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ABSTRACT

EARLY CHILDHOOD PRE-SERVICE TEACHERS' PERCEPTIONS OF PLAY

CIFTCI, Ezgi
M.S., The Department of Elementary and Early Childhood Education, Early
Childhood Education
Supervisor: Assist. Prof. Dr. Serap SEVIMLI CELIK

September 2022, 136 pages

The purpose of this study is to investigate early childhood pre-service teachers’
perceptions of play. Also, their perceptions of play in relation to play course
enrollment was examined. The study was a mixed method research and designed as
an explanatory sequential design. In the quantitative part of the study, the Play
Perception Scale was conducted, and the data was collected from 242 early
childhood pre-service teachers from different years of study. In addition, the
quantitative data was analyzed with the chi-square test of independence. On the other
hand, in the qualitative part, the semi-structured interviews conducted with 24 early
childhood pre-service teachers which attended in the first part of the study. The
qualitative data was analyzed with content analysis method. The results revealed that
pre-service teachers were aware of the features, functions, and importance of play.
Also, their perceptions about teacher involvement in play and planning playtime
indicated a difference in terms of play course enrollment. Play course enrollment
influenced pre-service teachers’ play perceptions positively. As a result, play

perceptions of pre-service teachers were affected by their play course enrollment
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either little or more. The results also pointed out the inefficiency of play course in
terms of practical implications. For this reason, the study provided implications for
higher education.

Keywords: Early childhood education, pre-service teachers, play perceptions, play



0z

OKUL ONCESI EGITIMI OGRETMEN ADAYLARININ OYUN ALGILARI

CIFTCI, Ezgi
Yiiksek Lisans, Temel Egitim, Okul Oncesi Egitimi Boliimii
Tez Yéneticisi: Dr. Ogr. Uyesi Serap SEVIMLI CELIK

Eyliil 2022, 136 sayfa

Bu c¢alismanin amaci, okul Oncesi egitimi Ogretmen adaylarinin oyun algilarim
incelemektir. Ayn1 zamanda, oyun dersine katilimin katilimcilarin oyun algilarini ne
diizeyde etkiledigi arastirilmistir. Arastirma karma yontem arastirmast olup
aciklayict sirali desende tasarlanmistir. Arastirmanin nicel kisminda, Oyun Algisi
Olgegi uygulanmis ve farkli sinif diizeylerinde kayith 242 okul 6ncesi 6gretmen
adayindan veri toplanmustir. Ayrica nicel veriler ki-kare bagimsizlik testi ile analiz
edilmistir. Nitel boliimde ise arastirmanin ilk boliimiine katilan 24 okul Oncesi
Ogretmen aday1 ile yar1 yapilandirilmis goriigmeler yapilmistir. Nitel veriler igerik
analizi yontemiyle analiz edilmistir. Sonuglar, Ogretmen adaylarinin oyunun
ozellikleri, islevleri ve Oneminin farkinda olduklarini ortaya koymustur. Ayrica
Ogretmenlerin oyuna dahil olma ve oyun zamanimi planlama konusundaki algilari,
oyun dersine katilim agisindan farklilik gostermistir. Oyun dersine katilim, 6gretmen
adaylarinin oyun algilarin1 olumlu yonde etkilemistir. Sonu¢ olarak, Ogretmen
adaylarmin oyun algilari, oyun dersine katilim agisindan az veya ¢ok etkilenmistir.

Ayrica, sonuglar pratik uygulamalar agisindan oyun dersinin yetersizligine isaret
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etmistir. Bu nedenle, c¢alismanin yiiksek Ogretim i¢in alana katki saglanmasi

hedeflenmistir.

Anahtar Kelimeler: Okul 6ncesi egitimi, 6gretmen adaylari, oyun algisi, oyun
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CHAPTER 1

INTRODUCTION

In this chapter, the background of the study, the statement of the problem, the
significance of the study, the purpose of the study, and the research questions were
presented respectively. Also, the definitions of terms used in the current study were

addressed.

1.1. Background of the Study

Play, which is one of the fundamental rights of children, is a complicated term to
define (Johnson et al., 1999). In general, play is defined as any behavior shaped by
children's needs, intrinsic motivation, enjoyment requests, and free choices (Johnson
et al., 1999). Besides, the American Academy of Pediatrics (2018) also reported that
play requires active participation, fun, and willingness. Gray (2017) declared that
play consists of contradictions. It is a serious, imaginative, spontaneous, and childish
activity, yet at the same time, it is surrounded by rules, and it takes place in adult life
too (Gray, 2017). Moreover, play is a cornerstone for child development. Anderson-
McNamee and Bailey (2010) clarified that play has many benefits for children. It
supports children's whole development in the physical, cognitive, and socio-
emotional domains. It promotes children's language and communication skills,
creativity, and imagination and provides environments where learning occurs
(Anderson-McNamee & Bailey, 2010; Weisberg et al., 2013). Additionally, play
results in entertaining discoveries and gaining 21%-century skills like creativity,
problem-solving, and cooperation (Yogman et al., 2018). Nonetheless, Frost (2012)
stated that although there are many benefits of play for children's learning and

development, play loses its value in educational settings.
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According to Frost (2012), children's play culture has been changing because of the
changes in society, technology, and educational, political, and environmental issues.
Weber (1984, as cited in Sherwood & Reifel, 2010) stated that teacher-directed
activities began to take the place of a play-based kindergarten curriculum in the early
1930s. Children's playtime decreased with the gaining importance of academic
content in the early childhood curriculum in the 1990s (Miller & Almon, 2009;
Sherwood & Reifel, 2010). Especially after the No Child Left Behind Act (NCLB)
was signed in the USA in 2002, education accountability has increased. According to
the accountability systems of NCLB (2002), states can set their own educational
goals, including long-term and short-term or specified goals, to decrease inequalities
between the students from different states and backgrounds. Additionally, children
have to achieve high-stakes tests in math, reading, writing, and science by third grade
and reach standards specified by the government (NCLB, 2002). These high-stakes
tests and industrial school models negatively affected children's play in classrooms
(Miller & Almon, 2009; Sherwood & Reifel, 2010). Patte (2010) asserted that play
durations of children were reduced, eliminated, or altered to prepare children for
high-stakes tests. Moreover, the lack of teachers' knowledge about when, how, and to
what extent play is integrated into the early childhood classrooms is another reason

for to decrease in play (Fesseha & Pyle, 2016).

Bennet et al. (1997) asserted that lack of knowledge is not the only problem in
decreasing playtime and quality. The lack of space and time, expectations of parents
and administrators, and crowded classrooms are other factors that influence the
duration and the quality of play. According to the studies (Ashiabi, 2007; Lynch,
2015; McLane, 2003), the majority of teachers believe the importance of play, value,
and the advantages of play. However, they cannot support it because of the limited
time, limited resources, and academic pressures (Lynch, 2015; Zhulamanova &
Raisor, 2020). Similar to the studies (Ashiabi, 2007; Lynch, 2015; McLane, 2003),
Sherwood and Reifel (2010) concluded that teachers believe that play is valuable and
contributes to children’s development and learning, directly or indirectly. However,
Vu et al. (2015) stated that although teachers believe in the value of play for child

development and learning, they have challenges in participating in and expanding



play. They also emphasized a massive gap between teachers' beliefs about play and
their actual classroom practices.

As discussed at the international level, play is underestimated at the national level as
well, even though it is at the center of the early childhood education programs in
Tiirkiye. According to National Early Childhood Education Program (MoNE, 2013),
play is a vehicle that helps children to understand the world around themselves and
learn through it. Also, play is seen as children's most critical work in the program
(Isikoglu-Erdogan, 2015). According to MoNE (2013), play activities were separated
into three categories: unstructured play (free play), semi-structured play, and
structured play. These three play types need to be integrated into the children's daily
program in balanced (MoNE, 2013). The study conducted by Varol (2013) in the
same period when the curriculum was published with the situation of play in our
country reveals important results. She stated that teachers do not allow children to
play adequately in the classrooms because of the other activities such as transitions,
waiting, lunchtime, art/music, language, and so on. According to the study results,
approximately 23% of the time was reserved for free activities involving play, while
only 5% of the time was reserved for structured play (Varol, 2013). At the end of a
period of approximately seven years after the curriculum was published, according to
Aras and Merdin (2020), there is a decline in play duration in early childhood
classrooms because the focus on academic skills makes teachers limit play time.
Similarly, Tugrul et al. (2019) reported that according to the teachers, the time
devoted to play is not adequate for children. Also, they explained play durations are
affected by both the lack of time and the expectations of parents and school

administrators.

1.2. Statement of the Problem

As stated in the studies above, teachers' lack of knowledge about how to participate,
support and expand children's play resulted in decreasing play in early childhood
classrooms. As one of the most critical stakeholders in early childhood education,
teachers and their play perceptions influence their future practices and, obviously,

children’ play experiences (Jung & Jin, 2015).
3



Teachers, as the critical component of the educational system, have vital roles in
education (Kogyigit & Egmir, 2019). According to General Competencies for
Teaching Profession Guideline (MoNE, 2017a), the quality of education is parallel
with the quality of teachers and teacher education programs. Students' development,
academic achievement, and their personal development depend on qualified teachers
(MoNE, 2017a). For this reason, teacher education programs, which shape the
teachers' identities, are also crucial for high standards in education (MoNE, 2017a).
According to Jung and Jin (2015), pre-service teachers are the future professionals in
early childhood classrooms. Therefore, to make a change in future classroom
practices, the understanding of early childhood pre-service teachers' current
perceptions about play is crucial. In order to understand their current perceptions of
play, it is necessary to investigate the foundations of their play perception. According
to Jung and Jin (2015), pre-service teachers' play perceptions are affected by their
education which they received in college, play-related courses, and childhood
memories of play. Studies indicate that teacher education programs, including play-
related courses, shape teachers' play perceptions (Jung & Jin, 2015; Sherwood &
Reifel, 2010). When pre-service teachers have taken play-related courses during their
education, they tend to develop positive perceptions about play (Jung & Jin, 2015).
Moreover, a positive perception of play results in increased intention to incorporate
play into their future classrooms (Ashiabi, 2007; Jung & Jin, 2014; Sherwood &
Reifel, 2010). However, if pre-service teachers' perceptions of play are not
investigated, the connection between play-related courses and greater intention to

incorporate play in practice may be misleading (Jung & Jin, 2015).

Additionally, studies have investigated that childhood play experiences make
contributions to pre-service teachers' perceptions of play. Klugman (1996) studied
with early childhood freshmen (n=169) to investigate their understanding of play.
Participants shared early childhood experiences related to playing with toys, playing
outside, participating in symbolic play, and so on. Study results showed that
childhood memories of play were associated with participants in the first year of
college. Also, Klugman (1996) stated that although these childhood memories were
the foundations of pre-service teachers' current perceptions of play, these could not

provide an understanding of the whole picture on play.
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In summary, although the importance of play for child development and learning is
well known, academic contents replace the place of play in the curriculum. As future
professionals, pre-service teachers play critical roles to increase the value of play in
their future classrooms. However, their lack of knowledge about integrating,
participating in, and expanding play may lead to a decrease in play in classrooms. As
stated above, teacher preparation programs and childhood memories of play
contribute to pre-service teachers' play perceptions. However, studies cannot explain
play perceptions with only the education that they receive or childhood experiences.
For this reason, the investigation of their current perception of play provides a better
understanding of nature, source, purposes, functions, and the current state of play.

1.3. Significance of the Study

According to various studies (Jung & Jing, 2014; Jung et al., 2016; Klugman, 1996),
understanding how pre-service teachers perceive play is significant because their
play perceptions, as future professionals, play a critical role in building a bridge
between play and curriculum in early childhood classrooms. Moreover, pre-service
teachers' attitudes toward play are valuable in order to bring its place back in the
early childhood settings (Dogan-Altun, 2018). According to the studies (Jung & Jin,
2014; Sherwood & Reifel, 2010), the perceptions, beliefs, and ideas about play are
shaped by several factors such as education received, previous play experiences, and
memories. At this point, teacher education programs should provide opportunities for
pre-service teachers to shape their perceptions of play and expand their knowledge
about play. When they start their profession as a teacher, they tend to practice these
ideas in their classrooms (Dogan-Altun, 2018). For this reason, play- related course
content of teacher preparation programs needs to be improved and enriched
regarding play and play-based learning to contribute to pre-service teachers'
perception of play (McArdle et al., 2019).

In the current study, the researcher investigated the participants’ play-related
backgrounds through the demographic form. The relationship between participants'
play course background and play perceptions was analyzed. In the light of these

results, teacher educators might have an awareness of the importance of play courses
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offered during teacher education. In brief, examining early childhood pre-service
teachers' current perceptions about play provides a framework for the quality and
efficiency of current teacher preparation programs, the nature and source of play
perceptions, and the ideas related to function, purpose, and origins of play
perception. The study results also provide a deeper understanding of current play
perceptions of pre-service teachers which is related to their future practices. It might

be a cornerstone to prevent decreasing play in early childhood classrooms.

Moreover, as discussed above, studies showed that teachers' perceptions of play
might be influenced by different factors, such as early experiences of play and play-
related courses in college. These factors also affect teachers' future practices in
classrooms (Jung & Jin, 2014; Klugman, 1996). In this current study, the origins and
sources of pre-service teachers' play perceptions were explained. The understanding
of play memories and play experiences of participants might help to make inferences
about their future practices. Also, as future professionals in early childhood
classrooms, their role is critical to maintaining positive attitudes toward play. For this
reason, knowing participants' professional backgrounds is necessary and helps take
play's place back.

Play has been the focus of researchers for many years. There are many studies that
investigate play, its functions, and its benefits. However, teachers' perceptions of
play are studied less (Sherwood & Reifel, 2010). Because teachers' beliefs, including
values, perceptions, and attitudes, shape their classroom practices, it is critical to
conduct a study on teachers' perceptions because their perceptions affect children
(McMullen et al., 2006). To the author's knowledge, there are limited studies on pre-
service teachers' play perceptions regarding its purpose, source, and function,
particularly in the Turkish higher education. Accordingly, this thesis contributes to
the literature in terms of the play perceptions of early childhood pre-service teachers
and brings new perspectives regarding their play perceptions both at the national and

international levels.



1.4. The Purpose of the Study

The main purpose of this study was to investigate early childhood pre-service
teachers' play perceptions. In addition, the current study aimed to examine the
function, the originality and purpose, and the nature/source of the play. Moreover,
play course enrollment which may influence pre-service teachers' play perception
were addressed in this study.

1.5. Research Questions

This study focused on the following research questions.

1. What are the early childhood pre-service teachers’ perceptions of play?

2. What are the play perceptions of early childhood pre-service teachers in

relation to their play course enroliment?

3. Do early childhood pre-service teacher's play perceptions differ in relation to

their play course enrollment?

3.1. Do early childhood pre-service teachers' play perceptions regarding the

function of play differ in relation to their play course enrollment?

3.2. Do early childhood pre-service teachers' play perceptions regarding the

originality of play differ in relation to their play course enroliment?

3.3. Do early childhood pre-service teachers' play perceptions regarding the

nature of play differ in relation to their play course enrollment?

1.6. Definition of terms

Play: Any behavior shaped by children's needs, intrinsic motivation, enjoyment

requests, and free choices (Johnson et al., 1999).
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Perception: Defined as "a sensation along with an image,” and it is a broad term that
includes the meaning of knowledge, beliefs, attitudes, thoughts, feelings, and values
(Zhulamanova & Raisor, 2020). In this study, play perception term involves beliefs,

attitudes, knowledge, and values regarding play.

Play Perception: Involves beliefs, attitudes, knowledge, and values regarding play.

The Function of Play: Involves roles of play, interest, curiosity, and discovery

regarding play.

The Originality of Play: Involves past play experiences and play memories.

The Nature of Play: Involves the sources of play.




CHAPTER 2

LITERATURE REVIEW

In this chapter, the theoretical background of the study was presented. It included
play and child development, theoretical views on play, self-efficacy theory, the
current state of play, teachers' play perceptions, teachers' involvement and their roles

in play, and strategies for enriching children’s play.

2.1. Play and Child Development

Play can be defined as the behavior that is shaped by children's needs and requests
(Johnson et al., 1999). Also, it is a spontaneous and enjoyable activity directed by
children (Anderson-McNamee & Bailey, 2010). According to Johnson et al. (1999),
play has various characteristics to help understand its meaning clearly. For instance,
play includes imagination, intrinsic motivation, and flexibility. Also, it provides
positive feelings such as pleasure and enjoyment, and it is a process-oriented. In
short, any activity having these outstanding characteristics can be identified as play
(Johnson et al., 1999).

Play has a significant role in supporting child development, including cognitive,
physical, social, and emotional development (Johnson et al., 2005). Play provides
relaxation and enjoyment by helping to release excess energy, and it contributes to
lifelong learning by practicing many real life skills (Aksoy & Ciftgi, 2019).
Moreover, play promotes children's creativity, cognitive thinking, problem-solving
and social skills (Anderson-McNamee & Bailey, 2010). The benefits of play on child

development areas are discussed as follows.



Physical development is the most commonly observable domain during play.
According to Centre Research in Early Childhood (CREC) (2013), physical
development involves the development of muscles, gross and fine motor skills, and
well-being. The benefits of play on physical development differ in terms of type and
variety of play. For instance, according to various studies (Kogyigit et al., 2007,
Little & Wyver, 2008; Ozer et al., 2006), play requires gross motor movements such
as climbing, running, and jumping which increases body functions and promotes
growth. Besides, play that involves water-sand activities, cutting, drawing, or
painting promotes fine-motor skills. Also, psychomotor skills, including eye-hand
coordination, balance, action-reaction pace, attention, and flexibility, are supported
through play (Kogyigit et al., 2007). Moreover, childhood obesity has become a
significant problem in these days. Babaoglu and Hatun (2002) asserted that the
prevalence of obesity among children and adolescents has been increasing in
developed countries every year. Play provides opportunities for increasing physical
activity, developing motor skills, and preventing obesity resulting from a sedentary

lifestyle (American Academics of Pediatrics, 2006).

Play is also beneficial for the cognitive development of children. Anderson-
McNamee and Bailey (2010) stated that 75 percent of the brain occurs after birth,
and play stimulates the connection between neurons and helps brain development.
The development of neurons and synapses is significant for long-term memory and
learning (Yogman et al., 2018). For this reason, play is necessary for healthy brain
development, memory, and learning (Anderson- McNamee & Bailey, 2010).
Additionally, play helps children acquire executive functioning and 21%-century
skills such as problem-solving, creativity, communication, and collaboration
(Yogman et al., 2018). Pepler and Ross (1981) examined the effects of play on
divergent and convergent thinking. Children who were playing with divergent
materials offered more creative solutions. Play is also associated with better language
skills. Children tend to use more complex language while playing (Ahioglu, 1999;
Yogman et al., 2018; Weisberg et al., 2013).

Play also improves children's social and emotional development. Anderson-

McNamee and Bailey (2010) stated children learn being a part of a group while
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playing with other children. Also, children acquire various skills involving problem-
solving, sharing, group-working, cooperation, and negotiation during play
(Anderson-McNamee & Bailey, 2010; Yogman et al., 2018). Especially in school
playtime, children have opportunities to learn and practice social skills, develop a
sense of self and communication skills, and make friends (Anderson-McNamee &
Bailey, 2010). Moreover, children develop a sense of resilience through play that
facilitates coping with future challenges. Play does not only help children to
understand others' feelings and own feelings, but it also supports empathy, self-
confidence, and self-regulation skills (Anderson-McNamee & Bailey, 2010;
Ginsburg, 2007; Pellegrini & Smith, 1998; Reed et al., 2012; Tugrul et al., 2018).
Also, studies showed that play decreases toxic stress and anxiety levels of children
(Barnet, 1984; Yogman et al., 2018).

2.2. Theoretical Perspectives on Play

Play has constantly been studied, and many theorists contribute to the studies that
establish a basis for play theories. According to Johnson et al. (1999), play theories
were divided into two groups: classical and modern theories of play. Classical
theories involve the Surplus Energy, Recreation, Recapitulation, and Practice Theory
and focus on play's causes and purposes. For instance, the surplus energy theory
asserts that children play to get rid of their surplus energy, while recapitulation
theory says that children reduce ancient instinctive behaviors via play. On the other
hand, modern theories, including the Psychoanalytic, Cognitive, and Arousal
theories, focus on the role of play in child development and more comprehensive

sides of play (Johnson et al., 1999).

Piaget's and Vygotsky's approaches are emphasized in the studies primarily to
provide a framework about cognitive and sociocultural perspectives of research on
play. Also, Piaget and Vygotsky are the foremost theorists who asserted the linkage
between play and cognitive development (Bodrova & Leong, 2003). For this reason,
in the current study, Piaget's and Vygotsky's views on play were given briefly to

provide a theoretical foundation of pre-service teachers' play perceptions.
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2.2.1. Piagetian Views on Play

Jean Piaget, the pioneer of the cognitive development theory, believes that play is
associated with children's cognitive development (Nicolopoulou, 1993). According
to Piaget (1962), the development of intelligence depends on the interaction of
assimilation and accommodation. Children construct their knowledge through the
process of assimilation and accommodation. Celik and Sahin (2013) stated that play
is a follow-up activity of assimilation and accommaodation, and it also contributes to

learning.

Piaget's cognitive development theory has four stages (Piaget, 1962). These are
sensorimotor (0-18/24 months), preoperational (2-7 ages), concrete operational (7-11
ages), and formal operational stage (adolescent to adulthood). All children follow the
same stages in the same order, but their pace differs in terms of maturation and
interaction with the environment (Piaget, 1962). According to Piaget, play helps
children to practice and strengthen skills and concepts learned before (Johnson et al.,
1999). Also, play is both the reason and the consequence of development. Because
play does not involve failure, it improves children's self-confidence (Piaget, 1962).

Play development has been divided into three stages, and children follow these play
stages concurrently with cognitive development stages. The first stage is practice
play. Practice play involves repeated movements and simple activities under two
years old. Their play is less advanced because of their immature cognitive and social
skills (Johnson et al., 1999). The second stage is symbolic play that occurs between 2
and 7 years old. Practice play begins to involve symbolism and turns into symbolic
play. Lastly, around seven years old, children begin to involve in collective activities,
and they may need to set up rules for play. Hence, games with rules stage is achieved
(Nicolopoulou, 1993).

According to Piaget (1952), play and non-lucid activities may be confusing. For this
reason, there are six criteria to distinguish play from non-lucid activities. These are
spontaneity, lacking in precision, pleasure, lack of organization, freedom from

conflicts, and motivation.
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In summary, the Piagetian play perspective is associated with cognitive development.
Play and development are reciprocal. In other words, play contributes to

development, and development enhances children's play.

2.2.2. Vygotskian Views on Play

Lev Vygotsky, the pioneer of the sociocultural cognitive theory, stated that social
environment and culture have an impact on cognitive development (Bodrova &
Leong, 2007). Children's cognitive development is associated with their play.
Vygotskian theory involves two critical concepts: The Zone of Proximal
Development (ZPD) and scaffolding. Vygotsky (1935) defined the ZPD as "the
distance between the actual developmental level as determined by independent
problem solving and the level of potential development as determined through
problem-solving under adult guidance or in collaboration with more capable peers".
To be more precise, ZPD is the distance between the current level and potential level
of cognitive development. Also, the process of getting temporary assistance from an
adult or competent peer can be defined as scaffolding (Crain, 2014). According to
Jones and Reynolds (2011), when teachers participate in children's play as co-player,
they can scaffold children's development during the play. As a result, children get

more benefits from play.

According to Vygotsky (1933), children's play is spontaneous and imaginative, but it
is not free. There are some rules to be followed in children's minds. These rules do
not bother children; on the contrary, they take pleasure by ordering them. Also,
Vygotsky (1967) asserted that defining play as something that only gives pleasure is
incorrect because many things can give pleasure. Crain (2014) stated that play needs
to fulfill children's wishes. Children also become free from concrete situations while
playing. Especially during the make-believe play, children create an imaginative
world where the objects gain new meanings. Play can be distinguished from other
activities with some criteria: imaginary situations, and rules. According to Vygotsky
(1967), imaginary situations and rules are necessary for calling an activity as play.
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In summary, Vygotsky's views on play depend on creating imaginary situations,
setting and following rules. Play supports children's development, including

cognitive, social, and emotional areas.

2.3. Self-Efficacy Theory

Self-efficacy is one of the essential teacher characteristics that directly influence their
beliefs, motivation, and performance in the classroom (Tschannen-Moran &
Johnson, 2011). For this reason, the self-efficacy term, which constitutes the
theoretical background of the current study, was explained to provide a general

framework about pre-service teachers' perceptions and beliefs on play.

The self-efficacy concept was introduced by Bandura (1977) as people's beliefs in
their own capacity or abilities to attain a specific behavior. These self-efficacy beliefs
form the basis of motivation, achievements, and emotional well-being, and they are
more powerful than their actual skills (Bandura, 1997; Bandura, 2010). According to
Bandura (1997), self-efficacy beliefs come from four main sources. The first and
probably the most effective source is the mastery experiences. Successes foster
powerful self-efficacy beliefs, while frequent failures at the beginning phase in
developing new competencies affect self-efficacy beliefs negatively. Also, research
indicated repeated failures decrease motivation and resilient self-efficacy beliefs
(Tschannen-Moran et al., 1998; Tschannen-Moran & Johnson, 2011). The second
source is vicarious experiences that serve models with similar abilities. When people
see models with similar skills, abilities, and competencies, their motivation and self-
efficacy beliefs rise. The third source that affects self-efficacy is verbal persuasion
and verbal interaction. The last source is people's psychological and emotional states,
including positive and negative feelings and mood changes (Bandura, 1997,
Tschannen-Moran & Johnson, 2011).

Studies show that there is a strong relationship between teachers' self-efficacy beliefs
and students' achievements, classroom practices, planning and organizing skills,
trying new methods to meet children's needs, enthusiasm, and commitment of

teachers (Tschannen-Moran & Hoy, 2001). Pendergast et al. (2011) claimed that
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teachers' self-efficacy beliefs affect their effectiveness in the classrooms. Teachers
with high self-efficacy beliefs tend to support children to reach their potential and
show strong resilience. On the contrary, teachers with low self-efficacy beliefs are

less likely to help children fulfill their developmental needs (Pendergast et al., 2011).

Furthermore, children's play is affected by the teachers' self-efficacy. Shim and Lim
(2017) conducted a study investigating the relationship between Korean ECE
teachers’ work environment, their self-efficacy, interaction with children, and
children's peer play. Also, the effects of self-efficacy on peer play interaction of
children were examined. The study results indicated that the self-efficacy of teachers
directly affected their interaction with children. The teachers with high self-efficacy
showed a better-qualified interaction with children. Additionally, according to Shim
and Lim (2017), children who have teachers with high self-efficacy show higher
social and cognitive skills during play. Also, they participate in play actively and
show very little aggressive behaviors rather than children who have teachers with

low self-efficacy.

Jung et al. (2017) studied with pre-service teachers (n=337) in a college to
investigate the relationship between their play perceptions and intentions to use play
in their future classrooms with a survey. Because the self-efficacy of teachers has a
connection with their classroom practices, the participants' self-efficacy beliefs were
also investigated as the moderating role between play perceptions and intended
practices in the study. Preliminary study results concluded that when self-efficacy
beliefs were seen as a moderator, the participants' play perceptions and their
intention to use play had a significant relationship and were affected by their self-
efficacy beliefs. In other words, there was a statistically meaningful difference
between participants with high and low level of self-efficacy in terms of their
intentions to use play. Additionally, study results proposed that self-efficacy beliefs
could be strengthened within the education program in those pre-service teachers
were enrolled (Jung et al., 2017). Similarly, Clark and Newberry (2019) also
suggested that because teacher education programs contribute to building teachers'

self-efficacy, teacher education programs need to be reexamined to provide robust

15



sources for self-efficacy. For this reason, the teacher education program has a critical
role in developing a powerful sense of self-efficacy.

Self-efficacy is a significant indicator of teacher beliefs, attitudes, classroom
practices, and perceptions. For this reason, Bandura's self-efficacy theory contributed
to the theoretical background of the current study.

2.4. Current State of the Play in Classrooms

The early childhood education period which covers children's life from birth to 8
years old, is the most crucial developmental period for children. They learn
numerous things, develop new skills and habits, and form their identity during this
period. In order to achieve the healthy development of children, play has a critical
role. MoNE (2013) pointed out how the place of play should be in ECE classrooms.
In Tiirkiye, the current early childhood education curriculum has core principles, and
preparing play-based activities is one of them. According to MoNE (2013), play is
the most suitable way to learn for children, and all activities need to be prepared play
based. Moreover, the curriculum has three play activities categorized as structured,
semi-structured, and free play. These categories should also be balanced in ECE
classrooms so that children can benefit more from play (MoNE, 2013). In addition to
MoNE (2013), various studies at the international level (e.g., Hyvonen, 2011;
Mclnnes et al., 2011; Miller & Almon, 2009; Walsh et al., 2010; Weisberg et al.,

2013) suggested the importance of play and play-based education in classrooms.

Although play has a significant role in children's development and learning, it is
diminishing in early childhood classrooms (Pistorova & Ruslan, 2017; Zhulamanova
& Raisor, 2020). As discussed earlier, changes in society, technology, focus on
academics, and political and environmental issues lead to changes in children's play
and a decline in classrooms (Frost, 2012; Sherwood & Reifel, 2010). According to
Nicolopoulou (2010), play left its place for more academic, didactic, and content-
based activities in early childhood classrooms. Similarly, a report published by
Alliance for Childhood indicated that children spend their time being tested and

learning literacy and math instead of exploration, playing, exercising, and imaginary
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activities (Miller & Almon, 2009). They were exposed to high-stakes tests and
prescriptive curricula. The prescriptive curricula and developmentally inappropriate
practices increase academic pressures and lead to stress in children's lives (Miller &
Almon, 2009). Although freely chosen, child-initiated, and intrinsically motivated
play is a magical tool for dealing with stress, which was also an underestimated topic
in early childhood classrooms (Nicolopoulou, 2010).

As critical members in early childhood classrooms, teachers contribute to children's
play by providing time to play, and participating in their play (Johnson et al., 1999).
Aras and Merdin (2020) conducted a phenomenological study investigating Turkish
early childhood teachers' perceptions and experiences about play-based practices.
The study findings showed that teachers consider play as an essential activity for
children's learning and development. Also, it helps to understand children's feelings.
In addition, Aras (2016) conducted a phenomenological study to examine ECE
teachers' perceptions of free play, and implementations in their classrooms. The
study results concluded that the teachers believed the value of free play and shared
its positive contributions. However, they generally complete the paperwork required
by MoNE and prepare for the next activities instead of involving children's play
during free playtime (Aras, 2016).

Various studies reveal that teachers believe in the importance of play and play-based
activities (e.g., Aras & Merdin, 2020; Lynch, 2015; Mclane, 2003; Nicolopoulou,
2011). However, although play-based learning is valuable, they pay more attention to
academic content (Jung & Jin, 2014). Moreover, Johnson et al. (2005) claimed that
play is sometimes seen as a waste of time. Some educational stakeholders consider
play as an activity interfering with children's learning. Also, they perceive learning as
more tangible than play (Jung & Jin, 2014).

2.5. Teachers' Perceptions of Play

Play perception is a comprehensive concept and involves multiple meanings in it.
The pre-service teachers' play perceptions, beliefs, values, and attitudes influence

their future play practices in classrooms. Studies showed that there is a correlation
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between teachers' play perceptions and their intended practices about play (Jung &
Jin, 2015; Jung et al., 2017).

In this respect, Jung et al. (2017) carried out a study to examine the relationship
between pre-service teachers' play perceptions and their intentions to use play in their
future classrooms. The participants were pre-service teachers (n=337), and the data
was collected through the survey. The participants' self-efficacy beliefs were also
examined as a moderator between their play perceptions and intended practices. The
results revealed that participants' perceptions about the importance of play might be
the most critical indicator which predicts their intended play practices in the future.
In other words, when the participants are aware of the importance of play, they tend

to use play in their future practices (Jung et al., 2017).

As clarified by Jung et al. (2017), positive perceptions about play influence their
future practices. However, there is another important issue to investigate: where
these perceptions came from. Their perceptions are shaped by childhood experiences,
family, education, training, and practice with children (Sherwood & Reifel, 2010).
According to Wang et al. (2008), teachers' beliefs come from two different sources
involving explicit and implicit beliefs. Explicit beliefs depend on education, training,
and professional competencies, while implicit beliefs come from childhood
experiences and experiences with children (Charlesworth et al., 1993; McMullen,
1997, as cited in Wang et al., 2008). In the current study, these sources constituting

perceptions of play were presented as follows.

2.5.1. Play Memories and Past Experiences

Perceptions of play depend not only on beliefs, functionality, benefits of play, and
expectations but also on play experiences, backgrounds, and memories (Giines et al.,
2020). The functions and benefits of play and the beliefs about play were presented
before. However, there is another important concept that influences play perception:
play memories. Studies showed that play memories and their elements have a critical
role in developing play perception (Eck, 2017; Henninger, 1994; Sandberg, 2001).
Klugman (1996) studied with early childhood freshmen (n=169) to investigate their
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understanding of play. The participants shared their early childhood experiences and
memories related to playing with toys, playing outside, participating in symbolic or
constructive play, and views on play functions via an open-ended survey. Study
results showed that the participants expressed the multiple meanings of play, and
these came from their childhood play memories which the participants presented.
Klugman (1996) stated that these childhood memories might be the foundations of

pre-service teachers' current perceptions of play.

Additionally, Van Hook (2002) carried out a study with ECE pre-service teachers
(n=59) to examine their childhood memories at the beginning of the teacher
education program through self-reflection assignments. The participants’ memories
were divided into three categories as positive teacher experiences, negative teacher
experiences, and peer interactions. The study results concluded that they brought
their previous perceptions to the classrooms. The various childhood memories of pre-
service teachers influenced their beliefs on teaching and promoted their reflective
thinking. For instance, at the beginning of their profession, they might tend to imitate
their previous teachers or provide children similar opportunities enjoyed in their own
childhood (Van Hook, 2002). As a result, childhood memories contribute to teachers'

beliefs and practices.

Besides these study results, Clevenger (2016) conducted a mixed method study with
early childhood freshmen (n=68) and seniors (n=62) to examine their beliefs about
play and the differences between their beliefs regarding class year. The data were
collected through the survey developed by the researcher and semi-structured
interviews. The study results indicated that the participants frequently discussed and
exemplified responses with their past play experiences. For this reason, the study
results clarified that pre-service teachers' past play memories might shape their
current and future play beliefs (Clevenger, 2016).

Similar to these studies, Sherwood and Reifel (2013) conducted a basic qualitative
study with seven pre-service teachers to investigate their beliefs about what
constitutes play. The participants were chosen purposefully among those who

attended a practicum course that included detailed play-related content. The data was
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collected via interviews, direct observations and document (course documents)
analysis. The study results revealed that although the participants used some shared
features of play while defining it, there were no overlapping combinations to
describe play. Similar to the results of Klugman's (1996) study, the participants
indicated multiple meanings of play and their responses were unique regarding what
constitutes play (Sherwood & Reifel, 2013). It was concluded that the participants
used the same term, play, but they meant different things. Even though all the
participants attended the same practicum, they provided various things because they
brought diverse beliefs to the college (Schmidt & Kennedy, 1990).

2.5.2. Educational Experiences: Play Course Attendance

Besides previous past experiences and play memories, teacher education programs
are another source of teachers' perceptions. According to Abu-Jaber et al. (2010),
early childhood teachers' beliefs about educational practices are formed by their
education and training. In addition, education that they received, and training
contribute to pre-service teachers' beliefs and their future classroom practices. For
this reason, the quality and content of their education are critical. When pre-service
teachers receive a quality college education during their bachelor's degrees, they are
likely to have more equipped with various skills and knowledge in terms of

practicing and integrating play in classrooms (Jung & Jin, 2014).

In this respect, Jung and Jin (2014) studied with pre-service teachers (n=207) and
investigated their play perceptions in early childhood classrooms regarding the year
of study and play-related course attendance. The participants of the study were
freshmen (n=72), sophomores (n=55), juniors (n=46), and seniors (n=34) who were
enrolled in family and child studies, and ECE programs. The data was collected
through the Future Professionals Survey which was developed by the researchers.
The study results indicated that students who take play-related courses have higher
scores than those who did not take play-related courses. In other words, pre-service
teachers enrolled play-related courses develop positive perceptions of play (Jung &

Jin, 2014). Moreover, the researchers suggest that teacher education programs need
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to be included at least one play-related course to strengthen play perceptions of
future teachers (Jung & Jin, 2014).

According to the Council of Higher Education (CoHE, 2008), to become an early
childhood education teacher, it is required to complete 240 ECTS in Tirkiye.
However, there is only one compulsory play course namely "Play Development and
Education in Early Childhood" in the program, and it consists of 3 ECTS, all of
which are theoretical. Sahin et al. (2013) conducted a descriptive study with ECE
pre-service teachers (n=30) and investigated pre-service teachers' opinions about
early childhood teacher education programs to determine the current state of teacher
education programs in Tiirkiye. The data was collected through semi-structured
interviews. The study results indicated that the field-related courses are lack in
practice, qualified instructors, and intense in theoretical content. In addition, results
showed that Play Development in Early Childhood course is evaluated as insufficient
and lack in practice. In alignment with these findings, Bartan (2019) carried out a
mixed method study to investigate pre-service and in-service ECE teachers' opinions
and suggestions about the undergraduate program of ECE teacher education. The
participants were ECE pre-service teachers (n=80) and in-service teachers (n=20),
and the data was collected through course evaluation forms and semi-structured
interviews. The results revealed that undergraduate ECE courses were lack in some
respects, such as course content, duration, and quality of instructors. Also, the study
suggested that pre-service teachers need to involve in more practical courses.
Additionally, the participants asserted that the duration of some undergraduate
courses, including play course needs to be increased. In brief, Bartan (2019) reached
similar findings to Sahin et al. (2013) and concluded that the duration and content of

play courses need to be enriched.

As aforementioned before, the pre-service teachers' perceptions of play are
influenced by past experiences, play memories, education and training. Their play
perceptions are strongly associated with their intentions to use play in their future
classrooms. Therefore, teacher education programs influence their future practices.
Furthermore, Sherwood and Reifel (2013) clarified that the content of teacher

education programs influences their beliefs on integrating play into classrooms.
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2.6. Teachers in Play

Teachers play a critical role in enhancing, encouraging and implementing play in
classrooms. As clarified by Dogan-Altun (2018), from the sociocultural perspective,
teacher or adult involvement in play can positively affect children's play and their
learning. Also, children's play skills may be improved, and their social, cognitive,
and linguistic development can be enhanced through teacher involvement (Enz &
Christie, 1993). Teacher involvement and their interaction with children are
necessary to construct the ZPD and provide temporary assistance. In this respect,
Aras (2016) affirmed that if the teachers do not participate in children's play, the
creation of ZPD and scaffolding would be challenging. Similarly, Jones and
Reynolds (2011) claimed that when teachers participate in children's play, they can
scaffold children's development during play, and as a result, children get more
benefits from play. In brief, teacher involvement in play is critical for children's play,
development, and learning. However, it is more critical how they involve and which
roles they take in children's play. Thus, in the following part, teacher roles in play are
stated.

2.6.1. Teacher Roles in Play

Teachers have a critical role in promoting children's play and development.
According to Johnson et al. (1999), how teachers involve in play is more critical than
the duration of involvement. Thus, children's play can be enriched if teachers involve
in their play in responsive and supportive ways. Teacher roles were classified by
various researchers (e.g., Christie & Enz, 1993; Jones & Renolds, 1992; Roskos &
Neuman, 1993) and Johnson et al. (1999) classified the teacher roles in play under
two categories: facilitative roles and precarious roles. These roles were determined
by their positive or negative effects on children's play. The facilitative roles involve
onlooker, stage manager, coplayer and play leader roles and positively impacts on
children's play. On the contrary, precarious roles includes uninvolved and
director/instructor roles and influence children's play negatively. The facilitative and

precarious roles were presented briefly as follows.
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The first facilitative role is onlooker role. In onlooker role, teachers stand near the
play area, watch children's play, observe them and provide nonverbal signs.

However, teachers do not involve in play actively (Johnson et al., 2005).

The second one is stage manager role. In stage manager role, teachers do not join
children's play. However, teachers help children to prepare play and provide
assistance once while children set their play. Moreover, teachers may extend

children's play by giving suggestions (Johnson et al., 1999).

Another facilitative role is co-player. In co-player role, teachers participate in
children's play actively and become play partners of children equally. Also, teachers

have minor roles in dramatic play (Johnson et al., 1999).

The last one is play leader. In play leader role, teachers involve children's play in
actively, like having co-player role. However, in order to enrich and extend
children's play, teachers make more effort and deliberately behave. When children's
play starts to disappear or they have challenges in starting new play, teachers can be
play leader (Johnson et al., 1999).

In addition to facilitative teacher roles, there are two precarious roles in play. The
negative effects of involvement on play occur when teachers are either too little
involved (uninvolved) or too involved (director) (Johnson et al., 1999). The first
precarious role is uninvolved role. In uninvolved role, teachers ignore children while
they are playing. Enz and Christie (1993) determined uninvolved teacher roles as

planning next activities, socializing with other adults, or completing paperwork.

Another precarious teacher role is director/instructor role. In director role, teachers
use directions and instructions extensively and decide all of the things about play
theme, materials, and roles in play (Enz & Christie, 1993). There are various studies
that investigate teacher roles in play. While some studies focused on teacher roles in
free play or outdoor play, some of them pointed out influencing factors of teacher

roles. In the following part, some examples of these studies are presented.
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Dogan-Altun (2018) investigated the pre-service teachers’ (n=55) play perceptions
and their views about teacher roles in play. The data was gathered from the written
responses of senior pre-service teachers. Regarding the roles of teachers in play, the
findings were coded under three categories: partial participation, non-participation,
and full participation. Results indicated that the majority of the participants (n=40)
stated that teachers should be partially involved in children's play. For instance, the
teacher can involve in play when children need assistance, or problematic situations

occur in play (Dogan-Altun, 2018).

In addition to study of Dogan-Altun (2018), Meran (2019) conducted a mixed
method study to investigate ECE pre-service teachers’ beliefs about free play and
roles of teachers. The participants (total n=467, n=425 for questionnaires, n=24 for
interview) were seniors in ECE. The data was collected through two questionnaires
and semi-structured interviews. Regarding the roles of teacher, study results showed
that the most prominent roles were stated as stage manager, co-player, and onlooker
roles in play. The participants less frequently stated the play leader role. Also, some
of the participants were confused about the teacher roles in play such as director and
guider roles. Meran (2019) suggested that their beliefs about teacher roles in play

need clarification, and teacher education programs might contribute to it.

Studies showed that there might be an inconsistency between teachers' views on
teacher participation in play and their actual practices. In this respect, Kandemir
(2020) investigated how the early childhood teachers' (n=12) roles should be in
outdoor play time. The data was gathered through semi-structured interviews and
observations. In that study, teachers stated that teachers should have generally
supportive roles involving co-player (n=6), stage manager (n=5), play leader (n=4),
and onlooker (n=3) roles. Also, a precarious role involving the director/ instructor
(n=3) role in a play was also asserted (Kandemir, 2020). However, there was
inconsistency between their responses and actual practices. The participants mostly
showed director roles in play, even if they stated teachers should take on co-player
role. Similar to these findings, Vu and colleagues (2015) asserted there is a gap
between teachers' beliefs and their actual classroom practices. Furthermore, Vu et al.

(2015) clarified that although teachers believe in the value of play for child
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development and learning, they have challenges in participating in and expanding
children's play.

Teachers’ roles in play might be influenced by different factors such as professional
backgrounds and the physical environment in which play is held. Ivrendi (2017)
conducted a survey study to examine ECE teachers’ roles in free play. The
participants (n=141) had diverse educational backgrounds and years of experience.
The data was collected through a questionnaire developed by the author and the
findings were analyzed with appropriate statistical tests. The results showed that the
participants were generally involved in children’s play by taking on onlooker,
uninvolved, director, and co-player roles. However, during free play time, they tend
to have leader roles. Also, results showed that children’s age, teaching experiences in
profession, class size and the number of learning centers influenced teachers’
involvement in play. For instance, when teachers had fewer than 20 children in their
classrooms, they attended children’s play as co-players more than teachers with more
than 20 children (Ivrendi, 2017). As a result, various factors might affect teacher

roles in a play.

Besides Ivrendi (2017), Van Der Aasvoort et al. (2015) carried out an international
comparative research project to investigate the perspectives of trainee teachers about
play features and their roles in play. The participants (n=127) were from Finland,
Germany, Netherlands, and Wales. The data was collected through open-ended
questions after watching video clips about play. The study results showed that their
responses differ in terms of their countries. Some stated co-player roles, while some
pointed out supervisor role. The results also concluded that the teachers’ limited
interference in play was determined negatively. The Finnish and Welsh participants
are evaluated as more comfortable in terms of teacher roles in play comparing to the
German and Dutch participants. Consequently, their beliefs about play and teacher
roles might differ in terms of teacher education programs in their own culture (Van
Der Aasvoort et al., 2015).
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2.7. Enriching Children's Play

The quality of play is essential as well as the presence of it. High-quality play
enables children to get benefits at the maximum level. For this reason, their play
needs to be enriched to offer high-quality play for children. According to Johnson et
al. (1999), three basic strategies to enrich play exist. These strategies involve
providing sources for play, observation of play and involvement in play supportively

and responsively.

The first strategy is to provide sources for play. These are specified as time, space,
materials, and experiences that prepare children to play (Johnson et al., 1999). The
time of play contributes to the quality of play. Koc¢yigit and Firat (2020) investigated
the teachers’ activities in playtime in terms of planning, starting, and ending
processes. The data was collected through observation and semi-structured
interviews. The study results concluded that teachers allocated different amounts of
time for children’s play starting from 17 minutes to 2 hours. The teachers take short
children’s play duration because they have limited time to teach something, and
playtime is seen as a waste of time. Miller and Almon (2009) stated that play time

should be at least 30 minutes so that children create, develop and extend play.

In addition to the time of play, play spaces has a critical role in enriching children’s
play. For instance, Bento and Dias (2017) stated that outdoor play environments are
open and changing constantly. Thus, it provides children to play freely, and create a
connection with nature. In contrast, kitchens and family rooms promote children’s
make-believe play (Johnson et al., 1999). In brief, different play spaces contribute to

children’s play differently.

Another enriching resource of play is the play materials. Play materials influence the
quality of children's play. In the study of Trawick-Smith et al. (2015), it was
investigated the influences of nine toys on the quality of 60 children's play through
240 hours of video recordings. The findings were coded with the Play Quality with
Toys (PQT) instrument developed by Trawick-Smith et al. (2010). The study results

revealed that play materials had an impact on the quality of play by depending on
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play materials (Trawick-Smith et al., 2015). However, it was also concluded that
each toy enhanced play differently because the way of playing changed regarding the
children's cultural background, gender, or socio-economic status (Trawick-Smith et
al., 2015). The accessibility of materials is also important in early childhood
education. Nilsen (2021) interviewed with the teachers (n=13) to investigate their
views about the accessibility of play materials in ECE classrooms. The majority of
the participants concluded that if play materials are available in the classrooms, they

enrich children's play and support their development and learning (Nilsen, 2021).

Besides these play-enriching strategies, observation and teacher involvement also
contribute to the quality of children’s play. When children need assistance to extend
or develop play, observation help teachers to know what is going on now and when
they involve in play (Johnson et al., 1999). Teacher involvement types and its
benefits were previously discussed in a detailed way. It was clear that observation

and the teacher involvement in play are other enriching play strategy.

2.8. Summary

In the present study, the study's theoretical framework is based on self-efficacy
theory and Piaget's and Vygotsky's constructivist approaches about play. Even
though play has a significant role in child development, it decreases in classrooms
for many reasons. Self-efficacy is a significant concept for teacher education, and it
is strongly related to classroom practices. Teachers with higher self-efficacy beliefs
have a tendency to integrate play into their future classrooms (Jung et al., 2017).
Also, childhood memories of play, past experiences, and teacher education programs
involving play-related courses contribute to the development of pre-service teachers'
play perceptions. However, studies cannot explain play perceptions with only teacher
education programs or childhood experiences. For this reason, in this study, pre-
service teachers' current play perceptions were investigated to provide a better
understanding of nature, source, purposes, functions, and the current state of play. In
addition, children’s play can be enriched by various factors such as teacher

involvement, providing play materials, efficient play time, and play spaces.
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CHAPTER 3

METHODOLOGY

This chapter presents the methodological procedure of the study. It covers the study
design, the study purpose and research questions, participants, instruments, the data
collection procedure, analysis of data, ethical consideration, and trustworthiness and

credibility.

3.1. The Research Design

In this study, a mixed-methods study design was used to investigate early childhood
pre-service teachers' play perceptions. According to Creswell and Plano Clark
(2011), mixed-methods research is a methodology for collecting, analyzing, and
merging qualitative and quantitative methods to provide a better understanding of the
research problems and questions. The mixed methods are delineated as "multiple
ways of seeing” as well (Creswell & Plano Clark, 2011). As clarified by Creswell
(2015), mixed methods research enables the researcher to benefit from the strengths
of both qualitative and quantitative data. Quantitative study designs are mainly used
to gather data from larger samples with the help of instruments or documents such as
questionnaires and close-ended interviews. On the other hand, qualitative studies
enable the researcher to understand the different perspectives of participants through
open-ended interviews, questions, and observations. Despite the differences in
collecting and analyzing data, the combination of qualitative and quantitative

research methods makes the study powerful (Creswell, 2015).

According to Creswell (2015), mixed methods research varies by design, and there

are six sub-dimensions of mixed methods research, including the basic and advanced
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designs (Creswell, 2015). The explanatory sequential design, which is one of the
basic designs, is matched for the nature of this study. Creswell and Plano Clark
(2011) clarified that the explanatory sequential design offers opportunities to explain
or extend quantitative study results by using the qualitative database. First,
quantitative data needs to be collected. Then, qualitative data are gathered to clarify
and expand on study results in the explanatory sequential study design. It also helps

understand the topic more in detail (Creswell & Plano Clark, 2011).

In the current study, the quantitative part of the study is survey research, and the
qualitative part of the study is phenomenological study. According to Fraenkel et al.
(2012), survey research mainly aims to collect information in order to describe the
characteristics such as abilities, opinions beliefs and attitudes, of the population. On
the other hand, phenomenological study aims to examine various perceptions of a
phenomenon and provide insight into perceptions and reactions of the participants
(Fraenkel et al., 2012). In light of this information, this study aims to investigate
early childhood pre-service teachers' perceptions of play through the Play Perception
Scale in the first quantitative phase of the study. Afterward, the subsequent semi-
structured interview is conducted for the further explanation of the quantitative study

results in the second qualitative phase. Figure 1 indicates the data collection

procedures.
Quantitative Interview Qualitative B tativa,
Data Protocol Data and
Collection Develop- Collection Qualitative
& Analysis ment & Analysis Results

Figure 1 Data collection procedures

3.2. Participants

According to Fraenkel et al. (2012), the convenience sampling method requires
selecting participants who are available and accessible for the study. Besides, the
feasibility of accessing to participants needs to be considered (Punch, 2009). The
feasibility of the study is a significant issue in terms of time, money, and effort
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(Fraenkel et al., 2012). For this reason, the convenience sampling method was used
for the quantitative part of the mixed methods design.

As clarified by Fraenkel et al. (2012), studies, that summarize the characteristics such
as preferences, abilities, and perceptions, require a minimum of 100 participants to
draw a satisfactory conclusion. In this study, the Play Perception Scale was
administered to undergraduate students (N=242) who are studying in the early
childhood education program at Kastamonu University, which is located in the black

sea region of Tiirkiye.

The qualitative part of the study consists of semi-structured interview questions to
support the quantitative database of the study. As discussed earlier, qualitative data
can be used to explain quantitative data in a detailed way (Creswell & Plano Clark,
2011). In the current study, the Play Perception Scale provided a general framework
about early childhood pre-service teachers' perceptions of play. Then, the semi-
structured interview was conducted to expand the research problem and support the
quantitative data. In the following part of the study, the purposive sampling method
was used. According to Fraenkel et al. (2012), researchers can use personal decisions
to select study participants by regarding the purposes of the study and previous
knowledge about the population. In this part of the study, the participants were
selected from participants who attended the first part of the study. Besides, the
researcher considered participants' scores during the selection procedure. Their total
play perceptions scores were calculated and listed in relation to grade levels. They
were chosen by regarding three highest and three lowest play perception scores
within each grade level. In qualitative studies, the number of participants is usually
between 1 and 20 (Fraenkel et al., 2012). For this reason, the semi-structured
interview was carried out with participants from each grade level (year) (N=6 for
each) with total of 24 students.

3.2.1. Participants Demographics for the Quantitative Part

For the quantitative part, 242 early childhood pre-service teachers participated in the

study. While only 39 (16,1%) participants were male, the majority of the participants
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(n=203, 83,9%) were female. Table 3.2.1. demonstrates the gender distribution of the

participants.

Table 3.2.1.

Gender distribution of participants

Gender Frequency (f) Percentage (%)
Female 203 83,9

Male 39 16,1

Total 242 100

The pre-service teachers' age range was from 18 to 40 and the average age is 21,26.
160 of them (66,1%) were located in the 18-22 age range; 73 of them (30,2%) were
between 23-26 years old; 4 of them were between 27-30 age range and 5 of them
(2,1%) were 30 years old and more. The summary of the age distribution of the

participants was demonstrated in Table 3.2.2.

Table 3.2.2.

Ages of participants

Age Frequency (f) Percentage (%)
18-22 160 66,1

23-26 73 30,2

27-30 4 1,7

30+40 5 2,1

Total 242 100

The pre-service teachers were categorized according to their years of study. 57
(23,6%) pre-service teachers were freshmen; 66 of them (27,3%) were sophomores;
67 (27,7%) pre-service teachers were juniors, and lastly, 52 (21,5%) of them were
seniors. Table 3.2.3. summarizes the distribution of grade levels of the participants.
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Table 3.2.3.
Participants' years of study

Grade Levels Frequency (f) Percentage (%)
Freshmen 57 23,6
Sophomores 66 27,3
Juniors 67 21,7
Seniors 52 21,5
Total 242 100

The educational background of the participants was given at the Table 3.2.4. Nearly
half of the participants (N=127, 52,5%) were graduated from Anatolian high school,
36 of them (14,9%) were from vocational high school, 34 of them (14%) were
studied at religious vocational high schools, and the rests of them were graduated
from various high schools such as multi-program, social sciences, open education,
and teacher training high schools (Anatolian Teacher Training High School which

taken with entrance exam), and other high schools. Table 3.2.4. summarizes the

educational backgrounds of the participants.

Table 3.2.4.
High school types of participants

High School Types Frequency (f)

Percentage (%)

Anatolian High School 127
Vocational High School 36
Religious Vocational High 34

School

Multi-Program High 8
School

Social Sciences 7
Open-Education 6
Anatolian Teacher 3
Training

Other 21
Total 242

52,5
14,9
14

3,3

2,9

2,5

1,2

8,7
100
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3.2.2. Participants' Demographics for the Qualitative Part

For the qualitative part of the study, a semi-structured interview protocol was
conducted with 24 early childhood pre-service teachers who were participated in the
first phase of the study. 19 (79,16%) were female, and only 5 (20,84%) were male.

Table 3.2.5. demonstrates the gender distribution of the participants.

Table 3.2.5.

Gender distribution

Gender Frequency (f) Percentage (%)
Female 19 79,16

Male 5 20,84

Total 24 100

The participants' age range was from 19 to 26, and the average age was 21,5. The 14
of them (58,34%) were in the 19-21 age range; 7 of them (29,16%) were between the
22-24 age range, and three pre-service teachers (12,5%) were located in the 25-27
age range. The summary of the age distribution of the participants was displayed in
Table 3.2.6.

Table 3.2.6.

Ages of participants

Age Frequency (f) Percentage (%)
19-21 14 58,34

22-24 7 29,16

25-27 3 12,5

Total 24 100

Also, participants were chosen from all grade levels equally, and the six pre-service

teachers (25%) were from each year of study. Besides, 13 of the participants

(54,16%) were graduated from Anatolian high school, 5 of them (20,84%) were

studied at vocational high schools, 3 of them (12,5%) were from religious vocational

high schools, 2 of them (8,34%) graduated from multi-program high schools and
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lastly, 1 participant (4,16%) was graduated from regular high schools. The
educational background of the participants was demonstrated in Table 3.2.7.

Table 3.2.7.

High school types

High School Type Frequency (f) Percentage (%)
Anatolian High School 13 54,16
Vocational High School 5 20,84
Religious Vocational High 3 12,5
School

Multi-Program High 2 8,34
School

Basic High School 1 4,16
Total 24 100

3.3. Instruments

The current study used the Play Perception Scale (PPS) and semi-structured
interviews to gather comprehensive information about early childhood pre-service

teachers' perceptions of play.

3.3.1. The Play Perception Scale

For the quantitative part of the study, the Play Perception Scale (See Appendix B)
was administered to learn general perceptions of early childhood pre-service teachers
on play. Participants' age, gender, grade level, educational background regarding
high school types, play-related courses, and activities that contribute to their
professional development were asked in the demographic part of the scale.
Additionally, it includes open-ended questions like "Which games/play did you
involve in your childhood? Can you give examples?" and "When you think about
your daily routine, which play/games do you involve in?". Also, the participants
were asked to complete the missing sentence that asked the definition of play:
"Play......ooiininnnnn ",
34



The Play Perception Scale, developed by Giines et al. (2020), aims to examine the
play perceptions of pre-service teachers, in-service teachers, parents, and
pedagogues. The PPS is a five-point Likert type scale (from 1= strongly disagree to
5= strongly agree) and consists of 20 items with three-factor structures. These three
subscales are the function of play, the originality of play, and the nature of play
(Glines et al., 2020). In other words, the PPS provides a framework for play
perceptions of participants, including functions, purposes, origins, nature of the play

and personal play experiences, and play memories.

As clarified by Glines et al. (2020), the Cronbach Alpha value is calculated as .728,
and item-total correlation coefficient values are between .157 and .656 (.157 <r <
.656). These values indicated that the Play Perception Scale is a reliable and valid

instrument.

3.3.2. Semi-structured Interviews

For the second part of the study, the researcher developed a semi-structured
interview protocol to obtain an in-depth information about early childhood pre-
service teachers' play perceptions. After preparing the interview questions, four early
childhood education expert opinions were consulted. In the light of their suggestions,
the researcher modified the interview protocol. Afterward, the semi-structured
interview was conducted with three pre-service teachers to pilot the questions and
practice the interview protocol. According to the pilot study results, the researcher
modified the flow of the interview items from general to the specific. Also, one of
the main questions that ask their previous play experiences were removed from the
main part and asked as warm-up question. Additionally, the question “how do you
use play in teaching?” was changed as “how do you use play as a teaching tool when
you want to teach a concept?”. After these arrangements through the expert opinions,

the interview questions were administered to the selected participants.

The last version of the semi-structured interview protocol consisted of 11 questions
involving a few probe questions and four warm-up questions. The two questions of

the protocol were asked for participants the courses they took. Other nine questions
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were about pre-service teachers' views on the definition, developmental and
educational contributions of play, factors that affect it, planning to playtime, and

teachers' and play materials' roles in play (see Appendix C).

3.4. Data Collection Procedure

In this study, early childhood pre-service teachers' play perceptions were examined.
Before collecting the data, the researcher received the necessary permissions from
the Ethical Committee of Middle East Technical University and the authors of Play
Perception Scale. After the permissions, instructors were informed about the study
and requested to make time for data collection in their courses. In the fifth and sixth
weeks of the 2021-2022 fall semester, the demographic form and Play Perception
Scale (PPS) were administered to early childhood pre-service teachers studying at
Kastamonu University which is located in the black sea region of Tirkiye. After
explaining the study's purpose briefly, completing the PPS took a maximum of 10-15

minutes for each participant.

For the second part of the study, the researcher invited the participants to conduct the
semi-structured interview protocol in their available time. The times of the
interviews were scheduled during the second and third weeks of the 2021-2022
spring semester. Firstly, a pilot study was conducted with three participants from
different year of study. Then, the rest of the participants attended the interview
protocol at their scheduled time. The interviews were recorded following by
participants' permission. The semi-structured interview took approximately 15-20
minutes for each participant. Tape recordings were transcribed right after the

interviews.

3.5. Analysis of Data

During the quantitative data analysis, the researcher followed the interrelated steps
stated by Creswell and Plano-Clark (2015). Firstly, data was prepared and organized
for the analysis. This process includes preparing a codebook, stating score types,

scoring data, choosing a program, and inputting and cleaning data (Creswell & Plano
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Clark, 2015). An appropriate statistical analysis program was used during analyzing
quantitative data. After preparing the codebook, attaining the ID number for each
participant, and cleaning missing data, the quantitative data of 242 participants were
inputted carefully. Then, descriptive analysis was carried out before starting the
inferential analysis. The researcher conducted normality test and mean (M=66,31),
5% trimmed mean (M=66,16), Skewness (,592-,156) and Kurtosis (1,249-,312)
values were calculated. Also, Kolmogorov-Smirnov (sig= .000) value indicated that
participants' play perception scores do not show a normal distribution. For this
reason, one of the non-parametric techniques was used. Since all of the dependent
and independent variables contain at least two categoric variables and the
assumptions of normality were met (Pallant, 2015), the Chi-square test of
Independence was decided to apply. The results of the tests were reported,
interpreted, and discussed, and necessary figures were provided in the following
chapter.

According to Creswell and Plano-Clark (2015), six interrelated steps in analyzing
and interpreting qualitative data need to be followed for the analysis. Firstly, the
researcher needs to prepare and organize data and decide how to analyze data by
hand or by computer. The interview audiotape recordings are converted into text
data. Then, the data analysis process begins. The researcher needs to explore a
general sense of data through a preliminary exploratory analysis and prepares codes
into broad themes (Creswell & Plano Clark, 2015). In the light of information stated
by Creswell and Plano-Clark (2015), first of all, audiotape recordings were
transcribed. Afterward, texts were reviewed for the coding process. Creswell (2015)
clarified that coding is the labeling process to describe a text segment. Text segments
involve sentences or paragraphs that all of them are associated with a single code
(Creswell, 2015). During the coding process, the texts are divided into small parts
like sentences, paragraphs, or phrases and labeled by the researcher. Besides, the
coding labels arise out of the participants' exact words (Creswell & Plano-Clark,
2018).

After coding themes into layers, the next step is the representation and reporting of

findings. Creswell and Plano Clark (2015) asserted that there are various ways to
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indicate data, such as comparison tables, tree diagrams, maps, figures, demographic
tables, and so on. In the current study, qualitative findings were displayed in the
appropriate tables. Finally, interpretation of the data was provided. In qualitative
studies, personal views cannot be separated from interpretations. For this reason,
interpretation of data includes making sense of the study findings based on past
studies and personal views (Creswell & Plano Clark, 2015). The researcher

compared findings with the literature and provided limitations and suggestions.

3.6. Ethical Consideration

Before conducting the study, ethical permissions were obtained from METU Ethical
Board. In addition, the researcher asked participants to fill out the informed consent
form before collecting data. Participants were informed that they could withdraw
from the study if they felt uncomfortable.

3.7. Trustworthiness and Credibility

Trustworthiness and credibility are critical parts of quantitative and qualitative
studies. According to Merriam (2009) and Yin (2009), the validity, reliability, and
generalizability of the study influence trustworthiness. For this reason, increasing
validity, reliability, and generalizability will increase the trustworthiness of the study.
Using various data collection technique increases the validity and reliability of the
study (Fraenkel et al., 2012). In this study, semi-structured interviews and the Play
Perception Scale were used to increase the reliability and validity of the study.
Moreover, in order to increase the trustworthiness of the study, the semi-structured
interview questions were prepared with the help of four experts in the field of early
childhood education. Also, the pilot study was conducted with three early childhood
pre-service teachers to test the clearness and understandability of the questions.
During the interview process, clarifications of the questions were checked after
mistaken questions to prevent misunderstandings. Also, the researcher selected the
participants that created appropriate rapport with it so that they could feel

comfortable during the interview.
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The external audit is another way to increase trustworthiness (Creswell, 2015). In
this study, the researcher asked an early childhood specialist from outside of the
study to check study findings while analyzing the qualitative data. Additionally, the
coding process was performed separately with a PhD student in early childhood
education. The codes that emerged from the transcripts were noted independently
and compared later. Regarding the findings of the qualitative study, inter-rater
agreement was calculated as 92% by using the formula (Miles & Huberman, 2015).

It increased the validity, reliability, and trustworthiness of the current study.
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CHAPTER 4

FINDINGS

In this chapter, the quantitative and qualitative findings of the study are addressed
respectively. Firstly, descriptive statistics are provided. Then, quantitative, and

qualitative study results are given.

4.1. Descriptive Statistics

In this part, descriptive statistics of research were addressed. Firstly, pre-service
teachers' background information related to their professional development about
play, and their experiences in play-related media content was collected. Then, the
participants were asked which games they played during their childhood. Lastly,

descriptive statistics of Play Perception Scale items were given.

Regarding the pre-service teachers' professional development experiences, among
242 pre-service teachers, while the majority of them (n=203) indicated that they did
not attend any professional development experience, 23 of them indicated that they
attended a play seminar, 12 of them participated in a play certificate program, 4 of
them attended other activities and only 1 attended a congress. The summary of their

responses was shown at the Table 4.1.
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Table 4.1.

Professional Development Experiences

Type Frequency (f)
Seminar 23

Certificate Program 12

Congress 1

Other 4

None 203

Total 243

Note: One participant attended both congress and seminar.

Regarding their experiences in following a play-related media content, small number
of participants responded yes to the question by indicating following early childhood
specialists on social media (n=32), educational websites (n=6), children's magazines
(n=6), educational video platforms (n=5), and educational TV channels (n=1). The
majority of them (n=196) stated that they did not follow any play-related media
content (see Table 4.2.).

Table 4.2.

Following Play-Related Media Contents

Responses Play-related Media Contents

Yes ECE specialists on social media (n=32)

Websites (n=6)

Children's magazines (n=6)
Educational video platforms (n=5)
Educational TV channels (n=1)

No (n=196)

Note: Participants gave more than one answer.

Additionally, the participants were asked about their past and present play memories.

Regarding the past play memories, the participants mainly indicated physical play

(n=875) such as hide and seek, blind man's bluff, hopscotch, dodgeball, and so on.

Moreover, object play (n=113) such as ticktacktoe, marbles, chess, and the puzzle
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was frequently stated. In addition to object play, the participants asserted pretend
play (n=77) such as playing house. Social play (n=12) such as kutu kutu pense,
originally ecoutez ecoutez pensez, was also indicated. Lastly, the participants stated

online games (n=7) as well.

Regarding the current play memories, 76 of the participants did not indicate their
answers to the question. However, among the responses given, the majority of the
participants (n=166) indicated online games (n=74) including console, mobile, tablet,
and PC games. Also, table games (n=69) such as backgammon, rummikub, chess,
and card games were stated. Besides, the participants asserted board games (n=36)
such as tabu and scrabble. Lastly, physical play (n=29) involving volleyball, football,
and basketball were also mentioned. The summary of the past and present play

memories can be seen in the Table 4.3.

Table 4.3.

Past & Present Play Memories

Past Play Memories Frequency | Present Play Memories Frequency

(f) ()

Physical play 875 Online games 74

Obiject play 113 Table games (backgammon, 69
rummikub, chess, cards)

Pretend play 77 Board games (Tabu, 36
Scrabble, Jenga)

Social play 12 Physical play 29

Online games 7

Total 242 166

Note: Participants gave more than one answer.

In this part, descriptive statistics of the Play Perception Scale in terms of

subdimensions were indicated. The first subdimension was the function of play.

Regarding the function of play, the participants were asked ten questions. Some of

them were "Children should participate in games voluntarily and play the way they

want." (Q2), "Play is a primarily effective teaching tool for children.” (Q3), "Play is a
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primarily fun activity for children.” (Q4), "Play is a child's means of discovering
herself/himself and the world." (Q6), and "Play where children can explore
themselves and the world are the most useful play for them.” (Q15) (See Appendix
B). The majority of the participants agreed or strongly agreed with the scale items
which were related to the function of play. For example, one of the items was
measuring participants' answers with the question of "Children should participate in
games voluntarily and play the way they want." (Q2) and the majority of the
participants (n=122) marked it as strongly agree. Similarly, another item asking
about "Play is a child's means of discovering herself/himself and the world." (Q6)
was marked it as strongly agree by most of the participants (n=176). Also, the mean
scores of participants' answers were calculated as a minimum 4 out of 5, which
indicated the consistency in their answers (see Table 4.4.). Table 4.4. summarizes the

descriptive statistics regarding the function of play.

Table 4.4.
Function of Play

Strongly Disagree Neutral Agree Strongly
Functio Disagree Agree
nof Play M f % f % f % f % f %
Q2 43 4 17 8 33 21 8,7 87 36 122 50,4
Q3 466 2 8 4 1,7 5 21 52 215 179 74
Q4 451 3 12 3 12 10 41 78 32,2 148 61,2
Q5 433 2 8 7 29 16 6,6 102 42,1 115 47,5
Q6 467 2 8 2 8 4 17 58 24 176 72,7
Q9 431 0 0 7 29 21 87 104 43 110 45,5
Q12 445 0 0 6 25 7 29 102 421 127 52,5
Q15 4,5 1 4 5 21 10 4,1 83 34,3 143 59,1
Q18 441 0 0 3 1,2 10 41 114 471 115 47,5
Q19 411 1 4 9 37 29 12 126 521 77 31,8

Another subdimension of the PPS was the originality of play. Regarding the

originality of play, participants were asked six questions, and some of them were

"Children must abide by the rules of the game while playing." (Q1), "In children's
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learning processes, playing has a more important role than structured activities."
(Q13) and "The child needs special toys and technological materials in order to gain
benefits from play at the highest level." (Q17). As seen in Table 4.5., there were
fluctuations in participants' answers on scale items regarding the originality of play.
For instance, for the first scale item (Q1), which measured the participants' answers
regarding the originality of play, the participants (n=97) marked it as agree while
some of them (n=62) marked it as disagree. Also, some participants (n=43) stated
neutral to the statement. A small number of participants (n=25) marked it as strongly
agree, and only a few numbers of them (n=15) marked it as strongly disagree.
Similarly, for the 13" scale item (Q13), the participants (n=100) marked it as agree
and (n=67) strongly agree. Moreover, some of the participants (n=57) marked it as
neutral, and a small number of the participants (n=17) marked it as disagree. Only
one participant (n=1) marked it as strongly disagree (see Table 4.5.). Table 4.5.
summarizes the descriptive statistics of the originality of play.

Table 4.5.

Originality of Play

Origi- Strongly  Disagree  Neutral Agree Strongly
nality Disagree Agree

ofPlay M f % f % f % f % f %
Q1 323 15 62 62 256 43 178 97 40,1 25 10,3

Q10 387 4 17 21 87 47 194 100 413 70 289
Q13 389 1 4 17 70 57 236 100 413 67 27,7
Q14 357 9 3,7 39 161 50 20,7 94 38,8 50 20,7
Q16 261 40 1655 87 36 55 22,7 47 194 13 54
Q17 212 93 384 76 314 34 14 30 124 9 3,7

The last subdimension of the PPS was the nature of play. Regarding the nature of
play, participants were asked four questions and they were "In order to understand
the pedagogical value of play, the information resources about it are sufficient in
terms of quality and quantity.” (Q7), "Instead of discovering a new play, children
prefer play they have always had fun."” (Q8), "In order for children to have fun in
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play, they do not need to be spontaneously involved in it." (Q11) and "The action in
which the child does not participate spontaneously or voluntarily is not a game."”
(Q20). As seen in Table 4.6, which demonstrated the descriptive statistics of
participants regarding the nature of play, there were fluctuations in participant
answers on scale items (see Table 4.6.). To exemplify, for the 7"" scale item (Q7), the
majority of the participants (n=104) marked it as neutral. Also, some of them (n=59)
marked it as agree, while some of them (n=46) marked it disagree. A small number
of the participants (n=22) marked it as strongly agree and only a few numbers of
them (n=11) marked it as strongly disagree. Similarly, for the 8" scale item (Q8),
some of the participants (n=82) marked it as disagree while some of them (n=60)
marked it as agree. In addition, some of them (n=53) marked it as neutral while some
(n=29) marked as strongly disagree. Also, a few numbers of the participants (n=18)
marked it as strongly agree (see Table 4.6.). Table 4.6. summarizes the descriptive

statistics regarding the nature of play.

Table 4.6.
Nature of Play

Strongly  Disagree  Neutral Agree Strongly
Nature Disagree Agree
of Play M f % f % f % f % f %
Q7 3,14 11 45 46 19 104 43 59 244 22 91
Q8 282 29 12 82 339 53 219 60 248 18 74

Q11 2,71 39 161 65 269 78 322 48 198 12 5
Q20 31 21 87 55 22,7 76 314 59 244 31 128

4.2. Results of the Quantitative Study

In this part, the Chi-Square Test of Independence was conducted to investigate
whether there was any significant difference between the play perception scores of
the participants who took play courses and who did not. The results of the Chi-

Square Test of Independence were presented in the following sections.
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4.2.1. Play Perceptions and Play Course Enrollment

Of the 242 participants, while 122 of them took a play course, 120 of them did not
take a play course (see Table 4.7.). Play course, one of the compulsory courses of the
ECE curriculum, is taught in the spring semester of second year of study. For this
reason, while juniors and seniors took a play course before, freshmen and
sophomores did not take it. In addition, the play course included the definition,
importance and characteristics of play, play theories, factors that affect play, and

designing and implementing play activities.

Table 4.7.

Play Course Enrollment

Play course Frequency (f)
Yes 122

No 120

Total 242

Regarding the impact of taking a play course on the play perceptions of the
participants, the Chi-Square Test of Independence was conducted. Accordingly, six
scale items showed a statistically significant relationship between play course
enrollment and participants' answers. These six scale items were related to the

functions of play, teacher involvement, benefits of play, and play materials.

The first item "play is a child's means of discovering herself/himself and the world"
(Q6) showed a statistically significant relationship in terms of taking a play course.
That is, while 42,1% of the participants who took a play course strongly agreed with
the statement, this response rate dropped to 30,6% for those who did not take a play
course. Additionally, only 7% of them who took a play course chose ‘agree' for this
statement, and 16,6% of them who did not take a play course rated it as agreed. To
sum up, a chi-square test for independence indicated there was a statistically
significant relationship between Q6 and taking a play course, X? (4, n=242) = 15,37,
p= .004. The effect size was calculated as medium effect (Cramer's V= .25) (see
Table 4.8.).
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The second item "teacher involvement in play is important for children getting high
benefit from play” (Q10) also showed a statistically significant relationship in terms
of taking a play course. While 16,9% of the participants who took a play course
strongly agreed with the statement, this response rate dropped to 12% for those who
did not take a play course. Moreover, 16,1% of them who took a play course agreed
to the statement, and 25,2% of them who did not take a play course agreed. In
addition, 10,7% of them who took a play course and 8,7% of them who did not take a
play course were neutral to the statement. Moreover, 5,4% of them who took a play
course and 3,3% of them who did not take it disagreed with the statement. Lastly,
1,2% of pre-service teachers who took a play course chose the 'strongly disagree'
option, while 0,3 of them who did not choose it. Consequently, a chi-square test for
independence indicated there was a statistically significant relationship between the
Q10 and taking a play course, X2 (4, n=242) = 9,60, p= .048. The effect size was
calculated as medium effect (Cramer's V=.19) (see table 4.8.).

The third item "teachers need to be involved in play as well for play to be fun and
exciting "(Q14) showed a statistically significant relationship in terms of taking a
play course. To be more precise, while 8,7% of the participants who took a play
course strongly agreed to the statement, this rate increased to 12% for those who did
not take a play course. Similarly, 16,1% of them who took a play course agreed to
this statement, and this rate rose to 22,7% for those who did not take a play course.
On the other hand, 12,4% of pre-service teachers who took a play course and 8,3% of
them who did not take it were neutral to the statement. Also, 9,9% of pre-service
teachers who took a play course disagreed with the statement, while 6,2% of them
who did not take a play course disagreed with it. Lastly, only 3,3% of them who took
a play course and only 0,4% of those who did not take a play course strongly
disagreed with the statement. As a consequence, a chi-square test for independence
indicated that there was a statistically significant relationship between the Q14 and
taking a play course, X? (4, n=242) = 13,50, p=.009. The effect size was calculated
as medium effect (Cramer's V=.23) (see Table 4.8.).

Another item " the fact that the expected positive gains of play are not observed on

children during play shows that play is not beneficial for the children” (Q16) showed
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a statistically significant relationship in terms of taking a play course. Whereas 1,7%
of the participants who took a play course strongly agreed with the statement, only
3,7% of them who did not take a play course strongly agreed with it. In addition,
6,2% of them who took a play course agreed to the statement, and this rate rose to
13,2% for those who did not take a play course. Also, 7,9% of them who took a play
course and 14,9% of them who did not take were neutral for this statement. On the
other hand, 23,6% of them who took a play course and 12,4% of those who did not
take a play course disagreed with the statement. Lastly, 11,2% of those who took a
play course strongly agreed with the statement, this rate dropped to 5,4% for those
who did not. Consequently, a chi-square test for independence indicated that there
was a statistically significant relationship between the Q16 and taking a play course,
X? (4, n=242) = 26,91, p= .000. The effect size was calculated as medium effect
(Cramer's V=.33) (see Table 4.8.).

The next item "the child needs special toys and technological materials to benefit
from play at the highest level” (Q17) showed a statistically significant relationship in
terms of taking a play course. In other words, while 24% of the participants who took
a play course strongly disagreed with the statement, this rate dropped to 14,5% of
those who did not take a play course. On the contrary, 12,8% of those who took a
play course disagreed to the statement, whereas this rate increased to 18,6% for those
who did not take a play course. Also, 7% of them those who took a play course and
7% of those who did not take a play course were neutral for this statement. Besides,
5% of them who took a play course and 7,4% of them who did not take a play course
agreed with the statement. Finally, 1,7% of who took a play course and 2,1% those
who did not take a play course, strongly agreed with the statement. As a result, a chi-
square test for independence indicated that there was a statistically significant
relationship between the Q17 and taking a play course, X? (4, n=242) = 9,56, p=
.048. The effect size was calculated as medium effect (Cramer's V= .19) (see Table
4.8.).

The last item " play is a natural process in which children reflect their personal
interests, needs and curiosities and develop it by using their own experiences"” (Q18)

showed a statistically significant relationship in terms of taking a play course. To be

48



more precise, while 30,2% of the participants who took a play course strongly agreed
with the statement, this rate dropped to 17,4% of those who did not take a play
course. On the other hand, 17,8% of them who took a play course agreed with the
statement, this rate surprisingly increased to 29,3% for those who did not take a play
course. As a consequence, a chi-square test for independence indicated that there was
a statistically significant relationship between the Q18 and taking a play course, X2
(4, n=242) = 15,95, p= .001. The effect size was calculated as medium effect
(Cramer's V=.25) (see Table 4.8.).
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Table 4.8.

Chi-Square Test of Independence Results Regarding Play Course Enrollment

" P Strongly Disagree Disagree Neutral Agree Strongly Agree X’ ¥4

£ 2 N % N % N % N % N % & 4
A

QIR Yes 10 4,1 28 11,6 23 9,5 45 18,6 16 6,6 4,906 297
No 5 2,1 34 14 20 8.3 52 21,5 9 3,7

Q2 Yes 1 0,4 4 1,7 11 4,5 44 18,2 62 25,6 1,075 .898
No 3 1,2 4 1,7 10 4,1 43 17.8 60 24,8

Q3R Yes 2 0,8 3 1,2 3 1,2 23 9,5 91 37,6 3,926 416
No 0 0 1 0,4 2 0,8 29 12 88 36,7

Q4 Yes 2 0,8 2 0,8 3 1,2 33 13,6 82 33,9 5,826 212
No 1 0,4 1 0,4 7 2,9 45 18,6 66 27,3

Q3R Yes 2 0,8 6 25 8 3.3 52 21,5 54 223 6,021 .198
No 0 0 1 0,4 8 33 50 20,7 61 25,2

Q6 Yes 1 0,4 1 0,4 1 0,4 17 7 102 42,1 15,370  .004
No 1 0,4 1 0,4 3 1,2 41 16,9 74 30,6

Q7R Yes 7 2,9 27 11,2 52 21,5 25 10,3 11 4,5 3,566 .468
No 4 1,7 19 7.9 52 21,5 34 14 11 4,5

Note: “R” indicates the reverse items of the scale.
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Table 4.8. (continued)

- v Strongly Disagree Disagree Neutral Agree Strongly Agree X P

g g N % N % N % N % N % & 4
&%)

Q8R Yes 21 8,7 42 17.4 21 8.7 30 12,4 8 33 8,366 .079
No 8 3.3 40 16,5 32 13,2 30 12,4 10 4,1

Q9 Yes 0 0 3 1,2 9 3,7 45 18,6 65 26,9 6,076 ,108
No 0 0 4 1,7 12 S 59 244 45 18,6

QI10R Yes 3 1,2 13 5.4 26 10,7 39 16,1 41 16,9 9,604 .048
No 1 0,4 8 3.3 21 8.7 61 25,2 29 12

Q11R Yes 23 9.5 32 13,2 36 14,9 27 11,2 4 1,7 3,800 434
No 16 6,6 33 13,6 42 17,4 21 8.7 8 33

QI2R Yes 0 0 2 0,8 3 1.2 47 19.4 70 28,9 2,751 432
No 0 0 4 1,7 4 1,7 55 227 57 23,6

Q13 Yes 0 0 8 33 25 10,3 52 21,5 37 15,3 2,793 593
No 1 0,4 9 3,7 32 13,2 48 19,8 30 12,4

QI14R Yes 8 33 24 9,9 30 12,4 39 16,1 21 8,7 13,509  .009
No 1 0,4 15 6,2 20 83 55 22,7 29 12

Note: “R” indicates the reverse items of the scale.
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Table 4.8. (continued)

- v Strongly Disagree Disagree Neutral Agree Strongly Agree P

L m N % N % N % N % N % & 4
A

Q15 Yes 1 0,4 1 0,4 6 25 37 15,3 79 31,8 5,006 287
No 0 0 4 1,7 4 1,7 46 19 66 27.3

QI16R Yes 27 11,2 57 23,6 19 7.9 15 6,2 4 1,7 26,591  .000
No 13 5.4 30 12,4 36 14,9 32 13,2 9 3,7

Q17R Yes 58 24 31 12,8 17 7 12 3 4 1,7 9,562 .048
No 35 14,5 45 18,6 17 7 18 7.4 5 2,1

Q18 Yes 0 0 2 0,8 4 1,7 43 17,8 73 30,2 15,952 .001
No 0 0 1 0,4 6 2 71 293 42 17,4

Q19 Yes 0 0 5 2,1 13 5.4 59 24,4 45 18,6 4,108 392
No 1 0,4 4 1,7 16 6,6 67 297 32 13,2

Q20 Yes 15 6,2 23 9,5 38 15,7 32 13,2 14 5.8 6,028 197
No 6 2,5 32 13,2 38 15,7 27 11,2 17 7

Note: “R” indicates the reverse items of the scale.
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4.3. Results of the Qualitative Part

In this part, pre-service teachers' perceptions of play retrieved qualitatively will be
presented. The main purpose of the study was to investigate pre-service teachers'
perceptions of play and to what extent their play perceptions differ in terms of taking
a play course. For this reason, in the qualitative part of the study, 11 open-ended
interview questions were asked to understand pre-service teachers' play perceptions
in depth, and two of the questions were about their play-course backgrounds. Also,
there was an equal number of participants from each year to examine to what extent
there is a difference between their play perceptions based on their study year. The
findings from the semi-structured interviews with the pre-service teachers (n=24)
will be presented in the following section as they were coded from P1 to P24. Also,
the participants who were both juniors (P13 to P18) and seniors (P19 to P24) took a
play course previously. Lastly, while sharing the exemplary quotes, each participant
will be abbreviated based on their study year. For example, the participant number 1
from Freshman year will be presented as F1, and similarly the participant number 7
from Sophomore year will be presented as Sp7, number 13 from Junior year as J13,
and number 19 from Senior year as Sn19. Below is a summary of the demographics

of the participants in the qualitative part (see Table 4.9.).

Table 4.9.

The Demographics of the Participants

Participant  Age Gender Grade Play Course
Background

F1 33 M 1 No

F2 20 F 1 No

F3 21 M 1 No

F4 24 F 1 Yes

F5 19 F 1 No

F6 20 F 1 No

Sp7 22 F 2 Yes
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Table 4.9. (continued)

Participant  Age Gender Grade Play Course
Background

Sp7 22 F 2 Yes

Sp8 21 F 2 No

Sp9 21 F 2 No

Sp10 19 F 2 No

Spi11 27 F 2 No

Sp12 19 F 2 No

J13 21 M 3 Yes

J14 20 F 3 Yes

J15 20 F 3 Yes

J16 22 F 3 Yes

J17 21 F 3 Yes

J18 21 F 3 Yes

Sn19 22 F 4 Yes

Sn20 25 M 4 Yes

Sn21 22 F 4 Yes

Sn22 22 F 4 Yes

Sn23 21 F 4 Yes

Sn24 22 M 4 Yes

4.3.1. Definitions of Play

Pre-service teachers were asked to complete the missing sentence asking the
definition of play: "Play................... ". 234 out of 242 participants completed the
sentence. The majority of the participants indicated the developmental benefits of
play in their definitions (see Table 4.10.). For this reason, participants' responses
were coded under three categories namely intellectual, emotional, and physical

benefits.

Some of the participants had difficulty in defining play and focused on its features

rather than defining it. For instance, one of the participants responded as:
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I think play has a great contribution to the child in terms of learning by doing in the
early childhood period. I think it supports cognitive skills... We have problems with
concepts. | know, but | cannot explain. When | focused on the child, play helps
children to earn life skills. I can define it like that (F3).

Additionally, other participant who took play course defined play as "the child's
instinctive behavior. It is a social activity where the child behaves what s/he wants. It

can emerge with the imagination in different ways and different places™ (F4).

Besides, some of them indicated play as a teaching tool:

| can define it as a teaching tool. When we try to teach something directly, children
might not want to learn or get bored easily. However, when the teacher teaches
through play, s/he learns without realizing it, making the information more
permanent and enjoyable for the child (Sp10).

In addition, some of the participants focused on the emotional contributions of play
while defining it. In this respect, one said "I think play is the life of the children. The
children direct their whole life with play and express everything through play" (Sp8).

Similarly, one participant explained as:

Play is something that children release their energy. If there is no play, | think there
is no healthy child because the child can express emotions and all the physical and
psychological things through play (Sn21).

One of them also provided a more general definition:

| think play is an activity that includes fun and educational activities with or without
using materials. Children learn lots of things and social rules and have fun while
playing. It is not necessary to use materials while playing (Sn19).

To sum up, most of the participants focused on the developmental contributions and
features of play while defining it. In this regard, play definitions became more
detailed when their grade level increased. Table 4.10. summarizes the findings

regarding the definition of play.

55



Table 4.10.
Definitions of Play

Theme Category Codes

Exemplary Quotes

Intellectual  Joyful way to learn

(n=25)

The best way to
learn (n=19)
Educative (n=16)
Discovery and
curiosity (n=7)
Imagination (n=5)

I can define it as a teaching tool. When we
try to teach something directly, children
might not want to learn or get bored easily.
However, when the teacher teaches
through play, s/he learns without realizing
it, making the information more permanent
and enjoyable for the child (Sp10).

We can do it with a play best when we
want to teach something. In general, the
concepts are abstract, and children cannot
understand them. When we teach it via
play, they both have fun and learn
something (Sn23).

Emotional  Relaxation (n=22)

Self-expression
(n=18)

Happiness (n=8)
Stress relief (n=8)
Wellbeing (n=5)
Emotional
expression (n=5)
Socialization (n=3)
Adaptation (n=1)

Developmental Benefits

I think play is the children's way of self-
expression. They reflect what they live in
the inner world through play. I can say it is
a communication tool. In addition to this,
play is learning by experience and by
having fun (Sp12).

I believe play is an activity which children
express themselves best and feel most
comfortable. We can teach everything to
children with play. It supports children's
development in many ways and takes it to
the upper level. Children can learn
everything permanently with play (J15).
Play is something that children release
their energy. If there is no play, | think
there is no healthy child because the child
can express emotions and all physical and
psychological things through play (Sn21).

I can define it as a child's adaptation
process to the environment. When the
children come to the classroom, they start
playing with their friends in their free play
time. In other words, it is a child's way of
adapting to the environment, getting used
to it, and expressing him/herself (Sp7).

Physical Energy recreation
(n=4)
Physical

development (n=3)

Children need to release their excessive
energy. They learn something and release
energy when playing two or three games
daily (Sn23).

Note: Participants gave more than one answer.
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4.3.2. What is/is not Play?

Pre-service teachers were asked what play is not and the criteria for something to be
considered as play. Firstly, most of them affirmed that harmful things (n=13)
including violence, bullying and sexuality cannot be play. In addition, they stated
that digital things (n=4) such as playing with PC, tablet games and watching TV,
boring things (n=3), and structured things (n=3) were not considered as play.
Participants also indicated that gambling and chance games (n=2), competition
(n=1), games without rules (n=1), and unsocial things (n=1) were not a play (see
Table 4.11.). Afterward, the participants indicated their criteria for something to be
considered as play. Most of the participants asserted fun (n=16) as a criterion of play.
The participants also indicated that play is educational (n=6), age-appropriate (n=3),
hands-on (n=3), happiness (n=3), spontaneous (n=3), active (n=3), individual (n=2),
safe (n=2), and social (n=2). Besides, willingness (n=2), creative (n=1), relaxation
(n=1), structured (n=1) and freedom (n=1) are other factors something to be
considered as play (see Table 4.11.). Some of the exemplary quotes were provided

below.

Some of the participants affirmed that the educational and developmental
contributions of play were one of the criteria to be considered a play. In this respect,

one freshman said:

For something to be considered as play, it must contribute to us both mentally and
physically. Although we are having fun while playing, we need to learn something
from play. Play needs to train our brains. We must learn something. | think that is
the criteria of play. Also, | think it has to develop motor skills. For example, our
grasping skills can be improved through play (F3).

Similarly, one of the participants focused on the educational aspect of play by

explaining:

I think play should teach children something. It should be ensured that the child can
learn by practicing what he cannot learn from the outside theoretically during play.
That's how it is in early childhood education (J13).

Also, he continued with explaining what play is not for him.
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In my opinion, our traditional games such as hide and seek or blind man's bluff are
not a play. They focus on entertainment more. | think play should be more
educational in early childhood. For this reason, if we make the activities by using
play, it becomes more effective (J13).

On the contrary, one of the participants pointed to the digital aspects of play and said

digital things are not a play for her by saying:

In my opinion, technological things such as mobile and computer games are not
play. I mean it is not play for young children. | think they need to engage in hands-
on activities and touch toys or materials (F6).

The majority of the participants indicated that play should be fun. Also, some
participants asserted that boring things could not be play. One of the freshmen who

took a play course explained as:

It is essential to have fun and take pleasure from play, to have something that comes
from within, or to want it. Being happy is the most important criterion for me. | do
not think materials are necessary for play. It can happen without material, even if it
is nothing. It does not have to be a group of people. Children can even create/set
play by themselves. It can also be in both ways, with or without rules (F4).

Similarly, one of the sophomores who took a play course also stated the fun aspect of

play by saying:

First, | think play should contain fun. Fun should come first. Play is an adaptation
process. Therefore, the child should feel comfortable and happy. Then, it may
change. It may be educative, or it may be supportive. In other words, there may be
content that will contribute to the child in many ways, but | think the priority should
be entertainment (Sp7).

On the other hand, one participant reported “activities that children cannot have fun
are not play for me. It is not necessary to learn something. Instead, it is necessary to

have fun with friends or alone” (J15).

Furthermore, some of the participants identified their play criterion as safety.
Regarding this issue, one explained as “safety is necessary. Play needs to be safe,
funny, informative, and appropriate for children's age” (Sp12). Also, about half of
the participants indicated that harmful things such as violence and bullying were not

a play for them. In this respect, Sp10 asserted as:
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If there is violence or harm, it is not a play. | think play should not depend on hitting
or hurting someone. This reduces the fun of play. The more powerful children are
having fun while the weaker children are not (Sp10).

Some of the participants reported that active participation and being social are the
criteria for play. In this regard, F6 said, “there must be more than one person for me.
There is no point in being alone. Children have to be social with friends”. Similarly,

J17 also explained as:

For something to be considered as play, everyone, without any exception, must
genuinely participate, have fun, and be happy. Regarding children, when | go to the
outside with my class, if the whole class is involved in play and they look at me with
a big smile, it is a play for me. Regarding my peers, if | go out with a group to play
and someone says s/he does not want to play, it is not a play for me (J17).

Only one participant reported play has no criteria and explained as “I think anything

can be a play. It does not matter if it is with or without rules” (Sn22).

Briefly, participants articulated their play criteria and any behaviors that are not
considered as play. The participants who focused on the educational aspect of play
generally did not take a play course. Table 4.11. summarizes the findings regarding

the criteria for something to be considered as a play or not a play.
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Table 4.11.

What is Play? & What is not Play?

Play is...

Exemplary Quotes

....is not play

Exemplary Quotes

Fun (n=16)

Educational (n=6)
Happiness (n=3)
Age appropriate (n=3)

Active (n=3)

Hands-on (n=3)
Spontaneous (n=2)

Social (n=2)
Individual (n=2)
Willingness (n=2)
Safe (n=2)
Relaxation (n=1)
Structured (n=1)
Freedom (n=1)
Creative (n=1)

It is essential to take pleasure from play, to have
something that comes from within, or to want it.
Being happy is the most important criterion for
me. I do not think materials are necessary for
play. It can happen without material, even if it
is nothing. It does not have to be a group of
people. Children can even create/set play by
themselves. It can also be in both ways, with or
without rules. (F4)

For something to be considered as play, it must
contribute to us both mentally and physically.
Although we are having fun while playing, we
need to learn something from play. Play needs
to train our brains. We must learn something. I
think that's the criteria of play. Also, I think it
has to develop motor skills. For example, our
grasping skills can improve through play. (F3)
Firstly, safety is necessary. Besides, play needs
to be funny, informative, and appropriate for
children's age. It is not necessary to have toys
because play can show up alone. (Sp12)

There must be more than one person for me,
there is no point in being alone. It has to be a
group of friends to play. (F6)

Harmful things
(n=13)

Digital things (n=4)
Boring things (n=3)
Structured things
(n=3)

Gambling and chance
games (n=2)
Competition (n=1)
Games without rules
(Unstructured things)
(n=1)

Unsocial things (n=1)

If there is violence or harm, it is not a play. I think play
should not depend on hitting or hurting someone. This
reduces fun of play. The more powerful children are
having fun while the weaker children are not. (Sp10)
In my opinion, technological things such as mobile and
computer games are not play. I mean it is not play for
young children. I think they need to engage in hands
on activities and touch toys or materials. (F6)
Activities that children cannot have fun are not play
for me. It is not necessarily to learn something in play.
Instead, it is necessary to have fun with friends or
alone. (J15)

Something without any rule is not a play for me. For
example, make-believe play or chance games are not
play too. Rules are necessary. Rules make play is more
exciting. (Spl1)

In my opinion, our traditional games such as hide and
seek or blind man's bluff are not play. They focus on
entertainment more. 1 think play should be more
educational in early childhood. For this reason, if we
make the activities by using play, it becomes more
effective. (J13)
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4.3.3. The Importance of Play

Pre-service teachers were asked about play's contributions in terms of child
development. The participants' responses were divided into three categories
regarding developmental areas. The participants frequently stated that play
contributes to learning (n=16), gross and fine motor skills (n=15), social skills
(n=15) such as cooperation and empathy, and language acquisition (n=11).
Moreover, they indicated that play supports self-confidence (n=4), self-knowledge
(n=3), creativity (n=3), emotional state (n=3), self-expression (n=2), school
readiness (n=2), and imagination (n=1).

Some of the participants reported that play contributed to physical development
more. In this regard, one of them said, “play is important for the cognitive and
physical development of children. However, | think play contributes to the children
more physically” (F3). Similarly, F6 stated, “motor skills come first, then brain and
emotions. Play contributes to the motor, cognitive and emotional development of
children”. Additionally, one participant also pointed to the same thing by saying:

| think it contributes to many developmental areas in terms of cognitive and social,
and emotional development. However, its contribution is greatest in terms of
physical development, fine motor, and gross motor skills (Sn21).

Some of the participants focused on the physical benefits of play. However, one of
them indicated that play has social benefits more. About this issue, J14 stated as

follows:

Play can provide social benefits in group work, group games and communication. It
can strengthen communication. It supports motor development, but | think it has
more of a social impact. Most of the time, they do not play alone, | think this
improves positively. Play may contribute to self-expression. Children can express
their favorite or least favorite things in this way. Also, they can display it against
people they do not like in play. Play may have a reflective feature (J14).

Similarly, one of the freshmen who took a play course indicated that play contributed

to creativity and imagination by saying:

It has so many positive effects. It supports them in many ways such as developing
self-knowledge, promoting, and developing their creativity. Play is essential for
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imagination and creativity. Also, it has a lot of contributions in the social and
emotional areas, such as waiting turns (F4).

Furthermore, most of the participants reported that social contributions of play. J18
exemplified it by saying “when children play playing house, for instance, they can
understand how the other person feels and can develop empathy. Their emotional
skills can develop” (J18).

The majority of the participants also indicated the importance of play regarding the
educational aspect. One of them stated as:

A child's life is already a play. S/he lives with play. S/he learns counting, colors, and
many things in play. For example, while playing house, he learns the names of
animals. s/he is just starting to learn about the life, so he learns many things too.
Children do everything via play, so it affects everything (Sp8).

Some of the participants pointed to the contributions of play regarding language
acquisitions while stating, “there are thousands of contributions, and we can teach
most of the things via play. Therefore, we cannot limit its benefits with only motor,
cognitive, and language development” (Sp7). Similarly, one of them said, “it
contributes to cognitive and social development. Children memorize nursery rhymes,

and it supports language skills” (J17).

Moreover, among the participants, two of them stated the school readiness issue as a

developmental benefit of play. In this issue, Sn20 reported as:

Since the purpose of early childhood education is to prepare children for primary
school, it can be said that play is the most important part of child development; in
fact, 85% of it. Also, it contributes to socialization in group activities, and they
develop competencies toward complicated situations (Sn20).

To sum up, the participants generally stated the importance of play regarding the
developmental areas. The majority of them said more than one benefit at the same
time. This demonstrated that making a generalization is challenging in terms of grade
levels and benefits that they expressed. However, we can say that they were aware of
the developmental benefits of play. Table 4.12. summarizes the findings regarding
the developmental benefits of play.
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Table 4.12.

The Importance of Play

Theme Category Codes

Exemplary Quotes

Gross and fine motor
skills (n=15)

Play is important for the cognitive and physical development of children. However, I think play
contributes to the children more physically (F3).

Motor skills comes first, then brain and emotions. Play contributes to motor, cognitive and
emotional development of children. Also, they can get rid of loneliness while playing and it
promotes social skills (F6).

I think it contributes to many developmental areas in terms of cognitive development, and social
and emotional development. However, its conftribution is greatest in terms of physical
development, fine motor and gross motor (Sn21).

Physical
Social skills (n=15)
Self-confidence (n=4)
Self-knowledge (n=3)
Emotional state (n=3)
Self-expression (n=2)

Social-

Emotional

It has so many positive effects. It supports them in many ways such as developing self-
knowledge, promoting, and developing their creativity. For example, it has a lot of contributions
in the social and emotional areas, such as waiting turns. Play is very important for imagination
and creativity (F4).

Play can provide social benefits in group work, group games and communication. It can
strengthen communication. It supports motor development, but I think it has more of a social
impact. Most of the time, they do not play alone, I think this improves positively. Play may
contribute to self-expression. Children can express their favorite or least favorite things in this
way. Also, they can display it against people they don't like in play. Play may have a reflective
feature because it has a life-reflective feature too (J14).

For example, when children play playing house, they can understand how the other person feels
and can develop empathy. Their emotional skills can develop (J18).

Learning (n=16)

Language acquisition

(n=11)

Creativity (n=3)

School readiness
Cognitive  (n=2)

Imagination (n=1)

Il)evelopmental Contributions

There are thousands of contributions of play, and we can teach most of the things via play.
Therefore, we cannot limit its contributions with only motor, cognitive and language
development (Sp7).

A child's life is already a play. S/he lives with play. S/he learns counting, colors, and many things
in play. For example, while playing house, he learns the names of animals. s/he is just starting to
learn about the life, so he learns many things too. Children do everything via play, so it affects
everything (Sp8).

Since the purpose of early childhood education is to prepare children for primary school, it can be
said that play is the most important part of child development; in fact, 85% of it. Also, it
contributes to socialization in group activities, and they develop competencies towards the
complicated situations (Sn20).

Note: Participants gave more than one answer.
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4.3.4. Factors that Influence Children's Play

Pre-service teachers were asked the factors that may influence children's play. The
participants' responses were divided into three categories: environment-related,
child-related, and adult-related factors. The environment-related factors involved the
physical setting (indoor/outdoor) (n=6), the characteristics of materials (n=5), lack
of materials (n=3), lack of play space (n=2), weather conditions (n=1), and safety
issues (n=1). The child-related factors were the presence of peers (n=9), the
emotional state of the child (n=6), interest and curiosity of the child (n=6),
developmental level of the child (n=3), the culture of the child (n=3) and gender of
the child (n=2). Lastly, the adult-related factors were stated as parental attitudes
(n=5), teacher attitudes (n=5), socio-economic factors (n=5), and neighbors (n=2)
(see Table 4.13). Among these factors, participants frequently stated the presence of
peers (n=9), the interest of the child (n=6), emotional state of the child (n=6), and
physical settings (indoor/outdoor) (n=6). Some of the exemplary quotes about the

factors influence play were given below.

Four freshmen participants reported they had difficulty in stating factors that
influence children's play. While some of them did not even answer this question, one
participant tried to explain as "it does not come to my mind... Play comes from
family members. | learned how to play from my peers and brothers. If they engaged
which play in, I engaged in it too" (F3). On the contrary, one of them explained

parental attitude, teachers, and peers as influencing factors of play by saying:

For example, one of the factors that affect play is family pressure. Friends are
critical. Teachers are also very effective because teachers always make their favorite
students start first in play. | think this attitude affects the child a lot. Not all teachers
are like that, but mine was. | thought they prioritized hardworking students. This
made me very withdrawn about play. I thought | was falling behind (F5).

Moreover, while two of the sophomores (Sp8, Sp10) did not state the influencing
factors, other sophomores were commenting adult-related factors such as neighbors,

parental attitudes, and socio-economic factors as follows:
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My neighbors influenced my play in Istanbul. My grandmother affected my play in
our village. My parents were worried about me while playing outside too long. They
were impressed with my play. Socio-economic opportunities... For example, we
could not find a ball easily. We did not have enough play materials (Sp7).

Also, one participant stated the physical environment, the characteristics of the
materials, safety, and socio-economic factors by saying:

Children's play is affected by the times in which they live. For instance, before
technological developments, children could create their own play and engaged in
traditional games. However, with the technology, they started to play with tablet
computers and mobile phones. Apart from that, all children's play settings are not the
same. Children who live in a war environment cannot engage in the same play. They
can create play with their own means. Similarly, children's plays from low-income
families also are affected by socio-economic problems (Sp12).

In addition, one of the participants stated the factors by saying:

Time factor... For example, if play is too long and there is a child with ADHD, you
cannot play with this child for half an hour. You should also consider the
developmental level of the class. If there is a child with special needs, for example,
while 10 minutes of play satisfies the others, that child may not even be able to grasp
a single stage of it. Time is significant (Sp11).

All junior and senior participants who took a play course provided more profound
answers regarding factors influencing play. For instance, one of the juniors asserted
the presence of peers, culture, developmental features of children, and parental

attitudes as influencing factors of play by saying:

Firstly, the environment affects play, such as family structure, culture, and
developmental status of children. For instance, cultural features are seen in play.
Also, child number of families and their attitudes toward children have also an
impact on children's play. Some parents set children free too much and do not
arrange an appropriate play environment. There needs to be a proper play
environment. Besides, every child cannot engage in every play at every age. Age-
appropriateness of play is necessary. Moreover, physical environment, such as
natural environments, affects play (J15).

Similarly, one of the participants pointed to the weather conditions, children's

emotional state and children's interests as follows:

The environment is the first factor. Playspace, weather conditions, climate... If the
weather is good, we can take children outside instead of playing in the classroom. If
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the weather is bad, it can be dressed and taken out according to the conditions. The
children's characteristics, such as the child's emotional state, whether the child wants
to play or not, or whether s/he wants to play individually or in a group, can also
affect play (J17).

The senior participants also mentioned similar factors that affect play. For instance,
one of them asserted that physical characteristics of the environment, number of
children, and socio-economic factors influence play by saying: "Where children live,
village or big cities affects play. The number of children has an impact on play too.
For instance, an only child needs to play by herself/himself. However, socio-

economic status is located at the top of these factors” (Sn22).

Briefly, the majority of the participants indicated that there were lots of influencing
factors. However, juniors and seniors who took a play course explained the factors
profoundly. Table 4.13. summarizes the findings regarding influencing factors of

play.

Table 4.13.
Factors that Influence Play

Theme  Category Codes

Physical setting (indoor-outdoor) (n=6)
The characteristics of materials (n=5)
Lack of materials (n=3)

Lack of play space (n=2)

Weather conditions (n=1)

Safety issues (n=1)

Presence of peers (n=9)

The emotional state of the child (n=6)
Interest and curiosity of the child (n=6)
Developmental level of the child (n=3)
The culture of the child (n=3)

Gender of the child (n=2)

Parental attitudes (n=>5)

Teacher attitudes (n=5)
Socio-economic factors (n=5)
Neighbors (n=2)

Environment-related

Child-related

Influential Factors

Adult-related

Note: Participants gave more than one answer.
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4.3.5. Teachers' Roles in Play

After considering the factors that influence play, pre-service teachers were asked
what teachers' role is in play. The teachers' roles were divided into six categories
based on the classification of Johnson et al. (1999). The participants frequently stated
that teachers have supportive roles, including onlooker (n=13), co-player (n=10),
play-leader (n=7), and stage manager (n=6) roles in play. In addition, a few
indicated director/instructor (n=2) role, while nobody stated uninvolved role (n=0).
Most of the participants provided more than one answer regarding teachers' roles. In
this respect, some of the exemplary quotes about the teachers' roles in play were

given below.

Some of the participants reported that teachers must actively participate in play as
co-players. In this respect, F1 said, "the teacher needs to actively participate from the
beginning of play to the end, considering play type. S/he also needs to have fun with
children™. On the other hand, F2 asserted the teacher's director role in play by saying,
"the teachers have a leading role in play. Children are also their assistant players.
Teachers are the forefront of play, and they direct it in terms of giving instructions”

(F2). Moreover, one participant indicated that the teachers have an onlooker role in

play:

I think that the teacher should always supervise the children and keep their eyes on
them even if the class is crowded. The teachers should observe the children from a
distance. It does not mean that you can force them directly to do something, but you
can observe what they are doing from a distance. S/he can intervene accordingly.
For example, when two children fight, the teacher can involve, listen to the children
and mediate (F6).

Additionally, one indicated the director/instructor role of the teachers in play and

pointed to their roles were more in the structured play:

The teacher has more roles in the structured play. S/he is mostly directing play and
telling what children will do. For example, in free play time, the teacher is again
directing them so that they can learn play. The teacher has to lead the class. The
teacher is still on top of them in any case, but the effect of the teacher is more in the
structured play (Sp8).
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Additionally, some of the participants stated that teachers' roles could change by
curricular needs and play type. In this issue, one of the sophomores, who took a play

course, said:

| think the role of the teacher can change often, and it should change. Teacher-
directed play should not be played all the time. | think that children should also
engage in play in which they can control themselves. Therefore, the teachers' role
can change. It is sometimes a guiding role, while sometimes, it is a player (Sp7).

Furthermore, one participant stated her lack of information about planning playtime

because of not taking a play course and inferred as follows:

Firstly, teachers can be an observer. You can observe the behaviors of the children
and their moods. Apart from that, they are the person who makes the environment
safe. Moreover, in some cases, they become a leader. | think so; of course, I do not
know how playtime is planned in early childhood classrooms and how it is set up.
However, | think the teachers have observer and facilitator roles (Sp12).

Regarding juniors' and seniors' responses who took play course, they frequently
stated co-player and play-leader roles of the teachers. For example, Sn23 explained
the teachers' role by providing past experiences. Afterward, J15 reported the play-

leader role of the teachers as follows:

I think the teacher should not sit and watch children all the time. S/he should join the
children and play with them. One of our practicum teachers was doing it last
semester. S/he was playing with children during free play time. | think the teachers
should have an interaction with children like this. The teacher can also be a playmate
with them (Sn23).

In structured play, if children play a game that they do not know, the teacher should
be the leader for the children. | mean, while saying leadership, s/he should teach the
child how to play first, then observe the child while playing (J15).

In brief, when participants’ play course background were considered, most
participants reported the onlooker/observer and co-player role of the teachers. The
director/instructor roles were mentioned only by a freshman and sophomore
participants who did not take a play course. Those who took a play course generally
provided supportive roles of the teachers classified by Johnson et al. (1999). Besides,
a small number of the participants indicated the teacher roles should change
regarding play type, children's wishes (if they want teachers to participate in play),

and curriculum. Table 4.14. summarizes the findings.
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Table 4.14.
Teachers' roles in play

Teacher Roles

Exemplary Quotes

Onlooker (n=13)

I think that the teacher should always supervise the
children and keep their eyes on them even if the class is
crowded. The teachers should observe the children from a
distance. It does not mean that you can force them directly
to do something, but you can observe what they are doing
from a distance. He can intervene accordingly (F6).

I think the role of the teachers should be passive. The
children should be active in playtime. The teachers should
observe from the outside and identify the children's
weaknesses and strengths. For example, | wanted to teach
something in this play. The teachers need to observe to see
if they learn (J13).

Co-player (n=10)

| think the teacher should not sit and watch children all the
time. S/he should join the children and play with them.
One of our practicum teachers was doing it last semester.
S/he was playing with children during free play time. |
think the teachers should have an interaction with children
like this. The teacher can also be a playmate with them
(Sn23).

The teacher needs to actively participate from the
beginning of play to the end, considering the play type. He
also needs to have fun like children (F1).

Play-leader (n=7)

I will answer classically, but a teacher should be someone
who guides, leads, directs positively, supports all areas,
and attaches importance to holistic development, never
staying in one area. Teachers need to act like a child with a
child while playing. They are sitting from afar, watching
the children and children play there. | think this means
nothing (Sn22).

Stage manager (n=6)

In structured activities, teachers should be the narrator or
informative to teach play. The early childhood education
teacher should definitely have time, happiness, and energy
to have fun with children in the free play time. Children
have fun more when they see the teacher is having fun
with them too (F4).

I think the role of the teachers is to set up play. It is to set
up play and guiding it. S/he can watch or be involved in
depending on the type of play (Sp10).

Director/instructor (n=2)

Teachers have a leading role in play. Children are also
their assistant players. Teachers are the forefront of play,
and they direct it in terms of giving instructions (F2).

The teacher has more roles in the structured play. S/he is
mostly directing the game and telling what children will
do. For example, in free play time, the teacher is again
directing them so that they learn the game. The teacher has
to lead the class. The teacher is still on top of them in any
case, but the effect of the teacher is more in the structured

play (Sp8).

Note: Participants gave more than one answer.

69



4.3.6. Roles of Play Materials

After gathering the roles of teachers in play, pre-service teachers were asked what
the role of materials in children’s play might be. Participants frequently reported play
materials to enrich play (n=11) and support development and learning (n=9).
Additionally, a few numbers of them indicated that materials were providing hands-
on experiences (n=3), preparing the future life (n=2), supporting creativity (n=2),

and supporting teachers' practice (n=1) in play.

Five freshmen out of six had difficulty in explaining the roles of play materials, and
some of them provided the features instead of contributions to play. Apart from
these, F5 pointed to play materials which support development and creativity by

commenting:

Children can develop skills in creating a play with materials. Let us think about a
mobile phone. Children use this material in different ways by using their own
imaginations. They can use as a plane, train, or different things. For this reason, play
materials have significant roles (F5).

Similar to the freshmen, sophomores had difficulty in stating the contributions of
play materials. Surprisingly, two of them indicated that play materials did not have

roles in a play. In this respect, one of them explained as:

| think play materials do not contribute to play. In other words, the child can play
without toys. It depends a little bit on the child himself. If s/he can create a play, s/he
does not need toys. However, I think s/he can create own toy too if s/he wants. | do
not think the toys have any effects on play (Sp10).

Furthermore, Sp12 asserted the enriching role of play materials and explained as
"toys provide a variety of play. However, how and where they are used in a play is
critical” (Sp12).

In addition, some of the participants who took play course indicated that play

materials support development and learning, and provide hands-on experiences for

children. In this respect, J15 explained as:
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Play materials definitely support play and provide better learning. Children need
concrete materials while playing in early childhood. For this reason, if we can
embody it with materials and toys, children learn better through hands-on
experiences (J15).

In addition, one of the seniors reported that play materials enrich play and help

children to gain social skills. She explained it as follows:

Play materials enrich play and increase its variety. Children can create various play
via them. In addition, it enhances the positive relationship between children and
encourages getting social skills such as sharing and helping: the more materials, the
more sharing in the classroom (Sn21).

Some of the participants (n=3) who took a play course reported that play materials

have no role. Two of the responses were provided below:

Toys and play materials have roles in a play, but children's roles are more. This is
because children's imaginary worlds are enormous. For example, this (beverage
coaster) can be a hat or bag for them. For this reason, children have a more critical
role than toys in play (Sp7).

| don't think play materials have much effect. Once the children are social with each
other, the toy does not matter much after they get together. All kinds of play can be
played. Because their imaginary world is very different, they can play their own free
will, even with the smallest thing, and create a new play among themselves.
Therefore, | do not think it has more role (J16).

While some of the participants asserted that play materials has no role in a play, one

of the participants stated its critical role in a play by saying:

| think play materials have a critical role. Of course, | can be a teacher at a village
school, and there may not be enough materials, but | think the materials are
necessary. The child can feel happier and more motivated when there are materials.
How far can they go on their own? | think the materials support their play (J18).

To sum up, the participants generally indicated that play materials support

development and learning and enrich play. Regarding play course experience, most

of the participants who took a play course pointed to these two roles of play

materials. Interestingly, participants, who reported that play materials did not have

much role in a play, also took a play course. Table 4.15. summarizes the findings.

71



Table 4.15.
Roles of Play Materials

Theme Category  Codes

Exemplary Quotes

Enriching play
(n=11)

Supporting
development
(n=9)

Providing
hands-on
experience
(n=3)

Preparing the
future life
(n=2)

Benefits

Roles of Play Materials

Supporting
creativity (n=2)

Supporting
teachers’
practice (n=1)

Play materials enrich play and increase
its variety. Children can create various
play via them. In addition, it enhances
the positive relationship  between
children and encourages getting social
skills such as sharing and helping: the
more materials, the more sharing in the
classroom. (Sn21)

Play materials definitely support play
and provide better learning. Children
need concrete materials while playing in
early childhood. For this reason, if we
can embody it with materials and toys,
children learn better through hands-on
experiences. (J15)

Children can develop skills in creating a
play with materials. Let us think about a
mobile phone. Children use this
material in different ways by using their
own imaginations. They can use as a
plane, train, or different things. For this
reason, play materials have significant
roles. (F5)

| think play materials have a critical
role. Of course, | can be a teacher at a
village school, and there may not be
enough materials, but | think the
materials are necessary. The child can
feel happier and more motivated when
there are materials. How far can they go
on their own? | think the materials
support their play. (J18)

Note: Participants gave more than one answer; some did not.

4.3.7. Playtime Planning

Pre-service teachers were asked how playtime should be planned. Some of the

participants focused on time, while some of them pointed to the structure of play.

Regarding the time category, three play times emerged, and participants indicated

play time should be planned in the mornings (n=3), during the day (n=2), and

between the activities (n=2). Regarding the play structure category, some of the
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participants stated that playtime for children should be free (n=5), semi-structured
(n=4), and structured (n=2). Besides, some participants asserted that play structure
should be balanced (n=8), while some of the participants indicated that playtime

planning depends on curriculum, children's needs, and play types (n=8).

Three of the participants asserted that playtime should be planned in the mornings.
To illustrate, F3 stated that "children should start the day with a play in the mornings.
If they play when they come to school, they will be more active in the lessons and

learn better”. Similarly, about this issue, Sn23 explained as:

When children come to school in the mornings, we start with free play. For example,
I think children should not be guided there. They have to play whatever they want. |
think they should just play at that hour. | cannot think of a day without play (Sn23).

One of the participants indicated that there should be play during the whole day in

the classrooms by saying:

| think there should be play the whole time in classrooms. Everything should be
play-based when we conduct a science activity, or something related to the
environment. Children can understand better by playing and having fun (J16).

In addition, two of the participants stated that play should be between the activities

as a relaxation tool. In this respect, F2 explained it as:

Firstly, | teach whatever course | need to teach. Then, if it is a very challenging
course, | plan a play between the next course to blow off steam. This time zone for
play is more suitable (F2).

Regarding the structure of play, five of the participants, who did not take a play
course, stated that playtime should be free. About this issue, F5 clarified as:

I think play should be free. Let children choose their play, improve self-confidence,
and try to create a sense of freedom. For example, they can set their own rules. Also,
I do not prefer the teachers to stick to the rules. In other words, I do not think
children can understand all the rules. So, play should not be structured (F5).

Additionally, four participants asserted that play should be semi-structured. One of

the sophomores explained the situation as follows:
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It should be semi-structured. Play should be explained at first, and then children
should be left to their own devices. However, children must feel teachers'
surveillance. When they are entirely free, they can tend to hurt each other (Sp10).

Besides, only two participants stated that play needs to be structured. One of them

who took a play course asserted as:

Play needs to be structured. If it is not structured and releases children free, it would
be just for fun. If we release children, we cannot observe what children are doing
and their development (J13).

Apart from the time-related and structure-related findings of the playtime planning,

some of the participants indicated it should be balanced. In this regard, Sn21 stated:

| think it should be balanced. In some cases, it should be structured, and sometimes
it should be free. It is not right to release children in every time. They already have
free play time, on average 1,5 - 2 hours per day. There should also be structured play
so that the child can understand that there is a specific plan or program in the
classroom. Let's say 50% 50% (Sn21).

Furthermore, one of the participants who took a play course stated that playtime
planning depends on play type by saying:

It changes from play to play. Sometimes, we need to structure it, and sometimes, we
need to let children be free. Let us think of playing house. It should be free. Ifitis a
game with rules, I think we need to structure it (Sp7).

Besides play type, one of the juniors asserted it depends on the curricular needs of
children. In this respect, J14 commented:

There are some concepts to be learned in play as well. We observe the children
during play. If children lack a subject, the focus can be on that concept in the next
play. We can determine the objectives in this way. In other words, we can plan play
for their developmental needs or which subject they lack. Depending on the
children's emotional situation, we may have a different plan accordingly and can
change it during the day (J14).

In summary, the majority of the participants stated that playtime planning depends
on curriculum or play type, and it should be balanced. Out of eight participants who

said it depends, only one of them did not take a play course while others took it.
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Regarding playtime structure, the participants who asserted free play did not take a

play course either. Table 4.16. summarizes the responses.

Table 4.16.

Playtime Planning

Planning Exemplary Quotes
Mornings When children come to school, we start with free
(n=3) play. For example, | do not think children should be

guided there. They have to play whatever they want.
| think they should just be engaging in play at that
hour. I cannot think of a day without play. (Sn23)

" Whole day | think there should be play the whole time in
= (n=2) classrooms. Everything should be play-based when
- we conduct a science activity, or something related
to the environment. Children can understand better
by playing and having fun. (J16)
Between the Firstly, | teach whatever course | need to teach.
activities Then, if it is a very challenging course, | plan a play
(n=2) between the next course to blow off steam. This
time zone for play is more suitable. (F2)
Free (n=5) I think play should be free. Let children choose their
play, improve self-confidence, and try to create a
sense of freedom. For example, they can set their
own rules. Also, | do not prefer the teachers to stick
to the rules. In other words, I do not think children
L can understand all the rules. So, play should not be
x structured. (F5)
5 Semi- It should be semi-structured. Play should be
) structured (n=  explained at first, and then children should be left to
P_: 4) their own devices. However, children must feel
n teachers' surveillance. When they are entirely free,
they can tend to hurt each other. (Sp10)
Structured Play needs to be structured. If it is not structured and
(n=2) releases children free, it would be just for fun. If we

release children, we cannot observe what children
are doing and their development. (J13)

Note: Participants gave more than one answer.

4.3.8. Play as a Teaching Tool

Pre-service teachers were asked how they would use play as a teaching tool in their
future classrooms. The majority of the participants indicated they would use play by

integrating (n=14) concepts into play. A small number of them stated they would use
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play while reinforcing (n=3) and embodying (n=2) learning. Only two of them

asserted play as a teaching method (n=2).

Some of the participants stated that while teaching a concept, they use play in their
future classroom by integrating. One of them who did not take play course indicated

she would use play by integrating the concept into it by saying:

Play is essential for children. While explaining a concept, if you include it in play,
you can draw the child's attention there. Children become more willing to learn that
concept. I guess | will try to explain the concept by integrating it with play (F5).

In addition, some participants said they do not know how to use play while teaching.
While three sophomores had difficulty in answering the question, one of the
participants stated her incompetency by saying, "l have just started to take a play

course. | do not know much right now. I am learning™ (Sp8).

Two participants also asserted that they would use play in teaching by integrating

and one of them indicated play as a teaching method by saying:

| use play as a teaching method. | teach directly through play because it is more fun
and more permanent. Especially if play is interactive, it will be more permanent. |
would like to use play that contains more excitement and movement (Sp12).

Regarding the juniors who took play course, except for one participant, all of them
asserted that they would use play while teaching a concept by integrating into it. One
of them pointed to curriculum-generated play and play-generated curriculum
concepts stated by Johnson et al. (1999). In this respect, J14 explained as:

I can support the concept in many ways, not just with play. However, this may
change depending on the concept that | want to teach. Therefore, 1 can either
integrate the concept into play, or create a new play entirely based on that concept
(J14).

In addition, the seniors who took play course reported that while teaching a concept,
they would use play by integrating into it or embodying the concept. One of them
stated that she would use play by embodying abstract concepts such as numbers as
follows:
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For example, it is necessary to embody the numbers with play as much as possible.
Otherwise, you are talking and doing something for nothing. Explaining abstract
things by embodying them through play is necessary because even | do not
understand some things (Sn22).

Additionally, some of them (n=3) stated they would use play as a reinforcer in their
future classrooms. One of them shared her practicum experiences and then reported
as:

... Actually, we are using play to reinforce it. I try to find a play related to the
concept or subject that | will teach so that the children can understand better, and the
subject can be reinforced. For this reason, | use play to reinforce the concept more
(Sn19).

Similarly, one participant also indicated as:

| use play as a reinforcer. Firstly, | teach the concept. Once children understand the
concept, | use play as both entertainment and reinforcement so that they can better
understand the current situation (Sn24).

Additionally, five of the participants stated that they do not have any idea about how
to use play in their future classrooms. Of the five of them, four participants did not
take a play course yet, and one said "... | use play. However, | do not know how to
use play because | am only in the first grade. Actually, I did not think about how to
use it at the moment™ (F6). Moreover, one of the participants who took a play course

during the pandemic explained the situation as follows:

I do not know how to use play exactly. | lack in practice because our most important
course (means play course) coincided with the pandemic. It was 50% theory and
50% practice. | lack in practice right now too (J17).

In brief, out of 20 participants, the majority of the participants stated that play can be
used as a teaching tool by integrating a concept into it. Some of the seniors indicated
play as a reinforcer. Besides, some participants did not answer the question of how to
use play while teaching a concept. Of these participants, nearly all of them did not
attend a play course before, as mentioned above. Additionally, two participants who
took a play course pointed to curriculum-generated play and play-generated
curriculum concepts. Similarly, two seniors who took a play course focused on

embodying abstract concepts through play.
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4.3.9. Play Course Enrollment

Regarding play course enrollment, firstly, pre-service teachers were asked whether
they had attended a play course. Then, they were also asked how play course affected
their opinions about play after taking the course. The participants who took a play
course generally indicated that it affected them positively. Some of them said that
taking a play course enhanced their theoretical knowledge (n=8) and provided new
perspectives (n=4). Also, only one participant asserted that play course increased her

self-confidence (n=1). Some of the exemplary quotes were provided below.

Some of the participants reported that play course provided them theoretical

knowledge. In this respect, J13 said:

Play course changed my views about play theoretically. We learned theoretical
things such as play theories. Also, it changed my perspective. | did not think play is
so necessary for early childhood education. Frankly, I thought that we could do
activities and then pass. After taking a play course, | realized how necessary play
was in the early years. | have noticed that children can learn more easily in this way
(J13).

Similarly, one of the participants stated the theoretical contributions and changes in
perspectives as well. However, she pointed to the incompetency of the play course in
terms of practical implications.

It was not a practical course, so distance education during the pandemic had
significant disadvantages regarding play courses. We learned the types of play
according to different theorists, and we learned more theoretically. However, it was
ineffective because it was not practical (J18).

Additionally, one of the participants stated that her perspective changed when she

took the play course. In this respect, she explained as:

Play has its own definition, but | did not know it was that comprehensive. For
instance, Montessori, Froebel, and Pestalozzi have thoughts about many plays. |
didn't know that. | had a definition of my own, and | was advancing according to my
own definition of play. My knowledge has expanded, so my perspective has
changed. | am sure those who have not taken a play course think so (Sn19).
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Among the participants, only one participant stated play course increased her self-
confidence regarding implementing play activities in her practicum. She explained

this situation as follows:

For example, before attending play course, when | was going to my internship, |
could not analyze the things the children did. I could not recognize the underlying
reasons for what they were doing. However, play course is so practical at this
semester. For example, 1 do not get excited in class. | can say that this course
reduced my excitement. It increased my self-confidence in general as | gradually
started to practice play (Sn22).

Surprisingly, only one participant indicated that play course enrollment did not

change her perspectives. She explained this situation as follows:

| do not think it has changed my perspective much. | am still doing pretty much the
same thing. | am just knowledgeable now. | knew what children play at which age,
but now | am more conscious (J14).

To sum up, most of the participants who took a play course asserted that the play
course positively affected their thoughts and changed perspectives regarding play in
early childhood education. However, the majority of them also specified that even
though play course provided theoretical knowledge sufficiently, it was lacked in

practice because of the distance education during the pandemic.
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CHAPTER 5

DISCUSSION

In this chapter, the findings obtained from mixed methods involving quantitative and
qualitative data were discussed with the literature. Afterward, the implications of the
study, recommendations for future studies, and limitations of the study were

presented.

5.1. Discussion

The current study's primary purpose was to investigate early childhood pre-service
teachers' play perceptions. Also, it was investigated to what extent their perceptions
differ in terms of taking play course. Since the study was a mixed method sequential
explanatory design, the findings gathered from the qualitative and quantitative data
were discussed holistically. The quantitative data were collected and analyzed in the
first phase of the study. In this respect, six scale items demonstrated a statistically
significant relationship regarding play course enrollment. In the study's second
phase, the qualitative data was collected through the semi-structured interview
protocol. The findings of them were discussed under three major themes emerging
from the scale (PPS).

5.1.1. The Functions of Play

The first theme namely the function of play includes the definitions, functions,
features, and the importance of play. In this respect, the definition of play was
discussed firstly. The functions and features of play are also stated. Lastly, the

importance of play was presented.
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The definition of play is ambiguous (Sutton-Smith, 1997). Thus, first of all, the
participants were asked to define play. The study results concluded that most of the
participants had difficulty in defining play and focused on its features and
developmental benefits more. As discussed by Johnson et al. (1999), defining play is
complicated, and there are some characteristics that helps to understand play
definition. On the other hand, Eberle (2014) indicated that presenting features and
functions of play does not truly define it and exemplifies the situation with a rose
metaphor. According to him, how people perceive a rose by saying "rose smells
sweet" is not a definition of it. In other words, how people perceive play does not
explain what play is as well (Eberle, 2014). As a result, it can be understood that play
is a very complex term to truly define. For this reason, most of the participants
defined play by stating functions, features, and its importance. Zhulamanova and
Raisor (2020) also examined the play perceptions of ECE pre-service teachers
through two surveys and interviews. The results of the study indicated that the
participants did not define play in the same way, and as a result play concept did not
have a common definition. In the current study, the results showed that the
participants provided various aspects of play while defining it. These findings were
also consistent with the study of Zhulamanova and Raisor (2020). Regarding the play
course enrollment, the results relatively indicated that play definitions became more
detailed when their grade level increased because they took play course after second
year of their study. This might be related to changing play perceptions of them. Jung
and Jin (2014) carried out a study about pre-service teachers' play perceptions in
ECE classrooms and investigated the effects of the year of study and play course
enrollment on their play perceptions. Similar to the current study results, Jung and
Jin (2014) also argued that play perceptions of the participants revealed a particularly
different pattern during their education involving taking play courses. Consequently,
different play perceptions of participants emerging from their grade level and play
course enrollment might have an impact on the participants' responses regarding play

definition.

Additionally, the functions of play were examined through quantitative and
qualitative studies. Regarding the functions of play, the majority of the participants

agreed or strongly agreed with the statement "play is a child's means of discovering
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herself/himself and the world" (Q6). Also, it was found a significant relationship
between the responses of the participants regarding the play course enroliment.
Additionally, the statement "play is a natural process in which children reflect their
personal interests, needs, and curiosities and develop it by using their own
experiences” (Q18) revealed a significant relationship in terms of play course
enrollment as well. To be more precise, the participants who took a play course
generally thought play as a tool for discovering and self-reflections comparing to the
participants who did not take a play course. Moreover, for the Q6, the rate of their
responses increased from the freshmen to the seniors. Interestingly, while almost all
the juniors agreed to the Q6, this rate relatively decreased for the seniors. Similarly,
in the study of Jung and Jin (2014), the total play perceptions scores of the
participants who took a play course and who did not take it were compared by
considering the year of study. The play perceptions positively increased for
freshmen, sophomores, and juniors. However, the play perception scores of seniors
did not show a significant increase (Jung & Jin, 2014). It showed that their play
perceptions might change by the year of study. Also, it can be deduced that being
close to the graduation might have affected their play perceptions in parallel with the
current study findings. Briefly, it can be inferred that the participants generally
perceived play as a tool for discovering and self-expressions either little or more. In
parallel with the quantitative findings, the qualitative results also showed that
participants generally stated play is a way of self-expression, discovery, curiosity,
and emotional expression. Dogan-Altun (2018) also carried out a study with pre-
service teachers to understand their perspectives on play and teacher roles where it
was concluded that pre-service teachers got help from the functions and features of
play while explaining it. The study results concluded that the participants saw play as

a way of self-expression, learning, and entertainment (Dogan-Altun, 2018).

Play can be seen as a teaching strategy, and there might be numerous benefits to
using it in that way (Aras & Merdin, 2020). In this respect, some of the participants
defined play as a teaching and learning tool in the present study. In the quantitative
data, the majority of the participants also strongly agreed with the statements "play is
a primarily effective teaching tool for children” (Q3) and "the most powerful aspect

of playing is that children construct new learning while playing™ (Q12). Similarly, as
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clarified in the study of Dogan-Altun (2018), the ECE pre-service teachers frequently
identified play as a strategy for teaching pre-established objectives, goals, and skills.
In contrast to Dogan-Altun's (2018) study, a qualitative phenomenological study
carried out by Rodriguez-Meehan (2021) investigated a small number of pre-service
teachers' perceptions of play in their senior year. The data was collected through
interviews, field notes, artifacts, and document analysis. The study results showed
that pre-service teachers had difficulty in making a connection between play and
learning if the activities did not contain academic things obviously (Rodriguez-
Meehan, 2021). Unlike this, in the current study, most of the participants indicated
play as a teaching tool or a joyful way to learn. Moreover, the current study results
revealed that the participants would use play by integrating concepts into play,
reinforcing and embodying learning. Interestingly, some of the freshmen and
sophomores who did not take a play course struggled to explain how to use play in
their future classrooms. Also, while one sophomore said she had just started to take a
play course and currently learning, one freshman stated she was only a 1% grade and
did not know how to use play. The reason for it might be the lack of experience or
knowledge because they had not taken a play course yet. Jung and Jin (2015) carried
out a study to investigate the relationship between taking play courses and the
tendency to integrate play into their future classrooms. The participants took a play
course before, and the data was collected quantitatively. The study results revealed
that pre-service teachers who attended a play course during their education were
more likely to have positive play perceptions. Also, they would have a strong
tendency to integrate play into their future practices (Jung & Jin, 2015). On the other
hand, the participants who took a play course provided more detailed responses. For
instance, they focused on using play as a curriculum, reinforcing features of play and
the play-generated curriculum/curriculum-generated play concepts clarified by
Johnson et al. (1999). According to them, there might be two possible relationships
between play and the curriculum. Firstly, play shapes the curriculum and helps
teachers in identifying children's needs or interests during play. In this way, a play-
generated curriculum occurs. Also, the opposite is possible. The teachers can use
play while teaching a concept and planning the curriculum, and hereby the
curriculum-generated play emerges (Johnson et al., 1999). In the current study, the

participants who attended a play course might gain theoretical knowledge about how
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to use play as a curriculum through play course, and their extensive statements may
come from the play course contents. Along this line, play courses could be beneficial

for using play as a teaching tool.

While describing a play, using its features provides a broad framework to understand
it easily. Along this line, the participants discussed the question of what is not play
first because it is just as crucial to know what play is not as to know what it is
(Isenberg & Jalongo, 2006). In this respect, the majority of the participants gave
negative statements such as bullying, violence, and sexual things as they are not seen
as play. Also, they said digital things, boring activities, structured and competitive
things, and lastly, gambling/chance games are not a play. Eberle (2014) indicated the
elements of play and non-play from the evolutionary perspective. According to him,
play should have six features involving anticipation, understanding, surprise, poise,
strength, and pleasure to be considered a play. Besides, the activities that lack in
these features and bullying are not seen as play (Eberle, 2014). Additionally,
Armstrong (2015) as the advocate of developmentally appropriate practices in
learning and development, compiled that digital things, competitive sports, board
games such as Scrabble and purposeful play are not considered as play. The current
study findings also showed a consensus with the "not play" elements and other
criteria stated by studies (Armstrong, 2015; Eberle, 2014).

Afterward, the participants articulated the features of play to explain what it is. In the
quantitative part, the majority of the participants in the current study also strongly
agreed with the following statements "children should participate in play voluntarily
and play the way they want" (Q2), "play is a primarily fun activity for children"
(Q4), and "children become master in their play, progressing from the simple to the
complex” (Q9). In this respect, it can be inferred that participants identified features
of play as voluntarily, funny and progressive action. On the other hand, during the
interview protocol, the participants frequently stated these features of play as well
and expanded those findings by adding various other features such as educational,
hands-on, social, happy, active, and safe. In the current study, the overwhelming
consensus of the participants was the fun aspect of play; however, the participants

who did not take a play course generally focused on the educational aspects of play
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as well. Interestingly, a junior participant who took a play course stated play has to
be educative rather than entertaining in early childhood years. Similarly, Dogan-
Altun (2018) also examined what play is with ECE pre-service teachers. The study
results indicated that senior pre-service teachers (the participants took a play course
as well) identified play as a primarily funny and secondarily educational activity.
Similar to current study results, play course enrollment might have an impact on their
perceptions of play regarding its features because they prioritized the fun aspect of
play rather than the educative aspect. Furthermore, as clarified by Rodriguez-Meehan
(2021), who investigated what play is and its features, the pre-service teachers were
knowledgeable about play characteristics and provided consistent responses with the
other studies, and accepted definitions of play (Rodriguez-Meehan, 2021). Moreover,
McLane (2003) also conducted a project to investigate beliefs on play and
interviewed with early childhood teachers. They also explained the qualities of play
as joyful, independent, hands-on, unstructured, interactive, free, and exploratory
(McLane, 2003). Thus, it can be concluded that the various studies revealed the
features of play are common involving fun, joy, freedom, exploration, and educative
(Dogan-Altun, 2018; McLane, 2003; Rodriguez-Meehan, 2021). In the current study,
the findings revealed consistency with those studies. It might be concluded that play
needs to have specific features such as funny, free, educative, hands-on, and happy to

be considered as play.

Play is an essential activity for children and their development (Ginsburg, 2007). For
this reason, understanding how pre-service teachers perceive play and to what extent
they put emphasis on play is also essential. In the current study, the participants also
explained the importance of play. Regarding the importance of play, most
participants strongly agreed with the statement, "the most important aspect of
playing is that it makes a positive contribution to children cognitively” (Q5). In the
qualitative data, cognitive contributions of play, including learning, language
acquisition, and school readiness, were also frequently stated by the participants. In
addition, most of the participants also marked strongly agree with the statements
"play where children can explore themselves and the world, are the most useful play
for them" (Q15) and "the changings in the developmental areas of children

(cognitive, affective, social, moral, language and sexual development) change the

85



structure of play they will play” (Q19). In parallel with these results, in the current
study, some of the participants also indicated the importance of play in self-
knowledge and self-exploration during the interview. Thus, there was a consistency
between the quantitative and qualitative findings in this sense. In the current study,
the participants generally stated the importance of play in the developmental areas
and provided more than one benefit at the same time. This revealed that making a
generalization is challenging in terms of play course enrollment. However, it can be
said that they were aware of the developmental benefits of play from starting to the
ECE program. The only attention-grabbing thing is that they focused on the different
benefits of play. For instance, some primarily stated the physical contributions are
more, while some focused on the social benefits of play more. These priorities might
change depending on their personal opinions, or the year of study and play course
enrollment might have effects on participants' responses. However, Jung and Jin
(2014) studied with pre-service teachers and examined how they think about play,
including the importance of play, play in learning and play as a curriculum
subdimensions. Interestingly, the study results showed that the pre-service teachers'
perceptions on the value of play were not significantly different from those of
freshmen and seniors. However, it was clear that the participants in that study,
ranging from freshmen to seniors, valued play in early childhood education (Jung &
Jin, 2014). The current study results also concluded similar findings. The participants
provided comprehensive responses regarding the importance of play because they
might have an awareness about the value of play. Recently, Aras and Merdin (2020)
conducted a phenomenological study that examined how early childhood teachers
perceive play-based practices. The study findings about the roles of play indicated
that play is an essential activity for children's learning and development (Aras &
Merdin, 2020). Moreover, similar to the current study findings, while some of the
participants stated play contributed to all developmental areas of children, some of
them focused on the benefits of play on a specific developmental area such as
cognitive development (Aras & Merdin, 2020). The study of Aras and Merdin (2020)
also concluded that although the teachers emphasized on various aspects of play,
they usually considered play as a valuable tool for promoting young children's
development. In the current study, the participants also had parallel views on the

importance of play as similar with the various studies that supported this idea and
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extrapolated that the teachers believe in the importance of play and play-based
activities (Nicolopoulou, 2011; Lynch, 2015; Aras & Merdin, 2020). Briefly, in the
current study, the participants' responses did not show a significant difference in the
importance of play in terms of the play course enrollment. For this reason, making a

generalization is challenging in this respect.

5.1.2. The Originality of Play

The second theme namely the originality of play includes the teachers' involvement
in play, the importance of play materials, and playtime planning. In this respect,
teacher involvement in play was discussed first. Afterward, the importance of play

materials and playtime planning were discussed respectively.

Teacher involvement in children's play is crucial for their development and enriching
play. For this reason, the participants' views about teacher involvement and their
roles in play were taken in this study. In the quantitative part, there was a statistically
significant relationship between participants' responses to the statement “teacher
involvement in play is important for children getting high benefit from play™” (Q10) in
terms of play course enrollment. Similarly, the statement "teachers need to be
involved in play as well for play to be fun and exciting” (Q14) showed a significant
relationship as well. Also, during the interview, the participants generally articulated
that teachers should involve in children's play because their involvement supports
play and makes it more joyful. As stated in a study from a sociocultural viewpoint,
the participation of teachers or other adults can positively affect children's play and
learning (Dogan-Altun, 2018). Also, children's play skills may be improved, and
their social, cognitive, and linguistic development can be enhanced through teacher
involvement (Enz & Christie, 1993). At this point, the Vygotskian play perspective
gains importance. Teachers' involvement and their interaction with children are
necessary to construct the ZPD. If the teachers do not involve in play, the creation of
this form would be challenging (Aras, 2016). As Jones and Reynolds (2011) claimed,
when teachers participate in children's play as a co-player, they can scaffold
children's development during play, and as a result, children get more benefits from

play. The study results of Jones and Reynolds (2011) and the current study results
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have consistency in that teachers' involvement in play has a critical role so that
children could get more benefits. However, teachers' views on teacher participation
in play and their actual practices might be different. Vu et al. (2015) stated that
although teachers believe in the value of play for child development and learning,
they have challenges in participating in and expanding children's play. According to
Vu and colleagues (2015), there is a huge gap between teachers' beliefs about play
and their actual classroom practices. In this respect, the current study results
summarized that teacher involvement is critical, especially in necessary situations,
similar to the findings of Dogan-Altun (2018). Regarding play course, the
participants' views on teachers' roles changed in some situations. During the
interviews, the participants who took a play course generally stated the supportive
teacher roles involving onlooker, co-player, play leader, and stage manager as
classified by Johnson et al. (1999). Also, some of the participants who took a play
course stated that teachers' roles need to change by curricular needs and play types.
On the other hand, only two participants who did not take a play course indicated
precarious ones as director and instructor roles in play. In addition, during the
interviews, most of the participants explained that the teachers should participate in
children's play as a co-player or observer, while a few of them stated they should
involve in play only in critical situations such as bullying. Dogan-Altun (2018) also
investigated the perceptions of senior pre-service teachers about the roles of teachers
in play. The roles of teachers were categorized under three categories, and the
majority of the participants stated that teachers should be partially involved in
children's play. For instance, the teacher can involve in play when children need an
assistance or problematic situations occur in play (Dogan-Altun, 2018). These
findings are also consistent with the current study results. Furthermore, Kandemir
(2020) investigated the early childhood teachers' roles in outdoor play through semi-
structured interviews. The study results showed teachers stated generally supportive
roles involving co-player, stage manager, play leader, and onlooker roles and a
precarious role involving director/ instructor role in a play (Kandemir, 2020). In
parallel with those findings, the current study also concluded pre-service teachers
generally believe in supportive roles during play, and play course enroliment might

have an impact on their perceptions about the teacher roles in play.
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Besides teacher involvement, play materials play a significant role in enriching and
supporting children's play (Trawick-Smith et al., 2015). In the current study, there
were different views of the participants in terms of the roles of play materials. For
instance, there were fluctuations in participants' responses to the statement "“the child
needs special toys and technological materials to benefit from play at the highest
level" (Q17). In other words, while some participants agreed with the statement,
some of them did not. Also, regarding play course enrollment, a statistically
significant relationship was found between participants' responses. To be more
precise, the participants who took a play course thought children do not need special
toys and materials more than the participants who did not take it. In the qualitative
study, the results concluded the participants believed that play materials are
necessary to support children's development and enrich play, while some of the
participants stated the materials had no role in play. Regarding the roles of play
materials, the participants generally reported that play materials could enrich play
and support development, learning, and creativity. However, the majority of the
freshmen and sophomores struggled to explain the roles of play. Instead, they stated
the characteristics of play materials. Most of the participants who took a play course
pointed to supportive and enriching roles of play materials. Recently, Nilsen (2021)
interviewed with the teachers to investigate their views about the accessibility of play
materials in ECE classrooms. The majority of the participants concluded that if play
materials are available in the classrooms, they enrich children's play and support
their development and learning (Nilsen, 2021). The current study results have a
consistency with the study results of Nilsen (2021). In addition, play materials,
including toys, might influence the quality of children's play. In a study of Trawick-
Smith et al. (2015), it was investigated the influences of nine toys on the quality of
60 children's play through 240 hours of video recordings. The findings were coded
with the Play Quality with Toys (PQT) instrument developed by Trawick-Smith et
al. (2011). The study results revealed that play materials had an impact on the quality
of play by depending on play materials (Trawick-Smith et al., 2015). However, it
was also concluded that each toy enhanced play in a different way because the way
of playing changed regarding the children's cultural background, gender, or socio-
economic status (Trawick-Smith et al., 2015). In parallel with this study results,

some of the participants also stated that the play materials enhance children's play in
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different ways in the current study. Additionally, since the participants of the current
study will be future teachers in the classrooms, the MoNE (2013) program will guide
them. In this respect, the MoNE (2013) also pointed out it is important to offer

children a variety of play materials with which they can create a new and original

play.

Planning of playtime might be a critical role in maintaining play in early childhood
education. Accordingly, understanding the pre-service teachers' perceptions of the
time and structure of play also gains importance. In the current study, the participants
provided more profound responses and generally focused on two aspects of planning
playtime: the structure of playtime and the time of play. However, the majority of the
participants who took a play course stated that planning of playtime should depend
on the curricular needs and play type, and it should be balanced. As clarified by
MoNE (2013), playtime should be balanced so that children can get higher benefits
from different types of play in terms of structure. In this respect, in the qualitative
study, only a few numbers of participants mentioned about the structured play and
rules. On the other hand, most participants agreed with the statement “playing has a
more important role than structured activities in children’s learning processes”
(Q13), while a limited number of them disagreed with the statement in the
quantitative part of the study. Also, another statement, "children have to obey the
rules of play while playing "(Q1), had fluctuations in terms of participants’ responses.
In other words, some participants thought children need to obey the rules of play,
while some of them stated they need to be free in play. Interestingly, one of the
freshmen stated he did not think children could understand all the rules, so play
should not be structured. There were various viewpoints of the participants from
freshmen to seniors. Therefore, there was no common sense in terms of play course
enrollment about the structure of play in the current study. Similarly, there are
different views about the structure of play in the literature. For instance, Weisberg et
al. (2013) concluded that guided play, which is located between direct instruction
and free play, is more effective than direct instruction or free play because it involves
adult scaffolding beside the child-directed activities (Weisberg et al., 2013).
Similarly, Fisher et al. (2013) conducted a study to examine 4-5 years old children's

shape knowledge which acquired through free play, guided play, and direct
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instruction methods. The study results showed that children learned shapes, and their
shape knowledge was more permanent when they learned with a scaffold in a guided
play (Fisher et al., 2013). On the other hand, Meran (2019) conducted a study with
ECE pre-service teachers to investigate their beliefs about free play and their roles
during free playtime. The results showed that the pre-service teachers believed in the
importance and necessity of free play (Meran, 2019). Apart from that, some studies
showed that structured play is critical for child development, especially for their
social development and learning rules and routines (Chatzipanteli & Adamakis,
2022). Also, Matson (2007) commented that direct instruction or structured activities
might be the best way to teach something to individuals with special needs. By
considering these studies, it could be inferred that structures of play need to be

balanced and changed in terms of children's needs and curricular goals.

Additionally, the participants pointed out the time of playtime as in the mornings,
during the whole day, and between activities. MoNE (2013) also determined that free
play time is planned generally in the mornings after the greeting ceremony. Also,
MoNE 2013 program also offers that all activities should be organized as play-based
because play is the most suitable learning method for children in the early years.
Aras and Merdin (2020) investigated the ECE teachers' play-based teaching practices
through observations and interviews. Regarding the place of play in their daily
programs, the participants of the study asserted that they started with free playtime in
the mornings and always provided opportunities for children to engage in free play.
Also, the participants noted they always integrate play into other activities in their
daily program. In addition, the study revealed that teachers might use different
strategies in play. For instance, while some of them used highly structured play, one

stated play as a warm-up activity for the next one (Aras & Merdin, 2020).

Planning playtime is a controversial topic in the literature. The current study results
also showed the various perspectives of the participants on playtime. The only
attention-grabbing thing was the majority of the participants, especially those who
took a play course, believed in the importance of playtime in the ECE classrooms

and stated play structures should be balanced and planned by considering children's
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needs and curriculum goals. These findings aligned with the current ECE program
principles clarified by MoNE (2013).

5.1.3. The Nature of Play

The last theme namely the nature of play includes the information sources and past
and present play memories to understand play perceptions. In this respect, the
information sources of play were discussed firstly. Afterward, the past and present

play memories which contributed to perceptions of play were discussed.

As future professionals, the pre-service teachers' information about play comes from
various sources besides the previous knowledge that they bring from early childhood
experiences. In order to understand the pedagogical value of play and develop their
own play perceptions, the pre-service teachers use various information resources
involving play-related courses, past and present play memories, and additional
activities for professional development such as in-service training, certificate
programs, or conferences. Additionally, Jung and Jin (2015) asserted that pre-service
teachers' play perceptions are influenced by their education which they received in
college, play-related courses, and childhood memories of play. Thus, in the current
study, the quality and quantity of information sources were discussed, and the
majority of the participants had limited ideas about the statement "in order to
understand the pedagogical value of play, the information resources about it are
sufficient in terms of quality and quantity” (Q7). Regarding the information resources
about play, a few numbers of participants attended a seminar, certificate programs, or
congress. Similarly, a limited number of participants followed the play-related media
content. In this respect, the only information source of them was play courses in the
ECE teacher education program. According to the Council of Higher Education
(2018), to become an early childhood education teacher, it is required to complete
240 ECTS in Tirkiye. However, there is only one compulsory play course in the
program, and it consists of 3 ECTS, all of which are theoretical. In the program of
240 ECTS, a single play course with 3 ECTS represents a drop in the ocean.
Moreover, the objectives of play course are to provide a conceptual framework for

the definition and importance of play, play development, play theories, and planning
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of play activities and applications of it. However, in the current study, most of the
participants focused on the incompetency of play course in terms of practical
implications. In parallel with these findings, Sahin et al. (2013) examined pre-service
teachers' opinions about ECE teacher education programs to determine the current
state of them in Tirkiye. The study results also showed that there is only one play
course, and it is evaluated as insufficient and lack in practice. Additionally, Bartan
(2019) reached similar findings and concluded that the duration and content of play
course need to be enriched. It was also suggested that at least one play course in the

teacher education programs is necessary (Jung & Jin, 2014).

The results of the qualitative data demonstrated that play course enrollment had
positive impact on the participants’ theoretical knowledge, perspectives, and self-
confidence. Similar to these findings, Clevenger (2016) conducted a study to
investigate pre-service early childhood teachers’ beliefs about play and the
differences between their beliefs regarding class year. The study results indicated
that the higher education experiences including play course enroliment shaped the
participants’ belief about play. Similarly, Clark and Newberry (2019) clarified that
teacher education programs contribute to building teachers' self-efficacy. In the
current study, one of the participants stated that play course increased her self-
confidence while implementing play activities in practicum. In this respect, taking
play course may affect the participants’ self-efficacy and self-confidence. Also, the
teachers’ self-confidence (Walsh et al., 2010) and self-efficacy beliefs are associated
with their classroom practices (Howard, 2010; Jung et al., 2017). Thus, it can be
inferred that play course enrollment affected the participants' perceptions of play and

implementations of it.

The current study results also pointed out a significant matter about the play course
during distance education because of the pandemic. Most of the juniors and seniors
stated that play course provided theoretical knowledge for them, new perspectives,
and increased their self-confidence. However, they also asserted that play course
content was lack in practice, and it was not very effective because of the pandemic.
Thus, distance education may negatively affect the participants' educational

processes, including play course. In a study carried out by Karakaya et al. (2021), the
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positive and negative impacts of distance education in the pandemic on the
educational process were investigated. As stated by the students, the ineffectiveness
of education, adaptation problems to the process, and lack of technological
substructure were the negative influences of the pandemic on education (Karakaya et
al., 2021). Also, studies extrapolated that some of the students confronted technical
and financial difficulties and could not attend in courses (Barburtlu, 2020; Kaya-
Durna & Akin-Kosterelioglu, 2021). In light of these studies, the participants may
have encountered problems in attending play courses, and their absence might also

affect their play perceptions.

Teachers' perceptions of play may also consist of past and present play memories.
The studies showed that pre-service teachers' play perceptions are affected by
childhood memories of play in addition to the education that they receive (Klugman,
1996; Jung & Jin, 2015). Clevenger (2016) also studied with early childhood
freshmen and seniors to examine their beliefs about play and the differences between
their beliefs regarding class year. The participants frequently exemplified their
responses with their past experiences. For this reason, the study results concluded
that pre-service teachers' past play memories might shape their play beliefs
(Clevenger, 2016). Similarly, in the current study, some of the participants also
stated their previous play experiences. Regarding their past play memories, the
participants indicated that they mostly engaged in physical play, object play, pretend
play, and social play, while a few of them played online games in the past. On the
other hand, about half of them shared their current play memories, and some stated
they do not play. The current play memories consist mostly of online games, table
games, and board games, while the limited numbers of physical play. Tugrul et al.
(2014) studied the changings in play culture in three generations, from grandparents
to grandchildren. Similar to the current study's findings, the results revealed that
physical, social, and outdoor play left its place to the technological things and online
games. As a result, participants' playing habits also changed (Tugrul et al., 2014). In
relation to that, about half of the participants disagreed with the statement "instead of
discovering a new play, children prefer play they have always had fun" (Q8) in the
quantitative study. By considering the participants' responses, there was partially

consensus between their past-present play memories and responses to the statement.
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Randall and Maeda (2010) investigated the effects of elementary education pre-
service teachers' past experiences with the physical education (PE) on their current
beliefs. The results showed that their past experiences affected their thoughts about
PE and their intention to use it (Randall & Maeda, 2010). Similarly, it could be
inferred that the past play experiences had an impact on pre-service teachers' play
perceptions and intentions to use it. For instance, in the current study, a junior
participant faced a traumatic experience while playing in his childhood. He stated he
was bullied all the time, and his parent did not allow him to play outside. He thought
play should be educative, highly structured, not free, and not always funny and
articulated as "it should not be free. If they released free, they could face bad
experiences like mine". Furthermore, some participants stated that children should
play outside as they did in their childhood. Thus, it can be deduced that previous play

experiences might be affected their play perceptions.

Regarding the summary of all findings related to play course enrollment, it can be
inferred that they have an impact on the participants' play perceptions, either little or
more. Similar studies also concluded that play perceptions changes in terms of the
year of study and play course enrollment (Jung & Jin, 2014; Jung & Jin, 2015;
Dogan-Altun, 2018). Additionally, previous play experiences may contribute to the
participants’ perception of play (Klugman, 1996; Sherwood & Reifel, 2010;
Clevenger, 2016).

5.2. Conclusion

The current study demonstrated that play perceptions of pre-service teachers could
be affected by their play course enrollment. As clarified above, the pre-service
teacher struggled to define play concept and expressed its characteristics and
developmental contributions of play. Furthermore, the characteristics which specified
by the participants are parallel with the universal features of play. The study results
also revealed that pre-service teachers believed in the importance of play which is
necessary for the holistic development of children in terms of improving socio-

emotional, intellectual, and physical skills.
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Regarding the influencing factors of play, the study findings showed various factors:
child-related, environment-related, or adult-related. In the current study, teacher roles
during play were also examined. The current study concluded that teacher roles are
changing and shaped by children's needs, play type, or curriculum in ECE.
Moreover, the roles of play materials were investigated, and it was found that they
had positive contributions to play. Surprisingly, the study also revealed that materials

are not necessary all the time because children have their imagination and creativity.

In addition, the study results about playtime planning indicated there were two
points: the time and structure of play. It can be concluded that playtime planning
involves time and structure. Also, the MoNE (2013) program provides flexibility to
the teachers while planning playtime in terms of time and type. The current study
deduced that pre-service teachers' perceptions might change, and the ECE program
allows it. Additionally, the study results showed that pre-service teachers are aware
of the function of play as a teaching tool. Most of them thought that play was the
funniest and best way to learn and teach. Moreover, play course have positive effects
on pre-service teachers' play perceptions. However, the current study extrapolated
the lack of play course content in terms of practical implications.

5.3. Implications

The main focus of this study is to provide research on early childhood pre-service
teachers' perceptions of play and the effects of their involvement in play course on
their play perceptions. Accordingly, a mixed-method approach has been used with
questionnaire and interviews to provide a framework about pre-service teachers' play
perceptions. The current study results might lead to significant implications for
higher education.

The current study results provide implications for higher education. Since teachers'
perception of play influences their future practices (Jung & Jin, 2015), higher
education should be cognizant when it comes to providing play-based theories and
implications through the well-prepared teacher education program. If the necessary

importance is given during the training period, then pre-service teachers will be well
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equipped to apply play in their future classroom practices. The study results
indicated the importance of play course and play course enrollment significantly
affected participants' play perceptions. For this reason, the Council of Higher
Education (CoHE) might make some arrangements, and the course content for play
and play-based learning can be developed and enriched to contribute to pre-service
teachers' play perceptions. For instance, play course credits might be increased in
higher education, especially in early childhood education. In addition, as concluded
in the study results, play courses generally provide theoretical knowledge rather than
practical applications. The CoHE can develop policies to enrich the course content in
terms of practical applications of play.

In order to increase the value of play in classrooms, the investigation of play
perceptions of in-service teachers is significant as well as pre-service teachers' play
perceptions. Recently, Giinay- Bilaloglu et al. (2022) conducted a study that
examined the early childhood teachers' views and practices about circle time and
play time determined by the current early childhood education program. The study
results showed that the teachers did not fully understand play time and circle time in
terms of concept, purpose and practice. Also, the teachers were preparing to the next
activities during play time instead of observing children and attending in play
(Glinay- Bilaloglu et al., 2022). In this respect, in-Service trainings and professional
development activities can be provided for ECE teachers who did not take a play
course or those who took before a long time ago to refresh their knowledge on play

and its applications.

5.4. Limitations of the Study and Recommendations for Future Studies

Like in all scientific studies, the current study had some limitations. The first one
was the limitation originated from the sample. According to the sample size
limitation stated by Fraenkel et al. (2012), although the sample size was adequate for
the first and second parts of the study, the first part of the study required more
participants to make a generalization. Thus, the first sample originated limitation was
the limited number of participants who attended the first part of the study. In order to

make a more accurate generalization, the number of participants can be increased in
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future studies. Moreover, even though the pilot study was conducted before the data
collection, some participants had difficulty in understanding some of the interview
questions and sharing profound responses. In further studies, the researcher might
use additional data collection tools to deepen and exemplify research questions such

as short cases.

Furthermore, play course content was not examined in the current study. In future
studies, play course content might be examined in order to analyze and discuss the
study results in depth. Besides, teacher educators' perspectives might be useful about
how the course distribution should be in higher education. For this reason, the

interviews might be carried out with teacher educators in future studies.

Additionally, the study was conducted in a single school located in the western black
sea region in Turkiye. This may have affected the results and generalizability of the
study. For this reason, in order to increase the generalizability of the study, this study
might be conducted with large samples from different regions of Tiirkiye and other
countries in future studies. Moreover, some of the participants also pointed to the
parent's attitudes toward children's play. The parents' play perception might have an
impact on children's play behaviors and teachers' implications. In further studies, the
effects of parent's play perceptions on teachers' implications and children's play also

might be investigated.

Besides, this study was conducted right after the Covid-19 pandemic. Therefore,
about half of the participants took play course through distance education. This
might have influenced their perceptions of and obviously the results of the study. For
this reason, the distance education during pandemic could be another limitation of
the current study.

Finally, this study was conducted with early childhood pre-service teachers only. In
future studies, in-service teachers also might be included to compare their play
perceptions with pre-service teachers regarding professional experience in the field.

Also, the observation method can be included in order to investigate how they
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perceive play and what they actually do in the classrooms. This might be examined
with a longitudinal study in the future.
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APPENDIX B: THE PLAY PERCEPTION SCALE

DEMOGRAFIK BIiLGi FORMU
Yasmz: ..............
Cinsiyetiniz: [ ] Kadin [ ] Erkek
Mezun Oldugunuz Lise Tiiri

[ ] Meslek Lisesi-Cocuk Gelisimi Bolimii [ ] Cok Programli Anadolu Lisesi

[ 1 Anadolu lisesi [ ] Imam Hatip Lisesi
[ ] Anadolu Ogretmen Lisesi [ 1Acik Ogretim Lisesi
[ ] Sosyal Bilimler Lisesi [ 1Diger: ..o,
Simifimiz:
[ 11.Smuf [ 13. Smuf
[ 12. Smuf [ 14. Simuf
Cocuklugunuzun gectigi yeri nasil tanimlarsiniz?
[ 1Koy [ 11lge
[ ] Kasaba [ 111
Su an cocuklar ile iletisimde bulunmamzi gerektiren herhangi bir iste calisiyor
musunuz?
[ ] Oyun-ablalig: [ ] Yari-zamanli 6gretmenlik
[ 1Diger: ........coo.eel.

Lisans egitiminiz (veya onlisans) siiresince oyun ile ilgili ders veya dersler
aldimz m?
[ ]Evet [ ] Hayir

Cevabimiz evet ise dersin / derslerin isimlerini yazar misiniz?
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Oyun konusunda profesyonel gelisiminize dair asagidaki etkinliklerden
herhangi birine katildiniz m1?

[ ]1Seminer [ ] Sertifika Programi

[ ] Kongre [ 1Diger: ..ccovviiiiin

Oyun konusunda takip ettiginiz bir dergi, web sitesi, uzman veya egitim
yaklasimi var m?

[ ] Evet [ ] Hayir

Cevabiniz evet ise liitfen adim ve ne kadar siiredir takip ettiginizi yazimiz?

Calismanin ilerleyen asamalarinda sizinle iletisime gecmemizi ister misiniz?

[ ] Evet [ ] Hayir

Yukaridaki soruya cevabiniz “evet” ise liitfen asagidaki iletisim bilgilerinden
birini doldurunuz.
E-mail: ...................

Tel:

Oyun Algis1 Olgegi

Sevgili  katilimcilar, oyunun felsefesine iliskin  goriislerinizi  incelemeyi
amagladigimiz bu dlgekte 20 madde bulunmaktadir ve her bir maddeyi sadece tek
bir _secenek seklinde “igtenlikle” yanitlamaniz arastirmamizin gecerliligi ve
giivenirligi agisindan son derece 6nemlidir. Yardimlariniz i¢in tesekkiir ederiz.
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Oyun Algisi Olgegi (OAO)

Kesinlikle

K

Katilmiyorum

Kararsizim

Katiliyorum

Kesinlikle

K

Cocuklar oyun oynarken oyunun kurallarina uymak
zorundadir.

Cocuklarin oyunlara goniillii olarak katilmasi ve
istedigi sekilde oynamasi gerekir.

Oyun ¢ocuklar i¢in dncelikli olarak etkili bir 6gretim
aracidir.

Oyun ¢ocuklar i¢in 6ncelikli olarak eglenceli bir
ugrastir.

Oyun oynamanin en énemli yani, ¢cocuklara bilissel
acidan olumlu katki saglamasidir.

Oyun, ¢ocugun kendini ve diinyay1 kesfetme aracidir.

Oyunla ilgili bilgi kaynaklari oyunun pedagojik
degerini anlayabilmemiz agisindan nitelik ve nicelik
olarak yeterlidir.

Cocuklar yeni bir oyun kesfetmek yerine her zaman
eglenerek oynadiklar1 oyunlari oynamay1 tercih
ederler.

Cocuklar oyunlarinda, basitten karmasiga dogru
ilerleyen bir siirecte ustalagirlar.

10

Ogretmenin oyuna katilimi ¢ocugun oyundan yiiksek
yarar saglamasinda 6nemlidir.

11

Cocuklarin oyunlarda eglenmesi i¢in oyuna
kendiliginden dahil olmasi gerekmez.

12

Oyun oynamanin en giiclii yani, oyun oynarken
cocuklarin yeni 6grenmeleri yapilandirmasidir.

13

Cocuklarin 6grenme siireglerinde, oyun oynamak,
yapilandirilmis etkinliklerden daha 6nemli bir rol
oynar.

14

Oyunlarin eglenceli ve heyecan verici olmasi i¢in
Ogretmenlerinde oyunlara katilmasi gerekir.

15

Cocuklar i¢in en faydali oyunlar, kendilerini ve
diinyay1 kesfedebildikleri oyunlardir.

16

Oyun oynama siirecinde ¢ocuklarda oyunun beklenen
olumlu kazanimlarimin gézlenmemesi, oyunun ¢ocuk
icin yararli olmadigin1 gosterir.

17

Cocugun oyundan en iist seviyede yararlanabilmesi
icin 6zel oyuncaklara ve teknolojik materyallere
gereksinimi vardir.

18

Oyun ¢ocuklarin kisisel ilgi, gereksinim ve
meraklarini yansittiklar: ve kendi tecriibelerini
kullanarak gelistirdikleri dogal bir siirectir.
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19

Cocuklarin gelisim alanlarindaki (bilissel, duyussal,
sosyal, ahlak, dil ve cinsel gelisimlerinin) degisimleri
oynayacaklar1 oyunlarin yapisini degistirir.

20

Cocugun kendiliginden dahil olmadig1, goniillii olarak
katilmadig1 eylem oyun degildir.
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APPENDIX C: THE SEMI-STRUCTURED INTERVIEW PROTOCOL

Merhaba ben Ezgi CIFTCI, Orta Dogu Teknik Universitesi Egitim
Fakiiltesi’nde yiiksek lisans yaptyorum. “Okul Oncesi Ogretmen Adaylarinin Oyun

Algilar1” iizerine bir arastirma yapryorum.

Calismanin amaci: Bu caligsma ile okul dncesi 6gretmen adaylarinin oyun algilarini

ve bu algilarinin tizerinde etkili olan degiskenler saptanmaktir.

Bu miilakatin sonuglar1 yukarida belirtilen amag¢ dogrultusunda yiiksek lisans tezinde
Ezgi CIFTCI tarafindan kullanilacaktir. Toplanan verilen hicbir kimse ile

paylasilmayacak ve herhangi bir notlandirma yapilmayacaktir.

DEMOGRAFIK SORULAR
Bana kisaca kendinden bahseder misin?

1. Cocuklugun ¢ogunlukla nerede ge¢misti? (Kdy, kasaba, il¢e, 11?)

2. Peki, biiyiidiigiin yerin oyunlarini etkiledigini diisiiniiyor musun?

3. Oyun ile ilgili sevdigin bir anin varsa anlatabilir misin? Bu aniy1 senin i¢in
unutulmaz (ya da 6zel ya da degerli) yapan nedir? Veya Cocukken keyif
alarak oynadigin, aklinda kalan bir oyun var m1? Bu kadar aklinda kalmasinin
sebebi nedir? (1sinma sorusu, rahatlatma ve samimiyet kurma igin)

4. Daha oOnceden okul o©ncesi donemindeki ¢ocuklarin oyun zamanini
gdzlemleme sansin oldu mu? Evet ise;

Nerede? Ne kadar siire? Senin roliin neydi?
Cocuklarin oyunlart ile ilgili dikkatini neler ¢ekti?
MULAKAT SORULARI
1. Oyun dersiniz ile ilgili baglayalim. (Dersi alan grup icin). Bu dersi almaniz
oyun ile ilgili diislincelerinizi nasil etkiledi?
2. Donem bagin1 ve donem sonunu karsilastirdiginizda bu dersi almak oyunla

ilgili bakis aginizda herhangi bir degisim yaratti mi1?
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Bu ilk 2 soru ile ders deneyiminizi 6grendik. Simdi de oyun ile ilgili

bilgilerinizi ve diisiincelerinizi merak ediyorum oyun tamimi sorusuyla

baslayalim.

10.

11.

Okul 6ncesi donemde oyunu nasil tanimlarsin?

Oyun her zaman eglenceli midir? Neden?

Oyun ne degildir? Neler oyun sayilmaz? (Prob Q: Bir seyin oyun sayilmasi
i¢in kriterleriniz nelerdir?)

Okul oncesi donemde oyunun gelisimsel agidan ne gibi katkilar1 olabilir?
(Prob Q: Baska hangi agilardan katkilar1 vardir?)

Cocuklarin oynadiklar1 oyunlar etkileyen faktorler nelerdir? (Prob Q: peki bu
faktorlerin oyuna nasil bir ektisi vardir?)

Okul oncesi donemde oyun zamani nasil planlanmahidir? (Prob Q:
Yapilandirilmali m1? Serbest mi olmali1?)

Okul oncesi donemde oyun zamaninda &gretmenin roli nedir? (Prob Q:
Ogretmenin katilim1 nasil olmalidir?)

Okul 6ncesi donemde oyun zamaninda oyun materyallerinin/oyuncaklarin rolii
nedir?

Okul o6ncesinde bir kavram ya da baska bir sey Ogretirken oyunu nasil
kullanirsin?
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APPENDIX D: CONSENT FORM

Arastirmaya Goniillii Katihm Formu

Bu calisma ODTU Okul Oncesi Egitimi Boliimii yiiksek lisans 6grencisi Ezgi
CIFTCI tarafindan vyiiriitilmektedir. Bu form sizi arastirma kosullar1 hakkinda

bilgilendirmek i¢in hazirlanmistir.
Cahismanin Amaci Nedir?

Calismanin asil amaci, okul Oncesi egitimi Ogretmen adaylarinin oyun algilarini
aragtirmaktir. Ayrica bu ¢aligmada oyunun fonksiyonu, kaynagi, amaci gibi goriislere
de yer verilecektir. Bunlara ek olarak, diger degiskenlerin (sinif diizeyi, cinsiyet, yas,
oyun dersi alip almama vb.) okul Oncesi 6gretmen adaylarinin oyun algilarini ne

derecede etkiledigi de arastirilacaktir.
Bize Nasil Yardime1 Olmamz Isteyecegiz?

Bu c¢alisma i¢in yapmaniz gereken size verilen anketi eksiksiz doldurmanizdir.
Ardindan ¢alismanin ikinci kismi igin size miilakat sorulart sorulacak ve

cevaplamaniz istenecektir. Bu kisim yine goniilliiliik esasina dayali olacaktir.
Katiliminizla ilgili bilmeniz gerekenler:

Bu calismaya katilmak tamamen goniillillik esasina dayalidir. Herhangi bir
yaptirima veya cezaya maruz kalmadan calismaya katilmayi reddedebilir veya
calismay1 birakabilirsiniz. Calismaya katilmaniz sonucunda verilerin toplandigi derse
yonelik bir not veya 6dev durumu kesinlikle olmayacaktir. Aragtirmaya katilanlardan
toplanan veriler tamamen gizli tutulacak, veriler ve kimlik bilgileri herhangi bir
sekilde eslestirilmeyecektir. Katilimcilarin isimleri bagimsiz bir listede toplanacaktir.
Ayrica toplanan verilere sadece arastirmaci ulasabilecektir. Bu aragtirmanin
sonuglar1 bilimsel ve profesyonel yayinlarda veya egitim amagli kullanilabilir, fakat

katilimcilarin  kimligi gizli tutulacaktir. Sizden elde edilen veriler arastirmaci
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tarafindan etik ilkeler dogrultusunda 3 yil saklanacaktir. Siire dolduktan sonra

arastirmaci verileri imha edecektir.

Riskler:

Calisma herhangi bir risk igermemektedir.
Arastirmayla ilgili daha fazla bilgi almak isterseniz:

Calismayla ilgili soru ve yorumlarinizi arastirmaciya ciftci.ezgi@metu.edu.tr

adresinden iletebilirsiniz.

Yukaridaki bilgileri okudum ve bu c¢alismaya tamamen goniillii olarak

katiliyorum.
(Formu doldurup imzaladiktan sonra uygulayiciya geri veriniz).

OKUDUM. ANLADIM.

Ad- Soyad Tari Imza
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APPENDIX E: TURKISH SUMMARY/TURKCE OZET

Giris
Cocuklarin temel haklarindan biri olan oyun, tanimlanmasi karmasik bir kavramdir
(Johnson vd., 1999). Genel olarak oyun, ¢ocuklarin ihtiyaglari, i¢sel motivasyonlari,
eglence istekleri ve 0zgiir secimleri dogrultusunda sekillenen herhangi bir davranig
olarak tanimlanir (Johnson vd., 1999) ve cocuk gelisimi i¢in c¢ok Onemlidir.
Anderson-McNamee ve Bailey (2010), oyunun ¢ocuklar i¢in birgok faydasi
oldugunu belirtmis ancak oyunun cocuklarin 6grenme ve gelisimlerine sayisiz
faydasi olmasina ragmen oyuna gereken onem verilmemektedir (Frost, 2012).
Benzer sekilde Tiirkiye'de de oyun okul 6ncesi egitim programlarinin merkezinde yer
almasma ragmen, degeri bilinmemektedir. MEB 2013 Okul Oncesi Egitimi
Programina gore oyun, c¢ocuklarin g¢evrelerini anlamalarint ve birgok seyi
O0grenmelerini saglayan bir aragtir. Ayrica bu programda oyun, cocuklarin en 6nemli
isi olarak goriilmektedir (Isikoglu-Erdogan, 2015). Ancak Varol (2013) gegis
etkinlikleri, bekleme, 0gle yemegi, sanat/miizik vb. diger etkinlikler nedeniyle
O0gretmenlerin, cocuklara oyun oynamalar1 i¢in yeterince firsat saglanmadigini
belirtmistir. Benzer sekilde, Tugrul ve digerleri (2019) ise 6gretmenlerin ¢ocuklarin

oyun i¢in ayrilan siireyi yeterli bulmadigini belirtmistir.

Ogretmenlerin oyunu nasil algiladiklari, onlarin gelecekteki smif uygulamalarmi ve
cocuklarin oyun deneyimlerini etkilemektedir (Jung ve Jin, 2015). Bu nedenle,
gelecekteki siif i¢i uygulamalarinda bir farklilik yaratmak i¢in 6gretmen adaylarinin
mevcut oyun algilarinin anlagilmasi Onemlidir. Bu nedenle, oyun algilarinin
temellerini aragtirmak gerekmektedir. Jung ve Jin'e (2015) gore 6gretmen adaylarinin
oyun algilar1 {iniversitede aldiklar1 egitim, oyun dersleri ve gecmisteki oyun
anilarindan etkilenmektedir. Arastirmalar, Ogretmen yetistirme programlarinin
ogretmenlerin oyun algilarini sekillendirdigini gdstermektedir (Sherwood ve Reifel,

2010; Jung ve Jin, 2015). Ogretmen adaylar1 egitimleri siiresince oyun dersi
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aldiklarinda oyunla ilgili olumlu diisiinceler gelistirme egilimindedirler (Jung ve Jin,
2015). Ayrica bu olumlu diisiinceler, gelecekteki sinif uygulamalarina oyunu dahil
etme olasiliklarini artirmaktadir (Ashiabi, 2007; Sherwood ve Reifel, 2010; Jung ve
Jin, 2014). Ancak, 6gretmen adaylarinin oyun algilar1 arastirilmadiginda, oyun
dersleri ile oyunu pratige dahil etme yonelimi arasindaki baglanti yaniltic1 olabilir

(Jung ve Jin, 2015).

Aragtirmalara gore (Klugman, 1996; Jung ve Jing, 2014; Jung vd., 2016), 6gretmen
adaylarinin oyunu nasil algiladiklarini anlamak oyun ve miifredat arasinda bir koprii
olusturmada kritik bir rol oynamaktadir. Ayrica 6gretmen adaylarinin oyuna yonelik
tutumlari, oyunun erken cocukluk ortamlarindaki yerini geri kazanmasi agisindan
degerlidir (Dogan-Altun, 2018). Arastirmalara gore (Sherwood ve Reifel, 2010; Jung
ve Jin, 2014), oyunla ilgili algilar, inang¢lar ve fikirler alinan egitim, onceki oyun
deneyimleri ve anilar gibi ¢esitli faktorlerden etkilenmektedir. Bu noktada 6gretmen
yetistirme programlari, 6gretmen adaylarina oyun algilarint sekillendirmeleri ve
oyun hakkindaki bilgilerini gelistirmeleri igin firsatlar sunmalidir. Ogretmenler
meslege basladiklarinda edindigi fikirleri siniflarinda uygulama egilimindedirler
(Dogan-Altun, 2018). Bu nedenle 6gretmen adaylarinin oyun algilarima katki
saglamak i¢in 6gretmen hazirlik programlarinin oyunla ilgili ders igeriklerinin oyun
ve oyun temelli 6grenmeye yonelik olarak iyilestirilmesi ve zenginlestirilmesi

gerekmektedir (McArdle vd., 2019).

Bu c¢alismada, katilimcilarin oyun dersi ge¢misleri arastirilmistir ve oyun dersi ile
oyun algilart arasindaki iligki analiz edilmistir. Bu bulgular 1s18inda 6gretmen
egitimcileri, 6gretmenlik egitimi sirasinda verilen oyun derslerinin 6nemi konusunda
farkindalik sahibi olabilirler. Ozetle, erken ¢ocukluk dénemi &gretmen adaylarmnin
oyunla ilgili mevcut algilarinin incelenmesi, mevcut Ogretmen yetistirme
programlarinin kalitesi ve verimliligi, oyun algilarinin dogas1 ve kaynagi ile oyunun
islevi, amact ve kokeni ile ilgili fikirler agisindan genis bir ¢ergeve sunmaktadir.
Arastirma sonugclart ayn1 zamanda 6gretmen adaylarinin gelecekteki uygulamalart ile

ilgili mevcut oyun algilarinin daha derinden anlasilmasini saglamaktadir.
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Oyun, uzun yillardir aragtirmacilarin odak noktasi olmustur. Oyunun islevlerini ve
faydalarin1 arastiran bir¢ok calisma varken, 0gretmenlerin oyun algilar1 daha az
calisilmistir (Sherwood ve Reifel, 2010). Ogretmenlerin deger, alg1 ve tutumlari smif
uygulamalarin1  sekillendirdiginden ve bu dogrudan c¢ocuklar1 etkiledigi igin
Ogretmenlerin algilart lizerine bir arastirma yapmak gerekmektedir (McMullen vd.,
2006). Ogretmen adaylarmin oyunun amacina, kaynagma ve islevine iliskin oyun
algilan tizerine 6zellikle ulusal literatiirde siirli sayida ¢alisma bulunmaktadir. Bu
dogrultuda, bu ¢alisma okul 6ncesi 6gretmen adaylarinin oyun algilar ile ilgili olarak
hem literatiire katki saglamakta hem de ulusal ve uluslararasi diizeyde oyun

algilarina yonelik yeni bakis agilar1 getirmektedir.

Bu calismanin temel amaci, okul dncesi egitimi 6gretmen adaylarinin oyun algilarini
aragtirmaktir. Ayrica bu algilar1 oyun dersine katilim ile iliskilendirerek
arastirmaktir. Ayrica ¢alismada oyunun islevi, Ozginligii ve amaci ile

dogasi/kaynagi asagidaki aragtirma sorulari 1s181inda incelenmistir.

1. Okul 6ncesi 6gretmen adaylarinin oyun algilart nelerdir?
2. Okul 6ncesi 6gretmen adaylarinin oyun dersine katilimlarina iligkin oyun algilari
nelerdir?
3. Okul 6ncesi 6gretmen adaylarinin oyun algilar1 oyun dersine katilim durumlarina
gore farklilasmakta midir?
3.1. Okul 6ncesi 6gretmen adaylariin oyunun islevine iligkin oyun algilari,
oyun dersine katilim durumlarma gore farklilasmakta midir?
3.2. Okul oncesi 0gretmen adaylarinin oyunun ozgiinliigiine iliskin oyun
algilari, oyun dersine katilim durumlarina gore farklilasmakta midir?
3.3. Okul 6ncesi 6gretmen adaylarinin oyunun dogasina iligkin oyun algilari,

oyun dersine katilim durumlarina gore farklilasmakta midir?

Yontem

Bu c¢alismada karma yontem arastirma deseni kullanilmistir. Creswell ve Plano
Clark'a (2011) gore karma yontem aragtirmasi, arastirma problemlerinin ve aragtirma

sorularimin daha iyi anlagilmasini saglamak i¢in yapilan, nitel ve nicel yontemlerin
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bir arada kullanildig1 bir metodolojidir. Creswell’in (2015) de acikladig: gibi, karma
yontem arastirmasi, aragtirmacinin hem nitel hem de nicel verilerin giicli
yonlerinden faydalanmasini saglar. Nitel ve nicel arastirma yontemlerinin birlesimi
calismay1 gulclii kilar (Creswell, 2015). Creswell'e (2015) gore karma yontem
aragtirmalari, arastirma desenine gore farklilik gosterir. Basit ve karmagik arastirma
deseni tiirleri olmak tizere iki ayr1 baslikta, toplam alt1 alt boyutu vardir (Creswell,
2015). Bu calismada ise, basit arastirma deseni tiirlerinden biri olan agiklayici siralt
desen kullanilmistir. Creswell ve Plano Clark’a (2011) gore, agiklayici sirali desen
arastirmactya nitel verileri kullanarak nicel arastirma sonuglarini detaylica agiklama
ve calismay1 genisletme firsat1 sunmaktadir. Bu arastirma deseninde, ilk olarak nicel
veriler toplanmistir. Nicel verilerin toplanmasinin ardindan, c¢alisma sonuglarini
netlestirmek ve bulgular1 derinlestirmek icin nitel veriler toplanmistir. Bu
arastirmanin nicel kismi anket, nitel kismi1 ise fenomenolojik bir ¢aligmadir. Fraenkel
ve digerlerine (2012) gore, anket arastirmasi temel olarak calisma evreninin
yetenekleri, goriisleri, inanglar1 ve tutumlar1 gibi 6zelliklerini tanimlamak i¢in bilgi
toplamay1 amaglamaktadir. Ote yandan fenomenolojik arastirma, bir olaya iliskin
cesitli algilar1 incelemeyi ve katilimcilarin algr ve tepkilerine iliskin Ongori
saglamayr amaglar (Fraenkel vd., 2012). Bu arastirmada, Oncelikli olarak
katilimeilarin oyun algilart Oyun Algisi Olgegi araciligiyla arastirilmistir. Daha
sonra, nicel arastirma sonuglarinin derinlemesine arastirilmasi i¢in katilimcilar ile

yar1 yapilandirilmig goriismeler yapilmistir.

Fraenkel ve digerleri (2012), arastirmacinin ¢aligmanin amacina ve evren ile ilgili 6n
bilgilere dayanarak katilimcilar1 se¢mek i¢in  kendi kisisel kararlarini
kullanabilecegini  belirtmistir.  Ayrica, ¢aligmanin amacina yonelik olarak
katilimcilara ulagilabilirlik de g6z oOniinde bulundurulmalidir (Punch, 2009).
Calismanin uygulanabilirligi zaman, masraf ve c¢aba agisindan 6nemli bir konudur
(Fraenkel vd., 2012). Bu nedenle karma yontem deseninin nicel kisminda amacl
ornekleme yontemi kullanilmigtir. Caligmanin ilk kisminda, Tiirkiye'de bir devlet
tiniversitesinde okul Oncesi egitimi programinda Ogrenim goérmekte olan lisans
ogrencilerine (N=242) anket uygulanmistir. Arastirmanin ikinci kisminda ise kolay
ulagilabilir durum 6rneklemesi kullanilmistir. Kolay ulasilabilir durum 6rneklemesi,

arastirma i¢in uygun ve erisilebilir olan katilimeilarin secilmesini gerektirir (Fraenkel
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vd., 2012). Arastirmanin nitel bolimiinde, katilimcilar arastirmanin ilk boliimiine
katilanlarin  arasindan secilmistir. Yart yapilandirilmig goriismeler her smif
diizeyinden esit sayidaki goniillii katilimcilarla, toplam 24 kisi ile

gergeklestirilmistir.

Bu ¢aligmada, okul 6ncesi 6gretmen adaylarinin oyun algilar1 hakkinda kapsamli bir
bilgi edinmek icin Oyun Algis1 Olgegi (OAO) ve yar1 yapilandirilmis gériismeler
kullanilmistir. Arastirmanin nicel kisminda katilimcilarin oyuna iliskin genel
algilarim 6grenmek amaciyla OAO uygulanmistir. Katilimeilarin yas, cinsiyet, sinif
diizeyi, lise tiirlerine iligkin egitim durumu, oyun dersine ve mesleki gelisimlerine
katki saglayan etkinliklere katilimlar1 6lgegin demografik boliimiinde sorulmustur.
Ayrica katilimecilara "Cocuklugunuzda hangi oyunlar1 oynardiniz? Ornek verebilir
misiniz?" veya "Gilnlik rutininizi diisiindigiiniizde su an hangi oyunlara/oyunlara
dahil oluyorsunuz?" gibi agik uglu sorular da sorulmustur. Katilimcilardan eksik olan
“Oyun................ climlesini tamamlamalar1 istenmistir. Gilines ve calisma
arkadaglar tarafindan gelistirilen Oyun Algis1 Olgegi (2020), dgretmen adaylari,
hizmet i¢i Ogretmenler, veliler ve pedagoglarin oyun algilarin1 incelemeyi
amaglamaktadir. OAO besli Likert tipi bir lgektir (1=kesinlikle katilmiyorum,
5=kesinlikle katiliyorum) ve ii¢ alt boyutlu yapiya sahip 20 maddeden olugsmaktadir.
Bu {i¢ alt boyut oyunun islevi, oyunun 6zgiinliigii ve oyunun dogasidir (Giines vd.,
2020). Arastirmanin ikinci boliimiinde, arastirmaci tarafindan yar1 yapilandirilmis bir
goriisme protokolii gelistirilmistir. Gorlisme sorular1 hazirlandiktan sonra dort alan
uzmanindan gorlis almmustir. Yart yapilandirilmig goriisme protokoliiniin son
versiyonu, birka¢ sondaj soru ve dort isinma sorusu devamindaki 11 sorudan
olusmaktadir. Goriisme sorularmin ikisi katilimcilarin oyun dersi katilimi ile
ilgiliyken, diger dokuz soru 6gretmen adaylarinin oyun tanimi, oyunun gelisimsel
katkilar, etkileyen faktdrleri, oyun zamanini planlama ve Ogretmenlerin ve oyun

malzemelerinin oyundaki rollerine iliskin goriisleri hakkindadir.

Oncelikli olarak, veriler toplamaya baslamadan once gerekli izinler almmistir. Ilk
olarak, 2021-2022 giiz doneminin besinci ve altinci haftasinda bir devlet
{iniversitesinde 6grenim goren okul dncesi dgretmen adaylarina Oyun Algis1 Olgegi

uygulanmistir. Ardindan, 2021-2022 bahar déneminde arastirmanin ikinci kismi igin
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goniillii katilimeilar ile yar1 yapilandirilmig goriismelere baslanmstir. Ilk olarak, iig
katilimci ile birlikte pilot ¢aligma yapilmistir. Ardindan, katilimcilarin geri kalan1 da
onceden planlanan zamanlarda goriismeye katilmistir. Goriismeler, katilimcilarin
bilgisi dahilinde kayit altina alimmustir ve yaklasik 15-20 dakika slrmiistiir.
Gortigmelerin hemen ardindan ses kayitlar1 yaziya dokiilmistiir. Nicel veri analizi
sirasinda aragtirmaci, Creswell ve Plano-Clark (2015) tarafindan belirtilen birbiriyle
iliskili adimlar1 takip etmistir. Ilk olarak, veriler analiz i¢in diizenlenmistir. Bu siire,
bir kod kitab1 hazirlamay1, puan tiirlerini belirtmeyi, verileri puanlamayi, bir program
secmeyi ve verilerin girilmesini ve temizlenmesini igerir (Creswell ve Plano Clark,
2015). Nicel verilerin analizi sirasinda uygun bir istatistiksel analiz programi
kullanilmistir. On calisma sonuglarma gore Oyun Algist Olgegi maddeleri goriis
ifadesi olarak kabul edilmistir. Bagimli ve bagimsiz degiskenlerin tamami en az iki
kategorik degisken icerdiginden ve normallik varsayimlari karsilandigindan (Pallant,
2015) ki-kare bagimsizlik testinin uygulanmasma karar verilmistir. Creswell ve
Plano-Clark'a (2015) gore, analiz igin nitel verilerin analizinde ve yorumlanmasinda
birbiriyle iligkili alt1 adim izlenmelidir. Oncelikle ses kayitlar1 yaziya dokiilmiistiir ve
kodlama iglemi i¢in metinler gozden gegirilmistir. Creswell (2015), kodlamanin bir
etiketleme siireci oldugunu aciklamistir. Metin boliimleri, hepsinin tek bir kodla
iliskilendirildigi climleler veya paragraflar igerir (Creswell, 2015). Kodlama
stirecinde metinler, aragtirmaci tarafindan climle, paragraf, kelime 6begi gibi kiiglik
parcalara ayrilarak etiketlenir. Temalar1 katmanlar halinde kodladiktan sonraki adim,
bulgularin temsili ve raporlanmasidir. Creswell ve Plano Clark (2015), karsilagtirma
tablolari, haritalar, sekiller, demografik tablolar vb. gibi verileri gostermenin gesitli
yollart oldugunu ileri stirmiistiir. Mevcut ¢alismada, nitel bulgular uygun tablolarda

gosterilmistir ve verilerin yorumlanmasi saglanmistir.

Giivenilirlik, nicel ve nitel ¢calismalarin en kritik par¢alarindandir. Merriam (2009) ve
Yin'e (2009) gore c¢alismanin gegerlik giivenilirlii ve genellenebilirligi
giivenilirligini etkiler. Bu nedenle gecerligin, giivenirligin ve genellenebilirligin
artirllmas1 galismanin  giivenirligini artiracaktir. OAO onceden hazirlanmis ve
gecerliligi, giivenilirligi ve i¢ tutarliligi test edilmistir. Arastirma sonuclarina gore
(Giines vd., 2020) madde-toplam korelasyon katsayilari degerleri .157< r < .656

arasinda, Cronbach alfa degeri ise .728 olarak bulunmustur. Bu degerler 6l¢egin
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gecerli ve giivenilir oldugunu gostermektedir (Giines vd., 2020). Cesitli veri toplama
tekniklerinin kullanilmasi, c¢aligmanin giivenirligini artirmaktadir (Fraenkel vd.,
2012). Bu ¢alismada, ¢alismanin giivenilirligini ve gegerliligini artirmak i¢in yari
yapilandirilmig goriismeler ve anket c¢alismasi bir arada kullanilmistir. Ayrica
caligmanin giivenilirligini artirmak i¢in yar1 yapilandirilmis goériisme sorulart okul
oncesi egitimi alanindan dort uzmanin yardimiyla hazirlanmistir. Ayrica pilot
calisma ti¢ katilimer ile gergeklestirilmistir. Dis denetim, giivenilirligi artirmanin
baska bir yoludur (Creswell, 2015). Bu calismada arastirmaci, nitel verileri analiz
ederken c¢alisma bulgularini kontrol etmek igin ¢alisma disindan bir okul Oncesi

egitimi uzmanindan yardim almistir.

Bulgular ve Tartisma

Bu calismanin birincil amaci, erken ¢ocukluk dénemi 6gretmen adaylarinin oyun
algilarin1 mesleki demografik Ozellikleri agisindan arastirmaktir: oyun dersine
katilim ve egitim diizeyi. Arastirma sirali agiklayici karma desen oldugundan, nitel
ve nicel verilerden elde edilen bulgular biitiinciil olarak tartisilmistir. Elde edilen
bulgular 6lgekten ortaya ¢ikan ii¢ ana tema altinda tartisilmistir. Bu temalar oyunun

islevi, oyunun 6zgiinliigii ve oyunun dogasidir.

Ilk olarak oyunun islevi temasi, oyunun tanimlarini, islevlerini, &zelliklerini ve
onemini igerir. Oncelikle katilimcilardan oyunu tanimlamalari istenmistir. Bulgular,
katilimcilarin ¢ogunun oyunu tanimlamakta zorlandiklar1 ve oyunun ozelliklerine ve
gelisimsel faydalarina daha fazla odaklandiklar1 sonucuna varmistir. Johnson ve
digerleri (1999), oyunun tanimlanmasinin karmagik oldugunu ve tanimini anlamaya
yardimcr olan bazi 6zellikler oldugunu belirtmistir. Eberle (2014) ise oyunun
ozelliklerini ve iglevlerini sunmanin oyunu tam olarak tanimlamadigini belirtmis ve
durumu bir giil metaforuyla 6rneklemistir. Ona gore, insanlarin "giil giizel kokar"
diyerek giilii nasil algiladiklar1 onun tanimi degildir. Bagka bir deyisle, insanlarin
oyunu nasil algiladiklari, oyunun ne oldugunu da agiklamaz (Eberle, 2014). Sonug
olarak, oyunu ger¢ekten tanimlamanin giic oldugu anlasilabilir. Bu nedenle
katilmcilarin - ¢ogu oyunu islevlerini, Ozelliklerini ve Onemini belirterek

tanimlamistir. Zhulamanova ve Raisor (2020), 6gretmen adaylarinin oyun algilarim
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da iki anket ve goriisme yoluyla incelemistir. Bulgular, katilimcilarin oyunu ayni
sekilde tanimlamadiklarini ve sonu¢ olarak oyun kavraminin ortak bir taniminin
olmadigin1  gostermistir. Mevcut c¢alismada, sonuglar katilimcilarin - oyunu
tanimlarken oyunun cesitli yonlerini sunduklarini gostermistir ve bu bulgular,
Zhulamanova ve Raisor'un (2020) ¢alismasiyla tutarlilik géstermistir. Oyun dersine
katilim baglaminda sonuglar, sinif diizeyleri arttik¢a oyun tanimlarinin daha ayrintili
hale geldigini gostermistir. Jung ve Jin (2014), mevcut arastirma sonuglarina benzer
sekilde, katilimcilarin oyun algilariin egitimleri sirasinda 6zellikle farkli bir oriinti
ortaya koydugunu ileri stirmiislerdir. Sonug olarak, birinci siniftan son sinifa kadar
katilimcilarin farkli oyun algilari, katilimcilarin oyun tanimina iliskin tanimlar

uzerinde etkili olabilir.

Oyunun islevlerine iliskin, oyun dersi alan katilimcilar, oyun dersi almayan
katilimcilara gore genel olarak oyunu kesfetme ve kendini yansitma araci olarak
diisiinmiislerdir. Ozetle, egitim diizeyi ve oyun dersine katilim disinda, katilimcilarm
genel olarak oyunu kesfetme ve kendini ifade etme araci olarak algiladiklar1 ya da az
ya da c¢ok oldugu soOylenebilir. Nicel bulgulara paralel olarak nitel sonuglar da
katilimcilarin genel olarak oyunun bir kendini ifade etme, kesfetme, merak ve duygu
ifade bi¢cimi oldugunu belirttiklerini gostermistir. Dogan-Altun’un (2018) 6gretmen
adaylarimin oyuna ve Ogretmen rollerine bakis acgilarimi anlamak i¢in yaptigi
calismasinda, 6gretmen adaylarinin oyunu aciklarken oyunun islev ve 6zelliklerinden
yararlandiklar1 sonucuna ulasilmistir. Arastirma sonugclari, katilimeilarin oyunu bir
kendini ifade etme, Ogrenme ve eglenme yoOntemi olarak gordiikleri sonucuna
varmistir (Dogan-Altun, 2018). Ayrica, bu calismada bazi katilimcilar oyunu bir
Ogretme ve Ogrenme araci olarak tanimlamiglardir. Benzer sekilde, Dogan-Altun‘un
(2018) calismasinda, 6gretmen adaylar1 siklikla oyunu onceden belirlenmis amag,
amag ve becerileri 6gretmek igin bir strateji olarak tanimlamiglardir. Dogan-Altun'un
(2018) calismasinin aksine, Rodriguez-Meehan (2021) tarafindan yiiriitiilen nitel bir
fenomenolojik arastirma, az sayida 6gretmen adaylarinin oyun algilarini aragtirmistir.
Aragtirma sonuglari, etkinliklerin acik¢a akademik seyler igermemesi durumunda
O0gretmen adaylarinin oyun ve 6grenme arasinda baglanti kurmakta zorlandiklarini
gostermistir (Rodriguez-Meehan, 2021). Bu ¢alismada ise, katilimcilarin ¢cogu oyunu

bir 6gretim araci veya eglenceli bir 6grenme yolu olarak belirtmiglerdir. Ayrica, bu
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calismanin sonuglari, katilimcilarin kavramlart oyuna entegre ederek, dgrenmeyi
pekistirerek ve somutlastirarak oyunu kullanacaklarini ortaya koymustur. ilging bir
sekilde, oyun dersi almayan birinci ve ikinci smif O6grencilerinden bazilar
gelecekteki smiflarinda oyunu nasil kullanacaklarini aciklamakta zorlanmislardir.
Heniliz oyun dersi almamis olmalar1 nedeniyle deneyim veya bilgi eksikligi bu
durumu etkilemis olabilir. Oyun dersine katilan katilimcilar, bu derste oyunun
miifredat olarak nasil kullanilacagina dair teorik bilgiler edinmis olabilir ve

katilimcilarin kapsamli agiklamalar1 buradan geliyor olabilir.

Oyunun ne olmadigimi bilmek ne oldugunu bilmek kadar onemlidir (Isenberg &
Jalongo, 2006). Bu nedenle, katilimcilara oyunun ne olmadig1 sorulmustur ve biiyiik
cogunlugu zorbalik, siddet, cinsellik gibi seyleri oyun olarak gdérmedigini ifade
etmistir. Ayrica dijital seyler, sikici aktiviteler, yapilandirilmis, rekabetgi etkinlikler
ve kumar/sans oyunlarinin oyun olmadigini eklemislerdir. Eberle'ye (2014) gore
oyunun oyun olarak kabul edilebilmesi i¢in beklenti, anlama, siirpriz, denge, gii¢ ve
haz gibi alt1 6zelligin olmasi gerekir. Bu 6zelliklerden yoksun etkinlikler ve zorbalik
barmndiran seyler oyun olarak goriilmemektedir. Ayrica, Armstrong (2015), dijital
seylerin, rekabetci sporlarin ve Scrabble gibi endiistriyel masa oyunlarinin oyun
olarak kabul edilmedigini belirtmistir. Caligma bulgular1 ayn1 zamanda oyun
sayllmayan kriterler ile bir fikir birligini gostermistir (Eberle, 2014; Armstrong,
2015).

Katilimeilar oyunun o6zelliklerini goniillii, eglenceli ve ilerici eylem olarak
tammlamislardir. Ote yandan, goriisme sirasinda katilimeilar oyunun bu &zelliklerini
de siklikla belirtmisler ve bu bulgulara egitici, uygulamali, sosyal, mutlu, aktif ve
giivenli gibi cesitli 6zellikler ekleyerek genisletmislerdir. Mevcut calismada,
katilimcilar oyunun eglenceli yoniinde fikir birliginde olmalarina ragmen oyun dersi
almayan katilimcilar genellikle oyunun egitici yonlerine odaklanmislardir. Tlging bir
sekilde, oyun kursuna katilan geng bir katilimci, erken ¢ocukluk yillarinda oyunun
eglendirici olmaktan ¢ok egitici olmasi gerektigini belirtmistir. Benzer sekilde
Dogan- Altun (2018) da kidemli 6gretmen adaylarmin (katilimcilar oyun dersi
almistir) oyunu Oncelikle eglenceli ve ikincil olarak da egitici bir aktivite olarak

tanimladiklarini gdstermistir. Ayrica, oyunun ne oldugunu ve 6zelliklerini arastiran
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Rodriguez-Meehan (2021) tarafindan da agiklandig1 tiizere, Ogretmen adaylari
oyunun Ozellikleri hakkinda bilgi sahibidirler ve diger ¢aligmalarla tutarli sekilde
cevaplar vermislerdir (Rodriguez-Meehan, 2021). Ayrica McLane (2003) oyunla
ilgili inanmiglarini arastirmak i¢in okul 6ncesi 6gretmenleri ile birlikte proje yiiriitmiis
ve gorlismeler yapmistir. Bulgular, oyunun o6zelliklerini neseli, bagimsiz,
uygulamali, yapilandirilmamuis, etkilesimli, 6zgiir ve kesfedici olarak agiklamislardir
(McLane, 2003). Bu nedenle, oyunun eglence, nese, 0zgiirliik, kesif ve egitici gibi
Ozelliklerinin ortak oldugunu ortaya koyan c¢esitli arastirmalarin oldugu sonucuna
varilabilir (McLane, 2003; Dogan-Altun, 2018; Rodriguez-Meehan, 2021). Mevcut
calismada, bulgular bu ¢alismalarla tutarlilik gostermektedir. Oyunun oyun olarak
kabul edilebilmesi icin eglenceli, 6zglir, egitici, uygulamali ve mutlu gibi belirli

ozelliklere sahip olmasi gerektigi sonucuna varilabilir.

Bu calismada katilimcilar genel olarak oyunun gelisim alanlarindaki Gnemini
belirtmis ve aynm1 anda birden fazla faydasindan bahsetmistir. Bu durum, oyunun
Onemi ile ilgili genelleme yapmanin oyun derslerine katilim agisindan zor oldugunu
ortaya koymustur. Katilimcilarin genel olarak oyunun gelisimsel yararlarinin
farkinda olduklar1 sdylenebilir. Dikkat ¢eken tek sey, oyunun farkli faydalarina
odaklanmis olmalaridir. Ornegin, bazilar fiziksel katkilarmin daha fazla oldugunu
belirtirken, bazilar1 oyunun sosyal faydalarina daha fazla odaklanmistir. Bu
oncelikler, kisisel goriiglerine bagl olarak degisebilir veya egitim diizeyi ve oyun
dersi, katilimcilarin yanitlarini etkilemis olabilir. Bununla birlikte Jung ve Jin (2014)
O0gretmen adaylan ile calismis oyun hakkinda nasil diisiindiiklerini incelemislerdir.
llging bir sekilde, arastirma sonuglar1 birinci siif ve son sinif 6gretmen adaylarmin
oyunun degerine iligskin algilarinda 6nemli bir 6lgiide fark olmadigini ancak, bu
calismaya katilanlarin erken cocukluk egitiminde oyuna deger verdikleri acikt1 (Jung
& Jin, 2014). Mevcut calisma sonuglar1 da benzer bulgulara varmistir. Katilimcilar,
oyunun degeri hakkinda bir farkindaliga sahip olabilecekleri i¢in oyunun 6nemine

iliskin kapsaml1 yanitlar vermislerdir.

Oyunun 06zgiinliigii temasi, 0gretmenlerin oyuna katilimini, oyun materyallerinin
onemini ve oyun zamaninin planlanmasini igermektedir. Katilimcilarin 6gretmenin

oyuna katilimi1 ve oyundaki rolleri hakkindaki goriisleri alinmigtir. Nicel kisimda

130



katilimcilarin 6gretmen katilimi hakkindaki ifadelere verdikleri yanitlar arasinda
istatistiksel olarak anlamli bir iligki ¢ikmistir. Ayrica goriisme sirasinda katilimcilar,
O0gretmen katilimimin oyunu destekledigi ve daha eglenceli hale getirdigi ig¢in
O0gretmenlerin ¢ocuklarin oyununa dahil edilmesi gerektigini dile getirmislerdir.
Sosyokiiltiirel agidan yapilan bir aragtirmada belirtildigi gibi 6gretmenlerin veya
diger yetiskinlerin katilimi ¢ocuklarin oyun ve 0&grenmelerini olumlu ydnde
etkileyebilir (Dogan-Altun, 2018). Bu noktada Vygotsky’nin oyun perspektifi 6nem
kazanmaktadir. Ogretmenlerin katilim1 ve c¢ocuklarla etkilesimleri yakinsal gelisim
alan1 olusturmak igin gereklidir. Ogretmenler oyuna dahil olmazsa bu formun
olusturulmas1 zor olacaktir (Aras, 2016). Jones ve Reynolds'a (2011) gore,
Ogretmenler cocuklarin oyunlarina yardimci oyuncu olarak katildiklarinda, oyun
sirasinda c¢ocuklarin gelisimini destekleyebilirler ve bunun sonucunda c¢ocuklar
oyundan daha fazla fayda saglarlar. Jones ve Reynolds'un (2011) aragtirma sonuglari
ve mevcut arastirma sonuglari, cocuklarin daha fazla kazanim elde edebilmeleri i¢in
Ogretmenlerin oyuna katilminin kritik bir rolii oldugu konusunda tutarlilik
gostermektedir. Gorlismeler sirasinda oyun dersine katilanlar genellikle Johnson ve
digerleri tarafindan siniflandirilan izleyici, yardimci oyuncu, oyun lideri ve sahne
yoneticisi gibi destekleyici 6gretmen rollerini belirtmislerdir (1999). Ayrica oyun
dersi alan katilimeilarin bir kismi1 6gretmenlerin rollerinin miifredat ihtiyaglarina ve
oyun tiirlerine gore degismesi gerektigini belirtmislerdir. Ayrica Kandemir (2020),
erken c¢ocukluk Ogretmenlerinin agik hava oyunundaki rollerini yar1 yapilandirilmis
goriismeler yoluyla arastirmistir. Arastirma sonuglari, 6gretmenlerin bir oyunda
genel olarak yardimci oyuncu, sahne yoneticisi, oyun lideri ve izleyici rollerini
iceren destekleyici rolleri ve yonetmen/egitmen roliinii igeren giivencesiz bir rol
belirttiklerini gostermistir (Kandemir, 2020). Bu bulgulara paralel olarak, mevcut
arastirma da Ogretmen adaylarinin genellikle oyun sirasinda destekleyici rollere
inandiklar1 ve oyun kursuna katilimin oyundaki 6gretmen rollerine iliskin algilari

tizerinde etkili olabilecegi sonucuna varmistir.

Bu arastirmada oyun materyallerinin oyundaki rolleri hakkinda katilimcilarin farkl
goriisler1 olmustur. Ayrica, oyun dersine katilimla ilgili olarak, katilimcilarin
yanitlart arasinda istatistiksel olarak anlamli bir iliski bulunmustur. Diger bir deyisle,

oyun dersine katilanlar, dersi almayanlara gore g¢ocuklarin 6zel oyuncaklara ve
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malzemelere ihtiya¢ duymadiklarini diistinmiislerdir. Nitel arastirmada, katilimcilarin
oyun materyallerinin ¢ocuklarin gelisimini desteklemek ve oyunu zenginlestirmek
i¢cin gerekli olduguna inandiklari, baz1 katilimcilarin ise materyallerin oyunda higbir
rolii olmadigim1 belirttikleri sonucuna varilmistir. Oyun materyallerini ile ilgili
olarak, katilimcilar genel olarak oyun materyallerinin oyunu zenginlestirebilecegini
ve gelisimi, 0grenmeyi ve yaraticiligi destekleyebilecegini bildirmistir. Nilsen
(2021), okul oncesi simiflarinda oyun materyallerinin erisilebilirligine iliskin
goriislerini arastirmak i¢in 6gretmenlerle goriismiistiir. Katilimcilarin ¢ogunlugu,
smiflarda  oyun materyallerinin bulunmasi halinde c¢ocuklarin oyunlarinin
zenginlestigi, gelisimlerinin ve O0grenmelerinin desteklendigi sonucuna varmistir.
Mevcut c¢alisma sonuglari, Nilsen'in (2021) c¢alisma sonuglart ile tutarlilik

gostermektedir.

Oyun zamaninin planlamasi ag¢isindan, katilimcilar derin yanitlar verdiler ve
genellikle oyun zamanini planlamanin iki yoniine odaklandilar: oyun yapisi ve oyun
zamani. Ancak oyun dersine katilanlarin biliylikk cogunlugu oyun zamaninin
planlanmasiin miifredatin ihtiyaglarina ve oyun tilirtine bagli olmasi ve dengeli
olmas1 gerektigini belirtmistir. MEB (2013) tarafindan da acgiklandigi gibi,
cocuklarin yap1 olarak farkli oyun tiirlerinden daha fazla yararlanabilmeleri i¢in oyun
zamanlarinin  dengelenmesi gerekmektedir. Birinci smiftan son smifa kadar
katilimcilarin farkli goriisleri vardi. Bu nedenle, mevcut ¢alismada oyunun yapisi
hakkinda egitim yili ve oyun kursuna katillm acisindan bir genelleme
yapilamamigstir. Benzer sekilde literatiirde oyunun yapis1 hakkinda da farkli goriisler
bulunmaktadir. Ornegin, Weisberg ve arkadaslar1 (2013) dogrudan ogretim ile
serbest oyun arasinda yer alan yari1 yapilandirilmis oyunun, g¢ocuklara ydnelik
etkinliklerin yaninda yetiskin destegi icermesi nedeniyle dogrudan Ogretim veya
serbest oyundan daha etkili oldugu sonucuna varmistir. Bazi arastirmalar,
yapilandirilmis oyunun c¢ocuk gelisimi, Ozellikle sosyal gelisimleri ve Ogrenme
kurallar1 ve rutinleri i¢in kritik oldugunu gostermistir (Chatzipanteli & Adamakis,
2022). Ayrica Matson (2007) 6zel gereksinimli bireylere bir seyler 6gretmenin en iyi
yolunun dogrudan 6gretim veya yapilandirilmis etkinlikler olabilecegi yorumunu

yapmustir. Bu ¢alismalar dikkate alindiginda, oyun yapilarmin ¢ocuklarin ihtiyaglar
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ve miifredat hedefleri agisindan dengelenmesi ve degistirilmesi gerektigi sonucuna

varilabilir.

Oyun zamaninin planlanmasi literatiirde tartismali bir konudur. Mevcut calisma
sonuclar1 ayni1 zamanda katilimcilarin oyun siiresine iliskin ¢esitli bakis agilarini da
gostermistir. Dikkat ¢eken tek sey, katilimcilarin ¢cogunlugunun, 6zellikle oyun dersi
alanlarin oyun zamaninin Onemine inanmasi ve oyun yapilarinin c¢ocuklarin
ihtiyaclar1 ve miifredat hedefleri goz Oniinde bulundurularak dengelenmesi ve
planlanmasi gerektigini ifade etmeleriydi. Bu bulgular, MEB (2013) tarafindan

aciklanan mevcut okul 6ncesi egitimi programinin ilkeleri ile uyumludur.

Son olarak oyunun dogasi, oyun algilarin1 anlamak i¢in bilgi kaynaklar1 ve gegmis/
simdiki oyun anilarmni icermektedir. Bilgi kaynaklar1 ile ilgili olarak, katilimcilar
sadece bir kismi oyun hakkinda seminer, sertifika programin veya kongreye
katilmistir. Ayrica sinirli sayida katilime1r oyunla ilgili herhangi bir medya igerigi
takip etmektedir. Bu nedenle, onlarin tek bilgi kaynagi Ogretmen yetistirme
programinda yer alan oyun dersleri olabilir. Oyun dersinin amaci, oyunun tanimi ve
Onemi, oyunun gelisimi, oyun teorileri, oyun etkinliklerinin planlanmas1 ve
uygulamalar i¢in kavramsal bir c¢er¢eve saglamaktir. Ancak, mevcut ¢alismada,
katilimcilarin ¢ogu, oyun dersinin uygulama acisindan yetersizligine odaklanmistir.
Bu bulgulara paralel olarak Sahin ve ark. (2013) Tirkiye'deki mevcut durumlarini
belirlemek i¢in 6gretmen adaylarinin okul dncesi 6gretmen yetistirme programlarina
iligkin goriislerini incelemistir ve sadece bir oyun dersi oldugunu ve onun da
uygulamada yetersiz ve eksik olarak degerlendirildigini gostermistir. Ayrica Bartan
(2019) da benzer bulgulara ulasmis ve oyun dersi siiresinin ve igeriginin
zenginlestirilmesi gerektigi sonucuna varmistir. Nitel verilerin sonuglari, oyun
dersine katilimin katilimcilarin teorik bilgileri, bakis agilar1 ve dzgiivenleri lizerinde

olumlu bir etkisi oldugunu gostermistir.

Mevcut c¢alisma sonucglari pandemi nedeniyle uzaktan egitimde yiiriitiilen oyun
dersiyle ilgili 6nemli bir hususa isaret etti. Katilimcilarin ¢ogu oyun dersinin
kendilerine teorik bilgiler ve yeni bakis acilart sagladigimi ve Ozgiivenlerini

artirdigini belirtmislerdir. Ancak oyun dersi igeriginin uygulamada eksik oldugunu
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ve pandemi nedeniyle ¢ok etkili olmadigini da belirtmislerdir. Karakaya ve digerleri
(2021), pandemide uzaktan egitimin egitim siirecine olumlu ve olumsuz etkilerini
arastirmistir. Ogrenciler egitimin etkisizligi, siirece uyum sorunlar1 ve teknolojik
altyapr eksikligini pandeminin egitim tizerindeki olumsuz etkileri olarak
belirtmislerdir (Karakaya vd., 2021). Ayrica baz1 6grencilerin teknik ve finansal
zorluklarla karsilastiklarint ve derslere devam edemedikleri yapilan aragtirmalarda
ortaya koymustur (Barburtlu, 2020; Kaya-Durna ve Akin-Kosterelioglu, 2021). Bu
caligmalar 1s18inda, katilimcilarin oyun derslerine katilimda sorunlar yasamis

olabilecegi gibi, derse devamsizliklart da oyun algilarini etkilemis olabilir.

Ogretmenlerin oyun algilari, gegmis ve simdiki oyun anilarindan da etkilenebilir.
Aragtirmalar, 6gretmen adaylarinin oyun algilarinin aldiklar1 egitimin yani sira
cocukluk oyun anilarindan da etkilendigini gostermistir (Klugman, 1996; Jung ve
Jin, 2015). Ornegin, Randall ve Maeda (2010) ilkdgretim &gretmen adaylarinin
beden egitimi (BE) ile ilgili gecmis deneyimlerinin mevcut inanglar iizerindeki
etkilerini arastirmiglardir. Sonuglar, ge¢mis deneyimlerinin PE hakkindaki
diisincelerini ve onu kullanma niyetlerini etkiledigini gostermistir (Randall ve
Maeda, 2010). Benzer sekilde, gecmis oyun deneyimlerinin 6gretmen adaylarinin
oyun algilar1 ve oyunu kullanma niyetleri tlizerinde etkili oldugu sdylenebilir.
Boylece dnceki oyun deneyimlerinin oyun algilarini etkilemis olabilecegi sonucuna
varilabilir. Tim bulgulara bakildiginda, oyun dersine katilimin katilimeilarin oyun

algilar1 lizerinde az ya da ¢ok etkisi oldugu sdylenebilir.

Calisma sonuclart ayrica yiiksek Ogretim ve hizmet i¢i 6gretmenler icin Onemli
Onerilerde bulunmustur. Yiiksek 6gretimde, Ozellikle erken cocukluk egitiminde
oyun dersi kredileri artirilabilir. Ayrica ¢calisma sonuglarinda da belirtildigi gibi oyun
dersleri genellikle pratik uygulamalardan ziyade teorik bilgiler vermektedir. YOK,
oyun dersi igerigini pratik uygulamalar agisindan zenginlestirmek ic¢in politikalar

gelistirebilir.

Tim bilimsel ¢alismalarda oldugu gibi, bu calismanin da bazi1 simirhiliklar1 vardi.
Bunlardan ilki, aragtirmanin ilk bdliimiine katilan katilimer sayisinin  smirh

olmasidir. Daha dogru bir genelleme yapabilmek icin ileriki ¢alismalarda katilimer
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sayist arttirilabilir. Ayrica, bu calismada oyun dersi igerigi incelenmemistir. ileriki
caligmalarda, ¢alismanin sonuglarini derinlemesine analiz etmek ve tartismak igin
oyun dersi icerigi incelenebilir. Ayrica ¢alisma Tiirkiye'de Bat1 Karadeniz bolgesinde
yer alan tek bir okulda gergeklestirilmistir. Bu durum c¢alismanin sonuglarini ve
genellenebilirligini etkilemis olabilir. Bu nedenle calismanin genellenebilirligini
artirmak icin ileride yapilacak calismalarda Tirkiye'nin farkli bolgelerinden ve diger
iilkelerden genis Orneklemlerle bu c¢alisma yapilabilir. Ayrica, katilimcilarin
egitimlerinin pandemiye denk gelmesi ¢alisma sonuglarini etkilemis olabilir. Son
olarak, bu ¢aligma sadece okul Oncesi 6gretmen adaylari ile yapilmistir. Gelecekteki
arastirmalarda, alandaki mesleki deneyime iliskin oyun algilarin1 karsilagtirmak igin
hizmet i¢ci 6gretmenler de dahil edilebilir. Ayrica, oyunu nasil algiladiklarini ve
gercekte sinifta nasil uyguladiklarini arastirmak i¢in gozlem yoOntemine yer

verilebilir. Bu ileride yapilacak boylamsal bir ¢aligma ile incelenebilir.
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