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ABSTRACT

TURKISH PRESCHOOL TEACHERS’ BELIEFS AND PRACTICES
RELATED TO CHILD-CENTERED EDUCATION

Sak, Ramazan
Ph.D., Department of Elementary Education
Supervisor: Assist. Prof. Dr. Feyza Tantekin Erden
Co-Supervisor: Prof. Dr. George S. Morrison
April 2013, 271 pages

The aim of this study was to describe preschool teachers' beliefs, self-reported
and actual practices related to child-centered education in Turkey. In addition, the
consistency of preschool teachers’ beliefs and their practices about child-centered
education was examined. In order to investigate this phenomenon, 20 preschool
teachers working in public schools were interviewed related to their beliefs and self-
reported practices about child-centered education. Also, 5 of these teachers were
observed and their documents were reviewed in order to investigate their actual
practices. A semi-structured interview protocol and an observation form were
developed by the researcher to explore the preschool teachers’ beliefs, self-reported
and actual practices related to child-centered education.

For the qualitative data analysis, word-repetition technique was used. The
findings of the study showed that preschool teachers had both appropriate and
inappropriate beliefs, self-reported and actual practices related to main components
of child-centered education such as the physical environment, instructional activities,
relationship, behavior management, assessment and parent involvement. There were
both consistency and inconsistency between teachers’ beliefs, self-reported and
actual practices. Teachers evaluated themselves as absolutely child-centered, usually

child-centered, both teacher-centered and child-centered, or teacher-centered.



Teachers gave the reasons for them being unable to be child-centered as; heavy
workloads, their educational background and lack of knowledge about child
centeredness, expectations of parents and principals, and class size.
Recommendations are made as how to remove these obstacles in order that Turkish

preschool education can become more child-centered.

Keywords: Child-centered education, preschool teachers, teachers’ beliefs, teachers’

self-reported practices, teachers’ actual practices,



0z

TURK OKUL ONCESI OGRETMENLERININ COCUK MERKEZLI EGITIM
HAKKINDAKI INANIS VE UYGULAMALARI

Sak, Ramazan
Doktora, Ik gretim Boliimii
Tez Yoneticisi: Yrd. Dog. Dr. Feyza Tantekin Erden
Ortak Tez Yoneticisi: Prof. Dr. George S. Morrison
Nisan, 2013, 271 sayfa

Bu ¢alismanin amaci Tiirk okul 6ncesi 6gretmenlerinin ¢ocuk merkezli egitim
hakkindaki inanis, kendi sOylemlerine dayanan uygulamalari ve gercek
uygulamalarini belirlemektir. Ayrica, okul dncesi 0gretmenlerinin ¢ocuk merkezli
egitim hakkindaki inanis ve uygulamalarinin tutarliligi incelenmistir. Bu olguyu
arastirmak icin arastirmaci devlet okullarinda gorev yapan 20 okul Oncesi
Ogretmeniyle onlarin ¢gocuk merkezli egitim hakkindaki inanig ve kendi sdylemlerine
dayanan uygulamalarini 6grenmek igin goriismeler yapmistir. Ayrica, 6gretmenlerin
gercek uygulamalarini aragtirmak i¢in bu 6gretmenlerden 5 tanesi gézlemlenmis ve
belgeleri incelenmistir. Okul Oncesi Ogretmenlerinin ¢ocuk merkezli egitim
hakkindaki inamis, kendi soOylemlerine dayanan uygulamalari ve gergek
uygulamalarini belirlemek igin arastirmaci tarafindan gelistirilen yar1 yapilandirilmig
bir gériisme formu ve bir gozlem formu kullanilmigtir.

Nitel verilerin analizi igin, kelime tekrar1 (word-repetition) teknigi
kullanilmistir. Calismanin bulgular1 gostermistir ki okul dncesi d6gretmenleri ¢ocuk
merkezli egitimin ana boyutlar1 olan fiziksel ¢evre, etkinlikler, iliskiler, davranis
yonetimi, degerlendirme, ve anne-baba katilimi hakkinda hem c¢ocuk merkezli
egitime uygun hem de uygun olmayan inanig, kendi sdylemlerine dayanan
uygulamalara ve gercek uygulamalara sahiptirler. Ayrica hem okul o6ncesi
ogretmenlerinin inanig, kendi sOylemlerine dayanan uygulamalar1 ve gergek

uygulamalar1 arasinda hem tutarlilik hem de tutarsizlik oldugu bulunmustur. Son

Vi



olarak, okul oncesi 0gretmenleri kendilerini kesinlikle ¢ocuk merkezli, genellikle
cocuk merkezli, hem 6gretmen hemde cocuk merkezli, ya da 6gretmen merkezli
olarak degerlendirdikleri belirlenmistir. Okul 6ncesi 6gretmenleri kendilerinin ¢ocuk
merkezli olmalarin1 engelleyen sebebler olarak is yiiklerinin ¢oklugunu, ¢ocuk
merkezlilik hakkinda bilgi ve deneyimlerinin eksikligini, anne-babalarin ve okul
midiirlerinin beklentilerini ve sinif mevcutlarinin ¢oklugunu siralanmustir. Tiirk okul
oncesi egitiminin daha fazla ¢cocuk merkezli olmasi i¢in bu sebeplerin nasil ortadan

kaldirilacagina iliskin tavsiyelerde bulunulmustur.
Anahtar Kelimeler: Cocuk merkezli egitim, okul Oncesi Ogretmenleri, 6gretmen

inaniglari, 6gretmenlerin kendi sdylemlerine dayanan uygulamalari, 6gretmenlerin

gercek uyglamalari,
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CHAPTER |

INTRODUCTION

The idea that early childhood education should be child-centered is not new
(Moyer, 1987). Originally, child-centered education was based on the work of Jean-
Jacques Rousseau (Saracho & Spodek, 2009). Rousseau (1712-1778) believed that
children should be educated naturally and education should be child-centered and
consider child's needs (Rousseau, 1950; Rousseau, 2003). Educators from the past as
well as the present acknowledge the significance of child-centered education.
However, it is difficult to make a specific definition of child-centered education since
there are various uses and meanings connected to the term. Initially, different phrases
are used interchangeably such as learner-centered, student-centered and child-
centered. While learner-centered is used for learners of all ages, student-centered is
only used for students and child-centered is used for younger learners (Ellis, 2004).
However, Harmelen (1998) emphasized that use of child-centered education and
learner-centered education interchangeably was a misconception because these two
terms were theoretically different from each other. Learner-centered education
focuses on how learning occurs and knowledge is acquired by all learners whereas
perception of childhood is the essential focus of child-centered education (Harmelen,
1998).

Chung and Walsh (2000) examined the literature pertaining to early
childhood education and found more than 40 meanings of the term "child-centered
education”. For instance, some meanings focused on the participation of children in
decisions about their learning whilst others stated different bases such as children's
interests, developmental levels and development of individual potential. Mongolian
preschool educators defined child-centered instruction as children being able to
freely ask questions, explore new things, express their ideas, creatively think, try to
do things in their own way, take the initiative, make choices and actively learn how
to do things (Myagmar, 2010). Giirkan (2005) defined child-centeredness as the



teachers providing children with an educational environment which was created
appropriately for the children's age, individual characteristics, differences, interests,
needs, and the features of their immediate environment. According to Griebling
(2009), practice, rooted in theory and research concerning how children learn, is the
main focus of child-centered education. Further, children's individual needs, interests
and respect for the differences between individual children are bases of child-
centered education (Kwon, 2004).

The importance of a child-centered curriculum for specific ages and stages
has been supported by research into the brain (Rushton & Juola-Rushton, 2008).
According to Ugaste and Oun (2007), any educational program to be used should be
parallel with the principles of child-centered education, in which the children's
interests should be at the center of curriculum and their developmental needs should
be the focus of the classroom environment and activities (Griebling, 2009).
Moreover, child-centered programs should give more opportunities to increase
children's prosocial behavior and more intrinsic motivation than exist in the basic
skill programs (Reio, Maciolek & Weiss, 2002), improve the creativity and critical
thinking skills of children and provide appropriate education linked to children's
individual developmental levels and interests (Ugaste & Oun, 2007). In addition to
the program, an appropriate environment for the children's interest, skill and
personality features should be provided in child-centered education (Yavuzer, 2002).
Also, the child-centered learning environment should have a democratic atmosphere
that considers individual characteristics, cultural elements and the developmental
needs of the children (Dever & Falconer, 2007). In agreement with Dever and
Falconer (2007), Oun, Saar-ugaste and Niglas (2008) stated that individual
development, cultural environment, nationality and the special needs of children
were important in a child-centered classroom.

Early childhood teachers are other important components of child-centered
education because they have an active role in the successful implementation of a
child-centered curriculum (Bulut, 2008). An early childhood professional is defined
by Morrison (2008) as "a person who works with, cares for, and teaches children

from birth to age eight." (p.3), she works in cooperation with parents, other family



members and the community for high-quality education and also other services
available to provide all children to reach their highest potential (Morrison, 2008).
The role of teachers is crucial and central in child-centered education as a facilitator
(Harmelen, 1998). Morrow and Dougherty (2011) stated that teachers should provide
opportunities for children to learn through their own interest and curiosity based on
the ideas of Rousseau and Pestalozzi. Also, they should provide and select
educational instruments and activities based on their observations and interactions
with children (Niland, 2009). This means that teachers should know their children
very well and the children’s needs, styles and attitudes should be considered when
planning an activity (Kendrick & Labas, 2000). Also, the teachers can provide
opportunities for children to engage in activities and interact with their peers (Klein,
Hammrich, Bloom & Ragins, 2000). Teachers have to collaborate, support and guide
the children they teach. It is due to these roles, that children can feel secure, happy
and succeed in the learning process (Pang & Richey, 2007).

Oun, Saar-Ugaste and Niglas (2008) reported that although there was a
transition from a collectivist teacher-centered education to child-centered education,
many practices of preschool teachers are still teacher-centered. For example, Kwon
(2004) examined preschool teachers' beliefs, practices and content of the child-
centered Korean National Curriculum via documentary analysis, a questionnaire and
observation. He found that although the Korean National Curriculum was child-
centered, preschool teachers' beliefs and actual practices were significantly different
from the child-centered philosophies. In spite of over thirty years of a child-centered
curriculum in Ireland, the results of a nationwide survey of senior infant teachers
indicated that most of them had been implementing a traditional, teacher centered
education in their classrooms (Murphy, 2004; 2006). Maynard and Chicken (2010)
stated that moving away from a subject-centered approach to child-centered
approach may be enormously challenging for preschool teachers. Moreover, they
confirmed the findings of Lee and Tseng's (2008) study which revealed that "the idea
of making the child the center of education is common in all teachers' comments.
However, when you go to into the classrooms to see what's happening in classrooms,

you will see a different picture... in most classrooms, you can still see children being



asked to do drill and practice kinds of activities (memorizing Chinese characters and
mathematical facts, etc)"” (p. 192).

In the literature there are also different ideas about the role of teachers. For
example, according to Montessori (1995), the teacher should be passive, wait
patiently and almost withdraw herself from the scene to provide the child with an
appropriate environment and the children should be free to choose their own
occupations, such as play. Aral, Kandir, and Yasar (2001) emphasize that early
childhood teachers not only have to achieve the aims of early childhood education
curriculum but also have to gain the respect of parents and an understanding of child
education. Another idea is that teachers adopting child-centered principles are
facilitators in the education process encouraging children's development by
providing them with a secure and caring environment in which children can satisfy
their needs and interests (Walsh, 1997).

Teachers do not always put their ideas about child-centered education into
practice in the classroom and this is another focus in the literature. For example,
Winsler and Carlton (2003) interviewed the teachers who identified their pedagogical
philosophy as child-centered constructivists. The behaviors and interactions of
children with other people were observed in these teachers' classrooms. The findings
of this study showed that teachers' practices were not parallel with principles of
child-centered education that they presented in the interviews.

Bandura (1986) stressed that beliefs were the best indicators of the decisions
which people make during their lives and beliefs strongly affected their behaviors. In
agreement with Bandura (1986), Kagan (1992) stated that beliefs lay at the heart of
teaching and teachers' beliefs had an important role in the nature of classroom
instruction and in the professional lives of teachers. Therefore, teacher' beliefs and
practices are the two major domains of the teaching process (Clark & Peterson,1986)
and, teachers' practices in the classroom are affected by their beliefs (Kowalski,
Pretti-Frontczak & Johnson, 2001). In other words, there is a connection between
teachers’ beliefs and practices (Hart, 2002). Also, while explaining the importance of
teachers' fundamental beliefs, McCombs and Whisler (1997) emphasized that

"beliefs consciously and unconsciously shape how teachers see and relate to learners,



learning, and teaching” (p.27). Thus, understanding the structures of teachers' beliefs
is essential to improve teachers' professional preparation and teaching practice
(Pajares, 1992). Thus, preschool teachers' beliefs were foremost focus point of the
current study.

Lastly, in current discussions about educational reform discussions about
appropriate and best practices, it has been accepted that child-centeredness should be
the main property of qualified programs (Lee & Tseng, 2008). Child-centeredness is
a characteristic of many curricula all over the world including Turkey. In 2002 the
Turkish early childhood education curriculum was initiated and applied for four
years then revised in 2006. There are 18 characteristics of the 2006 early childhood
curriculum and one of them is child-centeredness (Giirkan, 2006; MEB, 2006). In
2012, some changes were made in the Turkish early childhood curriculum and a pilot
new curriculum has been begun to be used in some regions of Turkey. The data of
this study was collected during the period in which the early childhood curriculum of

2006 was being applied.

1.1 Purpose statement

There is an increasing dissatisfaction about the child-centered curriculum
since constructivism is interpreted in different ways. In other words, while teachers
engage in activities with children actively and guide them during daily activities in
some child-centered programs, other programs only give teachers the role of setting
up an environment to support children's exploration, giving maximum freedom of
choice to children, and not interfering with the children's activities unless required or
necessary (Winsler & Carlton, 2003). Similarly, there is a fairly general definition
and explanation of child-centeredness in the Turkish curriculum stating that the
child's age, developmental features, interest, needs, individual characteristics,
differences and near environment's features are taken into account to achieve the
objectives, and to regulate activities and principles of assessment. However, each
teacher may interpret this definition in a different way so there is no consistency
between teachers' practices. Also, the same curriculum can be implemented in a

different classroom based on the beliefs of a particular teacher (Munby, 1983).



Stephen (2010) claimed that it was not possible to agree on whether child-
centeredness was crucial for success of children’s learning because of the different
interpretations which were considered as related to child-centeredness.

Having a common understanding and interpretation for child-centeredness is
crucial to reach the goals and objectives of an educational program. In order to
contribute to the field of early childhood education, the aim of this study is to
describe preschool teachers' beliefs and practices related to child-centered education
in Turkey. Therefore, this study has been designed to investigate the following
research questions:

1. What are Turkish preschool teachers' beliefs about child-centered
education?

2. What are Turkish preschool teachers' self-reported practices about
child-centered education?

3. What are Turkish preschool teachers' actual practices in terms of
child-centered education?

4. Are Turkish preschool teachers' beliefs consistent with their practices
in terms of child-centered education?
4.1 Is there a consistency between Turkish preschool teachers' beliefs

and their self-reported practices?

4.2 s there a consistency between Turkish preschool teachers' beliefs,

their self-reported practices and their actual practices?

1.2 Significance of the study

The significance of the study is based on the five topics given below:
1.2.1 Dealing with misconceptions of child-centered education

A child-centered approach has been conducted in the form of
developmentally appropriate practice (DAP) for few decades (Tzuo, Yang & Wright,
2011) and understanding child-centeredness is at the heart of DAP (Dunn & Kontos,
1997). Developmentally appropriate practice "is not a curriculum; it is not a rigid set
of standards that dictate practice. Rather, it is a framework, a philosophy, or an

approach to working with young children” (Bredekamp & Rosegrant, 1992, p. 4).



DAP is defined as the best practice based on the knowledge of how children learn
and develop. Individual differences of children such as age, developmental status and
interest, social and cultural context are also the main focus of all teaching practices
(Copple & Bredekamp, 2009). The DAP is suggested by the National Association for
the Education of Young Children (NAEYC), which is accepted as one of the largest
organizations in the world and works for children (About NAEYC, n. d.). Aims of
the NAEYC are to enhance professional practice and working conditions, and to
strengthen early childhood programs for a high quality system of young children’s
education (NAEYC Mission Statement, n. d.). NAEYC Accreditation in early
childhood education is accepted as the mark of quality. Since 1985, national and
voluntary accreditation system of NAEYC has been used to help families decide high
quality programs for their children and identify professional standards for early
childhood programs (Accredited Program Search, n.d.).

There are some misunderstandings related to DAP (Gestwicki, 2011) and the
same misunderstandings can also be applied to child-centered education such as:

» There is only one right way to carry out child-centered education.

» Child-centered classrooms are unstructured.

» Teachers teach minimally or not at all in child-centered classrooms.

» Child-centered education does not include academic subjects which are
generally interpreted to be the formal skills of learning reading, writing
and arithmetic.

» Child-centered education has no goals or objectives.

It is assumed that many teachers, educators and administrator have some of
these misunderstandings. Therefore, many children are educated by teacher-centered
practices which do not allow children to be more creative, more enthusiastic and
happier in the learning process thus they do not realize their full potential during
their education. Also, understanding the bases of child-centered education in the
teachers' mind makes understanding their classroom practices easier. It is important
that teachers are given the opportunity to re-evaluate their knowledge and
understanding of child-centeredness and their actual practice in the classroom with
the children.



1.2.2 Theory and practices

The term child-centered is not new and there are various practices recognized
as child-centered both in Turkey and elsewhere in the world. In particular, current
early childhood programs try to follow developmentally appropriate approaches all
over the world and child-centered practices are main focuses of these approaches
(Copple & Bredekamp, 2009). Although emphasizing the importance of child-
centeredness has been one of prominent movements in teacher education in last 20
years (Malone, 2008) and many preschool teachers have gained knowledge about
child-centered education during their university education, it is not possible to say
that teachers always can put their knowledge and beliefs into practices. For instance,
Janas (1999) reported both consistency and inconsistency between teacher beliefs
and behaviors. Thus, this study has an important role in defining the consistency
between preschool teachers' beliefs and practices related to child-centered education.
1.2.3 Achieving the aims of the Turkish early childhood education system

In order to achieve aims of current Turkish early childhood education and
program, preschool teachers have to understand child-centered education correctly
and their practices should be based on child-centered principles.

Through child-centered education, cognitive, emotional, physical, and social
development of children will be better developed (Perry & Weinstein, 2010) and the
preschool teacher is a vital component of this process. Therefore, it is hoped that this
study will develop teachers awareness of the extent to which their classroom practice
is in keeping with their knowledge and professed ideas about child-centered
education. Preschool teachers' beliefs and practices should be examined in order to
improve the quality of the preschool education program (Wen, Elicker and
McMullen, 2011). Therefore, the information contained within this study can
contribute to the development of well-qualified early childhood education teachers
and the better implementation of the program.

1.2.4 Improving knowledge base of child-centered education

The titles of many studies include the words of child-centered or learner-
centered such as the studies of Baldwin, Adams and Kelly (2009), Xu (2007),
Johnson, Bruhn, Winek, Krepps and Wiley (1999), and Turner (1999). However,



when examined in detail, few of them focus on the details of child-centered
education and in particular teachers' beliefs and practices related to this topic.
Furthermore, there are very few studies about child-centered education in Turkey.
Thus, current study intends to fill this gap and make a valuable contribution to the
literature about the beliefs and practices of teachers in terms of child-centered
education. In some studies, researchers only focus on the teachers' beliefs. However,
there are some studies in which it is suggested that early childhood educators' beliefs
should be compared with their actual practices in further research (Han & Neuharth-
Pricthett, 2010; Parker & Neuharth-Pritchett, 2006; Paro, Siepak & Scott-little, 2009;
Oun, Ugaste, Tuul & Niglas, 2010; Wang, Elicker, McMullen & Mao 2008).
Therefore, this study was not only focused on preschool teachers' beliefs but also
considered teachers' practices and thus aim to contribute to the literature in this field.
1.2.5 Contribution to Turkish early childhood education field

This study is important in terms of its contribution to decreasing
misunderstandings related to child-centered education, clarifying whether preschool
teachers' beliefs and practices are child-centered, supporting the development of
good quality early childhood education, and well qualified preschool teachers who
have a highly developed knowledge of, and the ability to appropriately implement
child-centered education. Another importance of this study is its contribution to
literature related to preschool teachers' beliefs and practices about child-centered
education in the Turkish context. Lastly, an accurate summary of preschool teachers'
beliefs and practices about child-centered education is helpful to assess the effect of

the current preschool teachers' training in relation to child-centered education.

1.3 Motivation for the study

My experiences in the field of early childhood education was initially as a
preschool teacher and then as a lecturer and research assistant. | started my career as
a preschool teacher at the beginning of second semester of the 2002-2003 school
year. In my class, there was a child who needed special education. When | asked the
students to get their activity books and sit on their chairs, | noticed that he did not

have a book. Then, | learnt that his previous teacher thought he could not understand



and follow the directions related the concepts in the book. Therefore he did not have
a book and he only waited in the corner of the classroom during the activity. This
event affected me greatly because | believe that each child is unique and can do a lot
of things based on his/her capacity. When | was a lecturer and a research assistant, |
visited many early childhood classrooms to observe my pre-service students'
practices and observed both child-centered and teacher-centered practices of teachers
in early childhood institutions.

From my experience and observations of other teachers | began to wonder
about preschool teachers' beliefs and practices related to child-centered education
and whether they implemented their beliefs in their classrooms. Although one feature
of Turkish preschool Program (2006) is child-centeredness and there are
explanations about child-centeredness. | am not sure that all preschool teachers had
the same understanding of child-centeredness in the curriculum. Also, | discovered
that there was a gap in literature about child-centered education in Turkey. | found
only one study (Kaya & Glingor Aytar, 2012) about preschool teachers' beliefs and
practices related to child-centered education in a Turkish context. I believe that child-
centered education is very important for the whole development of a young child’s
education and therefore, | hope to make a contribution to early childhood field

concerning the correct understanding and practice of child-centered education.

1.4 Definition of the terms

Preschool Education (Early Childhood Education): Turkish Ministry of National
Education made some changes related to compulsory schooling in 2012 (Ministry of
National Education, 2012). According to these changes, 66 month-old children start
elementary school. In other words, preschool education applies to 37-66 month-old
children since September of 2012. However, the data of this study was collected
before these changes thus the Turkish preschool education referred to in this study
applies to 36-72 month-old children. In other words, children from 3 years old to 6
years old are educated in early childhood institutions in Turkey (Ministry of National
Education, Regulations on Early Childhood, 2004).
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Preschool teacher: In this study, preschool teacher refers to an educator who is
responsible for the teaching of children from 3 to 6 years. Preschool teachers work in
kindergartens and are responsible for applying specific activity plans on the basis of
annual plans (Ministry of National Education, Regulations on Early Childhood,
2004).

Child-centered education: Child-centered education is a multi-faceted process
including environment of the classroom, activities, relationships and behavior
management in the classroom, and parent involvement in education. Children's
individual differences (developmental level, age, culture, gender, learning styles,
interests, preferences, ideas, socio-economic and cultural background of families)
and individual needs (need for mastery, independence, generosity and need to
belong) are the bases of the planning and implementing these facets (Morrison, 2011;
Bendtro & Brokenleg, 2001; as cited in Griebling, 2009).

Teachers' Beliefs: Teachers' beliefs are the filters through which experience is
screened for meaning which influences the classroom decision making and actions
which in turn determine the classroom atmosphere experienced by students
(Subramaniam, 2001).
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CHAPTER II

LITERATURE REVIEW

2.1 Theoretical background

2.1.1 The historical roots of child-centered education

Although many historians and academicians posit that Jean Jacques Rousseau
(1712 -1778), was the pioneer of child centered education (Doddington & Hilton,
2007; Oktay, 2000; Saracho & Spodek, 2009), child-centeredness and its relevant
values have been for so long topic and have deep roots in European and American
cultures (Rugg & Shumaker, 1928).

After the restoration of the British monarchy in 1688, John Locke wrote two
important texts: The Essay Concerning Human Understanding, 1690, and Some
Thoughts Concerning Education, 1693. These two texts played an important role in
the history of education from past to present. Locke was one of the most influential
people who had a major role in the changes of perception in relation to children
(Doddington & Hilton, 2007; Oktay, 2000). According to him, the children were not
little adults. He stated that they were born as blank tablets (tabula rasa) and focused
on the role of environment in the development of children (Locke, 1959). His
principle of the connection between children’s early sensations and ideas is still
considered as the base of child-centered education (Doddington & Hilton, 2007,
Oktay, 2000).

The idea of child-centeredness began to spread through Britain and Europe in
the eighteenth century. The writers of the Renaissance period such as Erasmus,
Bacon and Comenius stated that the interest and pleasure of children were necessary
for their true education (Doddington & Hilton, 2007). According to Erasmus: “The
teacher must never take his own mental interests and capacities as his guide either in
discipline or instruction” (Locke, Yolton & Yolton, 1989, p.95). Bacon emphasized

the importance of actual practice (Woodward, 1971) and pleasure of the mind via
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imagination (Eiseley, 1962) while Comenius stated that children’s interests had to be
used in their education (Jardine, 1974) and said that the “desire of knowing and
learning is to be stirred up in boys in every day” (Dobinson & UNESCO Institute for
Education, 1970).

One of the milestones in the history of child-centered education is based on
the 1798 book of Practical Education, written by Richard Lovell Edgeworth and his
daughter Maria (Doddington & Hilton, 2007; Lascarides & Hinitz, 2000), This text
can be considered to the most extensive child-centered educational work of 1790s.
Locke’s principles, such as freedom, active learning and respecting the developing
intellect of the child, had an impact on the Edgeworths. According to them,
sympathy should be wused to stimulate children’s attention, interest and
understanding. Moreover, the Edgeworths often emphasized that mutual respect;
reason and justice are the bases of adult-child relationship (Doddington & Hilton,
2007).

The opening sentence of Rousseau’s famous book Emile (1950) stated that
“God makes all things good; man meddles with them and they become evil” (p.5).
Based on this belief, he emphasized that children had to be educated naturally,
without undue inference or restrictions (Rousseau, 1950) because natural education
included the qualities related to childhood such as happiness, spontaneity and the
inquisitiveness which have to be promoted and supported (Rousseau, 1950; as cited
in Morrison, 2008). Parents and others should not have a control over children’s
natural growth. This principle was accepted as unfolding which can be defined as the
child developing as a result of maturation based on their innate developmental
schedules. Therefore, children’s growth should be observed and experiences should
be provided at appropriate times (Morrison, 2011; Morrow & Dougherty, 2011) and
understanding unfolding is important for understanding of developmentally
appropriate practice (Brunson, 2004).

Although the ideas of Johann Heinrich Pestalozzi (1746-1827) are often
discussed, they are valued in child-centered education. Pestalozzi, who was
influenced by Rousseau, believed that children’s natural development should be

based on education and children’s interests and needs have to be basis of education
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(Green, 1914; 1969; Gutek, 1968; Morrow & Dougherty, 2011). According to him,
all children are active learners, thus, the teachers’ role is to stimulate children’s self-
activity through the training of their senses rather than direct instruction (Doddington
& Hilton, 2007; Gutek, 1968; Heafford, 1967; Silber, 1973). Pestalozzi had said,;
“Everything | am, everything I will, and everything | ought to do has its origin within
myself” (as cited in Silber, 1973, p. 133).

In the USA, although the term child-centeredness emerged in the late 1800s
and Kliebard (1995) suggested that the origin of the child-centered term in the USA
came from Froebel. However, over time, its original meaning has changed, been
extended or lost according to the aim of the users of the term and it is difficult to
reach a consensus about the use of the term child-centered especially in the context
of early childhood education (Chung & Walsh, 2000).

In 1827, Friedrich Wilhelm Froebel (1782-1852), father of the kindergarten,
first used the term child-centered in his book, The Education of Man (Chung &
Walsh, 2000) writing that “in the period of childhood, man is placed in the center of
all things, and all things are seen only in relation to himself, to his life” (Froebel,
1970, p.97). Froebel emphasized that play and children’s interests were the bases of
child-centered education (as cited in Morrison, 2011).

American Froebelians are important for the history of child-centered
education in the USA and they can be divided into three groups; Transcendentalist,
Hegelian, and Developmental (Chung & Walsh, 2000). Although the term of child-
centeredness did not occur until 1886 in the USA, the Transcendentalist and
Hegelian groups provide necessary historical base for the first use of it. For instance,
Elizabeth Peabody was affected by the Developmental Froebelians and their
construction of the meaning of child-centeredness in the 1880s. However, after the
Developmentalists accepted the liberal position paper in 1903, they ceased describing
themselves as Froebelian. In 1909, the ideas of Hall, Dewey and Thorndike that
constituted the Americanization of the kindergarten and progressive education were
developed in the 1920s and 1930s (Chung & Walsh, 2000). In 1926, Harold Rugg
stated the need for a new curriculum based on children’s interests and activities and

referred to this curriculum as child-centered. Also, Rugg and Ann Shumaker (1928)
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emphasized the importance of the child-sized environment, children’s behavior and
interests in the child-centered school (Rugg & Shumaker, 1928)

Chung and Walsh (2000, p. 221) claim that “the term child-centered is often
attributed to Dewey however, he disavowed the term”, but Rugg and Shumaker
(1928) described the Dewey school at the University of Chicago, The Laboratory
School at the University of Missouri and Francis Parker’s Cook Country Normal
School as the first child-centered schools. John Dewey’s progressive education
theory focused on children and their interests rather than the subject matter. He
believed that education was a process of living rather than a preparation for future
living and the source of activities should be daily life (Dewey, 1897). Therefore,
Dewey’s classroom designs are similar to the children’s home (Morrison, 2008), in
other words the school is accepted as a microcosm of the larger society (Mulcahy,
2007) and, children explore their interests and learn through purposeful play
(Morrow & Dougherty, 2011).

According to the findings of the Plowden Report in the UK which sought free
primary education in Britain based on teaching and learning principles of the time, in
the 1960’s child-centered education became popular since it was seen as an attractive
alternative to mechanical learning (Harmelen, 1998). Although the current ideas and
practices of child-centeredness in early childhood education were shaped and
influenced by child development theories and various progressive educational
philosophies, however, these theories and philosophies focused on child-
centeredness in different ways (Tzuo, 2007).

2.1.2 Philosophical background of child-centered education

In terms of the philosophical background child-centered education that has
been stated differently by different scholars. For example, although Brennen (1999)
emphasized pragmatism, existentialism, humanism and progressivism as the bases of
child-centered education, Henson (2003) explained that progressivism had an
important effect on learner-centered education. Also, child centered education was
defined as a constructivist pedagogy by Winsler and Carlton (2003) whereas Conti

(2007) stressed that pragmatism, existentialism and reconstructionism, which
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focused on the process of children’s personal development, were accepted as learner-
centered. Lastly, according to Sadker and Zittleman (2011), Progressivism, Social
Reconstructionism and Existentialism are child-centered philosophies. Each of these

philosophies is explained briefly below.

Progressivism: This has been defined by Sadker and Zittleman (2011) as the
educational application of pragmatism which was refined and applied to education by
John Dewey and became known as progressivism (Sadker & Zittleman, 2011).
Comenius, Rousseau, Pestalozzi and Frobel, pioneers of early childhood education,
were important figures in relation to progressivism (Darling & Nordenbo, 2003).
Ozmon and Craver (2008) also stated that progressivism was greatly influenced by
pragmatic philosophy but they stressed that there was no certain link between
progressivism and pragmatism.

The characteristics of progressive classroom are similar to those of the child-
centered classroom; such as children are working in small groups, moving and
talking freely and each group being able to focus on different issues (Sadker &
Zittleman, 2011). Children are involved in choosing activities for their own learning
(Noddings, 2007) and the teachers walk around and are interested in children
individually and in small groups, ask questions and make suggestions in a
progressive classroom (Massouleh & Jooneghani, 2012). Furthermore, in a
progressive classroom the teachers should arrange the learning environment and help
the children locate knowledge and integrate it into their own experiences (Ozmon &
Craver, 2008). Also, teachers should organize different interest centers with rich
materials such as books, software which attracts children’s interest on wide array of
topics (Massouleh & Jooneghani, 2012). On one hand, the teacher is an advisor, a
guide, a facilitator, and a motivator (Brennen, 1999; Ellis, 2004; Minor,
Onwuegbuzie, Witcher and James, 2002). On the other hand, she seldom directs
(Ellis, 2004).

A progressive curriculum is based on children’s interests, experiences and
abilities, and children are encouraged to work together cooperatively (Sadker &

Sadker, 2003). Social interaction is important for progressivists and they suggest that
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many group methods such as cooperative model-making, field-trips, role playing,
and dramatizations should be used for children’s education. Children’s individual

interests and abilities define their group (Sadker & Zittleman, 2011).

Social Reconstructionism: According to social reconstructionists, the reconstruction
of society into a new and more just social order is the major aim of schools, teachers
and students. Also, social reconstructionists agree with progressivists about that
children’s needs should be the main concentrate point of schools. However, the
social reconstructionists separated from progressivists after 1920 because of slow
pace of change in schools and society. According to social reconstructionists, social
problems should be ameliorated in schools (Sadker & Sadker, 2003). Children’s
interests should be used to help them find solutions to social problems (Reed &
Davis, 1999). The teachers’ role was defined by social reconstructionists as exploring
social problems, offering alternative perspectives and facilitating the child’s analysis
of these problems. As a facilitator, teachers should assist children in focusing on their
questions, develop a strategy, help organize visits, and assist in helping the children
find an objective perspective (Massouleh & Jooneghani, 2012). Educational
objectives and social priorities must be selected by children in a democratic culture
(Sadker & Zittleman, 2011). Therefore, the social reconstructionist teacher’s role

parallels of child-centered teacher.

Existentialism: From the perspective of this philosophy, children should make all
the relevant educational decisions and evaluate these decisions. Children’s
perceptions, decisions and actions are very important (Massouleh & Jooneghani,
2012). Existentialism focuses on the individual rather than the existence of any
source of objective and authoritative truth. Children should try to be free from
influences of their parents, teachers, schools, religion and culture in order to be
authentic individuals (Diehl, 2010). Children understand and appreciate themselves
as unique individuals in an existentialist classroom. There is great latitude for
children to choose their subject matter and activity (Brennen, 1999). Children’s

creativity and imagination are emphasized in existentialism. There are self-paced,
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self-directed learning through individual contact with the teacher in existentialist
classroom. There is a wide variety of educational options such as field trips and
facilities such laboratory, woodworking shop, computer room, kitchen, art and
several music rooms in existentialist schools. Each child must decide what to do in
these places since that existentialists believe that authentic learning is based on
children’s initiation. The teacher is authentic, a mediator and enabler (Erkilig, 2008).
Existentialists accept that all children are creative and they can discover and nurture
their individual talents (Sadker & Zittleman, 2011). It can be said that emphasizing
of active children in existentialism is similar to children’s active participation in

child-centered education.

2.1.3 Theoretical framework of child-centered education

The important educators and philosophers of the last century such as Dewey
(1938), Freire (2000), Piaget (1952) and Malaguzzi (1998), criticized the traditional,
teacher centered education and the components of child-centered education. Their
beliefs shaped a theoretical framework for child-centered education (Griebling,
2009).

According to constructivist theory, children’s individual knowledge is
constructed by their interactions with their environment (Piaget, 1954; Vygotsky,
1978). Although Piaget (1954) and Vygotsky (1978) agreed that the main component
of development was the construction of knowledge by children (Kitchener, 1996)
and there are differences between their ideas (Powell & Kalina, 2009). For example,
Piaget (1954) accepted that children developed their own intelligence and language
solitarily through the interaction with physical environment. However, Vygotsky
(1978) focused on social interaction which supported and enhanced children’s
mental, language, and social development. According to Piaget, inner speech is not a
prerequisite to thinking whereas Vygotsky saw inner speech as a part of the integral
process of learning and thinking (Powell & Kalina, 2009). Contrary to Vygotsky’s
theory, Piaget’s theory contains developmental stages such as the sensorimotor stage,

the preoperational, the concrete operations and the formal operations. Vygotsky did
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not consider children’s developmental changes according to time and place (Garhart
Mooney, 2000).

The framework of constructivism is based on specific components of child-
centered education. These components are experience, democracy, continuity, and
community (Griebling, 2009).

Experience: Dewey (1897) stated that the concept of experience was at the
center of his educational philosophy. Experience provides an interpretation of what
happens based on previous experiences and transforming how one interprets
advanced experiences. Also, he stressed not only the importance of experiences but
also the quality of the experiences which have to be interelated. While traditional
teaching methods provide indirect experiences, direct experiences are provided in
child-centered education. Exciting learning experiences constitute competence and
desire for future learning of children (Dewey, 1938). Dewey and other modern
constructivists emphasized that “education should entice the natural interest of
students via authentic real-life experiences that are relevant to the child’s life
experiences” (Rushton & Juola-Rushton, 2008, p. 91).

Democracy: Malaguzzi (1998) believed that children’s interests, needs and
development should be considered in child-centered education. Children can actively
contribute and co-construct the curriculum with their teachers. Both teachers and
children should be free to learn in a democratic classroom. Moreover, children’s
rights are the key in this kind of classroom (Malaguzzi, 1998). According to Dewey,
supporting the independence of children in the classroom does not exonerate teachers
from responsibilities. Thus, he defines the role of teacher in a democratic classroom
as being the leader rather than a dictator (Dewey, 1938; Gordon & Browne, 2007).
For instance, in child-centered classrooms, children are encouraged to define their
own projects and solutions by their teachers because teachers are not the authority.
They support children to make their own decision on what action and how they carry
it out (Bresler, 1994).

Continuity: This means that children can make connections between previous
experiences and new knowledge. According to Dewey (1938), the quality of present

experiences and curiosity of children are the main components of continuity. Thus,
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children can attend to self-selected appropriate activities in an emergent curriculum
and become active contributors to their own learning (Dewey, 1938).

When teachers plan the curriculum, they focus on children’s knowledge and
their previous experiences. Also, in the emergent curriculum, teachers see children as
“rich in resources, strong and competent” (Rinaldi, 1998, p.114). Moreover, teachers
formulate flexible and appropriate objectives for children’s interests and needs
(Rinaldi, 1998).

Community: Social interaction and dialogue is necessary while developing a
curriculum and learning together (Dewey, 1938). Also, the social environment is the
necessary scaffold or support system for children to move forward and continue to
build new competencies (Vygotsky, 1978). Finally, Malaguzzi (1998) emphasized
that the role of dialogue was very important for teacher and children to better
understand each other in an open and democratic style.

The role of the social interaction in children’s life was described by
Bronfenbrenner (1979) as “microsystem is the complex of relations between the
developing person and environment in an immediate setting containing that person
(e.g., home, school, workplace, etc.)” (Bronfenbrenner, 1977, p.514). The people in
this the microsystem directly affect children’s development. Also, Vygotsky claimed
that new capacities in the child were first developed during his/her relationship with
adults or more competent peers (Vygotsky, 1978). When children’s activities are
scaffolded by adults and older peers, their development of self-regulation improves.
This development may be a result of the encouragement to manage their own
learning and attitude (Berk and Winsler, 2002).

Table 2.1 summarizes the contributions of philosophers to child-centered

education.
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Table 2.1 The contributions of philosophers to child-centered education

Contributions to Child-

Persons Concepts Centered Education
John Locke (1632-1704)  Environmentalism Rich environment for
early sensations
Richard Lovell Sympathy Children’s attention,
Edgeworth and his interest and
daughter Maria understanding as the
Edgeworth result of the sympathy.
Jean Jacques Rousseau Unfolding Children’s readiness
(1712-1778) concept as a factor in
learning (Morrison,
2011; p.106)
Johann Heinrich Self-activity Teachers’ role as
Pestalozzi (1746-1827) stimulating children’s

self-activity through the
training of their senses

Friedrich Wilhelm Frobel Unfolding, self-activity, Child-centered learning
(1782-1852) Gifts (the sixteen learning  based on play and
activities) children’s interests.

2.2 Research related to child-centered education

Child-centeredness is not a new concept in early childhood education (Lee &
Tseng, 2008). Luther, Comenius, Pestalozzi, Froebel, Montessori, and Dewey stated
that educators must provide child-centered education. These great educators and
others commonly held the belief that children are essentially good therefore teachers
have to provide an appropriate environment for the child’s goodness to manifest
itself (Morrison, 2008).

There have been some studies related to child-centered education, for
example, the historical development of the term child-centered education was
examined by Chung and Walsh (2000) in the context of past to current early
childhood education in America. In this eclectic study, the authors determined that
the meaning of child-centeredness was based on the following three elements; firstly,
Frobel’s idea that the child should be placed at the center of the world, secondly,
from the perspective of the developmentalist construct that the child is the center of

schooling, thirdly, from the progressive notion, that children should direct their own
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activities. The researchers asserted that meanings had changed and been shared over
time.

In relation to the impact of child-centered education on psychological well-
being, a study carried out by Couglin (1996) indicated the importance of child-
centered programs and their effects not only on the children but also on their parents
and teachers. The researcher described the Step by Step child-centered program that
was implemented in 19 different countries in Eastern and Central Europe, and in the
former Soviet Union. The results showed that through this program, teachers
improved their creativity and their ability to be a facilitator for their pupils, parents
participated in the classroom environment and in their children’s education, children
showed positive behaviors, developed healthy habits and became ready for the
transition to elementary school. After being enrolled in this program the children
became more autonomous, since they were specifically encouraged to make their
own choices, show responsible behaviors, and solve their own problems. Also, Reio,
Maciolek & Weiss (2002) compared child-centered preschool and basic skills
preschool programs based on children’s anxiety levels and prosocial behaviors. The
participants in the study were 20 children from a child-centered program and 20
children from a basic skills program. The researchers observed the children during
free play and structured academic activities. They found that children in the child-
centered program more often invited their friends to join the group and praised each
other than the children enrolled in the basic skills program.

There are studies related to the impact of child-centered education on
academic achievement. For example, an experimental study conducted by Turman
and Blatt (1974) indicated that child-centered education programs have a positive
effect on the child’s attainment of academic skills. In the study the participants
enrolled in a child centered program achieved higher scores in reading and
mathematics. In addition, this type of program positively affected not only the social-
emotional development and the intellectual abilities of the children but also that of
teachers and parents (Turman & Blatt, 1974). Another study by Marcon (1992) found
similar results to those of Turman and Blatt (1974) in terms of academic

achievement. The researcher compared child-centered and teacher directed
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classrooms in Columbia public schools. She compared the performances of 295 four-
year-old disadvantaged children and found that the students in the child-centered
classes performed significantly better in terms of their mastery of basic skills than
students in the teacher directed classes. In addition, it was found that when the same
students were observed in the first grade, they showed similar levels of academic
achievement. Moreover, Marcon (1992) reported that students who were in child-
centered classrooms had more developed social skills than their peers had.

Researchers also conducted comparative studies of teacher-centered and
child-centered education and the related approaches. The effects of child-centered
and didactic approaches in preschool and kindergarten programs were examined by
Stipek and her colleagues (1995). The sample in this study consisted of 227 children
(122 girls and 105 boys) from 32 different classes with an average age between 4 and
6 years old. The results of the study indicated that children in child-centered
programs were more autonomous and motivated not only for academic issues but
also in social environments. For instance, they found that children in child-centered
programs selected more challenging mathematical tasks, studied more independently
from adults, and liked school more. Furthermore, it was accepted that the children in
this type of program had improved abilities and increased level of skills, and
expected higher success on school-like tasks.

Oun, Ugaste, Tuul and Niglas (2010) compared the child-centered (Step by
Step program) and traditional Estonian kindergarten teachers’ activities and their
evaluation related to their child-centered activities. The participants of this study
were 150 teachers from the Step by Step kindergartens and 158 teachers from
traditional kindergartens. The researchers found that child-centered approach was
applied more frequently in daily schedule of the Step by Step kindergartens than in
the traditional kindergartens. In the Step by Step kindergartens there was a more
meaningful learning environment, greater parent involvement, and the teaching
strategies, supporting children’s independence and choices were more child-centered
than in the traditional kindergartens. On the other hand, Klein, Hammrich, Bloom
and Ragins (2000) examined the Head Start on Science and Communication

program. They focused on teachers, classroom assistance and parents in 12 Head
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Start classrooms for phase 1 and 8 classrooms in phase 2. The researchers concluded
that it cannot be assumed that information acquired through child-centered methods
is better than teacher directed or visa versa. The best method is the combination of
these two methods which can help children to reach their true potential.

These findings are parallel to those found by Willson-Quayle (2001) in her
examination of the effects of child-centered, teacher-directed and scaffolded
instruction on low-income, Latino preschoolers’ task performance, motivation and
private speech. Sixty-one preschoolers were randomly assigned to different classes in
which there were child-centered, teacher-directed and scaffolded teaching
approaches. The results of pretest and posttest showed that one teaching approach
was not clearly better than other in terms of increasing these preschooler’s task
performance, motivation, and private speech. Therefore, it is not possible to say that
any one approach is the best, in other words, different teaching approaches may have
a different impact on each individual child. Moreover, in her study, Schuh (2004)
attempted to demonstrate how learner centered principles could be entwined in
teacher-centered practices through student perceptions of their teacher and classroom
practices. The researcher administered the questionnaire to the students and teachers
then held interviews and observed the classroom practice. According to the findings
of the study, the principles of a learner-centered can be embedded in a teacher-
centered environment.

Some studies focused on teachers’ perceptions, views and practices related to
child-centeredness and child-centered education. Murphy (2004) examined the actual
practice of Irish infant classrooms teachers related to the adoption of the new child-
centered Irish primary school curriculum. The researcher observed 15 Irish senior
infant classrooms (pupils between 5 and 6 years old). The findings of this study
showed that despite the new curriculum the classroom practice remained teacher
focused. The lack of suitable classroom equipment, class size and teacher training
were considered to define the teacher focused approach furthermore, the teachers’
beliefs and traditional classroom experiences influenced their instructional practices.
Murphy (2004) suggested that teachers should re-construct their own understanding

related to child-centered constructivist classroom practice during their professional
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development programs in order to achieve the desired classroom instructional
practices. In another study, Murphy (2006) examined the views, attitudes and
methodological practices of Irish infant teachers about child-centered practice. The
analysis of 186 questionnaires showed that instead of child-centered education; the
most of the teachers were implementing traditional, teacher centered education in
their classrooms. Teachers stated lack of availability of appropriate equipment,
resources and high pupil-teacher ratio as the reasons for their practice.

Paris and Combs (2006) also conducted a study to explore the meaning of
learner-centered from a teachers’ perspective. The researchers collected data from
interviews with teachers who defined themselves as learner-centered. According to
the results of the study, the teachers’ responses suggest that finite or static and
unquestioned definitions cannot capture the meaning of learner-centeredness.
Myagmar (2010) examined Mongolian preschool educators’ perceptions of the child-
centered approach (child-centered instruction, method, learning). The results from
262 surveys of typical kindergartens and special (Step by Step) program
kindergartens showed that although preschool educators were interested in the child-
centered approach; their understanding were one-sided and confused. On the one
hand, these preschool educators demonstrated a tendency to stress the importance of
the child’s individuality; on the other hand they were less concerned about the
teachers and their role. Also, there were some differences between the special
program kindergartens and the ordinary kindergartens. The educators in the former
saw that child-centered approach was very appropriate for today’s kindergarten life;
the educators in the ordinary kindergartens perceived that the child-centered
approach is not so appropriate and that child-centered approach is not valued because
of the time consumed in organizing an appropriate environment. Interestingly, the
special kindergartens’ educators commented that child-centered approach was
undesirable in terms of the discipline and morale of a class and for collectivity. The
ordinary kindergarten’ educators emphasized that a child-centered approach is
important in relation to knowledge construction, provision and acquisition.

Oun, Saar-ugaste and Niglas (2008) conducted research about the views of

early childhood staff on educational objectives, aspects of the educational process
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and the role of family in child rearing. There were 342 participants in the study and
the researchers found that early childhood staff considered that the most important
educational objectives are the child’s individual characteristics. Although, the
participants emphasized the importance of child-centered approach, they were not
ready to accept parents as equal partners and share responsibility with them.

Lastly, other researchers focused on culture and child-centered education. Lee
and Tseng (2008) conducted qualitative research to examine the cultural conflicts in
the application of a child-centered approach in preschool education in Taiwan. They
interviewed 3 preschool teachers and found that there was ambiguity in relation to
the Western pedagogical notion implementing child-centeredness. The researchers
asserted that child-centeredness has to be (re)conceptualized as a cultural construct.
A learner-centered sites project was developed by Canedo and Woodard (2000). The
aim was to design and implement a child-centered education program in Buffalo,
New York, which has a diverse school population. In their project, they defined the
main components of child-centered education program as: “1) Emphasis on the
whole child: his or her physical, cognitive, social and emotional development, 2)
Classroom environment, 3) Learning through active involvement and teamwork, 4)
Center-based learning (eventually, for about one hour daily), 5) Balance among
large-group, small-group, and individual instruction, 6) Individual instruction based
on observed needs, 7) integrated learning, when relevant”(p. 290). Teacher’s needs,
concerns and goals were responded during the study. The slogan of Canedo and
Woodard’s learner centered sites project (2000) was “There is no one RIGHT way”
(p. 290). They said that the success of the program was thanks to this flexible
attitude. For instance, some teachers used center time in the morning while some
preferred this to occur before lunch or end of the day. In Canedo and Woodard’s
learner centered sites project the teachers were supported concerning the components
of child-centered education such as behavior management, child development
translated into classroom practice, flexible grouping, and thematic planning (Canedo
& Woodard, 2000).

Although within the ideas of philosophers, theorists and educators, there is a

strong emphasis on the importance of child-centered education, and the existence of
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studies that not only test the current philosophies, theories and practices but also
show the positive effects of child-centered education, many research studies show
that teachers engage in inappropriate practices within a child-centered curriculum.
Winsler and Carlton (2003), investigated child-centered education in the context of
the children’s daily activities, social affiliation, and behavior in the class. The
researchers interviewed teachers, who identified themselves as child-centered
constructivists, about their pedagogical philosophy, interacted with different people
and observed the behaviors of the children in teachers’ classes. The sample of the
study consisted of two head teachers and 28 preschool children. On completion of
the study, the researcher found that teacher practices are less appropriate to
developmentally appropriate practices than to the teachers’ professed beliefs.
Brading (2003) examined primary grade teacher’s thoughts and classroom practices
related to developmentally appropriate practice. The researcher observed and
interviewed four primary teachers and their classroom schedules were examined. It
was found that teacher’ beliefs were consistent with the elements of the National
Association for the Education of Young Children however; they were frustrated
about the curriculum in their school. The participant teachers combined their
personal beliefs and the expectations of their schools. Also, teachers reflected the
difficulty of using a child-centered approach in public schools.

Moreover, there were studies which confirmed the consistency between
theory and practice. For instance, Tzuo (2004) examined the interrelationship
between theory and praxis to explicate the meanings of child-centeredness in Early
Childhood Education. There was a consistency between teacher’s beliefs and
teaching practices and both were based on several theories. Also, flexibility was the
main issue in the teacher’s plans to meet children’s needs. The researcher accepted
her participant’s practices as an example of Dewey’s definition of the teacher and the
independent mental tool of teaching. Another study focused on the effect of a
yearlong mentoring program on the teachers’ child-centered beliefs. Trepanier-
Street, Adler and Taylor (2007) examined college students’ beliefs about early
childhood development and whether a yearlong mentoring program promoted their

child-centered beliefs. There were 941 participants in their study who were part of
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the Jumpstart program 2003-2004 which was a national intensive mentoring program
across the United States. After the comparison of the college students’ beliefs based
on their pre and post surveys results, the college students’ beliefs appeared to have
strengthened during their 12 month experience and became more child-centered,
constructivist and less skills-based.

In the Turkish context, there have been very limited studies focusing on child-
centeredness in early childhood education. Kaya and Giingér Aytar (2012) examined
how Turkish preschool teachers put the child-centered approach into practice. In this
mixed design study, the researchers administered a scale for preschool teachers
applying child-centered approach to 133 preschool teachers. Also, researchers
observed two teachers in their classrooms, interviewed them and examined their
daily plans. The researchers found that the majority of teachers achieved
significantly high scores from the scale and their scores related to utilization of the
principles of the child-centered approach were also high. Also, the preschool
teachers’ scores obtained from the scale were directly proportional to their practices.
However, for the teacher with the highest score there was a difference between her
practice and her ideas related to shaping her practices based on child-centered
approach.

Isikoglu, Basturk and Karaca (2009) examined the beliefs about student-
centered education of in-service teachers who taught from kindergarten to eighth
grade. The researchers administered to 307 teachers an inventory covering four
components of the educational curriculum including educational objectives, content,
teaching strategies and instructional assessment. It was found that in-service teachers
had positive beliefs about student-centered education furthermore, their level of
schooling, teaching experience, educational background and teaching subject had
statistically significant effects on their beliefs. For example, the early childhood
teachers stressed more child-centered beliefs than Turkish, Math and Social Studies
teachers in the teaching subjects and teaching strategies subscales.

Bulut (2008) examined the views of teachers on student centered practices in
the new Turkish primary school curriculum. A new student centered primary school

curriculum assessment scale was administered to 370 classroom teachers. The results
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showed that there were significant differences in occupational seniority and class
size. Teachers with higher occupational seniority had more positive views related to
the educational environment than teachers who had less occupational seniority. Also,
teachers with a low class size had more positive views related to educational
environment than teachers who had high class size.

There were other studies which examined student/learner/child-centeredness
for different levels, grade and subjects in Turkish context. For example, Yilmaz
(2008) examined social studies teachers’ views of learner-centered instruction.
However, this research is not presented in this study because it is not directly related
to child-centeredness in early childhood education. Also, researchers reviewed the
literature such as, Giirsen Otacioglu (2008) who examined child-centered learning
and music strategies in preschool classrooms. This study consisted of main topics
such as child-based applications in music education, and the differences between
child-based and teacher-based music class.

2.2.1 Learner-centered psychological principles

Learner-centered psychological principles are the bases of all
learner/student/child-centered practices. Learner-centered practices (LCP) changed
the focal point from the teacher and instruction to the student and learning. They
were derived from 14 principles proposed by the Learner-Centered Principles Work
Group of the American Psychological Association Board of Educational Affairs
(BEA) in 1990 and revised in 1997. The main goal of learner-centered psychological
principles is to contribute to educational reform and school redesign efforts. These
principles are aimed to be applied to all learners, involved in America’s educational
system such as children, teachers, administrators, parents and community members
(APA Work Group of the Board Educational Affairs, 1997). The principles are
consistent with the research on teaching and learning conducted for over more than a
century. The nature of learning and learners is emphasized by these principles as
active and reflective (APA Work Group of the Board Educational Affairs, 1997).
Appendix A of this study contains a summary of the Learner-Centered Psychological
Principles from the APA Work Group of the Board Educational Affairs (McCombs,
2000).
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McCombs and colleagues (McCombs, 2003; McCombs & Lauer, 1997;
McCombs & Whisler, 1997) developed the Assessment of Learner-Centered Practice
(ALCP) a set of surveys based on the Learner-Centered Psychological Principles.
The ALCP was designed to be used by students, teachers, administrators and teacher
educators (McCombs, 1997, 2001, 2003) thus, the ALCP can be used at all levels
from kindergarten to college (McCombs, 2003). Teachers and their students can use
it as a self-assessment tool since the intention of the ALCP it is to define the
consistency between classroom practice and Learner-Centered Psychological
Principles (McCombs, 2003). The validation study involved more than 5,000
teachers and more than 25.000 students. It was found that teachers who were more
learner-centered were happier in their work and had an effective learning process.
Moreover, it was reported that it was not be possible to say that a teacher was
absolutely learner-centered or non-learner-centered (McCombs, 2003; McCombs &
Lauer, 1997; McCombs & Whisler, 1997).

In a later study McCombs, Daniels and Perry (2008) aimed to assess the
consistency between instructional practices and the principles created by the
American Psychological Association. The sample of their study consisted of 2,100
K3 grade children and their teachers (n=124). The results of the study showed that
the perceptions of children who had more learner-centered teachers predicted more
positive perceptions of competence. Also, these children reported greater interest and
pleasure in attending school and the academic subjects. Lastly, children’s perceptions
about the teachers’ role in children’s motivational outcomes were stronger than
teachers’ perceptions related to their own classroom practice.

In conclusion, McCombs (2000) emphasized that “Learner-centered is the
perspective that couples a focus on individual learners-their heredity, experiences,
perspectives, backgrounds, talents, interests, capacities and needs-with a focus on
learning-the best available knowledge about learning and how it occurs and about
teaching practices that are most effective in promoting the highest levels of
motivation, learning, and achievement for all learners” (as cited in Lascarides &

Hinitz, 2000; p. 5).
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2.3 Child-centered early childhood programs

It was assumed that having an understanding the main properties of child-
centered education and examining the well-known child-centered curricula models
would be helpful for the analysis and interpretation of the participant teachers’
beliefs and practices. Although the discussion of the appropriateness of the teachers’
beliefs and practices related to child-centered education based on NAEYC’s
accreditation (2011), some characteristics of child-centered curricula were also
considered. Therefore, the main properties of child-centered education and some

well-known child-centered programs are presented below.

2.3.1 The main properties of child-centered education
2.3.1.1 What are the children’s needs?

The needs of children should be used to develop sets of aims and objectives
which are to guide educational practices (Harmelen, 1998). Maslow (1943), Erikson
(1950) and Coopersmith (1967) tried to analyze and discuss children’s
developmental needs. Griebling (2009) also stated that children had biological needs
such as food and shelter, and developmental needs such as self-worth and self-
esteem. He also emphasized that a child-centered pedagogy aimed to fulfill the
following four developmental needs:

1- The need for mastery (When children feel competent; their motivation for learning
will increase. Children will try to master an understanding of their world).

2- The need for independence (A sense of autonomy and independence are important
for children and they want to say what they learn and how they learn it).

3- The need for generosity (Children can feel that they have a very important role in
their community thanks to the act of generosity. Children want to make a
contribution to society).

4- The need to belong (Children need to belong to a community) (Bendtro &
Brokenleg, 2001; as cited in Griebling, 2009).

2.3.1.2 Which developmental domain needs to be most supported in child-centered

education?
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Early childhood teachers have to teach and support each child at their growth
and development pace across all the domains; physical, social and emotional and
cognitive (Morrison, 2011). Thus, all the domains of development and learning are
equally important and furthermore, they are also closely interrelated. In other words,
children’s development and learning in one domain both influence and are influenced
by the activity in the other domains. Changes in one domain can facilitate or limit
development in other areas. For example, when a child starts to walk, they have new
possibilities for exploring the world and this affects their both cognitive development
and sense of autonomy. Child-centered programs promote all the developmental
domains (Brown, 2009; Meyer, 2001; Reio, Maciolek & Weiss, 2002).

2.3.1.3 What type of physical environment should there be in child-centered
education?

a) Teacher-child ratio: The groups of children may consist of single age or
multiple ages. NAEYC (2011) suggested 16-18-20 children to two adults in 4
to 5 year old preschool classrooms and 20-22-24 children to two adults for 6
year-old. Briefly, it can be said that as a general rule there can be
approximately 20 children and 2 teachers in early childhood classrooms
(Clapp, 1996).

b) Interest areas/Learning area: The classroom space should be divided into
various areas to support children’s play and learning. Child-centered
classrooms should include a variety of interest/learning areas and materials.
Also, washable and soft elements for conversations or comforting should not
be neglected. These areas should be appropriate for small and large group
activities. Semi-private areas should also be provided so that children can
play or work alone or with a friend. Children and teachers should be able to
use clear pathways to move from one area to another without disturbing other
children’s work and play (NAEYC, 2011).

c) Movement area/class size: There should be a minimum of 3.25150 square
meters of usable space for each child in indoor activity areas (NAEYC,
2011).
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d) Temperature/lighting/safety: All areas should be free from glass, trash, sharp
or hazardous items and visible soil and should be in a clean condition. Also,
all areas and equipment should be kept in good repair (NAEYC, 2011).

e) Materials: There should be a variety of age and developmentally appropriate
materials and equipment such as dramatic play equipment, and sensory
materials (sand, water, play dough, paint and blocks). Children should be able
to use the materials throughout the day. The materials should support the
curriculum goals and objectives in literacy, science, math, social studies and
other content areas. Also, the gross-motor equipment should support
psychomotor skill of children (NAEYC, 2011).

f) Decoration of walls: Children’s work must be displayed on wall (NAEYC,
2011).

2.3.1.4 In child-centered education, what should be considered when choosing
materials in the classroom?

The height of the chairs and tables should be child-sized. Children should be
able to use them easily and their feet should be on the floor or ground. Also, there
should be sufficient materials for all children to use and facilitate both individual
play and play with peers. There should be multicultural materials which represent the
cultural traditions, values, and beliefs of the children and their families (NAEYC,
2011).
2.3.1.5 What should be considered when arranging the classroom?

The appropriate implementation of a program’s philosophy is based on the
classroom arrangement and it should support child-centeredness and active learning.
The design of materials and space should encourage children’s discovering,
searching, interest in books, and experimenting with sand and water. The children
should be able to recreate their learning through blocks, clay, woodshop materials,
artwork and dramatic play (Morrison, 2011).

There should be child-accessible shelves which are clearly labeled and filled
with open-ended materials and tools. Learning centers should also be accessible to
the children (Morrison, 2011). Materials should be organized and grouped on low,
open shelves to encourage children to use them independently (NAEYC, 2011).
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Moreover, there should be materials and space for hands-on activities. The furniture
should be arranged in such a way that children can work and play together. Children
should be able to work together side by side and across from one another on tables
and workspaces (Morrison, 2011). Lastly, there should be places where children’s
work is displayed (NAEYC, 2011).

2.3.1.6 What should be considered when planning and implementing a child-centered
activity?

Teachers should consider children’s ideas, learning styles, preferences and
interests when they plan the lessons (Morrison, 2011). There should be both indoor
and outdoor experiences. The daily schedule should be predictable but flexible
providing time and support for transitions. Also, the inclusion of play should be
planned for each day (Meyer, 2001).

Teachers should provide children with materials and allow them time to
select their own activities and the opportunity to participate in group projects and
learn from the other children. The environment should be reorganized to encourage
children to explore new concepts and topics. Teachers should use their knowledge of
each individual child to modify strategies and materials when they want to enhance a
child’s learning. Teachers should observe, talk and listen to children during activities
to learn about children’s ideas and discern how they understand things (NAEYC,
2011). Teachers should use multiple sources to foster children’s curiosity, extend
their engagement, and support self-initiated learning. Teachers should support and
challenge children’s learning during teacher initiated and child initiated activities.
Teachers should give children the opportunity to express their ideas and build
meaningful experiences.
2.3.1.7 How should the timing of activities be managed in child-centered education?

The daily schedule should be predictable; however, it should also be flexible
and responsive to the individual needs of the children. There should be both indoor
and outdoor activities during the day these activities should provide the children with
the opportunity to be active and to rest. Teachers should provide children with time
each day to select their own activities. There should be time and support for

transitions. Children should have time for play, creative expression, large-group,
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small-group and child initiated activities (NAEYC, 2011). Children should be
engaged in something else to do when they wait for materials or their turn. There
should be time for rest, relaxation and pleasure (Morrison, 2011). Also, there should
be ample time for children to think about, investigate and collaborate on their
learning (DiNatale, Steele and Elliott, 2009).

2.3.1.8 What type of teacher-child relationship should there be in child-centered
education?

Teachers should use frequent, regular, meaningful, and extended social
interaction such as asking questions, and listening carefully, mutual laughter and
affection to create a positive emotional climate. In particular, the teacher should
smile; use physical affection, eye contact, and an appropriate tone of voice. Also,
teachers should provide comfort, support and assistance when children have positive
initiations, negative emotions and feelings of hurt and fear; in this way, children can
feel secure. Teachers should build relationship with each child and encourage the
child to express both positive and negative emotions appropriately and change their
responses based on their individual needs. This means that teachers should consider
the individual abilities, temperaments, activity levels and cognitive-social
development. It is important that teachers should never use physical punishment,
psychological abuse or coercion (NAEYC, 2011).
2.3.1.9 What is the role of the teacher in child-centered education?

Teachers should respect the children to foster their emotional well-being and
they should also recognize and praise the children’s work and accomplishments. The
children’s competent and self-reliant exploration and use of classroom materials
should be supported. Teachers should help children talk about their own and others’
emotions. Teachers should provide children with the opportunities to develop
friendship and play together. When children tease or reject others, teachers should
intervene and help children manage their behavior (NAEYC, 2011).
2.3.1.10 What is the role of children in child-centered education?

Children should participate in the decision making and implementing of

classroom’s rules, plans and activities (NAEYC, 2011).
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2.3.1.11 How should classroom rules be established and communicated in child-
centered education?

Classroom rules should be determined with children. Children who bully,
isolate, or hurt other children should be guided in the understanding the classroom
rules by their teacher (NAEYC, 2011).
2.3.1.12 What strategies should be used to prevent children’s misbehaviors in child-
centered education?

Teachers should attempt to prevent potential behavior problems by
anticipating and taking preventative steps but they should never use threats or
derogatory remarks. They also should facilitate positive peer interaction for children
who are socially reserved or withdrawn and bullied or excluded. Children should be
able to identify their feelings, describe their problems and try to find alternative
solutions to resolve their conflicts with help of their teachers. Moreover, teachers,
families and other professionals should work together to support children’s inclusion
and success when children have persistent, serious and challenging behaviors.
Teachers should use environmental rearrangements and activity modifications to
reduce challenging behavior. Lastly, teachers should guide and support children in
using problem-solving techniques and play cooperatively with other children.
2.3.1.13 What are the functions of reward and punishment in child-centered
education?

Rewarding is not appropriate for child-centered education and teachers should
never use physical punishment (shaking, hitting) and psychological abuse or coercion
(NAEYC, 2011).
2.3.1.14 How should children be assessed in child-centered education?

Teachers should consider the child’s age and development stage. All
developmental domains should be assessed and the assessment should be appropriate
for the children’s developmental status, experiences and individual differences.
Assessment should be based on natural authentic situations (Copple & Bredekamp,
2009) and different methods of authentic assessment can be used such as

observations, anecdotal records, running records, event sampling, time sampling,
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rating scales, checklists, work samples, portfolios, and interviews, and rubrics
(Morrison, 2011).
2.3.1.15 What is the importance of process in assessment?

Teachers should focus on the child’s progress toward (individual) goals
(Copple & Bredekamp, 2009). Assessment should be ongoing and over entire year.
Children should be assessed continually throughout the year not just at a specific
time (Morrison, 2011).
2.3.1.16 What is the role of parents in child-centered education?

Teachers should develop a strong reciprocal relationship with parents with
family conferences or home visits used to increase this dialogue. Parents should be
able to share their knowledge related to their children’s interests, developmental
needs, concerns and goals with the teachers. All family members whether from
different socioeconomic status, race, religion, cultural backgrounds, gender and
abilities should be included in all aspects of the program (NAEYC, 2011). There
should be mutual trust and respect between teacher and parents (Jones, 2007). The
parents’ participation should be voluntary and based on their interests and skills
(Hurless & Gittings, 2008). Teachers and parents should work together to plan events
and during this planning, parents’ schedules and availability should be considered.
Parents should be able visit the school or classrooms whenever they want (NAEYC,
2011).

All over the world, there are many early childhood programs which are
accepted as child-centered. For example, the Step by Step (SbS) early childhood
program is used in over the 30 countries and is especially common in the central and
east part of Europe (Stasz, Krop, Rastegar & Vuollo, 2008). The Success For Life
Thailand (SFLT) is one of the child-centered programs in Thailand (Israsena, 2007).
However, the most well-known accepted approaches to child centered education;
Montessori Method, High Scope model, Reggio Emilia model and Project Approach
are explained here. Montessori Method (Cossentiono, 2010; Morrison, 2011, Rajan,
2010; Rambusch, 1992), High Scope model (Davis, 2010; Morrison, 2011; Wolfgang
& Wolfgang, 1999) and Reggio Emilia model (Bell, 2010; Inan, Trundle & Kantor,

2010; Morrison, 2011) were accepted as child-centered.
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2.3.2 The Montessori Method

Maria Montessori originally based her educational method on the work of
Edouard, who was an educator of mentally challenged children, and Freidrich
Froebel (Spodek, 1973). Montessori emphasized the uniqueness of each child and the
importance of independent learning and articulated that a child’s interests and needs
have to be considered when planning curriculum (Buell & Sutton, 2008). Her views
have had a great effect in early childhood education such as the preparation of the
environment, providing child-size furniture, promoting active learning and
independence, and using multi- age grouping (Morrison, 2011).

Respect for the child, the absorbent mind, sensitive periods, prepared
environment and auto-education are accepted as the five basic principles of the
Montessori Method (Morrison, 2011). Teachers show respect for children during the
learning process, guide and scaffold learning and the children do things and learn for
themselves. Children must also have choices for effective learning, autonomy, and
positive self-esteem (Pickering, 1992; Morrison, 2011). The absorbent mind means
that young children’s minds are receptive to and capable of learning (Morrison,
2011; O’Shea & O’Shea, 2011). Children are born to learn and they learn
unconsciously by taking information from the environment. Therefore, children’s
learning depends on their teachers, experiences and environment (Polk-Lillard, 1996;
Morrison, 2011). According to Montessori, there are sensitive or critical periods in
which children can learn specific skills more easily. All children experience the same
sensitive periods but the timing may vary for each child. Montessori stated that the
best learning occurs in a prepared environment, with materials and experiences
available for children to explore for themselves (Montessori, 2004) and the order and
organization of materials is important (Kalinowski, 2010). Children have to be free
within prepared environment so that they can explore the materials they have chosen
on their own and they can freely absorb what they find there. Materials and activities
are provided in three basic areas; (1) practical life or motor education, (2) sensory
materials for training the senses and (3) academic materials for teaching writing,

reading and mathematics. Montessori’s materials are self-correcting; through these

38



materials children can determine their own errors and make corrections
independently (Morrow & Dougherty, 2011). According to the last basic principles
of Montessori, auto-education, children are capable of educating themselves (Lopata,
Wallace & Finn, 2005; Morrison, 2011). Children can educate themselves when
actively and freely involved in a prepared environment (Cooperstein & Kocevar-
Weidinger, 2004). The teacher has the following roles in the Montessori model
(Hatch, 2010; Watkins & Noble, 2011); (1) making children the center of learning,
(2) encouraging them to learn, (3) observing them, (4) introducing the learning
materials, (5) preparing the learning environment, (6) respecting each child
(Morrison, 2011). Teachers should inspire a sense of curiosity, enthusiasm and

interest among children during a normal school day (McCarthy, 2007).

2.3.3 High Scope: A constructivist model

Piaget’s cognitive development theory and Vygotsky’s social development
theory are the basis of the High Scope educational model (Copple, 2003). This model
is based on key developmental indicators (KDIs) which guide teachers in planning,
assessing and interacting with children to support learning. The KDIs consist of five
curriculum content areas; (1) approaches to learning, (2) language, literacy and
communication, (3) social and emotional development, (4) physical development,
health and well-being and (5) arts and sciences (Justice, Mashburn, Pence &
Wiggins, 2008; Morrison, 2011).

Morrison (2011) also stated that there are three principles of the High Scope
model; (1) children’s active participation in choosing, organizing and evaluating
learning activities, (2) regular daily plans grounded in developmentally based
curriculum and careful observations of each child and (3) consideration of High
Scope’s key developmental indicators while defining developmental goals and
materials for children. Materials, equipment and time are provided to the children by
a plan-do-review sequence in order to design activities themselves. Also, clean-up,
plan-do-review, small and whole group activities, and outdoor activities are part of
the daily schedule of the High Scope (Giinay Bilaloglu, 2004).

39



The classroom arrangement is one of the important elements in High Scope
(Bacon-Prince, 2010). There are five or more interest centers encouraging choice and
there is an order related to placing of the materials. Children know which materials
they can use. This classroom arrangement encourages development of self-direction
and independence (Bacon-Prince, 2010; Morrison, 2011).

Another important element is assessment in which the key developmental
indicators are used in note form, a portfolio of the child’s work, and the observation
records of each child are used by teachers to assess and better understand a the
child’s way of thinking and learning (Epstein, Schweinhart, DeBruin-Parecki &
Robin, 2004; Morrison, 2011; Weikart & Schweinhart, 1997).

Teachers have a key role in the High Scope and the curriculum provides
teachers with a framework to guide the children. The High Scope is different from
direct instruction and teacher centered curricula in terms of teacher-student
interaction in which teachers encourage children to set many of their own goals and
actively participate in the problem solving process (Morrison, 2011). At the same
time, teachers select developmentally appropriate and sequenced materials for
children (Morrison, 2011; Weikart & Schweinhart, 1997).

2.3.4 Reggio Emilia approach

This approach originated in the town of Reggio Emilia in Italy (Inan, Trundle
& Kantor, 2010). The theoretical background of the Reggio Emilia approach is based
on constructivism and compatible with Piaget, Vygotsky, Dewey and Gardner’s
ideas (Morrison, 2011).

There are some key words and basic principles in Reggio Emilia. Firstly,
each child is at the center of learning and their participation in their learning is at the
heart of the Reggio Emilia approach (Wexler, 2004; Inan, Trundle & Kantor, 2010).
Respect for children has an important in the method (Wexler, 2004) and relationships
are also significant. The Reggio Emilia approach, based on the views of Vygotsky
and Montessori, develops and maintains relationships with families, other children,
teachers, the environment of the school, community and the wider society (Morrison,

2011; Rinaldi, 2006). In particular, the teachers and children are partners in a
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continual process of research and learning. Teachers closely observe, listen to and
engage in dialogues with the children about their plans and works (Bennett, 2001).
Morrison (2011) stated that “the curriculum emerges in the process of each activity
or project and is flexibly adjusted accordingly through this continuous dialogue
among teachers and with children” (p. 167).

Reggio Emilia has unique physical properties. The centers and schools are
attractive and details related to the color of the walls, the shape of the furniture, and
green plants are considered. There are mini-ateliers in each classroom for the
children to carry out activities and projects. Also, each child has a small box with
their name on it on the wall of hallway of the school. The children’s work is
displayed on the walls (Bennett, 2001). Moreover, Malaguzzi (1984) emphasized the
term of ‘the hundred languages of children’ which means that the children have
unique capabilities such as drawing, building, modeling, sculpturing, discussing,
inventing, and discovering (Edwards, Gandini & Forman, 1993).

Documentation is important in the Reggio Emilia approach. This includes the
record of the children’s work, including art, samples of their work, projects, and
drawings. The children’s words and actions are documented by written
transcriptions, photographs, audio recordings or videotapes during the activities
(Donegan, Hong, Trepanier-Street & Finkelstein, 2005; Morrison, 2011). This
meticulous documentation increases the teacher’s knowledge in relation to children’s
learning styles, children’ behaviors and this improves the teachers’ relationship with
the children (Turner & Wilson, 2010).

The teacher is collaborator, co-learner, guide, facilitator and researcher in
Reggio Emilia schools (Edwards, 1993; Hewett, 2001). Collaboration is not only
between teacher and children but also with colleagues and parents (Hewett, 2001).
The teacher not only sit and observe children; but should also should play an active
role related to providing motivation and tools which assist the child in achieving their
goals. Teacher should observe and listen to the children in order to discover the
children’s interests and curiosity, and answer their questions. After these
observations and listening, teacher facilitates children’s learning (Edwards, 1993;

Hewett, 2001). Parents are also important in Reggio Emilia they participate in
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program in many ways such as day to day interaction, work in schools, special events
and celebrations (Bennett, 2001).

2.3.5 Project approach

Although the project approach became popular with the first edition of
Engaging children’s minds: The project approach in 1989 by Katz and Chard, it is
not a new way to teach children (Helm & Katz, 2011). One of the first publications
related to the project approach was written by Professor William Heard Kilpatrick
was The Project Method published in 1919 by Teachers College, Columbia
University (Spodek & Saracho, 2003). Moreover, in the 1960s and 1970s, the project
approach was used widely in British infant schools. It has also been an essential part
of the progressive education movement (Smith, 1997).

A project was defined by Katz (1994, p.1) as “an in- depth investigation of a
topic worth learning more about. The investigation is usually undertaken by a small
group of children within a class, sometimes by a whole class, and occasionally by an
individual child. The key feature of a project is that it is a research effort deliberately
focused on finding answers to questions about a topic posed either by the children,
the teacher, or the teacher working with the children.”

Projects have three stages: beginning, developing and concluding. The length
of projects can vary from several weeks to months (MacDonell, 2007). A key
criterion for topic choice is areas in which the children are interested. If there is no
child initiation, child decision-making and active participation of children, it will not
be a project (Helm & Katz, 2011).

Some studies have documented the benefits of projects for children, teachers
and parents. In relation to children and teachers, the project approach is more child
friendly than traditional methods and it introduces new ways of teaching and learning
(Brooks & Wangmo, 2011). Children have opportunities for deeper learning,
understanding and application during projects (Buell & Sutton, 2008). The special
developmental needs of children can be accommodated and met within the projects
(Donegan, Hong, Trepanier-Street & Finkelstein, 2005). Experiences in projects are

also more effective than teacher prepared experiences for children to become
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intellectually involved to a greater degree. Moreover, projects allow children to
experience the joy of self-motivated learning because children’s curiosity can be
expressed purposefully. Also, projects provide children to make decisions related to
topic selection, investigation and how to end the project thus, the teacher at the onset
will not know what features of the topic interest the children and neither will the
teacher know the direction that the topic will take (Helm & Katz, 2011).

Children’s curiosity, independent activity and engagement with the real world
provide the basis of an open attitude towards the world which children can come to
know in an active and interesting way. Also, teachers can see the visible results of
their own work on the project (Grzegorzewska & Konieczna-Blicharz, 2011). The
valuing children’s interest and activities by adults and peers may increase children’s
sense of self-worth. Teachers who engage in these types of project need to be flexible
and responsive in order to continually consider the children’s interests and learning
needs and the teachers’ role is that of facilitating children to do their best (Katz &
Chard, 2000). Lastly, through project work parents discover more about their
children’s abilities and learning techniques which allows the parents to fostering their
children’s learning in the home (Helm & Katz, 2011).

2.4 Preschool education program of Turkey

In 2009 a pilot study was started by the Ministry of National Education
(MoNE) in 35 provinces of Turkey to provide compulsory early childhood education.
However, preschool; education is still not compulsory nationwide. The preschool
education program for children aged from 36 to72 months began to be applied in
2002. The program was analyzed and evaluated based on feedback from teachers
and researchers and by considering practices in countries of the European Union. As
a result of this analysis, after revision and updating in 2006 by a commission
consisting of international experts, academicians from universities, preschool
teachers, and authorities of head office, the program was considered to be
appropriate to current approaches of program development and theories of
psychology. A book was published to guide teachers’ classroom practices, and daily
and activity plans (MEB, 2006). Although some changes were made to the MoNE
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program in 2012, the main features of 2006 program were retained and are given
below summarized from Giirkan, (2006) and the MEB document ( 2006):

It is oriented to children aged 36-72 months and it is child-centered.

The goals and objectives are the bases.

Aspects of development are organized under separate headings for different age
groups.

There are flexible the subjects in the curriculum and these subjects are tools not
the goal.

Teachers are given more freedom.

Creativity is in the forefront.

Teachers have to study as planned.

It is important to provide an environment which enables to children to freely
experience different experiences.

Problem solving and play are main activities.

It fosters daily educational experiences and facilities of the indoor/outdoor
environment.

Parent involvement has an important place.

Assessment is holistic.

Specific days and weeks are determined according to age groups’ common
properties.

The curriculum is open to development.

Additionally, the adaptation of the European Union and international norms were
integrated to the new curriculum.

All of the above features are important; however, in this study the feature of

child-centeredness is the main focus therefore, the information given above that

focuses on the children centered aspects of the curriculum provides the background

to this study. Although some studies about Turkish preschool curriculum as a whole

exist, there are limited studies which focus on a certain principles of the curriculum,

For example, Erden (2010) conducted a study to investigate the problems that

Turkish preschool teachers face during the implementation of the new curriculum.
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Quantitative data was collected from 223 preschool teachers using a questionnaire
and qualitative data were collected from interviews with selected teachers. The
results showed that the most frequently reported problems were related to assessment
and physical facilities, planning science and math activities, organizing field trips,
providing parent involvement and inclusion. Preschool teachers working in public
kindergartens experienced more problems in terms of physical facilities than teachers
working in private preschools. Moreover, the preschool teachers’ years of
experiences, level of education and the departments that they graduated from

appeared to have no effect on their perceptions.

2.4.1 Child-centeredness in Turkey’s preschool education program

This section gives an overview of the how child centeredness is presented in
the new Turkish preschool curriculum.

The child’s age, developmental features, interest, needs, individual features,
differences and near environment’s features are taken into account to achieve the
objectivities, regulate activities, and principles of assessment. Every teacher has to
consider his/her students’ developmental features when making their teaching plan.
Activities have to be prepared according to the children’s developmental age not
chronological. Teachers have to facilitate the process in a way of providing children
with realizing their interests, enhancing and developing new skills. Moreover,
teachers have to offer alternatives to children for different interests and motivations
(MEB, 2006).

Teachers have to offer children opportunities for planning, doing,
accommodation, reconnoitering, argumentation, and producing something. An
appropriate environment and continuous orientation are important in child-centered

education. Teachers have to consider child-centeredness in all parts of the education.
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2.5 Beliefs
2.5.1 Characteristics of teacher beliefs

The investigation of teachers’ beliefs is one of the important avenues of
educational research (Pajares, 1992). In particular, beliefs have been one of the main
focus points of teacher education and researchers have examined over the years how
beliefs were acquired, maintained and altered (Han, 2012). For instance, Janas (1999)
examined studies related to teacher beliefs and stressed the diversity of teachers’
beliefs about teaching. Although there is limited research reporting both the nature of
educational belief acquisition and the connection to student outcomes, researchers
claim that there is a powerful relationship between teachers’ beliefs and their
instructional decisions, planning and classroom practices (Pajares, 1992). This means
that as a major determinant, beliefs define teachers’ classroom decisions and
responses to questions (Vartuli, 2005; Fang, 1996). Moreover, personal experiences,
education and values form the beliefs. For example, educational experiences of
teachers during the pre-college education, in teacher education programs, and
classroom teaching experience and in teacher education programs influence teachers’
beliefs (Haser, 2006).

Researchers have mentioned some difficulties related to capturing teachers’
beliefs (Kagan, 1992). Although several techniques such as stimulated recall
interviews, questionnaires and checklists have been used in order to elicit teacher
beliefs, research techniques have still been indirect and widely focused due to
unobservable nature of beliefs (Kagan, 1992). However, beliefs can be inferred from
what people say, intend and do (Pajares, 1992). Moreover, teachers can be asked
questions related to their thought processes which influenced their behavior (Fang,
1996). It should be considered that beliefs cannot be direct source of a teacher’s
behavior because teacher can perform similar behaviors for different reasons (Kagan,
1992). Also, Muis (2004) emphasized that beliefs should be labeled carefully as
availing and non-availing. “Availing beliefs are associated with better learning
outcomes, and non-availing beliefs have no influence on learning outcomes or
negatively influence learning outcomes” (Muis, 2004, p.323). As understood from

this definition, labeling availing or non-availing beliefs are directly related to
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learning behaviors or outcomes. For example, in current study, if the participant
teachers’ beliefs about child-centered education increased their child-centered
practices, it can be said that these beliefs are availing. In contrast, if their beliefs did
not increase their child-centered practices, it can be said that their beliefs are non-
availing.

Pajares (1992) also stated that definitional problems, poor conceptualizations,
and differing understandings of beliefs and belief structures were the main
difficulties in studying teachers’ beliefs. According to Pajares, it is especially
difficult to define the term beliefs because using this term interchangeably with some
concepts such as values, judgments, attitudes, practical knowledge and thought
causes confusion. Therefore, belief should be defined operationally by the
researchers (Janas, 1999). There has not been a specific working definition of beliefs
in the educational research community (Pajares, 1992) although there are several
definitions of beliefs based on particular issues or content areas (Han, 2012). Also,
beliefs have been defined generally, as teachers’ beliefs being “powerful cognitive
filters through which decisions of teaching practices are informed, maintained and
altered to some degree” (Clark & Peterson, 1986; Fang, 1996; Isenberg, 1990;
Munby, 1983; Nespor, 1987; Pajares, 1992; Richardson, 1996; as cited in Han, 2012,
p. 254). Paro, Siepak, and Scott-little (2009) stated that “beliefs are generally
considered to be subjective mental interpretations based on perceptions, reasoning or
communication” (p.22). Also, teachers’ attitudes to education such as schooling,
teaching, learning and students have been accepted as teachers’ beliefs (Pajares,
1992). Pajares (1992) stated that knowledge is based on objective fact; however,
belief is based on evaluation and judgment. Sigel (1980, as cited in Pajares, 1992)
defined beliefs as “mental constructions of experience - often condensed and
integrated into schemata or concepts” (p.351). Lastly, Subramaniam (2001) reviewed
the literature and defined teachers’ beliefs as “the filters through which experience is
screened for meaning which influences classroom decision making and actions
which in turn determine the classroom atmosphere experienced by students” (p.58).
This definition was adopted for the current study because it is assumed that preschool

teachers’ beliefs are based on the experience gained from their own education and
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their work with the children in their classrooms and it is these beliefs that determine
teachers’ decision making and actions and their classroom atmosphere. Also, this
definition is used because it covers the classroom atmosphere as experienced by
children. In this study, preschool teachers were observed in their classroom in order
to discover their actual practices and classroom atmosphere.

2.5.2 Studies related to the beliefs of early childhood teachers

In the literature, several studies related to early childhood teachers' beliefs
have been conducted focusing on the relationship and consistency between early
childhood teachers’ beliefs and practices, child-centeredness, developmentally
appropriateness and inappropriateness, effects of some programs on beliefs and also
other specific issues. Although there is an assumption related to beliefs (teaching and
learning impacts classroom practices), there has not been any uniformly empirical
evidence which supports a strong association between teachers’ beliefs and their
practices (Wen, Elicker and McMullen, 2011). Studies which explored the
relationship between teachers’ beliefs and their behavior showed mixed results.
Researchers found both consistency and inconsistency between teacher beliefs and
behaviors (Janas, 1999). In terms of the relationship between beliefs and practices,
Stipek and Byler (1997) examined teachers’ beliefs about educational issues such as
how children learn, goals of early childhood education, policies related to school
entry, testing and retention, satisfaction with current practices, pressure for changes
and their actual practices. They interviewed 18 preschool, 26 kindergarten and 16
first grade teachers and observed them for two and half hours in their classroom.
They found that there were significant associations between beliefs, goals, practices
and some degree policy positions. Most of the teachers stated that they did not
implement the program based on their beliefs and they recognized that their program
was basic-skills oriented. Also, parents exerted the most frequent pressure on the
teachers’ implementations. In another study, McCarty, Abbott-Shim and Lambert
(2010) examined Head Start teachers’ self-reported beliefs and practices in high,
average and low quality classrooms. Also, the researchers explored the relationship

between self-reported beliefs and practices. The self-reported beliefs and practices of
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190 Head Start teachers showed that there were no significant differences between
appropriate beliefs and appropriate activities subscales in three quality groups.
However, there were significant differences between inappropriate beliefs and
inappropriate activities, teachers working in low quality classrooms tended to give
more favorable ratings to inappropriate beliefs or activities. Wilcox-Herzog (2010)
examined the link between early childhood teachers’ beliefs and behaviors. Forty-
seven early childhood teachers’ beliefs and behaviors were assessed and no
relationship was found between their beliefs and behaviors. Moreover, Giirsimsek
and Goregenli (2004) examined the relationship between preschool teachers’
normative-humanistic orientations attitudes and discipline beliefs. A Polarity Scale,
Beliefs on Discipline Inventory and a general survey questionnaire were
administered to 156 female preschool teachers in Turkey. A positive and significant
relationship was found between low-high discipline beliefs and normative-
humanistic attitudes of preschool teachers.

In terms of consistency between early childhood teachers’ beliefs and
practices, the consistency of Chinese preschool teachers’ curriculum beliefs and self-
reported practices was examined by Wang, Elicker, McMullen and Mao (2008).
They also compared American and Chinese teachers’ curriculum beliefs associated
with their personal, professional and socio-cultural characteristics. The Teacher
Beliefs Scale and the Teachers’ Background Information Questionnaire were
completed by 296 Chinese and 146 American teachers and the researchers
interviewed 10 teachers. The result of this study was that there were moderate
associations between Chinese teachers’ curriculum beliefs and self-reported
practices. The Chinese teachers’ beliefs were significantly associated with their
general education, professional training, location of school, and class size. However,
only the general education level was related to American teachers’ beliefs. Wen,
Elicker and McMullen (2011) examined the consistency between early childhood
teachers’ self-reported curriculum beliefs and their actual practices in the classroom.
Also, the researchers focused on teacher characteristics (education level, professional
training, program support, and work experience) and the teacher-child ratio in order

to determine whether there is an association between these factors and the teachers’
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curriculum beliefs and classroom practices. Teacher Beliefs Scale (TBS) was
administered to 58 early childhood teachers and each was observed for
approximately 2 hours. It was found that the early childhood teachers have strongly
child-initiated learning beliefs. However, the same teachers exhibited a high
frequency of directive behaviors in their classrooms. The beliefs and classroom
practices of teachers who had more training and experience were more consistent
than teachers with less experience and less teacher training.

Child-centeredness is one of the focus topics of researchers who studied early
childhood teachers' beliefs and practices. For example, Kagan and Smith (1988)
investigated the relationship between kindergarten teachers’ cognitive style and their
implementation based on a child-centered versus a teacher-structured curriculum.
Fifty-one kindergarten teachers completed self-reporting instruments and were
observed in their classrooms. Based on an observation analysis, the kindergarten
teachers were categorized as child-centered or teacher-structured. It was found that
there was a high correlation between the teachers’ self-reported beliefs and behaviors
with teachers who believed in child-centered instruction actually performing child-
centered behaviors. Lee (2006) also examined the thoughts and beliefs of preschool
teachers about the appropriate goals and quality practices for 4 year-olds. Ten
minute-video clips were shown to 18 teachers after which they were interviewed.
The clips showed two different preschool classrooms; one was teacher-directed
phonics instruction and the other was child-directed play and exploration. In the
interviews, the preschool teachers emphasized that the child-centered approach (with
the curricula based on children’s interests and everyday lives and in which children
can choose their activities and direct their own play) were more appropriate for
quality education.

Studies related to early childhood teacher’s beliefs and practices also included
teachers’ developmentally appropriate and inappropriate beliefs and practices
(Charlesworth, Hart, Burts & Hernandez, 1991; Charlesworth, Hart, Burts,
Thomasson, Mosley, & Fleege, 1993; Hayson, Hirsh-Pasek, & Rescorla, 1996). The
Teacher Beliefs Scale (TBS) and the Instructional Activity Scale (IAS) are well-

known and commonly used to measure early childhood teachers’ beliefs and
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practices in the United States. These instruments were developed by Charlesworth
and colleagues (1991; 1993) based on the guidelines for developmentally appropriate
practice of the National Association for the Young Children (NAEYC). In their
study, Charlesworth, Hart, Burts, & Hernandez (1991) administered the TBS and the
IAS to examine their beliefs and practices of 113 kindergarten teachers. It was found
that kindergarten teachers with lower ratings on developmentally appropriate beliefs
felt less in control of the planning and implementation of instruction than teachers
with high ratings. Mcmullen, Elicker, Goetze, Huang, Lee, Mathers, Wen and Yang
(2006) examined preschool teachers’ beliefs and their actual teaching behaviors.
Fifty-seven preschool teachers completed survey instruments which included the
demographic information of teachers and their beliefs about developmentally
appropriate practices. The researchers spent 2-4 hours observing each participant
teacher’s classroom and additionally they used document analysis technique. Based
on the results of the study, it was reported that teachers self-reported beliefs were
more developmentally appropriate during child-directed choice/play time, emergent
literacy and language development activities. However, teachers emphasized more
traditional or academic oriented beliefs when the classroom was organized, the
curriculum was, and teacher-directed learning was the dominant behavior. Also, Han
and Neuharth-Pritchett (2010) investigated 35 lead teachers and 27 teacher assistants.
Researchers discovered differences between the beliefs of lead teachers and teacher
assistants. For example, the lead teachers more strongly advocated developmentally
appropriate practices than the teacher assistants. While there were significant
differences between the two groups of teachers they both advocated developmentally
appropriate practices. Han and Neuharth-Pricthett (2010) emphasized that only
teachers’ educational levels cannot be sufficient to understand teachers’ beliefs and
practices. Jordanian kindergarten teachers’ beliefs about developmentally appropriate
practices were examined by Abu-Jaber, Al-Shawareb and Gheith (2010), they
developed and administered a survey to 285 kindergarten teachers. They found that
the kindergarten teachers endorsed all the dimensions of developmentally appropriate
practices without establishing a reciprocal relationship with families. Also, there

were no significant differences between teachers’ beliefs based on their educational
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level, years of teaching experience or age. Parker and Neuharth-Pritchett (2006)
examined 34 kindergarten teachers’ beliefs about developmentally appropriate
practices. Based on teachers’ self characterization the researchers classified their
participants into three groups;. Teacher-directed (n=9), a combination of teacher-
directed and child-centered (n=16), and child-centered (n=9). It was emphasized that
kindergarten teachers classified as teacher-directed stated that they felt less pressure
from the 1% grade teachers than teachers who were accepted as more child-centered.
Although teacher-directed teachers followed district policies and procedures, the
child-centered teachers believed that they had control over the curriculum. The child-
centered teachers stated that they used very few teacher-directed activities and they
believed that teacher-directed instruction was not beneficial for the children.

Other researchers examined the effects of educational programs or school
experiences on teachers' beliefs. For example, Haupt, Larsen, Robinson and Hart
(1995) examined how in-service training about developmentally appropriate
practices influenced teachers’ beliefs. A Teacher Questionnaire was administered to
25 kindergarten teachers. It was found that almost all kindergarten teachers had high
scores in relation to developmentally appropriate practices before attending in-
service training. Although teachers’ scores increased after in-service training, their
self-reported beliefs’ scores were much higher than their self-reported practices’
scores. Paro, Siepak, and Scott-Little (2009) also examined and compared the beliefs
of 63 pre-service early childhood teachers and the beliefs of 8 members of the
teacher training faculty. The results showed that students at the beginning of their
education had less similar beliefs with their faculty than students at the end of their
education. Also, the researchers found that classroom teaching experience did not
significantly alter the pre-service teachers’ beliefs about children, discipline and
teaching practices. In another study conducted by Vartuli and Rohs (2009), the
impact of a teacher education program on early childhood prospective teachers’
pedagogical beliefs and the resulting shifts in their beliefs over time were examined.
The Teacher’s belief Scale was administered to 16 participants and 10 of them were
observed. Significant differences were found among beliefs reported at the beginning

of a teacher education program, then at graduation and after one year of employment.
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When prospective teachers were at the beginning of the teacher education program,
their beliefs were less learner-centered than their beliefs at graduation and after one
year of employment. Also, the researcher emphasized that participation in an early
childhood teacher education program has an effect on changes of prospective
teachers’ beliefs. Moreover, Heisner and Lederberg (2011) examined the impact of
Child Development Associate training on preschool teachers’ beliefs and practices.
After 76 preschool teachers received Child Development Associate training their
beliefs and practices were compared with 50 preschool teachers who had not enrolled
in the training. On completion of the study, Heisner and Lederberg (2011)
determined that Child Development Associate training increases the developmentally
appropriateness of preschool teachers’ beliefs and self-reported practices.
Researchers also examined preschool teachers’ beliefs and practices related to
specific issues. Brown (2005) examined whether there was a relationship between;
(1) early childhood teachers’ self-efficacy, (2) their beliefs concerning early
childhood mathematics and (3) their mathematics instructional practices. Ninety-four
pre-kindergarten teachers completed Teachers’ Sense of Efficacy Scale and The
Teacher Beliefs in the Early Childhood Classroom Scale and 20 of these teachers
were subsequently observed. It was found that the early childhood teachers rated
their efficacy higher than their beliefs about mathematics. There were no statistically
significant differences concerning teachers’ self-efficacy, beliefs and their
mathematics instructional practices. Moreover, Giiven, Oztiirk, Karatas, Arslan and
Sahin (2012) examined preschool teachers’ beliefs and practices about learning and
teaching of mathematics by interviewing two preschool teachers and observing five
mathematics activities in their classrooms. Although the participant teachers saw
themselves as explanatory and they emphasized the active participation of the
children, their practices were different from their beliefs. The children were not able
to actively participate in the activities and the preschool teachers generally gave
feedback such as correct and wrong. Duatepe Paksu (2008) compared teachers
beliefs related to mathematics based on their branches and gender. A self-report
questionnaire was administered to a total of 324 teachers (195 primary school

teachers, 52 science teachers, 40 mathematics teachers and 37 preschool teachers).
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Results showed that teachers tended towards traditional beliefs and in particular the
mathematics teachers’ beliefs were more traditional than teachers in other branches.
There were no differences between teachers’ beliefs based on their gender. Ihmeideh
(2009) investigated preschool teachers’ beliefs and practices about the use of
computer technology in teaching reading and writing in Jordan context. Two scales
were administered to 154 preschool teachers and the researcher also interviewed 12
of the teachers. The results of this study showed that although the mean scores of
Teacher Belief Scale were almost higher than the mean of the Teachers’ Practices
Scale, in fact the teachers’ beliefs and self-reported practices about using computer
technology in teaching literacy were fairly moderate. Oztiirk and Tantekin Erden
(2011) examined 225 Turkish preschool teachers’ beliefs about the integrated
curriculum and integration of visual arts with other activities. Teachers’ Beliefs
about Integration of Visual Arts Questionnaire was used as an instrument. The results
of the study indicated that although the preschool teachers had positive beliefs
concerning the integrated curriculum, they tended not to integrate visual arts
activities with subject. The preschool teachers used arts activities to reinforce other
activities. Furthermore, teachers’ seniority and educational background had a
significant effect on their beliefs concerning the integration of art activities.

Lastly, the researchers emphasized that there are contrary ideas about changes
in teacher beliefs. For example, according to Hall & Loucks, (1982) reading and
applying the findings of educational research generally do not effect changes in
teacher beliefs and a professional development model created by Brown (2005)
indicated that teachers’ beliefs are often resistant to change. On the other hand,
Heisner and Lederberg (2011) emphasized that Child Development Associate
training increases the developmental appropriateness of preschool teachers’ beliefs
and self-reported practices. Also, Caudle and Moran (2012) examined the beliefs of
three early childhood teachers’ beliefs over a period of 4 years; as pre-service, intern
student teacher and in-service teacher. They found that pre-service teachers’ beliefs
were initially unstable and nascent. In their first year there was a change of a
transactional nature between beliefs and practice, and this relational exchange

provided an increase in deliberate action when they entered teaching service years.
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2.6 Summary

Child-centeredness and its relevant values have been for so long topic (Rugg
& Shumaker, 1928). A lot of well-known, educator and philosopher such as John
Locke, Erasmus, Bacon, Comenius, Richard Lovell Edgeworth, Maria Edgeworth,
Rousseau, Pestalozzi and Froebel contributed to child-centered education.
Progressivism, Social Reconstructionism and Existentialism are accepted as child-
centered philosophies (Sadker and Zittleman, 2011). Also, beliefs of Dewey, Freire,
Piaget, Vygotsky and Malaguzzi shaped a theoretical framework for child-centered
education (Griebling, 2009). Some of the early childhood programs are accepted as a
child-centered such as Montessori, High Scope, Reggio Emilia, and Project
Approach. Turkish preschool curriculum is also child-centered (MoNE, 2006).
NAEYC’s accreditation (2011) could be accepted as a guide of child-centered
education.

There have been very limited studies related to child-centeredness in Turkish
context. Especially, research related to preschool teachers’ beliefs and practices
about child-centeredness is very limited. Investigation of teachers’ beliefs is one of
the important avenues of educational research (Pajares, 1992). Based on above
literature, it was aimed to investigate Turkish preschool teachers’ beliefs and

practices about child-centered education.
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CHAPTER 111

METHODOLOGY

This chapter presents the overall research design and context of the study,

data sources and data collection procedures, methods of data analysis,

trustworthiness and the limitations of the study.

3.1 Restatement of the purpose and research questions

The main purpose of this study is to describe preschool teachers’ beliefs and

practices related to child-centered education in Turkey. Specifically, this study will

attempt to answer following questions:

1.

What are Turkish preschool teachers’ beliefs about child-centered

education?

What are Turkish preschool teachers’ self-reported practices about

child-centered education?

What are Turkish preschool teachers’ actual practices in terms of child-

centered education?

Are Turkish preschool teachers’ beliefs consistent with their practices in

terms of child-centered education?

a. Is there consistency between Turkish preschool teachers’ beliefs
and their self-reported practices?

b. Is there consistency between Turkish preschool teachers’ beliefs,

their self-reported practices and their actual practices?

3.2 Research design

Although Pajares (1992) stated that choosing a qualitative or quantitative

approach is based on what researchers wanted to know and how they wished to

reveal the information, Munby (1983) claimed that qualitative research methodology
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was particularly appropriate for studies related to beliefs. The general outline of this

study is shown in Figure 3.1 below:
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Figure 3.1 The outline of the study
A phenomenological approach was chosen to describe preschool teachers’

beliefs and practices related to child-centered education in Turkey.
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Phenomenological research attempts to reveal the participants’ worldview by
focusing on their lived experiences and how they understand their lived experiences
(Marshall & Rossman, 2006). It also explores how the participants comprehend the
meaning of their daily experiences, asks the question of what experience is like for
them and, tries to reveal and interpret these meanings deeply (Van Manen, 1990).
Thus, this method provides the researcher with the possibility of representing the
meaning of preschool teachers’ daily child-centered practices in their classroom and
how their beliefs about child-centered practices influence their practices.

Also Patton (2002) stressed that the assumption that there was an essence to
shared experiences was the basis of phenomenological research. After the
experiences of different people are noted and analyzed, they are compared to explain
the essences of a specific phenomenon (Patton, 2002). For instance in this study, the

aim was to describe the essence of being a teacher using a child-centered curriculum.

3.3 Context of the study

This study investigated beliefs and their self-reported practices about child-
centered education of 20 teachers; it also described the beliefs, self-reported practices
and actual practices of five early childhood teachers about child-centered education.

The context of the study is detailed below:

3.3.1 Turkish early childhood education context

The main focus of this study is Turkish preschool teachers. Therefore,
describing basic characteristics of Turkish early childhood education and brief
information about early childhood teachers would be useful to understand the study.
Most parts of this study were conducted prior to the changes made to the Turkish
early childhood education system in 2012; therefore, information about Turkish early
childhood education given here does not include changes in 2012.

Although the Ministry of National Education (MoNE) has carried out pilot
studies concerning the provision of compulsory early childhood education in Turkey,
it is still optional. Early childhood education in Turkey covers schooling for children

age 3 to 6 years old currently it is provided by different institutions such as
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kindergartens, application classrooms, and nursery schools. These institutions under

the responsibility of MoNE, offer full-day or half-day educational programs.

Table 3.1 Number of schools, students and teachers according to the institution

Type of school School Number of students Number of
teachers

Public Preschool 25172 1 058 904 40919
Private preschool 3453 110 652 14 964
Total 28 625 1169 556 55
883

(MoNE, 2012).

Although the Turkish early childhood education curriculum is implemented in
both public and private schools, there are some differences in their implementations.
Since most early childhood institutions are public preschools and teachers in these
schools only implement the Turkish early childhood program and not in combination
with another approach, only public preschools were included in this study. The
Turkish early childhood education has four general objectives: (1) psychomotor,
cognitive, and emotional development of children and good habit acquisition, (2)
preparation for primary education, (3) ensuring equity among all children and (4) the
proper and correct use of Turkish.

The teachers who teach all levels of pre-college education currently graduate
from universities. Although there are still early childhood teachers who graduated
from Vocational High Schools, Vocational Schools and Faculties of Open Education,
currently early childhood teacher candidates must graduate from early childhood
education or child development and education departments.

Teacher candidates attend four years of education and training including
many courses related to child development and instruction techniques, there are also
three semesters of teaching practice. After graduation, teachers are recruited on basis

of the results of Public Personal Selection Exam (PPSE).
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Although the number of children receiving schooling has increased,
attendance is still not at the same level as in developed countries. In Turkey, in the
2011-2012 academic year 44.04% of 4-5 year old children attended school. For 4-
year old children this was 65.69 % in the same period. According to statistics
compiled by MoNE (2012), teacher child ratio is 20.92 and in one early childhood
classroom it is 23.96. This information about the teacher child ratio should be

considered as a factor in the analysis of the findings.

3.3.2 Participants and setting of the study
3.3.2.1 Participant schools

The study was conducted in five preschools in Ankara, capital of Turkey. The
selection of preschool institutions was based on purposeful sampling strategy to be
informed purposefully to understand the phenomenon in this study (Creswell, 2007).
Thus, institutions from different districts in Ankara (Kec¢idren, Yenimahalle,
Eryaman, Cankaya, Mamak) were selected. In addition, two of these schools had
more than 300 students; two had between 100-200 students and one of them had less
than 100 students. These school’s physical characteristics also differed in terms of
indoor and outdoor spaces. Pseudonyms were used for the schools. Below is a brief
description of the schools in the different districts of Ankara:
Cihan Anaokulu: It is located in Cankaya near the city center. It was constructed in
2000. There are two floors; the first floor consisting of the administrators’ room and
preschool classrooms. There are two classrooms, a lecture room and a kitchen with
dining room in the basement. The school has a large garden for outdoor activities.
There are approximately 170 students and the average class size 20.
Ufuk Anaokulu: This school is in Yenimahalle and it was constructed in 1998. It has
three floors; there is an art room and a large gym room on the basement floor. The
first floor contains the administrators’ room, four preschool classrooms, a kitchen
and a dining room. There are computer, drama, library and learning workshop rooms
on the first floor. On the second floor, there are ten classrooms. School has a large
conference hall seating for 300 people and a large garden for outdoor activities. The

average class size is 22 and serves approximately 300 students.
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Atatiirk Anaokulu: 1t is located in Eryaman. This school was constructed in 2006. It
has three floors; on the first floor are the administrators’ room, 3 preschool
classrooms, a kitchen and a dining room. There are 4 classrooms on the second floor,
a gym in the basement and a large garden for outdoor activities. The average class
size is 20 and, there are approximately 130 students enrolled.
Sevgi Anaokulu: In Ke¢ioren and was constructed 1998. This school has three floors.
In the basement there is a gym and two art rooms. The administrators’ room, 6
preschool classrooms and a science laboratory are located on the first floor. On the
second floor, there are 8 classrooms and a kitchen with dining room. The average
class size is 25 and there are approximately 400 students.
Cicek Anaokulu: This school is in Mamak and most of the children live in poor
quality houses (Gecekondu) and from very low income families. The school was
constructed in 2005, it has one floor containing; two administrators’ rooms, 4
preschool classroom, a lecture hall and a kitchen with a dining room. There is a large
garden for outdoor activities. There are approximately 80 students and the average
class size is 20.
3.3.2.2 Participant teachers

The selection of the preschool teachers participating in this study was based
on purposeful sampling method because this gave the researcher the opportunity to
select information-rich individuals (Patton, 2002). The criteria used to choose the
participants: (1) all teachers willingly volunteer to participate in the study; (2)
teachers would be employed in public preschools in Ankara under the supervision of
the Turkish Ministry of National Education; (3) all teachers would have at least a
bachelor’s degree in early childhood education; and (4) all teachers would have 0-5
years teaching experience. The participants were selected from teachers who had
fairly recently graduated and had been employed since 2006 in public preschools.
This was because the most recent child-centered preschool curriculum was adopted
in 2006 and these teachers would have been informed about this program during their
undergraduate programs. Also, public preschools only implement this preschool
curriculum not combined with other approaches or models thus, the participants were

selected from these schools.
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Twenty female preschool teachers working in public schools were
interviewed for this study. Most (n=17, 85%) had graduated from early childhood

education departments of universities (n=15, 75%) or Faculty of the Open University

(n=2, 10%). Also, some graduated from child development and education (n=3,

15%). The teachers’ experiences varied from 1 to 5 years as shown in Table 3.2 and

the average of their teaching experience was 3.35 years.

Table 3.2 Teaching experiences of teachers

Years Number of teachers
1 year 1
2 years 4
3 years 6
4 years 5
5 years 4
Total 20

The distribution of the preschool teachers across the age groups is given in
Table 3.3 and most of the teachers taught age 6 classes (n=9, 45%).
Table 3.3 Age groups taught by teachers

Age(s) Number of teachers
6 9
5-6 3
5 3
4-5 1
4 3
3 1
Total 20

The child population of the classrooms ranged between 16 and 25 (as
shown in Table 3.4) and there were 20 or more children in most of classrooms
(n=17, 85%).
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Table 3.4 Population of classrooms

Number of Number of
Children classrooms
25 4
23 3
22 1
21 3
20 6
18 2
16 1
Total 20

Five of 20 preschool teachers were observed in their classrooms, and their
written daily plans, schedules and work samples of children in their class were
reviewed. One teacher was selected from each school. The criterion for the selection
of these teachers was their willingness to be observed. Table 3.5 shows the
demographic information of the selected teachers.

Table 3.5 Demographic information of observed teachers

Participants Educational Background  Teaching Age group  Number
experience taught of
children
P1 Faculty of Education — 5 years 6 year-olds 20
Department of ECE
P2 Faculty of Education — 3 years 5year-olds 20
Department of ECE
P3 Faculty of Education — 3 years 6 year-olds 21
Department of ECE
P4 Faculty of Education — 5 years 6 year-olds 25
Department of ECE
P5 Faculty of Education — 3 years 6 year-olds 25
Department of ECE

(ECE: Early Childhood Education)
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3.4 Data collection tools
The study data were collected through interviews, classroom observations,
and document review. The following section presents the major data sources of the

study.

3.4.1 Interview

A semi-structured interview protocol was developed by the researcher to
explore the selected preschool teachers’ self-reported beliefs and practices related to
child-centered education in Turkey. Through the interview protocol, the researcher
was able to obtain in- depth information related to the teachers’ beliefs about child-
centered education and their descriptions of their practices in the classroom.

The protocol was developed after several stages were undertaken. First, the
researcher reviewed the Turkish preschool curriculum (Giirkan, 2006; Giirkan et al.,
2005; MEB, 2006) and the literature related to child-centered education (Doddington
& Hilton, 2007; Ellis, 2004; Entwistle, 1970; Giirsen-Otacioglu, 2008; Morrison,
2008, 2011; Moyer, 1987; Myagmar, 2010; Oktay, 2000; Rugg & Shumaker, 1928).
From the curriculum and the literature review, the components of child-centered
education were determined. The following components were selected for this study:
organization of physical environment, instruction, relationship, behavior
management, parent involvement, and assessment in the classroom (Ellis, 2004;
MEB, 2006). Finally, an interview protocol containing 34 questions was created.
After the opinions of three experts in Early Childhood Education, Educational
Sciences, and Qualitative Research were obtained concerning the protocol, some
items of the schedule were combined and others were modified. The second draft of
the interview protocol contained 24 questions and three field experts again reviewed
the protocol. After the experts’ approval, three pilot interviews were conducted.
Next, some questions were combined or modified to increase the clarity for the
interviewee. Some specific questions were rewritten to allow the teachers to express
their ideas freely and in depth. For example, the questions, “Are there any learning

areas in your classroom? How do you use them?” and “How do you choose the
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materials in your classroom?” were rewritten as “What do you think about the
physical environment of your classroom? Can you describe it?”

The final interview protocol contained 17 questions; six pertained to
demographic items, while the remaining 11 open-ended questions aimed to
investigate the self-reported beliefs and practices of preschool teachers related to
child-centered education. After the final version of the protocol was piloted with
three teachers, expert opinions were obtained again. Then, the final version of the
semi- structured interview schedule was used for data collection purposes (Appendix
B).

3.4.2 Observation

Naturalistic observation provided the researcher with information about the
normal every day processes in the classroom and the interactions (Marshall &
Rossman, 2006). In naturalistic observation, the researcher and second observer
observed and noted what happened in the setting rather than manipulating variables
or controlling the activities of individuals. This kind of observation is also
particularly recommended for young children (Fraenkel & Wallen, 2003).

The observation form in this study was developed by the researcher based on
the literature review (Appendix C). The form content was organized as parallel to the
interview questions in order to determine preschool teachers’ actual practices related
to child-centered education. After the opinions of two experts from early childhood
education and qualitative research were obtained to assess the form a pilot
observation was conducted. Some of the items in the form were modified, and
opinions of three experts from early childhood education, educational sciences, and
qualitative research were obtained once more followed by another pilot with two
teachers.

There was a second observer in classrooms who also took notes separately
from the researcher. The second observer had a bachelor’s degree from Child
Development and Education department and two years of teaching experience. She is
a graduate student in same department as the researcher. She was only present for the

observation and was trained by the researcher in the use of the observation form. In
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the training the researcher explained the four main topics in detail and gave specific
examples related to each item. However, as all classroom activity was important in
this study, the researcher avoided influencing the second observer and did not stress
“child-centered education.” In the afternoon, after the observer and the researcher

had observed a classroom for three hours, they met to compare their notes.

3.4.3 Document review

Teachers’ written daily plans and schedules, and the children’s work samples
were analyzed along with observations and interviews to establish the triangulation
of the data collection methods (Yildirrm & Simsek, 2005). The documents were
important for the researcher to catch unexpected clues about the teachers’ classroom
practices (Stake, 1995).

Research questions of the current study and the data sources which were used
to investigate these research questions are in table 3.6 below.

Table 3.6 Research Questions and Data Sources

Research questions Data sources

What are Turkish preschool teachers’ Interview
beliefs about child-centered education?

What are Turkish preschool teachers’ Interview
self-reported practices about child-
centered education?

What are Turkish preschool teachers’ Observation
actual practices in terms of child- Document review
centered education?

3.5 Data collection procedure

At the beginning of the study, the researcher applied for permission and
received approval from the Research Center for Applied Ethics and The Ministry of
National Education to carry out the research. Then, he conducted the pilot interviews
and observations. After all the forms were ratified, the researcher made appointments

with the school principals. He explained the aim and detail of the study and presented
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the approvals for the research. Then, the principals gave him permission to meet with
the teachers. The researcher contacted 27 preschool teachers who had between 0-5
years of teaching experience from five schools. Twenty volunteered to participate in
the interview part of study. Also, the five who volunteered for the processes of
observation and document review were selected and the researcher explained the
details of this process. Then, all the participants signed a consent form. The five
teachers together with the researcher decided on the observation schedule.
Observations were made before interviews to avoid influencing teachers’ practices
since the interview form included questions related to child-centered education and
the term “child-centered” was used explicitly on the form.

The researcher and the second observer had spent two half-days in each
classroom so the teacher and children could become familiar with them before they
started the observations. Then, they started their observations and as non-participant
observers, they took notes on four main topics: physical environment of the
classroom, activities, relationships, and behavior management in the classroom. Each
teacher was observed for 18 hours. The duration of the observation given in the
literature for phenomenological studies varies but it is usually lower than 18 hours.
For example, Wen, Elicker and McMullen (2011) examined the consistency between
early childhood teachers’ self-reported curriculum beliefs and their actual practices
through 2-hour observation. In the current study, the observers noted the time at the
end of each 15 minutes. Each teacher was observed over a period of eight days at
different times of the day (morning and afternoon). During each observation session,
the researchers were in the classroom for two hours and 15 minutes and then they
took a break before conducting the second observation session with a different
teacher. For instance, researchers observed Participant 1 (P1) in the morning and
Participant 2 (P2) in the afternoon. They did not observe the same teacher twice in
the same day. Changing the participants and schools would be useful to refresh their

attention and concentration. The observation schedule is shown in Table 3.7.
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Table 3.7 Observation schedule

May May May May May May May May May May
16, 17, 18, 19, 20, 23, 24, 25, 26, 217,
Mon Tu Wed Th Fri Mon Tu Wed Th Fri
Morning  P1 P4 X X P2 P4 P1 X P2 P5
Afternoon P2 P3 P1 X P3 P5 P2 P4 P3 P1
May May June June June June June June June June
30, 31, 1, 2, 3, 6, 7, 8, 9, 10,
Mon Tu Wed Th Fri Mon Tu Wed Th Fri
Morning P2 P3 X P5 P1 P3 P5 P3 P4 P3
Afternoon P4 P5 P1 P3 P5 P2 P4 P2 P1 P4
June June June
13, 14, 15,
Mon Tu Wed
Morning P4 P1 P5
Afternoon P5 P2 X

After the observations, the researcher interviewed teachers in one-to-one
settings in appropriate rooms in the schools such as library or teachers’ meeting room
and at times such as the teachers’ non-teaching times and children’s nap time. Before
the interview, the researcher explained that he wanted to audio record all interviews
in order to include all the information and not to increase the duration of the
interview because of the time taken to handwrite the teachers’ responses (Yildirim &
Simsek, 2005). All participants accepted that their responses would be recorded and
the duration of interviews ranged between 35 min and 70 min.

For the document review, the teachers’ daily plans and schedules were
reviewed. Although the researcher obtained the teachers’ daily schedules at the
beginning of the study and the observations were planned according to them, he
received the teachers’ daily plan at the end of the observation day. The daily plans
were collected at the end of the day because the researcher aimed to avoid impacting
on the teachers’ plans and forcing them to follow the plans rigidly. Children’s work
samples were also collected during observation period and because these samples
were kept in their portfolios, random examples related to that day’s activities were

photographed by the researcher.
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3.6 Analysis of the data

The researcher prepared transcripts from the interview recordings. Then, the
researcher and a second coder read all transcriptions carefully several times and
began coding them separately.

Their coding process mainly focused on the technique of word-repetition
(Bernard & Ryan, 2010) which means that the coders listed all the unique words in
the data. For instance, individual difference was a unique phrase related to child-
centered education. The coders identified a term and then made a frequency count
of the number of times the word or phrase was mentioned. These frequency counts
were the clues that the coders used to determine the themes as the next step
(Bernard & Ryan, 2010). After the researcher and second coder independently
determined all codes, they compared them to determine if they were parallel or not
and tried to reach agreement about differing codes. For instance, rewards and
punishment were behavior management strategies and second coder placed it
under the strategies category. However, the researcher stressed the importance of
rewards and punishment in literature being related to child-centered education.
Therefore, they separated strategies, rewards, and punishment from each other.
The researcher and second coder reached over a 92% agreement in assigning the
codes. They referred to literature when they disagreed however, when researchers
were unable to convince each other about some codes, these controversial
statements which constituted 3% of the total data were not presented as findings in
this study. The following eight main themes were agreed upon for the interview
phase of the study (As shown in Appendix D).

1. Children's needs and developmental domains
a) Children's needs
b) Developmental domains

2. Physical environment of the classroom
a) Characteristics of physical environment

i. Teacher-child ratio
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ii. Learning areas
iii. Movement area/class size
iv. Security and shelter
v. Decoration of walls
vi. Materials and furniture
b) Arrangement of physical environment
Instructional activities in the classroom
a) Planning the activity
b) Implementing the activity
¢) Roles
i. Roles of teachers
ii. Roles of children
d) Time management
Relationships in the classroom
Behavior management
a) Rules
b) Strategies
c) Rewards

d) Punishment

. Assessment in the classroom

Parent involvement

Child-centered education

a) Characteristics of child-centered education

b) Factors that prevent teachers from being child-centered

These themes were important in explaining the data. Based on the themes,

the researcher selected relevant direct quotes from the participants to give further

detail and support.

Similar stages were followed for all observations and the document review.

Finally, the researcher compared the findings obtained from the observation notes,

interviews, and document review in order to reveal the teachers’ beliefs, self-
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reported, and actual practices in terms of child-centered education, the consistency
between Turkish preschool teachers’ beliefs and self-reported practices and the

consistency between their beliefs, self-reported practices and actual practices.

3.7 The researcher’s role

In a qualitative study, the researcher is an instrument who observes the
environment, takes notes, asks questions, and makes interpretations from the
answers. However, it is important that the researcher has full awareness of his role in
the study during processes of data collection and analysis is important (Patton, 2002).

Teachers were not known by the researcher before the study. The researcher
contacted all teachers via school principals. He explained his study to the principals
and showed the approval of Ministry of National Education. Then, the principals
directed the researcher to the teachers and expressed that only volunteer teachers
could participate in the study after they had signed the consent form. The researcher
met the teachers for the first time when he visited their classrooms to explain his aim.
Some teachers only wished to be interviewed others agreed to the observation. This
flexibility encouraged teachers to participate in the study. Also, after data collection,
some of the teachers stated that the reputation of the researcher’s university (Middle
East Technical University) motivated them to be a participant in this study.

At the beginning of the study, the researcher stressed to teachers that his aim
was only to learn their beliefs and practices so there were no correct answers to the
questions because he wanted to learn about their perspectives and practices. Also, he
explained that his four-year preschool teaching experience gave him some insight
into the interpretations of the teachers related to their daily activities gave him the
knowledge to ask questions that allowed the teachers to express their ideas
comfortably and provide the researcher with more detailed information. However,
they sometimes assumed that the researcher was familiar with some events in their
classrooms so they summarized the case or did not explain the details. Thus, at the
end of some questions, the researcher summarized what teachers said or what he

understood from what they had said.

72



When the two observers entered the classrooms for the observations, three
teachers introduced them to the children. They said; “These people are our visitors
and they are teachers in a university. They will sometimes come to our classroom
because their students want to know what happens in our classroom. Thus, they will
look at our activities and they will explain their students what we are doing in our
learning centers, art time, and music time.” However, the other two teachers did not
introduce the observers.

Both observers were nonparticipants and did not interfere with the activities
but sometimes unexpected interactions occurred. For example, before or during
observation, children sometimes asked the observers who they were or what they
were writing. They answered these questions as, “We are teachers in a university.
Our students want to know what happens in your classroom so we are looking at
what you are doing in your activities. Then, we will explain these things to our
students.” After this explanation, children continued their activities. However, the
same question was also asked by children whose teachers introduced the observers.
One of the children asked one of the observers if he was a clown and the observer
gave the same explanation for this question he had given other children. Moreover,
there were a few children who asked the observers to help to tie their shoe laces and

put on their coats. After the teachers’ agreement, the observers helped them.

3.8 Trustworthiness

Validity and reliability are very important issues to consider when conducting
research. Lincoln and Guba (1985) used the term trustworthiness in qualitative
studies instead of validity and reliability. They explained that it can be accepted as an
indicator related to the value of the research (Lincoln & Guba, 1985). Guba and
Lincoln (1981) defined the following four main strategies related to trustworthiness
in qualitative studies.
a) Credibility: This refers to internal validity (Lincoln & Guba, 1985). According to
Merriam (2009), the focus of internal validity is how research findings correspond to
reality. She stated that some strategies such as triangulation, member checks,

adequate engagement in data collection, peer examination, participatory or
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collaborative modes of research and researcher’s biases can be used to ensure
credibility. The validity of a qualitative study is also considered as “an attempt to
assess the accuracy of the findings, as best described by the researcher and the
participants” (Creswell, 2007, pp. 206-207). In this study, prolonged engagement,
triangulation, and participant feedback were used as strategies to deal with the issue
of validity:

Prolonged engagement was used in that the researcher and the second
observer spent two half days in the classrooms before the observation to learn about
the culture of the classroom and to build trust (Lincoln & Guba, 1985).

The technique of triangulation is another way of promoting the validity of the
study (Lincoln & Guba, 1985). There are several types of triangulation such as using
multiple and different data collection methods, investigators, and theories (Denzin,
1978). In this study, triangulation of data collection methods and investigators were
used. In terms of the triangulation of data collection methods, Webb, Campbell,
Schwartz and Sechrest (1966) stressed that this technique was not easy but after an
interpretation had been confirmed by two or more data collection methods, its
uncertainty was mostly decreased. That is, a combination of more methods provided
the researcher with better evidence (Johnson, 1997). Thus, the data of this study were
collected through interview, observation, and document review. Also, the
triangulation of investigators provides crosschecking of data to the researcher
(Johnson, 1997) therefore, there were two observers in this study.

Participant feedback (Member-checking) is one of the most crucial
techniques. The researcher sent the transcriptions of the interviews to the teachers via
e-mail to give them the opportunity to confirm their responses or correcting
information that could cause misinterpretations (Lincoln & Guba, 1985). Although
most of teachers stated that there was no problem related to their interview
transcriptions, three added more detailed information related to some of their original
responses but another three teachers did not reply to the e-mail.

b) Transferability: This refers to external validity, in other words, the generalization
of the findings of the study. External validity is defined by Merriam (2009) as to the

extent the findings of a study can be attached to other situations. It cannot be said
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that nothing can be learned from a qualitative research because generalization (from
a random sample to the population) cannot occur (Merriam, 2009). The context of
the study should be determined in detail so the findings of the study can be compared
with similar situations and transferred to similar settings (Lincoln & Guba, 1985). In
this study, it is thought that detailed descriptions of participants, settings, and the
research process can be used to address the issue of transferability. The reader should
be able to implement and generalize the findings of this study due to description of
the context of this study.

c¢) Dependability: This refers to reliability which was defined by Merriam (2009) as
“... to the extent to which research findings can be replicated. In other words, if the
study is repeated, will it yield the same results?” (p.220). In relation to dependability,
Krefting (1991) summarized some criteria which were dependability audit, dense
description of research methods, stepwise replication, triangulation, peer examination
and code-recode procedure. In this study, inter-coder agreement was considered for
the establishment of reliability (Creswell, 2007). There was a second coder in the
study. She was a different person from the second observer and she was a PhD
candidate in field of early childhood education with experience in qualitative data
coding and analysis. The researcher and second coder first coded the data
independently. Then, they discussed the codes that were different or missing and
reached an agreement about all most all of these items.

d) Confirmability: This term refers to objectivity. Krefting (1991) stated that
confirmability audit, triangulation and reflexivity are the criteria that can ensure
confirmability. Data triangulation was used as the criterion to support confirmability
in this study. The findings of the study were based on a compilation of the data of
this study that were gathered from multiple sources including interview, observation

and document review.

3.9 Researcher bias
One of the main concerns related to the validity of qualitative studies is
researchers’ subjectivity. One of critical questions in qualitative research is whether

researcher saw what she/he wanted to see or observed really what happened. Also,
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interpretations of the qualitative data can be affected by researchers’ views and
beliefs (Dogan, 2012). Therefore, it is relevant to explain my own views about early
childhood education, child-centered education and teachers’ practices and how I tried
to eradicate my bias from the implementation of this study.

It is commonly accepted that early childhood education is the very crucial
period for human development. The effects of this education can be seen in all
development areas during the whole of a person’s life. Therefore, early childhood
education cannot be accidental it must be based on a carefully planned framework.
Thus, a curriculum must be prepared and early childhood teachers have an important
role on its implementation. The Turkish national early childhood curriculum has
many good characteristics however this curriculum can be implemented by teachers
differently. Therefore, the beliefs held by the early childhood teachers and their
actual practices are crucial. I have some concerns about the quality of Turkish early
childhood teachers; they have different educational backgrounds and in-service
education. Therefore, their beliefs and practices are very different from each other.

One of main characteristics of Turkish early childhood curriculum is child-
centeredness however; | have some reservations about how the Turkish early
childhood teachers interpret this term. Furthermore, | do not believe that all these
teachers have the same understanding of child-centered education. I also think that
although some teachers’ beliefs are appropriate to principles of child-centered
education, their practices are not appropriate for child-centeredness. The contrary
situation can also be true; their beliefs may not be appropriate for child-centered
education, however, their practices may be child-centered. Thus, my conclusion is
that there is an inconsistency concerning Turkish early childhood teachers’ beliefs
and practices.

| believe that child-centeredness is one of the main characteristics of
developmentally appropriate education for young children and that early childhood
teachers’ beliefs and practices about child-centered education are an essential
contribution to a child’s education in this period. My views might unconsciously
influence the data collection and data analysis processes might be influenced

unconsciously. Therefore, | tried to present anti-bias findings to achieve a
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trustworthy study. In particular, triangulation, second observer and a second coder

were used in this study to eliminate the researchers’ subjectivity.

3.10 Limitations of the study

The limitations of this study are presented below and should be considered on
the interpretation of the findings of this study.

The first limitation concerns the number of participants. Only twenty early
childhood teachers were interviewed and five teachers were observed in this study.
Also, data were collected from five classrooms in five public early childhood
schools. Data were collected only from public schools and private schools were not
included in this study. As stated earlier, the curriculum can be implemented
differently in private schools.

The participants of this study were relatively new early childhood teachers
with 5 years or less teaching experience. Teachers with more experience were not
included. All the early childhood teachers who were observed in their classroom
were university graduates from early childhood education departments. Early
childhood teachers graduated from vocational high schools, vocational schools or
had graduate degrees were not observed. The question was not explored as to
whether the educational background of the teachers influences their ideas about early
childhood education and child-centeredness. Lastly, all participants of this study
were female therefore; it was not possible to discuss the early childhood teachers’

beliefs and practices based on gender.
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CHAPTER IV

FINDINGS

The main purpose of this study was to describe preschool teachers’ beliefs
and practices related to child-centered education in Turkey. The beliefs and practices
of teachers were investigated by a semi-structured interview protocol, an observation
process, and a review of documents. Research questions of the study were:

1. What are Turkish preschool teachers’ beliefs about child-centered
education?
2. What are Turkish preschool teachers’ self-reported practices about
child-centered education?
3. What are Turkish preschool teachers’ actual practices in terms of child-
centered education?
4. Are Turkish preschool teachers’ beliefs consistent with their practices in
terms of child-centered education?
a. Is there consistency between Turkish preschool teachers’ beliefs
and their self-reported practices?
b. Is there consistency between Turkish preschool teachers’ beliefs,
their self-reported practices and their actual practices?

Twenty female preschool teachers working in public schools were
interviewed in this study. The teachers graduated from the departments of early
childhood education (n=15, 75%), child development and education (n=3, 15%) and
two teachers (10%) were graduates of the Open Education Faculty (n=2, 10%). The
teachers’ experiences varied from one to five years with an overall average of 3.35
years.

Five of the 20 preschool teachers were observed in their classrooms and their
documents (teachers’ plans and examples of children’s work) were also reviewed.
These five teachers had graduated from early childhood education departments and

their teaching experience varied from three to five years.
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In keeping with the necessary ethical considerations pseudonyms were used
for the teachers and children in the text and direct quotes of their comments in this
chapter. The order of the findings of the study is explained according to the research

questions as shown in Figure 4.1

FINDINGS

Teachers’ beliets about child-centered education

(Findings of interview with 20 teachers)

Teachers self-reported practices about child-centered
education (findings of mnterview with 20 teachers)

Teachers™ actual practices related to child-centered
education (Findings of observations and document revie
of 5 teachers)

Comparison of five preschool teachers’ beliefs, selt-

reported and actual practices

Figure 4.1 Order of findings

At the beginning of the interviews, to determine whether participant
preschool teachers were aware of that Turkish preschool curriculum was child-
centered, they were asked which characteristic(s) of the curriculum they
remembered. Several participant teachers (n=8) said that they did not remember any
of the characteristics. Teachers who remembered some characteristics of Turkish
curriculum mentioned that the curriculum was child-centered (n=3). Also, that the
instructional activities were organized by specific goals and objectives (n=2).
Encouraging parent involvement (n=2), and creativity (n=1) were other responses.
Lastly, one teacher said that the curriculum was appropriate for 36-72 month-old

children and another teacher stated that assessment was holistic. However, some
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preschool teachers could not exactly remember the characteristics of the curriculum
but they commented some concepts which related to child-centeredness. For
example, they said that Turkish preschool curriculum considered children’s age
(n=2), developmental characteristics (n=2), needs (n=2), interests (n=1), and
supported the active participation of children (n=1).

4.1 Turkish preschool teachers’ beliefs about child-centered education

The beliefs of the 20 Turkish preschool teachers were investigated by an
interview protocol containing 17 questions. After data analysis, eight main themes
related to teachers’ beliefs were determined with their sub-themes as shown in Figure
4.2.
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Figure 4.2 Eight main themes and sub-themes related to the preschool teachers’

beliefs about child-centered education
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4.1.1 Children’s needs and developmental domains

When teachers were asked what they understood by the term children’s
needs, they focused on their developmental needs. Also, In terms of which
developmental domains should generally be supported in child-centered education,
they stressed various domains.

In terms of children’s needs, most of the teachers (n=14) stated that children
needed to be supported in their various developmental skills related to
social/emotional and cognitive areas. Some teachers stressed that children’s social
(n=5) and self-care skills (n=3) should be developed. According to three teachers,
children need to play. Furthermore, considering the individual differences of children
were mentioned by some teachers (n=2) as developmental needs.

Most of the teachers (n=14) stated that the social-emotional domain should be
mainly supported in a child-centered classroom and the children’s social-emotional
skills should be enhanced because many children lack confidence (n=6). Also,
children need support in developing self-expression (n=5) and making friends (n=2).
One teacher stated the importance of parents’ expectations in supporting the
development of social-emotional skills and added:

“Socialization, communication and establishing relationships are the base of
other skills and domains. Therefore, social-emotional skills of children
should be generally supported.” (P17-S1)

Another teacher stated:

“I have some children who do not know how to share, do not participate in
activities, and never talk to other children. Thus, I must start from social-
emotional domain.” (P18-S1)

Some teachers stated that the cognitive domain (n=8) should be enhanced
because of the expectation of parent/society (n=2). One teacher said that supporting
activities for cognitive skills of children was important for children, and another said
that the cognitive domain was essential for the development of other domains.
Another teacher explained her ideas as follows:

“According to me, cognitive domain should be at the end of the order but
society expects to enhance children’s cognitive skills. Thus, we have to meet
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the expectations of society. I mean cognitive skills of children should be
generally supported because of society’s expectations.” (P9-S1)

Lastly, preschool teachers stated that psychomotor domain (n=3), language
domain (n=3), and self-help skills (n=3) of children should be enhanced and four

teachers emphasized that all domains should be supported.

4.1.2 Physical environment

When the preschool teachers’ were asked about their beliefs regarding the
physical classroom environment in child-centered education, the characteristics and
arrangement of physical environment were considered to be the important items.

In relation to the characteristics of the physical environment, the teachers

gave various responses; some referring to the teacher-child ratio, learning areas, and
movement area/class size, and others to security and shelter, decoration of walls, and
materials and furniture.
Teacher-child ratio. One to 15 was the ideal for some of preschool teachers (n=7).
Some teachers stating there should be 10 children (n=4) or 16-19 children (n=3) with
one adult in the classroom. Two teachers said there should be fewer than 10 children
in a classroom however; one teacher commented that the teacher-child ratio should
be 1 to 20. A teacher, who considered that the ideal ratio was 1 to 15 for a child-
centered classroom, said:

“When my classroom is crowded, I cannot be successful. In a crowded
classroom, when | am interested in one of the children, another child
interrupts one of the other children.” (P12-S2-S3)

Learning areas. Many teachers (n=11) believe that learning areas are necessary in a
child-centered classroom although two of the teachers did not think these were
necessary, one of them explained her ideas:

“Learning areas are not necessary because children cannot understand this
separation. For example, if | tell the children that this is the puppet area. It
means nothing to them. That is, the organization of [different learning] areas
is not important for the children.” (P3-S3)
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Two teachers considered that the number of learning areas should be limited
because too many different areas may distract the children. On the contrary, two
other teachers stressed that there should be a large variety of learning areas and one
stated:

“A learning area is not just limited materials on a table. The same areas and
the same materials are not interesting for children. Therefore, there should
be a large variety of learning areas and materials, and, if possible, they
should be reorganized on a daily basis.” (P17-S3)

Supporting the use of learning areas, another two teachers stated that learning
areas should be clearly separated.
Movement area/class size. Most of the preschool teachers felt that there should be
sufficient movement area (n=15) in child-centered classrooms.
Security and shelter. Teachers stressed that a child-centered classroom should be safe
(n=4), well-lit (n=2), and at an appropriate temperature (n=1).
Decoration of walls. Some teachers (n=6) stated that children’s work should be
exhibited in the classroom. With some teachers commenting that there should be
visual materials on the walls (n=4), but it should not distract the children (n=3). Two
teachers said that walls should be decorated with interesting materials and should be
light in color. Only one teacher mentioned that materials and display boards on the
walls should be at the children’s eye level.
Materials and furniture. In terms of materials and furniture in a child-centered
classroom, participant teachers referred to existing materials and others to the
selection of materials. Some teachers focused on characteristics of existing materials
and furniture and stated that materials and furniture should be child-sized (n=4),
enough (n=3), and interesting for children (n=2) in a child-centered classroom. Also,
it was considered that the materials should be appropriate for children’s age (n=2)
and multi-purpose (n=2). According to two teachers, children’s independent use of
the materials is necessary. Other teachers emphasized the materials and furniture that
should be in a child-centered classroom and mentioned cushions (n=2), a rich library
(n=1), a computer (n=1), a projector (n=1), wooden and high quality materials and

furniture (n=1).

84



In terms of selection of the materials and furniture the preschool teachers
gave the following characteristics; interesting (n=13), appropriate for children’s age
(n=7), multi-purpose (n=7), safe (n=5), appropriate for independent use of children
(n=4), healthy (n=3), wooden (n=2), and durable (n=1). Some teachers said that
materials that supported children’s creativity (n=4) and meet their needs (n=2) and
wishes (n=2) should be chosen. Although three teachers emphasized that materials
and furniture should be selected together with the children one of them stated:

“Teachers and children cannot decide or select which materials and
furniture they will use. For example, a few years ago our principal bought a
lot of furniture and materials for the classrooms and we are still using them. |
do not need some of the cupboards in my classroom but | cannot get rid of
them.” (P3-S3)

Some preschool teachers stated that the physical environment of the
classroom should be organized together with the children (n=5) and based on their
individual differences (age, interest, ability, desire) (n=5). Also, some teachers
stressed the appropriate separation of learning areas such as active-quiet (n=3).
According to some teachers, the children’s easy access to materials and areas (n=3),
adequate movement area (n=1), frequency of use of material (n=1), appropriateness
of an activity (individual, small group or large group activities) (n=1), and class size
(n=1) should be considered when arranging classrooms.

4.1.3 Instructional activities

Regarding the preschool teachers’ beliefs about instructional activities in the
child-centered education, when planning and implementing the activity, the teacher’s
and child’s role during the activity and time management were important items to
consider.

Most of the teachers (n=15) stated that while planning an activity in child-
centered education, the children’s needs should be considered. Also according to
some teachers, children’s developmental level and characteristics (n=4), their
interests and wishes (n=3), and chronological age (n=2) should be taken into account.
However, one of the teachers mentioned that the activity should be planned
according to the group characteristics. One teacher mentioned that interesting and
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enjoyable activities should be planned for children (n=2) while another teacher
emphasized the active participation of children in the activity planning process.

In relation to implementation, some teachers (n=7) said that children’s needs
should be considered when implementing an activity. Also, children should be free
during the activities (n=2), and the activities should be open ended (n=1).

There were preschool teachers who stressed their beliefs related to the
teacher’s role during an activity in a child-centered classroom. Most (n=13) stated
that teachers should act as guides during the activity and one said:

“A teacher should be a guide. She should guide the child to know what he
wants and to express himself. Therefore, the child will decide and direct his
activities.” (P9-S3)

Another teacher expressed her beliefs, thus:

The teacher should be a guide in child-centered education, but in Turkey we
misunderstand this term and we tell all children what they should do. We do
not guide them. We direct them. Therefore, they have no other option. I think
it is not appropriate for child-centered education.” (P8-S3)

Some teachers (n=9) emphasized that the teacher should direct children with
questions and directives according to the children’s interests. Scaffolding (n=4),
encouraging (n=3) and observing (n=2) children, and teaching (n=2) were mentioned
as teachers’ roles. Other teachers said that teachers should plan and implement
instructional activities (n=3) and provide children with various opportunities to
support their active participation (n=2). One teacher, who stated that teachers should
demonstrate an activity, supported this by saying:

“When children make a mistake related to their activities, they feel sad.
Therefore, | help them in their activities. 1 work on the activity more than
children initially, then children start to trust themselves and make better.”

(P1-S4)

When the preschool teachers expressed their beliefs about children’s role in a
child-centered activity, most (n=14) stated that children should be active. However,

one teacher expressed the view:
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“Of course, the children should be active. However, I think the adult’s role is

more important than the children’s role because adults should open the doors
that children will pass through.” (P17-S3)

On the contrary other teachers (n=5) emphasized that activities should be
decided, planned and directed by children as one commented:

“I believe that children have a good ability to make decisions. Although each
child has different desires and interests, all the children can agree the
common desires and interests for daily activities. | think the best thing in
child-centered education is that one of the children suggests doing something
and another one contributes her own ideas to his suggestions. At finally, they
can find a common activity. In this way, children learn decision making and
respecting each other.” (P13-S3)

Learning (n=4), being free (n=2), and having fun (n=2) were mentioned as the
children’s role in child-centered education by some teachers.

Preschool teachers’ answers related to instructional activities in child-
centered education included their beliefs about time management. Many (n=11) said
the duration of the activities should be connected to the children’s characteristics
such as attention span, interest, motivation, and developmental characteristics. Some
teachers stated that the duration of the activities should be flexible (n=7), short and
reasonable (n=3), and controlled by teachers (n=2). One of these teachers said:

“We cannot tell children that they have to make and complete certain
activities in certain time. | think that time limitation cannot be appropriate
for preschoolers.” (P13-S4)

Another teacher, however, stressed that duration of the activity should be
limited and said:

“I cannot give children unlimited time for their activities because I have to

implement all activities in my plan during the day. | cannot wait for only one

or two children who do not finish the activity.”(P8-S3)
4.1.4 Relationship

When preschool teachers were asked about beliefs related to the relationships
between teacher and child in child-centered education, some (n=8) stated that it
should be based on mutual affection and respect. Other teachers (n=6) said children
and teachers should have a friendly relationship, some stressed that teachers should
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be a guide (n=4), warm (n=3), fair (n=2), flexible (n=2), and role models (n=2) in
their relationship with their children. According to a few teachers (n=4), a
comfortable atmosphere should be created to encourage children to express
themselves. Two teachers mentioned that the teacher should be the authority in a
child-centered classroom and one stating that:

“[a] child has to know the teacher’s authority. If he does not, many problems
will occur in the classroom. However, instead of declaring that she is the
authority in the classroom, the teacher should do this inconspicuously.”

(P17-S4)

4.1.5 Behavior management

Preschool teachers’ beliefs about behavior management in child-centered
education included explanation of rules, strategies, reward and punishment. The
teachers mentioned reward and punishment as strategies to decrease or prevent
misbehavior in the classroom. Since the use of reward and punishment is a critical
issue in child-centered education we elicited more detail. Some preschool teachers
(n=9) stated that in a child-centered classroom rules should be established together
with the children. A few teachers (n=3) said that rules should be formed at the
beginning of the year; however, according to two teachers, rules should be
established based on the problems that occur or the needs of children (n=2). Two
other teachers stated that rules should be short, clear, and positive.

In terms of behavior management, teachers offered various strategies to
decrease or prevent misbehaviors in a child-centered classroom such as reward and
punishment (n=2), communication with parents (n=1), ignoring misbehaviors (n=1),
and investigation of the motivation for the misbehavior (n=1). Half of the teachers
(n=10) stated that rewards should be used in a child-centered classroom and one of
commented that reward should be used in conjunction with punishment:

“I think that sometimes both reward and punishment should be used because
they are necessary for some children. We should consider that all children
are not the same and they may need different strategies.” (P14-S3)

A few preschool teachers (n=4), however, emphasized that reward is not

useful and not necessary. According to one teacher:
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“There are both rewards and punishment in practice. I believe that they
should not be used in child-centered education because they are not useful.
However, | use. For example, giving stickers are very common in our school.
I had not used them for first six months but my children started to bring some
stickers and I had to use them.” (P11-Sb)

Punishment was emphasized as unnecessary and not useful by some teachers
(n=8). One of them said:

“I think that no kind of punishment should exist in preschool education.
Punishment is not child-centered. It has no positive and helpful effects on
children. 1 believe that punishment increases misbehavior rather than
stopping it.” (P10-S5)

A few preschool teachers (n=3) said that punishment should be used in the
classroom but should not be called punishment. Also, one of the teachers said
punishment should be a preference for children and explained her beliefs:

“I believe that teacher should offer the punishment as a preference. At the
beginning, you, as a teacher, should give the consequences of the behavior so
the child has the opportunity to think about her behavior and the
consequences. Therefore, when you penalize the child, she will perceive this
as consequence as her preference not a punishment.” (P13-S6)

4.1.6 Assessment

In response to this issue of assessment in child-centered education half the
teachers (n=10) emphasized the importance of children’s progress. One teacher
commented:

“A teacher should consider process rather than product while assessing the
child because product is a part of the process.” (P20-Sb)

Some preschool teachers stressed that assessment should be individual (n=6)

and based on objectives (n=2). One of them expressed her beliefs that:

“Assessment should be individually. I mean that goals and objectives should
be assessed for each child individually. Generalization should not be done.”
(P5-S7)
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In relation to assessment techniques, a few teachers (n=3) stressed that
assessment forms based on objectives and developmental reports are not appropriate
to assess progress of children in child-centered education and a few (n=2) said that
children should be assessed through observation. Also, according to one teacher,
preschool teachers are not able to adequately assess their students:

“I believe that there is no assessment in early childhood education. We are
lacking in knowledge. | think that assessment is very important but I cannot
say that | can assess the children correctly. However, we should assess
children correctly and share our findings with parents and elementary school
teachers. Of course, we send our reports to parents and they use them as
wrapping paper.” (P11-S6)

4.1.7 Parent involvement

Regarding preschool teachers’ beliefs about parent involvement in child-
centered education, half of the teachers (n=10) stated that parents’ active
involvement in education was very important and two said that parents’
participations was necessary to develop empathy with teachers. One teacher
explained her beliefs in this way:

“Participation of parents in classroom activities is very important, because
thanks to this participation, they can see their children and encounter
different situations in the classroom. They can also develop empathy with the
teacher. Therefore, parents have more realistic expectations after active
participation.” (P7-S7)

A few teachers also stated that children’s success (n=2) and motivation (n=2)
can be increased by parent involvement. Moreover, several teachers (n=6)
emphasized the importance of parents’ support and cooperation while a few (n=4)
stressed that parents should be informed through forms, homework and notes.
According to three teachers, there must be consistency between home and school in
child-centered education. However, one teacher stated that parent involvement was
not helpful saying:

“I think that parents should not have any role in the classroom. Do you know
what the parents are like? They are terrible. | make it clear to the parents in
the first meeting that | do not want them in the classroom. The principal told
us that parents should be satisfied. It means that | have to increase the
children’s workload in order to satisfy parents.” (P17-S9)
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4.1.8 Child-centered education

When asked to explain child-centered education, the teachers focused on two
issues; the definition of child-centered education and reasons why teachers are
prevented from being child-centered.

While defining child-centeredness, teachers stressed children’s individual
differences such as interest and abilities (n=6), needs (n=6), wishes (n=4), and
developmental characteristics (n=1). One teacher stated:

“In child-centered education, children’s wishes should be considered.
However, we do not consider what children want. For instance, when | come
to the classroom with boxes and a child does not want to work with them, |
should be able to offer him some alternatives.” (P3-S9)

Some teachers said that children should be decision makers and directors
(n=8), active (n=6), the center and aim of education (n=6) whereas teachers should
be passive (n=6) and guides (n=6). According to a few teachers (n=3), children
should be free and there should be no limitations and planning in child centered
education. One teacher commented:

“Child-centered education means freedom. Both the teacher and children can
be flexible. Also, the school should have a flexible atmosphere. In child-
centered education, it is important that children learn from their experiences
in this flexible environment rather than what is taught by teachers.” (P15-S8)

Some preschool teachers (n=5), however, emphasized that child-centered
education does not mean that children could do whatever they want in the classroom
and a teacher said:

“If I consider individual desires or interests of children, each child will want
different things and dealing with all of them would be impossible. Therefore,
children should know that wishes of the group are important and they should
agree with these preferences. | ask the children who wants what, then count
[the number of children that want which activity] and decide what we will do.
In free play time they whatever they want, but for example in a class art
activity all of them have to paint. If one of them does not want to paint, | do
not offer another option. If each child behaves or works according to his
interests or desires, it will not be child-centered education. | think it will be
chaotic education.” (P9-S5-S6)

Another teacher said:
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“Child-centeredness does not mean that children’s desires should be agreed
to. A teacher should have the ability to capture children’s attention for the
activity planned by her.” (P9-S6)

Teachers stated that some of the reasons that prevented them from being
child-centered were related to factors within and outside the classroom. The factors
within the classroom, were the teacher’s workload (n=6), background and lack of
knowledge (n=4), and also the class size (n=4). One teacher emphasized that since
she did not specifically understand the meaning and characteristics of child-centered
education she could not implement it correctly. Another teacher said:

“I have 18 children [in the classroom]. I cannot meet each child’s interests
and needs at the same time. While one of them wants me to read a story book,
another wants to dance or watch TV. | try to provide the children with
opportunities in free play time to be able to do whatever they want.
Therefore, firstly, class size should be decreased for child-centered
education.” (P16-S3)

Children’s characteristics such as age, motivation, cultural and educational
background are emphasized as obstacles by a few preschool teachers (n=3) for
example one teacher commented:

“The age group of children is important for my [classroom] practice. For
example, | am teaching 3 year- olds this year and they need my instructions.
Last year, my children were 6 years old and most of them had school
experience. Therefore, | used to be more child-centered last year. However, 3
year- old children are away from their family for the first time and they have
to adapt to a new social group. Hence, they need more instructions and |
cannot be child-centered.” (P14-S4)

In terms of reasons related to factors outside the classroom, parents’
expectations (n=8) and principals’ expectations and limitations (n=7) prevented
teachers from being child-centered (n=8). One of them said that the principal’s
attitude was very important. For instance, she stated that the principal told all
teachers in her school that they had to participate in a festival. Thus, they were
prepared for it and all children had to do the same thing in same way. Another
teacher stated:

“I am not child-centered because | try to meet the principal’s expectations.
For example, he told us that we had to complete some projects. The idea of
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making a project may seem child-centered, but | believe that the topic and
steps of a project should be determined together with the children in child-
centered education. However, the principal said that the topic of my group
was bread. When children asked me why we did a bread project, | said that
the principal had decided on this topic.” (P17-S6)

According to some teachers (n=3), negative comments from colleagues
prevented them from being child-centered such as this comment from one teacher:

“I try to be a child-centered teacher but my colleagues come and ask me,
‘Did you do this activity in this way?’ or ‘You should not let children be so
flexible’. Even, when my children were working in small groups freely, one of
my colleagues came and shouted at my children to stop talking. Of course, |
am influenced by my colleagues and I begin to behave like them.” (P3-S10)

While two preschool teachers identified the physical conditions of schools as
an obstacle, another teacher stated that goals of preschool education stopped her from
being child centered. She said that teachers could not be child-centered because they

had to prepare children academically for elementary school academically.

As a summary, the findings of the study showed that preschool teachers’
beliefs about relationship, parent involvement, implementation of activities, teacher’s
role, child’s role, time management, learning areas, decoration of walls, and
arrangement of physical environment seemed appropriate to child-centered
education. Also, their beliefs related to materials/furniture, behavior management,
assessment, characteristics of child-centeredness and planning of activities could be
interpreted as partially appropriate. However, participant teachers’ beliefs concerning
developmentally domains and teacher-child ratio seemed inappropriate to child-
centered education. Also, their beliefs about movement area/class size were not clear
enough to make a judgment about the appropriateness of their beliefs in relation to

child-centeredness.
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4.2 Turkish preschool teachers’ self-reported practices related to child-centered
education
An interview protocol containing 17 questions was used to investigate the
self-reported practices of 20 Turkish preschool teachers. After the data analysis, eight
main themes related to teachers’ self-reported practices were determined as:
1. Developmental domains
Physical environment
Instructional activities
Relationship
Behavior management
Assessment

Parent involvement

© N o 0o &~ w DN

Child-centered education

4.2.1 Developmental domains

When preschool teachers were asked about which developmental domain
they generally supported, the majority of the preschool teachers (n=14) identified the
social-emotional domain stating that they used stories and flash cards (n=3), drama
(n=3), and play (n=1), and gave children responsibility in the classroom (n=1) to
support their social-emotional skills.

Cognitive (n=3) and psychomotor domains (n=3) were mentioned by some
teachers as the most important domains. One teacher said that art activities were
important in enhancing children’s psychomotor skills. A few teachers said that self-
help (n=2) and language skills (n=1) were generally supported in their classrooms.
Furthermore, four preschool teachers stressed that they tried to enhance all the
developmental skills of children and one teacher emphasized that she used creative

play to support various developmental skills.
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4.2.2 Physical environment

When preschool teachers were asked about their practices related to the
physical environment of classroom they stated that characteristics and arrangement
of the physical environment were important.

Regarding the characteristics of the physical environment in their classrooms,
teachers gave various responses. Some referred to the teacher-child ratio, learning
areas, and movement area/class size, and others named security and shelter,
decoration of walls, and materials.

Adult child ratio. Over half the preschool teachers (n=11) stated that there were
between twenty-one and twenty-five children in their classes. There were twenty
children in some classes (n=6) and from 16 to 19 in other classrooms (n=3). There
was no other adult or assistant teacher in participant teachers’ classrooms.

Learning areas. Some preschool teachers stated that there were learning areas in
their classroom (n=3) and they were clearly separated from each other (n=2). Two
teachers said that there was a large variety of learning areas in their classrooms and
two more teachers stressed that those areas in their classrooms were limited (n=1) or
inadequate (n=1). One teacher reported that there was no learning area in her
classroom.

Movement area/class size. Many preschool teachers (n=12) stated that movement
area in their classrooms were not large enough although two teachers said that these
areas of their classrooms were adequate.

Security and shelter. One of the teachers emphasized that her classroom was safe for
children. Another teacher said that her classroom was well-lit whereas another stated
that lighting in her classroom was not sufficient or appropriate.

Decoration of walls. A few teachers (n=4) said that children’s works were exhibited
on the walls of their classrooms and a one teacher stated that there were some visual
materials on the walls. Another teacher commented that display boards on the walls
were not at children’s eye level. One of the teachers explained that they could not
use the walls:

“The principal does not allow us to use the walls [for display]. We have only
two boards and they are too limited to exhibit children’s works or other
instructional materials. However, the principal said that he cannot paint the
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walls every year. Therefore, we cannot paste posters, photos or children’s
works to walls. I don’t want painted and clean walls. | want to use them for
my children.” (P17-S2)

Materials and furniture. Only a few teachers said that they had a wide variety of
materials and furniture (n=1) and TV/CD (n=1) in their classroom. One of the
teachers said that the furniture in her classroom was too heavy for the children to
move. Other teachers stated that materials in her classroom were insufficient (n=1)
that her library area did not have enough materials (n=1), and another teacher
stressed that there were limited multi-purpose materials in her classroom.

Some of teachers (n=6) stated that they considered providing children with
easy access to materials when arranging their classrooms and one teacher said:

“Children’s easy access to materials is important. For example, | put
interesting or new books on the floor so they can lie down and look at the
books. Also, my aim is that the children feel as comfortable [in the
classroom] as they do at home.” (P9-S2)

When arranging their classrooms, some teachers provided interesting
materials for children (n=3) and creating appropriate separation of learning areas
such as active-quiet (n=3) about which a teacher commented:

“I arranged learning areas based on appropriate separation of them. [
considered that active and quiet areas were not near to each other. If | put
the dramatic play area near to the book area, children working in the book
area will be interrupted.” (P5-S3)

The amount and variety of materials and furniture (n=3), the movement area
of the classroom (n=3), the daily schedule (n=2), taking advantage of daylight (n=1),
safety of children (n=1) and the inclusive child (n=1) are considered by some
teachers when arranging their classrooms. Three teachers said that arrangement of
their classrooms was flexible.

A few preschool teachers (n=2) stated that they did not ask children when
arranging their classrooms. One of them said that she never asked children how or
where the materials and furniture should be placed because there were 20 children in

her classroom and each child could suggest a different arrangement. However,
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another preschool teacher mentioned that she arranged her classroom together with
the children.

4.2.3 Instructional activities

When preschool teachers were asked about practices related to instructional
activities in child-centered education, they stated that planning and implementing the
activity, teachers’ and children’s roles during the activity and time management were
important items to consider.

The preschool teachers stated that they planned instructional activities that
provided children with active participation (n=4) and different options (n=2),
supported all developmental domains (n=3), and creativity (n=2). Also, some
teachers considered that activities should be interesting and fun for children (n=3)
and appropriate for their individual differences (n=2). For example a teacher said:

“Each child is different and learns in a different way. Therefore, I try to plan
various activities including different teaching methods. | sometimes describe
something and support their active participation but sometimes I only explain
the topic based on their characteristics.” (P16-S2)

Teachers stated that children’s interests and wishes (n=5), needs (n=3),
developmental characteristics (n=3), chronological age (n=2), and readiness (n=1)
were important when planning their instructional activities. One of the teachers said
that during the planning of an activity, her main question was whether the children
would like this activity. Also, classroom materials (n=1) and the topic of the day
(n=1) were considered by teachers. Four teachers said their plans were flexible and
one of them explained:

“I prepare my daily plan but when I come to class, my children’s expectation
may be different. | remember that | changed my plans many times and |
sometimes explained why | made the plan. However, sometimes | cannot
make changes and | implement my plan because I am instructed by the
principal.” (P12-S3)

Several teachers stated that they tried to provide children with active
participation (n=5), and consider their individual differences such as their interests

and wishes (n=3), developmental characteristics (n=1), and readiness (n=1) when
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implementing their activities. Also, they emphasized that they created activities that
provided children with opportunities to work individually, in small and large groups
(n=2), supported their creativity (n=1), and involved them in the decision making
process (n=1), and that gave the teacher the opportunity to use various teaching
methods (n=1).

A few preschool teachers stated they implemented interesting and fun
activities (n=2) and explained the details of the activities (n=2). One teacher said:

“The activity should be interesting and fun for children. I ask some questions
to get the children’s attention. Even, I sometimes use some materials to make
it an interesting event for children.” (P4-S3)

The teachers identified the following as their role when implementing an
activity; rewarding (n=6), guiding (n=4), motivating children (n=4), meeting their
interest and needs (n=3), supporting their active participation (n=2), encouraging
them (n=1), using different teaching methods (n=1), and planning and implementing
instructional activities (n=1). One of the teachers explained her attitude to
individuality:

“If a child does not want to do an activity, I cannot insist on it. I try to
provide this child with different activities that include the same goals and
objectives. As a teacher, I should consider children’s individual differences.”

(P8-S1)

Another teacher said:

“A teacher should persuade children to do something. For instance, I come to
classroom with three stories. | asked them which one of them they wanted to
listen. I voted their choices. After reading their story, | said that | read their
story and | wanted to read my story now. | started to read the story in my
daily plan. As I said, first a teacher has to convince children.”

Some teachers said that children were active (n=7), free (n=5) and
investigators (n=2) during the activity in their classroom. According to a few of the
teachers, the children decide, plan, and direct the activities (n=3), and take
responsibility (n=1). One teacher said:

“My children often said “no” to me this year. Although many teachers do not
like it because of discipline, | like it. It means that children can take
responsibility; direct the process and say that they did not like and did not
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want to do my activity. For instance, children sometimes told me they wanted
to use different materials. It is impossible that all children will do the same
activity at the same time.” (P20-S3)

One teacher also emphasized that children in her classroom were curious and
asked questions about whatever they wanted to learn.

Half the teachers (n=10) stated that due to lack of time, they finished the
children’s incomplete work. Some teachers (n=9) said that they gave extra time for
the children to complete their work, but sometimes children were not able not finish
in time. Also, some of the teachers (n=4) expected the children to take incomplete
activities to finish at home. One teacher mentioned that since time was limited, the
children could not complete their work later.

Eight teachers emphasized that the duration of the activities were flexible
while other teachers (n=8) expressed that the duration depended on children. Also,
three teachers stated that they often warned children about the duration (n=3) for
example one said:

“I warn my children before the duration finishes. For example, I say, “We
have 5 minutes and try to complete your work or games.” I remind them
because if the child wants to add something to his activity and cannot manage
it in time, he may be disappointed. It is a child-centered implementation.
Therefore, before time is up, | should warn them about the time.” (P7-S5)

4.2.4 Relationship

In terms of preschool teachers’ practices in relation to their relationship with
children in their classrooms, a few of the teachers (n=4) said that they communicated
with children appropriately. A few stated that they were not strict (n=4) and
established a mutual respect with children (n=4). One of these teachers said:

“Initially, I must say that I am not a strict teacher. My children behave in

same way when | am in or not in the classroom. They are not afraid of me

and they do not change their behavior but they respect me.” (P19, S3)

Furthermore, teachers stated that they were friendly and funny (n=3),
charitable (n=3), and reliable (n=2). One teacher explained that her relationship with
the children changed:
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“My role changes according to the situation. For example, when they have
just woken up | am a mother but while explaining something, | am a teacher.
Also, I am their peer while playing with them.” (P18-Sb)

A few teachers explain they let children express themselves freely (n=3) and
had physical contact with children such as hugging and kissing (n=2). However,
three teachers stated that they were rule-based. Therefore, children had to get
permission to move in the classroom and had to follow teacher’s instructions. One of
them said:

“Children in my class have to ask me when they want to do something. I
explain to them possible consequences of their wishes and then I say, “It’s up
to you!” Also, they ask me because they know that if they ask me and have a
good relationship with me, there will not be any problems.” (P2-S5)

4.2.5 Behavior management

The important items of the preschool teachers’ practices related to behavior
management in their classrooms involved rules, strategies, reward and punishment.
Teachers mentioned reward and punishment as strategies to decrease or prevent
misbehavior in the classroom.

Regarding establishing rules, most of the preschool teachers in this study
(n=14) stated that they established rules with children; however, three teachers said
that they formed the rules without children as explained by one of the teachers d:

“Rules cannot be established together with the children in my classroom. |

say, ‘These are our rules. Is it OK?’ They generally accept since they cannot
say no.” (P6-S5)

Other teachers (n=5) also said that rationales and consequences of the rules
were discussed with children in the classroom; eight teachers stressed that they
established the rules based on children’s problems or needs, three teachers stated that
they formed the rules at the beginning of year, and seven teachers established a
contract with children. In addition, three teachers stated they considered children’s
age when establishing rules.

In order to teach and implement the rules, teachers paste the contracts on the

wall (n=7), punish or reward children (n=6), often remind children of the rules (n=5),
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and talk about the rules with the children (n=2). Teachers also use pictures or stories
(n=2) and drama or play (n=2) to teach the rules. One teacher said:

“After children learn and obey the first rule, I explain our second rule. I do
not teach them 10 rules at the same time. Also, consequences of a behavior or
not obeying the rule are appropriate for the child’s age. I sometimes use
different materials or games to teach rules. For example, at the beginning of
the year, | show children a bell and say that it means it is time to collect toys.
Then, I have no problems related to the collection of toys.” (P11-S4)

The preschool teachers described their practices related to strategies to
decrease or prevent misbehaviors in their classrooms. They stated that they used
strategies including; punishment such as time out (n=10), talking with children
(n=6), talking with their parents (n=4), and giving a star or a thank you letter (n=4) to
the children. Some teachers (n=6) emphasized that they used the misbehaving child’s
classmate as a strategy. For example, classmates warn (n=3), exclude (n=1),
humiliate (n=1), or promise something to (n=1) other classmates who misbehave in
the classroom. A few preschool teachers (n=4) said that their strategies changed
according to children and the type of misbehavior. Three teachers ignore the
children’s misbehaviors (n=3) while two of them try to understand the reason for the
behavior. A further three teachers stated that they provided children with
opportunities to establish empathy with their teachers and classmates.

Most of the preschool teachers (n=15) stated they give children tangible
rewards such as stickers, stars, medals, and smiley faces (n=12), thank you letters
(n=1), extra play time (n=1), and allocate responsibilities such as being head of the
class (n=1). Many teachers (n=11) gave emotional/verbal rewards such as thanking
and congratulating (n=4), kissing (n=2), hugging (n=2), applauding (n=2) and
smiling (n=1). While one teacher emphasized that she often used rewards, another
stated she rarely rewarded children. One of the teachers said that she gave all
children rewards and explained as below:

“I give smiley face to all the children. Even, | give one to the children who
misbehave because | think they are very young. While giving smiley faces, |

say to them that they behaved well today and they will be better tomorrow.”
(P18-S7)
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Time-out (n=11), sending children out of the classroom (n=1) and shouting at
the children (n=1) were mentioned as punishments used by teachers. One teacher
said:

“Of course, I do not hit children. However, I am human and I sometimes
shout at the children when classroom is too noisy. It is a great punishment for
them.” (P11-S5)

Some preschool teachers (n=3) did punish the children but used different
terms such as warning or preference. One teacher said that she rarely used
punishment another teachers said she only punished children who hurt their
classmates; and one teacher uses it for children who are unwilling to participate in

activities.

4.2.6 Assessment

Some teachers (n=5) stated that they assessed children individually and did
not compare the children with each other. A few teachers (n=3) stated that they
informed parents about children’s progress. Also, one teacher considered children’s
characteristics of chronological ages and another focused on their general
developmental characteristics while assessing them.

The teachers reported that they used their own observation notes (n=15),
assessment forms based on objectives (n=14), developmental reports (n=10),
children’s portfolio/work samples (n=2), and parents’ observation notes (n=2) for
assessment. A few preschool teachers (n=3) emphasized at the end of the assessment,
they informed parents about their progress and one of them said:

“I observe the child’s behaviour and skills level at the beginning of the year
and compare it with their current behaviour and abilities? | share this
information with parents on a monthly basis. | talk about everything related
to the children such as eating habits, relationships with peer, language
development.” (P5-S6)

4.2.7 Parent involvement
When teachers commented on their practices related to parent involvement,
most stated that parents participated in various activities in their classrooms such as

art activities (n=13), story reading (n=9), play (n=3), cooking (n=3), science
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experiments (n=3), job sharing (n=4), and providing materials for activities (n=1).
One of these teachers said:

“Parent involvement is very important because the parents can see their
children in the classroom and understand the effort that teachers’ makes. I sit
at the corner of the classroom and | say to parents that classroom is theirs. |
am a guide to parents | want them to understand what happens in the
classroom.”

While two teachers stressed parents could visit the classroom whenever they
wanted, a few teachers (n=4) said that parents only participated in school meetings.
Two teachers mentioned that parents sometimes came to their classroom to observe.
However, five teachers stated that parents did not actively participate in classroom
activities. Three teachers said that according to their school rules, parents could visit
the classrooms only to undertake activities. Lastly, one of the teachers commented

that there was no consistency between school practices and those of the parents.

4.2.8 Child-centered education
When preschool teachers’ discussed their own practices related to child-
centered education, two issues emerged; teachers’ self-assessment and practices.
Preschool teachers assessed their own practices as child-centered or teacher-
centered. Seven said that they were usually child-centered whereas six teachers
defined themselves as both child-centered and teacher centered. One of them said:

“l usually try to be child-centered but | am also teacher-centered because
child-centeredness is not sometimes clear for me. |1 cannot understand it
exactly. I think I need more experience to better understand it.” (P15-S9)

A few teachers (n=3) assessed themselves as absolutely child-centered. They
said that they preferred child-centered practices because it is more successful than
teacher-centered education. Also, classroom management is more difficult in teacher-
centered classrooms because activities are not planned based on children’s needs and
interests. The teachers reported that children learn actively and are happier in child-
centered classrooms.

Teachers who assessed themselves as usually teacher centered (n=4) gave
their reasons which included that child-centered teachers have to be more patient and
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put in more effort than their teacher-centered colleagues. Therefore, child-
centeredness decreases a teacher’s performance. Children can do whatever they
want. From this perspective of child-centered education, the teachers consider that if
children can do whatever they want then there will be a chaos in the classroom and
some discipline problems will occur as a teacher explains:

“I am not a child-centered teacher due to some of my practices. For instance,
when a child cannot finish her/his art activity, | complete her/his work. Our
program is child-centered and there are some clear explanations about
children’s developmental level and cognitive level. However, there are still
some mistakes in practices. We do not focus on individual differences.” (PS-

S6)

Another teacher asserted that she was teacher-centered;

Although 1 consider children’s interests and needs while planning, [

implement it in a teacher-centered way. ” (P14-S4)

Teachers were asked why they assessed themselves and their practices as
child-centered, some (n=5) said that their plans were flexible, others stated that they
considered children’s individual differences such as interests, needs, wishes, age, and
readiness (n=4), motivated children in the instructional activities (n=3), and guided
them during the activity (n=2). Teachers (n=2) who made planning decisions by vote
of the class and used children’s wishes as a reward for them (n=2) said that these
were child-centered practices. Also, one of the teachers said that she was child-
centered because she undertook many projects with the children in her classroom.
Teachers who carried out the same activity with all children (n=1) and had children
complete school readiness activities (n=1) also assessed themselves and their
practices as child-centered.

As a summary, the findings of the study showed that preschool teachers’ self-
reported practices about relationship, learning areas, decoration of walls, planning of
activities, implementation of activities, child’s role seemed appropriate to child-
centered education. Preschool teachers’ self reported practices related to assessment,
parent involvement, teacher’s role, time management, behavior management,
materials/furniture, arrangement of physical environment, characteristics of child-

centeredness could be interpreted as partially appropriate whereas their self-reported
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practices concerning developmentally domains, teacher-child ratio and movement

area/class size seemed inappropriate to child-centered education.

4.3 Turkish preschool teachers’ actual practices related to child-centered
education
Data from actual practices were obtained from observations. Of the 20
preschool teachers in the study five were observed in their classrooms and their
demographic information is given in Table 4.1. The observed teachers’ documents

were also reviewed.

Table 4.1 Demographic information of observed teachers

Participants Educational Teaching Age group  Number of
Background experience taught children in
the class
Participant 1 (P1) Faculty of Education — 5 years 6 year-olds 20
ECE Department
Participant 2 (P2) Faculty of Education — 3 years 5year-olds 20
ECE Department
Participant 3 (P3) Faculty of Education — 3 years 6 year-olds 21
ECE Department
Participant 4 (P4) Faculty of Education — 5 years 6 year-olds 25
ECE Department
Participant 5 (P5) Faculty of Education — 3 years 6 year-olds 25

ECE Department

(ECE: Early Childhood Education)

The beliefs, self-reported practices and actual practices of five participants
are reported for developmental domains, physical environment, instructional
activities, relationships, behavior management, assessment, role of parents, and child
centered education. The characteristics of the physical environment in the observed
teacher’s classroom in relation to their beliefs, the self-reported and actual practice,
will be examined under six topics: teacher-child ratio, learning areas, and movement
area/class size, security and shelter, decoration of walls, and materials.

In terms of instructional activities, beliefs, self-reported and actual practice of
teachers will be focused on five topics: planning and implementing the instructional

activities, the roles of the teacher and children during the activity, and time
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management. Regarding behavior management, beliefs, self-reported and actual

practice will be reported in four areas: rules, strategies, rewards, and punishment.

4.3.1 Participant 1

Participant 1 (P1) has 5-years teaching experience and graduated from Mugla
University, Faculty of Education, and Department of Early Childhood Education.
She works in a public school and there were twenty 6-year-old children in her class.
Photographs were not used for the presentation of participant 1°s findings because

the school principal did not allow taking photographs.

4.3.1.1 Developmental Domains

Since Participant 1 believed that children needed to develop their cognitive,
social emotional domain and self-care skills and she stated that she reinforced the
development of these skills in her classroom. In actual practice, the researcher
observed that P1 supported these developmental domains of the children in her class.
For instance, for the cognitive domain, she used reading and writing activities. She
gave worksheets to children and read the instructions, which explained what children
would do. For example, the teacher said “Please, circle the soft materials” and
children circled. P1 encouraged children to share their ideas and feelings with her
and their classmates to enhance their social-emotional skills. Also, she gave them
many opportunities to engage in real conversations. For instance, one of the children
talked about her pet bird and the teacher and other children asked some questions. In
terms of the self-care skills the teacher checked the children’s hands and shoes after
outdoor activity. Also, she watched to see whether children washed their hands

before breakfast and lunch.

4.3.1.2 Physical environment

P1 believed that teacher-child ratio should be maximum 10 children for one
teacher. She stressed that, if classroom were large enough, there should be two
teachers for 20 children. In terms of learning areas, P1 believed that there should be
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science, music, dramatic play and block areas in a classroom. She emphasized that
movement area should be large saying:

“The children can release their energy via playing, therefore classroom
should be wide or instead of using only one classroom, different classrooms
can be used for different activities. ”

P1 stated that security was an important issue. Preschool classrooms should
be a safe place for children. She also believed that children’s work should be
exhibited on the walls and the display boards should at the children’s eye level and
said:

“There has been an idea in my mind for a long time. Half of walls should be
covered with paper and during the free play time children can draw whatever
they want. This can be used to help the children relax.”

She believed that materials should be soft not to injure children and chairs

should be child-sized and light, with radiators being covered to prevent children
being injured.

In terms of self-reported practices, P1 said that there were twenty 6-year-old
children and only one adult in her classroom. She mentioned science, music,
dramatic play, and block areas as learning areas. She considered that the movement
area of her classroom was not large enough for 20 children. In terms of security and
shelter, she emphasized that there were some concerns related to safety. For example,
the radiators and corners of the tables were a risk and chairs were too heavy for the
children. She expressed that she used the walls to exhibit children’s works, but the
display boards were not on children’s eye level. She said except for the music area
that there were enough materials in her classroom and learning areas.

Regarding her actual practice, there were 15-18 children in P1’s classroom
during observation sessions. Although there was no specific separation between
active and quiet areas, the classroom was divided into the following different
learning areas; music, dramatic play, and block centers however, these areas were not
labeled. Although, there were children’s tables and chairs on one side of the
classroom, the other side provided a large enough area to move in and play freely. In
relation to security and shelter, the researcher observed that temperature, lighting and

noise regulation of the classroom were appropriate and did not limit the learning
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process and activities. However, some materials such as radiators and corners of the
tables had sharp edges and were not safe for young children. There were no
instructional materials on the walls, however children’s art work was exhibited on
two boards but these were higher than the children’s eye level. Also, there was a
hanger for each child outside the classroom as an appropriate height and some of the
children’s works were displayed in the corridor. The basic furniture such as tables,
chairs and cupboards were sufficient and child-sized. There was a large variety of
materials in the learning areas, but materials in the music area were limited in variety
and number.

P1 believed that classroom should be arranged with children and it should be
changed based on needs during the year. In the interview, P1 stated that she arranged
her classroom with the children at the beginning of the year. However, she
emphasized that she sometimes changed it based on children’s use. In terms of actual
practices of P1, the researcher observed that the physical environment of the
arrangement was appropriate for children’s easy access to materials. Although there
were no labels on cupboards, they were tidy and not over full. Thus, children could
use materials independently. However, no changes were made to the classroom

layout during the observation sessions.

4.3.1.3 Instructional activities

P1 believed that children’s developmental characteristics and readiness
should be considered when planning and implementing activities. According to P1
teachers should be active, supportive and provide their children with freedom. She
also stated that children should be active in both in the processes of decision making
and implementing activities. Time should be defined based on children’s wishes and
interest.

P1 reported that she considered children’s developmental characteristics and
readiness when planning instructional activities. Her activity plans were flexible and
she could make changes to her plan based on children’s interests and wishes during
implementation of the activity. She stressed that she did not strictly follow her daily

plan and considered the children’s attention and motivation. For example, if children
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did not want to do an art activity, she changed the activity or did not make them do
it. In terms of the teacher’s role in the instructional activity, she stated that it was to
reduce activities to age level of the children and to reward them. She said that she did
this and she gave the example of how she imitated the children and used baby talk in
the classroom. If a child stated that he did not want to do an activity, P1 said she
would reply, “I do not want to do things either, but I have to.” She also emphasized
that she gave stars to children to reward appropriate behavior. In terms of the
children’s role, she stated that children had to be active in her classroom during the
activity. For example, she said that in language activities, she would start reading the
story then stop and ask the children what happened next. So when the children were
completing the story and expressing their ideas they were active. In terms of time
management, P1 stated that it was important for children to finish their activities, so
If necessary she would give the children extra time to complete their work. However,
she said that she considered children’s attention and motivation when determining
the duration of the activity and, if the children became bored, she would end the
activity. Sometimes, she gave the children the opportunity to finish their activities
later.

In her actual practice, the researcher observed that the teacher did not have a
written daily plan. Also, there was no schedule posted on the wall in the classroom.
Although the time of some routines was determined such as breakfast, lunch and
snacks, her schedule was flexible. For instance, when children wanted to complete
their activity, she gave them extra time. In terms of the implementation of the
instructional activities, the researcher observed that P1 informed children about the
activities they were to do and used some smooth transitions between the activities
such as songs and finger plays. Sometimes, she also offered options for the activity
and the children could choose one of them. Sometimes, she gave the children a
choice as a reward. For instance, she said “When you complete your worksheets, we
can play hide and seek.” She made some changes in some activities based on
children’s wishes; for example, she asked the children to be stars on the floor but
children did not want to do this they wanted to dance. The teacher accepted and

danced with them. Moreover, P1 participated in the activity and danced with
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children. In terms of the teacher’s role in the instructional activity, P1 observed
children and chose the activities based on their attention span and motivation but she
did have all children do the same activity at the same time. However, during free
play she encouraged children to select their own activities individually or in small
groups. In relation to the child’s role in the activities, the researcher observed that
children were not active in decision making. P1 usually decided on the activities and
most of the activities in the classroom were teacher-initiated. For example, while
children were playing hide and seek, she said “Let’s use play dough.” She did not ask
them if they wanted to continue their activity. However, sometimes children insisted
on continuing an activity and she accepted their wishes. In terms of time
management, she sometimes extended the duration of the activities giving extra time
to children who could not complete their activities. However, when they could not

still finish, she told them to complete them later.

4.3.1.4 Relationship

P1 believed that teacher-child relationship should be warm. Physical contact
should be used by teachers. Also, In terms of her classroom practices, she reported
that she established physical contact with children such as hugging. She stressed that
there was a mutual respect between her and the children. She also said that they had a
warm relationship but the children knew their limits.

In P1’s actual practice, the researcher observed that in the morning, she
welcomed the children and asked them some questions about themselves. She had
real conservations with children during free play and particularly during these
conversations; P1 made eye contact, used an appropriate tone of voice, and smiled.
She used some sympathetic words such as “dear” and “sweetheart.” Also, she
established physical contact with them. For example, she hugged and kissed them.
However, some children did not consider their teacher’s warnings. For example
when;

“Mehmet sat on the top of cupboard. The teacher looked at him and tried to
indicate nonverbally that he should get down. However, Mehmet continued sitting on

the top of cupboard and finally she said that, “Please get off the cupboard” but
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Mehmet ignored her, she repeated her request twice but Mehmet still ignored her. At

the end, teacher went and picked up him.” (Observation note, May 23, 2011).

4.3.1.5 Behavior management

P1 believed that rules should be established with the children at the beginning
of the year. Then, rules can be changed based on the situations that occur in the
classroom. To teach the rules reminding and warning can be used, furthermore,
talking with the children and parents can be strategies to decrease or prevent
misbehaviors. Lastly, the teacher said that rewards and punishment should be used
when necessary.

Although P1 reported that she established rules with the children at the
beginning of the year she emphasized that rules were flexible in her classroom and
she might make some changes during the year. In terms of strategies to decrease or
prevent misbehaviors in her classroom, she said that she often reminded the children
of the rules and strictly monitored whether the children obeyed rules. Also, when
misbehavior was repeated, she stated that she talked with children and their parents
as a strategy. In terms of rewards and punishment, P1 stressed that she often used
some tangible rewards such as stickers and stars she said:

“There is a star board in my classroom. Each child can get one star each
day. At the end of the day, I give the children their star with explanation of
why they have been awarded this star. For example, | say that | am giving a
star to Ahmet because he collected toys, arranged the classroom and washed
his hands with soap. We count their stars every Friday and we give a gift to a
child who has collected five stars during the week.”

She explained that she sometimes used punishments such as time out and that
she punished children who hurt their classmates and were unwilling to participate in
activities.

In P1’s actual practice, the researcher observed that rules were not posted in
written format in the classroom. Her strategies to decrease or prevent misbehaviors
included warning the children who did not obey the rules. For example, some
children tried to climb on top of the cupboards and the teacher told them to stop.

However, children continued to climb up. P1 took the children down, but one of the
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children climbed up again so, she took his stars from the table. Also, she warned
them to change their behavior. For instance,

“Ata! We came to the garden because you really wanted to. If you behave in
this way, we will go back into classroom.”

’

“If you continue running, you will lose your stars.’
“I am sending Ali to the other classroom because he didn’t obey the rules.”

Moreover, the teacher sometimes ignored some misbehavior but children did
not have any opportunities to talk about their conflicts with each other. In terms of
rewards and punishment, the researcher observed that the teacher often used rewards
such as giving stickers to children who help with tidying up the classroom. Also, on
the wall there was a stars table showing the names of the children and the number of
stars. The researcher observed that P1 sometimes used punishment. For example, one
of the children pushed a classmate in the line and the teacher sent the miscreant to
the end of line. She also removed the stars of some children from the wall chart

because of their mishehavior.

4.3.1.6 Assessment

When asked about assessment P1 said that “This is a difficult question” and
did not talk about assessment. When she was asked about her practices she replied
that she used observation notes, assessment forms based on objectives, and
developmental reports to assess children. She further explained:

“There is a comparison among classrooms in our school. Therefore, teachers
put more ticks for every child in assessment forms and show their classroom
as more successful.”

In P1’s actual practice, the researcher observed that she provided children

with feedback related to their work, but she used none of the observation methods

that she had reported.
4.3.1.7 Parent involvement

P1 believed that parents should be active in the education of their children

and they should participate in activities in the classroom. She commented that some
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parents were involved in her class work and that they participated in some
experiments, competitions, and activities on special days. She also reported that
parents could visit her classroom whenever they wanted.

In P1’s actual practice, the researcher observed some short conversations
between the teacher and parents during student arrival or departure times, but no

parents were involved in the classroom activities during observation sessions.

4.3.1.8 Child-centered education

P1 stated that in child-centered education the children should be active
however, when they needed support, they should be helped. Also, she believed that
teachers have an important role in child-centered education however; the main role
should belong to the children. P1 stressed that being both child-centered and teacher-
centered was sometimes easier than being only child-centered or teacher-centered.
She said:

“When a teacher only uses teacher-centered practices, children cannot do
anything. They only follow the teacher’s instructions. On the other hand,
when teacher is child-centered, there is chaos in the classroom. Therefore,
having both child-centered and teacher-centered practices was sometimes
better.”

P1 reported that she due to her practice in the classroom she was usually
child-centered. She explained that she considered the motivation of children for the
activities but this was not always easier to do:

“I sometimes ask children about their choices related to activities but each
child wants a different activity. Therefore, when making a decision about
their preferences is very difficult, | decide what they will do.”

According to P1, the children’s self-confidence was an important element in

order to be child-centered. She said:

“For some children there is great parental pressure at home and they cannot
explain their thoughts and desires. They are withdrawn and shy, and cannot
actively participate in classroom works. Therefore, children’s self-confidence
IS necessary for becoming child-centered.”

In her actual practice, the researcher observed that P1 used both child-

centered and teacher-centered practices. She gave instructions about the activity or
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worksheets and children followed them. For example, she said, “Put X on the wolf’s
nose.” All of the children placed the “X” in the appropriate spot. Also, for play
activities, she explained all the rules of the game in detail. However, sometimes she
considered children’s wishes, for example when the teacher started to read a story,
but the children did not want a story. The teacher stopped, reading and played with
the children.

4.3.2 Participant 2
Participant 2 (P2) graduated from Gazi University, Faculty of Education, and
Department of Early Childhood Education and has 3 years teaching experience. She

works in a public school and there were twenty 6-year-old children in her classroom.

4.3.2.1 Developmental domains

Participant 2 believed that social-emotional domain should be supported in
child-centered education and this is essential for the development of other domains.
Children’s self-confidence and communication skills can be enhanced as a result of
the support for the social-emotional domain.

P2 reported that she supported all the developmental domains of the children
in her classroom but she particularly focused on the social-emotional skills. In her
actual practice, the researcher observed that P2 supported generally the cognitive and
social-emotional domains of the children. For the cognitive domain, she used some
reading and writing activities. She gave worksheets to children and read instructions
to explain what children should do. Chess was one of the most important activities
for free play time. Also, when reading books, P2 asked many questions and
especially focusing on in the cause of the events in the story. P2 encouraged children
to share their ideas and feelings with her and their classmates to enhance their social-
emotional skills. For instance, there was a child who went to the doctor and she

wanted him to share his experiences with the other children.
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4.3.2.2 Physical environment

P2 believed that the teacher-child ratio should be twenty 5-6 year old children
to one teacher. However, she emphasized that if children were younger than 5 years
old, then this ratio would not be appropriate. She said that the ideal number is 15
children to a teacher. In terms of learning areas, P2 believed that there should be
different learning areas clearly separated from each other. Moreover, she emphasized
that movement area should be wide. She did not mention anything about security and
shelter. She believed that the children’s work should be exhibited on the walls. She
stressed that the materials should be appropriate to the children’s interest and wishes
and should be chosen based on majority of children’ preferences.

P2 reported that in her class there were twenty 5-year-old children and she
was the only adult. She stated there were some learning areas that in her classroom
but they were not clearly separated from each other. She said that the movement area
of her classroom was not large enough for twenty 5-year-old children. In terms of
security and shelter, she emphasized that there were no concerns related to safety.
Regarding wall decorations, she commented that there were some weather charts,
seasons, numbers and shapes on the walls. Also, she displayed children’s work on
two boards in the classroom. However, materials and work were not placed at the
children’s eye level because there was a child with a disability in the classroom and
she tore materials if they were placed at a lower level. P2 reported there were not
enough materials and furniture in her classroom. She said that she could not clearly
separate the learning areas due to the lack of materials and furniture.

During the observation it was noted that there were 15-18 children in P2’s
classroom. The classroom was clearly divided into the following learning areas;
chess, blocks, puppets, library, science, and dramatic play and there were name
labels in the areas as seen in Figure 4.3 below.
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Figure 4.3 An example of a labeled learning area

The movement area of the classroom was large enough. Although there were
children’s tables and chairs on one side of the classroom, the other side was large
enough to move in and play freely. In terms of security and shelter, the researcher
observed that the temperature and noise regulation of the classroom were appropriate
and did not limit learning and activities. Also, all the materials and furniture were
safe for young children. However, the classroom did not have enough daylight and
electric lighting was provided during day. There were some instructional materials
on the walls and the children’s work was exhibited on two display boards however,
these boards were above the children’s eye level. The basic materials and furniture
such as tables, chairs, cupboards, and cushions were sufficient and child-sized, but
there was a limited variety of materials in the learning areas.

P2 also believed that children’s ideas should be obtained in relation to the
arrangement of classroom and she stated that a teacher should ask the children
questions such as; “Where do you think the dramatic play area should be located?”
However, P2 stated that she arranged the classroom herself and did not ask for the
children’s ideas because asking 20 children about the organization of the classroom
each would have different suggestions and the result would be chaos. In terms of her
actual practice, the researcher observed that the physical environment of the
arrangement was appropriate for the children to have easy access to materials and
furniture was child-sized as shown in Figure 4.4 below.
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Figure 4.4 Physical Arrangement of P2’s Classroom
There were labels on cupboards; they were tidy and not overcrowded. Thus,

children were able to use the materials independently.

4.3.2.3 Instructional activities

P2 believed that the children’s developmental level, age, wishes, and interest
should be considered when planning and implementing the activities. Also, she said
that activities should be interesting for children. She said:

“My priority is not to teach the children. I want children to spend happy
hours in school. When planning an activity, |1 do not focus on what children
will learn from this activity. | focus on whether children will be interested in
it and enjoy it.”

According to P2, a teacher should be a guide. She stated that children should
have a leading role in child-centered education. Moreover, time and duration of the
activities should be determined based on the children’s mood each day, for example
she commented,

“[s]ometimes children want to repeat an activity many times in a day;
however, on another day, they do not want to do it.”

P2 reported that she considered children’s chronological age, interests,
wishes, developmental characteristics and readiness when planning instructional
activities. She said that she tried to motivate children to engage in activities and

rewarded them during implementation of an activity. She emphasized the teacher’s
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role in the instructional activities as reinforcing and rewarding children. In terms of
the children’s role, she said that children should be free to do whatever they want
during the activity, but they should know their limits. For instance, they should be
aware that they could use each part of the classroom and all materials during free
play activities, but they could not leave the classroom without permission. In terms
of time management, P2 stated that duration of the activities was flexible in her
classroom and she said that determining the exact duration for specific activities was
not appropriate for young children.

In P2’s actual practice, the researcher observed that although there was no
schedule posted on the wall in the classroom but the teacher did have a written plan
on her table. She tried to follow her plans rigorously. However, reviews of her
documents showed that P2 downloaded plans from the Internet. Therefore, her plans
which included indoor and outdoor activities did not consider individual differences
of children in her classroom or the characteristics of her classroom and the school.
These plans contained only general activities appropriate for 5-year-old children. She
used them without any modifications for her children and classroom situation thus
the teacher decided the activities and children were not active in this process. In
terms of P2’s implementation of the instructional activities, the researcher observed
that she used some smooth transitions between the activities such as songs, plays and
finger plays. Particularly, in free play time, she encouraged children to select their
own activities individually or in small groups. However, when implementing other
activities, she used some instructions and explained in detail what they would do. In
terms of teacher’s role, she had all children do the same activity at the same time
during the day, except during free play activities. She sometimes ignored children’s
attention and failed to notice their lack of motivation. For instance, although children
said that they were bored, she had them complete their worksheets. However, during
the activities, she tried to be interested in each child individually and encouraged
them to share their ideas with their classmates. In terms of the child’s role in
activities, the researcher observed that the children were not active in decision
making and implementation of activities. In P2’s classroom most of the activities

were teacher-initiated and the children usually followed her instructions. However,
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she sometimes considered children’s wishes when they insisted on continuing some
game or activity. In terms of time management, because she strictly followed her
daily plan, she did not usually extend the duration of the activities. She did not give
the children extra time if they were unable to complete their activities and gave the
uncompleted activity as homework.

4.3.2.4 Relationship

P2 believed that teacher-child relationship should be friendly. She stated that
children should be able to talk about everything with their teacher. She emphasized
that children could understand the teacher’s affection and respect. Also, there should
be physical contact between the child and the teacher.

P2 reported that she established physical contact with children such as
hugging and kissing to show her affection. She stressed that she had a warm
relationship with her children. In P2’s actual practice, the researcher observed that in
the morning, she welcomed the children and asked them some questions. She had
real conservations with children and she knelt down to the child’s eye level making
eye contact, using an appropriate tone of voice and smiled. She used some
sympathetic words such as “dear” and “sweetheart.” She showed particular care for

the child with a disability.

4.3.2.5 Behavior management

P2 believed that rules should be established with children at the beginning of
the year with an explanation about the reasons for the rules. As strategies to decrease
or prevent misbehaviors in the classroom, drama, stories or chatting to the child
should be employed. She believed that rewards should be used in child-centered
education; however punishment should not be used and stressed that instead it should
be used as preference or choice of children.

P2 reported that she established rules with the children at the beginning of the
year and they talked about the rationales for them. In terms of the strategies to
decrease or prevent misbehaviors in her classroom, she said that she tried to
exemplify some pro-social behaviors through drama, stories, and discussions. Also,

she stated that she sometimes talked with a child on a one-to-one basis. In terms of
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rewards and punishment, P2 stressed that she used rewards regularly. Moreover, she
emphasized that she gave smiley faces to children or painted their faces as a reward.
She said that she sometimes used punishment but presented it as a child’s preference
or choice. She mentioned that she explained the consequences of the behaviors at the
beginning of the activity, therefore, when a child misbehaved, the consequences of
the behavior or punishment became her preference or choice.

In terms of P2’s actual practice, the researcher observed that rules were not
posted in written format in the classroom. One of her strategies to decrease or
prevent misbehaviors, was to alternate the seating; one girl and one boy and did not
allow children of the same sex to sit together. When children did, she changed their
places. Also, she warned them of the consequences for misbehavior. For instance,
when they went to garden, she said:

“In order to start playing, you have to water the plants first and while
playing, you have to stay within the garden. Anyone who does not obey the
rules will go to the classroom and wait there alone.”

“Ali, if you do not sit at your table, I will give your cars to Ahmet!”
Sometimes she ignored misbehaviors and sometimes warned the children. For
example:

“Your hands must work instead of your mouth!”

As a behavior management strategy, she sometimes compared children and
selected the most hardworking group or children, the quietest group or children for
encouraging other children. The researcher observed that P2 often used rewards. For
example, the child who listened to her/his classmate’s songs quietly and carefully
was allowed to choose the book that the teacher would read. Also, applauding was
used as another reward. The researcher observed that P2 used shaming and emotional
violence as punishment. She punished children not only for misbehavior but also for
academic issues. For instance, one of the children came to the board to sing a song
but forgot the words. The teacher said that the child lost her appeal. In another case,
P2 warned:

“When you talk and cannot finish your work, you have to take your
incomplete work home. Therefore, your parents will be upset and will not be
proud of you.”
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4.3.2.6 Assessment

P2 believed that assessment should be individual, and as part of assessment
the teachers should consider the child’s individual characteristics. Also, she believed
that progress was very important to assess children and that observation is the best
assessment technique.

P2 stated that she used observation notes, assessment forms based on
objectives, and developmental reports to assess children. She explained:

“I consider the children individually and I never compare one with another
when assessing. | believe that each child is unique.”
In terms of P2’s actual practice, the researcher observed that P2 provided

children with feedback about their work, but she used none of the observation
methods that she mentioned.

4.3.2.7 Parent involvement

P2 believed that parents should be active in educational process of children.
She said that the person who knows the children best are their parents. Therefore,
parents should come to classroom and share information related to their children.
Also, parents should observe their children in the classroom.

P2 emphasized that parents were willing to participate in some parent
involvement activities, but their real problem was lack of time. Thus, she organized
individual or larger meetings with parents. In her actual practice, the researcher
observed some small conversations between and parents during arrival or departure
times, but no parents were involved in classroom activities during observation

sessions.

4.3.2.8 Child-centered Education

P2 believed that children’s needs and developmental characteristics should be
considered in child-centered education. She said that play was very important for
young children and should be used to teach them. Also, activities should be
enjoyable for children in child centered education.

P2 stated that she was totally child-centered but this was only observed in
some of her practices. She gave the examples of considering the individual needs of
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the children when planning the activities and so she did not strictly follow her daily
plan and schedule. In terms of her actual practice, the researcher observed that P2
used plans from the Internet and did not change them based on characteristics of her
children and classroom. She did also follow her daily plan strictly and the children
did not have an active role in decisions making or implementing activities in the

classroom.

4.3.3 Participant 3

Participant 3 has 3 year teaching experience and graduated from Ankara
University, Faculty of Education, and Department of Early Childhood Education.
She has been working in a public school and there were twenty-one 6 year-old

children in her classroom.

4.3.3.1 Developmental domains

P3 believed that the social-emotional domain and particularly children’s
communication skills should be supported in child-centered education.

P3 stated that she generally supported social-emotional development of
children in her classroom. She stressed that her children had good cognitive skills but
they needed help in developing their social-emotional skills. Thus, she said that she
did at least one activity to enhance the children’s social-emotional skills such as
expressing themselves and waiting for their turn. In P3’s actual practice, the
researcher observed that P3 generally supported the social-emotional skills
development of the children in her class. She engaged in real conversations with
able-bodied and disabled children during free play. She encouraged children to share
their ideas and feelings with her and their classmates. For instance, on day she
brought a rabbit into the garden where the children were playing she asked some
questions related to the rabbit and the children’s feelings. Also, in another play
activity involving the children driving car, the teacher asked them what they felt and

if they had enjoyed the activity.
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4.3.3.2 Physical environment
P3 believed that teacher-child ratio should be related to the age of the
children in the class and one adult to 16/18 children seemed ideal for her. She said:

“A small class size or fewer children for each teacher is not appropriate
Since activities finish very early and each child’s turn comes round very
quickly. Therefore, children do not learn how to wait for their turn. I believe
that activities are implemented better in busier classrooms.”

In terms of learning areas, P3 believed that if the of the classroom was

appropriate, that there should be learning areas and the active and quiet areas should
be separated. P3 also emphasized that movement area should be large enough.

P3 believed that Preschool classrooms should be safe places for children. She
also believed that the walls should be used to exhibit children’s works. However, she
commented:

“School principals do not usually give permission to paste anything on the

walls; however, children want to see their work on the walls. They are

motivated when they see their work displayed. Putting children’s work into a

folder does not make sense for children.”

She believed that materials should be open-ended and be chosen based on
children’s age, individual differences, and group’s characteristics. The materials
should be child-size include soft materials like cushions and the children should be
able to access them easily.

P3 reported that there were twenty-one 6-year-old children and only herself in
her classroom. She stated that there were no learning areas and the movement area
was not large enough for the number of children. In terms of security and shelter, she
emphasized that there were no concerns related to safety. In terms of the use of the
wall space, she stressed that there was only one board on which children’s work
could be exhibited. As stated above P3 considered that exhibiting children’s work on
the walls was more meaningful than putting them into the portfolio and it motivated
children. In terms of materials and furniture, she said that there was some
unnecessary furniture (cupboards) in her classroom, but she could not change or
remove it. Also, she stated that wooden and open ended materials were inadequate in

her classroom.
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In terms of her actual practice, there were 15-19 children in P3’s classroom
during the observation sessions. Since there were cupboards on the walls, the
classroom could not be divided into appropriate learning areas (as shown in Figure

4.5 below). There was only book area in the classroom.

Figure 4.5 P3’s classroom and cupboards

The researcher observed that the movement area of the classroom was not
large enough. There were children’s tables and chairs on one side of the classroom,
but children could not move around and play on the other side. In terms of security
and shelter, the researcher observed that temperature and noise regulation of the
classroom were appropriate and did not limit learning activities. Also, all materials
and furniture were safe for young children. However, the classroom did not receive
enough daylight (as shown in Figure 4.6). Therefore, artificial lighting had to be used
during the day.
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Figure 4.6 Lighting in P3’s classroom

Although there were no instructional materials on the walls, children’s work
was displayed on only one board which was higher than the children’s eye level. The
basic furniture such as tables, chairs, and cupboards were sufficient and child-sized,
but there were no cushions in the classroom.

In her interview, P3 believed that the arrangement of the classroom should be
based on children’s interest, children’s characteristics, and active/quiet areas should
be considered while arranging learning areas. P3 stated that she did not have the
opportunity to change the physical environment of her classroom because there were
cupboards that could not be moved. The researcher observed that the physical
environment of the arrangement was not appropriate for children’s easy access to

materials (Figure 4.7).

Figure 4.7 P3’s classroom arrangement
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The children needed the teacher’s help to reach some materials. Also, most of
furniture was fixed so it could not be moved and rearranged. There was a camera in

the classroom, but the researcher was not sure if it worked.

4.3.3.3 Instructional activities

P3 believed that children’s age, developmental characteristics, individual
differences and group characteristics should be considered when planning and
implementing the activities. Also, she said that children should start and direct
activities in the classroom. According to P3, teachers should be a guide and
observer; however, intervention was sometimes necessary. She also emphasized that
the most important role of teacher was to provide resources. In terms of the children,
P3 stated that children should be active and natural in the classroom. She said:

“Children should be a child.”

P3 stressed that use of time also should be flexible based on children’s wishes
and motivation and commented:

“A teacher should not say that it is time to finish the activity. The child
should be allowed to complete the activity in his/her own time.”

P3 reported that when planning instructional activities, she considered the
chronological age, developmental characteristics, and individual differences of the
children and the general characteristics of the group. She stated that she used smooth
transitions between the activities such as songs, plays, and finger plays and she
explained the activity in detail before starting. She emphasized that she encouraged
the active participation of the children during the implementation of the activity.
According to P3, the teacher’s role in the instructional activities should consist of
guiding, scaffolding, and rewarding children. In terms of children’s role, she said that
children should be natural and active in activities. In terms of time management, P3
stated that duration of the activities was flexible in her classroom. If children needed
it, she would give them extra time to complete the activities.

In P3’s actual practice, the researcher observed that the teacher used the plans
from the internet, but she did not print them. Sometimes she asked children what
they wanted to do, but she continued to implement her plan. There were outdoor and
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indoor activities in her plans. In terms of implementation of the instructional
activities, the researcher observed that P3 did not use any smooth transitions between
the activities. In particular in free play and outdoor activity times, she encouraged
children to select their own activities individually or in small groups. However, when
implementing other activities, she used instructions and explained in detail what they
would do. In terms of the teacher’s role, she had all children do the same activity at
the same time during the day, except for free play and outdoor activities. When
children started to lose their attention and motivation, she tried to encourage them to
complete their work. She often provided children with feedback and sometimes
participated in their activities. During the activities, she tried to be interested in each
child individually and encouraged them to share their ideas with their classmates. In
terms of the child’s role in activities, the researcher observed that children were not
active in the decision making and implementing the activity. P3 usually decided the
activities and most of the activities in the classroom were teacher-initiated. She
generally ignored children’s wishes. Regarding her time management, she gave extra
time to children who could not complete their activities and gave them their

incomplete assignments to complete at home.

4.3.3.4 Relationship

P3 believed that there should be affection between children and the teacher,
and they should show their affection. She said that children should be able to kiss
their teacher without permission but also children should know their limits.

P3 reported that although she did not establish physical contact with children
such as hugging and Kissing, and she did not have a warm relationship with the
children, they knew that their teacher loved them. In her actual practice, the
researcher observed that in the morning, P3 welcomed the children and asked them
some questions. She engaged in real conservation with children and listened to them
patiently. She did not establish physical contact but used some sympathetic words
such as “my love,” “dear” and “my friend.” Although she was kind and apologized
when she made a mistake, she nicknamed a child “Big Stomach.” She was

individually interested in the child with a disability.
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4.3.3.5 Behavior management
P3 believed that rules should be established together with children at the
beginning of the year. She said:

“Rules should not be established in one day by listing we should be done and
what should not be done. If there is a problem, teacher should emphasize that
there is a problem and establish a rule for it. The teacher should use positive
words, for example; ‘We have to ask permission to use a classmates’ toy.’
Also, when they encounter a problem on another day, teacher should stress
that they will be another second rule.”

According to P3, time-out or not allowing children to use play materials
should be used as strategies to decrease or prevent misbehaviors. She believed that
rewards must be in child-centered education; however kinds of punishment should be
considered. For instance, time-out is an appropriate punishment in child-centered
education but not allowing a child to eat cannot be accepted.

P3 reported that she established rules with the children at the beginning of the
year. However, new rules could be added based on the situation in classroom during
the year. Also, she stressed that she used positive sentences when forming rules. In
terms of strategies to decrease or prevent mishbehaviors in her classroom, she said
that she warned the child and sometimes talked with them one-to-one. P3 stressed
that she regularly used rewards such as give the children stickers, smiley faces and
praise. She said that she sometimes used time-out as punishment.

In terms of her actual practice, the researcher observed that rules were not
posted in written format in the classroom. For strategies to decrease or prevent

’

misbehaviors, she emphasized misbehaviors such as “Don’t run” or “Don’t push
your friend.” Also, she warned children of the consequences of misbehavior. For
instance,

“If you don’t want to sit with me here, you must play carefully!”

She sometimes ignored misbehaviors but sometimes told the children. For
example,

“When I am talking with you, you must listen to me!”

As a strategy, she sometimes compared children and labeled them:

“Look at how Ali is playing. You can play like him, too!”
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“Ece is the naughtiest child today!”

Regarding P3’s use of rewards and punishment, the researcher observed that
P3 often used rewards; especially; children’s choices and wishes were used as
rewards. For example;

“If you tidy up the classroom, we can go outside!”

Also, she gave stars to children or painted their hands as a reward. Although
she used only time-out as punishment, sometimes she warned the children. For
instance:

“If you continue talking, I will turn off the cartoon!”

4.3.3.6 Assessment

P3 believed that assessment should be individual and teachers should not
compare one child with another. Process is important in assessment and when
assessing, teacher should assess progress of children. Also, observation should be
used as an assessment technique.

P3 reported that she used observation notes, assessment forms based on
objectives, and developmental reports to assess children. Also, she explained:

“I consider children’s individual differences and I never compare one with
another. Also, I usually share my reports with the parents.”

In terms of her actual practice, the researcher observed that P3 provided
children with feedback related to their work, but she used none of the observation

methods that she mentioned.

4.3.3.7 Parent involvement

P3 believed that parents should be supportive of children in the educational
process and should know what is happening in the child’s school. Parents also should
participate in activities in the classroom.

P3 emphasized that parents sometimes participated in parent involvement
activities and they were especially willing to come and tell children about their jobs.
Also, she said that she tried to give parents information about what happened in the

classroom. In her actual practice, some family involvement activities were observed.
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For example, some grandmothers and grandfathers came to the classroom to tell a
story. The researcher also observed some short conversations between teachers and

parents during the children’s arrival or departure times.

4.3.3.8 Child-centered education

P3 believed that children’s individual characteristics, interest and wishes
should be considered by teachers in child-centered education. Children should be
active participants in the classroom and the teacher should only be a guide. However,
she emphasized that with 20 children in a classroom considering wishes of the group
instead of children’s individual wishes may be easier.

P3 reported that she was usually child-centered because of her classroom
practices. For instance, she said that the choices and wishes of the group were more
important than the individual’s choices. Thus, the children in her class voted on the
options to decide what they would do. P3 stressed that a child should know that
wishes and preferences of the group were important and individuals should follow
the group’s choices. For instance, all children should make the same dog in art
activity, but they could use whichever colors, crayons, and materials they chose.
Also, she said that she had some teacher-centered practices because of school
ceremonies, exhibitions, carnivals, and the expectations of the principal and the
children’s families. She said:

“Sometimes I am only a guide, | sit down with children and they can do
whatever they want. However, sometimes | have to consider other issues. For
instance, | want my children to create attractive art for a final exhibition.
Also, the school principals sometimes want us to participate in a carnival and
want all the children to make a butterfly. If | cannot do that, | am labeled as a
bad teacher. Moreover, parents do not accept their children’s differences.
They ask me why their children’s works a not beautiful and why I did not help
them. Therefore, sometimes | cannot be child-centered.”

In terms of her actual practice, she informed the children about which activity
they would do and explained it in detail. Although sometimes she asked children
what they wanted to do, she ignored their suggestions. For example, children finished
the drivers and cars play. The teacher asked them if they wanted to play this play
again and change their roles but, when some children wanted to play again, teacher
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said they had to rehearse their ceremony play. Also, she did allow them to vote on
their suggestions. However, when the children became bored, sometimes she
changed the activity. For example, during a game of Chinese whispers in which the
children sat in a circle and one of them whispered a simple word in the ear of the
child sitting next to her and this process continued around the circle until the last
child said the word he/she heard. However, the children became bored and the

teacher started to sing songs with the children.

4.3.4 Participant 4

Participant 4 (P4) has 5-year teaching experience and graduated from
Hacettepe University, Faculty of Education, and Department of Early Childhood
Education. She has been working in a public school and there were 25 six year-old
children in her classroom. Photographs were not used for the presentation of
participant 4’s findings because the school principal did not allow taking
photographs.

4.3.4.1 Developmental domains

P4 believed that social-emotional domain should generally be supported
because children should express themselves effectively.

P4 reported that she generally supported social-emotional skills. She stated
that:

“Instead of planning activities, I sometimes benefit from the opportunities to
support children’s social-emotional domain. For example, if we need
something from outside the classroom, | ask a child to bring it. When children
have a problem, I give them time to talk about their problems.”

In actual practice, the researcher observed that P4 supported generally the
social-emotional domain of children. She encouraged children to share their ideas,
emotions, and experiences with her and their classmates. She asked questions during
various activities. For instance, the teacher visited tables and talked with children

about their work during the art activity.
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4.3.4.2 Physical environment

P4 believed that one adult with 20 children was appropriate in a preschool
classroom. She emphasized that there should be various learning areas such as repair
areas, puppet, hair salon, dramatic play, Lego and block areas and they should be
separated from each other based on whether they were active and quiet. P4 also said
that the movement area should be wide and safety should be considered in the
classroom. Teachers should try to prevent dangerous situations. She believed that the
walls should be used for displaying children’s work, names, and concepts. According
to P4, materials should be child-size and children should be able to use them without
adult help. Also, easy access to materials should be considered when arranging them
and children should be able to access areas and use materials easily and
independently.

P4 reported that there were twenty-five 6-year-old children and herself in her
classroom. She stated that in her classroom, there were some learning areas including
books, puppets, drama, repair, hair salon, dramatic play, Lego and block areas. She
said that the movement area of her classroom was large enough for twenty-five 6-
year-old children to play in and move about freely. In terms of security and shelter,
P4 emphasized that there were no concerns related to safety, temperature, and noise
regulation but the location of the classroom meant that there was not enough daylight
they had to use artificial light. Regarding wall decorations, she explained that there
were some weather charts, seasons, numbers and shapes on the walls. She reported
there were enough materials and furniture in her classroom. Also, P4 stated that she
arranged her classroom together with the children. Also, she said that when arranging
the physical environment, she considered the children’s easy access to materials and
independent use of them.

In terms of her actual practice, there were 20 to 24 children in P4’s classroom
during observation sessions. The classroom was divided into different learning areas
including blocks, puppets, books, science, New Year, dramatic play, and there were
name labels in the areas. The movement area of the classroom was not large enough
for young children. Although there were children’s tables and chairs, and the

teacher’s table on one side of the classroom, the children could not move and play
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freely on the other side. In terms of security and shelter, the researcher observed that
temperature and noise regulation of the classroom were appropriate and did not limit
learning activities. However, there were some problems related to lighting and
safety. The corners of children’s tables were sharp and dangerous. Also, the
classroom did not get enough daylight so artificial lighting was used. Although there
were some instructional materials on the walls such as a weather chart, seasons,
numbers and shapes, children’s work was exhibited on one board. The board and
instructional materials were too high for the children’s eye level. The basic furniture
such as tables, chairs, and cupboards were sufficient, but there were no soft materials
such as cushions. Moreover, the researcher observed that the arrangement of the
physical environment was not appropriate for children’s easy access to materials and
to use them independently because they were located in shelves and cupboards that
were out of the children’s reach. Also, the arrangement did not let the children move
and play freely because most of the classroom areas included chairs, tables, shelves,

and cupboards.

4.3.4.3 Instructional activities

P4 believed that supporting children’s creativity should be considered when
planning and implementing the activities. Also, she said that the activities should
support children’s development. Children should be active and the teacher should be
only planners in the activity. She said:

“A teacher should be a planner; but she should plan the activity so well that
children should not know that that it was a planned activity.”

P4 emphasized that children should be active in both planning and
implementation of activities but they needed support of their teachers. She said:

“The children should plan their day based on their teachers’ schedule and
they should know that they have options. For example, children have to know
that they can draw a picture, play in dramatic play area, or play with Lego
during free time. They should plan their play and take responsibility for this

area.
According to P4, time should be flexible and determined based on children’s

individual differences. She commented:
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“Children should have ample time to complete their work by themselves, not
with an adult or peer’s help.”
Also, P4 emphasized that the teacher should warn children about time while

teaching appropriate use of time.

P4 reported that she considered children’s awareness of their own abilities
and focused on supporting creativity and various skills when planning instructional
activities. She said that she supported children’s active participation and scaffolded
them during implementation of the activity. She emphasized the teacher’s role in
instructional activities as planning activities for the children. In terms of the
children’s role, she said that children should construct their knowledge and play.
They should be active in the decision making process and take responsibility. In
terms of time management, P4 reported that the duration of the activities was flexible
in her classroom and children could help their classmates to complete an activity.
Also, children were usually aware of the duration of the activities. For instance, she
said:

“I tell children that they will play with Lego for 20 minutes and then we will
do an art activity. 3 minutes before the end of the Lego session | tell them
they have 3 minutes left.”

In her actual practice, the researcher observed that P4 did not have a written
plan on her table but informed children about the daily schedule before beginning the
activities. For instance, said the teacher explained to the children:

“Today first, we will wash our hands and have a breakfast. Then, we will use
a worksheet for writing and reading activity or we will play. Next, we will
make fruit salad and eat it. Lastly, we will draw our fruit salad. Is that a good
plan?”

In terms of implementing the activities, she used smooth transitions between
activities with songs and finger plays. She considered children’s wishes. For
instance, when the children wanted to play with play dough and the teacher changed
her schedule. She offered children options for their free play time. Therefore, the
children had the opportunity to play together based on their choices. Related to the
teacher’s role, the researcher noted that P4 observed children during free play time.

She visited children’s tables and talked with them about their activities. However,
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she had all children do the same activity at the same time during the day except for
the free play activities. During the activities, she provided children with opportunities
to share their ideas and feelings with their classmates and gave each child equal
opportunity to participate in activities. In terms of the child’s role in activities,
children were free, especially in free play time. They had opportunities to choose
individual and small group activities. Also, children could express their ideas and
wishes related to the activities. Thus, the teacher and children were active. In terms
of time management, the researcher observed that the duration of the activities was
flexible. P4 usually extended the duration and gave extra time to children who could
not complete their activities. Also, children helped each other to finish their work.

4.3.4.4 Relationship

P4 said she believed that teacher and children should be partners in child-
centered education and they should take decisions together. Children should
sometimes take responsibility to manage the activities and teachers should be a
participant or observer in that process. Also, teacher should not be a person who only
gives the rules.

P4 reported that she established physical contact such as hugging the
children. She gave them the opportunity to express their ideas and views about all
issues. In actual practice, the researcher observed that in the morning, P4 welcomed
the children and asked them questions related to them such as why a child was absent
the day before. She sometimes hugged children and used some sympathetic words
such as “sweetheart.” Children also expressed their affection to their teacher in a
tangible way such as giving her a flower. She respected the children, engaged in real
conversations and listened to them carefully. She made eye contact and used an
appropriate tone of voice and smiled when talking to them.

4.3.4.5 Behavior management
P4 believed that rules should be established with children and they should be
short, clear and understandable. She said that teachers should try to learn the main

reason for the problem to decrease or prevent misbehaviors. If teacher does not
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discover the main reason for the problem, then the children can repeat the same
misbehavior. Also, P4 emphasized that ignoring the misbehavior strategy should
sometimes be used. She believes that rewards and punishment must not be used in
child-centered education.

P4 reported that she established rules with children at the beginning of the
year. The teacher and children developed a list including short, clear, and
understandable rules, and they signed it. She said that she often repeated the rules
during the day. In terms of strategies to decrease or prevent misbehaviors in her
classroom, she said that she was a guide who supported the children to find their own
solution to the problems and solve their conflicts with their classmates. She helped
children develop their empathy skills. In terms of rewards and punishment, P4
stressed that she sometimes used rewards to reinforce good behaviors and she never
used punishment in her classroom.

In P4’s actual practice, the researcher observed that short and clear rules were
posted in written format in the classroom. Regarding her strategies to decrease or
prevent misbehaviors, she changed children’s places or gave an extra assignment for
misbehaviors. For instance, two girls were talking while the teacher was reading a
story. Therefore, the teacher asked them to sing a song for their classmates. She
sometimes ignored misbehaviors and sometimes told the children:

“We must listen to each other!”

She also reminded the children of rules:

“Do you remember our rule? ‘Raise your hand to talk!’ You should raise
your hand because | cannot hear when you talk together. I could hear only
Ali because he raised his hand.”

Regarding P4’s use of rewards and punishment, the researcher observed that
she sometimes used rewards. For example, she said that if children worked with play
dough well until breakfast, she would give them stars. Also, applauding was used as
another reward. The researcher observed that P4 sometimes used deprivation as
punishment. She said:

“I have 20 knives to cut fruits when making fruit salad. However, there are
22 children in the class. So the children who talk too much will have to share
a knife in pairs.”
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She sometimes told the children. For example:

“If you do not wait silently, we will not start.”

4.3.4.6 Assessment

P4 believed that process should be the main point of assessment and she said:

“Result is a part of process.”

P4 reported that she used observation notes and portfolios to assess children.
Also, she said:

“I consider process to assess children because it is the best way to see their

development.”

In her actual practice, the researcher observed that P4 provided children with
feedback related to their work, but she used none of the observation methods that she

mentioned.

4.3.4.7 Parent involvement

P4 believed that parents should participate in their children’s educational
process and should be informed about all events in the classroom.

P4 emphasized that parents participated in some parent involvement
activities, especially related to the parents’ jobs. Also, she had meetings with parents
individually or as a group and gave them some responsibilities to help children in
some research. In her actual practice, the researcher observed some short
conversations between P4 and the parents during arrival or departure times, but no
parents were involved in classroom involvement activities during observation

sessions.

4.3.4.8 Child-centered education
P4 believed that children’s developmental characteristics and individual
differences should be considered in child-centered education. The aim should be that

children should gain scientific thinking skills, communication skills and learn how
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they can acquire knowledge. According to P4, children should actively participate in
the classroom.

P4 reported that she was usually child-centered because of some of her
practices. For instance, she gave children the opportunity to express themselves. In
her actual practice, she informed children about the general daily schedule and
offered them several options for free play time. She usually used some instructions
and explained in detail what they would do. For example, teacher said:

“Let’s make a fruit salad. Firstly, we have to wash our hands. I will give you
plastic knifes and plates. Then, | will give you fruits and you will cut them in
small pieces. Then, we will add whipped cream and eat our fruit salad. ”

Apart from in the free play time she had all the children do the same activity

at the same time.

4.3.5 Participant 5

Participant 5 (P5) has 3-year teaching experiences and graduated from Gazi
University, Faculty of Education, and Department of Early Childhood Education.
She has been working in a public school and there were 25 6 year-old children in her

classroom.

4.3.5.1Developmental domains

P5 believed that social-emotional domain should be supported however she
also emphasized that needs of children in the classroom might determine the kind of
activities that should be planned and implemented to improve the different domains.
She said:

“In my opinion, if children know colors, shapes and numbers, then teachers
should teach them more advanced things. However, teachers usually consider
parents’ expectations and do not focus on children’s needs. Teachers should
know the needs of their children [in the class].”

P5 reported that she supported all the developmental domains of children in

her classroom choosing goals and objectives from all developmental areas. In her
actual practice, the researcher observed that P5 supported all the developmental

domains of children and implemented various activities including objectives for
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skills from all domains. For example, one day started with sports activities in sports
hall, and then they came back to classroom. Then, the teacher (P5) read a story (My
Friend Body), asked questions about the story and all children had to opportunity to
answer and talk about the story. After children had breakfast and cleaned their teeth;
children started art activity and cut and pasted materials for a dog. Then children
played “wolf father” and completed on worksheet. Also, there were free play time

and a music activity in the teachers’ daily plan.

4.3.5.2 Physical environment

P5 believes that one adult with 16-19 children is appropriate in a preschool
classroom. In terms of learning areas, P5 stated that there should be different areas in
the classroom and they should be changed regularly based on various topics. She
said:

“Learning areas should be changed based on different topics because if
learning areas are stable and stay the same, it cannot be interesting for
children. Children will not look at or use them.”

P5 emphasized that movement area should be large. She stated that children’s

security should be considered as one of priorities in the classroom. The displays of
children’s work on the walls should change. The teacher believed that there should
be materials made by children and children’s interests, age and wishes should be
considered. She stated that furniture should be child-size and should not cover most
of the movement area in the classroom.

P5 reported there were twenty-five 6-year-old children and only one adult in
her classroom. She stated that in her classroom, there were a few learning areas
including books, puppets, blocks, and dramatic play. According to P5, the movement
area of her classroom was not large enough for 25 young children and the children
could not easily move and play in the classroom. In terms of security and shelter, she
emphasized there were no concerns related to safety, temperature, and noise
regulation, but the classroom did not receive enough daylight therefore, they had to
use artificial light. Regarding wall decorations, she explained that there were no
instructional materials on the walls, but the children’s art work was displayed on two

boards. She said there was enough material and furniture in her classroom and she
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thought that they were appropriate for the children’s age and developmental
characteristics and were interesting.

In her actual practice, there were 18-24 children in P5’s classroom during
observation sessions. The classroom was divided into different learning areas
including blocks, puppets, books, and dramatic play, but there were no name labels
in the areas. The movement area of the classroom was not large enough for the
children to play and move freely. The space was taken up by the children’s tables,

chairs, and the big wooden play house (Figure 4.8).

Figure 4.8 Playhouse in P5’s classroom

In terms of security and shelter, the researcher observed that temperature and
noise regulation of the classroom were appropriate and did not limit learning
activities. However, there were some problems related to safety and lighting. The
corners of the computer table and wooden house were sharp. Also, a television being
on top of a high cupboard was dangerous for young children. The classroom did not
get enough daylight and lighting was provided by lamps during the day (Figure 4.9).
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Figure 4.9 Level of natural light in P5’s classroom

Instructional materials and children’s work were exhibited on the boards in
the classroom. Two boards included children’s work other instructional materials
including a seasons’ chart, numbers and also children’s star table were pasted on
another board. All the boards were above the children’s eye level. The basic furniture
such as tables, chairs, and cupboards were not sufficient and so one of the children
had to work on the floor. There were no soft materials such as cushions in the
classroom. There was also a limited variety of materials in the learning areas and the

lack of materials in book area is shown in Figure 4.10.

Figure 4.10 The sparse library in P5’s classroom
P5 believed that arrangement of the classroom should be based on the
inclusion child’s needs and she stressed that providing wide movement area and ease

of cleaning should be considered. Learning areas should be arranged divided
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between active/quiet. Also, she said that there should be some changes in
arrangement of the classroom based on daily plans. P5 stated that she arranged her
classroom herself and considered as appropriate the separation of the learning areas
into active and quiet. For instance, she explained that the music and dramatic play
areas were near to each other with the book and science areas were placed away from
these areas. Also, she said that she tried to provide children with a larger play area
and she rearranged the learning arcas based on daily activities. In P5’s actual
practices, the researcher observed that the arrangement of the physical environment
was appropriate for the children’s easy access to materials and the furniture was
child-sized. However, the wooden playhouse limited the children’s movement area.

There was a camera in the classroom, but the researcher was not sure if it worked.

4.3.5.3 Instructional activities
P5 believed that teachers should consider children’s wishes and interest. She
said:

“Teacher should not strictly implement her daily plan. The teacher should be
flexible and consider what the children want. The teacher should be open to
the children’s ideas and suggestions.”

P5 emphasized that teacher should be a guide in the classroom and children
should be the decision makers. However, she believes that teachers should
sometimes direct the children. She also said that children should respect each other.
Moreover, time should be flexible and determined on the children’s attention span.
She stated that teachers should give extra time to children when they could not finish
their work.

P5 reported that her activity plans were flexible and she changed her
activities based on children’s wishes. She stated that she tried to support the
children’s creativity during the implementation of an activity. For example, she gave
the children one zip and told them they could use it however they want; one of the
children used it to make a bag, another one used it to make a lizard. Also, she said
she tried to identify activities with experiences in daily life. She emphasized the

teacher’s roles in the instructional activities as planning and implementing. She also
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stressed that she motivated children to engage in activities. In terms of the children’s
role, she said that children participated in the decision making process. In terms of
time management, P5 stated that they had to follow the general schedule of the
school for common routines such as breakfast and lunch, but they could extend the
duration of the classroom activities. She gave children extra time or sent their
incomplete works to home with them to finish at home.

In P5’s actual practice, the researcher observed that the teacher used plans
from the Internet but she did not print them, she used them on the computer. Her
plans did not consider individual differences of children in her classroom or the
characteristics of her classroom and school. In terms of implementation of the
instructional activities, the researcher observed that P5 used smooth transition
activities. She implemented only indoor activities; for physical education activities
the children went to the gym in the school twice. Particularly, in free play time the
teacher encouraged children to select their own activities individually or in small
groups. In other activities, all children did the same thing at the same time. For
instance, the teacher told them to make a lamb for art activity. A lamb was already
drawn on their paper then they chose from a variety of colors, crayons, and materials
to complete the picture but the drawings were quite similar as shown in Figure 4.11.

Figure 4.11 Lambs created by the children in P5’s class
In terms of the teacher’s role, P5 observed children during the free play time.

She visited children’s tables and talked with them about their activities. She
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encouraged them to share their ideas with their classmates and gave each child an
equal opportunity to participate in activities. When children did not want to
participate in the activity, the teacher did not insist and offered other options. Also,
she gave some responsibility to children such as giving a worksheet to a classmate.
In terms of child’s role in activities, children usually followed their teacher’s
instructions. Even when they colored a dog in an art activity, they followed her
instructions step by step. In terms of time management, she was flexible. She gave
children enough time to complete their activities. Because she considered their

wishes, they repeated some play more than once.

4.3.5.4 Relationship

P5 believed that children should accept teachers as authority; however, the
teacher should be guide. There should be a mutual affection and respect between the
teacher and the children.

P5 reported she was not a strict teacher. She said that she liked all the
children and they respected her. Also, she stressed that she had not experienced any
problems with them so far. In terms of her actual practice, the researcher observed
that in the morning, she welcomed the children and had short conversations with
them. For instance, she talked with one child about her new hairclips. She hugged

them and encouraged them to express their views and preferences.

4.3.5.5 Behavior management

P5 believed that rules should be established with the children at the beginning
of the year. Then, rules should be displayed on the board in the classroom. She also
stressed that rewards should be used to increase children’s positive behavior.
According to P5, rewards must be used; however punishment is not necessary in
child-centered education.

P5 reported that she established rules with her children at the beginning of the
year. She said that she asked them which rules there should be and she noted their
ideas. Then, she gave responsibility for a rule to a child. In terms of strategies to

decrease or prevent misbehaviors in her classroom, she said that she pasted the rules
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on the wall and reminded the children when one of them did not obey the rules. In
terms of rewards and punishment, P5 stressed that she used rewards for the
children’s appropriate behavior. She said that they chose the star of the week based
on children’s behaviors at home and in school. Also, as a reward, a child was chosen
as the head of the classroom. The teacher emphasized that she never used
punishment.

In P5’s actual practices, the researcher observed that rules were posted in
written format in the classroom. As strategies to decrease or prevent misbehaviors,
she used some play activities. For instance, all children became small robots and they
did whatever their owner said. She sometimes gave instructions related to play such
as “Heads up, heads down” and she sometimes directed them to prevent classroom
misbehavior such as “Zip your mouth” or “Sit down.”

She sometimes ignored mishehaviors and sometimes gave reasons for the
children to do something. For example,

“This is a very noisy classroom and I had a terrible headache. Please, be
quiet!”

She also reminded the children of some rules. For instance:

“You know that we should not run in the classroom!”

In terms of rewards and punishment, the researcher observed that she
sometimes used rewards. For example, she gave stickers when the children finished
their lunch. P5 sometimes used deprivation as punishment such as not giving
children their toothbrushes because they did not wait silently.

She sometimes warned the children about the consequences of their behavior.
For example:

)

“You will not get a sticker if you do not finish eating your pie.’

4.3.5.6 Assessment

P5 believed that assessment should be based on objectives of the program.
She also stressed that progress was very important and children’s development
should be shared with parents monthly. She did not believe that the formal forms

used in preschool period of education are useful for assessment of children.
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P5 reported she used her own and parents’ observation notes and
developmental reports to assess children. Also, she said:

“I assess all skills of children such as eating habits, relationships with peers,
language development.”

In her actual practice, the researcher observed that P5 provided children with

'77

general feedback related to their work such as “good job!”, but she used none of the

observation methods that she mentioned.

4.3.5.7 Parent involvement

P5 believed that parents must observe their children in the classroom. Parents
should share with teachers all new situations related to their children. Also, she stated
that parents should be in collaboration with preschool teachers.

P5 emphasized that she had a participation list for parents. Each child had a
week in which parents could do whatever activities they wanted with the children
such as reading or art activities, cooking. She recorded parents’ activities and
provided them with feedback. She said that only one parent did not participate in
these events. In her actual practice, the researcher observed that one of the parents
came to the class and conducted an experiment with the children. The children were
interested in the activity because it was related to breathing and the diaphragm. Also,
some short conversations were observed between P5 and parents during arrival or

departure time.

4.3.5.8 Child-centered education

P5 believed that child is the center of education and the teacher is a guide in
child-centered education. She stressed that in a child-centered classroom, children
should make the decisions and activities should not be structured. P5 reported that
she was sometimes teacher-centered and sometimes child-centered and said:

“I am sometimes teacher-centered and sometimes child-centered. | was more
teacher-centered in first year of my job. | was the leader and | had to control
all the children. Nowadays, | try to be more child-centered.”
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She also stressed that she considered children’s wishes, but they were not
active in planning process. She said:

“I make my plans and come to classroom. It means that children did not have
any roles in the planning process. | think that it is not logical because
children’s attention and motivation may not be appropriate for my activities.
However, I still try to implement my activities.”

She stressed that the expectations of principal and parents, high teacher-child

ratio and inadequate school facilities were the main factors which prevented her from
being child-centered. Also, she commented:

“I am not sure whether the camera in the classroom works. A person may be
watching us from principal’s office. I cannot move freely in my class. We may
know many things but we cannot implement them due to some factors.”

In her actual practice, the researcher observed that P5 used plans from the
Internet and the children did not have an active role in decision making and planning
the activities. She did not change her plans and activities based on the characteristics
and interests of the children. For example, P5 read a story about a dog. After the
story, when she was talking about dogs, one of the children started to talk about her
fish. The teacher said that they did not talk about fish; they were talking about dogs
and continued talking about dogs. The researcher observed that teacher’s activities
were generally teacher initiated. However, the children sometimes expressed their
wishes such as when the children asked their teacher if they could dance and the
teacher let them dance.

4.4 Comparison of five preschool teachers’ beliefs, self-reported and actual
practices
The five preschool teachers’ beliefs, self-reported and actual practices have
been examined individually in this part, their beliefs, self-reported and actual
practices are tabulated and then compared in order to determine commonalities and

differences.
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4.4.1 Developmental domains

There was a consistency among five preschool teachers’ beliefs, self-reported
practices and actual practices about developmental domains. All the teachers stated
that they believed that the social-emotional domain of children should be supported
and almost all the teachers (n=4) reported that they generally tried to enhance the
social-emotional skills of the children in their classes. These four preschool teachers
were observed to conduct activities that developed children’s social-emotional

domain.

Table 4.2 Developmental domains supported by preschool teachers

Beliefs Self-Reported Actual Practices
Practices
Cognitive: Cognitive: Cognitive:
P1 P1 P1, P2,
Social-emotional: Social-emotional: Social-emotional:
P1, P2, P3,P4,P5 P1, P2, P3, P4 P1, P2, P3, P4
Self-care: P1 Self-care: P1 Self-care: P1
All developmental  All developmental
domains: P2, P5 domains: P5

4.4.2 Physical environment

Preschool teachers’ beliefs, self reported and actual practices related to
physical environment were examined based on sub-themes including adult/child
ratio, learning areas, movement area/class size, security and shelter, decoration of
walls, materials and arrangement of physical environment. There were both
consistency and inconsistency between their beliefs, self reported practices and
actual practices related to these sub-themes.

Table 4.3 Teacher-child ratio

Beliefs Self-Reported  Actual
Practices Practices
1/10 P1 1/10 1/15-18 P1, P2
1/16-18 P3  1/20 P1, P2 1/15-19 P3
1/16-19P5 1/21 P3 1/18-24 P5

1/20 P2, P4 1/25 P4, P5 1/20-24 P4
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The Data analysis showed that there was no consistency between preschool
teachers’ beliefs, self-reported and actual practices about teacher-child ratio and they
were quite different from each other. For instance, 1/20 (n=2), 1/16-19 (n=1), 1/16-
18 (n=1) and 1/10 (n=1) were emphasized as ideal ratios by teachers. Similarly, there
was a varying teacher-child ratio reported by teachers and observed by researchers
(Table 4.3). However, it can be seen that preschool teachers believed that there
should be lower teacher-child ratio than ratio reported in their self-reported practices
and actual practices. Also, teacher-child ratio in their classrooms was lower than the

ratio which they stated in their self-reported practices.

Table 4.4 Learning areas

Beliefs Self-Reported  Actual
Practices Practices
Should be: Available: Available:

P1,P2,P3,P4,P5 P1,P2, P4, P5 P1 P2 P4 P5

Not available:  Only book area:
P3 P3

As seen in Table 4.4, there is a consistency between preschool teachers’
beliefs, self-reported and actual practices about learning areas in preschool
classrooms. Five teachers believed that there should be learning areas and most of
them (n=4) stated that there were learning areas in their classroom. Also, it was

observed that learning areas were available in most of the classrooms (n=4).

Table 4.5 Movement area/class size

Beliefs Self-Reported  Actual
Practices Practices
Large/sufficient Large/sufficient  Large/sufficient
movement area: movement area:  movement area:
P1,P2,P3,P4,P5 P4 P1, P2
Not large/ Not large/
sufficient sufficient

movement area: movement area:
P1,P2,P3,P5  P3,P4,P5

The analysis of the data showed that there was no consistency between

preschool teachers’ beliefs, self-reported practices and actual practices about
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movement area/class size. All five teachers believed that the movement area should
be large enough for children to move easily. However, according to teachers’ self-
reported practices, most classrooms (n=4) did not have sufficient movement area.
Also, it was observed that two of the participant teachers’ classrooms had wide

movement area.

Table 4.6 Security and shelter

Beliefs Self-Reported Actual
Practices Practices

Safe: Safe: Safe:

P1, P3, P4, P5 P2, P3, P4, P5 P2, P3

No response: Not safe: Not safe:

P2 P1 P1, P4, P5

As shown in Table 4.6, it can be said that there is a consistency between the
teachers’ beliefs and their self-reported practices in terms of security and shelter
whereas findings related to actual practices are different. Most of the teachers (n=4)
believed that a preschool classroom should be safe and also reported that this was
true of their classrooms. In fact, it was observed that only two of their classrooms

were safe.

Table 4.7 Decoration of walls

Beliefs Self-Reported Actual Practices
Practices

Children’s works  Children’s works Children’s works

on the walls: on the walls: on the walls:

P1, P2, P3, P4, P5
On children’s eye
level: P1

P1, P2, P3, P4, P5
Not on children’s
eye level: P1

P1 P2, P3, P4, P5
Not children’s
eye level:

P1, P2, P3, P4, P5

There is a consistency between preschool teachers’ beliefs, self-reported
practices and actual practices related to the decoration of walls. All of the preschool
teachers believed that children’s work should be displayed on the walls and also
reported that there was children’s work on the walls of their classrooms. In parallel

with their beliefs and self-reported practices, it was observed that children’s works
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were exhibited in five teachers’ classrooms. In terms of the height of boards and

materials on the walls in preschool classrooms, one of the five teachers emphasized

that boards and materials on the walls should be at the children’s eye level but she

reported that this was not the case in her classroom. Also, it was observed that in

none of the five teachers’ classrooms were materials on the wall exhibited at

children’s eye level.

Table 4.8 Materials

Beliefs Self-reported practices Actual practices
Child-sized: Child-sized: Child-sized:
P3, P4, P5 P1, P5 P1, P2, P3
In sufficient number: In sufficient number: In sufficient number:
P1 P1, P4, P5 P1, P2, P3, P4
Not sufficient in Not in sufficient
number: P2 number: P5

Soft materials such as
cushions: P1, P3

Soft materials such as
cushions: P3, P4, P5

Wooden materials:

Wooden materials:

P3 P3
Attractive: Attractive: -
P2, P5 P5

Appropriate to individual
differences: P3

Appropriate to children’s
age: P3, PS5

Appropriate to children’s
independent use: P3, P4

Appropriate to children’s
interest and wishes: P3

Appropriate to children’s
preferences: P2

Appropriate to group
characteristics: P3

Open-ended: P3

Insufficient materials: P3

As seen in Table 4.8, preschool teachers’ beliefs, self-reported

related to materials in the classroom were not consistent.
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Table 4.9 Arrangement of physical environment

Beliefs

Self-reported practices

Actual practices

Arranged together with
children: P1, P2, P4

Arranged together with
children: P1, P4

Not arranging together with
children: P2, P5

Arranged attractively: P3

Considering children’s
characteristics: P3

Arranged by the teacher:
P3

Arranged by school
administration: P3

Considering easy and
independent use by the
children: P4

Appropriate to easy and
independent use by the
children: P4

Appropriate to easy and
independent use by the
children: P1, P2, P5
Not appropriate to easy
and independent use by
the children: P3, P4

Considering inclusion
child: P5

There seems to be no consistency between preschool teachers’ beliefs, self-reported

and actual practices in terms of arrangement of preschool classrooms’ physical

environment. Their beliefs and practices are summarized in Table 4.9.

443

Preschool teachers’ beliefs, self-reported and actual practices related to
instructional activities were examined based on sub-themes including planning and

implementing activities, teacher’s role, child’s role and time management in the

instructional activities.

Instructional activities
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Table 4.10 Planning activities

Belief

Self-reported practices

Actual practices

Supporting children’s
creativity: P4

Supporting children’s
creativity: P4, P5

Supporting children’s
development: P4

Considering children’s
enjoyment: P2

Appropriate to individual | Appropriate to -
differences of children: individual differences of

P3 children: P3

Appropriate to Appropriate to -

developmental
characteristics of
children: P1, P2, P3

developmental
characteristics of
children: P1, P2, P3

Appropriate to children’s | Appropriate to -
interests and wishes: P2, | children’s interests and

P5 wishes: P2, P5

Appropriate to children’s | Appropriate to -

readiness: P1

children’s readiness:
P1, P2

Appropriate to children’s | Appropriate to -
age: P2, P3 children’s age: P2, P3
Appropriate to Appropriate to -
characteristics of the characteristics of the

group: P3

group: P3

Flexible plans: P1, P5

A written plan: P2
No written plan:
P1, P3, P4, P5

No schedule:
P1, P2

In terms of planning activities, it can be said that their beliefs and self-
reported practices were generally parallel with each other. However, their actual
practices were quite different and it was observed that most of five teachers (n=4) did
not have a written plan and two had no schedule.
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Table 4.11 Implementing activities

Belief

Self-reported practices

Actual practices

Considering individual
differences of children: P3

Not considering children’s
individual differences: P2

Considering children’s
readiness: P1

Considering children’s
readiness: P1

Considering developmental
characteristics of children:
P1, P3

Considering
developmental
characteristics of
children: P1

Considering children’s
interests and wishes: P2, P5

Considering children’s
interests and wishes: P1

Considering children’s
wishes: P1, P4

Considering children’s age:
P2, P3

Considering characteristics
of the group: P3

Supporting children’s
creativity: P4

Using transition
activities: P3

Using transition activities:
P1, P2, P4, P5

Not using transition
activities: P2, P3

Motivating children: P2

Not considering children’s
attention and motivation: P2

Active participation of
children: P3, P4

Following the plan
strictly: P2, P3

Using children’s choice
as a reward: P1

As seen in Table 4.11, there is no apparent consistency between teachers’ beliefs,

self-reported and actual practices. They vary and quite different from each other.
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Table 4.12 Teachers’ role

Belief

Self-reported
practices

Actual practices

Being active: P1

Rewarding P1, P2,
P3

Rewarding P1, P2, P3

Guiding: P2, P3, P5

Guiding: P3

Reinforcing: P2

Reinforcing: P3

Planning: P4

Planning: P4, P5

Deciding activities:
P2, P3

Motivating: P5

Considering children’s
attention and
motivation: P1
Ignoring children’s
attention and
motivation: P2

Being supporter:
P1, P4

Scaffolding: P3

Being observer: P3

Being observer:
P1, P2, P4

Modifying activities
to suit children’s age
level: P1

Participating in
activities: P1, P3, P5

Providing resources:
P3

Providing freedom: P1

Directing: P5

Implementing
activities: P5

Regarding teacher’s role in an instructional activity, there was no consistency

between preschool teachers’ beliefs, self-reported and actual practices.

Table 4.13 Child’s role

Belief

Self-reported

Actual practices

practices
Active participation in Active participation: | Active participation: P4
decision making and P1, P3, P4, P5 Not active participation:

implementation process:
P1, P3, P4, P5

P1, P3

Being free: P2

Being free: P4

Being leader: P2

Knowing her/his
limits: P2

Following teachers’
directives: P2, P5
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In terms of the child’s role in instructional activities, there is a consistency
between teachers’ beliefs and practices related to children’s active participation in
the activity process but it was observed in only one teacher’s classroom (P4), there
was children’s active participation. However, in terms of other issues, there was no
consistency between participant teachers’ beliefs, self-reported and actual practices

related to child’s role in activities.

Table 4.14 Time management

Belief Self-reported Actual practices
practices
Giving extra time: P5 Giving extra time: Giving extra time:
P1, P3, P5 P1, P3, P4
Not giving extra
time: P2
Being flexible: P3, P4, Being flexible: P2, Being flexible: P4,
P3, P4 P5

Considering individual - -
differences: P4

Considering children’s - -

wishes

and interests: P1

Considering children’s Considering -
daily children’s attention
mood: P2 and motivation: P1

- Sending child home | -
with incomplete
work: P5

There was an inconsistency between preschool teachers’ beliefs, self-reported
and actual practices related to their time management of activities as seen in Table
4.14. However, there was a consistency between teachers’ self reported and actual
practices about giving extra time with only one teacher believing that extra time
should be given.

4.4.4 Relationship

Five preschool teachers’ beliefs, self-reported practices and actual practices

about relationships with the children are given below:
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Table 4.15 Relationship

Beliefs Self-reported Actual practices

Practices

Physical contact P1, P2, P3 | Available: P2, P4 | Available:P1, P5
Not available: P3 | Not available: P3

Mutual affection and P2, P3,P5 | P1, P2, P5 P2, P3, P4, P5

respect

A warm relationship P1 P1, P2, P3 P1, P2

between teacher and

children

Friendly relationship P2, P4 - -

between teacher and

children

Teacher as a guide P5 - -

Teacher as an authority P5 - -

Ignoring teacher's warnings | - - P1

Child is aware of their own | P3 - -

limits as a student

Taking responsibility P4 - -

Although there were some commonalities, there was no consistency between
teachers’ beliefs, self-reported practices and actual practices about relationship. For
example, three of five preschool teachers stressed the necessity of physical contact,
mutual affection and respect. Also, three teachers emphasized that there was a
mutual affection and respect, and a warm relationship between teacher and children
in their classrooms. In parallel with their self-reported practices, it was observed that

in most of the classrooms (n=4), there was mutual affection and respect between the

teachers and children.

4.4.5 Behavior management

Preschool teachers’ beliefs, self-reported practices and actual practices about

behavior management were compared based on sub-themes including rules,

strategies, rewards and punishment.
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Table 4.16 Rules

Beliefs

Self-Reported Practices

Actual practices

Should be established with
children: P1, P2, P3, P4, P5

Established with children:
P1, P2, P3, P4, P5

Should be established at the
beginning of the year:
P1, P2, P3, P5

Established at the beginning
of the year: P1, P2, P4, P5

New rules based on
problems occurring should
be added: P3

Added new rules based on
problems that occurred: P3

Should be flexible: P1

Were flexible: P1

Should be exhibited on the
board: P5

Were posted in written
format: P5

Were posted in
written format: P4, P5

Should be positive, short,
clear and understandable:
P3, P4

Short and clear: P4

Short and clear: P4,
P5

Should remind and warn
children about rules: P1

Reminded and warned
children: P4

Reminded and warned
children: P1, P3

Should be appropriate to
classroom conditions: P1

Should be established with
explanation about their
rationales: P2

In terms of rules, five preschool teachers' beliefs and self-reported practices
were consistent concerning the establishment of rules with the children. However,
how rules were established in the classroom was not observed. Also, most of
teachers (n=4) emphasized the establishment of rules at the beginning of the year as
their beliefs and self-reported practices.

Table 4.17 Strategies for managing misbehavior

Beliefs | Self- Actual
reported practices
practices

Talking with children and parents P1,P2 | P1 -

Repeating the rules frequently - P1, P4, P5 -

Checking children obey the rules - Pl -

Using drama and stories to explain P2 P2 P5

Talking with children one-to-one - P2, P3 -

Warning the children - P3 P1, P2, P4, P5

Time-out or deprivation P3 - -

Giving responsibility for a rule to a child - P5 -

Having a girl sitting next to a boy - - P2

Guiding children to find their own solution for | - P4 -

problems

Ignoring misbehaviors P4 - P1, P2, P3, P4,
P5
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As seen table 4.17, there was no consistency between beliefs, self-reported
and actual practices of preschool teachers. Although their beliefs, self-reported and
actual practices were quite different from each other, it was observed that all the

teachers ignored some misbehaviors in their classrooms.

Table 4.18 Rewards

Beliefs Self-reported practices | Actual practices
Should be used if | Used rewards such as Used rewards:
necessary: P1 stickers and stars: P1, P2, P3, P4, PS5

P1, P2, P3, P4, P5
Should be used: - -
P2, P3, P5
Should not be - -
used: P4

Although there was a consistency between preschool teachers' self-reported
practices and actual practices, their beliefs related to use of rewards in preschool
classrooms were different. Also, teachers’ practices showed that all of them used
rewards in their classrooms despite the fact that only three teachers believed in the

necessity of using rewards in preschool classrooms.

Table 4.19 Punishment

Beliefs Self-reported | Actual
practices practices

Should be used if Use time out: Use: P1, P2,

necessary: P1 P1, P3 P3, P4, P5

Should not be used: Never use: -

P3, P4, P5 P4, P5

Should be given as the | Sometimes use: | -

child’s preference or P2

choice: P2, P3

It can be seen that there was no consistency between preschool teachers’
beliefs, self-reported and actual practices related to use of punishment in preschool
classrooms. Although teachers’ beliefs and self-reported practices differed, their

actual practices showed that all used punishment in their classrooms.
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4.4.6 Assessment

There were some commonalities and differences between preschool teachers’
beliefs, self-reported and actual practices related to assessment. For example,
although teachers reported that they used observation notes (n=5), developmental
reports (n=4) and some forms (n=3) to assess children in their classrooms, but these
techniques were not included in their statements about their beliefs. In the
observations none of the teachers were seen to use these techniques. However, all

teachers were observed giving feedback about children's work (Table 4.20).

Table 4.20 Assessment

Elements & Aspects of | Beliefs Self-reported Actual
assessment practices practices
Observation notes - P1, P2, P3, P4, P5 -
Developmental reports - P1, P2, P3, P5 -
Assessment forms - P1, P2, P3 -
Portfolios - P4 -
Feedback about - - P1, P2, P3,
children’s work P4, P5

Individual assessment P2, P3 - -

Considering process P2, P3, P4, P5 - -

Not comparing children | P3 - -
with each other

Observation as is the P2, P3 - -
best assessment
technique

Assessment based on P5 - -
objectives

Formal forms not useful | P5 - -

4.4.7 Parent involvement
Preschool teachers’ beliefs, self-reported practices and actual practices about

parent involvement in preschool education are shown in Table 4.21.
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Table 4.21 Parent involvement

Beliefs | Self-reported | Actual
practices practices

Parents were involved in P3, P4 P1, P3, P4, P5 | P3,P5
classroom
Short conversation with parents | - - P1, P2, P4
but no parent involvement
There should be collaboration P2,P4, |- -
between teachers and parents P5
Parents should be active P1, P2 - -
Parents should observe their P1, P5 - -
children in class
Meeting with parents - P2, P4 -
Parents should be supportive of | P3 - -
their children’s education
Parent can come to class - P1 -
whenever they want

Although preschool teachers’ beliefs, self-reported and actual practices about
parent involvement generally differed, there were some commonalities. For example,
most of the teachers (n=4) stressed that parents were involved in activities in their

classrooms. Also, it was observed that some participants teachers (n=3) had short

conversations with parents.

4.4.8 Child-centered education

Preschool teachers’ beliefs, self-reported practices and actual practices related

to child-centeredness were showed below.
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Table 4.22 Child-centered education

Beliefs

Self-reported
practices

Actual
practices

Children’s needs should be considered

P2

P2

Children’s developmental characteristics
should be considered

P2, P3, P4

Children’s individual differences should be
considered

P4

P2

Children should be active

P1, P3, P4

Children were not active in planning of
activities

P5

Flexibility is important in implementation of
daily plan

P2

Child should be the focus centered of their
education

PS

Teachers should be a guide

P3, P5

Activities should be enjoyable

P2

There should not be structured activities

PS5

Teacher should be less involved

P1

Child was supported when she/he needed

P1

I am child-centered

P1, P2, P3, P4

I am sometimes child-centered and sometimes
teacher-centered

P5

Children’s wishes should be considered

P3

P3, PS5

P1

Considering children’s motivation

P1

Children do not have an active role in decision
making or in implementing activities

P2, P5

Used plans from internet

P2, P5

Children’s interests should be considered

P3

Group’s wishes are important

P3

P3

Voting used to decide what the children would
do

P3

Children should know that wishes of group
more important than individual wishes

P3

Ignoring children’ suggestions

P3

Voting children’s suggestions

P3

Changing activities when children bored

P3

Children should have scientific thinking skills

P4

Children should know how they can access
knowledge

P4

Children can express themselves

P4

Children should be informed about daily
schedule

P4

All children do the same activity at the same
time

P4

Children should have various options in their
free play time

P4
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It can be seen that preschool teachers’ beliefs, self-reported practices and

actual practices varied.

As a summary, the findings of the study showed that five preschool teachers’
beliefs, self-reported practices and actual practices about developmental domains,
learning areas, and decoration of walls seemed consistent. Also, their beliefs, self-
reported practices and actual practices related to teacher-child ratio, security/shelter,
planning of activities and behavior management could be interpreted as partially
consistent. However, beliefs, self-reported practices and actual practices of five
teachers related to movement area/class size, materials/furniture, arrangement of
classroom, implementation of activities, teacher’s role, child’s role, time
management, relationship, assessment, parent involvement, and child-centered

education seemed inconsistent.
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CHAPTER YV

DISCUSSION

This chapter presents the discussion of the findings, implications derived
from the study, and recommendations for practice and further studies. The findings
are discussed mainly in two parts. Firstly, beliefs, self-reported practices of twenty
Turkish preschool teachers and consistency between these beliefs and self-reported

practices are discussed as shown in Figure 5.1.

20 Preschool

20 Preschool teachers’
teachers’ self-reported
beliefs practices

Consistency
between
preschool
teachers’ beliefs
and self-reported

Figure 5.1. The order of first part of discussion

Then, discussion of the consistency between five preschool teachers’ beliefs,

self-reported practices and actual practices are presented as shown in Figure 5.2.
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5 Preschool 5 Preschool
teachers’ beliefs teachers’ self-
reported practices

5 Preschool
teachers’ actual
practices

Figure 5.2. The order of second part of discussion
All the findings presented based on eight themes below:

Developmental domains

Physical environment of the classroom
Instructional activities

Relationships

Behavior management

Assessment

Parent involvement

O N o g A~ W Dd e

Child-centered education

While discussing teachers’ beliefs and self-reported practices according to
appropriateness to child-centered education, accreditation criteria of NAEYC
(NAEYC, 2011) were the main resource to evaluate child-centeredness of preschool
teachers’ beliefs and practices. Also, several sources from the literature related to

child-centered education were regarded.
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5.1 Preschool teachers’ beliefs, self-reported practices and consistency between
these beliefs and self-reported practices

5.1.1 Developmental domains

Child-centered programs aim to promote all the developmental skills of the
children attending the preschool (Brown, 2009; Canedo & Woodard, 2000; Reio,
Maciolek & Weiss, 2002). The effect of the whole development of a child not only
lays the foundation for academic success and career development, but also on the
long-term independence of the child thus all developmental skills of children should
be supported in child-centered education (Kochhar-Bryant & Heishman, 2010). Also,
Morrison (2011) emphasized that in a child-centered classroom, the teachers’ daily
interactions with the children should be based on the question: “Am I teaching and
supporting all children in their growth and development across all domains—social,
emotional, physical, linguistic, and intellectual?” (p. 120). In the current study, the
preschool teachers’ beliefs and self-reported practices related to the developmental
domains may be inappropriate for child-centered education. The participant teachers
generally stressed supporting one domain such as social-emotional or cognitive or
psychomotor domains and this finding is parallel with the studies of Kowalski, Pretti-
Frontczak and Johnson, (2001) and Lee (2006). For example, Lee (2006) found that
the priority of many preschool teachers was enhancement of the social and physical
development of children in their classrooms. Since peer interaction and social skills
gained in the early childhood period will influence a child’s over their whole life, the
importance of conducting appropriate activities and supporting social development of
children cannot be ignored (Giilay, 2009). However, all domains are interrelated and
the development of one domain is influenced by what happens in the other domains
(Copple & Bredekamp, 2009). In this study, teachers’ particular focus on the social
development of the children may result from parents’ expectation. This is supported
by Sahin, Sak and Sahin (2013) reported that parents expected a preschool institution
to support social skills’ development of their children. They especially emphasized
that a school should help young children socialize with their peers, learn to share,
express themselves effectively, develop self-confidence and establish effective
communication skills (Sahin, Sak & Sahin, 2013). Furthermore, Einarsdottir (2010),
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Ozen (2008) and Seving (2006) also mentioned that parents expected children’s
social skills to be enhanced in preschools. It can be said that preschool teachers
considered parents’ expectations while making decisions about which developmental
domain should be supported. In the current study comparing preschool teachers’
beliefs and self-reported practices about developmental domains shows that there is a
consistency between them. For instance, most of the participant teachers stressed that
mostly the social-emotional domain of children should be supported and they
stressed that they generally attempted to improve the social-emotional domain.
Finding a consistency between beliefs and self-reported practices of teachers may be
thought as a positive issue but the importance of enhancing all developmental skills

of children should not be ignored in a child-centered classroom.

5.1.2 Physical environment of the classroom

The discussion about preschool teachers’ beliefs, self-reported practices about
the physical environment and the consistency between these beliefs and self-reported
practices are based on sub-themes below:

Teacher-child ratio

Learning areas

Movement area/class size

Decoration of walls

Materials and furniture

Arrangement of physical environment

Some of these sub-themes such as movement area/class size, materials and
furniture are not directly related to teachers’ practices but they are discussed to
create a consistent discussion between the teachers’ beliefs and self-reported
practices.

In relation to physical environment, NAEYC (2011) suggests that the ideal
teacher-child ratio in a child-centered classroom is approximately two adults to 20
children and 3.25150 square meters usable area for each child in the room. Also, the
classroom space should be divided into various learning areas to support children’s

play and learning. These areas should include a variety of materials and available for

167



conducting small and large group activities (NAEYC, 2011). In addition, the
accreditation report of NAEYC (2011) emphasizes that all areas should be clean and,
free from glass, trash, sharp or hazardous items and visible soil. All areas and
equipment should be kept in good condition and the children’s work has to be
displayed on the walls (NAEYC, 2011). In relation to the arrangement of physical
environment in child-centered classrooms, Morrison (2011) emphasized that design
of materials and arrangement of classrooms should encourage children discovery and
searching skills and learning by doing. Easy access to learning materials and their
independent use by the children should be considered when arranging the area
(Morrison, 2011; NAEYC, 2011). Moreover, the furniture should be child-sized and
arranged in a way that the children can work and play together (Morrison, 2011).
Preschool teachers’ beliefs and self-reported practices about teacher-child
ratio did not seem appropriate to child-centered education. This may be due to the
fact that there are rarely two teachers or fewer children than 25 in Turkish public
school classrooms (Gol-Guven, 2009; Temel, Akin, Acar Vaizoglu, Kara, Kara,
Halas et al., 2006) therefore, it is unlikely that the teachers would have experienced
different teacher-child ratios. Furthermore, teachers may ignore children’s
imagination, interests and initiatives in high child-teacher ratio classrooms (Pang &
Richey, 2007). There are some differences between preschool teachers’ beliefs and
self-reported practices related to the teacher-child ratio. The beliefs of participant
teachers related to the adult-child ratio varied between 10 children to one adult and
20 children to one adult. However, this ratio was 1/20-25 in most of preschool
teachers’ classrooms. This inconsistency may result from that the teacher-child ratio
for each classroom is determined by the principal of preschool institutions in Turkey
and preschool teachers have no input to this decision. Moreover, the lack of
consistency may be related to the education policy of Turkish government. In the 9™
Development Plan, the aim was to increase schooling rate from 19.9% to 50% for
preschool education from the 2005-2006 to the 2012-2013 academic years (Official
Gazette of the Republic of Turkey, 2006). However, since number of preschool
institutions and classrooms were not sufficient to achieve the 50% schooling rate, 20-

25 children to one adult in public schools were commonly seen.
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Preschool teachers’ beliefs and self-reported practices about learning areas
and decoration of walls may be thought to be parallel with child-centered education.
This may result from that teachers with 1 to 5 years teaching experience are aware of
the importance of establishing learning areas for active participation of young
children (Imer, 2001) and decorating walls with age appropriate materials and
children’s work to help them to feel the classroom belongs to them (Engel, 2003). It
should not be ignored the necessity of exhibiting children’s work in the classroom to
develop their intrinsic motivation (Yildirnm & Doénmez, 2008). The existence of
learning areas in preschool classrooms is emphasized in Turkish preschool program
and it is stressed that learning areas such as dramatic play, blocks, music, science,
books, manipulative play and art areas should be organized based on the children’s
age, developmental level, skills and interests (MEB, 2006). The preschool teachers'
beliefs and self-reported practices related to the learning areas and decoration of
walls seem to be consistent with each other. While most participant teachers believed
in the necessity of learning areas in child-centered classroom, only some stated that
there were learning areas in their classrooms. Thus, the teachers’ may be aware that
ideal classrooms should be divided into several separated learning areas connected
by ample walkways (Trussell, 2008). Also, these areas are important to prevent
dissatisfaction, aggression and inattentiveness (Doyle, 1986). In relation to the
decoration of walls, some preschool teachers believed that children’s work and
learning materials should be exhibited on the school walls and they also exhibited
children’s work in their classrooms. Therefore, there is a consistency between
teachers’ beliefs and self-reported practices about it.

It is difficult to evaluate the participant teachers’ beliefs about the movement
area of classroom as appropriate or inappropriate. The NAEYC (2011) suggests
3.25150 square meters as the usable area for each child, none of the participant
teachers in this study mentioned a specific size related to movement area of children
in the classroom. They only stated that there should be wide and sufficient movement
area. However, this description of the area is not clear enough to make a judgment
about the appropriateness of their beliefs in relation to child-centeredness. There are

differences between the participant teachers’ beliefs and self-reported practices
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related to movement area/class size. Participant teachers believed that classroom
should be large enough for young children to move easily but most teachers said that
the movement area of their classroom was small. As mentioned above, this may
result from teachers not having any influence on their classroom and class size. The
principals decide the allocation of classrooms and direct teachers to small or large
classroom with low or high population of children.

The participant teachers’ beliefs about materials and furniture can be
evaluated as partially appropriate because none of them gave comments or ideas that
were in accord with the NAEYC accreditation (2011). This accreditation states that
there should be a variety of age and developmentally appropriate materials and
equipment such as dramatic play equipment, and sensory materials (Sand, water,
play dough, paint and blocks) in child centered classroom. Many of the participant
teachers believed that the materials and furniture should be child-sized, multi-
purpose and appropriate to the children’s interest and age. Also, there should be
sufficient materials for all children in the classroom. However, their self-reported
practices showed that some teachers had a wide variety of materials and furniture in
their classroom whereas others mentioned negative situations such as insufficient
materials, limited multi-purpose materials and furniture that was too heavy for
children. The participant teachers' beliefs and self-reported practices related to
materials and furniture appear to be partially consistent. However, it should be
considered that materials and furniture are not directly related to participant teachers
because again school principals usually make the decisions about materials and
furniture and the teachers may not have any input on these decisions. Therefore, this
consistency may not be related to teachers.

In terms of the arrangement of physical environment, some participant
teachers reported child-centered practices such as easy access to materials,
interesting materials for children, appropriate separation of learning areas, variety of
materials and furniture, and the movement area of classroom (NAEYC, 2011). Also,
teachers stated that they did not ask the children’s opinion while arranging the
classroom. The participant teachers' beliefs and self-reported practices related to

arrangement of physical environment seem to be partially consistent. The preschool
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teachers appear to have some concerns related to asking the children about their ideas
for the arrangement of the classroom. One participant of this study commented that
there were twenty children in her classroom and if she asked them about arrangement
of the environment, each child would say different things, therefore, she made the
decision without consultation. As reported by Kahyaoglu and Yangin (2007) Turkish
teachers usually thought themselves not very competent in arranging the physical
environment of their classrooms. Although in the current study the participant
teachers did not comment on their competency, it was assumed that they saw
themselves as the only decision maker concerning the arrangement of the physical
environment.

In relation to the physical environment, it should be emphasized that, in
particular, the amount of materials and the teacher-child ratio are important for
teachers’ practices. Wang, Elicker, McMullen and Mao (2008) emphasized in a study
of Chinese teachers, limited materials and high teacher-child ratio may cause

inconsistency between their beliefs and practices.

5.1.3 Instructional activities

In terms of instructional activities in preschool classrooms, Morrison (2011)
stated that these should be planned and implemented based on children’s ideas,
preferences, learning styles and interests. He also emphasized that children’s
individual differences and uniqueness of gender, age, culture, temperament and
learning style should be taken into account and the child should be an active
participant in educational process in a child-centered classroom (Morrison, 2011).
Children’s active involvement was stressed as one of the main components of child-
centered education by Canedo and Woodard (2000).

Although the beliefs of participant teachers about planning instructional
activities generally seem to be child-centered, some important aspects of child-
centered instructional activities were not mentioned by teachers. For example,
NAEYC (2011) suggests that there should be indoor and outdoor activities during the
day. However, none of the preschool teachers in this study mentioned outdoor

activities during the day. As reported in the literature, indoor activities have been
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implemented in all Turkish preschool institutions but playgrounds can provide young
children with limited types of activities (Olgan & Kahriman-Oztiirk, 2011). Also,
Gol-Guven (2009) stated that although the daily plans of the teachers included
outdoor activities, they allow the children to go to the playground. This may be the
result of Turkish preschool teachers thinking outdoor activities only refer to free play
activities and are not aware of the instructional activities that can be planned and
conducted in playgrounds. Many preschool teachers emphasized that when planning
activities in their classrooms, they considered children’s interests, desires, age, needs
and developmental characteristics. When it is considered that instructional activities
should be planned based on children’s ideas, attitudes preferences, learning styles,
strengths, needs and interests in child-centered classrooms (Coughlin, 1996;
Kendrick & Labas, 2000; Morrison, 2011), this planning process may seem
appropriate for child-centeredness. Also, these teachers’ practices were parallel with
Turkish preschool program (MEB, 2006) because in the program it is emphasized
that teachers should consider children’s developmental levels, needs and interests
when making their annual and daily plans. Moreover, it should be mentioned that
appropriate activities for children’s age and interests provide children with greater
motivation for and longer concentration on learning activities or experiences (Vartuli
& Rohs, 2008). Thus, the participant teachers’ self-reported practices may motivate
children and increase their concentration on activities. Also, the preschool teachers’
beliefs and self-reported practices related to the planning of activities seem
consistent. It should be considered that since the planning process is directly related
with teachers and there may not any effects of extrinsic factors on this process.
Therefore, it could be easy to determine that there is a consistency between beliefs
and practices related to planning instructional activities.

An inconsistency may exist between teachers’ beliefs and self-reported
practices related to implementation of activities. It was emphasized by some
participant teachers that children’s needs should be considered while implementing
an activity. Also, they believed the importance of children's freedom. In relation to
their self-reported practices, some preschool teachers focused on supporting active

participation and considering the individual differences of the children. It can be said
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that freedom and the active participation of children can be related but considering
individual differences is an important distinction between their beliefs and self-
reported practices. Although individual differences are a key factor in child-centered
education, there is no explanation as to why the teachers did not emphasize it in their
beliefs.

Regarding the feacher’s role in classroom activities, NAEYC (2011)
emphasizes that teachers should have respect for the children to foster their
emotional well-being and support the children’s competent and self-reliant
exploration, and independent use of classroom materials. Also, according to the
accreditation criteria of NAEYC (2011), teachers should provide children with
opportunities to develop friendships and play together, and help them manage their
own behavior. In this study, most of the preschool teachers stated that in terms of the
teacher’s role they should be a guide in the classroom. Therefore, the teachers’
beliefs seem appropriate to child-centered education. It should be considered that
although being guide in an activity is a very general and unclear term, and the
participant teachers did not clarify what the guidance in an activity referred to. This
may result from two perspectives: they were not aware of meaning of the term or
considered that being a guide includes all teachers’ practices during tan activity from
planning to behavior management. In relation to participant teachers’ self-reported
practices, teachers said that their role was rewarding, guiding and motivating
children and meeting their interest and needs during the activity. Although most of
these elements seem appropriate for child-centered education, rewarding them may
not be (NAEYC, 2011). Therefore, the participant teachers’ responses regarding this
issue should be interpreted cautiously. It is important for teachers to be aware of their
practices; for instance, does guiding mean only reading or giving the instructions of
an activity or does it refer to planning activities towards the teacher’s goals but
shaped by children? Does motivating consist of transition activities such as finger
play, rhymes or riddles before the activity or does it refer to recognizing children’s
natural curiosity and planning interesting and engaging activities based on their
curiosity? (Copple & Bredekamp, 2009). Also, the arrangement of the environment

is accepted as an important role of the teacher (Kwon, 2002) however, none of the
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teachers in this study emphasized this. There was usually a consistency between
teachers’ beliefs and self-reported practices related to teachers’ role however, in
comparison to their beliefs; the preschool teachers mentioned rewarding as one of
teachers’ roles in their self-reported practices. This issue may be the result of a
misunderstanding of teachers because rewarding is not a role for them. Thus, it can
be said that apart from the rewarding element this consistency between beliefs and
practices is appropriate to child-centered education.

In relation to role of children, NAEYC (2011) reports that children should
participate in the process of decision making, planning and implementing of
activities and establishing rules. In parallel with the NAEYC criteria, the participant
teachers emphasized the importance of the active participation of children in the
whole educational process. Their beliefs can be related to their educational
background. Since the participants’ teaching experiences varied from 1 to 5 years
and in their undergraduate education they received training in child-centered
education and Turkish preschool program which began to be implementation in
2006. Thus, they may be familiar with the term ‘active participant’ and recognize the
importance of active learning for children. Some participant teachers emphasized that
children were active, free and were investigators in their classrooms. Also, some
preschool teachers said that children decide, plan and direct the activities with them.
Considering that children’s active involvement is stressed as one of the main
components of child-centered education (Canedo & Woodard, 2000), the consistency
between teachers’ beliefs and self-reported practices related to child’s role is parallel
with child-centeredness.

Lastly, in terms of time management, it is stated by NAEYC (2011) that the
daily schedule should be predictable; however, it should also be flexible and
responsive to the individual needs of children. Children should have time for play,
creative expression, large-group, small-group and child initiated activities and
smooth transitions should be planned between activities. In parallel with child-
centeredness many participant teachers emphasized that the duration of activities
should be flexible and dependent on children’s attention span, interest, motivation,

and developmental characteristics. It should be considered that the appropriateness of
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teachers’ beliefs to child-centeredness is important because determining the duration
of an activity based on children’s characteristic may give preschool teachers the
opportunity to recognize children’s differences and the factors that spark curiosity
and stimulate motivation. However, although smooth transitions between activities
are important to help young children feel secure in school (Copple & Bredekamp,
2009), the necessity of smooth transitions was not mentioned by the teachers in this
study. This may result from Turkish preschool teachers focusing on the main
activities rather than transitions. The inconsistency between teachers’ beliefs and
self-reported practices may be a result of teachers’ concerns related to
implementation of all the activities in their daily plans. This can be seen in the
responses of some participant teachers who said they gave children extra time to
complete their work and other teachers who finished children’s incomplete work.
When teachers focus on completing the contents of their schedule, they may be
ignoring individual differences of children.

5.1.4 Relationships

According to accreditation of NAEYC (2011), teachers should use physical
affection, eye contact, appropriate tone of voice and smile to establishing positive
relationship with the children in their class. Also, they should provide comfort,
support and assistance when children have positive initiations, negative emotions and
feelings of hurt and fear. Besides, NAEYC (2011) emphasizes that teachers should
build an individual relationship with each child, encourage them to express both
positive and negative emotions appropriately and change their responses based on the
individual needs of the child. Teachers should use frequent, regular, meaningful, and
extended social conversations with children such as asking questions, listening to
each child carefully, engaging in joint laughter and expressing affection to create a
positive emotional climate (NAEYC, 2011).

In this study, the participant teachers usually stated that they believed that the
relationship between the teacher and the children in the class should be based on
mutual affection and respect in a comfortable atmosphere. Teachers’ showing

affection towards young children is important in preschool classrooms and this is
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parallel with the finding the study of Ozsoy, Ozsoy, Ozkara & Memis (2010) that
emphasized an affectionate relationship with children was one of the most important
factors influencing teachers’ choice to work with young children (Ozsoy, Ozsoy,
Ozkara & Memis, 2010). Also, some participant teachers emphasized that children
and teachers should have a friendly relationship. Since the word ’friendly* is not used
in NAEYC’s accreditation (2011) but could be considered as a synonym for
‘affectionate’ there school teachers’ beliefs about relationship in classroom could be
accepted as appropriate to child-centered education.

Many participant teachers stated that they were not strict teachers and, they
communicated with children appropriately and established mutual respect in a
friendly atmosphere. This kind of relationship may be appropriate to child-centered
education and may result from the idea that in Turkey the most important
prerequisite of being a preschool teacher and the main responsibility is to love and to
get along well with young children. However, a few teachers said that children had to
get permission to move in the classroom and this is considered inappropriate in terms
of a child-centered approach. The possible reason for this is that Turkish preschool
teachers do not want to lose their authority in the classroom (Sahin, Erden & Sak,
2011) and giving or withholding permission to children may be an important
indicator of authority and control. However, the teachers emphasized their belief in
the importance of mutual love, respect and friendly relationship with children, they
put it into practice in the classrooms. Overall it seems that participant teachers’
beliefs and self-reported practices about their relationship with the children are
consistent. Given that the average of the teachers’ teaching experience in this study
was 3.35 years, it can be said that this consistency is related to their teaching
experience. It cannot be ignored that establishing a friendly relationship with
children is easier for younger teachers and this is supported by the comment of the
youngest participant of Lee and Tseng’s study (2008; p.192) said that “I see myself
as an equal learning partner with my children. This is not a comfortable role for older

teachers in my school”.
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5.1.5Behavior management

NAEYC (2011) stresses that classroom rules should be determined with
children and teachers should attempt to prevent potential behavior problems through
anticipating and taking prevention steps. They also should facilitate positive peer
interaction for children who are socially reserved or withdrawn or are being bullied
or excluded by their peers. Children should be able to identify their feelings, describe
their problems and try to find alternative solutions for conflicts through help of their
teachers. Teachers should never use physical punishment (shaking, hitting)
psychological abuse or coercion and threats or derogatory remarks (NAEYC, 2011).

The teachers’ beliefs about behavior management seem partially appropriate
to child-centered education. Although teachers’ beliefs about establishing rules with
children may be appropriate to child-centered education, their beliefs related to use
of rewards and punishment may not seem appropriate to child-centeredness.
According to the teachers, rules should be established together with the children.
This viewpoint may result from the young preschool teachers regarding the
development of self-regulation and self-control skills of children in that the
opportunity of participating in rule-setting allows them to increase their capacity for
self-regulation (Bodrova & Leong, 2008). Most of the participant teachers stated that
they established rules with children and some said that they established rules based
on the children’s problems or needsthis finding is parallel with studies of Pala (2005)
and Akar, Tantekin-Erden, Tor and Sahin (2010). The participant teachers
emphasized that punishment should be used but it should be called with different
names such as ‘warning’ or ‘preference’. Teachers stressed that they used both
tangible rewards (stickers, stars, medals) and emotional/verbal rewards (thanking,
kissing, hugging) and punishment such as time out. These practices of the teachers
related to punishment and reward may not be seen as appropriate to child-centered
education. However, it should be emphasized that participant teachers used time-out
as a punishment but they did not report shaking, hitting, psychological abuse or
coercion as their practices. Participant teachers’ practices related to rewards may be
due to the fact that either they did not understand the meaning of the term ‘individual

differences’ or they were unable to put this into practice because in particular
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tangible rewards may not be meaningful and valuable to an individual child. If the
reward does not match the parental or cultural environment of the child then it will
not be effective for the child in may even have negative consequences (Hyson &
Christiansen, 1997). Also, the participant teachers may not be aware of the extent of
the harm that punishment can cause. It is reported that the anxiety of being punished
causes inhibition in children’s learning (Gartrell, 1987; as cited in Hyson &
Christiansen, 1997) and these findings parallel those of Kok, Kiigiikoglu, Tugluk and
Kogyigit (2007), Akar, Tantekin-Erden, Tor and Sahin (2010), and Uysal, Akbaba-
Altun and Akgiin (2010).

There appears to be a partial consistency between the teachers’ beliefs and
self-reported practices regarding behavior management. In terms of establishing rules
and rewarding children, teachers’ beliefs and practices seem consistent but their
beliefs and practices are not parallel concerning punishment. Consistency between
teachers’ beliefs and self-reported practices related to establishing rules with the
children is important because of its appropriateness to child-centeredness.
Considering the necessity of active participation of children in education process, it
may be thought that the participant teachers were aware that setting classroom rules
with children create an important opportunity for their active involvement in this
process. In relation to rewarding children, this consistency should be interpreted
cautiously. Since this, especially the use of tangible rewards may result from teachers
having a traditional attitude in thinking that all young children like stars, smiling
faces or candies and are motivated by them to behave in a certain way or undertake
more difficult activities. However, from the child-centered perspective have a role
model can be a more effective motivator for children than rewarding them. Swanson
(1995) reported that young children tend to do their best when they observed adults
because they needed a role model for appropriate behaviors not rewards. On the
other hand, there seems to be an inconsistency between preschool teachers’ beliefs
and self-reported practices in that some teachers believed that punishment was
unnecessary and not of any use whereas others stated that punishment should be used
in the classroom. In this study it was found that time-out was used as punishment

technique but teachers tended to use a different term such as warning or preference.
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This inconsistency is parallel with the findings of Akar, Tantekin-Erden, Tor and
Sahin (2010). They (Akar, Tantekin-Erden, Tor & Sahin, 2010) reported that
although their participant preschool teachers emphasized that punishment was

unnecessary, time-out was the most common punishment technique.

5.1.6 Assessment

Regarding assessment, Copple and Bredekamp (2009) stated that teachers
should consider the children’s individual differences such as age, developmental
status and experience, and assess all their developmental domains. It is stressed that
children’s progress toward goals should be the focus of assessment rather than the
outcomes (Copple & Bredekamp, 2009; Tugrul, 2002). Therefore, children should be
assessed continually throughout the school year, not just at the specific time
(Morrison, 2011). Also, assessment should be based on natural authentic situations
(Copple & Bredekamp, 2009) and appropriate methods of authentic assessment such
as observations, anecdotal records, running records, event sampling, time sampling,
rating scales, check lists, work samples, portfolios, rubrics and interviews should be
used (Morrison, 2011).

The participant teachers in the current study believed that assessment should
be individual and that progress is a very important element. The teachers said that
they used their own observation notes, assessment forms based on objectives and
developmental reports. Also, some of the preschool teachers stated that they assessed
children individually and did not compare one child with another. Whereas assessing
children individually seems an appropriate for child-centered education, several
types of assessment techniques should be used as given above. Observation notes,
anecdotal records, developmental checklists and standardized tests, developmental
reports and portfolios are emphasized as assessment techniques of young children in
Turkish preschool program (MEB, 2006). Since preschool teachers are familiar with
observation and they have to complete official developmental checklists and reports,
and send them to parents thus, teachers will probably be familiar with these
assessment tools. However, according to Eren (2007) Turkish teachers’ lack of

knowledge about portfolio, and difficulties related to time management, documenting
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systematically and involving parents and children through the semester may prevent
them from using portfolio.

In relation to assessment, the participant teachers’ beliefs and self-reported
practices seem partially consistent. For instance, they were consistent in relation to
individual assessment and using observation as an assessment technique. The
preschool teachers believed that assessment forms based on objectives and
developmental reports were not appropriate assessment techniques for child-centered
education since they did not focus on the child’s progress, however, it was common
practice for them to use assessment forms and developmental reports. This
inconsistency possibly results the program requirements prepared by the Ministry of
National Education (MEB, 2006).

5.1.7 Parent involvement

In relation to parent involvement, Jones (2007) pointed out that there should
be mutual trust and respect between the teacher and parents. The NAEYC (2011)
states that parents from different socioeconomic status, race, religion, cultural
backgrounds, gender and abilities should be included in all aspects of the program
and families should be able to share with their child’s teacher(s) their knowledge of
their children’s interests, developmental needs, and their concerns and goals for their
child. Also, parents’ participation should be voluntary and based on their
interests/skills (Hurless & Gittings, 2008), and parents availability should be
considered while working together with teachers to plan events (NAEYC, 2011).

The participant teachers of this study emphasized the importance of parents’
active involvement in education and some stressed the necessity of support from and
cooperation with parents. It seems that these beliefs of teachers are appropriate to
child-centered education in keeping with the NAEYC criteria given above. Also, the
importance of parents in child-centered education was emphasized in the study of
Kaya and Giingor Aytar (2012).

Most of the preschool teachers in current study stated that the parents of their
children participated in various activities in their classrooms such as art, story

reading, play, cooking, science experiments and job sharing. However, some teachers
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stated that parents did not actively participate in classroom activities and one teacher
said that parents could only visit her classrooms to do activities. However, in a child-
centered classroom, parents should be able to visit the school and the classroom
whenever they want (NAEYC, 2011). Parents’ participation in various activities
seems appropriate to child-centered education; however, limiting this involvement
should not be considered appropriate for child-centeredness. This finding is also
parallel with a study by Oun, Saar-ugaste and Niglas (2008) in Estonia. The
researchers found that although the cooperation between kindergarten and parents
was not a new idea for child-centered education, the kindergarten staff did not share
their responsibility with parents and did not see them as their equal partners. It may
be said that there is a transfer from teacher-centered practices to child-centeredness
in both early childhood education of Turkey and Estonia, but preschool teachers may
not yet be ready to see parents as equal partners. The preschool teachers’ beliefs and
self-reported practices seem consistent because the teachers believed that parents’
active involvement in education was very important and supported parent
involvement in their classrooms. This consistency may result from that Turkish
preschool teachers being aware of the importance of a strong relation between
teacher and parents in achieving quality in early childhood education (Mbugua,
2009).

5.1.8 Child-centered education

Children’s individual differences (developmental level, age, culture, gender,
socio-economic and cultural backgrounds of families) and individual needs (need for
mastery, independence, generosity and need to belong) were the bases while
planning and implementing facets of child-centered education consisting of
environment of the classroom, activities, relationships and behavior management in
the classroom, and parent involvement in education (Bendtro & Brokenleg, 2001; as
cited in Griebling, 2009; Morrison, 2011). Also, children can freely ask questions,
explore new things, express their ideas, creatively think, try to do by their ways, take
an initiative, make choice, and actively learn how to do things in a child-centered

classroom (Myagmar, 2010). When these definitions are considered, it can be said
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that some beliefs of the participant teachers about characteristics of child-centered
education may be suitable for child-centeredness. For instance, they believed that
children should be active, decision makers, directors, the center and aim of child-
centered education. The belief that a child should be active in a child-centered
classroom was parallel with Mongolian preschool teachers who considered that
“child is the center of educational instruction” in child-centered education
(Myagmar, 2010; p. 70). However, some beliefs of the participant teachers cannot be
considered as appropriate for child-centered education. For example, they stated that
teachers should be passive in a child-centered classroom but an active child does not
mean that the teachers should be the opposite. In child-centered classrooms, the
teacher and children should work collaboratively to achieve educational goals
(McCombs & Whisler, 1997).

In the current study the participant teachers assessed themselves as child-
centered or not rather than emphasizing their practices. When they considered the
characteristics of child-centered education, teachers evaluated themselves as
absolutely child-centered, usually child-centered, both teacher-centered and child-
centered, or teacher-centered. Teachers who defined themselves as absolutely child-
centered said that they preferred being a child-centered teacher because of certain
positive aspects of child-centeredness. For instance, they think that child-centered
education is more successful than teacher-centered education. Also, children are
happier and learn by doing in a child-centered classroom. These characteristics of
child-centered education mentioned by participant teachers are parallel to the related
literature. For example, children who were enrolled in a child-centered (Step by
Step) program were encouraged to make their own choices, to perform responsible
behaviors and to solve their own problems. A parent whose child was enrolled in this
program indicated that these practices made children happier (Cougling, 1996).
Moreover, children were more autonomous and motivated for both academic and
social issues in child-centered programs (Stipek, Feiler, Daniels & Milbum, 1995)
while their independence and choices were supported more in these schools than
traditional kindergartens (Oun, Ugaste, Tuul & Niglas, 2010). Child-centered

programs also had positive effects not only on children’s social-emotional

182



development and intellectual abilities but also on teachers and parents (Turman &
Blatt, 1974). Therefore, child-centered approach is important to increase the quality
of education (Lee, 2006).

Some preschool teachers stated that their practices were usually child-
centered because their plans are flexible and they considered children’s individual
differences such as interests, needs, desires, age and readiness, and decided on some
activities by allowing the children to vote. It can be said that teachers’ self-reported
practices about child-centered education seem appropriate to child-centered
education (NAEYC, 2011). Some participant teachers defined themselves as both
teacher-centered and child-centered. This is similar to response of one participant
teacher in another study who said “I am child-centered however | have teacher-
centered practices due to principal’s expectations or school’s work load such as
meeting” (Kaya and Gilingér Aytar 2012 p. 66). It may be said that teachers
sometimes have dilemma related to child-centeredness and teacher-centeredness.
Thus, it is possible that there is a conflict created by the system in a school which
prevents the teacher from considering themselves to be wholly child-centered.

Some participant teachers assessed themselves as teacher-centered and gave
their reasons such as; child-centeredness decreasing teachers’ performance because
the teacher should be more patient, pay attention and spend more effort on each
child in child-centered classroom. Also, they said that if children could do whatever
they wanted and there was a chaos and discipline problems in a child-centered
classroom. Participant teachers defined some factors related to the classroom such as
workload, background and lack of knowledge, and class size which prevented them
from being child-centered. Also, some teachers stressed that parent’s expectations,
principals’ expectations and limitations prevented them from being child-centered.
The preschool teachers’ reasons which prevented them from being child-centered are
parallel with results of some studies. For example, Giiven (2008) stated that class
size had an important role on application of curriculum and emphasized that large
class size was a big obstacle in implementing a curriculum. Participant teachers in
Brading’s (2003) study reflect the difficulty of using a child-centered curriculum in

public schools. In Murphy’s study (2004), large class size and, the lack of classroom
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equipment and teacher training were emphasized by teachers as the reasons for their
teacher-centered practices.

Some preschool teachers emphasized children’s individual differences such
as interest, abilities, needs, desires and developmental characteristics as being related
to characteristics of child-centered education. Also, some preschool teachers assessed
their own practices as usually child-centered since they considered children’s
individual differences such as interests, needs, desires, age and readiness. Also, they
said that they made decisions based on the children votes and their plans were
flexible. Although there is a consistency between some of the preschool teachers’
beliefs and self-reported practices in this context, for other teachers’ there is a lack of
consistency. For example, some preschool teachers believed that child-centered
education did not mean that children could do whatever they wanted in the
classroom. However, some preschool teachers who assessed themselves as teacher-
centered said that they were teacher-centered because children could do whatever
they wanted and there was a chaos and discipline problems in child-centered
classrooms. Thus, the teachers have certain misunderstandings concerning the actual
meaning of child-centered education. Also, some preschool teachers assessed
themselves as teacher-centered related to chaos and discipline. The responses of the
teachers in the current study were parallel to the findings of Myagmar (2010) who
reported that a child-centered approach was considered undesirable by kindergarten
teachers because of the lack of discipline and morale of a class. Although the Turkish
preschool curriculum is child-centered some preschool teachers’ practices are still
teacher-centered. This is similar to the Ireland where the curriculum is child-
centered, but as reported by Murphy (2004) the teachers have more teacher-centered
practices.

A summary of the participant teachers’ beliefs (Table 5.1), self-reported
practices (Table 5.2) and consistency between them (Table 5.3) are displayed in
Tables 5.1 t0 5.3.
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Table 5.1 Appropriateness of Turkish preschool teachers’ beliefs for child-centered

education
Appropriate Partially Appropriate Inappropriate Not Clear Issues
Relationship Materials & furniture Developmental ~ Movement area/class
Parent involvement Behavior management domains size
Implementation of Assessment Teacher-child
activities Characteristics of child-  ratio
Teacher’s role centeredness
Child’s role Planning of activities

Time management
Learning areas
Decoration of walls
Arrangement of
physical environment

Table 5.2 Appropriateness of Turkish preschool teachers’ self-reported

practices for child-centered education

Appropriate Partially Appropriate Inappropriate
Relationship Assessment Developmental
Learning areas Parent involvement domains
Decoration of walls Teacher’s role Teacher-child ratio
Planning of activities ~ Time management Movement
Implementation of Behavior management area/class size
activities Materials & furniture

Child’s role Arrangement of physical

environment
Characteristics of
child-centeredness

Table 5.3 Consistency between preschool teachers’ beliefs and

self-reported practices

Consistent Partially consistent Inconsistent
Developmental domains Behavior management ~ Teacher-child
Relationship Materials & Furniture  ratio
Parent involvement Arrangement of Movement
Learning areas classroom area/class size
Decoration of walls Assessment Implementation of
Planning of activities ~ Characteristics of activities
Teacher’s role child-centeredness Time management
Child’s role
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As a summary, the findings of the study showed that preschool teachers’
beliefs and self-reported practices about developmental domains, relationship, parent
involvement, learning areas, decoration of walls, planning of activities, teacher’s
role, and child’s role seemed consistent. Also, it could be stated that the teachers’
beliefs and self-reported practices related to behavior management,
materials/furniture, arrangement of classroom, assessment, characteristics of child-
centeredness were partially consistent. However, preschool teachers’ beliefs and self-
reported practices about teacher-child ratio, movement area/class size,

implementation of activities, and time management seemed inconsistent.

5.2 Consistency among five preschool teachers’ beliefs, self-reported and actual
practices

Five preschool teachers were observed in this study and their actual
practices were reported. These teachers’ beliefs, self-reported and actual practices
were compared based on eight themes consisting of the developmental domains,
physical environment, instructional activities, relationship, behavior management,
assessment, parent involvement and child-centered education. Consistency among
five preschool teachers’ beliefs, self-reported and actual practices are summarized
in Table 5.4.
Table 5.4 Consistency among five preschool teachers’ beliefs,

self-reported and actual practices

Consistent Partially consistent Inconsistent
Developmental domains Teacher-child ratio Movement area/class size
Learning areas Security & Shelter Materials & Furniture
Decoration of walls Planning of activities Arrangement of classroom
Behavior management Implementation of activities

Teacher’s role

Child’s role

Time management

Relationship

Assessment

Parent involvement
Child-centered education

As can be seen there was a consistency among five preschool teachers’

beliefs, self-reported and actual practices related to developmental domains. The
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five teachers believe that social-emotional domain should be mostly supported and
their self-reported and actual practices are parallel with their beliefs. This
consistency can be explained by teachers’ initiative in their classrooms since
planning an activity to support any of the developmental domains is directly related
to the teacher and their beliefs are reflected in their practices. Also, it is assumed that
parents’ expectation related to supporting social-emotional domain may be a reason
for teachers’ actual practices (Einarsdottir, 2010; Ozen, 2008; Seving, 2006; Sahin,
Sak & Sahin, 2013).

In relation to physical environment of the classroom, it may be said that
teachers’ Dbeliefs, self-reported and actual practices about learning areas and
decoration of walls are consistent. Consistency related to learning areas may result
from novice preschool teachers becoming aware of the importance of these areas in
the process of their education. However, it should be emphasized that not all the
classrooms have well-designed learning areas containing a large variety of materials.
Therefore, even if learning areas exist the children and teachers may not be able to
use these areas effectively and gain full benefit from them. In terms of the decoration
of walls, it appears that the idea of displaying children’s work is accepted and put
into practice by the preschool teachers in this study. Also, this finding is parallel with
another study by Sahin, Tantekin-Erden and Akar (2011) in which preschool teachers
mentioned that children’s work were exhibited in their classrooms since it has a
positive effect on children and motivates them. However, although it is important
that materials should be at children’s eye level on the wall (Ulutas & Ersoy, 2004) it
was observed that only in one of the five classrooms were the visuals at the eye level
of the children

Teachers’ beliefs, self-reported and actual practices about teacher-child ratio
and, security and shelter seem to be partially consistent with each other. In relation to
the teacher-child ratio, participant teachers believed that there should be lower
teacher-child ratio in the preschool classroom but in their practice this ratio was high.
However, the teacher-child ratio observed in their classrooms was lower than that
reported by the five teachers. This inconsistency between teachers’ self-reported and

actual practices may be a result of the absence of some children since when asked
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about the population of their classrooms, they gave the number of registered
children. However, sometimes child could not attend to class because of their
excuses. Therefore, fewer children might be reported in observations. In terms of
security and shelter, there is a consistency between teachers’ beliefs and their self-
reported practices but the findings related to actual practices differ. Most teachers
believed that a preschool classroom should be safe and also reported that their
classrooms were. However, it was observed that according to accreditation criteria of
NAEYC (2011) only two teachers’ classrooms were safe. Although preschool
teachers have awareness about safety of preschool classrooms, they may not assess
conditions of their classrooms objectively. Since a teacher has been in the classroom
for a long time and had become familiar with the classroom, she may not recognize
some dangerous aspects such as sharp corners of tables and the television on the top
of a high cupboard in the classroom.

There was no consistency between teachers’ beliefs, self-reported and actual
practices about the movement area/class size, materials and furniture, and
arrangement of the physical environment of the classroom. In terms of the movement
area/class size, although all teachers believed that movement area should be large
enough for children to move easily, four of them stressed that there was not sufficient
movement area in their classroom. Also, it was observed that two of participant
teachers’ classrooms had a wide movement area. Although teachers have awareness
about the necessity of large movement area for young children, this inconsistency
may result from external factors such as the conditions of the school rather than the
teacher. Regarding the materials and furniture, teachers may be aware of that
existence of sufficient materials and furniture is important for children’s motivation
and organization of the classroom is important in a child-centered classroom (Karaer
& Kosterelioglu, 2005). However, in parallel with studies in the literature, the
materials and furniture in the five teacher’s classrooms were in poor condition and
not sufficient for the number of children in the classroom (Gol-Guven, 2009; Sahin,
Tantekin-Erden & Akar, 2011). In terms of the arrangement of the physical
environment, there was no consistency between teachers’ beliefs and practices. It can

be said that preschool teachers’ beliefs were not reflected in their practices due to
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factors related to teachers and classroom’s conditions. In relation to teachers, they
may not want to spend more time while arranging their classrooms with children thus
they arranged environment themselves. Furthermore, the physical conditions of
classrooms may prevent them from arranging with children because there are many
fixed cupboards and other furniture in the classrooms.

In relation to the instructional activities, the beliefs and self-reported
practices about the planning of activities generally seem parallel with each other.
However, their actual practices were quite different. Regarding this inconsistency,
one of the most important points was that four of the five teachers had not prepared a
written (printed) plan for the daily activities of their class. This can be interpreted as
their emphasis on considering individual differences in their activity plan contradicts
their practice. Since they used ready plans copied on the internet, it may not be
appropriate for differences and needs of all children and schools in Turkey. It seems
that individual differences of children are ignored because there are some
standardized activities in these plans. In relation to the implementation of the
activities, preschool teachers’ beliefs, self-reported and actual practices seem quite
different from each other. This inconsistency can result from many factors such as
teacher-child ratio, materials, flexibility and the priorities of teachers (Finn &
Pannozzo, 2003; Sahin, Tantekin-Erden & Akar, 2011). Also, regarding the teacher’s
role, it is not possible to confirm that there is a consistency between preschool
teachers’ beliefs and practices. This finding is parallel with a study by Kwon (2004)
in which although the most of participant teachers explained that the teacher’s role
was that of facilitator, it was observed that in practice they were the designer of
children’s activities and the instructor. In relation to child’s role in instructional
activities, there is a consistency between the teachers’ beliefs and self-reported
practices. Although the observed participant teachers emphasized children’s active
participation as their beliefs and self-reported practices, in only one of the classrooms
was the children’s active participation observed. It appears that although the
preschool teachers believed and assumed that children were active in their classroom
in fact they were not. For instance, it was observed that the teachers decided on the

schedule and activities. Despite the children making some suggestions related to
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activities, the teachers tried to complete all the activities in her plan. Furthermore,
sometimes when the children wanted to use different materials or colors for their art
activities the teachers directed them about the color or materials. Moreover, it may be
emphasized that teachers seemed to be unaware of, or were unable to objectively
assess their actual practices in relation to the active participation of children. In
relation to the time management of activities, it can be stated that there was no
consistency among the preschool teachers’ beliefs, self-reported and actual practices.
This inconsistency could result from the teacher’s anxiety of the need to follow
their daily schedule this may be connected to them feeling pressures from parents,
principals and other teachers to complete the activities in their plans.

Regarding relationship, there was no consistency between their beliefs, self-
reported and actual practices but all the teachers emphasized the mutual affection and
respect in preschool classrooms. This may be related to that one of the most
important characteristics of preschool teachers is to love children (Bayhan & Bencik,
2008; Kog, 2012; O’Connor & McCartney, 2007).

When preschool teachers’ beliefs, self-reported and actual practices about
behavior management were compared, it was found that five preschool teachers'
beliefs and self-reported practices were consistent about establishment of rules with
children at the beginning of the school year. However, since the observation of the
teachers was carried during the school year the establishment of rules could not be
observed, thus, it is not possible to compare the consistency of teachers’ beliefs, self-
reported and actual practices. In relation to discipline strategies to prevent or
decrease misbehaviors in preschool classrooms, there was not a complete
consistency. For instance, the five preschool teachers ignored children’s
misbehaviors in their actual practices but none gave it as their self-reported practices.
This may result from teachers’ lack of awareness of some of their behaviors. In terms
of using rewards in the classroom, their beliefs, self-reported and actual practices
were consistent. Therefore, it may be said that participant teachers usually use
rewards to manage children’s behaviors. However, in relation to use of punishment,
it is not possible to confirm the existence of a consistency among teachers’ beliefs,

self-reported and actual practices. Although in their stated beliefs and self-reported

190



practices the teachers did not say that they used punishment in their classrooms, the
classroom observations showed that all five teachers used punishment in their
classrooms. The explanation could be that either teachers are not aware of their
actual practices related to punishment or they do not want to reveal their use of
punishment in their classrooms. Furthermore, the teachers may consider the term
punishment to mean only corporal punishment thus they might not think of time out
as punishment.

In relation to assessment, the preschool teachers’ beliefs, self-reported and
actual practices were not consistent. Although they stressed that they used
observation notes, developmental reports and other forms to assess children in their
classrooms, none expressed their beliefs related to these techniques. Also, it was
observed that all teachers often provided children with feedback about their works
but none of them used these techniques in their classrooms. This situation may be
explained with the participant teachers’ inadequate knowledge about child-centered
assessment and Kandir, Ozbey and Inal (2009) reported that preschool teachers
experienced some difficulties while assessing children.

In relation to parent involvement, there was an inconsistency among teachers’
beliefs, self-reported and actual practices. It may be due to parents’ enthusiasm to
participate in activities and/or teachers’ attitudes to parents. On the one hand,
teachers may want parents to be involved in the educational process in their
classrooms but parents may not come to the classroom for many reasons such as
work load, lack of time and the low self-esteem of parents (Michael, Wolhuter &
Wyk, 2012; Turney & Kao, 2009). In the reverse situation, parents may want to
undertake activities with the children and observe them in the classroom but the
teachers do not want parents in their classrooms. Kaya and Giingdér Aytar (2012)
reported that although Turkish preschool teachers stress the importance of parent
involvement in child-centered education, the researchers did not observe the active
participation of parents in the observed preschool classrooms.

Lastly, preschool teachers’ beliefs, self-reported and actual practices related
to child-centered education were not consistent. Their beliefs, self-reported and

actual practices were differed but it is difficult to explain reasons for this. There is
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also a controversial point which is that it was assumed that novice teachers have
more appropriate child-centered beliefs since they learn about the child-centeredness
characteristics of Turkish preschool programs during their education, however,
Isikoglu, Basturk and Karaca (2009) found that the less experienced teachers in their
study had less child-centered beliefs than the most of the experienced teachers.
Some studies also show that the actual practices of preschool teachers are different
from their beliefs. For example; Korean preschool head teachers stated that child-
centered education was the main aim of preschools; however, their implementation
was not always child-centered (Kwon, 2004). Korean Kindergarten teachers stated
that the National Kindergarten Curriculum was too idealistic and did not consider the
current situation in the kindergarten classroom. Therefore, it may not be possible to
implement this ideal curriculum in crowded and inappropriate physical environment
of the classroom (Kwon, 2004). There seems to be a similar situation in Turkey since
the Turkish preschool program has a many ideal characteristics however, the actual
teacher-child ratio and physical environment of classroom do not allow the full

implementation of the curriculum.

5.3 The role of actual practices on the consistency

When the consistency of 20 preschool teachers’ beliefs and self-reported
practices compared with the consistency of the 5 observed preschool teachers’
beliefs, self-reported and actual practices, there are some similarities and differences
between them. When the consistent themes/sub-themes are compared, there is a
similarity between the 20 preschool teachers’ beliefs and self-reported practices, and
the 5 preschool teachers’ beliefs, self-reported and actual practices related to
developmental domains, learning areas, and decoration of walls. Although the beliefs
and self-reported practices about relationships, parent involvement, planning of
activities, teacher’s role and child’s role are consistent, there is no consistency
between the 5 preschool teachers’ beliefs, self-reported and actual practices except
developmental domains, learning areas, and decoration of walls. The comparison of
consistent themes/sub-themes showed that the consistency rate of the 20 preschool

teachers’ beliefs and self-reported practices higher than the consistency rate of the 5
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preschool teachers’ beliefs, self-reported and actual practices. This may result from
the actual practices. Actual practices of 5 preschool teachers differ from their beliefs
and their self-reported practices about relationship, parent involvement, planning of
activities, the teacher’s role and the child’s role. Therefore, the consistent
themes/sub-themes of the 5 preschool teachers are less than those of the 20 preschool
teachers.

When the partially consistent themes/sub-themes are compared, behavior
management is only common theme between 20 preschool teachers’ beliefs and self-
reported practices and 5 preschool teachers’ beliefs, self-reported and actual
practices. Although there are partial consistency between the 20 preschool teachers’
beliefs and self-reported practices about materials and furniture, arrangement of the
classroom and the characteristics of child-centered education, the 5 preschool
teachers’ beliefs, self-reported and actual practices about teacher-child ratio, security
and shelter, and planning activities seem to be partially consistent. It may be said that
although only behavior management is a common theme, the number of partially
consistent themes/sub-themes of both groups are very similar. Therefore, it can be
said that there are partially consistent situations in both the 20 preschool teachers’
beliefs and self-reported practices and the 5 preschool teachers’ beliefs, self-reported
and actual practices.

When the inconsistent themes/sub-themes are compared, there are similarities
concerning the movement area/class size, implementation of activities and time
management between the 20 preschool teachers’ beliefs and self-reported practices
and the 5 preschool teachers’ beliefs, self-reported and actual practices. The reasons
for the inconsistency may be similar for both groups. For example, the movement
area/class size is not directly related to the teacher. Although there is an
inconsistency between the 20 preschool teachers’ beliefs and self-reported practices
about teacher-child ratio, there is an inconsistency between the 5 preschool teachers’
beliefs, self-reported and actual practices about materials and furniture, arrangement
of classroom, teacher’s role, child’s role, relationship, assessment, parent
involvement and child-centered education. It may be said that the number of

inconsistent themes and sub-themes of the 5 preschool teachers (n=11) is higher than
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the 20 preschool teachers’ number (n=4) due to teachers’ actual practices. The 5
preschool teachers may not put their beliefs into practice because of factors such as
the conditions in the schools, the expectations of parents and the principal, and the
fact that the teachers are unaware of the nature of some of their own practices.

Lastly, although the 20 preschool teachers emphasized some reasons which
prevented them from being child-centered; this was not made clear by the 5
preschool teachers in terms of their beliefs, self-reported and actual practices. When
preschool teachers’ actual practices emerge, it can be seen that the rate of

inconsistent themes/sub-themes increased.

5.4 Implications of the findings

This section presents the implications of the results of the research for
teachers, teacher education programs and Ministry of National Education (MoNE).
Although preschool teachers may have some misunderstandings related to child-
centeredness, each teacher should be aware of their responsibility for the education
of the children in their care therefore, where there are inappropriate practices within
the institution which are not directly related to teachers the classroom teachers can
act to change them. Furthermore, in their own classrooms teachers should be able to
accurately self-assess and then modify their practices where necessary. By reading
current research about preschool education, attending conferences and participating
in in-service training programs teachers can expand their knowledge and find models
to follow. Within their school, teachers can also meet and discuss ways in which to
improve their practices and also to find ways of resolving problems related to the
classroom environment and other issues.

In relation to the pre-service teacher education, it is accepted that teacher
education programs have a major influence on how the prospective teachers gains
content and pedagogic knowledge about their field, and how they formulate their
beliefs and attitudes to their future practices in the classroom. Well-trained early
childhood teachers have a vital role in providing children with quality early
childhood education (Mbugua, 2009). Scott-little, La Paro and Weisner (2006) stated

that teacher preparation program increases the child-centered perspective of the
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prospective teacher candidate. Also, Trepanier-Street, Adler and Taylor, (2007)
found that college students’ beliefs became more child-centered at the end of a
yearlong mentoring program. As reported in findings of the current study, one of the
main reasons that prevented teachers from being child-centered was the teacher
having a lack of training and knowledge related to child-centeredness and principles
of child-centered education. However, the preparation of a teacher not only covers
the theoretical aspect but also includes practical experience in the classroom. In
courses such as curriculum and instruction, child-centered curriculum models should
be presented to preschool teachers and opportunities should be provided them to
practice their knowledge such as creating a curriculum model or syllabus based on an
actual school context. Also, there should be ample opportunity for teacher
candidates to discuss their practical experience in the classroom both formal and
informally with their practicum supervisors and other faculty staff. Furthermore, the
prospective teachers should be encouraged to discuss their classroom practice with
other students. The current study has another implication which is related to child-
centered teacher training. The appropriateness of teachers’ beliefs and self-reported
practices can be increased by training (Heisner & Lederberg, 2011) since people
usually do what they see and experience. If preschool teachers’ beliefs and practices
should be child-centered, then, particularly during their undergraduate years should
be based on the principles of child-centered education (Grove, 2012). For example,
giving students the opportunity to discuss, explain and debate during class,
encouraging them to take responsibility for their own learning and actively
participating in the education program. It should be considered that a teacher-
centered teacher education program cannot enhance teacher candidates’ skills and
attitudes in relation to child-centered education.

There are also implications for MoNE in that it is important to undertake
research to determine the obstacles that prevented preschool teachers from being
child-centered. These obstacles may include physical conditions of schools and
classrooms, pressures places on teachers by principals or parents, the teachers’ lack
of knowledge and misunderstandings related to child-centered education. In terms of

the physical conditions, there should be a code of practice to ensure that all new
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schools are designed to be physically appropriate to child-centered education. Within
the school child-sized, safe and durable materials and furniture should be chosen.

In order to create a child-centered educational environment not only the
teachers but also the principals of preschools should attend in-service training about
child-centeredness thus the school administration would be brought into line with the
principles given in the MoNE preschool curriculum. Moreover, the characteristics of
child-centeredness should be explained with examples in detail in Turkish preschool
curriculum. Lastly, since some principals and education inspectors do not have
sufficient knowledge and practices related to early childhood education in future
MoNE should ensure that all new principals are assigned to preschools firmly based
on their education and experience in preschool education.

As mentioned above teachers need in-service teachers’ education about child-
centered education. Both the experienced and novice teachers may have
misunderstanding about child-centered education. For the older teacher although the
Turkish preschool curriculum has been child-centered since 2002, there are many
teachers with 20 plus years teaching experience who entered the profession before
this new curriculum was implemented and their education may not have included a
focus on child-centred education. Therefore, for both the experienced and novice
teacher as Hindman and Wasik (2008) stress in-service training has important
influence on teachers’ knowledge and beliefs, thus MONE should provide preschool
teachers with in-service training programs about content, teaching strategies and
instructional assessment in child-centered education (Isikoglu, Basturk & Karaca,
2009) and as suggested above the characteristics of child-centeredness together with

classroom examples should be given in Turkish preschool curriculum document.

5.5 Limitations and recommendations

This study examined a group of preschool teachers’ beliefs, self-reported and
actual practices about child-centered education. The findings of this study have made
some contributions to the literature in relation to preschool teachers’ beliefs, self-
reported and actual practices about child-centered education. However, there were

some limitations of current study. Firstly, this study was conducted in Ankara, the
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capital and the second largest city in Turkey, thus, the findings of this study might be
specific to this city however, some results might apply to Turkey overall. Since it
was not the aim of this study to make a generalization, further similar studies could
be carried out in different cities and regions of Turkey. Then it could be possible to
correlate the results of the studies to achieve Turkey wide picture of child-centred
preschool education in Turkey.

In this study, researcher did not ask the teachers about reasons of their
practices. Therefore, preschool teachers’ practices were determined but the reasons
of these practices were not defined. These reasons will provide a better
understanding of teachers’ practices. Therefore, a study could be undertaken to
examine reasons of teachers’ practices..

Another limitation of this study was that the study was only conducted in
public schools. There are both public and private preschool institutions in Turkey and
officially they use the same curriculum. However, private schools sometimes
integrate different approaches into the prescribed Turkish preschool curriculum.
Also, there are differences between public and private preschools in terms of
physical environment, parents’ profiles, and parents’ and principals’ expectations. A
comparative study could be undertaken to examine the effects of these differences on
preschool teachers’ beliefs and practices and to compare the beliefs and practices of
private and public school teachers.

The limited range of teaching experience of the participants is another
limitation in this study. The teachers only had 0-5 years therefore; a replication of
this study could be conducted to understand veteran teachers’ beliefs and practices
related to child-centered education. This would also allow the comparison of novice
and veteran teachers’ beliefs and practices. All the teachers in the current study were
female but there are male preschool teachers in Turkey, a study involving male
teachers’ beliefs and practices in regard to child-centred education could add an
additional perspective to the issue.

Lastly, teachers’ educational level can be considered as another limitation.
All participants of this study graduated from four year university programs however,

there are preschool teachers who graduated from vocational high schools or have
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graduate degrees. Further comparative studies could be implemented to discover
whether the different educational experience has an impact on preschool teachers’
beliefs and practices.

In addition to the above, diversity is one of the important issues in education
nowadays. Respecting and accepting all children with their differences are important
issues in child-centered education. Therefore, Turkish preschool teachers’ beliefs and
practices can be examined based on diversity issues in their classrooms. Also, it
should be stressed that the existence of child-centered curricula are not evidence of
child-centered practices. The role of teachers in child-centered implementation is
crucial. Since teacher candidates’ experiences during their education can be
considered to foundations of the development of their beliefs and practice then the
beliefs and instructional practices of the members of the education faculty can be

examined in relation to child-centered education.
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APPENDICES

APPENDIX A

A.l. Learner-centered principles

A.1.1. Cognitive and Metacognitive Factors

Principle 1: Nature of the learning process. The learning of complex subject matter is
most effective when it is an intentional process of constructing meaning from
information and experience.

Principle 2: Goals of the learning process. The successful learner, over time and with
support and instructional guidance, can create meaningful, coherent representations
of knowledge.

Principle 3: Construction of knowledge. The successful learner can link new
information with existing knowledge in meaningful ways.

Principle 4: Strategic thinking. The successful learner can create and use a repertoire
of thinking and reasoning strategies to achieve complex learning goals.

Principle 5: Thinking about thinking. Higher order strategies for selecting and
monitoring mental operations facilitate creative and critical thinking.

Principle 6: Context of learning. Learning is influenced by environmental factors,
including culture, technology, and instructional practices.

A.1.2. Motivational and Affective Factors

Principle 7: Motivational and emotional influences on learning. What and how much
is learned is influenced by the learner's motivation. Motivation to learn, in turn, is
influenced by the individual's emotional states, beliefs, interests and goals, and habits
of thinking.

Principle 8: Intrinsic motivation to learn. The learner's creativity, higher order
thinking, and natural curiosity all contribute to motivation to learn.

Intrinsic motivation is stimulated by tasks of optimal novelty and difficulty, relevant

to personal interests, and providing for personal choice and control.
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Principle 9: Effects of motivation on effort. Acquisition of complex knowledge and
skills requires extended learner effort and guided practice. Without learners'
motivation to learn, the willingness to exert this effort is unlikely without coercion.
A.1.3. Developmental and Social Factors

Principle 10: Developmental influence on learning. As individuals develop, they
encounter different opportunities and experience different constraints for learning.
Learning is most effective when differential development within and across physical,
intellectual, emotional, and social domains is taken into account.

Principle 11: Social influences on learning. Learning is influenced by social
interactions, interpersonal relations, and communication with others.

A.1.4. Individual Differences Factors

Principle 12: Individual differences in learning. Learners have different strategies,
approaches, and capabilities for learning that are a function of prior experience and
heredity.

Principle 13: Learning and diversity. Learning is most effective when differences in
learners' linguistic, cultural, and social backgrounds are taken into account.
Principle 14: Standards and assessment. Setting appropriately high and challenging
standards and assessing the learner and learning progress-including diagnostic,
process, and outcome assessment-are integral parts of the learning process.”
(McCombs, 2000, p. 6).

223



APPENDIX B

B.1. Interview Questions

1
2
3
4.
5
6

10.

How long have you been working as a preschool teachers?

. Which educational institution and department did you graduate from?

How many children are there in your school?

How many children are there in your classroom?

. Which age group do you teach in the school?

. There are some properties of current Turkish preschool curriculum. Which

one(s) do you remember?

In Turkish preschool curriculum, it is emphasized that “Children’s needs should

be considered”. What do you understand from this statement?

» According to you, what can children’s needs be?

According to you, which developmental domain should be supported mostly in

child centered education? Why do you think so?

» Which developmental domain do you support mostly in your classroom?
Why?

According to you, how should physical environment of classroom be in child

centered education? (Teacher-child ratio, Learning areas, Movement area,

Temperature/lighting/safety, Decoration of walls, Materials/selection of

materials)

» How is physical environment of your classroom? Can you describe it?

A. What criteria should be considered while arranging the classroom?

» What did you consider while arranging your classroom?

A. What criteria should be considered while planning a child centered activity?

» What do you consider while planning a child centered activity?

B. What criteria should be considered while implementing a child centered

activity?

» What do you consider while implementing a child centered activity?

C. How should time of the activity be managed in child-centered education?

» How do you manage the time of the activity in your classroom?

224



11.

12.

13.

14.

15.
16.
17.

D.What should the role of teacher be in child-centered activity?

» What is your role as a teacher in your classroom?

E. What should the role of children be in child-centered activity?

» What is the role of children in your classroom?

How should teacher-child relationship be in child-centered education?

» How is your relationship with the children in your classroom?

How should classroom rules be established and communicated in child-centered

education?

» How did you establish and communicate classroom rules in your classroom?

A. What strategies should be used to prevent children’s misbehaviors in child-

centered education?

» What strategies do you establish and communicate classroom rules in your

classroom?

B. What are the roles of reward and punishment in child-centered education?

» Do you use reward and punishment in your classroom? Can you explain how?

How should children be assessed in child-centered education?

» How do you assess children in your classroom?
A. According to you, what is the importance of process in assessment?

» Do you consider the process while assessing children? How?

What should the role of parents be in child-centered education?

» What is the role of parents in your classroom?

According to you, what is the child-centered education? Can you define it?
Are you teacher-centered or child-centered? Why or why not?

Do you have any other ideas on this subject?
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APPENDIX C

C.1. Observation Protocol of the Study

Date:

Schools:

w N e

&

O N o O

10.

11.
12.

How many children are there in the classroom?
What is the age group of children in the classroom?
How is physical environment of the classroom?
Adult-child ratio,
Learning areas,
Movement area,
Temperature/lighting /safety,
Walls, Materials
Which developmental domains were supported during the activities in the
classroom?
Is there a printed daily plan in the classroom?
How is time of the activity managed in the classroom?
How is teacher-child relationship in the classroom?
What are the teacher’s behavior management strategies in the classroom?
(rewards, punishment, other strategies)
Which assessment techniques are used by teachers to assess children?
Are there parents in the classroom? Is there any parents’ participation in the
classroom?
Is there active participation of children to classroom activities?
Whether children’s interests were considered by teachers during the application

of daily plans?
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APPENDIX D

D.1 Thematic codes of data

Demographic

OKUL ONCESI PROGRAMININ OZELLIKLERI

1) OZELLIKLER: a) cocuk merkezlidir (n=3) P4 S1, P5 S1, P15 S1
b) Amag¢ kazanimlar 6nemlidir (n=2) P1 S1, P4 S1
¢) Aile katilimi1 esastir (n=2) P5 S1, P4 S1
d) 36-72 aylik ¢ocuklara yoneliktir (n=1) P2 S1
¢) Yaraticilik 6n plandadir (n=1) P15 S1
f) Degerlendirme ¢ok yonlidiir (n=1) P17 S1

2) OZELLIK OLMAYAN ama Cocuk merkezlilik ile ilgili
a) Yaglarina uygun (n=2) P1 S1, P17 S1
b) Gelisime 6zelliklerine uygun (n=2) P18 S1, P20 S1
c) ihtiyaglarina uygun (n=2) P4 S1, P7 S1
d) Aktif katilim1 destekleyen (n=1) P11 S1

e) Ilgilerine uygun (n=1) P17 S1
f) Farkli etkinlik tiirleri (n=1) P17 S1

3) HATIRLAMIYOR (n=8) P3S1,P6S1,P9S1, P10 S1, P12 S1, P13 S1,

P14 S1, P19 S1

Q1
Gelisim alanlarinin desteklenmesi (n=14) P1S1, P2 S1, P4 S1, P5
S1, P6 S1, P8 S1, P10 S1,
P11 S1, P12 S1, P15 S1,
P16 S1, P17 S1, P18 S1,
P19 S1
Yetersiz olduklar1 becerilerin desteklenmesi P1S1, P2 S1, P7 S1, P9
(n=5) S1, P19 S1
[72)
§ Oz bakim (n=3) P5S1, P11 S1, P14 S1
c
S | Oyun oynama (n=3) P3S2,P5S1,P8S1
E Bireysel farkliliklarinin g6z 6niinde P7 S1, P9 S1
O | bulundurulmasi (n=2)
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Q2.

S1, P6 S2, P5 S2

Sosyal Duygusal Ozgiiven Eksikligi (n=6) |P1S1, P8S1, P11 S1,
Alan (n=14) P1 S1, P13 S1, P15 S2, P18 S1
P3S2, P5S1, P7 Kendini ifade edebilme P1S2, P7S1, P13 S1,
S1, P8 S1, P9 S1, (n=5) P17 S1, P20 S1
P11 S1, P12 S1, Arkadaslik kurma (n=2) P7 S1, P8 S1
P13 S1, P15 S2, Paylasma (n=2) P8 S1, P12 S1
P17 51, P18 S1, Veli beklentisi (n=1) P8 S1
P19 S1, P20 S1
E Biligsel Alan (n=8) | Aile/Toplum beklentisi P5S2, P9 S1
@ | p1S2, P5S2,P7 | (n=2)
S1,P9S1,P10S1, | Cocugun ihtiyact (n=1) P10 S1
P12 S1, P14 S1, Gelisim i¢in temel alan P16 S1
% P16 S1 (n=1)
_% Ozbakim (n=3) P1 S2, P12 S1, P14 S1
Tg Psikomotor (n=3) P19 S2, P7 S1, P16 S1
qg)_ Dil alanm1 (n=3) P4 S1
§ Hepsi (n=4) P12 S2, P2 S1, P11 S1, P16 S1
O | Sosyal/duygusal alan (n=14) | Oyki/dyki kartlariyla | P19 S1, P18 S1, P4
P1S2,P3S2,P4S1,P7S2, | (n=3) S1
P9 S1, P10 S1, P11 S1, P12 | Drama (n= 2) P19 S2, P4 S1
S1, P13 S1, P15 S1, P17 S1, | Oyun (n=1) P18 S1
P18 S1, P19 S1, P20 S1 Sorumluluk vererek | (n=1)
& | Bilissel Alan (n=3) P16 S1, P12 S1, P7 52
g Psikomotor alan (n=3) P8 Sanat etkinlikleri P8 S1
S1, P2 S2, P19 S2 (n=1)
Ozbakim alan (n=2) P1 S1, P12 S1
Dil Alan1 (n=1) P4 S1
Hepsi (n=4) P16 S1, P13 Yaratict oyun (n=1) P6 S2
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Q3

Physical environment

A) Characteristics of physical environment

(kalabalik)

Codes Beliefs Practice
1/ Less than 10 P10 S2, P16 S1 (n=2)
1/10 P2 S2, P3 S3, P12 S2,
P19 S2 (n=4)
1/15 P12 S2-3, P7 S2, P9 S2,
o P13 S2, P14 S2, P15 S3,
8 P18 S2 (n=7)
=} 1/16-19 P5 S3, P8 S2, P17 S2 P15 S1, P16 S1, P16
= (n=3) S1 (n=3)
= 1/20 P20 S1 (n=1) P1S1, P2 S1, P3S1,
< P12 S1, P13 S1, P19
S1 (n=6)
1/21-25 P4 S1, P5S1, P14 S1,
P20 S1 P6 S1, P7 S2,
P17 S1, P8 S1, P10
S2,P11 S2, P9 S2
(n=11)
Olmal1 / var P2 S2,P5S2,P7S2,P8 | P18 S3, P19 S2, P20
S2,P9P2,P11S2, P14 S2 (n=3)
S1, P16 S1, P17 S2, P18
S2, P19 S2 (n=11)
§ Koseler net ayrilmali/ | P13 S2, P15 S1 (n=2) P13 S2, P15 S1 (n=2)
< ayrilmamis
© | Sinirhi sayida/Belirli P10 S2, P12 S2 (n=2) P12 S2(n=1)
I= koseler olmali/var
§ Sart degil P3 S3, P4 S2 (n=2)
Koseler yeterli degil P6 S2 (n=1)
Degisken koseler P5 S2, P17 S3 (n=2) P10 S2, P15 S3 (n=2)
olmali/ var
Ilgi koseleri YOK P17 S2(n=1)
Genis/ Yeterli hareket | P1 S2, P2 S2, P3 S3, P4 | P19 S2, P20 S2 (n=2)
= olmali/var S2, P5 S3, P6 S2, P7 S2,
o P8 S2, P11 S2, P12 S2,
g o P13 S2, P17 S2, P18
29 S2,P19 S2, P20 S1
< ‘—5 (n=15)
§ Hareket alani yetersiz P1 S3, P2 S3, P3

S3,P4 S2, P5 S3,P7
S3, P9 S2, P11 S2,
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P12 S2, P13 S2, P17
S2, P18 S2, (n=12)

Gilivenli olmali

P20 S1, P4 S2, P7 S2,

2 P12 S2 (n=4)
£ [ Aydinlatma uygun P1S2, P12 S2 (n=2)
= Olmal
< Isinma uygun P2 S2(n=1) P20 S2 (n=1)
*? Olmali/uygun
§ Giivenlik uygun P20 S2 (n=1)
¥ ['Karanlik P20 S2 (n=1)
Cocuklarin galismalar1 | P5 S3, P9 S2, P10 S2, P9 S2, P10 S2, P12
sergilenmeli/Var P11 S2,P12 S2,P17S2 | S2,P19 S2 (n=4)
(n=6)
Gorsel materyaller P7 S2, P8 S2, P13 S2, P20 S2 (n=1)
olmal P15 S3 (n=4)
Duvarlar dikkat P4 S2, P15 S3, P16 S1
dagitmamali (n=3)
% Acik renk duvarlar P17 S2, P18 S2 (n=2)
E Ilgi ¢ekici materyaller | P7 S2, P13 S2 (n=2)
g olmali
2 Panolar ¢ocuk P12 S2 (n=1) P12 S2 (n=1)
g boyunda olmali/Degil
8 Kullanmaya izin P3 S3, P17 S2 (n=2)
O | verilmiyor
Child sized olmali(n=4) P4 S2, P11 S2, P17
S2, P18 S2
Yeterli sayida olmal1 (n=3) P1S2, P3 S3, P13 S2
Ilgi ¢ekici olmali(n=3) P1S2, P17 S2, P18 S2
% Cok amagli olmali(n=2) P11 S2, P17 S2
@ s Cocuklarin tek basina kullanabilecegi | P4 S2, P18 S2
2 T sekilde olmali(n=2)
% 'c% Yas grubuna uygun olmali(n=2) P6 S2, P7 S2
-L; K% Minderler olmali(n=2) P4 S2, P17 S2
c ©
o 5 Ahsap ve kaliteli olmali(n=1) P11 S2
— +— [22]
S s ‘@ | Zengin kiitiiphane(n=1) P1S3
§ 2 & | Bilgisayar ve projeksiyon(n=1) P1S3
2 TV ve CD var, (n=1) P1S3
w Kiitliphane zay1f(n=1) P1S3
Q Materyaller yetersiz(n=1) P3S3
":‘;U Cok amagli materyal az (n=1) P11 S2
& | Agir materyaller (n=1) P12 S2
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Materyaller zengin (n=1)

P10 S2

Selection of materials and Furniture

Beliefs

Ilgi cekici olmasina (n=13)

P1 S3, P4 S2, P5 S3,
P6 S2, P7 S3, P8 S2,
P9 S2, P11 S2, P13

S2, P15 S3, P17 S3,
P18 S3

C. Yas grubuna uygun olmasina (n=7)

P1 S3, P5 S3_P6 S2,
P8 S2, P9 S2, P14 S2,
P16 S1

Cok amacli olmasina (n=7)

P2 S3, P3 S3, P11 S2,
P15 S2, P17 S3, P18
S3, P19 S2,

Giivenli olmasina (n=5)

P1 S3,P8 S2, p9 S2,
P11 S2, P12 S2

Yaraticilig1 desteklemesine (n=4)

P2 S3, P3 S3, P9 S2,
P18 S3

Cocuklar tarafindan kolay/ tek basina

P6 S2, P10 S2, P17

kullanilabilmesine (n=4) S3, P20 S2

Saglikli olmasina (n=3) P1S3, P11 S2, P17 S3
Ahsap olmasina (n=2) P1S3, P17 S3

C. Isteklerine gore (n=2) P5 S3, P13 S2

C. ihtiyaclarina gére (n=2) P3 S3, P7 S3

Cocuklarla beraber se¢ilmeli (n=3)

P11S2, P13 S2, P17
s3

Dayanikli olmasina (n=1)

P9 S2
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B) Arrangment of physical envrionment

Cocuklarla birlikte (n=5)

P3 S4, P7 S3, P10 S2, P12
S3, P13 S3,

Cocuklarin bireysel farkliliklarine gore (yas,
ilgi, yetenek, istek) (n=5)

P14 S2, P15 S3, P2 S3, P1
S3, P3S4

Koselerin uygun ayrilmasina (Sesli-sessiz,

P6 S2, P11 S3, P17 S3,

& | Aydinlik) (n=3)

% Esnek olmasina(n=3) P1S3, P17 S3, P18 S3,

M | Cocuklarin kolay erisimine(n=3) P3S4, P7 S3, P9 S2,
Genis hareket alan1 yaratmaya (n=1) P18 S3,

Kullanim sikligina gore (n=1) P7 S3,

Bireysel ve grup etkinliklerine uygunluguna P1 S3,

(n=1)

Cocuklarin sayilarina (n=1) P4 S2,

Cocuklarin rahat kullanimina/ulagimina (n=6) | P4 S3, P9 S2, P11 S2, P14
S2, P20 S2, P1 S3

Hgi ¢ekici olmasina(n=3) P1 S3, P9 S2, P10 S3,

Esnek olmasina(n=3) P10 S3, P12 S3, P19 S2,

Koselerin uygun ayrilmasina (Sesli-sessiz, P2 S3, P5 S3, P11 S2,

° aydinlik) (n=3)

.2 | Materyal/mobilya sayisina/gesitliligine (n=3) | P2 S3, P15 S3, P3 S4,

& | Oyun/hareket alanini genisletmeye (n=2) P4 S3, P5 S3,

8- | Giinliik plana (n=2) P5 S3, P18 S3,
Ogretmen tarafindan(n=2) P11 S2, P13 S3,
Cocuklarla birlikte diizenlemeye(n=1) P20 S2,

Cocuklarin giivenligine(n=1) P4 S3,
Giinesten en iyi sekilde yararlanmaya P4 S3,
Kaynastirma 6grencisine(n=1) P5 S3,
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Q4

Activities

Cocuklarin ihtiyaglarinin géz P1S1, P2 S1, P3 S1, P4 S1, P5 S1, P7
onilinde bulundurulmasina (n=15) S1,P9S1, P11 S1, P12 S1, P13 S1,
P16 S1, P17 S1, P18 S1, P19 S1, P20
S1
Gelisim diizeyine/6zelliklerine P1 S4, P8 S2, P13 S3, P17 S3
‘G| uygun olmasina (n=4)
g Cocugun ilgi ve isteklerine uygun P3S4, P7 S3, P13 S3
olmasina (n=3)
Cocugun yasina (n=2) P13 S3, P17 S3
Ilgi gekici/eglenceli olmasina (n=2) | P4 S3, P13 S3
Cocugun aktif katilimi(n=1) P6 S3
Grubun 6zelliklerine(n=1) P17 S3
Cocugun aktif katilimi(n=4) P6 S3, P10 S3, P11 S3, P17 S3
Planin esnek olmasia(n=4) P2 S3, P5 S4, P6 S3, P12 S3
Biitiin geligim alanlarini P2 S3, P19 S3, P20 S2
g desteklemesine (n=3)
o Eglenceli/ilgi ¢ekici olmasina (n=3) | P13 S3, P14 S2, P4 S3
Open ended (n=2) P5 S3, P11 S3
Cocuga farkli segenekler P3 S5, P10 S3
sunulmasina (n=2)
Scaffolding (n=2) P11 S3, P17 S3
_§ Yaraticiligi desteklemesine (n=2) P11 S3, P20 S2
3 Bireysel farkliliklar1 P16 S2, P17 Cocugun ilgi ve isteklerine P3 S5-7, P4
81 53 (n=2) S3, P7 S3, P9 S3, P13 S3 (n=5)
Cocugun gelisim 6zelliklerine P8 S2,
P13 S3, P18 S4 (n=3)
Cocugun ihtiyaclarina/merakina gore P9
S2, P11 S3, P15 S4 (n=3)
Cocugun yasina P3 S5, P13 S3 (n=2)
Hazirbulunusluguna P18 S3 (n=1)
Konuya(n=1) P7 S3
Simiftaki materyallere (n=1) P3 S5
Cocuklarin ihtiyaglarinin géz P3 S1, P4 S1, P5 S1, P7 S1, P8 S1, P10
| 6niinde bulundurulmasina (n=7) S1,P138S1
% Cocugun 6zgiir olmasina (n=2) P1 5S4, P8 S2
m
< Open ended(n=1) P5S4
= Cocugun aktif katilimi(n=5) P6 S3, P10 S3, P11 S3, P17 S3, P20 S3
?, Bireysel farkliliklara Cocugun ilgi/istekleri P7 S4, P8 S2, P12
= S3 (n=3)
2 8 Cocugun gelisim dzelliklerine P18 S4
= 3 (n=1)
a Hazirbulunusluguna P18 S3 (n=1)
Cocugun 6zgiir olmasina (n=2) P1 S4, P8 S2
Ogretmenin agiklama yapmasina P1 5S4, P17 S3
(n=2)

233




Farkl1 grup etkinliklerine (bireysel, | P2 S3, P15 S4
biiyiik, kiigiik) (n=2)

Ilgi gekici/eglenceli (n=2) P4 S3, P14 S2
Yaraticilig1 desteklemesine (n=1) P5 S4
Cocugun karar verme siirecine P3 S5
katilmasina (n=1)

Farkl1 6gretim yontemleri (n=1) P16 S2

Roles

Teacher’s role

Rehber olmak (n=13)

P1 S4, P2 S4, P3 S5, P5 S4, P6 S3, P8
S3, P9 S3, P11 S3, P13 S3, P15 S4, P16
S2,P17 S3, P18 S4

Cocugu yonlendirmek (n=9)
(sorularla, yonergeyle, ilgisine
gore)

P3 S5,P5 S4, P8 S3, P9 S3, P11 S3, P14
S2, P15 S4, P18 S4, P19 S3,

Scaffolding (destekleyici)
(n=4)

P1 S4, P10 S3, P12 S3, P18 S4,

Cocuklar cesaretlendirmek

P6 S3, P7 S4, P11 S3,

2 | (n=3)
% Etkinligi P20 S3, P17 S3, P15 S4
o | planlamak/uygulamak (n=3)
Cocuga farkli secenekler P1 5S4, P17 S3
sunmak (n=2)
Gozlem yapmak (n=2) P15 S4, P17 S3,
Ogretmek/ bilgi vermek (n=2) | P9 S3, P11 S3,
Herkesin aktif katilimini P4 S3
saglamak (n=1)
Baz1 seyleri ¢ocugun yerine P1 54,
yapmak (n=1)
Cocugu odiillendirmek (n=6) P1 S4, P4 S3, P10 S3, P12 S3, P13 S3,
P17 S3,
Cocuklar1 motive etmek (n=4) | Cocuklarin ilgisini/dikkatini gekmek
P3 S5, P7 S4, P14 S2, P19 S3, | (n=4)
P5 S4, P11 S3, P15 S4, P18 S4,
Giinliik hayatla baglant1 kurmak (n=2)
P5 S4, P7 S4
§ Etkinlikler arasinda baglanti kurmak
= (n=1)
oS P17 S3,
a

Cocuklarin ilgi/ihtiyaglarina
cevap vermek (n=3)

P2 S4, P3 S5, P15 S4

Rehber olmak (n=4)

P2 S4, P8 S3, P8 S3, P18 S4

Plan yapmak/uygulamak (n=2) | P5 S4, P20 S3
Bilgiyi pekistirmek (n=2) P13 S3, P16 S2
Aktif katilimi desteklemek P3 S5, P5 S4
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(n=2)

(n=1)

Scaffolding (Desteklemek) P15 S4
(n=1)
Cocuklar cesaretlendirmek P15 S4
(n=1)
Farkl1 yontemler kullanmak P11 S3,

Aktif olmak (n=14)

P1 S4, P2 S4, P3 S5, P4 S3, P6 S3, P7
S4, P9 S3, P11 S3, P12 S3, P13 S3, P16
S2,P17 S3, P18 S4, P19 S3

Etkinlige karar vermek/
planlamak/ydnlendirmek (n=5)

P5 S4, P6 S3, P13 S3-4, P18 S4, P20 S3

%) Ogrenmek (n=4) P1 S4, P7 S4, P9 S3, P10 S3
(6]
E‘ Aragtirmak/kesfetmek (n=3) P3 S5, P11 S3, P16 S2
Merak etmek/soru sormak P3 S5, P15 S4
(n=2)
% Eglenmek (n=2) P10 S3, P15 34
= Ozgiir olmak (n=2) P4 S3, P14 S2
i)
6 Aktif olmak (n=7) P1 S4, P2 S4, P4 S3, P8 S3, P9 S3, P12
S3, P16 S2
Ozgiir olmak (n=5) P4 S3, P8 S3, P13 S3, P14 S2, P4 S3
@ Etkinlige karar vermek/ P6 S4, P15 S4-5, P20 S3
.2 | baglatmak/ydnlendirmek (n=3)
& | Arastirmak/gdzlem yapmak P16 S2, P18 S4
e (n=2)
Merak etmek/soru sormak P3 S5
(n=1)
Sorumluluk almak (n=1) P20 S3
Cocuga bagli olmal1 (Dikkat ve P2 S4, P3 S5, P4 S3, P5 S5, P6 S4, P7
istek, zevk alma, motivasyon, 5S4, P11 S3,
gelisim ozellikleri ve diizeyleri) P12 S4, P13 S4, P17 S4, P18 S5
(n=11)
% Siire sinirlamasi esnek olmali (n=7) | P1 S5, P5 S5, P11 S3, P12 S4, P13 $4,
= 5 P14 S2, P17 S4
G| M| Makul/kisa siireli etkinlikler P1 S5, P6 S4
§ belirlenmeli (n=2)
& Ogretmen kontrolii olmali (n=2) P10 S4, P14 S2
(]
GE) Siire sinirl olmali (n=1) P8 S3
-E Etkinligi sonra (smifta) tamamlama | P2 S4, P3 S5, P4 S4, P6 S4, P10 S4, P11
(n=10) S3, P12 S4, P13 S4, P18 S5, P19 S3
§ Siireyi uzatma (n=9) P2 S4, P3 S5, P10 S4, P11 S3, P12 S4,
B P14 S2,
g P16 S2, P17 S4, P18 S5

Siire sinirlamasi esnek (n=8)

P1 S5, P5 S5, P7 S5, P10 S4,P13 S4,P18
S5, P19 S3, P20 S3
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Cocuga bagli (n=8)

P6 S4, P7 S5, P9 S3, P10 S4, P11 S3,
P12 S4, P18 S5

Etkinligi evde tamamlama (n=4)

P4 S4, P5 S5, P6 S4, P13 S4

Siireyle ilgili hatirlatmalar (n=3)

P7 S5, P13 S4, P20 S3

Stire sinirhi (etk. devam etme yok)
(n=1)

P8 S3

Q5

Karsilikl1 sevgi/saygi olmali (n=8)

P1 S5, P4 S4, P5 S5, P7 S5,
P10 S4, P11 S4, P13 S4-S5,
P17 S4

Arkadasca bir iligki olmali (n=6)

P3 S6, P9 S4, P13 S4, P14
S2, P18 S5, P20 S4

Ogretmen rehber olmal1 (n=4)

P2 S5, P5 S5, P7 S5, P18 S5

Ogretmen-gocuk kendini ifade edebilmeli

P2 S5, P3 S6, P4 S4, P13 S5

Relationship

k]
3| (=4)
Ogretmen samimi olmal1 (n=3) P13 S5, P15 S6, P17 S4
Ogretmen adil olmal1 (n=2) P3 S6, P15 S6
Ogretmen rol model olmali (n=2) P7 S5, P15 S6
Esnek olmali (Cok kat1 degil) (n=2) P7 S5, P8 S3,
Ogretmen otorite olmal1 (n=2) P5 S5, P17 S4
C)gretmen saglikli iletisim kurar (n=4) P3 S6, P6 S5, P11 S4, P20 S4
Ogretmen esnektir (Cok kat1 degil) (n=4) P5 S5, P6 S5, P8 S3, P19 S3
Cocugun kendini 6zgiirce ifade etmesi P4 S4, P11 S4, P20 S4
desteklenir (n=3)
Arkadasca/eglenceli bir iliski var (n=3) P9 S4,P11 S4, P19 S3
§ Ogretmen ve ¢ocuklar birbirine saygi P3 S6, P5 S5, P6 S5, P19 S3
g duyar (n=3)

Ogretmen samimidir/ sefkatlidir (n=3)

P10 S4, P13 S5, P7 S5

Ogretmen ¢ocuklarla fiziksel kontak kurar
(sartlam, opme, kucaklama)

P12 S4, P13 S5

Cocuklar 6gretmene giivenir (n=2)

P1 S5, P7 S5

Ogretmen kurallidir /Cocuk 6gretmene
sorarak hareket eder/yonlendirir (n=3)

P2 S5, P6 S5, P2 S5
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Q6

Behavior management

Cocuklarla birlikte olusturulmali (n=9)

P1 S6, P2 S5, P3 S7, P5
S6, P8 S4, P9 S4, P14
S3, P17 S5, P20 S4,

Sene basinda olusturulmali (n=3)

P1 S6, P14 S3, P17 S5,

.‘g Problem/ihtiya¢ durumunda P17 S5, P18 S6,
g olusturulmali(n=2)

Olumlu ve Kisa/net/anlasilir P17 S5, P20 S4,

ctimlelerle(n=2)

Cocugun yasina uygun (n=1) P18 S6,

Esnek olarak(n=1) P18 S6,

Cocuklarla birlikte olustururum P1 S6, P2 S5, P4 S4, P5
=2 (n=14) S6, P7 S5, P8 S4, P9 S4,
< P11 S4, P12 S4, P13 S5,
= P14 S3, P17 S5, P19 S4,
£ P20 S4,

L Cocuklarin P1 S6, P2 S5, P4 S4, P7
deneyiminden/ihtiyaclarindan/ S5, P10 S4, P11 S4, P15
§ rahatsizliklarindan yola ¢ikarak (n=8) | S6, P17 S5,
5 | Sozlesme/anlagsma seklinde (n=7) P1 S6, P3 S7, P9 S4, P11
8 = S4, P18 S6, P19 S4, P20
T 4,
Sene basinda(n=6) P4 S4, P6 S5, P11 S4,
P13 S5, P14 S3, P18 S6,

Cocuklarin yasina uygun olarak (n=3) | P11 S4, P15 S6, P18 S6,

Ogretmen tarafindan (n=3) P6 S5, P16 S2, P18 S6,

Gerekgeleri, sonuglari/yaptirimlar P4 S4, P10 S4, P13 S5,

tartisilarak (n=5) P11 S4,

Kural listesini/sozlesmeyi P1 S6, P3 S7, P4 S4, P5

duvara/panoya asarak (n=7) S6, P9 S4, P10 S4, P19

S4,

Kurallar sik sik hatirlatarak (n=5) P3 S7, P12 S4, P18 S6,
2 P19 S4, P20 S4
§ g Kurallara uyani 6diillendirerek P1 S6, P2 S5, P14 S3,
S| ‘5| (Puan/gigek/yildiz toplama/biriktirme) | P16 S2,

S g (n=4)
g Resimlerle /hikayeyle(n=2) P10 S4, P11 4,
© Drama/oyun ile(n=2) P4 S4, P5 S6

Kurallar hakkinda konusarak (n=2) P6 S5, P8 $4,

Kurallara uymayan1 cezalandirarak P1 S6, P8 S4,

(n=2)

© . |5 Odiil-ceza verilmeli (n=2) P2 S5, P19 S4,
S 2 | B | Cocuklajaile ile gdriismeli (n=1) P4 S4,
» @0 Gormezden gelme (n=1) P20 S4,
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Davranigin nedenini bulma (n=1)

P20 S4

Goriismeler

Cocukla birebir
gbriisme (n=6)

P4 S4, P6 S5, P9 S4,P12
S5, P15 S6, P18 S6,

Veli ile goriisme/ev
ziyareti (n=4)

P4 S4, P11 S5, P12 S5,
P15 S6,

Uzmanla (n=1)

P11 S5,

Odiillendirme (y1ldiz, Tsk mektubu)

P1 S6, P2 S5, P11 S5,

(n=4) P14 S3,
Ceza (n=10) P1 S6, P14 S3, P15 S6,
P16 S3, P18 S6, P19 S4
P4 S4, P6 S6, P7 S6, P19
4,
8| Degisken Cocuga gore P6 S5, P11 S5,
3 (n=2)
g Davranisa gore | P11 S5, P15 S6,
(n=2)
Arkadaslarina Uyartma (n=3) | P10 S5, P11 S5, P20 S4,
Diglatma (n=1) | P1S6
S6z verdirme P9 S4,
(n=1)
Kars1 utandirma | P3 S8,
(n=1)
Gormezden gelme (n=3) P3 S7, P16 S3, P20 S4,
Empati kurdurma (n=3) P6 S6, P15 S6, P20 S4,
Davranisin nedenini aragtirma (n=2) P18 S6, P20 S4,
Duruma uygun drama/6ykii (n=1) P13 S5,
Odiil olmal1 (n=10) P2 S6, P3 S8, P7 S6, P9
w S4, P13 S5, P14 S3, P16
‘@ S3, P17 S5, P18 S6, P19
g S4
Olmamali /gereksiz-faydasiz (n=4) P5 S6, P11 S5, P15 S6,
% P20 S4,
= Maddi Yildiz/sticker/madalya | P1 S7, P2 S6, P5 S6, P7
% adiiller /giilen yiiz S6, P8 S4, P9 S4, P10
§_ 3 (n=15) alma/toplama (n=12) | S5, P11 S5, P12 S5, P17
o £ S5, P18 S7, P19 S4,
< | P Smif bagkan1 segme P5 S6
S |8 (n=1)
g 5 Aileye tesekkiir P1S7
x = mektubu (n=1)
Extra oyun zamani P11 S5,
(n=1)
Duygusal/ Tesekkiir etme/tebrik | P8 S4, P9 S4, P10 S5,
sozel odiiller | etme/aferin (n=4) P11 S5,
(n=11) Opiiciik(n=2) P3 S8, P6 S6,
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Sarilma(n=2) P6 S6, P9 S4
Alkis (n=2) P10 S5, P11 S5,
Giiliimseme (n=1) P3 S8
Cok sik kullantyorum(n=1) P12 S5,
Nadiren kullantyorum(n=1) P15 S6,
Herkese dagitiyorum (n=1) P18 S7

Punishment

Olmamal1 /gereksiz-faydasiz (n=8)

P3 S8, P5 S6, P6 S6, P7
S6, P10 S5, P11 S5, P15

5 S6, P20 S4,
g Kullanilmali ama “ceza” denmemeli P2 S6, P14 S3, P16 S3,
(n=3)
Cocuga tercih gibi sunulmali(n=1) P13 S6,
Ara ara kullantyorum P12 S5,
Arkadaslarina zarar verirlerse P12 S5,
kullantyorum
Etkinlige isteksiz olduklarinda P12 S5,
kullantyorum
§ Mahrum birakma (n=10) P1 S7, P2 Se6, P3 S8, P4
S S5, P6 S6, P7 S6, P9 S4,
g P11 S5, P16 S3, P17 S5,

P18 S7,

Smiftan ¢ikarma

P1S7, P3 S8,

Cocuga bagirma

P11 S5,

Kullantyorum ama farkli isimle (mola-
diisiinme)

P7 S6, P8 S4, P11 S5,
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Q7

Assessment

Siire¢ odakli degerlendirme 6nemlidir
(n=10)

P3 S8, P6 S6, P8 S4, P9 S4,
P11 S5, P13 S6, P16 S3, P18
S8, P20 S5, P4 S5,

Bireysel/cocuga gore degerlendirme
olmali (n=6)

P1S7, P4 S5, P11 S5, P13 S6,
P17 S5, P11 S6,

Kazanim odakli degerlendirme

P5 S6, P7 S6,

v | onemlidir (n=2)
< | Gozlemle degerlendirme yapilmali P11 S6, P13 S6,
© 1 (n=2)

Kazanim degerlendirme formlar1 ve P9 S4, P5 S7, P7 S7,

gelisim raporlar1 gelisim siirecini

degerlendirmek i¢in yeterli degildir

(n=3)

Degerlendirme konusunda yeterli P11 S6,

degiliz (n=1)

Bireysel P1S7, P2 S6, P7 S6, P18 S8,

degerlendiriyorum/karsilagtirmiyorum | P19 S4,

(n=5)

Siiregle ilgili aileyi bilgilendiriyorum P1S7, P5S6, P17 S5,

(n=3)

Cocugu yas ozelliklerine gore P18 S8,

degerlendiriyorum (n=1)

Siniflarin genel degerlendirilmesi P12 S6,

yapiliyor (n=1)

Gozlem notlar1 (n=15) P1 S7, P3 S8, P4 S5, P5 S6-7,
8 P6 S6, P8 S4, P11 S6, P12 S6,
5 P13S6, P15S7,P16S3, P17
o S5, P18 S8, P19 S4, P20 S5

Kazanim degerlendirme formu (n=14)

P2 S6, P3 S8, P6 S6, P7 S6, P8
S4, P9 S4, P11 S6, P12 S6,
P13 S6, P14 S3, P15S7, P17
S5,P18S8, P19 54,

Gelisim raporu (n=10)

P2 S6, P3 S8, P4 S5, P5 S6, P8
S4, P11 S6, P12 S6, P13 S6,
P18 S8, P19 54,

Portfolio/work samples (n=2)

P14 S3,P18 S8, P20 S5

Ailelerin notlar (ailelerle
goriisme/ailelerin gézlem) n=2

P4 S5, P5 S6,
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Q8

Role of parents

Egitim siirecinde velinin rolii/aktif
katilimi 6nemlidir (n=10)

P1S7,P4 S5, P7 S7, P9 S5, P11
S6, P12 S6, P13 S6, P14 S3, P15
S8, P20 S5

Veli destegi/isbirligi onemlidir (n=6)

P1S7, P4 S5, P5 S7, P16 S3,
P17 S5, P19 S4,

Aile formlarla, 6dev ve notlarla
bilgilendirilmelidir (n=4)

P1S7, P13 S6, P17 S5, P20 S5

& | Okul ve ev arasinda tutarlilik P1 S8, P4 S5, P11 S6,
(3]}
= | olmalidir (n=3)
M | Cocugun basarisi i¢in aile katilim1 P15 S8, P18 S8,
onemlidir (n=2)
Cocugun okulu P2 S7, P9 S5,
benimsemesi/motivasyonu i¢in aile
katilimi gerekli (n=2)
Velinin 6gretmenle empati kurmasi P3 S9, P7 S7,
i¢in aile katilim1 6nemli (n=2)
Ailenin aktif katilim1 olmamali(n=1) | P17 S9,
Aiile aktif olarak katilmaz/katilamaz P1 S8, P8 S5, P10 S6, P13
(n=5) S6,P19 S4
Velinin etkinlik disinda sinifa ¢ikmasi | P3 S9, P6 S7,P7 S7,
yasak (n=3)
Veli istediginde sinifa gelebilir(n=2) P12 S6, P15 S8,
Okul aile tutarliligi yok(n=1) P6 S7,
Sanat etkinlikleri (n=13) P2 S7,P3S9, P4 S5, P5 S7, P6
S7,P7S7,P10 S6, P11 S6, P12
n S6, P16 S3, P17 S6, P18 S8, P20
8 S5
= Hikaye okuma (n=9) P2 S7, P3S9, P5 S7, P11 S6,
o P12 S6, P15 S8, P16 S3, P17 S6,

P18 S8§,

Toplantilar/gorusmeler (n=4)

P4 S5, P8 S5, P13 S6, P19 S4,

Mesleki bilgilendirme (n=4)

P9 S5, P17 S6, P18 S8, P20 S5

Oyun etkinlikleri (n=3)

P6 S7, P7 S7, P15 S8,

Deney (n=3)

P10 S6, P12 S6, P15 S8§,

Mutfak etk. (Ekmek/kek) (n=3)

P3 S9, P9 S5, P15 S8,

Gozlem (n=2)

P7 S7, P15 S8,

Etkinlik i¢in malzeme
saglarlar(n=1)

Aile katilim1 var

P1 S8,
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Q9-10

Child-centered education

Hgi ve becerisinin dikkate P1 S8, P7 S7, P8 S5, P9 S5, P16
alindig1 (n=6) S3-34,
= :35’ . P17 S6
2 o0 | [htiyaglarinin dikkate P4 S5, P9 S5, P11 S6, P13 S7,
% g alindi1 (n=6) P16 S3, P19 S5
g i‘ %stelgerinin dikkate alindig1 | P3 S9, P4 S6, P17 S6, P19 S5,
an = n=
8 2 [ Gelisim 6z Dikkate alan | P13 57,
s | @< (=
= Ogretmenin rehber oldugu (n=6) P1 S8, P5S7, P7 S7, P8 S5, P10
= S7, P17 S6
8 Cocugun karar veren/yonlendiren pP5 S7, P7 S7, P10 S7, P12 S7,
oldugu (n=8) P14 S4, P15 S8, P4 S5, P8 S5,
Cocuk aktif 6gretmen pasif (n=6) P10 S7, P11 S6, P12 S7, P15 S8,
P17 S6, P20 S5
Cocuk merkezde/amag/hitap P4 S5, P5 S7, P6 S8, P9 S5, P11
eden(n=6) S6, P15 S8,
Cocugun her diledigini yapmasi P2 S7, P3 S9, P9 S5-6, P17 S3,
demek degil (n=5) P18 S8,
Cocuk o6zgiir/sinir yok/plansiz (n=3) | P8 S5, P15 S8, P19 S5,
Cogunlukla (miimkiin oldugunca) P1 S8, P4 S6, P9 S5, P10 S7, P11
CC (n=7) S7,P12 S7,P13 S7
TC-CC dengede (n=5) P5 S8, P7 S8, P8 S6, P15 S9, P17
S6
Kesinlikle CC P2 S7,P19 S5, | CC, TCdan daha basarili
(n=3) P20 S5 P1 S8, P10 S7,

TCda SY zor ¢iinkii ¢cocuga hitap
= eden etkinlikler yok P4 S6, P12
= S7,

a Cocuk daha zevk aliyor P10 S7
% \S(;lparak yagayarak ogreniyor P10
& Genellikle TC P3 S10, P14 S4, | CC, TC’dan daha ¢ok emek/sabir
(n=4) P16 S3, P18 ister P1 S10
S8, CC 6gretmenin performansini
distiriir P1 S11

CC da Herseyi ¢ocuk yaparsa

toparlamak zor P12 S7,

CC da disiplini saglamak zor

P13 S7,

, | Planlarim1 esnek tutarim (n=5) P2 S8, P8 S6, P9 S5, P18 S8, P19
< g S5,
o

Cocugun bireysel farkliliklarin

P2 S7-8, P4 S6, P5 S8, P6 S8,
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(ilgi/ihtiyag/ istek/yas) dikkate alirim
(n=4)

Cocuklart bir etkinlik i¢in motive
ederim (n=3)

P1S9, P4 S6, P11 S6-7,

Rehberlik ederim(n=2)

P7 S8, P9 S5,

Cocuklarin isteklerini 6diil olarak
kullanirim (n=2)

P1S10, P7 S8,

Oylama yapiyorum(n=2)

P12 S8, P17 S6

Proje caligmalar1 yaparim (n=1) P5 S8,
Cocuga yaptirak 6gretirim (n=1) P9 S5,
Herkese ayni etkinligi P17 S6
yaptirtyorum(n=1)

Plan1 ben kendim yapiyorum (n=1) P5 S8,
Cocugu bir etkinlik i¢in zorlamam P1S9,
ikna ederim (n=1)

Y o6nlendiririm (n=1) P11 S7,
Okula hazirlik etkinliklerini mutlaka | P18 S8,

uygularim (n=1)

Factors that prevent teachers from being child-centered

P5 S8,

Ogretmenin is P1 S11, P5 S8, P7 S9, P13 S3,
yiikii/planlari/schedule (n=6) P17 S6, P18 S8,
Siif mevcudu (n=4) P2 S8, P4 S6, P5 S8, P7 S9, P16
S3,
Ogretmenin egitim/Bilgi eksigi | P8 S5, P11 S7, P15 S2, P16 S4,
_ L0=2)
-E Cocuklarm ozellikleri (yasi, P7 S9, P14 54, P12 S7,
g | backgroundu, motivasyonu)
» | (n=3)
Velinin beklentisi (n=8) P2 S8, P3 S10, P5 S8, P7 S9, P12
S7, P15 S9, P17 S6, P19 S5,
Okul idaresinin P1 S10, P3 S10, P5 S8, P7 S9,
beklentileri/sinirlamasi var P15 S9, P17 S6, P19 S5,
(n=7)
Colleagueslarin etkisi (n=3) P3 S10, P7 S9, P17 S6,
Okulun fiziksel kosullari P3 S10, P5 S8,
= | (kamera) (n=2)
E Amag (¢ocuklari ilkokula P18 S8, P1 S10,
£ | hazirlamak) ve Kazanimlar
» [ (n=2)
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APPENDIX F
TURKISH SUMMARY

TURK OKUL ONCESi OGRETMENLERININ COCUK MERKEZLI
EGiTiM HAKKINDAKI iNANIS VE UYGULAMALARI
1 Giris

Erken ¢ocukluk egitiminin ¢ocuk merkezli olmasi gerektigi fikri yeni degildir
(Moyer, 1987). Cocuk merkezli egitim Jean-Jacques Rousseau’nun calismasina
dayanmaktadir (Saracho & Spodek, 2009). Rousseau (1712-1778) ¢ocuklarin
egitiminin dogal olmasi ve cocugun ihtiyaglarinin goz Oniinde bulundurulmasi
gerektigine inanmaktadir (Rousseau, 1950; Rousseau, 2003). Ge¢misten giiniimiize
egitimciler ¢ocuk merkezli egitimin 6nemini kabul etmelerine ragmen, g¢ocuk
merkezli egitimin belirli bir tanimin1 yapmak giigtiir. Cocuk merkezli egitim farkl
anlam ve kullanimlara sahiptir ve ¢ocuk merkezli olarak kabul edilen bazi kavramlar
(6grenen merkezli, Ogrenci merkezli, c¢ocuk merkezli) birbirlerinin yerine
kullanilmaktadir. Ogrenen merkezli kavram biitiin yaslardaki dgrenenleri kapsarken,
ogrenci merkezli kavrami 6grenenlerin 6grenci oldugu durumlarda kullanilmaktadir.
Cocuk merkezlilik ise ogrenenlerin daha kiigiik ¢ocuklar oldugu durumlarda
kullanilmaktadir. (Ellis, 2004).

Chung ve Walsh (2000) erken cocukluk egitimine iliskin literatiirii incelemis
ve c¢ocuk merkezli egitim kavrammin 40’tan fazla tanimi: bulundugunu
belirlemislerdir. Bu tanimlardan bazilar1 ¢ocuklarin kendi 6grenmelerine iliskin
kararlara katilmalarina odaklanirken, bazilari ¢ocuklarin ilgileri, gelisim diizeyleri ve
bireysel kapasitelerinin gelisimine odaklanmistir. Mogol okul Oncesi egitimcileri
cocuk merkezli egitimi ¢ocuklarin rahatca soru sorabildikleri, yeni seyler
kesfettikleri, diisiincelerini agiklayabildikleri, yaratici diisiindiikleri, kendi baslarina
yeni seyler denedikleri, risk aldiklari, bir seyi nasil yapacaklarma iligkin etkin
secimler yaptiklart bir egitim olarak tanimlamislardir (Myagmar, 2010). Giirkan
(2005) ise ¢ocuk merkezliligi 6gretmenlerin ¢ocuklarin yasini, bireysel 6zelliklerini,
bireysel farkliliklarini, ilgilerini, ihtiyaglarini ve yakin ¢evre 6zelliklerini géz ontinde

bulundurarak sagladiklar1 egitim ortami olarak tanimlamistir. Griebling’e (2009)

246



gore cocuklarin nasil Ogrendikleri hakkindaki arastirma ve teorilere dayanan
uygulamalar ¢cocuk merkezli egitimin odagini olusturmaktadir. Cocuklarin bireysel
ithtiyaclar, ilgileri ve ¢ocuklar arasindaki bireysel farkliliklara saygi ¢ocuk merkezli
egitimin temelidir (Kwon, 2004).

Cocuk merkezli programlar ¢ocugun olumlu sosyal davraniglar kazanmasina
imkan saglamali ve beceri temelli programlardaki digsal motivasyonun yerine daha
cok igsel bir motivasyon saglamalidir (Reio, Maciolek & Weiss, 2002). Cocuk
merkezli bir 6grenme ¢evresi demokratik bir atmosfere sahip olmalidir. Bu
atmosferde ¢ocugun bireysel o6zellikleri, kiiltiirel 6zellikleri ve gelisimsel ihtiyaglar
g6z Oniinde bulundurulur (Dever & Falconer, 2007). Bunlara ek olarak, ¢ocugun
milli degerlerinin yaninda 6zel gereksinimli ¢ocuklarin ihtiyaglari da cocuk merkezli
siniflarda énemlidir (Oun, Saar-ugaste & Niglas, 2008).

Okul 6ncesi 0gretmenleri ¢ocuk merkezli egitimin uygulanmasinda 6nemli
bir faktordiir ¢iinkii ¢ocuk merkezli bir programin uygulanmasinda aktif role
sahiptirler (Bulut, 2008). Ogretmenin ¢ocuk merkezli egitimde bir kolaylastirict
olarak merkezi ve énemli bir rolii vardir (Harmelen, 1998). Ogretmen gdzlemlerine
ve cocuklar ile olan etkilesimine dayanarak ¢ocuklara gerekli olan arag-gerecleri
saglar ve etkinlikleri secer (Niland, 2009). Bunun igin 6gretmen sinifindaki ¢ocuklari
iyi tanimali ve bir etkinligi planlarken cocuklarin ihtiyaglarini, tarzlarimi ve
tutumlarim1 gz oniinde bulundurmahdir (Kendrick & Labas, 2000). Ogretmen
cocuklar ile isbirliginde rehber ve destekleyici olmalidir ki, ¢ocuklar kendilerini
ogrenme siirecinde giivende, mutlu ve basarili hissetsinler (Pang & Richey, 2007).

Oun, Saar-ugaste and Niglas (2008) 6gretmen merkezli egitimden gocuk
merkezli egitime bir gecisin olmasina ragmen halen okul 6ncesi 6gretmenlerinin
bircok uygulamasinin 6gretmen merkezli oldugunu belirtmislerdir. Ornegin, Kwon
(2004) okul oncesi 6gretmenlerinin inanislarini, uygulamalarin1 ve Kore’nin ¢ocuk
merkezli milli programini gozlem, goriisme ve belge analizi yaparak incelemis ve
Kore’nin milli programimin c¢ocuk merkezli olmasma ragmen, Ogretmenlerin
inaniglarinin ve uygulamalarinin ¢ocuk merkezli egitim felsefesinden uzak oldugunu
bulmustur. Irlanda’da uygulanan program otuz yildan fazla bir siiredir gocuk

merkezli oldugu halde, iilke genelinde yapilan arastirmalarda, Ogretmenlerin
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cogunun siniflarinda geleneksel Ogretmen merkezli uygulamalar uyguladiklari
bulunmustur (Murphy, 2004; 2006). Konu merkezli bir yaklasimdan &grenci
merkezli bir yaklagima ge¢mek okul 6ncesi 6gretmenleri i¢in gii¢ olabilir (Maynard
& Chicken, 2010). Bu goriisler Lee ve Tseng’in (2008) “cocugu egitimin merkezine
almak diisiincesi biitiin 6gretmenlerin sdylemlerinde yer almasina ragmen, onlarin
siniflarinda  ne  oldugunu goérmek i¢in  gittiginizde farkli  bir resimle
karsilasacaksiniz... Bir¢cok sinifta halen ¢ocuklara Cince karakterler ve matematiksel
ezberlerin yapildigini géreceksiniz” (p.192) goriisleriyle desteklenmektedir.

Ogretmenler ¢ocuk merkezli egitim hakkindaki goriislerini her zaman
uygulamaya yansitamamaktadirlar. Ornegin, Winsler ve Carlton (2003) g¢ocuk
merkezli olarak kendini tanimlayan Ogretmenlerle goriismeler yaptiktan sonra bu
Ogretmenlerin ¢ocuklara ve diger insanlara karsi davramis ve etkilesimlerini
gozlemlemislerdir. Yapilan aragtirmanin sonunda, Ogretmen uygulamalarinin
goriismelerde 0gretmenlerin belirttikleri gocuk merkezli egitim prensiplerine uygun
olmadig1 bulunmustur.

Bandura (1986) inanislarin insanlarin hayatlarinda aldiklar1 kararlarin en 1yi
gostergeleri oldugunu ve onlarin davraniglarini giicli bir sekilde etkiledigini
vurgulamistir. Kagan (1992) inanislarin 6gretmenin kalbinde yer aldigini ve
ogretmenlerin mesleki hayatlarinda ve simif egitiminin dogasinda 6nemli bir role
sahip oldugunu belirtmistir. Bu yiizden 6gretmen inanis ve uygulamalar1 6gretim
stirecinin iki 6nemli boyutudur (Clark ve Peterson, 1986) ve dgretmenlerin siniftaki
uygulamalar1 onlarin inanislar1 tarafindan etkilenir (Kowalski, Pretti-Frontczak &
Johnson, 2001). Yani inamis ve uygulamalar arasinda bir baglanti bulunmaktadir
(Hart, 2002). Bu yilizden Ogretmenlerin inanis yapilarint anlamak Ogretmenlerin
mesleki hazirlanmalarimi ve 6gretim uygulamalarimi gelistirmek i¢in temeldir
(Pajares, 1992).

En iyi ve uygun uygulamalara iliskin giincel egitim tartismalarinda, ¢ocuk
merkezlilik kaliteli egitim programlarinin ana 6zelligi olarak kabul edilmektedir (Lee
ve Tseng, 2008). Giiniimiizde ¢ocuk merkezlilik tiim diinyada bir¢cok programin
ozelliklerindendir. Tirk okul Oncesi egitim programinda c¢ocuk merkezlilik

programin temel 6zelliklerinden biri olarak yer almaktadir (MEB, 2006).
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2 Yontem

Tirk okul 6ncesi egitim programinda ¢ocuk merkezlilik hem tanimlandigi
hem de agiklanmaya calisildigi halde 6gretmenler bu tanim ve agiklamalar1 farkli
yorumlayabilir ve 6gretmen uygulamalari arasinda bir tutarsizlik s6z konusu olabilir.
Ayni program farkli siiflarda 6gretmenlerin belirli inanislarina bagl olarak farkli
sekillerde uygulanabilir (Munby, 1983). Tiirk okul Oncesi programinin amag ve
kazanimlarina ortak bir ¢ocuk merkezlilik algis1 ve anlayisi ile ulasilabilir. Okul
Oncesi egitime katkida bulunmak amaciyla bu ¢alismada Tiirkiye’deki okul Oncesi
Ogretmenlerinin ¢ocuk merkezli egitim hakkindaki inanis ve uygulamalarinin
belirlenmesi amacglanmistir. Bu calismada asagidaki arastirma sorularina cevap
bulunmaya ¢aligilmistir.

1. Tirk okul 6ncesi 6gretmenlerinin ¢ocuk merkezli egitim hakkindaki inanislari
nelerdir?

2. Tiirk okul 6ncesi 6gretmenlerinin ¢ocuk merkezli egitim hakkindaki kendi
sOylemlerine dayanan uygulamalar1 nelerdir?

3. Tiirk okul 6ncesi 6gretmenlerinin ¢ocuk merkezli egitim hakkindaki gergek
uygulamalari nelerdir?

4. Tiirk okul Oncesi Ogretmenlerinin inanig ve uygulamalar1 arasinda bir
tutarlhilik var midir?

41. Tirk okul oOncesi Ogretmenlerinin ¢ocuk merkezli egitim
hakkindaki inaniglar1 ve kendi sdylemlerine dayanan uygulamalar
arasinda bir tutarlilik var midir?

4.2. Tiurk okul Oncesi Ogretmenlerinin ¢ocuk merkezli egitim
hakkindaki inanislar1 ve gergek uygulamalari arasinda bir tutarlilik var
midir?

Bu caligma nitel bir ¢alisma olup olgu bilimsel arastirma deseni ile Tiirk okul
oncesi 0gretmenlerinin ¢gocuk merkezli egitim hakkindaki inanis ve uygulamalarinin
belirlenmesine c¢alisilmistir. Olgu bilimsel arastirmada katilimcilarin ~ diinya
goriislerini, onlarin yasantilarin1 ve deneyimlerini nasil anlamlandirdiklarmi temel

alarak ortaya koymaya g¢alisilir (Marshall & Rossman, 2006). Calismada Tiirk okul
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Oncesi Ogretmenlerinin ¢ocuk merkezli egitim hakkindaki inanislar1 ve kendi
sOylemlerine dayanan uygulamalarini belirlemek i¢in 20 okul Oncesi 6gretmeniyle
gorismeler yapilmistir. Bu 6gretmenlerin ¢ocuk merkezli egitime iliskin gercek
uygulamalarin1  belirlemek i¢in de aralarindan bes Ogretmeni siniflarinda
gbzlemlenmis ve giinliik planlart ve ¢ocuklarin yaptiklari ¢aligmalar incelenmistir.
Bu c¢alismanin verileri Tirk egitim sisteminde yapilan zorunlu egitime baslama
yasindaki degisikliklerden dnce toplandigi icin, bu ¢alismada okul 6ncesi egitim 3-6
yas grubunu kapsamaktadir.

Calismanin verileri Ankara ilindeki Milli Egitim Bakanligmma bagl bes
bagimsiz anaokulundan toplanmistir. 20 okul Oncesi 0gretmenin tamami 1-5 yil
deneyime sahip Ogretmenlerden secilmis olup mesleklerinin heniiz ilk yillarindaki
Ogretmenlerdir. Katilimeir 6gretmenlerin siniflarinin mevcudu c¢ogunlukla 20 ve
tizerindedir. Bu 20 6gretmen arasinda gozlemlenmeyi goniilliik esasina dayali olarak
kabul eden bes Ogretmenin hepsi lisans mezunu olup, hepsi de okul Oncesi
ogretmenligi boliimiinden mezun olmuslardir.

Bu c¢alismada 6gretmenlerin ¢ocuk merkezli egitime iliskin inanis ve kendi
sOylemlerine dayanan uygulamalarini belirlemek i¢in aragtirmaci tarafindan
hazirlanan ve 17 sorudan olusan bir soru formu kullanilmigtir. Ayrica, 6gretmenlerin
gercek uygulamalarini belirlemek amaciyla yine arastirmaci tarafindan hazirlanan bir
gozlem formu kullanilmis ve ogretmenlerin giinliik planlar ile ¢ocuklarin yapmis
olduklari caligmalar incelenmistir. Verilerin analizine baglanmadan 6nce ses kayitlar
desifre edilmistir. Daha sonra, tiim goriismeler iki arastirmaci tarafindan ayri ayri
birka¢ kez okunmustur. Verilerin analizi i¢in, kelime tekrar1 teknigi kullanilmistir
(Bernard ve Ryan, 2010). Bu teknikte, arastirmacilar, ayr1 ayr1 c¢alisarak
goriismelerdeki 6zgiin ifadeleri listelemislerdir. Ozgiin kavramlar listelenmis ve
ardindan da ne kadar siklikla kullanildiklar1 belirlenmistir. Daha sonra ¢ikarilan
kodlar ortak basliklar altinda toplanmistir. En son asamada da sekiz ana tema ve
bunlarin bazilarina ait alt temalar belirlenmistir.

Bir arastirmanin gecerlilik ve giivenirlik konular1 ¢ok 6nemlidir. Lincoln ve
Guba (1985) giivenirlik kavramini nitel ¢aligsmalar igin kullanmay1 tercih etmislerdir.

Bu c¢alismada calismanin gilivenirligi i¢in farkli yontemler kullanilmistir. Veri
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toplama siirecinden Once arastirmacit ve ikinci bir gozlemci smifin ortamini
o0grenmek ve ortama uyum saglamak icin bir siire sinifta bulunmuslardir. Calismanin
verisi ii¢ farkli kaynaktan olusmaktadir. Yani arastirmaci hem katilimcilar ile
goriismeler yapmis, hem onlar1 smiflarinda gozlemlemis, hem de belgelerini
incelemistir. Son olarak, arastirmaci goriisme kayitlarini desifre ettikten sonra
katilimciya tekrar gondererek cevaplari hakkinda bir daha diisiinmesi, eklemek
istedigi bir sey olup olmadigin1 sormustur. Bu ¢alismada giivenirlik i¢in veri analiz
siirecinde ikinci bir arastirmaci bulunmus ve ¢ikarilan kodlar karsilastirilarak ne
kadar uyumlu olduklar1 hesaplanmistir.

Bu caligmada bazi sinirhiliklar bulunmaktadir. Gorligme yapilan katilimci
sayisinin 20 olmasi ve gozlem yapilan katilimer sayisinin bes olmasi ¢alisma i¢in bir
siirhilik olarak kabul edilebilir. Verinin bes bagimsiz anaokulundan toplanmig
olmast da bir diger smirlilik olarak goriilebilir. Ayrica, verinin tamaminin devlet
okullarindan toplanmis, hi¢ 6zel okul barindirmamasit da bir siirlilik olarak
goriilebilir. Calismanin katilimcilar 1-5 yil deneyime sahip 6gretmenlerden olustugu
icin deneyimli 6gretmenlerin ¢alismada yer almamasi da bir diger sinirlilik olarak
kabul edilebilir. Calismada sadece lisans mezunlarinin yer almasi, lise ve yiiksek
okul mezunlarinin ¢alismada yer almamasi da bir sinirlilik olarak goriilebilir. Son

olarak biitlin katilimeilarin bayan olmasi da bir sinirlilik olarak diisiiniilebilir.

3 Bulgular ve Tartisma

Bu calismada okul 6ncesi 6gretmenlerinin inanis ve uygulamalari,
Amerika’daki Kiiciik Cocuklarin Egitimi Ulusal Dernegi 'nin (National Association
for the Education of Young Children-NAEYC) onay kriterleri gz oniinde
bulundurularak degerlendirilmeye ¢alisilmistir. Yapilan veri analizleri sonucunda

sekiz ana tema ve onlara ait alt temalar belirlenmistir. Bunlar:

1. Cocuklarin ihtiyaglar1 ve gelisim alanlar1
1.1. Cocuklarin ihtiyaglari
1.2.  Cocuklarin gelisim alanlari

2. Smifin fiziksel ¢evresi
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2.1.  Sinifin fiziksel 6zellikleri
2.1.1. Ogretmen-cocuk orani
2.1.2. Ogrenme alanlar
2.1.3. Hareket alani/siif biliytikligi
2.1.4. Givenlik
2.1.5. Duvarlarin diizenlenmesi
2.1.6. Materyaller ve mobilya
2.2. Fiziksel ¢evrenin diizenlenmesi
3. Etkinlikler
3.1.  Etkinliklerin planlanmasi
3.2.  Etkinliklerin uygulanmasi
3.3.  Roller
3.3.1. Ogretmenlerin rolleri
3.3.2. Cocuklarin rolleri
3.4. Zaman yOnetimi
4, Tliskiler

5. Davranig yonetimi

5.1. Kurallar
5.2. Stratejiler
5.3. Odiil

54. Ceza

6. Degerlendirme
7. Anne-baba katilim1
8. Cocuk merkezli egitim
8.1. Cocuk merkezli egitimin 6zellikleri
8.2.  Cocuk merkezli olmay1 engelleyen faktorler
1.1 Tiirk okul oncesi 6gretmenlerinin ¢ocuk merkezli egitim hakkindaki
inanislari
Okul 6ncesi 6gretmenleriyle cocuk merkezli egitim hakkindaki inaniglarini

belirlemek amaciyla yapilan goriismeler sonucunda, okul 6ncesi 6gretmenlerinin bazi
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inaniglarinin  ¢ocuk merkezli egitime uygun, bazilarimin kismen uygun oldugu,
bazilariin ise uygun olmadig1 gorilmiistiir.

Okul oOncesi Ogretmenlerinin iliskiler, anne-baba katilimi, etkinliklerin
uygulanmasi, 6gretmenin rolli, ¢cocugun rolii, zaman ydnetimi, 6grenme alanlari,
duvarlarin ve fiziksel ¢evrenin diizenlenmesine iliskin inaniglart ¢ocuk merkezli
egitime uygun olarak nitelendirilmistir. Ogretmenlerin materyaller ve mobilya,
davranig yonetimi, ¢ocuk merkezliligin 6zellikleri ve etkinliklerin planlanmasina
iliskin inanislar1 ¢ocuk merkezli egitime kismen uygun olarak degerlendirilmistir.
Calismaya katilan okul 6ncesi 6gretmenlerinin gelisim alanlarina ve 6gretmen-gocuk
oranina iligkin inaniglar1 ise cocuk merkezli egitime uygun bulunmamastir.

Literatiirde ¢ocuk merkezli egitimde g¢ocuklarin biitiin gelisim alanlarinin
desteklenmesi gerektigi vurgulansa da, (Kochhar-Bryant & Heishman, 2010) bu
calismaya katilan okul Oncesi O6gretmenleri genellikle bir gelisim alanina (sosyal-
duygusal, bilissel ya da psikomotor alan gibi) vurgu yapmislardir. Bu bulgu,
Kowalski, Pretti-Frontczak ve Johnson’in (2001) ve Lee’nin (2006) c¢alismalari ile
tutarlilik gostermektedir. Ayrica, bu calismadaki Ogretmenler oOzellikle sosyal-
duygusal alana odaklanmislardir ki; bu durumun da veli beklentileriyle iliskili oldugu
disiiniilmektedir (Sahin, Sak & Sahin, 2013).

Okul oncesi  Ogretmenlerinin  6grenme  alanlarma ve  duvarlarin
diizenlenmesine iliskin inaniglarinin g¢ocuk merkezli egitime uygun olmasinin,
katilime1 68retmenlerin mesleki kidemleri ile iliskili oldugu diistiniilmektedir.
Katilimcilar yeni mezun olmus 6gretmenlerdir ve mesleki deneyimleri 1-5 yil
arasinda degismektedir. Bu nedenle de, lisans egitimleri siiresince Tiirk okul oncesi
egitim programi ve bu programin 6zelliklerine uygun olarak cocuk merkezli egitim
konusunda bir farkindalik edinmis olmalar1t miimkiindiir.

Okul 6ncesi 6gretmenlerinin hareket alani/sinif biiytlikliigiine iligskin inaniglar
cocuk merkezli egitime uygunluk agisindan degerlendirilmek i¢in yeterince agik ve
anlasilir goriilmemistir. Ogretmenler, smifin genis ve yeterli alaninn olmasi
gerektigi gibi ifadeler kullanmiglardir. Bu ifadeler goreceli olabileceginden bir

degerlendirme yapmak icin yeterli olduklar1 diistiniilmemektedir.

253



Okul oncesi O0gretmenleri, fiziksel ¢evrenin diizenlenmesine iligkin, ¢ocuk
merkezli egitime uygun inanslar belirtmislerdir. Ornegin 6gretmenler, cocuklarin
materyallere kolay ulagsmalar1 i¢in uygun diizenleme yapilmasi, 6grenme alanlarinin
birbirinden uygun bir sekilde ayrilmasi, sinifta, cocuklara ilging gelen materyallerin
bulunmasi ve materyal ve mobilyalarda cesitliliginin saglanmasi gerektigini
belirtmislerdir (NAEYC, 2011).

Katilimc1 6gretmenlerin etkinlikler hakkindaki inanislari, ¢ocuk merkezli
gorinmekle beraber, cocuk merkezli egitimle ilgili bazi Onemli noktalarin
vurgulanmadig1 goz ardi edilmemelidir. Oregin, NAEYC (2011), giin icerisinde
hem smif hem de bahge etkinliklerinin uygulanmasi gerektigini vurgulamaktadir.
Fakat katimec1 Ogretmenlerden hicbiri  bahge etkinliklerinin — gerekliligini
vurgulamamustir. Benzer bir sonug¢ olarak, Gol-Giiven (2009) de ¢alismasinda, Tiirk
okul Oncesi 6gretmenlerinin giinliik planlarinda bahge etkinliklerinin yer almasina
ragmen, giin igerisinde bu etkinliklerin uygulanmadigini belirlemistir. Katilimci
Ogretmenlerin mesleki kidemlerinin 1-5 yil araliginda olmasi ve liniversitelerden yeni
mezun olmus olmalarindan dolayr ¢ocuk merkezli egitime iliskin bilgi sahibi
olmalarinin etkinliklerde ¢ocugun roliine iligkin inanislarinin ¢ocuk merkezli egitime
uygun olmasinda etkili rol oynadigi diistintilmiistiir.

Calismaya katilan okul 6ncesi 6gretmenleri, 6gretmen ve ¢ocuklar arasinda,
giivenli bir atmosferde karsilikli sevgi ve saygiya dayali bir iliskinin olmasi
gerektigini belirtmislerdir. Ogretmenlerin bu konudaki inamslar, NAEYC’nin
(2011) kriterleriyle de ortiismektedir. Okul 6ncesi 6gretmenlerinin kii¢lik cocuklar ile
calisma isteklerini etkileyen en Onemli faktorlerden birinin ¢ocuklar1 sevmeleri
(Ozsoy, Ozsoy, Ozkara ve Memis, 2010) oldugu diisiiniildiigiinde de, 6gretmenlerin
bu konudaki inanislar1 anlasilabilmektedir. Katilimc1 Ogretmenlerin, davranis
yonetimiyle ilgili olarak, sinif kurallarin1 ¢ocuklar ile birlikte olusturma konusundaki
inaniglart  ¢cocuk merkezli egitime uygun iken, 0Odill ve ceza ydntemlerini

kullanmalarinin ¢ocuk merkezli egitime uygun olmadig: diisiiniilmektedir.
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1.2 Okul oncesi 6gretmenlerinin cocuk merkezli egitim hakkindaki kendi
soylemlerine dayanan uygulamalari

Okul oncesi ogretmenleriyle cocuk merkezli egitim hakkindaki kendi
sOylemlerine dayanan uygulamalarin1 belirlemek amaciyla yapilan goriismeler
sonucunda, okul Oncesi Ogretmenlerinin kendi sOylemlerine dayanan bazi
uygulamalarinin ¢ocuk merkezli egitime uygun, bazilarinin kismen uygun,
bazilarinin da uygun olmadigi goriilmistiir. Okul Oncesi dgretmenlerinin iliskiler,
O0grenme alanlari, duvarlar, etkinliklerin planlanmasi, etkinliklerin uygulanmasi ve
cocugun roliine iligskin kendi sdylemlerine dayanan uygulamalarinin ¢ocuk merkezli
egitime uygun oldugu bulunmustur.

Okul 6ncesi 6gretmenlerinin degerlendirme, anne-baba katilimi, 6gretmenin
rolii, zaman yOnetimi, davranis yonetimi, materyal ve mobilyalar, fiziksel ¢evrenin
diizenlenmesi, ¢ocuk merkezliligin 6zelliklerine iligkin kendi s6ylemlerine dayanan
uygulamalar1 kismen ¢ocuk merkezli egitime uygun olarak degerlendirilmistir. Okul
Oncesi 6gretmenlerinin gelisim alanlari, 6gretmen-cocuk orani ve hareket alani/sinif
biiytikliigiine iliskin kendi sdylemlerine dayanan uygulamalarinin ise ¢ocuk merkezli
egitime uygun olmadig1 goriilmiistiir.

Okul Oncesi Ogretmenlerinin  6gretmen-¢ocuk oranina iliskin  kendi
sOylemlerine dayanan uygulamalarmin ¢ocuk merkezli egitime uygun olmamasinin
Tiirkiye’deki sinif mevcutlariyla ilgili oldugu diistiniilmektedir. Tirkiye’deki devlet
okullarinda bir smifta iki 6gretmen veya 25 ¢ocuktan az simif mevcudu bulmak
oldukca giictiir (Gol-Giiven, 2009; Temel, Akin, Acar Vaizoglu, Kara, Kara, Halas et
al., 2006).

Okul oOncesi Ogretmenlerinin materyal ve mobilyalara iliskin kendi
sOylemlerine dayanan uygulamalar1 kismen ¢ocuk merkezli egitime uygun olarak
kabul edilmektedir ¢linkii 6gretmenler NAEYC’nin (2011) onay kosullarinda
belirtilenlerin bazilarin1 kendi uygulamalariyla iliskili olarak belirtmemislerdir.
Ornegin 6gretmenler siiflarinda kum ve su bulundugunu belirtmemislerdir.

Okul Oncesi Ogretmenlerin biiyiik ¢ogunlugu kat1 ve sert olmadiklarini
belirtmelerine ragmen bazi 6gretmenler siniflarinda ¢ocuklarin onlardan izin almalar

gerektigini belirtmislerdir. Bu durum bazi katilimci 6gretmenlerin siniflarinda bir
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otorite sahibi olmak istediklerinden (Sahin, Erden ve Sak, 2011) ve izin verme
aslinda onlarin otoritelerinin bir gostergesi oldugundan bu tiir uygulamalara gittikleri
distintiilmektedir.

Okul o6ncesi 6gretmenlerinin biiyiik ¢cogunlugu simif kurallarint ¢ocuklar ile
birlikte belirlediklerini belirtmislerdir. Bu bulgu Pala (2005) ve Akar, Tantekin-
Erden, Tor ve Sahin (2010) tarafindan yapilan c¢alismalar ile benzerlik
gostermektedir.

Katilimc1 6gretmenlerin biiyiik ¢cogunlugu anne-babalarin siniflarinda sanat,
hikaye okuma, oyun, pisirme ve meslegini tanitma gibi baz1 etkinliklere katildiklarini
belirtmelerine ragmen bazi 6gretmenlerin siniflarinda da anne-babalar sadece aktivite
icin gelmekte ve yeterince ilgilenmemektedirler. NAEYC’nin (2011) kriterleri
diisiiniildiiglinde anne-babanin sinif i¢i etkinliklere katiliminin énemi vurgulanirken,
baz1 Ogretmenlerin sinirlt olarak katilmalarinin ¢ocuk merkezli egitime uygun
olmadig diistiniilmektedir.

Okul o6ncesi 6gretmenlerinin bazilar1 kendilerini kesinlikle ¢ocuk merkezli
olarak goriirken, bazilar1 genelde ¢ocuk merkezli, bazilar1 hem 6gretmen merkezli
hem de cocuk merkezli, bazilar1 da 6gretmen merkezli olarak tanimlamislardir.
Kendilerini kesinlikle ¢ocuk merkezli olarak degerlendiren &gretmenlerin ¢ocuk
merkezli egitimin belirli olumlu o6zelliklerinden dolayr kendilerini  boyle
degerlendirdikleri diisiiniilmektedir. Bu 0&gretmenler ¢ocuk merkezli egitimin
ogretmen merkezli egitimden daha basarili oldugu ve g¢ocuklarin ¢ocuk merkezli
egitimde daha mutlu olduklarma inandiklar1 bulunmustur. Ogretmenlerin bu
inanislar1 Cougling’in (1996) calismasiyla da desteklenmektedir. Kendilerini genelde
cocuk merkezli olarak tanimlayan o6gretmenler planlarimin esnek olmasindan ve
cocuklarin  bireysel farkliliklarim1  1ilgilerini, ihtiyaglarini, yaslarini, hazir
bulunusluklarin1 g6z 6niinde bulundurmalarindan ve de ¢ocuklarin isteklerini oylama
yoluyla etkinliklere karar vermelerinden dolay:1 kendilerini genelde ¢ocuk merkezli
olarak tamimladiklar1 belirlenmistir. Kendilerini hem 6gretmen merkezli hem de
ogrenci merkezli olarak degerlendiren 6gretmenlerin bu degerlendirmeleri Kaya ve
Glingor Aytar (2012) tarafindan yapilan arastirma ile benzerlik gostermektedir. S6z

konusu arastirmanin katilimcilarindan biri “Ben 6grenci merkezliyim ancak benim
S g

256



O0gretmen merkezli uygulamalarim da bulunmaktadir. Okul miidiiriiniin beklentileri
ve toplantilar gibi okula ait is yiikliniin ¢oklugundan dolayr 6gretmen merkezli
uygulamalar da yapmaktayim” demistir (Kaya ve Glingér Aytar, 2012, p.66).
Kendilerini 6gretmen merkezli olarak degerlendiren O6gretmenler cocuk merkezli
egitimde 6gretmenin daha sabirli olmas1 gerektigi, her cocugun dikkatini ¢ekmek i¢in
daha fazla ¢aba harcayacagi gibi nedenlerden dolay1r 6gretmen merkezli olduklarini
belirtmiglerdir. Ayrica bu Ogretmenler, eger sinifta her ¢ocuk istedigini yaparsa
sinifta bir karmasa ve disiplin sorunu olacagini belirtmislerdir.

Katilimcr 6gretmenler yogun is yiiklerinin olmasini, ¢ocuk merkezli egitim
hakkindaki bilgi ve deneyim eksikliklerinin olmasini ve kalabalik sinif mevcudunun
olmasini onlarin ¢ocuk merkezli olmalar1 6niindeki engeller olarak belirtmislerdir.
Ogretmenlerin bu nedenleri baska arastirmacilar tarafindan da desteklenmektedir.
Giiven (2008) kalabalik sinif mevcudunun programi uygulamada dnemli bir engel
oldugunu belirtmistir. Brading’in (2003) calismasindaki Ogretmenler devlet
okullarinda ¢ocuk merkezli bir programin uygulanmasinin gii¢ oldugunu
belirtmislerdir. Murphy’nin (2004) calismasindaki 6gretmenler kalabalik smif
mevcudunu, materyal eksikligini ve yetersiz Ogretmen egitimini §gretmen
merkezlilik i¢in sebepler olarak belirtmislerdir. Tiirk okul dncesi egitim programi
cocuk merkezli oldugu halde bazi okul 6ncesi 6gretmenlerinin bazi uygulamalar
halen 6gretmen merkezlidir. Bu durum Irlanda’daki durumla benzerlik
gostermektedir ¢iinkii irlanda’nin programi da ¢ocuk merkezli oldugu halde Murphy

(2004) dgretmenlerin 6gretmen merkezli uygulamalari oldugunu bulmustur.

1.3 Okul oncesi oOgretmenlerinin inamis ve kendi sdylemlerine dayanan
uygulamalar1 arasindaki tutarhihk
Okul o6ncesi 0gretmenlerinin gelisim alanlari, iliskiler, anne-baba katilima,
O0grenme alanlari, duvarlar, etkinliklerin planlanmasi, 6gretmenin rolii ve ¢ocugun
roliine iligkin inanis ve kendi sdylemlerine dayanan uygulamalar1 arasinda tutarlilik
oldugu goriilmiistiir. Okul 6ncesi 6gretmenlerinin davranis yonetimi, materyal ve
mobilya, sinifin diizenlenmesi, degerlendirme ve ¢ocuk merkezliligin 6zelliklerine

iligkin inamig ve kendi sOylemlerine dayanan uygulamalari arasinda kismen bir
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tutarlilik oldugu bulunmustur. Okul 6ncesi 6gretmenlerinin dgretmen-cocuk orant,
hareket alani/sinif biiytikligi, etkinliklerin uygulanmasi ve zaman yonetimine iligkin
inanis ve kendi sOylemlerine dayanan uygulamalar1 arasinda bir tutarsizlik oldugu
goriilmiistiir. Caligmadaki 6gretmenlerin cogunlugu sosyal-duygusal gelisim alaninin
desteklenmesi gerektigi ve kendi siniflarinda da bu gelisim alanin1 desteklediklerini
belirtmeleri baglangigta tutarlilik baglaminda olumlu bir durum gibi algilansa da
aslinda sadece bir gelisim alanin desteklenmesi ¢ocuk merkezli egitim felsefesiyle
ortlismemektedir.

Okul 6ncesi 6gretmenlerinin dgretmen-cocuk oranina iliskin inanig ve kendi
sOylemlerine  dayanan uygulamalarinin  tutarsiz  olmasinda  Ogretmenlerin
siiflarindaki ¢ocuk sayisini belirlemede bir insiyatiflerinin olmamasmin etkili
oldugu diisiiniilmektedir. Ozelliklede Tiirk hiikiimetinin okul oncesi dénemdeki
okullagsma oranini arttirmaya yonelik ¢alismalart sinif mevcudunun yiiksek olmasinin
bir diger sebebi olabilir (Tirkiye Cumhuriyeti Resmi Gazete, 2006).

Okul o6ncesi 6gretmenlerinin etkinliklerin planlanmasina iligskin inanis ve
kendi sdylemlerine dayanan uygulamalarinin tutarli olmasinda planlama siirecinin
dogrudan Ogretmenin kendisiyle ilgili bir durum olmasmin etkili oldugu
diisiiniilmektedir. Okul Oncesi 6gretmenlerinin 6gretmenin roliine iliskin inanis ve
kendi sdylemlerine dayanan uygulamalar1 ¢ogunlukla tutarli olarak goriilmiistiir.
Ogretmenlerin  ddiillendirmeyi bir &gretmen gorevi olarak gérmeleri disinda,
tutarlilik ile ilgili bir problem goériilmemistir.

Katilimcr 6gretmenlerin gilinliik planlarinda yer alan biitiin etkinlikleri
uygulama konusunda endiselenmelerinin zaman yonetimine iliskin inanis ve kendi
sOylemlerine dayanan uygulamalar1 arasinda tutarsizlia sebep oldugu
distintilmiistiir.

Okul oncesi 6gretmenlerinin iligkiler hakkindaki inanis ve kendi sdylemlerine
dayanan uygulamalart arasinda bir tutarlilblk bulunmasi Ogretmenlerin geng
ogretmenler olmalarina baglh olarak kendi simiflarinda ¢ocuklar bir is ortagi olarak
gorebildikleriyle agiklanabilir. Bu bulgu Lee ve Tseng (2008) tarafindan yapilan
calismadaki bir katilimcinin sdyledikleriyle de ortiismektedir. Lee’nin ¢alismasindaki

en geng¢ Ogretmen “ Ben kendimi ¢ocuklarimla bir is ortagi gibi gorliyorum ancak
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calistigim okuldaki baz1 yashh Ogretmenler bu sekilde kendilerini rahat
hissetmiyorlar” demistir (Lee ve Tseng, 2008; p.192).

Katilimc1 6gretmenlerin kurallarin olusturulmasi ve 6diil hakkindaki inanis ve
kendi sdylemlerine dayanan uygulamalari birbirleriyle tutarli iken ceza konusunda
tutarli olmadiklar1 gériilmiistiir. Ogretmenlerin biiyiikk ¢ogunlugu mola denilen
cocugu etkinlikten bir siireligine ¢ikarmayi ceza olarak kullanmaktadir. Bu bulgu
Akar, Tantekin-Erden, Tor ve Sahin (2010) tarafindan yapilan ¢alismayla benzerlik
gostermektedir. Onlarin ¢alismasinda da katilimci 6gretmenlerin cezayi gereksiz
olarak gordiikleri halde mola vermeyi ¢ok fazla kullandiklari bulunmustur.

Okul oOncesi ogretmenlerinin gocuklari bireysel olarak degerlendirme ve
gozlem teknigini kullanmaya iliskin inanmis ve kendi sOylemlerine dayanan
uygulamalar1 tutarlilik gostermektedir. Ancak amaglara ve gelisim raporlarina
dayanan degerlendirme formlar1 ¢ocugun gelisim siirecine odaklanmadigindan
dolayi, cocuk merkezli egitime uygun goriinmezken, ogretmenler genelde bu
formlar1 kullandiklarin1 belirtmislerdir. Bu tutarsizligin sebebi Milli Egitim
Bakanligimin  (MEB, 2006) 0&gretmenlerden beklentileriyle iliskili oldugu
distiniilmektedir.

Okul Oncesi Ogretmenlerinin anne-baba katilimina iliskin inanis ve kendi
sOylemlerine dayanan uygulamalarinin tutarli olmasi, Tiirk okul Oncesi
ogretmenlerinin kaliteli bir okul dncesi egitimin saglanmasinda dgretmen ve anne-
baba arasinda gii¢lii bir iligkinin bulunmasi gerektigi (Mbugua, 2009) konusunda

farkindalik sahibi olmalariyla iligkili oldugu diisiintilmektedir.

1.4 Bes okul oOncesi Ogretmeninin inam§, kendi sdylemlerine dayanan
uygulamalar ve gercek uygulamalar arasindaki tutarhhik
Okul oncesi dgretmenlerinin gelisim alanlari, 6grenme alanlar1 ve duvarlar
hakkindaki inanig, kendi sdylemlerine dayanan uygulamalar1 ve gercek uygulamalari
arasinda tutarlilik oldugu goriilmiistiir. Okul 6ncesi 6gretmenlerinin dgretmen-gocuk
orani, giivenlik, etkinliklerin planlanmas1 ve davranig yonetimine iliskin inanig, kendi
sOylemlerine dayanan uygulamalart ve ger¢ek uygulamalari arasinda kismen

tutarlilik oldugu bulunmustur. Okul Oncesi Ogretmenlerinin hareket alani/sinif
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biiyiikliigii, materyal ve mobilyalar, sinifin diizenlenmesi, etkinliklerin uygulanmasi,
Ogretmenin rolii, gocugun rolii, zaman yonetimi, iliskiler, degerlendirme, anne-baba
katitlmi1 ve c¢ocuk merkezli egitime iliskin inanis, kendi sdylemlerine dayanan
uygulamalar1 ve gercek uygulamalari arasinda bir tutarsizlik oldugu bulunmustur.

Okul 6ncesi 0gretmenlerinin desteklenmesi gereken gelisim alanlarina iligkin
inanis, kendi sdylemlerine dayanan uygulamalar1 ve ger¢ek uygulamalari arasinda bir
tutarlilik bulunmustur. Bes katilimci 6gretmen ¢ogunlukla sosyal-duygusal alani
vurgulamiglardir. Bu tutarlilikta Ogretmenlerin etkinlikleri planlama asamasinda
kendi insiyatiflerini kullanabilmelerinin yani kendi inanislarina uygun etkinlikleri
planlayabilmelerinin etkili oldugu disiiniilmektedir. Ayrica, anne-babalarin
ogretmenlerden gocuklariin sosyal-duygusal gelisimlerini desteklemeleri yontindeki
beklentilerinin de Ogretmenlerin gercek uygulamalar {izerinde etkili oldugu
diisiiniilmektedir (Einarsdottir, 2010; Ozen, 2008, Seving, 2006; Sahin, Sak & Sahin,
2013).

Okul 6ncesi 0gretmenlerinin 6grenme alanlar1 ve duvarlar hakkindaki inanis,
kendi sOylemlerine dayanan uygulamalari ve gercek uygulamalari arasinda bir
tutarlilk oldugu bulunmustur. Ogrenme alanlartyla ilgili tutarhilikta dgretmenlerin
mesleki kidemlerinin az yani yeni Ogretmenler olmalarina bagli olarak &grenme
alanlarin  6nemini kavramis olmalarmin etkili oldugu disiiniilmektedir.
Ogretmenlerin siniflarinda iyi diizenlenmis ve materyal bakimindan zengin 6grenme
alanlarmin var olmasi her zaman onlardan gerekli sekilde yararlandiklari anlamina
gelmeyebilir. Cocuklarin ¢aligmalar1 katilimc1 6gretmenlerin siniflarinda duvarlarda
sergilenmektedir. Sahin, Tantekin-Erden ve Akar (2011) tarafindan yapilan
calisgmada da g¢ocuklarin motivasyonunu arttirma ve olumlu etkilerinden dolay1
cocuklarin ¢aligmalarimin duvarlarda sergilendigi belirlenmistir. Ancak Ulutas ve
Ersoy’un (2004) gorsel materyallerin cocuklarin gbz hizasinda sergilenmesi
gerektigini vurgulamalarina ragmen sadece katilimci bir smifta buna uyuldugu
gorilmiistiir.

Okul o6ncesi 6gretmenlerinin 6gretmen-¢ocuk oranina ve giivenlige iliskin
inanig, kendi sdylemlerine dayanan uygulamalar1 ve gercek uygulamalari arasinda

kismen bir tutarlilik bulunmaktadir. Katilimer 6gretmenler bir 6gretmene diisen
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cocuk sayisini kendi smiflarindaki ¢ocuk sayisindan daha az olarak belirtmislerdir.
Ogretmen-cocuk oranma iliskin tutarsizhgin bir sebebi 6gretmenlerin  kendi
siniflarindaki ¢ocuk sayisini sOylerken kayitli 6grenci sayisini sOylemeleri ancak
smif gozlemlerinde ise sinifta gesitli sebepler ile gelmeyen ¢ocuklarin var olmasina
bagli olarak oOgretmenlerin belirttikleri sayidan daha az ¢ocuk oldugunun
gbzlemlenmis olmasidir. Ogretmenler sinifin giivenli olmasi gerektigini ve kendi
siiflarin1 da gilivenli olarak nitelendirmelerine ragmen yapilan sinif gézlemlerinde
sadece iki sinifin giivenli olduguna karar verilmistir. Baz1 siniflarda sivri, zarar verici
koseler, ile bir sinifta diisme ihtimali olan bir televizyonun olmasi gibi durumlar
gozlemlenmistir.  Bu konuda Ogretmenlerin kendi smiflarim1 nesnel olarak
degerlendirmedikleri diisiiniilmektedir.

Okul oncesi Ogretmenlerinin hareket alani/simif biiyiikligli, materyal ve
mobilyalar, sinifin fiziksel ¢evresinin diizenlenmesi hakkindaki inanig, kendi
sOylemlerine dayanan uygulamalar1 ve gercek uygulamalari arasinda bir tutarsizlik
oldugu bulunmustur. Bes okul Oncesi Ogretmeni cocuklarin rahat hareket
edebilmeleri i¢in sinifin genis hareket alanina sahip olmasi gerektigini belirtmelerine
ragmen dort tanesi kendi siniflarinin yeterince genis olmadigini belirtmistir.
Ogretmenlerin genis hareket alanmnin olmasi konusunda bir farkindaliklarmin
olmasma ragmen kendi smiflarinin genis olmamasi1 dogrudan 6gretmen ile ilgili
olmayip okulun kosullariyla ilgili oldugu diisiiniilmektedir. Katilimc1 6gretmenler
yeterli materyal ve mobilyanin c¢ocuklarin motivasyonunu arttirdigi ve smifin
diizenlenmesinin ¢gocuk merkezli egitim i¢in 6nemli oldugu (Karaer & Kosterelioglu,
2005) konusunda bir farkindalik sahibi olmalaria ragmen kendi siniflarinin materyal
ve mobilya konusunda yetersiz oldugu gozlemlenmistir. Bu bulgu Tirkiye’de
yapilmis diger ¢alismalar ile de benzerlik gostermektedir (Gol-Giiven, 2009; Sahin,
Tantekin-Erden & Akar, 2011). Okul 6ncesi 6gretmenlerinin sinifin diizenlenmesine
iliskin inanislar1 ile uygulamalari tutarsizdir. Bu tutarsizlikta gretmenlerin siniflarinm
diizenlerken c¢ocuklar ile birlikte diizenlemeyi ¢ok fazla zaman kaybi olarak
gormelerinden dolayr kendileri tarafindan diizenlemeyi tercih etmelerinin etkili
oldugun diisiinilmektedir. Ayrica bazi smiflarda sabit mobilyalarin yerlestirilmis

olmasinin da dgretmenlerin siniflarini diizenlemelerini engelledigi diisiiniilmektedir.
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Okul 6ncesi 6gretmenlerinin etkinlikler hakkindaki inanis, kendi sdylemlerine
dayanan uygulamalar1 birbirine ¢ok yakin oldugu halde gercek uygulamalarinda
farkliliklar oldugu goriilmiistiir. Bes 0gretmenden dort tanesinin yazili bir gilinliik
plana sahip olmadigi anlasilmistir. Ogretmenler giinliik planlarda bireysel
farkliliklarin g6z oniinde bulundurulmasi gerektigine inanmalarina ragmen hazir plan
kullaniyorlar. Hazir planlar tiim Tirkiye’de uygulanmak ig¢in hazirlandiklarindan
bolgesel ve Dbireysel farkliliklart g6z Oniinde bulundurmalar1 miimkiin
goziikmemektedir. Ogretmenlerin etkinliklerin uygulanmasma iliskin inanis, kendi
sOylemlerine dayanan uygulamalar1 ve gercek uygulamalarinin birbirinden ¢ok farkl
olmasi1 6gretmen-cocuk orani, materyaller, esneklik ve Ggretmenlerin Onceligiyle
(Finn & Pannozzo, 2003; Sahin, Tantekin-Erden & Akar, 2011) iligkili oldugu
diisiiniilmektedir. Etkinlikler siiresince dgretmenlerin roliine iliskin bir tutarliliktan
s0z etmek oldukca giictiir. Bu bulgu Kwon (2004) tarafindan yapilan ¢alisma ile
benzerlik gostermektedir. Kwon’un c¢alismasinda 6gretmenler kendi rollerini
kolaylastirict olarak belirttikleri halde uygulamalarinda etkinlikleri tasarlayan ve
egitimci olduklar1 gozlemlenmistir. Okul Oncesi Ogretmenlerinin etkinliklerde
cocugun roliine iligkin inanis, kendi sdylemlerine dayanan uygulamalari birbirine cok
yakin oldugu halde gercek uygulamalarinda farkliliklar oldugu goriilmiistiir.
Ogretmenler inanis ve kendi sdylemlerine dayanan uygulamalarinda ¢ocugun aktif
katilmimi vurguladiklart halde sadece bir smifta ¢ocuklarin aktif katilimi
gozlemlenmistir. Bu durum o6gretmenlerin ¢ocugun aktif katilimmna iliskin bir
farkindalik sahibi olmalarina ragmen kendi uygulamalarinda her seye kendilerinin
karar verme isteginde olmalarinin, planindaki tiim etkinlikleri uygulamaya
calismalarinin ve cocuklara farkli secenekler sunma ile ugrasmak istememelerinin
etkili oldugu diisiiniilmektedir. Zaman yonetimi konusunda okul Oncesi
ogretmenlerinin inanig, kendi soOylemlerine dayanan uygulamalar1 ve gercek
uygulamalar1 arasinda bir tutarsizlik oldugu goriilmistir. Bu tutarsizlikta
ogretmenlerin giinliik akis igerisinde glinliik planlarindaki biitiin  etkinlikleri
uygulamalar1 konusunda okul miidiirii, anne-babalar ve diger 6gretmenler tarafindan

bir baski altinda tutulmalarinin etkili oldugu diistiniilmektedir.
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Okul o6ncesi 0gretmenlerinin iliskiler hakkindaki inanis, kendi sdylemlerine
dayanan uygulamalar1 ve ger¢ek uygulamalar1 arasinda bir tutarlilik belirlenmemistir.
Ancak biitiin 6gretmenler okul oncesi siiflarinda karsilikli sevgi ve sayginin olmasi
gerektigini vurgulamislardir. Bu durum okul oncesi 6gretmenliginin temelinde
cocuklart sevmenin yattigi (Bayhan & Bencik, 2008; Kog, 2012; O’Connor &
McCartney, 2007) ilkesiyle ortiismektedir.

Okul oOncesi Ogretmenlerinin davranis yonetimi hakkindaki inanig, kendi
sOylemlerine dayanan uygulamalar1 ve ger¢ek uygulamalar karsilastirildiginda, okul
oncesi 0gretmenlerinin sinif kurallarini ¢ocuklar ile birlikte egitim 6gretim yilinin
basinda belirlemek konusundaki inanis ve kendi sdylemlerine dayanan uygulamalari
tutarlilik gostermektedir. Ancak dgretmenlerin gozlem siiresi egitim Ogretim yilinin
basini kapsamadigindan o6gretmenlerin  bu konudaki gergek uygulamalar
gbzlemlenememistir. Okul oncesi 0gretmenlerinin istenmeyen davranislart onleme
konusundaki inanmis ve uygulamalar1 bir tutarlilik gostermemektedir. Ormegin bes
okul Oncesi Ogretmeni c¢ocufun istenmeyen davranisini goérmezden gelmek
gerektigini belirtmelerine ragmen kendi sdylemlerine dayanan uygulamalariyla ilgili
olarak hi¢ biri bu yontemden bahsetmemistir. Bu durum Ogretmenlerin aslinda
yaptiklar1 bazi uygulamalar hakkinda farkindalik sahibi olamayabilecekleriyle iligkili
oldugu diisiiniilmiistiir. Ogretmenlerin 6diil vermek konusundaki inamislari, kendi
sOylemlerine dayanan uygulamalar1 ve gergek uygulamalar1 arasinda bir tutarlilik
oldugu bulunmustur. Bu bulgudan hareketle bes 0Ogretmenin de siniflarinda
davraniglart  yonetmek i¢in Odiile bagsvurduklar1 sOylenebilir. Okul Oncesi
ogretmenlerinin ceza kullanimina iliskin inaniglari, kendi sdylemlerine dayanan
uygulamalar1 ve ger¢ek uygulamalari arasinda bir tutarlilik bulunmamistir. Bes
O0gretmenin hepsi cezayr smiflarinda kullanmadiklarini inamiglarinda ve kendi
sOylemlerine  dayanan uygulamalarinda  vurgulamalarina ragmen  gercek
uygulamalarinda hepsinin de cezay1 kullandiklar1 gézlemlenmistir. Bu durumun ya
ogretmenlerin yaptiklart bazi uygulamalar hakkinda farkindaliklarinin olmamasiyla
ya da cezayr kullandiklarma dair bir ifadeyi kullanmak istememeleriyle ilgili

olabilecegi distliniilmistiir. Ayrica 6gretmenlerin ceza kavramiyla sadece bedensel
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bir cezay1 anlamis olabilecekleri, yani mola verme gibi bir uygulamay1 ceza olarak
gormemeleri de bu durumun bir sebebi olabilir.

Okul oncesi Ogretmenlerinin degerlendirmeye iliskin inamiglari, kendi
sOylemlerine dayanan uygulamalar1 ve gercek uygulamalari arasinda bir tutarlilik
bulunmamustir. Ogretmenler, gdzlem notlari, gelisim raporlar1 ve degerlendirmeye
iliskin diger formlar1 kullandiklarini belirtmis olsalar da &gretmenlerin hi¢ biri
bunlar1 inanislarini ifade ederken belirtmemislerdir. Etkinler siiresince ¢ocuklara geri
doniit verdikleri gozlemlenmis oldugu halde Ogretmenlerin bahsedilen teknikleri
kullandiklar1 gériilmemistir. Bu durum, Kandir, Ozbey ve inal (2009) tarafindan da
belirtildigi gibi, okul oncesi 6gretmenlerinin degerlendirmeye iliskin bazi giicliikler
ile karsilagsmalarindan kaynakli olabilir.

Bes okul 6ncesi 6gretmeninin anne-baba katilimina iliskin inanislari, kendi
sOylemlerine dayanan uygulamalar1 ve gercek uygulamalari arasinda bir tutarlilik
bulunmamistir. Bu durumun 6gretmenlerin anne-baba katilimina iligkin tutumlari
veya anne-babalarin  katilim  konusundaki  istekleriyle iliskili  oldugu
diisiiniilmektedir. Ogretmen anne-baba katilimmna karsi olumlu bir tutum iginde
olabilir ancak anne-babalar, is yiiklerinin ¢oklugundan, zaman eksikliginden, 6z-
giivenlerinin eksikliginden ve bilgi eksikliklerinden (Michael, Wolhuter & Wyk,
2012; Turney & Kao, 2009) kaynakli sebeplerden dolayr sinifa gelmek
istemeyebilirler.

Okul o6ncesi 0gretmeninin ¢ocuk merkezli egitime iliskin inanislari, kendi
sOylemlerine dayanan uygulamalar1 ve gercek uygulamalari arasinda bir tutarlilik
bulunmamistir. S6z konusu tutarsizligr bir sebebe dayandirmanin oldukca giic
olacag diistiniilmistiir. Ancak, yeni mezun 6gretmenlerin lisans egitimleri siiresince
cocuk merkezli egitim hakkinda daha fazla bilgi sahibi olmalarindan dolay1 daha
fazla ¢ocuk merkezli egitime uygun inaniglarinin olacagi diisiiniiliirken, Isikoglu,
Bastiirk ve Karaca (2009) deneyimli 6gretmenlerin yeni 6gretmenlerden daha fazla
cocuk merkezli inanisa sahip olduklarimi ortaya koymuslardir. Yapilan bazi
calismalar Ogretmenlerin gergek uygulamalarinin onlarin inanislarindan farkli
oldugunu géstermistir. Ornegin, Kwon (2004) Koreli dgretmenlerin ¢cocuk merkezli

egitimin, okul Oncesinin temel amaci oldugunu belirtmelerine ragmen
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uygulamalarinin  her zaman c¢ocuk merkezli olmadigint bulmustur. Koreli
ogretmenler milli programlarinin ¢ok fazla ideal oldugu ve anaokullarindaki mevcut
durumu g6z Oniinde bulundurmadigini belirtmislerdir (Kwon, 2004). Ayni durum
Tiirkiye i¢in de sOylenebilir. Tiirk okul 6ncesi egitim programi bir¢ok ideal 6zellige
sahip oldugu halde, uygulamadaki o6gretmen-cocuk orani ve smiflarin fiziksel
Ozellikleri, bu programin tamamen uygulanmasin1 miimkiin kilmamaktadir.

Son olarak 20 okul 6ncesi 6gretmeninin ¢ocuk merkezli egitime iliskin inanig
ve kendi soylemlerine dayanan uygulamalar1 ile bes 6gretmenin ¢ocuk merkezli
egitime iliskin inamig, kendi sOylemlerine dayanan uygulamalari ve gergek
uygulamalar1 sekiz tema ve onlarin alt temalarina dayanarak karsilastirildiginda
gercek uygulamalarin yapilan karsilagtirmalara dahil olmasindan dolay: tutarsiz tema
ve alt tema sayisinda bir artig oldugu gozlenmistir. Yani, okul dncesi 6gretmenlerinin

gercek uygulamalar tutarsizlik ihtimalini artirabilmektedir.

4 Oneriler

Okul oncesi Ogretmenlerinin ¢ocuk merkezli egitim hakkinda bazi yanlis
anlamalart olmasina ragmen, Ogretmenlerin ¢ocuk merkezli olmayan bazi
uygulamalart dogrudan 6gretmen ile ilgili degildir. Okul 6ncesi 6gretmenleri okul
Oncesi egitim ile ilgili giincel aragtirmalar1 okuyarak, konferanslar1 dinleyerek ve
hizmet i¢i egitimlere katilarak cocuk merkezli egitim hakkinda bilgilerini arttirabilir
ve nasil bir yol izlemeleri gerektigi konusunda kendilerini gelistirebilirler. Gorev
yaptiklar1 okuldaki diger 6gretmenler ile goriis aligverisinde bulunarak fiziksel ¢evre
ve diger konularla ilgili problem durumlara ¢oziimler gelistirebilirler.

Ogretmenlerin ¢ocuk merkezli olamamalariyla ilgili belirttikleri sebeplerden
bir tanesi de cocuk merkezli egitim hakkinda yeterince bilgi sahibi olamamalar1 ve
bu konuda deneyimlerinin olmamasidir. Okul Oncesi Ogretmeni yetistiren lisans
programlarinin 6gretmen adaylarmi ¢ocuk merkezli egitim programlar1 hakkinda
bilgilendirmeleri ve staj uygulamalarinda ¢ocuk merkezli uygulamalar yapma firsati
bulmalarin1 saglamasinin yararli olacag diisiiniilmektedir. Ayrica, O6gretmen
merkezli bir lisans egitiminin ¢ocuk merkezli 6gretmenler yetistirmesi ¢ok gercekgi

goziikmemektedir.
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Okul oncesi 6gretmenleri gocuk merkezli olamamalariin bir diger sebebi
olarak da okulun fiziksel kosullarini belirtmislerdir. Milli Egitim Bakanlig1 yeni
yapilacak okul Oncesi egitim kurumlarinin fiziksel o6zelliklerini ¢ocuk merkezli
egitim felsefesine uygun diizenlemeli, siniflarda ve okulda ¢ocuk boyunda, giivenli
ve dayanikli materyal ve mobilyalar tercih edilmelidir. Bu ¢aligmadaki okul 6ncesi
ogretmenleri okul miidiirlerinin uyguladiklari baskinin da onlar1 ¢ocuk merkezli
olmaktan alikoydugunu belirtmislerdir. Okul miidiirleri okul 6ncesi egitim alan1 ve
ozellikle de ¢ocuk merkezli egitim konusunda yetersiz olduklarindan, Milli Egitim
Bakanligi’'nin bundan sonra okul oOncesi egitim kurumlarma yapacagi midiir
atamalarinda okul 6ncesi egitim alanindan olma ve ¢ocuk merkezli egitim konusunda
hizmet i¢i egitim alma gibi kosullart 0One c¢ikarmasinin yararli olacagi
diistiniilmektedir. Gerek okul miidiirlerinin, gerekse deneyimli ve meslege yeni
baslayan okul Oncesi 6gretmenlerinin ¢ocuk merkezli egitim ile ilgili hizmet igi
egitimlerden  yararlandirilmasinin =~ olduk¢a  gerekli ve yararli  olacag
diistiniilmektedir.

Bu konuda yapilacak baska c¢aligmalar Tiirkiye’nin farkli sehir ve
bolgelerinde yapilarak Tirkiye’de ¢ocuk merkezli egitimin daha genis bir resmi
cizilebilir. Ayrica hem devlet hem de 6zel okul 6ncesi egitim kurumlarinda benzer

caligmalar yapilabilir.
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TEZ FOTOKOPISI iZIN FORMU
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TEZIN TURU : Yiiksek Lisans poktora 1N

. Tezimin tamamindan kaynak gosterilmek sartiyla fotokopi alinabilir.

. Tezimin i¢indekiler sayfasi, 6zet, indeks sayfalarindan ve/veya bir

boliimiinden kaynak gosterilmek sartiyla fotokopi aliabilir.

. Tezimden bir bir (1) y1l siireyle fotokopi alinamaz. -
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