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Oz

Bu ¢alismanin amaci, cocuk gelisimciler ve 6gretmenlerin oyun ve oyun materyallerinden yararlanmaya yonelik
goriislerini belirlemektir. Calisma grubu, 8 cocuk gelisimci ve 7 Ogretmenden olusmaktadir. Verilerin
toplanmasinda odak grup goriismesinden yararlanilmistir. Goriismeler iki farkli grup seklinde ve ¢evrim igi olarak
gerceklestirilmistir. Verilerin igerik analizi yapilmis, elde edilen bulgular temalar halinde sunulmustur. Sonug
olarak; oyun hem ¢ocuk gelisimci hem de 6gretmenler tarafindan hayati 6greten bir arag¢ olarak goriilmustiir. Fikir
birligine varilan konulardan biri, herkesin oyun oynayabilecegi yoniindedir. Cocuk gelisimciler ¢ocuklarin
eglenmek, 6grenmek ve merak gidermek igin oyun oynadigini diisiiniirken &gretmenler anlasilmak amaciyla
cocuklarin oyun oynadigimi diisiinmektedirler. Oyuncagin ise daha ¢ok ¢ocuklarin oyunlarini yénlendirdigi ve
yaraticihgini gelistirdigi diistiniilmektedir. Cocuk gelisimciler oyuncagin giivenli-saglikli olmasi gerektigini ve
¢ocugun gelisimini destekleme amagli oldugunu belirtirken 6gretmenler oyuncagin dogal, ¢ok fonksiyonlu, amaca
uygun olmasi gerektigini ve beceri veya kavram ogretiminde kullanilmasi gereken bir arag¢ oldugunu
belirtmislerdir. Oyun ve oyuncagi sagaltim amagh kullanim her iki grupta da goriilirken 6gretmenler bir durumu
dramatize etmek amaciyla oyuncaktan faydalandiklarini, gocuk gelisimciler ise erken miidahale araci olarak veya
bir problem durumunu ortaya ¢ikarmak amactyla kullanilabilecegini ifade etmislerdir.

Anahtar Kelimeler: Oyun, oyun materyalleri, gocuk gelisimci, 6zel egitim dgretmeni, okul 6ncesi dgretmeni.
Abstract

The aim of this study is to determine the views of child development counselors and teachers about benefiting
from games and game materials. The working group consists of 8 child development counselors and 7 teachers.
The focus group interview was used to collect the data. The interviews were conducted in two different groups
and online. The content analysis of the data was made and results were presented in themes. As a result; play has
been seen as a life-teaching tool by both child development consultants and teachers. One common view is that
anyone can play. Child development consultants think that children play games to have fun, learn and quench
curiosity while teachers think that children play games to be understood. Toy is thought to direct children's games
and develop their creativity. Child development consultants stated that the toy should be safe and healthy and it
aims to support the development of the child, while the teachers stated that the toy should be natural, multi-
functional, suitable for the purpose, and it is a tool that should be used in skill or concept teaching. While the use
of games and toys for therapeutic purposes was observed in both groups, teachers stated that they used toys to
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dramatize a situation, and child development consultants stated that they could be used as an early intervention
tool or to reveal a problem situation.

Key words: Game, game materials, child development consultant, special education teacher, preschool teacher.
Giris

Oyun, insanligin baslangicindan bu yana var olan ve gliniimiize kadar gelmis, cocugun zorunda
olmadig1 halde yaptigi, dogal olarak ortaya c¢ikan ve eglenmek amaciyla gerceklestirdigi
eylemlerdir. Ge¢miste insanlar, fizyolojik ihtiyaglarini gidermekle mesgul oldugundan belki
bos zamanlar1 yoktu. Daha sonralar1 dini icerikli magara resimleri ¢izildigi, Orta Cag
doneminde savas egzersizlerinin dnemli oldugu goriilmektedir. Cocuk, minyatiir bir yetigskin
ve kiictik isciler olarak goriiliirken yalnizca zengin ¢ocuklarinin oyun oynamak ve oyuncak
edinmek gibi haklar1 oldugu dikkat ¢ekmektedir (Aksoy ve Dere Ciftci, 2014; Onur, 2019).
Oyunun tarihi her ne kadar eski olsa da insanligin gelisimine olan katkis1 tizerinde yapilan
arastirmalar beklentileri karsilamamaktadir. Genellikle ¢cocukla esdeger goriilen oyunla ilgili
yapilan arastirmalarla oyuna bakis agis1 6nem kazanmistir (Kogyigit, Tugluk ve Kok, 2007).
Yetigkinler agisindan bakildiginda bos zamanlarda yapilan bir etkinlik olarak goriiliirken ¢gocuk
igin ise oyun yapti1 eylemlerin tiimii olarak ele alinabilir. Ustelik ¢ocugun oyun sonunda
somut bir {irin ortaya koymasina da gerek yoktur (Aksoy ve Dere Cift¢i, 2019). Cocuklar
yemek yemek ve giyinmek gibi giinliik rutinlerini dahi oyuna ¢evirebilirler. Oyun sayesinde
deneyim elde eder, cevresiyle etkilesime girer, yeni duygular1 tanir ve bu duygularla basa
¢ikmay1 6grenirler. Oyunun birden fazla gelisim alaninda olumlu yonde etkisi vardir (Milli
Egitim Bakanlig1 Temel Egitim Genel Miidiirliigii, 2013). Oyun sayesinde ¢ocuklar i¢in daha
eglenceli bir 6grenme ortami olusmakta ayrica oyun gocugun egitiminde etkin bir 6grenme
arac1 olarak kullanilmaktadir (Ozyiirek ve Cavus, 2016). Norveg ve Tiirkiye’de yapilan bir
caligmada ise yetiskinler oyunun ¢ocugun Ogrenme ve gelisimine katki saglayacagi
goriisiindedir (Ivrendi, Cevher Kalburan, Sandseter, Storli ve Sivertsen, 2020).

Kuramsal yaklagimlarda, oyunun farkli sekillerde siiflandirildigr goriilmektedir. Piaget,
oyunu kuralli oyun, sembolik oyun ve alistirma oyunlar1 seklinde ele almistir. Smilansky’nin
oyun smiflandirmast ise oyunun igeriginden ¢ok sekli ile ilgilidir. Bu sekil gelisim ile paralel
ilerler. Smilansky’nin smiflandirmasinda iglevsel oyunlar nesne veya nesne olmaksizin
gerceklestirilen ve tekrar iceren hareketlerdir, insa oyunlar: nesne kullanimi sayesinde ortaya
cikan yaraticiligi icerir, dramatik oyunlar ¢ocugun hayali bir durum ortaya koyarak isteklerini
gerceklestirmesidir, kuralli oyunlar ise dnceden baskasi tarafindan ¢izgileri ¢izilmis oyunun
kurallarini kabul edip bu kurallar dogrultusunda oynamayi kapsar (Smilansky, 1968). Piaget
oyunun cocugun sosyal-duygusal gelisimi, Vygotsky yaratict ve motivasyonel gelisimi,
Huizinga ise kiiltiirel gelisimine katkilar1 {izerinde durmustur. Gelisim alanlaria katkilari
yaninda oyun, ¢ocugun duygusal yonden rahatlayarak gerginlikten kurtulmasi konusunda
fayda saglar. Oyun tiim ¢ocuklar i¢cin vazgecilmezdir, gelisimi destekleyicidir, egitseldir,
sagaltic1 ve eglendiricidir (Ozyiirek ve Akca, 2015). Fiziksel, duygusal, sosyal ve bilissel
yonden ¢ocugun desteklenmesini saglayan oyun, ayni zamanda ¢ocuk merkezli yaklasimlarda
ogretim yontemi olarak kullamlmaktadir (Ozyiirek ve Cavus, 2016). Russ’in (2003) kendi
gelistirdigi duygu ve yaraticilik modelinden de anlasildigi {izere oyun sayesinde ¢ocuklar farkli
diistinme becerisi gelistirmektedir. Nitekim bu da yaraticiligin en 6nemli faktdrlerindendir.
Yaratici rol oynama konusunda gergekler, hayal giliciinden daha énemlidir. Bu sadece oyun
degil oyun ortami i¢in de gereklidir.

Cocuklarin 6grenmesini iyilestirmek ve kolaylagtirmak adina ortam ve malzemeler ¢esitli ve
sayica fazla olmalidir (Hohmann ve Weikart, 1995). Cocukla ilgilenen ¢ocuk gelisimci,
egitimci, saglik calisani, anne-babalar veya diger yetiskinlerin oyundan yararlanmamasi gibi
bir durum diisiiniilemez. Cocuk gelisimi ve egitimi alaninda gorev yapanlar ¢ocuklarin saglik
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ve yasam kalitelerinin artirmak i¢in gelisim alanlarin1 degerlendiren, izleyen, destekleyen
kisilerdir (CGEDER, 2020). Cocuk gelisimi ve egitimciler i¢in ¢ocugu tanima, degerlendirme
ve sagaltic1 bir girisimde bulunmak amaciyla oyun etkili bir yol olabilir. Oyun etkinliklerinin
hemen her giin ele alindig1 okul 6ncesi egitim programinda oyun, ¢ocuklarin gelisimi ve
ogrenmesine yardimcidir. Okul Oncesi 6gretmenlerine gore ¢ocuklar eger oyun oynamazsa
negatif duygular gelistirebilir ve yaraticilik sergileyemezler (Ozdemir ve Ramazan, 2014).
Okul 6ncesi 6gretmenlerinin oyunu ¢ocuklarin bos zamanlarini degerlendirme araci olarak
gordiigii, egitimde oyunun 6nemini yeterince fark etmedikleri ve oyundan bir yontem olarak
yeterince yararlanamadiklari bilinmektedir (Kadim, 2012). Cocuk oyun esnasinda kendini daha
giivende hisseder ve i¢ diinyasin1 ortaya ¢ikarmaya daha meyilli olur. Ustelik 6zel gereksinimli
cocuklar i¢in oyuncak, oyun i¢in yararh bir deneyim sunar ve duyusal-algisal, motor, sosyal,
psikolojik ve zihinsel islevlerin gelisimine yardimcei olur (Lewis, Boucher, Lupron ve Watson,
2000). Bu durumu destekleyen bir ¢alisma da okul 6ncesi egitim kurumuna devam eden 16
cocugun oyuncaklarla oynama sekli, uzmanlar tarafindan gozlenmistir. Sonug¢ olarak
cocuklarin oyuncaklari bilgi insa etme, kritik diisiinme ve problem ¢6zme, merak ve sorgulama,
etkilesimde bulunma, yenilik ve yaraticilik ve hayal giiciinii gelistirme gibi amaglarla
kullandiklar1 goriilmiistir (Trawick-Smith, Russell ve Swaminathan, 2011). Sinif ortamini
cocuk katilimini ve sosyal etkilesimi tesvik edecek sekilde diizenlemek, erken c¢ocukluk
Ogretmenleri i¢in 6nemli bir roldiir. Cocuklarin iletisimini ve sosyal etkilesimini tesvik etmek
icin belirli oyuncak setlerinin kasithi olarak secilmesi, sosyallesme amagli oyun i¢in zemin
hazirlamanin basit ve pratik bir yoludur (Vail ve Elmore, 2011).

Alan yazinda konuyla ilgili calismalar incelendiginde, oyunun ii¢ kusaktaki degisimi (Tugrul,
Ertiirk, Ozen ve Giines, 2014), okul éncesi dgretmenlerinin oyuna iliskin goriisleri (Ozdemir
ve Ramazan, 2014), hastane calisan1 ¢gocuk gelisimcilerin hastanelerde bulunan oyun odalari
(Bilmez, Tarko¢in ve Kagmaz, 2019) ve calisma ortamlar1 hakkindaki goriisleri (Tastepe ve
Koksal Akyol, 2014), 6gretmenlerin oyun ve oyun terapisine bakist (Hsu-Smith, 2009), cocuk,
anne ve dgretmenlerin oyuncaga bakist (Ozdemir ve Ramazan, 2012), ¢ocuklarin oyunlart
esnasinda 6gretmenin iistlendigi roller (Ozgiinlii, 2015), ilkokul 6gretmenlerinin oyunu
ogretim yontemi olarak kullanma durumlari (Ozyiirek ve Cavus, 2016), dgretmenlerin
cocuklarin oyun katilimini desteklemedeki rolleri (Singer, Nederend, Penninx, Tajik, ve Boom,
2014) gibi caligmalara rastlanmistir. Bu ¢calismalarda ¢ocuk gelisimci veya dgretmenlerle ayri
ayrt c¢alisildigi, iki grubun ayni calismada Orneklem olarak yer almadigir goriilmektedir.
Oyunun, c¢ocukla ilgili meslek elemanlar1 tarafindan 6nemi kabul gormesine ragmen
uygulamada oyundan yeterli diizeyde ve dogru yararlanma konusunda eksikler oldugu
sdylenebilir. Ogretmenlerin okullarda ¢ocuklarla grup halinde oyun oynama firsati varken
cocukla bireysel calisan meslek elemanlari, tek bir cocukla ve kisitli zaman siirecinde
calistigindan cocuk icin akademik gelisimi hedeflemekte veya tani ve degerlendirme araglarina
odaklanmaktadirlar. Cocuklar1 tanima, degerlendirme veya sagaltim ve destekleme siirecinde
kullanilacak yontem ve tekniklerden biri oyun olabilir. Ancak oyun ve oyuncagin problem
davranis1 azaltma, Onleme hatta giderme gibi islevi ile kullanilip kullanilmadig
bilinmemektedir. Alan yazinda her ne kadar oyunun ne amagla kullanildigina dair arastirmalar
bulunsa da davranisi azaltma, giderme ve Onlemeye iliskin rolii, arastirmacilar tarafindan
lizerinde durulmayan bir konudur. Bu ¢aligmanin bir diger amaci da oyunun bu yoniinii
vurgulamaya yoneliktir. Tiim bu nedenlerle ¢ocuk gelisimciler ve 6gretmenlerin oyuna bakis
acisinin belirlenmesi 6nemli goriilmiis ve bu ¢alismada asagidaki sorulara cevap aranmustir:

e (Cocuk gelisimciler ve Ogretmenlerin, oyunun tanimi ve c¢ocuklarin oyun oynama
nedenlerine iligkin goriisleri nelerdir?

e Cocuk gelisimciler ve Ogretmenlerin, oyuncaklarin ¢ocuk oyunlarina katkisina iliskin
goriisleri nelerdir?
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e Cocuk gelisimciler ve 6gretmenlerin, cocuga uygun oyun ortami ve oyun materyallerine
iligkin gortisleri nelerdir?

e Cocuk gelisimciler ve 6gretmenlerin, 0yun ve oyun materyallerinden yararlanma durumuna
iliskin goriisleri nelerdir?

e Cocuk gelisimciler ve dgretmenlerin, ¢cocuklarda problem davranislar ve oyuna iliskin
goriisleri nelerdir?

Yontem

Arastirma nitel arastirma yontemi ile yapilmistir. Nitel arastirma, olaylari anlama ve
anlamlandirmaya dayali bir yontemdir (Ozmantar, 2019). Nitel arastirma ydntemlerinden,
belirli bir konu ¢ergevesinde katilimcilarin goriislerini ve tutumlarmi ortaya koyacak bir
goriisme yontemi olan odak grup goriismesi kullanilmistir. Odak grup goriismesi sonuglari
genel tutum ve diislinceyi yansitmamakta olup grup iiyelerinin konuya odaklanarak konuyu
derinlemesine tartismasi s6z konusudur. Bu nedenle belirtilen goriisler birbirlerini etkiler ve
sosyal yagsamda da birbirinden etkilenen insanlar, belli bir konu iizerine egilip farkli goriisler
belirtmektedir (Glesne, 2020). Onceden belirlenmis bir konu iizerinde yine Onceden
belirlenmis kisilerin bir araya gelerek diisiincelerini, farkli bakis agisindan sunmasi, nitelikli
bir tartisma orami saglanmasi adina odak grup goriismesi teknigi tercih edilmistir.

Calisma Grubu

Calismada iki ayr1 calisma grubu yer almaktadir. Her iki grup da amacl 6rnekleme yontemi ile
secilmis ve benzesik Ornekleme (Homogeneous sampling) tirii kullanilmistir. Amach
ornekleme, bilgi acisindan arastirmaciya derin bilgiler sunmaktadir. Kisi sayisinin
belirlenmesinde odak grup goriismesi tekniginin oOzellikleri gozetilmistir. Odak grup
caligmalarinda alt1 kisiden az say1 ile gergeklestirilen fikir alma siirecinde zengin veriler elde
edilemeyeceginden ve 12 kisiden fazla olmasi durumunda grubun yonetilmesi zor olacagindan
(Bas ve Akturan, 2017) 6-12 kisiyle yapilmasi tercih edilmektedir. Bu ¢alismada ilk ¢alisma
grubu 8 ¢ocuk gelisimciden, ikinci ¢alisma grubu 6zel egitim ve okul dncesi egitim kurumunda
calisan 7 6gretmenden olugmaktadir. Toplam 15 katilimcidan 13’1 kadin, 2’si erkek; 6’s1 23,
37124, 1’1 25, 2°s1 26, 1’1 30, 1’1 33, 1’1 35 yasindadir.

Verilerin Toplanmasi

Calismada, yar1 yapilandirilmis goriisme formu kullanilmistir. Goriisme formu, ¢alismanin
amaglar1 dogrultusunda hazirlanmis ve kapsam gegerligi i¢in {i¢ alan uzmaninin goriisii
almmistir. Uzman goriislerine gore bazi imla hatalar diizeltilen goriisme sorulariyla
katilimcilarin oyun ve oyun materyalleriyle, oyunun meslek yasaminda kullanimina iliskin
gorisleri belirlenmeye calisilmistir. Formda “Oyunu nasil tanimlarsiniz? Kimler oyun oynar?
Cocuklar neden oynar? Oyun oynamak igin neye/nelere gereksinim vardir? Oyuncaklar/oyun
materyalleri hangi amaca hizmet ederler? Cocuklar i¢cin en uygun oyun ortamint nasil
tammlarsimiz? Cocuklar i¢in en uygun oyun materyalini nasil tammlarsiniz? Cocuklarla
calisan profesyoneller oyun ve oyun materyallerinden yararlaniyorlar midir? (Cevabiniz evet
ise) Hangi durumlarda/hangi amagla oyun ve oyun materyallerinden yararlanmaktadirlar? Siz
Cocuk Gelisimi ve egitim alamnda ¢alisan biri olarak oyun ve oyun materyalinden
yvararlaniyor musunuz? Neden? Cocuklarda problem davranisin onlenmesi, azaltilmasi ve
ortadan kaldirilmasinda oyun ve oyun materyalinden yararlanilabilir mi (evet ise), hangi
amagla yararlamlabilir? Cocuklarda problem davranisin 6nlenmesi, azaltilmasi veya ortadan
kaldirilmasinda oyun ve oyun materyalinden nasil yararlamilir?” sorulart yer almistir.
Goriisme esnasinda gerektiginde ek sorular sorularak aydinlatici cevaplar elde edilmek
istenmistir.
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Islem

Veri toplama Oncesinde, ¢alisma icin gerekli etik izin alinmistir. Katilimeilara telefonla
ulagilarak calisma hakkinda bilgi verilmis ve katilip katilmayacaklar1 sorulmustur.
Katilimcilarin onay1 alindiktan sonra ortak bir zaman belirlenerek iki ayr1 odak grup goriismesi
gergeklestirilmistir. Goriismeler, iki farkli ¢alisma grubuyla birer saat cevrimigi olarak
yapilmis ve katilimcilarin da onayiyla goriismeler kaydedilmistir. Katilimcilara ¢aligmanin
amaci aciklanmis ve onlardan kendilerini tanitmalar1 istenmistir. GoOriisme sirasinda
aragtirmacilardan biri katilimcilara sorulart yoneltmis, digeri ise kayit sorumlulugunu
iistlenmistir. Ik oturum ¢ocuk gelisimcilerle, ikinci oturum ise dgretmenlerle (6zel egitim ve
okul 6ncesi 6gretmeni) gergeklestirilmistir.

Verilerin Analizi

Odak grup goriismelerinin analizinde igerik analizi kullanilmistir. Ciinkii odak grup
goriismeleri, nicel arastirmalardaki sayisal verilerden cok belirtilen diisiincelerdeki ayrima
odaklanmaktadir. Igerik analizinde ifadelerin anlamlarinin derinine inilerek daha detayli bir
siirece tabi tutulur (Cansoy ve Tiirkoglu, 2019). I¢erik analizinde elde edilen verilerin dékiimii
yapilir, temalar belirlenip diizenlenir ve bulgular olarak yorumlanir. Calismada her katilimciya
bir kod verilerek goriisme igeriginin yazili dokiimi yapilmistir. 1. ve 2. odak grup
goriigmelerinin dokiimii ayr1 ayr1 yapildiktan sonra, bulgular ayni tabloda birlestirilmistir.
Ornegin; GI-3-24K 1.gruptaki 3 numarali 24 yasinda kadin katilimer ve GII-1-26E, 2. gruptaki
1 numaral1 26 yasinda erkek katilimcidir. Elde edilen veriler, belli bir kavramsal yapiya gore
iki farkli aragtirmaci tarafindan kodlanmisg, kodlama giivenirliginin %98 oldugu goriilmiistiir.
Ug arastirmacinin  birlikte degerlendirmesi sonucunda son hali verilerek Kategorilere
ayrilmistir. Elde edilen veriler, arastirma sorularina gére gruplandirilmis ve temalar halinde
verilerek yorumlanmustir.

Bulgular

Odak grup goriismesi igerik analizi sonucunda elde edilen temalar “Oyunun tanimi ve
cocuklarin oyun oynama nedenleri”, “Oyuncaklarin ¢ocuklarin oyunlarina katkis1”, “Cocuga
uygun oyun ortami ve oyun materyalleri”, “Oyun ve oyun materyallerinden yararlanma” ve
“Cocuklarda problem davranislar ve oyun” basliklar1 altinda toplanmistir. Cocuk gelisimcilerle
yapilan odak grup goriismesinden elde edilen bilgiler Grup I, egitim ¢alisanlarindan edinilen

bilgiler Grup II olarak ele alinmis ve elde edilen bilgiler yorumlanmastir.
Tema 1: Oyunun Tanimi ve Cocuklarim Oyun Oynama Nedenleri

Bu tema bagligi altinda “Oyunu nasil tamimlarsiniz?”, “Kimler oyun oynar?” ve “Cocuklar
neden oynar?” sorular1 sorulmustur. Katilimcilarin goériisleri Tablo 1’de sunulmustur.

Tablo 1. Oyunun Tanimi, Kimlerin Oyun Oynadig1 ve Cocuklarm Oyun Oynama Nedenlerine iliskin Gériisler

Temalar ve Alt Temalar Grup | (f) Grup Il (f) Toplam (f)

Oyunun Tanimi

Hayatin 6grenildigi arag 3 7 10
Hayallerini somutlastirildig alan - 6 6
i¢ diinyasini/kendini ifade etme sekli 2 2 4
Eglence, hos vakit gecirilen zaman 2 2 4
Kuralli/yapilandirilmis aktiviteler - 2 2
Cocugun en 6nemli isi 2 2
Dayanisma/yardimlagma araci - 1 1
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Hayatin pozitif hali - 1 1

Kimlerin Oyun Oynadig

Herkes oyun oynar 8 7 15

Cocuklarin Oyun Oynama Nedenleri

Ogrenmek/eglenmek 4
Merakini gidermek 4
Anlasilmak -

I¢ diinyasmi disa vurmak -
Bir amaci ger¢eklestirmek/kendini tatmin
Diinyay1 deneyimlemek

Enerji toplamak

Gruba dahil olmak/iletisim kurmak

N . S = T = T - - B SN S
NN W WM M 0 01O

N L S

Vakit gecirmek

Tablo 1’de goriildiigii gibi 1. gruptaki katilimeilar oyunu, hayatin 6grenildigi arag (n=3), i¢
diinyasini/kendini ifade etme sekli (n=2), eglence/hos vakit gegirilen zaman (n=2), gocugun en
onemli isi (n=2) olarak tanimlamistir. 2. gruptaki katilimcilar ise oyunu hayatin 6grenildigi
ara¢ (n=7), hayallerini somutlastirdig1 alan (n=6), i¢ diinyasini/kendini ifade etme sekli (n=2),
eglence/hog vakit gecirilen zaman (n=2), kuralli/yapilandirilmis aktiviteler (n=2),
dayanigma/yardimlagma araci (n=1) ve hayatin pozitif hali (n=1) olarak tanimlamislardir.

Konuyla ilgili olarak asagida katilimcilarin 6rnek ifadelerine yer verilmistir.
“Oyun, ¢cocugun kendini ifade etme seklidir.” (GI-1-26E)

“Cocugun kendi i¢ diinyasint ortaya ¢itkarma ve kendini ifade etme seklidir.” (GII-5-
33K)

Kimlerin oyun oynadigma iliskin iki gruptan tiim katilimcilar, herkes oyun oynar (n=15)
demistir. Cocuklarin oyun oynama nedenlerine iligkin 1. gruptaki katilimcilar
ogrenmek/eglenmek (n=4), merakini gidermek (n=4), bir amaci gergeklestirmek/kendini
tatmin (n=3), diinyay1 deneyimlemek (n=2), enerji toplamak (n=1), gruba dahil olmak/iletisim
kurmak (n=1) ve vakit gecirmek (n=1) ifadelerini kullanmislardir. 2. gruptaki katilimcilar ise
anlagilmak (n=8), i¢ diinyasini disa vurmak (n=4), enerji toplamak (n=2), 6grenmek/eglenmek
(n=1), merakin1 gidermek (n=1), bir amac1 gergeklestirmek/kendini tatmin (n=1), diinyay1
deneyimlemek (n=1), gruba dahil olmak/iletisim kurmak (n=1), vakit gegirmek (n=1) olarak
ifade etmislerdir.

Konuyla ilgili olarak asagida katilimcilarin 6rnek ifadelerine yer verilmistir.

“Herkes oyun oynar. Kendilerini en rahat ifade edebilecekleri yer oyundur. Cocuklar
anlasimak i¢in oyun oynar.” (GI-3-24K)
“Her yastaki birey oynar. Cocuklar meraktan, ogrenmek ve eglenmek igin oynar.” (GII-
8-23K)

Tema 2: Oyuncaklarin Cocuklarin Oyunlarina Katkisi

Bu tema baslig1 altinda “Oyuncaklarin oyuna katkilar: nelerdir?” ve “Oyun oynamak igin

neye/nelere gereksinim vardwr?” sorulari sorulmustur. Katilimcilarin goriisleri Tablo 2’de
sunulmustur.
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Tablo 2. Oyuncaklarin Cocuklarin Oyunlarina Katkisina Iliskin Goriisler

Tema ve Alt Temalar Grup | () Grup 11 (f) Toplam (f)

Oyuncaklarin Oyuna Katkisi

Oyunu yonlendirme 4 -
Yaraticiligini/hayal giiciinii gelistirme 2 2
Vaktini doldurma 2 -
Oyundaki amaci ortaya ¢ikarma - 2
Dis diinyay1 kesfetme - 2
Gergek yasamla bag kurma
Geligimini destekleme
Kendini ifade etme

Rahatlama

N N N = = I U U NN

Cocuk hakkinda ipucu edinme - 1

Oyun i¢in Gerekenler

Oyun arkadas1
Materyal
Hayal giicii

Zaman

Kural
Problem
Enerji

Amag

7
8
4
5
Istek 3 1
1
1
1
1
1

B B P B N Ul © © ©

Merak

Tablo 2’de goriildigli gibi 1. gruptaki katilimcilar oyuncaklarin ¢ocuk oyununa, oyunu
yonlendirme (n=4), yaraticiligini/hayal giiclinii gelistirme (n=2), vaktini doldurma (n=2),
gercek yasamla bag kurma (n=1), gelisimini destekleme (n=1), kendini ifade etme (n=1),
rahatlama (n=1) katkis1 oldugunu; 2. gruptaki katilimcilar ise yaraticiliini/hayal giiclinii
gelistirme (n=2), oyundaki amaci ortaya ¢ikarma (n=2), dis diinyay1 kesfetme (n=2) ve ¢ocuk
hakkinda ipucu edinme (n=1) oldugunu belirtmislerdir.

Oyun oynamak i¢in neye gereksinim olduguna iliskin ise 1. gruptaki katilimcilar oyun
arkadasina (n=7), materyale (n=8), hayal giiciine (n=4), zamana (n=5), istege (n=3), kurala
(n=1), probleme (n=1), enerjiye (n=1), amaca (n=1), meraka (n=1) cevaplarin1 vermisler; 2.
gruptaki katilimcilar ise hayal giicline (n=4), oyun arkadasina (n=2) ve istege (n=1) cevaplarini
vermislerdir. Konuyla ilgili olarak agagida katilimcilarin 6rnek ifadelerine yer verilmistir.

“Hayal giictine ihtiya¢ vardir...” (GI-4-26K)

“Zaman, kisi, materyale ve buna ilaveten bir amaca ihtiya¢ var. Oyuncaklar gergek
yasamla bag kurma amacna hizmet eder.” (GII-5-35K)

Tema 3: Cocuga Uygun Oyun Ortami ve Oyun Materyali
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Bu tema bashig1 altinda “Cocuklar i¢in en uygun oyun ortamini nasil tammlarsiniz?” ve
“Cocuklar icin en uygun oyun materyalini nasil tanmimlarsiniz?” sorulart sorulmustur.
Katilimeilarin goriisleri Tablo 3°te sunulmustur.

Tablo 3. Cocuga Uygun Oyun Ortami ve Oyun Materyaline iliskin Goriisler

Tema ve Alt Temalar Grup | (f) Grup 11 (f) Toplam (f)

Uygun Oyun Ortami

[
(o2}

Giivenli/saglikli/temiz 10 6
Genis ve havadar
Az uyaranin oldugu

Yaraticiligini destekleyen

kW O

Dogal

w NN

Yasina/Gelisimine uygun -
Zengin uyaranin oldugu 2 -
Giiriiltiistiz 1
Cocugun ait hissettigi -

Cocugun 6zerk/rahat olabildigi -

N NN

Yasitlart bulunan -
Diizenli 1

Kendini ifade edebilecegi 1 -

N P P DD DN NN NN W w w o1 uo

Minimum teknoloji olan - 2

Uygun Oyun Materyali

Giivenli/saglikli

Yas ve gelisimine uygun

Cok fonksiyonlu

Dogal

Cocugun amacina/se¢imine uygun
Ilgi ve ihtiyacina uygun

Cinsiyetsiz

P R, R, NN W W b
w W w

Eglenceli

Az uyaran olan 1

'
= T = N =N S, RS < N

Ergonomik - 1

Tablo 3’te goriildiigii gibi cocuklar i¢in uygun oyun ortamimi 1. gruptaki katilimecilar
giivenli/saglikli/temiz (n=10), genis ve havadar (n=5), az uyaranin oldugu (n=3), zengin
uyaranin oldugu (n=2), yaraticiligin1 destekleyen (n=1), dogal (n=1), diizenli (n=1), kendini
ifade edebilecegi (n=1), giiriiltiisiiz (n=1) olarak tanimlamislardir. 2. gruptaki katilimecilar ise
giivenli/saglikli/temiz (n=6), yasina/gelisimine uygun (n=3), az uyaranin oldugu (n=2),
minimum teknoloji olan (n=2), yaraticiligin1 destekleyen (n=2), dogal (n=2), cocugun ait
hissettigi (n=2), yasitlar1 bulunan (n=2), ¢ocugun 6zerk/rahat olabildigi (n=2), i¢ diinyalarini
yansitabildikleri (n=1), giiriiltiisiiz (n=1), olarak tanimlamislardir. Konuyla ilgili olarak asagida
katilimcilarin 6rnek ifadelerine yer verilmistir.

“Giivenli, minimum seviyede oyun materyalinin oldugu, uyaramn az oldugu, ¢ocugun
hayal diinyasini ve yaraticiligini destekleyen, oyun arkadaslarimin da oldugu ortam

uygundur.” (GI-5-33K)
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“Giivenli, sade, genis, az materyalin oldugu ortamdir.” (GII-2-24K)

Cocuga uygun oyun materyalini 1. gruptaki katilimcilar giivenli/saglikli (n=4), yas ve
gelisimine uygun (n=3), ¢ok fonksiyonlu (n=3), dogal (n=2), ¢ocugun amacina/se¢imine uygun
(n=2), ilgi ve ihtiyacina uygun (n=1), cinsiyetsiz (n=1), eglenceli (n=1) olarak
tanimlamislardir. 2. gruptaki katilimeilar ise ¢ok fonksiyonlu (n=3), dogal (n=3), ¢ocugun
amacina/se¢imine uygun (n=3), yas ve gelisimine uygun (n=1), az uyaran olan (n=1),
ergonomik (n=1) olarak tanimlamislardir. Konuyla ilgili olarak asagida katilimcilarin 6rnek
ifadelerine yer verilmistir.

“Cocugun yasina ve gelisim ozelliklerine uygun, ¢ok amagh olan, dogada bulunan ve
dogal olan materyal uygundur.” (GI-1-25K)

“Cok fonksiyonlu olmali yas ve gelisimsel ozelliklerine uygun olmalidir.” (GII-7-23K)
Tema 4: Oyun ve Oyun Materyalinden Yararlanma

Bu tema bashg altinda katilimcilara “Cocuklarla ¢alisan profesyoneller oyun ve oyun
materyallerinden yararlaniyorlar midir? (Cevabiniz evet ise) Hangi durumlarda/hangi amagla
oyun ve oyun materyallerinden yararlanmirlardir?” ve “Siz Cocuk Gelisimi/Egitimi alaninda
calisan biri olarak oyun ve oyun materyalinden yararlaniyor musunuz? Neden?” SOrulari
sorulmustur. Katilimeilarin goriisleri Tablo 4’te sunulmustur.

Tablo 4. Katilimcilarm Cocuk Gelisimcilerin Oyun ve Oyun Materyalinden Yararlanma Durumuna iliskin
Goriisleri ve Uygulamalari

Tema ve Alt Temalar Grup I () Grup Il (f) Toplam (f)

Oyun Materyallerinden Yararlanma-Gériis

Cocugun gelisimini desteklemede 6 2 8
Beceri/kavram 6gretiminde - 7 7
Problem durumun tespitinde 2 4 6
Ogretim saglamada 3 - 3
Cocukla iletisim kurmada 1 2 3
Problemin azaltilmasi/giderilmesinde 2 - 2
Gelisimsel durum tespitinde 1 1 2
Eglenmede 1 - 1
Pekistire¢ ve motivasyon saglamada 1 - 1
Cocugu tanimada 1 - 1
Enerji atma/toplamada - 1 1
Oyun Materyallerinden Yararlanma-Uygulama
Yararlaniyorum 6 5 11
Kismen yararlantyorum 2 2 4
Oyundan Yararlanma Nedenleri
Cocukla iletisime ge¢mek i¢in - 3 3
Cocuk oyunla dgrendigi i¢in - 3 3
Cocugu ortama hazirlamak i¢in - 1 1
Kismen Yararlanma/Yararlanmama Nedenleri
Ortam ve imkan yetersizliginden 4 1 5
Zaman yetersizligi 3 - 3
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Gelisimsel degerlendirmeyi yeterli bulma 3 - 3
Test sonucunu etkilememesi i¢in 1 1 2
Meslekte ciddiye alinmak i¢in 1 1 2
Bilgi/tecriibe/materyal eksiligi 1 - 1
Oyun terapisi ile verilecegini sanma 1 - 1
Yonetimsel problemler 1 - 1

Tablo 4’te de goriildigi gibi katilimcilarin oyun ve oyun materyalinden yararlanmaya yonelik
gorlis ve uygulamalara yonelik 1. gruptaki katilimcilar cocugun gelisimini desteklemede (n=6),
Ogretim  saglamada (n=3), problem durumun tespitinde (n=2), problemin
azaltilmasi/giderilmesinde (n=2), cocukla iletisim kurmada (n=1), gelisimsel durum tespitinde
(n=1), eglenmede (n=1), pekistire¢ ve motivasyon saglamada (n=1), ¢ocugu tanimada (n=1)
yararlanilabilecegini ifade etmistir. 2. gruptaki katilimcilar ise beceri/kavram 6gretiminde
(n=7), problem durumun tespitinde (n=4), ¢ocugun gelisimini desteklemede (n=2), ¢ocukla
iletisim kurmada (n=2), gelisimsel durum tespitinde (n=1) ve enerji atma/toplamada (n=1)
yararlandiklarini belirtmislerdir.

Konuyla ilgili olarak asagida katilimcilarin 6rnek ifadelerine yer verilmistir.

“Oyun, ¢ocuga bir ogreti, beceri ve kavram kazandirmak igin, gelisim alanlarin
desteklemek i¢in kullanilabilir.” (GI-5-33K)

“Cocuk gelisimciler, ¢ocugun gelisimini desteklemek, ¢cocugun geligimsel durumunu
tespit etmek amaciyla oyun materyalinden faydalaniriar.” (GII-3-23K)

Oyun materyallerinde yararlanma-uygulama durumuna iliskin olarak 1. gruptaki
katilimcilardan 6 kisi yararlanmadiklarint 2 kisi kismen yararlandiklarini belirtmistir. 2.
gruptaki katilimecilar ise 5 kisi yararlandigint 2 kisi kismen yararlandigini belirtmistir. 2.
gruptaki katilimecilar oyundan yararlanma nedenlerini ¢ocukla iletisime gegmek igin (n=3),
cocuk oyunla 6grendigi i¢in (n=3) ve ¢ocugu ortama hazirlamak i¢in (n=1) olarak ifade
etmiglerdir. Kismen yararlanma/yararlanmama durumuna iligkin nedenleri ise 1. gruptaki
katilimcilar ortam ve imkan yetersizliginden (n=4), zaman yetersizliginden (n=3), gelisimsel
degerlendirmeyi yeterli bulmaktan (n=3), test sonucunu etkilememesi i¢in (n=1), meslekte
ciddiye alinmak i¢in (n=1), bilgi/tecriibe/materyal eksikligi (n=1), oyun terapisi ile verilecegini
sanma (n=1) ve yonetimsel problemler (n=1) olarak ifade edilmistir. 2. gruptaki katilimcilar
ise ortam ve imkan yetersizliginden (n=1), test sonucunu etkilememesi i¢in (n=1) ve meslekte
ciddiye alinmak i¢in (n=1) olarak ifade etmislerdir.

Konuyla ilgili olarak asagida katilimcilarin 6rnek ifadelerine yer verilmistir.

“Calisma alani fark etmeksizin en biiyiik destek¢isi oyun ve oyuncaktir cocuk gelisimcinin.
Clinkii ¢ocuklarin en sevdigi sey oyundur ve iletisime ge¢mek i¢in mutlaka kullaniyorum.”
(GI-7-23E)

“Cocuk Gelisimciler atandiklar: igin gorevlerinin sadece gelisimsel degerlendirme
olduklarini diistintiyorlar ve oyundan faydalanmiyorlar. Ayrica ¢alisilan ortam miisait
degil.” (GII-6-23K)

Tema 5: Cocuklarda Problem Davranislar ve Oyun

Bu tema baghgi altinda “Cocuklarda problem davranisin onlenmesi, azaltilmasi ve ortadan
kaldirilmasinda oyun ve oyun materyalinden yararlanilabilir mi (evet ise), hangi amagla
yararlanilabilir?” sorusu sorulmustur. Katilimcilarin tiimii, ¢ocuktaki problem davraniglarda
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oyunun kullanilabilecegine iligkin goriis bildirmislerdir. Hangi amagla yararlanilabilecegine
iligkin gortisleri Tablo 5’te sunulmustur.

Tablo 5. Problem Davranislarda Oyundan Yararlanmaya iliskin Gériisler

Tema ve Alt Temalar Grup | (f) Grup 11 (f) Toplam (f)

Problem Davramslarda Oyundan Yararlanma

Bir durumu dramatize etmek/canlandirmak 1 4
Oyun terapisi - 3
flgi cekmek - 3
Erken miidahale araci olarak

Problem durumunu ortaya ¢ikarmak

N N N D W B~ O

2
2
Aile ile is birligi yapmak 2
Olumlu davranigi oyunla 6gretmek 1

1

Pekistireg/ddiil olarak

Tablo 5’te goriildiigii gibi cocuklarda problem davranis ve oyuna iliskin 1. gruptaki katilimcilar
erken miidahale araci olarak (n=2), problem durumu ortaya ¢ikarmak (n=2), aile ile is birligi
yapmak (n=2), bir durumu dramatize etmek/canlandirmak (n=1), olumlu davranisi oyunla
ogretmek (n=1), pekistire¢/0diil olarak yararlanilabilecegini belirtmiglerdir. 2. gruptaki
katilimcilar ise bir durumu dramatize etmek/canlandirmak (n=4), oyun terapisi (3), ilgi ¢cekmek
(n=3) ve olumlu davranis1 oyunla Ogretmek (n=1) amaciyla faydalanilabilecegini
belirtmislerdir.

Konuyla ilgili olarak asagida katilimcilarin 6rnek ifadelerine yer verilmistir.

“Erken miidahale yoluyla tespit edilmesi ve problem teskil eden duruma ydnelik

oynatilan oyunla azaltilmasinin ve onlenmesinin miimkiin oldugunu diisiiniiyorum.” (GI-
4-23K)

“Kuklalarla duygu durumunu yansitip giderilebilir. Oyun ve masal terapi, psiko-terapi
kullanilabilir. Ancak ben bu durumla ¢ok karsilasmadim fikir yiiriitiiyorum. Problem
davraniga sahip ¢ocukla karsilastigimda rehber ogretmene yonlendirdim.” (GI1-5-33K)

Tartisma, Sonuc ve Oneriler

Cocuk gelisimciler ve 6gretmenlerin, oyun ve oyun materyallerinden yararlanma durumlarinin
incelendigi odak grup goriismesine dayali bu ¢calismada, oyunun tanimina iliskin katilimeilarin
gorlslert “Oyun genel anlamda ¢ocuk icin eglence, hayati yasama bi¢imi, ¢cocugun en onemli
isidir ve ¢ocuklar bu siiregte hoslanarak yer almaktadir.” seklindedir. Oyunlar ¢ocuklarin
sadece dikkatini ¢cekmek igin degil, ayn1 zamanda sosyal ve kiiltiirel yagsamlarinin da ayrilmaz
bir pargasidir (Rieber, 1996). Bu baglamda ¢alismadaki tiim katilimcilarin, oyunun ¢ocuk igin
genel tanimin bildikleri veya 6nemini kabul ettikleri sdylenebilir.

Katilimeilar ¢ocuklarin oyun oynama nedenlerini 6grenmek ve eglenmek, diinyay1
deneyimlemek, i¢ diinyasini disa vurmak ve enerji toplamak, iletisim kurmak ve anlasilmak
olarak belirtmiglerdir. Alan yazinda da benzer goriisler géze carpmaktadir. Yeni Zelanda’da
yapilan 6gretmen goriislerini iceren ¢alismada da ¢ocuklarin merakli ve 6grenme hevesine
sahip olduklar1, degisen diinyaya uyum saglayabilmek adina oyunu bir arag olarak kullandiklar1
vurgulanmigtir (Sonoyama ve Fujiwara, 2018). Din ve Calao (2001), 11 hafta boyunca egitici
oyunlara glinde 40 dakika harcanmasinin anaokulu c¢ocuklarmin yazim ve kod ¢ézme
performanslarinda 6nemli artiglara yol actigini, Schwarz’in arastirmasinda (1988) ise oyunun
zay1f okuyucular i¢in 6zel avantajlar sagladigini bulmustur (Din ve Calao, 2001; Schwartz,
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1988). Calismada, katilimcilarin ¢cogunlugunun herkesin oyun oynayacagi goriisiinde olduklari
belirlenmistir. Ancak benzer ¢alismalarda belirtilen goriislere gore biliyiik cogunlugun sadece
cocuklarin oyun oynadigi yoniinde farkli sonucglara ulagilmistir (Tugrul vd, 2014). Oyun
oynamak i¢in neye gereksinim oldugu ve oyuncaklarin hangi amaca hizmet ettigi sorusuna
yonelik olarak ise ¢ogu katilimci oyun oynamak i¢in oyun arkadasi, materyal, zaman, istek ve
hayal giiciine ihtiya¢ oldugunu belirtmistir. Oyuncaklarin hangi amaca hizmet ettigine iliskin
katilimcilar oyunu yonlendirme, oyunun amacini ortaya ¢ikarmak, yaraticiligr gelistirmek, dis
diinyay1 kesfetmek ve vaktini doldurmakla birlikte oyuncagin yaraticiligi kisitladigini da
belirtmislerdir. Yapilan bir ¢aligmada egitimciler, ¢ocuklardan normal sartlar altinda tek
baslarina iistesinden gelemeyecekleri bir durumu ¢ézmelerini istemistir. Bu duruma da “gergek
iistii oyun” adini vermistir. Bu siire¢ igerisinde aragtirmaci fark etmistir ki sunulan ¢6ziim ve
biiriiniilen kimlikler yaraticiligin en u¢ noktasidir (Al-Arishi,1994).

Calismada tiim katilimcilar tarafindan en uygun oyun ortami veya oyuncakla ilgili soruya
verilen cevaplar genel olarak oyun ortaminin giivenligi ile ilgilidir. Bunun yaninda saglikli,
genis-havadar gibi cevaplar da pesi sira gelmektedir. Ancak farkli bir c¢alismada
Ogretmenlerden oyun ortamlarina dair goriis belirtilmesi istendiginde kendileri agisindan
tanimlayarak oyun ortaminin goriiniis itibariyle sadece diizenine vurgu yapmislardir; ¢ocuklar
acisindan nasil olmasi gerektigine dair bir bilgiye yer verilmemistir. Ogretmenlere gére oyun
ortamlar1 diizenli ve cocuklarin aradigini kolayca bulabilecegi sekilde konumlanmalidir
(Ozgiinlii, 2015). Montessori’ye gore oyun gevresi uyaricilarla donatilmis olmali fakat fazla
uyaridan da kaginilmalidir. Bunun nedeni ¢ocuklarin yeni deneyimler edinmesi i¢in zamana
ihtiya¢ duymalaridir (Akt.: Tepeli, 2012). Oyun materyalinin giivenli ve saglikli olmasi, diger
iilkelerde de 6nem arz etmektedir. 2007 yilinda, diinya ¢apinda 19 milyondan fazla oyuncak,
gecerli glivenlik standartlarinin ihlali nedeniyle geri cagrilmistir. Bu geri ¢agirmalarin ardindan
hem AB hem de ABD c¢ocuk firiinlerini yoneten yeni politikalar olusturmustur: ABD Tiiketici
Uriin Giivenligini lyilestirme Yasasi (CPSIA) ve AB 2009 Oyuncak Giivenligi Direktifi. “Geri
Cagirma Y1l1” olarak damgalanan 2007, milyonlarca ¢ocuk oyuncaginin Avrupa ve ABD’deki
pazarlardan biiyiikk Ol¢iide ¢ekilmesine tanik olmustur (Akt.. Larson ve Jordan, 2019).
Diinyanin en biiyiik ve en taninmis oyuncak sirketlerinden biri olan Mattel, sadece 436.000
oyuncak arabay1 kursun boya standartlarini ihlal ettigi gerekgesiyle geri ¢agirmistir (European
Commission, 2014). Bu geri ¢agirmalari, Toys 'R' Us ve Thomas the Tank Engine markali
tirtinlerin de uluslararasi lider standartlarini ihlal ettigine dair bir duyuru takip etmistir (Addley,
2007).

Calismada, katilimeilarin oyun materyallerinin ¢ocugun yasina ve gelisimine uygun olmasi,
cok fonksiyonlu olmasit ve dogal olmasi goriisiinde olduklar1 belirlenmistir. Az da olsa
oyuncaklarin cinsiyetsiz olmasi gerektigine dair goriislere yer verilmistir. Annelerle yapilan bir
calismada annelerin goriislerine gore oyuncaklar yasa uygun, saglikli-giivenli, saglam ve
eglendirici olmalidir (Ozdemir ve Ramazan, 2012). Yapilan farkli bir ¢aligmada ise gocugu
olan ebeveynlerle ¢ocugu olmayan ebeveynlerin oyuncaklarin cinsiyetine dair goriisleri
incelenmistir. Cocugu olan ebeveynlerin ¢ocugu olmayanlara gore oyuncaklara karsi daha
onyargisiz oldugu belirlenmistir. Ustelik kiz c¢ocuguna atfedilen oyuncaklarm erkek
oyuncaklarina gore daha kat1 sinirlart vardir (Campenni, 1999). Yas ortalamalari bes olan 80
cocuk iizerinde oyuncak tercihi konusunda yapilan bir caligmada ¢ocuklarin hazir oyuncaklari
tercih ettigi ancak bu oyuncaklarin hayal giiclinii destekleyen, sabit bir dogrusunun olmadigi
oyuncaklar oldugu goriilmiistiir (Bay, 2020).

Oyun ve oyun materyalinden yararlanma durumuna iliskin olarak ¢ocuk gelisimci katilimcilar
oyuncaklarin daha ¢ok ¢ocugun gelisimini destekleme amaciyla kullanildigini belirtirken;
ogretmenler beceri-kavram Ogretiminde oyuncaklardan yararlandiklarini belirtmislerdir.
Cocuk gelisimcilere gore ¢ocuk gelisimciler oyun ve oyun materyallerinden yararlanamama
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nedenleri arasinda ortam yetersizligi, zaman yetersizligi ve gelisimsel degerlendirme araglarini
kullanmay1 mesleki agidan yeterli bulmalar1 gelmektedir. Ogretmenler ise cocuk gelisimcilerin
sadece klinikte c¢alismadiginin farkindadir ve bu nedenle cogunlukla oyun ve oyun
ortamlarindan yeterince faydalandiklarini diistinmektedirler. Yararlanma nedenleri, ¢ocukla
iletisime gegmek ve ¢ocuga oyunla 6gretim saglamak i¢indir. Kismen yararlandigini diisiinen
katilimcilar ise bunun nedenini meslekte ciddiye alinmak veya ortam-imkan yetersizligi olarak
belirtmiglerdir. Ankara’da 16 cocuk gelisimci ile yapilan goriisme sonucunda, c¢ocuk
gelisimcilerin mesleklerine dair goriislerinin olumlu oldugu ancak ¢alisma ortamlarina karsi
olumsuz bakis agisina sahip olduklar1 belirlenmistir. Calismada bazi1 ¢ocuk gelisimcilerin oyun
odalarinda yapilacak kii¢iik bir degisiklik i¢in biitce nedeniyle engellendikleri ve kendilerini
mesleki agidan yeterince ortaya koyamadiklar1 goriilmektedir. Yine ayni ¢alismada ¢ocuk
gelisimciler bagimsiz ¢alisma yiiriitemediklerini belirterek katilimcilarin meslekte ciddiye
alimmadiklaria dair verilen cevabi pekistirmektedir (Tastepe ve Koksal Akyol, 2014). Yapilan
bir ¢aligmada ise hastane oyun odalarmin yeterli olmadig1 ve ¢ocuk gelisimcilerin buralarda
etkinlik diizenlemedikleri belirlenmistir (Bilmez, Tarkoc¢in ve Kagmaz, 2019).

Ogretmen ve okul dncesi donem g¢ocuklari ile yapilan calismada iiretilen artirilmis gergeklik
teknolojisinin  kullanildig1 sihirli oyuncaklarla, Ogretmenler yaslar1 5-6 olan cocuklara
hayvanlar, yiyecekler, araglar, sekiller, renkler, nesneleri 6gretmislerdir. Bu da oyuncaklarin
ister sanal ortamda ister ger¢ek yasamda 6gretim amagli kullanildigini gostermektedir (Yilmaz
ve Batdi, 2016). Oyuncak ayni zamanda g¢ocuk ile iletisim kurma amaci da tagimaktadir.
Ornegin; Hollanda’da 2014°te yapilan bir ¢alismada iki-ii¢ yaslarindaki cocuklara ‘6gretmen
davranigi ve oyuna katilim diizeyi’ arasindaki iliskilere dair bulgularda otizmli ¢ocuklar
acisindan 6gretmenin sadece ortalikta dolagsmasi ve uzaktan seyirci kalmasinin olumsuz etkiye
sahip oldugu goriilmiistiir. Tam tersi bir uygulama ile yani 6gretmenin oyuna katilimi ve yakin
temaslarin varlig1 sonucunda 6gretmen ve ¢ocuklar arasinda iletisim ¢ift yonlii olarak olumlu
yonde artmistir (Singer vd., 2014). Ayrica oyunun sagaltim amaciyla kullanilmasi ¢ocugun
igsel siirecinin oyuna yansitmasi ve i¢ diinyasini ortaya koymasi ile miimkiindiir (Ozdogan,
2000). Ailelerin bu konuda farkli goriisleri bulunmaktadir. Anneler genelde ¢ocuklart igin
oyuncak segerken yiiksek oranda zeka gelisimini desteklemesi, kolay temizlenmesi ve
cocugunun cinsiyetine gore oyuncak se¢imi yaparken fiyatini, hayal diinyasini gelistirmesini,
siddeti desteklemeyen 6zellige sahip olmasini daha az dnemsemislerdir (Arikan ve Karaca,
2004).

Cocuklarda problem davranisin dnlenmesi, azaltilmasi ve ortadan kaldirilmasinda oyun ve
oyun materyalinden nasil yararlanilacagina iliskin olarak ¢cocuk gelisimci katilimcilarini cogu,
cocugu problemle yiizlestirmek veya oyuncagi bir erken miidahale araci olarak goriirken egitim
¢alisan1 katilimeilar bunu bir psiko-drama yontemi olarak benimsemeyi tercih etmislerdir.
Ogretmenlerin ¢ogu aslinda oyun ve oyuncagi bir miidahale arac1 veya sagaltim araci olarak
simdiye kadar gormediklerini ancak goriisme sonrast bunun iizerine diisiineceklerini de ayrica
belirtmislerdir. Bunun yaninda sistematik bir oyun kurarak veya oyun terapisi yontemi ile de
oyun ve oyuncaktan yararlanabileceklerini belirtmislerdir. Teksas’ta yapilan bir calismada da
benzer bulgulara ulasilmistir. Ogretmenler cocuklarin hayal kirikliklari, bastirilmislik hisleri
veya stresli durumlarla basa c¢ikabilmesi adina oyun terapisinden faydalandiklarii
belirtmislerdir (Hsu-Smith, 2009).

Oyunun islevleri konusunda katilimcilarin goriisleri alan yazin ile paralellik gostermektedir.
Bowman-Perot ve digerleri (2015) iyi davranis oyunu {lizerine yazdiklari meta analiz
calismasinda, okul 6ncesinden lise son sinifa kadar egitim goren 6grencilerle ¢alisilan vaka
kayitlar1 incelemis ve sorunlu davranista 6nemli bir azalma oldugunu tespit etmislerdir. Buna
gére oyunun problem davranisi azaltmaya ve hatta gidermeye yonelik etki giicii ortaya
konmustur. Brussoni, Ishikava, Brunelle, Herrington (2017), 2-5 yas aras1 45 ¢ocukta agik alan
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oyunlarinin etkilerini gézlemledikleri ¢alismalarinda, depresif ve anti-sosyal davranislarda,
stres, yaralanma ve sikilmada azalma olmakla birlikte yaraticilik, problem ¢6zme, odaklanma,
sosyallesme ve toplumsal agidan normatif davranislarinda artis oldugunu bulmuslardir.

Calisma sonucunda, ¢ocuk gelisimciler ve d6gretmenlerin oyunun tanimi konusunda herhangi
bir goriis birligine varilamamigtir. Bunun nedeni oyunun ¢ok yonlii olmasi, farkli gelisim
alanlarin1 desteklemesi ve herkesin oyuna farkli bir bakis agis1 gelistirmesidir. Oyuncaklar ise
cocugun yaraticiligina ket vurmasi yaninda ¢ocugu bir adim One tasiyan oOzellikler de
icerebilmektedir. Bu nedenle uygun oyun materyalleri se¢ilmelidir. Yine de oyunun taniminda
goze carpan cesitlilik nedeniyle oyuncagin da ¢esitli gelisim alanlarina ve amaca hizmet etmesi
nedeniyle ortak bir uygunluk tanimi bulunmamaktadir. Oyun ortamlar1 konusunda 6nem arz
eden en Onemli konu giivenliktir. Gerek i¢ mekan oyunlarinda gerek acik alanlarda dikkat
edilmesi gereken en 6nemli unsur olan giivenligin yaninda saglikli bir ortam ve oyun oynamaya
yeterli bir alan cocuklar i¢in vazgegilmezdir. Oyun ortaminin zengin uyaricilara sahip
olmasinin yaninda az uyariciya sahip olmasi gerektigi yoniinde de goriisler bulunmaktadir. Bu
nedenle bu denge, alan uzmanlari tarafindan saglanmalidir. Oyuncaklar agisindan giivenlik 6n
plana ¢ikmaktayken ¢ocugun yasina ve gelisimine uygun olmasi aranan 6zellikler arasindadir.
Arastirma sonucunda oyuncak agisindan verilen ortak kararlar arasinda ¢ok fonksiyonlu olmasi
da gboze carpmaktadir.

Calismada Ogretmenlerin  oyunun sagaltim amaciyla kullanilabilecegini fark ettikleri
belirlenmistir. Bu nedenle okul 6ncesinde gorev alan dgretmenlere bu konu hakkinda bilgi
verilmeli ve 6gretmenler desteklenmelidir. Psiko-drama yontemi sadece uzmanlar tarafindan
verilmektedir. Oyun terapisinin psiko-drama ile farkli oldugunun alt1 ¢izilmelidir. Oyunun
tedavi amacl kullanilmasi oyun terapisiyle saglanacagi anlamina gelmemektedir. Bu nedenle
oyun, belli sorunlarin ¢6ziimiinde uzmanlar veya ailelerce kullanilabilecek bir uygulama olarak
diisiiniilmelidir.

Cocuk gelisimcilerin ¢esitli nedenlerle oyun ve oyun materyallerinden yeterince
yararlanamadiklar1 belirlenmistir. Hastane yonetimi ve ¢ocuk gelisimcilerin is birligi halinde
caligmalar1 6nemlidir. Cocuk gelisimcilerin kendilerine bagvuran aile sayisinin fazla olmasi
nedeniyle her bir vakaya yeterli zaman ayirmadiklar1 sdylenebilir. Bu konuda gerekli
diizenlemelerin yapilmasi1 ve ¢ocuk gelisimci ¢alisan sayisinin artirilmasi gerektigi ayrica
saglik caliganlari ile is birliginin tesvik edilmesi gerektigi soylenebilir.

Cocuk gelisiminin bireyler tarafindan masa bas1 bir meslek olarak algilanmasinin 6niine
gecilerek ¢ocukla birebir iletisim ve aktivite olarak zihinde canlandirilmasi ve bu sekilde
oztimsemelerin alt1 ¢izilmelidir. Bu yiizden meslege yeni baglayan veya meslekte gerekli
ilerlemeleri saglamis ¢alisanlarin bu aktif siirede dahil olmasi 6nemlidir.
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Extended Abstract

Introduction

Play is the actions that have existed since the beginning of humanity and have survived to the
present day, that the child does not do necessarily, that occurs naturally and that the child
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performs for fun. Although the history of the play is old, the researches on its contribution to
the development of humanity do not meet the expectations. From the point of view of adults,
it is seen as an activity done in spare time, while for the child, the play can be considered as all
of his/her actions. Through play, children gain experience, interact with their environment,
recognize new emotions and learn to cope with these emotions. The play has a positive effect
on more than one development area. Play is indispensable for all children, it supports
development, it is educational, therapeutic and entertaining. Thanks to the play, children
develop different skills in thinking. The child developers, educators, health workers, parents or
other adults, in short, who take care of the child, do not benefit from the play. For child
developers and education professionals, play can be an effective way to get to know the child,
evaluate him/her and take a therapeutic initiative. According to preschool teachers, if children
do not play, they can develop negative emotions and can not be creative. There are many studies
in the literature on children and play, but it is seen that child developers or educators are studied
separately, and the two groups are not included in the same study as a sample. Although the
importance of the play is accepted by the professionals related to the children, it can be said
that there are deficiencies in using the play adequately and correctly in practice. For all these
reasons, it has been considered important to determine the perspective of child development
professionals about the play.

Method

The research was conducted by the qualitative research method. Under the category of
qualitative research methods, the focus group interview, which is an interview method that will
reveal the views and attitudes of the participants within the framework of a specific topic, was
used. There are two separate study groups in the study.

In this study, the first study group consisted of 8 child development professionals, the second
study group consisted of 7 teachers of special education and kindergarten teaching. Out of a
total of 15 participants, 13 were female and 2 were male; 6 of them were 23, 3 of them were
24, 1 of them was 25, 2 of them were 26, 1 of them was 30, 1 of them was 33, and 1 of them
was 35 years old.

Results and Discussion

As a result of the study, no consensus was reached on the definition of play among child
development and teachers. This is because the game is versatile, supports different areas of
development, and everyone develops a different perspective on the game. Toys, on the other
hand, can include features that take the child one step ahead, as well as hindering the child's
creativity. Therefore, appropriate game materials should be selected. However, due to the
striking diversity in the definition of the game, there is no common definition of suitability as
the toy serves various development areas and purposes. The most important issue in gaming
environments is security. In addition to safety, which is the most important factor to be
considered both in indoor games and in open areas, a healthy environment and an area sufficient
for playing are essential for children. In addition to having rich stimuli, there are also opinions
that the game environment should have less stimuli. Therefore, this balance should be achieved
by field experts. While safety comes to the fore in terms of toys, being suitable for the age and
development of the child is among the sought-after features. As a result of the research, it is
striking that it is multifunctional among the common decisions made in terms of toys.

In the study, it was determined that the participants of the education staff realized that the game
could be used for therapeutic purposes. For this reason, pre-school teachers should be informed
about this issue and teachers should be supported. The method of psycho-drama is given only
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by specialists. It should be underlined that play therapy is different from psycho-drama. The
use of play for therapeutic purposes does not mean that it will be provided with play therapy.
Therefore, the game should be considered as an application that can be used by experts or
families in solving certain problems.

It has been determined that child development professionals cannot make use of games and
game materials adequately for various reasons. It is important that hospital management and
child development professionals work in cooperation. It can be said that child development
specialists do not spare enough time for each case due to the large number of families who
apply to them. It can be said that necessary arrangements should be made in this regard, the
number of child development workers should be increased, and cooperation among health
professionals should be encouraged.

It should be emphasized that child development should not be perceived as a desk job by
individuals, and that it should be visualized as a one-to-one communication and activity with
the child, and assimilation in this way. Therefore, it is important that employees who are new
to the profession or who have made the necessary progress in the profession are included in
this active period.
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Oz

Bu arastirma, “Dil Etkinlikleri ile Biitiinlestirilmis Cevre Egitimi Programi”nin 48-66 aylik ¢ocuklarin gevre
farkindaligina etkisinin olup olmadigini ortaya koymak amaciyla yapilmistir. Arastirmanin ¢alisma grubunu, bir
bagimsiz anaokuluna devam eden 48-66 aylik ¢ocuklar arasindan uygun 6rnekleme yontemi ile belirlenen 22
¢ocuk olusturmustur. Calisma grubunu olusturan ¢ocuklardan 12 ¢ocuk deney grubu, 10 ¢ocuk kontrol grubu
olarak belirlenmistir. Bu aragtirmada 6n test — son test kontrol gruplu yari1 deneysel desen kullanilmistir.
Aragtirmanin temel dayanagi olan veriler; “Kisisel Bilgi Formu” ve Kurt Gokgeli tarafindan (2015)’te
gelistirilen “48-66 Aylik Cocuklar I¢in Cevre Farkindalig1 Degerlendirme Olgegi” ile toplanmistir. Arastirmanin
sonucunda, deney ve kontrol gruplar karsilagtirildiginda g¢ocuklarin ¢evre farkindaliklarina “Dil Etkinlikleri ile
biitiinlestirilmis ¢evre egitim programinin” nin deney grubu lehine bir ilerlemenin oldugu ve bu ilerlemenin iki
grup arasinda istatistiksel olarak anlamli fark yarattig1 (p<<0,05) tespit edilmistir.

Anahtar Kelimeler: Cocuk, gevre egitim programu, ¢evre farkindalik, dil etkinlikleri
Abstract

This research was conducted to determine whether an “Environmental Education Program Integrated with
Language Activities” has an impact on environmental awareness of children aged 48- to 66 months. The sample
consisted of 22 children selected using convenience sampling from 48- to 66-month-old children attending a
nursery school. Among the sample, 12 children were included in the experimental group and 10 were in the
control group. The study used a quasi-experimental pre-test-post-test control group design. The data were
collected using a “General Information Form” and the “Environmental Awareness Assessment Scale for 48- to
66-Month-Old Children” developed by Kurt Gokgeli (2015). The analysis results showed that the
“Environmental Education Program Integrated with Language Activities” produced significant growth in
children’s environmental awareness in the experimental group, leading to a statistically significant difference (p
< .05) between the experimental and control groups in favour of the experimental group

Key words: children, environmental education program, environmental awareness, language activities
Introduction
Language occupies a significant place in education as it is a way for children to express their

1 Dr Ogr. Uyesi, Anadolu Universitesi, Cocuk Bakimi ve Genglik Hizmetleri Boliimii, Tiirkiye, fusunkurt@anadolu.edu.tr
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thoughts, feelings, attitudes, beliefs, and value judgements and for educators to convey their
knowledge and experiences. Thus, early childhood education programs provide educational
environments that support language development in children (Karakus, 2017).

In early childhood education programs, language activities are the most appropriate activities
to contribute to language development. Language activities are also important for “preparing
children for primary school” and “helping them acquire the habit of speaking correctly and
eloquently”, which are the primary goals of early childhood education (MEB [Ministry of
National Education], 2013). Language activities foster positive attitudes towards reading at an
early age, develop reading habits, and promote early literacy skills (MEB, 2013; Polat, 2014,
Turla, 2015).

Stories are the most effective educational tools used in language activities. Activities such as
finger games, riddles, rhymes, poetry, story completion, shared book reading, and interactive
book reading are also extremely important for children’s language development. Furthermore,
these activities are likely to produce much more effective outcomes when they are associated
with the “environment”. Thus, environmental education also provides children with many
skills such as positive beliefs, attitudes, habits, knowledge and skills, and awareness, thereby
greatly affecting their future lives.

With its increasing importance and essentiality, environmental education in early childhood is
a current topic discussed theoretically and practically across the world. For a sustainable
environment, environmental education is required to be environmentally aware since
childhood, translate environmental awareness into behaviour in everyday life, and most
importantly be more sensitive to environment issues (Mahidin & Maulan, 2010; Calis &
Yildirim, 2020).

Although environmental education has many positive effects, its main goal should be to raise
environmental awareness. Individuals with environmental awareness take an environmentally
oriented perspective in their feelings and thoughts, keep abreast of environment topics, cannot
remain indifferent to any threats the environment, feel uneasy about environment problems,
act accordingly, and take action, and in short, make an attempt for the good of the
environment. Environmental education-related actions and efforts that individuals undertake
in childhood and afterwards are at the heart of living with environmentally friendly skills and
habits.

Environmental education refers to efforts aimed at informing people about environment
problems, make people aware of environment problems, looking for solutions, and
implementing solutions as much as possible. Environmental education is the effort of living
things to preserve and maintain the existence of the Earth to survive most appropriately and
optimally (Stapp, 1997; Damerell, 2007; Wells & Davey Zeece, 2007; Ardoin, 2009; Nagra,
2010; Broyles, 2011). Environmental education involves earning in a natural environment by
doing and living, being physically present in nature, and interacting with other people. Ernst
(2012) defined environmental education as a form of school-based education where learning
experiences related to natural life are integrated into educational programs. Environmental
education has its roots in outdoor experiential education and has a great impact on the
development of children’s natural intelligence (Carey quoted Ernst, 2017, pp. 66-67).

Environmental education more or less contributes to all developmental areas in young
children. Thus, it is of utmost importance that environmental education with such profound
attainments is given in preschool educational institutions, included in regular educational
programs, implemented properly and systematically, and enriched with various experiences
and activities. Thus, there arises the need to clarify what environmental education programs
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or environmental education practices integrated with different activities are and how they
should be planned and implemented.

Environmental education programs can positively influence people’s views and perspectives
about nature, help them develop deep cognitive structures and show favourable attitudes and
behaviour towards nature. Ecological research in early childhood aims to allow a person to
first understand themselves more sensitively in relation to the environment and then perceive
and realise more meaningful environment experiences as early as possible (Brusaferro, 2020,
p. 6). Activities and educational programs designed for this purpose, including environmental
education, should be implemented in such a way that they can easily be incorporated into
children’s lives. A considerable volume of research has recently been conducted on
environmental education programs and environmental education. Previous studies have
investigated children’s environmental awareness, environment consciousness, environment
literacy, and environment knowledge in relation to various variables such as age (Musser and
Diamond, 1999; Cabuk, 2001; Ahi and Balci, 2017), gender (Cabuk, 2001; Kesicioglu &
Alisinanoglu, 2009; Kahriman-Oztiirk, 2010; Kahriman-Oztiirk et al., 2012; Yalgin, 2013;
Ahi & Balci, 2017), the environmental education implemented (Cevher-Kalburan, 2009;
Alici, 2013; Cengizoglu, 2013; Yalgin, 2013; Ahi, 2015; Erol, 2016), and the place of
residence (Grodzinska-Jurczak et al., 2006; Kesicioglu & Alisinanoglu, 2009; Ozen Uyar and
Geng, 2016). These studies have reported that as children’s age advances, their environmental
awareness, positive environment attitudes, environment knowledge, and environment literacy
increase. Various environmental education practices heighten children’s environmental
awareness (Cevher-Kalburan, 2009; Yalg¢in, 2013; Erol, 2016) and help children build mental
models about environment issues (Ahi, 2015).

Environmental education activities also substantially improve children’s cognitive skills,
physical protection, build desirable skills for physical protection and environment protection
(Alici, 2013), and lead to positive changes in children’s perspectives on deforestation,
biological diversity, and climate change (Cengizoglu, 2013). In addition to environmental
education programs and practices, environmental education activities integrated with different
methods, techniques, activities also offer substantial contributions. Environmental education
mostly employs field trips, scientific activities (such as analogy, demonstration, concept
maps, experiments), projects, and drama (Aysu, 2019; Gezgin, 2019; Kiitiik, 2019; Saribiyik,
2019).

Environmental education practices integrated with language activities, which are not so often
used but lead to favourable changes when used, are also of great importance. Various
activities (e.g., stories, finger games, rhymes, conversations, and riddles) performed at home
and school using different methods and techniques support children’s language and cognitive
development. When such activities are environmentally focused and enriched with different
materials, they can also help raise children’s environmental awareness and produce positive
environment perspectives (Garzotto et al., 2010; Erdogan et al., 2011; Bradbery, 2013).

While there is a large body of literature on the effects of children’s picture books on
supporting children’s language and cognitive development and literacy skills in early
childhood, the literature lacks research that investigates the effect of language activities (such
as the effect of storybooks) on developing environmental awareness, environment
consciousness, environment literacy, and positive environment attitudes, behaviours, habits,
and skills (Burke & Cutter Mackenzie, 2010; Bradbery, 2013; Hsiao & Shih, 2015; Freestone
and O’Toole, 2016; Biger, 2020). With this in mind, this research was conducted to
investigate the effect of the “Environmental Education Program Integrated with Language
Activities” on environmental awareness of children aged 48- to 66 months. This research
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sought answers to the following questions:

1. Is there a significant difference between the experimental group and the control
group in their mean pre-test environmental awareness scores?

2. Is there a significant difference between the mean pre-test and post-test
environmental awareness scores of the experimental group?

3.Is there a significant difference between the mean pre-test and post-test
environmental awareness scores of the control group?

4. Is there a significant difference between the experimental group and the control
group in their mean post-test environmental awareness scores?

Method

This research was conducted to determine whether an “Environmental Education Program
Integrated with Language Activities” has an impact on environmental awareness of children
aged 48- to 66 months.

In line with this purpose, this section presents the research design, sample, data collection
instruments, and data analysis methods.

Research Design

The research used a quasi-experimental pre-test-post-test control group design. Experimental
research aims to determine the causal relationship between variables at hand (Biiyiikoztiirk,
2007). A quasi-experimental design is a variant of experimental research used for the same
purpose. Quasi-experimental research involves an experimental group that is under the
influence of the independent variable and a control group that is not under the influence of the
independent variable. In quasi-experimental research, experimental and control groups are
determined not using random assignment but based on the equivalence of the groups (Ekiz,
2003; Fraenkel & Wallen, 2006; Kirikkaya & Bozkurt, 2012). Hypotheses are tested by
comparing pre-test and post-test scores of the experimental and control groups. The absence
of a statistically significant difference in pre-test scores between the experimental and control
groups indicates that the groups are equivalent (Christensen, 2004; Karasar, 2005). Therefore,
great care was taken to ensure that the experimental and control groups of the research are as
equal as possible. The “Environmental Awareness Assessment Scale for 48- to 66-Month-Old
Children” was administered as a pre-test to the experimental and control groups before the
implementation of the environmental education program. No statistically significant
difference was found between the groups in their pre-test scores.

The symbolic visualisation of the research design is presented below.
Tablo 1.

The symbolic visualisation of the research design

Pre-test Post-test
EC M1 XEEPITA M3
CG M2 XCa M4
EG Experimental Group taught using the Environmental Education Program Integrated with

Language Activities

CG Control Group
M1 M3 Pre-test and post-test measurements of the experimental group
M2 M4 Pre-test and post-test measurements of the control group
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XEEPITA Environmental Education Program Integrated with Language Activities applied in the
experimental group

XC a Daily activities applied in the control group

The independent variable of the research is the “Environmental Education Program Integrated
with Language Activities” and the dependent variable is the impact of the “Environmental
Education Program Integrated with Language Activities” on children’s environmental
awareness. Apart from regular educational activities, the “Environmental Education Program
Integrated with Language Activities” was applied in the experimental group by the
practitioners trained by the researcher, while the usual education program continued to be
applied in the control group by the classroom teachers.

The researcher took photos in the experimental group during the implementation of the
“Environmental Education Program Integrated with Language Activities”. Permission for the
photoshoot was already obtained. Thus, the applicability of the program was recorded.
Activities were implemented in the experimental and control groups by students who were
pursuing an associate degree in child development and took the class “Environmental
Education in Early Childhood” given by the researcher. The practitioner students were
meticulously instructed in the properties, learning outcomes, and indicators of the
environmental education program, which learning situations to create to achieve learning
outcomes, how to communicate with children, the physical environment in which
communication is established, which stimuli to use in communication, and which methods
and techniques to employ. The students chose a topic on environmental education for each
week and devised the activity plan and the learning process. The researcher reviewed and
evaluated the activities and learning process together with the group of practitioner students.

Methods, techniques, and materials to be used were discussed and revised where necessary.
The “Environmental Education Program Integrated with Language Activities” was applied
one day a week for six weeks. The children in the control group continued their daily
practices by their teachers. The methods, techniques, and materials used in the experimental
group were by no means used in the control group.

Sample

The sample was selected using non-probability convenience sampling. Convenience sampling
is used when it is hard to use random or systematic sampling. Convenience sampling involves
choosing easily accessible and available units due to limitations that would otherwise be
caused by a great deal of required time, money, and effort (Fraenkel & Wallen, 2006;
Biiyiikoztiirk et al., 2016). Therefore, the sample was made up of two groups from the
practice nursery school operated under X University. One of the groups was designated as the
experimental group and the other as the control group. The sample consisted of 22 children
including 12 children in the experimental group and 10 children in the control group.

Among the children in the experimental group, 58.3% were boys and 41.7% were girls. In the
control group, 50% were boys and 50% were girls. 66.7% of children in the experimental
group were only children and 60% of children in the control group were only children. 66.7%
of children in the experimental group were first children, while 70% of children in the control
group were first child. 91.7% of children in the experimental group and 50% of children in
the control group had not previously attended a preschool.

Data Collection Instruments

The data were collected using a “General Information Form” and the “Environmental
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Awareness Assessment Scale for 48- to 66-Month-Old Children” developed by Kurt Gokgeli
(2015).

General Information Form

A “General Information Form” was prepared by the researcher to gather information about
children. This form consisted of two parts. The first part seeks information about children’s
gender and birth order, the number of siblings, and whether they attended a preschool
educational institution. The second part seeks information about children’s families, including
parents’ age, educational background, and occupation. The researcher filled out general
information forms for each child and their family relying on the information in the school
files on children’s personal development.

Environmental Awareness Assessment Scale for 48- to 66-Month-Old Children

The “Environmental Awareness Assessment Scale for 48- to 66-Month-Old Children” was
developed by the researcher in 2015. The scale is aimed at measuring environmental
awareness of children aged 48- to 66 months. It is a dichotomous scale with the response
options Yes/No. The Yes responses are scored as 1 and the No responses are scored as 0.

Table 2 outlines the content of the “Environmental Awareness Assessment Scale for 48- to
66-Month-0Ol1d Children”.

Table 2.

Environmental Awareness Assessment Scale for 48- to 66-Month-Old Children

Factor 1 Ecosystem

Sub-dimensions

Living and Non-Living Things 7 items
Plants and Animals 7 items
Food Chain 8 items
Biodiversity 6 items
Total: 28 items

Factor 2 Environmentally Responsible Behaviour
Sub-dimensions

Ecological Awareness 5 items
Use of Energy Sources 5 items
Responsibility towards Historical Artefacts 3 items
Total: 13 items
Factor 3 Environmental Interest 4 items
Total: 4 items
Grand Total: 45 items

It is recommended to administer the “Environmental Awareness Assessment Scale for 48- to
66-Month-Old Children” in a quiet and comfortable atmosphere. During the administration of
the scale, children were shown the picture of each item in the scale, read the instruction of
pictures, and asked to respond. Each correct response was rated as one (1) and each incorrect
response was rated as zero (0). When a child gave five consecutive incorrect responses, that
factor was left out to skip to the next factor. In the instructions, children were asked to show
the relevant picture. It took approximately 15 to 20 minutes to administer the entire scale to
each child. The raw score for each factor is the number of correct responses.

Environmental Education Program Integrated with Language Activities

The impact of the “Environmental Education Program Integrated with Language Activities”
on environmental awareness of children aged between 48 and 66 months was used as a
principle for the “Environmental Education Program Integrated with Language Activities”.
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The “Environmental Education Program Integrated with Language Activities aims to raise
children’s environmental awareness.

The “Environmental Education Program Integrated with Language Activities” is an integrated
program that focuses on topics that children are curious about the environment. The program
supported by various methods, techniques (finger games, riddles, poetry, nursery rhymes,
storytelling, finding a title for the story) and materials incorporates various types of Language
Activities and enables children to participate actively, make predictions about the future, put
forward ideas about environment problems, find solutions to problems, and build
environmental awareness.

The “Environmental Education Program Integrated with Language Activities IS
developmentally appropriate and child-centred. Relying on Language Activities covered in
the Ministry of National Education Preschool Curriculum, the program allows practitioners to
combine and practice systematically and alternately several activities such as riddles, rhymes,
finger games, poetry, shared book reading, interactive book reading, story writing, titling
stories, story completion, and storytelling. Such experiences and practices mediated by the
program are aimed at developing skills such as environmental awareness, environment
knowledge, and positive attitude and sensitivity.

Design Stages of the Environmental Education Program Integrated with Language
Activities

The stages of designing the “Environmental Education Program Integrated with Language
Activities” are presented below.

At the first stage, the relevant national and international studies was examined and reviewed
to explore different theories and views about the environment with a specific focus on many
issues such as the most common environmental problems and alternative solutions.
Accordingly, there are several theories of development and learning.

According to the constructivist approach proposed by Piaget, children can learn many things
about the world by exploring the environment and participating in activities (Oltman, 2002;
Shin, 2008). The full and effective realisation of such learning depends on the existence of
natural environments and the length and quality of time spent in natural environments.
Therefore, the direct communication of children with objects and spending time in natural
environments are necessary for the realisation of permanent learning.

Rousseau stipulated that education comes from three sources: humans, things, and nature.
Rousseau argued that nature has a great influence on children, especially in the early years of
life and he advised taking children to open fields and exposing them to fresh air so that they
can come into contact with nature (Rousseau, 2009; Giilay & Onder, 2011).

Dewey is one of the first philosophers of education to emphasise environmental education in
his theory, arguing that democratic education should ensure the sustainability of humans,
society, and life. Dewey (1938) also noted that knowledge and skills depend on the
integration of all areas in life. According to Dewey, one purpose of education is to raise
individuals who are sensitive to the problems of the society in which they live and who are
aware of their responsibilities regarding social problems (Giilay & Onder, 2011; Ogelman,
Giilay & Durkan, 2013). Thus, it is of critical importance to design educational programs that
introduce environmental issues, develop an awareness of these issues, promote a sense of
responsibility, and help individuals become productive problem solvers. Performing these
practices, especially in the early years of age, is of great importance for the effectiveness of
environmental education (Robertson, 2008).
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In line with the theoretical framework, the basic principles of the “Environmental Education
Program Integrated with Language Activities” were defined. These principles are as follows:

e A child-centred approach is essential; children should take an active role in the
implementation of activities. The teacher should be active in preparing the
environment and materials before the implementation.

e A certain order must be followed when performing types of activities. Each type of
activity must be used alternately (riddles, rhymes, story writing, etc.),

e It must be systematic; the success of the program relies on keeping to a well-
designed schedule of activities.

e Target words (such as food chain, ecosystem, extinction, endemic) relevant to
education are of great importance in making sense of environment concepts.
Children’s attention should be drawn to the target words related to the environment.
These words should be explained in an intelligible way and activities should be
carried out in such a way to enable children to use these words in everyday life.

e During education, it is essential to practice, observe, explore, and be present in the
environment. Activities should be as practice-oriented as possible, implemented in a
way that improves children’s observation skills, and performed in as many natural
environments as possible.

e An evaluation must be done. At the end of each activity, the relevant activity should
be evaluated with children. An atmosphere of discussion should be created using
questions. The teacher should evaluate themselves and their performance in
activities as well as the process of material preparation, the implementation process,
the success and effectiveness of learning outcomes and indicators. The teacher
should accordingly take the necessary measures for subsequent activities.

At the second stage, in keeping with the information obtained from the literature review,
topics that may be most engaging to children were chosen. Accordingly, six topics were
identified. At the beginning of the semester, a plan was made by taking into account the
academic calendar of associate’s degree students. A draw was made to select a group of
students who would implement the program. Implementation dates were set. Then, the topics
that the group of students would teach were determined at their will. The students were given
three weeks of planning to gather information about the topics to teach and to plan, design
and develop materials. Meanwhile, the plans and materials designed by the students were
checked, examined, and revised if necessary.

At the third stage, target words about the environment were determined. Target words
included food chain, extinct, extant, saving, dirty- clean, problem, ecosystem, and different
species of plants and animals. These words were often used at the planning and
implementation stages.

At the fourth stage, permission was obtained from the administration of the nursery school
where environmental education was implemented. Children’s families were also informed
about the implementation and their permission was obtained. The implementation stage was
initiated.

Implementation Stages of the Environmental Education Program Integrated with
Language Activities
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At the first stage, the “Environmental Awareness Assessment Scale for 48- to 66-Month-Old
Children” was administered as a pre-test to the experimental and control groups and the
general information form was filled out on 24 October 2019.

At the second stage, the language activity titled “Environment Issues” (Riddle - Rhyme -
Storytelling) was implemented on 31 October 2019.

At the third stage, the language activity titled “Endangered Animals” (Finger Game -
Conversation - Story Completion) was implemented. Questions about the activity were asked
and evaluated.

At the fourth stage, the language activity titled “Saving Water “(Poetry - Conversation -
Storytelling) was implemented.

At the fifth stage, the language activity titled “Air Pollution” (Conversation - Rhyme - Story
Writing) was implemented. Questions about the activity were asked and evaluated.

At the sixth stage, the language activity titled “Food Chain” (Riddle - Poetry - Storytelling)
was applied. Questions about the activity were asked and evaluated.

At the seventh stage, the language activity titled “Endangered Animals” (Finger Game -
Conversation - Storytelling) was implemented.

At the eighth stage, the “Environmental Awareness Assessment Scale for 48- to 66-Month-
Old Children” was administered as a post-test to the experimental and control groups and the
general information form was filled out on 26 December 2019.

Data Analysis

The data were subjected to statistical analyses. Statistical analysis was performed using SPSS
software version 21. Because the data were normally distributed, the Mann-Whitney U test
was used for between-group comparisons and the Wilcoxon signed-rank test was used for
within-group comparisons. The level of significance was set as .05. A p-value <.05 was
considered to be indicative of statistically significant difference, while a p-value > .05 was
indicative of no statistically significant difference.

Findings
Findings on Whether There Is a Significant Difference Between the Experimental
Group and the Control Group in Their Mean Pre-test Environmental Awareness Scores

Research Problem 1: Is there a significant difference between the experimental group and the
control group in their mean pre-test environmental awareness scores?

Table 3 shows the means and standard deviations for the mean pre-test scores of the

experimental and control groups on the “Environmental Awareness Assessment Scale for 48-
to 66-Month-Old Children” (EAST).

Table 3.

Means and Standard Deviations for the Mean Environmental Awareness Pre-test Scores of the Experimental and
Control Groups

Pre-test
Experimental Group Control Group
EAAS n X SD n X SD
Ecosystem Factor
Living and Non-Living Things 12 6.58 0.51 10 6.60 0.84
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Plants and Animals 12 6.42 0.79 10 6.30 0.48
Food Chain 12 4,92 1.98 10 5.30 1.57
Biodiversity 12 5.25 .97 10 4.60 .70
Total 12 23.17 3.07 10 22.80 2.20

Environmentally
Responsible Behaviour

Ecological Awareness 12 4.92 .29 10 4.30 .95
Use of Energy Sources 12 3.67 .65 10 3.70 .67
Responsibility towards 12 2.83 .39 10 2.90 .32
Historical Artefacts

Total 12 11.42 .67 10 10.90 1.45
Environmental Interest Factor Total 12 2.33 .89 10 1.50 97

As shown in Table 3, the mean pre-test scores on the Ecosystem factor were 23.17 for the
experimental group and 22.80 for the control group, the mean pre-test scores on the
Environmentally Responsible Behaviour factor were 11.42 for the experimental group and
10.90 for the control group, and the mean pre-test scores on the Environmental Interest factor
were 2.33 for the experimental group and 1.50 for the control group. In line with these results,
it can be said that the pre-test scores of the experimental and control groups are close.

The Mann-Whitney U test was used to find out whether there is a significant difference
between the experimental group and the control group in their mean pre-test scores on the
“Environmental Awareness Assessment Scale for 48- to 66-Month-Old Children”. Table 4
shows the results of the Mann-Whitney U test for the factors and Sub-dimensions.

Table 4.

Mann-Whitney U Test Results for the Pre-test Scores of the Experimental and Control Groups on the Factors
and Sub-dimensions of the Environmental Awareness Assessment Scale for 48- to 66-Month-Old Children

EAAS Groups Mann-Whitney U Test
Mean Rank ] P

Ecosystem Factor

Living and Non-Living Things  Experimental 10.83 52 0.521
Control 12.30

Plants and Animals Experimental 12.33 50 0.465
Control 10.50

Food Chain Experimental 30.96 53.5 0.663
Control 12.15

Biodiversity Experimental 13.88 315 0.052
Control 8.65

Total Experimental 12.13 52.5 0.616
Control 10.75

Environmentally Responsible

Behaviour Factor

Ecological Awareness Experimental 13.63 345 0.051
Control 8.95

Use of Energy Resources Experimental 11.29 57.5 0.822
Control 11.75
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Responsibility towards Experimental 11.17 56 0.658

Historical Artefacts Control 11.90

Total Experimental 12.13 52.5 0.591
Control 10.75

Environmental Interest

Factor

Total Experimental 13.83 32 0.054

Control 8.70

As seen in Table 4, there was no significant difference between the experimental and control
groups in the mean rank of their pre-test scores (p > .05) on the “Environmental Awareness
Assessment Scale for 48- to 66-Month-Old Children”, its factors (Ecosystem,
Environmentally Responsible Behaviour and Environmental Interest), and its Sub-
dimensions.

Given the data in Table 4, it seems that the experimental and control groups had similar levels
of environmental awareness before the implementation of environmental education.

Findings on Whether There Is a Significant Difference Between the Mean Pre-test and
Post-test Environmental Awareness Scores of the Experimental Group

The mean pre-test and post-test scores of the experimental group on the “Environmental
Awareness Assessment Scale for 48- to 66-Month-Old Children” were analysed to explore
the effect of the “Environmental Education Program Integrated with Language Activities” on
the environmental awareness of the experimental group.

Research Problem 2: Is there a significant difference between the mean pre-test and post-test
environmental awareness scores of the experimental group?

Table 5 shows the means and standard deviations for the mean post-test scores of the
experimental group on the “Environmental Awareness Assessment Scale for 48- to 66-
Month-Old Children”, which were measured after the implementation of the “Environmental
Education Program Integrated with Language Activities”.

Table 5.

Means and Standard Deviations for the Experimental Group’s Total Pre-test and Post-test Scores on the Factors
and Sub-dimensions of the Environmental Awareness Assessment Scale for 48- to 66-Month-Old Children

Groups Pre-test Post-test

Experimental Group N X SD N X SD
Ecosystem

Living and Non-Living Things 12 6.58 51 12 6.75 0.45
Plants and Animals 12 6.42 .79 12 6.83 0.58
Food Chain 12 4.92 1.98 12 6.08 1.44
Biodiversity 12 5.25 97 12 5.50 .90
Total 12 23.17 3.07 20 25.17 2.25
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Environmentally

Responsible Behaviour

Ecological Awareness 12 4.92 .29 12 4.92 .29
Use of Energy Resources 12 3.67 .65 12 3.92 .29
Responsibility towards 12 2.83 .39 12 3.00 0.00
Historical Artefacts

Total 12 11.42 .67 12 11.83 0.39

Environmental Interest
Total 12 2.33 .89 12 3.00 .95

As shown in Table 5, the mean pre-test and post-test scores of the experimental group on the
Ecosystem factor were 23.17 and 25.17, the mean pre-test and post-test scores on the
Environmentally Responsible Behaviour factor were 11.42 and 11.83, and the mean pre-test
and post-test scores on the Environmental Interest factor were 2.33 and 3.00. The mean post-
test scores on the factors and sub-dimensions were higher than the mean pre-test scores. This
result seems to be in favour of the experimental group.

Table 6 displays the results of the Wilcoxon signed-rank test performed to determine whether
there is a significant difference between the pre-test and post-test scores of the experimental
group on the Factors and Sub-dimensions of the “Environmental Awareness Assessment
Scale for 48- to 66-Month-Old Children”.

Table 6.

Wilcoxon Signed-Rank Test Results for the Experimental Group’s Total Pre-test and Post-test Scores on the
Factors and Sub-dimensions of the Environmental Awareness Assessment Scale for 48- to 66-Month-Old
Children

Environmental Awareness Assessment Scale for Experimental Group Wilcoxon Signed-Rank Test
48- to 66-Month-Old Children

Z P
Ecosystem
Living and Non-Living Things (pre-test)
Living and Non-Living Things (post-test) -0.816 0.414
Plants and Animals (pre-test)
Plants and Animals (post-test) -1.89 0.043*
Food Chain (pre-test)
Food Chain (post-test) -1.86 0.048*
Biodiversity (pre-test)
Biodiversity (post-test) -1.13 0.257
Total (pre-test)
Total (post-test) -2.42 0.015*
Environmentally Responsibility Behaviour
Ecological Awareness (pre-test)
Ecological Awareness (post-test) 0 1
Use of Energy Resources (pre-test)
Use of Energy Resources (post-test) -1.13 0.257
Responsibility towards Historical Artefacts (pre-test)
Responsibility towards Historical Artefacts (post-test) -1.41 0.157
Total (pre-test)
Total (post-test) -1.66 0.096
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Environmental Interest

Total (pre-test)
Total (post-test) -2.5 0.011*

Given the results of the Wilcoxon signed-rank test for the total pre-test and post-test scores of
the experimental group on the factors and sub-dimensions of the “Environmental Awareness
Assessment Scale for 48- to 66-Month-Old Children” in Table 6, there was no significant
difference between the mean pre-test and post-test scores in the Living and Non-Living
Things subdimension of the Ecosystem factor (z = -0.816, p > .05); however, the mean post-
test score was higher. A significant difference was found between in the mean pre-test and
post-test scores in the Plants and Animals subdimension (z = -1.89, p < .05) and the Food
Chain subdimension (z= -1.86, p<0.05). Although there was no significant difference between
the mean pre-test and post-test scores in the Biodiversity subdimension (z= -1.13, p > .05),
the mean post-test score was higher. There was a significant difference between the mean pre-
test and post-test scores on the total Ecosystem factor and its Sub-dimensions (z = -2.42, p <
.05).

Although no significant difference was found between the mean pre-test and post-test scores
on the total Environmentally Responsible Behaviour factor and its Sub-dimensions, the mean
post-test scores were higher on the total Environmentally Responsible Behaviour factor and
its Sub-dimensions (Environmentally Responsible Behaviour factor total pre-test score =
11.42 and total post-test score = 11.83). This result seems to be in favour of the experimental
group. It can be said that environment-related Language Activities have a positive effect on
the environmental awareness of children in the experimental group.

There was a significant difference between the mean pre-test and post-test scores in the
Environmental Interest factor (z = -2.5, p < .05).

In line with the data in Table 6, it can be said that the “Environmental Education Program
Integrated with Language Activities” positively affected environmental awareness levels of
children in the experimental group.

Findings on Whether There Is a Significant Difference Between the Mean Pre-test and
Post-test Environmental Awareness Scores of the Control Group

Research Problem 3: Is there a significant difference between the mean pre-test and post-test
environmental awareness scores of the control group?

Table 7 shows the means and standard deviations for the mean post-test scores of the control
group on the “Environmental Awareness Assessment Scale for 48- to 66-Month-Old
Children”, which were measured after the implementation of the “Environmental Education
Program Integrated with Language Activities”

Table 7.

Means and Standard Deviations for the Control Group’s Total Pre-test and Post-test Scores on the Factors and
Sub-dimensions of the Environmental Awareness Assessment Scale for 48- to 66-Month-Old Children

Groups Pre-test Post-test
Control Group N X SD N X SD
Ecosystem

Living and Non-Living Things 10 6.60 .84 10 6.70 .67
Plants and Animals 10 6.30 48 10 5.60 .97
Food Chain 10 5.30 1.57 10 4.80 1.75
Biodiversity 10 4.60 .70 10 4.50 97
Total 10 22.80 2.20 10 21.60 3.06
Environmentally Responsible

Behaviour
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Ecological Awareness 10 4.30 .95 10 4.20 42
Use of Energy Resources 10 3.70 .67 10 3.80 .63
Responsibility towards Historical Artefacts 10 2.90 .32 10 2.40 1.07
Total 10 10.90 1.45 10 10.40 1.78
Environmental Interest 10 1.50 .97 10 1.20 .92
Total

As shown in Table 7, the mean pre-test and post-test scores of the control group on the
Ecosystem factor of the “Environmental Awareness Assessment Scale for 48- to 66-Month-
Old Children” were as follows: the mean pre-test and post-test scores on the Ecosystem factor
were 22.80 and 21.60, the mean pre-test and post-test scores on the Environmentally
Responsible Behaviour factor were 10.90 and 10.40, and the mean pre-test and post-test
scores on the Environmental Interest factor were 1.50 and 1.20.

Table 8 displays the results of the Wilcoxon signed-rank test performed to determine whether
there is a significant difference between the pre-test and post-test scores of the control group
on the Factors and Sub-dimensions of the “Environmental Awareness Assessment Scale for
48- to 66-Month-Old Children”.

Table 8.

Wilcoxon Signed-Rank Test Results for the Control Group’s Total Pre-test and Post-test Scores on the Factors
and Sub-dimensions of the Environmental Awareness Assessment Scale for 48- to 66-Month-Old Children

Environmental Awareness Assessment Groups Wilcoxon
Scale for 48- to 66-Month-Old Children Control Signed-Rank

Group Test

Z p

Ecosystem
Living and Non-Living Things (pre-test)
Living and Non-Living Things (post-test) -0.272 0.785
Plants and Animals (pre-test)
Plants and Animals (post-test) -1.72 0.084
Food Chain (pre-test)
Food Chain (post-test) -1.66 0.096
Biodiversity (pre-test)
Biodiversity (post-test) -0.447 0.655
Total (pre-test)
Total (post-test) -1.45 0.147

Environmentally Responsibility Behaviour
Ecological Awareness (pre-test)

Ecological Awareness (post-test) -0.333 0.739
Use of Energy Resources (pre-test)

Use of Energy Resources (post-test) -1 0.317
Responsibility towards Historical Artefacts (pre-test)

Responsibility towards Historical Artefacts (post-test) -1.63 0.102

Total (pre-test)
Total (post-test) -1.09 0.273

Environmental Interest
Total (pre-test)
Total (post-test) -0.828 0.408

Given the results of the Wilcoxon signed-rank test for the total pre-test and post-test scores of
the control group on the factors and sub-dimensions of the “Environmental Awareness
Assessment Scale for 48- to 66-Month-Old Children” in Table 8, there was no significant
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difference between the mean pre-test and post-test scores in the Ecosystem factor (z = -145, p
> .05) and its Sub-dimensions Living and Non-Living Things (z = -0.272, p > .05), Plants and
Animals (z =-1.72, p > .05), Food Chain (z=-1.66 p > .05), and Biodiversity (z = -0.447, p >
.05).

Similarly, there was no significant difference between the mean pre-test and post-test scores
in the Environmentally Responsible Behaviour factor (z = -1.85, p > .05) and its Sub-
dimensions Ecological Awareness (z = -1.23, p > .05), Use of Energy Resources (z = -0.91, p
> .05), and Responsibility Towards Historical Artefacts (z = -1.41, p > .05).

No significant difference was found between the mean pre-test and post-test scores in the
Environmental Interest factor (z = -0.828, p > .05).

Findings on Whether There Is a Significant Difference Between the Experimental
Group and the Control Group in Their Mean Pre-test Environmental Awareness Scores

Research Problem: Is there a significant difference between the experimental group and the
control group in their mean post-test environmental awareness scores?

Table 9 shows the means and standard deviations for the mean post-test scores of the

experimental and control groups on the “Environmental Awareness Assessment Scale for 48-
to 66-Month-Old Children”.

Table 9.

Means and Standard Deviations for the Total Post-test Scores of the Experimental and Control Groups on the
Factors and Sub-dimensions of the Environmental Awareness Assessment Scale for 48- to 66-Month-Old
Children

Post-test
Environmental Awareness Assessment Scale for 48- to 66- n X SD
Month-Old Children
Ecosystem
Living and Non-Living Things 12 6.75 0.45
Plants and Animals 12 6.83 0.58
Food Chain 12 6.08 1.44
Biodiversity 12 5.50 0.90
Total 12 25.17 2.25
Environmentally Responsible Behaviour
__ Ecological Awareness 12 4.92 0.29
8 Use of Energy Resources 12 3.92 0.29
S Responsibility towards Historical Artefacts 12 3.00 0.00
£ Totl 12 11.83 0.39
g  Environmental Interest 12 3.00 0.95
o Total
Ecosystem
Living and Non-Living Things 10 6.70 0.67
Plants and Animals 10 5.60 0.97
Food Chain 10 4.80 1.75
Biodiversity 10 4.50 0.97
Total 10 21.60 3.06
Environmentally Responsible Behaviour
Ecological Awareness 10 4.20 0.42
Use of Energy Resources 10 3.80 0.63
Responsibility towards Historical Artefacts 10 2.40 1.07
S Total 10 10.40 1.78
< Environmental Interest 10 1.20 0.92
8 Total
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As seen in Table 9, the mean post-test scores on the Ecosystem factor were 25.17 for the
experimental group and 21.60 for the control group, the mean post-test scores on the
Environmentally Responsible Behaviour factor were 11.83 for the experimental group and
10.40 for the control group, and the mean post-test scores on the Environmental Interest
factor were 3.00 for the experimental group and 1.20 for the control group. Accordingly, the
experimental group had a higher mean score than the control group.

The Mann-Whitney U test was performed to find out whether the pre-test scores of the
experimental and control groups significantly differ from their post-test scores on the
“Environmental Awareness Assessment Scale for 48- to 66-Month-Old Children”, which
were measured after the implementation of the “Environmental Education Program Integrated
with Language Activities”. Accordingly, Table 10 shows the results of the Mann-Whitney U
test for the factors and Sub-dimensions of the “Environmental Awareness Assessment Scale
for 48- to 66-Month-Old Children”.

Table 10.

Mann-Whitney U Test Results for the Total Post-test Scores of the Experimental and Control Groups on the
Factors and Sub-dimensions of the Environmental Awareness Assessment Scale for 48- to 66-Month-Old
Children

Environmental Awareness Assessment ScaleGroups Mann-Whitney U Test
for 48- to 66-Month-Old Children
Mean Rank U p

Ecosystem

Living and Non-Living Things (post-test) Experimental 11.38 58.5 0.892
Control 11.65

Plants and Animals (post-test) Experimental 15.42 13 0.001"
Control 6.80

Food Chain (post-test) Experimental 13.58 35 0.043"
Control 9.00

Biodiversity (post-test) Experimental 14.54 235 0.011"
Control 7.85

Total (post-test) Experimental 14.92 19 0.006"
Control 7.40

Environmentally Responsible Behaviour

Ecological Awareness (post-test) Experimental 15.08 17 0.001"
Control 7.20

Use of Energy Resources (post-test) Experimental 11.63 58.5 0.843
Control 11.35

Responsibility towards Experimental 13.00 42 0.047"

Historical Artefacts (post-test)
Control 9.70

Total (post-test) Experimental 14.92 19 0.003"
Control 7.40

Total (post-test) Experimental 15.58 11 0.001"
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Control 6.60

According to the results of the Mann-Whitney U test in Table 10, the total post-test scores of
the experimental group on the Ecosystem factor and its sub-dimensions Plants and Animals,
Food Chain, and Biodiversity were significantly higher compared to the control group (p <
.05). There was no significant difference between the groups in the other subdimension (p >
.05).

The total post-test scores of the experimental group on the Environmentally Responsible
Behaviour and its Sub-dimensions Ecological Awareness and Responsibility towards
Historical Artefacts were significantly higher compared to the control group (p < .05).

The total post-test scores of the experimental group on the Environmental Interest factor were
also significantly higher compared to the control group (p <.05).

Discussion, Conclusion, Suggestions

The following results were found in this research conducted to determine whether the
“Environmental Education Program Integrated with Language Activities” has an impact on
the environmental awareness of children aged between 48 and 66 months:

e Results on whether there is a significant difference between the experimental group
and the control group in their mean pre-test environmental awareness scores: No
significant difference was found between the experimental group and the control
group in their mean scores on the Ecosystem factor of the “Environmental Awareness
Assessment Scale for 48 to 66-Month-Old Children” (p > .05). This result indicates
that the pre-test scores of the experimental and control groups are close. In other
words, the groups were similar before the “Environmental Education Program
Integrated with Language Activities” was implemented. This allowed the difference
between the groups to be observed more clearly after the program was implemented.
It can be said that this is the desired result.

In parallel to this result, in her study titled “The Effect of Story-Based Environmental
Education Program on 48-72-Month-Old Children’s Environmental Awareness and
Attitudes”, Bicer (2020) also found no significant difference between the experimental
and control groups in their environmental awareness levels.

Given the data in Table 4, it seems that the experimental and control groups had
similar levels of environmental awareness before the implementation of the education
program.

e Looking at the results whether there is a significant difference between the mean pre-
test and post-test environmental awareness scores of the experimental group, there is a
significant difference between their mean pre-test and post-test scores on the sub-
dimensions of the Ecosystem factor and on the total Ecosystem factor. There is no
significant difference between the mean pre-test and post-test scores on the sub-
dimensions of the Environmentally Responsible Behaviour factor and on the total
factor. However, the mean post-test scores on the sub-dimensions of the
Environmentally Responsible Behaviour factor and on the total factor were higher in
the experimental group. There is a significant difference between the mean pre-test
and post-test scores on the Environmental Interest factor.

In parallel to these results, in her study “An Investigation of the Effect of Drama-
Based Environmental Education on Children’s Environmental Awareness Levels”,
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Aysu (2019) found a significant difference between the pre-test and post-test scores of
the experimental and control groups.

Bradbery (2013) also noted that children’s literary works can positively change
children’s environment attitudes and that children’s literature has a huge impact on
environmental education. The present research found similar results. The fact that the
education program implemented results (in favour of the experimental group shows
the effect of the program. In addition, many other studies in parallel with these results
(Salli, Dagal, Kiigiikoglu, Niran & Tezacan , 2013; Giilay-Ogelman & Durkan 2014;
Lithoxoidou, Georgopoulos, Dimitriou & Xenitidou, 2017; Dilli, Bapoglu-Diimenci,
Turgut-Kesebir, 2018).

In line with the data in Table 6, it can be said that the “Environmental Education
Program Integrated with Language Activities” positively affected environmental
awareness levels of children in the experimental group.

Looking at the results whether there is a significant difference between the mean pre-
test and post-test environmental awareness scores of the control group, there is no
significant difference between their mean pre-test and post-test scores on the
Ecosystem factor. Likewise, there is no significant difference between their mean pre-
test and post-test scores on the Environmentally Responsible Behaviour factor and on
the Environmental Interest Factor. A possible explanation for these results might be
that the children in the control group maintained their regular education program and
were not exposed to any specific education.

When the results regarding whether there is a significant difference between the
environmental awareness post-test mean scores of the children in the experimental and
control groups are examined; according to the results of the Mann-Whitney U test
performed to compare the post-test scores of the experimental and control groups on
the “Environmental Awareness Assessment Scale for 48- to 66-Month-Old Children”
and its factors and Sub-dimensions, the experimental group had significantly higher
total post-test scores on the Ecosystem factor and its Sub-dimensions Plants and
Animals, Food Chain, and Biodiversity found between the groups in the other
subdimension (p > .05). The experimental group had significantly higher total post-
test scores on the Environmentally Responsible Behaviour and its Sub-dimensions
Ecological Awareness and Responsibility towards Historical Artefacts compared to
the control group (p < .05). The experimental group also had significantly higher total
post-test scores on the Environmental Interest factor compared to the control group (p
<.05).

Another study showing similarities with the results of the research is the study
conducted by Uslucan’s (2016) study titled “The Effects of the Environmental
Education Program on Pre-School Children’s (60-72 month) Environment Attitudes
(Sample for Canakkale)”. She also found a significant difference between the
experimental and control groups in their levels of environment attitudes after the
implementation of the Environmental Education program.

These results are consistent with those reported by Okur (2012). In her research titled
“Outdoor Experiential Education: Ecology Application”, Okur aimed to examine the
effectiveness of an outdoor environmental education program developed within the
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scope of environmental education for sustainable development. The extracurricular
environmental education program implemented in the experimental group was more
effective affectively, behaviourally, and holistically.

These results are in accord with previous results. According to the findings of the
research, it is apparent that the scores of the experimental group significantly differed
from those of the control group. It can be said that this difference was caused by the
impact of the educational program.

In light of the results of the present study, the following suggestions are offered for
further research and practice:

e Education programs can be designed by integrating environment issues with
different activities. The effect of education programs can be investigated in
experimental studies.

e Education programs with environment-oriented language activities can be used
with children from different socio-economic levels or cultures and their impact
can be investigated.

o Different research designs can be developed in which language activities are
used in environmental education. Longitudinal research can be carried out to
observe the long-run effects of environmental education.
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Genis Ozet

Giris:

Erken cocukluk doneminde cevre egitimi biitiin diinyada kuram ve uygulama boyutunda
tartistlan gilincel bir konu olmakla birlikte 6nemi ve gerekliligi giin gectikge artan bir
konudur. Siirdiiriilebilir bir ¢evre icin, bireylerin ¢ocukluklarindan beri ¢evrenin farkinda
olabilmesi, bu farkindaligin1 bir davranis olarak sergileyebilmesi, yasamina gegirebilmesi ve
en Onemlisi c¢evre sorunlari konusunda daha duyarli olabilmesi i¢in g¢evre egitimi ¢ok
onemlidir (Mahidin ve Maulan, 2010; Calis ve Yildirim, 2020). Erken ¢ocukluk yillarinda
cocuklarin dil-biligsel gelisimlerini, okuryazarlik becerilerini desteklemek i¢in resimli Sykii
kitaplarinin etkisine iliskin ¢cok sayida arastirma varken, ¢evre farkindaligi, ¢evre duyarliligi,
cevre okuryazarlik, ¢evreye olumlu tutum, davranis ve aliskanlik gelistirme becerilerine
iligkin Dil Etkinliklerinin etkisine yonelik bir arastirmanin goériilmedigi ya da ¢ok smurh
sayida farkli aragtirmalarin (6ykii kitaplarinin etkisi gibi) (Burke ve Cutter Mackenzie, 2010;
Bradbery, 2013; Hsiao ve Shih, 2015; Freestone ve O’Toole, 2016; Biger, 2020) oldugu goze
carpmistir. Bu baglamda arastirma, “Dil Etkinlikleri ile Biitiinlestirilmis Cevre Egitimi
Programi1”nin 48-66 aylik ¢ocuklarin ¢evre farkindaligina etkisinin olup olmadigini ortaya
koymak amaciyla yapilmistir. Bu amag dogrultusunda su sorulara yanit aranmistir:

1. Deney ve kontrol grubunda yer alan c¢ocuklarin cevre farkindalik oOn-test puan
ortalamalar1 arasinda anlamli diizeyde fark var midir?

2. Deney grubunda yer alan c¢ocuklarin ¢evre farkindalik On-test/son-test puan
ortalamalar1 arasinda anlamli diizeyde fark var midir?

3. Kontrol grubunda yer alan ¢ocuklarin ¢evre farkindalik On-test/son-test puan
ortalamalar1 arasinda anlamli diizeyde fark var midir?

4. Deney ve kontrol grubunda yer alan cocuklarin ¢evre farkindalik son test puan
ortalamalar1 arasinda anlamli diizeyde fark var midir?

Y Ontem:

Dil Etkinlikleri ile Biitlinlestirilmis Cevre Egitimi Programi’nin 48-66 aylik ¢ocuklarin ¢evre
farkindaligina etkisinin olup olmadigini ortaya koymak amaciyla yapilan bu arastirmada 6n
test — son test kontrol gruplu yar1 deneysel desen kullanilmistir. Arastirma kapsamina alinan
deney ve kontrol gruplarinin olabildigince denk olmasina 6zen gosterilmistir. Deney ve
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kontrol grubundaki ¢ocuklara program uygulanmadan énce “48-66 Aylik Cocuklar I¢in Cevre
Farkindalig1 Degerlendirme Olgegi” 6n test olarak uygulanmistir. On test puanlarinin her iki
grup icin de istatistiksel olarak anlamli olmadig: tespit edilmistir.

Desende bagimli degisken, “Dil Etkinlikleri ile Biitiinlestirilmis Cevre Egitimi Programi’nin
bu ¢ocuklarin ¢evre farkindaliklarina etkisi, incelenen bagimsiz degisken ise “Dil Etkinlikleri
ile Biitiinlestirilmis Cevre Egitimi Programi”dir. Calismada, deney grubuna se¢ilen ¢ocuklara
bulunduklar1 ortamdaki yasantilarina ek olarak, aragtirmacinin egitim verdigi uygulayicilar
tarafindan “Dil Etkinlikleri ile Biitiinlestirilmis Cevre Egitimi Programi” uygulanirken,
kontrol grubundaki ¢ocuklara yine ayn1 uygulayicilar tarafindan giinliik egitim programlarinin
uygulanmasina devam edilmistir.

Arastirmanin 6rneklemi belirlenirken, olasilikli olmayan 6rnekleme yontemlerinden uygun
ornekleme yontemi kullanilmistir. Bu arastirmada calisma grubunu X Universitesi’ne bagh
olarak yiiriitiilen uygulama anaokulundan iki grup olusturmustur. Bu gruplardan biri deney
grubu olarak digeri kontrol grubu olarak belirlenmistir. Deney grubunda 12 cocuk, kontrol
grubunda 10 ¢ocuk olmak fiizere toplam 22 c¢ocuk arastirmanin ¢aligma grubunu
olusturmustur.

Sonuglar ve Tartigma:

Deney ve kontrol grubundaki ¢ocuklarm “48-66 Aylik Cocuklar icin Cevre Farkindaligi
Degerlendirme Olgegi” Ekosistem alt faktdrii, Cevre Sorumluluk Davranisi alt faktorii ve
Cevre Ilgi alt faktorii, alt boyutlar1 ve toplam almis olduklari 6n test puanlarinin sira
ortalamalarinda (p>0.05) anlamli bir farklilik olmadig: tespit edilmistir. Deney grubunda yer
alan ¢ocuklarin gevre farkindalik 6n-test/son-test puan ortalamalari arasinda anlaml diizeyde
farklilik olup olmadigina iligkin sonuclar; Ekosistem alt faktoriiniin alt boyutlar1 ve toplam 6n
test/son test puan (z= -2,42, p<0.05) ortalamalar1 arasinda anlamli diizeyde bir farklilik
oldugu, Cevre Sorumluluk Davranis1 alt faktoriinlin alt boyutlarina ve toplam puanlarina
iliskin On test/son test puan ortalamalar1 arasinda anlamli diizeyde bir farklilik olmamakla
birlikte son test puanlarinin Cevre Sorumluluk Davranisi alt faktoriinlin toplam puan
diizeyinde ve biitlin alt boyutlar diizeyinde ve deney grubunda daha yiiksek oldugu, (Cevre
Sorumluluk Davranis1 6n test toplam= 11,42, son test=11,83), Cevre Ilgi alt faktoriine iliskin
(z=-2,5, p<0.05) oOn test/son test puan ortalamalari arasinda anlamli diizeyde bir farklilik
oldugu tespit edilmistir. Kontrol grubunda yer alan ¢ocuklarin ¢evre farkindalik 6n-test/son-
test puan ortalamalar1 arasinda anlamli diizeyde farklilik olup olmadigina iliskin sonuglar;
Ekosistem alt faktoriiniin (z= -1,45, p>0.05), 6n test/son test puan ortalamalar1 arasinda
anlamli bir farklilik olmadigi, Cevre Sorumluluk Davranis alt faktoriiniin (z= -1,85, p>0.05)
on test/son test puan ortalamalari arasinda anlamli bir farklilk olmadigi, Cevre Ilgi alt
faktoriine iligkin on test/son test puan ortalamalar1 arasinda (z=-0,828, p>0.05) anlamli
diizeyde bir farklilik olmadig1 ortaya ¢ikmistir.

Deney ve kontrol grubunda yer alan ¢ocuklarin ¢evre farkindalik son test puan ortalamalari
arasinda anlamli diizeyde farklilik olup olmadigma iliskin sonuglar; deney ve kontrol
grubundaki gocuklarin “48-66 Aylik Cocuklar igin Cevre Farkindaligi Degerlendirme Olgegi”
alt faktorleri, alt boyutlar1 ve toplam On test/son test puanlart Mann-Whitney U Testi
sonuclarina gore; deney ve kontrol grubundaki cocuklarin “48-66 Aylik Cocuklar I¢in Cevre
Farkindalig1 Degerlendirme Olgegi” Ekosistem alt faktorii toplam son test puanlari ile alt
boyutlar1 olan Bitki-Hayvan, Besin Zinciri ve Biyolojik Cesitlilik toplami (son toplam)
puanlar1 deney grubunda anlamli derecede yiiksek oldugu (p<0,05), diger puan tiirleri
acsindan gruplar arasinda anlamli bir farklilbik olmadigr (p>0,05), Cevre Sorumluluk
Davranig1 alt faktorii ile alt boyutlar1 olan Ekolojik Farkindalik, Tarihi Eserlere Karsi
Sorumluluk toplami(son toplam) puanlar1 deney grubunda anlamli derecede yiiksek oldugu
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(p<0,05), Cevre Ilgi alt faktorii toplami (son toplam) puanlari deney grubunda anlamli
derecede yiiksek oldugu tespit edilmistir (p<0,05).

Arastirmadan ve alan yazindan elde edilen sonuglar 1s18inda egitimci ve arastirmacilara
yonelik Oneriler gelistirilmistir.
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Oz

Her canli bir aile i¢inde diinyaya gelmekte, kisiligini, gelecegini bu aileye gore sekillendirmektedir. Toplumun en
temel birimi olan aile ise yeni yasantilar1 bigimlendirmede 6nemli bir gii¢ olarak ele alinmaktadir. Bu kapsamda
ailedeki tiim bireyler rol ve sorumluluklarini yerine getirdigi oranda bu gii¢ etkin hale gelebilecektir. Bireylerin
rol ve sorumluluklarini yerine getirmede onemi yadsinamayacak olan sey ise duygusal durumlaridir. Nitekim
ailede yasanabilecek, duygusal problemler islevsellige de biiylik Glgiide zarar verebilmektedir. Bu duygusal
problemlerden biri de aileye katilan 6zel gereksinimli bireylerdir. Ozel gereksinimli birey, ailedeki tiim dengelerin
yeniden sekillenmesini saglarken, beraberinde duygusal zorlanmalara da neden olabilmektedir. Bu bilgiler
1s1¢inda arastirmada 6zel gereksinim tiirlerinden biri olan 6grenme giigliigiine sahip ¢ocuklar ve bu ¢ocuklarin
ailelerinin yasamis olduklar1 duygusal siireclerin incelenmesi ve ailelere dnerilerin sunulmasi amaglanmistir.

Anahtar Kelimeler: Aile, 6grenme gii¢liigili, duygusal siireg

Abstract

Every living thing is born into a family and shapes its personality and future according to this family. The family,
which is the most basic unit of society, is considered as an important power in shaping new lives. In this context,
this power will become effective as long as all members of the family fulfill their roles and responsibilities. The
thing that cannot be denied in fulfilling the roles and responsibilities of individuals is their emotional state. As a
matter of fact, emotional problems that may occur in the family can greatly harm functionality. One of these
emotional problems is individuals with special needs who join the family. Individuals with special needs may
reshape all the balances in the family, and this may bring emotional difficulties. In the light of this information, it
is aimed to examine the emotional processes experienced by children with learning disabilities, which is one of
the special needs, and their families, and to offer suggestions to families.

Key words: Family, learning disability, emotional process

Giris

Toplumdaki en kiigiik ama bir o kadar da 6nemli bir birim olan aile, toplumsal devamliligin
saglanmasinda rol almakta, tyelerinin psikolojik ve fizyolojik ihtiyaglarini karsilamakla

gdrevlerini yerine getirmektedir (Tepeli, 2018). Iki farkl1 bireyin, iki farkli diinyanin bir araya
gelmesiyle olusan ailede meydana gelebilecek her degisme ya da gelisme, aileye katki

1 29-31 Mayis 2021 tarihinde Ulusal Disleksi Zirvesinde Sozlii Bildiri olarak sunulmustur.

2 Ogr. Gor. Dr. Cankir1 Karatekin Unversitesi Saghk Bilimleri Fakiiltesi Cocuk Gelisimi Boliimii, gulkadan@gmail.com
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saglamakta ya da ailenin mevcut olan dengesinin sarsilmasiyla sonuglanabilmektedir (Metin,
2018). Bu degisme ve gelismelerden biri de bebegin diinyaya gelisidir. Her aile diinyaya
getirece@i bebeginin saglikli olmasimi istemekte ve beklemektedir. Ancak bazen farkli
nedenlerle, bu istekler gerceklesememekte ve diinyaya o©zel gereksinimli bir bebek
gelebilmektedir. Ozel gereksinimli ¢ocuga sahip olan anne-baba ve aile cevresi ise bu
durumdan olduk¢a farkli diizeylerde etkilenebilmekte, birtakim duygusal ve psikolojik
problemler yasanabilmektedir (Ongdren ve Yilmaz, 2018). Ozel gereksinimli ¢ocuklardan biri
de 6grenme giicliigii tanis1 olan ¢cocuklardir (Aral ve Giirsoy, 2011).

Ruhsal Bozukluklarin Tanis ve Istatistiksel El Kitab1 (DSM-V), 6grenme giicliigiine yonelik
birtakim tami kriterleri belirlemistir. Bu tani kriterleri asagida sunulmustur (Akt. Koroglu,
2018):

a) Gerekli girisimlerde bulunulmus olmasina karsin, en az alti aydw siiren asagidaki
belirtilerden en az birinin varlig: ile belirli, ogrenme ve okul becerilerini kullanma
gicliikleri,

Sozciik okumanmin yanlis ya da ¢ok yavas ve ¢ok ¢aba gerektiriyor olmast,

Okudugunu anlama giigliigii,

Harf harf séyleme-yazma gii¢liikleri,

Yazili anlatim giigliikleri

Sayt algisi, say gergekleri ya da hesaplama giigliikleri,

Sayisal uslamlama giigliikleri.

) Etkilenen okul becerileri, kisisel olarak uygulanan gegerli basari él¢iimleri ve kapsamli
klinik degerlendirme ile dogrulandig: iizere, kisinin zaman dizinsel yasina gore
beklenenden onemli élgiide ve olgiilebilir derecede altinda olmast ve okul ya da isle
ilgili basari ya da giinliik yasam becerilerini ileri derecede bozmasi,

¢) Osrenme giicliiklerinin okul yillarinda baslamasi, ancak etkilenen okul becerileriyle

ilgili gerekliliklerin, kisinin simwrly yeterliligini agsmadik¢a tam olarak kendini
gostermeyebilir.

d) Ogrenme giicliikleri, anliksal yeti yitimleri, diizeltilmemis gérme ya da duyma

keskinligi, diger ruhsal ve sinirsel bozukluklar, ruhsal, toplumsal giicliikler, okulda
kullanilan dili tam bilmeme ya da egitsel yonergelerin yetersizligi

SoukrwnE

Ifade edilen tam kriterleri dikkate alindiginda 6grenme giicliigii, cocugun duygusal ya da
davranis problemlerine bagli olarak olusmayan, okul yillarinda ortaya ¢ikan, normal ya da
normalin iistiinde zekaya sahip olmasina ragmen, okuma-yazma, matematik becerilerinde
giicliik ile kendini gdsteren bir problem durumu olarak tanimlanmaktadir (Dogan, 2018).

Ogrenme giicliigii farkl1 basliklar altinda incelenmektedir. Bunlara asagida yer verilmistir.

Okuma giicliigii (Disleksi): Bireyin yasina gore okuma becerisinin kendisinden beklenen
seviyenin altinda ger¢eklesmesi olarak tanimlanabilir. Okuma gii¢liigii farkli formlarda ortaya
cikmaktadir (Dogangiin, 2008). Okuma eylemi sirasinda birey, sesleri, heceleri ya da kelimeleri
atlayarak okuyabildigi gibi, olmayan kelimeleri ekleyerek de okuma eylemini
gerceklestirebilmektedir. Atlama ve eklemelere ilave olarak ¢cocuk, kendine giiven problemleri
yasadig1 anda okudugu kelimeyi tekrarlayabilmekte, harfleri ya da heceleri ters cevirerek
okuma yapabilmekte, okuma sirasinda telaffuz hatalar1 yapabilmekte ya da kelimeleri dogru
seslendirememekten, noktalama isaretlerine dikkat etmemekten/bilmemekten yanlis okumalar
yapabilmektedir (Dag, 2010).

Matematik / Aritmetik giicliigii (Diskalkuli): Matematik giicliigiinde ¢ocuk, sayilari, say1
saymayi, paralari, sayilarla islem yapabilmeyi, problemleri anlama ve ¢ozme yeterliliklerini
yerine getirememektedir. Tiim bunlarin yaninda mekansal olarak akil yiiriitme, geometrik

44



Ogrenme Giicliigiinde Aile ve Duygusal Siire¢ler

sekilleri anlama ve kullanmada da sorunlar yasayabilmektedir. Cocuk sayilar1 yazamamakta,
matematiksel islemleri yapmakta zorluk yasamaktadir. Ayrica zaman kavramin
anlamlandirmada da sorunlarla karsilasilmaktadir (Beacham ve Trott, 2005; Butterworth,
2003).

Yazili anlatim giicliigii (Disgrafi): Yazma giigliigii diger 6grenim gilicliigli cesitlerinde de
oldugu gibi yazma eyleminin ¢ocugun gelisiminin altinda olmasi durumudur. Bu 6grenme
giicliigli ¢esidinde ¢ocuklar kelimeleri yarim olarak yazmakta, harfleri atlamakta,
kelimeler/harfler arasinda diizensiz bosluklar birakilabilecegi gibi bitisik olarak da
yazabilmektedir. Yazi yazarken g¢ocuk bilek pozisyonunu dogru konumlandiramamakta,
kagidin yOniinii yanlis olarak yorumlayabilmekte, yazilari kopyalamakta zorlanmakta, yazi
yazarken yorulmakta ve sik aralar vermektedir. Noktalama isaretlerini yanlis kullanan ¢ocuk,
birbirine benzeyen (b-d, p-b gibi) harfleri karistirmaktadir (Dogan, 2018; Dogangiin, 2008).

Motor planlamada zorluk (Dispraksi): Ogrenme giicliigiiniin bu tiiriinii yasayan cocuklarda
viicut hareketlerinin koordine edilmesinde sorunlar yasandigi i¢in denge problemlerini
yasamakta ve beceriksiz hareketler sergilemektedir (Dogan, 2018).

Sozel olmayan ogrenme giigliigii: Sozel olmayan Ogrenme gligliigiinde cocugun diger
O0grenme glgcliigii alt tirlerinde herhangi bir problemi olmamasina ragmen, davranis
problemleri ya da duygusal bozukluklar1 yasayabilmektedir (Korkmazlar, 2003).

Ogrenme giicliigii, dogum sonras1 désnemde baslamasina ragmen, ¢ocuk okula gidene kadar
tanilanamamaktadir. Tanilanmadan Once siklikla tembel olarak nitelendirilen bu ¢ocuklarda
sadece akademik alanda degil, biligsel, dil ve sosyal gelisim alanlarinda da sorunlar
yasanmaktadir (Dogan, 2018). Ogrenme gii¢liigii tanili olan ¢ocuklar, okulda akademik
anlamda kendilerinden beklenilenleri yerine getirmekte zorlanmaktadirlar. Cocuklarin yagamig
olduklar1 bu sorunlar, duygusal ve davranigsal problemlere neden olmaktadir. Cocuklar
beklenilen gorevleri yerine getiremedigi anda somatik sikayetler, izolasyon problemleri,
anksiyete ve depresyon, saldirganlik gibi digsallagtirilmig davranislar da goriilebilmektedir.
Tiim bunlara ek olarak dikkat problemlerini de yasamaktadirlar (Aslan, 2015; Barkauskien ve
Bieliauskaite, 2002; Hassan, 2015; Jennifer vd., 2006; Kili¢- Tiilii ve Ergiil, 2016; Kuruyer ve
Cakiroglu, 2017). Cocuklarin okulda yasamis olduklar1 sorunlar eve de yansimakta ve basta
anne-baba olmak iizere ¢ocugun kardesi ve yakin g¢evresinde de birtakim sorunlar
yasanabilmektedir. Bu sorunlar daha yakindan incelendiginde ebeveynlerde stresin artmasi,
cevreden alinan olumsuz geri bildirimler, okul ile etkilesimde problemlerin yasanmasi
sayilabilmektedir. Ailede yasanan bu tiir duygu ve durumlar ise cocuklarina yonelik
beklentilerini etkilemekte, tolerans diizeylerini diisiirmektedir (Dogan- Temur ve Korkmaz,
2021; Dyson, 2010; Floyd ve Olsen, 2017; Heiman, Zinck ve Heath, 2008; Kilig- Tiilii ve Ergiil,
2016; Oztekin ve Giilbahge, 2019). Ancak ebeveynlerin cocuklarina ydnelik yasadiklar1 bu
problemler, ¢ocuklarin mevcut 6grenme giigliigii ile birlesmesi durumunda durumu daha da
zorlastirabilmektedir. Bu nedenle 6grenme giicliigii tanili ¢ocuklarin ailelerinde yasanan
duygusal problemlerin ele alinmasinin, onlara ¢6ziim sunulmasinda yararli olacagi ve sonug
olarak cocugun gelisim ve egitimine katki saglayacagi diislinlilmektedir. Bu dogrultuda
ogrenme giicliigii tanili ¢ocugun ebeveyni ve kardesi olmanin anlami alan yazin géz Oniine
alinarak tartigilacak ve bu kapsamda oneriler sunulacaktir.

Ogrenme Giicliigii Olan Cocugun Ailesi Olmak

Aile ¢ocugun gelisiminde ve topluma katiliminda olduk¢a 6nemli olan bir gii¢ ve en kiiciik
sosyal topluluk olarak tanimlanabilir. Topluma uyumlu bireylerin yetistirilmesinde en 6nemli
giiclerden biri olan ve yasayan bir organizma olarak ele alinabilecek aile, olumlu ve olumsuz
yasantilardan etkilenmekte, bu etkilenme sonucu duygusal, psikolojik birtakim zorlanmalarla
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kars1 karsiya kalabilmektedir (Basogul, Lok ve Oncel, 2017; Dissiz ve Sahin, 2008; Giiler, Tel
ve Tuncay, 2005; Kairys ve Johnson, 2002; Kelly ve Johnson, 2008; Sentiirk, 2012). Bu
noktada ailedeki tiim bireylerin saglikli, huzurlu ve mutlu olmalari ise toplumun psikolojik
saglamlig1 acgisindan oldukca onemlidir. Psikolojik saglamlik ise olumsuz yasantilara uyum
saglayabilme ve en az zararla bu durumdan ¢ikabilmek olarak tanimlanmaktadir (Babaroglu,
2018). Ailede psikolojik zorlanmalara neden olan pek ¢ok faktér bulunmaktadir. Bu
faktorlerden biri de ¢ocuklarinin gelecek endisesi ve sagliklart olarak ele alinabilir (Gardazi,
Mobeen ve Gardazi, 2016; Koksal ve Kabasakal, 2012; Uguz, Toros, Yazgan- Inan¢ ve
Colakkadioglu, 2004).

Cocuk sahibi olma kararin1 vermekle bir anlamda bu stres faktorleri gelismeye baslamakta ve
bebek diinyaya gelene kadar da bu stres devam edebilmektedir. Bunun altinda yatan en 6nemli
faktor ise cocugun saglikli olmasi, herhangi bir hastalifinin olmamasi, ¢evresi tarafindan
begenilmesi ve 6zel gereksinime sahip olmamasidir (Metin, 2018). Ancak gerek dogum Oncesi,
gerek dogum siras1 ve gerekse dogum sonrasi birtakim nedenlerle beklenen her zaman bu
yonde gerceklesmemekte, aileler korktuklar1 durum olabilecek olan 6zel gereksinime sahip
olan bireyi diinyaya getirebilmektedir. Ailelerin bu duruma genel olarak farkl tepki verdikleri
belirtilmektedir (Akkok, 2003; Alkan- Ersoy, 2013; Al-Yogan, 2010; Bendrix, Nordstrom ve
Siyberg, 2007; Chien ve Lee, 2013; Ginieri- Coccossis vd., 2013; Ogiilmiis, 2021; Padeliadou
ve Chideridou, 2013; Rogers, 2007; Tunca, 2020). Bunlara asagida yer verilmistir.

Ogrenme Giicliigiine Sahip Olan Cocuk Karsisinda Ailelerin Verdikleri Tepkiler

Ogrenme gii¢liigiiniin tani1lanmas1 diger 6zel gereksinim gruplarina gore daha ge¢ olmaktadir.
Bunun altinda yatan farkli nedenler bulunabilmekle birlikte, en temel nedenin 6grenme
giicliigliniin akademik nedenlerle baglantili olmasidir. Cocugun okul 6ncesi donemdeki
davranislari, dikkati, algilamasindan dolay1 siiphelenilen 6grenme gii¢liigii, cocugun okuma-
yazmayi, 0grenme sirasinda yaptigi hatalarla goriiniir hale gelebilmektedir (Bonnes, 2021;
Yildiz, 2019). Ogrenme giicliigii ilkdgretim déneminde tanilanmis olsa da, okul &ncesi
donemde var olan birtakim belirtiler de ebeveyn ve 6gretmenlere uyarici 6zellik tagimaktadir.
Asagida 6grenme giicliigiiniin okul dncesi donemdeki belirtilerine yer verilmistir.

Okul o6ncesi donem c¢ocuklarinda 6grenme giicliigii isitsel- bellek alaninda, gorsel bellek
alaninda, dokunarak ayrimlastirmada ve dil sorunlarinda ortaya ¢ikabilmektedir (Aslan, 2015,
Toki, Zakopoulou ve Pange, 2014). Cocuk isitsel bellek alaninda kendisinden beklenen dogru
kelime yapisin1 gosterememekte, sirayla konusmakta zorluk yasamakta, ritmik oyunlar ve
etkinliklerde problemlerle karsilastigt icin katilmamakta, kelimeleri dogru telaffuz
edememekte, yiiksek sesle okunan hikayeleri anlamadigi i¢in dogru ve uygun cevaplar
verememektedir. Ayn1 zamanda kendini ifade etme ya da konusma sirasinda dogru sozciikleri
bulamayan ya da sozciikleri karistiran ¢ocuk, temel sozciikleri (kosmak, yemek, vermek) yanlis
anlayabilmektedir. Cocuk heceleri c¢evirebilmekte (mavi yerine vami gibi), bazi1 harfleri
karigtirabilmekte (f-v, b-m gibi), kafiyeli sozciiklerle oynanan oyunlara katilmamaktadir
(Barnes vd., 2020; Dogan, 2012; Turgut, 2008).

Gorsel bellek alaninda g¢ocuklar, gorsel ayrimlastirmay1 yaparken sorunlarla karsilagsmakta,
zemin ve figlirii ayirt edememekte, uzaklik ve derinligi de algilayamadiklarindan kazalara agik
hale gelmektedirler. Okuma-yazmaya hazirlik etkinliklerinde ¢izim ve kopyalamaya kars1
isteksizlik sergilediklerinden, geometrik sekilleri ¢izmede sorun yasadiklarindan katilim
gdstermemekte ya da yarim birakabilmektedir (Geary, 2013; Ozat, 2010). Cocuklarla oynanan
ve gozii kapaliyken avcuna gizilen sekli yine ayirt etmekte giicliik yasayan ¢ocuklar dokunarak
ayrima varamamaktadir (Dogan, 2012; Tannock, 2014).
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Okul 6ncesinde 6grenme problemi yasayan ¢ocuklar dilin fonolojik ve semantik islevlerinde
yetersizlikler gostermektedir. Oyle ki ¢ocuk kendini ifade etme becerisinde gramer yapisina
uygun s6z dizimine sahip olmadigindan basarisiz olmaktadir. Dil becerisi yasina ve gelisim
diizeyine gore geciken cocuklar olabildigi gibi bebeksi Ozelliklerle konusan ¢ocuklar da
bulunmaktadir (Balik¢1 ve Melekoglu, 2020; Ozat, 2010; Snowing, 2012). Cocuklarin bu
ozelliklere ek olarak zamani 1iyi kullanamadiklari, wuyaranlarin smiflandirilmasi,
gruplandiriimasinda sorunlar yasadiklar1 da belirtilmektedir (Dogan, 2012; Ozat, 2010).
Ogrenme giicliigii olan ¢cocuklar mekanda konum almada, yon bulmada, sag-sol ayirt etmede
sorun yasamakta, On- arka kavramlarini anlamlandiramadiklart i¢in kendilerine verilen
yonergeleri anlamamakta ya da karistirmaktadirlar (Dogan, 2012; Mamarella ve Pazaglia,
2010; Ozat, 2010).

Cocuk okul 6ncesi kurumdan okula gectiginde de okuma- yazma 6grenme akranlarina gore
daha gec¢ ve gii¢c olmaktadir (Cikili, Deniz ve Kaya, 2019; Gallegas, Langley, Villegas, 2012;
Gruner, Ostberg ve Hedenius, 2017; Ilker ve Melekoglu, 2017; Magasale, Patil, Patil ve
Magasale, 2011). Cocuk biligsel gelisime yonelik sorularda zorlanmakta, dili dogru
kullanamamakta, matematik problemlerini ¢6zememekte, akranlari tarafindan dislanmakta ve
bu durum ¢ocugun 6zgiliven, benlik saygisini ciddi oranda zedeleyerek antisosyal davranislar
diyebilecegimiz saldirganlik, isyan etme, kars1 gelme gibi sorunlara yol agmaktadir (Alexander
ve Slinger, 2004; Dogan, 2018; Elemek, 2008).

Ebeveynler, cocuklar1 diinyaya gelmeden dnce, ¢ocuklarina yonelik birtakim beklenti, plan
icerisine girebilmektedir. Bu planlamalarda ¢ocuklarmin basarili olmasi, okul hayatinda iyi
notlar almalari, akranlar1 basta olmak {izere etrafindaki kisilerle iyi ge¢inmesini istemektedir.
Bir bagka ifadeyle ¢ocugun eve sorun sayilabilecek problemleri getirmemelerini istemektedir
(Atabek, 2018). Ancak cocugun 6zel gereksinimli olarak diinyaya gelmesi, basta ebeveynler
olmak iizere tiim aile bireylerinin birtakim duygusal problemler gelistirmelerine neden
olmaktadir (Sakiz ve Bas, 2019). Ozel gereksinimli gocugun cevresinde yer alan aile {iyeleri
cocugun durumunu kabullenmede birtakim asamalardan ge¢mektedir. Alan yazinda
ebeveynlerin ve ailedeki diger bireylerin ¢ocugun 6zel gereksinim tanisi almasindan sonra
yasadiklar1 asamalara asagida yer verilmistir (Ercan, Kirlioglu ve Kalayci- Kirlioglu, 2019;
Heiman, 2002).

Ozel Gereksinimli Cocuklarin Ailelerinin Durumuna Yonelik Modeller

Ozel gereksinimli ¢ocuklarin aileleri, cocuklarmnin durumlarim grendikleri andan, durumu
kabul edene kadar birtakim modellerden gegmektedirler. Bunlar, asama, stirekli liziintii, kisisel
yapilanma, gii¢siizliik ve anlamsizlik alt basliklar: halinde asagida verilmistir.

Asama modeli: Cocugun Ozel gereksinimli tanisi aldiktan sonra aileler ilk olarak sok,
inanmama, inkar, ofke/kizginlik, pazarlik, iiziintii, depresyon, sucluluk, kabullenmeme,
uzlagma, uyum ve kabul asamalarindan gecerler. Ailede cocugunun 6zel gereksinimli oldugu,
ihtiyaglarmin farkli olacagi, gelisimi ve egitimi i¢in desteklenmesi gereklili§inin ortaya
c¢ikmasindan sonra, ilk verilen tepki sok ve inanmama boyutunda olmaktadir. Farkli arayislar
bu siirecte devam etmekte, bu siirecte inkar mekanizmasit yogunlukla kullanilmaktadir.
Durumun degismemesi aile iiyelerinin cocuga ya da birbirlerine kars1 6tke/kizginlik tepkileri
gelistirmelerine, durumun degismesi ig¢in pazarlik yapmaya dogru gecis gostermeleriyle
sonuglanabilmektedir. Ebeveynlerin c¢ocuklarinin durumlarin1 degistirememeleri, onlarin
psikolojik ve duygusal problemler yasamalariyla sonuglanabilmektedir (Allred, 2014; Allred
ve Hancock, 2012; Aral ve Giirsoy, 2011; Buntix, 2013; Celikbas, 2021; Demirok, Ak¢amete
ve Oyken, 2018; Dogan, 2015; Giileg- Aslan, 2016; Haley, Hammond, Ingalls ve Marin, 2013;
Ho, 2009; Valluri, Mammen ve Lass, 2015; Wehmeyer, 2013; Yazici ve Durmusoglu, 2017).
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Siirekli iiziintii modeli: Ailelerin 6zel gereksinimli ¢cocuklarin durumlarini kabullenmelerinde
yasadiklar1 bir diger model ise siirekli iiziintii modelidir. Siirekli {iziinti modelinde, aile,
cocuklariin 6zel gereksinim durumlarini, her an diisiinmekte, yapmaya calistiklart isleri
yaparken kendilerini mutsuz hissetmektedir. Bir baska ifadeyle siirekli tiziintii duymaktadir
(Altundag- Kumas ve Siimer, 2019; Arslan, Ulas ve Coskun, 2020; Dogan, 2015; Morris, 2016;
Ozteke- Kozan ve Hamarta, 2019; Rees ve Bradshaw, 2018; Sen ve Aykara, 2018).

Kigisel yapilanma modeli: Gebelik doneminden itibaren ebeveynler ¢ocuklarina yonelik
kafalarinda birtakim biligsel semalar gelistirirler. Bu bilissel semalar ¢ocuklarinin ¢ok basarili
olacaklari, ¢cok iyi mesleklere sahip olacaklar1 seklinde yapilanmaktadir. Ancak ¢ocuklarinin
durumu karsisinda aileler mevcut olan biligsel yapilarini degistirmek ve diizenlemek zorunda
kalmaktadirlar (Aksakal, Kuc ve Atasayar, 2019; Dogan, 2015; Sen ve Aykara, 2018; Yildiz,
2020).

Giigsiizliik ve Anlamsizlik modeli: Ailelerin verecekleri tepkilerin ¢evresinde bulunan kisilerin
diisiinceleri ile yakin iligki icinde oldugu belirt@.len bu modelde, aileler giigsiizliik ve caresizlik
icine girebilmektedir (Demirok, Ak¢amete ve Oyken, 2018; Dogan, 2015).

Ozel gereksinimli ¢ocuklarm ailelerinde goriilebilecek yukarida ifade edilen modeller 6grenme
giicliigii tanis1 olan cocuklarin ailelerinde de goriilebilmektedir (Kurtbeyoglu ve Yildiz-
Demirtag, 2020).

Ailelerin ifade edilen bu modellerdeki siirecleri yasamalarinda etkili olan birtakim faktorler
bulunmaktadir. Bunlar, ¢ocuklarinin bazi alanlarda olaganiistii basar1 gosterip, bazi alanlarda
basarisiz olmalari, sevdigi isleri yaparken, sevmedigi islerden uzak kalmasi gibi davranislar
olabilmektedir. Tiim bunlara bagl olarak ¢ocuk gerek 6gretmeni, gerek arkadaslari, gerekse
aile ¢cevresindeki kisiler tarafindan tembel olarak yargilanmaktadir. Bu yargilama ebeveynlere
de yansimakta ve ebeveynler durumu kabullenirken farkli duygusal siireclerden
gecebilmektedir (Dogan, 2012; Korkmazlar ve Siiriicti, 2007; Snowling, 2005). Ayrica aileler
cocuklarinin durumlarmni kabullenirken, ayn1 zamanda ¢ocuklarinin olumsuz ydnde yapilanan
sosyal iligkileriyle de kars1 karsiya kalmaktadir.

Ogrenme giicliigii tanis1 olan cocuklarin akran iliskilerinde problemler yasanabilmektedir.
Yapilan arastirmalarda 6grenme giicliigii olan ¢ocuklarin akranlari arasinda, dislanmayi
siklikla yasadiklar1 ve akran zorbaligina ugradiklart sonucuna ulasilmistir (Agaliotis ve
Kalyva, 2008; Baumeister, Storch ve Geffken, 2008; Bildiren ve Firat, 2020; Floyd ve Olsen,
2017; Kilig- Tiilii ve Ergiil, 2016; Steele, 2000; Urfali- Dadandi ve Sahin, 2018). Cocugun
akran iligkilerinde yasamis olduklar1 problemler, akran zorbalig1, ¢ocuklarda 6zgiiven kayb1 ve
benlik saygisinda azalma, problem davranislar, duygusal ve davranigsal sorunlara yol
acabilmektedir (Korkmazlar ve Siiriicii, 2007; Kurdoglu, 2001; Snowling, 2005). Cocuklarin
gelisimlerini desteklemek ve onlar1 sosyal anlamda yetistirmek gorevini iistlenen ailelerin
cocuklarinin mevcut akademik basarisizliklarina eklenen bu tip durumlar ise aileleri duygusal
anlamda sorunlara, psikolojik problemlere yakinlastirmaktadir. Asagida ailelerin yasadiklar
duygusal sorunlar ve psikolojik problemlere yer verilmistir.

Ogrenme Giicliigiine Sahip Cocugu Olan Ailelerin Yasadiklar1 Duygusal Siirecler

Ogrenme giicliigiine sahip cocugu olan ailelerle yapilan ¢alismalarda, ailelerin sosyal destek
eksikligi yasadiklari, aile yiiklerinin arttig1, ebeveyn kabulii-reddi konusunda problemler
yasadiklar1 belirlenmistir (Al- Vagon, 2015; Banga ve Ghosh, 2017; Heiman ve Berger, 2008;
Kurtbeyoglu ve Yildiz- Demirtas, 2020; Lalvani ve Polvere, 2013; Livingstone, Siegel ve
Ribary, 2018; Majorano, Brandino, Morelli ve Maes, 2017; Rogers, 2007). Bu konular ayri
basliklar altinda agsagida sunulmustur.
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Sosyal Destek Eksikligi: Sosyal destek, ailedeki bireylerin herhangi bir problem durumlarinda
bir araya gelerek birbirlerine sunduklar1 yardim olarak ifade edilmektedir. Bu yardimin i¢inde
maddi ya da manevi destek vermek, ailede sikintida olan kisilerin rahatlatilmasi gibi kavramlar
girmektedir. Ailelerdeki sosyal destek sayesinde bireyler arasinda degerler ve duygular
paylasilmakta, ihtiyaglar karsilanarak sosyal roller yerine getirilmekte, degisikliklere ve zor
yasam kosullarina dayaniklilik gelistirilmektedir. Aileler birbirlerine verdikleri sosyal destek
sayesinde stresli yasam olaylariyla daha iyi miicadele edebilmektedirler (Akgiin ve
Gokgeaslan- Ciftci, 2010; Cuzzocrea vd., 2016).

Ogrenme giicliigii gocukta fark edildikten sonra ailede anne-baba disinda yer alan diger bireyler
de bu duruma kars1 farkli yaklasimlarda bulunabilmektedir. Baz1 aile bireyleri anne-babay1
destekleyici yonde davranislarda bulunurken, bazi aile bireyleri ise gocugun durumundan anne-
babanin yaptig1 kendilerine gore hatali olan davranislarin1 sorumlu tutabilmekte, tiim kabahati
onlara yiikleyebilmektedir. Onlara gore, anne-baba yeterli ebeveynlik yapmis olsalardi, boyle
bir durumun yasanmayacagini bile diistinmektedirler (Cen ve Aytag, 2017; Kurtbeyoglu ve
Yildiz- Demirtas, 2020). Hatta bazen sadece aile biiyiikleri degil, esler de bu yonde birbirlerini
suclayacak davranis ve sOylemler i¢cinde yer almakta ve diger esin diislince ve davranislarini
yok saymakta ve ona herhangi bir sosyal destek saglamamaktadir (Deniz, Dilmag ve Aricak,
2009). Boyle bir durumda ise ebeveynler kendilerini garesiz hissetmekte, yogun oranda
ebeveynlik stresi yasamakta, bu stres sonucunda aile yapilarinda bozulma ve bosanmalar,
anksiyete ve depresyon duygularinin yasanmasi gibi durumlar goriilebilmektedir (Isa vd.,
2016). Cocuklarinin durumlarin1 diger aile iiyelerinden gelen davranis ve tepkilerle
icsellestiren ebeveynler sosyal destek algilamadiklarini, hem cocukla ugrasip hem de
etrafindaki bireylere durumu anlatmanin ne kadar zor oldugunu ifade etmekte ve bunun
sonucunda tiikenmisglik yasadiklarini da belirtmektedirler (Antshel ve Joseph, 2006; Atalay,
2013; Bonifacci vd., 2013; Bonifacci vd., 2016; Biiylikcakmak, 2015; Cen ve Aytag, 2017,
Karande vd., 2009). Oysa arastirmalarda, cevresinden yeterli destegi alan ebeveynlerin
olumsuz duygulanimlar1 daha az yasadiklari, yalniz olmadiklarini diistindiikleri, yalmzlik,
tiikenmislik gibi duygu durumlarina daha az oranda rastlandigy, stres ve depresyon diizeylerinin
diisiik olduguna yonelik bulgulara ulagilmistir (Boyd, 2002; Lu vd., 2015; Sentiirk ve Varol-
Saragoglu, 2013; Weis, 2002). Ogrenme gii¢liigii tanis1 olan ¢ocuklarin ebeveynlerinde ortaya
cikan bir diger durum ise aile yiiklerinin artmasi ve buna baglh olarak ortaya cikabilecek
sorunlardir.

Aile Yiikii: 11k kez 1963 yilinda Grad ve Sainsbury tarafindan tamimlanan aile yiikii, 6zel
gereksinime sahip olan ¢ocuklarin ailelerinin karsilamak zorunda kaldiklari, ekonomik ve
duygusal zorlanmalar olarak tanimlanmaktadir (Arslantas ve Adana, 2011; Yildirim- Sar1 ve
Bagbakkal, 2007; Yildirim ve Baskaya, 2012). Ozel gereksinimli birey, ailede mevcut olan
yapilarin degismesine neden olabilmektedir. Ailede mevcut olan yapilarin degismesi, rol ve
beklentileri etkilemekte, ailenin 6zel gereksinimli olan bireye yonelik diizenlemeler yapmasini
gerektirmektedir. Bu degisimle birlikte, ¢ocugun &zel gereksiniminin derecesi, egitim
ihtiyaclari, ek destek verilmesi gereken durumlar gibi pek ¢ok etken ailedeki yiikiin artmasina
bu yiikiin artmas1 da ailede stres, anksiyete, yalnizlagsma, tlikenmislik yasanmasi gibi farkl
duygulara neden olabilmektedir (Chou, 2000; Houtrow ve Okumura, 2011).

Ogrenme giicliigiine sahip cocugu olan ailelere yonelik yapilan arastirmalarda, ailelerin
cocuklarinin akademik basarisizliklar1 basta olmak iizere durumlarinin ¢ogunu kendilerine
yonelttikleri, yaptiklar1  bir davranig karsiliginda cezalandirildiklar1t  diisiincesini
icsellestirdikleri, tiim bunlara bagli olarak yasam kalitelerinin diistiigli, ¢ocugun egitiminde
aktif rol almak yerine pasifize olmay:1 tercih ettikleri ve bu tercihle beraber okul- aile
igbirliginin zayifladig1 ve tiim bunlarla da aile yiiklerinin gereginden fazla arttigina yonelik
sonuglara ulagilmistir (Altin ve Uzuner, 2016; Atagiin vd., 2011; Craig vd., 2016; Cengelci,
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2009; Ginieri- Coccossis vd., 2013; Giirhapur ve Dalgig, 2017; Karande ve Kuril, 2011,
Karende ve Kulkarni, 2009; Kenny ve McGilloway, 2007; Reid, 2016; Simon ve Easvaradoss,
2015). Gerek aile ylklerinin artmasi, gerekse sosyal destegin azalmasi durumunda
ebeveynlerin ¢ocuklarmi kabulii/reddi gibi duygusal ve davranigsal siirecler yasadiklar1 da
ifade edilmektedir.

Ebeveyn Kabulii/Reddi: Ebeveynlerin cevreden alamadiklar1 sosyal destek ve cocugun
durumuna paralel olarak aile yliklerinin artmasi sonucunda g¢ocuklarina karsi, ebeveyn
kabulii/reddi adi1 verilen bir siirecin yasanmasina da neden olabilmektedir. Ebeveyn
kabulii/reddi durumu, ebeveynlerin c¢ocuklarint ve davraniglarimi  kabul etmesinden
reddetmesine kadar giden genis bir yelpazeyi i¢inde barindirmaktadir. Ebeveynler ¢ocuklarinin
yaptiklar1 iyi davraniglar ve basarilar1 kabul ederken, basarisizliklari ya da olumsuz
davraniglarin1 reddetmektedirler (Batum, 2007; Kogkar, 2006; Rohner ve Britner, 2002;
Rohner, 2016). Ebeveyn kabulii/reddi siirecinde baslica iki 6nemli kavram bulunmaktadir.
Bunlardan birincisi sicaklik/ duygusal yakinlik olarak ifade edilen kabul davranislarini, digeri
ise diismanlik/saldirganlik, ilgisizlik/ihmal ve farklilasmamis reddetmeden olusan reddetme
davraniglarini tanimlamaktadir. Sicaklik/ duygusal yakinlik boyutunda ebeveyn tarafindan
cocuga gosterilen opmek, sarilmak, kucaklamak, iltifat etmek, hakkinda giizel seyler soylemek
gibi duygusal yakinligin olmas1 bir baska ifadeyle cocugun kabulii yer almaktadir. Ancak
reddetme boyutunda yer alan vurma, tekmeleme, hirpalama, itip- kakma, ¢imdikleme, alay
etme, beddua etme, kendisine acimasiz seyler sdyleme, hor gérme, ¢cocugun ihtiyaglarina
dikkat etmeme, cocugun sevilmedigini hissettirecek oranda onu yok sayma gibi davranislar yer
almaktadir (Rohner ve Khaleque, 2005).

Bu kapsamda 6grenme giigliigiine sahip olan ¢ocugun okuldan getirdigi sorunlar, sikayetler,
okuma-yazmay bir tiirlii basaramamasi, matematik problemlerini ¢6zememesi, sdylenilenleri,
yapilan uyarilart dinlememesi ebeveynin sinirlenmesine, bu duygu durum sonrasinda
hissettiklerini c¢ocuguna yansitmasina ve sonu¢ olarak cocugunu reddetmesine yol
acabilmektedir. Ancak cocugun reddedilmesi problemi yok saymamakta, ¢ocugun benlik
saygisina zarar vermekte, igsellestirilmis ve digsallastirilmis davranis problemlerine yol
acmaktadir. Ebeveynin ¢ocugu reddetmesi ¢ocukta kaygi, korku, degersizlik hissi, anksiyete,
saldirganlik gibi davraniglarla sonuglanabilmektedir (Hassan, 2015; Sakiz ve Bas, 2019).

Ailede Ogrenme giiclii§iine sahip olan g¢ocugun bulunmasi sadece anne-babalari degil,
cocuklarin kardeslerini de etkilemektedir. Asagida Ogrenme gii¢liigli olan c¢ocuklarin
kardeslerinde ortaya c¢ikabilecek sorunlara kisaca yer verilmistir.

Ogrenme Giicliigiine Sahip Olan Cocugun Kardeslerinin Verdikleri Tepkiler

Kardeslik, dogumla gelen ve insan hayatinda oldukc¢a 6nemli olan bir kavramdir. Kardeslik
iligkisi insanin sosyal yasamini sekillendiren zaman zaman rekabetin, zaman zaman
dayanigsmanin oldugu oldukca 6nemli olan bir etkilesim olarak tanimlanabilir (Howe vd., 2001;
Stoneman, 2001). Kardesler arasinda adeta yazili olmayan ancak belirli olan bir sézlesme de
vardir. Bu s6zlesmenin gelismesinde ise ebeveynlerin ¢ocuklarina yonelik davranislar: onlara
esit muamelede bulunmalar1 biliylik 6nem tagimaktadir (Bee ve Boyd, 2009). Hatta ¢cocuk
tarafindan ebeveynin kardesine yaptig1 farkli yaklasim hemen hissedilmekte ve farkli tepkilere
de yol acabilmektedir (Hetherington, 1998). Bu durum 6grenme giicliigiine sahip olan kardes
olma durumunda, farkli bir boyut da kazanabilmektedir.

Ogrenme giigliigii tanis1 olan gocugun akademik basar, bilissel ve dil gelisim alanlar1 ve sosyal
uyum konusunda yasamis olduklar1 zorluklar, ebeveynlerin saglikli kardese oranla bu
cocuklarla daha fazla ilgilenmesiyle sonuglanabilmektedir. Saglikli kardes, ebeveynin bu
tutumu karsisinda yasina ve gelisim 6zelliklerine bagh olarak farkli tepkiler verebilmektedir.
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Genellikle yas1 daha biliylik olan kardesler, ebeveynlerinin bu durumlarini anlayigla
karsilayarak, ebeveynlerine yardimci olmaya ¢alismakta, ancak yasi1 daha kiiciik olan kardesler
bu durumu anlayamadiklarindan diigmanca tepkilerde bulunabilmektedir (Dyson, 2010; Girli,
1995; Silver, 1993). Yapilan arastirmalarda, kardesinde Ogrenme gligliigii tanisi olan
cocuklarin digsallagtirma problemi yasadiklari, bu digsallastirma problemi sonucunda etrafinda
yer alan Kkisilere, kardeslerine, akranlarina ve ebeveynlerine saldirganca davranmislar
sergiledikleri belirlenmistir (Buhrmester ve Furman, 1990; Hastings, 2007; Lardieri, Blocher
ve Swanson, 2000; Orsmond, Kuo ve Seltzer, 2009). Ancak literatiirde bu ¢alismalar
desteklemeyen, 6grenme giigliigii tanis1 olan ¢ocuklarin kardeslerine yonelik daha olumlu
duygular tasidiklari, onlara yardimc1 olduklar1 ve onlar1 koruduklarini belirten ¢aligmalara da
rastlanmistir (Angin, 2015; Buhrmaster ve Furman, 1990; Dyson, 2010; Girli, 1995). Ogrenme
giicliigiine sahip olan c¢ocuklarin ebeveynlerinin ve kardeslerinin yasadiklart durumlar goz
oniline alinarak gelistirilen birtakim programlar bulunmaktadir. Bu programlara asagida yer
verilmistir.

Ogrenme Giicliigiine Sahip Cocugu Olan Ebeveynlere Yonelik Gelistirilen Programlar

Ogrenme giicliigii tanis1 olan ¢ocuklarin aileleri, ek destek ve hizmetlere erisimde, uzman ve
ogretmenlere ulagmada, sosyal destek almada sorunlar yagamaktadirlar. Bu sorunlara ek olarak
bazi aileler ¢ocuklarimin gelisimi ve egitimleri hakkinda dogru bilgi edinememekte,
cocuklarmin giivenliklerini saglamakta zorlanmaktadirlar. Bu zorlanmalar ailelerin dengesini
sarsabilmekte, sarsilan bu denge psikolojik ve duygusal problemlere neden olabilmektedir
(Kamenopoulou, 2012; Mooney, 2011; Yates, 2012). Bu problemlerin en aza indirilerek ailenin
ve dolayisiyla toplumun psikolojik ve duygu durumlarini diizenlemek amaciyla ailelere etkili
bas etme stratejilerinin gosterilmesi gerekmektedir. Ailelerin ¢ocuklarmin 6zel bir ¢ocuk
oldugunu unutmadan onlar1 desteklemeleri, onlara basarabileceklerini hissettirmeleri,
¢ocuklarin iizerinde olumlu etkilerde bulunabilmektedir (MEB Kitapgiklar, 2021). Ogrenme
giicliigiine sahip olan ¢ocuklarin ailelerine yonelik diizenlenen programlarin, ailelerin bas etme
stratejilerini 6nemli Olgiide arttirdigi belirtilmektedir. Nitekim Truesdale- Kennedy ve
arkadaslarinin (2006) 6grenme giicliigli tanili ¢ocugu olan ebeveynlerle yaptiklar1 proje
calismas1 buna &rnek bir calismadir. Arastirmacilar Kuzey Irlanda’da 6grenme giigliigii tanil
cocuklarin ailelerine ulagsmislar ve bu ailelerin yasadiklar1 problem alanlarini belirlemislerdir.
Proje calismasi seklinde gerceklestirilen arastirmada, ailenin ihtiyaglarina yonelik belirlenen
meslek profesyonelleri ve uzmanlarimin bulunmasina dikkat edilmistir. Ailelere bilgi
verilmesinin yaninda, psikolojik destek saglanmus, ailelere ek dinlenme molalar1 verilmis, bu
sirada ¢ocuklarimin bakimi ve egitimiyle projede yer alan diger profesyoneller ilgilenmis,
ailelerin bos zamanlarin1 kaliteli sekilde gelistirmelerine calisilmistir. 12 ay devam eden
caligma sonucunda, ailelerin kendilerini daha iyi hissettikleri ve bu durumu da c¢ocuklarina
yansittiklart sonucuna ulasilmistir. Bu calismanin yaninda Karende ve Kuril (2011),
cocuklarina Ogrenme giicliigii teshisi yeni konulan ebeveynlere yonelik hazirladiklar1 ve
ebeveynlerin ebeveynlik becerilerini  gelistirmeyi amacladiklar1 egitim programini,
ebeveynlere bir yil siireyle vermislerdir. Egitim sonrasinda ebeveynlerin ebeveynlik
becerilerinin gelistigi ve bunun sonucunda da ¢ocuklarna yonelik tutum ve davranislarinda
olumlu yonde gelismeler kaydedildigi sonucuna ulagilmistir.

Sonuc ve Oneriler

Ogrenme giicliigii, ¢cocuklarin akademik basarilarini, bilissel ve dil gelisimlerini ve sosyal
iliskilerine zarar veren bir 6grenme bozuklugu olarak ele alinabilir. Ailede 6grenme giigliigiine
sahip olan c¢ocugun olmasi ebeveynlerin kaygi, sucluluk, stres, depresyon, anksiyete
diizeylerini etkilemekte, aile yiikiinii arttirmakta, ¢ocuklart reddetmeye kadar gidebilecek bir
dongiiniin yasanmasima da neden olabilmektedir. Ozellikle sosyal destek eksikligi ceken
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aileler, okuldan ve ¢ocugun iletisimde bulundugu bireylerden alacaklari olumsuz doniitler
sonucunda daha fazla drselenebilmektedir. Ogrenme giigliigii tanil1 ¢ocuklarin normal gelisim
gosteren kardesleri de durumdan olumlu ya da olumsuz bi¢imde etkilenebilmektedir. Tiim aile
dengesini sarsabilen ve duygusal sorunlara yol acabilen Ogrenme giicliigii karsisinda
toplumlarin ve ailelerin bilingli hareket etmesi biiyiik dnem tagimaktadir. Bu kapsamda:

e Ogrenme giicliigii olan ¢ocuklarin ailelerinin yasamis olduklar1 problemlerin ve
ihtiyaclarinin ne oldugunun belirlenmesi amaciyla toplumdaki tiim kurum ve kuruluslarin
isbirligi halinde ¢alismasi,
e Cocuklarin ailelerine 6zel gereksinimin ne oldugu, haklarina yonelik gereken
aciklamalarin yapilmasi,
e Ogretmenlerin dgrenme giigliigii tamli ¢ocuklar1 egitim sistemine nasil dahil
edebileceklerine yonelik bilgilendirme ¢aligmalarinin yapilmasi,
e Ailelere erisimi kolay ve iicretsiz olan psikolojik destek mekanizmalarinin saglanmasi
Onerilebilir.
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Extended Abstract
Introduction

The family fulfills its duties by meeting the psychological and physiological needs of its
members in ensuring social continuity (Tepeli, 2018). Every change or development that may
occur in the family, which is formed by the coming together of two different worlds, contributes
to the family or may result in the shaking of the existing balance of the family. One of these
changes and developments is the birth of the baby. Every family wants and expects the baby
they will give birth to be healthy. However, sometimes these wishes do not come true for
different reasons and a baby with special needs may come into the world (Aral and Giirsoy,
2011). One type of special needs is a learning disability.

Learning disability is defined as a problem situation that manifests itself with difficulties in
reading, writing and math skills, even though the child has normal or above-normal
intelligence. Although a learning disability starts after birth, it cannot be diagnosed until the
child goes to school. These children, who are often described as lazy before they are diagnosed,
have problems not only in the academic field, but also in the areas of cognitive, language and
social development (Dogan, 2018). The problems that children experience at school are also
reflected at home, and some problems may occur in the child’s sibling and close environment
especially in the parents. As soon as the child starts school, he/she cannot learn to read and
write like his/her peers. He/she has difficulties in cognitive development questions, cannot use
language correctly, cannot solve mathematical problems, is excluded by his/her peers, and this
situation seriously damages the child’s self-confidence and self-esteem, resulting in problems
such as antisocial behavior, aggression, rebellion and opposition (Alexander and Singer, 2004;
Dogan, 2018; Elemek, 2008). The child’s teachers state that the child should be directed to a
specialist by constantly complaining to the family against these behaviors of the child (Steele,
2000). The child’s inability to learn, being told that he/she has special needs, and failures can
lead to some problems and certain patterns in the family.

The first model that families experience is the stage model that occurs when they hear the
problem for their children. In the stage model, parents experience the feelings of shock,
disbelief, denial, self-esteem/anger, bargaining, sadness, depression, guilt, non-acceptance,
reconciliation, harmony and ultimately acceptance (Aral and Giirsoy, 2011). In addition to the
stage model, families are constantly sad about the situation and this model is explained as the
model of constant sadness (Akkdk, 2003). The third model experienced by families is the
personal structuring model, in which realistic expectations for their children emerge (Alkan-
Ersoy, 2013). Finally, it is a model of powerlessness and meaninglessness, in which families
feel powerless and cannot make sense of not only their children but also everything around
them (Akkok, 2003).
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Families often emphasize the lack of social support at the end of all these situations (Akgiin-
Gokgeaslan and Ciftei, 2010; Cuzzocrea et. al., 2016), and they state that family burdens
increase due to the special needs of their children (Arslantag and Adana, 2011; Yildirim- Sar1
and Baskaya, 2012). These emotional processes can also result in parents’ rejection or
acceptance of their children (Batum, 2007; Kockar, 2006). In the family, besides the parents,
siblings also have problems in accepting or not accepting the situation of their siblings with
learning disabilities. Siblings do not accept the situation of their siblings with learning
difficulties, may engage in hostile behavior towards them and reject them (Lardieri et. al. 2000).
Or, on the contrary they can develop their siblings in overprotective behaviors (Dyson, 2010).
This type of behavior, which is expressed and comes from both parents and siblings, carries
the problem to an inextricable dimension. It is a necessity to take precautions in order to prevent
the problem from becoming more chronic. Studies have shown that programs to support
families (Truesdale- Kennedy et. al., 2006) or family education programs (Karandele and Kuril,
2011) have positive contributions to children with learning disabilities and their families.

Conclusion and Recommendations

Learning disability can be considered as a learning disorder that harms children’s academic
achievement, cognitive and language development, and social relationships. Having a child
with a learning disability in the family affects the anxiety, guilt, stress, depression and anxiety
levels of the parents, increases the family burden, and may lead to a cycle that can go as far as
rejecting the children. Especially families and children who lack social support are also
negatively affected by the situation, and different problems can be seen in their siblings. It is
necessary to determine the difficulties and needs of the families, to provide the necessary
support to the families, and to inform, them about the situation and development of their
children. Moreover, taking certain precautions by fulfilling these requirements will not only support
the child or family, but will also help individuals from all walks of life to be happy and peaceful.
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