuklarin bir sey yapmasi gerekiyor zaman zaman da ¢ok istemedikleri
igin de zorlarina gidebiliyor.”

“O4: T oplanma zamamn, serbest zamandan.’
“06: Tabi ki de oyun saatinden toplanirken, toplanmak istemeyen ¢ocuklar”

“O7: Genelde serbest zaman etkinliklerinden beslenme etkinligine. Iste bir oyun etkinliginden
okuma yazman etkinligine gegigimizde.”

“O8: Hareketli etkinliklerden sonra daha sakin etkinlik yapmaya okuma yazmaya hazirlik
olabilir daha fazla sikinti olabiliyor bazi ¢ocuklarda.”

“O15: Tabi simdi ¢ocuklarin ¢ok hareketli bir aninda artik onu sonlandirip ézellikle dinleme
odaklanma etkinliklerine gececeksek bedeni ¢ok ¢alismis ¢cocugun kalp atiglart yiikselmis kan
dolasimi hizlanmuis artik o moddan diger moda gecgislerde zorlandiklarini gériiyoruz.”

“010: hareketli etkinliklerden sakin etkinliklere geciste yasiyorduk. Dikkatini toplama adina,
dikkat etkinligine verme adina yasadigimiz durumlar oluyordu.”

’

Tablo 9. Okul 6ncesi 6gretmenlerinin gegis zamanlarinda karsilastiklari problemler

Kategori Kod f
Bireysel ozellikler Giinliik durumlar (uykusunu alamama, okula gelmek 8
istememe, yemek istememe vb.)

Yas grubunun kiigiik olmasi/karma yas 3
OG olup olmama 1

Etkinligi bolmek istememe Oyunu birakmak istememe/devam ettigi etkinligi 5
boélmek istememe

Sinifin fiziksel 6zellikleri ~ Sinif mevcudunun yiiksek olmasi/sinifin kiigiik 3
olmasindan kaynakli problem davraniglar

Problem yok Problem yok 1

Tablo 10. Okul 6ncesi 6gretmenlerinin gegis zamanlarinda karsilastiklart problemler (Gozlemden elde edilen
bulgular)

Kategori Kod
Sizlanma

Gegise katilmama
Gegis zamanlarinda yasanan problemler itiraz etme
Aglama
Cekistirme

Problem yok

R R RPN W R

Tablo 9’da 6gretmenlerin gegis zamanlarinda karsilastiklar: problemler incelenmistir. Tablo 9
incelendiginde en ¢ok “cocuklarin giinliikk durumlari, yas grubu ve 6zel gereksinimli olup olmama” gibi
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¢ocuklarin bireysel 6zelliklerinden kaynakli problemler yasadiklar1 goériilmektedir. Tablo 10’a gore
gozlemden elde edilen bulgular incelendiginde Ogretmenler en ¢ok sizlanma ve gecise katilmama
problemleriyle karsilagmaktadirlar.

’

“02: Ben ii¢ yas égretmeni oldugum icin biraz yonerge almada sikinti yasiyoruz égrencilerle.’
“06: Cocuklar bu gecislere ayak uyduramayabiliyorlar. Eger daha dogrusu biiyiik bir cogunluk
ayak uyduruyor ama davranig sorunu olan ¢ocuklarda biz daha ¢ok bunu yasiyoruz.”

“07: Simdi serbest zaman etkinligimiz bitince cocuklar oyuncak toplamak istemiyor haliyle.”
“O8: Fiziki sartlarimizdan bahsettim. Sadece sinmiftaki o alani kullanabiliyoruz ve ¢ocuk
sayimizda 20 nin tistiinde genelde.”

Tablo 11. Okul 6ncesi 6gretmenlerinin ge¢is zamanlarinda yasanan problemlere yonelik ¢6ziim 6nerileri

Kategori Kod f

Gegisleri planlama Yonerge vermek/dikkat cekmek/materyal kullanma 7
Etkinliklerin hareketli/pasif dengesini ayarlamak 2
Glnliik akig1 belirtmek 1

Destek olusturmak Yardime1 personel destegi 3
Akran destegi 1

Bireysel ihtiyaca Cocugu tanimak 2

yonelik gegisleri

planlamak

Tablo 11°de 6gretmenlerin sinif i¢i gegislerde yasadiklar: problemlere yonelik ¢6ziim dnerileri
incelenmistir. Ogretmenler “ydnerge vermek/dikkat cekmek/materyal kullanma, giinliik akis1 belirtmek,
yardimci personelin olmasi, akran destegi, etkinliklerin hareketli-pasif dengesini ayarlamak ve ¢ocugu
tanimak” gibi ¢0ziim Onerilerinin gecislerde yasanan problemleri azaltacagimi belirtmislerdir.
Ogretmenler goriislerini su sekilde ifade etmislerdir;

“03: Ama atryorum bir etkinlik yapacagim, bir tanesi yapmak istemiyor. Keyfi yoktur, hastadir.
Ilk énce onu bir anlamak lazim.”

“06: Eger toplaniyorsak bir kere miizigi durduruyoruz. Daha sakin bir ortam olusup daha
farkli ¢ocuklarin farkindalik kazanmasini sagliyoruz. Daha sonra neden toplanmamiz
gerektigini bir daha hatirlatiyoruz.”

“010: Giiniin akiswyla ilgili fikir sahibi oluyor. Hatta kimi zaman séyliiyorlar bugiin ilk soyle
oyun... ne zamandir su oyunu oynamiyoruz (agina artik o oyuna) sunu yapalim diyor dikkat
toplama etkinliklerinde.”

“013: Yardimci personel ¢ok etkili oluyor. Bir ¢ocuk bir sorun yasarken diger égretmen
cocuklarin geneli ile ilgileniyor.”

“Ol14: ¢oziim dedigim gibi onlarin merakim uyandimak onlarin giivendigi hissedecegi bir
mimikle yaklasmak ses tonu ile ciimleleri kullanmak.”

“O15: ... yine kukla olabilir. Bir soru olabilir... Bir anadili etkinligi éncesinde herhangi bir
obje stirpriz bir torbamn icinde de olabilir bir kutunun icinde de olabilir. Hatta bir ¢icek de

olabilir.”

Tablo 12. Okul 6ncesi 6gretmenlerinin gecis zamanlarinda yasanan problemlere yonelik ¢6ziim Onerileri
Yarim giinliik egitim zamaninda gegislere Yarim giinliik egitim zamaninda gegislere
harcanan siire (Goriisme) harcanan siire (Gézlem-2 saatlik egitim siiresi)

f f
1-15 dk (%12) 1-15 dk (%12) 6

16-30 dk (%25)
31-45 dk (%36)
46-60 dk (%50)

16-30 dk (%25) -
31-45 dk (%36) -
46-60 dk (%50) -

N| Wl o &

Okul oncesi 6gretmenlerinin yarim giinliik egitim siiresinde gecislere harcadiklari siireler
incelendiginde daha ¢ok “16-30 dk” arasinda degistigini belirtmiglerdir. Daha sonra”1-15 dk”, “31-45
dk” ve “46-60 dk” zaman dilimleri gelmektedir. Tablo 12°de gozlemlerden elde edilen verilere
bakildiginda iki saatlik zaman diliminde gecislerin “1-15 dk (%12)” zaman aldig1 goriilmektedir.

44



Feyza OZKAN YILDIZ, Berrin AKMAN,

Egitim Kuram ve Uygulama Arastirmalar1 Dergisi 2024, Cilt 10, Say1 1, 35-48 Sabiha EREN

>

“O4: Yarim saat maksimum diye diisiiniiyorum.’
“O12: Yani giinde dort etkinlik yaptigimizi hesaplarsak giinde ortalama 30 ile 40 dk arasinda
degisiyordur.”

“O15: Etkinlik sayisina gére degisir belki ama etkinlikten etkinlige gegiste belki 15 dk.”

Tartisma, Sonuc ve Oneriler

Bu arastirmada okul 6ncesi 6gretmenlerinin sinif i¢i gegislere yonelik goriisleri, sinif i¢i gecis
etkinliklerini kullanma ve planlama durumlar1 incelenmistir. Olive (2004) siif ici gecisleri “diizenli
olarak planlanan faaliyetler arasi1 gecis”, Banerjee ve Horn (2013) “6gretmen tarafindan baglatilarak
sinif rutinlerinde degisiklik yaratacak sekilde bir etkinlikten digerine bireysel ya da grup olarak gegme”
olarak tanimlamistir. Erken ¢ocukluk ortamlarinda gegisler, cocuklarin bir etkinlikten digerine hareket
ettigi zamanlardir (Hemmeter vd, 2008). Gegisler, bireylerin bir etkinligi sonlandirip, yeni bir seye
baglamalarin1 ve bir konumdan digerine gegmelerini ifade etmektedir (Hume, 2008). Bu arastirmaya
katilan 6gretmenler de sinif i¢i gegislere yonelik “etkinlikler arasi gecis”, “etkinlikler arast kopuklugu
onleyen calisma”, “cocuklari bir sonraki etkinlige hazirlamak”, “bir sonraki aktiviteye gecisi
kolaylastirmak™ ve “etkinlikleri birbirine baglamak” seklinde goriis belirtmislerdir. Ogretmenler sinif
ici gegislere yonelik alan yazinda yer alan tanimlara benzer goriisler belirtmislerdir. Bu sonuglara gore
okul 6ncesi 6gretmenlerinin sinif i¢i gegisler hakkinda bilgi sahibi olduklar1 goriilmektedir.

Arastirmaya katilan 6gretmenlerin tamami sinif i¢i gegislere yer verdiklerini belirterek sinif igi
gecislerin “6gretmen”, “gocuk” ve “program” agisindan 6nemini ifade etmislerdir. Bu sonuglar alan
yazinda yer alan arastirma sonuglari ile tutarlilik gostermektedir. Problem davranislarin gegis
zamanlarinda ortaya ¢ikma olasilig1 yliksek oldugundan iyi planlanmis bir simif ortaminda bile gecis
zamanlarl 6gretmenler ve Ogrenciler igin sorun yaratabildigini ve bundan dolayr sinif i¢i gegis
zamanlarini planlamanin yararli oldugu yapilan arastirmalarla ortaya koyulmustur (MclIntosh, Herman,
Sanford, McGraw ve Florence, 2004; Olive, 2004). Bu arastirmaya katilan okul oncesi 6gretmenleri,
program ve 0gretmen agisindan en ¢ok sinif yonetimine vurgu yapmislardir. Sinif yonetiminin bir yonii
de gecisleri kapsamaktadir. Bes saatlik bir okul oncesi egitim siirecinde ¢ocuklar etkinlikler arasi
gecisglerde bir saat ya da daha fazla zaman1 gecis siirecinde harcayabilirler (Banerjee ve Horn, 2013).
Etkili olmayan smif i¢i gecisler bosa harcanan zamana ve problem davraniglarin artmasina sebep
olmaktadir (Russo, 2014). Cocuk agisindan ¢ocuklarin etkinliklere uyumu ve kendilerini giivende
hissetmesine yonelik sonuglar alan yazinda yer alan sonuglarla paralellik gostermektedir. Cocuklar gegis
zamanlarinda yapmalari gerekenin ne oldugundan emin degillerse karsilanmayan beklentilerin olusma
sanst daha biiyliktiir ve bu durum davranis problemleri i¢in potansiyeli arttirir (Mathews, 2012).
Cocuklar kendilerini neyin beklediklerini bildiklerinde degisime daha iyi hazirlanirlar ve bilinmeyen
durumdan daha az korkarlar. Cocuklar kendilerini giivende hissettiginde oyun deneyimlerine daha fazla
dahil olmakta ve 6grenme potansiyelleri artmaktadir (Beban ve McCormilla, 2012). Bunun yaninda
Korkmaz vd.’nin (2018) 6gretmen adaylari ile yaptigi arastirmada 0gretmen adaylari ¢ocuklarin bir
sonraki etkinlige hazirlanmasi ve karmasiklik yasamamasi i¢i sinif i¢i gecislerin 6nemli oldugu
belirtilmistir. Bu arastirmada 6gretmenler hem sinif yonetimini saglamak hem de ¢ocuklarin kendilerini
giivende hissederek 6grenme etkinliklerine katilimlarinin artmasi igin gegisleri planlamanin 6nemli
olacagini diisiinmektedir.

99 e

Ogretmenler simf igi gegisleri planlarken “gocuklarin bireysel &zellikleri”, “program” ve
“smifin fiziksel durumu” agisindan dikkat ettikleri durumlari belirtmislerdir. Gegislerde kullanilan
stratejilerin  ¢ocuklarin bireysel Ozelliklerine uygun olmast gerekliligi yapilan arastirmalarda
goriilmektedir. Ornegin bazi ¢ocuklar yaslarindan ve sahip olduklar: kiiltiirel ve dilsel 6zelliklerden
dolay1 gecislerde destege ihtiyag duyabilirler. Bundan dolay1 ¢ocuklarin bireysel ihtiyaglarina gore
gecisleri uyarlamak oldukga oOnemlidir (Ostrosky vd., 2002). Smif i¢i gegislerin dikkat edildigi
durumlardan programa yo6nelik sonuglar incelendiginde 6gretmenlerin en ¢ok hareketli-pasif etkinlik
dengesine dikkat ettigi goriilmektedir. MEB 2013 Okul Oncesi Egitim Programi’nin dzelliklerinden biri
de programin dengeli olmasidir. Buna gore programda etkinliklerin pasif ve hareketli olmasina goére
dengeli olmas1 gerektigi vurgulanmaktadir (MEB, 2013). Ayrica Banerjee ve Horn (2013) yogun
faaliyetlerden Once sessiz etkinliklere yer vermenin gecisler iizerinde olumlu etkisi oldugunu
vurgulamaktadir.
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Arastirmanin elde edilen sonuglara gore 6gretmenler en fazla “isitsel stratejiler” kullanmaktadir.
Yapilan arastirmalar dgretmenlerin ve 0gretmen adaylarinin en fazla isitsel stratejiler kullandigini
gostermektedir (Bakkaloglu ve Ergin, 2020; Korkmaz ve vd., 2018). Alan yazinda yer alan sonuglar
incelendiginde 6gretmen adaylarinin 6gretmenlik uygulamasinda sinif i¢i gecislerde en fazla isitsel
stratejilerden sozel hatirlatici, parmak oyunu-tekerleme ve sarki ve miizik aleti kullandiklari
goriilmektedir (Korkmaz ve vd., 2018). Bununla birlikte ¢cocuklarin gecislerde ne yapacagini belirten
sarkilarin cocuklarin dikkatini ¢ekmede ve beklenen gorevi yerine getirmede etkili oldugu
belirtilmektedir. Sarki ve miiziklerin kiiclik cocuklar tizerinde keyifli ve motive edici oldugu, 6zellikle
0zel gereksinimli ¢ocuklar {izerinde de derin etkisi oldugu vurgulanmaktadir (Mathews, 2012). Bu
sebeplerden dolay1r 6gretmenlerin isitsel stratejileri gecis etkinliklerinde daha ¢ok kullandiklari
diisiiniilmektedir. Arastirmaya katilan Ogretmenlerin en ¢ok serbest zaman etkinliginden sonraki
etkinliklere gegislerde problem yasadiklar1 goriilmektedir. Yildirim-Haciibrahimogullari’na (2017) gore
ogretmenler en ¢ok serbest zaman etkinliginden diger etkinliklere gegislerde problem yasadiklarim
belirtmislerdir. Bakkaloglu ve Ergin’in (2020) yaptigi arastirmada ise beslenme rutinine gegis ve
beslenmeden sonraki etkinlige geciste ve mekan gegislerinde problem yasandigi ortaya koyulmustur.
Serbest zaman ve beslenme saatleri diisiiniildiglinde hazirlanma ve toparlanmanin ¢ocuklar agisindan
zaman alict olmasindan kaynakli 6gretmenlerin problem yasadiklart diistintilmektedir. Bunula birlikte
okuma-yazmaya hazirlik, aktif etkinlikten pasif etkinlige gecis ve mekan gegislerinde 6gretmenler
problem yasamaktadirlar.

9 <c

Ogretmenler gecisler sirasinda “cocuklarin bireysel 6zellikleri”, “cocuklarin etkinligi bolmek
istememesi” ve “siifin fiziksel Ozelliklerinden kaynakli” problem yasadiklarini belirtmislerdir.
Cocuklarmn OG olmasi, gegise katilmayr reddetmesi ve dikkat dagmikligi yasamasi gibi bireysel
Ozellikler yapilan arastirmalarda gegislerde yasanan problem olarak goriilmektedir (Hemmeter vd.,
2008; Korkmaz vd., 2018; Yildirim-Haciibrahimogullari, 2017). Cocuklarin OG olmasindan kaynaklt
yasanan problemlerde 6gretmenlerin ¢cocugun ihtiyacina gore ek destekler saglamasi gerekmektedir.
Bunun yaninda cocuklarin yaptigi etkinligi bitirmek istememesinden kaynakli problem davranig
gostererek gecise katilmak istemezler. Ogretmenler cocuklarin neden problem davranis sergiledigini
bilmediginden kotii bir giin gecirdigini diisiinmektedir. Bundan dolay1 6gretmenlerin ¢ocuklart tanimak
ve onlara ihtiyaglart dogrultusunda cesitli uyarlamalar yapmalart ve destek saglamalarinin gegiste
kargilasacaklar1 problemleri azaltacagi diisiiniilmektedir. Bu problemlere yonelik 6gretmenlerin ifade
ettikleri ¢éziim Onerileri gegislerin planlanmasina yonelik goriilmektedir. Alan yazinda dgretmenlerin
gecis zamanlarini planlamamasi problemlerin ortaya ¢ikma olasiligini arttirdigi vurgulanmaktadir.
Gegislerin planlanmasi gecislerin tiim bilesenlerinin diisiiniilmiis olmasin1 saglar. Ogretmenler gegisler
sirasinda hangi personelin nerede olacagini, hangi ¢ocuklarin es olacagini, hangi materyallerin
kullanilacagin1 planlamalidir (Olive, 2004). Cevresel destekler, materyal uyarlama, cocuklarin
tercihlerini dikkate alma, akran ve personel destegi sunma 6gretmenlerin gegisleri kolaylastirmak icin
kullanabilecegi destekler arasinda yer almaktadir (Banerjee ve Horn, 2013). Buna karsilik 6gretmenler
yasadiklar1 problemlerde ¢ocuklarin etkinliklerini yarim birakmak istememesinden kaynakli problemler
yasadiklarint belirtmislerdir. Fakat yarim kalan etkinliklere yonelik Ogretmenler ¢6ziim Onerisinde
bulunmamiglardir. Hume’e (2008) gore tamamlanmis/tamamlanacak etkinlik kutusu, geg¢is zamani
geldiginde ¢ocuklarin etkinliklerini biraktiklar1 bir alandir. Gegis zamani geldiginde c¢ocuklarin
etkinliklerini koyacaklar1 bdyle bir alana sahip olmalar1 geciste harcanan zamani kisaltmakla birlikte
¢ocuklarm etkinliklerini sonra tamamlamasina olanak vermektedir. Cocuklarin daha sonraki zaman
dilimlerinde etkinliklerini bitirebilmeleri onlari rahatlatmaktadir.

Ogretmenlerin gegislerde harcadiklari siireler incelendiginde gogunlukla yarim giinliik egitim
stiresinin %251 (16-30 dk) kadar zaman harcadiklarini belirtmislerdir. G6zlemden elde edilen sonuglar
incelendiginde 2 saatlik egitim siiresinde 6gretmenler ortalama 1-15 dk (%12) aras1 zaman harcadiklari
goriilmektedir. Kaynastirma uygulamalar1 yiiriiten okul Oncesi egitim siniflarinda yapilan bir
arastirmaya gore 6gretmenler bir okul giiniiniin iki saatlik zaman diliminde ortalama 42 dk (%35) zaman
harcadiklari ortaya koyulmustur (Bakkaloglu ve Ergin, 2020). Gegislerde harcanan siireye yonelik bu
arastirmadan elde edilen sonuglar Bakkaloglu ve Ergin’nin (2020) gerceklestirdigi arastirma sonuglari
ile farklilik gostermektedir. Bu durumun sebebi gozlem yapilan okul oncesi egitim smiflarinda
kaynastirma Ogrencisinin yer almamasi, siiflarda yardimer personelin bulunmasi ve smiflarin fiziki
ozelliklerinin elverisli olmasindan kaynaklandigi diistiniilmektedir. Her bir 6gretmenin simifinda
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yapilacak olan gozlemlerle sinif i¢i gegislerde harcanan siirenin belirlenmesinin daha detayli bilgi
saglayacagi diisiiniilmektedir.

Bu arastirmadan elde edilen sonuglar 1s18inda bazi Oneriler sunulabilir. Bu arastirma nitel
arastirmanin dogasi geregi 17 katilimer ile sinirlidir. Daha biiyiik ¢alisma grubu ile ¢alisilmasinin daha
derinlemesine bilgi saglayacagi diisiinlilmektedir. Daha sonraki yapilacak arastirmalarda 6gretmenlerin
etkinlik planlarinin incelenerek smif i¢i gecis etkinliklerini planlama durumlar1 hakkinda goriisme ve
gozlem sonuglarini destekleyecek bilgiler edinilebilir. Arastirmada 6gretmenlerin smif i¢i gegisler
hakkinda bilgi sahibi olduklari fakat bunu tam olarak planlamadiklar1 goriilmektedir. Ogretmenlere bu
konuda egitim verilerek bilgi ve uygulama diizeylerinin arttirilmasi desteklenebilir. Ogretmen yetistirme
programlarinda gerekli dersler kapsaminda gegisler konusunun detayli incelenmesi ve uygulama
ogrencilerinin gegisleri planlamalar1 konusunda caligsmalar yapilabilir.
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Introduction

The COVID-19 pandemic has resulted in millions of deaths worldwide (World Health
Organization, 2021). To prevent the virus from spreading excessively, many countries have
implemented sector shutdowns, including medical and health education. Due to the COVID-19
pandemic, many universities in advanced and emerging market economies have suspended face-to-
face learning and have transitioned to online learning (OL). In some cases, universities have even
graduated medical intern students early to assist with the treatment of the high number of COVID-19
patients (Masood Shah, Waseem & Association of American Medical Colleges, 2021; United States
Medical Licensing Examination Announcement, 2021). As a result, many universities in advanced and
emerging market economies have suspended face-to-face learning and transitioned to online learning
(OL) instead. Some universities have even had to graduate their medical intern students early in order
to treat the large number of COVID-19 patients (Masood Shah, Waseem & Yaqoob, 2021; Murphy,
2021; De Witt, 2020).

During this period, various web-based educational software tools have been developed and
improved, including online Learning Management System (LMS) software and e-learning software.
Comprehensive LMS programs offer virtual classrooms, laboratories, clinical procedures, patient
treatment simulations, and smart blackboards. As an alternative to a purely online system, Uskudar
University has combined both face-to-face (F2F) and online learning, creating a hybrid education
model known as FIJITAL® ('Flziki' is a type of F2F education + diJITAL [Digital]). Currently, there
is a significant amount of literature that attempts to determine the difference in academic performance
between 'Face to Face' and online learning education (Masood Shah, Waseem & Yaqgoob, 2021;
Murphy, 2021; De Witt, 2020; Deokar, Dodamani, Vishwakarma, Jadhav, Khairnar, Marathe,
Bhandari & Khobragade, 2021).

This study aims to evaluate the grade-based differences in academic performance of students
using Face to Face and Online Learning systems across four different courses. The aim of this study
was to investigate whether there are significant differences in academic performance between students
using face-to-face (F2F) and online learning systems in health science programs. This report presents
preliminary results, which will be further analysed in future research.

Method

This research was conducted at Uskudar University between 2019 and 2021, focusing on two
courses. The Health Sciences Faculty and Vocational Schools of Health Sciences offered two courses,
namely 'Research Methods in Health Science' and 'Emergency Health Services', respectively. Both
courses were taught by the same professor and followed identical curriculums for three years. The
study evaluated student performance based on their homework, class participation, oral interviews,
tests, project submissions, and final examination grades.

The academic performance of students was measured using 'pass grade' values. The
corresponding values were obtained from the 'Student Knowledge System' (SKS) webpage
(https://obs.uskudar.edu.tr/).

Ethics Statement

The studies involving human participants were reviewed and approved by the Uskudar
University Non-Interventional Research Ethics Board (Ethical approval number 61351342/ April
2021-75, dated 30/04/2021). Written informed consent was not required for participation in this study,
in accordance with national legislation and institutional requirements.

Participants

The study analysed the grade-based exam results of students from 2019 to 2021. The study's
sample space comprises 845 full-time students, of which 418 are enrolled in the Health Science
Faculty (182 in Midwifery and 236 in Physiotherapy and Rehabilitation), while the remaining 427
students are enrolled in the Vocational School of Health Services' First Aid and Emergency
Prehospital Emergency Services Program. Out of the 845 participants, 342 were OL students, while
the remaining 503 were traditional F2F students. Among the F2F students, there were 111 Midwifery
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(M) students and 146 Physiotherapy and Rehabilitation (PR) students. On the other hand, among the
OL students, there were 71 M students and 90 PR students. Additionally, there were 246 F2F students
and 181 OL students enrolled in the First Aid and Emergency Prehospital Emergency Services
Program (FA). The gender distribution of the students was 253 males and 592 females. It is important
to note that gender was not considered a significant variable throughout the study. The study excluded
students who did not take the final exam. All students whose names were on the class exam lists and
who took the exam were included in the study.

Data analysis

The dataset was analysed using mean, standard deviation, and p-value to compare the grade-
based performance of students before and during the COVID-19 pandemic. We used SPSS 11.0 for
Windows in the statistical analysis procedure, implementing descriptive statistical methods and the t-
test. The significance level was set at p<0.05.

Findings

Table 1 summarises the obtained results. The grade-based performances of students with
Online Learning and F2F learning systems were compared using an independent sample t-test. The
results for the whole group of students were statistically significant (95% Confidence Interval of the
Difference: -13.34 (Lower) -10.32 (Upper; t-test: -15.40; p=0.012)). However, when analyzing the
results in segments, there is no statistically significant difference between the performance of students
in the Vocational Schools of Health Sciences First Aid and Emergency Prehospital Emergency
Services Program and those in the Vocational Schools of Health Sciences First Aid and Emergency
Prehospital Emergency Services Evening Education Program (0.58 and 0.458 respectively). As shown
in Table 1, students in the Faculty of Health Sciences Online Learning program have the highest
performance values for each grade group. The results of the T-test indicate that there is no significant
difference in class rank performance between online and face-to-face students studying at the
Vocational School of Health Services.

The results of the t-test indicate that there is no significant difference in class rank
performance between online and face-to-face students studying at the Vocational School of Health
Services. Table 1 shows the t-test results for this hypothesis. Therefore, we must accept the null
hypothesis and reject the alternative hypothesis. However, there is a significant difference in class
ranking between online and face-to-face students of the Faculty of Health Sciences.

Table 1. The performance measures of ‘Online (OL)’ and ‘Face to Face (F2F)’ students by their grades.

Years and Midterm exam Final exam Pass Grade Number of Standard t-test Sig [p]
Programs Mean% Mean % Mean% Students deviation glp
M 2019 F2F 79.2 58.98 69.02 44 9.48
M 2020 F2F 78.47 61 72.58 67 10.04 -7.12 0.031
M 2021 OL 83.97 79.58 81.18 71 7.87
PR 2019 F2F 85.42 66.1 73.83 59 10.43
PR 2020 F2F 76.92 66.61 72.03 87 10.31
-11.29 0.005
PR 2021 OL 90.11 86.21 88.17 90 8.2
Total 418
FA 2020 F2F 68.1 81.54 75.33 122 10.72
-4.84 0.581
FAs 20210L 78.32 88.1 84.43 115 9.05
FA 2020 F2F 65.24 82.14 73.69 124 10.02
FAs 2021 OL 80.68 92.19 87.69 66 7.82 -7.01 0.458
Total 427
TOTAL 845 -15.40 0.012

M: Health Science Faculty, Midwifery Program,

PR: Health Science Faculty, Physiotherapy and Rehabilitation Program,

FA: Vocational Schools of Health Sciences, First Aid and Emergency Prehospital Emergency Services Program
FAs: Vocational Schools of Health Sciences, First Aid and Emergency Prehospital Emergency Services Program
(Second Evening Education)
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Discussion, Conclusion and Suggestions

The need for online learning has increased since the outbreak of the pandemic and particularly
after the implementation of lockdowns and restrictions. Some university programs have reduced the
number of students attending lectures that require practical education, while others have developed
virtual programs for conventional classes, laboratories, and clinical practices.

Online learning and traditional face-to-face education share many common features. Both
systems provide students with the opportunity to attend lectures, learn course material, complete group
projects, and submit assignments. Additionally, lecturers are expected to organize their curriculums
effectively, maximize the quality of their teaching, and motivate students in various ways. Exams are
also administered and graded. Despite these basic similarities, there are also differences between the
two types of learning models. Teaching in a classroom is conventionally known to be a teacher-centric
education system that mostly requires passive learning by the student, while online learning is usually
student-centric and requires active learning.

In addition, both face-to-face and online learning education models have their own advantages
and disadvantages. Traditional education in a classroom is a well-established teaching environment
that has been implemented for many years. The face-to-face system has many benefits compared to
online learning (Xu and Jaggars, 2016). Education in a classroom is dynamic, with real-time face-to-
face instruction and active student participation. It allows teachers to respond instantly and deliver
flexible content. Instruction in online learning can limit students' ability to ask questions and
participate in discussions with their teacher and classmates. Online learning instruction can limit
students' opportunities to ask questions and respond to their teacher and classmates, negatively
impacting the teaching method (Salcedo, 2010).

Despite the convenience of being accessible from anywhere and at any time, the COVID-19
pandemic has transformed university education into various forms of online learning. During the
curfew and coronavirus guarantine period, students were able to access their lessons, friends, and
teachers online from their homes. This has resulted in more study time, as there is no need to spend
time on transportation to school, which can lead to better classroom performance. Online Learning
provides students with the opportunity to read more chapters and benefit from high-quality digital
courses. However, it is important to note that online learning should not be considered easier to
understand than traditional learning methods. Studies on the relationship between working time and
performance are limited. However, it is often assumed that online students will use extra time to
improve their grades (Bigelow, 2009). We found that several factors contributed to exam success in
online learning groups. All online learning lessons were recorded by software programs, allowing
students to watch them at their convenience. The opportunity provided students with more
comprehensible lessons and additional study time. Furthermore, the online learning platform offers
more detailed and visually appealing content compared to face-to-face lessons. Due to the COVID-19
lockdown, online learning students were able to stay with their parents, resulting in better
concentration during lessons and more time for studying without the need for transportation.
Additionally, they were less fatigued due to reduced travel time. Online Learning students have more
sleep time compared to Face-to-Face (F2F) students. They receive individualised instruction in their
OL lessons. Despite the positive outcomes, there is a risk of criminal activity.

Cheating during exams is a risk in both online and face-to-face education. Students may form
groups to cheat using their smartphones and social media software. Our university uses LMS exam
software that records the entire examination period in detail, including the students' computer screens.
The text describes the exam entrance and finishing times, the number of exam entrances, the
answering time for each question, and the similarity ratio of open-ended questions used to detect
cheating and prevent copying.

The study conducted by Gonzales showed similar results to our study, with greater academic
performance observed in the online education group compared to face-to-face instruction among
medical school students. The study by Gonzalez et al. (2021) suggests that COVID-19 confinement
has led to changes in students' learning strategies, resulting in improved efficiency.
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The statistical significance of these changes was particularly interesting among the Health
Sciences Faculty. Notably, online learning students scored relatively higher in the pass grade
category. Additionally, the study found that bachelor's degree students were more adaptable to the new
type of digital education. All of our undergraduate students were first-term students, which may have
contributed to their difficulty adapting to online learning. These findings align with Tanyel and
Griffin's research (2014). In 2020, Fernandez et al. reported an 8.89% increase in student pass rates for
online learning, compared to only 1.21% in the second year (Fernandez-Altuna, Gutierrez Rayon, Cruz
Mendez, Ramirez Resendiz, Angeles Diaz, Tovar Lopez &Pantoja-Melendez, 2021). The study
conducted by the authors yielded similar results to ours. The authors suggest that there is no clear
explanation for the better performance of students at home, as the time allotted for online evaluations
would not allow them to access external information during the exam (cheating), or it could be due to
reduced stress levels when taking exams at home. We concur with their assessment. Future studies
should investigate the various legal and illegal factors that may affect academic performance.

Elzainy et al. observed that e-learning and assessment led to higher student achievements,
improved technological skills, and promising staff perceptions. These findings support the
implementation of more online medical courses in the future (Elzainy, Sadik & Abdulmonem, 2021).
Based on our results, we concur with these statements.

Overall, the students unanimously agreed that online learning was valuable to them, despite it
being their first experience during the COVID-19 pandemic (Agarwal & Kaushik, 2020; Rajabalee &
Santally, 2021).

During these unprecedented times, universities should take necessary measures to ensure
optimal results. For universities to enhance online learning, they should focus on increasing internet
bandwidth and data centre capacity, acquiring licensed online learning tools, and providing training to
students and faculty members to improve their computer skills.

It is important to prioritize online learning and training workshops to supplement on-campus
activities. Additionally, IT should offer efficient and responsive technical support and troubleshooting
services to students, particularly during tests and exams (El Said, 2021).

Our study demonstrates that changes in online learning are achievable. However, due to the
impact of the COVID-19 pandemic on education, further research is necessary to analyse the
educational structure.

It is important to note that the pandemic is more severe and prolonged than previous
outbreaks, and therefore, we lack experience in using it as a background. The COVID-19 pandemic is
a more severe and prolonged outbreak than previous ones. Therefore, it cannot be used as a
background for e-learning education. However, we can implement and continue e-learning education
with a well-integrated and well-trained team that understands the needs of students and teachers. They
can quickly respond and provide support through digital tools. It is concluded that OL education will
continue after the COVID-19 pandemic. It is believed that future academic programs will also include
some OL education sections. It is important to conduct such research again in curricula that include
increasing rates of online education, to conduct more reliable and comprehensive ones, as one of the
most important features of scientific research is reproducibility. This paper discusses the implications
of these developments and offers suggestions for future research.
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Introduction

The concept of education covers the process starting with the birth of a human being until death.
The first function of every social structure is to sustain itself. Societies fulfill their self-sustaining
function through education. Education, which serves the individual's socialisation, begins immediately
after the child's birth and is sustained through their experiences in society. In this process, the child's
natural educators can teach undesirable things, sometimes intentionally and often unconsciously.
Whereas in a real educational environment (this environment is provided in schools), they learn the truth
of everything in a planned and programmed way. In such an environment, children are educated with
the principle of making the individual useful to society, which is the most general purpose of education
(Kiigiikahmet, 2004 as cited in Nemli, 2017).

According to Akyliz (2014), education refers to all efforts to develop the individual's mental,
emotional, and social abilities and behaviours in society in the desired direction or to provide the
individual with new knowledge and behavioural skills in line with the desired goals. In addition, another
task of teachers is to increase students' school success, in other words their academic achievement.
Individuals practising the teaching profession, which is considered sacred for society, can be more
beneficial to future generations with the knowledge and skills they have and add new ones every day.
Being useful to students is one of the greatest duties of a teacher. Only teachers who are well-trained
professionally can provide this. If teachers train themselves professionally according to the conditions
of the day, they can provide useful educational environments and conditions for their students
(Seferoglu, 2003 as cited in Kahyaoglu and Karatasg, 2019).

Considering the rapid changes occurring in every field today, pre-service education alone is
insufficient in teacher training. There is a constant need to be supported by in-service training for new
teachers to adapt to the education system and for existing teachers to update their professional
knowledge (Saban, 2000 as cited in Turgut, 2012). In a changing and developing world, the education
system is also in constant change and development. The knowledge and skills that individuals acquire
in their educational life may become outdated in a short time and become insufficient in professional
life (Polat, 2019). In an education system that is constantly changing and developing, it is only possible
for both novice teachers and experienced teachers to keep up with this development through up-to-date
training. This reveals the necessity and importance of in-service training. Teachers, who will contribute
to students' problem-solving skills, sense of responsibility and knowledge, skills and competencies in
life, should be open to change and development. Today, teacher education maintains its feature as an
educational process that is emphasized in many countries with both pre-service and in-service training
sections (Ozer, 1991, p.73).

Considering that the starting age of education in all societies in the world coincides with
childhood, the importance of primary school teachers for these individuals who are new to life and who
are just starting their educational life is once again understood. Primary school teachers must first
improve themselves to educate individuals who keep up with the constantly changing and developing
world. Considering children's curiosity and speed in learning, teachers need to keep their curiosity and
learning instincts alive, just like the students they teach.

In parallel with the learning speed of students, primary school teachers should add new things
to what they have learned, and they should have the competence to share this with their students to
educate individuals who can adapt to the developing and changing world. In order to ensure all these
competencies of teachers, they need to participate in professional training activities and acquire new
knowledge, skills and attitudes related to their profession through these trainings.

To date, many studies have been conducted in the literature on in-service training of primary
school teachers. In-service trainings for teachers will both enable them to improve themselves in the
professional field and ensure that they can keep up to date with the requirements of the age.

Education has existed since the dawn of humanity. The education that starts in the family
becomes more systematic with school life. Teachers, who are indispensable members of the education
system that undertakes the task of raising people in societies, affect all development processes of
students with their missions such as managing the school and classroom environment effectively and
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leaving important traces on students directly or indirectly with their teaching activities (Ozgete, 2018).
The first teacher of a child entering school will be the primary school teacher. Primary school teachers
are the group of teachers who spend the longest time in students' classes. It is also the first teacher who
observes all the characteristics of the student in the most detailed way and from whom the student will
acquire attitudes and skills related to school and learning. Being the first in a student's life and being
with the student for a long period of time makes the competencies of primary school teachers important.

This study is important in terms of addressing the in-service training activities of primary school
teachers in terms of different variables and shedding light on what kind of studies should be included in
the in-service training activities of primary school teachers based on these results.

This article has been prepared to provide data on the dimensions of in-service training activities
of primary school teachers, the subjects preferred in these trainings and what kind of studies are needed
in the in-service training activities of primary school teachers.

Purpose of the Research

The purpose of this study is to reveal the subject trends of the researches on in-service training
activities for primary school teachers in 2008-2022. Within the framework of this general purpose,
answers were sought for the following sub-objectives.

1. How is the distribution of studies on in-service training of primary school teachers according
to years?

2. How is the distribution of studies on in-service training of primary school teachers according
to the sample size?

3. How is the distribution of studies on in-service training of primary school teachers according
to research methods?

4. How is the distribution of studies on in-service training of primary school teachers according
to data collection tools?

5. How is the distribution of studies on in-service training of primary school teachers according
to thesis and article types?

6. How is the distribution of thesis studies on in-service training of primary school teachers
according to universities?

7. How is the distribution of articles studies on in-service training of primary school teachers
according to journals?

Method

The research is a descriptive study conducted in the survey model. The survey model is a model
in which an existing situation is described as it exists and the event, individual or object that is the
subject of the research is tried to be defined as it is (Karasar, 2014, p.77). This study tries to reveal the
classified status of the studies on in-service training in the field of primary school education according
to universities, according to study types, according to subjects and according to methods.

Data Collection

A document review form was used as a data collection tool in the study. The theses and articles
were classified according to the year of the study, level of the study, sample size, sample group, research
design, data collection method and topics.

In the first stage, Google Academic was searched for the last 15 years covering the period 2008-
2022 with the keywords “primary school education”, “in-service training”, “in-service training in
primary school” and “professional development”. Studies on in-service training of primary school
teachers conducted between 2008 and 2022 were also examined from the Thesis Center of Council of
Higher Education (CoHE). Among the examined articles and theses, only the studies that were related
to the in-service training of primary school teachers and included primary school teachers in the
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participants were included in the research, and the other studies were excluded from the research. In the
first stage, a total of 72 studies were accessed.

In the second stage, since teachers working in primary schools may be from different branches
and it was not specified whether they were primary school teachers or not, these studies were also
excluded from the research. In the second stage, 20 studies were eliminated from the scope.

This study was conducted with a total of 52 studies (34 articles, 2 doctoral theses and 16 master's
theses) on in-service training activities of primary school teachers.

Data Analysis

The data of the study were analyzed by descriptive content analysis method. In this research,
the coding, classification, and description stages (Glesne, 2012) followed in qualitative data analysis
were followed and it is aimed to reveal the trends of the articles on the subject. In this direction, the
theses and articles were classified according to the year of the study, level of the study, sample size,
sample group, research model, data collection method and topics.

Findings
Findings related to the First Sub-Objective

In the first sub-objective, it was tried to find an answer to question “How is the distribution of
studies on in-service training of primary school teachers according to years?”
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Figure 1. Distribution of the studies on in-service training of primary school teachers according to years

When Figure 1 is analyzed, it is seen that the highest number of studies on in-service training of
primary school teachers was conducted in 2012 with 10 studies. This was followed by 2019 with 6
studies and 2017 with 5 studies, respectively. The least number of studies was conducted in 2015 with
only 1 study, followed by 2016, 2018, 2020 and 2022 with 2 studies each.

Findings related to the Second Sub-Objective

In the second sub-objective, it was tried to find an answer to question “How is the distribution
of studies on in-service training of primary school teachers according to the sample size?”
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Figure 2. Distribution of the studies on in-service training of primary school teachers according to the sample
size
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Figure 2 shows the distribution of the studies according to the number of people accessed. In
this distribution, the number ranges are grouped as "0-100", "100-200", "200-300". The document
analysis study and Erdem and Simsek's (2013) study on the evaluation of in-service training activities
given to teachers and school administrators conducted in consultation with Denizli Provincial
Directorate of National Education were accepted as "0" since there was no sample size. According to
Figure 2, it can be said that the maximum sample size is 1500 people, and the most frequently studied
sample group is the "0-100" group with 24 studies.

Findings related to the Third Sub-Objective

In the third sub-objective, it was tried to find an answer to question “How is the distribution of
studies on in-service training of primary school teachers according to research methods?”
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Figure 3. Distribution of studies on in-service training of primary school teachers according to research methods

When the research methods of the studies on in-service training of primary school teachers are
analyzed in Figure 3, it is seen that the most preferred method is the “survey method” with 20 studies.
The closest to this method is the “qualitative research method” with 11 studies and the “mixed research
method” with 5 studies. The least preferred methods are “survey and experimental”, “stratified
sampling”, “case study”, “experimental and descriptive” and “descriptive” studies with 1 study each.
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Findings related to the Fourth Sub-Obijective

In the fourth sub-objective, it was tried to find an answer to question “How is the distribution
of studies on in-service training of primary school teachers according to data collection tools?”

semi-structured interview
testing and interview
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Figure 4. Distribution of studies on in-service training of primary school teachers according to data collection
tools

Figure 4 shows that researchers mostly preferred "survey" with 15 studies, "scale™ with 10
studies, "semi-structured interview" with 8 studies and "interview" with 6 studies as data collection

tools. These are followed by "survey and interview", "test" and "sampling" techniques. It can be said
that the other data collection tools show a balanced distribution.

Findings related to the Fifth Sub-Objective

In the fifth sub-objective, it was tried to find an answer to question “How is the distribution of
studies on in-service training of primary school teachers according to thesis and article types?”

Doctoral Thesis
4%

Master Thesis
31%

Article
65%

Figure 5. Distribution of studies on in-service training of primary school teachers according to thesis and article
types

Among the researchers on in-service training of primary school teachers, article studies have
the highest rate of 66% with 34 articles. It is followed by master's theses with a rate of 31% with 16
master theses. The least amount of research is doctoral studies with a rate of 4% with 2 doctoral theses.

Findings related to the Sixth Sub-Objective

In the sixth sub-objective, it was tried to find an answer to question “How is the distribution of
thesis studies on in-service training of primary school teachers according to universities?”
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Figure 6. Distribution of thesis studies on in-service training of primary school teachers according to universities

When Figure 6 is analyzed, it is seen that the thesis studies were mostly conducted at Kirikkale
University, Maltepe University, Sakarya University, Uludag University and Yeditepe University with 2
studies each. These universities are followed by Abant izzet Baysal University, Amasya University,
Anadolu University, inénii University, Marmara University, Mehmet Akif Ersoy University, Mersin

University and Yildiz Technical University with 1 study each.
Findings related to the Seventh Sub-Objective

In the seventh sub-objective, it was tried to find an answer to question “How is the distribution
of articles studies on in-service training of primary school teachers according to journals?”
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Figure 7. Distribution of articles studies on in-service training of primary school teachers according to journals

In Figure 7, it is seen that three each of the articles about the studies on in-service training of
primary school teachers were published in Journal of Ministry of National Education and Journal of
Usak University Social Sciences; two each were published in Journal of Ahi Evran University Kirsehir
Faculty of Education, Journal of Amasya University Faculty of Education, Journal of Inonu University
Faculty of Education and Journal of Yuzuncu Y1l Faculty of Education, one each were published in
Journal of Academic History and Thought, Journal of Akdeniz University Faculty of Education, Journal
of Ankara University Faculty of Educational Sciences, Journal of Buca Education Faculty, Journal of
Dicle University Ziya Gokalp Faculty of Education, Journal of Ege Education, Journal of Educational
Technology Theory and Practice, Journal of Education and Humanities, Journal of Theory and Practice
in Education, Journal of Electronic Social Sciences, Journal of Hacettepe University Faculty of
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Education, Journal of Human and Social Sciences, Journal of Kastamonu Faculty of Education, Journal
of Mustafa Kemal University Institute of Social Sciences, Journal of Necatibey Faculty of Education
(EFMED), Journal of Pamukkale University Institute of Social Sciences, Journal of Social Sciences,
Turkish Journal of Educational Studies (TURK-JES), Turkish Journal of Educational Sciences and
Turkish Journal of Social Researches.

Discussion, Conclusion and Suggestions

In this study, studies on in-service training received by primary school teachers were analyzed.
According to this framework, 34 articles, 16 master theses and 2 doctoral theses were reached.

In today's world where information changes rapidly, teachers need to be trained through in-
service training. While preparing in-service training activities, content should be prepared in line with
new teaching models by utilizing technology (Ay, 2022).

The fulfilment of the expected tasks of educational institutions and the improvement of the
quality of education can only be achieved by qualified teachers. With the training they receive before
their service, teachers cannot fulfill all the requirements of the profession. Even if it is thought that
teachers receive excellent training, their adaptation to professional development and their ability to
fulfill the requirements of environmental conditions make continuous training of teachers compulsory
(Aydin, 2008 as cited in Parmaksiz and Sicak, 2015, p.203-204).

According to the results of this research, it is seen that most studies were conducted in 2012.
This situation may have emerged as a result of the 4+4+4 law proposal no. 6287 adopted on 11 March
2012. With this law, it is thought that in-service trainings are organised for teachers for the changing
education system and researches are conducted on these trainings. The year 2012 is followed by the
years 2019 and 2021. In 2020, the reason for the low number of in-service trainings is thought to be the
COVID-19 outbreak affecting the whole world. In 2021, as the impact of the pandemic decreased, in-
service training activities increased again.

The number of samples reached in the studies is frequently between "0-100" people with 24
studies. However, the maximum sample size of 1500 people, was the number of teachers who
participated in the 30-hour special education seminar organized by the Ministry of National Education
General Directorate of Primary Education Institutions and In-Service Training Department in the study
conducted by Eriskin, Kira¢ and Ertugrul (2012) on the examination of primary school teachers' views
on inclusive education. The reason for the special education seminar organized by the Ministry of
National Education (MoNE) for primary school teachers is that the number of students receiving
inclusive education has gradually increased in recent years, the majority of teachers working in inclusive
and special education classes are out of the field, most of them are primary school teachers and most of
them have transitioned from primary school education to special education.

Researchers preferred the “survey method” with 20 studies and the "qualitative research
method" with 11 studies. Qualitative studies are studies that enable us to obtain information about the
subject from a broad perspective and report comprehensive results. Qualitative research may be
preferred because it provides the researcher with answers to the how question about the subject, provides
detailed information about the research such as positive and negative aspects, processes, and experiences
within the scope of the researched subject and provides in-depth information about social events. The
reason why experimental studies are less preferred in research is that experimental studies focus on
precise results, but since there is no absolute certainty in social sciences, it can be accepted as the reason
why they are not preferred by researchers.

LT3 LIS

In the studies, “survey”, “scale”, “semi-structured interview” and “interview” were mostly
preferred as data collection tools.

It is seen that the highest rate of research is at the article level with 61%, at the master's level
with 35% and at the doctoral level with the lowest rate of 4%. This may be due to the fact that master's

* The study was attended by 1500 primary school teachers who participated in the in-service training seminar.
However, those who did not answer the questionnaire completely and primary school teachers who did not have
inclusive students were not included in the research findings and the number of participants was reduced to 1400.
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programs are more than doctoral programs in universities. It is seen that most of the studies on in-service
training are carried out by universities in Istanbul.

When the thesis studies on in-service training of primary school teachers are analyzed, it is seen
that the thesis studies were mostly conducted at Kirikkale University, Maltepe University, Sakarya
University, Uludag University and Yeditepe University with 2 studies each. These universities are
followed by Abant Izzet Baysal University, Amasya University, Anadolu University, Inénii University,
Marmara University, Mehmet Akif Ersoy University, Mersin University and Yildiz Technical
University with 1 study each.

When the article studies on in-service training of primary school teachers are analyzed, it is seen
that three each of the articles were published in Journal of Ministry of National Education and Journal
of Usak University Social Sciences; two each were published in Journal of Ahi Evran University
Kirsehir Faculty of Education, Journal of Amasya University Faculty of Education, Journal of Inonu
University Faculty of Education and Journal of Yuzuncu Yil Faculty of Education, one each were
published in Journal of Academic History and Thought, Journal of Akdeniz University Faculty of
Education, Journal of Ankara University Faculty of Educational Sciences, Journal of Buca Education
Faculty, Journal of Dicle University Ziya Gokalp Faculty of Education, Journal of Ege Education,
Journal of Educational Technology Theory and Practice, Journal of Education and Humanities, Journal
of Theory and Practice in Education, Journal of Electronic Social Sciences, Journal of Hacettepe
University Faculty of Education, Journal of Human and Social Sciences, Journal of Kastamonu Faculty
of Education, Journal of Mustafa Kemal University Institute of Social Sciences, Journal of Necatibey
Faculty of Education (EFMED), Journal of Pamukkale University Institute of Social Sciences, Journal
of Social Sciences, Turkish Journal of Educational Studies (TURK-JES), Turkish Journal of Educational
Sciences and Turkish Journal of Social Researches.

In-service training is very important not only in terms of increasing the experience of novice
teachers, but also in terms of continuous self-improvement of all teachers, regardless of the length of
their experience, and in terms of keeping up with the rapid life changes reflected in education. Teachers
are the most important part of the education system as the transmitters of all changes in science, society,
schools, education, and training processes to students. According to Glimiis (2018), the habits acquired
in primary education significantly affect the child and help shape their future life in a permanent way.
Therefore, the problems faced by teachers in in-service training should be identified and steps should
be taken to overcome these problems.

In-service training should be accessible to all teachers, equal possibilities and opportunities
should be provided for everyone in participation to in-service trainings, and teachers' expectations
should be taken into consideration (Ozdemir, 2021).

The materials, buildings, technological tools, and other environments used in in-service training
should be designed to meet the needs of teachers. Usta (2021) emphasized that the technological
infrastructures and physical environments of schools should be organized by the in-service training
activities of teachers and that practical training in small groups should be also included together with
theoretical trainings. Erdem and Simsek (2013) also support this situation by stating that the teacher
group should not exceed 30 people in in-service training.

In this process, the needs of teachers and the education system should be identified, and in-
service trainings should be updated and reorganized to meet the needs of teachers. Gokyer (2012) found
in his study that teachers stated that the subjects in in-service training were not of a nature to improve
themselves and were not determined in line with their needs. This situation shows the importance of
analyzing the needs of teachers correctly and planning the trainings accordingly while organizing in-
service trainings. In the study conducted by Aydin (2017), it was seen that while a large part of the
teachers who participated in in-service training reflected what they learned in in-service training to
practice, some of them did not reflect what they learned in in-service training to practice. For this reason,
after a period of in-service training, in-service trainings should be organized again for teachers to apply
what they have learned and to update new developments in their learning and transfer them to the
learning environment.
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According to Giiltekin and Cubukgu's (2008) study, teachers think that in-service training is an
activity that contributes to both institutional and professional competencies. Giiltekin and Cubukg¢u
(2008) also emphasized this positive attitude of teachers towards in-service training.

In Serin and Korkmaz's (2014) study on determining the in-service training needs of teachers,
it was stated that in-service training needs should be determined regularly every year and trainings
should be organized according to the needs. This supports that in-service trainings should be constantly
updated and repeated according to new developments and needs.

Quantitative research on in-service training of primary school teachers should be given more
importance and researchers and universities should conduct more comprehensive studies.

The Ministry of National Education should design in-service training activities in a long-term
and detailed manner and information on teachers' in-service training activities should be recorded. The
ministry should plan and follow up the trainings for each teacher and organize new trainings by
determining what kind of training teachers should attend in the future.
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Abstract

Key Words

In the changing world, important developments are taking place in many areas,
especially in education. In order to keep up with the changes, it is necessary to
acquire and apply 21% century skills in order to understand, adopt and use
developments effectively. 21% century skills are the abilities necessary for
individuals to be successful in a global world. These skills are "learning and
innovation skills”, "information, media and technology skills" and "life and
career skills". The learning and innovation skills category consists of "creative
thinking™, *“critical thinking", "problem solving”, “communication” and
"collaboration™ skills. Creative thinking, one of the learning and innovation
skills, is a skill that is rarely mentioned in daily life but enables individuals to
use their potential effectively. Creative thinking, which is becoming increasingly
important in today's world, can also be defined as a flexible and innovative
thinking process to generate new ideas and solutions. The aim of this study is to
reveal the views of teachers about the "creative thinking" skill, which is one of
the 21% century learning and innovation skills, and the practices they make
students acquire this skill, the problems they face and the solutions to these
problems. The study group of the research consists of 10 teachers working at
different levels of education in Aydin province in the 2022-2023 academic year.
The participants were asked the questions in the semi-structured “creative
thinking interview form™ prepared by the researchers and the data obtained were
analyzed by content analysis. According to the findings of the study, the
participants (i) stated that creative thinking is important, (ii) preferred
brainstorming, mind mapping, collaborative and problem-based learning
activities in teaching creative thinking to students, and (iii) were concerned about
student and parent apathy, lack of self-confidence and motivation in teaching
creative thinking to students (iv). In order to overcome the difficulties
encountered in the process of teaching creative thinking to students, teachers try
to solve these problems by implementing practices aimed at giving students a
positive attitude towards creative thinking and increasing their self-confidence
and trying to organize learning environments in a way to encourage creativity.

21% century skills
Creative thinking
Student

View

Teacher

About Article

Sending date: 08.01.2024
Acceptance date: 17.04.2024
E-publication date: 30.04.2024

1 Ministry of National Education, Tiirkiye, vildangder@gmail.com, https://orcid.org/0000-0003-0630-1130

2 prof. Dr., Pamukkale University, Faculty of Education, Tiirkiye, arerdem@gmail.com, https://orcid.org/0000-0001-9704-9529

66


mailto:vildangder@gmail.com
https://orcid.org/0000-0003-0630-1130
mailto:arerdem@gmail.com
https://orcid.org/0000-0001-9704-9529

Journal of Education, Theory and Practical Research 2024, Vol 10, Issue 1, 66-77 Vildan GIDER, Ali Riza ERDEM

Introduction

The speed of technological progress and the increasing amount of information, together with
the fact that information has become a power in the process of globalization, require individuals to
constantly update themselves. The fact that previously acquired knowledge becomes obsolete or
outdated over time encourages people to be individuals who are constantly learning (Karaman, 2010).
In order for individuals to adapt to changes, in addition to having the necessary infrastructure and
technological knowledge, they need to have unique skills and abilities in addition to basic competencies
in order to be able to identify, analyze and evaluate the information in the data stacks and transform this
information into various products by using it effectively in their daily lives (Anagiin et al., 2016). To
contribute to the development of the country, to be effective in society and to achieve a respected
position, it is important to have 21% century skills and to carry these qualities as part of personal identity
(Boyac1 & Ozer, 2019). In other words, there is a need for individuals who are productive, dynamic,
thinking, able to propose different solutions, have a critical perspective, willing to improve themselves,
think creatively, in short, individuals with 21° century skills. This can undoubtedly be achieved by
adapting education systems to gain 21 century skills (Ugak & Erdem, 2020).

These cognitive and affective competencies, which are considered as 21% century skills and
affect the success of the individual in social life, school environment and business life are creativity and
innovation skills, critical thinking and problem solving skills, communication and cooperation skills
under the title of learning and innovation skills; information literacy, media literacy and technology
literacy skills under the heading of literacy skills; self-management and initiative skills, productivity and
accountability skills, leadership and responsibility skills, social and cultural skills, and finally flexibility
and adaptability skills under the heading of life and professional skills (Kisaoglu, 2022). 21 century
skills include knowledge and skills as well as performance and perception. In other words, it has become
a phenomenon in which knowledge and skills are blended (Dede, 2010). There is a need for individuals
who are productive, dynamic, thinking, able to propose different solutions, have a critical point of view,
are willing to improve themselves, think creatively, in other words, have 21% century skills.

Creative thinking is a way of thinking that seeks innovation, is inventive and brings new
solutions to old problems. In the information age, creative thinking is an important skill that needs to be
developed and realized for knowledge production (Yenilmez & Yolcu, 2007). Creative thinking skills
enable individuals to approach problems from different perspectives and find different and innovative
solutions by using their imagination. Having these skills helps individuals to be successful in their
academic lives as well as in their business and social lives. Creative thinking is the ability to produce
new ideas, to put forward different opinions, and to produce innovative results by using imagination
(Wegerif, 2007, as cited in Yasar & Aral, 2010). In other words, creative thinking includes flexible and
original thinking, making predictions based on intuition, analyzing, and synthesizing the data obtained,
evaluating the results, focusing and establishing extraordinary relationships (Ozden, 1999). Individuals
with creative thinking skills can put forward new opinions, original ideas, come up with different
solutions and products, and associate concepts, events, situations, and relationships that have not been
associated before (Temizkan, 2011).

Creative thinking can be defined as demonstrating creativity and originality, developing, and
implementing new ideas that are beneficial to humanity, being open and compatible with new and
different ideas, and making useful and concrete contributions with innovative ideas (Trilling & Fadel,
2009). Many models have been put forward for creative thinking, which is the basis of progress and
development. The first of these is the creative thinking model developed by Wallas (1926), which
consists of preparation stage, incubation stage, enlightenment stage, realization-verification stages
(Lubart, 1994; Yildirim, 1998; Aksoy, 2005), and the other is the model of Erlendsson (1999), which is
more frequently mentioned, which is explained in four dimensions as fluency, flexibility, originality and
enrichment. In this model, fluency is defined as generating many ideas and developing alternatives;
flexibility is defined as approaching the subject from different points of view and being flexible in
thinking; originality is defined as presenting ideas that have not been applied or tried before and
developing solution suggestions. Enrichment, on the other hand, includes collecting ideas and in-depth
analysis by detailing down to the smallest details on the subject, and a detailed evaluation by going
down to the finest details of an event, object or information (as cited in Erten-Tatli, 2017).
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Creative thinking refers to creativity as a product and is usually defined as an invention or design
(Torrance, 1997). Creative thinking, which is defined as a new design, involves a multifaceted cognition
process as it is a structure consisting of different cognitive and personal combinations. For this reason,
it is found at different levels in each individual and can be developed when appropriate conditions are
provided (NACCCE, 1999). In a constantly evolving, changing and increasingly complex world, it is
necessary to solve the problems that arise in a more effective and efficient way. The need for innovative
and creative solutions in the process of change, adaptation to technological and scientific advances, the
necessity to provide competitive advantage in different fields, making the necessary arrangements in
education systems in order to develop students' potential and gain high-level skills, adopting and
implementing systems in which students take an active role in the education and training process can be
realized through teachers (Giiven & Kiiriim, 2008). In this context, teachers and students should have
an interactive relationship, teachers should provide the necessary guidance to students in problem
solving, be motivating, and play a supportive role in the formation and shaping of students' ideas
(Torrance, 1998).

In different studies on creative thinking skills, teachers define individuals with this ability as
individuals who think multidimensionally, find different solutions, are productive, innovative, can take
risks, are open to communication and are not prejudiced (Boz & Yilmaz, 2018), the views of classroom
and preschool teachers on the contribution of creative thinking skills to the development of students
were determined and these views were compared according to various variables (Cag Adigiizel, 2016;
Meral & Sahin, 2019), as well as studies in which teachers' opinions were taken to determine students'
critical and creative thinking skills (Ugras, 2011). It is seen that these studies focus on determining the
critical and creative thinking skills of students, in which teachers define creative thinking skills in a
multifaceted way and believe that they can contribute to the development of these skills in students. The
main purpose of this study is to reveal teachers' views on the methods applied in the process of teaching
"creative thinking", one of the 21% century learning and innovation skills that are effective in increasing
students' creativity, the problems encountered and the solutions to these problems. In this framework,
answers to the following questions were sought:

1. According to teachers, why is it important for students to acquire creative thinking?

2. Which practices do teachers use to help students acquire creative thinking?

3. What problems do teachers face while teaching creative thinking to students?

4. How do teachers solve the problems they encounter while teaching creative thinking to
students?

Method

In this study, which aims to determine the views of teachers working at different levels of
education about 'creative thinking' and its acquisition by students, phenomenology (phenomenology)
design, one of the qualitative research designs, was used. Phenomenology is a qualitative research design
that tries to describe in depth how phenomena (events, experiences, perceptions, orientations, concepts,
situations, etc.) that we are aware of but do not have detailed information about are perceived,
experienced and understood by different people from the perspective of people (Bas & Akturan, 2013;
Bogdan & Biklen, 2007). In this study, the phenomenological approach was preferred because it allows
teachers to define their perceptions, experiences, approaches to events, and interpretations in depth and
to provide a holistic perspective on them (Yildirim & Simsek, 2018).

Study group.

The study group of the research consists of 10 teachers working at different education levels in
Efeler district of Aydin province. Snowball and criterion sampling methods were used to determine the
study group of teachers. The criterion for selecting teachers was determined as taking part in different
national and international projects that require creative thinking. The study was started with 1 teacher
who met these criteria, and the people suggested by the teacher were reached by snowball sampling
method. Information about the study group is shown in Table 1.
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Table 1. Demographic characteristics of the study group

Variable Frequency (f) Percent (%)
Gender Female 4 40
Male 6 60
School Type Kindergarden 2 20
Primary school 2 20
Secondary school 3 30
High school 3 30
Total 10 100

According to the data in Table 1, there is a diversity in the gender and education level
distribution of the teachers who participated in the study. In total, 10 teachers participated, 40% of whom
were female and 60% male. Of these participants, 20% were kindergarten teachers, 20% were primary
school teachers, 30% were secondary school teachers, and 30% were high school teachers. This diversity
shows that the views of teachers from different teaching levels and branches were taken into
consideration in the study.

Data Collection Tool

In the study, a semi-structured "creative thinking interview form" consisting of questions
developed by the researchers was used as a data collection tool. The form, which was prepared by the
researcher by reviewing the relevant literature, was sent to 4 experts in the field of educational
administration, and then the opinion of the Turkish teacher was consulted on the comprehensibility of
the questions in the form. To test the comprehensibility of the questions, a pilot application was carried
out on 4 teachers with the same characteristics as the study group and the experts reached a consensus
that one question should be removed. The semi-structured "creative thinking interview form" was
finalized by considering the data obtained after the application.

Data Analysis

The data for this study consisted of individual interview recordings, each lasting 30-40 minutes.
After each data was obtained, a general evaluation was made before the analysis was carried out, all data
were classified within themselves, and possible codes were created and then categories were formed by
classifying the codes. The data obtained were analyzed by content analysis. The purpose of content
analysis is to reach the concepts and relationships between concepts that can define the data obtained.
Concepts and themes that cannot be identified with a descriptive approach can be revealed through
content analysis (Yildirim & Simsek, 2018).

To ensure the validity and reliability of the study, care was taken to use multiple data sources,
to ensure that the categories and codes form a meaningful whole within themselves, to obtain
confirmation of the findings obtained from the participants, to describe the participants, sample
selection, process in detail and to support it with quotations where appropriate. In addition, at the end of
the opinions and evaluations of three education experts, codes and categories were compared, and it was
seen that 86% reliability was achieved in the calculation made using Miles and Huberman's (1994)
formula of consensus and disagreement in the comparisons. The findings supported by direct quotations
were presented to the reader as codes and categories with the help of tables and figures, and teacher
opinions associated with the categories created were expressed as P1, P2, P3, etc.

Findings

The data obtained from the views of the teachers in the study group about “creative thinking
skill", which is one of the 21% century learning and innovation skills, and the practices they realized in
teaching this skill to students, the problems they encountered and the solutions to these problems were
analyzed by content analysis and categories were formed and direct quotations consisting of the
statements of the teachers were included in each category.
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Findings about the importance of teaching creative thinking to students according to teachers

It is seen that the teachers in the study group agree that it is important and necessary for students
to acquire creative thinking. The statements indicating the views of the teachers in the study group about
the importance of teaching creative thinking to students are as follows:

v" "It is advantageous for individuals to have the experience and self-confidence to try different
solutions and methods in difficult situations, problematic situations and to reach the result
(P1)".

v" 'Of course it is important. Because creative thinking is a way of thinking that we can use in all
areas of our lives. Education, health, science, etc. Creative thinking is essential to produce new
things in every field we can think of, to come up with different things. Today, if people who
lived in the past had not thought creatively, there would not be many inventions. They would
have come up with all inventions and discoveries are products of creative thinking (P5)".

v 'Yes, it is important. Because human beings have been in a sense of curiosity and an effort to
establish superiority over nature since they have existed on earth. Thanks to this curiosity, he
has tried to develop and improve his instincts of shelter, nutrition, and reproduction. He has
wondered about fire, learned to control it, moved from hunting, and gathering to sedentary
life, and tried to improve his daily life, produced the items they would use. They found writing,
put their knowledge on paper and transmitted their creative thinking from generation to
generation through writing. He used to think to invent new things and discover new places. He
found inventions that were beneficial to humanity one day and inventions that Killed people
the next. Despite all this, humanity has reached as far as extraterrestrial galaxies thanks to
creative thinking. For these reasons, creative thinking has always existed and will continue to
exist as long as humanity exists, and the development of humanity will not stop (P2)".

v" 'While the individual struggles with the problems he/she will face throughout his/her life,
always trying to exist in the expectation of someone else to solve his/her problems will
condemn himself/herself to self-denial and extinction. Creative thinking is of great importance
in sustaining and qualifying the existence of the individual (P3)'.

v "It is important because this is the secret of progress and catching up beyond the age. Just as in
past civilizations, civilizations that started to use writing in return for people's use of sign
language made a difference by putting forward a creative thought and made a mark on the
period and took a step forward for humanity. Today, too, it is possible to think differently from
what everyone else does. Thinking societies and people are making their mark on their time
and will continue to do so. There is this creativity in human genetics. It is the duty of teachers
to be able to process and reveal this (P4)'

v" 'Creative thinking is essential in terms of coming up with new, original ideas, finding
alternative solutions to problems, encouraging creativity in this sense, developing self-
expression skills, and looking at things from different perspectives and approaching events in
that way, which is very important (P9)'

v 'The way to produce a new work in both art and science is through creative thinking, so it is
very important (P10)'

Findings about the practices that teachers had students do to acquire creative thinking

When the answers given by the teachers in the study group to the question 'What are the practices
that you have students do to gain creative thinking?' are examined, it is seen that teachers mostly use
brainstorming, creating mind maps, problem-based learning, and conducting studies that encourage
cooperation and teamwork.
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Table 2. Practices used by the teachers in the study group to help students acquire creative thinking
Practices that teachers have students do to gain creative thinking Frequency (f) Percent

Brainstorm 10 19.60
Mind maps 8 15.68
Problem-based learning activities 7 13.72
Conducting activities that encourage cooperation and teamwork 7 13.72
Student-centered discussions 7 13.72
Making project work 5 9.80
Drama activities 4 7.84
Activities to develop art and hand skills 3 5.88
Total 51 100

As can be seen from Table 2, the teachers in the study group carry out various practices to help
students acquire creative thinking skills. The statements indicating the views of the teachers in the study
group about the practices they had students do to gain creative thinking skills are as follows:

v 'Every asset makes sense when the student uses the information, he/she learns in his/her daily
life. First, how to gain creative thinking. To solve the problems faced by the individual, he/she
must first develop the ability to understand and comprehend. It is possible reading a lot of books,
to develop their vocabulary and imagination. They need to be able to search, observe, analyze,
experiment and not be afraid of making mistakes. For these reasons, | give my students the
problem, suggest that they find the solution, search for different solutions when they are stuck,
use the trial-and-error method while working, work collaboratively on some subjects, read a lot
of books and internalize the book they read. Then, I tell them to progress gradually in the
solution ways of the work or activity they want to do by imagining and | try to make students
see the subject from different perspectives by using different methods (P2)".

v First, | ask them to use their own ideas. To achieve this, | use brainstorming or problem-based
learning methods depending on the situation. | respect everyone's opinion and prefer not to
influence students. | want them to express the answer to a question according to each person's
point of view, not the way | want it to be. Because this sometimes leads to different ideas that |
never thought of myself. Sometimes | show the way and leave the progress to the students. Other
times | wait for them to find their own paths and watch how true the principle of mind over
reason is. The world of students is different. Therefore, I only guide them and ask them to access
information (P4)'.

v 'l have brainstorming and student-centered discussions in my class, and I think the mind maps
method is also very useful. Maps, allow students to visually see the relationships between
subjects and make innovative connections (P7)'".

v 'l try to increase the efficiency of the lesson by organizing joint team works in which students
collaborate, giving projects to develop their skills, and blending different methods (P9)".

v 'In general, | use brainstorming, mind maps and teamwork in my lessons, but sometimes | try
to increase the retention of the subject by having drama or organizing activities to improve
manual skills (P5)".

v 'Brainstorming, problem-based learning and mind maps are the main methods | use to
comprehend the subject at the beginning of the subject, I continue with different methods in the
later stages of the lesson, but I try to enrich the teaching of the lesson with different methods as
much as possible (P3)'.

Findings about the problems teachers face while teaching creative thinking to students

The teachers in the study group, who work at different levels of education, face different
problems while teaching creative thinking. The teachers in the study group expressed the most common
problems as 'lack of self-confidence and motivation in students, student and parent apathy, limited time
and inadequacy of educational materials'.
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Table 3. Problems encountered by teachers in the study group while teaching creative thinking to students
Problems faced by teachers while teaching creative
thinking to students
Student and parent apathy 10 23.25

Frequency (f)  Percent (%)

Lack of self-confidence and motivation 9 20.93
Inadequacy of training materials 7 16.27
Limited time 7 16.27
Test edition 6 13.95
False beliefs 4 9.30
Total 43 100

According to Table 3, it can be concluded that the main problems encountered by the teachers
in the study group while teaching creative thinking skills to students are student and parent apathy, lack
of self-confidence and motivation, inadequacy of educational materials, limited time, test pressure and
false beliefs. These data show the most common difficulties faced by the teachers in the study group in
the process of developing students' creative thinking skills. The statements indicating the views of the
teachers in the study group about the problems they face while teaching creative thinking to students are
as follows:

v 'Maybe it is because of the education system, | don't know, but students do not have a sense of
curiosity, a desire to question, and children and families are not interested (P2)'.

v' 'The perception of "I can't do this, | can't learn”, the anxiety of being criticized, making mistakes,
and the thought of what others will say prevent children from thinking creatively (P5)".

v 'Since some of the students have the fear of being disgraced, the fear of being ridiculed, and
more fundamentally, the fear of feeling bad, they lack self-confidence and motivation to express
themselves as they are without fear, it is not very productive (P1)".

v 'In addition to students' lack of interest and reluctance, parents' lack of interest is another
problem, they don't buy the materials and tools we ask from students (P4)'.

v" 'l think that the test pressure we observe especially in the senior classes is the biggest obstacle
to creative thinking (P3)".

v 'In some of our classes, the number of children from divorced families is high, sometimes we
cannot even find an interlocutor, the student is constantly disinterested for different reasons
(P6)".

v 'There is a learned helplessness in students, an unwillingness to produce something new, and a
little laziness, they see everything as a chore and behave indifferently (P7)".

v 'There is an oppression stemming from the family environment, which leads to a lack of self-
confidence and inability to do anything (P8)".

v" 'Some families demand from us, let alone meeting the needs of the children, I try to have the
students do practices that develop them, increase their motivation, and use different techniques
during the lesson, but the curriculum is intense and the lesson time is limited (P10)".

Findings on how teachers solve the problems they face while teaching creative thinking to
students

The teachers in the study group face different problems while teaching creative thinking and
offer different solutions to solve these problems. Among these, ‘instilling in students a positive attitude
about creative thinking, increasing self-confidence, using teaching methods suitable for different student
levels' are the first, followed by 'encouraging students to take risks' and ‘creating a learning environment
that supports creativity'.
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Table 4. How the teachers in the study group solved the problems they encountered while teaching creative
thinking to students
How teachers solve the problems they face while teaching
creative thinking to students
Developing a positive attitude about creative thinking in

Frequency (f) Percent (%)

10 21.77
students
Practices to increase self-confidence 10 271.77
Different teaching appropriate for student levels using 7 19.44
methods '
Encouraging students to take risks 5 13.88
A learning environment that supports creativity create 4 11.11
Total 36 100

As can be seen in Table 4, the teachers in the study group employed various practices to solve
the problems they encountered while trying to teach creative thinking, such as giving students a positive
attitude and increasing self-confidence, using different teaching methods appropriate to student level,
encouraging students to take risks, and organizing the classroom environment to support creativity. The
statements indicating the views of the teachers in the study group about how they solve the problems
they face while teaching creative thinking to students are as follows:

v 'l think that imagination is important in developing positive attitudes about creative thinking. |
think that imagination helps to come up with new and different ideas, to see other aspects of
events, so activities to increase imagination (P3).'

v"'In my class, | encourage students to collaborate by having them form teams on some of the
topics of my course and to produce new and creative solutions by bringing different ideas
together. In this way, they can communicate openly with their teammates and other classmates
and can share their ideas freely (P7).'

v 'l try to help students discover their own interests and come up with new ideas in these areas,
thus increasing their self-confidence (P5).’

v | always start the lesson by asking open-ended questions so that students can express their
thoughts freely, think of creative solutions and look for different perspectives (P6).’

v 'l think that strategies appropriate to students' learning styles should be determined and
diversified. Some students may be visual, auditory, tactile or one or more of them together.
Therefore, applications should be made for the acquisition of each student (P8).'

v 'l take care to use different resources in my lessons and support them with technology (P1)'.

v" 'l create a free environment for students and in a free environment | encourage students to
cooperate and learn from each other's ideas (P2)'.

v 'By identifying current events and real-life problems, | enable students to develop solutions and
improve their self-confidence (P4).'

v "I make students do trial and error and encourage them to take risks (P10). '

Discussion, Conclusion and Recommendations

With globalization, many changes and developments are taking place in the world and
individuals are expected not only to acquire certain knowledge or achievements, but also to apply and
develop the knowledge and skills learned and to come up with new products and ideas. Individuals who
can be self-sufficient, think critically, identify needs and problems, offer different solutions, and think
creatively have an important place in the development of societies and countries. In this direction, it is
important to educate individuals who have free thinking, can be innovative and creative, and can think,
and to develop their existing potential (Ozkale et al., 2020). Creative thinking refers to the ability of
individuals to recreate their thoughts in different combinations and how they approach various problems
and solutions (Amabile, 1998, as cited in Karakus, 2018). In order to be successful and survive in today's
societies, all individuals, especially students, need to learn how to think creatively, learn collaboratively,
make critical analysis and systematic planning, and communicate effectively (Resnick, 2007).
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Gaining creative thinking skills in schools and educational services is of great importance.
Creative thinking in education aims to get rid of stereotypes, learn independently, not be prejudiced
against those who are different, gain different perspectives, look critically, and develop new
relationships (Memduhoglu et al., 2020). Teachers play the most important intermediary role in the
acquisition and maintenance of creative thinking in education. Creativity and creative thinking skills of
students can be developed with the influence of education and environment (Yenilmez & Yolcu, 2007).
Teachers who try to help students gain creativity and creative thinking skills should first create a flexible
and democratic classroom environment, carry out practices aimed at gaining creative thinking, appeal
to all types of students by adopting different methods and techniques, and develop various alternatives
to the problems that arise (Kelesoglu, 2017).

Knowing what creative thinking is, the necessity of teaching creative thinking, as well as
teachers' views on the practices they use to teach creative thinking, the problems they face and their
suggestions for solutions are of great importance in developing students' problem solving, critical
thinking, communication, and cooperation skills, and ensuring effectiveness and efficiency in
educational institutions. The aim of this study is to reveal the views of teachers working at different
levels of education on "creative thinking skill”, which is one of the 21% century learning and innovation
skills, and the practices they realize in teaching this skill to students, the problems they face and their
views on the solution of these problems. According to the findings of the study, the participant teachers
(i) state that creative thinking is important, (ii) prefer brainstorming, mind mapping, collaborative work
and problem-based learning activities to help students acquire creative thinking skills, (iii) are concerned
about student and parent apathy when teaching creative thinking to students (iv). In the process of
teaching creative thinking to students, teachers try to solve the problems by developing a positive
attitude, implementing practices to increase self-confidence and trying to organize learning
environments in a way to support creativity.

In many studies, it has been stated that teachers have an important role in revealing creative
thinking skills in students, it has been emphasized that besides revealing the skill, it should be acquired
and developed by students, that teaching is the profession that most needs training in creativity and that
teachers should have a creative character (Yasa & Sahin, 2012; Oztiirk & Darica, 2003; Senemoglu,
1996; Yaman & Yalg¢in, 2005). In addition, teachers are expected to create environments that facilitate
independent learning, develop critical and creative thinking skills, and exhibit behavioral roles that
encourage creativity (Cropley, 1997). The most important feature of teachers with creative thinking
skills is that they design the classroom environment in accordance with creative thinking skills, use
various strategies and methods to activate creativity, and transform students into individuals who
question, think critically, and are confident (Ekici, 2004; Hamza & Farrow, 2000; Kind & Kind, 2008;
Liu & Lin, 2014; Ozmusul, 2012; Ozerbas, 2011). Studies on learning and developing creative thinking
skills emphasize that teachers play an important role in this area and that creativity should be encouraged
in the educational process. It is seen that the findings obtained in the studies overlap with the findings
of the research.

As a result, adapting to the rapid changes and developments occurring in the globalizing world,
developing fast, flexible, original solutions to the problems that arise, raising individuals who think
critically, can produce as well as use knowledge, and have creative thinking skills are extremely
important for the development and development of countries (Saygili 2013). In addition to the
development of countries, it is an important necessity for the future of society that creative thinking
skills are provided to students through teachers in order to help students succeed in their academic,
social, cultural and business lives.

According to the research findings, the following can be suggested: (i) Teachers who
participated in the research state that creative thinking is important. Teachers can be encouraged to
receive different, field-oriented training to increase their awareness of creative thinking. In such in-
service trainings for teachers, in addition to practical information such as teaching methods, strategies
and tools that can be used to provide students with creative thinking skills, in-service courses on
pedagogical approaches and learning processes related to creative thinking can help teachers feel more
prepared to teach creative thinking more effectively and support their students, and help teachers update
their knowledge and skills in the relevant field and keep up with innovations. However, it is also
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important that these trainings provide not only an understanding of what creative thinking is, but also
practical information and strategies on how to teach and promote it. (ii) The teachers who participated
in the study reported that student and parent apathy, lack of self-confidence and motivation, inadequate
teaching materials, and insufficient class hours were some of the main reasons for not teaching creative
thinking to students.

They stated that they encountered problems. In order to solve these problems, they tried to
develop a positive attitude towards creative thinking and to increase self-confidence, used different
methods and tried to organize learning environments in a way to support creativity. At this point, it is
emphasized that the support provided by school principals can be important in teachers' efforts to solve
the problems they face. The school principal should first understand teachers' needs and provide them
with access to the resources they need to develop their creative thinking skills. These resources may
include educational materials, technological tools, in-service training programs and expert support. In
addition, the school principal should help teachers to create environments that support creative thinking.
This can include areas such as classroom organization, creating interactive learning environments, and
organizing activities to encourage students' creativity. By providing guidance and counseling services
to support teachers in this process, they can increase their motivation and recognize their achievements.
In addition, developing creative thinking skills is a process that students face throughout their entire
educational life and this process has many stakeholders. Therefore, it is important that not only the
school principal, but also his/her colleagues, parents, other school staff and the community actively
contribute to this process. The cooperation of all stakeholders of the education system will be more
effective in creating an environment that supports creative thinking.
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Degigen diinyada egitim basta olmak iizere birgok alanda Snemli gelismeler
yasanmaktadir. Degisimlere ayak uydurabilmek icin, gelismeleri anlamak,
benimsemek ve etkili bir sekilde kullanabilmek i¢in 21. yy. becerilerini edinmek
ve uygulamak gereklidir. 21. yy. becerileri, bireylerin kiiresel bir diinyada basarili
olmalar1 i¢in gerekli olan yeteneklerdir. Bu beceriler “dgrenme ve yenilik
becerileri”, “bilgi, medya ve teknoloji becerileri”, “yasam ve kariyer becerileri”
olmak iizere ii¢ kategoride toplanmaktadir. Ogrenme ve yenilik becerileri
kategorisi “yaratici diisiinme”, “elestirel diisiinme”, “problem ¢dzme”, “iletigim”
ve “is birligi” becerilerinden olugmaktadir. Ogrenme ve yenilik becerilerinden
yaratict diistinme, glinliik hayatta bireylerin nadiren bahsedilen fakat potansiyelini
etkin bir bicimde kullanmasini saglayan bir beceridir. Giiniimiiz diinyasinda
giderek 6nem kazanan yaratici diisiinme, yeni fikirler ve ¢ézlimler iiretmek igin
esnek ve yenilik¢i bir diisiinme siireci olarak da tamimlanabilmektedir. Bu
¢aligmanin amaci, 6gretmenlerin 21. yy. 6grenme ve yenilik becerilerinden olan
“yaratic1 diisiinme” becerisi ve bu beceriyi 6grencilere kazandirmada yaptirdigi
uygulamalar, karsilastigi sorunlar ve bu sorunlarin ¢6ziimii hakkinda goriislerini
ortaya koymaktir. Aragtirmanin c¢alisma grubunu 2022-2023 egitim- 6gretim
yilinda, Aydin ilinde farkli 6gretim kademelerinde gorev yapmakta olan 10
Ogretmen olusturmaktadir. Katilimcilara arastirmacilar tarafindan hazirlanan yari
yapilandirilmis “yaratict diisiinme goriisme formu "ndaki sorular yoneltilmis ve
elde edilen veriler icerik analizi ile ¢dziimlenmistir. Arastirmanin bulgularina gore
katilimcer 6gretmenler (i) yaratict diisiinmenin 6énemli oldugunu belirtmekte, (ii)
yaratici diistinmeyi 6grencilere kazandirmada beyin firtinasi, zihin haritalarinin
olusturulmasi, isbirligi igerisinde ve problem tabanli 6grenme etkinliklerini tercih
etmekte, (iii) yaratict diislinmeyi Ogrencilere kazandirirken O6grenci ve veli
ilgisizligi, 6zgiliven ve motivasyon eksikligi, egitim materyallerinin yetersizligi ve
ders saatlerinin yetersizligi sorunlariyla karsilagmakta (iv) Yaratici diisiinmeyi
Ogrencilere kazandirma siirecinde karsilasilan zorluklar1 agmak i¢in 6gretmenler,
Ogrencilere yaratici diisiinmeye olumlu bir tutum kazandirma ve 6zgiivenlerini
artirmaya yonelik uygulamalar gerceklestirmekte, 6grenme ortamlarini yaraticiligi
tesvik edecek sekilde diizenlemeye ¢alisarak bu sorunlar1 ¢ozmeye ¢aligmaktadir.
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Giris

Teknolojik ilerleme hizi ve artan bilgi miktari, kiiresellesme siirecinde bilginin gii¢ haline
gelmesiyle birlikte, bireylerin kendilerini siirekli olarak giincellemesini gerektirmektedir. Onceden edinilen
bilgilerin zamanla eskimesi veya gecerliligini yitirmesi, insanlari siirekli olarak dgrenen bireyler olmaya
tesvik etmektedir (Karaman, 2010). Bireylerin degismelere uyum saglamasi i¢in, gerekli altyapi ve
teknolojik bilgiye sahip olmasinin yanmi sira, veri yigmlar igindeki bilgileri tespit edip analiz ederek
degerlendirebilmesi ve bu bilgileri giinliik yasamlarinda etkin bir sekilde kullanarak cesitli iirlinlere
donistiirebilmesi igin temel yeterliliklere ek olarak o6zgiin beceri ve yeteneklere de sahip olmasi
gerekmektedir (Anagiin vd., 2016). Ulke kalkinmasina katkida bulunmak, toplumda etkili olmak ve saygin
bir konum elde etmek igin, 21. yy. becerilerine sahip olmak ve bu nitelikleri kisisel kimliginin birpargasi
olarak tasimak dnemlidir (Boyac1 ve Ozer, 2019). Diger bir deyisle iiretken, dinamik, diisiinen,farkli ¢dziim
yollar1 One siirebilen, elestirel bakis acisina sahip olan, kendini gelistirmeye istekli, yaraticidiistinebilen,
kisaca 21. yy. becerilerine sahip bireylere ihtiya¢ duyulmaktadir. Bu siiphesiz egitim sistemlerinin 21. yy.
becerilerini kazandirmaya yonelik uyarlanmasiyla saglanabilir (Ugak ve Erdem, 2020).

21. yy becerileri olarak degerlendirilen, bireyin sosyal yasaminda, okul ortaminda, is hayatinda
basariliolmasini etkileyen bu biligsel ve duyussal yeterlikler, 6grenme ve yenilik becerileri baglig1 altinda
yaraticilik ve yenilesme becerileri, elestirel diisinme ve problem ¢6zme becerileri, iletisim ve isbirligi
becerileri; okur-yazarlik becerileri basghg: altinda bilgi okur-yazarligi, medya okur-yazarligi ve teknoloji
okur-yazarlhigi becerileri; yasam ve mesleki beceriler basligi altinda da 6zyonetim ve inisiyatifkullanma
becerileri, iiretkenlik ve hesap verebilirlik becerileri, liderlik ve sorumluk becerileri, sosyal vekiiltiirel
beceriler ve son olarak esneklik ve kolay uyum saglama becerileri olarak ifade edilmektedir (Kisaoglu,
2022). 21.yy. becerileri, bilgi ve becerinin yan1 sira performans ve algilamay1 da kapsamaktadir. Bagka bir
deyisle bilgi ve becerinin harmanlandig1 bir olgu haline gelmistir (Dede, 2010). Uretken, dinamik, diisiinen,
farkli ¢6ziim yollar1 one siirebilen, elestirel bakis agisina sahip olan,kendini gelistirmeye istekli, yaratict
diistinebilen, diger bir deyisle 21. yy. becerilerine sahip bireylere ihtiya¢ duyulmaktadir.

Yaratic1 diisiinme yenilik arayan, buluscu ve eski sorunlara yeni ¢éziimler getiren bir diisiinme
bicimidir.Bilgi ¢aginda yaratic1 diisiinme, bilgi {iretimi i¢in gelistirilmesi ve hayata gecirilmesi gereken
onemli bir yetenektir (Yenilmez ve Yolcu, 2007). Yaratici diisiinme becerileri, bireylerin problemlere farkli
acilardan yaklasmasini, hayal giiglerini kullanarak farkli ve yenilik¢i ¢6ziim yollar1 bulmasini saglar. Bu
becerilere sahip olmak, bireylerin akademik hayatlarinin yani sira, is ve sosyal hayatlarinda da basaril
olmasina yardimei olur. Yaratici diigiinme, yeni diistinceleri tiretebilme, farkli goriisler ileri stirebilme, hayal
giiciinii kullanarak yenilik¢i sonuglar ortaya ¢ikarabilmeyi saglayan becerilerdir (Wegerif, 2007, akt. Yasar
ve Aral, 2010). Diger bir deyisle yaratici diigiinme esnek ve orijinal diisiinebilme, sezgilere dayali tahminde
bulunma, ulasilan verilerin analiz ve sentezini yaparak sonugclar1 degerlendirebilme, odaklanmay1 saglama
ve sira digt iligkiler kurmay1 igermektedir (Ozden, 1999). Yaratici diisiinme becerisine sahip bireyler
karsilagilan olay ve durumlar karsisinda yeni gorisler, 6zgiin fikirler ne siirebilmekte, farkli ¢6ziim yollari
ve triinler ortaya koyabilmekte, daha 6nce iliskilendirilmemis kavramlar, olaylar, durumlar ve iliskileri
iliskilendirebilmeyi gerceklestirebilmektedir (Temizkan, 2011).

Yaratic1 diigsiinme, yaraticilik ve Ozgiinliikk ortaya koymak, insanlhiga, faydali yeni disiinceler
geligtirmek, uygulamak, yeni ve farkli fikirlere acik ve uyumlu olmak, yenilik¢i diisiincelerle yararli vesomut
katkida bulunmak olarak tanimlanabilmektedir (Trilling ve Fadel, 2009). Ilerlemenin, gelismenintemeli olan
yaratici diisiinmeye yo6nelik birgok model 6ne stiriilmiistiir. Bunlardan ilki, Wallas’in (1926) gelistirdigi,
hazirlik asamasi, kulugka asamasi, aydinlanma asamasi, gerceklesme-dogrulama asamalarindan olusan
yaratict diisiinme modeli (Lubart, 1994; Yildirim, 1998; Aksoy, 2005), digeri isedaha sik¢a adindan s6z
edilen Erlendsson’in (1999) akicilik, esneklik, ozgiinliik, zenginlestirme olarak dort boyutta agikladig
modeldir. Bu modelde konuyla ilgili ¢ok sayida fikrin iiretilmesi ve alternatifin gelistirilmesi akicilik;
konuya farkli noktalardan farkli bakis acilariyla yaklasilmasi, diisiincede esnek olunmasi, esneklik; daha
once uygulanmamig, denenmemis fikirlerin sunulmasi ve ¢dziim onerilerinin gelistirilmesi 6zgiinliik olarak
tanimlanmaktadir. Zenginlestirme ise, fikirleri toplamay1 ve konuyla ilgilien kiigiik ayrintilara kadar detay
vererek derinlemesine analizi, bir olayin, nesnenin veya bilginin en ince detaylarina kadar inerek detayli bir
degerlendirmeyi icermektedir (Akt. Erten-Tatli, 2017).

Yaratici diisiinme, bir {irlin olarak ortaya konan yaraticiligi ifade eder ve genellikle yeni bir icat
veya tasarim olarak tanimlanir (Torrance,1997). Yeni bir tasarim olarak tanimlanan yaratici diistinme farkli
biligsel ve kisisel birlesmelerden olusan bir yap1 olmasi nedeniyle ¢ok yonlii bir bilis siireci igermektedir.Bu
nedenle her bireyde farkli diizeylerde bulunmakta ve uygun kosullar saglandiginda gelistirilebilmektedir
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(NACCCE, 1999). Siirekli evrim gegiren, degisen ve giderek karmasiklasan diinyada ortaya ¢ikan sorunlarin
daha etkili ve verimli bir sekilde ¢oziilmesi gerekliligi ortaya ¢ikmaktadir. Degisim siirecinde yenilikgi ve
yaratict ¢ozlimlere olan ihtiyag, teknolojik ve bilimsel ilerlemelere adaptasyon, farkli alanlarda rekabet
avantaj1 saglama gerekliligi, 6grencilerin potansiyellerini gelistirmeleri ve iist diizey beceriler kazanmalari
amaciyla egitim sistemlerinde gereklidiizenlemelerin yapilmasi, 6grencilerin egitim dgretim siirecinde aktif
bir rol Ustlendigi sistemlerin benimsenmesi ve uygulanmasi 6gretmenler araciligiyla gerceklestirilebilir
(Giiven ve Kiirtim, 2008). Bubaglamda 6gretmen ve Ogrencilerin etkilesimli bir iligskiye sahip olmasi,
ogretmenlerin sorun ¢dzmede Ogrencilere gerekli rehberligi saglamasi, giidiileyici olmasi, 6grencilerin
fikirlerinin olugsmas1 ve sekillenmesinde destekleyici bir rol iistlenmesi gerekmektedir (Torrance ,1998).

Yaratici diisiinme becerisi iizerine yapilan farkli aragtirmalarda, 6gretmenlerin bu yetenege sahip
bireyleri ¢ok boyutlu diisiinen, farkli ¢6ziim yollar1 bulan, iiretken, yenilikei, risk alabilen,iletisime agik ve
on yargili olmayan kisiler olarak tanimladig1 (Boz ve Yilmaz, 2018), sinif ve okul dncesi 6gretmenlerinin
sahip oldugu yaratici diisinme becerilerinin, 6grencilerin gelisimine katkisina dair goriislerinin belirlendigi
ve bu gorislerin ¢esitli degiskenlere gore karsilastirildigr (Cag Adigiizel, 2016; Meral ve Sahin, 2019),
caligmalar oldugu gibi 6grencilerin elestirel ve yaratici diisiinme becerilerini belirlemek amaciyla 6gretmen
gorislerinin alindig1 ¢aligmalara rastlanmaktadir (Ugras, 2011). S6z konusu arastirmalarin, 6gretmenlerin
yaratict diisiinme becerisini ¢ok yonlii tammladigi ve 6grencilerin bu yetenekleri gelistirmesine katki
saglayabilecegine inandig1 ve Ogrencilerin elestirel ve yaratici diiginme becerilerini belirleme tizerine
odaklandig1 goriilmektedir. Bu ¢alismanin temel amaci, 6grencilerin yaraticiligini artirmada etkili olan 21.
yiizy1l 6grenme ve yenilik becerilerinden biri olan "yaratici diisiinme"nin 6grencilere kazandirilmasi
stirecinde uygulanan yontemler, karsilasilan sorunlar ve bu sorunlara yonelik ¢6ziim 6nerileri konusundaki
Ogretmen goriisleriniortaya koymaktir. Bu ¢ercevede su sorulara cevap aranmistir:

1. Ogretmenlere gore yaratici diisiinmenin dgrencilere kazandirilmasi neden énemlidir?

2. Ogretmenler &grencilere yaratici diisinmeyi kazandirmak icin hangi uygulamalari
yaptirmaktadir?

Ogretmenler dgrencilere yaratici diisiinmeyi kazandirirken hangi sorunlarla karsilasmaktadir?

4. Ogretmenler Ogrencilere yaratici diisiinmeyi kazandirirken karsilastign  sorunlari nasil
¢Ozmektedir?

Yontem

Farkli 6gretim kademelerinde gorev yapan Ogretmenlerin ‘yaratict diisiinme 've Ogrencilere
kazandirilmas1 hakkinda goriislerini saptamayi amaclayan bu calismada nitel arastirma desenlerinden
fenomenoloji (olgubilim) deseni kullanilmigtir. Fenomenoloji; farkinda oldugumuz ancak detayli bir bilgiye
sahip olmadigimiz olgularin (olay, deneyim, algi, yonelim, kavram, durum vb.) farkli kisiler tarafindan nasil
algilandiklarini, deneyimlendiklerini ve anlasildiklarim kigilerin bakis agisindan, derinlemesine
betimlemeye ¢alisan nitel arastirma desenidir (Bas ve Akturan, 2013; Bogdan ve Biklen,2007). Bu ¢alismada
fenomenolojik yaklagim; Ogretmenlerin algilarini, deneyimlerini, olaylara yonelik yaklagimlarini,
anlamlandirmalarini derinlemesine tanimlayabilme ve bunlara iliskin biitiinciil bir bakisagis1 saglama imkéan1
verdigi i¢in tercih edilmistir (Y1ldirim ve Simsek, 2018).

Calisma Grubu

Arastirmanin ¢alisma grubunu Aydin ili Efeler ilgesinde farkli 6gretim kademelerinde gorev
yapmaktaolan 10 dgretmen olusturmaktadir. Ogretmenlerin olusturdugu ¢alisma grubunun belirlenmesinde
kartopu ve &lgiit drneklem yoéntemi kullanilmistir. Ogretmenlerin secilmesinde &lciit yaratici diisiinmeyi
gerektiren farkli ulusal ve uluslararas1 projelerde yer almasi olarak belirlenmistir. Bu 6lgiitlere uyan 1
Ogretmenle calismaya baslanmis olup, 6gretmenin Onerdigi kisilere kartopu Ornekleme yontemi ile
ulagilmistir. Caligma grubuna iligkin bilgiler Tablo 1'de gosterilmistir.
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Tablo 1. Calisma grubunun demografik 6zellikleri

Degisken Frekans (f) Yiizde (%)
Cinsiyet Kadn 4 40
Erkek 6 60
Okul Tirt Anaokulu 2 20
flkokul 2 20
Ortaokul 3 30
Lise 3 30
Toplam 10 100

Tablo 1'deki verilere gore, arastirmaya katilan Ogretmenlerin cinsiyet ve Ogrenim diizeyi
dagiliminda bir ¢esitlilik bulunmaktadir. Toplamda, % 40'u kadin ve % 601 erkek olan 10 6gretmen
katilmistir. Bu katilimcilarin %20'si anaokulu 6gretmeni, %20'si ilkokul 6gretmeni, %30'u ortaokul
Ogretmeni ve

%30'u lise 6gretmenidir. Bu ¢esitlilik, arastirmada farkli 6gretim seviyelerinden ve branglardan
ogretmenlerin gortislerinin dikkate alindigini gostermektedir.

Veri Toplama Araci

Calismada veri toplama araci olarak arastirmacilar tarafindan gelistirilen sorulardan olusan yari
yapilandirilmis “yaratici diisiinme goriisme formu” kullanilnustir. ilgili alanyazin taranarak arastirmact
tarafindan diizenlenen form egitim yonetimi alaninda uzman 4 kisiye génderilmis, ardindan formda yeralan
sorularin anlagilabilirligi noktasinda Tiirk¢e Ogretmeninin goriisiine bagvurulmustur. Sorularin
anlagilabilirligini test etmek amaciyla ¢alisma grubuyla ayni 6zellikleri tasiyan 4 6gretmen tizerinde pilot
uygulama gergeklestirilmis ve bir sorunun ¢ikarilmasi gerektigi konusunda uzmanlarca fikir birligine
varilmistir. Uygulama sonrasinda elde edilen veriler géz Oniine alinarak yari yapilandirilmis “yaratict
diisiinme gortisme formu”na son sekli verilmistir.

Verilerin Analizi

Bu ¢alismanin verilerini her biri 30-40 dk siiren bireysel goriisme kayitlar1 olusturmaktadir. Her veri
elde edildikten sonra analiz gergeklestirilmeden 6nce genel bir degerlendirme yapilmis, tiim veriler kendi
icinde smiflandirilarak olas1 kodlar ardindan kodlarin siniflanmasi ile kategoriler olusturulmustur.Elde edilen
veriler icerik analizi ile ¢dziimlenmistir. Icerik analizinin amaci, elde edilen verileri tanimlayabilecek
kavram ve kavramlar arasinda yer alaniligkilere ulasmaktir. Betimsel yaklasimla tespitedilemeyen kavram ve
temalar igerik analizi sayesinde ortaya ¢ikarilabilir (Yildirim ve Simsek, 2018).

Calismanin gecerlilik ve giivenirligini saglamak i¢in ¢oklu veri kaynaklarimin kullanilmasina,
kategori ve kodlarin kendi i¢lerinde anlamli bir biitiin olusturmasina, katilimcilardan elde edilen bulgulara
iligkin teyit alinmasina, katilimcilari, 6rneklem segimini, siireci ayrintili betimlemeye ve yerine gore
almtilarladesteklemeye 6zen gosterilmistir. Bunun yani sira {i¢ egitim uzmaninin goriis ve degerlendirmeleri
sonunda kod ve kategoriler karsilagtirilmis, karsilastirmalarda Miles ve Huberman’in (1994) goriis birligi
ve gorlis ayrihigr formiilii kullanilarak yapilan hesaplamada %86 oraninda giivenirlik saglandig
goriilmiistiir. Dogrudan alitilarla desteklenen bulgular, tablo ve sekiller yardimiyla kodlar ve kategoriler
halinde okuyucuya sunulmus, olusturulan kategorilerle iligkilendirilen 6gretmen goriisleri K1, K2, K3 vb.
seklinde ifade edilmistir.

Bulgular

Calisma grubundaki &gretmenlerin 21. yy. 6grenme ve yenilik becerilerinden olan “yaratici
diisinme becerisi” ve bu beceriyi &grencilere kazandirmada gergeklestirdigi uygulamalar, karsilastig:
sorunlar vebu sorunlarin ¢oztimiine yonelik goriislerinden elde edilen veriler i¢erik analiziyle ¢oziimlenerek
kategoriler olusturulmus ve her bir kategoride 6gretmenlerin ifadelerinden olusan dogrudan alintilara yer
verilmistir.

Ogretmenlere gore yaratici diigiinmenin égrencilere kazandirdmasinin nemi hakkinda bulgular

Calisma grubundaki 6gretmenlerin, yaratici diisiinmenin 6grencilere kazandirilmasinin 6nemli ve
gerekli oldugu konusunda hemfikir oldugu goriilmektedir. Caligma grubundaki 6gretmenlerin yaratic
diistinmenin 6grencilere kazandirilmasinin 6nemi hakkinda goériislerini belirten ifadeler sunlardir:
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v Bireylerin giic durumlarda, problemli durumlarda farkli ¢oziim yol ve yontemlerini
deneyebilmek ve neticeye ulasmak konusunda tecriibe ve ozgiivene sahip olmas: avantaj (K1)”.

v ‘Tabi ki énemlidir. Ciinkii yaratici diistinme hayatumizin her alaminda kullanabilecegimiz
yararlanabilecegimiz bir diistinme tarzidr. Egitim, saghk, bilim vb. aklimiza gelebilecek her
alanda yeni seyler iiretmek, farkli seyler ortaya koyabilmek icin yaratici diistinme sarttir. Bugtin
eger gecmiste yasamig insanlar yaratict diigtinmemis olsaydr pek ¢ok bulug olmazdi. Ortaya
¢tkan buluslarin icatlarin hepsi yaratici diisiinmenin tiriiniidiir (K5)'.

v ‘Evet onemlidir. Ciinkii insan diinya iizerinde var oldugundan beri dogaya karst bir merak
duygusu ve tistiinliik kurma ¢abasi icindedir. Bu merak sayesinde barinma beslenme ve iireme
icgiidiilerini gelistirme ve iyilestirme ¢cabasina girmistir. Atesi merak etmis kontrol altina almay!
ogrenmis, avcilik ve toplayiciliktan yerlesik hayata ge¢mis, giinliik hayatinda
kullanacag egyalari tiretmis. Yaziyr bulmus edindigi bilgileri kdgida dékerek yaratici
diigiinmeyi nesilden nesile yazi yolu iletmis. Diisiinmeyi yeni seyler icat etmekte yeni yerler
kesfetmeye kullanmustir. Giinii gelmis insanliga faydali icatlar giin gelmis insanlar oldiiren
icatlar bulmugtur. Biitiin bunlara ragmen yaratici diisiinme sayesinde insanlik diinya dist
galaksiler kadar ulagmistir. Bu nedenlerle yaratici diisiince insanlik oldugu siirece hep vardi ve
var olmaya da devam edecek insanligin gelismesi durmayacaktir (K2)'.

v ‘Bireyin biitiin yasami boyunca karsilasacagi sorunlarla miicadele ederken hep bir baskasindan
sorunlarimt ¢ozme beklentisi i¢inde var olmaya calismasi kendini inkdra ve variigini yok olmaya
mahkiim edecektir. Birey varliginm siirdiirme ve nitelik kazandwmada yaratici diistince biiyiik
bir 6neme sahiptir (K3)'.

v ‘Onemlidir, ¢iinkii ilerlemenin cagimin étesini yakalamamn swri budur. Nasil Ki gecmis
medeniyetlerde insanlarin isaret dili kullanmast karsiliginda yaziyr kullanmaya baslayan
medeniyetler bir yaratici diisiince ortaya koyarak fark yaratip donemine damga vurmus ve
insanlhiga adim atlatmigsa. Bugiin de herkesin yaptigindan farkli Kimsenin diisiinemedigini
diisiinen toplumlar ve insanlar zamanina damgay: vuruyor ve vuracaklardir. Insan genetiginde
bu yaraticilik vardir. Bunu isleyebilmek ortaya ¢ikartabilmek 6gretmenlerin gorevidir (K4)’

v Yaratict diisiinme, yeni, ozgiin fikirler ortaya ¢ikarmasi, sorunlara alternatif ¢oziim yollarinin
bulunmasi, bu anlamda yaraticiligi tesvik etmesi, kendini rahat ifade etme becerilerini
gelistirmesi Ve farkli bakis a¢ilarindan bakilmas:, olaylara o sekilde yaklasilmas: agisindan tabi

ki cok onemlidir (K9) ’

v ‘Hem sanatta hem bilimde yeni bir eser iiretebilmenin yolu yaratict diistinmekten geger, bu
yiizden olduk¢a énemlidir (K10)’
Ogretmenlerin dgrencilereyaratici diisiinmeyi kazandirmak icin yaptirdigy uygulamalar hakkinda
bulgular

Calisma grubundaki dgretmenlerin ‘Ogrencilere yaratici diisiinmeyi kazandirmak igin yaptirdiginiz
uygulamalar nelerdir? ‘sorusuna verdikleri yanitlar incelendiginde 6gretmenlerin en ¢ok beyin firtinasi,zihin
haritalar1 olusturma, problem tabanli 6grenme, is birligi ve takim ¢aligmasini tegvik eden ¢aligmalar yapma
uygulamalarini kullandig1 goriilmektedir.
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Tablo 2. Calisma grubundaki 6gretmenlerin 6grencilere yaratici diigiinmeyi kazandirmak igin yaptirdigiuygulamalar
Ogretmenlerin dgrencilere yaratici diisiinmeyi

kazandirmak i¢in yaptirdigi uygulamalar Frekans (T) Yiizde (%)

Beyin Firtinasi 10 23.25
Zihin haritalar 8 20.93
Problem tabanl 6grenme etkinlikleri 7 16.27

Is birligi ve takim galismasini tesvik eden 7 16.27
calismalar yapma

Ogrenci merkezli tartigmalar yaptirma 7 13.95
Proje galismasi yaptirma 5 9.30
Drama etkinlikleri 4 100
Sanat ve el becerilerini gelistirici etkinlikler 3 23.25

Tablo 2'den anlasildig: tizere, ¢aligma grubundaki 6gretmenler, 6grencilere yaratict diigiinme
becerilerini kazandirmak amaciyla gesitli uygulamalar gergeklestirmektedir. Calisma grubundaki
ogretmenlerin 6grencilere yaratici diisiinmeyi kazandirmak i¢in yaptirdigi uygulamalar hakkinda
gortslerini belirten ifadeler sunlardir:

v ‘Ogrenci her varlik égrendigi bilgileri giinliik hayatinda kullandig: zaman bir anlam ifade eder.
Oncelikle yaratici diigiince nasil kazandrilir. Birey karsilastigi problemleri ¢ozebilmesi igin
oncelikle anlama ve kavrama yetkinligini gelistirmelidir. Bu da bolca kitap okumak, kelime
dagarcigini ve hayal giiciinii gelistirmekle miimkiin olur. Arastirma inceleme, gozlem yapabilme
analiz edebilme, denemeler yapma ve yanlis yapmaktan korkmama gibi ozelliklere ulagmasi
gerekir. Bu nedenlerden dolay: ben ogrencilerime sorunu verir, ¢éoziim yollarimi onlarin
bulmasini, takildiklart bir durumda farkly ¢oziim yollart arastirmalarim, ¢alisma yaparken
deneme yanmilma yontemini kullanmalarini, bazi konularda ig birligi halinde ¢alismalarin,
bolca kitap okumalarint ve okuduklari kitabi i¢csellestirmelerini oneririm. Daha sonra hayal
kurarak yapmak istedikleri calismanin veya etkinligin ¢oziim yollarinda kademe kademe
ilerlemelerini soylerim ve farkli yontemler kullanarak 6grencilerin o konuyu farkli acilardan
gormelerini saglamaya calisirim (K2)'.

v Oncelikle kendi fikirlerini kullanmalarin isterim. Bunu saglamak icin beyin firtinast ya da
duruma gore problem tabanli 6grenme yontemlerini kullaniyorum. Cevaplart séylerken
herkesin fikrine sayg: duyar, ogrencileri etkilememeyi tercih ederim. Bir sorunun cevabin: kendi
istedigim gibi degil her kisinin bakig acgisina gore ifade etmelerini isterim. Ciinkii bu bazen
benim de hi¢ diisiinemedigim farkl fikirlerin ortaya ¢tkmaswim saglar. Bazen yolu gosterir ve
ilerlemeyi dgrencilere birakirim. Bazen de yollar: kendi bulmalarini bekler akil akildan
distiindiir ilkesinin ne kadar dogru oldugunu izlerim. Ogrencilerin diinyast farkhdur. Dolayisiyla
ben sadece rehberlik ederim bilgiye ulasmalarin: isterim (K4)".

v ‘Sinifimda beyin firtinasi ve ogrenci merkezli tartismalar mutlaka yaptirryorum, bunun yaninda
zihin haritalart yénteminin de oldukca yararly oldugunu diisiiniiyorum. Bana gére zihin

haritalar, ogrencilerin konular arasindaki iliskileri gérsel olarak gormelerine ve yenilikci
baglantilar kurmalarini saglhyor (K7)’.

v ‘Ogrencilerin is birligi yaptigi, ortak takim ¢calismalart diizenleyerek, yeteneklerini gelistirici
projeler vererek, farkii metotlari harmanlayarak dersin verimini artirmaya ¢alistyorum (K9)’

v ‘Genel olarak dersimde beyin firtinasi, zihin haritalari, takim ¢alismalar: yaptiriyorum ancak
bazen konuya gore drama yaptirarak ya da el becerilerini gelistirici etkinlikler diizenleyerek
kalicihigini artirmaya ¢alisryorum (K5)'.

v ‘Konuya baslarken beyin firtinasi, problem tabanli ogrenme ve zihin haritalar: konunun
kavranmasinda kullandigim baglica yontemler, ilerleyen asamalarinda dersin farkli metotlarla
devam ediyorum ama miimkiin oldugunca farkli yontemlerle dersin islenigine zenginlik katmaya
calistyorum (K3)'.

Ogretmenlerin égrencilere yaratct diisiinmeyi kazandirirken karsilasngi sorunlar hakkinda
bulgular

Farkli 6gretim kademelerinde gorev yapan c¢alisma grubundaki dgretmenler, yaratict diiginmeyi
kazandirirken farkli sorunlarla karsilasmaktadir. Calisma grubundaki 6gretmenler, en ¢ok karsilasilan
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materyallerinin yetersizligi ‘olarak ifade etmistir.

Tablo 3. Caligma grubundaki 6gretmenlerin 6grencilere yaratici diigiinmeyi kazandirirken karsilastigi sorunlar

Ogretmenlerin dgrencilere yaratici diisiinmeyikazandirirken

. 0
karsilagtig1 sorunlar Frekans (f) ~ Yiizde (%)

Ogrenci ve veli ilgisizligi 10 23.25
Ozgiiven ve motivasyon eksikligi 9 20.93
Egitim materyallerinin yetersizligi 7 16.27
Sinirl zaman 7 16.27
Test baskisi 6 13.95
Yanlis inanglar 4 9.30

Tablo 3’e gore calisma grubundaki oOgretmenlerin &grencilere yaratici diisiinme becerilerini

kazandirirken karsilastigi ana sorunlarin sirasiyla 6grenci ve veli ilgisizligi, 6zgliven ve motivasyon

eksikligi, egitim materyallerinin yetersizligi, sinirli zaman, test baskisi ve yanlis inanglar oldugu sonucuna

ulagilabilir. Bu veriler, ¢alisma grubundaki Ogretmenlerin Ogrencilerin yaratici diigiinme becerilerini

gelistirme siirecinde karsilastiklar en yaygin zorluklari gostermektedir. Calisma grubundakiogretmenlerin
Ogrencilere yaratict diisiinmeyi kazandirirken kargilagtigi sorunlar hakkinda goriislerini belirten ifadeler

sunlardir:

v

‘Belki egitim sisteminden kaynakli, bilemiyorum ama 6grencilerde merak duygusu, sorgulama
istegi YOK, cocuklar da ailelerde ilgisiz (K2)'.

‘Ben bunu yapamam, égrenemem algisiyla birlikte elestirilme, hata yapma kaygisi, etraftakiler
ne der diisiincesi ¢cocuklarin yaratici diisiinmesini engellemektedir (K5)'.

‘Og’rencilerl’n bir kisminda rezil olma korkusu, alay konusu olma korkusu, daha da oziinde
galiba kétii hissetme korkusu var oldugu i¢in kendilerini oldugu gibi korkmadan ifade etmek
konusunda ozgiiven ve motivasyon eksikligi yasiyorlar, bununla birlikte ders siireleri de yetersiz

olunca ¢ok da verimli olmuyor (K1)’

‘Ogrencinin ilgi ve isteksizliginin yani sira, veli ilgisizligi de ayri bir sorun, dgrencilerden
istedigimiz malzemeleri, arag-geregleri almiyorlar (K4)'.

‘Ozellikle son simflarda gozlemledigimiz test baskisimn yaratict diigiinmeye en biiyiik engel
oldugunu diisiiniiyorum(K3)’.

‘Bazi suiflarimizda bosanmigs aile cocuklarimin sayisi fazla, bazen muhatap bile bulamiyoruz,
ogrenci farkli nedenlerden dolay: siirekli ilgisiz (K6)’.

‘Osrencilerde bir 6grenilmis caresizlik, yeni bir sey iiretmeye karsi isteksizlik var ve biraz da
tembellik, zer seyi angarya olarak goriiyorlar ve ilgisiz davrantyoriar (K7) .

‘Aile ortamindan kaynaklanan bir baskilanmuglik var ogrencinin iizerinde, bu durum da ozgiiven
eksikligi ve hi¢bir seyi yapamam, edememe gétiiriiyor (KS8)'.

‘Bazi aileler cocuklarin ihtiyaclarini karsilamak bir yana bizden talep ediyorlar, ders siiresince
ogrenciyi  gelistirici, motivasyonlarini artirict uygulamalar yaptirmaya, farkl teknikler
kullanmaya ¢alisiyorum ancak miifredat yogun ve ders siiresi kisitlh (K10)'.

Ogretmenlerin dgrencilere yaratici diigiinmeyi kazandirirken karsilastigi sorunlari nasu ¢ozdiigii

hakkinda bulgular

Calisma grubundaki 6gretmenler, yaratici diisiinmeyi kazandirirken farkli sorunlarla karsilagmakta

ve bu sorunlar1 ¢dzmek igin farkli ¢6ziim Onerileri getirmektedir. Bunlar arasinda ‘6grencilere yaratici

diistinme hakkinda olumlu bir tutum agilamak, 6zgiiveni arttirmak, farkl1 6grenci diizeylerine uygun 6gretim
yontemleri kullanmak ilk siralar1 alirken, bunlar1 6grencileri risk almaya tesvik etmek ve yaraticiligi

destekleyen bir 6grenme ortami olusturmak takip etmektedir.
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Tablo 4. Calisma grubundaki 6gretmenlerin 6grencilere yaratict diisiinmeyi kazandirirken karsilastigi
sorunlar1 nasil ¢ozdiigii

Ogretmenlerin dgrencilere yaratici diisiinmeyikazandirirken

. 0
karsilagtig1 sorunlar1 nasil¢ozdiigii Frekans (f) Yiizde (%)

Ogrencilere yaratici diisiinme hakkinda olumlubir tutum

L 10 27.77

gelistirmek
Ozgiiveni arttiric1 uygulamalar 10 27.77
Ogrenci diizeylerine ~ uygun  farkli 6gretim

b . 7 19.44
yontemleri kullanmak
Ogrencileri risk almaya tesvik etmek 5 13.88
Yaraticilig1 destekleyen bir 6grenme ortami olusturmak 4 11.11

Tablo 4’te de goriildiigii gibi ¢alisma grubundaki 6gretmenler, yaratici diisiinmeyi kazandirmaya
calisirken karsilagtiklar: sorunlart ¢6zmek icin 6grencilere olumlu bir tutum kazandirmak ve 6zgiliveni
artirmak, 6grenci diizeyine uygun farkli 6gretim yontemlerini kullanmak, 6grenciyi risk almaya tesvik
etmek ve smif ortamini yaraticiligi destekleyecek sekilde diizenlemek gibi ¢esitli uygulamalart ise
kosmaktadir. Calisma grubundaki o6gretmenlerin  Ogrencilere yaratict diisiinmeyi kazandirirken
karsilastig1 sorunlar1 nasil ¢6zdiigii hakkinda goriislerini belirten ifadeler sunlardir:

v

<

‘Ben yaratici diisiinme hakkinda olumlu tutum gelistirmede hayal giiciiniin onemli oldugunu
diistiniiyorum. Hayal giicii, yeni ve farki: fikirlerin ortaya cikmasina, olaylarin bagka yéonlerinin
goriilmesine yardimcer oluyor diye diisiiniiyorum, bu nedenle hayal giiciinii artiracak etkinlikler
yaptirmaya ¢alisiyorum (K3). '

Stifimda dersimin bazi konularinda takimlar kurdurarak égrencilerin is birligi yapmasin,
farkl fikirleri bir araya getirerek yeni ve yaratict ¢oziimler iiretmelerini tesvik ediyorum. Bu
sekilde hem ekip arkadaslariyla hem de diger simif arkadagslariyla agik bir iletisgim kurabiliyor
ve fikirlerini rahatca paylasabiliyor (K7).’

‘Ogrencilerin kendi ilgi alanlarini kesfetmelerini, bu alanlarda yeni fikirler ortaya
¢tkarmalarini bu sekilde ozgiivenlerini artirmaya ¢alistyorum (K5).’

‘Derse mutlaka ag¢ik uglu sorular sorarak baslarim. Bu sekilde 6grenciler diisiincelerini rahatca
ifade edebilir, yaratici ¢oziimler diistinebilir ve farkli bakis ac¢ilari arayabilir (K6).’

‘Ogrencilerin o6grenme stillerine uygun stratejilerin belirlenmesi ve c¢esitlendirilmesinin
gerektigini diistiniiyorum. Bazi ogrenciler gorsel, isitsel, dokunsal ya da bir veya birkag: birlikte
de olabilir. Dolayisiyla her 6grencinin kazamlmasina yonelik uygulamalar yapilmali (K8).’

‘Derslerimde farkli kaynaklar kullanmaya ve teknolojiyle desteklemeye 6zen gdsteriyorum
(K1),

‘Ogrenciye ézgiir bir ortam olusturuyorum ve ézgiir bir ortamda dégrencilerin is birligi
vapmaswm Ve birbirlerinin fikirlerinden 6grenmesini tesvik ediyorum (K2)'.

‘Giincel olaylar1 ve gercek hayattaki problemleri belirleyerek dgrencilerin  ¢oziimler
gelistirmesini Ve ozgiivenlerinin gelismesini sagliyorum (K4).’

‘Ogrencilere deneme —yanilma yaptirtyorum Ve onlarin risk almasini tegvik ediyorum (K10). ’

Tartisma, Sonu¢ ve Oneriler

Kiiresellesmeyle diinyada birgok degisim ve gelismeler yasanmakta ve bireylerden sadece belli bilgi

yada kazanimlar1 elde etmelerinin yani sira 6grenilen bilgi ve becerinin uygulanmasi, gelistirilmesi, yeni
irtinler ve fikirlerin ortaya ¢ikarilmasi beklenmektedir. Kendi kendine yetebilen, elestirel diisiinebilen,
ihtiyac ve sorunlari belirleyip farkli ¢6ziim 6nerileri sunabilen ve yaratici diisiinebilen bireyler, toplumlarin
ve iilkelerin kalkinmasinda 6nemli bir yere sahip olmaktadir. Bu dogrultuda 6zgir diisiinceye sahip,
yenilikgi ve yaratici olabilen ve diisiinebilen bireylerin egitilmesi ve var olan potansiyellerinin gelistirilmesi
onem arz etmektedir (Ozkale vd., 2020). Yaratici diisiinme, bireylerin sahip oldugu diisiinceleri farkli
kombinasyonlarda tekrar olusturma becerilerine, ¢esitli sorun ve ¢éziimyollarina nasil yaklasim gosterdigini
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ifade etmektedir (Amabile, 1998, akt. Karakus, 2018). Giinlimiiz toplumlarinda basarili olabilmek ve
varligim siirdiirebilmek i¢in tiim bireylerin 6zellikle 6grencilerin yaratic1 diigiinmeyi, is birligi i¢inde
O0grenmeyi, elestirel analiz ve sistematik planlama yapmayi, etkili iletisim kurmayr o6grenmesi
gerekmektedir (Resnick, 2007).

Okullarda ve egitim hizmetlerinde yaratict diisinme becerilerinin kazandirilmas: biiyiik 6nem
tasimaktadir. Egitimde yaratici diisiinme kaliplardan kurtulmayi, bagimsiz 6grenmeyi, farkli olanlara karst
onyargili olmamay1, farkli bakis agilar1 kazandirmayi, elestirel bakmay1 ve yeni iligkiler gelistirilmesini
amaglamaktadir (Memduhoglu vd., 2020). Egitimde yaratici diisinmenin kazandirilmasive siirdiiriilmesinde
dgretmenler en dnemli araci rolii olusturmaktadir. Ogrencilerin sahip olduguyaraticilik ve yaratici diisiinme
becerileri egitim ve gevre etkisiyle gelistirilebilir niteliktedir (Yenilmezve Yolcu, 2007). Ogrencilerine
yaraticilik ve yaratict diisinme becerilerini kazandirmaya calisan 6gretmenlerin Oncelikle esnek ve
demokratik bir smif ortami olusturmalari, yaratici diisiinmeyi kazandirmaya yonelik uygulamalar
gerceklestirmesi, farkli yontem ve teknikleri benimseyerek her tiirden 6grenciye hitap etmesi, ortaya ¢ikan
sorunlara cesitli alternatifler gelistirmesi gerekmektedir (Kelesoglu, 2017).

Yaratici diislinmenin ne oldugu, kazandirilmasinin gerekliliginin yan1 sira 6gretmenlerin yaratici
diisiinmeyi kazandirmak igin yaptigi uygulamalar, karsilagtigi sorunlar ve ¢6ziim Onerilerine yoOnelik
gortisglerinin bilinmesi, 6grencilerin problem ¢ézme, elestirel diisiinme, iletisim ve is birligi becerilerinin
gelistirilmesinde, egitim kurumlarinda etkinlik ve verimliligin saglanmasinda biiyiikk 6nem tasimaktadir.Bu
calismanin amaci farkli 6gretim kademelerinde calisan Ogretmenlerin 21. yy. dfrenme ve yenilik
becerilerinden olan “yaratici diisinme becerisi” ve bu beceriyi 6grencilere kazandirmada gergeklestirdigi
uygulamalar, karsilastigi sorunlar ve bu sorunlarin ¢dziimiine yonelik goriislerini ortaya koymaktir.
Aragtirmanin bulgularina gore katilimei 6gretmenler (i) yaratict diisiinmenin 6nemli oldugunu belirtmekte,
(i1) yaratict disinme becerilerini Ogrencilere kazandirmak ig¢in beyin firtinasi, zihin haritalarinin
olusturulmasi, isbirligi iginde ¢alisma ve problem tabanli 6grenme etkinliklerini tercihetmekte, (iii) yaratici
diisiinmeyi 6grencilere kazandirirken 6grenci ve veli ilgisizligi, 6zgiiven ve motivasyon eksikligi, egitim
materyallerinin yetersizligi ve ders saatlerinin yetersizligi sorunlariyla karsilasmakta (iv) Yaratici
diistinmeyi Ogrencilere kazandirma siirecinde 6gretmenler, olumlu bir tutum gelistirmeye ve Gzgiiveni
artirmaya yonelik uygulamalar gerceklestirerek ve 6grenme ortamlarini yaraticiligi destekleyecek sekilde
diizenlemeye calisarak sorunlar1 ¢c6zmeye gabaladiklar1 goriilmektedir.

Yapilan birgok ¢alismada 6gretmenin, 6grencide yaratici diisiinme becerisinin ortaya ¢ikarilmasinda
Oonemli roliiniin oldugu belirtilmis, becerinin ortaya ¢ikarilmasinin yani sira 6grenciye kazandirilmasi ve
gelistirilmesi gerektigi, yaraticilik konusunda egitime en ¢ok ihtiya¢ duyan meslegin 6gretmenlik oldugu ve
dgretmenlerin yaratici bir karaktere sahip olmasi vurgulanmistir (Yasa ve Sahin, 2012; Oztiirkve Darica,
2003; Senemoglu, 1996; Yaman ve Yal¢in, 2005). Ayrica 6gretmenlerin bagimsiz 6grenmeyikolaylastirici,
elestirel ve yaratici diisiinme becerisini gelistirecek ortamlar olugturmasi ve yaraticiligi tesvik eden davranig
rolleri sergilemesi beklenmektedir (Cropley, 1997). Yaratic1 diisiinme becerisine sahip d6gretmenlerin en
onemli ozelligi, simif ortamini yaratici diisiinme becerisine uygun tasarlayarak yaraticiligr aktif hale
getirecek cesitli strateji ve yontemleri kullanmasi, 6grencileri sorgulayan, elestireldiisiinen, kendinden emin
olan bireylere doniistiirebilmesidir (Ekici, 2004; Hamza ve Farrow, 2000; Kind ve Kind, 2008; Liu ve Lin,
2014; Ozmusul, 2012; Ozerbas, 2011). Yaratict diisiinme becerisinin 6grenilmesi ve gelistirilmesi
konusundaki ¢alismalar, 6gretmenlerin bu alanda 6nemli bir rol oynadiginive egitim siirecinde yaraticiligin
tesvik edilmesi gerektigini vurgulamaktadir. Calismalarda elde edilen bulgularin, arastirma bulgulariyla
ortiistigh goriilmektedir.

Sonu¢ olarak kiiresellesen diinyada meydana gelen hizli degisim ve gelismelere adapte
olunabilmesi, ortaya c¢ikan sorunlara hizh, esnek, 6zgiin ¢6ziim Onerilerinin gelistirilebilmesi, elestirel
diistinen, bilgiyikullanmakla birlikte tiretebilen, yaratici diisiinme becerisine sahip bireylerin yetistirilmesi
iilkelerin gelismisligi ve kalkinmasinda son derece énemlidir (Saygil1 2013). Ulkelerin kalkinmasinin yani
sira Ogrencilerin akademik, sosyal, kiiltiirel ve is hayatlarinda basarili olmasina yardimci olmasi amaciyla
yaratici diisiinme becerisinin 6gretmenler araciligiyla 6grencilere kazandirilmasi, toplumun gelecegi igin
onemli bir gerekliliktir.

Arastirma bulgularina gore sunlar Onerilebilir: (i) Arastirmaya katilan Ogretmenler yaratici
diisiinmenin énemli oldugunu belirtmektedir. Ogretmenlere yaratici diisinmeye iliskin farkindaligii
artirmak igin farkli, alana yonelik egitim almasi 6zendirilebilir. Ogretmenlere yonelik hizmet ici bu tiir
egitimlerde, 6grencilere yaratici diistince becerileri kazandirmak i¢in kullanilabilecek 6gretim yontemleri,
stratejilerve araglar gibi pratik bilgilerin yan1 sira, yaratici diisiinmeye iligkin pedagojik yaklagimlarin ve
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Ogrenmesiireclerinin anlatilmasina yonelik hizmet i¢i kurslar ile 6gretmenler, yaratici diisiinmeyi daha etkili
birsekilde 6gretebilme ve dgrencilerini destekleme konusunda daha hazir hissedebilir ve 6gretmenlerin,
ilgili alandaki bilgi ve becerilerini giincellemelerine ve yenilikleri takip etmelerine yardimei olabilir. Ancak,
bu egitimlerin sadece yaratict diisiincenin ne oldugunu anlamakla kalmayip ayni zamanda nasilogretilip
tesvik edilecegi konusunda da pratik bilgi ve stratejiler sunmasi1 da onemlidir. (ii) Arastirmayakatilan
Ogretmenler, yaratict diisinmeyi Ogrencilere kazandirmada ogrenci ve veli ilgisizligi, Ozgliven ve
motivasyon eksikligi, egitim materyallerinin yetersizligi ve ders saatlerinin yetersizligi gibi sorunlarla
karsilastiklarini belirtmistir. Bu sorunlar1 ¢6zmek i¢in yaratic diisinmeye olumlu bir tutum gelistirmeye ve
Ozgiiveni artirict uygulamalar gergeklestirmigler, farkli yontemler kullanmiglar ve 6grenme ortamlarini
yaraticihi@i destekleyecek sekilde diizenlemeye ¢aligmislardir. Bu noktada, 6gretmenlerin karsilagtiklart
sorunlart ¢b6zme cabalarinda okul miidiirlerinin saglayacagr desteklerin Onemli olabilecegi
vurgulanmaktadir. Okul miidiirdi, 6ncelikle 6gretmenlerin ihtiyaglarini anlamali ve onlarin yaratici diisiinme
becerilerini gelistirmek igin gereksinim duyduklar1 kaynaklara erisimlerini saglamalidir. Bu kaynaklar
arasinda, egitim materyalleri, teknolojik araglar, hizmet i¢i egitim programlari ve uzman destegi gibi
unsurlar yer alabilir. Ayrica, okul miidiirii, 6gretmenlerin yaratict diisiinmeyi destekleyici ortamlar
olusturmalarina yardimci olmalidir. Simif diizenlemesi, etkilesimli 6grenme ortamlarinin yaratilmasi ve
ogrencilerin yaraticiliklarim tesvik edecek aktivitelerin diizenlenmesi gibi alanlar1 igerebilir. Ogretmenlere
bu siiregte destek olacak rehberlik ve danigmanlik hizmetleri sunarak onlarin motivasyonlarini artirabilir ve
basarilarini takdir edebilir. Bunun yani sira yaratict diisiinme becerilerini gelistirmek, 6grencilerin tim
egitim hayatlar1 boyunca karsilagtiklar1 bir siirectir ve bu siirecin bir¢ok paydasi vardir. Dolayisiyla, sadece
okul miidiiriiniin degil, ayn1 zamanda meslektaglarinin, velilerin, diger okul personelinin ve toplumun da bu
konuda aktif bir sekilde katki saglamasi 6nemlidir. Egitim sisteminin tim paydaslarinin is birligi i¢cinde
caligmasi, yaratici diistinmeyidestekleyici bir ortamin olusturulmasinda daha etkili olacaktir.
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Abstract

Key Words

This study aims to investigate whether mothers' emotional expression affects
children's emotion regulation and to examine the nature of the congruence
between mothers' report-based child emotion regulation and child's self-report-
based emotion regulation. The research was conducted with a quantitative
research design, specifically a correlational survey model. The study group
consisted of a total of 209 primary school students, including 119 girls and 90
boys, and their mothers. Berkeley Emotional Expressivity Questionnaire (BEQ)
and Children's Emotion Management Scales: Anger and Sadness/ Child-Parent
(CEMS: Anger and Sadness/C-P) forms were used to collect data. The
relationships between variables were examined through correlation and
regression analysis. The study's findings revealed that the parent form and child
form of emotion regulation skills subscales were positively correlated, except
for the anger inhibition subscale. The regression analysis demonstrated that child
anger dysregulated-expression was predicted by the parent anger dysregulated-
expression, parent sadness inhibition, and parent anger inhibition; child anger
coping was predicted by the parent joy savoring; child sadness inhibition was
predicted by the parent sadness inhibition; child anger dysregulated-expression
was predicted by the parent sadness dysregulated-expression; child joy
dampening was predicted by the parent anger dysregulated-expression parent
sadness inhibition; child joy savoring was predicted by the parent sadness
inhibition. When considering gender differences in emotion regulation skills, it
was found that girls tended to conceal their anger more but were better at coping
with anger, while boys were more likely to express their anger in inappropriate
ways.
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Introduction

Since emotions play a significant role in various essential areas of our lives (e.g., interpersonal
relationships, mental health), regulating emotions is essential. Emotions are generally considered
beneficial in understanding environmental features, decision-making, adjusting behavioral responses,
facilitating social interactions, and enhancing episodic memory, but they can also be harmful when
intense (Gross & Thompson, 2007). In such situations, it is emphasized that we need to regulate our
emotions (Gross, 1999). Emotion regulation involves internal and external processes that include
observation, evaluation, and, especially, modifying emotional responses with intense and transient
characteristics to achieve one's goals (Thompson, 1994). Emotion regulation skills have an impact on
children's academic achievement during preschool and primary school years (Haskett et al., 2012;
Thompson, 1994), emotional expression (Are & Shaffer, 2016), mental health, and social functioning
(Bender et al., 2012; Denham & Auerbach, 1995; Perry et al., 2020; Sabatier et al., 2017; Thompson,
1994), as well as social competence (Are & Shaffer, 2016; Ar1 & Yaban, 2016; Eisenberg et al., 2001;
Giilgez, 2018; Haskett et al., 2012; Seger, 2017; Suarez et al., 2021; Thompson, 1994). However, when
children struggle to regulate their emotions, aggression increases (Haskett et al., 2012; Ramsden &
Hubbard, 2002), aggressive behaviors emerge (Ar1 & Yaban, 2016; Schultz et al., 2004; Yurdakul et al.,
2021), problem behaviors arise (Ar1 & Yaban, 2016; Eisenberg et al., 2001; Kara & Sigirtmag, 2022;
Karas & Altun, 2018; Morris et al., 2007), internalizing problems and existing anxiety levels intensify
in children (Ergiil, 2019), and various mental health issues worsen (Bender et al., 2012). Suarez et al.
(2021) found in their longitudinal study that emotion regulation strategies in early childhood influence
the development of future social anxiety. Therefore, it is evident that children's emotion regulation skills
significantly impact many vital areas of their lives.

The ability to regulate emotions, which can impact an individual's later life, is believed to
develop and shape in the early years within the family environment. Parents serve as models for
expressing and regulating emotions by identifying and emphasizing the importance of their children's
emotions, thus creating an emotional atmosphere within the home (Are & Shaffer, 2016; Denham &
Auerbach, 1995; Eisenberg et al., 2001; Morris et al., 2007; Saritas & Gengdz, 2011; Spinelli et al.,
2021; Suarez et al., 2021; Thompson, 1994). They also enable children to develop insight into this area
and shape their future emotional lives (Are & Shaffer, 2016; Kara & Sigirtmag, 2022; Sabatier et al.,
2017; Thompson & Meyer, 2007). This is because, at the beginning of life, children cannot regulate
their emotions and depend on their parents to meet their physical and emotional needs (Sabatier et al.,
2017). As parents' coping socialization improves, their children's emotion regulation skills also increase
(Eisenberg et al., 2001; Perry et al., 2020). Another study found that as parental stress levels increase
during the COVID-19 pandemic, children struggle more with regulating their emotions (Spinelli et al.,
2021).

It has been found that as children's emotion regulation skills improve, their creativity (Uysal &
Giiven, 2022) and social problem-solving abilities increase (Yiik¢ii, 2017), while their play skills
decrease when they struggle to regulate emotions such as anger (Kogyigit et al., 2015; Yurdakul et al.,
2021). Furthermore, studies have shown significant relationships between parents' emotion regulation
skills and children's emotion regulation skills and problem behaviors (Ar1 & Yaban, 2016; Kara &
Sigirtmag, 2022), improvement in children's emotion regulation skills as parents' psychological well-
being increases (Karas & Altun, 2022), weakening of children's emotion regulation skills as stress levels
rise (Ergiil, 2019; Spinelli et al., 2021), and positive impact of parents displaying a democratic attitude
on children's emotion regulation while displaying a strict and harsh attitude has a negative impact on
children's emotion regulation (Saritas & Gengoz, 2011; Secer, 2017; Sille, 2016; Yaman, 2018). In
summary, it can be concluded that emotion regulation skills impact many vital areas for children and
that the characteristics and behaviors of parents are related to children's emotion regulation skills.

Mothers can create a more suitable emotional climate for their children to learn emotion
regulation (Tan & Smith, 2018). In this context, the socialization behaviors of the mother are stated to
be influential in the child's emotion regulation (Seger, 2017; Sille, 2016). Furthermore, the mother's
personality traits also impact the child's emotion regulation (Bilge & Sezgin, 2020). Therefore, as
mothers' emotional competence, social skills (Saritas & Gengdz, 2011), and emotional literacy increase,
the child's emotion regulation skills also improve (Yiikgii, 2017). Similarly, when the mother struggles
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to regulate her emotions, children also struggle with emotion regulation (Bilge & Sezgin, 2020;
Demirkan & Yesilyaprak, 2022; Saritas & Gengdz, 2011), which can lead to behavioral problems
(Kogyigit et al., 2015) and even affect the child's PTSD symptoms (Powers et al., 2020). The emotional
language between the mother and child serves the function of emotion regulation (Denham & Auerbach,
1995), and mothers' expression of emotions is related to children's socio-emotional development (Are
& Shaffer, 2016; Perry et al., 2020). Positive emotional expressions by the mother improve the
relationship between the mother and child, while excessive negative emotional expressions can harm
the child's emotion regulation (Morris et al., 2007; Perry et al., 2020), increase the child's aggression
(Haskett et al., 2012; Tan & Smith, 2018), and lead to behavior problems (Eisenberg et al., 2001).
Therefore, it can be said that mothers' personality traits, emotional competence, use of emotional
language, and the expression of emotions, which are indicators of them, affect children's psychosocial
development and mental health.

Based on the analysis conducted, although there are numerous studies in the literature examining
the influence of the mother's attitudes, behaviors, and personality traits on children's emotion regulation,
no study has been found that investigate influence of the mother's emotional expression on child's
emotion regulation. Therefore, this study can contribute to essential findings in this regard. Some
research has shown that the mother's emotional expression influences the child's emotion regulation
(Eisenberg et al., 2001; Tan & Smith, 2018). However, when we look at studies conducted in our
country, in addition to a study concluding that the mother's emotional expression does not significantly
affect the child's emotion regulation (Uslu & Turan, 2021), there is also a study indicating that the
mother's emotional expression decreases, the child's emotion regulation skills also decrease (Sille,
2016). On the other hand, Are and Shaffer (2016) found in their study that positive emotional expression
by mothers positively affects the child's emotion regulation. However, the negative emotional
expression does not affect it. Therefore, further research is needed in this area. Furthermore,
inconsistencies have been observed in the reports regarding children in the conducted studies
(Achenbach et al., 1987; Measelle et al., 2005; Ringoot et al., 2015; Saritas & Gengdz, 2011), and it has
been found that when providing information about children who report experiencing negative emotional
states, teachers and parents report experiencing less negative emotional states compared to the children
(Measelle et al., 2005). For example, mothers who experience difficulties in emotion regulation may
overreport their children's emotion dysregulation, indicating that the child experiences less difficulty in
emotion regulation than the parent reports (Are & Shaffer, 2016). In addition, discrepancies have been
observed between children's and mothers' reports when measuring their coping abilities with anger and
sadness, particularly in boys (Giilgez, 2018). In this context, it has been noted that parents may have
limited knowledge and awareness of their children's emotional states (Measelle et al., 2005). Therefore,
it is considered a limitation of the research to have measurements about the child filled out by a single
reporter, and more research should be conducted on the impact of both positive and negative emotional
expressions by parents on children (Are & Shaffer, 2016). Thus, it is recommended to use multi-
informant data that includes children's observations in the conducted studies (Achenbach et al., 1987,
Demirkan & Yesilyaprak, 2022; Haskett et al., 2012; Ringoot et al., 2015). However, while there have
been numerous studies in recent years in our country on emotion regulation between mothers and their
preschool children (Ar1 & Yaban, 2016; Bilge & Sezgin, 2020; Kara & Sigirtmag, 2022; Karas & Altun,
2018; Kogyigit et al., 2015; Seger, 2017; Sille, 2016; Uslu & Turan, 2021; Yaman, 2018; Yurdakul et
al., 2021; Yiikeii, 2017), it has been observed that there are far fewer studies conducted with mothers
and elementary school children (Demirkan & Yesilyaprak, 2022; Ergiil, 2019; Giilgez, 2018). Upon
review, it was found that only the Giilgez (2018) study included the child's report. Due to all these
reasons, there is a need for this study to investigate the relationship between mothers' emotional
expression and primary school children's emotion regulation abilities based on both the child's self-
report and the mother's report.

Method

The research was conducted using a quantitative research design known as the correlational
survey model. According to the survey model, the existing situation is presented as it is without changing
it. In addition, in the relational survey model, the degree of change between one or more variables is
determined (Karasar, 2004). This framework examined the relationship between mothers' emotional
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expression and elementary school children's emotion regulation abilities based on the child's self-report
and the mother's report.

Study group

The study group of the research consists of 209 primary school students, including 119 girls and
90 boys, who volunteered to participate, as well as their mothers. Attention was paid to the fact that the
study participants were between the ages of 9-10. Emotion Management Scales: Anger, Sadness and Joy
/ Child-Parent (CEMS: Anger, Sadness and Joy /C-P) forms were administered to the children and their
mothers. The scale was applied in face-to-face interviews with 50 mothers, while 203 surveys were sent
home to others. However, all children were interviewed face-to-face. Although data were collected from
253 children, the data from 44 students were not included in the research due to missing or incomplete
data from their mothers. The results demographics information in Table 1.

Table 1. Table of demographic data

Group N Percent
8-9 ages 152 72.8
Child Age 10-11 ages 57 27.2
Total 209 100.0
Girl 119 56.9
Child Gender Boy 90 43.1
Total 209 100.0
20-30 ages 31 14.8
31-39 ages 125 59.8
Mother Age
40 ages and above 53 25.4
Total 209 100.0
Primary and Secondary School 108 51.7
Mother Education High School 80 38.3
Status Higher Education 21 10.0
Total 209 100.0

Data Collection Process

Using the Pearson correlation coefficient and regression analysis, this study examined the
relationships between mothers' emotional expression and child emotion regulation skills based on parent
and child reports. Additionally, t-tests were conducted to determine if there were significant differences
in emotion regulation skills based on gender. Emotion Management Scales: Anger, Sadness and Joy /
Child-Parent (CEMS: Anger, Sadness and Joy /C-P) forms were administered to the children and their
mothers. Mothers filled in their children's emotional state in these forms. Before regression analysis, the
obtained data were examined regarding regression assumptions, and data that violated the regression
assumptions were removed from the dataset. In this regard, after calculating Mahalanobis distance
values, 7 data points that disrupted normal distribution were excluded from the dataset. The results
regarding normal distribution and regression assumptions are presented in Table 2.
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Table 2. Results of Regression Analysis Assumptions

N Min. Max. Mean SD Skew. Kurt.

Positive Expressivity 202 4.00 28.00 21.67 5.03 -1.208 1.627
Negative Expressivity 202 9.00 39.00 25.25 5.12 .044 .385
Impulse Strength 202 7.00 42.00 31.04 7.19 -1.066 1.068
Parent Anger Inhibition 202 4.00 11.00 6.46 1.69 .295 -.563
Parent Anger Dysregulated-Expression 202 3.00 9.00 492 142 468 -.211
Parent Anger Coping 202 4.00 12.00 8.07 1.85 -.088 -.275
Parent Sadness Inhibition 202 4.00 12.00 6.39 194 509 -.465
Parent Sadness Dysregulated-Expression 202 3.00 9.00 6.48 154 -124 -602
Parent Sadness Coping 202 4.00 12.00 7.82 1.83 .299 -.282
Parent Joy Dampening 202 500 11.00 6.19 147 1376 1.561
Parent Joy Savoring 202 9.00 15.00 13.50 1.61 -1.105 .573
Child Anger Inhibition 202 4.00 12.00 7.56 1.99 .366 -.410
Child Anger Dysregulated-Expression 202 3.00 9.00 472 150 535 -.642
Child Anger Coping 202 4.00 12.00 8.53 2.07 -.063 -751
Child Sadness Inhibition 202 4.00 12.00 7.69 2.12 .084 -.620
Child Sadness Dysregulated-Expression 202 3.00 9.00 555 152 .050 -.613
Child Sadness Coping 202 4.00 12.00 8.31 211 .024 -.888
Child Joy Dampening 202 6.00 18.00 9.98 2.67 .373 -331
Child Joy Savoring 202 5.00 15.00 11.66 2.11 -716 .405

Data Collection Tool

The Berkeley Expressivity Questionnaire (BEQ): Developed by Gross and John (1995) and
adapted into Turkish by Akin (2011), this scale consists of 16 items and is based on a 7-point Likert-
type scale (1=strongly disagree, 2=disagree, 3=sometimes disagree, 4=undecided, 5=sometimest agree,
6=agree, 7=strongly agree). The scale utilizes self-reporting and encompasses three dimensions. ltems
3, 8, and 9 are reverse-coded. The Turkish adaptation study by Akin (2011) examined the scale's validity
through exploratory and confirmatory factor analysis. The analysis results indicated that the scale
consists of 16 items divided into three factors that account for 58% of the total variance. Factor loadings
ranged from .53 to .90. Regarding reliability, internal consistency reliability coefficients for the scale
ranged from .74 to .84, while test-retest reliability coefficients ranged from .67 to .81.

Children’s Emotion Management Scales: Anger and Sadness/ Child-Parent (CEMS: Anger and
Sadness/C-P): The scale measures children's emotion regulation skills and consists of child and parent
forms. The original child forms of the scale were developed by Zeman et al. (2001), the parent forms
were developed by Perry-Parrish et al. (2005) (as cited in Cassano et al., 2007), and they were adapted
into Turkish by Giilgez and Giindiiz (2019). The "anger" scale consists of 11 items, and the "sadness"
scale consists of 12 items, with three subscales: Inhibition, Dysregulated-Expression, and Coping. The
scale features a 3-point Likert-type rating (1=hardly ever, 2=sometimes, 3=often). The child form is
completed by the child themselves, while the parent completes the parent form. There are no reverse-
coded items in the scales. The factor loadings of the “Anger Management Scale” child form range from
.32 t0 .70, and the whole item error variance range from .51 to .90. The reliability findings for the three
subscales reveal Cronbach's alpha internal consistency coefficients of .54, .60, and .70, and test-retest
correlation coefficients of .60, .62, and .71, respectively. The factor loadings of the “Sadness
Management Scale” child form range from .14 to .56, and the total item error variance ranges from .24
to .65. The reliability findings for the three subscales reveal Cronbach's alpha internal consistency
coefficients of .70, .58, and .61, and test-retest correlation coefficients of .69, .60, and .64, respectively.
The factor loadings of the “Anger Management Scale” parent form range from .43 to .74, and the total
item error variance ranges from 0.45 to 0.82. The reliability findings for the three subscales reveal
Cronbach's alpha internal consistency coefficients of .70, .68, and .77, and test-retest correlation
coefficients of .71, .68, and .74, respectively. The factor loadings of the “Sadness Management Scale”
parent form range from .46 to .83, and the total item error variance ranges from .31 to .79. The reliability
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findings for the three subscales reveal Cronbach's alpha internal consistency coefficients of .70, .58, .69,
and test-retest correlation coefficients of .72, .65, and .74, respectively. Children Joy Management
Scales (CIJMS) were developed by Giilgez and Giindiiz (2019). The factor loadings of the Joy
Management Scale child form range from .38 to .79, explaining 46% of the total variance with a two-
factor structure consisting of 11 items. The reliability findings for the two subscales reveal Cronbach's
alpha internal consistency coefficients of .73 and .65, and test-retest correlation coefficients of .71 and
.67, respectively. The factor loadings of the Joy Management Scale parent form range from .21 to .77,
explaining 44% of the total variance with a two-factor structure consisting of 10 items. The reliability
findings for the two subscales reveal Cronbach's alpha internal consistency coefficients of .64 and .72,
and test-retest correlation coefficients of .69 and .70, respectively.

Findings

The relationships between dependent and independent variables in the study were examined by
correlation analysis, and the findings obtained are given in Table 3.

Table 3. Correlation Analysis Results
1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19

1: PE 1
2:NE 277 1

3.18 707 16" 1

4.PAI -07 -09 -01 1

5.PADE  -07 -04 .02 -19" 1

6. PAC 04 07 -07 39" -42" 1

7.PS 222" 17" -04 44" 03 14 1

8.PSDE .05 .01 .14 -08 .39™ -19 -05 1

9.PSC -02 .06 -11 .28 -377 53 197 -37" 1

10.PJD  -11 .00 -02 .14° 16" -05 .33° .05 -03 1

11. PIS A5° 17" 12 -10 -16"° .06 -227° 07 .04 -34" 1

12. CAl -04 08 -01 12 04 09 07 A1 -01 07 .00 1

13.CADE -10 .02 -06 -12 .19 -06 .11 -03 -07 .04 -13 -13 1

14.CAC 05 12 02 .04 -15° 15° -10 .01 .09 -09 .19” 48™ -35" 1

15. CSI 01 -06 03 .06 .02 -05 21" -02 -01 .06 -06 .37 .027 .09 1

16.CSDE  -02 .01 .02 -00 .04 .06 -01 25 -09 .00 .10 .08 .8 -03 -08 1

17.csC .08 .03 .06 .18” -17° .19™ 14" -13 20" -12 .12 32" -277 48" 277 -A7 1

18.CJD  -07 04 03 .02 277 -12 27° 10 -11 217 -09 .16 317 -14° 357 .06 -04 1
19.CJS 08 05 00 .01 -26" 21" -19™ -01 .13 -12 .22% 17" -26" 34™ -06 207 14" -28" 1

**: p<.01, *: p<.05

Note: PE: Positive Expressivity, NE: Negative Expressivity, IS: Impulse Strength, PAI: Parent Anger Inhibition, PADE: Parent Anger
Dysregulated-Expression, PAC: Parent Anger Coping, PSI: Parent Sadness Inhibition, PSDE: Parent Sadness Dysregulated-Expression, PSC:
Parent Sadness Coping, PJD: Parent Joy Dampening, PJS: Parent Joy Savoring, CAl: Child Anger Inhibition, CADE: Child Anger
Dysregulated-Expression, CAC: Child Anger Coping, CSI: Child Sadness Inhibition, CSDE: Child Sadness Dysregulated-Expression, CSC:
Child Sadness Coping, CJD: Child Joy Dampening, CJS: Child Joy Savoring

In Table 2, when examining the relationship between parents' reports of their child's emotion
regulation and the child's self-reported emotion regulation, the following statistically significant positive
correlations were observed: between parent anger dysregulated-expression and child anger
dysregulated-expression (r = .19), between parent anger coping and child anger coping (r = .15),
between parent sadness inhibition and child sadness inhibition (r = .21), between parent sadness
dysregulated-expression and child sadness dysregulated-expression (r = .25), between parent sadness
coping and child sadness coping (r = .20), between parent joy dampening and child joy dampening (r =
.21), and between parent joy savoring and child joy savoring (r = .22). When examining the relationship
between parental emotional expression and child emotion regulation, the following statistically
significant correlations were observed: negative association between positive expressivity and parent
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sadness inhibition (r = -.22), positive association between positive expressivity and parent joy savoring
(r = .15), negative association between negative expressivity and parent sadness inhibition (r = -.17),
positive association between negative expressivity and parent joy savoring (r = .17), and positive
association between impulse strength and parent sadness dysregulated-expression (r = .14). These
correlations were found to be statistically significant in both positive and negative directions.

The results of the regression analysis to determine whether the child's emotion regulation
predicts the parent reporting measuring the child's emotion regulation are presented in Table 4.

Table 4. The Results of Regression Analysis
Unstandardized  Standardized

Dependent  Independent e . Adjusted
Vgriable Vafiables BC OEfgtC(frl]Et:ror Coeff;)ments t p VIF JRz
Model 1

(Constant) 3.910 2.055 1.903 .059

PAI 116 .100 .098 1.154 250 1.457

PADE .062 120 .044 520 .604 1.460

PAC 119 .098 110 1.213 .227 1.663
CAl PSI .015 .086 .015 177 .859 1.408 .002

PSDE 136 .105 105 1.304 .194 1.308

PSC -.045 .097 -.041 -462 .645 1.602

PJD .080 107 .059 743 459 1.252

PJS .038 .096 .031 400 .690 1.195
Model 2

(Constant) 5.622 1.504 3.738 .000

PAI -171 .073 -.193 -2.338 .020 1.457

PADE .230 .088 217 2.618 .010 1.460

PAC .081 .072 .099 1.119 .264 1.663
CADE PSI 148 .063 .190 2.340 .020 1.408 .058

PSDE -.117 .077 -.120 -1.532 .127 1.308

PSC -.055 071 -.066 -766 .444 1.602

PJD -.054 .078 -.053 -.687 .493 1.252

PJS -.074 .070 -.079 -1.058 .291 1.195
Model 3

(Constant) 5.289 2.090 2.530 .012

PAI .043 102 .035 420 .675 1.457

PADE -.144 122 -.099 -1.182 .238 1.460

PAC 114 .100 102 1.144 254 1.663
CAC PSI -.108 .088 -.102 -1.235 .218 1.408 .035

PSDE .080 .106 .060 751 .454 1.308

PSC .025 .099 .022 .255 799 1.602

PJD .013 109 .009 116 .908 1.252

PJS .196 .097 153 2.017 .045 1.195
Model 4

(Constant) 7.785 2.168 3.591 .000

PAI -.015 .106 -.012 -.144 885 1.457

PADE -.010 127 -.007 -.083 .934 1.460

PAC -.092 104 -.080 -.887 .376 1.663
Csl PSI .259 .091 .236 2.844 005 1.408 .014

PSDE -.038 110 -.027 -343 .732 1.308

PSC -.021 .103 -.018 -203 .840 1.602

PJD -.039 113 -.027 -.349 728 1.252

PJS -.015 101 -.012 -.152 .880 1.195
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Table 4. The Results of Regression Analysis (Continued)
Unstandardized  Standardized

Dependent  Independent L - Adjusted
Vgriable Vaﬁables BC OEfgtC(frgfmr Coeﬁ;fments t P VIF JR2
Model 5

(Constant) 2.484 1.529 1.624 .106

PAI -.022 .075 -.025 -.298 .766 1.457

PADE -.026 .089 -.024 -294 769 1.460

PAC 121 .073 147 1.656 .099 1.663
CSDE PSI 021 .064 .027 334 739 1.408 .049

PSDE 242 .078 .245 3.110 .002 1.308

PSC -.079 .072 -.095 -1.094 .275 1.602

PJD .024 .080 .023 296 .767 1.252

PJS .084 .071 .088 1.176 .241 1.195
Model 6

(Constant) 5.317 2.103 2.528 .012

PAI 130 .103 .105 1.272 .205 1.457

PADE -.037 123 -.025 -.302 .763 1.460

PAC .066 101 .058 .656 .512 1.663
CsC PSI .145 .088 133 1.642 .102 1.408 .068

PSDE -.100 107 -.073 -.931 .353 1.308

PSC .082 .100 .071 .819 .414 1.602

PJD -.179 110 -.125 -1.635 .104 1.252

PJS 147 .098 12 1.505 .134 1.195
Model 7

(Constant) 4.614 2.559 1.803 .073

PAI -.089 125 -.057 =717 474 1.457

PADE 441 149 234 2.949 .004 1.460

PAC -.007 122 -.005 -.061 .951 1.663
CID PSI 407 .107 .296 3.793 .000 1.408 .132

PSDE -.018 130 -.010 - 137 .891 1.308

PSC -.100 JA21 -.069 -.827 .409 1.602

PJD A77 133 .098 1.329 .185 1.252

PJS 077 119 .046 .647 519 1.195
Model 8

(Constant) 9.242 2.044 4.521 .000

PAI .008 .100 .007 .084 933 1.457

PADE -.324 119 -.217 -2.711 .007 1.460

PAC 142 .098 124 1.449 149 1.663
CJS PSI -.217 .086 -.199 -2.535 .012 1.408 .119

PSDE 140 .104 .102 1.349 .179 1.308

PSC .066 .097 .057 .680 .497 1.602

PJD .049 .107 .034 456 .649 1.252

PJS .183 .095 140 1.930 .055 1.195

Note: PE: Positive Expressivity, NE: Negative Expressivity, IS: Impulse Strength, PAI: Parent Anger Inhibition, PADE:
Parent Anger Dysregulated-Expression, PAC: Parent Anger Coping, PSI: Parent Sadness Inhibition, PSDE: Parent
Sadness Dysregulated-Expression, PSC: Parent Sadness Coping, PJD: Parent Joy Dampening, PJS: Parent Joy Savoring,
CAI: Child Anger Inhibition, CADE: Child Anger Dysregulated-Expression, CAC: Child Anger Coping, CSI: Child
Sadness Inhibition, CSDE: Child Sadness Dysregulated-Expression, CSC: Child Sadness Coping, CJD: Child Joy
Dampening, CJS: Child Joy Savoring

As seen in Table 3, child anger dysregulated-expression is predicted by parent anger inhibition
(#=-.193), parent anger dysregulated-expression ($=.217), and parent sadness inhibition ($=.190). Child
anger coping predicted by parent joy savoring (f=.153). Child sadness inhibition is predicted by parent
sadness inhibition (s= .236). Child sadness dysregulated-expression predicted by parent sadness
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dysregulated-expression (5= .245). Child joy dampening was predicted by parent anger dysregulated
expression (= .234) and parent sadness inhibition (5= .296). Child joy savoring is predicted by parent
anger dysregulated expression (= -217) and parent sadness inhibition (f=-.199). Examining Table 3,
it can conclude that parent sadness inhibition predicts child joy savoring, child joy dampening, child
sadness inhibition, and child anger dysregulated expression.

Differences According to the Gender

Whether children's emotion regulation skills differed significantly in gender was examined
with the independent sample t-test and the obtained finding is presented in Table 5.

Table 5. T-Test Result on Examination of Emotion Regulation Skills by Gender
t-test mean
difference

F p t df p Gender N Mean SD
Female 115 6.43 1.75

Levene Test Group Statistics

Parent anger inhibition 1.223 270 -377 200 .706
Male 87 6.52 1.63
- F le 115 4.91 1.46
Parent anger dysregulated 578 448 -032 200 974 Cno¢
expression Male 87 4.92 1.36

Female 115 8.02 1.84

Parent anger coping .092 761 -.459 200 .647
Male 87 8.12 1.86
o Female 115 6.22 1.85

Parent sadness inhibition .817 .367 -1.470 200 .143
Male 87 6.62 2.04
- Female 115 6.58 1.56

Parent gadness dysregulated 205 651 1.087 200 278
expression Male 87 6.34 1.51
. Female 115 7.68 1.87

Parent sadness coping 407 524 -1.240 200 .216

Male 87 8.00 1.76
Female 115 6.23 1.49
Male 87 6.14 1.46
Female 115 13.58 1.58
Male 87 13.40 1.65
Female 115 7.81 1.79

Parent joy dampening 572 450 421 200 .674

Parent joy savoring 320 572 788 200 .432

Child anger inhibition 6.914 .009 2.014 200 .045
Male 87 7.24 2.20
: ] Female 115 452 152
Child anger dysregulated 1036 310 -2149 200 033 cmale 115452715
expression Male 87 497 1.45

Female 115 8.78 1.95
Male 87 8.19 2.17
Female 115 7.68 2.12

Child anger coping 460 .498 2.015 200 .045

Child sadness inhibition .033 .855 -.076 200 .940
Male 87 7.70 2.13
i - Female 115 5.73 1.40
Child sa_ldness dysregulated 3847 051 1955 200 052
expression Male 87 5.31 1.64

Female 115 8.36 2.02
Male 87 8.23 224
Female 115 10.16 2.83
Male 87 9.73 2.43
Female 115 11.92 2.01
Male 87 11.32 2.21

Child sadness coping 2.051 .154 449 200 .654

Child joy dampening 1.633 .203 1.134 200 .258

Child joy savoring 1.420 .235 2.011 200 .046

When examining the gender differences in children’'s emotion regulation skills, Table 3 indicates
statistically significant differences based on gender. Specifically, in the “anger inhibition” subscale of
the child form of the Emotion Management Scale, there was a significant difference based on children's
gender (t=2.014; p>.05), indicating that females (mean score: 7.81+1.79) had higher scores than males
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(mean score: 7.24+2.20). Similarly, in the “anger dysregulated-expression” subscale of the child form
of the Emotion Management Scale, there was a significant difference based on children's gender (t = -
2.149; p > .05), indicating that males (mean score: 4.97+1.45) had higher scores than females (mean
score: 4.52+1.52). Furthermore, in the “anger coping” subscale of the child form of the Emotion
Management Scale, there was a significant difference based on children's gender (t = 2.015; p > .05),
indicating that females (mean score: 8.78+1.95) had higher scores than males (mean score: 8.19+2.17).

Discussion

This study examined the relationship between a child's emotion regulation and the mother's
emotional expression and the concordance between parental and child reports in measuring children's
emotion regulation skills was explored. The research findings indicate that as mothers' positive
emotional expression increases, children are less likely to inhibit their sadness and are more capable of
experiencing joy. These results are consistent with the literature that demonstrates the positive
contribution of positive emotional expressions by mothers to their children (Are & Shaffer, 2016;
Eisenberg et al., 2001; Sille, 2016; Tan & Smith, 2019). This outcome is expected since previous studies
have suggested that a mother's positive emotional expressivity would positively impact a child's
expression and regulation of emotions (Eisenberg et al., 2001). Furthermore, as mothers expressed their
negative emotions in this study, children's inhibition of sadness decreased, and they could savor feelings
of joy more. Therefore, mothers' expressions of negative and positive emotions led to the same effect.
In a study conducted by Are and Shaffer (2016), no significant relationship was found between a
mother's expression of negative emotions and a child's emotion regulation, and some studies have even
found a negative association between a mother's expression of negative emotions and a child's emotion
regulation (Eisenberg et al., 2001; Secer, 2017). However, it is believed that the term "negative
emotional expressivity" in these cases refers more to the adverse emotional reactions directed at the
child rather than the expression of negative emotions per se. Eisenberg and colleagues (2001) have
suggested that expressing a certain level of negative emotions by the mother may have advantages in
regulating a child's emotions. In some studies, positive correlations have been found between mothers'
positive emotional expressivity and negative emotional expressivity (Haskett et al., 2012; Ramsden &
Hubbard, 2002), and positive correlations have been observed between a mother's negative emotional
expressions and a child's emotion regulation (Haskett et al., 2012), which supports the obtained results.
Furthermore, the literature suggests that mild to moderate levels of negative emotional expressions can
assist children in learning emotion regulation (Morris et al., 2007). Therefore, it can be considered an
expected and consistent result with the literature that a mother's expression of her positive or negative
emotions contributes positively to a child's ability to express their sadness more comfortably, experience
joy more fully, and regulate their emotions. As mothers express their emotions, it creates a positive
atmosphere where children can express their emotions more freely (Denham & Auerbach, 1995).
Another finding is that an increase in a mother's impulse strength, i.e., uncontrollable intense emotions,
leads to the child's inability to cope appropriately with sadness. This result is consistent with the
abovementioned studies (Eisenberg et al., 2001; Ramsden & Hubbard, 2002; Tan & Smith, 2018). It is
believed that this situation arises because children are negatively affected by mothers who cannot
regulate their own emotions effectively in terms of emotion regulation. Indeed, mothers serve as models
for their children in emotion regulation (Denham & Auerbach, 1995; Morris et al., 2007). The findings
indicate that when mothers appropriately express their emotions, children can better regulate their
emotions without inhibition, while inappropriate expression of emotions can harm a child's emotional
well-being.

In this study, it was observed that all subscales of the parent form and child form of the Emotion
Regulation Scale, except for the “anger inhibition” subscale, were positively and significantly
correlated. This finding is consistent with the study conducted by Giilgez (2018). While many
researchers agree that using multiple sources to measure children's emotion regulation skills eliminates
bias issues, few studies have obtained reports from children and their teachers or parents. In the context
of the results, it can be said that mothers and children agree on how children express their emotions. It
is believed that this result is due to the greater attention mothers of young children in our country paid
to their children's emotional state and their increased observations in this regard. Furthermore, in the
"anger inhibition" and "sadness inhibition" subscales, children reported more difficulties coping than
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their mothers, indicating that they tended to conceal their struggling emotions more and reported better
coping with anger and sadness. Some studies have also shown that children report more difficulties in
emotion regulation compared to their parents (Measelle et al., 2005; Ringoot et al., 2015; Saritas &
Gengodz, 2011).

Additionally, in the literature, it has been noted that 9-year-old children are more likely to
receive positive responses for emotions such as joy in social situations. At the same time, anger and
sadness are associated with emotions that need to be controlled and may be seen as shameful (Pons et
al., 2004). In this study, which mostly involved 9-10-year-old children, the children reporting better
coping with anger and sadness than their mothers may be due to their embarrassment in expressing their
anger and sadness and their concern about being accepted by others.

Literature suggests that emotion regulation can vary based on the environment (Thompson,
1994), culture, and gender (Aldao, 2013; Bender et al., 2012; Morris et al., 2007). It has been noted that
girls experience more anxiety (Bender et al., 2012) and are better at regulating their emotions than boys
(Morris et al., 2007). However, in this study, it was found that there was no difference in emotion
regulation skills based on gender, which differs from other studies that have concluded the same (A &
Yaban, 2016; Ergiil, 2019; Secer, 2017; Yaman, 2018; Yiik¢ii, 2017). Instead, it was found that girls
tend to conceal their anger more but cope with anger better, while boys tend to express their anger in
inappropriate ways. According to Aldao (2013), girls express sadness and joy more, while boys exhibit
stronger and angrier reactions. Therefore, this finding is consistent with the literature and some other
studies (Bilge & Sezgin, 2020; Giilgez, 2018; Haskett et al., 2012; Uysal & Giiven, 2022; Yurdakul et
al., 2021). On the other hand, when examining the difference in regulating sadness and joy between
boys and girls, no significant difference was found, similar to the findings of Giilgez (2018). These
results indicate that in our society, while anger experienced by boys is more socially accepted and the
angry responses exhibited by girls may be seen as odd, this gender-based learning does not apply to
sadness and happiness emotions.

Morris and colleagues (2007) have stated that children's emotional development is influenced
by their families, schools, peers, and culture. However, when investigating the impact of parental
emotional socialization behaviors on children's emotional regulation, it has been argued that mothers
and fathers should be included in the study (Haskett et al., 2012). In this sense, when measuring
children's emotion regulation skills, obtaining reports from mothers, fathers, and teachers can create
multidimensional data and yield richer results.

One of the research findings was that a mother's uncontrolled emotional expression increases a
child's feelings of sadness. Based on this, it is believed that the mother's excessive and uncontrolled
displays of emotions can harm the child. Therefore, it is recommended that mothers participate in
education and courses to enhance emotional control, engage in various exercises, and attend individual
or group counseling programs. Additionally, as demonstrated in the study by Denham and Auerbach
(1995), reading stories and engaging in games can also help develop emotional language between
mothers and children.

The study conducted by Schultz and colleagues (2004) found that children with high levels of
happiness learn more from their experiences and have higher levels of empathy. In this study, children
were found to rate the emotion of joy higher compared to other emotions. Therefore, it was also observed
that the sub-scale of joy dampening, which is part of joy emotion regulation, received high scores. In
this context, exploring why children cannot experience and express joy can lead to developing
recommendations to address the underlying factors.

It has been noted that besides a mother's emotional expressions, her cognitive processes and
cultural and economic factors also influence a child's emotional regulation (Perry et al., 2020). Thus,
when studying children's emotional regulation, research can be conducted that encompasses a mother's
emotional expression, cognitive processes, personal characteristics, and psychological resilience.
Additionally, conducting this study across different cultures can yield different results.

This research, conducted with 3rd and 4th-grade primary school students, can provide richer
data if conducted across different age groups or in a cross-sectional study from early childhood to
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adolescence. Indeed, it has been found that the emotional expressions used by mothers have different
effects on different age groups (Denham & Auerbach, 1995).

Despite the contributions of this study to the literature on emotional expression and emotion
regulation, there are some limitations. More data is needed to be considered a limitation of the research.
Additionally, conducting the study only in the provinces of Diizce and Sakarya can also be seen as a
limitation. Despite all these limitations, this study can shed light on many studies focusing on children's
emotion regulation and maternal emotional expression. Specifically, when measuring children's emotion
regulation skills, it is essential to consider the thoughts of mothers who may know them best and have
witnessed their experiences and compare these thoughts with the children's perceptions on the subject.
Furthermore, by obtaining data from multiple sources, an attempt has been made to make the research
more objective. Additionally, this study is vital in revealing how a mother's expression of emotions
affects a child's emotion regulation skills. It is one of the few studies conducted on this topic in our
country. Considering that many studies on children's emotion regulation skills in Tiirkiye are conducted
with preschool children, this study conducted with primary school children is also significant. In this
context, it can strengthen the parent-child relationship and make adjustments that contribute to the child's
emotional development for parents and individuals who play essential roles in the child's life.
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Introduction

After the COVID-19 outbreak was first seen in China in late 2019, it spread rapidly in various
parts of the world in the first three months of 2020, and more than 100,000 cases were reported
worldwide in the first week of March 2020 (Jiao et al., 2020). The COVID-19 pandemic, which has
affected Tiirkiye as well as the whole world, has forced human life to change in many areas. It has
necessitated distancing between people all over the world and has forced changes in daily life, working
order, transportation, etc., as well as in education and training methods (Arslan & Karagiil, 2020). In
line with the compulsory and rapid closure decisions, face-to-face education was interrupted in the field
of education and distance education applications were started. Distance learning, which has necessarily
replaced traditional learning, has brought many problems due to the lack of effective infrastructure and
human expertise (Garad et al., 2021).

Sometime after the introduction of compulsory home-stay practices, distance education
activities began to be carried out in preschool education, as in all levels of education. However, distance
education, which was implemented without adequate preparation, not only affected teachers and
students, but was also a process experienced for the first time by many parents. Distance education is
not an education that children can implement on their own in early childhood. It requires parents to
participate by accompanying their children or acting as a guide (Bonilla et al., 2022). For this reason,
the process necessitated a more active involvement of parents in the process and imposed an educator
role on parents. Parental involvement in education is important and studies show that children who are
helped by their parents with an empathetic teaching approach perform better academically than those
with authoritarian parents (Garcia et al., 2019). However, it is known that parents, who have to make
efforts to continue their children's education while coping with the negative psychological effects of
pandemic conditions, have various problems in adapting to distance education studies and guiding their
children in the process of learning from home (Kurt Demirbas & Sevgili Kocak, 2020; Listyaningrum
et al., 2020; Tarkogin, Alagoz, & Boga, 2020).

Health, economic and socio-political problems caused by pandemics and crises, which have
been experienced similarly in the past years, can have immediate and long-lasting consequences on
children (Benner and Mistry, 2020). Studies conducted during the COVID-19 pandemic also emphasize
that children are negatively affected psychologically. In this process, measures should be taken to protect
the psychological health of children who face situations such as losing their relatives, getting sick, and
staying away from their relatives (inan, 2020). In addition to high levels of parental stress, fears,
uncertainties, significant changes in their routines, and physical and social isolation are reflected in their
emotions and reactions, which negatively affect their educational processes. Understanding children's
emotions and reactions is crucial to properly address their needs (Imran, Zeshan, & Pervaiz, 2020).

The preschool period is a period that needs to be handled extremely sensitively considering the
age of children. It is important that distance education is well organized to protect young children from
psychological trauma and to maintain their development and positive attitudes towards school (Akkas
Baysal, Ocak, & Ocak, 2020). When the effects of pandemic conditions on children are added to the
characteristics of the age period, the conduct of distance education can become complex. Children in
this period have a very short attention span in terms of the characteristics of their cognitive development
(Arslan, 2017). The developmental nature of young children requires that learning activities be brief,
visually, and interactively, with a combination of movement, music, play, and art (Hao, 2020). In
addition, performing activities in front of a screen may negatively affect children's short attention span
due to reduced interaction. For this reason, it is important that the activities to be planned are capable of
keeping children's attention alive. In addition, another issue that needs to be considered is the time that
children should spend in front of the computer screen during distance education practices. The increase
in the use of digital technology as a result of the decrease in the time spent outdoors and the games
played while staying at home brings up the danger of digital addiction for children (Gelir & Diizen,
2022; Kanter, 2020).

Young children learn best through social interactions, hands-on exploration, sensory activities,
music and movement (Plotka & Guirguis, 2023). In addition to supporting children's academic skills,
preschool education allows them to interact socially with their teachers and peers. The use of distance
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learning at an early age is controversial because it does not allow children to prepare socially and
emotionally for school. Preschool children may experience social isolation, lack of interaction and
engagement in distance learning (Merfeldaite, Prakapas, & Railiene, 2021). Another issue that needs to
be emphasized is how children's social-emotional development is affected by the significant loss of the
opportunity for social interaction during distance education practices that are carried out during the
mandatory stay-at-home period.

Some studies indicate that distance education for early childhood can be made more efficient.
The importance of parents increases even more in distance education and their active participation in
the process produces successful results. Sujarwo, Kusumawardani, and Nurmalasari (2022) found that
distance education supported by educational videos and worksheets positively affected parents'
involvement in helping children learn. In Akin and Aslan's (2021) study, it was seen that the continuity
in teacher and family communication in distance education supports the active participation of the child
in the process when cooperation is made with families on issues such as plans, materials, live lesson
duration and hours.

Distance education is an application that will prevent the education process from stopping
completely in cases such as epidemics, crises, disasters, etc. that may occur in the world and in our
country in the future as in the past. The data obtained from these and similar studies are important in
terms of shedding light on how to make distance education practices with preschool children more
effective. On the other hand, it is seen that online education practices have become widespread in early
childhood especially in the USA since 2013 (Plotka & Guirguis, 2023). Recognizing the experiences
during the COVID-19 pandemic can help guide future studies on distance education in early childhood,
both for the possibility of online education becoming more widespread in the future and for possible
emergency distance education applications. It is thought that this planned study will reveal the current
situation and problems related to distance education practices in preschool period based on the
experiences of parents during the pandemic period and thus contribute to the field in terms of organizing
effective distance education practices in preschool period.

The aim of this study is to determine the views of parents whose children attend preschool
education about their experiences related to the care and education of their children in a year under
pandemic conditions. Based on this aim, the following questions were sought to be answered.

1. How have parents' working conditions changed during the pandemic?

2. How have parents' relationships with their children changed during the pandemic?

3. How are parents' experiences with distance education during the pandemic?

4. What are the educational concerns and suggestions of parents due to the pandemic process?

Method

The study was planned in the phenomenological research type, one of the qualitative
research approaches. Phenomenological studies focus on discovering the common meaning of lived
experiences related to a phenomenon or concept (Creswell, 2021). In this study, a phenomenological
approach was used to examine the experiences of parents with children attending preschool education
institutions about distance education during the pandemic.

Study Group

Convenient sampling method, one of the purposeful sampling types, was used to form the study
group. This method brings speed and practicality to the research (Yildinnm & Simsek, 2011). The study
group included 27 parents living in Mentese district of Mugla province and whose children were
receiving preschool education in the 2020-2021 academic year. While including the parents in the study,
firstly, some preschool teachers working in public schools in the provincial center were contacted, and
through the teachers, parents were briefly informed about the study and parents who could volunteer for
the interviews were identified. In the first telephone interview conducted by the researcher with the
parents who agreed to participate in the study, detailed information about the purpose of the study was
given, and the preferred interview method (online video interview or telephone interview) and the day
and time they would be available for the interview were arranged with the parents who decided to
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participate in the study. All of the interviewed parents were mothers. Other personal information about
the parents is given in Table 1. Prior to the interview, the parents were informed in writing by sending
an online information and consent form and were asked to provide written information and to provide
feedback that they had permission.

Table 1. Personal information about the parents

n %
26-30 8 29.6
31-35 9 33.3
Age
36-40 6 22.2
41-45 4 14.8
Primary school 3 111
Middle school 1 3.7
High school 11 40.7
Education status Associate degree 2 7.4
Undergraduate 7 25.9
Master’s degree 1 3.7
PhD 2 7.4
Housewife 9 33.3
Civil servant 9 33.3
Profession
Worker 8 29.6
Tradesmen 1 3.7
Only child 5 18.5
2 children 16 59.2
Number of children
3 children 5 18.5
4 children 1 3.7

When Table 1 is examined, it is seen that the majority of the parents participating in the study
are between the ages of 26-40, their educational level is generally high school (40.7%) and
undergraduate (25.9%), their occupations are generally housewives (33.3%), civil servants (33.3%) and
workers (29.6%), and more than half of the parents (59.2%) have 2 children.

Table 2. The person who takes care of the child while staying at home during the pandemic

The person taking care of the child n
Mother 11
Mother-father 7
Grandmother-grandfather 6
Caregiver 2
Siblings 1
Total 27
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When Table 2 is examined, it is seen that most of the participants stated that the mother was the
one who took care of the child during the distance education process during the pandemic period. Seven
of the participants stated that the mother and father took care of the child together. It is seen that there
were 6 participants who stated that the grandmother/grandmother and grandfather took care of the child,
2 participants who stated that there was a caregiver at home to take care of the child in this process, and
1 participant who stated that the older brother and sister took care of the child.

Table 3. Information on the opportunity for parents to work from home during the pandemic

Opportunity for parents to

work from home Himself Wife
Yes 18 6
No 9 21
Total 27 97

Table 3 presents information on the opportunity for parents to work from home during the
pandemic. Considering that all of the participants of the study were mothers, it is seen that 18 of the 27
mothers had the opportunity to work from home while 9 did not have the opportunity to work from
home, and for fathers, 6 of them had the opportunity to work from home while 21 did not have the
opportunity to work from home.

Data Collection Tool

The data of the study were collected with a semi-structured interview form developed by the
researcher (Appendix.1). While preparing the interview form, a literature review was conducted, and
studies related to the subject and the results of the studies were utilized. The prepared questions were
presented to a Turkish language expert to check their suitability in terms of language and expression.
The draft form was then presented to two field experts to ensure content validity and they were asked to
evaluate the relationship between the purpose of the study and the questions. The form, which was
revised in line with the criticisms of the field experts, was piloted with a parent who was not included
in the study group. The form, which was finalized after the pilot application, consists of 5 personal
information questions and 9 open-ended questions about the parents. The questions were prepared to
evaluate parents' views on their relationships with their children during the period of distance education
during the pandemic, and their views on the care and education of their children.

The data of the study were collected through interviews in June 2021. Semi-structured interviews
allow the participant to express the world they perceive with their own thoughts (Merriam, 2018). The
interviews conducted within the scope of the research could not be held face to face due to the pandemic
conditions, and it was reported in the preliminary meeting with the parents that they could be held in the
form of online video or telephone calls, in accordance with their preferences. In line with the preferences
of the parents, all of the interviews were conducted as telephone interviews. The interviews were
recorded with a voice recorder to prevent data loss. The interviews lasted approximately 15 minutes and
all data were collected by the researcher.

Data Analysis

In the study, the data sets obtained from semi-structured interviews were analyzed by content
analysis method. The data of the study were analyzed by a field expert other than the researcher to
ensure reliability and the consistency between the analysis results was compared. In addition, the
statements of the participants were included in the study, and these quotations were presented as direct
guotations without interpretation. Where quoted, the names of the participants were not used; instead,
codes such as E1, E2, ... E27 were used for each participant.
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Findings

In this section, parents' views on their experiences with their children under pandemic conditions
are presented. For the purpose of the study, parents' views on the changes in their children's behaviors
during this period, distance education practices by the educational institution, their views on the impact
of distance education, the problems they experience in distance education, the activities they do while
spending time with their children at home, their perceptions of competence in undertaking their
children's education, and their concerns caused by the pandemic process were presented in tables, and
parents' statements were included with direct quotations regarding the findings.

Table 4. Changes in children's behaviors during the pandemic period when distance education continued

Problems with the

child n  Problem experienced n
Unwillingness-boredom-tension due to being at 6
home all the time
Spending too much time with tablets and phones 3

Yes, it happened 12 Fighting-conflict between siblings 2
Psychological problems due to the mother being 2
away from home
Strained boundaries in the parent-child relationship 1

due to constant togetherness at home

No, it didn’t happen 15 - -

When Table 4 is examined, it is seen that 15 of the 27 parents who participated in the study did
not experience any problems in their children's behavior during the pandemic period when distance
education continued. While 12 of the parents stated that they had problems during this period, it was
observed that the most common problem was reluctance-boring-tension (n=6) due to being at home all
the time. Three of the parents stated that they had problems due to their children spending too much
time on tablets and phones, 2 parents stated that there were fights and conflicts between siblings, and 2
parents stated that psychological problems were seen due to the mother being away from home. One
parent stated that the parent-child relationship was difficult due to being together at home all the time.
Some of the parents who stated that there were no problems stated that this situation was better for their
relationships with their children. Parental statements about these opinions are as follows:

E4 "Since the education was at home, | was trying to be a little oppressive, let's do it, let's do it,
you have to do it. Of course, this time there is reluctance... for example, he wants to play games."

E13 "Constant cartoons, phone, television... His interest in electronic devices increased. "If |
don't let him watch it, it doesn't work, | let him watch it, this time he just stays connected to the screen
and we were uncomfortable with that."

E9 "Of course, we also had stressful environments. Since they were both younger and closer in
age, they had conflicts with each other. There were times when they did not get along as well as when
they got along. Of course, a moderate approach was taken to overcome this chaos. But there were times
when we got angry with each other, including the children. We tried to get through it in the most damage-
free way possible, but it was not easy."

E11 "I had to stay away from home for a period of 1-1.5 months due to my job, because | was in
guarantine. During that time, | can say that the children's psychology was a bit disturbed."

E26 " Of course, there has been a bit of a change in being patient. Since we were together all the
time, some boundaries were pushed.”
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E6 "I can say that | had the chance to spare more time for them. We worked from home, our
caregiver took care of our time at home. Afterwards, | was always at home. It was actually good for
them. We did not experience a negative situation."

E27 "It affected us positively, to be honest. We were in a constant rush before. They already went
to kindergarten from the age of two. Before that, their grandmother took care. | realized that our
communication was lacking. It affected us a little more in the opposite direction. | mean it affected us
in a good way. | think our communication strengthened, our commitment to each other increased. We
got to know each other better. The reason for the change is that we had the opportunity to spend more
time together."”

Table 5. Distance education practices implemented by the preschool education institution
The institution's distance

education application Activities carried out n
All activities 10
Art activity 10
Activities/assignments sent home 7

Working with schoolbooks
Science activity
Yes, it was done 27
Math activity
No information
Music activity

Turkish activity

N A o1 O O

Early literacy activity

No, it wasn’t done - - -

When Table 5 is examined, it is seen that all of the institutions where the children of the parents
included in the study attend conduct distance education practices. While 10 out of 27 parents stated that
all activities were carried out, 10 parents stated that art activities, 7 parents stated that activities sent
home, 6 parents stated that schoolbooks, 6 parents stated that science activities, 5 parents stated that
math activities, 4 parents stated that music activities, 4 parents stated that Turkish activities, and 2
parents stated that early literacy activities were carried out. In addition, 2 parents stated that children
were asked questions during this process, while 5 parents stated that they did not have any information
about the distance education process either because they were not with their children or because their
children could not participate in distance education sufficiently. Parent statements related to these
opinions are as follows:

E12 "In general, every activity that could be done was done."
E8 "He did handicrafts. He did painting and stuff like that."”

E23 "Thanks to our teacher, she sent us documents that we could print out. "She made
arrangements. We had them do it at home according to them."

E13 "We have two different sets, we continued with them. There are also three books given by
national education. We tried to finish them, that's how we continued distance education."

E3 "They did it on Zoom. | did not come across it because | was working."

E5 "She was at her grandmother's house because we were not there, so we did not participate.
There was no one to ensure that she participated in distance education."

E7 "l don't know about that because | work during the day. | have not been in distance education.”
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E11 "He could not attend live lessons much. He participated 1-2 times; he couldn't participate
more. The reason he couldn't attend was a problem with the phone. When we connected via phone, there
was a problem with the voice. Since the problem was not solved, | can say that | did not bother with it."

Table 6. The effect of distance education studies on child development

The effect of distance
education studies on child n Impact of distance education n
development

Social impact 8
Academic impact 4
In terms of health 3
It had an impact 25 [C):é)orggunicating with different 2
Spending time without getting 2
bored
Manual dexterity 1
Discipline 1
Doing favorite activities 1
Prevent gaming on phone/tablet 1
No impact 7 - 7
Not sufficiently 5 i 2

participated/No idea

Table 6 shows the responses of the parents who participated in the study about the effects of
distance education activities on children's development. Accordingly, the most common response was
the effect on children's socialization (n=8). Four of the parents emphasized the academic effect and 3
emphasized the health effect. While 2 parents emphasized that distance education had an effect on their
children's communication with different people in this process, 2 parents stated that distance education
was effective in helping their children spend time without getting bored. In addition to these, 1 parent
each stated that it was effective in terms of the development of manual dexterity, discipline, doing
favorite activities and preventing playing games on the phone/tablet. While 7 parents stated that distance
education did not have any effect, 2 parents stated that they could not participate in distance education
sufficiently for various reasons and did not express any opinion. Parent statements related to these views
are as follows:

E9 "I think he did not move away from the school environment, he did not move away from his
teacher. His friends with whom he was good in class usually attended the lesson. He was also in
communication with them."

E12 "At least he was not completely disconnected from his friends during distance education. We
are his parents after all. His sharing with friends or his communication with his teacher is different. |
think it supported the child in terms of not turning completely inward. It was very good in terms of social
support.”

E13 "I can't say it was a great education or very good. | wish the pandemic had not happened, he
could have gone to school and had a better time."

E20 "There is nothing | can say was good for preschool.”

E15 "Being active... He actually had the ability to hold pencils and scissors, but I think he has
developed more. He was mostly doodling at home as coloring. Now he has started to color. He was
more attentive because he showed it to his teacher.”
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E3 "It was good for health. He did not go to school every day and there were no more problems."

E4 "l think it improved her ability to adapt easily because there was a different person (trainee
teacher) every day. Our teacher is a woman. | wondered if it would be a problem if she had a male
teacher... | wondered if she could talk to a male teacher as if she were her own teacher and answer
questions. But she also liked male teachers and adapted easily."

E10 "Since they were bored at home, the live lesson contributed a lot in order for them to spend
time."

Table 7. Problems experienced in distance education

n Problems experienced n
Problems with internet connection 9
Problems with the applications used 5
Yes, there was a 20 Multiple children in the same h_ousehold having 3
problem to connect to remote learning simultaneously
Problems with the device used 2
Late access to internet and devices 1
No, there was no 11

problem

When Table 7 is analyzed, 11 of the 27 parents who participated in the study stated that they did
not experience any problems. While 9 of the parents stated that they had problems with the internet
connection, 5 of them stated that they had problems with the applications used, and 3 of them stated that
having more than one child at home who had to connect to distance education at the same time was a
problem. 2 parents stated that they had problems with the devices used, and 1 parent stated that they
could access the internet and the device late. Parental statements related to these views are as follows:

E1 "We did not have any problems with the Internet, only sometimes we could not log in from (in
Turkish, EBA), we logged in from Zoom or we could not log in from Zoom, we logged in from EIN. "

E7 "It was the same time for his sister and brother, sometimes he could not log in."

E11 "It was a technical problem. | tried to connect from my phone, we did not have a tablet.
"There was a problem with the sound when we connected from the phone. It was a problem caused by
the devices."”

Table 8. Activities done while spending time at home outside of distance education studies

Activities while spending time at home n
Activities for academic skills (line work, math work, teacher-submitted work, 24
schoolbook work)

Activities for cognitive area (board games, puzzles, experiments, lego, 14
sudoku)

Art activities 12
Play 10
Helping with household chores (kitchen, cleaning) 9
Activities for language development area (reading books, creating stories) 8
Planting flowers 2
I didn't pay enough attention 1
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Table 8 shows the responses of the parents regarding the activities they did outside of the
educational activities planned by the teacher while spending time with their children at home during the
distance education process. It is noteworthy that the most frequently mentioned activity by parents in
this process was activities for academic skills (n=24). In addition to the parents who stated that they did
activities for cognitive area (n=14), art activities (n=12), housework (n=9), and activities for language
development area (n=8), 2 parents stated that they planted flowers together. One of the parents who
participated in the study stated that she could not pay enough attention to her child during this process.
Parent statements related to these opinions are as follows:

E11 "There were activity sheets sent by our teacher. At the beginning of the year, we received a
training set, | tried to do them at home. It was not intensified like at school, it was very infrequent at
home."

E21 "We practiced vowel letters. We did addition and subtraction. Writing numbers, counting,
writing from one to 20, counting, coloring... We were able to do such activities."

E13 "We were buying puzzles. At first, we started with 50 and a hundred. Then we realized that
our child could do it. Suddenly we started buying puzzles of 150, 250, 300."

E15 "I bought her number and letter cards. We played things that we would play by counting
together, such as playing ludo. Our teacher had prepared simple sudokus, we played with them."

E8 "Once we collected leaves. We made shapes out of leaves, made animals, made flowers, and
painted them."

E8 "We usually play games. We love to play games. We played games that can be played at home
like hide and seek."

E9 "We tried to do more activities like cooking and baking."

E27 "We practiced writing a book. He always takes 5-6 pieces of paper, folds them, draws a
picture on one side and tells me to write on the other side."

Table 9. Findings on parents' perception of themselves as competent to undertake their children's education

Issues where they think they are

Parents' perception n inadequate n
To answer their questions 2
Making time 2
Creating discipline 2
No, | fjon't think it's 10 Strengthening manual skills 1
sufficient Behavior problems 1
Ensuring that she is not bored 1
To simplify 1
I am not enough for anything 1
Yes, | think it is sufficient 17 - -

Table 9 shows the parents' perception of themselves as adequate in terms of undertaking their
children's education and the areas where they find themselves inadequate. Seventeen of the 27 parents
who participated in the study stated that they found themselves sufficient in this regard, while 10 parents
stated that they did not find themselves sufficient. Among the parents who stated that they did not find
themselves sufficient in undertaking the education of their children, 2 of them stated that they found
themselves insufficient in answering their children's questions, 2 in allocating time for their children, 2
in creating discipline, 1 in strengthening manual skills, 1 in behavioral problems, 1 in ensuring that they
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are not bored, 1 in getting to simplify, while 1 parent stated that they were not sufficient for anything.
Parent expressions related to these views are as follows:

E4 "Honestly, | do not find myself sufficient. Sometimes | can be left without an answer to the
guestion he asks."

E20 "I don't find it enough because there is not enough time. There is a very serious problem in
terms of time. We had just arrived home when we needed to take care of him. It is a bit troublesome for
us."

E14 "l don't find it very sufficient. Because we are not teachers. We don't have any training on
this. The teacher has discipline. We inevitably lack her."

Table 10. Parents' concerns about their children's education caused by the pandemic period

To have concern n Anxieties n
Concerns about academic skills 13
Concerns about social skills 5
Yes, | have concern 20 Concerns about school adaptation 5
Disciplinary issues 2
Lack of focus 1

No, I don't have
concern

When Table 10 is analyzed, it is seen that 20 of the 27 parents who participated in the study have
pandemic-induced concerns about their children's education, while 7 of them do not have any concerns.
While 13 of the parents who had concerns about their children's education stated that they had academic
concerns, 5 stated that they had social concerns, 5 stated that they had concerns about school adaptation,
2 stated that they had concerns about discipline problems, and 1 stated that they had concerns about lack
of focus problems. Parental statements about these opinions are as follows:

E26 "I think about how | can teach syllables or letters if there is distance education when my child
goes to first grade next year. Of course, the anxiety is great."

E3 "Children mostly regressed a little bit, of course. So it is not like face-to-face education."

E17 "We have no friends here. Likewise, our children do not have friends. What children want
more than anything else is friends, a play environment. We felt this a lot. Being away from them creates
social anxiety."

E11 "I have concerns about whether the adaptation process when they start first grade will be
negatively affected."”

E5 "When they start school, | think there may be a lack of discipline and adaptation. They stayed
away before they even understood what school was like before they started."
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Table 11. Parents' suggestions for distance education in preschool education

Suggestions n

No suggestion 11
Longer duration

It can't be better in any way

7
4
Individualized attention to each child 2
Using methods that allow children to be more active in front of the screen 1
Training for teachers to use the application effectively 1
More academic activities 1

Tablet distribution 1

Table 11 shows parents' suggestions about distance education in preschool education. Of the 27
parents who participated in the study, 11 stated that they had no suggestions and 4 stated that it could
not be better in any way. While 7 of the parents suggested that the duration should be longer, 2 of them
stated that each child should be dealt with individually. One parent each made suggestions such as using
methods that children can be more active in front of the screen, training teachers to use the application
effectively, conducting more academic activities, and distributing tablets. Parent statements about these
opinions are as follows:

E7 "Distance education cannot replace regular education in any way. He's not with her friends,
he doesn't share anything with them."

E21 "We had half an hour. I think that time was not enough. It was three days a week. It was not
enough for me. Because he is already connected to the lesson, greetings, how are you, how are you
doing... The newcomer joins the lesson, something is constantly said from there, hello, I'm here... Maybe
10 minutes of it is already spent like that. In the remaining 20 minutes - these are small children anyway
- they always want to ask something, they want to talk, they are constantly interrupted. In my opinion,
half an hour of training was not enough. It could have been a little longer."

E6 "I think teachers should communicate more with the students. They may want to call and talk
to the student even once a week. You can talk collectively in live classes, but the child is very young and
cannot take it upon himself. But | think the fact that the teacher wants to talk to them even once a week,
sends them a special video, these can be very effective for preschool children."

E22 "Teachers need to be ready for online education. Maybe younger teachers might be more
ready. Some teachers can use the facilities better. Teachers started this without training on using Zoom.
Teachers can take classes on this."”

Discussion, Conclusion and Recommendations

In this study, the experiences of parents with preschool children in the 5-6 age group in distance
education practices carried out under COVID-19 pandemic conditions and in this process were
examined from various perspectives. In this section, the results of the findings obtained in line with the
aim of the study are discussed in the light of previous studies.

When the findings obtained in the study were examined, it was observed that during the period
spent at home with distance education during the pandemic period, mothers often took care of the
children alone or together with the mother and father. In addition, depending on the working and living
conditions in the family, it was observed that family elders such as grandmothers and grandfathers were
involved in the process of taking care of the child. It has been understood that if parents work, the older
children or caregivers in the family take care of their children during this period. In the study conducted
by Konca and Cakir (2021), it was observed that mothers were more interested in preschool children
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than other members of the family during the pandemic period. The study of Gelir and Diizen (2022)
showed that especially mothers undertake responsibilities such as housework, professional duties, care
and education of their children and have difficulty in balancing these responsibilities. The working
conditions of the parents participating in the study during the pandemic process vary. The results show
that while most of the mothers have the opportunity to work at home, most of the fathers do not have
the opportunity to work at home. However, considering that 9 of the mothers participating in the study
were housewives, it is seen that 9 of the 18 working mothers had the opportunity to work from home
and the remaining 9 did not have the opportunity to work from home. It is understood that the number
of mothers and fathers who are in business life and have the opportunity to work from home is closer to
each other, while the number of fathers who do not have the opportunity to work from home is higher.
On the other hand, research shows that the traditional perspective that it is the mother's duty to take care
of the child is still prevalent today (ACEV, 2017). It can be thought that both the fact that mothers have
the opportunity to be at home a little more than fathers in this process and the traditional perspectives
on gender and parental roles are the reasons why mothers are more interested in the care and education
of children than fathers.

Regarding the changes in children's behavior during the pandemic period when distance education
continued, about half of the parents interviewed stated that they had problems in this process, while the
other half stated that they did not have any problems. The problems experienced were mostly reluctance,
boredom and nervousness towards educational activities due to children being at home all the time.
While some of the parents saw it as a problem that children spent too much time with tablets and phones
during this period, other problems experienced were fights between siblings, psychological problems
experienced by mothers who had to stay away from home with their children, and problems arising in
the parent-child relationship due to being together at home all the time. Shorer and Leibovich's (2020)
study with parents with children aged 2-7 years revealed that children showed signs of stress such as
irritability, agitation and aggression, separation fears and clinging during the COVID-19 pandemic. Jiao,
et al. (2020) examined the behavioral and emotional disorders of children between the ages of 3-18
during the pandemic and found that clinging, inattention and irritability were the most severe
psychological conditions shown by children in all age groups. The results of the study conducted by Ok,
Torun, and Yazic1 (2021) also revealed that children's being at home caused them to use electronic
devices more and that children experienced situations such as anger, aggression, indifference to
activities, and difficulty in following activities during this period. Considering the developmental stages
of young children, it can be said that the compulsory stay-at-home period was mostly reflected in
children's behaviors as anger and aggression due to the fact that their ability to manage their emotions
and stress was not yet fully developed. In addition, some parents, albeit few in number, stated that this
process was positive in terms of their relationships with their children, as opposed to having problems
during the stay-at-home period. In the study by Okatan and Tagay (2023), parents emphasized the
positive aspects of the pandemic period such as spending more time with the family, strengthening
family ties, increasing communication and sharing, as well as negative aspects such as family conflict,
increased use of technology and boredom at home. These differences may be related to how easy or
challenging the living conditions of the families were during this period. In this study, it can be
concluded that the fact that one of the parents who commented positively had the opportunity to work
from home with their spouse and the other had a helper to take care of the children at home had an effect
on them to spend this period with less distress and to create conditions to strengthen their relationships.

According to the findings obtained in the study, it is seen that all of the preschool education
institutions attended by the children of the participating parents have distance education practices. Five
parents stated that they were not with their children during the activities or that they could not see what
kind of activities were carried out because they could not participate in distance education activities for
various reasons. The information on the types of activities carried out shows that all activities are
frequently carried out, and at the same time, art activities are preferred by teachers more than other
activities in the distance education process. In Tozduman Yarali and Ozkan Kunduraci's (2022) study,
it was observed that teachers mostly conducted Turkish and early literacy activities during the distance
education process. In Yildirim's (2021) study, teachers stated that they applied art, Turkish, science,
drama, music, math activities and games in distance education during the pandemic period. In this way,
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it can be thought that teachers try to support children in various skill areas. Play is the most effective
activity for early childhood education. Children learn best through play and focus when they can be
active through hands-on activities (Kim, 2020). Inan (2020) states that reading healing stories by
teachers during the pandemic process, including relaxing activities such as visual arts and games will
contribute to children's psychological well-being. The results of Altin and Giindogdu's (2021) study with
preschool teachers also show that art activities are among the most preferred activities of teachers in the
distance education process. The results obtained in Aral and Kadan's (2021) study showed that teachers
reported almost equal frequency of opinions on the activities that can be done in distance education,
including story, early literacy, singing, play and rhythm, and art and experiment activities. The reason
why teachers prefer art activities in distance education may be that they find it more advantageous to
use visual elements in art activities as an element that attracts children’s attention.

Some of the parents who participated in the research had the opinion that distance education
activities supported children socially. Parents were of the opinion that the distance education
applications were positive in terms of children's social interactions, which were severely restricted
during the process at home, as children could see their friends and teachers and interact with them via
video. The number of parents who think that distance education applications do not contribute to the
child, especially in the preschool period, is also considerable. Ozgem et al. (2020) examined the views
of parents and found that the participants reported that the contribution of distance education to the
education of preschool children was not sufficient and that the effect of distance education was lower
than face-to-face education. The results of the study conducted by Aktan Acar, Erbas and Eryaman
(2021) show that preschool teachers also focus on problems similar to those experienced by parents.
They stated some problems such as distance education not having the desired effect on preschool
children, children's focusing problems, and lack of socialization. In another study conducted by taking
the views of parents and teachers, it was found that both parents and teachers reported that the online
environment was not very effective in achieving early childhood education goals, while teachers were
more optimistic than parents (Plotka & Guirguis, 2023). Teachers' thoughts that distance education can
be improved based on their knowledge and experience about teaching may have led them to have a more
positive perspective than parents. In terms of parents, it can be thought that the challenging situations
they experience with the role of educator, which they are obliged to play in this process, cause them to
approach the effect of distance education from a more negative perspective.

Although it was observed that most of the parents did not experience any problems during the
distance education process, some parents stated that they experienced problems due to the internet
connection. In addition to the problems related to the applications and devices used, the fact that there
is more than one child receiving education at home but there is not more than one device that can be
connected to distance education appears to be a problem for some families. This problem is a
disadvantage not only for preschool children but also for children at other levels of education. Some
studies draw attention to this problem and state that the technological inadequacy to connect to distance
education is an important problem and that the participation rate of children in education decreases for
this reason (Andrew et al. 2020; Bakirci, Dogdu, & Artun, 2021; Erkol, 2023; Konca & Cakir, 2021;
Marin, 2022; Yenigiin, 2022). A family's lack of adequate facilities is the result of various causes and
conditions, and this can create situations where parents' participation in the child's distance education is
lacking (Kolak, Markic, & Horvat, 2023).

It is seen that most of the parents try to do activities that will support their children
developmentally while spending time with them at home during this period. Only one of the parents
who participated in the study stated that she could not pay enough attention to her child and attributed
this to the fact that she was a working parent. It is seen that the activities that parents most frequently
prefer to spend time with their children are activities related to academic skills (line work, math work,
work sent by the teacher, school book work). In a study conducted by Kurt Demirbas and Sevgili Kogak
(2020) with parents with children aged 2-6 years, parents were asked about the daily activities they did
during the time they spent with their children during the pandemic, and it was revealed that the most
common activity was physical activities. The results obtained reveal a significant difference between
the two studies. None of the parents in this study directly emphasized a physical activity. One of the
reasons for this may be that the data of Kurt Demirbas and Sevgili Kogak's (2020) study was collected
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between April and May 2020, which was very close to the compulsory closure due to the pandemic, and
parents may have focused more on the problems arising from their children's inactivity rather than their
education. The data for this study were collected in June 2021. By that time, about a year had been spent
with the pandemic conditions and parents had experienced distance education for more than a year. It
can be thought that as the time under pandemic conditions prolonged, parents' concerns about their
children's education began to emerge and they tried to support their children more in this regard. Another
difference between the two studies is that the parents who participated in the study conducted by Kurt
Demirbas and Sevgili Kocak (2020) had children between the ages of 2-6, while the parents who
participated in this study had children between the ages of 5-6. Considering that the children of many of
the parents participating in this study will start primary school the following year, it may be normal for
parents with children in this age group to be more concerned about their children's academic
development and to want to support their children in this area. Similarly, the results of another study,
whose data covered the first semester of the 2020-2021 academic year, showed that the most common
situation that parents were concerned about was their children's education (Okatan & Tagay, 2023). In
the process after the pandemic started, while starting a new academic year, the distance education
experiences of the parents in the first six months of the pandemic conditions and the emerging problems
related to their children's academic skills may have led parents to support their children more in
academic skills.

It was observed that most of the parents had positive beliefs about their own competence in
undertaking the education of their children. It is seen that the problems experienced by parents who
think that they are not sufficient are mostly due to not being able to answer their children's questions,
not being able to allocate enough time for them and not being able to discipline them. In a study by Lau
and Lee (2021), it was concluded that about a quarter of parents with preschool children experienced
difficulties in distance education due to not being able to devote enough time to their children. Some
studies on distance education during the pandemic process also reveal that parents have difficulties in
issues such as appropriate communication with the child and discipline (A Arat & Ogelman, 2021;
Putri et al., 2020). It can be thought that the problems that parents experience in communicating with
their children and disciplining them cause them to feel inadequate about their children's education in
this process. The results of the study by Listyaningrum, et al. (2020) reveal that most of the parents need
mentoring in areas such as knowledge, skills, social and emotional support in parenting their children
during home education. Based on the results of the studies, it can be thought that it is possible to increase
both their communication skills with their children and their competence in supporting them
academically by supporting parents with knowledge, skills and psychological support in this process.

Interviews with parents indicate that many of them have various concerns about their children's
education caused by the pandemic period. The most common of these is academic anxiety. Another
concern of the parents was seen to be related to the socialization needs of their children. Drvodelic and
Domovic (2022) found that two of the most important negative changes brought about by distance
education were the restriction of social contact and parents' fear of school success. Aral, Aysu, and
Kadan (2020) emphasized in their study that playing games, being included in the game and being
accepted by their peers are important needs for preschool children and that it is important to create times
when children can meet with their friends and teachers by phone or video during the pandemic
conditions. The fact that such practices other than distance education activities were not planned with
the children of the parents in the study group may have made it difficult to overcome concerns about
socialization. In terms of academic concerns, it is an expected result that the parents who participated in
the study have concerns about starting first grade and preparation for primary school, since their children
are 5 years old and most of them will start primary school in the next semester. At the same time, some
parents stated that they were concerned about their children's adaptation to school also supports this
Situation.

Based on their one-year distance education experience, the most common suggestion of the
parents was to extend the daily session time. They mentioned that the activities were often left unfinished
due to reasons such as connection problems, problems with the sound, and each child progressing at a
different pace, and they thought that it would be more efficient to plan the activities in two half-hour
sessions. Another suggestion expressed by the parents was to deal with each child individually during
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the distance education process. In Ozgem et al.'s (2020) study, parents stated that the interaction between
teacher and child was low. The results obtained are in parallel in terms of showing that the limitation of
teacher-child interaction is an important limitation of the distance education process. In addition, parents
suggested that it would be better to use methods that children can be more active in front of the screen
and that teachers should receive training to use distance education applications effectively. Cetinkaya
Aydin (2020) stated in her study that many teachers do not have the necessary technological skills in the
distance education process and the technological skills required in this process, and that in the study
conducted by OECD with educators and education stakeholders in 98 countries, providing professional
support to teachers was among the most important problems seen by the participants. In our country,
distance education practices are still very new, especially in the field of preschool education, and during
the pandemic process, preschool teachers had to start distance education without sufficient experience
and preparation (Akkas Baysal, Ocak, & Ocak, 2020; Yiirek, 2021). As a result of many studies, it is
recommended to provide training to support teachers in the field of distance education (Aktan Acar,
Erbas, Eryaman, 2021; Aral et al., 2021; Bartan, 2022; Duran, 2020; Erkol, 2023; Tozduman Yarali &
Ozkan Kunduraci, 2022; Yenigiin, 2022; Yildirim, 2021; Yiirek, 2021). In the study by Akin and Aslan
(2021), which was structured as an action research, decisions were made together with families on issues
such as plans, materials, live lesson duration and hours. According to the results of the study, it was seen
that the continuity in teacher and family communication in distance education supports the active
participation of the child in the process. Based on this, it is important for teachers to organize their action
plans according to the needs of families and children. In the experimental study conducted by Aral et al.
(2021), it was concluded that online education given to preschool children with breath awareness and
movement activities had no effect on children's self-regulation and emotion regulation skills. In line
with this result, it is emphasized that distance education cannot be an alternative to face-to-face
education as well as children and educators are not ready for the distance education process. On the
other hand, the type and design of technological tools and platforms and the pedagogical methods
applied have a direct impact on the quality and engagement of children's education, and it is possible to
provide appropriate education for children through the proper use of digital technologies (Faria et al.,
2019; Digital Education Action Plan 2021-2027, 2020, as cited in Faria et al. Merfeldaite, Prakapas,
Railiene, 2021). During the pandemic, cooperation between parents and teachers is required to ensure
learning at home using online or offline methods and for the learning process to progress well (Aslindah
& Sari, 2021). Based on the results of the studies, it is seen that although it is not an alternative to face-
to-face education in preschool education, it is important to improve the skills of teachers in this field in
order to make distance education applications more qualified. In this way, it can be thought that teachers
can better plan the distance education process and be an effective guide for them by collaborating with
parents.

In line with the results obtained, the following recommendations can be made;

e Since the experiences of parents in different regions and at different socioeconomic levels
may vary during the pandemic process in our country, similar studies can be conducted on
different provinces and samples and the results can be compared.

e The role of parents in distance education in preschool education is becoming more
important. Experimental studies involving parent-supported practices that can make the
process more efficient for children while minimizing parents' anxiety can be planned.

e Teachers are the most important guide for parents to continue the distance education
process more effectively. Trainings can be organized to support teachers' cooperation skills
with families in distance education.

e Since the period of staying at home has negative psychological repercussions on children,
online solutions can be developed to provide psychological support to parents in mandatory
situations such as pandemics.

e  Studies can be conducted to develop educational content suitable for preschool children in
distance education applications, which are a necessity in challenging conditions such as
pandemics and disasters.
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Appendix.1.
INTERVIEW FORM

PERSONAL INFORMATION
~ How old are you?
What is your education level?
~ What is your occupation?
= How many children do you have? How old are they?

Who took care of your child during the school break?

INTERVIEW QUESTIONS

1. Were you and your spouse able to work from home after the pandemic started?

2. Did your relationship with your child change during this period? What do you think could be the reason for
the change?

3. Did the educational institution your child attended implement distance education? What kind of studies
were carried out?

4. In which ways do you think distance education practices support your child's development?

5. Have you experienced any problems with distance education practices? What kind of problems did you
experience?

6. What kind of activities did you do while spending time with your child at home?

7. Do you consider yourself competent in undertaking your child's education? In which areas do you think
you are inadequate?

8. When you think about your child's future education, do you have any concerns caused by the pandemic
period? If yes, what are they?

9. What are your suggestions for distance education?

This work is licensed under a Creative Commons Attribution 4.0 International License.
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Tim diinyada 2020 yilinin basindan itibaren etkisini gdsteren Covid-19
salgininin bir sonucu olarak iilkemizde alinan genis capli kapanma kararlari,
2021 yilinin ortalarna kadar uygulanmistir. Kapanma kararlari ile birlikte
kisa bir siire ara verilen egitim faaliyetlerine uzaktan egitim ¢aligmalar1
yiriitiilerek yeniden baslanmistir. Bu ¢calismada pandemi sebebiyle alinan acil
tedbirler kapsaminda yeterince hazirlik ¢calismasi yapilmadan gecilen uzaktan
egitim siirecinde egitimin 6nemli bir paydast olan ailelerin yasadiklar
deneyimlerin incelenmesi amaglanmistir. Nitel arastirma yaklasiminin
kullanildigr ¢aligmanin katilimcilart 2020-2021 egitim o6gretim yilinda
g¢ocugu okul Oncesi egitim almakta olan 27 ebeveynden olusmaktadir.
Calismanin verileri arastirmaci tarafindan olusturulan ve dokuz agik uglu
sorunun yer aldigt yart yapilandirilmig goriigme formu kullanilarak
toplanmistir. Telefonla yapilan goriigmeler kayit altina alinmig ve toplanan
veriler igerik analizi ile analiz edilmistir. Calismanin sonucunda evde kalinan
donemde ¢ocuklarla daha ¢ok annelerin ilgilendigi, uzaktan egitimin bu
stirecte cocuklarin sosyallesme ihtiyacini karsiladigini diislinenler kadar
herhangi bir etkisi olmadigini diisiinen ebeveynlerin de oldugu, uzaktan
egitim sirasinda ¢ogunlukla sorun yasanmasa da en sik yasanan sorunun
internet baglantisindan kaynaklanan sorunlar oldugu goriilmiigtiir. Ayrica
ebeveynlerin uzaktan egitim disindaki zamanda ¢ocuklart ile birlikte
genellikle akademik igerikli etkinlikler yaptiklari, benzer sekilde en sik
goriilen kaygi durumunun yine ¢ocuklarimin akademik becerileri ile ilgili
oldugu gorilmistir. Elde edilen sonuglar dogrultusunda gelecekte
karsilasilabilecek zorunlu evde kalma durumlart ve okul 6ncesi donemde
uzaktan egitim uygulamalarin iyilestirmek adina atilabilecek adimlara dair
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Giris

Covid-19 salgini, 2019 yilinin sonlarinda ilk olarak Cin’de goériilmesinden sonra 2020 yilinin
ilk li¢ ayinda diinyanin ¢esitli bolgelerinde hizli bir sekilde yayilmis, 2020 y1l1 mart ayinin ilk haftasinda
ise diinya genelinde 100.000’in lizerinde vaka bildirilmistir (Jiao ve ark., 2020). Tiim diinyada oldugu
gibi Tirkiye’yi de etkisi altina alan Covid-19 pandemisi, insan yasamini pek ¢ok alanda degisime
zorlamigtir. Tiim diinyada insanlar arasina mesafe konulmasii gerektirmis, gilinliik yasam, caligma
diizeni, ulagim vb. konularin yam sira egitim-6gretim yontemleri konusunda da degisimi mecbur
kilmistir (Arslan ve Karagiil, 2020). Zorunlu ve hizli bir sekilde alinan kapanma kararlar1 dogrultusunda
egitim alaninda da yiiz yiize egitimlere ara verilerek uzaktan egitim uygulamalarina gecilmistir. Zorunlu
olarak geleneksel Ogrenmenin yerini alan uzaktan O0grenme, etkili altyapi ve insan uzmanliginin
eksikliginden kaynaklanan pek cok sorunu da beraberinde getirmistir (Garad ve ark., 2021).

Zorunlu evde kalma uygulamalarinin baslamasindan bir siire sonra tiim egitim kademelerinde
oldugu gibi okul dncesi egitimde de uzaktan egitim ¢aligmalar yiiriitiillmeye basglanmistir. Ancak yeterli
hazirlik stireci olmadan gecilen uzaktan egitim calismalari, 6gretmenleri ve 6grencileri etkilemesinin
yaninda pek ¢ok ebeveyn i¢in de ilk kez deneyimlenen bir siire¢ olmustur. Uzaktan egitim, erken
cocukluk déneminde ¢ocuklarin tek baslarina uygulayabilecekleri bir egitim degildir. Ebeveynlerin
cocuklara eslik ederek ya da rehber roliiyle katilimimi gerektirmektedir (Bonilla ve ark., 2022). Bu
nedenle yasanan siireg, ebeveynin siirece daha aktif katilimini gerekli kilmis ve ebeveynlere egitimci
rolii yliklemistir. Egitimde ebeveyn katilimi1 6nemlidir ve ¢aligmalar, ebeveynleri tarafindan empatik bir
Ogretim yaklasimiyla yardim alan ¢ocuklarin, otoriter ebeveyne sahip olanlara gére akademik olarak
daha iyi performas gosterdiklerini ortaya koymaktadir (Garcia ve ark., 2019). Ancak pandemi
kosullarinin yarattig1 olumsuz psikolojik etkilerle bas ederken ayni zamanda ¢ocuklarinin egitimlerini
devam ettirmek i¢in ¢aba harcamak zorunda kalan ebeveynlerin, uzaktan egitim ¢aligmalarina adapte
olma ve evden 6grenme siirecinde ¢ocuklarina rehberlik etme konusunda gesitli sorunlar yasadiklari
bilinmektedir (Kurt Demirbas ve Sevgili Kogak, 2020; Listyaningrum ve ark., 2020; Tarkogin, Alagoz
ve Boga, 2020).

Diinyada ge¢mis yillarda benzer sekilde yasanan salginlar ve krizler sebebiyle ortaya g¢ikan
saglik, ekonomik ve sosyo-politik sikintilarin g¢ocuklar {izerinde ani ve uzun siiren sonuglari
olabilmektedir (Benner ve Mistry, 2020). Covid-19 pandemisi sirasinda yapilan ¢aligmalar da ¢ocuklarin
psikolojik olarak olumsuz etkilendiklerine vurgu yapmaktadir. Bu siirecte yakinlarini kaybetme,
hastaliga yakalanma, yakinlarindan uzak kalma gibi durumlarla karsi karsiya kalan ¢ocuklarin psikolojik
sagliklarmin korunmasi adma icin onlemler alinmasi gerekmektedir (inan, 2020). Yiiksek diizeyde
ebeveyn stresinin yani sira korkular, belirsizlikler, rutinlerinde énemli degisiklikler, fiziksel ve sosyal
izolasyon yasiyor olmalar1 duygularina ve tepkilerine yansimakta, bu durum egitim siireglerini de
olumsuz etkilemektedir. Cocuklarin duygularini ve tepkilerini anlamak, onlarin ihtiyaglarini dogru bir
sekilde ele almak i¢in ¢ok 6nemlidir (Imran, Zeshan ve Pervaiz, 2020).

Okul o6ncesi donem, gocuklarin yaglar1 dikkate alindiginda son derece hassas ele alinmasi
gereken bir donemdir. Kiiciik yastaki cocuklarin psikolojik travmalardan korunmalari, gelisimlerinin ve
okula karsi olumlu tutumlarinin siirdiiriilebilmesi i¢in uzaktan egitimin iyi organize edilmis olmasi
onemlidir (Akkas Baysal, Ocak ve Ocak, 2020). Yas donemine iliskin 6zelliklere pandemi kosullarinin
cocuklar tizerindeki etkileri eklendiginde, uzaktan verilecek egitimin yiiriitiilmesi karmasik hale
gelebilmektedir. Bu donemdeki ¢ocuklar biligsel gelisimlerine iliskin 6zellikler bakimindan oldukga
kisa dikkat siiresine sahiptir (Arslan, 2017). Kiiciik c¢ocuklarin gelisimsel dogasi, Ogrenme
etkinliklerinin gorsel ve etkilesimli olarak, hareket, miizik, oyun ve sanatin birlesimi ile kisa olmasini
gerektirir (Hao, 2020). Bunun yani sira etkinliklerin ekran baginda yapilmasi, etkilesimin azalmasi
sebebiyle cocuklarm kisa olan dikkatlerini olumsuz etkileyebilir. Bu nedenle planlanacak etkinliklerin
cocuklarin dikkatini canli tutabilecek nitelikte olmasi 6nemlidir. Ayrica uzaktan egitim uygulamalar
sirasinda ¢ocuklarin bilgisayar ekrani basinda gegirmeleri gereken siirenin iyi ayarlanmasi da dikkat
edilmesi gereken bir diger konudur. Evde kalinan siirecte, dis mekanda gegirilecek zamanin ve oynanan
oyunlarin azalmasi sonucu dijital teknoloji kullanimin artmasi, ¢gocuklar igin dijital bagimlilik tehlikesini
giindeme getirmektedir (Gelir ve Diizen, 2022; Kanter, 2020).
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Kiiciik ¢ocuklar en iyi sosyal etkilesimler, uygulamali kesif, duyusal aktiviteler, miizik ve
hareketle 6grenir (Plotka ve Guirguis, 2023). Okul 6ncesi egitim, ¢ocuklarin akademik becerilerini
desteklemenin yani sira onlarin 6gretmenleriyle ve akranlartyla sosyal etkilesim kurmalarina da olanak
saglamaktadir. Uzaktan egitimin ¢ocuklari sosyal ve duygusal agidan okula hazirlamaya imkan
vermemesi nedeniyle erken yaslarda kullanilmasi tartismali bir durumdur. Okul oncesi donemdeki
cocuklar uzaktan egitimde sosyal izolasyon, etkilesim ve katilim eksikligi yasayabilir (Merfeldaite,
Prakapas ve Railiene, 2021). Zorunlu olarak evde kalinan dénemde gerceklestirilen uzaktan egitim
uygulamalar1 sirasinda, sosyal etkilesim imkaninin 6nemli 6lgiide ortadan kalkmasiyla g¢ocuklarin
sosyal-duygusal gelisimlerinin ne sekilde etkilendigi de tizerinde durulmasi gereken konulardan bir
digeridir.

Yapilan bazi caligmalar, erken cocukluk dénemi i¢in uzaktan egitimin daha verimli hale
getirilebilecegine isaret etmektedir. Uzaktan egitimde dnemi daha da artan ebeveynlerin, siirece etkin
katilimi, basarili sonuglar ortaya koymaktadir. Sujarwo, Kusumawardani ve Nurmalasari (2022),
yaptiklar1 calismada egitici video ve g¢aligsma sayfalar1 yoluyla desteklenmis bir uzaktan egitimin
ebeveynlerin ¢ocuklarin 6grenmelerine yardimer olma siirecine katilimini olumlu yénde etkiledigini
ortaya koymustur. Akin ve Aslan (2021)’1n ¢alismada ise plan, materyal, canli ders siire ve saatleri gibi
konularda ailelerle birlikte igbirligi yapildiginda, uzaktan egitimde 6gretmen ve aile iletisimindeki
siirekliligin cocugun siirece aktif katilmasini destekledigi goriilmiistiir.

Uzaktan egitim, diinyada ve iilkemizde ge¢miste oldugu gibi gelecekte de ortaya ¢ikabilecek
salgin, kriz, afet vb. durumlarda egitim siirecinin tamamen durmasini engelleyecek bir uygulama olarak
karsimiza ¢ikmaktadir. Yapilan bu ve benzeri arastirmalardan saglanan veriler, okul 6ncesi donemdeki
cocuklarla yiiriitiillen uzaktan egitim uygulamalarinin daha etkili hale getirilebilmesi i¢in nasil bir yol
izlenmesi gerektigi iizerine yapilacak galigmalara 151k tutmasi bakimindan &nemlidir. Ote yandan
ozellikle ABD’de 2013 yilindan itibaren erken ¢cocukluk doneminde ¢evrimigi egitim uygulamalarinin
yayginlastig1 goriilmektedir (Plotka ve Guirguis, 2023). Gelecekte hem ¢evrimigi egitimin daha yaygin
hale gelmesi ihtimali hem de olasi acil uzaktan egitim uygulamalari i¢in Covid-19 pandemisi sirasinda
yasanan deneyimlerin fark edilmesi, erken ¢ocukluk déneminde uzaktan egitimle ilgili gelecekteki
caligmalara yol gostermeye yardimci olabilir. Planlanan bu c¢alismanin, ebeveynlerin pandemi
donemindeki deneyimlerden yola ¢ikarak okul 6ncesi donemde uzaktan egitim uygulamalariyla ilgili
mevcut durumu ve yasanan problemleri ortaya koyacagi ve bu sayede okul oncesi donemde etkili
uzaktan egitim uygulamalarinin diizenlenebilmesi bakimindan alana katki saglayacagi diisiiniilmektedir.

Bu arastirmanin amaci, ¢ocugu okul Oncesi egitime devam eden ebeveynlerin pandemi
kosullarinda gegen bir yilda ¢ocuklarinin bakimi ve egitimi ile ilgili yasadiklart deneyimlerle iligkili
goriislerinin belirlenmesidir. Bu amaca bagli olarak asagidaki sorulara yanit aranmustir.

1. Pandemi siirecinde ebeveynlerin ¢alisma kosullari nasil degismistir?

2. Pandemi siirecinde ebeveynlerin ¢cocuklari ile iligkileri nasil degismistir?

3. Pandemi siirecinde ebeveynlerin uzaktan egitimle ilgili deneyimleri nasildir?
4

Ebeveynlerin pandemi siirecinden kaynakli egitimsel kaygilar1 ve dnerileri nelerdir?

Yontem

Calisma, nitel aragtirma yaklagimlarindan fenomenolojik arastirma tiiriinde planlanmustir.
Fenomenolojik ¢aligmalar, bir fenomen ya da kavramla ilgili yasanmis deneyimlerin ortak anlamini
kesfetmeye odaklanir (Creswell, 2021). Bu c¢alismada da okul Oncesi egitim kurumuna devam eden
cocuklar1 olan ebeveynlerin pandemi doneminde uzaktan egitimle ilgili yasadiklar1 deneyimleri
incelemek amaciyla fenomenolojik yaklasim kullanilmusgtir.

Calisma Grubu

Calisma grubunun olusturulmasinda amacgli drnekleme tiirlerinden uygun drnekleme yontemi
kullanilmigtir. Bu yontem arastirmaya hiz ve pratiklik kazandirmaktadir (Yildirim ve Simsek, 2011).
Arastirmanin ¢aligma grubuna Mugla ili Mentese il¢esinde yasayan ve ¢ocugu 2020-2021 egitim
ogretim yilinda okul 6ncesi egitim almakta olan 27 ebeveyn dahil edilmistir. Ebeveynleri ¢aligmaya
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dahil ederken 6ncelikle il merkezindeki devlet okullarinda gorev yapan bazi okul dncesi 6gretmenleriyle
iletisime gecilmis, 6gretmenler araciligiyla velilere ¢aligma hakkinda kisa bir bilgilendirme yapilarak
gorlismeler i¢in goniillii olabilecek ebeveynler belirlenmistir. Calismaya katilmayi kabul eden
ebeveynlerle arastirmaci tarafindan yapilan ilk telefon goriismesinde ¢aligmanin amaci hakkinda detayli
bilgi verilmis, calismaya katilmaya karar veren ebeveynlerle tercih ettikleri goriisme yontemi (goriintiili
¢evrimigi gériisme ya da telefon goriigmesi) ve goriisme i¢in uygun olacaklar giin ve saat ayarlanmugtir.
Goriisme yapilan ebeveynlerin tamami annelerden olugmaktadir. Ebeveynlere iliskin diger kisisel
bilgiler Tablo 1°de verilmistir. Goriisme Oncesinde ebeveynlere cevrimi¢i olarak hazirlannmis
bilgilendirme ve onam formu gonderilerek hem yazili olarak bilgilendirilmis hem de izinlerinin
olduguna dair geri doniis saglamalar1 istenmistir.

Tablo 1. Ebeveynlere iliskin kigisel bilgiler

n %
26-30 8 29.6
31-35 9 33.3
Yas
36-40 6 22.2
41-45 4 14.8
Tlkokul 3 11.1
Ortaokul 1 3.7
Lise 11 40.7
Egitim durumu On lisans 2 7.4
Lisans 7 25.9
Yiiksek Lisans 1 3.7
Doktora 2 7.4
Ev hanim 9 33.3
Memur 9 33.3
Meslek .
Isci 8 29.6
Esnaf 1 3.7
Tek ¢ocuk 5 18.5
2 ¢ocuk 16 59.2
Cocuk sayis1
3 ¢ocuk 5 18.5
4 ¢ocuk 1 3.7

Tablo 1 incelendiginde, arastirmaya katilan ebeveynlerin ¢ogunlugunun 26-40 yas aralifinda
oldugu, egitim durumlarmin genellikle lise (%40,7) ve lisans (%25,9) seviyesinde oldugu, mesleklerinin
genel olarak ev hanimi (%33,3), memur (%33,3) ve is¢i (29,6) oldugu, ebeveynlerin yarisindan
fazlasinin (%59,2) 2 ¢ocuga sahip oldugu goriilmektedir.

Tablo 2. Pandemi déneminde evde kalinan siirecte cocukla ilgilenen kisi

Cocukla ilgilenen kisi n
Anne 11
Anne-baba 7
Babaanne/anneanne-dede 6
Bakici 2
Agabey-abla 1
Toplam 27
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Tablo 2 incelendiginde, katilimcilarin ¢gogunun pandemi doneminde uzaktan egitim yapildig
siiregte cocukla ilgilenen kisinin anne oldugunu belirttigi goriilmektedir. Katilimcilardan 7’si anne ve
babanin birlikte ilgilendigini ifade etmistir. Babaanne/anneanne ve dedenin ilgilendigini belirten 6, bu
stirecte ¢ocukla ilgilenmek {izere evde bakici oldugunu ifade eden 2 ve agabey-ablanin ilgilendigin,
ifade eden 1 katilime1 oldugu goriilmektedir.

Tablo 3. Ebeveynlerin pandemi siirecinde evden ¢aligma imkanina iligkin bilgiler

Evden g¢alisma imkani Kendisi Esi
Evet, vardi 18 6

Hayir, yoktu 9 21
Toplam 27 27

Tablo 3’te ebeveynlerin pandemi siirecinde evden c¢alisma imkanina iligkin bilgiler yer
almaktadir. Caligmanin katilimcilarinin tamaminin anne oldugu g6z oniine alindiginda; 27 anneden
18’inin evden c¢aligma imkan1 varken 9’unun evde ¢alisma imkaninin olmadigi, babalar i¢in ise 6’sinin
evden ¢aligsma imkan1 varken 21’inin evden ¢aligma imkaninin olmadig1 goriilmektedir.

Veri Toplama Aract

Calismanin verileri, arastirmaci tarafindan gelistirilen yar1 yapilandirilmig goériisme formu ile
toplanmistir (Ek.1). Goriisme formu hazirlanirken literatiir incelemesi yapilmig, konu ile iligkili
caligmalardan ve yapilan arastirmalarin sonuglarindan yararlanilmistir. Hazirlanan sorular, dil ve
anlatim bakimindan uygunlugunun kontrol edilmesi amaciyla bir Tiirk¢ce dil uzmanina sunularak
goriisleri alinmigtir. Daha sonra olusturulan taslak form, kapsam gecerliligini saglamak amaciyla iki
alan uzmaninin goriisiine sunulmus, calismanin amaci ve sorular arasindaki iligkiyi degerlendirmeleri
istenmistir. Alan uzmanlarindan gelen elestiriler dogrultusunda diizenlenen formun ¢alisma grubunda
yer almayan bir ebeveyn ile pilot uygulamasi yapilmistir. Pilot uygulama sonrast son sekli verilen form,
ebeveynlerle ilgili 5 kisisel bilgi sorusu, 9 agik uglu sorudan olugmaktadir. Sorular, ebeveynlerin
pandemi siirecinde uzaktan egitim yapilan donemde ¢ocuklariyla iligkileri, ¢ocuklarmin bakimi ve
egitimi ile ilgili goriislerini degerlendirecek nitelikte hazirlanmustir.

Aragtirmanin verileri 2021 yilmin Haziran ayinda goriisme yoluyla toplanmistir. Yar
yapilandirilmig goriismeler, katilimeinin algiladigi diinyay: kendi diisiinceleriyle ifade etmesine olanak
saglamaktadir (Merriam, 2018). Calisma kapsaminda yapilan goriismeler, pandemi kosullar1 sebebiyle
yliz ylize gergeklestirilememis olup ebeveynlerle yapilan 6n goriismede tercihleri dogrultusunda
goriintiilii ¢evrimigi goriisme ya da telefon goriismesi seklinde gergeklestirilebilecegi bildirilmigtir.
Ebeveynlerin tercihleri dogrultusunda goériismelerin tamami telefon goriismesi seklinde yapilmustir.
Yapilan goriismeler, veri kaybini dnlemek icin ses kayit cihazi ile kayit altina alimmistir. Goriismeler
yaklagik 15 dakika siirmiis, verilerin tamami arastirmaci tarafindan toplanmustir.

Verilerin Analizi

Aragtirmada yar1 yapilandirilmis goriismelerden elde edilen veri setleri, icerik analizi
yontemiyle analiz edilmistir. Calismanin verileri, giivenirligi saglamak amaciyla arastirmaci disindaki
bir alan uzmani tarafindan analiz edilmis ve analiz sonuglar1 arasindaki tutarlilik karsilastirilmistir.
Ayrica ¢alisma igerisinde katilimeilarin ifadelerine yer verilmis, bu alintilar yorumlanmadan dogrudan
alintilar seklinde sunulmustur. Alinti yapilan yerlerde katilimcilarm isimleri kullanilmamis, bunun
yerine her katilime1 igin E1, E2, ... E27 seklinde kodlar kullanilmistir.

Bulgular

Bu boéliimde, ebeveynlerin ¢ocuklariyla pandemi kosullarinda yasadiklari deneyimlere iliskin
goriislerine yer verilmistir. Caligmanin amacina yonelik olarak ebeveynlerin bu dénemde ¢ocuklarinin
davraniglarinda yasanan degisimler, egitim kurumu tarafindan yapilan uzaktan egitim uygulamalari,
uzaktan egitimin etkisi ile ilgili goriisleri, uzaktan egitimde yasadiklar1 problemler, ¢cocuklaryla evde
vakit gecirirken yaptiklar1 etkinlikler, cocuklarinin egitimini listlenmek konusundaki yeterlilik algilari
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ve pandemi siirecinin sebep oldugu kaygilari ile ilgili goriisleri tablolar halinde sunulmus, bulgulara
iliskin dogrudan alintilarla ebeveyn ifadelerine yer verilmistir.

Tablo 4. Uzaktan egitimin devam ettigi pandemi déneminde ¢ocuklarin davraniglarinda yasanan degisim

Cocukla sorun

n Yasanan sorun n
yasanma durumu
Siirekli evde olmaktan kaynakl isteksizlik-sikilma-gerginlik 6
Tablet ve telefonla ¢ok fazla vakit gegirme 3
Kardesler arasinda kavga-catigma 2
Evet, yasandi 12
Annenin evden uzak kalmasindan kaynakli psikolojik problemler 2

Evde siirekli birlikte olmaktan dolay1 ebeveyn-gocuk iligkisinde
sinirlarin zorlanmasi

Hayir, yasanmadi 15 - -

Tablo 4 incelendiginde, ¢alismaya katilan 27 ebeveynden 15’inin uzaktan egitimin devam ettigi
pandemi doneminde ¢ocuklarin davraniglarinda herhangi bir sorun yasanmadigi goriilmektedir.
Ebeveynlerden 12’si bu dénemde sorun yasadiklarini belirtirken en sik yasanan sorunun siirekli evde
olmaktan kaynakli isteksizlik-sikilma-gerginlik (n=6) oldugu goriilmiistiir. Ebeveynlerden 3’
cocuklariin ¢ok fazla tablet ve telefonda vakit gecirmelerinden kaynakli sorun yasadiklarini sdylemis,
2 ebeveyn kardesler arasinda kavga ve catisma oldugunu ve 2 ebeveyn de annenin evden uzak
kalmasindan kaynakli psikolojik problemlerin goriildiiglinii ifade etmislerdir. Bir ebeveyn ise evde
siirekli birlikte olmaktan dolayr ebeveyn-cocuk iliskisinin zorlandigin1 belirtmistir. Sorun
yasanmadigini belirten ebeveynlerden bazilar1 bu durumun g¢ocuklarla olan iligkileri i¢in daha iyi
oldugunu belirtmistir. Bu gortslerle ilgili ebeveyn ifadeleri agagidaki gibidir:

E4 “Egitim evde oldugu icin ben biraz baskict olmaya ¢alisiyordum. Yapalim, edelim, yapman
lazim falan diye. Tabi bu sefer de isteksizlikler oluyor... mesela oyun oynamak istiyor.”

E13 “Siirekli ¢izgi film, telefon, televizyon... Elektronik aletlere karsi ilgisi artti. Izletmesem
olmuyor, izin veriyorum, bu sefer sadece ekrana bagh kaliyor ve biz de bundan rahatsiz oluyorduk.”,

E9Q “Tabi, stresli ortamlarimiz da oldu. Ikisi de yas olarak kiiciik ve yakin oldugu icin
birbirileriyle ¢atismalart oldu. Anlastiklart zaman kadar anlagamadiklar: zaman da oldu. Bu kaosu
asmak adina tabii ki liml yaklasildi. Ama bazen -¢ocuklar da dahil- birbirimize sinirlendigimiz
zamanlarimizda oldu. Miimkiin mertebe en hasarsiz sekilde atlatmaya ¢alistik ama kolay degildi.”

E1l “Ben isimle alakali olarak -karantinaya girdigim icin- evden 1-1,5 ay gibi bir siire uzak
kalmak zorunda kaldim. O siire zarfinda ¢ocuklarm biraz psikolojisi bozulmustu diyebilirim.”

E26 “Tabi, sabir konusunda birazcik degisiklik yasandi. Devamli beraber oldugumuz igin bazi
smrlarda zorlamalar oldu.”

E6 “Daha ¢ok onlara zaman ayirma sanst buldum diyebilirim. Evden c¢aligtik, evdeki
stirecimizde bakici teyzemiz ilgilendi. Sonrasinda da ben devamli evdeydim. Onlar agisindan aslinda
iyiydi. Biz olumsuz bir durum yagsamadik.”

E27 “Bizi olumlu yonde etkiledi a¢ikeasi. Siirekli bir kosturma igindeymisiz daha once. Zaten
iki yasindan itibaren krese gittiler. Ondan énce anneanne bakmisti. Iletisimimizin eksik oldugunu fark
ettim. Bizi biraz daha ters yonde etkiledi bu durum. Lyi yonde etkiledi yani. Iletisimimiz giiclendi,
birbirimize baglhiligimiz artti bence. Birbirimizi daha iyi tamidik. Degisimin sebebi de daha fazla vakit
gecirme imkdmmizin olmasi.”
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Tablo 5. Devam edilen okul 6ncesi egitim kurumunun yaptigi uzaktan egitim uygulamalari

Kurum tarafindan uzaktan
egitim uygulamasi yapilma n Yapilan ¢aligmalar n
durumu

[y
o

Tum etkinlikler

[y
o

Sanat etkinligi
Eve gonderilen etkinlik/ddevler
Okul kitaplari ile ¢caligma
Evet, yapildi 27 Fen etkdnlig
Matematik etkinligi
Bilgim yok
Miizik etkinligi
Tirkge etkinligi

N A M OO0 01O O N

Okuma yazmaya hazirlik etkinligi

Hayir, yapilmadi - -

Tablo 5 incelendiginde, ¢aligmaya dahil olan ebeveynlerin cocuklarinin devam ettigi kurumlarin
tamaminin uzaktan egitim uygulamasi yiiriittiigli goriilmektedir. 27 ebeveynden 10’u tiim etkinliklerin
yapildigin1 soylerken 10 ebeveyn sanat etkinliklerinin, 7 ebeveyn eve gonderilen etkinliklerin, 6
ebeveyn okul kitabinin, 6 ebeveyn fen etkinliklerinin, 5 ebeveyn matematik etkinliklerinin, 4 ebeveyn
miizik etkinliklerinin, 4 ebeveyn Tiirk¢e etkinliklerinin, 2 ebeveyn okuma yazmaya hazirlik
etkinliklerinin yapildigini ifade etmistir. Ayrica 2 ebeveyn bu siirecte ¢ocuklara sorular soruldugunu
sOylerken 5 ebeveyn de uzaktan egitim siirecinde ya kendisinin ¢ocugunun yaninda olmadigi i¢in ya da
¢ocugu uzaktan egitime yeterince katilamadigi i¢in bilgisi olmadigini belirtmistir. Bu goriislerle ilgili
ebeveyn ifadeleri asagidaki gibidir:

E12 “Genelde yapilabilecek olan her ¢alisma yapildi.”
E8 “Elisi yapti. Resim falan yapti.”

E23 “Sag olsun ogretmenimiz ¢iktisimi alabilecegimiz dokiimanlar gonderdi. Diizenlemeler
yapti. Biz onlara gore evde yaptirdik.”

E13 “Iki farkl: set var bizde, ondan devam ettik. Bir de milli eSitimin verdigi ii¢ tane kitap var.
Onlari bitirmeye ¢alistik. O sekilde uzaktan egitime devam ettik.”

E3 “Zoom iizerinden yaptilar. Ben denk gelmedim ¢alistigim igin”

E5 “Biz olmadigimiz icin babaannesindeydi, o yiizden katilmadik. Uzaktan egitime girmesini
saglayacak kimse yoktu.”

’

E7 “Ben giindiiz calistigim i¢in onu bilmiyorum. Uzaktan egitimde olmadim.’

E11 “Canli derslere pek katilamadi. 1-2 defa katildi, daha fazla katilamadi. Katilamamasinin
sebebi telefonla ilgili bir stkintiydi. Telefondan baglaminca sesle alakali problem oluyordu. Olmaynca
da daha sonra iizerine diismedim diyebilirim.”
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Tablo 6. Uzaktan egitimle yapilan ¢alismalarin gocugun gelisimine etkisi

Uzaktan egitim ¢aligmalarinin

¢ocugun gelisimine etki etme n Uzaktan egitimin etkisi n
durumu
Sosyal etki 8
Akademik etki 4
Saglik agisindan 3
Etkisi oldu 25 Farkli kisilerle iletisim kurma 2
Sikilmadan vakit gegirme 2
El becerisi 1
Disiplin 1
Sevdigi etkinlikleri yapma 1
Telefon/tablette oyun oynamayi 6nleme 1
Etkisi olmadi1 7 - 7
Yeterince katilamadi/Fikrim yok 2 - 2

Tablo 6’da ¢aligmaya katilan ebeveynlerin uzaktan egitimde yapilan etkinliklerin ¢ocuklarin
gelisimlerine etkisi ile ilgili yanitlara yer verilmistir. Buna gdre en sik verilen yanit, ¢ocuklarin
sosyallesmesi iizerine olan etkisi (n=8) olmustur. Ebeveynlerden 4’ii akademik etkisinin, 3’ saglik
acisindan etkisinin {izerinde durmustur. 2 ebeveyn g¢ocuklarinin bu siirecte farkli kisilerle iletigim
kurmalar1 iizerinde etkiye sahip oldugunu vurgularken 2 ebeveyn de uzaktan egitimin ¢ocuklarinin
sikilmadan vakit gegirmelerinde etkili oldugunu ifade etmistir. Bunlarin yani sira 1’er ebeveyn el
becerisinin gelisimi, disiplin, sevdigi etkinlikleri yapma ve telefon/tablette oyun oynamayi 6nleme
acisindan etkili oldugunu ifade etmistir. 7 ebeveyn uzaktan egitimin herhangi bir etkisi olmadigim
belirtirken 2 ebeveyn ise uzaktan egitime ¢esitli sebeplerle yeterince katilamadiklarini ifade ederek
herhangi bir goriis bildirmemislerdir. Bu goriislerle ilgili ebeveyn ifadeleri asagidaki gibidir:

E9 “Okul ortamindan uzaklasmadigim diisiiniiyorum. Ogretmeninden uzaklasmadi. Sinifta da
iyi oldugu arkadaglar katilyyordu derse genelde. Onlarla da bir iletisim halinde olmug oldu”,

E12 “En azindan arkadaslariyla tamamen kopmus olmadi uzaktan egitim esnasinda. Biz
annesiyle babasiyiz neticede. Arkadagla olan paylasuimi ya da 6gretmeni ile olan iletisimi daha farkl.
Cocugun tamamen i¢e donmemesi anlaminda destekledigini diistintiyorum. Sosyal olarak desteklenmesi
agisindan ¢ok giizeldi.”

E13 “Cok harika bir egitim oldu, ¢cok giizeldi falan diyemem. Kegke pandemi siireci olmasaydt
okula gitseydi de daha giizel vakit gecirseydi.”

E20 “Okul oncesi icin iyi oldu diyebilecegim bir sey yok.”

E15 “Aktif olmas:... Ozellikle kalem ve makas tutabilme yetenegi vardi aslinda ama daha ¢ok
gelistigini_diigiiniiyorum. Evde boyama olarak daha ¢ok karalama yapiyordu. Juan artik boyamaya
basladi. Ogretmenine gosterdigi i¢in daha ozenli oldu.”

E3 “Saglik acisindan iyi oldu. Her giin okula gitmedi ve daha ¢ok sikinti olmadi.”

E4 “Her giin farkl kisi (stajyer) oldugu igin kolay adapte olabilme yetenegini gelistirdigini
diistintiyorum. Bizim ogretmenimiz kadin, erkek olunca acaba sikinti olur mu diye diistinmiistiim ben...
Acaba ogretmeni gibi konusabilir mi? Sorulara cevap verebilir mi? diye diisiinmiistiim ama onlar: da
sevdiler onlara da kolay adapte oldular.”

’

E10 “Evde sikildiklart i¢in vakit gecirebilmeleri adina canli dersin bayagi bir katkist olmustur.’
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Tablo 7. Uzaktan egitimde yaganan problemler

n Yasanan problemler n
Internet baglantis ile ilgili sorunlar 9
Kullamilan uygulamalarla ilgili sorunlar 5
Evet, sorun Evde ayn1 anda birden fazla ¢ocugun uzaktan egitime
20 N 3
yasandi baglanmak zorunda olmasi
Kullanilan cihazla ilgili sorunlar 2
Internet ve cihaza ulasimin ge¢ olmasi 1
Hayrr, 11
sorun - -
yasanmadi

Tablo 7 incelendiginde, calismaya katilan 27 ebeveynden 11°1 herhangi bir sorun yasanmadigini
belirtmiglerdir. Ebeveynlerden 9’u internet baglantisi ile ilgili sorunlar yasadiklarimi sdylerken 5°i
kullanilan uygulamalarla ilgili sorun yasadiklarini, 3’ii evde ayni anda uzaktan egitime baglanmak
zorunda olan birden fazla ¢ocuk olmasinin sorun olusturdugunu ifade etmistir. 2 ebeveyn kullanilan
cihazlarla ilgili sorun yasadiklarinin, 1 ebeveyn ise internet ve cihaza ge¢ ulasabildiklerini ifade
etmislerdir. Bu goriislerle ilgili ebeveyn ifadeleri asagidaki gibidir:

E1 “Internetle alakali bir stkintimiz olmadi, sadece bazen EBA dan giremedik Zoom 'dan girdik,
Zoom dan giremedik EBA dan girdik.”

’

E7 “Ablaswyla kardesinin ayni saate denk geliyordu, bazen giremiyordu.’

E11 “Teknik bir sikintiydi. Telefondan baglanmaya ¢alistim, tabletimiz yoktu. Telefondan
baglaninca sesle ilgili problem oluyordu. Cihazlardan kaynaklanan bir problem.”

Tablo 8. Uzaktan egitim ¢aligmalari diginda evde vakit gecirirken yapilan etkinlikler

Evde vakit gecirirken yapilan etkinlikler n
Akademik becerilere yonelik etkinlikler (¢izgi ¢alismasi, matematik

s T o . 24
¢aligmasi, 6gretmenin gonderdigi calismalar, okul kitab1 ¢aligsmasi)
Zihinsel becerilere yonelik etkinlikler (kutu oyunlari, yapboz, deney, lego, 14
sudoku)
Sanat etkinlikleri 12
Oyun oynama 10
Ev islerine yardim etme (mutfak, temizlik) 9
Dil gelisimine yonelik etkinlikler (kitap okuma, hikaye olusturma) 8
Cigek dikme 2
Yeterince ilgilenemedim 1

Tablo 8’de ebeveynlerin uzaktan egitim siirecinde ¢ocuklarla evde vakit gegirirken 6gretmenin
planladig1 egitim ¢alismalar1 diginda yaptiklan etkinliklere iliskin cevaplar goriilmektedir. Bu siirecte
ebeveynler tarafindan en ¢ok ifade edilen etkinligin akademik becerilere yonelik etkinlikler (n=24)
oldugu dikkat ¢gekmektedir. Zihinsel becerilere yonelik etkinlikler (n=14), sanat ¢alismalar1 (n=12), ev
isleri (n=9), dil gelisimine yonelik etkinlikler (n=8) yaptiklarin1 ifade eden ebeveynlerin yani sira 2
ebeveyn, birlikte ¢igek diktiklerini belirtmistir. Calismaya katilan ebeveynlerden 1’1 bu siirecte cocugu
ile yeterince ilgilenemedigini ifade etmistir. Bu goriislerle ilgili ebeveyn ifadeleri asagidaki gibidir:
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E11 “Ogretmenimizin gondermis oldugu etkinlik sayfalar: vardi. Sene basinda da bir egitim seti
almustik, onlardan evde yapmaya ¢alistim. Okuldaki gibi yogunlastirilmis degil ¢ok seyrek oldu evde”

E21 “Sesli harflerin ¢calismasini yaptik. Toplama ¢ikarma yaptik. Sayilart yazma, sayma, birden
20’ye kadar yazma gibi, sayma gibi, boyama ¢alismalari... Béyle etkinlikler yapabildik.”

E13 “Puzzle aliyorduk. Ilk baslarda 50 ile yiizle basladik. Sonra baktik cocugumuz yapabiliyor.
Bir anda 150, 250, 300’liik puzzlelar almaya basladik.”

E15 “Sayi ve harf kartlari aldim ben ona. Kizmabirader gibi sayarak oynayacagimiz seyleri
oynadik birlikte. Sudoku hazirlatmisti 6gretmenimiz, basit sudokular, onlardan oynadik o sekilde
gegirdik”

E8 “Bir keresinde yaprak topladik geldik. Yapraklardan sekiller yaptik, hayvanlar yaptik,
cicekler yaptik boyadik.”

E8 “Genelde oyun oynuyoruz. Oyun oynamayr ¢ok seviyoruz. Saklambag gibi evde
oynanabilecek oyunlardan oynadik”

E9 “Daha ¢ok yemek yapmak, pasta yapmak gibi etkinlikler yapmaya ¢alistik.”

E27 “Kitap yazma ¢alismasi yaptik. Stirekli 5-6 tane kdgit alip katlayip bir tarafina resim yapip,
bir tarafina da bana séoyleyerek yazi yazdirryor.”

Tablo 9. Ebeveynlerin ¢ocuklarinin egitimini listlenmek konusunda kendilerini yeterli bulma durumlarina iligkin
bulgular

Yeterli bulma durumu n Yetersiz bulunan alanlar n
Sorularina cevap vermek 2
Zaman ayirmak 2
Disiplin olusturmak 2
Hayrr, yeterli 10 El becerilerinin giiclendirilmesi 1
bulmuyorum Davranig problemleri 1
Sikilmamasini saglamak 1
Seviyesine inmek 1
Higbir sey icin yeterli degilim 1
Evet, yeterli buluyorum 17 - -

Tablo 9’da ebeveynlerin gocuklarinin egitimini tistlenmek konusunda kendilerini yeterli bulma
durumlar1 ve yetersiz bulduklar1 alanlara yer verilmistir. Caligmaya katilan 27 ebeveynden 17’si kendini
bu konuda yeterli buldugunu, 10 ebeveyn de kendini yeterli bulmadigini ifade etmistir. Cocuklarinin
egitimini iistlenmek konusunda kendilerini yeterli bulmadigim ifade eden ebeveynlerden 2’si
cocuklarmin sorularina cevap vermek konusunda, 2’si ¢ocuklarma zaman ayirmak konusunda, 2’si
disiplin olusturmak konusunda, 1°i el becerilerinin gii¢clendirilmesi konusunda, 1°i davranis problemleri
konusunda, 1’i sikilmamasini saglamak konusunda, 1’i seviyesine inmek konusunda kendini yetersiz
buldugunu belirtirken 1 ebeveyn ise higbir sey i¢in yeterli olmadigini1 belirtmistir. Bu goriislerle ilgili
ebeveyn ifadeleri asagidaki gibidir:

E4 “Cok yeterli bulmuyorum agik¢asi. Bazen sordugu soruya cevapsiz kalabildigim oluyor.”

E20 “Vakit ¢cok olmadigi icin yeterli bulamiyyorum. Vakit olarak ¢ok ciddi sorun var. Tam onunla
ilgilenmesi gereken zamanda biz de yeni gelmis oluyoruz. Biraz stkintili oluyor bizim i¢in.”

E14 “Cok yeterli bulmuyorum. Ciinkii bir 6Sretmen degiliz, biz egitimini almadik. Ogretmenin
bir otoritesi oluyor. Ister istemez bizde onun eksikligi oluyor”
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Tablo 10. Ebeveynlerin ¢ocuklarinin egitimi konusunda pandemi déneminin sebep oldugu kaygilar

Kaygiya sahip

olma durumu n Sahip olunan kaygilar n
Akademik becerilerle ilgili
kaygilar 13
Sosyal becerilerle ilgili kaygilar 5
Var 20 Okula uyum ile ilgili kaygilar 5
Disiplin sorunlari 2
Odaklanma sorunlari 1
Yok 7 - -

Tablo 10 incelendiginde c¢alismaya katilan 27 ebeveynden 20’sinin ¢ocuklarinin egitimi
konusunda pandemi donemi kaynakli kaygilarinin oldugu, 7’sinin kaygi duymadigi goriilmektedir.
Cocuklarinin egitimi konusunda kaygi duyan ebeveynlerden 13’ii akademik kaygilara sahip oldugunu
sOylerken 5’1 sosyal acidan kaygi duyduklarini, 5’i okula uyum ile ilgili kaygilar yasadiklarini, 2’si
disiplin sorunlart ile ilgili kaygiya sahip olduklarini ve 1’1 odaklanma sorunlari ile ilgili kaygiya sahip
olduklarimi belirtmislerdir. Bu goriislerle ilgili ebeveyn ifadeleri asagidaki gibidir:

E26 “Seneye birinci sinifa gectigi zaman uzaktan egitim olursa heceleri ya da harfleri nasil
verebilirim diye diistintiyorum. Kaygist biiyiik oluyor tabii ki.”

’

E3 “Cocuklar cogunlukla biraz gerilediler tabi. Yani yiiz yiize egitime benzemiyor.’

E17 “Hi¢ arkadagimiz yok burada. Ayni sekilde cocuklarimizin da arkadasi yok. Cocuklarin her
seyden cok istedigi sey arkadasg, bir oyun ortami. Bunu ¢ok hissettik. Sosyal acidan kaygi yaratiyor uzak
kalmalarr.”

E11 “Birinci simifa basladigi zamanki adaptasyon siireci olumsuz etkilenir mi, bu konuda
kaygilarim var tabi.”

ES “Okula basladiklarinda disiplin olsun, adaptasyon olsun o tarz seylerde eksiklik olabilir diye
diigtiniiyorum. Daha baslamadan okulun nasil oldugunu tam anlamadan uzak kalmig oldular”

Tablo 11. Ebeveynlerin okul 6ncesi egitimde uzaktan egitimle ilgili nerileri

Oneriler n
Onerim yok 11
Siirenin daha uzun olmast 7
Higbir sekilde daha iyi olamaz 4
Her ¢ocukla bireysel olarak ilgilenilmesi 2
Cocuklarin ekran baginda daha aktif olabilecekleri yontemler kullanilmasi 1
Ogretmenlerin uygulamay1 etkili kullanmalar1 i¢in egitim almalari 1
Daha fazla akademik etkinlik yapilmasi 1
Tablet dagitilmasi 1

Tablo 11°de ebeveynlerin okul dncesi egitimde uzaktan egitimle ilgili 6nerilerine yer verilmistir.
Caligmaya katilan 27 ebeveynden 11’1 dnerisi olmadigini, 4’{i de higbir sekilde daha iyi olamayacagini
ifade etmistir. Ebeveynlerden 7’si slirenin daha uzun olmasi yoniinde 6neride bulunurken 2’si her
cocukla bireysel olarak ilgilenilmesi gerektigini ifade etmistir. 1’er ebeveyn ise ¢ocuklarin ekran baginda
daha aktif olabilecekleri yontemlerin kullanilmasi, 6gretmenlerin uygulamay1 etkili kullanmalari igin
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egitim almalari, daha fazla akademik etkinlik yapilmasi, tablet dagitilmasi dogrultusunda Onerilerde
bulunmuslardir. Bu goriislerle ilgili ebeveyn ifadeleri asagidaki gibidir:

E7 “Hichir sekilde uzaktan egitim normal eSitimin yerini tutamiyor. I¢ ice olmuyor,
arkadaglariyla bir sey paylasmuyor.”

E21 “Bizim yarim saatlik stiremiz vardi. Bence o siire yeterli degildi. Haftada ti¢ giindii. Bana
gore yeterli degildi. Ciinkii zaten derse baglanmast merhabalasma, nasisin iyi misin fash, derse yeni
giren katiltyor, oradan siirekli bir seyler soyleniyor, merhaba ben geldim, séyle béyle. Belki zaten 10
dakikasi oyle geciyor. Kalan 20 dakikada da -zaten bunlar kiiciik ¢cocuklar- siirekli bir seyler sormak
istiyorlar, konusmak istiyorlar, siirekli yarida kaliyor. Bana gére yarim saatlik egitim yeterli degildi.
Biraz daha siiresi uzun olabilirdi.”

E6 “Ogretmenlerin daha cok 6grencilerle iletisime girmesi gerektigini diisiiniiyorum. Arayarak
haftada bir bile olsa ozellikle 6grenciyle konusmak istenebilir. Toplu olarak konusulabiliyor canlt
derslerde ama ¢ocuk ¢ok kiiciik ve kendi tizerine alamiyor. Ama haftada bir bile 6gretmenin kendisiyle
konusmak istemesi, ona ozel bir video yollamasi, bunlar okul oncesi grubu cocuklar icin ¢ok etkili
olabiliyor bence.”

E22 “Ogretmenlerin online egitime hazir olmasi gerekiyor ya da geng 6gretmenler daha hazir
olabilir. Bazi ogretmenler imkanlari daha iyi kullanabiliyor. Ogretmenler Zoom kullanma egitimi
almadan buna basladi. Bununla ilgili ders alabilir 6gretmenler.”

Tartisma, Sonuc ve Oneriler

Bu calismada 5-6 yas grubunda okul Oncesi egitim alan ¢ocugu olan ebeveynlerin Covid-19
pandemi kosullarinda gergeklestirilen uzaktan egitim uygulamalarinda ve bu siirecte yasadiklari
deneyimler cesitli acilardan ele alinarak incelenmistir. Bu bdliimde ¢alismanin amaci dogrultusunda
elde edilen bulgularin sonuglarina yapilmis ¢alismalar 1s18inda tartigilarak yer verilmistir.

Calismada elde edilen bulgular incelendiginde, pandemi doneminde evde uzaktan egitimle
gecirilen siiregte cocuklarla siklikla annelerin tek basina ya da anne ve babanin birlikte ilgilendigi
gorlilmiistiir. Bunun disinda da ailedeki ¢alisma ve yasam kosullarina bagli olarak ¢ocukla ilgilenme
slirecine anneanne, babaanne ve dede gibi aile bilyliklerinin dahil oldugu goriilmiistiir. Ebeveynlerin
calisma durumlarinda ise bu siiregte ailedeki daha biiylik ¢ocuklarin ya da bakicilarin ¢ocuklarla
ilgilendigi anlagilmaktadir. Konca ve Cakir’in (2021) yaptiklar1 ¢calismada da pandemi déneminde okul
oncesi donemdeki c¢ocuklarla annelerin ailenin diger iiyelerine gore daha fazla ilgilendikleri
goriilmistiir. Gelir ve Diizen (2022)’nin ¢aligmasi ise 6zellikle annelerin ev isleri, mesleki gorevler,
cocuklariin bakimi ve egitimi gibi sorumluluklari {istlendiklerini ve bu sorumluluklarini dengelemekte
zorlandiklarint gostermistir. Caligmaya katilan ebeveynlerin pandemi siirecindeki ¢alisma kosullar
farklilik gostermektedir. Sonuglar, annelerin ¢ogunun evde galigma imkan1 varken babalarin ¢gogunun
evde calisma imkaninin olmadigim1 gostermektedir. Ancak calismaya katilan annelerin 9’unun ev
hanimi oldugu diistiniildigiinde ¢alisan 18 annenden 9’unun evden g¢aligma imkani oldugunu kalan
9’unun ise evden ¢alisma imkan1 olmadig1 goriilmektedir. Is yasaminda olup evden calisabilme imkani
olan anne ve babalarin sayilar1 birbirine daha yakinken evden calisma imkani olmayan babalarin
sayisinin daha fazla oldugu anlasilmaktadir. Ote yandan yapilan arastirmalar gocukla ilgilenmenin
annenin gorevi oldugunu kabul eden geleneksel bakis agisinin giiniimiizde hala yaygin oldugunu
gostermektedir (ACEV, 2017). Hem bu siirecte annelerin evde olma imkaninin babalara gore biraz daha
fazla olmas1 hem de cinsiyet ve anne-baba rolleri ile ilgili geleneksel bakis agilarinin annelerin,
cocuklarm bakim ve egitimi ile babalara gore daha fazla ilgilenmelerinin sebeplerinden oldugu
diistiniilebilir.

Uzaktan egitimin devam ettigi pandemi doneminde c¢ocuklarin davranislarinda yasanan
degisime yonelik olarak, goriisiilen ebeveynlerin yaklasik yarisi bu siirecte sorun yasadiklarimi diger
yarisi ise sorun yasamadiklarini ifade etmistir. Yasanan sorunlar ise en ¢ok ¢ocuklarin siirekli evde
olmasindan kaynakli egitim etkinliklerine kars1 isteksizlik, sikilma ve gerginlik davranislar sergilemeleri
olarak karsimiza ¢ikmaktadir. Ebeveynlerin bazilar1 ¢ocuklarin bu siiregte tablet ve telefonla ¢ok fazla
vakit gecirmelerini sorun olarak goriirken, kardesler arasindaki kavgalar, evden uzak kalmak zorunda
olan annelerin ¢ocuklari ile yasadiklar1 psikolojik sorunlar ve evde siirekli birlikte olmaktan kaynakli
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ebeveyn ¢ocuk iliskisinde ortaya ¢ikan sikintilar, yasanan diger problemler olarak ifade edilmistir.
Shorer ve Leibovich’in (2020) 2-7 yas ¢cocugu olan ebeveynlerle yaptiklart ¢alisma ¢ocuklarin covid-19
salgint siirecinde sinirlilik, ajitasyon ve saldirganlik, ayrilik korkular1 ve yapigma gibi stres belirtileri
gosterdiklerini ortaya koymustur. Jiao ve ark. (2020), 3-18 yas araligindaki ¢ocuklarin salgin sirasindaki
davranissal ve duygusal bozukluklarini inceledikleri ¢aligmada da yapisma, dikkatsizlik ve sinirliligin
tim yas gruplarindaki cocuklar tarafindan gosterilen en siddetli psikolojik durumlar oldugu
gorlilmiistiir. Ok, Torun ve Yazici’nin (2021) yaptiklar1 ¢aligmanin sonuglari da c¢ocuklarin evde
olmalarinin elektronik aletleri daha fazla kullanmalarina sebep oldugu ve ¢ocuklarda bu donemde o6tke,
saldirganlik, etkinliklere ilgisizlik ve etkinlik takibinde zorluk gibi durumlar yasandigini ortaya
koymustur. Kiigiik yastaki ¢ocuklarin gelisim donemleri goz Oniine alindiginda duygularini ve stresi
yonetme becerilerinin heniiz tam olarak gelismemis olmasinin etkisiyle, yasanan zorunlu evde kalma
siirecinin ¢ocuklarin davranislarina cogunlukla 6fke ve saldirganlik olarak yansimis oldugu sdylenebilir.
Bunun yani sira sayi olarak az da olsa bazi ebeveynler, evde kalinan donemde sorun yagamanin aksine
bu siirecin ¢ocuklartyla olan iligkileri agisindan olumlu gectigini belirtmislerdir. Okatan ve Tagay
(2023)’m yaptiklar1 ¢alismada veliler, pandemi doneminin ailecek daha fazla zaman gecirme, aile
baglarmin kuvvetlenmesi, iletisimin ve paylasimin artmasi gibi olumlu ydnlerinin yani sira aile igi
catisma, teknoloji kullaniminin artmasi1 ve evde sikilma gibi olumsuz yonlere vurgu yapmislardir.
Aradaki bu farkliliklar, ailelerin bu siiregteki yasam kosullarinin ne diizeyde kolay ya da zorlayici
olduguyla ilgili olabilir. Bu ¢alismada ise olumlu yorum yapan ebeveynlerden birinin, esi ile birlikte
evden caligma sansina sahip olan, digerinin ise evde ¢ocuklarin bakimi i¢in yardimcist olan kisiler
olmasinin bu siireci daha az sikintiyla geg¢irmelerine ve iligkilerini gii¢clendirecek kosullar yaratmalarina
etki ettigi sonucuna varilabilir.

Calismada elde edilen bulgulara gore katilan ebeveynlerin cocuklarinin devam ettigi okul 6ncesi
egitim kurumlarimin tamaminin uzaktan egitim uygulamasi yaptigi goriilmektedir. Bes ebeveyn,
etkinlikler sirasinda ¢ocugunun yaninda olmadigin1i ya da g¢esitli sebeplerden uzaktan egitim
etkinliklerine katilamadiklarindan ne tiir etkinlikler yapildigini géremedigini belirtmistir. Yapilan
etkinlik tiirlerine iliskin bilgiler ise siklikla tiim etkinliklerin yapildigini, ayn1 zamanda sanat etkinliginin
de 6gretmenler tarafindan uzaktan egitim siirecinde diger etkinliklere gore daha fazla tercih edildigini
gostermektedir. Tozduman Yarali ve Ozkan Kunduracr’min (2022) calismasinda, uzaktan egitim
stirecinde Ogretmenlerin ¢ogunlukla Tiirkge ve okuma yazmaya hazirlik etkinlikleri yaptiklar
goriilmiistiir. Yildirim (2021) ¢alismasinda dgretmenler pandemi dénemindeki uzaktan egitimde sanat,
Tiirkce, fen, drama, miizik, matematik etkinlikleri ve oyunlar1 uyguladiklarimi belirtmislerdir.
Ogretmenlerin bu sayede cocuklari cesitli beceri alanlarinda desteklemeye calistiklari diisiiniilebilir.
Oyun, erken ¢ocukluk egitimi i¢in en etkili ¢aligmalardir. Cocuklar en iyi oyun yoluyla 6grenirler ve
uygulamali etkinlikler yoluyla aktif olabildiklerinde odaklanirlar (Kim, 2020). Inan (2020), pandemi
siirecinde Ogretmenler tarafindan iyilestirici hikayelerin okunmasi, gorsel sanatlar ve oyun gibi
rahatlatan etkinliklere yer verilmesinin c¢ocuklarin psikolojik iyi oluglarina katki saglayacagim
belirtmektedir. Altin ve Gilindogdu’nun (2021) okul 6ncesi 6gretmenleri ile yaptiklart ¢alismanin
sonuclart da sanat etkinliklerinin Ogretmenlerin uzaktan egitim silirecinde en sik tercih ettikleri
etkinlikler arasinda yer aldigin1 gostermektedir. Aral ve Kadan’in (2021) ¢alismasinda elde edilen
sonuclar ise Ogretmenlerin uzaktan egitimde yapilabilecek etkinlikler konusunda hikaye, okuma
yazmaya hazirlik, sarkilt oyun ve ritim ve sanat ve deney etkinliklerine yer verme konusunda hemen
hemen esit siklikta goriis bildirdikleri goriilmiistiir. Ogretmenlerin sanat etkinliklerini uzaktan egitimde
tercih etmelerinin sebebi sanat etkinliklerindeki gorsel 6geleri ¢cocuklarin dikkatini ¢eken bir unsur
olarak kullanmay1 daha avantajli bulmalarmdan kaynaklanabilir.

Calismaya katilan ebeveynlerden bazilarinin uzaktan egitimle yapilan etkinliklerin ¢ocuklarmin
gelisimine etki ettigi alanlarla ilgili fikirleri, onlar1 sosyal acidan desteklemesi yoniinde olmustur.
Ebeveynler, yapilan uzaktan egitim uygulamalarinin ¢ocuklarin arkadaslarini ve 6gretmenlerini goriip
onlarla goriintiili olarak etkilesime gegmelerinin evde gecen siiregte cocuklarin ¢okga kisitlanan sosyal
etkilesimleri ag¢isindan olumlu oldugu goriigiindedirler. Uzaktan egitim uygulamalarinin 6zellikle okul
oncesi donemde c¢ocuga hicbir katkist olmadigimi diisiinen ebeveyn sayisi da azimsanmayacak
diizeydedir. Ozgem ve ark. (2020) ebeveyn goriislerini inceledikleri caligmada katilimcilarin, uzaktan
egitimin okul oncesi donemdeki gocuklarin egitimine katkisinin yeterli olmadigi, uzaktan egitimin
etkisinin yiiz yiize egitime gore daha disiik oldugu yoniinde goriis bildirdikleri goriilmistiir. Aktan
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Acar, Erbas ve Eryaman’mn (2021) yaptiklari ¢alismanin sonuglari okul Oncesi 6gretmenlerinin de
ebeveynlerle benzer sorunlara odaklandiklarini gdstermektedir. Uzaktan egitimin okul Oncesi
cocuklarda istenen etkiyi yaratmadigi, ¢ocuklarin odaklanma sorunu yasadigi, sosyallesmenin eksik
kalmasi gibi bazi sorun durumlar1 belirtmislerdir. Ebeveyn ve 6gretmen goriisleri alinarak yapilan bir
bagka caligsmada ise hem ebeveynler hem de 6gretmenlerin ¢evrimici ortamin erken cocukluk egitimi
hedeflerine ulagsmada ¢ok etkili olmadig1 yoniinde goriis bildirdiklerini bunun yaninda 6gretmenlerin
ebeveynlere gore daha iyimser olduklarini ortaya koymustur (Plotka ve Guirguis, 2023). Ogretmenlerin
ogretimle ilgili bilgi ve tecriibelerinden yola ¢ikarak uzaktan egitimin iyilestirilebilecegi ile ilgili
diisiinceleri, onlarin ebeveynlerden daha olumlu bakis acisina sahip olmalarmi saglamis olabilir.
Ebeveynler agisindan diisiiniildiiglinde ise kendilerine bu siiregte zorunlu olarak yiiklenen egitimci rolii
ile yasadiklar1 zorlayici durumlarin, uzaktan egitimin etkisine daha olumsuz bir bakis agisiyla
yaklagmalarina sebep oldugu diisiiniilebilir.

Ebeveynlerin g¢ogunun uzaktan egitim siirecinde herhangi bir problem yasamadiklari
goriilmekle birlikte bazi ebeveynler internet baglantisindan kaynakli problemler yasadiklarimi ifade
etmislerdir. Kullanilan uygulamalar ve cihazlarla ilgili problemlerin yan1 sira evde egitim alan birden
fazla cocugun olmasi ancak uzaktan egitime baglanilabilecek birden fazla cihazin olmamasi bazi
ailelerde yasanan problemler olarak karsimiza ¢ikmaktadir. Bu problem sadece okul 6ncesi donemde
degil diger egitim kademelerinde olan ¢ocuklar i¢in de dezavantaj olusturmaktadir. Yapilan bazi
caligmalar bu soruna dikkat gekmekte, uzaktan egitime baglanilacak teknolojik yetersizligin 6nemli bir
sorun oldugunu ve bu sebepten c¢ocuklarin egitime katilim oranin diistiiglinii ifade etmektedirler
(Andrew ve ark. 2020; Bakirci, Dogdu ve Artun, 2021; Erkol, 2023; Konca ve Cakir, 2021; Marin, 2022;
Yenigiin, 2022). Bir ailenin yeterli olanaklardan yoksun olma durumu, cesitli neden ve kosullarin
sonucudur ve bu durum ebeveynlerin ¢ocugun uzaktan egitimine katiliminin eksik oldugu durumlar
yaratabilir (Kolak, Markic ve Horvat, 2023).

Ebeveynlerin cogunun bu dénemde ¢ocuklartyla evde vakit gecirirken onlar1 gelisimsel olarak
destekleyecek etkinlikler yapmaya ¢aligtiklar1 goriilmektedir. Calismaya katilan ebeveynlerden yalnizca
biri ¢ocuguyla yeterince ilgilenemedigini belirmis, bu durumu da calisan bir ebeveyn olmasi ile
iligkilendirmistir. Ebeveynlerin ¢ocuklartyla vakit gecirmek i¢in en sik tercih ettikleri etkinliklerin ise
akademik becerilere yonelik etkinlikler (¢izgi ¢caligmasi, matematik ¢alismasi, 6gretmenin gonderdigi
caligmalar, okul kitab1 ¢aligmasi) oldugu goriilmektedir. Kurt Demirbas ve Sevgili Kogak (2020) 2-6
yas arasi ¢ocugu bulunan ebeveynlerle yaptiklari ¢alismada, ebeveynlere salgin siirecinde ¢ocuklariyla
gecirdikleri siirede yaptiklar giinliik aktiviteler sorulmus, en sik yapilan aktivitenin fiziksel etkinlikler
oldugu ortaya cikmustir. Elde edilen sonuglar iki c¢alisma arasinda belirgin bir farklilik ortaya
koymaktadir. Bu ¢aligmaya dahil olan ebeveynlerin higbiri dogrudan fiziksel bir etkinligi
vurgulamamistir. Bunun sebeplerinden biri Kurt Demirbas ve Sevgili Kocak’in (2020) yaptig
caligmanin verilerinin salgin sebebiyle yasanan zorunlu kapanmaya ¢ok yakin bir tarih olan Nisan-
Mayis 2020 tarihleri arasindan toplanmis olmasi ve ebeveynlerin ¢ocuklarmin egitimleri yerine
hareketsiz kalmalarindan kaynaklanan sorunlara daha fazla odaklanmis olmalarindan kaynaklantyor
olabilir. Bu c¢alismanin verileri ise Haziran 2021’de toplanmistir. O tarihe kadar salgin kosullariyla
yaklasik bir yil gecirilmis ve ebeveynler yaklagik bir yildan fazla siire uzaktan egitim uygulamasi
deneyimlemistir. Salgin kosullarinda gegen siire uzadik¢a ebeveynlerin ¢ocuklarinin egitimleriyle ilgili
kaygilarinin ortaya ¢ikmaya basladigi ve bu konuda ¢ocuklarini daha fazla desteklemeye ¢alistiklar
diisiiniilebilir. iki ¢alisma arasindaki farkliliklardan digeri ise Kurt Demirbas ve Sevgili Kogak’m (2020)
yaptig1 calismaya katilan ebeveynlerin 2-6 yas aralifinda ¢ocuklara sahipken bu g¢alismaya katilan
ebeveynlerin 5-6 yas grubu cocuklara sahip olmalaridir. Bu ¢alismaya katilan pek ¢ok ebeveynin
cocugunun bir sonraki sene ilkokula baglayacagi goz oniine alindiginda bu yas grubunda ¢ocugu olan
ebeveynlerin ¢ocuklarinin akademik gelisimleri ile ilgili kaygilarinin daha baskin olmasi ve ¢ocuklarini
bu alanda desteklemek istemeleri normal karsilanabilir. Benzer sekilde verileri 2020-2021 egitim
ogretim yilmin ilk donemini kapsayan bir bagka ¢aligmanin sonuglari ise velilerin kaygi duyduklari
durumlar arasinda en sik karsilasilanin ¢ocuklarinin egitimi oldugunu gostermistir (Okatan ve Tagay,
2023). Pandemi basladiktan sonraki siirecte, yeni bir egitim &gretim yilina baglarken pandemi
kosullarinda gecen ilk alt1 aylik donemde ebeveynlerin edindigi uzaktan egitim deneyimleri ve
cocuklarmin akademik becerileri ile ilgili ortaya ¢ikan sorun durumlari, ebeveynleri ¢ocuklarim
akademik beceriler konusunda daha fazla desteklemeye yoneltmis olabilir.
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Ebeveynlerin ¢ogunun ¢ocuklarinin egitimini {iistlenmek konusunda kendilerini yeterli
bulmalariyla ilgili inanglarinin olumlu oldugu goriilmiistiir. Kendilerini yeterli bulmadigin1 diisiinen
ebeveynlerin ise yasadiklari sorunlarin daha ¢ok g¢ocuklarinin sorularina cevap verememek, onlara
yeterince zaman ayiramamak ve disiplin olusturamamaktan kaynaklandigir goriilmektedir. Lau ve
Lee’nin (2021), yaptiklar1 caligmada okul dncesi donem cocugu olan ebeveynlerin yaklasik dortte
birinin uzaktan egitimde ¢ocuklarina yeterince zaman ayiramamaktan kaynakli zorluklar yasadiklar
sonucuna ulagilmistir. Pandemi siirecindeki uzaktan egitim ile ilgili yapilan bazi c¢aligmalar da
ebeveynlerin ¢ocukla uygun iletisim kurma, disiplin olusturma gibi konularda zorluk yasadiklarini
ortaya koymaktadir (Ar1 Arat ve Ogelman, 2021; Putri ve ark., 2020). Ebeveynlerin ¢ocuklariyla olan
iletisimleri ve disiplin olusturma konusunda yasadiklari sorunlarin da bu siirecte gocuklarinin egitimleri
ile ilgili olarak kendilerini yetersiz hissetmelerine neden oldugu diisiiniilebilir. Listyaningrum, ve ark.,
(2020)’'nin yaptiklart calismalarin sonuglari, ebeveynlerin pek cofunun evden egitim sirasinda
cocuklarma ebeveynlik yapma konusunda bilgi, beceri, sosyal ve duygusal destek gibi alanlarda
mentorluga ihtiya¢c duyduklarini ortaya koymaktadir. Caligmalarin sonuglarindan hareketle, bu siiregte
ebeveynlerin bilgi, beceri ve psikolojik olarak desteklenmeleri ile hem cocuklartyla olan iletisim
becerilerinin hem de akademik anlamda desteklemek konusundaki yeterliliklerinin arttirilmasinin
miimkiin oldugu diistiniilebilir.

Ebeveynlerle yapilan goriigmeler, pek c¢ogunun cocuklarinin egitimi konusunda pandemi
déneminin sebep oldugu cesitli kaygilarinin oldugunu isaret etmektedir. Bunlardan en sik karsilasilan
akademik kaygilardir. Ebeveynlerin bir diger kaygisinin da ¢ocuklarinin sosyallesme ihtiyaglarina
yonelik oldugu goriilmiistiir. Drvodelic ve Domovic (2022)’in ebeveynlerle yaptiklari ¢aligmada
uzaktan egitimin ortaya ¢ikardig1 en 6nemli olumsuz degisimlerden ikisi sosyal temasin kisitlanmasi ve
ebeveynlerin okul basarisi korkusu oldugu ortaya konmustur. Aral, Aysu ve Kadan (2020)
caligmalarinda oyun oynama, oyuna dahil edilme ve akranlar1 tarafindan kabul edilmenin okul dncesi
donemdeki ¢ocuklar i¢in dnemli ihtiyaclar oldugunu ve pandemi kosullarindaki siiregte cocuklarin
arkadaslar1 ve 6gretmeniyle telefon ya da goriintiilii olarak goriisebilecegi zamanlarin olusturulmasinin
onemli oldugunu vurgulamiglardir. Calisma grubundaki ebeveynlerin ¢ocuklari ile uzaktan egitim
etkinlikleri disinda bu tiir uygulamalarin planlanmamis olmasi sosyallesme ile ilgili kaygilarin
iistesinden gelmeyi zorlastirmis olabilir. Sahip olunan akademik kaygilar agisindan ise ¢alismaya katilan
ebeveynlerin gocuklarinin 5 yas déneminde ve pek ¢ogunun ¢ocugunun bir sonraki dénem ilkokula
baglayacak olmasi sebebiyle birinci sinifa baglama ve ilkokula hazirlikla ilgili kaygilarinin olmasi
beklenen bir sonugtur. Aynit zamanda ebeveynlerin bir kisminin ¢ocuklarinin okula uyumla ilgili
kaygilar1 oldugunu belirtmis olmasi bu durumu desteklemektedir.

Ebeveynlerin bir yillik uzaktan egitim deneyimlerinden yola ¢ikarak en ¢ok sunduklari 6neri,
bir glinde yapilan oturum siiresinin uzatilmasi olmustur. Baglant1 problemleri, sesle ilgili sorunlar ve
her ¢cocugun farkli hizda ilerlemesi gibi sebeplerden ¢ogu zaman etkinliklerin yarim kaldigina deginerek
yarim saatlik iki oturum halinde planlanmasinin daha verimli olabilecegi goriisiindedirler. Ebeveynler
tarafindan ifade edilen bir bagka 6neri uzaktan egitim siirecinde her ¢ocukla bireysel olarak ilgilenilmesi
yoniinde olmustur. Ozgem ve ark.’nin (2020) calismasinda ebeveynler dgretmen-gocuk arasindaki
etkilesimin az oldugu belirtilmistir. Elde edilen sonuglar, 6gretmen-gocuk etkilesiminin kisitlanmasinin
uzaktan egitim siirecinin dnemli bir sinirliligi oldugunu gdstermesi agisindan paralellik gostermektedir.
Ayrica ebeveynler cocuklarin ekran basinda daha aktif olabilecekleri yontemler kullanilmasi ve
ogretmenlerin uzaktan egitim uygulamalarim etkili kullanabilmeleri i¢in egitim almalarinin daha iyi
olabilecegi konusunda Onerilerde bulunmusglardir. Cetinkaya Aydin (2020) calismasinda pek c¢ok
Ogretmenin uzaktan egitim siireci ve bu siirecte gerekli olan teknolojik becerilere sahip olmadigini ayrica
OECD tarafindan 98 {ilkede egitimci ve egitim paydaslariyla yapilan calismada, O6gretmenlere
profesyonel destek saglanmasinin katilimecilarin en 6nemli gordiigli sorunlar arasinda oldugunu
belirtmistir. Ulkemizde uzaktan egitim uygulamalar, 6zellikle okul &ncesi egitim alaninda heniiz ¢cok
yenidir ve pandemi silirecinde okul Oncesi Ogretmenleri uzaktan egitime yeterli deneyimleri ve
hazirliklar1 olmadan baslamak zorunda kalmistir (Akkas Baysal, Ocak ve Ocak, 2020; Yiirek, 2021).
Yapilan pek ¢ok ¢alismanin sonucunda 6gretmenleri uzaktan egitim alaninda desteklemek igin egitim
verilmesi Onerilmektedir (Aktan Acar, Erbas, Eryaman, 2021; Aral ve ark., 2021; Bartan, 2022; Duran,
2020; Erkol, 2023; Tozduman Yarali ve Ozkan Kunduraci, 2022; Yenigiin, 2022; Yildirim, 2021; Yiirek,
2021). Akin ve Aslan’in (2021) eylem aragtirmasi olarak yapilandirdiklar1 ¢aligmada ise planlar,
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materyaller, canli ders siire ve saatleri gibi konularda ailelerle birlikte karar verilmistir. Calismanin
sonucuna gore uzaktan egitimde Ogretmen ve aile iletisimindeki stirekliligin ¢cocugun siirece aktif
katilmasini destekledigi goriilmiistiir. Buradan yola ¢ikarak 6gretmenlerin, eylem planlarini ailelerin ve
cocuklarmn ihtiyaclarma gore diizenlemeleri 6nemli oldugu goriilmektedir. Aral ve ark.’nin (2021)
yaptiklari1 deneysel calismada, okul 6ncesi donemdeki ¢cocuklara nefes farkindalik ve hareket etkinlikleri
ile verilen ¢evrim i¢i egitimin ¢ocuklarin 6z diizenleme ve duygu diizenleme becerilerine etkisinin
olmadig1 sonucuna ulasilmistir. Bu sonug¢ dogrultusunda ¢ocuklarin ve egitimcilerin uzaktan egitim
siirecine hazir olmamalarinin yani sira uzaktan egitimin yliz yiize egitime alternatif olamayacagi
vurgulanmustir. Ote yandan teknolojik araglarin ve platformlarin tiirii ve tasarimi, uygulanan pedagojik
yontemler, ¢ocuklarin egitiminin kalitesi ve katilimi {izerinde dogrudan etkiye sahiptir ve dijital
teknolojilerin dogru bir sekilde kullanilmasiyla ¢ocuklara uygun egitimi saglamak miimkiindiir (Faria
ve ark., 2019; Digital Education Action Plan 2021-2027, 2020, akt. Merfeldaite, Prakapas, Railiene,
2021). Pandemi sirasinda ¢evrimigi veya ¢cevrimdisi yontemler kullanarak evde 6grenmenin saglanmasi,
6grenme siirecinin iyi ilerleyebilmesi i¢in ebeveynler ve 6gretmenler arasinda is birligi gerekmektedir
(Aslindah ve Sari, 2021). Calismalarin ortaya koydugu sonuglardan yola ¢ikarak okul dncesi egitimde
yliz yiize egitimin alternatifi olmasa da zorunlu hallerde yapilacak uzaktan egitim uygulamalarini daha
nitelikli hale getirebilmek igin 6gretmenlerin bu alandaki becerilerini gelistirmenin 6nemli oldugu
gorlilmektedir. Bu sayede 6gretmenlerin uzaktan egitim siirecini daha iyi planlayabilecegi, ebeveynlerle
isbirligi yaparak onlar i¢in etkili bir rehber olabilecegi diisiiniilebilir.

Elde edilen sonuglar dogrultusunda su onerilere yer verilebilir;

e Ulkemizde pandemi siirecinde farkli bolgelerde ve farkli sosyoekonomik diizeylerde
ebeveynlerin yasadiklar1 deneyimler de degisiklik gdsterebileceginden benzer ¢aligmalar
farkli iller ve 6rneklemler lizerinde yapilarak sonuglar karsilagtirilabilir.

e  Okul 6ncesi egitimde gerceklestirilen uzaktan egitimde ebeveynlerin rolii daha 6nemli hale
gelmektedir. Ebeveynlerin kaygilarini aza indirirken siireci ¢ocuklar icin daha verimli hale
getirebilecek ebeveyn destekli uygulamalari igeren deneysel galigmalar planlanabilir.

e Ebeveynlerin uzaktan egitim siirecini daha etkili siirdiirebilmelerinde en 6nemli rehber
dgretmenlerdir. Ogretmenlerin uzaktan egitimde aile ile isbirligi becerilerini destekleyecek
egitimler diizenlenebilir.

e FEvde kalinan donemin c¢ocuklar fiizerinde psikolojik olarak olumsuz yansimalar
goriildiigiinden pandemi gibi zorunlu hallerde ebeveynlere psikolojik destek saglayacak
cevrimici ¢oziimler gelistirilebilir.

e Pandemi, afet gibi zorlayic1 kosullarda bir zorunluluk olarak karsimiza g¢ikan uzaktan
egitim uygulamalarinda okul oncesi donemdeki ¢ocuklara uygun egitim igeriklerinin
gelistirilmesi i¢in ¢aligmalar yapilabilir.
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Ek.1.
GORUSME FORMU
KIiSISEL BILGILER
= Kag yasindasimz?
= Egitim durumunuz nedir?
= Mesleginiz nedir?
= Kag cocugunuz var? Yaglar kac?
= Okullarin egitime ara vermesiyle ¢ocugunuzla kim ilgilendi?
GORUSME SORULARI

1. Pandemi basladiktan sonra esiniz ve siz evden ¢aligma imkanina sahip miydiniz?

2. Busiirecte gocugunuzla iliskinizde degisim yasandi mi? Degisimin sebebi sizce ne olabilir?

3. Cocugunuzun devam ettigi egitim kurumu uzaktan egitim uygulamas yiiriittii mii? Ne tiir calismalar
yapildi?

4. Uzaktan egitim uygulamalarinin ¢cocugunuzun gelisimini hangi agilardan destekledigini diisiiniiyorsunuz?

5. Uzaktan egitim uygulamalarinda problem yasadiniz mi? Ne tiir problemler yasadiniz?

6. Busiirecte gocugunuzla evde vakit gegirirken ne gibi etkinlikler yaptimz?

7.  Cocugunuzun egitimini istlenmek konusunda kendinizi yeterli buluyor musunuz? Hangi alanlarda yetersiz
oldugunuzu diisiiniiyorsunuz?

8. Cocugunuzun bundan sonraki egitimini diisiindiigiiniizde pandemi déneminin sebep oldugu kaygilarmniz
var mi? Varsa nelerdir?

9. Uzaktan egitimle ilgili dnerileriniz nelerdir?
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Introduction

In recent years, countries need to keep up with the rapid developments in science and
technology. With the advancement of science and technology, there is a need for a skilled workforce for
economic development, which necessitates equipping young people with new generation competencies.
In addition to academic knowledge and skills, there is a need to impart knowledge and skills that enable
adaptation to the work environment and competitiveness (Jerald, 2009). The Partnership for 21st
Century Skills (P21) (2019) summarizes these skills under three themes: learning and innovation skills;
information, media, and technology skills; and life and career skills. Learning and innovation skills
encompass critical thinking and problem-solving, creativity and innovation, and communication and
collaboration skills, while information, media, and technology skills include information literacy, media
literacy, and information, communication, and technology literacy. Life and career skills cover
flexibility and adaptability, initiative and self-direction, social and cross-cultural skills, productivity and
accountability, leadership, and responsibility (P21, 2019).

It appears possible to impart intertwined, interrelated skills of the 21st-century such as creativity,
critical thinking, problem-solving, and collaboration to students through education that reflects
situations of interdependence in daily life, especially in interconnected core areas such as science,
technology, engineering, and mathematics (STEM). Akgiindiiz et al. (2015) state that such education is
possible not through traditional STEM education but through integrated STEM education, which can
easily be implemented with primary school students. STEM education not only prepares students for the
future in STEM fields (National Research Council [NRC], 2011) but also supports their orientation
towards STEM-related careers. Schmidt and Fulton (2016) emphasize the importance of early STEM
education but highlight shortcomings in educational programs. Early STEM education provides a strong
foundation for life skills by enabling students to develop interdisciplinary knowledge and skills (NRC,
2011) and increases the likelihood of choosing STEM-related professions and working in STEM-related
jobs in the future (NRC, 2011). STEM education enables students to understand complex scientific
issues, enjoy STEM integration, engage in collaborative learning, and thus develop collaboration skills
(Cetin & Balta, 2017). Therefore, to support students' 21st-century skills providing quality early STEM
education is important. In this regard ensuring that teachers receive training about STEM education
(Schmidt & Fulton, 2016), and strengthening the professional capacities of early STEM educators (Corlu
et al., 2014) are inevitable. Karisan et al. (2019) state that prospective teachers need to be effective in
STEM education but cannot understand STEM and STEM education without adequate education and
experience, ultimately, they will not be able to implement STEM education as expected.

STEM education has made progress in the last twenty years, and many countries such as Russia,
Japan, Canada, Australia, the United States, and Tiirkiye have begun to integrate STEM education into
their science and/or mathematics curricula (Giinbatar & Bakirci, 2019). Lederman and Lederman (2013)
noted that teacher education programs in the United States focus on the development of pre-service
teachers in STEM education and integration of science, technology, engineering, and mathematics
(STEM). However, Rinke et al. (2016) state that the idea of particularly training STEM teachers at the
primary school level in the United States has not yet received the attention it deserves.

Practices at the primary school level are important to increase students' interest in STEM at an
early age (DeJarnette, 2012; Johnson et al., 2021). For this purpose, there is a need for primary school
teachers who have received quality STEM education (Wang, 2012). It is emphasized that primary school
teacher candidates need to learn STEM content knowledge and teaching in pre-service education.
However, studies indicate that there are some deficiencies, especially in interdisciplinary STEM content
knowledge among primary school teacher candidates (Honey et al., 2014), and they do not have
confidence in STEM and do not exhibit positive attitudes (Johnson et al., 2021).

Schmidt and Fulton (2016) stated that at the end of inquiry-based STEM education, prospective
primary school teachers may require facts/evidence, proven knowledge, and more explicit, direct
instruction, which could be associated with inadequate epistemological beliefs. Therefore, they
emphasized the importance of identifying the epistemological beliefs of student teachers in pre-service
STEM education. Davis (2003) generally asserted that teachers' beliefs and worldviews influence the
instructional methods they use in their classrooms. In this context, Barak (2014) expressed the
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importance of understanding teachers' beliefs and how these beliefs affect innovations such as STEM
education.

Epistemological beliefs are defined as beliefs about knowledge and knowledge acquisition
(Hofer & Pintrich, 1997). Developing students' epistemological beliefs at an early age is important for
better understanding of science (Greene et al., 2018) The study of epistemological beliefs dates to the
early 1970s. Initially, Perry (1970) defined unidimensional epistemological beliefs, while later
Schommer (1990) argued that epistemological beliefs are multidimensional, and these dimensions are
independent of each other. Schommer (1990) defined these dimensions as simplicity of knowledge,
certainty of knowledge, innate ability, and quick learning.

Studies (Ferguson & Brownlee, 2018; Schraw et al., 2011) indicate that epistemological beliefs
influence prospective teachers' learning and their participation in teacher education courses, therefore,
it is beneficial to be aware of their epistemological beliefs. The epistemological beliefs of prospective
teachers have the potential to influence their preferences for teaching and learning processes (Tanase &
Wang, 2010). Pre-service teachers with advanced epistemological beliefs generally tend to effectively
implement constructivist teaching approaches, while those with underdeveloped epistemological beliefs
often prefer traditional teaching approaches (Hashweh, 1996). Although not directly related to
epistemological beliefs, Giinbatar and Bakirci (2019) have shown that pre-service science teachers who
take more STEM courses have higher intentions of teaching STEM compared to pre-service primary
school teachers who take fewer STEM courses.

Pre-service teachers' epistemological beliefs not only influence their preferences in pre-service
education but also affect their decisions and practices regarding classroom activities and other duties
when they become teachers (Ferguson and Brownlee, 2018; Lunn-Brownlee et al., 2017; Schraw et al.,
2011). As future teachers, pre-service teachers need to not only plan, guide, and assess their students'
learning but also enhance their content knowledge (Buehl & Fives, 2009). Therefore, understanding pre-
service teachers' epistemological beliefs is important to comprehend how they learn STEM and how
they can teach it in the future (Elby et al., 2016). Thus, examining prospective teachers' views on STEM
education in regard to their epistemological beliefs is thought to provide a more comprehensive
perspective.

In this study, it is aimed to examine and reveal the views of STEM educated and non-STEM
educated prospective teachers on STEM education with regard to their epistemological beliefs. Within
this aim, answers to the following research questions have been sought:

1. What are the epistemological beliefs of STEM educated and non-STEM educated prospective
teachers regarding the nature of knowledge?

2. What are the views of STEM educated and non-STEM educated prospective teachers on
STEM education?

3. Regarding their beliefs about the structure of knowledge, what are the views of STEM
educated and non-STEM educated prospective teachers on STEM education?

4. Regarding their beliefs about the structure of knowledge, what are the intentions of STEM
educated and non-STEM educated prospective teachers to incorporate STEM activities into their
future classrooms?

5. Regarding their beliefs about the structure of knowledge, what are the STEM educated and
non-STEM educated prospective teachers’ recommendations for STEM education?

Method

This study was conducted as a basic qualitative research. According to Merriam (2009/2013),
basic qualitative research, which is widely preferred in the field of education, focuses on how individuals
interpret their interactions with their environments, the meanings they attribute to their experiences, and
how they construct those meanings. In line with this, in this study, the meanings STEM educated and
non-STEM educated prospective teachers attribute to STEM education, their intentions to implement
STEM practices in their classrooms when they become teachers, and their recommendations for STEM
education were presented in relation to their beliefs about the structure of knowledge.
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Study Group

The study group consists of a total of 24 volunteer prospective teachers, with 12 from elementary
mathematics education (n=12; 4 male, 8 female) and 12 from primary school education (n=12; 3 male,
9 female) programs. Since the focus of this study is to examine the views of prospective teachers on
STEM education considering their epistemological beliefs, prospective teachers STEM educated
(elementary mathematics education) and non-STEM educated (primary school education) were included
in the study.

Processes

Different processes were involved for elementary mathematics prospective teachers and primary
school prospective teachers depending on STEM education they received or not. The group receiving
STEM education, composed of elementary mathematics prospective teachers, attended an elective
course titled "Mathematics in Science Education™ conducted by the first author for 14 weeks, two hours
per week. In this course, besides acquainting elementary mathematics prospective teachers with the
theoretical foundations and basic philosophy of STEM approach, they were aimed to examine STEM
activities related to their fields and then develop, implement, and evaluate STEM activities. For this
purpose, in the first three weeks, theories related to STEM and relevant literature were discussed in the
classroom. Then, for another three weeks, prospective teachers examined and discussed STEM activity
examples from the literature. Discussions were deepened with questions such as what features make an
activity a STEM activity and how the activity can be further developed. In the remaining weeks,
elementary mathematics prospective teachers planned STEM activities to impart the goals they selected
from the elementary mathematics curriculum and presented the activities planned in the classroom. The
STEM activities they presented were discussed in the classroom, and they were encouraged to improve
their activities and activity plans based on the feedback received.

Non-STEM educated prospective teachers consisted of 12 primary school prospective teachers
who attended the Science Teaching course conducted by the first author for the same period of 14 weeks,
two hours per week. In this course, teaching methods for science education were provided to primary
school prospective teachers. In this study, prospective teachers which had received very limited STEM
education were named as non-STEM educated prospective teachers, while the prospective teachers
which had received STEM education were named as STEM educated prospective teachers.

Data Collection

A data collection instrument covering sections on demographic information, beliefs regarding
the nature of knowledge, and views and suggestions on STEM education was used to collect data.

The demographic information section included three questions regarding the gender, the teacher
training program they are currently enrolled in, and receiving STEM education.

To determine the epistemological beliefs, a data collection tool developed by Giiven (2013) was
conducted. In his master's thesis, Giiven (2013) developed a data collection tool comprising five
dimensions based on Schommer's (1990) theoretical propositions regarding the nature of knowledge,
including its source, structure, and certainty, as well as learning speed and learning ability dimensions
regarding the nature of learning. To ensure the validity of the instrument, opinions from experts in the
fields of science education and qualitative research methods were obtained regarding the content,
language, and appropriateness of the instrument. Subsequently, a pilot study was conducted with two
volunteer prospective primary school teachers. Following expert opinions and the pilot study, one
question for each dimension of Schommer's (1990) epistemological beliefs was included, resulting in a
total of five questions. Since this study was focused on the prospective teachers' epistemological beliefs
regarding the nature of knowledge, three open-ended questions related to the source, structure, and
certainty of knowledge were asked.

To evaluate the responses of prospective teachers to open-ended questions, a rubric developed
by Giiven (2013) was taken into consideration. This rubric categorized responses into three groups based
on the structure of knowledge: 1) Naive (responses indicating simplicity of knowledge); 2) Moderate
(responses indicating some knowledge as simple and some as complex); and 3) Sophisticated (responses
indicating complexity of knowledge). Additionally, responses were categorized based on the source of
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knowledge into: 1) Naive (responses indicating experts, books, or the internet as sources of knowledge,);
2) Moderate (responses indicating that the source of knowledge could vary depending on the situation,
sometimes relying on reason and other times on other sources); and 3) Sophisticated (responses
indicating reason as the source of knowledge). Lastly, responses were categorized based on the certainty
of knowledge into: 1) Naive (responses indicating that knowledge does not change, is absolute, and
certain); 2) Moderate (responses indicating that some knowledge does not change while others can); and
3) Sophisticated (responses indicating that knowledge can change and is not certain).

To determine the views and recommendations of prospective teachers regarding STEM
education, a semi-structured interview form consisting of ten open-ended questions, whose final form
was obtained after consulting experts in the field of STEM following a comprehensive literature review
by Yildirim and Tiirk (2018), was conducted. The three key questions addressing the research questions
of interest in this study were: "What are your views on STEM education?", "Would you like to
incorporate STEM practices into your classroom when you become a teacher?", and "In your opinion,
what are the key factors to ensure the effectiveness of STEM practices?" Permission was obtained from
the authors of the data collection instruments conducted in the study. At the end of the semester, data
were collected by the first author through face-to-face administration of the data collection instruments.

Data Analysis

The collected qualitative data underwent content analysis using an inductive approach
(Creswell, 2014). In a two-stage content analysis, initially, NVivo 11 was utilized for invivo and open
coding (Creswell, 2013), followed by axial coding (Giirbiiz & Sahin, 2018). During the open coding,
meaningful units within the data were identified to create codes, and then, through axial coding, similar
and related codes were grouped together to form themes, thus making the bulk of data more
comprehensible (Kvale, 1996). The relationships between the obtained codes and themes were
visualized using NVivo maps (Miles & Huberman, 1994). In interpreting the obtained data, NVivo maps
displayed the frequency or percentage of codes, with the aim of allowing for comparison and enabling
quality interpretations (Yildirim & Simsek, 2016), but not being to generalize or determine the direction
of the finding (Creswell, 2013). Consequently, the findings were interpreted through a holistic approach
by establishing intra- and inter-theme relationships and relating them to beliefs about the nature of
knowledge (Creswell, 2013), leading to inferences (Teddlie & Tashakkori, 2009). Moreover, scientific
ethical principles were meticulously adhered to throughout all stages of the study.

Validity and Reliability

Lincoln and Guba (1985) suggest some measures to convince the reader of the significance of
the findings in qualitative studies (as cited in Teddlie & Tashakkori, 2009). Accordingly, in this study,
every stage of the research has been presented as openly as possible for transferability. For credibility,
expert opinions were sought in the design of the study, development of data collection instruments, data
analysis, and interpretation stages. Moreover, participant and researcher diversification were achieved
by including two researchers with different levels of belief about the nature of knowledge, as well as
expertise in STEM education, epistemological beliefs of prospective teachers, qualitative research
methods, and teacher education fields. Finally, the positions of the researchers conducting the study
were disclosed under the relevant heading. For confirmability, the appropriateness of the data collection
process and analyses, whether the findings represent the data, and whether the inferences are based on
research findings were discussed with experienced researchers in STEM education, epistemological
beliefs, teacher education, and qualitative data analysis. These discussions with other researchers
enabled the researchers to recognize their biases and thus refine the findings and interpretations (Teddlie
& Tashakkori, 2009). Additionally, direct quotations from participants were provided in presenting the
findings, and consistency was supported by making connections within and between themes in
interpreting the findings.

Researchers’ Role

The first author, who has studies in STEM and science education fields, conducted the study
and collected data from prospective teachers for the elective courses titled "Teaching Science in Primary
Education™ and "Mathematics in Science Education™ that they taught concurrently. The participants
were grouped based on their beliefs about the nature of knowledge. Additionally, the first author, who
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formed the theoretical framework of the study, also discussed the findings within the relevant literature
framework. The second author, who has experience in teacher education, qualitative research, and
qualitative data analysis in addition to studies in science and STEM education, undertook responsibilities
related to the methodology of the research, data analysis, and writing up the findings.

Findings

In the presentation of the research findings, a deductive approach was followed. Accordingly,
first, the categories derived from both study groups and the main themes were visualized, subsequently,
comparatively interpreted in relation to beliefs about the nature of knowledge. Due to providing a richer
data source, interpretations of prospective teachers' views on STEM education were limited to beliefs
about the structure of knowledge. To facilitate the correlation of the findings on STEM education with
beliefs about the structure of knowledge, in direct quotations, alongside the participant number, if the
belief about the structure of knowledge was sophisticated, it was denoted as S, if moderate, as M, and if
naive as N. For example, M1-S indicates the first mathematics prospective teacher with a sophisticated
structure of knowledge.

The findings regarding prospective teachers' beliefs about the structure, source, and certainty of
knowledge are presented in Table 1. In Table 1, the participant numbers with “S” represent prospective
primary school, while those with “M” represent prospective elementary mathematics teacher.

Table 1. Findings regarding prospective teachers’ beliefs about the nature of knowledge

Participant Beliefs about the nature of knowledge
number Structure of knowledge  Source of knowledge Certainty of
knowledge
S1 Sophisticated Sophisticated Moderate
S2 Sophisticated Moderate Sophisticated
S3 Moderate Naive Sophisticated
S4 Naive Sophisticated Sophisticated
S5 Moderate Moderate Sophisticated
S6 Moderate Sophisticated Sophisticated
S7 Sophisticated Moderate Sophisticated
S8 Moderate Moderate Sophisticated
S9 Moderate Sophisticated Sophisticated
S10 Moderate Sophisticated Sophisticated
S11 Moderate Moderate Sophisticated
S12 Moderate Moderate Sophisticated
M1 Sophisticated Moderate Sophisticated
M2 Moderate Moderate Sophisticated
M3 Sophisticated Naive Sophisticated
M4 Sophisticated Sophisticated Sophisticated
M5 Sophisticated Moderate Moderate
M6 Sophisticated Moderate Sophisticated
M7 Naive Naive Sophisticated
M8 Naive Sophisticated Moderate
M9 Moderate Sophisticated Sophisticated
M10 Moderate Sophisticated Sophisticated
M11 Sophisticated Moderate Sophisticated
M12 Sophisticated Moderate Sophisticated

In Table 1; it is observed that, in terms of the structure of knowledge, 33.33% of prospective
primary school teachers, 41.67% in terms of the source of knowledge, and 91.67% in terms of the
certainty of knowledge have sophisticated epistemological beliefs. On the other side, 58.33% of
prospective elementary mathematics teachers in terms of the structure of knowledge, 33.33% in terms
of the source of knowledge, and 83.33% in terms of the certainty of knowledge have sophisticated
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epistemological beliefs. While S4, M7, and M8 have naive epistemological beliefs in terms of the
structure of knowledge, S3, M3, and M7 have naive epistemological beliefs in terms of the source of
knowledge, and S1, M5, and M8 have moderate epistemological beliefs in terms of the certainty of
knowledge.

The overall view of the findings regarding the opinions and recommendations of STEM
educated and non-STEM educated prospective teachers is presented in Figure 1.

Views on STEM
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Figure 1. Overall view of the findings regarding the opinions and recommendations of STEM educated and non-
STEM educated prospective teachers

The findings in Figure 1 indicate that the 186 codes derived from the views of STEM educated
prospective teachers through open coding, and the 147 codes obtained from the views of non-STEM
educated prospective teachers, were categorized into three main themes parallel to the research questions
following axial coding: Views on STEM education, intention to incorporate STEM practices when they
become teachers, and recommendations regarding STEM education.

Findings related to Prospective Teachers' Views on STEM Education

The findings obtained from STEM educated and non-STEM educated prospective teachers'
views on STEM education are presented in Figure 2 and interpreted in relation to their beliefs about the
nature of knowledge.
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Figure 2. Views of STEM educated and non-STEM educated prospective teachers on STEM education
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Findings in Figure 2 shows that the views of STEM educated and non-STEM educated
prospective teachers are grouped under four parallel themes, with STEM educated prospective teachers
expressing more views in all themes except for the theme of mistakes in STEM education.

In the theme of the meaning attributed to STEM education, it is evident that STEM educated
prospective teachers particularly perceive STEM education is necessary in today's conditions and
especially within the Turkish education system. Regarding the rationale for the necessity of STEM
education, they provide rationales clustered around its philosophy, outcomes, and teaching and learning
processes. They perceive STEM education as necessary in terms of its supportive philosophy of
scientific and applied education, its provision of 21st-century skills and critical thinking abilities, its
facilitation of learning, and its permanence in learning and teaching processes. Under this theme, the
rationales provided by participants such as M9-M, "I definitely think it needs to be learned. Without
integrating it into other disciplines, mathematics, science, technology, and engineering no longer make
much sense,” M12-S, "I think it should be implemented more in our country [Tirkiye],” M4-S,
"Development-oriented education is what is needed in the 21st-century,” and M6-S, "Through STEM
education... individuals with 21st-century skills are being raised," as well as M10-M's rationale, "It
makes learning permanent, enables the use of learned information in a chain like manner," have been
noteworthy.

It has been observed that many prospective teachers who think STEM education as necessary
and provide rationales for its necessity hold sophisticated beliefs regarding the nature of knowledge.
However, in the theme of concerns, some STEM educated prospective teachers express reservations.
For example, M1-S mentions that from the teacher's perspective, STEM education "requires extra time
and effort," which may lead to STEM education not being carried out in a manner consistent with its
purpose. Additionally, M2-M expresses concerns from the student's perspective, stating that "a lack of
knowledge in one area may negatively affect learning in other areas," and highlights drawbacks such as
the risk of disrupting the connections between STEM fields and removing opportunities for students to
establish connections themselves. Due to these reasons, they express reservations about STEM
education. In fact, M2-M states that "the student should establish the connection between STEM fields"
and therefore expresses opposition to STEM education.

Although fewer in number, the views of non-STEM educated prospective teachers regarding the
meaning attributed to STEM education are grouped under parallel themes with the views of STEM
educated peers. The rationales of non-STEM educated prospective teachers for the necessity of STEM
education are categorized into four categories. One group of non-STEM educated prospective teachers
considers STEM education necessary due to its philosophy, citing reasons such as its reliance on
research and inquiry, support for hands-on learning, and alignment with a constructivist approach. Some
emphasize its outcomes, such as supporting meaningful learning and fostering productive and innovative
individuals, while others highlight its interdisciplinary or complementary content structure.
Additionally, some emphasize the necessity of delivering education in all four different areas that
constitute STEM, requiring the use of both in-school and out-of-school learning environments, enabling
students to engage in interdisciplinary studies and utilize technology in teaching and learning processes.
In this category, the views of prospective teachers such as S7-S, "STEM education is great; students see
everything by doing and experiencing, leading to more meaningful learning,” S9-M, "I think it is a
system more suitable for a constructivist approach,” and S6-M, "STEM education is based on research
and inquiry," have been noteworthy.

It is noteworthy that many non-STEM educated prospective teachers have moderate beliefs
regarding the nature of knowledge. However, S12-M believes that STEM education is "exaggerated” in
Tiirkiye, while K5-N perceives it as an education that occurs in "“certain places, certain schools."

When examining the theme of the outcomes of STEM education, it is observed that STEM
educated prospective teachers believe that STEM education can lead to the acquisition of 21st-century
skills grouped into categories such as knowledge, media and technology literacy, life and career skills,
and learning and innovation skills. Focusing on learning and innovation skills among 21st-century skills,
STEM educated prospective teachers believe that STEM education can impart not only creative
thinking, communication, and collaboration skills but also primarily critical thinking and problem-
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solving skills. In this category, views such as those of M5-S, "STEM education contributes to the
development of children's three-dimensional thinking and the ability to work in teams by applying
theoretical knowledge practically,” and M9-M, "STEM education develops children's critical thinking,
scientific thinking, technology literacy, integration of different disciplines, collaborative work,
creativity, communication, productivity, responsibility, entrepreneurship, and self-direction skills" stand
out. STEM educated prospective teachers, the majority of whom have sophisticated beliefs regarding
the nature of knowledge, have stated that STEM education can impart skills such as scientific and critical
thinking, the ability to establish relationships between different disciplines, inquiry, and problem-
solving skills in the category of critical thinking and problem-solving skills. Regarding the ability to
establish relationships between different disciplines, the views of prospective teachers with varying
levels of beliefs regarding the nature of knowledge, such as M2-S's "It helps children establish
connections between topics," M9-M's "... enables the integration of different disciplines,”" and M7-N's
"brings together different fields of science at a shared template," indicate differences in beliefs regarding
the nature of knowledge and perspectives on the outcomes of STEM education.

On the other hand, some non-STEM educated prospective teachers perceive STEM education
as supportive of cognitive development and academic achievement in STEM-related subjects such as
science and mathematics. While much of this group, whose beliefs regarding the nature of knowledge
are mostly moderate, believe that STEM education can impart 21st-century skills, some others think that
STEM education can impart skills related to life and career skills, specifically productivity. Only S3-M
believes that STEM education can impart productivity in life and career skills, while others
predominantly believe that critical thinking and problem-solving skills, along with creativity and
innovation skills, can be acquired in the theme of learning and innovation skills. In this category, views
such as those of S9-M, "STEM education improves children’s efficiency in subjects like mathematics
and science,” S12-M, "STEM education promotes intelligence, thought, creativity, active participation,
and development in these areas,"” S5-M, "STEM education enhances children's problem-solving,
creative thinking, and design skills," and S6-M, "STEM education instills in children the ability to be
researchers, innovators, and solve problems on their own," form the main source of findings.

While the perspectives of both groups of prospective teachers on the benefits of STEM
education are primarily focused on 21st-century skills, it is observed that STEM educated prospective
teachers with sophisticated beliefs of structure of knowledge tend to emphasize a greater diversity of
21st-century skills. Conversely, the views of non- STEM educated prospective teachers’ moderate
beliefs of structure of knowledge tend to be limited to a lesser number/types of skills.

Upon examining the views of prospective teachers on the relationship between STEM fields, it
is evident that opinions emphasizing the mutual supportiveness of STEM fields are prominent. Many of
STEM educated prospective teachers stating mutual supportiveness of STEM fields have sophisticated
belief of structure of knowledge, whereas those without STEM education tend to exhibit a moderate
belief of structure of knowledge. STEM educated prospective teachers highlight the interconnectedness
and mutual supportiveness among different STEM fields, despite their distinctiveness. Noteworthy
perspectives in this regard include the statement by M11-S: "These disciplines are not independent; they
influence each other and form a whole,” M10-M's assertion that "Science uses mathematics, technology
supports engineering. In fact, there is an inseparable connection between them," and M5-S's statement
is that "One's development plays a role in the other.” Furthermore, the beliefs of prospective teachers
regarding the structure of knowledge influence how they define the relationship between STEM fields.
Those have sophisticated belief of structure of knowledge tend to define this relationship as mutual
influence, mutual support, and co-creation, while those have moderate beliefs tend to describe it as a
one-way relationship, such as stating that science supports mathematics or technology supports
engineering. Conversely, those have naive beliefs do not provide any specific description of the
relationship between STEM fields. Moreover, the view expressed by M1-S, stating that "In most cases,
[STEM] helps to explain each other, making it easier to understand,” goes beyond merely defining the
four fields as related,; it suggests that their interconnectedness has positive implications for teaching and
learning processes, facilitating the teaching/learning of one field through another. Although less frequent
among non-STEM educated prospective teachers, some still recognize that STEM fields are related to
each other and complementary. For instance, S2-S describes the relationship between STEM fields just
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like colors that together create a beautiful picture, while S4-N emphasizes Mathematics as the common
denominator. In contrast to their STEM educated peers, non-STEM educated prospective teachers
underscore the prerequisites of STEM education. For example, S10-M suggests that STEM education
requires a creative intellect, implying that it can only occur under certain conditions.

Some of prospective teachers' views on STEM education focuses on the mistakes made in
STEM education. The opinions of both groups regarding the mistakes in STEM education are
categorized into common three theme: goals, teaching and learning processes, and teacher qualifications.
Additionally, there are additional opinions from STEM educated prospective teachers regarding the
starting age for STEM education and teaching materials. STEM educated prospective teachers state the
misunderstanding of STEM philosophy, viewing STEM more as a teaching technique than an approach.
For example, M6-S pointed out the misunderstanding of STEM philosophy by stating, "STEM is seen
more as an instructional technigque." Regarding teaching and learning processes in STEM education,
STEM educated prospective teachers consider the lack of uniformity in teaching each field and the
failure to make connections to daily life as fundamental mistakes. For instance, M2-M mentioned that
integrating the four fields detracts from the discipline focused on, while M3-S stated that there is a lack
of integration of science and math topics with real-life scenarios, and M4-S noted that mathematics and
science education is only provided at a theoretical level, neglecting technology and engineering. In the
category of teaching materials, STEM educated prospective teachers see the lack of adequate economic
support as a mistake because it hinders the procurement of necessary teaching materials for STEM
education. Additionally, in the category of teacher qualifications, they stated that one of the fundamental
mistakes in STEM education is teachers with no STEM education. For example, M10-M emphasized
the importance of STEM education being understood, practiced, and embraced by teachers, indicating
that STEM education should be delivered by teachers having qualifications for STEM education.
Regarding the starting age for STEM education, STEM educated prospective teachers consider not
initiating STEM education at an early age and not continuing it at an appropriate level at every age as
fundamental mistake. For instance, M9-M criticized the lack of emphasis on STEM education at the
primary and preschool levels, while P11-S highlighted the absence of STEM education at every grade
as a fundamental mistake.

On the other hand, the views of non-STEM educated prospective teachers regarding the mistakes
in STEM education are more limited compared to their STEM educated peers. These views are primarily
grouped into categories of goals, teaching and learning processes, teacher qualifications, and content.
Some non-STEM educated prospective teachers mentioned in the goals category that the philosophy of
STEM education is not understood. For example, S5-M stated that "the purpose is not understood,” S11-
M expressed that there is a lack of importance given to STEM, and S8-S indicated that STEM education
is equated solely with conducting activities, which are fundamental mistakes regarding the goals of
STEM. In parallel, they perceive the unequal emphasis on STEM fields and the highlighting of certain
fields more than others as concerns related to the content. For instance, according to S3-M, "focusing
more on technology" is a fundamental issue with the content of STEM education. Non-STEM educated
prospective teachers also consider delivering STEM education at a theoretical level without making
connections with daily life or other fields as fundamental mistakes in teaching and learning processes.
For example, S1-S mentioned that providing STEM education "solely in a theoretical manner,” and S19-
M highlighted the lack of connection to daily life as fundamental mistakes. Regarding teacher
gualifications, not having teachers who have received STEM education is also considered one of the
fundamental concerns. For example, according to S4-N, "not giving STEM education to teachers" is a
fundamental mistake in STEM education in Tiirkiye.

Findings regarding the Intentions of Prospective Teachers to Integrate STEM Practices in
Their Future Classrooms

The opinions of prospective teachers, both those who have received STEM education and those
who have not, regarding their intentions to incorporate STEM practices in their classrooms are presented
in Figure 3.
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Figure 3. Findings regarding STEM educated and non-STEM educated prospective teachers' intentions to integrate
STEM practices in their future classrooms

When examining the findings in Figure 3, it can be observed that the opinions of both groups of
prospective teachers regarding their intentions to incorporate STEM practices in their classrooms are
grouped into three parallel themes, but there is a significant divergence in the content of these themes.

In the theme of reasons for incorporating STEM practices, it is evident that STEM educated
prospective teachers express a higher intention to integrate STEM education into their teaching practices
when they become teachers. Without distinction in their beliefs about the structure of knowledge, STEM
educated prospective teachers indicate that they will incorporate STEM practices into their classes when
they become teachers. For instance, M2-M expresses the intention to include "STEM practices in their
classes" when she/he becomes teacher because she/he believes that with STEM education, it is "easier
to understand the subject in different ways" for students. Regarding beliefs about the structure of
knowledge, sophisticated and moderate, prospective teachers intent to integrate STEM practices in the
future and foster active learning-based, and technology-supported STEM education. They emphasize
the need for qualified teachers who have received STEM education, as well as the cornerstones of STEM
philosophy. In contrast, the naive prospective teachers indicate that they consider incorporating STEM
education for indirect purposes such as attracting students' attention. STEM educated prospective
teachers believe that STEM education enhances students' focus and participation in class, making it
easier for students to understand the content. For example, while M5-S states, "I think it will encourage
students to participate more in class and focus,” M7-N mentions considering implementing STEM
practices as a teacher to "capture students' attention." However, some prospective teachers who have
received STEM education express their intention to incorporate STEM practices when they become
teachers but view the challenges of preparing STEM activities and the requirement for additional
training and experience as drawbacks. M10-M's statement, "... preparing activities or even imagining
activities is challenging. That's why | will first improve myself, then implement them with students,"
summarizes the situation. Similarly, M1-S expresses the view that "l would like to include STEM
practices when | become a teacher, but it's not easy; the teacher needs to have received STEM and its
education.” When examining the views constituting the theme of how to use STEM practices, it is
observed that STEM educated prospective teachers intend to take an interdisciplinary approach by
addressing different areas together, supporting students' active participation, and using technology-
supported instructional materials such as interactive boards, web tools, and modeling. M8-N states,
"Blending the four main areas,” while M11-S mentions, "Encouraging my students to actively
participate in activities in the classroom™ by providing real life examples of their intentions to
incorporate STEM practices in their classrooms. Furthermore, in the category of considerations to be
considered, some prospective teachers who intend to incorporate STEM practices when they become
teachers indicate that they will focus on guiding students correctly, enabling students to access
knowledge themselves, and supporting active participation, providing clues as to how they will conduct
the teaching and learning process. For example, while M10-M states, "l pay attention to enabling the

122



Journal of Education, Theory and Practical Research 2024, Vol 10, Issue 1, 112-131 Aylin CAM, Semra TICAN BASARAN

student to find their own correct path when guiding the student," they emphasize both active
participation and enabling the student to construct knowledge themselves.

However, despite having received STEM education, some prospective teachers have
reservations about incorporating STEM practices into their classes when they become teachers, from
the perspectives of both students and teachers. In the teacher category, some prospective teachers
express concerns about their ability to provide education in four different areas, the possibility of
teachers having educational deficiencies, and the challenges of implementing activities in crowded
classrooms. For instance, M9-M expresses concern about facing difficulties in implementing activities
in crowded classrooms, indicating that they may not incorporate STEM practices when they become
teachers. Similarly, M4-S mentions that the main reason for not providing STEM education in the future
is the belief that "STEM education should not only be provided by a mathematics teacher. It should be
provided by mathematics and science teachers, computer and engineering educators together." In the
category of concerns related to both students and teachers, some STEM educated prospective teachers
believe that factors such as not every subject being suitable for STEM, STEM topics not appealing to
every student, inadequate technological equipment in learning environments, or classroom activities
taking up too much time may increase the risk of not incorporating STEM practices when they become
teachers. For example, for M5-S, the reason for not incorporating STEM practices in the future is "the
inadequacy of technological devices in the classroom," while for M1-S, possible reasons include "STEM
activities taking up too much time" and "creating confusion for both students and teachers due to the
lack of a familiar system."

STEM education is also found to generate parallel themes among non-STEM educated
prospective teachers regarding their intentions to incorporate STEM practices into their classrooms
when they become teachers, though some differences in the content of these themes compared to their
STEM-educated peers. In terms of beliefs about the structure of knowledge, many non-STEM educated
prospective teachers, mostly moderate beliefs of structure of knowledge, have indicated their intention
to incorporate STEM practices into their classrooms when they become teachers, while others have not
yet made a decision or expressed no opinion on the matter. It is observed that prospective teachers who
express their ability to incorporate STEM practices in the future provide more general responses
compared to their STEM-educated peers. For example, S2-S states, "l organize activities, conduct
studies," S7-S mentions, "I conduct experiments with students,” S9-M says, "experiments would be from
daily life," and S11-M states, "I can incorporate STEM practices, but not in too much detail." Some
prospective teachers who indicate their intention to incorporate STEM practices in the future have
emphasized the necessity for teachers to receive education in STEM. For instance, S3-M states, "I can
incorporate STEM practices in my classroom after obtaining more information and learning about
STEM education," while S10-M says, "1 will thoroughly search STEM, learn about the implementation
stages, and then implement them." While S8-M responds with "I don't know" regarding whether they
will incorporate STEM practices in their classrooms when they become teachers, S1-S responds, "I think
it's too early to think about it." The main reason why prospective teachers like S1-S believe it is too
early to answer this question is probably because they have not yet received STEM education. It is
observed that the reasons for prospective teachers in this group not intending to incorporate STEM
practices into their classrooms when they become teachers are limited to concerns related only to
teachers, unlike their STEM-educated peers. When examining their concerns related to teachers, it is
understood that they are undecided about incorporating STEM practices into their classrooms due to not
having received the necessary education. For example, S3-M states, "I'm undecided because | don't think
I have enough education,” while S8-M says, "I don't think I'm qualified enough to implement STEM
practices.” It can be said that this finding is closely related to the finding that a significant portion of
prospective teachers would be able to incorporate STEM practices into their classrooms if they receive
the necessary pre-service education. Both findings indicate the importance of prospective teachers
receiving qualified STEM education before making decisions to incorporate STEM practices into their
classrooms in the future. Additionally, the fact that STEM-educated peers express concerns not only
about teachers receiving education but also about concerns related to the teaching of STEM indicates a
difference in perspective created by STEM education.
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Lastly, in the category of considerations to be noted, the views of non-STEM educated
prospective teachers indicating their intention to incorporate STEM practices into their classrooms when
they become teachers, are categorized into student, teacher, and teaching and learning process.
Regarding students, prospective teachers have mentioned that they will pay attention to students'
readiness and affective characteristics. For example, S7-S states that they will consider whether the
student "likes STEM" or not, while S1-S mentions that they will emphasize "ability." On the other hand,
in the teacher category, prospective teachers have emphasized the importance of the teacher's attitude
towards STEM. S1-S mentions that for STEM practices, the teacher's "care" is important. In terms of
teaching and learning processes, they have mentioned that they will focus on encouraging students'
active participation and collaboration. For instance, S5-M states that they will emphasize
"collaboration," while K15-M mentions that they will prioritize activities that promote "production,
thinking, and research.".

Findings regarding Recommendations on STEM Education from Prospective Teachers

The findings regarding recommendations on STEM education from STEM educated and non-
STEM educated prospective teachers are presented in Figure 4.
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Figure 4. Recommendations on STEM education from prospective teachers who have received STEM education
and those who haven't.

In Figure 4, it can be observed that both groups of prospective teachers have recommendations
regarding STEM education, which are categorized into the common themes of student, teacher, content,
learning environments, teaching and learning processes. Additionally, there are additional
recommendations grouped under the themes of curriculum for STEM educated prospective teachers and
family support for non-STEM educated ones.

STEM educated prospective teachers have provided recommendations in the student theme
related to appropriate ages for STEM education, benefits of early STEM education, and motivation
categories. In the category of appropriate ages for STEM education, a significant portion of prospective
teachers in this group recommend starting STEM education as early as possible, either in preschool or
primary school. Some prospective teachers suggest that STEM education should be provided in the
secondary or even high schools, while others believe that it can be provided at any age. Regarding the
age for STEM education, one participant expresses their view by referring to the proverb "Agag yasken
egilir" in Turkish (as the twig is bent, so grows the tree), suggesting that establishing the foundation
early can lead to better thinking in later years. Another participant emphasizes the importance of early
STEM education by stating that abstract concepts are difficult for children to understand at an early age,
and STEM education can make these concepts more tangible. Conversely, a participant who believes
that STEM education should be provided at higher education argues that preschool and primary
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education should provide basic education and that providing STEM education before literacy holds no
meaning.

The reasons why prospective teachers in this group, the majority of whom possess sophisticated
beliefs, advocate for early provision of STEM education is grouped under the sub-theme of benefits of
early STEM education, categorized into child understanding and guidance, readiness, benefits to the
child, and its effects on teaching and learning processes. Under the category of child understanding and
guidance, STEM educated prospective teachers emphasize the role of early STEM education in
identifying children's developmental characteristics and guiding them accordingly. For example,
participant M5-S suggests that early STEM education can "facilitate directing children towards their
areas of interest." In terms of achievements, prospective teachers suggest that early STEM education
enables students to experience interdisciplinary transitions at an early age, thus enhancing their holistic
and divergent thinking skills. In connection with readiness, they highlight the importance of early STEM
education in laying the foundation for STEM education at higher levels. For instance, M5-S states,
"Children should be gradually introduced to the system from primary school so that they can benefit
more from STEM education later on," while M10-M expresses the view that "STEM fosters integrative
thinking. Therefore, it is more beneficial for it to start at preschool level." In the category of teaching
and learning processes, prospective teachers highlight the positive effects of early STEM education in
attracting children's interests and providing concrete learning opportunities. Regarding motivation,
participants stress the importance of students' interest in STEM, with M11-S stating that "the willingness
of the student is one of the key factors that will make STEM implementations productive,” emphasizing
the importance of encouraging students to participate in STEM education for its success.

STEM educated prospective teachers have recommended that the content of STEM education
should mainly be mathematics. For instance, participant M2-M suggests that the effectiveness of STEM
applications depends on "giving emphasis to the main subject (Mathematics)," while participant M3-S
states, "Mathematics is the mother of everything, everything in STEM is built upon it," suggesting that
the content of STEM education could predominantly emphasize mathematics. However, it is worth
noting that this suggestion might be influenced by the fact that the prospective teachers making these
recommendations are students attending mathematics education program.

Furthermore, prospective teachers who have received STEM education believe that a good
STEM education can be achieved through the appropriate use of learning environments both inside and
outside of school. For a quality STEM education, participant M11-S recommends that schools should
have "sufficient learning environments such as classrooms and laboratories," participant M8-N suggests
"well-equipped classrooms,” and participant M4-S proposes "... a well-equipped STEM laboratory."
Additionally, participant M10-M highlights the necessity of "tools and equipment for students to
develop themselves and implement their ideas" in these classrooms, while participant M9-M emphasizes
the need for "technological devices." Moreover, regarding successful STEM education, they have also
provided recommendations for out-of-school learning environments. In this context, participant M4-S
suggests that "there should be science museums near schools,” while participant M4-S proposes that
"Schools should be located close to engineering faculties," suggesting that out-of-school environments
should also be utilized to support STEM education.

In the teaching and learning processes theme, STEM educated prospective teachers have
provided recommendations focusing on the integration of STEM fields, supporting effective learning,
and allocating sufficient time for STEM education. Regarding teaching and learning processes,
participant M6-S suggests that "STEM disciplines need to be properly integrated," participant M11-S
states, "Students need to be guided to discover the truth themselves," participant M4-S proposes that
"STEM education should not be delivered by a single mathematics teacher. It should be delivered by
mathematics and science teachers, along with computer and engineering educators,” and participant
M12-S emphasizes that "an efficient STEM education depends on allocating sufficient time." It is
believed that the inclination of prospective teachers who have received STEM education, such as
participant M12-S, to believe that sufficient time should be allocated for STEM education is associated
with their views on the philosophy of STEM, which emphasizes practical application and active student
participation.
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In the teacher theme, STEM educated prospective teachers have pointed out that a good STEM
education is associated with the number and quality of teachers, and accordingly, they recommend that
STEM education should be delivered by teachers who have received STEM education. For example,
M8-N suggests that for a good STEM education, there should be "a sufficient number of teachers," M6-
S believes that "Teachers need to be sufficiently informed in the fields of science, mathematics,
engineering, and technology," M9-M thinks that "The teacher needs to have teaching knowledge on top
of sufficient subject knowledge, and most importantly, they need to know how to integrate the subjects.”
In this theme, it can be observed that participant P8-N, who is at the naive beliefs of knowledge of
structure, focuses on the number of teachers, while participant P9-M, having moderate beliefs focuses
on the quality of teachers. This indicates that the beliefs of prospective teachers regarding the structure
of knowledge and their perspectives on STEM education are closely related and warrant further
investigation.

In contrast to their non-STEM educated peers, STEM educated prospective teachers have also
made recommendations regarding the curriculum theme. Some prospective teachers believe that a
successful STEM education depends on adjustments made to the curriculum, suggesting that curriculum
revisions should be made to support STEM education. For example, participant M12-S proposes that
"the effectiveness of STEM implementations depends on necessary adjustments made in the curricula,”
indicating the need for curriculum modifications.

Furthermore, prospective teachers who believe that the quality of teachers is closely related to
successful STEM education have provided recommendations regarding the teacher theme. Despite
having different profiles in terms of structure of knowledge, most STEM educated prospective teachers
believe that teachers delivering STEM education should have subject knowledge and professional
gualifications related to STEM fields. Participant M9-M summarizes these views under this theme by
stating, "The teacher needs to have teaching knowledge on top of sufficient subject knowledge, and most
importantly, they need to know how to integrate the subjects." While the majority believe that STEM
education should be delivered by a teacher who has received education in STEM fields and can integrate
them into their teaching, participant M4-S with sophisticated beliefs of structure of knowledge,
emphasizes the importance of collaboration among teachers specializing in each STEM field, stating
that "STEM education should not be delivered by a single mathematics teacher. It should be delivered
by mathematics and science teachers, along with computer and engineering educators.".

On the other hand, it is observed that the recommendations of non-STEM educated prospective
teachers, although fewer in number compared to STEM educated peers, are grouped under parallel
themes, with an additional emphasis on family support. In the student theme, where prospective teachers
in this group have expressed the most views, they have provided recommendations like their peers who
have received STEM education regarding suitable age for STEM education, benefits of early STEM
education, and motivation categories. While S4-N suggests that STEM education can be provided "at
any age," S11-M and S1-S propose that it can be provided "after primary school.” However, non-STEM
educated prospective teachers predominantly suggest that STEM education should start at an early age.
S2-S states, "the earlier, the better," while S6-M expresses the view that "STEM education... starting at
a young age makes children more curious.” Non-STEM educated prospective teachers, most of whom
have the moderate beliefs of knowledge of structure, also provide reasons for early STEM education,
which are grouped under the categories of child understanding and guidance, readiness, outcomes it
provides to the child, and teaching and learning processes. In the category of child understanding and
guidance, it is highlighted that early STEM education can enable the early detection of a child's potential
abilities. According to S8-M, early STEM education allows the child to "reach their potential if they
have any from birth." Under the outcomes category, they emphasize that early STEM education can
enhance students' inquiry and critical thinking skills, with the long-lasting learning contributing more to
their future lives. For example, S12-M states, "Early STEM education is important for thinking
differently and inquiring” while S7-S mentions, "What they learn at an early age... becomes more
lasting." S8-M expresses the view that "Children learn more easily than adults. Getting this education at
a young age will positively affect them in the future."

In the content theme, non-STEM educated prospective teachers have suggested that STEM
education content should not be limited to STEM fields but can be integrated with different fields or led
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by technology within STEM. S2-S, who disagrees with limiting STEM education to STEM fields,
suggests that "different disciplines can be brought together," while S4-N proposes that "we should take
technology as the main concept and expand the others within it, as in T-STEM.".

In the teaching and learning processes theme, where fewer recommendations were provided
compared to STEM educated prospective teachers, some non-STEM educated prospective teachers
emphasize the importance of well-structured and implemented teaching and learning processes and
ensuring teacher-student interaction. In the learning environments theme, they suggest providing
technology support in learning environments.

Some non-STEM educated prospective teachers also consider teacher quality as part of a quality
STEM education. In the teacher theme, S9-M, who believes that the effectiveness of STEM education
depends on "how involved teachers are in the process," suggests that teachers need to be well-trained in
STEM subjects. Additionally, S9-M, who sees "how involved teachers are in the process™ as the key to
STEM education, suggests that "teachers should take an active role."

In contrast to all other prospective teachers, in the family support theme, S2-S emphasizes the
importance of family support for successful STEM education, suggesting that "parents should support
teachers.".

Discussion, Conclusion and Recommendations

When the views of STEM educated and non-STEM educated prospective teachers regarding
STEM education were examined, it was observed that STEM educated prospective teachers had deeper
and broader perspectives compared to their non-STEM educated peers. While both groups held parallel
views, those without STEM education tended to have more limited perspectives. Their views on STEM
education were analyzed under four parallel themes: The meaning attributed to STEM education, the
benefits of STEM education, the relationship between STEM fields, and mistakes in STEM education.
It was found that STEM educated prospective teachers expressed more views in all themes except
mistakes in STEM education. These findings support previous research (Adebusuyi et al., 2022; Corlu,
2012; Shahali et al., 2015) suggesting that individuals' views on STEM, especially those of prospective
teachers with STEM education, are more comprehensive, aligning with previous findings indicating that
STEM education enhances individuals' STEM knowledge.

When the views of STEM educated and non-STEM educated prospective teachers were
examined regarding with their epistemological beliefs about the nature of knowledge, it was observed
that prospective teachers who deemed STEM education necessary generally holds sophisticated beliefs
about the structure of knowledge. This finding is supported by research indicating the importance of
epistemological beliefs in instructional preferences (Tanase & Wang, 2010). Some of the non-STEM-
educated prospective teachers with moderate beliefs expressed that STEM education was conducted at
limited levels in certain schools in Tiirkiye. STEM educated prospective teachers with sophisticated
beliefs about the structure of knowledge believe that STEM education can impart 21st-century skills.
Those with sophisticated beliefs express the relationship between STEM fields as mutual influence,
complementarity, support, and integration, whereas those with moderate beliefs express a one-way
supportive relationship between certain fields. Those with naive beliefs did not articulate any
relationship between STEM fields.

In this study, the intentions of STEM educated and non-STEM educated prospective teachers to
incorporate STEM practices in their future classrooms were examined, considering their epistemological
beliefs about the nature of knowledge. Prospective teachers with moderate and sophisticated
epistemological beliefs about the nature of knowledge exhibited a perspective parallel to the
fundamental principles of STEM philosophy by emphasizing the integration of STEM fields, active
learning and technology-supported STEM education, and the importance of qualified STEM education
for teachers. In contrast, prospective teachers with naive beliefs tended to focus on secondary goals such
as capturing students' attention when considering STEM education. The finding that STEM-educated
prospective teachers intend to implement STEM education in their future classrooms, and that their
intentions align with the core components of STEM education, parallels the findings of Giinbatar and
Bakirci (2019). However, unlike the findings of the quantitative study by Giinbatar and Bakirc1 (2019),
this study also revealed that prospective teachers perceive challenges in preparing STEM activities,
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requiring specialized training, insufficient capacity for one teacher to cover four different fields, and
difficulties in implementation in crowded classrooms. It was also found that non-STEM educated
prospective teachers, most of whom have moderate beliefs of structure of knowledge, exhibit lower
intentions to incorporate STEM activities in their classrooms compared to their STEM-educated peers
with sophisticated beliefs, with some still undecided.

Lastly, in this study, the recommendations of STEM educated and non-STEM educated
prospective teachers regarding STEM education were examined in relation to their epistemological
beliefs about the nature of knowledge. STEM-educated prospective teachers provide recommendations
related to early STEM education, motivation, and teaching and learning processes. STEM-educated
prospective teachers with sophisticated beliefs about the nature of knowledge emphasized the potential
effectiveness of STEM education in understanding the developmental characteristics of children, and
guiding children. In this context, they highlighted that early STEM education could support more holistic
learning by experiencing interdisciplinary transitions at an early age, enhancing different thinking skills,
and laying the foundation for higher levels of education. These findings are similar to Aydin's (2020)
findings that early STEM education is an effective way to develop 21st-century skills such as creativity,
problem-solving, and innovation. STEM-educated prospective teachers also noted the importance of
both the quantity and quality of teachers for a good STEM education. When examined together with
their epistemological beliefs about the nature of knowledge, prospective teachers with moderate beliefs
emphasized the quality of teachers in terms of STEM education, while those with naive beliefs focused
on the quantity of teachers. This finding suggests the need to further explore the relationship between
prospective teachers' epistemological beliefs about the nature of knowledge and their perspectives on
STEM education. On the other hand, it was observed that the recommendations of non-STEM-educated
prospective teachers, the majority of whom have moderate beliefs about the nature of knowledge,
focused on the early STEM education and effective planning of learning processes, with an emphasis
on family support in STEM education, but these recommendations were relatively limited compared to
those of STEM-educated prospective teachers.

As a result of the study, it was determined that prospective teachers with sophisticated beliefs
about the nature of knowledge provided more views and recommendations regarding STEM education.
It was also found that STEM educated prospective teachers expressed a greater intention to incorporate
STEM activities in their future classrooms.

At the conclusion of this study, which was limited to 24 primary school and elementary
mathematics prospective teachers, it can be said that when prospective teachers have higher levels of
beliefs about the nature of knowledge and receive STEM education, their perspectives on STEM
education broaden and their intention to incorporate STEM practices in their future classrooms
increases. This research provides important results for investigating the relationship between
prospective teachers' epistemological beliefs and their views on STEM education. Researchers may
suggest experimental studies involving different groups of prospective teachers, along with quantitative
data and analyses, to examine the relationship between prospective teachers' beliefs about the nature of
knowledge and their views on STEM education. These research findings indicate that teacher education
programs and STEM education policies could be shaped to make STEM education more effective and
comprehensive.
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Bu ¢aligmanin amaci, epistemolojik inanglart baglaminda STEM egitimi alan ve
almayan dgretmen adaylarimin STEM egitimine yonelik goriislerini incelemektir.
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Giris

Son yillarda ilkelerin bilim ve teknolojide yasanan hizli gelismelere ayak uydurmasi
gerekmektedir. Bilim ve teknolojinin gelisimiyle birlikte ekonomik kalkinma i¢in nitelikli isgliciine
ihtiya¢ duyulmakta, bu da genclerin yeni nesil yetkinliklerle donatilmasini gerektirmektedir. Okullarda
akademik bilgi ve becerilerin yan1 sira ¢alisma ortamina uyum saglayabilmeyi ve rekabet edebilmeyi
saglayici bilgi ve becerilerin de kazandirilmasina ihtiya¢c duyulmaktadir (Jerald, 2009). 21. Yiizyil
Becerileri Ortakligi (P21) (2019), bu becerileri 6grenme ve yenilik becerileri; bilgi, medya ve teknoloji
becerileri; yasam ve kariyer becerileri olmak iizere ii¢ tema altinda 6zetlemektedir. Ogrenme ve yenilik
becerileri; elestirel diisiinme ve problem ¢6zme, yaraticilik ve yenilik, iletisim ve is birligine yonelik
becerileri kapsarken, bilgi, medya ve teknoloji becerileri; bilgi okuryazarligi, medya okuryazarligi, bilgi,
iletisim ve teknoloji okuryazarligi, yasam ve kariyer becerileri ise esneklik ve uyum saglama,
girisimcilik, sosyal ve kiiltiirlerarasi beceriler, tiretkenlik ve hesap verebilirlik, liderlik ve sorumluluk
ile ilgili becerileri kapsamaktadir (P21, 2019).

Ogrencilere yaraticilik, elestirel diisiinme, problem ¢dzme ve is birligi gibi 21. yiizyilin igi ige
gecmis, birbiriyle iliskili becerilerini kazandirabilmek, fen, teknoloji, mithendislik ve matematik gibi
birbiriyle iligkili temel alanlarinda giinlik yasamda i¢ ige olma durumlarini yansitan bir yapida
egitimlerin verilmesi ile miimkiin goriinmektedir. Akgiindiiz vd. (2015) boylesi bir egitimin geleneksel
STEM egitimi ile degil, entegre STEM egitimi ile miimkiin olabilecegini, ilkokul 6grencileri ile kolayca
uygulanabilecegini belirtmektedir. STEM egitimi, 6grencileri bir yandan STEM alanlarinda gelecege
hazirlanmalarini saglarken, (National Research Council [NRC], 2011), diger yandan STEM alanlar1 ile
ilgili kariyerlere yonelmelerini desteklemektedir. Schmidt ve Fulton (2016), erken STEM egitiminin
onemli oldugunu ancak egitim programlarinda eksiklikler olduguna dikkat g¢ekmektedirler. Erken
yaslarda STEM egitimi bir yandan 6grencilerin disiplinler arasi bilgi ve beceriler gelistirmelerini
saglayarak yasam becerileri i¢in giiglii bir temel olustururken (NRC, 2011) diger yandan gelecegin
meslekleri olan STEM ile ilgili meslekleri segme, STEM ile ilgili islerde calisma olasiligini
artirmaktadir (NRC, 2011). STEM egitimi ile 6grenciler karmasik bilimsel konular1 anlamakta, STEM
entegrasyonundan keyif almakta, is birligine dayali 6grenmekte ve bu sayede is birligi becerilerini
gelistirmektedirler (Cetin ve Balta, 2017). Bu nedenle, 6grencilerin 21. yiizy1l becerilerini desteklemek
icin nitelikli erken STEM egitiminin saglanmasi, bunun i¢in 6gretmenlerin bu konuda egitim almalari
(Schmidt ve Fulton, 2016), ozellikle erken STEM egitimcilerinin mesleki kapasitelerinin
gliclendirilmesi dnemlidir (Corlu vd., 2014). Karisan vd. (2019) 6gretmen adaylarinin STEM egitiminde
etkin olmalar1 gerektigini, ancak yeterli egitim ve deneyim olmadan STEM ve STEM egitimini
anlayamayacaklarini, nihayetinde beklendigi sekilde STEM egitimi uygulayamayacaklarini
belirtmektedir.

STEM egitimi, son yirmi yilda ilerleme kaydetmis olup Rusya, Japonya, Kanada, Avustralya,
ABD ve Tirkiye gibi birgok iilke, STEM egitimini fen bilimleri ve/veya matematik ogretim
programlarina dahil etmeye baslamistir (Giinbatar ve Bakirci, 2019). Lederman ve Lederman (2013),
ABD'de 0Ogretmen egitim programlarinin, 6gretmen adaylarinin fen, matematik, miihendislik ve
teknoloji (STEM) 6gretim ve entegrasyonunun gelisimi lizerine odaklandigini belirtmistir. Ancak,
Rinke vd. (2016) ABD'de 6zellikle ilkokul diizeyinde STEM o6gretmeni yetistirilmesi gerektigi fikrinin
heniiz hak ettigi ilgiyi gormedigini belirtmektedir.

Ogrencilerin erken yaslarda STEM’e ilgisini artirmak igin ilkokul diizeyinde yapilacak
uygulamalar 6nemlidir (DeJarnette, 2012; Johnson vd., 2021). Bunun i¢in, STEM egitimi almig sinif
dgretmenlerine ihtiyag duyulmaktadir (Wang, 2012). ilkokul 6gretmen adaylarmnin hizmet dncesinde
STEM igerik bilgisi ve 6gretimini 6grenmeleri gerektigini belirtmektedir. Ancak ¢alismalar, dzellikle
smif 0gretmen adaylarinin disiplinler arast STEM igerik bilgisi konularinda eksiklikleri oldugunu
(Honey vd., 2014), siif 6gretmenlerinin STEM konusunda kendilerine giivenmediklerini ve olumlu
tutumlar sergilemediklerini (Johnson vd., 2021) gostermektedir.

Schmidt ve Fulton (2016), sorgulamaya dayali STEM egitiminin sonunda sinif dgretmen
adaylarinin gergeklere/olgulara, dogrulugu kanitlanmis bilgilere ve daha agik, dogrudan Ggretime
gereksinim duyduklarini, bu durumun yetersiz epistemolojik inanglara sahip olmalari ile iligkili
olabilecegini, bu nedenle hizmet 6ncesi STEM egitiminde Ogretmen adaylarinin epistemolojik
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inanglarinin  belirlenmesinin  6nemli oldugunu belirtmislerdir. Zira Davis (2003), genel olarak
ogretmenlerin inanglarinin ve diinya gorislerinin siniflarinda kullandiklart 6gretim yontemlerini
etkiledigini, bu baglamda Barak (2014) dgretmenlerin inanglarini ve bu inanglarin STEM egitimi gibi
yenilikleri nasil etkiledigini anlamanin 6nemli oldugunu ifade etmektedirler.

Epistemolojik inanglar, bilgi ve bilgi edinmeyle ilgili inanglar olarak tanimlanmaktadir (Hofer
ve Pintrich, 1997). Daha yiiksek bir akademik basar1 (Greene vd., 2018), fen bilimlerinin daha iyi
anlasilabilmesi igin 6grencilerin epistemolojik inanglarmin erken yaslarda gelistirilmesi 6nemlidir.
Epistemolojik inancglarla ilgili ¢aligmalar 1970°1i yillarin basina kadar uzanmaktadir. Baslarda
epistemolojik inanglari, Perry (1970) tek boyutlu olarak tanimlarken, daha sonra Schommer (1990),
epistemolojik inanglarin ¢ok boyutlu oldugunu ve bu boyutlarin birbirinden bagimsiz oldugunu ileri
stirmiigtiir. Schommer (1990) bu boyutlari, bilginin basitligi, bilginin kesinligi, dogustan gelen yetenek
ve hizli 6grenme olarak tanimlamistir.

Caligmalar (Ferguson ve Brownlee, 2018; Schraw vd., 2011) epistemolojik inanglarin 6gretmen
adaylarmin O6grenmelerini ve Ogretmen egitimi derslerine katilimlarini etkiledigini bu nedenle
bilinmesinde yarar oldugunu gostermektedir. Ogretmen adaylarinin epistemolojik inanglari, 6gretme ve
ogrenme siirecine yonelik tercihlerini etkileme potansiyeline sahiptir (Tanase ve Wang, 2010). Gelismis
epistemolojik inanglara sahip olan 6gretmen adaylar1 genellikle yapilandirmaci 6gretim yaklagimlarini
etkili bir sekilde uygularken, gelismemis epistemolojik inanglara sahip olanlar genellikle geleneksel
ogretim yaklasimlarini tercih etmektedirler (Hashweh, 1996). Giinbatar ve Bakirci (2019), epistemolojik
inanglari ile iliskilendirmemekle beraber, daha fazla STEM dersi alan fen bilgisi 6gretmen adaylarimin
STEM 06gretme niyetlerinin, daha az STEM dersi alan simif 6gretmeni adaylarindan daha yiiksek
oldugunu ortaya koymuslardir.

Ogretmen adaylarmin epistemolojik inanclari, sadece hizmet 6ncesi egitimdeki tercihlerini
degil, 6gretmen olduklarinda sinif i¢i uygulamalar1 ve diger gorevleri ile ilgili karar ve uygulamalarin
da etkilemektedir (Ferguson ve Brownlee, 2018; Lunn-Brownlee, vd., 2017; Schraw vd. 2011).
Gelecegin Ogretmenleri olarak Ogretmen adaylari, sadece Ogrencilerinin 6grenmelerini planlamak,
ogrenmelerine rehberlik etmek ve 6grenmelerini degerlendirmekle kalmayip, ayni zamanda ilgili igerik
bilgisi bakimindan da kendilerini gelistirmeleri gerekmektedir (Buehl ve Fives, 2009). Bu nedenle,
Ogretmen adaylarinin STEM’i nasil 6grendikleri ve gelecekte Ogretebileceklerini anlayabilmek igin
epistemolojik inanglarin1 anlamak 6nemlidir (Elby vd., 2016). Dolayisiyla, 6gretmen adaylarinin
STEM’e yonelik goriislerinin epistemolojik inanglar1 baglaminda incelenmesinin daha biitlinciil bir
bakis agis1 sunacagi diistintilmektedir.

Bu dogrultuda bu galismada, STEM egitimi almis ve almamis 6gretmen adaylarinin STEM
egitimine yonelik goriislerinin epistemolojik inanglar1 baglaminda incelenmesi/ortaya konulmasi
amaclanmistir. Bu amag ¢ercevesinde asagidaki arastirma Sorularina cevap aranmistir:

1. STEM egitimi almis ve almamis Ogretmen adaylarinin bilginin dogasina yonelik
epistemolojik inanglar1 nasildir?

2.  STEM egitimi almis ve almamis 6gretmen adaylarinin STEM egitimine yonelik goriisleri
nelerdir?

3. STEM egitimi almis ve almamis 6gretmen adaylarinin, bilginin yapisina yonelik inanglari
baglamimda STEM egitimine yonelik goriisleri nelerdir?

4.  STEM egitimi almig ve almamis 6gretmen adaylariin, bilginin yapisina yonelik inanglar
baglaminda gelecekte siniflarinda STEM etkinliklerine yer verme niyetleri nedir?

5. STEM egitimi almis ve almamis 6gretmen adaylarinin, bilginin yapisina yonelik inanglari
baglaminda STEM egitimi i¢in onerileri nelerdir?

Yontem

Nitel yaklagimin benimsendigi bu c¢aligma temel nitel arastrma deseni izlenerek
gergeklestirilmistir. Merriam’a (2009/2013) gore egitim alaninda yaygin olarak tercih edilen temel nitel
arastirmalar, insanlarin c¢evreleriyle olan etkilesimlerini nasil yorumladiklarina, deneyimlerine
yiikledikleri anlam ve anlamlari1 nasil insa ettiklerine odaklanan ¢alismalardir. Bu dogrultuda bu
calismada, STEM egitimi almis ve almamis 6gretmen adaylarinin STEM egitimine yiikledikleri anlam,
ogretmen olduklarinda smiflarinda STEM uygulamalarina yer verme niyetleri ve STEM egitimine
yonelik onerileri bilginin yapisina yonelik inanglari ile iliskilendirilerek ortaya konulmustur.
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Calisma Grubu

Calisma grubu ilkogretim matematik (n=12; 4 erkek, 8 kadin) ve simif 6gretmenligi (n=12; 3
erkek, 9 kadin) programlarindan toplam 24 goniillii 6gretmen adayindan olugmaktadir. Bu ¢alismanin
odak noktasi, epistemolojik inang¢lart géz oniinde bulundurularak, STEM egitimi alan ve almayan
ogretmen adaylarinin STEM egitimine yonelik goriislerini incelemek oldugundan STEM egitimi alan
edilmistir.

Siirecler

Calismada STEM egitimi alma durumuna gore ilkdgretim matematik Ogretmeni ve sinif
Ogretmeni adaylari i¢in farkli siirecler s6z konusu olmustur. STEM egitimi alan grubu olusturan
matematik 6gretmeni adaylari 14 hafta boyunca, haftada iki saat olmak {izere, birinci yazarin ytiriitmiis
oldugu Fen Ogretiminde Matematigin Yeri adli secmeli derse devam etmistir. Bu derste ilkdgretim
matematik 6gretmeni adaylarinin teorik temelleri ve temel felsefesi ile STEM yaklagimini tanimalarinin
yani sira alanlarina yonelik STEM etkinliklerini incelemeleri ve ardindan STEM etkinlikleri
gelistirmeleri, uygulamalar1 ve degerlendirmeleri hedeflenmistir. Bunun i¢in ilk {i¢ hafta, sinifta STEM
ile ilgili teoriler ve ilgili literatiir tartisilmistir. Ardindan yine ii¢ hafta boyunca, 6gretmen adaylari
literatiirden STEM etkinligi ornekleri inceleyip, tartismislardir. Etkinligin hangi 6zellikleri onu bir
STEM etkinligi yapar, etkinlik nasil daha da gelistirebilir gibi sorularla tartigmalar derinlestirilmistir.
Diger haftalarda, ilkdgretim matematik Ogretmeni adaylari ilkokul matematik dersi Ggretim
programindan belirlemis olduklar1 kazanimlar kazandirmak {izere STEM etkinlikleri planlayip, sinifta
planlamis olduklart etkinlikleri sunmuslardir. Sunmus olduklar1 STEM etkinlikleri siif ortaminda
tartistlmis, gelen geri bildirimler dogrultusunda etkinliklerini ve etkinlik planlarini iyilestirmeleri
saglanmistir.

STEM egitimi almayan grubu olusturan 12 sinif 6gretmeni adayi ise, birinci yazarin aynt dénem
14 hafta boyunca haftada iki saat olmak iizere yiiriitmiis oldugu Fen Ogretimi dersine devam eden
Ogretmen adaylaridir. Bu derste sinif 6gretmeni adaylarina fen 6gretimi yontemleri egitimi verilmistir.
STEM egitimine yonelik ¢ok smirli diizeyde egitim almis olan bu grup, ¢alismada STEM egitimi
almayan Ogretmen adaylar1 olarak, 14 hafta boyunca STEM egitimi alan ilkogretim matematik
ogretmenligi grubu STEM egitimi alan 6gretmen adaylar olarak isimlendirilmistir.

Veri Toplama Aract

Caligmaya katilan 6gretmen adaylarindan verilerin toplanmasi igin kisisel bilgiler, bilginin
dogasina yonelik inanglar ve STEM egitimine yonelik goriis ve dneriler bolimlerini kapsayan bir veri
toplama araci kullanilmistir.

Demografik bilgiler boliimiinde 6gretmen adaylarmin cinsiyeti, devam etmekte olduklari
ogretmenlik programi ve STEM egitimi alma durumlarina yonelik ii¢ soru yer almistir.

Ogretmen adaylarinin epistemolojik inanglarini belirlemek iizere Giiven’in (2013) gelistirmis
oldugu veri toplama aracindan yararlanilmistir. Yiiksek lisans tez calismasinda Giiven (2013),
Schommer’in (1990) kuramsal olarak bilginin dogasina yonelik 6nermis oldugu bilginin kaynagi, yapisi
boyutlarina yonelik olmak iizere bes boyutu iceren bir veri toplama araci gelistirmistir. S6z konusu veri
toplama aracinin gegerligini saglamak amaciyla fen egitimi ve nitel aragtirma yontemleri alanlarindan
uzmanlarin veri toplama aracinin igerik, dil ve dgretmen adaylarina uygunlugu bakimindan goriisleri
alinmis, sonrasinda goniilli iki stnif 6gretmeni adayi ile 6n deneme yapilmistir. Uzman goriisleri ve 6n
deneme sonrasinda Schommer’in (1990) epistemolojik inanglar boyutlarinin her birine yonelik birer
adet olmak lizere toplam bes soru son seklini almistir. Bu c¢alisma 6gretmen adaylarimin bilginin
dogasina yonelik epistemolojik inanglart ile sinirlandirildigindan s6z konusu agik uglu sorulardan
bilginin kaynagi, yapis1 ve kesinligine yonelik ii¢ soru 6gretmen adaylarina sorulmustur.

Ogretmen adaylarmin bilginin dogasina yonelik inanglarini belirlemek amagcli agik uglu sorulara
verdikleri yanitlar1 degerlendirmek i¢in, yine Giiven (2013) tarafindan gelistirilen rubrik kullanilmistir.
S6z konusu rubrik ile 6gretmen adaylar1 bilginin yapist bakimindan; 1) Gelismemis (bilginin basit
olduguna yonelik yanitlar, [Naive]); 2) Orta (bazi bilgilerin basit, diger bazilarinin ise karmasik
olduguna yonelik yanitlar, [Moderate]); ve 3) Gelismis (bilginin karmasik olduguna yonelik yanitlar,
[Sophisticated]), bilginin kaynagi bakimindan; 1) Gelismemis (bilginin kaynaginin uzman kisiler,
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kitaplar veya internet olduguna yonelik yanitlar, [Naive]); 2) Orta (bilginin kaynaginin duruma gore
degisebildigine, bazen akil bazen diger kaynaklar olabilecegine yonelik yanitlar, [Moderate]); ve 3)
Gelismis (bilginin kaynaginin akil olduguna yonelik yanitlar, [Sophisticated]), ve bilginin kesinligi
bakimindan; 1) Gelismemis (bilginin degismedigine, mutlak, kesin olduguna yonelik yanitlar, [Naive]);
2) Orta (baz1 bilgilerin degismeyecegini, bazilarinin ise degisebilecegine yonelik yanitlar, [Moderate]);
ve 3) Gelismis (bilginin degisebilecegine, kesin olmadigina yonelik yanitlar, [Sophisticated]) olmak
tizere liger gruba ayrilmstir.

Ogretmen adaylarinin STEM egitimine yonelik goriis ve onerilerini belirlemek amaciyla,
Yildirnm ve Tiirk (2018) tarafindan kapsamli bir literatiir taramasimnin ardindan STEM alanindan
uzmanlarin goriisleri alinarak son sekli verilen on agik uclu sorudan olusan goriisme formu temel
almmustir. S6z konusu goriisme formunda yer alan ¢calismada cevap aranan arastirma sorularina yonelik
{ic temel soru érnegi sunlardir: STEM egitimine yonelik goriisleriniz nelerdir?; Ogretmen oldugunuzda
siifinizda STEM uygulamalarina yer vermek ister misiniz?; Size gére STEM uygulamalarinin verimli
olmasini saglayacak anahtar nedir?. Her iki veri toplama aracinda yer alan ilgili sorularin bu ¢alismada
kullanilabilmesine yonelik olarak yazarlardan gerekli izinler alinmustir.

Doénem sonunda; STEM egitimi alan ve STEM egitimi almamig olan 6gretmen adaylarina
kisisel bilgiler, bilginin dogasina ydnelik inanglar ve STEM egitimine yonelik goriis ve Oneriler
boliimlerini kapsayan veri toplama araci birinci yazar tarafindan sinif ortaminda yiiz yiize uygulanarak
veriler toplanmustir.

Verilerin Analizi

Toplanan nitel veriler, tlimevarimsal yaklagimla igerik analizine tabi tutulmustur (Creswell,
2014). iki asamal1 igerik analizinde 6nce, NVivo 11 kullanilarak invivo ve acik kodlama yapilmis
(Creswell, 2013), sonra eksen kodlamasi (Giirbiiz ve Sahin, 2018) yapilmustir. A¢ik kodlama siirecinde,
once veri igindeki anlamli birimler tespit edilerek kodlar olusturulmus, ardindan eksen kodlamasi ile
benzer ve ilgili kodlar bir araya getirilerek temalar olusturulmus, boylece y1gin halindeki verilerin daha
anlagilir hale gelmesi saglanmistir (Kvale, 1996). Elde edilen kod ve temalar ile aralarindaki iliskiler
NVivo haritalar1 ile gorsellestirilmistir (Miles ve Huberman, 1994). Elde edilen verilerin
yorumlanmasinda karsilagtirma yapmaya ve daha adil yorumlarin yapilmasina olanak tanimasi
bakimindan (Yildirim ve Simsek, 2016) NVivo haritalarinda kodlarin tekrarlanma sikligi veya ylizde
oranlar1 gosterilmis olup, amag; genelleme yapmak ya da bulgunun yoniinii belirlemek degildir
(Creswell, 2013). Boylece, elde edilen bulgular, temalar i¢i ve temalar arasi iligkiler kurularak, ayni
zamanda bilginin yapisina yonelik inanglar ile iliskilendirilerek biitlinciil bir yaklagimla yorumlanmig
(Creswell, 2013), ¢ikarimlarda bulunulmustur (Teddlie ve Tashakkori, 2009). Ayrica ¢aligmanin tim
asamalarinda bilimsel etik kurallarina 6zenle uyulmustur.

Gecerlilik ve Giivenilirlik

Lincoln ve Guba (1985) nitel ¢aligmalarda okuyucuyu elde edilen bulgularin dikkate deger
olduguna ikna edebilmek bazi tedbirler 6nermektedir (Aktaran, Teddlie ve Tashakkori, 2009). Bu
dogrultuda g¢aligmada, aktarilabilirlik igin arastirmanin her asamasi olabildigince agik bir sekilde
sunulmustur. Inamlirhk icin, calismanin kurgulanmasi, veri toplama araglarinin gelistirilmesi, veri
analizi ve yorumlama asamalarinda uzman goriisleri alinmistir. Ayrica, bilginin yapisina yonelik farkli
inang diizeylerine sahip Ogretmen adaylarinin yanmi sira STEM egitimi, Ogretmen adaylarinin
epistemolojik inanglari, nitel arastirma yontemleri ve 6gretmen egitimi alanlarinda ¢aligmalari olan iki
arastirmaci calismaya dahil edilerek katilimci ve arastirmaci gesitlemesi yapilmistir. Son olarak,
calismay1 gerceklestiren arastirmacilarin ¢alismadaki konumlart ilgili baglik altinda agiklanmustir.
Onaylanabilirlik i¢in; veri toplama siirecinin ve yapilan analizlerin uygunlugu, bulgularin verileri temsil
edip etmedigi ve yapilan ¢ikarimlarin aragtirma bulgularina dayali olup olmadigi konular1t STEM
egitimi, epistemolojik inanglar, &gretmen egitimi ve nitel veri analizi konularinda deneyimli
arastirmacilar ile tartisilmigtir. Diger arastirmacilarla yapilan bu tartismalar, arastirmacilarin dnyargt
kaynaklarin1 gérmelerini boylece; bulgular ve onlara yonelik yorumlari olgunlastirmalarint saglamigtir
(Teddlie ve Tashakkori, 2009). Ek olarak, bulgularin sunumunda katilimcilarin goriislerinden dogrudan
alintilar verilerek, bulgularin yorumunda ise temalar i¢inde ve temalar arasinda iligkilendirmeler
yapilarak tutarlilik desteklenmistir.
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Arastirmacilarin Rolii

STEM ve fen egitimi alanlarinda calismalar1 olan ilk yazar caligmayr aymi donem simif
ogretmenligine verdigi Fen Ogretimi ve ilkdgretim matematik dgretmenligine verdigi Fen Ogretiminde
Matematigin Yeri adli se¢meli dersleri yiirlitmiis ve Ogretmen adaylarindan verileri toplamus,
katilimeilart bilginin yapisina yonelik inanglart bakimindan gruplamistir. Calismanin kuramsal
cergevesini olusturan ilk yazar ayn1 zamanda ilgili literatiir ger¢evesinde bulgular tartismistir. Fen ve
STEM egitimi ile ilgili ¢alismalarinin yani sira, 6gretmen egitimi, nitel arastirma stiregleri ve nitel veri
analizi konularinda deneyimleri bulunan ikinci yazar, arastirmanin yontemi, verilerin analizi ve
bulgularin yazilmasi ile ilgili gorevleri Gistlenmistir.

Bulgular

Aragtirma bulgularinin sunumunda tiimdengelim yaklasimi benimsenmistir. Bu dogrultuda dnce
her iki ¢aligma grubundan elde edilen kategoriler ve onlarin olusturdugu ana temalar gorsellestirilmis,
sonrasinda her iki calisma grubuna ait bulgular birlikte sunularak bilginin yapisina yonelik inanglar ile
iligkilendirilerek karsilagtirmali bir sekilde yorumlanmistir. Daha zengin bir veri kaynagi sunmasi
nedeniyle Ogretmen adaylarinin STEM egitimine yonelik goriislerinin yorumlanmasinda bilginin
dogasia yonelik inanglar bilginin yapisina yonelik inanglar ile siirlandirilmistir. STEM egitimine
yonelik bulgularin bilginin yapisina yonelik inang diizeyi ile iliskilendirilmesinde kolaylik saglamasi
amactyla, dogrudan alintilarda katilime1 numarasinin yaninda bilginin yapisina yonelik inang diizeyi
gelismis ise S (sophisticated), orta ise M (moderate) ve gelismemis ise N (naive) olarak belirtilmistir.
Ornegin; M1-S; bilginin yapist bakimindan gelismis diizeyde olan birinci matematik 6gretmeni adayini
ifade etmektedir.

Ogretmen adaylarinin bilginin yapisi, kaynag ve kesinligi ile ilgili inanclarina yonelik elde
edilen bulgular Tablo 1’de verilmistir. Tablo 1’de katilimct numaralarindaki “S” sinif 6gretmeni adayz,
“M?” ise matematik 6gretmeni aday1 olmayi1 temsil etmektedir.

Tablo 1. Calisma grubunun bilginin dogasina yonelik inanglar1 ile ilgili bulgular

Katilime1 no Bilginin dogasina yonelik inanglar
Bilginin yapist Bilginin kaynag: Bilginin kesinligi

S1 Gelismis Gelismis Orta

S2 Gelismis Orta Gelismis
S3 Orta Gelismemis Gelismis
S4 Gelismemis Gelismis Gelismis
S5 Orta Orta Gelismis
S6 Orta Gelismis Gelismis
S7 Gelismis Orta Gelismis
S8 Orta Orta Gelismis
S9 Orta Gelismis Gelismis
S10 Orta Gelismis Gelismis
S11 Orta Orta Gelismis
S12 Orta Orta Gelismis
M1 Gelismis Orta Gelismis
M2 Orta Orta Gelismis
M3 Geligmis Geligsmemis Gelismis
M4 Gelismis Gelismis Gelismis
M5 Gelismis Orta Orta

M6 Gelismis Orta Gelismis
M7 Gelismemis Gelismemis Gelismis
M8 Gelismemis Gelismis Orta

M9 Orta Gelismis Gelismis
M10 Orta Gelismis Gelismis
M11 Gelismis Orta Gelismis
M12 Geligmis Orta Gelismis
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Tablo 1°de 6gretmen adaylarinin bilginin dogasina yonelik epistemolojik inanclari ile ilgili
bulgulara bakildiginda; sinif 6gretmeni adaylarinin bilginin yapisi bakimindan, %33.33 {iniin, bilginin
kaynagi bakimindan %41.67’sinin, bilginin kesinligi bakimindan ise %91.67’sinin gelismis
epistemolojik inanglara sahip olduklar1 goriilmektedir. Matematik 6gretmeni adaylarina bakildiginda
ise, bilginin yapist bakimindan %58.33’liniin, bilginin kaynagi bakimindan %33.33’{iniin, bilginin
kesinligi bakimindan ise %83.33’{iniin gelismis epistemolojik inanglara sahip olduklari goriilmektedir.
Bilginin yapist bakimindan S4, M7 ve M8, bilginin kaynagi bakimimdan S3, M3 ve M7 gelismemis
epistemolojik inanglara sahip iken, bilginin kesinligi bakimindan en diisiik S1, M5 ve M8’in orta diizey
epistemolojik inanglara sahip olduklari gériilmektedir.

STEM egitimi almis ve almamis 6gretmen adaylarinin STEM egitimine yonelik goriis ve
onerilerine iliskin bulgularin genel goriintimii Sekil 1°de sunulmustur.

A STEM egitimine
gi’ﬁk?ﬂg yonelik gorisler
(45.16%) Mz
Ogretmen 5
oldugunda STEM old ovgl:]edzngr-;—EM
uygulamalanna yef\ % ulg )
verme niyeti STEM egimi ) 06 ——» STEM egitimi UYQ:,‘;':: :r'ly;!ye'
L mi alan I 53
Q9387 5 iy faylannin STEM  ageion 0o (2449%)
(f=186) eglt__lmlne__yonglxk_ =147)
goris ve onerileri
STEM egitimine STEM egitimine
yonelik oneriler yonelik oneriler
(35.48 %) (31.29%)

Sekil 1. STEM egitimi alan ve almayan 6gretmen adaylarinin STEM egitimine yonelik goriis ve onerileri

Sekil 1°deki bulgular, agik kodlama ile STEM egitimi alan 6gretmen adaylarinin goriislerinden
elde edilen 186, STEM egitimi almayan 6gretmen adaylarinin goriislerinden elde edilen 147 kodun
eksen kodlamasi sonunda, arastirma sorularina paralel olarak; STEM egitimine yonelik goriisler,
ogretmen olundugunda STEM uygulamalarina yer verme niyeti ve STEM egitimine yonelik Oneriler
olmak tizere {i¢ ana tema altinda gruplandigini gostermektedir.

Ogretmen adaylarimin STEM egitimine yonelik goriisleri ile ilgili bulgular

STEM egitimi alan ve almayan 0gretmen adaylarinin STEM egitimine yonelik goriislerinden
elde edilen bulgular Sekil 2’de sunulmus olup, bilginin yapisina yonelik inanglari ile iliskilendirilerek

yorumlanmustir.

STEM egitimi alan d6gretmen adaylarinin goriisleri

STEM egitimi almayan 6gretmen adaylarmin
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Sekil 2. STEM egitimi alan ve almayan 6gretmen adaylarinin STEM egitimine yonelik goriisleri
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Sekil 2’deki bulgulara bakildiginda STEM egitimi alan ve almayan 6gretmen adaylarinin STEM
egitimine yonelik goriiglerinin dort paralel tema altinda toplandigr ve STEM egitimi alan dgretmen
adaylarinin STEM egitimi ile ilgili yanhgliklar temasi hari¢ diger temalarda daha fazla sayida goriis
bildirdikleri goriilmektedir.

STEM egitimine yiiklenen anlam temasina bakildiginda STEM egitimi alan Ogretmen
adaylarinin 6zellikle giinlimiiz kogullarinda ve bilhassa Tiirk egitim sisteminde STEM egitiminin gerekli
oldugunu diisiindiikleri goriilmektedir. Gerekceler temasina bakildiginda, STEM egitiminin
gerekliligine yonelik olarak; felsefesi, ¢iktilart ve 6grenme Ogretme siiregleri temalarinda toplanan
gerekceler sunduklari goriilmektedir. STEM egitimi alan 6gretmen adaylar1 bilimsel ve uygulamali
egitimi destekleyen, kalkinma odakli felsefesi; 21. yiizy1l becerileri ve biitiinciil diisiinme becerileri
kazandirmasi, farkli bakis acilarina sahip, iiretken ve yaratici bireyler yetismesini saglamasi gibi
¢tktilari; 6grenmeyi kolaylastirmast ve kalicit hale getirmesi yonliyle ogrenme d&gretme siirecleri
bakimindan STEM egitimini gerekli gormektedirler. Bu tema altinda M9-M’nin “Giiniimiizde kesinlikle
ogrenilmesi gerektigini diisiiniiyorum. Diger disiplinlere entegre edemedigimiz stirece matematik, bilim,
teknoloji ve miihendisligin artik ¢cok anlami yok”, M12-S’nin “Ulkemizde daha ¢ok uygulanmas:
gerektigini diisiiniiyorum”, M4-S’nin “21. yiizyilda olmas1 gereken egitim, kalkinma odakli egitim” ve
M6-S’nin “STEM egitimi sayesinde ... 21. yiizyil becerilerine sahip bireyler yetismektedir” M10-M’nin
“Ogrenmeyi kalicilagtirir, égrenilen bilgilerin bir zincir seklinde kullanmilmasini saglar” yoniindeki
gerekeeleri dikkat cekmistir.

STEM egitimini gerekli bulan ve gerekliliginin gerekgelerini sunan dgretmen adaylarinin
cogunlugunun bilginin yapis1 bakimindan gelismis inanglara sahip olduklar1 goriilmiistiir. Ote yandan
cekinceler temasinda STEM egitimi alan 6gretmen adaylarindan bazilari, 6rnegin M1-S 6gretmen
acisindan STEM egitiminin “fazladan zaman ve emek gerektirdigini”, bunun da STEM egitiminin
amacina uygun bir sekilde yapilmama, M2-M ise 6grenci agisindan “bir alandaki bilgi eksikliginin diger
alanlardaki ogrenmeleri olumsuz etkileme riski” dogurdugunu, STEM alanlar1 arasindaki baglantilarin
ogrencinin kendisinin kurma firsatinin ortadan kaldirilmasi gibi olumsuzluklar1 oldugunu, bu nedenlerle
STEM egitimi ile ilgili ¢cekinceleri oldugunu belirtmislerdir. Hatta, M2-M “STEM alanlar: arasindaki
bag1 ogrencinin kendisinin kurmas:” gerektigini bu nedenle STEM egitimine karst oldugunu
belirtmistir.

STEM egitimi almayan 6gretmen adaylarinin STEM egitimine ylikledikleri anlama iligkin
goriislerinin daha az sayida olsa da STEM egitimi alan 6gretmen adaylarinin goriisleri ile paralel
temalarda toplandig1 goriilmektedir. STEM egitimi almayan 6gretmen adaylarinin STEM egitiminin
gerekliligine yonelik gerekgeleri dort kategoride toplanmistir. Bir grup STEM egitimi almayan
Ogretmen aday1 arastirma ve sorgulamaya dayali olmasi, yaparak-yasayarak 6grenmeyi desteklemesi,
yapilandirmaci yaklagima daha uygun olmasi gibi gerekgelerle felsefesi bakimindan STEM egitimini
gerekli goriirken, bazilar1 6grenmeyi kalici hale getirmesi, iiretken ve yenilik¢i bireylerin yetismesi gibi
¢iktilar, disiplinler arasi veya birbirini tamamlayan i¢cerik yapist bakimindan, bazilari da STEM’i
olusturan dort farkli alanimn egitiminin birlikte verilmesi, okul i¢i ve dist 6grenme ortamlarinin
kullanimin1 gerektirmesi, 6grencilerin disiplinler arasi ¢alismalarini ve teknolojiyi kullanabilmelerini
saglamasina doniikk oOgrenme oOgretme siiregleri bakimindan STEM egitiminin gerekli oldugunu
diisiinmektedirler. Bu kategoride S7-S’nin “STEM egitimi ¢ok giizel; 6grenciler yaparak yasayarak
goriiyor her seyi ve daha kalici 6grenmeler olusuyor”, S9-M’nin “Yapilandwrici yaklasima daha uygun
bir sistem oldugunu diigiiniiyorum”, S6-M’nin ise “STEM egitimi, “arastirma ve sorgulamaya
dayalidir” gorisleri dikkat ¢ekmistir.

STEM egitiminin gerekliligine yonelik goriis bildiren STEM egitim almayan Ogretmen
adaylarinin ¢ogunlugunun bilginin yapisina yonelik inang¢lar1 bakimidan orta diizeyde olduklar: dikkati
cekmektedir. Ote yandan, S12-M nin Tiirkiye’de STEM egitiminin “abartildigini” K5-N’nin ise “belirli
yerlerde, belirli okullarda gergeklesen” bir egitim olarak algilandigini diistindiikleri goriilmiistiir.

STEM egitiminin getirileri temast incelendiginde; STEM egitimi alan 6gretmen adaylarmin
STEM egitimi ile bilgi, medya ve teknoloji okuryazarligi, yasam ve kariyer ve de 6grenme ve yenilik
becerileri kategorilerinde gruplanan 21. yiizy1l becerilerinin kazandirilmast gibi getirilerinin
olabilecegini diisiindiikleri goriilmektedir. 21. yy. becerileri arasinda 6grenme ve yenilik becerilerine
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odaklanan STEM egitimi alan 6gretmen adaylart STEM egitimi ile yaratici diisiinme, iletisim ve is
birligi becerilerinin yani sira agirlikli olarak elestirel diisiinme ve problem c¢dzme becerilerinin
kazandirilabilecegini diisiinmektedirler. Bu kategoride M5-S’nin “STEM egitimi ¢ocuklarin teorik
bilgiyi uygulamaya dokerek ii¢ boyutlu diisiinmelerini ve bir takim halinde c¢alisabilme gibi
ozelliklerinin gelisimine katki saglar” ve M9-M’nin “STEM egitimi ¢ocuklarin elestirel diisiinme,
bilimsel diistinme, teknoloji okuryazariigi, farkli disiplinlerin entegrasyonu, is birligine dayali ¢alisma,
yaraticulik, iletisim, tiretkenlik, sorumluluk, girisimcilik, oz yonelim becerilerini gelistirir” goriisleri 6ne
cikmistir. Bilginin yapisi bakimindan biiyiik ¢ogunlugu gelismis diizeyde olan STEM egitimi alan
Ogretmen adaylan elestirel diislinme ve problem ¢dzme becerileri kategorisinde STEM egitimi ile
ogrencilere bilimsel ve elestirel diisinme, farkli disiplinler arasinda iligki kurabilme, sorgulama,
problem ¢6zme gibi becerilerin kazandirilabilecegini belirtmislerdir. Farkli disiplinler arasinda iligki
kurabilme temasinda bilginin yapis1 bakimindan farkli diizeylerde olan 6gretmen adaylarindan M2-
S’nin “Cocuklarin konular arasinda bag kurmasina yardimci olur”, M9-M’nin “... farkl disiplinlerin
entegrasyonunu kurmalarmmi saglar” ve MT-N'nin “farkli bilim dallarinin ortak paydada
bulusturulmasn saglar” gorusleri bilginin yapisina iligkin inanglar ile STEM egitiminin getirilerine
yonelik bakis acilarinin farkliligin1 géstermesi bakimindan dikkat ¢ekicidir.

Ote yandan bazi STEM egitim almayan 6gretmen adaylar1 STEM egitiminin; bilissel gelisimi
ve fen, matematik gibi STEM ile ilgili derslerde akademik basarty1 destekleyici oldugunu diisiiniirken,
bilginin yapisina yonelik inanglar1 bakimindan biiyiik cogunlugu orta diizey olan bu gruptaki 6gretmen
adaylarinin  bir bolimii STEM egitimi ile 21.ylizyil becerilerinin kazandirilabilecegini
diistinmektedirler. STEM egitimi almayan 6gretmen adaylarindan yalmizca S3-M STEM egitimi ile
yasam ve kariyer becerilerinden {iretkenligin kazandirilabilecegini diislinlirken digerleri 6grenme ve
yenilik becerileri temasinda agirlikli olarak diisiinme, yorumlama, sorgulama, arastirma gibi elestirel
diisinme ve problem ¢6zme becerilerinin yaninda yaraticilik ve yenilikgilik becerilerinin de
kazandirilabilecegini diistinmektedirler. Bu kategoride S9-M’nin “STEM egitimi ile cocugun matematik,
fen gibi derslerde verimi artar”, S12-M’nin “STEM egitimi zekd, diisiince, yaraticilik, aktif katilim,
bunlarda geligim saglar, S5-M’nin “STEM egitimi ile ¢ocuklarin problem ¢ézme, yaratict diisiinme,
tasarlama becerileri artar” ve S6-M’nin “STEM egitimi ¢ocuklarin arastirmact, yenilikci, bir sorunu
kendi kendine c¢ozebilme yetisi kazandirir” gorisleri elde edilen bulgularin ana kaynagim
olusturmaktadir.

Her iki 6gretmen aday1 grubunun STEM egitiminin getirileri ile ilgili goriisleri her ne kadar 21.
ylizy1l becerilerine odaklanmis olsa da ¢cogunlugu bilginin yapisi bakimindan gelismis diizeyde olan
STEM egitimi almis olan 6gretmen adaylariin vurgu yaptiklar1 21. yiizy1l becerilerinin gesitliliginin
daha fazla oldugu, ¢cogunlugu bilginin yapisi bakimindan orta diizeyde olan STEM egitimi almamuis
Ogretmen adaylarinin goriislerinin ise daha az sayida/tiirde beceri ile sinirh kaldig1 goriilmektedir.

Ogretmen adaylarinin STEM alanlar1 arasindaki iliski temasindaki gériisleri incelendiginde
STEM alanlarinin birbirini destekledigine yonelik goriislerin 6ne ¢iktigi, daha fazla goriis bildiren
STEM egitimi alan Ogretmen adaylarindan gelen goriislerin yaridan fazlasinin bilginin yapisi
bakimindan gelismis, buna karsin STEM egitimi almayan 6gretmen adaylarimin orta diizeyde olduklar
goriilmistiir. STEM egitimi alan 6gretmen adaylart STEM’in farkli alanlar olmasina ragmen iliskili,
birbirlerini destekleyen/besleyen alanlar olduguna vurgu yapmuslardir. Bu temada M11-S’nin “Bu
disiplinler birbirinden bagimsiz degil, birbirlerini etkileyip bir biitiin olustururlar”, M10-M’nin “Fen
matematigi kullamir, teknoloji de miihendisligi. Aslinda hepsinin arasinda parc¢alanamaz bir bag
vardir”, M5-S’nin “Birisinin gelismesinde digeri rol oynar” goriisleri dikkat cekmektedir. Ogretmen
adaylarinm bilginin yapisina yonelik inanglar1 bakimmdan STEM alanlar1 arasindaki iliskiyi tanimlama
diizeyleri de farklilik gostermistir. Gelismis diizeydeki 6gretmen adaylart STEM alanlar arasindaki
iliskiyi karsilikli etkilenme, birbirini besleme ve birlikte bir biitiinii olusturma seklinde tanimlama
egilimi gosterirlerken, orta diizey 6gretmen adaylarimin belirli bir alanin diger bir alan1 destekledigi
yOniinde, 6rnegin fenin matematigi, teknolojinin miithendisligi destekledigi seklinde tek yonlii bir iligki
olarak tanimlama egiliminde olduklari, buna karsin gelismemis diizeydeki 6gretmen adaylarinin (M7-N
ve M8-N) STEM alanlar arasindaki iliskiye yonelik herhangi bir tamimlama yapmadiklart goriilmiistiir.
Ote yandan MI1-S “Cogu konuda (STEM) birbirini agiklamada yardimct oluyor, anlatimi
kolaylastiriyor” goriisi ile dort alan1 sadece iliskili alanlar olarak tanimlamanin 6tesinde, bu alanlarin
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iligkili olmasinin 6grenme Ogretme siireglerine de olumlu yansimalarinin olduguna, bir alanin
digerlerinin 6gretilmesini/6grenilmesini kolaylastirdigina da dikkat ¢ekmistir. Diger taraftan STEM
egitimi alan 6gretmen adaylarinin sikliginda olmamakla birlikte STEM egitim almayan &gretmen
adaylart da STEM alanlarimin  birbirleriyle iligkili, birbirini tamamlayan alanlar oldugunu
diisiinmektedirler. STEM alanlar1 arasindaki iliskiyi S2-S “Aslinda hepsi bir arada giizel bir resim
olusturabilecek renkler gibidir. Yalniz baslarina da islevleri olduk¢a onemlidir ancak beraber giizel bir
resim olusturabilirler” seklinde kapsamli bir sekilde tanimlarken, S4-N “Hepsinin ortak paydast
matematiktir” diyerek Matematik alanini odaga koyan bir tanimlama yapmistir. STEM egitimi alan
akranlarindan farkli olarak STEM’in Ogretimine dikkat ¢ekmeyen STEM egitimi almamis olan
ogretmen adaylart STEM egitiminin 6n kosullar1 olduguna dikkat cekmislerdir. Ornegin S10-M
“Uretken bir zekd gerektirir’ diyerek STEM egitiminin belirli 6n kosullarin saglanmasi durumunda
geceklesebilecegini ifade etmistir.

Ogretmen adaylarmin STEM egitimine ydnelik goriislerinin bir boliimii STEM egitimi ile ilgili
yapilan yanlighiklar temasimi olusturmustur. Her iki grubun STEM egitiminde yapilan yanligliklar ile
ilgili goriisleri hedefler, 6grenme 6gretme siiregleri ve 6gretmen niteligi olmak iizere {i¢ ortak kategoride
toplanirken, bunlarin yan1 sira STEM egitimi alan 6gretmen adaylarinin STEM egitimine baslama yas1
ve Ogretim materyalleri kategorilerinde toplanan ek goriislerinin de oldugu goériilmektedir. STEM
egitimi alan Ogretmen adaylari hedefler kategorisinde STEM’in felsefesinin dogru bir sekilde
anlasilamamis olmasim bir yanlshk olarak gormektedirler. Ornegin M6-S “STEM bir yaklasim
olmaktan ¢ok bir ogretim teknigi olarak gériiliiyor” diyerek STEM’in felsefesinin anlasilamamig
olmasina dikkat ¢ekmistir. STEM egitimi alan 6gretmen adaylart STEM egitiminin 6grenme 6gretme-
siiregleri ile ilgili olarak, her alanin egitiminin ayni diizeyde yapilmamasini ve giinliik yasamla
iliskilendirmenin yapilmamasini temel yanlsliklar olarak gérmektedirler. Ornegin, M2-M “dért alanin
entegrasyonu (odaktaki) asil disiplinden uzaklagtirryor” ve M3-S “fen ve matematik konularinin
yvasamla iliskilendirmesi tam olarak yapilmiyor” derken, M4-S ise dort temel alandan “sadece
matematik ve fen egitiminin teorik diizeyde” verildigini “teknoloji ve miihendislik” alanlarinin goéz ardi
edildigini belirtmistir. Ogretim materyalleri kategorisinde ise bazi STEM egitimi alan 6gretmen adaylar1
yeterli ekonomik destegin saglanamamasini bir yanliglik olarak goérdiiklerini ¢ilinkii bu durumun STEM
egitimi i¢in gerekli 6gretim materyallerinin teminini gili¢lestirdigini belirtmiglerdir. Ek olarak, 6gretmen
niteligi kategorisinde STEM egitimine yonelik temel yanlisliklardan birinin STEM egitimini STEM
egitimi almamis 6gretmenlerin vermesi oldugunu diisiindiikleri goriilmiistiir. Ornegin M10-M “STEM i
ilk basta ogretmenlerimiz anlamali, uygulamali, benimsemeli” derken STEM egitiminin STEM’e hakim
Ogretmenler tarafindan verilmesi gerektigine dikkat ¢ekmistir. STEM egitimine baglama yags1 temasinda
ise STEM egitiminin erken yaslarda baslatilmamasini ve her yasta seviyeye uygun bir sekilde devam
ettirilmemesini temel yanlisliklar olarak belirtmislerdir. Ornegin M9-M “Ilkokul ve okul éncesi diizeyde
tizerine diigiilmemesini”, P11-S “Her simif diizeyinde yapimamasini” temel yanhsliklar olarak
gormektedir.

Diger taraftan STEM egitimi almayan 6gretmen adaylarinin STEM egitimi ile ilgili yanligliklara
iliskin goriiglerinin STEM egitimi alan akranlarindan daha sinirh bir sekilde hedefler, 6grenme 6gretme
stirecleri, dgretmen niteligi ve icerik kategorilerinde toplandigi goriilmektedir. Bazi STEM egitimi
almayan Ogretmen adaylari hedefler kategorisinde STEM egitiminin felsefesinin anlagilamadigin
belirtmislerdir. Ornegin S5-M i¢in “amacimn anlasilamamis olmasi”, S11-M i¢in STEM’e “énem
verilmemesi”, S8-S i¢in ise STEM egitiminin “etkinlik yapmayla bir tutulmasi” STEM’in hedefleri ile
ilgili yapilan temel yanligliklardir. Buna paralel olarak STEM alanlarmma ayni diizeyde 6nem
verilmeyisini, bazi alanlarin daha fazla 6ne cikarilmasini igerik ile ilgili yapilan yanligliklar olarak
gormektedirler. Ornegin S3-M’ye gore “teknoloji iizerine daha ¢ok yogunlasilmasr” STEM egitiminin
icerigi ile ilgili temel bir sorundur. STEM egitimi almayan 6gretmen adaylarma gére de STEM
egitiminin teorik diizeyde ve giinliik hayatla veya diger alanlarla iligkilendirmeler yapilmadan verilmesi
dgrenme dgretme siiregleri ile ilgili temel yanhighklardir. Ornegin S1-S i¢in STEM egitiminin “sadece
teorik verilmesi”, S19-M i¢in ise “giinliik hayatla bagdastirilmamas:” temel yanlisliklardir. Ogretmen
niteligine yonelik olarak ise, 6gretmenlerin STEM egitimi almamis olmalar1 da temel yanlisliklardan
birisidir. Ornegin S4-N’ye gore “STEM egitiminin oncelikle égretmene verilmemesi” Tiirkiye’deki
STEM egitimi ile ilgili temel bir yanlisliktir.
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Ogretmen adaylarimin simiflarinda STEM uygulamalarina yer verme niyetleri ile ilgili
bulgular

STEM egitimi alan ve almayan 6gretmen adaylarinin 6gretmen olduklarinda siniflarinda STEM
uygulamalarina yer verme niyetlerine yonelik bulgular Sekil 3’te verilmistir.

STEM egitimi almayan 6gretmen adaylarmin

goriisleri
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Sekil 3. STEM egitimi alan ve almayan Ogretmen adaylarmin 6gretmen olduklarinda smiflarinda STEM
uygulamalarina yer verme niyetlerine yonelik goriisleri

Sekil 3’teki bulgulara bakildiginda her iki grup d6gretmen adayinin 6gretmen oldugunda STEM
uygulamalarina yer vermeye yonelik goriislerinin {i¢ paralel temada gruplandigi ancak, tema
iceriklerinde belirgin bir sekilde ayristig1 soylenebilir.

STEM uygulamalarina yer verme gerekceleri temasinda, STEM egitimi alan 6gretmen
adaylarinin daha yiiksek oranda 6gretmen olduklarinda STEM egitimine yer verme niyetinde olduklar
goriilmektedir. Bilginin yapisina yonelik inanglart bakimindan ayrigmaksizin STEM egitimi alan
ogretmen adaylart 6gretmen olduklarinda derslerinde STEM uygulamalarina yer verebileceklerini
belirtmiglerdir. M2-M 6gretmen oldugunda derslerinde “STEM uygulamalarina yer vermek istedigini”
¢linkiic. STEM egitimi ile 6grencilerin “konuyu farkli yollarla somutlastirmak ve anlayabilmelerini
saglamanmin daha kolay” olugunu diisiinmektedir. Bilginin yapis1 bakimindan gelismis ve orta diizey
Ogretmen adaylarimin gelecekte STEM uygulamalarina yer verme niyetleri ile ilgili goriisleri STEM
alanlariin harmanlanarak, aktif 6grenme temelli ve teknoloji destekli STEM egitimi, bunun igin ise
STEM egitimi almis nitelikli 6gretmenlere ihtiya¢ duyuldugu gibi STEM felsefesinde yer alan kose
taglart ile ilgili iken, gelismemis 6gretmen adaylarmin 6grencilerin dikkatini ¢ekebilmek gibi dolayli
amaglar icin STEM egitimine yer vermeyi disiindiikleri dikkati ¢ekmektedir. STEM egitimi alan
ogretmen adaylari, STEM egitiminin derse odaklanmalarim ve katilimlarini arttirdigy igin 6grenciye,
ogrencilerin dikkatini ¢ekmeyi kolaylastirdig1 i¢in 6gretmene yararlart oldugunu diisiinmektedirler.
Omegin M5-S “Ogrencilerin daha ¢ok derse katilmalarini ve odaklanmalarim saglayacagim
diigtiniiyorum” derken, M7-N ise 0gretmen olarak “dgrencilerin dikkatini ¢ekebilmek” igin Ggretmen
oldugunda STEM uygulamalarindan yararlanmay1 diisiindiigiinii belirtmistir. Ancak baz1t STEM egitimi
alan 6gretmen adaylar1 6gretmen olduklarinda STEM uygulamalaria yer vermeyi istediklerini fakat
STEM etkinliklerini hazirlamanin zorluklarini ve bunun ayri bir egitim ve deneyim gerektirmesini
olumsuzluk olarak gordiiklerini belirtmislerdir. M10-M’nin “...uygulama hazirlamak veya en azindan
etkinlik hayal etmek zorlayici. Bu yiizden ilk basta kendimi gelistivip, sonrasinda 6grencilere uygularim”
goriisli durumu 6zetlemektedir. Benzer sekilde, M1-S “Ogretmen oldugumda STEM uygulamalarina yer
vermek isterim ama bu kolay degil, 6gretmenin ozel bir egitim almig olmast gerekir” seklinde goriis
bildirmistir. STEM egitimi alan 6gretmen adaylarinin nasil kullanilmali temasini olusturan; STEM
egitimine ne sekilde yer verebileceklerine iliskin goriisleri incelendiginde disiplinler arasi bir yaklagim
ile farkli alanlar1 bir arada ele almak, 6grencilerin aktif katilimlarini desteklemek ve miimkiin oldugunca
etkilesimli tahta, web araglar1 ve modellemeleri gibi teknoloji destekli 6gretim materyallerini kullanmak
niyetinde olduklar1 goriilmektedir. M8-N “Dort ana alami  harmanlayarak” MI11-S  “Swnifia
ogrencilerimin de aktif sekilde etkinlikler yapmasinm saglayarak” dgretmen olduklarinda siiflarmda
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STEM uygulamalarina yer vereceklerine yonelik somut rnekler belirtmislerdir. Ayrica, dikkat edilecek
konular kategorisinde 6gretmen oldugunda STEM uygulamalarina yer vermek isteyen bazi 6gretmen
adaylar1 bu uygulamalarinda 6grencileri dogru yonlendirmeye, 6grencinin kendisinin bilgiye ulagmasini
saglamaya ve aktif katilimi desteklemeye dikkat edeceklerini belirterek 6grenme 6gretme siireclerini
nasil gerceklestireceklerinin ipuclarin1 da vermislerdir. Ornegin M10-M “Ogrenciyi yénlendirirken
kendi dogrusunu kendisinin bulmasina dikkat ederim” derken 6grenme dgretme siireglerinde hem aktif
katilima hem de 6grencinin bilgiyi kendisinin inga etmesini saglamaya vurgu yapmustir.

Buna karsin STEM egitimi alan bazi 6gretmen adaylarinin 6gretmen olduklarinda siniflarinda
STEM uygulamalarina yer verme konusunda Ogrenci, 6gretmen ve hem 6grenci hem de 6gretmen
acisindan gekinceleri bulunmaktadir. Ogretmen kategorisinde bazi 6gretmen adaylarini, bir 63retmenin
dort farkli alanin egitimini vermede yeterli olamayabilecegi, bu anlamda o6gretmenlerin egitim
eksikliklerinin olabilecegi ve kalabalik siniflarda uygulama giicliiklerinin olabilecegi endisesi ile
ogretmen olduklarinda STEM uygulamalarina yer verme konusunda cekinceleri bulunmaktadir.
Ornegin M9-M  “Kalabalik simflarda uygulama giicliigii cekebilirim.” diisiincesiyle 6gretmen
oldugunda STEM uygulamalarina yer vermeyebilecegini belirtirken, M4-S, ileride STEM egitimi
vermemesinin en temel sebebinin “STEM egitimini sadece bir matematik 6gretmeni vermemelidir.
Matematik ve fen bilgisi dgretmenleri, bilgisayar ve miihendislik egitimcileri ile ortak verilmelidir.”
diisiincesi oldugunu belirtmistir. Hem 6grenci hem de 6gretmen ile ilgili ¢ekinceler kategorisinde ise
STEM egitimi alan baz1 6gretmen adaylar1 her konunun STEM’e uygun olmamasi, STEM konularmin
her dgrencinin ilgisini gekmemesi, okullardaki 6grenme ortamlarinin teknolojik donanimlarinin STEM
egitimini destekleyici nitelikte olmamasi veya sinif i¢i etkinliklerin uzun zaman almasi gibi etkenlerin
Ogretmen olduklarinda STEM uygulamalarina yer vermeme riskini arttiracagini diistinmektedirler.
Omnegin M5-S icin “sumifta bulunan teknolojik cihazlarin yeterli olmamasi” gelecekte STEM
uygulamalarina yer vermeme gerekgesi iken, M1-S i¢in “STEM etkinliklerinin uzun zaman almasi” ve
“aliskin olunan bir sistem olmadigindan ogrenci ve 6gretmende kafa karisikligi yaratabilecek olmasi”
olas1 gerekgelerdir.

STEM egitimi almayan Ogretmen adaylarmin &gretmen olduklarindan simiflarinda STEM
uygulamalarina yer verme niyetlerine iliskin goriislerinin de STEM egitimi alan akranlar1 ile paralel
temalar olusturdugu ancak tema igeriklerinde farklilastiklar1 goriilmiistiir. Bilginin yapisina yonelik
inanglar1 bakimindan ¢ogunlugu orta diizey olan STEM egitimi almayan 6gretmen adaylarindan yedisi
ogretmen oldugunda siniflarinda STEM uygulamalarina yer verecegini belirtirken digerleri heniiz karar
vermediklerini veya konuya iliskin goriislerinin olmadigimi belirtmislerdir. STEM uygulamalarina yer
verebilecegini belirten 6gretmen adaylarinin STEM egitimi alan akranlarindan farkli olarak daha genel
cevaplar verdikleri goriilmiistiir. Ornegin S2-S “Etkinlikler diizenler, ¢alismalar yaparim”, S7-S
“ogrencilere deneyler yaptirnim” S9-M  “deneyler giinliik hayattan olurdu”, S11-M “STEM
uygulamalarina yer verebilirim ama ¢ok ayrintil olmamak sartiyla” seklinde goriiglerini belirtmislerdir.
Gelecekte sinifinda STEM uygulamalarina yer verebilecegini belirten 6gretmen adaylarindan bazilar
STEM egitimi igin dgretmenin egitim almasinin gerekliligine dikkat ¢ekmislerdir. Ornegin S3-M
ogretmen oldugunda smifinda STEM uygulamalarina “STEM egitimi ile ilgili daha fazla bilgi alip,
ogrendikten sonra yer verebilirim”, derken, S10-M “STEM’i iyice arastirip, uygulama asamalarini
ogrenip sonra uygularim” demistir. S8-M 6gretmen oldugunda sinifinda STEM uygulamalarina yer
verip vermeyecegi konusunda “bilmiyorum” cevabi verirken, S1-S “bunu diigiinmek i¢in erken oldugu
kanisindayim” cevabim vermistir. S1-S gibi bu sorunun cevabim vermek i¢in erken oldugunu diisiinen
Ogretmen adaylarmin temel nedeni heniiz STEM egitimi almamis olmalaridir. Bu gruptaki gretmen
adaylarinin 6gretmen olduklarinda simiflarinda STEM uygulamalarina yer vermeme gerekgelerinin
STEM egitimi alan akranlarindan farkli olarak sadece 6gretmenlere yonelik ¢ekinceler ile sinirli oldugu
goriilmektedir. Ogretmen ile ilgili cekinceler temasinda toplanan goriisleri incelendiginde, gerekli
egitimi almadiklari i¢in 6gretmen olduklarinda siniflarinda STEM uygulamalarina yer verme konusunda
kararsiz kaldiklar1 anlasilmistir. Ornegin S3-M  “Kararsizim, ciinkii yeterli egitimim oldugunu
diistinmiiyorum” derken, S8-M “Uygulayacak kadar bilgili oldugumu diisiinmiiyorum” demistir. Bu
bulgunun yukarida 6gretmen adaylarmin 6nemli bir bolimiiniin gerekli egitim almasi durumunda
smiflarinda STEM uygulamalarina yer verebilecegine yonelik bulgu ile yakindan iligkili oldugu
sOylenebilir. Her iki bulgunun, 6gretmen adaylarinin gelecekte siniflarinda STEM uygulamalarina yer
verme karar1 verebilmeleri i¢in hizmet dncesinde nitelikli bir STEM egitimi almalarinin 6nemine igaret

123



Egitim Kuram ve Uygulama Aragtirmalar Dergisi 2024, Cilt 10, Say1 1, 112-131 Aylin CAM, Semra TICAN BASARAN

ettigi sOylenebilir. Ayrica STEM egitimi almis akranlarinin ¢ekincelerinin yalnizca 6gretmenin egitim
almasi ile sinirh kalmayip, STEM’in 6gretimine yonelik ¢ekinceler de belirtmeleri STEM egitiminin
onlarda yaratmis oldugu bakis agis1 farkliligin1 géstermektedir.

Son olarak dikkat edilecek konular kategorisinde dgretmen oldugunda STEM uygulamalarina
yer verecegini belirten STEM egitimi almayan 6gretmen adaylarinin STEM uygulamalarinda dikkat
edecekleri noktalara iliskin goriisleri 6grenci, 6gretmen ve 6grenme Ogretme siirecleri kategorilerinde
toplanmustir. Ogrenciler ile ilgili olarak gretmen adaylar1 dgrencinin hazirbulunusluguna ve duyussal
ozelliklerine dikkat edeceklerini belirtmislerdir. Ornegin S7-S  “Ogrencinin STEM’i sevip
sevmemesine”, S1-S “yetenege” onem verecegini belirtmistir. Ote yandan 6gretmen kategorisinde
ogretmenin STEM’e verdigi 6neme vurgu yapmiglardir. S1-S STEM uygulamalar i¢in 6gretmenin
“Ozenine” dnem verdigini belirtmistir. Ogrenme 6gretme siirecleri ile ilgili olarak ise, 6grencilerin aktif
katilimim ve is birligini destekleyici olmasia dikkat edeceklerini belirtmislerdir. Ornegin, S5-M “is
birligine” 6nem verecegini belirtirken, K15-M “iiretmeye, diigiinmeye, arastirmaya yonelik etkinlikler
yapmaya” énem verecegini belirtmistir.

Ogretmen adaylarinin STEM egitimine yonelik énerileri ile ilgili bulgular

STEM egitimi alan ve almayan 6gretmen adaylarinin STEM egitimine yonelik onerileri ile ilgili
bulgular Sekil 4’te verilmistir.

STEM egitimi almayan 6gretmen adaylarinin
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Sekil 4. STEM egitimi alan ve almayan dgretmen adaylarinin STEM egitimine yonelik onerileri

Sekil 4’teki bulgulara bakildiginda her iki grup 6gretmen adaymin STEM egitimine yonelik
olarak Ogrenci, dgretmen, igerik, 6grenme ortamlari, 6grenme Ogretme siiregleri, ortak temalarinda
toplanan Onerilerinin yani sira, STEM egitimi alanlarin dgretim programi, almamis olanlarin ise aile
destegi temalarinda toplanan ek dnerilerinin de oldugu goriilmektedir.

STEM egitimi alan 6gretmen adaylar1 6grenci temasinda STEM egitimi i¢in uygun yas, erken
STEM egitiminin yararlar1 ve motivasyon kategorilerinde toplanan 6nerilerde bulunmuslardir. STEM
egitimi i¢in uygun yas alt temasinda bu gruptaki 6gretmen adaylarin 6nemli bir bolimi STEM
egitimine miimkiin oldugunca erken yaslarda baglanmasini bu anlamda okul 6ncesi egitimde veya
ilkokulda STEM egitimini 6nerirken, bazi dgretmen adaylar1t STEM egitiminin, ortaokul hatta lise
diizeyinde verilmesi gerektigini M 1-S ise “her yasta verilebilir’ oldugunu diisiinmektedir. Konu ile ilgili
olarak M11-S “Agac¢ yasken egilir ataséziinden yola ¢ikarak, kiigiik yasta temelini oturtup ileriki yillarda
daha ¢ok mantik kurabilirler” seklinde gorisiinii ifade ederken, M2-M “Erken dénemde soyut
kavramlart ¢ocugun algilamasi zor oldugundan ve STEM egitimi ile bunu somutlamak miimkiin
oldugundan [erken yaslarda STEM egitimi verilmesi] onemlidir” seklinde gorils bildirirken STEM
egitiminin ileri egitim kademelerinde verilmesi gerektigini diisiinen M4-S “... okul éncesi ve ilkogretim
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temel egitim yeridir. Okuma-yazma bilmeden STEM egitimi vermenin anlami yoktur.” yoniinde goris
bildirmistir.

Cogunlugu bilginin yapis1 bakimindan gelismis diizeyde olan bu gruptaki 6gretmen adaylarinin
STEM egitiminin erken yaslarda verilmesini isteme gerekceleri erken STEM egitiminin yararlari alt
temasi1 altinda cocugu tanima ve yodnlendirme, hazirbulunusluk, ¢ocuga sagladigr kazanimlar ve
O0grenme Ogretme siiregleri kategorilerinde gruplanmistir. Cocugu tanima ve yonlendirme kategorisinde
STEM egitimi alan Ogretmen adaylart STEM egitiminin erken yaglarda cocuklarm gelisimsel
ozelliklerinin belirlenmesi ve bu dogrultuda yonlendirilebilmelerinde rol alabilecegine dikkat
cekmislerdir. Ornegin M5-S erken STEM egitimi ile “Cocuklarin ilgi alanlarina yénlendirmekte
kolaylik saglanabilecegi diisiiniiyorum” demistir. Kazanimlar kategorisinde ise; erken STEM egitiminin
ogrenci acisindan disiplinler arasi gegisleri erken yaslarda goérerek daha biitiinciil ve farkli diigtinme
becerilerini gelistirebilecegine, buna bagli olarak hazirbulunusluk temasinda erken STEM egitiminin
ileri egitim kademelerinde verilecek STEM egitimine temel olusturmasi bakimindan énemli olduguna
dikkat cekmislerdir. Ornegin M5-S “Cocuklar ilkokul seviyesinden yavas yavas sisteme alistirilmalilar
ki sonrasinda STEM egitiminden daha fazla yararlanabilsinler” seklinde goriis bildirirken, M10-M
“STEM, ogrencinin birlesik diistinmesini saglar. Bunun okul oncesinde baslamasi daha saglikli ve
faydalr” seklinde goriis bildirmiglerdir. Diger taraftan 6grenme 6gretme siiregleri kategorisinde; erken
STEM egitiminin ¢ocuklarin ilgilerini ¢cekmeyi kolaylastirmasi ve somut 6grenme firsatlart sunmasi
bakimindan 6grenme 6gretme siireglerine olumlu etkilerinin olduguna dikkat ¢ekmislerdir. Motivasyon
kategorisinde ise dgrencilerin STEM e ilgi duymalarinin énemli oldugunu diisiinen M11-S “Ogrencinin
istekli olmasi, STEM uygulamalarinin verimli olmasim saglayacak anahtarlardan birisidir” goriisiiyle
STEM egitiminin basariya ulagmasi i¢in 6grencilerin bu egitime tesvik edilmelerinin énemine dikkat
¢ekmistir.

STEM egitimi alan 6gretmen adaylari icerik kategorisinde; STEM egitimi i¢eriginin matematik
agirlikli olmasim onermislerdir. Ornegin M2-M STEM uygulamalarmin verimliligi “Ana konuya
(Matematik) agirlik vermeye baglidir” derken, M3-S “Her seyin anast Matematiktir, STEM de her sey
onun tstiine kurulmustur” diyerek, icerikte STEM’in M’sinin agirlikli olabilecegini onermislerdir,

ile iliskili olabilecegi diistiniilmektedir.

STEM egitimi alan 6gretmen adaylar1 iyi bir STEM egitiminin okul i¢i ve okul diginda uygun
ogrenme ortamlarinin kullanimi ile miimkiin olabilecegini diigiinmektedirler. Nitelikli bir STEM egitimi
icin M11-S okullarda “Sinif, laboratuvar gibi 6grenme ortamlarinin yeterli olmasi”, M8-N “donaniml
swiflar’, M4-S ise “... donamimli bir STEM laboratuvart” olmasini dnermislerdir. Ek olarak, M10-M
bu siniflarda “Ogrencilerin kendisini gelistirebilmesi ve akillarindakini yapabilmeleri icin gerekli arag
geregler”, M9-M “teknolojik aletler” olmasi gerektigine dikkat ¢ekmislerdir. Diger taraftan basarili bir
STEM egitimi i¢in okul dis1 6grenme ortamlarina yonelik onerilerde de bulunmuslardir. Bu kapsamda
M4-S “okula yakin yerlerde bilim miizeleri olmaldir” derken, M4-S “Okul, miihendislik fakiiltesine
yakin olmalidir” diyerek okul dis1 ortamlardan da STEM egitimini destekleyici sekilde yararlanilmasini
onermislerdir.

STEM egitimi alan &gretmen adaylar1 6grenme 6gretme siiregleri temasinda, bu siireglerde
STEM alanlarinin biitiinlestirilmesi, etkin 6grenmenin desteklenmesi ve STEM egitimi i¢in yeterli
zamanin ayrilmasi yoniinde onerilerde bulunmuslardir. Ogrenme dgretme siiregleri ile ilgili olarak M6-
S “STEM alanlarimin dogru entegre edilmesi gerekmektedir”, M11-S “Ogrencinin dogruyu kendisinin
bulmasina rehberlik edilmesi gerekir’, M4-S “STEM egitimini tek bir matematik Ogretmeni
vermemelidir. Matematik ve fen bilgisi 6gretmenleri ile bilgisayar ve miihendislik egitimcileri ile ortak
verilmelidir” ve M12-S “verimli bir STEM egitimi yeterli zaman ayrilmasina baglidir” yoniinde
onerilerde bulunmuglardir. M12-S gibi STEM egitimi alan 6gretmen adaylarinin STEM egitimi i¢in
yeterli zamanin ayrilmasi gerektigini diistinmelerinin yukarida da belirtildigi tizere STEM’in uygulamali
ve Ogrencinin etkin katilimini destekleyen bir felsefesinin olduguna yonelik goriisleri ile iliskili oldugu
distiniilmektedir.

STEM egitimi alan dgretmen adaylar1 6gretmen temasinda iyi bir STEM egitiminin dgretmen
sayis1 ve niteligi ile iliskili olduguna dikkat ¢cekmisler, bu dogrultuda STEM egitimini STEM egitimi
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alan 6gretmenler tarafindan verilmesini 6nermislerdir. Ornegin iyi bir STEM egitimi i¢cin M8-N “yeterli
sayida Ogretmen” olmas1 gerektigini belirtirken, M6-S “Ogretmenlerin fen, matematik, miihendislik,
teknoloji alanlarinda yeterli diizeyde bilgilendirilmeleri” gerektigini, M9-M “Ogretmenin, yeterli alan
bilgisi tizerine ogretim bilgisi ve en onemlisi de alanlarin entegrasyonunu bilmesi” gerektigini
diisiinmektedir. Bu temada, bilginin yapis1 bakimindan gelismemis diizeyde olan P8_N’in 6gretmen
sayisina odaklanirken, orta diizeyde olan P9-M’nin 6gretmenin niteligine odaklanmasi 6gretmen
adaylarinin bilginin yapisina yonelik inanglart ile STEM egitimine bakis acilar1 arasindaki iligkinin
derinlemesine arastirilmasini isaret ettigi sdylenebilir.

STEM egitimi almayan akranlarindan farkli olarak STEM egitimi alan &gretmen adaylari
Ogretim programi temasini olusturan onerilerde de bulunmuslardir. STEM egitimi alan baz1 6gretmen
adaylari, basarili bir STEM egitiminin 6gretim programlarinda yapilacak diizenlemelere bagli oldugunu,
bunun i¢in &gretim programlarimin STEM egitimini destekleyici bir sekilde gdzden gecirilmesini
onermislerdir. Ornegin M12-S  “STEM uygulamalarimin verimliligi  miifredatlarda  gerekli
diizenlemelerin yapilmasina baghdy” diyerek 0Ogretim programlarinda yeniden diizenlemeler
yapilmasini 6nermistir.

Basarili bir STEM egitiminin &gretmenin niteligi ile yakindan iliskili oldugunu diisiinen
Ogretmen adaylar1 6gretmen temasinda STEM egitimini verecek dgretmenin yeterliklerine yonelik
onerilerde bulunmuslardir. Bilginin yapis1 bakimindan farkli profillerde olsalar da ¢ogu STEM egitimi
alan 6gretmen adayr STEM egitimi verecek 6gretmenlerin STEM alanlarina yonelik alan bilgisi ve
mesleki bilgilerinin olmas1 gerektigini diisiinmektedirler. M9-M “Ogretmenin, yeterli alan bilgisi
tizerine 6gretim bilgisi ve en énemlisi de alanlarin entegrasyonunu bilmesi gerekir” gorisiiyle bu tema
altinda toplanan goriigleri adeta 6zetlemistir. STEM egitimini STEM’de yer alan alanlarin egitimini
almis ve onlar1 entegre ederek Ogretimini yapabilme becerilerine sahip bir 6gretmen tarafindan
verilebilecegini diisiinen ¢ogunluga karsin bilginin yapis1 bakimindan gelismis diizeyde olan M4-S
“STEM egitimini tek bir matematik 6gretmeni vermemelidir. Matematik ve fen bilgisi 6gretmenleri ile
bilgisayar ve miihendislik egitimcileri ile ortak verilmelidir” diyerek STEM egitiminde STEM
alanlariin her birinin 6gretiminde uzmanlagsmis 6gretmenlerin is birligine dikkat ¢ekmistir.

Diger taraftan, STEM egitimi almayan 6gretmen adaylarimin STEM egitimi alan akranlarina
gore daha az sayida olan Onerilerinin paralel temalarda toplandig1 ve ek olarak aile destegine dikkat
cektikleri goriilmektedir. Bu gruptaki 6gretmen adaylarinin en gok goriis bildirmis olduklar1 6grenci
temasinda STEM egitimi alan akranlar1 gibi STEM egitimi i¢in uygun yas, erken STEM egitimin
yararlar1 ve motivasyon kategorilerinde toplanan 6nerilerde bulunmuslardir. S4-N STEM egitiminin
“her yasta”, S11-M ve S1-S “ilkokuldan sonraki yaslarda” verilebilecegini onerirken, STEM egitimi
almayan Ogretmen adaylart agirlikli olarak STEM egitiminin erken yaslarda baslamasin
onermektedirler. S2-S “ne kadar erken, o kadar iyi” derken, S6-M “STEM egitimi ... ne kadar
kiiciikliikten baslarsa ¢cocuklar o kadar arastirmaci bir ruha sahip olurlar” yoniinde goriis bildirmistir.
Cogunlugu bilginin yapist bakimindan orta diizeyde olan STEM egitimi almayan 6gretmen adaylarinin
da STEM egitiminin erken yaslarda verilmesini istemelerinin gerekcelerinin ¢ocugu tanima ve
yonlendirme, hazirbulunusluk, c¢ocuga sagladigi kazanimlar, ve Ogrenme Ogretme siirecleri
kategorilerinde toplandig1 ve sayica STEM egitimi alan akranlarindan daha fazla goriis bildirdikleri, bu
durumun STEM egitimi almayan &gretmen adaylariin simif dgretmenligi programina devam eden
Ogretmen adayr olmalan ile iligkili olabilecegi diisiiniilmektedir. Cocugu tanima ve yonlendirme
kategorisinde erken STEM egitiminin ¢ocugun olas1 yeteneklerinin erken fark edilmesini saglayacagina
dikkat ¢ekilmistir. S8-M’ye gore erken STEM egitimi ile “Eger ¢ocugun dogustan bir yetenegi varsa
ortaya ¢ikmis olur”. Kazammlar alt kategorisinde erken STEM egitiminin dgrencilerin sorgulama ve
farkli diisiinme becerilerini gelistirilebilecegine, daha kalici olan bu donemdeki 6grenmelerin ileriki
yasamlarina daha fazla katki saglayacagina vurgu yapmislardir. Ornegin S12-M “Erken STEM egitimi
farkl diigiinmek, diistindiiklerini sorgulamak acisindan onemlidir” derken, S7-S “Erken yastaki ...
ogrendikleri daha kalici oluyor”; S8-M “Cocuklar yetiskinlerden daha kolay ogreniyorlar. Kiigiik yasta
bunun egitimini almalari gelecekte onlari olumlu yonde etkiler” yoniinde goriis bildirmislerdir.

Icerik temasinda; STEM egitimi igeriginin STEM alanlari ile sinirh tutulmayip farkli alanlarla
da birlestirilebilecegini ya da STEM i¢indeki alanlardan teknolojinin basi ¢ekmesini onermislerdir.
STEM egitiminin STEM alanlar ile sinirl tutulmasinmi yanlis bulan S2-S “Farkl: disiplinler bir araya
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getirilebilir’, S4-N “Ana kavram olarak teknolojiyi alip digerlerini onun icinde biiyiitmeliyiz, T-SEM
seklinde” Onerilerinde bulunmuslardir.

STEM egitimi alan 6gretmen adaylarina gore daha az goriis bildirilen 6grenme Ogretme
stirecleri temasinda bazi STEM egitimi almayan O0gretmen adaylart bagarili bir STEM egitimi igin
O0grenme Ogretme siireclerinin iyi planlanmasi ve uygulanmasi, 6gretmen-6grenci etkilesiminin
saglanmas1 gerektigine dikkat ¢ekerken, 6grenme ortamlar1 temasinda 6grenme ortamlarinda teknoloji
desteginin saglamasini énermislerdir.

Ogretmen niteligini de nitelikli bir STEM egitiminin bir pargasi oldugunu diisinen STEM
egitimi almayan ogretmen adaylari bulunmaktadir. Ogretmen temasinda STEM egitiminin
verimliliginin “Ogretmelerin siirece ne kadar dahil olduklarina baglh” oldugunu diisiinen S9-M
dgretmenlerin STEM konusunda iyi yetismis olmalarini, “Ogretmenlerin siirece ne kadar dahil oldugu
STEM egitiminin anahtarr” olarak gdéren S9-M “oOgretmen aktif rol iistlenmelidir” Onerisinde
bulunmustur. Tiim 6gretmen adaylarindan farkli olarak aile destegi temasinda basarili bir STEM egitimi
icin aile desteginin Onemine dikkat ¢eken S2-S “veliler Ggretmeleri desteklemelidir” Onerisinde
bulunmustur.

Tartisma, Sonuc ve Oneriler

STEM egitimi almis ve almamis &gretmen adaylarinin STEM egitimine yonelik goriisleri
incelendiginde, STEM egitimi almis 6gretmen adaylarinin STEM egitimi almamis akranlarina gore daha
derin ve daha genis bir bakis acili goriislere sahipken; STEM egitimi almamis grubun paralel goriislere
sahip olsalar da goriislerinin daha sinirh diizeyde oldugu gorilmiistiir. STEM egitimine yonelik
goriisleri STEM egitimine yiiklenen anlam, STEM egitiminin getirileri, STEM alanlar arasindaki iligki
ve STEM egitimi ile ilgili yanliglar olmak tizere dort paralel tema altinda toplanan goriisleri birlikte
degerlendirildiginde STEM egitimi alan 6gretmen adaylarinin STEM egitimi ile ilgili yanligliklar temasi
hari¢ diger temalarda daha fazla sayida goriis bildirdikleri goriilmektedir. STEM egitimi ile bireylerin
STEM bilgilerinin gelistigine yonelik onceki aragtirmalarin (Adebusuyi vd., 2022; Corlu, 2012; Shahali
vd., 2015) bulgulart ¢alismanin STEM egitimi alan 6gretmen adaylarinin STEM’e yonelik goriislerinin
daha kapsamli oldugu yoniindeki bulgularmi desteklemektedir.

STEM egitimi almis ve almanmus Ogretmen adaylarmin STEM egitimine yonelik goriisleri
bilginin yapisina yonelik epistemolojik inanglar1 ile birlikte incelendiginde; STEM egitimini gerekli
bulan 6gretmen adaylarinin genellikle bilginin yapis1 bakimindan gelismis inanglara sahip 6gretmen
adaylar1 oldugu gorilmiistiir. Bu bulguyu o6gretim tercihlerinde epistemolojik inanglarin 6nemli
olduguna dair arastirma bulgular1 desteklemektedir (Tanase ve Wang, 2010). Bilginin yapisina yonelik
inanglar orta diizeyde olan STEM egitimi almamis dgretmen adaylariin bazilari, STEM egitiminin
belli okullarda smirli seviyede yapildigini ifade etmislerdir. STEM egitimi almis bilginin yapisina
yonelik gelismis inanca sahip Ogretmen adaylari, STEM egitimi ile 21. yiizyi1l becerilerinin
kazandirilabilecegini diisiinmektedir. Bilginin yapisina yonelik gelismis inanglara sahip 6gretmen
adaylar1 STEM alanlar1 arasindaki iliskiyi karsilikli etkilenme, birbirini besleme, destekleme ve
biitiinliik olusturma seklinde ifade ederken; orta diizeyde gelismis inanglara sahip 6gretmen adaylar
belirli alanlarin digerini destekligi tek yonlii bir iliski seklinde ifade etmisler; gelismemis inanglara sahip
Ogretmen adaylari ile alanlar arasindaki iliskiyi ifade etmemislerdir.

Bu ¢alismada, STEM egitimi almis ve almamis 6gretmen adaylarimin gelecekte siniflarinda
STEM uygulamalarin1 yer vermelerine yonelik niyetleri bilginin yapisina yonelik epistemolojik
inanglar1 da g6z oniinde bulundurularak incelenmistir. Ogretmen adaylarindan bilginin yapisina ydnelik
olarak orta ve gelismis diizeyde epistemolojik inanglara sahip olanlarin, STEM alanlarinin
entegrasyonuna, aktif 6grenme ve teknoloji destekli bir STEM egitimine ve STEM egitimini veren
ogretmenlerin nitelikli bir STEM egitimi almasinin énemine dikkat ¢ekerek STEM felsefesinin temel
prensiplerine paralel bir bakis agisi sergilemislerdir. Buna karsin, bilginin yapisina yonelik inanglar
gelismemis diizeyde olan Ogretmen adaylarinin STEM egitimini 6grencilerin dikkatini ¢ekme gibi
dolayli hedeflerine odaklanmakla yetindikleri gériilmiigtiir. Caligmanin, STEM egitimi almig 6gretmen
adaylariin gelecekte siniflarinda STEM egitimini uygulama niyetinde olduklar1 ve bu niyetlerinin ana
bilesenlerinin STEM egitiminin temel bilesenleri ile paralel oldugu yoniindeki bulgusu Giinbatar ve
Bakirci’nin (2019) elde etmis olduklari bulgular ile benzerlik gostermektedir. Ancak, nicel bir arastirma
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olan Giinbatar ve Bakirci’nin (2019) ¢alismasinda elde edilen bulgulardan farkli olarak, bu ¢alismada
ogretmen adaylarinin STEM etkinliklerinin hazirlanmasinin zor olmas, nitelikli bir egitim gerektirmesi,
dort farkli alanin egitimini verebilmek icin tek bir 6gretmenin yeterli olamamasi ve kalabalik siniflarda
uygulama gii¢liiklerinin olacagi yoniinde goriislere sahip olduklar1 da ortaya konulmustur. Bilginin
yapist bakimindan ¢ogunlugu orta seviyede olan STEM egitimi almamig dgretmen adaylarinin, STEM
egitimi alan ve geligsmis inanglara sahip akranlarina gore 6gretmen olduklarinda siniflarinda STEM
etkinliklerine yer verme niyetlerinin daha diisiik oranda oldugu bazilarinin ise heniiz karar vermedigi
goriilmiistiir.

Bu c¢alismada son olarak, STEM egitimi almis ve almamis Ogretmen adaylarinin STEM
egitimine yonelik onerileri de bilginin yapisina yonelik inanglar1 bakimindan incelenmistir. STEM
egitimi almig 6gretmen adaylari, erken STEM egitimi, motivasyon ve 6grenme Ogretme siiregleriyle
ilgili 6nerilerde bulunmuslardir. STEM egitimi almis ve bilginin yapis1 agisindan gelismis diizeyde olan
Ogretmen adaylari, STEM egitiminin erken yaslarda ¢ocuklarin gelisimsel 6zelliklerini anlamada,
cocuklar1 tanima ve yonlendirmede etkili olabilecegine dikkat ¢ekmislerdir. Bu baglamda, erken STEM
egitiminin disiplinler arasi gegisleri erken yaslarda deneyimleyerek daha biitiinciill 6grenmeyi
destekleyebilecegi, farkli diisiinme becerilerini gelistirebilecegi ve ileri egitim kademelerine temel
olusturabilecegi tizerine vurgular yaptiklar1 gériilmiistiir. Bu bulgular, Aydin’in (2020) erken yaslardaki
STEM egitiminin yaraticilik, problem ¢6zme, yenilikgilik gibi 21. yilizy1l becerilerini gelistirmenin etkili
bir yolu oldugu yoniindeki bulgulari ile benzerlik gostermektedir. STEM egitimi almis 6gretmen
adaylari, iyi bir STEM egitimi i¢in 6gretmen sayisi ve niteliginin de 6nemli oldugunu belirtmiglerdir.
Bu 6gretmen adaylarinin bilginin yapisina yonelik inanglari ile bilirlikte incelendiginde; bilginin yapisi
bakimindan orta diizeyde gelismis inanglara sahip 6gretmen adaylari STEM egitimi agisindan
Ogretmenin niteligine dikkat ¢ekerken, gelismemis inanglara sahip olanlarin 6gretmen niceligine dikkat
cektikleri goriilmiistiir. Bu bulgu, 6gretmen adaylarinin bilginin yapisina yonelik inanglar ile STEM
egitimine bakis acilar1 arasindaki iligkinin genisletilerek arastirilmasimna olan ihtiyact gosterdigi
sOylenebilir. Ote yandan, cogunlugu bilginin yapisina yonelik orta diizeyde inanglara sahip olan STEM
egitimi almamis 6gretmen adaylarinin STEM egitimi i¢in dnerilerinin, STEM egitiminin erken yaslarda
baglamas1 ve Ogrenme siireglerinin etkili planlanmasi {izerine odaklandigi, STEM egitiminde aile
destegine de vurgu yaptiklar1 goriilmistiir ancak bu dnerilerin STEM egitimi almis 6gretmen adaylarinin
Oneri yelpazesine gore daha sinirl kaldigr goriilmiistiir.

Calismanin sonucunda, STEM egitimi almig ve bilgi yapis1 agisindan daha geligmis inanglara
sahip 6gretmen adaylarimin, STEM egitimine iliskin daha fazla goriis ve 6neri sundugu, STEM egitimi
almis 6gretmen adaylarinin, gelecekte siniflarinda STEM etkinliklerine daha fazla yer verme niyetinde
olduklari belirlenmigtir.

Calisma grubu 24 sinif ve ilkdgretim matematik 6gretmenligi programlarina devam etmekte
olan tigiincii sinif 6gretmen adaylari ile sinirli olan bu ¢alismanin sonunda; 6gretmen adaylarinin bilginin
yapist bakimindan ist diizeylerde olmasi ve STEM egitimi almalar1 durumunda; STEM egitimine
yonelik bakis agilarinin genisledigi ve gelecekte siniflarinda STEM uygulamalarina yer verme
egilimlerinin art1g1 sonucuna ulagildigi sdylenebilir. Bu arastirmada, 6gretmen adaylarinin epistemolojik
inanglari ve STEM egitimine bakis acilari arasinda iligkinin incelenmesine dair 6nemli ipuglari
bulunmaktadir. Arastirmacilara, 6gretmen adaylarinin bilginin yapisina yonelik inanglar1 ile STEM
egitimine bakis agilar arasindaki iliskiyi aragtiran, farkli 6gretmen aday1 gruplari ile nicel verilerin ve
istatiksel analizlerin yapilabilecegi deneysel caligmalar Onerilebilir. Bu aragtirma bulgulari, STEM
egitimini daha etkili ve kapsamli hale getirmek i¢in 6gretmen egitimi programlarmin ve STEM egitimi
politikalarinin sekillendirilmesinde dikkate alinabilecegini gdstermektedir.
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