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ABSTRACT

DEVELOPMENTALLY APPROPRIATE PRACTICE AND PARENTAL
INVOLVEMENT IN PRESCHOOLS: PARENT AND TEACHER
PERSPECTIVES

Demircan, Hasibe Ozlen
Ph.D., Department of Elementary Education
Supervisor: Assist. Prof. Dr. Feyza TANTEKIN ERDEN

June 2012, 200 pages

The purpose of the study was to investigate the relationships among
preschool teachers’ and preschoolers’ parents’ developmentally appropriate
practice (DAP) and developmentally inappropriate practice (DIP) beliefs in
relation to parental involvement attitudes and perceived parental involvement
barriers.

To reach to the purposes of the study, data were collected from 279
teachers and 589 parents via a demographic information questionnaire and two

main data collection instruments. The demographic information questionnaire



aimed to obtain information about the participant’s gender, age and educational
level. In order to collect information from teachers and parents regarding their
beliefs about developmentally appropriate practice; Teachers’ Beliefs Scale
(TBS) (Burts et al., 2000) and the parent adaptation of the scale, Parents’
Beliefs Scale (Yen, 2008) were used. To ascertain parents’ and teachers’
attitudes and the barriers on parental involvement, the School and Family

Partnerships Questionnaire (Epstein &Salinas, 1993) was used.

The investigation of the relationship between the teachers’ and parents’
DAP and DIP beliefs in relation to their parent involvement attitudes (PI1A),
parent involvement barriers (PIB) revealed significant results. The findings of
the study revealed that both the teachers’ and parents’ PIA and PIB made
significant contributions to their DAP and DIP beliefs.

As found in the current study, the interaction between the teachers and
parents should be increased to help children develop in the most appropriate
way. In order to increase this relationship, a detailed focus on the parental
involvement paradigm should be undertaken.

Keywords: Developmentally Appropriate Practices, Parent Involvement,

Preschool, Teachers, Parents
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OKUL ONCESI EGITIM KURUMLARINDA GELISIMSEL UYGUNLUK
UYGULAMALARI VE AILE KATILIMI: OGRETMEN VE ANNE-BABA
GORUSLERI

Demircan, Hasibe Ozlen
Doktora, Tlkdgretim Boliimii
Tez Yéneticisi: Yrd. Dog. Dr. Feyza TANTEKIN ERDEN

Haziran 2012, 200 sayfa

Bu ¢aligmanin amaci okul 6ncesi egitim kurumlarinda egitim vermekte
olan 6gretmenlerin ve okul Oncesi egitim kurumlarina devam etmekte olan
ogrencilerin anne-babalarimin gelisimsel uygunluk uygulamalar1 inanislari,
gelisimsel olarak uygun olmayan uygulamalar inamislari ile okul oncesi

egitimde aile katilimi goriiglerini aragtirmaktir.

Calismanin hedeflerine ulagmak iizere ii¢ ana anket kullanilmis ve bu
anketler araciligiyla 279 6gretmen ve 589 veliden veri toplanmistir. Anketlerin
ilki 6gretmenlerin ve anne-babalarin demografik bilgilerine ulagsmak {izere
olusturulmus Demografik Bilgi Formu’dur ve cinsiyet, yas, egitim diizeyi
hakkinda sorular igermektedir. Calismada kullanilan ikinci anket ise Burts ve
ark., (2000) tarafindan olusturulmus Ogretmen Inamslari Anketi ve bunun
veliler icin uyarlanmis formu olan Veli Inamiglar: Anketi’dir. Kullanilan son
anket ise, Epstein ve Salinas (1993) tarafindan olusturulmus Aile Katilimi
Ogretmen Anketi ve veliler igin uyarlanmis formu olan Aile Katilimi Veli

Anketi’dir. Anketlerin taman Ingilizce’den Tiirkge’ye ¢evrilmistir.
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Arastirmanin bulgulari 6gretmenlerin ve anne-babalarin aile katilimi
tutumlar1 ve algiladiklar1 aile katilimi bariyerlerinin onlarin  gelisimsel
uygunluk uygulamalar1 ve gelisimsel olarak uygun olmayan uygulamalar

inaniglarini yordadigini ortaya koymustur.

Bu ¢alisma, 6gretmen ve anne-babalar arasindaki iletisimin, ¢ocuklarin
gelisimsel olarak en uygun yontemlerle yetistirilmesi agisindan sahip oldugu

Onemi pekistirmistir.

Anahtar Kelimeler: Gelisimsel Uygunluk Uygulamalari, Aile Katilimi,
Anaokulu, Ogretmen, Anne-Baba.
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GLOSSARY of TERMS

Developmentally Appropriate Practice (DAP): framework of practices that

promotes young children’s optimal learning and development.

Developmentally Inappropriate Practice (DIP): practice that teaches children
through teacher-centered teaching, lectures, drill-and-practices, and workbooks
and worksheet activities. DIP has got few hands-on learning opportunities.

According to DIP, unacceptable behaviors are punished (Charlesworth, 1998).

Parental Involvement: “Parental participation in the educational processes and

experiences of their children” (Heynes 2005, p. 83).
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CHAPTER 1

1. INTRODUCTION

In today’s world, children grow up under the influence of both families
and teachers. The first stage of schooling is the preschool years which
represent a process of socializing for the parents and the children. In this
process, it is important to give parents the opportunity to voice in education
and school related issues, since the success of the schools and the community is
interrelated (Machen, Wilson and Notar; 2005).

Parents have a significant impact on their children’s learning. As part of
the education of children, teachers can help parents educate their children in
child oriented and age appropriate way. To do this, teachers can provide
information about goals, curriculum, and educational work of their school
(Bandura, 1989; Textor, 1998).

The establishment of a partnership between home and school is defined
as “parental involvement in education”. Parental involvement is also defined as
a type of formal relationship, or parents’ participation in the decision making
process (Ames, 1995).

Maintaining communication between teachers and parents helps parties
gain information about each other’s activities and in this way they can support
each other’s efforts. Parents that know about the curriculum of the school that
their children attend may extend the topics learned at school through activities
at home. In this way they can help to improve their children’s development.
Besides if the teacher is aware of the parents’ involvement then the teacher can

provide more involvement opportunities for the parents which further support



the overall development of their children (Baker, Kessler-Skar, & Piotrowski,
1999).

Parent’s perception of the care and education their offspring receive in
school is influenced by the relationship between the parent and the teachers.
This is why early childhood teachers attempt to provide positive relationship
and trusting environment through involving parents actively in the educational
process. To develop meaningful relationships with families and maintain a high
level of parental involvement, the teacher needs to adopt a style of partnerships
that is accepted by the parents. When the teacher respects the interests and
preferences of the parents, more meaningful and trusting relationships between
the parents and teacher can be established (Knopf & Swick, 2007). For this
reason the teacher should not work alone in order to achieve their goals in
terms of parental involvement. Most of the decisions about school policies
need to be taken in consultation with all the relevant parties; parents, teachers
and the school administrators, and these parties should take into consideration
the needs and interests of each of them (Batey, 1996).

According to Lawson (2003), the meanings and functions of parental
involvement should be perceived in a similar way by parents and teachers
although not necessarily identically. From this perspective, Lawson (2003)
interviewed with parents and teachers about their beliefs on parental
involvement. The findings revealed that the parents and teachers have different
thoughts, interpretations and belief systems about parental involvement.
According to teachers, the ideas of parents are important because they serve the
needs of the school. According to parents the teachers’ wishes and needs are
important because they both meet the needs of their children and community
(Lawson, 2003).

Developmentally appropriate practice (DAP), published by the National
Association for Education of Young Children (NAEYC), is a set of guidelines
for teachers working with children from birth to age eight (Copple &
Bredekamp, 2009). According to the DAP guidelines; an early childhood

educator should focus on the values, priorities, practices, strengths, interests
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and needs that helps the formation of; social and cultural contexts and
developmental norms (Goldstein, 2008).

In the DAP guidelines; one of the major issues is that teachers should
focus on establishing reciprocal relationships with families. According to DAP,
parents are very important because they are the resources for teachers to learn
about the unique world of the child (Brumbaugh, 2008). Considering the
importance of parents, it is claimed that parents and teachers should work as
partners, communicate regularly and trust each other in order to recognize that
all the developmental needs of the children are met (Copple & Bredekamp,
2009).

In early childhood settings, parents’ involvement in educational
programs receives high priority; however, the quality of the involvement
differs from school to school. It is believed that parental involvement is related
to the provision of developmentally appropriate, high quality learning
environments (Powell, 2003; Tezel, Sahin & Unver, 2005).

In order to implement DAP; teachers should have knowledge about
local values and the characteristics of the student’s family life (Stipek & Byler,
1997). Erdiller and McMullen (2003) investigated Turkish preschool teachers’
beliefs about DAP. The findings of that study revealed that the viewpoints of
Turkish preschool teachers are very close to those of DAP. When they were
asked about the barriers that result in experiencing difficulty while putting their
DAP beliefs into practice, most of the teachers stated parents as being one of
the major barriers. Indeed, most of the teachers reported that lack of parental
involvement results in problems when implementing DAP.

Noble (2007) claims that when the teachers work for the sake of
children in collaboration with the families, families benefit from this
collaboration (Noble, 2007). Thus, this is a critical area that should be
researched to understand the factors that influence the developmentally
appropriate beliefs that education professionals possess and the factors affect
their practice (Mc Mullen, 1999). Consequently, in the current study the DAP



beliefs of teachers were investigated in relation to parental involvement

attitudes and perceived barriers.

1.1 The Present Study

McMullen (1999) stated that the scope of the research on DAP should
be broadened in order to discover more factors that may influence DAP beliefs
and practices. For example, factors such as community/ parental involvement
issues should be investigated. The purpose of the current study is to access
preschoolers’ parents’ and teachers’ beliefs on parental involvement in relation
to their DAP beliefs. In order to achieve the purpose of the study the following
research questions were set.

1. What are the teachers’ and parents’ beliefs about DAP?
— Do the DAP beliefs of teachers differ from those of parents?

— Do the DIP beliefs of teachers differ from those of parents?
2. Do the DAP scores of teachers and parents differ in relation to some
demographic variables?
— Is there a difference in DAP scores of teachers according to their
educational level and the type of school they are working in?
— Is there a difference between the DAP scores of parents
according to their gender and level of education?
3. What are the teachers’ and parents’ attitudes towards parental
involvement and barriers to parental involvement?
— Do the parental involvement attitudes (PIA) of teachers differ
from those of parents?
— Do the parental involvement barrier (PIB) perceptions of
teachers differ from those of parents?
4. Is there a relationship between teachers’ and parents’ beliefs about

DAP, parental involvement and some demographic variables?



— Is there a relationship between teachers’ beliefs about DAP,
PIA, PIB and years of experience?

— Is there a relationship between parents’ beliefs about DAP, PIA,
PIB and age?

5. Is there predictive effect of PIA and PIB on DAP beliefs of teachers and
parents?

- How well do the PIA, PIB, and year of experience for teachers
predict DAP beliefs of teachers and whether these variables
contribute to their beliefs about DAP?

- How well do PIA, PIB, and gender predict the DAP beliefs of
parents and do these variables contribute to their beliefs about
DAP?

1.1.1. Hypothesis
Concerning the research questions set for the study; the five main null
hypotheses (H,) and alternate-hypotheses (H;) set were as the following;

1. Ho: DAP and DIP beliefs of teachers do not differ from those of
parents.

H;: DAP and DIP beliefs of teachers differ from those of parents

2. Ho: DAP scores of teachers and parents do not differ in relation to
some demographic variables.

H;: DAP scores of teachers and parents differ in relation to some
demographic variables.

3. Ho: The parental involvement attitudes and barriers of teachers
(PIA) do not differ from those of parents.

Hi: The parental involvement attitudes and barriers of teachers
(P1A) differ from those of parents.

4. Hy: There is not a relationship between teachers’ and parents’

beliefs about DAP, parental involvement and some demographic

variables.



Hi: There is a relationship between teachers’ and parents’
beliefs about DAP, parental involvement and some demographic
variables.

5. Ho: There is not a predictive effect of PIA and PIB on DAP
beliefs of teachers and parents.
Hi: There is predictive effect of PIA and PIB on DAP beliefs of

teachers and parents.

1.2 Significance of the Study

The current study sheds light on three aspects of relationships in early
childhood education settings. First, throughout the study, information was
gained about Turkish preschool teachers’ and parents’ beliefs on DAP.
Secondly, through the study, data was collected from Turkish preschool
teachers and parents regarding their attitudes towards parental involvement and
the barriers they believe they experience in this involvement process. Thirdly,
the study sheds light on a combination of DAP beliefs and parental
involvement and whether parental involvement beliefs and barriers can predict
the DAP beliefs of teachers and parents.

By learning about the beliefs of teachers and parents; the goal is to
focus on formalizations of phenomena of parents and teachers and reveal the
differences in their beliefs since teachers’ beliefs, practices and personality
impacts on a child’s adjustment (Vartuli, 1999). In the -curriculum
implementations, the teachers, administrators and curriculum developers
experience difficulties while implementing parallel teaching experiences for
children due to differences, in their belief systems. To decrease the experienced
difficulties in educational processes, it is important to learn about the
discrepancies in these belief systems and provide opportunities to form best
learning environments. This study provides information about point of view of
parents and teachers which provide opportunity to create more

developmentally appropriate programs for children.
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Any social environment is composed of a number of settings. For
instance there might be public and private spaces in a house, or a school might
have classrooms and playgrounds. The basic question to be asked at this point
Is whether these settings are related with each other and, to what extent do
people in one setting know about what is going on in another setting.
Consequently, the critical element to consider in terms of educational setting is
how they are perceived, whether they are found satisfying and whether are they
perceived in a relationship, or discontinuous with the other people within it or
the rules used inside it (Goodnow, 1988). In the current study the educational
viewpoints of the members of these settings, how these settings are recognized
by the members of it is analyzed. In other words, through learning about the
beliefs of parents and teachers about developmentally appropriate practices,
chance of learning about what they find important in educating young children,
and whether there is a relationship between teachers’ and parents’ viewpoints is
investigated. On the other hand by learning about parental involvement beliefs
of parents and teachers, chance of learning about facilitators of these settings;
their belief systems (for teachers school setting; for parents home setting) is
investigated. By the help of learning about belief systems behind the
home/school settings for children, opportunity of providing more
developmentally appropriate learning environments might be reached to.

In order, to learn about the indicators of uniqueness among young
children, research needs to go in detail about the lives of the children, examine
their life situations and search for factors that might facilitate or inhibit the
impact of the surrounding environment on the developing child (Amato &
Ochiltree, 1986). According to DAP, relationships are at the core of successful
early childhood education. As a consequence parents and teachers are primary
sources of information about the child and through collaboration they can learn
about the uniqueness of the child (Copple & Bredekamp, 2009). The nature of
this parent and teacher relationship is important to investigate to provide
developmentally appropriate learning opportunities for children. Because of



this reason, the current study focused on the core of relationship between
parents and teacher; parental involvement in education.

Parental involvement is considered as an important concept by both the
teachers and parents (Miretzky, 2004). However, teachers and parents
complain about the lack of parental involvement (Yildirim & Dénmez, 2008).
On the other hand, both sides have got a parallel viewpoint towards education
which is seeking out the best ways of educating young children. Parental
involvement is considered as a very important concept for effective education
in DAP guidelines, where these guidelines offer a framework of
developmentally appropriate practices for young children. While there is such
an interactive relationship between these constructs in theory, there’s still a gap
in literature to indicate a research based relationship between them. The current
study provides opportunity to understand the parental involvement related
factors’ influences on developmentally appropriate practice beliefs of teachers

and parents.



CHAPTER 2

2. LITERATURE REVIEW

In the first part of this chapter the theoretical background to
developmentally appropriate practices (DAP) and parental involvement is
given. Ecological theory is introduced to present the first core aspect of this
study that is; the role of context in a child’s life. In the second part of the
chapter, Turkish Early Childhood Education system is briefly described to shed
light on how DAP and parental involvement practices are conducted in it. In
the third part; a literature review is presented about DAP, which is the third
core of the study. In this section, DAP is reviewed in terms of the perspective
of the teacher, child and parent. In the fourth part of the chapter, introduced the
fourth core of the study; “parental involvement” concerning child outcomes,
teacher and parent beliefs. In the fifth part, literature on barriers to parental
involvement is reviewed. The sixth part presents the literature concerned with
the relationship between DAP and parental involvement. In the final part of

this chapter a summary of the literature reviewed is presented.

2.1 Theoretical Background

The characteristic of the social systems in which an individual grows up
has substantial influence on that person. Yet the social systems are often
considered as narrow thus its contribution is often omitted. Accordingly,
understanding the impact of the environment is limited since it is considered as
a consequence of one-to-one interactions rather than a range of all the
contextual factors (Goodnow, 1988).

The impact of contextual influences on a child is described in detail in

the Ecological Theory proposed by Urie Bronfenbrenner (1917-2005) which
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states that an individual’s personal experiences are nested in five
interconnected systems (Bronfrenbrenner, 1989). From narrowest to broadest
these are; microsystem, mesosystem, exosystem, macrosystem and
chronosystem (Dunkin, 1995). The macro system is formed from the patterns
of ideology and organization of social institutions which is shared within a
culture or subculture. This system is composed of the social, cultural and
political characteristics of a society. The exosystem consists of settings that an
individual does not have face to face contact with, but it might still affect the
individual indirectly for example; the parents’ work place. The individual have
got contact with the mesosystem such as; home-school relationships. This
system also affects children’s behavior. The narrowest system, the
microsystem includes the context with which the individual directly interacts
for example; family and school (Bolger, Caspi, Downey & Moorehouse, 1988).

In his theory Bronfenbrenner claims that the individual lives in an ever
changing system that continually influences the child. Events which occur in
the lives of individuals modify the existing relationships of individuals with the
environment. As the child becomes older they begin to form their own settings
and experiences which they select from a large range (Berk, 2012).

The influences of the system on the environment can be described
further by giving example about each of the components of it. During the first
years of life the home environment (microsystem) is the primary determinant
of the development of the social skills of the individual, however, reaching
school age the child starts to interact with the school environment
(mesosystem) as well as the home environment and thus new contributors to
development of the individuals comes around (Kail, 2007). The child’s society
which extends each day is also part of the exosystem which is responsible for
providing resources (Dunkin, 1995). Schools and schooling become a context
where children become consciously aware of themselves. In other words,
through schooling they become conscious about the meaning of the issues they
have faced (Zimmerman & Shunk, 2003).
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Development and learning occurs in social and cultural contexts. For
this reason, the context in which the child lives should be understood and thus
shed light on the child’s family, educational setting and community within a
greater society. It is important to consider all the stated settings as interrelated,
and powerful in terms of influencing the developing child (Copple &
Bredekamp, 2009).

Goodnow (1988) in his review of Bronfenbrenner’s Ecological Theory
focuses on three scientific issues which are found in the relationships with
children, families and the settings they are living in. The first issue, which is
wider is better can be interpreted as people having the opportunity of
benefiting experiences to be gained from a larger setting than the family. In
other words, getting in contact with wider environments has benefits for
individuals. The second issue, continuity is good is very crucial in terms of the
connection between the microsystem and mesosystem. It is considered as an
advantage that people in one setting have information about the life of
individuals in another setting. The last issue which is that the world is open can
be regarded as the open ended nature of research (Goodnow, 1988). In this
study, the three important elements; the educational system and the two major
contributors to the lives of preschoolers; the teachers & parents as part of a

wider, continuous and open context are investigated.

2.2 Turkish Early Childhood Education System

In Turkey, the educational system consists of two main components;
formal and informal education. The former is under the supervision of the
Ministry of National Education (MoNE) and the latter under the supervision of
the General Directorate of Social Welfare and Child Protection Agency
(SSCPA). The types of early childhood institutions are divided into four main
groups; preschool, nursery school, daycare and experimental school.

Preschools serve to children from three to six years; nursery schools

serve to children from five to six years; daycares serve to children from birth to
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six years and experimental schools serve to children from three to six years; the
schools which is connected to a university or an institution; also serves for
studies uses children as subjects. Table 2.1 gives information about each of
these providers.

Table 2.1:

Early Childhood Institution Types in Turkey

Early Childhood  Age served School-type

Institution
Governmental Non-Governmental
Preschool 3to6 MONE MONE
Nursery School 5t06 MONE MONE
Daycare 0to6 SSCPA, public
organizations, work places

) with >300 workers
Experimental 3to6 Higher education
Preschool institutions

Source: Erdiller, 2003

2.2.1 National Early Childhood Education Program

In Turkey, the schools which are supervised under MoNE must follow
the national early childhood education program. The latest version of the
guidelines was published in 2006. Teachers are expected to follow these
guidelines in order to understand the major characteristics of the early

childhood education program and to prepare daily and activity plans.

Some major characteristics of the Early Childhood Program can be
grouped under two classes as DAP related characteristics and parental
involvement related characteristics (The National Early Childhood Program,
2006, p. 9-10-11-12-13-14).
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DAP related characteristics are

e Itis for children between the ages of 36 and 72 months,

e Itis child-centered

e Planned activities are based on aims and objectives,

e Developmental characteristics are separately organized for each age
group (36-48 months, 48-60 months, and 60-72 months) ,

e ltis a flexible program,

e Problem solving and play are the major activities to conduct,

e Learning occurs through facing with many experiences.

Parental involvement related characteristics are;

e Asaresource for learning, daily life experiences and those in the
community should be fostered,

e Parental involvement is important.

2.3 Developmentally Appropriate Practices

Developmentally appropriate practice (DAP) designed by the National
Association for the Education of Young Children (NAEYC) refers to programs
that focus on the knowledge related to a child’s development and learning. The
concept of “appropriateness” within DAP mainly considers three dimensions
for professionals working in the early childhood education area. These
dimensions are the age appropriateness, individual appropriateness and,
cultural and social appropriateness of the programs for the child (Bredkamp &
Copple, 1997).

In the settings where DAP are implemented, both the curriculum and
the experiences are active constructs. In these classrooms the teachers support
rich play and use integrated curriculum. Throughout the day, the ideas of
children are considered and used as a part of planning of the curriculum

(Bredkamp & Copple, 1997). In a DAP classroom, various areas of child
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development such as the social and/or physical elements are taken into
consideration. In these classrooms an integrated curriculum is used in which
ideas, learning areas like science and math, are considered as discrete subjects.
Consequently, in DAP the focus is on learning and building knowledge and
learning to learn is the major issue concerned (Van Horn, Karlin, Ramey,
Aldridge & Snyder, 2005).

Copple and Bredekamp (2009) state that the context of the practice
performed determines what is developmentally appropriate and what is
developmentally inappropriate. The educators should ask the question about
how the children learn best, whether through the use of direct instruction or
not? Consequently, the fundamental issue lies in the relationship between the
teacher and the child. In detail, the researchers and teachers should pay
attention to the resources and experiences provided for children since they need
to be based on teacher-student interactions (Granue, 2008). Throughout the
process, the main concern is to provide experiences that are appropriate for the
child’s level of development and facilitate their learning under challenging
circumstances (Copple & Bredekamp, 2009).

Children in their own environment have their own cultures. Teachers
while implementing DAP should consider three major issues in order to reach
their teaching goals; first to create age appropriate opportunities, second to
facilitate activities that are appropriate for each child in the class and lastly to
consider the culture of the each child in the classroom. However, although the
culture and context are very important in the educational process, some
teachers ignore the differences in these elements and only focus on teacher
related professional culture during educational process. The teachers who do
not ignore the culture of the child can help them to reveal their culture in the
classroom (Copple & Bredekamp, 2009).

All children are unique individuals and the teachers who follow DAP
pay attention to this uniqueness by being responsive to cultural and social

context in relation to the child’s age and developmental status. Furthermore, in
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a DAP classroom the teacher is aware that the school culture and the child’s
home culture are different (Copple & Bredekamp, 2009).

DAP was established to support children in reaching their fullest
potential. In the literature, most of the studies conducted on DAP claim that
DAP-focused programs help the development of young children in a better way
compared to adult directed programs or those that contain developmentally
inappropriate practice (DIP). For instance, children had lowered levels of test
anxiety when in child centered programs compared to traditional programs and
those including DIP (Hyson, Hirsch-Pasek & Rescorla, 1990; Jones & Gullo,
1999). Moreover, children had greater levels of self-competence and peer
acceptance and social skills in relation to their teachers’ use of DAP
(Jambunathan, Burts & Pierce, 1999). However, there are some studies that
claim that use of DIP has some benefits. For example, children who are
engaged in didactic programs perform better at writing letters/reading and
achievement tests, language and art tests in comparison to those who are in
child centered programs (Jones and Gullo, 1999; Stipek, Feiler, Daniels and
Milburn, 1995).

In order to be successful in implementing DAP, the teachers need to be
able to select the approach which is most appropriate for the needs, strengths,
characteristics and interest areas of the children in the class. This is correlated
with the teachers’ knowledge, creativity and experiences on the issue
(Goldstein, 2008). The predictors of DAP beliefs and the practices of
kindergarten teachers were investigated by Bryant, Clifford, and Peisner
(1991). The findings of the study revealed that the best predictor of quality of
the classes was the teachers’ and administrators’ knowledge and beliefs about
DAP.

A structural model proposed by Abbot-shim, Lambert & McCarty,
(2000) concerns the classroom quality and the developmentally inappropriate
practice beliefs of teachers. The findings of the study revealed that the
educational level of the teachers directly affects the development of

inappropriate beliefs, which gradually affect practice in the classroom, and thus
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the quality of the teaching and learning process. Moreover, the classroom
structure was found to be directly related to classroom quality and the
educational level of the teachers and in relationship with attitudes towards
families (Abbot-shim, Lambert & McCarty, 2000).

Yen (2008) investigated Taiwanese parents’ beliefs about
developmentally appropriate practice in early childhood programs. The
findings of the study revealed that the participant mothers and fathers had
relatively strong beliefs about DAP. When the findings were analyzed in terms
of socio economic status (SES); it was found that, the lower SES fathers had
higher DIP beliefs compared to low SES mothers and high SES mothers and
fathers.

A comprehensive study was conducted about DAP and teacher beliefs
by Stipek and Byler (1997). This study investigated; preschool, kindergarten
and first grade teachers’ views on effective educational practices; the goals
teachers set for their students; their points of view and policy issues about
school entry and their use of developmentally appropriate /inappropriate
practices. The result of the study concerning about the DAP and the beliefs of
the teachers showed that there were associations such as a more positive social
climate when the teacher had child centered teacher beliefs. Furthermore, the
teachers’ classroom practices were found to be related to their beliefs (Stipek &
Byler, 1997). However, in study conducted by Stipek and Byler (1997) and
another by Bryant, Clifford, and Peisner (1991) the teachers claimed that they
have difficulty in implementing DAP due to policies implemented by
administrators, barriers created by parents, co-workers and the curriculum

implemented (Jones, Burts, Buchanan, & Jambunathan, 2000).

2.3.1 DAP in Different Cultures

Discovering the differences in teacher’s DAP beliefs in different

cultures has been the focus of much research. The investigation of the impact
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of culture on DAP beliefs and practices can shed light on the issues that may
exist in relation to the context where culture and child centered education
might create different findings.

A comparison study was conducted between Korean and US cultures by
Clarke-Stewart, Lee, Allhusen, Kim and McDowell (2006). The findings of the
study revealed that while the American teachers used DAP with their students,
and provided environments that gave students the opportunity to express
themselves, the Korean teachers used less appropriate practices such as not
playing with the children and seldom talking to them. The study indicated that
early childhood education is a part of cultural context and includes that cultures
specific characteristics.

Jambunathan (2005) explored the beliefs of Asian Indian teachers about
their use of DAP. The analyses revealed that the Asian Indian teachers perform
more DIP practices in their classroom. Jambunathan (2005) focused on the
developmentally appropriateness issue in relation to culture and according to
his findings, developmentally appropriate practice in one country might be
considered as developmentally inappropriate in another country and vice versa.

In a follow up study to Jambunathan (2005); Jambunathan and
Caulfield (2008) after training preschool teachers on DAP, rated the use of
DAP among Asian Indian early childhood educators. The findings of the study
revealed that teachers did not use DAP in the class but mostly used DIP. The
findings of these two studies revealed that in Indian culture didactic instruction
is considered as developmentally appropriate as a very important form of
education. Thus, the authors, commented that it is important to focus on the
DAP meaning in different contexts in order to form a global definition of the
term and its implementation.

In different countries, DAP in relation to teacher beliefs and practices
were investigated. According to the findings of most of these studies the
teachers believed in the importance and effect of DAP on the children’s
progress (Clarke-Stewart, Lee, Allhusen, Kim & Mc. Dowell, 2006; Hegde &
Cassidy, 2009; Hu 2011; Jambunathan, 2005; Jambunathan and Caulfield
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2008; McMullen et al., 2005). For instance; the DAP beliefs of Jordanian
kindergarten teachers were investigated showing that the DAP orientation of
the teachers did not change except for the family oriented domains. The
teachers belief about DAP were mixed with DIP in terms of family
involvement practices (Abu-Jaber & Al-Shawareb, 2010). Moreover, a study
conducted with teachers from five countries; China, Taiwan, Turkey, Korea &
the United States concerning the DAP beliefs and practices of preschool
teachers. The results revealed that the Chinese teachers scored the lowest of the
five countries, also the correlation between the Chinese teachers’ beliefs and

practices were also the lowest (McMullen et al., 2005).

2.4 Parental Involvement

In the current study, the base definition used about parental
involvement is given by Heynes (2005) as; “parental participation in the
educational processes and experiences of their children” (p. 83). However,
parental involvement is seen differently from the perspective of the parents and
teachers. While for parents parental involvement is defined as making children
go to school and keeping them safe; for teachers, it is defined as parent’s
presence at school (Anderson & Mike, 2007). Several definitions of parental
involvement from the literature and their details are given below (Dimmock,
O’Donoghue & Robb, 1996; Epstein 1995, 2001; Greenwood & Hickman
1991; Grolnick & Slowiaczek 1994).

Dimock, O’Donoghue, and Robb (1996) define parental involvement
under five categories which are: school choice, decision making through
formal structures or site-based councils; teaching and learning; effect of
physical & material environment and communication. School choice refers to
the parents’ decisions on selection of schools or educational experiences for
their children. Parents involved in parent-teacher associations or other formal

structures are considered as the second form of involvement; decision making.
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The third form of involvement, teaching and learning, covers all involvement
activities conducted both at school and home. This teaching and learning
process occur in three contexts; when parents are at home, when they are out of
classroom and when they are volunteers in the classroom. The fourth category
used in definition of parental involvement is the effect of the physical and
material environment. Within this category, it is stated that a safe and
comfortable school environment should be provided. The final category that
Dimock, O’Donoghue, and Robb (1996) focused on in the definition of
parental involvement is involvement through communication. According to
this viewpoint, the parents have an important role of being in contact with
school for many reasons such as student progress, student behavior and school
rules.

Epstein (1995, 2001) defines parental involvement under six headings;
parenting, communicating, volunteering, learning at home, decision making
and collaborating with community. According to the typology, parenting is
defined as the activities provided by parents for children without educational
considerations such as providing safety and caring for the health of the child,;
as well as maintaining a positive home environment that encourages learning.
In this process, schools can provide opportunities for parents to learn about
their child’s development and to support this development. The second heading
IS communicating which includes the transfer of information from home to
school and school to home. This two- way communication can be provided
through phone calls, parent conferences or report cards. The third type of
involvement is volunteering in which parents are considered as significant
contributors to the environment and/or the activities conducted at school. When
schools provide flexible schedules for the parents in terms of activities, an
increase in parents’ volunteer attendance at schools can be seen. Moreover, the
increase in volunteering opportunities provided by schools could increase the
volunteer involvement of the parents. In terms of learning at home, which is
the fourth heading, the fourth heading; with support from teachers on how to

guide their children’s learning, parents can supervise the learning process on
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school related activities at home. The fifth type of parental involvement; refers
to the involvement of parents in the decision making process in their child’s
school, participation in this way leads to the empowerment of parents in terms
of their child’s education. Collaborating with the community is stated as the
sixth type of parental involvement. Schools can provide opportunities for the
parents to contact various services such as healthcare, cultural events or after

school care programs.

2.4.1 Significance of Parental Involvement

Parental involvement has benefits for families, schools, and children
(Epstein et al. 2002; Wen, Bulotsky-Shearer, Vaughn & Korfmacher, 2012).
According to teacher reports, students whose parents are actively involved in
their educational process, do better on achievement test, have high attendance
rates and are better behaved that peers whose parents are not involved in their
child’s education (Epstein et al., 2002).

The involvement of parents in schooling increases their child’s success
and engagement in the process of learning and thus, the child’s skills develop.
However, for this parental involvement to support the achievement of their
child the approach of the parents needs to be; supportive of autonomy, process
oriented and includes positive beliefs about their involvement. If the
involvement contains negative beliefs, is person oriented and characterized by
negative emotional support it might have negative consequences (Pamerantz,
Moorman & Litwack, 2007).

The academic functioning of children in relation to parental
involvement is another research area that has shown the impact of parental
involvement on young children (Fan & Chen, 2001; 1zzo, Weissberg, Kasprow
& Fendrich, 1999, & Keith & Keith, 1993).

Fan and Chen (2001) conducted a meta-analysis about the relationship
between children’s academic achievement and parental involvement. They

divided parental involvement into the following categories; parent-child
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communication, parents’ educational aspirations for his/her child, parent
supervision of the child besides school contact and participation. Fan and
Chen’s (2001) findings indicated that the academic achievement of child is
significantly related to parental involvement.

Warner (2010) investigated parental involvement in school activities in
relation to children’s emotional development. The interviews conducted with
parents revealed that they were very interested in their children’s emotional
development while taking part in those activities. The goal of the parents in
participating in school activities was to contribute to the happiness of their
child at school. Moreover, children’s school motivation is found to be affected
by parental involvement in school. When the parents communicated with the
school in terms of their child’s academic or behavioral problems, the child’s
motivation at school increased (Warner, 2010).

Strong home-school relationships are found to be associated with better
child outcomes. In order to focus on this assumption, a study was conducted to
investigate the links between parent-teacher relationships and kindergartener’s
social skills. The findings of the study revealed that when the relationship of
teachers with parents are positive and there is frequent contact, they reported
higher ratings of the children’s social skills. Accordingly, when the parents
reported a strong relationship with teachers, they also reported that their child
had a higher level of social skills (Iruka, Winn, Kingsley, & Orthodoxou,
2011).

2.4.2 Teacher Practices and Beliefs on Parental Involvement

A teacher’s knowledge about his/her teaching might be shaped in three
ways. First one is the context which is related with particular group of students.
Second one is content which is related to the teaching materials the teacher use
and the third one is the belief system of the teacher (Kagan, 1992).

The benefits of parental involvement for teachers are stated by

Gestwicki (2004) under particular headings. Firstly, through parental
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involvement teachers can learn about the family lives of the children in their
care, gaining more information helps the teacher provide better child related
experiences for the child. As an outcome; parental involvement helps teachers
be more effective in teaching process and helps the teachers use the parents as
resources. This new resource increases teachers’ feelings of competence about
their efficacy in their job. The last issue about the benefits of parental
involvement on teacher is related to the resources provided by the parents. The
parents might provide enlarged resources for education (like providing
materials, giving seminars or making community connections) which might
motivate teachers to work more effectively.

In a survey conducted to investigate the attitudes of teachers towards
parental involvement it is found that the teachers have positive and strong
attitudes towards parental involvement. Indeed, increased levels of positive
attitudes towards parental involvement resulted in giving more importance to
parental involvement activities as conferences, communicating with parents
and providing reports about the level of progress of their children (Epstein &
Dauber, 1991).

Another study about attitudes of early childhood teachers towards
parental involvement was conducted by Jones, White, Aeby, and Benson
(1997). The findings of the study revealed that the teachers had positive
attitudes towards parental involvement however; their attitudes differ
depending on the cultural characteristics of the families of the children in their
class.

Yildirim and Dénmez (2008) investigated the teachers’ beliefs on the
parent-school partnership. According to the findings, the teachers believe that a
strong parent-school partnership increases the success of the children, and help
the parents gain knowledge about how they should educate their children.
Teachers also stated that parent-school participation makes the job of teacher
easier in three ways; it increases child’s success, provides resources for school

and forms community of learning.
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Gu and Yawkey (2010) investigated teachers’ attitudes toward parental
involvement in relation to their educational level and age. Early childhood
education teachers who were younger and had higher educational background
had more positive attitudes to parental involvement compared to older and

higher educated early childhood education teachers.

2.4.3 Parents and Parental Involvement

The parents might have many questions in their mind concerning what happens
when their child is at school. To exemplify, they might ask questions such as in
what ways will my child’s teacher interact with me; will the teacher support me
as parent, in what ways can | follow the practices done at school; how can | be
sure about the consistency of the values and practices of program with my
home environment (Copple & Bredekamp, 2009). Although they have
questions, Knopf & Swick (2007) claim that parents are ready to work with
different parental involvement ideas which help to achieve collaborative
relationships between home and school.

The benefit that parents can gain from parental involvement is stated
under three headings by Gestwicki (2004). To begin with, by communicating
with the school parents experience a feeling of support in their difficult task of
parenting. Secondly, they gain new skills on child rearing and thirdly the self-
esteem of parents’ increases as they get positive feedback about the
development of their child in a school context.

Another benefit of parental involvement is stated by Reikes and
Edwards (2009). They claim that establishing positive connection between
parents and teachers helps the achievement of a balanced relationship between
teachers, children and parents. When partnerships are established, the teachers
and administrators consider whether they met the parents’ cultural and personal
values in terms of the education of the children.

When parents received effective and frequent communication from the

school, they have increased positive attitudes towards parental involvement
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(Ames, 1995). The perception of parental involvement among parents was
investigated by Barge and Loges (2003) and the results revealed that the
parent’s perception was mainly concerned with monitoring their child’s
academic progress. This was achieved through checking homework, and the
report cards provided by the teachers. The parents also pointed out the
importance of cultivating a positive personal relationship with their child’s
teachers. By doing so the parents believe that their child would be treated in a
better way. Thirdly, the parents had a positive attitude towards utilizing
extracurricular school programs According to the parents, these kinds of
activities, make the children experience more of an the adult role, provide
opportunities for academic skills development, and provide a different method
of communication between school, teachers and parents. Lastly it is found by
Barge and Loges (2003) that the parents wanted to have strong relationship
with school and community and they want to develop community support
systems. They believed that this form of relationship will provide opportunity
to develop family like atmosphere between the systems.

Yildirrm & Doénmez (2008) investigated the parents’ beliefs on the
parent-school partnership. The findings revealed that a positive parent-school
partnership increases academic success of children. It is also found that when
the parents see that their children are more successful, they feel more
confident. Parents also believed that their participation decreases the workload
of the teacher and creates a positive school climate.

Balkar (2009) also investigated parental viewpoints about the parent
school partnership. The parents reported that they wanted the school staff to be
more supportive to them; wanted more parent education activities; and wanted
the schools to conduct more meetings to develop the parent-school partnership.
They also reported that they want the school administrators to inform them via
phone calls about school activities; and wanted teachers to do home-visits.

Fan, Williams and Wolters (2010) stated that the parents’ attitudes and
beliefs about parental involvement might be related to their beliefs about

themselves, the school and their child. According to the parents, teachers
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should understand the unique personality of their child and they believe that if
this was the case then their child would feel more comfortable and self-
confident at school (Fan, Williams, & Wolters, 2010). Thus, parents’ beliefs
about parental involvement might be more positive if they saw that their child
Is able to learn, wants to learn and is comfortable at school.

2.4.4 Parental Involvement in Different Cultures

There are many recent studies on parental involvement conducted in
different countries concerning parents’ involvement practices in relation to
different variables. Parental involvement was investigated in Israel among
Jewish and Arab parents and the findings revealed significant differences
between two cultures. Compared to the Jewish parents; the Arab parents had
significantly higher levels of involvement in terms of taking responsibility for
education, intention and ability to contribute to the success of the child and
perceived resources of involvement (Lavenda, 2011).

Baeck (2010) investigated willingness and participation in parental
involvement activities among parents of children attending secondary schools
in Norway. The findings revealed that the parents attended parent meetings and
parent-teacher conferences more than concerts or shows done by the pupils.
When the parents’ involvement was analyzed according to their educational
level, it is found that the parents who had more formal education reported more
attendance than those with less formal education. Moreover, the parents’ prior
school experiences were found to be a factor that influences their attendance at
school activities. Indeed the parents who had positive school experiences
attended more school activities of their children than those parents who had
negative school experiences. In Baeck (2004) study there were two reasons
given for not taking part in activities at their child’s school; having lack of time
was the most stated reason followed by lack of necessary skills and sufficient
knowledge of the topic to attend.
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Teachers’ attitudes towards home based and school based parental
involvement in relation to their demographic variables such as age and
educational level and years of experience was investigated among Chinese
teachers. The results revealed that the teachers’ attitudes were significantly
correlated with age and educational level. Younger teachers and those with a
higher educational degree had more positive attitudes towards parental
involvement. The authors also commented on their findings in relation to the
changes in the Chinese education system and how the Chinese teacher
education system is affected by Western educational philosophies that give
importance to parental involvement in education. Because of this reason, the
younger teachers who are more informed about Western educational system
give importance to get in contact with parents. The young teachers know that
being in contact with parents might help them learn more about the children in
their care (Gu & Yawkey, 2010).

Altschul (2012) investigated the parental involvement in the education
of Mexican American youth. She found that the maternal and paternal
educational level had significant predictive effects on achievement of their
children. Also the mothers’ occupation is found to have a significant predictive
effect on their child’s achievement.

Parental involvement was investigated among Chinese and European
immigrants in the USA; in terms of communicating, learning at home and
volunteering for school activities. The findings revealed that Chinese American
parents were less involved in school based parental involvement activities, but
they were more involved in the home based education of their children
(Huntsinger & Jose, 2009)

Radu (2011) investigated the school related parental involvement
among former communist countries of South Eastern Europe. The aim of the
study was to shed light on attitudes and perceptions about parents’ involvement
in relation to their socio economic status. The findings revealed that the parents
who had better financial and economic resources took part in parental

involvement activities more.
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2.5 Barriers to Parental Involvement

Parental involvement is considered as important for both parents and
teachers (Tezel, Sahin & Unver 2005). If so, why are parents not that much
involved in education? After working at different countries (England, New
Zealand, Barbados), and collecting various data, Hornby (2000) decided that
there are barriers to the types and levels of parental involvement in schools.
According to Hornby (2000) the first barrier is related to demographic factors.
Parents who are working and those who are single parents stated that they
experience difficulty in taking part in involvement activities conducted by the
school due to having insufficient time and lack of access to childcare for their
children. Another reason for the lack of involvement stated is related to culture
of the community. In some countries, such as Barbados, family involvement is
not considered as necessary. It is not a social construct since the education of
children is considered to be the job of teachers and parents should not interfere
with this role.

Another barrier pointed out by Hornby (2000) is the culture of the
school. If the school has an autocratic management structure, then
collaboration with the parents will not be considered as crucial. Furthermore, if
a school does not have a clear policy and procedures laid down about parental
involvement then this might act as barrier to parental involvement even if the
teachers may wish parents to be involved (Hornby, 2000).

In contrast to Hornby, Adelman (1991) classified the barriers to parental
involvement as being based on; institutional, personal or impersonal aspects.
They claimed that each of these could include a negative attitude, lack of
skills/mechanisms and practical skills. The institutional barriers stated by
Adelman (1991) were specified such as, inadequate resources like money, time
and space; the school not being interested in parental involvement and having
difficulty in establishing the family-school relationship. When considered at a
personal level, the parents might have lack of interest towards parental

involvement. The parents might see themselves inadequate to participate in
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activities; or due to time and other constraints, they might consider parental
involvement as a waste of time. Impersonal barriers to involvement were stated
as work schedules, transportation, child-care, and feeling deficient about their
skills in terms of being involved in their child’s schooling.

The lack of parental involvement might also be a result of teacher based
barriers (Eccles & Harold, 1993). Some teachers prefer to keep a distance
between the parents and themselves as part of what they consider to be
professionalism. Although the aim is positive, the parents might consider it as
lack of empathy on the part of the teacher (Hornby, 2000). Parallel with their
actions, the attitudes of teachers towards parents can be barriers towards
parental involvement. Some teachers see parents as; problematic, vulnerable,
and less able. For instance if a child has got a problem at school, the parent
may fail to understand or deny that problem (Hornby, 2000). The parents may
think that the teacher is exaggerating or singling their child out. Moreover,
teachers may think that the parents need counseling due to difficulties they
encounter about problems of their children. In this case, Hornby (2000)
suggests that teachers focus on strengths of parents not their weaknesses.
Teachers might see parents as vulnerable which also results in barrier to
education. Indeed when there is a problem about the child, teacher might seek
the truth from the parents in order to not to make them upset and think that
their child is in a poor condition. This is a barrier called as parents as
vulnerable (Hornby, 2000). Lastly, teachers might consider the parents as less
able in terms of developing and educating their child. In this context the
teacher do not take into consideration the ideas and opinions. To overcome this,
SO as not to create a barrier teachers should remember that although teachers
have been trained in education it is the parents that know about their children
(Hornby, 2000).

Parallel with the factors that can result in creating barriers to parental
involvement (Adelman, 1991; Hornby, 2000); Hornby and Lafele, (2011)
proposed a model related to the factors influencing parental participation in

their child’s education. The model considers three fundamental contexts as the
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base; family, school and community and added to these are; four main factors
that are considered to be barriers to parental involvement. The first factor
concerns individual-parent and family, this includes parents’ beliefs about
parental involvement, perceptions of the invitations for parental involvement,
current life contexts and class, ethnicity and gender. The second factor is
related to the child and includes; age, learning difficulties and disabilities, gifts
and talents as well as behavioral problems. The third factor considered to be a
potential barrier to involvement is the different goals and agendas, differing
attitudes and differing language used by the teachers and parents. The fourth
factor consists of the societal aspects including historical and demographic,
political and academic concerns.

Gokee (2000) conducted a study to investigate the mutual expectations
of parents and teachers in terms of parental involvement. The findings revealed
contradictions; the school administrators and teachers want parents as
volunteer helpers, while the parents want to take part in decision making
process. Furthermore, parents want school administrators to conduct more
school related activities; whereas, the administrators and teachers want parents
to attend to school meetings.

Yildirrm and Doénmez (2008) investigated the parents’ beliefs on
barriers to the parent-school partnership. The findings revealed that teachers’
negative, distanced and authoritarian attitudes toward parents; and know-it-all
attitudes are the primary barriers perceived by parents to their involvement in
the child’s schooling. The second major point is that parents consider school
meetings as a barrier to their involvement. Most parents claimed that they do
not want to take part in school meetings since they believe that in most of the
meetings the teachers will complain about their children or they will want
money to meet school needs.

In the same study (Yildirim & Donmez, 2008); the teachers’ beliefs on
barriers to parent-school partnership were examined. The first issue stated by
the teacher was the workload of parents. The second issue was about the

parents gossiping about the teachers’ classroom practices, that the teachers felt
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uncomfortable about this and did not want the parents to participate in school
related issues. The other barriers that the teachers perceive in parent-school
partnership were; teachers’ critical approach to both parents and the students;
teachers neglectful attitude toward parents; some parents’ timid attitudes;
parents’ not liking the school because of low educational level; and parents’
worrying about schools’ requesting money from them.

Erdogan and Demirkasimoglu (2010) conducted a study about parental
involvement beliefs and practices of teachers. Teachers reported that they
believe they should establish partnership with parents. When asked about their
practices they said that, in fact, they do not set partnerships with parents. The
reasons for their lack of partnership with parents were reported as; parents’
negative attitudes towards them; parents acting as if they know how to teach
more than the teachers; and parents’ attempting to teach the teachers and
administrators how to do their job. The study also revealed that the teachers
and administrators do not work hard to involve the parents in the school since

they believe that the involvement process is time consuming and tiring.

2.6 DAP and Parental Involvement

In high quality early childhood education programs the teachers use
strategies to support families. Knowing the impact of family environment on
developing child NAEYC formed the initiative ‘“‘supporting teachers -
strengthening families”. This initiative has goal of providing planned and
effective leadership and education for parents and educators. At the core of this
action, is that when positive relationships are established with families, the
families get in contact easier even in family problematic events. Also this
initiative claims that the families themselves might be strengthened by
explaining the developmentally appropriate expectations and offering guidance
on how these techniques can help the development of their children (Olson,
2007).
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Copple and Bredekamp (2009) state that; early childhood educators
generally make decisions on five major points throughout the educational
process. Firstly, they create a community of learners which supports all the
children’s learning in the developmental areas. Secondly, they focus on
teaching through knowing how goals are going to be achieved. Thirdly, in
order to achieve the goals, to plan a curriculum, carry out reliable and valid
assessment. The last point about which the teachers are to make decisions is
forming relationships with families on a reciprocal basis. This goal is related to
the current study since the DAP guidelines specify that the context in which the
child lives is very important in the learning process. It is stated that the practice
is not developmentally appropriate unless it has certain amount of parental
involvement or includes parental involvement orientation. Therefore, it is
important that parents see themselves as partners in education, as stated in the
DAP guidelines.

Furthermore, although in this study, the term parental involvement is
used to include the wider family and acknowledges the fact that the parent role
for many children is fulfilled by other than the biological parent. Halgunseth
(2009) claims that the relationship of the families with schools have benefits
for children. Figure 2.1 presents the consequences of strong school-family
partnership. In a balanced relationship between families, school and children
the child outcomes improve, and the strength of the program, family
partnership and amount of family engagement increases (Halgunseth, 2009).
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Figure 2.1 Consequences of Family-School Partnership
(Source: Halgunseth, 2009 p. 57)

A good teacher knows that parents and the family are unique resources
which they can access to learn about the children in their care. By obtaining in
depth knowledge about each child, the teacher can learn about the context in
which the child lives and establish a positive relationship with the parents. It is
important that the teacher shares information about their children with the
parents. Thus a reciprocal relationship is created; parents are communicating
with teachers and teachers (and school) are passing information to the parents.
A positive outcome of this process is that the children may feel more secure

both at home and at school in this shared environment (Copple & Bredekamp,
2009).
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2.7 Summary

The literature review revealed three major points. To begin with, the
impact of context on the developing child is revealed firstly focusing on the
literature on ecological theory and then focusing on DAP and parental
involvement. Secondly, throughout the review it is indicated that the parents
and the teachers, who are the contributors to development of children have a
variety of beliefs on DAP and parental involvement. The third important issue
revealed in the literature is the relationship of DAP and parental involvement.
Thus, considering all these important issues about impact of parental
involvement on the development of children, and all the studies conducted on
significance of parent involvement, parental involvement attitudes and
perceptions of parents and teachers are set as primary issue to focus on in the

current study in relation to their DAP beliefs.
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CHAPTER 3

3. METHOD

This chapter describes the methods used to gather and analyze data in
this study. Firstly, information about design of the study is given then the
population and sample are presented. Followed by the tools through which data
collected and next, the development of the instruments, information about pilot
study is given. Also presented is the procedure of the study and the ethical
issues that were considered. In the last two sections of the chapter information

about the analyses of data and limitations of the study are presented.

3.1 Design of the Study

In the present study, the relationships among preschool teachers’ and
preschoolers’ parents’ DAP and DIP beliefs in relation to parental involvement
attitudes and perceived parental involvement barriers are investigated. This
quantitative; cross-sectional correlational study focuses on data from the
participants’ self-reports to questionnaires provided for them.

3.2 Population and Sample

The target population of the study is all five and six years’ old
preschool age children’s parents and teachers in Ankara. However, it is
impractical to attempt to reach to all these people; the goal of the study was to

reach a number of parents and teachers in some districts in Ankara.

Data were collected from the following six urban districts: Cankaya,

Yenimahalle, Kecioren, Mamak, Golbast and Sincan. A convenience sampling
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method was used to reach the accessible sample of the study. During the
sample selection process personal judgments of the researcher on own
relationship with school administrators was considered. After the
administrators of the schools were approached and had given permission for
the teachers to participate, most of the teachers were willing to take part in the
study.

Before the administration of the instrument, according to the number of
preschools in each district the schools in the district and target sample size of
the teachers to be included were determined. While determining the number of
teachers it was proposed that each teacher would be given at least two
questionnaires to give to the parents of the children in his/her class.

In order to reach to the purposes of the study, six districts (Cankaya,
Golbasi, Kegioren, Sincan, Mamak, and Yenimahalle) were selected to collect
data. From Cankaya district, eight public and 10 private schools (75 teachers
and 150 parents); from Golbasi district eight public and two private schools (45
teachers and 90 parents); from Kegioren district eight public and five private
preschools (64 teachers; 128 parents); from Sincan district eight public and
three private preschools (43 teachers and 86 parents); from Mamak district five
public and four private preschools (26 teachers, 52 parents) and from
Yenimahalle district eight public and seven private preschools (91 teachers,
182 parents) were selected. Districts, number of Schools, and the proposed

number of teacher and parent participants seen at table 3.1
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Table 3.1

Districts, Number of Schools and the Proposed Number of Teacher and Parent Participants

9¢

District Type of school Number of Schools Number of Teachers Proposed number of parents
Cankaya Public 8 40 80
Private 10 35 70
Golbast Public 8 22 44
Private 2 23 46
Kegidren Public 8 44 88
Private 5 20 40
Sincan Public 8 38 76
Private 3 5 10
Mamak Public 5 21 42
Private 4 5 10
Yenimahalle Public 8 56 112
Private 7 35 70

Total 76 348 696




After visiting all the proposed schools; 279 teachers and 589 parents
were reached. Among the teachers; all of them were females. Among the
parents 478 were female and 11 of them were male. When the educational level
of the teachers was analyzed, it was found that 54 (19.4%) of them were high
school graduates; 34 (12.2%) of them were senior high school graduates; 159
(57%) of them were university graduates; and 19 (6.8%) of them were master’s
degree or Ph. D graduates. The parents took part in the study had parallel
characteristics with teachers took part in the study. Among parents; 31(%5.3)
were primary school graduates; 25(4.2%) were secondary school graduates;
163(27.7%) were high school graduates; 208 (35.3%) were university
graduates and 72 (12.2) were Masters Degree or PhD. Graduates. The

characteristics of the sample is provided at table 3.2
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Table 3.2

Characteristics of the Sample

Teacher Parent
f % f %
Gender Gender
Female 279 100 Female 478 81.2
Male 0 Male 111 188
Missing 0 Missing 0
Educational level Educational level
High school 54 194 Primary 31 53
Senior high 34 122 Secondary 25 4.2
University 159 57.0 High chool 163 27.7
Master’s degree/Ph.d 19 6.8 Senior high 58 9.8
Total 266 University 208 35.3
Missing 13 Master’s degree 72 122




3.3 Data Collection Instruments

Data were collected via a demographic information questionnaire and
two main data collection instruments. The demographic information
questionnaire aimed to obtain information about the participant’s gender, age
and educational level. The data was used to relate this demographic
information to the other information gathered from the instruments. One of the
main data collection instruments was the Teachers’ & Parents’ Beliefs Scales
(Burts et al., 2000) which aimed to provide information about the
developmentally appropriate beliefs of the parents and teachers. The other
instrument; the School and Family Partnerships Questionnaire (Epstein &
Salinas, 1993) was used to ascertain the attitudes and barriers perceived by
teachers and parents in relation to parental involvement in their child’s
schooling. Brief information about each instrument and the variables intended
to search about by the help of the instruments are provided in Table 3.3. In the

following sections the major characteristics of the instruments are introduced.

39



017

Table 3.3

Instruments and the Variables of Each Instrument

Subject  Instrument Variables
Teacher  Demographic information questionnaire Years of teaching experience (YE)/ Educational Level (EL)
Type of school teacher works at (TS)
Teachers Beliefs Scale (TBS) Developmentally appropriate practices beliefs of teachers (DAP /T)
Developmentally inappropriate practices beliefs of teachers (DIP /T)
School and Family Partnerships Parental involvement attitudes of teachers (PIA/T)
Questionnaire/Teachers (SFPQ/T)
Parental involvement barriers of teachers (PIB/T)
Parent ~ Demographic information questionnaire Age (A)/ Gender

Parents Beliefs Scale (PBS)

School and Family Partnerships
Questionnaire/Parents (SFPQ/P)

Educational Level (EL)

Developmentally appropriate practices beliefs of parents (DAP /P)
Developmentally inappropriate practices beliefs of parents (DIP /P)
Parental involvement attitudes of parents (PIA/P)

Parental involvement barrier of parents (PIB/P)




3.3.1 Demographic Information Questionnaire

This questionnaire was created to provide the background to the TBS
and was drawn from a collection of previously developed questionnaires.
Different questionnaires were created to be administered to the parents and

teachers.

The teachers’ demographic information questionnaire (see Appendix A)
contained questions about age, gender, educational level, year of experience,
and type of school in which they worked. For the parents (see Appendix B) the
questions were about age, gender, educational level. Data were collected from
279 teachers and 589 parents.

3.3.2 Teachers’ & Parents’ Beliefs Scales

In the current study, Teachers’ Beliefs Scale (TBS) (Burts et al., 2000)
and the parent adaptation of the scale, Parents’ Beliefs Scale (Yen, 2008) were
used to collect information from teachers and parents regarding their beliefs
about early childhood programs.

The primary form of TBS was developed by Charlesworth (1991)
considering the 1987 guidelines of National Association of Educating Young
Children (NAEYC). This 36 item likert-type instrument was translated and
adapted to Turkish by Erdiller (2003). The internal reliability scores of the
factors of the translated scale ranged from .33 to .78. In the study (Erdiller,
2003), the main four factors were as follows; (1) beliefs about developmentally
appropriate activities, (2) beliefs about traditional curriculum goals, (3) beliefs

about traditional inquiry, and (4) beliefs about child centered practices.

A newer version of the TBS which was created according to 1997
guidelines of National Association of Educating Young Children (NAEYC) by
Burts et al., (2000) was restructured by Kim (2005). In the current study this

latest form was adapted into Turkish and used because this latest form of the
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scale was found to more comprehensive in meeting the goals of the current

study.

In order to gather data from parents about their beliefs about DAP; Yen
(2008) transformed the Teachers’ Beliefs Scale so it could be administered to
the parents. This was achieved by changing the way in which the scale
linguistically addresses the parents however, the modified version consisted of
similar items and factors as the TBS. Detailed information about the TBS and

PBS is given below.

3.3.2.1 Teachers’ Beliefs Scale

The original of the adapted form of Teachers’ Beliefs Scale (TBS)
(Appendix C) included questions about teachers’ beliefs consisting of 43 items.
The first question in the Teachers’ Beliefs Scale asked teachers to indicate the
relative importance of various sources of influence over their students in their
decision-making process (item #1). Teachers were asked to rank, from most to
least, influence, the following important figures; parents, the school system
policy, the principal, themselves, state regulations, and other teachers (1 = most
influence; 6 = least influence). For the rest of the items in the Teachers’ Beliefs
Scale (#2 - #43) the teachers’ personal beliefs about early childhood programs
were measured. Teachers evaluated each item using a 5-point likert scale with
the following anchors: 1 = not at all important, 2 = not very important, 3 =

fairly important, 4 = very important and 5= extremely important.

According to the analyses conducted by Kim (2005) who created the
latest version of TBS the scale had three factors: Developmentally Appropriate
Practices Beliefs (DAP) with 17 items (3, 4, 5, 8, 9, 12, 13, 16, 18, 21, 22, 23,
25, 26, 28, 29, and 33); Beliefs about Developmentally Inappropriate Practices
(DIP) with 15 items (items 2, 7, 10, 11, 14, 15, 17, 19, 20, 24, 31, 29, 40, 41,
and 42); and attitudes about Family, Culture, and Inclusion (FCI) with 9 items
(6, 27, 30, 32, 34, 35, 36, 37, and 38). In order to prepare the data for analysis,
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the items of DIP factor are reversed so that a higher score represented lower
DIP beliefs. The internal consistency reliability coefficients in the Cronbach

alpha of these three factors were .85, .82, and .81.

Before the main study, the scale was adapted into Turkish and was pilot
tested with 95 preschool teachers. These teachers were working at different
cities of Turkey (Rize, Gaziantep, Sanlurfa, Corum). To examine the factor
structure of the data, exploratory factor analysis (EFA) was conducted. The
pilot study data was first analyzed in terms of the three factors in the scale and

the results are provided at Appendix D.

The reliability score of the Teachers’ Beliefs Scale (TBS) (composed of
45 items) was found to be .65 as measured by Cronbach alpha coefficient in the
pilot study. Accordingly, each item in the scale was analyzed individually in
terms of its reliability. Item Total Statistics for the Teachers’ Beliefs Scale
(TBS) (pilot study) is provided at Appendix E

When the factors were analyzed, it is seen that most of the items were
located under the FCU factor loaded in the factor of DAP. There were also
some items under factor three (FCU), which depends on factor two (DIP). Then
the items had a decreased reliability level were dismissed and the scale items
were brought to a saturation point. When the number of items and factors were
reduced, the reliability score of the TBS (composed of 33 items) was found to
be .80. Two items were found to be of the scope of the study were dismissed by
the researcher. Consequently, in the main study the scale consisted of 31 items

(see Appendix F).

The results for factor analyses and statistics for the total items
conducted in the pilot study are given in Table 3.4.Table 3.5. also shows the

factor structure and the reliability of the TBS items.
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Table 3.4

Loadings for Two Factors (EFA: Varimax Rotation) in Descending Order

Factor 1 Factor 2

TBS 13 .739
TBS 9 731
TBS 35 .710
TBS 31 .685
TBS 19 674
TBS 39* 671
TBS 34* .664
TBS 26 .662
TBS 10 .647
TBS 38* .606
TBS 6* .596
TBS 14 .588
TBS 22 .584
TBS 8 577
TBS 3 .558
TBS 40* .549
TBS 4 543
TBS5 537
TBS 30 516
TBS 32* 510
TBS 27 496
TBS 23 469
TBS 43 .710
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Table 3.4 (Continued)

Factor 1 Factor 2

TBS 21 .682
TBS 41 -.667
TBS 15 .649
TBS 11 .631
TBS 25 .595
TBS 44 .582
TBS 16 573
TBS 12 .540
TBS 18 480

* Items belonging to the FCU dimension of original questionnaire

Table 3.5

Item Total Statistics for the TBS

Scale mean if  Scale variance _Corrected Cronb_ac_h‘s
Items item deleted  if item deleted |tem-tot_al alpha if item
correlation deleted
TBS 3 128.43 132.0 449 799
TBS 4 128.40 133.39 406 .801
TBS5 128.28 133.96 301 .802
TBS 6 128.85 130.60 437 799
TBS 8 128.19 134.43 433 .802
TBS9 128.20 132.31 .596 .798
TBS 10 128.58 132.85 400 .801
TBS 11 129.01 128.34 .366 801
TBS 12 129.03 135.18 139 811
TBS 13 128.63 129.67 546 .796
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Table 3.5 (Continued)

. . Corrected Cronbach's
Scale mean if  Scale variance . o
Items . e item-total alpha if item
item deleted if item deleted .
correlation deleted

TBS 14 128.36 133.16 443 .800
TBS 15 129.17 130.92 301 .804
TBS 16 130.17 139.62 -.020 817
TBS 18 130.51 140.67 -.059 .818
TBS 19 128.45 130.88 .540 797
TBS 21 128.68 127.24 490 .796
TBS 22 128.82 131.47 372 .801
TBS 23 129.04 133.52 .296 .804
TBS 25 129.67 138.28 .029 .815
TBS 26 128.86 128.16 534 795
TBS 27 128.80 132.13 .308 .803
TBS 30 128.98 131.66 370 .801
TBS 31 128.33 131.51 .560 797
TBS 32 128.70 131.16 390 .800
TBS 34 128.55 130.74 544 797
TBS 35 128.49 130.67 542 797
TBS 38 128.67 130.08 478 797
TBS 39 128.57 130.69 488 .798
TBS 40 128.62 132.42 .340 .802
TBS 41 130.07 146.10 -.240 .829
TBS 42 129.68 134.90 123 813
TBS 43 129.44 128.71 347 .802
TBS 44 129.77 132.48 157 .814
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Exploratory factor analyses using varimax rotation results which were
conducted to validate the questionnaire revealed that two main factors, which
are DAP and DIP factors were appropriate for the current sample. The total
reliability score of TBS used in main study was found as .85. The reliability
score for DAP teacher scale used in the main study was .77; and reliability

score for DIP teacher scale was .76.

3.3.2.2 Parents’ Beliefs Scale

The Parents’ Beliefs Scale (PBS) (see Appendix G), similar to the
Teachers’ Beliefs Scale, consisted of 43-items (one ranking question, 27 items
of DAPB, and 15 items of DIPB). The first question asked parents to rate the
relative importance of six influences (parents, school system policy,
principal/director, class teacher, state regulations, and other teachers) on their
children. The remaining 42 questions of the PBS examined the parents’ beliefs
about early childhood education programs. Each item was rated using a five-
point likert-type scale with the following choices: (1) Not important at all, (2)
Not important, (3) Fairly important, (4) Very Important, and (5) Extremely

important.

The Turkish version of the scale was pilot tested with 122 parents living
in different cities of Turkey (Rize, Gaziantep, Sanliurfa, Corum). In order to
prepare the data for analysis, the items of the DIP factor are reversed so that a
higher score represented lower DIP beliefs. An exploratory factor analysis
(EFA) was conducted to examine the factorial structure of the data. Since the
version of the scale has three factors, the pilot study data was first adapted to
three factors. The loading distribution of the factors is stated at Appendix H.

The reliability score of the PBS (composed of 45 items) was found to
be .63 as measured by the Cronbach alpha coefficient in the pilot study. Each
item in the scale was analyzed individually in terms of its reliability. Item total

statistics for PBS pilot study is provided at Appendix I.
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As seen in the results from the TBS, most of the items were located in
the family culture inclusion (FCU) factor loaded in the factor of DAP. There
were also some items in factor three (FCU), which is depended on factor two
(DIP). Then the items that had a decreased reliability level were dismissed and
the scale items were brought to a saturation point. When the number of items
and factors are reduced, the reliability score of the PBS (33 items) was found to
be . 65. As in the TBS, two items which were of the scope of the current study
were dismissed from the scale. The PBS used in the main study can be seen in

Appendix J.

The exploratory factor analyses using the varimax rotation results
which were conducted to validate the questionnaire revealed that two main
factors composed of DAP and DIP factors are appropriate for the current
sample. The total reliability score of PBS used in main study was found as .69.
The reliability score for DAP parent scale used in the main study was .85; and
reliability score for DIP parent scale was .77.

3.3.3 School and Family Partnerships Questionnaire

In order to ascertain parents’ and teachers’ attitudes and the barriers on
parental involvement, the School and Family Partnerships Questionnaire was
used. The questionnaire consisted of two parts. The first part was prepared to
be administered to parents and the second was prepared for the teachers. The
instrument was modified version of two self-administered survey instruments

originally designed by Epstein and Salinas (1993) and used by Jackson (2009).

These surveys were designed to generate a synopsis of school and
family relationships as perceived by teachers and parents (Epstein & Salinas,
1993). Due to copyright protection Jackson (2009) took verbal permission from
Epstein to use and adapt the surveys. In the current study it was not possible to

contact Jackson, but written permission was given by Epstein.
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Epstein and Salinas (1993) reported reliability in terms of internal
consistency through the use of Cronbach’s alpha, due to numerous likert-type
items. The survey instrument included scales for teachers’ and parents’
attitudes, practices and barriers with regard to parental involvement. The
reliabilities ranged from r = .44 to r = .91 on both the teacher and parent scales,

which indicates their value for research.

Both instruments used in this study consisted of 28 five-point likert scale
items that ranged from strongly agree to strongly disagree. The primary goal of
the instruments was to obtain information concerning teachers’ and parents’
attitudes and perceived barriers regarding parental involvement. The first
section of the surveys focused on parental involvement attitudes which
consisted of 18 items, and the second section of the surveys consisted of 10
items on parental involvement barriers (used in reversed order in the process of

the analyses).

3.3.3.1 School and Family Partnerships: Teacher Questionnaire

The School and Family Partnerships Questionnaire, which was
designed to gather information about parental involvement attitudes of teachers
and their perceived barriers about parental involvement, consisted of two parts.
The first part of the questionnaire contained questions about parental
involvement attitudes of teachers. The second part of the questionnaire was
related to the teachers’ perceptions about the barriers to parental involvement.
Detailed information about each questionnaire is provided in the sections

below.
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3.3.3.1.1 Parental Involvement Attitude Scale for Teachers (PIA/T):

Although the reliability of the scale was not reported exactly as in the
study by Jackson (2009), in the current study the analyses were conducted to

obtain the reliability value of the items.

The first section of the (PIA/T) focuses on the attitudes of teachers
(Appendix K) towards parental involvement, the reliability score (composed of
18 items) was found to be .77 as measured by the Cronbach alpha coefficient in
the pilot study. Then each item in the scale was analyzed individually in terms

of its’ reliability.

Table 3.6

Item Total Statistics for the Parent Involvement Attitude Teacher Scale (PIA/T) (pilot
study)

. . Corrected Cronbach's
Items _Scale mean if _Sc_ale Vanance o m-total alpha if item
item deleted  if item deleted correlation deleted
PIA/T 1 43.46 83.64 24 .76
PIA/T 2 41.50 78.52 42 75
PIA/T 3 41.84 75.86 45 15
PIA/T 4 42.37 75.52 43 75
PIA/T5 42.95 80.80 34 .76
PIA/T 6 43.09 83.80 18 g7
PIA/IT7 42.78 84.76 .09 A7
PIA/T 8 42.07 78.44 .33 .76
PIA/T 9 41.53 81.53 .20 a7
PIA/T 10 42.75 82.65 A7 a7
PIA/T 11 43.42 83.36 24 .76
PIA/T 12 42.45 76.71 A7 75
PIA/T 13 41.89 75.67 .50 75
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Table 3.6 (Continued)

. . Corrected Cronbach's
Scale mean if Scale variance . s
Items . e item-total alpha if item
item deleted if item deleted .
correlation deleted

PIA/T 14 42.27 82.85 .10 .78
PIA/T 15 42.37 76.32 .46 75
PIA/T 16 42.02 75.03 51 74
PIA/IT 17 42.41 74.59 54 74
PIA/T 18 42.43 75.20 54 74

*Items with negative item-total correlation

In the pilot study the items were analyzed and one item (item 7) which
was found to be difficult to understand by the parents/teachers was dismissed
from the main study. The parent involvement attitude teacher scale used in the

main study is shown in Appendix L.

3.3.3.1.2 Parent Involvement Barrier Scale for Teachers (PIB/T)

In the pilot study analyses were conducted with 98 preschool teachers
to investigate their perception of the barriers to parental involvement in early
childhood education using the parent involvement barrier scale for teachers
(see Appendix M). The reliability score (10 items) was found to be .74 as
measured by the Cronbach alpha coefficient. Then each item in the scale was
analyzed individually in terms of its reliability. The questions in this scale were

analyzed in reverse order.
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Table 3.7

Item Total Statistics for the Parent Involvement Barrier Teacher Scale (PIB/T) (pilot
study)

ltems ﬁcci?:a?nmean _Sc_ale variance Correctt_ed item-total _Cr_onbach‘s alpha
deleted if item deleted  correlation if item deleted
PIB/T 1 30.81 35.04 .588 .694
PIB/T 2 31.00 36.74 401 719
PIB/T3 3152 36.90 .308 734
PIB/T 4 31.47 35.78 468 .709
PIB/T 5 30.85 36.07 547 701
PIB/T 6 31.14 35.50 400 719
PIB/IT 7 30.76 36.63 443 713
PIB/T 8 31.55 36.52 .382 721
PIB/T 9 31.08 36.91 .238 751
PIB/T 10 30.97 37.03 353 126

One of the items, which were not applicable to the proposed sample,
was dismissed from the main study (item9). The parent PIB Scale for teachers

used in main study can be seen in Appendix N.

3.3.3.2 School and Family Partnerships: Parent Questionnaire

The School and Family Partnerships Questionnaire, consisting of two
parts, was designed to gather information about parental involvement attitudes
of parents and their perceived barriers concerning parental involvement. The
first part of the questionnaire was composed of questions concerning the
parental involvement attitudes of the parents. The second part of the
questionnaire was related with parents’ perceptions about parental involvement

barriers. Detailed information about each questionnaire is provided below.
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3.3.3.2.1 Parent Involvement Attitude Scale for Parents (P1A/P):

The Parent Involvement Attitude Scale for parents (P1A/P) was used to
gather information from parents concerning their perceived attitudes about
parental involvement (see Appendix O). Analyses were conducted with 122
parents to investigate the parent’s parental involvement attitudes. Reliability
analyses were conducted to obtain the reliability value of the items. The
reliability score (18 items) was found to be .87 as measured by Cronbach alpha
coefficient in the pilot study. Each item in the scale was analyzed individually

in terms of its’ reliability.

Table 3.8

Item Total Statistics for the PIA/P (pilot study)

Scale mean if  Scale variance _Corrected Cronb_ac_h‘s
Items item deleted  if item deleted |tem-tot_al alpha if item
correlation deleted
PIA/P1 40.38 110.02 33 87
PIA/P 2 39.16 106.98 .36 87
PIA/P 3 39.52 106.20 A7 .86
PIA/P 4 39.87 104.01 .54 .86
PIA/P 5 40.30 106.86 .55 .86
PIA/P 6 40.17 107.01 49 .86
PIA/P 7 39.70 104.64 Sl .86
PIA/P 8 39.48 104.81 .53 .86
PIA/P 9 39.49 108.92 34 87
PIA/P 10 39.86 107.96 44 .86
PIA/P 11 40.40 107.98 43 .86
PIA/P 12 39.82 105.61 57 .86
PIA/P 13 39.15 106.44 45 .86
PIA/P 14 39.65 104.89 .38 87
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Table 3.8 (Continued)

Scale mean if Scale variance _Corrected Cronb_ac_h‘s
Items item deleted  if item deleted 'Cm-otal - alphaifitem
correlation deleted
PIA/P 15 39.51 105.83 46 .86
PIA/P 16 39.39 102.45 .58 .86
PIA/P 17 39.69 101.27 .67 .85
PIA/P 18 39.57 101.97 .64 .85

In the pilot study the items were analyzed and one item which was

found to be difficult to understand by the parents was dismissed from the main

study (item 7). The PIA/P Scale used in the main study shown in Appendix P.

3.3.3.2.2 Parent Involvement Barrier Scale for Parents (PI1B/P)

In the pilot study, analyses were conducted with 122 parents to

investigate their perceptions of the barriers to parental involvement in early

childhood education (see Appendix Q). The reliability score (10 items) was

found to be .87 as measured by the Cronbach alpha coefficient. Each item in

the scale was analyzed individually in terms of its reliability.
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Table 3.9

Item Total statistics for Parental Involvement Barrier for Parents (PI1B/P) (pilot study)

ltems _Scale mean if $c_a|e variance  Corrected ite_m- glgohlbﬁ‘cirt]:m
item deleted  if item deleted  total correlation deleted
PIB/P 1 30.34 66.47 48 87
PIB/P 2 30.52 64.83 .58 .86
PIB/P 3 30.70 63.59 .58 .86
PIB/P 4 30.59 65.09 .54 .87
PIB/P 5 30.71 65.44 52 87
PIB/P 6 30.80 62.58 .68 .85
PIB/P 7 30.80 63.44 .61 .86
PIB/P 8 30.40 62.39 .68 .85
PIB/P 9 30.19 60.28 .66 .86
PIB/P 10 30.86 62.64 .63 .86

One item (item 9) in the PIB/P scale was found to be not applicable to
proposed sample, dismissed from the main study. The parent PIB Scale for

parents used in main study is shown in Appendix R.

3.4 Translation of the Instruments

After the instrument was translated into Turkish by the researcher of the
current study, it was submitted to three experts in early childhood education
and science education programs. The experts were asked to analyze the clarity
of language and appropriateness for use with the target sample. After receiving

the feedback the questionnaire was refined.

After making changes in the questionnaire the revised form of the

Turkish version of the scales were given to two parents and two teachers to
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obtain their opinions about the clarity of items. In the light of their criticism,

the questions were further refined and prepared for use in the pilot study.

3.5 Pilot Study

Before the main study, a pilot study was conducted with 95 preschool
teachers and 122 preschooler parents. The sample of the pilot study was from

different cities of Turkey (Rize, Gaziantep, Sanliurfa, Corum).

After screening and cleaning the data collected for the pilot study, the
reliability analyses for each subscale were conducted. Summaries of internal

consistencies of each subscale are presented in Table 3.10.
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Table 3.10

Reliability Analyses of the Subscales of Pilot & Main Study

Number of Items ~ Cronbach’s Alpha  Number of Items  Cronbach’s Alpha

Scale Name Subscale Name
(Pilot Study) (Pilot Study) (Main Study) (Main Study)
Total 33 .80 31 .85
DAP /T 23 90 21 a7
Teachers Beliefs Scale (TBS) 10 .76
DIP/T 10 .82
Total 33 .87 31 .69
Parents Beliefs Scale DAP/P 23 .86 21 .85
(PBS) DIP/P 10 A7 10 A7
School and Family Partnerships  PIA/T 18 77 17 73
Questionnaire /Teachers
(SFPQIT) PIB/T 10 74 9 69
PIA/P 18 .85 17 .67

School and Family Partnerships
Questionnaire/ Parents)(SFPQ/P) PIB/P 10 87 9 78




The internal consistency means the Cronbach’s alpha coefficient (o)
should be over .07. In the current main study, the o ranged from .67 t0.90 (see

Table 3.16).

3.6 Validity and Reliability of Measuring Tools

Validity refers to the correctness, meaningfulness, usefulness and
appropriateness of the inferences made by the researcher (Fraenkel and Wallen,
2003). In the current study, in order to investigate the validity of the scales in
terms of their content, TBS, PBS, SFPQ/T and SFPQ/P were translated into
Turkish by the researcher. The Turkish adaptations of the instruments were
submitted to three experts in early childhood education and elementary science
teaching. The experts were asked to analyze the clarity of language and
appropriateness for use. After receiving their feedback the questionnaire was
refined. This process was carried out to establish the best content validity of the
instruments. After making changes in the questionnaire the refined form of the
Turkish version of the scales were given to two parents and two teachers to
obtain their opinions about the clarity of the items. In the light of their

criticism, the questions were refined and prepared for use in the pilot study.

In order to reach consistency in the answers provided for the
instruments, exploratory factor analyses (EFA) for TBS and PBS, and
reliability analyses were carried out. Using exploratory factor analyses, the
scales were evaluated and the relationship among the set of variables was
investigated. Through the reliability analyses, the researcher determined

whether the instruments to be used assessed the same underlying construct.

In the current study, one of the most commonly used internal

consistency indicator; Cronbach’s alpha coefficient was used. The alpha
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coefficients of all the dependent and independent variables ranged from .67 to
.90 (see Table 3.16 for details).

To prevent threats to the internal validity, three main validity issues
were considered. To prevent the loss of subjects, when the questionnaires were
given to teachers, a return date for the questionnaire was agreed between the
participant and the researcher. Furthermore, the researcher notes the
participant’s phone number and called them one day before the agreed return
date of the questionnaire, to remind the participant of the submission day. For
the parents, the researcher gave the questionnaires to classroom teachers and
asked them to pass the questionnaires to the parents via students. The teachers
told the students that their parents should return the questionnaires within a
week. In this way the parents were able to complete the questionnaire at home
rather than at the school within a limited time. This might encourage a better

response from the parents.

3.7 Procedure

The starting point for the study was to focus on the research problem
and determine possible research questions that would shed light on the
problem. Then according to the research questions, a detailed literature review
about the studies conducted on each research question was done. After forming
a framework for the literature review, the instruments were selected. After the
translation process of the instruments, the researcher undertook a pilot study.
Permission to administer the instruments was obtained from the ethics

committee of METU and the Ministry of National Education in order.

The data for pilot study were collected in the spring semester of 2010-
2011 the academic year. The main data were collected in the fall semester of
the 2011-2012 academic years. In order to collect data from the teachers and
parents, the researcher contacted the administrator of each school to organize a

meeting during which the researcher informed them of the purpose of the
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study. To prevent any interruption of the teachers’ daily routine, the
administrators were asked to pass the questionnaires to the classroom teachers
at a suitable time. The researcher also asked the administrator whether the
teachers could pass the parent questionnaires to the parents via students and
ensure that they were returned in a week. However, most of the school
administrators preferred that the researcher directly contacted the classroom

teachers to request their participation.

Before both the pilot and the main study, the participants (teachers and
parents) were provided with information about confidentiality issues. The
researcher explained that all the information they provided in the data would
only be used in the research and no names of schools and participants will be

given in any publication.

The return rate for teacher questionnaires was 69% and the return rate
for parent questionnaire was 61%. In the main study, in order to conduct

analyses, 279 teachers and 589 parents’ questionnaires are used.

3.8 Ethical Issues

As mentioned above prior to data collection, permission from the ethics
committee of METU was taken. This was the preliminary ethical issue
however; other ethical issues such as ensuring confidentiality of data, and not
using the names of participants or institutions were also followed. Moreover

there was no deception of the participants during the whole study.

3.9 Analysis of Data

After collection of the data, preliminary analysis was undertaken and

the examination of the descriptive statistics was conducted. This formed the
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first half of the data analysis process and the purpose was to learn about the

appropriateness of the data for analyses and describe the sample of the study.

The second half of the analysis is composed of inferential statistics. The
inferential statistics used in the analysis part were; correlational analyses, two
way multivariate analyses of variance (MANOVA) and Multiple Regression

Analysis. In these analyses the IBM SPSS 20.0 Package program was used.

3.9.1 Preliminary Data Analysis

In order to inspect the appropriateness of the data for proposed
analyses, a preliminary data analysis was conducted. In this process missing
data, outliers and normality assumption checks were undertaken using the IBM

SPSS 20.0 package program.

3.9.1.1 Missing Data Analysis

To handle possible negative effects of missing data values on the
sample, missing data analysis was conducted. In this process all the data were
analyzed in terms of the content of any missing data (Tabachnick and Fidell,
2001) considered that up to 5% missing data would have no serious effect on
the results. In the current study the amount of missing data was found to be less
than or equal to 5% of the answers on any item on any scale, was replaced by
series mean of that item. The missing items in the demographics section; the
missing items in gender, educational level or type of school were not replaced
by the mean value thus they were noted as ‘missing’. The questionnaires which

had more than 5% missing data were dismissed from the study .
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3.9.1.2 Qutliers

An outlier is substantially different value from an individual compared
to other values that other individuals get in a particular data set. Even the data
point of one outlier might have dramatic impact on the data set (Grawetter &
Wallnau, 2007). While discriminating outliers from the whole data list, the tails
of the histograms can be analyzed in terms of whether the points are sitting on
their own, box plots which are there or more box lengths from the edge boxes
indicates outliers with asterisks. Additionally, for each subscale a 5% trimmed
mean value could be examined. If there is a 5% difference between the
trimmed value and the mean value, that value must be analyzed in detail in

order to determine it if is an outliers (Pallant, 2007).

In order to analyze the multivariate outliers, Tabachnick and Fidell
(2007) suggest using standardized residual values which are values that are
three points greater than its exact value might be considered as outlier. In order
to understand the impact of outliers on adata set, Cook’s distance can be
utilized. If the Cook’s distance is greater than 1, the outlier has an affect on the
sample (Stevens, 2002). In the current study, the criterias stated above are

considered as indicators of outliers.

3.9.1.3 Normality

Before conducting an inferential statistis, it is important to check for
normality. In a distribution if the variables are distributed normally the solution
is better. The normality of a distribution can be understood in terms of
skewness and curtosis (Tabachnick & Fiedel, 2001). While analyzing
univariate normality, George and Mallery (2002) states that -1 to +1 skewness
and curtosis values might be accepted as a good value, they also state that

values between -2 to + 2 are also acceptable.
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3.9.2 Descriptive Statistics

In order to describe the characteristics of sample and answer some of
the research questions, descriptive statistics analyses were conducted using the
IBM SPSS 20.0 program. These descriptive statistics provided information
about the means, standard deviations, minimum and maximum values of cases

in the study.

3.9.3 Inferential Statistics

Inferential statistical techniques were used to test the differences in the
populations based on hypotheses, using measurements as tools on subjects is
used in the current study (Tabachnick & Fidell, 2001). In the current study,
inferential statistics were used to find reliable differences or relationships
among the participants. In order to remove the disadvantageous effects of non

significant results, a level is set as .01.

3.9.3.1 Correlation

Correlation analysis was used to describe the strength and direction of
linear relationship between the teacher variables of year of teaching
experience, DAP /T, DIP/T, PIA/T and PIB/T.; and parent variables of age,
PIB/P, PIA/P, DAP/P and DIP/P.

3.9.3.2 Two-way MANOVA

Two sets of two way multivariate analysis of variance with two
independent variables and two dependent variables were conducted to compare
the mean differences between teacher groups and variables, and parent groups
and variables. In the teacher analysis, the educational level and type of school
in which the teacher worked is considered as IVs and the DAP/T and DIP/T

63



variables are considered as DVs. In the two-way MANOVA conducted for the
parent sample, gender and educational level were analyzed as IVs and DAP/P

and DIP/P are analyzed as DVs.

3.9.3.3 Multiple Regression Correlation

Two separate Multiple Regression Correlation Analyses (MRC) were
performed to determine the contributions of; the teachers parental involvement
belief, parental involvement barrier and years of teaching experience on
teachers beliefs in relation to DAP and DIP; parents’ parent involvement
belief, parental involvement barrier and age on parents beliefs concerning DAP
and DIP.

3.10 Limitations

In the current study there are four major limitations and which need to
be considered when interpreting the findings of the study. No interpretations

beyond the scope of the study or data can be undertaken.

The first limitation of the study is related to the measurement of the
variables. In this study all the measurements of the variables were on the basis
of self-reporting. For this reason, it was assumed that the participants while
answering the questions were careful and honest. Furthermore, they based their

answers on their own personal beliefs and opinions.

The second limitation of the study is related with the sampling
procedure. In the current study, the participants were selected from preschools
in the 24 districts of Ankara. However, the schools were selected from only six
districts. Therefore any generalization made in this study is limited to these

specific districts.
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The third limitation is related with the characteristics of the sample. The
analyses of demographic characteristics of the sample revealed that no male
teachers completed the questionnaires. When the parent questionnaires were
analyzed, it was found that it was mostly the mothers that answered the
questionnaire. This gender related limitation should be considered when

interpreting the findings.

The fourth limitation of the study concerns the collection of data from
the parents. Throughout the study data were collected through the schools. In
order to collect data from parents teachers or school administrators are used as
the conduit. Thus, the researcher did not have direct one to one contact with the
parents. This issue might have impacted on the return rate of the parents, which

was lower than the teachers return rate.
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CHAPTER 4

4. RESULTS

This chapter presents the results of the data analyses conducted for this
study. It begins with the descriptive statistics for the study variables then the
results of the two-way MANOVA are presented. The relationships between the
descriptor variables and study variables are presented in the correlations
section. In the last two sections of the chapter the assumptions for Multiple
Regression Correlation analyses and results for Multiple Regression

Correlation analyses are presented.

4.1 Descriptive Statistics and Results

The demographic characteristics considered as a part of the current
study were; the teachers’ educational level, type of school in which they work
and years of experience. The variables for the parents were age, gender and
educational level. In the following section, the demographic variables will be

presented for the groups of the teacher sample and the parent sample.

4.1.1 Demographic Data for Teacher Sample

A total of 279 teachers correctly completed the questionnaires. In terms
of the demographic data the number of years of experience ranged from 1 to 31
(M=10.08, SD=6.9). Their educational levels were; 54 teachers (19.4% ) were
high school graduates, 47 (16.8%) senior high school graduates, 159 (57%)
university graduates and 19 (6.8%) had a master’s or doctoral degrees.

The types of school in which the teachers work were divided into five
groups. 59 (21.1%) worked in a public independent preschool, 60 (21.5%)
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taught at a public preschool which was a part of an elementary school, 96
(34.4%) were employed in a private preschool which was a part of a private
elementary school, 26 (9.3%) worked at preschools which is a part of General
Directorate of Social Welfare and Child Protection Agency (SSCPA) and 38
(13.6%) taught at private independent preschool.

Table 4.1
Distribution of Teachers According to Type of School and Educational Level

Educational Level

Type of School High Senior High . . Masters Total
University  or
School  School
Ph.D.
Public Independent Pre-school 3 6 48 2 59
Public Pre-school - part of an
Elementary School 3 8 44 5 60
Private Pre-school - part of Private 16 13 57 10 96
Elementary School
SSCPA 12 9 4 1 26
Private Independent Pre-school 20 11 6 1 38
Total 54 47 159 19 279

When the educational level and type of school in which the teachers
work were analyzed in detail, it is seen that the largest number of teachers at

private preschools and public schools were university graduates (Table 4.1).

4.1.2 Demographic Data for Parent Sample

The characteristics of parents who took part in the study can be stated
as their gender, age and educational level. A total of 589 parents completed the
questionnaires correctly and fully.

The age of the participants ranged from 24 to 50 (M=34.48, SD=5.24).
The sample consisted of 478 (81.2%) females (mothers) and 111 (18.8 %)
males (fathers). The educational level of the parents was divided into seven
groups. 27 female and four male of the parents were primary school graduates,
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25 (21 female, 4 male) of the parents were secondary school graduates, 163
(138 female, 25 male) were high school graduates, 58 (48 female, 10 male)
were senior high school graduates, 163 (45 female, 208 male) were university
graduates, 72 (56 female, 16 male) had master’s degrees and 32 (7female, 25
male) held a doctoral degree.

Table 4.2

Distribution of Parents According to Gender and Educational Level

Educational Level Female  Male
Primary School 27 4 31
Middle School 21 4 25
High School 138 25 163
Senior high School 48 10 58
University 163 45 208
Master’s degree 56 16 72
Ph.D. 25 7 32

Total 478 111 589

Similar to the teacher sample, when the parent sample was analyzed in
terms of educational level it can be seen that compared to other groups, the

university graduate parents were highest in number (see Table 4.2).

4.2 Research Question One

“What are the teachers’ and parents’ beliefs about DAP”

The results of descriptive statistics for whole TBS revealed that, in
terms of the total scores, the mean was 120.42 (SD=9.04). The minimum score
was 95.63 and the maximum was 140. The reliability score of the TBS (31
items) was found to be 0.85 as measured by Cronbach alpha coefficient in the
main study. The responses to individual items in the TBS are presented in
Table 4.3.

The results of descriptive statistics for the whole PBS revealed that, in

terms of the total scores, the mean score was 140.00; the minimum score was
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83.00 and the maximum score was 140 (SD=8.97). The reliability score of the
the PBS (31 items) was found to be 0. 69 as measured by the Cronbach alpha
coefficient in the main study. The responses to the individual items of TBS and

PBS are presented in Table 4.3.
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Table 4.3

Responses to Individual Items of TBS and PBS

Statement (rated out of 5) TBS PBS
1 2 3 4 5 Mean Rate Mean Rate

Notatall Notvery  Fairly Very Important Extremely Important

M SD M SD
2. To plan and evaluate the curriculum, teacher observationis 4.59 73 4.57 .69
3.Itis____ for activities to be responsive to individual children’s interests. 4.50 .67 4.27 .83
5.1tis ___ for activities to be responsive to the cultural diversity of students. 4.02 94 3.77 1.06
6 Itis____ for teacher-child interactions to help develop children’s self-esteem. 4.79 45 4.81 46
9.1tis____ touse one approach for reading and writing instruction. 341 1.2 2.66 1.17
10. Instruction in letter and word recognitionis____in preschool. 3.42 1.3 2.26 1.10
13.1tis___ for children to work individually at desks or tables most of the time 3.59 1.0 3.30 1.05

14. Workbooks and/or ditto sheets are in my classroom. 2.58 890 2.15 86

15. 1tis for the teacher to talk to the whole group and for the children to do the same things  2.13 1.08 1.99 94
at the same time.
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Table 4.3 (Continued)

17.1tis for teachers to regularly use punishments and/or reprimands when children

are not participating.

19. 1tis for teachers to allocate extended periods of time for children to engage in play and
projects.

20. Itis for children to color within pre-drawn forms.

22. Itis to read stories daily to children, individually and/or on a group basis.

23. Itis for children to see and use functional print (telephone book, magazines) and
environmental print (cereal boxes, potato chip bags).

25. It is that books, pictures, and materials in the classroom include people of different races,
ages, and abilities and both genders in various roles.

26. Itis for parents to be involved in ways that are comfortable for them.

28. ltis to establish a collaborative partnership/relationship with parents of all children,

including parents of children with special needs and from different cultural groups.

29. Itis to provide the same curriculum and environment for each group of children that
comes through the program.

30. Itis to focus on teaching children isolated skills by using repetition and recitation (e.g.,
reciting ABCs).

4.45
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341
4.28
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.89
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.90

1.22

1.17

4.00

3.89

2.76
4.30
3.58

3.97

3.87
3.89

2.43

2.93

1.23
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94
.79
1.01

94

.89
1.02

1.17
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4.2.1 Research Question 1.1

“Do the DAP beliefs of teachers differ from those of parents”

Developmentally appropriate practice (DAP) beliefs of teachers which
are obtained through the subscale of TBS revealed that the mean score for the
DAP scale was 87.91 (SD= 7.36, Min=59, Max=100). The reliability score of
the DAP/T (21 items) was found to be 0.77 as measured by the Cronbach alpha
coefficient in the main study.

The reliability score of the DAP/P (21 items) was found to be 0.85 as
measured by the Cronbach alpha coefficient in the main study. The DAP beliefs
of parents were investigated by the subscale of DAP/P revealed that the mean
score for the DAP/P scale was 84.95 (SD= 8.51, Min=56, Max=100). Table 4.4
presents detailed information about mean scores of each item provided for the
DAP/T and DAP/P scales.
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Table 4.4

Descriptive statistics for DAP Beliefs of Teachers and Parents

Statement (rated out of 5)

1 2 3 4 5 DAP/T DAP/P
Not atall Not very Fairly Very Important Extremely Important
M SD M SD
2. To plan and evaluate the curriculum, teacher observation is 4.59 73 4.57 .69
4. Itis for activities to be responsive to individual differences in children’s levels of development.  4.63 .62 4.38 .78
6 Itis for teacher-child interactions to help develop children’s self-esteem. 4.79 45 481 46
71tis for teacher-child interactions to help develop children’s positive feelings toward learning. 4.73 51 4.77 52
8. 1tis for teachers to provide opportunities for children to select many of their own activities. 4.37 73 4.20 .80
12. Itis for children to create their own learning activities (e.g., cut their own shapes, decide on the
. . . A 4.66 .61 4.57 .70
steps to perform an experiment, plan their creative drama, art, and computer activities).
16. It is for the teacher to move among groups and individuals, offering suggestions, asking
; e ) - . . L 4.67 .60 4.60 .68
questions, and facilitating children’s involvement with materials, activities, and peers.
18. It is for teachers to develop an individualized behavior plan or address severe behavior 427 g5 423 89

problems.
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Table 4.4 (Continued)

19. 1tis for teachers to allocate extended periods of time for children to engage in play and projects.
22. Itis to read stories daily to children, individually and/or on a group basis.
23. Itis for children to see and use functional print (telephone book, magazines) and environmental

print (cereal boxes, potato chip bags).

24. 1t is to provide many daily opportunities for developing social skills (i.e., cooperating, helping,
and talking) with peers in the classroom.

25. It is that books, pictures, and materials in the classroom include people of different races, ages,
and abilities and both genders in various roles.

28. It is to establish a collaborative partnership/relationship with the parents of all children,
including the parents of children with special needs and from different cultural groups.

4.07

4.28

3.57

4.68

4.25

4.15

.89
.83

.95

.58

.80

.90

3.89

4.30

3.58

4.49

3.97

3.89

91

79

1.01

71

94

1.02




When the items of the DAP scale were analyzed according to their
mean scores, the items with the highest score were 6 and 7 (mean score over
4.70 out of 5). Item 6 indicate the importance of teacher-child interaction and
its effect on child’s self esteem. Item 7 shows the impact of teacher-child
interaction on the development of positive attitudes towards learning.

In the total scores of the teachers, there was only one item that had a
low score which was related to the emergent literacy skill development of
children (item 23). For the parents the lowest rated item was the same. This
item of DAP scale was about children’s use of functional print (telephone

book, magazines) and environmental print (cereal boxes, potato chip bags).

Compared to teachers, the parents scored more items with less than 4
points in the DAP scale. One of these items was teacher’s allocating extended
periods of time for children to engage in play and projects (item 19). For the
parents, this was not very important compared to most of the items on the
scale.

4.2.2 Research Question 1.2

“Do the DIP beliefs of teachers differ from those of parents?”

The total scores provided for the DIP/T subscale ranged from 10 to 47
(SD= 6.68, Min=10, Max= 47). In the scale the answers were reversed so that
higher scores indicated lower DIP beliefs. The total mean score for the DIP
scale was 32 for the teacher sample. The reliability score of the DIP/T (10
items) was found to be 0.76 as measured by Cronbach alpha coefficient in the
main study.

The total scores provided for the DIP/P subscale ranged from 10 to 44.
The mean score was 27. In the scale the answers were reversed so that higher

scores indicated lower DIP beliefs. Item based mean scores of the DIP/T scale
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Is provided at Table 4.5. The reliability score of the DIP/P (10 items) was

found to be 0.77 as measured by Cronbach alpha coefficient in the main study.

When the teacher DIP scores were analyzed, it was seen that teachers
find the use of workbooks and ditto sheets as an important part of their
educational process, also talking to the whole group and the teacher’s making

all children to do the same things at the same time was stated as important.

According to the parents’ responses to DIP scale, teachers’ talking to the
whole group and making children to do the same things at the same time was
one of the highest ranked DIP practice items (item 15). Teachers’ use of
workbooks and ditto sheets (item 14); instruction in letter and word recognition
(item 9); children coloring within pre-drawn forms (item 20); providing the
same curriculum and environment for each group of children that comes
through the program (item 29); focusing on teaching children isolated skills;
using repetition and recitation (item 30) were the items that were ranked high

in the beliefs in DIP scale.

Although the parents and teachers have different beliefs about DIP, they
have one common belief about DIP. This item (item 17), was about regular use
of punishments and/or reprimands when children were not participating, scored
highest in the teacher scale and this was similar to the score given by the
parents scale. Detailed informat,on about DIP scores of teachers and parents
are stated at Table 4.5.
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Table 4.5

Descriptive Statistics for DIP/T and DIP/P

Statement (rated out of 5)

1 2 3 4 5 DIP/T DIP/P
Notatall Notvery  Fairly Very Important Extremely Important

M SD M SD
10. Instruction in letter and word recognitionis ____in preschool. 342 131 2,26 1,10
14. Workbooks and/or ditto sheetsare _____in my classroom. 258 .89 2,15 86
15. 1t i_s ____ forthe teacher to talk to the whole group and for the children to do the same things at the 213 1.08 199 94
same time.
17. !t _is S for teachers to regularly use punishments and/or reprimands when children are not 445 .99 400 1,23
participating.
20. Itis____ for children to color within pre-drawn forms. 341 1.06 2,76 94
30. Itis ___ to focus on teaching children isolated skills by using repetition and recitation (e.g. ABCs). 339 117 293 1,26
31.1tis___ to follow a prescribed curriculum without being distracted by children’s interests or circumstances. 322 156 326 1,38
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4.3 Research Question Two

“Do the DAP Scores of Teachers and Parents Differ in Relation to Some

Demographic Variables”

In this section, the two-way MANOVA analysis was conducted to
investigate whether DAP scores of teachers differ in relation to some
demographic variables. Firstly, analyses of the results of the teachers’ variables
on educational level, type of school in relation to DAP/DIP beliefs are given.
Secondly, analyses of the results for the parent sample relating to gender,

educational level, DAP and DIP variables are presented.

4.3.1 Assumptions for MANOVA

MANOVA is an extended form of analysis of variance that is used
when there is more than one dependent variable (Pallant, 2007). MANOVA
prevents the analysis from the increased risk of Type 1 error. To prevent from
this error, there are some assumptions set to meet. To meet the sample size
assumption, in the analysis in each cell there is to be number of cases more
than number of independent variables. In the current analysis this number is
exceeded. Another assumption of MANOVA is outliers (Tabachnick & Fidell,
2007). To check for outliers, Mahalanobis Distances are checked. The
following assumption is stated as linearity. According to this assumption there
is to be a straight-line relationship between dependent variables, in formed
each pair. In the current analysis no violation of linearity is found. Table 4.6
shows the matrix of scatter-plots between each pair of variables used in

MANOVA, to meet linearity assumption.

78



Table 4.6

Matrix of Scatter-plots for Teacher Variables
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DIP Total: Developmentally Appropriate Practice total core; DIP Total:
Developmentally inappropriate practice total score. Types of schools are P.P.: private
preschool, I.P.: independent preschool, P.: preschool, SSCPA: General Directorate of
National Education and Child Protection Agency.

Looking at the table 4.6, it can be said that assumption of linearity is
satisfied for teacher analyses. These results do not show obvious evidence of

non-linearity.
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Table 4.7

Matrix of Scatter-plots for Parent Variables
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When the table is analyzed, it can be said that assumption of linearity is
satisfied for parent analyses. These results do not show obvious evidence of
non-linearity.

When one of the variables is combination of other variables, it is called
as multicollinearity. To control whether there is multicollinearity between
variables or not, correlational analysis is conducted. A correlation around .8 or
.9 is stated as an indicator of multicollinearity. In this analysis no violation of
multicollinearity is seen. Homogeneity of variance-covariance matrices is the
last assumption considered in MANOVA. Box’s test of Equality of covariance
matrices revealed value over .001(larger than significance value), indicating
that homogeneity of variance assumption is not violated for both teacher and
parent analyses conducted.
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4.3.2 Research Question 2.1

“Is there a difference in DAP scores of teachers according to their educational
level and the type of school they are working in?”

Two ways of between groups multivariate analysis of variance was
undertaken to investigate educational level and type of school in which the
teacher worked at on the DAP and DIP beliefs of teachers. Two dependent
variables were used; the DAP beliefs of teachers and DIP beliefs of teachers.
Two variables, the educational level (four levels) and type of school in which
teachers work (five groups), were used as the independent variables. There was
a statistically significant difference in terms of educational level on the
combined dependent variables, F (2, 258) = 4.31, p = .00; Wilk’s Lambda =
.98; partial eta squared = .04. When results for the dependent variables are
considered separately, the only difference that reached a statistical difference
(using a Bonferonni adjusted alpha level of .025), was educational level with
DIP dependent variable (F (3, 459) = 7.24, p = .000, partial eta squared = .02).
An inspection of the mean scores indicated that high school graduates reported
slightly lower mean scores in the DIP beliefs (M = 29.37, SD =6.37) compared
to university graduates (M = 33.83, SD = 6.12); indicating that high school
graduate teachers believe in DIP more compared to university graduate

teachers.

4.3.3 Research Question 2.2

“Is there a difference between the DAP scores of parents according to their
gender and level of education?”

Two ways between groups multivariate analysis of variance were
conducted to investigate the gender and educational level on the DAP and DIP
beliefs of parents. Two dependent variables were used; the DAP beliefs of the
parents and the DIP beliefs of parents. Two variables; gender and educational

level (seven levels) were used as independent variables. There was a
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statistically significant difference in terms of educational level on the combined
dependent variables, F (6, 1148) = 10.57, p = .00; Wilk’s Lambda = 0.98;
partial eta squared = 0.10. When results for the dependent variables are
considered separately, and a Bonferonni adjusted alpha level of .005 is used,
educational level reached significant difference with both dependent variables
(with DAP/P F (6, 575) = 3.6, p = .001, partial eta squared = .02, DIP F(6,575)
=12.7 , p = 0.000, partial eta squared =11). Follow up analyses were conducted
to investigate the group differences.

One way analyses of variance were performed to investigate the
educational level differences of parents in relation to their DAP beliefs. The
educational level of parents was divided into seven groups (primary school,
middle school, high school, senior high school, university, master’s degree and
Ph.D.). There was a statistically significant difference at the p<.01 level in the
DAP/P scores (F (6,582) = 6.02, p = .000). The effect size calculated from eta
squared was small (.05). Post doc comparisons using the Bonferonni test
indicated that the mean score for primary school graduates (M = 79.42, SD =
9.92) differed significantly from university graduates (M = 87.08, SD = 7.80)
and Master’s graduates (M =85.76, SD = 7.08).

One way analyses of variance were performed to investigate the
educational level differences of parents in relation to their DIP beliefs. The
educational level of parents was divided into seven groups (primary school,
middle school, high school, senior high school, university, Master’s Degree
and Ph.D.).There was a statistically significant difference at the p<.01 level in
DIP/P scores (F (6.582) = 17.48, p = .000). The effect size calculated with eta
squared was large (0.15). Post doc comparisons using the Bonferonni test
indicated that mean score for primary school graduates (M = 24.35, SD = 5.9)
differed significantly from university graduates (M = 28.95, SD = 6.1),
Master’s graduates (M =31.42, SD = 6.1) and Ph. D. graduates (M =32.11, SD
=5.3)
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4.4 Research Question Three

“What are the teachers’ and parents’ attitudes towards parental involvement

and barriers to parental involvement? ”

In this section, analysis of data gathered through School and Family
Partnerships Questionnaire is stated. In details, in the current section,
descriptive statistics for the parental involvement attitude beliefs of parents and
teachers, as well as parental involvement barrier beliefs of teachers and parents

is stated.

4.4.1 Research Question 3.1

“Do the parental involvement attitudes of teachers differ from those of

parents?”

The descriptive statistics results for parental involvement attitude scale
of the teachers revealed that the mean score for the scale was 66. 07 (SD=7.01;
Max=85; Min= 44). The reliability score of the PIA/T (17 items) was found to
be .73 as measured by Cronbach alpha coefficient in the main study.

The descriptive statistics results for parental involvement attitude scale
of the parents revealed that the mean score for the scale was 66.24 (SD=6.47,
Max=85; Min= 45). The reliability score of the PIA/P (17 items) was found to
be .67 as measured by Cronbach alpha coefficient in the main study.

In order to reach to a clear picture of teachers’ and parents’ beliefs on
parental involvement, their responses to each item of the PBS is presented in
Table4.8.
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Table 4.8

Descriptive Statistics for PIA Teacher and Parent Scales

PIA/T Statement M SD PIA/P Statement M SD
1. Parent involvement is important for an 459 54 1. Parent involvement is important for an 448 .73
effective school. effective school.
2. Most parents know how to help their 295 94 2. Most parents know how to help their 3.16 1.01
children on schoolwork at home. children on schoolwork at home. 2
5. Parents can learn to assist their children with 437 .61 5. Parents can learn to assist their 436 .657
school work at home if shown how. children with school work at home if

shown how.
8. Teachers do not have the time to involve 293 1.17 8. Teachers do not have the time to involve 3.19 1.07
parents in very useful ways. parents in very useful ways.
9. Teachers need in-service education to 3.65 1.04 9. Teachers need in-service education to 3.63 971
implement effective parental involvement implement effective parental involvement
practices practices
10. Parental involvement is important for 438 .72 10. Parental involvement is important for 435 716
student success in school. student success in school.
12. This school is known for trying new and 3.76 .95 12. This school is known for trying new and 3.2 .99
unusual things. unusual things.
17. The community values education for all 410 .93 17. The community values education for all 3.86 .98

students.

students.




As can be seen at Table 4.8; teachers and parents in the current sample
scored relatively high in parental involvement attitudes. For both groups,
parental involvement is considered as important for effective teaching (item 1).
Both groups believed that parental involvement is important for the academic
success of their children (item 10).

The lowest scored item in the parent involvement attitude teacher scale
concerned the teachers’ view that teachers do not have the time to involve parents in
very useful ways (item 8). The teachers believe that they have enough time to make
parents involved to education.

The lowest scored item in parent involvement attitude parent scale was
their knowledge about how to help their children with their school work (Item
2). Unlike their low self-competence on knowing how to help, the item
reported highest in their involvement attitude scale was about the parents’
being willing to learn how to assist their children with school work. They

claimed that they could do this if they were shown how.

4.4.2 Research Question 3.2

“Do the parental involvement barrier perceptions of parents differ from those
of parents?”

The descriptive statistics results for the parental involvement barrier
scale of the teachers revealed that the mean score for the scale was 24.93
(SD=5.22; Max= 42; Min= 10.63). The reliability score of the PIB/T (9 items)
was found to be 0.69 as measured by the Cronbach alpha coefficient in the
main study.

The descriptive statistics results for the parental involvement barrier
scale of the parents revealed that the mean score for the scale was 33.62
(SD=6, 2; Max= 45; Min=9). The reliability score of the PIB/P (9 items) was

found to be 0.78 as measured by Cronbach alpha coefficient in the main study.
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The greatest barriers teachers experienced were about communication.
For example, item 5; “the parents’ acceptance of teachers’ critical evaluations
of their child’s work and behavior” was one of the highest rated items. The
second greatest barriers experienced by teachers were that parents’ lack of
available cares for other children in the family in order that the parents could
participate in school activities (Item 7). The lowest scores were those barriers
perceived by the teacher about informing parents about school policies and
procedures (Item 4).

Parents had greatest barrier in their involvement because of lack of
available care for other children at home (ltem 7); and demands of their
employment (Item 3). The lowest scored barrier experienced by parents was
about their capability of helping their child (Item 1). The parents claimed that
they do not assume themselves as low in capability of helping their child.

Table 4.9 presents a clearer picture of teachers’ and parents’ beliefs on

barriers of parental involvement, through providing responses to each item.
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Table 4.9

Teachers’ and Parents’ Beliefs on Barriers on Parent Involvement

Statement (PIB/T) M SD Statement (PI1B/P) M SD

1. Most parents are not capable of helping their children 2.78 1.02 1. I don’t think that I am capable of helpingmy  3.96  1.09

with schoolwork. child

2. Most parents do not want to get involved in school 2. My child’s principal does not encourage

activities. 295 1.06 parental involvement. 390 111

3. Most parents are too involved in their own work to 3. 1 am not able to go to my child’s school

participate in their children’s education 268 111 because of the demands of my work. 357 132

5. Tt is difficult for most parents to accept teachers’ 5. Most teachers have trouble being honest

critical evaluation of their children’s work/and or 228 95 with parents about their children. 378 1.06

behavior. : : . .

7. Lack of available care for other children or other family 7. Lack of available care for my children or

members reduces parental involvement. o5 1.00 pther family members reduces my 334 131
involvement

9. The school and the parent have different goals for the 9. My goals for my child are different from the

child. 263 1.09  schools goals. 3.65 1.06




4.5 Research Question Five

“Is there a relationship between teachers’ and parents’ beliefs about DAP,
parental involvement and some demographic variables?”

In the current study, firstly the Pearson product moment correlations
were conducted between predictor variables of the teachers’ Parent
Involvement Attitudes (PIA/T), Parent Involvement Barriers (PIB/T), and years
of experience (YE) and DAP/T and the DIP/T dependent variables. Secondly,
the Pearson product moment correlations were conducted between predictor
variables of parents (Parent Involvement Attitudes (PIA/P), Parent
Involvement Barriers (PIB/P), and age) and DAP/ Parent and DIP/Parent
dependent variables). In the following sections the results for the analyses

conducted are presented.

4.5.1 Research Question 5.1

“Is there a relationship between teachers’ beliefs on DAP, DIP, PIA, PIB/T,
and YE”

The relationship between the DAP/T PIB/T and DIP/T scores revealed
significant relationships. Indeed, between the DAP/T and PIA/T there was a
large, positive correlation (r = .43, n=279, p<.0001). Higher levels of DAP
beliefs are associated with higher levels of parental involvement attitudes.
Accordingly, the relationship between the DAP/T score and DIP/T score
revealed that there was a small, negative correlation between the two variables,

=-.17,n =279, p <.0001, with higher levels of DAP beliefs associated with
lower levels of developmentally inappropriate beliefs. The relationship
between DAP/T and the parental involvement barrier score of teachers (PIB/T)

revealed a small, positive correlation (r =.17, n = 279, p < .0001) with higher
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levels of DAP beliefs associated with higher parental involvement barrier

beliefs.

The relationship between the DIP score (as measured by the DIP scale)
and the parental involvement barrier score (PIB/T) was also investigated. There
was a medium, correlation between the two variables (r = .13, n = 279, p <
.0005) with higher levels of DIP beliefs were associated with higher levels of
parental involvement barrier beliefs. According to the relationship between the
DIP score and belief on the parental involvement scores, a large, negative
correlation between the two variables (r = -.42, n = 279, p < .0001) was found.
This finding indicated that higher levels of DIP beliefs were associated with
lower levels of parental involvement attitudes. One of the predictor variables;
teacher’s years of teaching experience revealed no significant relationship with

other the predictors or dependent variables.

The significant correlations among the predictor and dependent

variables are presented in the Table 4.10.

Table 4.10

The Correlation between Teacher Scores

DIP/T PIAIT PIB/T
DAP/T - 174** 439** A73**
DIP/T - 426** 134*

Note. *p<.05, **p<.01
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4.5.2 Research Question 5.2

“Is there a relationship between parents’ beliefs on DAP, DIP, PIA, PIB and
Age”

The relationship between DAP (as measured by the DAP/P scale) and
DIP/P, PIA/P PIB/P revealed significant correlations. Indeed, there was a
medium, positive correlation between PIA/P and DAP/P (r = .36, n = 589, p <
.0005) with higher levels of DAP beliefs associated with higher levels of
parental involvement attitudes. Also the relationship between DAP/P and
PIB/P revealed a small, significant relationship (r=.17, n=589, p<.0005).
Moreover, there was a medium, negative correlation between the DAP /P
scores and the DIP/P scores (r = -.30, n =589, p < .0005), with higher levels of
DAP beliefs associated with lower levels of developmentally inappropriate
beliefs.

Another finding of the correlational analyses was that the DIP/P scores
revealed significant relationships with age and PIA/P. In detail, between DIP/P
and age, small, positive correlation is found (r = 20, n = 589, p < .0005), with
lower developmentally inappropriate practices beliefs were associated with
older ages. Indeed this finding means that as the age of the parent increases the
DAP belief of the parent also increases because, higher DIP belief scores mean
higher DAP scores. Additionally, the relationship between the DIPT score and
PIA/P score revealed a medium, negative correlation (r = -.31, n = 589, p <
.0005), with higher levels of developmentally inappropriate practices beliefs
were associated with lower levels of parental involvement beliefs.

There was a small, positive correlation between the PIA/P scores and
PIB/P scores (r = .25, n = 589, p < .0005) with higher levels of parental
involvement beliefs associated with higher levels of parental involvement
barrier score. Correlation between predictor variables and dependent variables

of parent scales is given in Table 4.11.
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Table 4.11
Correlation between Parent Scores

Age DIP/P PIA/P PIB/P
DAP/P -307** .361** 77
DIP/P .208** -.315**
PIA/P 253**

Note. *p<.05, **p<.01

4.6. Research Question 5

“Is there predictive effect of PIA and PIB on DAP beliefs of teachers and
parents?

In this section the result of multiple regression analyses conducted to
investigate predictive effects of PIA, PIB and some demographic variables on
DAP beliefs of teachers and parents is given. Firstly, the assumptions of the
analyses are provided. Then, two sets of multiple regression analyses, which

are related with teacher variables and parent variables, are given.

4.6.1 Assumptions for Multiple Regression Analyses

Multiple regressions require a number of practical issues to be resolved
(Tabachnick & Fidell, 2007). In order to conduct multiple regression analyses,
the conditions of multiple regression, sample size, multicollinearity and
singularity, outliers, normality, homoscedasticity as well as linearity should be
met.

For a study to be repeated (and therefore, to be generalized) with other
samples, there needs to be a sufficiently large sample. According to
Tabachnick and Fidell (2007), the sample size needs to be > 50+ 8 M, (M =

number of independent variables). In the current study this limit is exceeded.
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The relationship between the independent variables is analyzed as an
assumption under the heading of Multicollinearity and Singularity. When
multicollinearity exists, high correlation between two independent variables
can be seen (r =0 .7 and above) (Tabachnick & Fidell, 2007). According to the
analysis, in the current case there was no correlation higher than .7 for the
independent variables could be found. Also the tolerance value, which
indicates the probability of multicollinearity between IV’ is found to be above
.10 indicating a low level of multiple correlations with other variables. Another
indicator of multicollinearity is the VIF value, when this exceeds 10 this
indicates multicollinearity. Either case can be seen in the current study,
indicating that there is no violation of the multicollinearity. Singularity exists
when one of the independent variables is a combination of other independent

variables. This assumption is also not violated in the current sample.

One of the sensitive issues that multiple regression analyses consider is
outliers. The scores those are lower than -3.3 or above +3.3 in terms of
standardized residual values might result in problems in the analyses process
and thus, violate the findings (Tabachnick & Fidell, 2007). In the current
sample Mahalonobis distances and Cook’s distances were considered.
However, no outlier that distorts to data was found. As Pallant (2007) states, a
few number of outliers (not more than 1% of the sample) do not result in

problems in distribution.

The normality assumption is checked in that residuals were normally
distributed in terms of predicted DV scores. No violation of normality was
expected. When the linearity of the distribution was analyzed, in all multiple
regression analyses conducted, straight line is found as it needed to be. To meet
the assumption of homoscedasticity, which requires the scatter-plots be

rectangular shaped, no violation was seen.
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4.6.2 Research Question 5.2

“How well do the PIA, PIB, and year of experience for teachers predict DAP
beliefs of teachers and whether these variables contribute to their beliefs about
DAP?”

Two separate Multiple Regression Correlation Analyses (MRC) were
performed to determine the contributions of parental involvement attitude
(PIA/T), parental involvement barrier (PIB/T) and year of experience (YE) to
teachers’ beliefs on DAP and developmentally inappropriate practices (Table
4.12). The DAP/T scores were considered to be the dependent variable, and the
PIA/T, PIB/T and YE were served as predictor (independent) variables. In the
second regression analyses, the DIP belief scores were served as the dependent
variable, PIA/T, PIB/T and YE were useful as predictor (independent)

variables.
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Table 4.12

Independent Contributions of, PIA/T, PIB/T and YE to DAP/T and DIP/T Scores

DAP Beliefs of Teachers

DIP Beliefs of Teachers

Variables B Ji} t p B s t p

Constant 53.855 13.16 .00 53.829 14,516 .000
PIA/T 443 427 7.937 .000 -410 -.436 -8.106 .000
PIB/T .196 139 2.590 .01 215 .168 3.120 .002
YE -.012 -011 -.204 .83 ,045 .046 .863 .389




According to the analyses conducted, PIA/T and PIB/T significantly
contributed to the participants’ DAP/T and DIP/T belief scores. The multiple

correlation (R) was .46 with RZ:.21 for DAP/T analysis. This result showed
that the model significantly accounted for 21% of the variation in teachers
beliefs in DAP (F=24.67, p=.000). However, no significant contribution of the
teacher’s years of experience is found on DAP scores of teachers.

In the second regression analyses; DIP/T and PIA/T and PIB/T the

multiple correlation (R) was .46 with RZ:.21. This result showed that the model
significantly accounted for 21% of the variation in teachers beliefs in DIP
(F=24.67, p=.000). The multiple regression equation for the analyses is;
DAP/T =53.85 + .44PIA + .19PIB - .12YE

DIP/T =53.82 - .41PIA + .21PIB + .04YE

The results show that while PIA/T and PIB/T significantly contributed
to DAP/T and DIP/T; the years of teaching experience did not have any
significant contribution to two dependent variables.

Two separate multiple regression analysis were performed to determine
which variable best predicted teachers beliefs on DAP and DIP (see Table
4.13)

Table 4.13

Multiple Regression Results for DAP and DIP Beliefs of Teachers.

p R’ F p
DAP/T PIA/T 427 212 24.67 .00
PIB/T 139 .01
DIP/T PIA/T -.410 212 24.65 .000
PIB/T 215 .002
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For the DAP/T scores, the results revealed that the PIA/T was the main
predictor of the DAP/T scores, explaining 18.1% of the variance, while the PIB/T
accounted for the remaining 1.9%. For the DIP/T, the results revealed that the
PIA/T was the main predictor of DIP/T in negative way. Explaining 18.4% of the
variance; year of experience was explained 2.1% while PIB/T accounted for the

2% of the variance on the post-test scores.

4.6.3 Research Question 5.2

“How well do PIA, PIB, and gender predict the DAP beliefs of parents and do

these variables contribute to their beliefs about DAP

Two separate Multiple Regression Analyses (MRC) were performed to
determine the contributions of the parental involvement attitude, parental
involvement barrier and age on parents beliefs on DAP and DIP (Table 4.14).
The DAP/P scores were considered to be the dependent variable, and parental
involvement attitude, parental involvement barrier and age were the
independent variables. In the second regression analyses, the DIP/P scores
were the dependent variable, and the PIA/P, PIB/P and age considered to be the
independent variables.
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L6

Table 4.14

Independent Contributions of the PIA/P, PIB/P and Age to DAP/P and DIP/P Scores

DAP Beliefs of Parents

Variables DAP/P DIP/P

B B t p B B t p
Constant  47.39 11.59 .000 36.429 11.785 .000
PIA/P 449 .052 8.63 .000 -.343 -.343 8.725 .000
PIB/P 126 .054 2.32 .020 149 144 3.659 .000
Age .130 .062 2.08 .037 243 197 5.173 .000




The PIA/P and PIB/P, significantly contributed to parents’ DAP beliefs
and DIP beliefs. The multiple correlation (R) was .38 with R'=.14 for DAP

analysis. This result showed that the model significantly accounted for 14% of
the variation in the parents beliefs in DAP (F=33.02, p=.000).
For the second regression analyses DIP and PIA/P and PIB/P the

multiple correlation (R) was .39 with RZ:.15. This result showed that the model
significantly accounted for 15% of the variation in the parents beliefs in DIP
(F=36.18, p=.000).

The results show that parental involvement attitudes and parental
involvement barriers of the parent significantly contributed to the DAP beliefs
and parental involvement attitudes, parental involvement barriers and age of
parents significantly contributed to the parent DIP beliefs. The equation for the
current analyses is:

DAP/P=47.39 + .44PI1A + .12PIB + .13Age
DIP/P=36.42 - 34PIA +.14PIB +.24Age

Two separate multiple regression analysis were performed to determine
which variable best predicted parents beliefs on DAP and DIP (Table 4.14).
Table 4.15
Multiple Regression Results for DAP and DIP Beliefs of Parents

p R’ F p
DAP PIA/P .052 146 33.02 .000
PIB/P .054 .020
Age .062 .037
DIP PIA/P -.343 157 36.181 .000
PIB/P 149 .000
Age 243 000
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For the DAP/P scores, the results revealed that the PIA/P was the main
predictor of the DAP/P scores, explaining 10 % of the variance, while the
PIB/P accounted for 0.7% and age explained the remaining 0.6%. For the
DIP/P, the results revealed that the PIA/P was the main predictor of the DIP/P
in negative way, explaining 10% of the variance; age was explained 3.8% with

the PIB/P accounting for the 1.9% of the variance on the post-test scores.

4.7 Summary of Results:

The findings of the current study revealed that the parents and the
teachers have got similar beliefs on DAP; while different beliefs on DIP. When
the DAP beliefs of parents and teachers analyzed in terms of demographic
variables, the only demographic variable that had significant effect on DAP &
DIP beliefs of teachers and parents was found as educational level. According
to the findings, parents and teachers who have higher educational level had
higher DAP scores compared to those who have lower educational level.

The parental involvement attitudes and parental involvement barrier
beliefs of parents of teachers were another issue analyzed in the results chapter.
According to the findings, both the teachers and parents have got positive
attitudes towards parental involvement. When analyzed in terms of parental
involvement barriers, it is found that the teachers have got higher barrier
beliefs compared to parents. The fourth point that was focused on in the current
study concerned the predictors of the DAP/DIP beliefs of parents and teachers.
The findings showed that parental involvement attitude and parental
involvement barrier beliefs are significant predictors of the DAP/DIP beliefs of
parents and teachers.
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CHAPTER 5

5. DISCUSSION

The purpose of the current study was to investigate preschoolers’
parents’ and teachers’ beliefs on developmentally appropriate practices (DAP)
in relation to their beliefs on parental involvement. In this chapter, the major
findings of the study are discussed then the implications and recommendations

for future research are presented.

5.1 Teachers’ and Parents’ Beliefs about DAP & DIP

The findings of the study revealed that the views of the teachers and
parents are both similar and different. In particular, the parents’ views about
DAP in relation to teachers’ beliefs are crucial to learn about since the DAP
guidelines claims that it is important that schools should collaborate with
families to develop parental involvement (Stipek & Byler, 1997). In the current
study, both the teacher and parent sample scored high in the questions about
DAP indicating that both the parents and teachers are aware of the importance
of providing these practices for their children. Indeed, for the current sample
most of the teachers and parents reported they believed that use of DAP is
important.

When the items of the DAP scale were analyzed according to their
mean scores, the items with the highest score were approximately similar.
These items were indicating the importance of teacher-child interaction and its
effect on child’s self esteem and the impact of teacher-child interaction on the
development of positive attitudes towards learning. This finding specifies that

both the teachers and parents consider child development and teacher child
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interaction related issues as most important items in developmentally
appropriate practice.

The parents and teachers had similar views concerning the most
important issues related to the teacher-child relationship and its impact on
individual development. However for the lowest scores for the items there were
some differences between the two groups except for the lowest rated item. The
lowest score given by both the teachers and parents was related to the
emergent literacy skill development of children. This item of DAP scale was
about children’s use of functional print (telephone book, magazines) and
environmental print (cereal boxes, potato chip bags). This finding may mean
that both the teachers and parents do not regard emergent literacy development
as highly as the other DAP items on the scale. This might be related to the
goals of early childhood education set by Ministry of National Education
(MoNE). In the MoNE handbook for early childhood education teachers; letter
recognition, or recognition of some emergent literacy skills are not stated as
major goals. Learning about letters and words is set as a part of curriculum for
elementary school education. Being aware of this, both the parents and teachers
might have not regarded emergent literacy skill development as important as
the other skills on the DAP scale. Unlike the goals of MoNE, the DAP
guidelines claims that young children needs to be scaffold while trying to read
environmental prints. This development of emergent literacy skills is not
considered as inappropriate, oppositely it is considered as appropriate to
develop cognitive, reading and writing skills of children.

Another point that emergent literacy development contributes to might be
about transition to schooling. The teachers’ and parents’ fostering emergent
literacy skill development of young children might help to meet goals of early
childhood education set by MoNE. Definitely one of the major goals of early
childhood education curriculum of Turkey is making preschoolers get ready for
elementary school (MoNE, 2000). By the help of learning about environmental

print, the young children might realize the impact of printed materials on their
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life; which might foster them to start to elementary school and learn to read and
write.

Copple and Bredekamp (2009) point out that the way teachers’ design
learning experiences and involve children in the learning experience influence
children’s learning. The findings of the current study reveal that the teachers
are aware of this issue but the parents are not as aware as the teachers.
Compared to teachers, the parents scored less in DAP scale. When items
analyzed one by one; it is seen that teachers’ allocating extended periods of
time for children to engage in play and projects was considered as not an
important issue by parents, while as an important issue by teachers. This
indicates that parents consider the school as places in which there is more
teacher supported and less child directed educational experiences are
conducted. As in other studies, this finding supports the belief that parents of
preschool children tend to want teachers who use teacher directed methods
(Ernest, 2001; Smith 1980). This finding might be due to the parents’ prior
educational experiences. In Turkish Educational system the education was
teacher centered since many years. As the child centered educations’ positive
impact on children recognized in the world; it is started to be recognized in
Turkey too. The mean age of the parents took part in the study is around 30;
this might mean that they were graduates of teacher centered education.
Throughout this finding it might be concluded that; the parents; who are
educated in teacher centered educational system, expect their children to be
educated in teacher centered system rather than child centered education
system, regardless of current trends (move to child centered education).

The remaining items with low scores on the DAP scale of parents were
related to family and culture inclusion. The parents did not believe that parental
involvement, culture inclusion and forming collaboration with parents were as
important as other items took part in DAP scale. This finding indicates that the
parents find children and their education related issues as major issues related
with effective education of their young children. They are not aware enough

that parent involvement is an important part of educational process.
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For both the teachers and parents the DAP beliefs were higher than
those for the DIP beliefs. In terms of the teacher DIP beliefs, it was seen that
teachers find the use of workbooks and ditto sheets as an important part of their
educational process , also talking to the whole group and the teacher making all
children to do the same things at the same time as important. The beliefs which
are high in DIP scale were also about teachers’ providing the same curriculum
and environment for each group of children that comes through the program.
These findings demonstrate that the teachers’ tendency to use a teacher
centered style might be in relation to the change in the point of view towards
early childhood education. This change issue is proposed in the study of Parker
(2006). According to the findings of Parker (2006), preschool teachers in their
reports about their use of DIP in their classes claim that early childhood
education classrooms are becoming focused on academic attainment since they
have to prepare the child for the next grade. In the Turkish educational system;
gaining academic skills is also important. The private elementary schools,
before enrollment, make young children take some exams, which ask about
some academic skills. Because of this reason the parents might expect the
preschool teachers teach some academic skills to their children like numbers,
patterns or social issues. Because of this reason the teachers in preschools
might be trying to teach these academic skills to young children through use of
workbooks, or using same curriculum to whole group. Another reason for
these findings might be related to teacher directed practices’ being considered
as easier to accomplish than child directed practices. Increased class numbers
might also be a reason for teachers using of group based DIP practices such as
using workbooks (Parker, 2006). However, in a classroom where
developmentally appropriate practices are used, children have the opportunity
of working in groups and alone, and can access assistance from teachers when
they need it (Copple & Bredekamp, 2009). In last few years, the Turkish
Ministry of education attempted to increase the number of public preschools,

but still in the classrooms there are approximately 20 students per teacher.
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Parallel with findings of Parker (2006) increased class numbers might be a
reason for teachers’ use of DIP in their classrooms.

In the current study, compared to the teachers, the parents had higher
DIP beliefs. According to the parent responses, teachers’ talking to the whole
group and making children to do the same things at the same time was one of
the highest ranked DIP practice items. Teachers’ use of workbooks and ditto
sheets; instruction in letter and word recognition; children’s coloring within pre-
drawn forms; providing the same curriculum and environment for each group of
children that comes through the program; focusing on teaching children
isolated skills using repetition and recitation were the other items that were
ranked high in the beliefs in DIP scale. These findings are parallel with the
findings of previous studies about the DIP beliefs of parents. In these studies it
was found that while some parents have DAP supporting beliefs, many have
DIP supporting beliefs expecting their child's teacher to use didactic methods
when teaching literacy and numeracy skills (Holloway, Rambaud, Fuller &
Eggers-Pierola, 1995). Moreover; for the parents, the meaningful and important
elements were; being sure that homework was done, learning about the
progress of the child, setting home rules, helping the child accomplish school
projects and being ready to help with homework (Grossman, Osterman &
Pedhazur, 1999). These findings gives weight to assumptions about parents’
teacher directed education background. As indicated before; the parents; who
are educated in teacher centered educational system, might expect their
children to be educated in teacher centered system rather than child centered
system, regardless of current trends (move to child centered education).

Although the parents and teachers have different beliefs about DIP, they
have one common belief about DIP. This item is, about regular use of
punishments and/or reprimands when children were not participating; scored
highest in the teacher scale and this was similar to the score given by the
parents’ scale. This contradicts with findings from previous studies conducted
about punishment. Indeed, according to Lin & Lai (2001) the teachers and

parents believe that punishment rather than encouragement motivates children
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to study. Also in literature, it is stated that the teachers and parents seem to
want to change in order to foster positive behaviors of children. As stated; the
teachers and parents who want to effectively change the behaviors of their
students and children have to change their own behaviors rather than using
punishment (Maag, 2001). The current finding indicates that, the teachers or
the parents believe that they should not use punishment technique on children.
This is a quiet positive finding that indicates the parents took part in the current
study do not believe in teacher centered education in a blind way. They are
aware of negative consequences of negative use of punishment, and they ignore
using it.

The difference between the parent and teacher beliefs in terms of DIP
might be due to the teachers’ education about DAP. Although teachers learn
about DAP practices when training to be teachers furthermore, as indicated
before most of the parents are educated within teacher directed environments,
if they correlate their own teaching experiences, these scores are normal.
Another reason for the discrepancy between teacher and parent beliefs on DIP
might be in relation to lack of parents’ child centered education experiences in
their child’s schools. Indeed In the classrooms where DIP is applied, parents
are not seen as partners, and are not welcomed into classrooms, for this reason
their involvement in activities conducted at schools do not have chance of
being observed (Copple & Bredekamp, 2009). The literature supports the idea
that preschools need an open door policy for parents. Hoover-Dempsey &
Sandler (2005) claim that rather than forcing parents to take part in activities at
their child’s school, the teachers might help parents choose the activity they
feel comfortable with. Providing variety of experiences for the parents to take
part in schools might help them to discover the type of teaching that is being

implemented in their child’s preschool.
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5.2 The DAP/DIP Beliefs in Relation to Some Demographic Variables

5.2.1 Teacher Demographic Variables in Relation to Their DAP & DIP
Beliefs

In the current study, DAP and DIP beliefs were compared in relation to
the educational level and type of school in which they work. The findings
revealed that teachers had significantly different DIP scores in relation to their
educational level. The university graduate teachers had significantly less DIP
beliefs (they found DIP less important) which means they have beliefs closer to
DAP compared to those teachers who only graduated from high school. This
finding is consistent with previous studies conducted with preschool teachers
about their DAP beliefs (Abbot-shim, Lambert & McCarty, 2000; Cassidy &
Lawrence, 2000; Gu & Yawkey, 2010; McMullen, 2009; Vartuli, 1999). In the
study conducted by Vartuli (1999) the difference between teachers’ beliefs,
attitudes and practices towards students were explained by their educational
level. Vartuli (1999) found that the teachers who had qualified in early
childhood teaching had higher points in developmentally appropriate practices
beliefs compared to the teachers who had trained for elementary school
teaching. Also in another study it was found that the teachers who have early
childhood education had higher scores on DAP scores. Also the teachers who
had elementary education degree or early childhood education degree besides
early childhood practices had greater scores on DAP practices compared to
ones who had a degree in elementary education or no experience on preschool
education (McMullen, 1999). Despite this research, a study conducted among
Jordanian preschool teachers revealed that educational level did not reveal any
significant difference in the DAP beliefs of preschool teachers (Abu-Jaber &
Al-Shawareb, 2010).

In the current study, when the demographic characteristics of teachers

are analyzed, it is found that the lowest educational level of teachers in number
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was working at individual private schools and schools at SSCPA. The Turkish
government does not strictly monitor the educational level of teachers who
work in day-care centers which are under supervision of General Directorate of
Social Welfare and Child Protection Agency (SSCPA). In these kinds of
schools high school graduate teachers are accepted to be teachers, as well as
teachers who are coming from other educational backgrounds. However; if
they work in public schools which are under supervision of MoNE there is a
requirement for being a university or senior high school graduate. Considering
the findings of the current study; it can be said that to increase the quality of

education, it is important to consider educational level of teachers.

No significant differences in both the DAP and DIP belief of teachers in
terms of type of school in which worked were found in the current study. This
is not considered as a limitation because the types of schools especially day-
care centers were uneven in number. If there was a greater number of creches
in the sample of the current study, there would be more high school graduates;

and it is believed that might lead to more differences.

5.2.2 Parent Demographic Variables in Relation to Their DAP & DIP
Beliefs

The parents’ DAP beliefs revealed significant differences in terms of
their educational level. Parents who had only completed primary school
revealed significantly lower beliefs on DAP compared to those who had a
master’s degree. As in the DAP beliefs, the DIP belief scores of parents
revealed significant differences in terms of educational level. The university
graduates, those with a master’s or a doctoral degree had significantly less DIP
beliefs compared to those who had only completed primary school. Finding
significance for both scales results in the conclusion that as the educational
level of the parents’ increases, the value they give to DAP also increases. In

other words the parents who only completed primary school give more
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importance to DIP beliefs, compared to high school or university graduates.
These findings are also supported with the literature for example; parents with
limited educational background evince stronger beliefs in didactic, teacher
directed educational methods (Stipek, Milburn, Clements & Daniels, 2002).
Also it was found that parents ask their children more questions about school
as the parents’ educational level increases (Ames, Stefano, Watkins & Sheldon,
1995). Moreover studies imply that when the parents are more educated and
have higher socio economic status, they are more involved in their children’s
education (Fehrman et al., 1987; Muller & Kerbow, 1993; Sheldon, 2002; Tam
& Chan, 2009; Roskam & Meunier, 2009; Wilson, Pentecoste & Nelms, 1982).
However findings of Goldenberg, (1987) contradict with the findings stated.
He claims that the parents who have lower educational and social levels are
interested in their child’s schooling and are good at parental involvement skills.

Most of the studies described above were conducted with parents of
high school or secondary school students. However, the current study attempts
to shed light on preschoolers’ parents. In this case it was found that
preschoolers’ parents’ educational level has an influence on their point of view
toward parental involvement and DAP beliefs.

Fathers are found to establish more differentiating attitudes towards
their children in terms of observing their educational process (Roskam &
Meunier, 2009). However, in the current study when analyzed in terms of
gender, the groups revealed no significant differences. The finding might be
due to uneven number of fathers and mothers took part in the study. If the
number of mothers and fathers were even, difference in DAP beliefs in relation
to gender might be seen. Moreover; in line with the findings of the current
study, research conducted by Tekin (2011) revealed that the self-efficacy
beliefs of parents in relation to parental involvement do not differ depending on

the gender of the parent.
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5.3 Attitudes and Barriers towards Parental Involvement

5.3.1 Parent Involvement Attitudes of Teachers and Parents

In DAP; teachers establish reciprocal relationships with parents. Indeed,
they work as partners, they communicate regularly and they trust each other in
terms of recognizing that all the developmental needs of the children are met
(Copple & Bredekamp, 2009). As proposed by DAP guidelines; teachers and
parents in the current sample relatively high parental involvement attitudes.

For parents and teachers parental involvement is considered as
important for effective teaching. One of the concerns about being an excellent
teacher is stated as establishing reciprocal relationship with families (Copple &
Bredekamp, 2009). In the current sample; the teachers were aware of this and
they considered being effective in relation to parental involvement. Another
item which is very important for both the teachers and parents was the child’s
success. Both groups believed that parental involvement is important for the
academic success of their children. These findings indicate that both the
teachers and parents believe in the impact of parental involvement on student
success and better teaching.

Parental involvement is a construct which is open to change by parents,
schools and students. In order to show their beliefs on involvement, parents
should be monitoring their child’s progress, help with homework and attend
school events besides visiting schools and communicating with teachers of
their child. Teachers and administrators can help parents become more
involved in education for example, by inviting parents to different school
activities and by welcoming them into the school rather discouraging them
(Keith & Keith, 1993). Despite the stated responsibilities of teachers and
administrators; in the current study findings; there was an inconsistency
between the teacher and parent responses to the parent involvement attitude
(P1A). Consistent with the findings from the literature parents in the current
study indicated that they knew how to help their children with their school
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work. In the literature it is stated that parents feel a high level of self-efficacy
in relation to helping with their children’s homework (Grossman, Osterman &
Pedhazur, 1999). Despite parents’ beliefs about themselves, one of the lowest
scored items in the PIA teacher scale concerned the teachers’ view that parents
had a low knowledge level in terms of helping their child with school work at
home.

Contrary to the teacher viewpoints, the findings revealed that parents
are ready to collaborate with the schools, which is understood from the highest
scores they obtained in the PIA scale. The highest scores on the P1A scale were
about the parents’ being willing to learn how to assist their children with
school work and they claimed that they could do this if they were shown how.
This inconsistency might be due to parents’ decision making process about
parental involvement. In literature, it is indicated that while deciding on the
type and level of their involvement, first the parents have their independent and
personal preferences regardless of their perceptions about school practices and
teacher attitudes. Then they decide to take part in the activities which they find
meaningful and which support their opinions about parental involvement
(Grossman, Osterman & Pedhazur, 1999). This inconsistency might also be
due to lack of communication between parents and teachers. Parents might
believe in themselves, but due to lack of involvement and communication, they

might not be able to show their willingness to teachers.

5.3.2 Parent Involvement Barriers of Teachers and Parents

Both the teachers and parents might have different perspectives towards
education. At this point it is the responsibility of teacher to share the differing
perspectives and communicate about the appropriate practices for the
developing child (Copple & Bredekamp, 2009). In the current study, parent
involvement barriers of teachers and parents were found as quite different. The
findings revealed that the teachers considered that the parental involvement
barrier is higher that the parents’ perception.
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In the literature it is stated that, the barriers experienced by the parents
should be investigated in order to learn about possible miscommunication
issues between educators and parents (Drummond & Stipek, 2004). The current
findings reveal that there is a great miscommunication between parents and
teachers, in terms of experienced barrier beliefs. When analyzed in detail, the
greatest barriers they experienced were about communication for example, the
parents’ acceptance of teachers’ critical evaluations of their child’s work and
behavior. This finding is commonly found by researchers investigating the
barriers to parental involvement. Indeed, in the literature it is stated that parents
have difficulty in understanding the reality about their children and that results
in problems in communication (Erdogan & Demirkasimoglu, 2010; Hornby,
2000; Yildirnm & Dénmez, 2008). The second greatest barriers experienced by
teachers were that parents’ finding lack of available care for other children in
the family in order that the parents could participate in school activities. The
lowest scores were those barriers perceived by the teacher about informing

parents about school policies and procedures.

Compared to teachers, the parents had greatest barrier in their
involvement because of lack of available care for other children at home; and
demands of their employment. This finding is supported by those of Yildirim
and Donmez (2008). They claimed that the workload of parents was considered
as barrier by the teachers. On the other hand parents rated two barriers as the
lowest as their not being capable of helping their child in school work,

followed by the school principals’ being open to parental involvement.

The findings revealed that child care is a common problem among
parents and teachers. In the PIB scale, the lack of available care for other
children at home was scored second in teachers’ scale and first in the parents’
scale. This is a commonly faced barrier in parental involvement process
(Halgunseth, 2009). It is stated that the teachers should provide opportunities
of child care for those parents that are in need to facilitate the parents’ taking

part in school activities.
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5.4 Relationship between Beliefs about DAP, Parental Involvement and

some Demographic Variables

5.4.1 Relationship of Teacher DAP, DIP Beliefs and PIA, PIB and Years of

Teaching Experience

It is important to understand the factors that influence DAP beliefs of
professionals and the factors that affect how they practice (McMullen, 1999).
In the current study, the investigation of the relationship between the teachers’
DAP beliefs in relation to their PIA, PIB and years of teaching experience
revealed significant results. According to the findings, the teachers PIA and
PIB made significant contributions to their DAP and DIP beliefs but the years
of teaching experience did not make a significant contribution. Indeed these
findings suggest that the PI1A of teachers make the greatest contribution to DAP
and DIP beliefs of teachers followed by PIB.

The current study contributes to this viewpoint in that the DAP & DIP
beliefs of teachers is significantly predicted by their attitudes towards and their
reported barriers about parental involvement. The teachers’ beliefs about
education is stated as significant contributors to their self-efficacy in terms of
parental involvement, and this increased efficacy is stated as building positive
relationship with parents (Hoover-Dempsey, Walker, Jones & Reed, 2002).

The relation between teachers’ attitude towards parental involvement
and developmentally appropriate practices were also found in relationship in
literature. Indeed the teachers use of DAP was found to be positively correlated
to their use of effective parental involvement strategies. On the other hand the
teachers’ use of DIP was found to be related to negative attitudes concerning
the parents’ influence on their educational process. Specifically the teachers’
claimed that since they feel the pressure from the parents they experience
problems in doing appropriate practices (Charlesworth, Hart, Burts &
Hernandez, 1991). The teachers also believe that they were under pressure
from parents about teaching academic skills to young children and from the
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school administrators in terms of their unrealistic expectations, achievement
tests and curriculum needs (Stipek & Byler, 1997).

Unlike the findings of the previous studies which states that factor,
years of teaching experience, is positively related to the DAP beliefs of
teachers (Cassidy & Lawrence, 2000; Hu, 2012); throughout the analyses of
the current study there was no significant contribution from the years of
teaching experience was found to be related to the DAP and DIP beliefs of
teachers. This finding might be due to a lower number of teachers with over 20
years experience. Due to this findings; as stated by McMullen, (1999) the
scope of research on DAP should be broadened in order to find more factors
that may influence DAP beliefs and practices.

In the study by Charlesworth et al., (1990), the developmentally
appropriate practice beliefs of preschool teachers were investigated in relation
to their developmentally inappropriate beliefs and practices. The findings
revealed that the teachers who have high DAP scores mostly control over their
plans and the ways they implemented activities. On the other hand the teachers
who had high scores on developmentally inappropriate beliefs and practices
reported more outside pressures on their planning and instruction from school
principals and parents. In the current study, it is revealed that the teachers with
higher DAP beliefs, have increased PIA (high positive correlation), and
conversely, an increase in DIP beliefs results in a decrease in PIA as well as
DAP beliefs. This significant correlation also indicates the nature of
relationship between parents involvement attitudes and the DAP/ DIP belief
relationship of the teachers and parents. Similarly, when the results analyzed
from the perspective of the parents, a negative correlation between DAP and
PIB; and a positive correlation between DAP and PIA is found. The findings
support the idea that the DAP/DIP beliefs and parent involvement
attitudes/barriers are related concepts.

These findings indicate that there might be many factors that might
influence their DAP beliefs. Indeed, in the current findings, the parental

involvement attitudes and experienced parental involvement barriers
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contributed to DAP beliefs of teachers. This finding contributes to
interconnected nature of parental involvement and DAP as stated by Copple
and Bredekamp (2009). In theory it is commonly said that, DAP and parental
involvement are related issues; the significant findings of the current study
might be a step to prove this interconnected nature.

5.4.2 Relationship of Parent DAP, DIP Beliefs and PI1A, PIB and Age

The parents’ DAP & DIP beliefs were investigated in relation to their
PIA, PIB and the age variables. The results revealed that all the predictor
variables have significant contributions to the DAP & DIP beliefs of parents.
Indeed when the contributions are analyzed, DAP; PIA had the greatest
contributions followed by PIB and age while for DIP major contributor was
PIA followed by age and DIP. According to findings of Grossman, Osterman
and Pedhazur, (1999) Parents have independent personal preferences about
deciding on the type of involvement they will undertake. These decisions are
unrelated to their perceptions about teachers’ attitudes and school policies
about parental involvement. Contrary to the findings indicated by Grossman,
Osterman and Pedhazur, (1999); the findings of the current study revealed that
the parents” DAP beliefs and educational practices are influenced by their
attitudes and barriers they perceive. Because of this reason the current findings
contribute to literature in that, the parents DAP beliefs should not be
considered as independent constructs. They are influenced as factors like
parent involvement attitudes and experienced parental involvement barriers.
According to studies on this topic, the open door policy provided by teachers is
found to have a strong relation to the level of parental involvement (Balkar,
2009; Epstein, 2002, Hoover-Dempsey & Sandler, 2005). Consequently,
parental involvement models needs to be open ended since this allows the
parents to have the opportunity of selecting the type and deciding on the extent

of their involvement (Hoover-Dempsey & Sandler, 1995).
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5.5 Implications

In order to be successful in providing DAP experiences the teachers
should choose the approach which might be the most appropriate for the
children in their care considering the needs, strengths, characteristics and
interest areas of the children in the class. This is correlated with the teachers’
knowledge, creativity and experience on the issue (Goldstein, 2008). One of
the ways of creating appropriate learning environments is to form communities
with the parents and building successful community partnerships (Ritter,
2007).

In the current study, PIB, PIA, DAP and DIP was found in relationship
with each other. While implementing programs, the educators need to consider
this relationship and give privilege to parental involvement activities
conducted. In this way quality of both the developmentally appropriate
practices and parental involvement activities conducted might increase.

The findings of the current study revealed that the parents find child
development related issues more important than parental involvement issues.
However, the regression analyses revealed that the developmentally
appropriate practice related issues are influenced by parental involvement
attitudes and barriers of parents and teachers. As a consequence, to develop
developmentally appropriate practice beliefs of parents and teachers, it is
important to increase their knowledge about importance of parental
involvement via in service trainings and seminars.

According to the findings of the current study, the parents prefer teacher
centered education to be used in classrooms. This finding might indicate that
the parents do not know about child centered education. That is why; parents
need to be informed about the characteristics and impacts of child centered
education on young children.

Level of education is found as an important factor that influence DAP
beliefs of parents and teachers. Because of this reason, to develop better
generations, the educational level of the community should be increased.
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There is a guide book for teachers in Turkey that gives information
about early childhood curriculum. But here are not any set guidelines for
teachers to follow while educating children, to educate in best way. The DAP
guidelines set by NAEYC is a good resource for teacher, but teachers in
Turkey might have difficulty in reaching to it. In Turkey, there needs to be a
guideline provided for teachers to follow regarding to Turkish educational

system and Turkish socio-cultural background.

In conclusion, it is interesting to draw attention to Ernest’s (2001)
comment that; the thesis is that DAP is for everyone, and the antithesis is that
DAP is not for everyone. DAP is as considered as universal however, the
decision concerning which parts are appropriate or inappropriate need to be
decided in consideration of the context and culture (Ernest, 2001). In the
current study, the parental involvement element of DAP, was investigated
within the Turkish cultural context. The findings revealed both contradicting
and parallel findings with universal context of DAP and literature concerned
with parental involvement in their child’s schooling. The DAP and parental
involvement research in Turkey gone one step further by the current study. It is
found that parental involvement attitude and barriers contribute to DAP and
DIP beliefs. This study has provided information which can set the stage for
further studies which can investigate other variables related with DAP and

parental involvement.

5.6 Directions for Future Research

Teacher knowledge about involvement might be increased by creating
various interaction opportunities for teachers and parents (Baker, Kessler-Skar,
& Piotrowski, 1999). As found in the current study, the interaction between the
teachers and parents should be increased to help children develop in the most
appropriate way. In order to increase this relationship, a detailed focus on the

parental involvement paradigm should be undertaken.
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It is important to remember that teachers and parents learn from each
other (Reikes & Edwards, 2009). After learning about the relationship between
DAP and parental involvement, in order to make this relationship better
known, training should be provided for both the teachers and parents about
DAP.

Although the current study provided information about parents’ and
teachers’ beliefs on DAP, further studies should be conducted with different
samples to focus on what parents understand from DAP beliefs in relation to
their DAP practices. Although the teachers know about child centered
practices, the parents might not have knowledge about this new trend. In order
to have a parallel educational process, the parents should be informed about
DAP and its impact on developing children.

The current study revealed that there are some DIP techniques that the
teachers prefer to use. In further studies, the teachers might be asked about the
reasons for their use of teacher centered education.

In further studies, the barriers to involvement of parents to education
should be investigated in detail from the perspective of both the parents and
teachers. Moreover, the ideas of parents and teachers about developing positive
attitudes toward parent involvement should be examined. In this way, two
significant contributors of DAP would be investigated in detail.

When the parents took part in the study analyzed in terms of gender, it s
found that mostly it was the mothers who filled in the questionnaires. However,
in Turkish culture although the primary caregiver is the mother, the leaders of
the family are fathers. Because of this reason in further studies it is important
to learn about the beliefs of fathers regarding to DAP and parental involvement
in details.

DAP guidelines are primarily set for parents to use in their classrooms
environment. However findings of the current study revealed that the parents
do not know about developmentally appropriate practice. To fill this gap DAP
guidelines for parents should be created to be followed by parents too.

117



Last but not the least, in order to widen the perspective concerning
DAP, future studies should incorporate children’s ideas about child centered

education and parental involvement.
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APPENDICES

APPENDIX A: DEMOGRAPHIC INFORMATION QUESTIONNAIRE
for TEACHERS

1. Yasmiz
2. Cinsiyetiniz: Kadin Erkek

3 En son mezun oldugunuz egitim/6gretim kurumu (Liitfen asagidaki sayilardan birini
isaretleyiniz )

100 =lise 2 [J=1iki y1llik yiiksek okul ~ 3[] = lisans 477 = yiikselisans
4 [1 = doktora
5.. Toplam olarak kag yildir 6gretmenlik yapiyorsunuz? yil.
6. Su anki pozisyonunuz: [J kadrolu 6gretmen [J usta 6gretici
[] s6zlesmeli 6gretmen O diger (belirtiniz)
7. Sinifinizda kag 6grenci var? Tam giin: ___erkek,  kiz Oglene kadar:
___erkek,  kiz
Sadece 6gleden sonra: ___erkek, _ kiz
8. Asagidakilerden hangisi okulunuzu en iyi sekilde tanimlar?
[J Bagimsiz anaokulu O ilkégretime Baglh anasinifi
[J MEB’e bagl 6zel anaokulu [J SHCEK’e bagl 6zel okul
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APPENDIX B: DEMOGRAPHIC INFORMATION QUESTIONNAIRE
for PARENTS

Yasiniz
2. Cinsiyetiniz: Kadin
3. Anketi dolduran kisi:

UAnne [0 Baba ODiger (Liitfen belirtiniz)

Erkek

4. En Son mezun oldugunuz egitim/6gretim kurumu (Liitfen asagidaki sayilardan birini
isaretleyiniz )

10=ilkokul 20= ortaokul 3U0=lise 4 0= iki yillik yiiksek okul
50= lisans 60= yiiksek lisans 70= doktora

5. Mesleginiz:

UCalismiyor OMemur

Q Isci USerbest meslek (Liitfen belirtiniz)

U Diger (Liitfen belirtiniz) U Emekli iseniz Onceki mesleginiz
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APPENDIX C: TEACHERS BELIEFS SCALE (PILOT STUDY)

Asagidaki boliimii doldururken liitfen 3, 4 ve 5 yas grubundaki 6grencileri ve kendi
sinif 6grencilerinizi géz 6niinde bulundurunuz.

1. Asagida harflerle belirtilen maddeleri 1 den 6 ya kadar okul 6ncesi egitim
acisindan siralayarak degerlendiriniz. Degerlendirmenizi yaparken, cocuklarin
ihtiyaclarini ve

egitim programini géz 6niinde bulundurunuz. Litfen her bir harfi (sikki) sadece bir

kez kullaniniz.
A_Anne-baba C_Okul idaresi/ yonetimi  E_Ogretmen

B_ Okul sistemi/ egitim politikasi D_Yonetmelikler F_Diger Ogretmenler

1. Encok etkileyen
2. Coketkileyen

3. Etkileyen

4. Kararsiz_

5. Azetkileyen __

6. Enazetkileyen

Programlara etki eden dis faktérler diisiiniildiigiinde sizin okul éncesi egitim
programlari icin bu tir etkinliklere yénelik kendi kisisel inanisiniz nedir? Liitfen
asagida okul éncesi egitim programlari ile ilgili verilen her bir duruma yénelik sizin
inancinizi gésteren rakami daire icine alarak belirtiniz.

%D
a = E
= a0 ] =
- (]
(2 | |5 |8
:8 £ € S :0
o (g |2 | £ |%
T 0 0 3 S
(@)
2. Bir degerlendirme teknigi olarak 1 2 3 4 5
hazir bulunusluk ya da basari
testleri "dir
3. Egitim programini planlamak ve 1 2 3 4 5
degerlendirmek icin 6gretmen
gozlemleri__ '’ dir.
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5. Etkinliklerin cocuklar arasindaki bireysel
farkhliklara ve gelisim diizeylerine cevap veriyor
olmasi "dir.

6. Etkinliklerin 6grencilerin kultirel
farkhiliklarina cevap veriyor olmasi "dir.

7. Her bir egitim alaninin farkh bir konu
olarak (matematik, dil, fen etkinlgi gibi)
farkli zamanlarda 6gretilmesi

‘dir.

10. Ogretmenlerin gocuklarin gesitli 6grenme
alanlari ile ilgili istedikleri etkinligi
se¢melerine imkan tanimasi ___'dir.

11. Ogretmenlerin okuma yazma ¢alismalarinda
tek bir yontem izlemesi "dir.

12. Anaokulunda kelime ve harf tanimaya
yonelik egitim vermek " dir

13. Ogretmenler in somut materyallerle
donatiimis 6grenme alanlar (okuma-yazma
alani, fen alani, matematik alani vb.)
hazirlamalari "dir.

14. Cocuklarin kendi etkinliklerini
yaratmalarina izin vermek (6rnek: el isi
faaliyetleri, kesmek, cizmek, deney yaparken
basamaklari belirlemek, yaratici drama
etkinliklerini planlamak, sanat etkinligi yapmak
ve bilgisayar basinda etkinlik yapmak)

‘dir.

15. Cocuklarin zamanlarinin gogunda masa
basinda bireysel olarak ¢alismalari "dir.

19. Ogretmenlerin, sinif igerisinde bireysel ya da
grup olarak ¢alisan cocuklar arasinda dolasarak
onlara sorular sormasi, 6nerilerde bulunmasi;
cocuklarin 6grenim materyallerini kullanmasini,
aktivitelere katilmasini ve arkadaslariyla iletisim
kurmasini saglamasi ___'dir
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23. Ogretmenlerin ¢ocuklarin oyun ve
projelerde yer almalari igin glinlik planda genis
zaman dilimleri ayirmasi "dir.

24. Cocuklarin kendi kendilerine
kelimeler/heceler olusturarak yazma
denemeleri yapmasi "dir.

25. Cocuklarin hazir gizili sekillerin igini
boyamasi ___ ’dir.

26. Cocuklarin her giin bireysel olarak ve/ veya
kiiglk gruplar halindeyken kitaplari
incelemeleri " dir.

27. Ogretmenlerin cocuklara her giin bireysel
olarak ve/ veya kiicik gruplar halindeyken kitap
okumalari " dir.

28. Cocuklarin kendi yarattiklari hikayelerini
o0gretmenlerine yazdirmalari (dikte
ettirmeleri)___ ’“dir.

29. Ogretmenlerin mesleki gelisimlerini devam
ettirme calismalari icinde olmasi (6rnek;
konferanslara katilmak veya bilimsel yayinlar
okumak gibi) "dir.

30. Cocuklarin telefon defteri ya da dergiler,
cerez kutulari, yiyecek paketleri gibi cevredeki
yazili materyalleri gérip kullanmasi

"dir.

31. Cocuklarin akranlariyla sosyal becerilerini
gelistirmeleri icin onlara giin icinde ¢ok sayida
firsat ve ortam saglamak (6rnek:isbirligi
kurmak, yardimlasmak, konusmak) __ ‘dir.

38. Ozel egitime gereksinim duyan
cocuklarin aileleri ve farkli kiltirlerden
gelen ailelerin ¢ocuklari da dahil olmak
Uzere egitim slrecinde bitin ¢ocuklarin
aileleri ile ortaklik kurmak "dir.
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39 .Ozel egitime gereksinim duyan ¢ocuklar igin

o0gretmenlerin uygun 6grenme etkinliklerine

imkan verecek sekilde i¢ ve dis mekanlari uygun

hale getirmesi, dlizenlemesi ve adapte etmesi
"dir.

40. Ozel egitime ihtiyag duyan ¢ocuklara diger
cocuklarla birlikte ve glinlik plan ve
etkinlikler cercevesinde baska bir uzman
tarafindan hizmet saglamak (konusma terapisi
gibi) ‘dir.

41. Ogretmenlerin sessiz bir egitim ortami
saglamasi "dir.

42. Okula devam eden biitiin ¢ocuklar icin
ayni egitim programinin uygulanmasi ve her
bir grup icin ayni 6grenme ortaminin
saglanmasi "dir.

43. Cocuklara gesitli kavramlarin
tekrarlama ve ezber yontemleri
kullanarak 6gretilmesi "dir.
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APPENDIX D: FACTOR LOADINGS for PBS PILOT STUDY

Loadings for Three Factors (EFA: Varimax Rotation) in Descending Order
(Pilot study)

Items Factor1 Factor2 Factor 3
TBS 31 .703

TBS 26 .700

TBS 29 .692

TBS 33 .022
TBS 32 .684

TBS 34 .640

TBS 30 .632

TBS 38 .558

TBS 13 547

TBS 27 537

TBS 35 524

TBS 23 .520
TBS 22 442
TBS 28 439
TBS 8 431
TBS 4 .738
TBS 9 .638
TBS 14 .635
TBS 6 .620
TBS 39 .605
TBS5 .603
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TBS 3 534

TBS 40 528

TBS 10 515

TBS 19 501

TBS 37 434

TBS 2 297
TBS 7 .363
TBS 21 .689
TBS 43 .676
TBS 42 .661
TBS 15 .634
TBS 11 .618
TBS 41 .086

TBS 25 .612
TBS 44 .603
TBS 24 -.005 -.157 -.598
TBS 17 .069 325 -.583
TBS 16 .562
TBS 12 .557
TBS 45 490
TBS 18 443
TBS 36 .303

TBS 20 .340
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APPENDIX E: ITEM TOTAL STATISTICS FOR TBS (PILOT STUDY)

Item Total Statistics for the Teachers’ Beliefs Scale (TBS) (pilot study)

Scale
Scale ) o
mean ) ) Corrected item- Cronbach's alpha if item
Items o variance if )
ifitem total correlation deleted
item deleted
deleted
TBS2 166.04 188.73 -125 667
TBS3 163.82 178.27 .380 645
TBS4 163.78  180.87 275 649
TBS5 163.67 180.33 322 648
TBS6 164.24  178.17 313 646
TBS7 166.10 186.89 -.055 .665
TBS8 163.58  180.01 410 647
TBS9 16359 178.82 486 644
TBS10 16396 180.36 273 649
TBS11 164.40 176.43 .253 .646
TBS 12 164.42 180.57 143 .654
TBS 13 164.02 176.37 440 .641
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TBS 14

TBS 15

TBS 16

TBS 17

TBS 18

TBS 19

TBS 20

TBS 21

TBS 22

TBS 23

TBS 24

TBS 25

TBS 26

TBS 27

TBS 28

TBS 29

TBS 30

TBS 31

163.74

164.56

165.56

164.50

165.89

163.84

165.87

164.06

164.20

164.43

166.04

165.05

164.25

164.19

164.30

163.84

164.37

163.71

179.62

176.10

185.68

188.84

185.94

178.13

186.41

171.90

177.93

178.40

194.97

180.93

172.70

176.27

175.70

172.39

177.32

176.33

.362

.290

-.016

-124

-.023

404

-.040

473

.306

.309

-.303

139

524

.340

.389

.624

.338

.558

143

647

.644

.663

.668

.663

.644

.665

.634

.646

.646

.681

.654

.634

.643

.641

.632

.644

.640



TBS 32

TBS 33

TBS 34

TBS 35

TBS 36

TBS 37

TBS 38

TBS 39

TBS 40

TBS 41

TBS 42

TBS 43

TBS 44

TBS 45

164.09

166.54

163.94

163.88

164.60

163.28

164.06

163.95

164.01

165.46

165.07

164.83

165.16

165.08

175.63

197.02

175.59

176.97

183.87

145.74

177.16

179.66

181.57

192.33

180.25

173.13

175.55

180.46

403

-514

.535

456

.059

123

.368

.284

.166

-212

128

.350

212

110

641

.681

639

.642

.658

.736

.643

.648

.653

678

.655

.639

.649

.657
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APPENDIX F: TEACHERS’ BELIEFS SCALE MAIN STUDY

1. Asagida harflerle belirtilen maddeleri 1 den 6 ya kadar siralayarak degerlendiriniz.
Degerlendirmenizi yaparken, cocuklarin ihtiyaclarini ve egitim programini géz 6niinde
bulundurunuz. Latfen her bir harfi (sikki) sadece bir kez kullaniniz.

A_Anne-baba C_Okul idaresi/ yonetimi  E_Ogretmen
B_ Okul sistemi/ egitim politikasi D_Yonetmelikler F_Diger Ogretmenler
1. Encok etkileyen
2. Coketkileyen
3. Etkileyen
4. Kararsiz__
5. Azetkileyen __

6. Enazetkileyen __

Liitfen asagida okul éncesi egitim programlari ile ilgili verilen her bir duruma yénelik
sizin inancinizi gésteren rakami daire icine alarak belirtiniz.
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Hi¢ Onemli Degil

Onemli Degil

Onemli

Olduk¢a Onemli

Cok onemli

2. Egitim programini planlamak ve
degerlendirmek icin 6gretmen
gozlemleri___’ dir.

IS

4. Etkinliklerin gocuklar arasindaki bireysel
farkhliklara ve gelisim diizeylerine cevap
veriyor olmasi "dir.

5. Etkinliklerin 6grencilerin kultirel
farkhliklarina cevap veriyor olmasi "dir.

6. Sinif ici 6gretmen-gocuk etkilesimi
cocuklarin kendilerine olan 6zglivenlerinin
gelismesinde "dir.

7. Sinif ici 6gretmen-gocuk etkilesimi
cocuklarin 6grenmeye karsi olumlu
tutumlarinin gelismesinde "dir.

8. Ogretmenlerin cocuklara cesitli 6grenme
alanlariile ilgili istedikleri etkinligi
secmelerine imkan tanimasi ___'dir.

9. Ogretmenlerin okuma yazma ¢alismalarinda
tek bir yontem izlemesi "dir.

10. Anaokulunda kelime ve harf tanimaya
yonelik egitim vermek " dir

12. Cocuklarin kendi etkinliklerini yaratmalarina
izin vermek (6rnek: el isi faaliyetleri, kesmek,
cizmek, deney yaparken basamaklari belirlemek,
yaratici drama etkinliklerini planlamak, sanat
etkinligi yapmak ve bilgisayar basinda etkinlik
yapmak) ‘dir.
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13. Cocuklarin zamanlarinin gogunda masa
basinda bireysel olarak ¢alismalari "dir.

14. Alistirma kitapgiklari ya da ¢alisma kagitlari
benim sinifimin ders programi igin "dir.

16. Ogretmenlerin, sinif igerisinde bireysel ya

da grup olarak ¢alisan ¢ocuklar arasinda

dolasarak onlara sorular sormasi, 6nerilerde

bulunmasi; cocuklarin 6grenim materyallerini

kullanmasini, aktivitelere katilmasini ve

arkadaslariyla iletisim kurmasini saglamasi
'dir

17. Cocuklarin katilimi az
oldugunda, 6gretmenlerin katilimi
arttirmak amaciyla kizma,
azarlama, cezalandirma yollarini
kullanmasi ‘dir.

19. Ogretmenlerin cocuklarin oyun ve
projelerde yer almalari icin glinlik planda
genis zaman dilimleri ayirmasi "dir.

20. Cocuklarin hazir cizili sekillerin icini
boyamasi ___“dir.

21. Cocuklarin her gin bireysel olarak ve/ veya
kiiclk gruplar halindeyken kitaplari
incelemeleri " dir.

22. Ogretmenlerin cocuklara her giin bireysel
olarak ve/ veya kiigtik gruplar halindeyken
kitap okumalari " dir.

23. Cocuklarin telefon defteri ya da dergiler,
cerez kutulari, yiyecek paketleri gibi
cevredeki yazil materyalleri goriip
kullanmasi "dir.

25. Sinifta farkh irklardan, yaslardan,
cinsiyetlerden ve farkli yeteneklere ve rollere
sahip insanlarla ilgili 6rnek olusturabilecek
kitaplar, resimler, materyaller bulundurmak

' dir.

147




26. Ailelerin rahatlikla katilabilecekleri
aile katilim etkinlikleri
saglamak "dir.

27. Ogretmenlerin ¢cocuklarin
davranislarina rehber olmalari; problem
¢O6zme, sinirlari 6grenme ve yeniden
yonlendirme gibi yontemler kullanmasi

‘dir.

29. Okula devam eden bitin ¢ocuklar igin
ayni egitim programinin uygulanmasi ve her
bir grup icin ayni 6grenme ortaminin
saglanmasi "dir.

30. Cocuklara gesitli kavramlarin
tekrarlama ve ezber yontemleri
kullanarak 6gretilmesi "dir.
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APPENDIX G: PARENTS’ BELIEFS SCALE PILOT STUDY

Anne-Baba inamslar1 Anketi

Yonerge: Bu anketin amaci siz anne ve babalarin ¢ocuklarinin aldigi okul
Oncesi egitim ile ilgili goriis ve diisiincelerini arastirmaktir. Anket sizin gorls
ve disiincelerinizi degerlendirdigi i¢in ankette sorulan sorularin dogru ya da
yanlig cevaplart yoktur ve her bir katilimc1 kendi kisisel goriisiine gore cevap
verecektir. Arastirmada yer alabilmek i¢in en az bir ¢cocugunuzun okul 6ncesi
egitim aliyor olmasi gerekmektedir. Liitfen asagidaki maddelerde goriis ve

diisiincelerinize en yakin olan numarayi isaretleyiniz.

Asagidaki boliimii doldururken lLiitfen 3, 4 ve 5 yas grubundaki cocuklar1 ve

kendi ¢ocugunuzu géz 6niinde bulundurunuz.

1. Asagida harflerle belirtilen maddeleri 1 den 6 ya kadar okul 6ncesi egitim
agisindan siralayarak degerlendiriniz. Degerlendirmenizi yaparken, ¢ocuklarin
ihtiyaclarini ve egitim programini goz 6niinde bulundurunuz. Liitfen her bir harfi

(sikki) sadece bir kez kullaniniz.

A_ Anne-baba C_Okul idaresi/ E_Ogretmen
yonetimi
B_ Okul sistemi/ egitim politikasi D_Yonetmelikler F Diger
Ogretmenler
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Yukaridaki siklar arasinda; okul dncesi

egitimi;

1. Encoketkileyen

2. Coketkileyen

3. Etkileyen __

4. Kararsiz

5. Azetkileyen

6. Enazetkileyen
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Sizin okul 6ncesi egitim programlarina yonelik kisisel inanisiniz nedir? Liitfen
asagida okul dncesi egitim programlart ile ilgili verilen her bir duruma yonelik
sizin inancinizi gosteren rakami daire i¢ine alarak belirtiniz.

1 2 3 4 5
Hic 6nemli degil|Onemli degil|Onemli|Olduk¢a &nemli|Cok énemli
= =
2 | = g
= 80 & =
E |2 S | E
£ = = & £
T |E|E|E %
= Q Q o o
2. Bir degerlendirme teknigi olarak 1 2 3 4 5
basari ya da hazir bulunusluk
testleri “dir.
3. Egitim programini planlamak ve 1 2 3 4 5
degerlendirmek i¢in 6gretmen
gozlemleri  ’ dir.
4. Etkinliklerin her bir ¢ocugun ilgisine 1 2 3 4 5
cevap veriyor olmasi ¢ dir.
5. Etkinliklerin ¢ocuklar arasindaki bireysel 1 2 3 4 5)
farkliliklara ve gelisim diizeylerine cevap
veriyor olmasi dir.
6. Etkinliklerin 6grencilerin kiiltiirel 1 2 3 4 5
farkliliklarina cevap veriyor olmasi
7. Tlkokulda oldugu gibi her bir egitim 1 2 3 4 5
alaninin farkli bir konu olarak
(matematik, dil, fen etkinlgi gibi)
farkli zamanlarda 6gretilmesi
10. Ogretmenlerin ¢ocuklarim cesitli 1 2 3 4 5
ogrenme alanlari ile ilgili istedikleri
11. Okuma yazma caligsmalarinda tek bir 1 2 3 4 5
yontem izlenmesi dir.
12. Anaokulunda kelime ve harf tanimaya 1 2 3 4 5
yonelik egitim verilmesi > dir
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16. Cocuklarin siniflarinda alistirma
kitapciklari ya da ¢aligma kagitlar

kullanmalar1 ders programi igin dir.
17. Okuma yazmaya hazirlik programlari 3-6
yas grubu ¢ocuklart i¢in "dir.

18. Ogretmenlerin biitiin sinifa ayn1
anda hitap etmesi ve biitiin ¢ocuklarin
ayn1 anda ayni etkinlige katilimini
saglamasi dir.

19. Ogretmenlerin, siif igerisinde
bireysel ya da grup olarak ¢alisan
cocuklar arasinda dolasarak onlara sorular
sormasi, Onerilerde bulunmast; ¢ocuklarin
Ogrenim materyallerini kullanmasini,
aktivitelere katilmasini ve arkadaslariyla

20. Ogretmenlerin gocuklarin aslinda

katilmak istemedigi etkinliklere

katilimini saglamak amaciyla yildiz ya

da ¢ikartma gibi 6diiller kullanmasi
dir.

21. Cocuklarin katilimi az
oldugunda, 6gretmenlerin katilim1
arttirmak amaciyla kizma,
azarlama, cezalandirma yollarini
kullanmasi dir.

26. Cocuklarin her giin bireysel olarak
ve/veya kii¢iik gruplar halindeyken
kitaplar1 incelemeleri > dir.

27. Ogretmenlerin ¢ocuklara her giin
bireysel olarak ve/ veya kiiciik gruplar
halindeyken kitap okumalar1 > dir.

28. Cocuklarm kendi yarattiklar hikayelerini
Ogretmenlerine yazdirmalari (dikte
ettirmeleri)  ’dir.

29. Ogretmenlerin mesleki gelisimlerini
devam ettirme ¢alismalari iginde olmasi
(6rnek; konferanslara katilmak veya bilimsel
yayinlar okumak gibi1) “dir.
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30. Cocuklarin telefon defteri ya da dergiler,
cerez kutulari, yiyecek paketleri gibi
cevredeki yazili materyalleri goriip
kullanmast dir.

32. Sinifta farkli irklardan, yaslardan,
cinsiyetlerden ve farkli yeteneklere ve rollere
sahip insanlarla ilgili 6rnek olusturabilecek
kitaplar, resimler, materyaller bulundurmak

> dir.

33. Cocuklarin okulda a¢ik havada
gecirdikleri zamanlarinin planl aktiviteleri de
icermesi > dir.

35. Ogretmenlerin ¢ocuklarm

davraniglarina rehber olmalar1 problem

cozme, sinirlar1 6grenme ve yeniden

yonlendirme gibi yontemler kullanmasi
dir.

41. Ogretmenlerin sessiz bir egitim ortami
saglamas1 ___ ’dir.

42. Okula devam eden biitiin ¢ocuklar i¢in
ayn1 egitim programinin uygulanmasi ve
her bir grup i¢in ayn1 6grenme ortaminin
saglanmasi “dir.

43. Cocuklara ¢esitli kavramlarin
tekrarlama ve ezber yontemleri
kullanarak 6gretilmesi “dir.

44. Ogretmenlerin 6nceden hazirlanmis
egitim programini, ¢gocuklarin giinliik
ilgilerinin ve o giin siiregelen
durumlarina dikkat etmeden takip
etmeleri dir.
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APPENDIX H: FACTOR LOADINGS of PBS PILOT STUDY

Loadings for Three Factors (EFA: Varimax Rotation) in Descending Order

(Pilot study)

Items Factor 1 Factor 2 Factor 3
PBS39* .718

PBS37* .705

PBS32* .645

PBS33  -.644

PBS38* .597

PBS4 .596

PBS34* .561

PBS35 515

PBS27  .481

PBS36* .481

PBS26  .481

PBS29* .464

PBS28 451

PBS17  .379

PBS6*  .370

PBS10 .282

PBS20 127
PBS19 .652
PBS5 .616
PBS8 594
PBS23 .535
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PBS18 410

PBS31 130
PBS13 483

PBS9 459

PBS41 420

PBS30 402

PBS25 .346
PBS7 373
PBS14 .349

PBS22 .340

PBS3 .333

PBS4 .320

PBS44 127
PBS24 171

PBS43 .601
PBS42 .593
PBS21 .584
PBS15 .538
PBS12 .536
PBS11 518
PBS45 501
PBS16 436
PBS2 .316

* Items belonging to FCU dimension of original questionnaire
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APPENDIX I: ITEM TOTAL STATISTICS for the PBS (PILOT STUDY)

Items Scale Mean if Scale Variance Corrected Item- Cronbach's
Item Deleted if Item Deleted Total Correlation Alpha if ltem
Deleted
PBS 2 154.39 114.55 -.017 .641
PBS 3 152.41 111.44 194 627
PBS 4 152.52 112.04 120 .631
PBS 5 152.42 108.70 371 617
PBS 6 152.96 108.36 327 617
PBS 7 154.67 119.05 -.216 .657
PBS 8 152.08 111.48 .286 .624
PBS 9 152.15 111.74 248 .626
PBS 10 152.60 110.23 239 .623
PBS 11 153.99 109.45 119 .634
PBS 12 154.39 116.87 -122 .655
PBS 13 152.72 106.998 337 .615
PBS 14 152.40 108.47 344 617
PBS 15 153.72 112.29 .047 .639
PBS 16 154.63 119.11 -.226 .656
PBS 17 153.26 107.73 .255 .620
PBS 18 154.79 119.17 -.222 .657
PBS 19 152.23 108.44 433 .615
PBS 20 154.89 120.16 -.273 .659
PBS 21 153.43 109.55 134 .631
PBS 22 152.66 108.23 304 .618
PBS 23 152.92 107.67 378 .614
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PBS 24
PBS 25
PBS 26
PBS 27
PBS 28
PBS 29
PBS 30
PBS 31
PBS 32
PBS 33
PBS 34
PBS 35
PBS 36
PBS 37
PBS 38
PBS 39
PBS 40
PBS 41
PBS 42
PBS 43
PBS 44
PBS 45

153.46
154.31
152.79
152.59
152.97
152.62
153.09
152.38
152.82
154.92
152.77
152.53
153.14
152.62
152.90
152.54
152.44
153.12
154.36
154.41
154.12
154.20

116.95
115.45
108.78
107.69
105.41
105.81
106.21
108.98
106.15
121.61
111.16
110.72
108.95
107.89
107.55
105.68
108.83
112.24
110.34
113.20
108.83
109.05

-125
-.063
288
375
389
435
335
364
451
-.382
181
262
253
404
339
517
326
065
125
028
170
170

.654
.645
619
614
.610
.609
614
617
.609
.661
627
623
621
614
615
.606
618
636
632
.639
.628
628
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APPENDIX J: PARENTS’ BELIEFS SCALE MAIN STUDY

Yonerge: Bu anketin amaci siz anne ve babalarin ¢ocuklarinin aldigi okul
oncesi egitim ile ilgili goriis ve diistincelerini arastirmaktir. Anket sizin goriis
ve diisiincelerinizi degerlendirdigi i¢in ankette sorulan sorularin dogru ya da
yvanlis cevaplari yoktur ve her bir katilimci kendi kisisel goriisiine gore cevap
verecektir. Arastirmada yer alabilmek igin en az bir ¢cocugunuzun okul oncesi
egitim aliyor olmasi gerekmektedir. Liitfen asagidaki maddelerde goriis ve
diistincelerinize en yakin olan numaray igsaretleyiniz.

Asagidaki boliimii doldururken lLiitfen 5 ve 6 yas grubundaki ¢ocuklari ve kendi
¢ocugunuzu goz oniinde bulundurunuz.

1. Asagida harflerle belirtilen maddeleri 1 den 6 ya kadar siralaymiz. Siralamanizi
yaparken, cocuklarin ihtiyaglarini ve egitim programini géz dniinde bulundurunuz.
Liitfen her bir harfi (sikki) sadece bir kez kullaniniz.

A_ Anne-baba C_Okul idaresi/ E_Ogretmen
yonetimi

B_ Okul sistemi/ egitim politikasi D_Yonetmelikler F Diger

Ogretmenler

Yukaridaki siklar arasinda; okuldncesi
egitimi;

1. En ok etkileyen

2. Cok etkileyen

3. Etkileyen

4, Kararsiz

5. Azetkileyen

6. Enazetkileyen
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Sizin okul oncesi egitim programlarina yonelik kisisel inaniginiz nedir?

Liitfen asagida okul oncesi egitim programlari ile ilgili verilen her bir duruma yonelik

sizin inancinizt gosteren rakami daire igine alarak belirtiniz.

2. Egitim programini planlamak ve degerlendirmek
i¢in 6gretmen gozlemleri  ’ dir.

~ |Hi¢ Onemli Degil
~ | Onemli Degil

@ | Onemli

& | Olduk¢a Onemli
o | Cok onemli

3. Etkinliklerin her bir ¢cocugun ilgisine cevap veriyor

olmasi > dir.
4. Etkinliklerin ¢ocuklar arasindaki bireysel farkliliklara ve

L . . ) 1 1 2 3|4 5
geligim diizeylerine cevap veriyor olmast dir.

5. Etkinliklerin dgrencilerin kiiltiirel farkliliklarina cevap
veriyor olmasi dir.

6. Smif i¢i 6gretmen-gocuk etkilesimi gocuklarin
kendilerine olan 6zgiivenlerinin gelismesinde dir.

7. Smif i¢i 6gretmen-cocuk etkilesimi ¢ocuklarin
ogrenmeye karsi olumlu tutumlarinin 1 2 |3|14] 5
gelismesinde dir.

8. Ogretmenlerin ¢cocuklara cesitli 6grenme alanlari ile
ilgili istedikleri etkinligi/faaliyeti segmelerine imkan 1 2 |3|14] 5
tanimast __ ’dir.

9. Okuma yazma ¢aligmalarinda tek bir yontem
izlenmesi “dir.

10. Anaokulunda kelime ve harf tanimaya yonelik egitim
verilmesi > dir
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13.Cocuklarin zamanlarinin ¢ogunda masa baginda
bireysel olarak ¢aligmalari dir.

14. Cocuklarin siniflarinda alistirma kitapgiklari ya da
calisma kagitlar1 kullanmalar1 ders programi igin dir.

15. Ogretmenlerin biitiin sinifa ayn1 anda hitap
etmesi ve biitlin ¢ocuklarin ayn1 anda ayn1
etkinlige katilimim saglamasi ’dir.

16. Ogretmenlerin, simf icerisinde bireysel ya da grup
olarak calisan ¢ocuklar arasinda dolasarak onlara
sorular sormasi, onerilerde bulunmasi; ¢ocuklarin 6grenim
materyallerini kullanmasini, aktivitelere katilmasini ve
arkadaslariyla iletisim kurmasini saglamas1  ’dir

17. Cocuklarmn katilimi az oldugunda,
ogretmenlerin katilimi arttirmak amaciyla
kizma, azarlama, cezalandirma yollarini
kullanmasi ’dir.

21. Cocuklar her giin bireysel olarak ve/veya kii¢iik
gruplar halindeyken kitaplar1 incelemeleri > dir.

22. Ogretmenlerin ¢ocuklara her giin bireysel olarak
ve/ veya kiiclik gruplar halindeyken kitap okumalari
> dir.

23. Cocuklarin telefon defteri ya da dergiler, cerez
kutulari, yiyecek paketleri gibi cevredeki yazili
materyalleri goriip kullanmasi dir.

24. Cocuklarm akranlariyla sosyal becerilerini
gelistirmeleri i¢in onlara giin iginde ¢ok sayida firsat ve
ortam saglamak (0rnek: igbirligi kurmak, yardimlagmak,
konugmak)  “dir.

28. Biitiin ¢cocuklarn aileleri ile ortaklik kurmak
*dir.

29. Okula devam eden biitiin ¢ocuklar i¢in ayn1 egitim
programinin uygulanmasi ve her bir grup i¢in aynt
6grenme ortaminin saglanmasi dir.
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APPENDIX K: PARENT INVOLVEMENT ATTITUDE TEACHER
SCALE PILOT STUDY

Aile Katiimi Ogretmen Anketi

Bolim 1: Bu bolim sizin okulunuzdaki aile katihmi ile ilgili profesyonel
degerlendirmelerinizi 6grenmek (izere hazirlanmistir. Litfen asagidaki yonergeyi goz
onlinde bulundurarak sizin igin en uygun rakami daire igine aliniz.

1. Hig¢ Katilmiyorum 2. Katilmiyorum 3. Kararsizim 4. Katiliyorum 5.
Kesinlikle Katiliyorum

€
2
£ S
2 =
S| § gl S
S 5| E| 5| @
] > N A =
= = I o =
© € =| = €
x = S = @
O w® & ]
T Sl x| 2| ¥
1. Etkili bir okul igin aile katilimi 6nemlidir. 1 2 |3 |4 |5
2. Pek cok anne/baba evde ¢ocuklarinin okul ile ilgili 1 2 |3 |4 |5
islerinde nasil yardimci olacagini bilir.
3. Gorev yaptigim okulun aktif ve etkili bir okul aile 1 2 |3 |4 |5
birligi sistemi var.
4. Aileler 6grencilerin okuldaki basarisini arttirabilmek 1 2 |3 |4 |5
konusunda gli¢ sahibidir.
5. Aileler kendilerine nasil yapilacagi 6gretildigi 1 2 |3 |4 |5
takdirde evde ¢ocuklarinin okul calismalarina
destek olabilirler.
5

9. Ogretmenlerin aileleri faydali bir sekilde egitime 1 2 |3 |4
katabilmeleri icin yeterli zamani bulunmamaktadir.
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10. Ogretmenler aile katilimi ydntemlerini etkin bir
bicimde uygulayabilmek icin hizmet ici egitimlere
ihtiyag duymaktadir.

11. Aile katimi 6grencilerin okulda basarili olabilmesi igin
onemlidir.

12. Gorev yaptigim okul, aileleri egitimin 6nemli partneri/
parcasi olarak gorr.

16. Okulumuzun bulundugu ¢evre okulumuzun egitim
sistemine destek olur.

17. Cevredeki diger okullarla karsilastirildiginda, gérev
yaptigim okul 6gretmenler, aileler ve 6grenciler icin en iyi
ortami saglayan okuldur.

18. Okulumuzun bulundugu cevre bitin 6grencilerin
egitimine deger verir.
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APPENDIX L: PARENT INVOLVEMENT ATTITUDE TEACHER

SCALE MAIN STUDY

£
2

: 2
s g e| € 5
E 8| R| 2| @
s 2| v| 9| x
S £l 5| 2|2
£ 8| 2|88

1. Etkili bir okul icin aile katilmi1 6nemlidir. 112 |3 |4 |5

3. Gorev yaptigim okulun aktif ve etkili bir okul aile 112 |3 |4 |5

birligi sistemi var.

4. Aileler 6grencilerin okuldaki basarisini arttirabilmek 112 |3 |4 |5

konusunda gli¢ sahibidir.

5. Aileler kendilerine nasil yapilacagi 6gretildigi 112 |3 |4 |5

takdirde evde ¢ocuklarinin okul calismalarina destek

olabilirler.

9. Ogretmenler aile katiimi yéntemlerini etkin bir 1 (2|3 |4 |5

bigimde uygulayabilmek icin hizmet ici egitimlere ihtiyag

duymaktadir.

10. Aile katilmi 6grencilerin okulda basarili olabilmesi igin 112 (3 |4 |5

onemlidir.

163




11. Gorev yaptigim okul aileleri egitimin 6nemli partneri/

parcasi olarak goriir.

12. Gorev yaptigim okul yeni ve alisiimigin disinda olan

seyleri denemesi ile bilinir.

16. Cevredeki diger okullarla karsilastirildiginda, gorev
yaptigim okul 6gretmenler, aileler ve 6grenciler icin en iyi

ortami saglayan okuldur.

17. Okulumuzun bulundugu cevre bitin 6grencilerin

egitimine deger verir.
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APPENDIX M: PARENT INVOLVEMENT BARRIER TEACHER
SCALE PILOT STUDY

Bo6liim 2: Asagida 6gretmenlerin galistiklan okulda egitimde aile katilimi siirecinde
karsilasabilecekleri gesitli engelleri iceren climleler yer almaktadir. Her bir ciimleyi
okuyup hakkindaki gorisleriniz diigliniiniiz. Litfen asagidaki yonergeyi goz 6niinde
bulundurarak sizin i¢in en uygun olan rakami daire i¢ine aliniz.

Hi¢ Katilmiyorum
Katilmiyorum
Kararsizim
Katiliyorum

Kesinlikle Katiliyorum

-
N
w
I
v

1. Anne-babalarin pek¢ogu
cocuklarina okul/dersler ile ilgili
konularda destek olmak konusunda
yeterli degiller

4. Cogu anne-baba okul politikalari 1 2 3 4 5
hakkinda bilgilendirilmiyor.

5. Cogu anne-baba 6gretmenlerin 1 2 3 4 5
cocuklari hakkinda yaptig elestiri ve
degerlendirmeleri kabul etmekte zorluk
cekiyor.

6. Anne-babalar siniftayken 1 2 3 4 5
ogrencilerin egitimini olumsuz
etkileyebilirler.

7. Evdeki diger bireylere ve/veya 1 2 3 4 5
¢ocuklara bakacak kimsenin olmamasi
egitimde aile katilimi oranini
dislrebilir.
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APPENDIX N: PARENT INVOLVEMENT BARRIER TEACHER
SCALE MAIN STUDY

£
2

£ s
2 =
S | § g |2
£ ) £ S 2
= > N oy =
- = n o =
5] = - > [
< = © = @
2 w T 9
T N X N X

1. Anne-babalarin pek¢ogu ¢ocuklarina 1 2 3 4 5

okul/dersler ile ilgili konularda destek

olmak konusunda yeterli degiller

4. Cogu anne-baba okul politikalari 1 2 3 4 5

hakkinda bilgilendirilmiyor.

5. Cogu anne-baba 6gretmenlerin ¢ocuklari | 1 2 3 4 5

hakkinda yaptigi elestiri ve

degerlendirmeleri kabul etmekte zorluk

cekiyor.

6. Anne-babalar siniftayken 1 2 3 4 5

Ogrencilerin egitimini olumsuz

etkileyebilirler.

7. Evdeki diger bireylere ve/veya gocuklara | 1 2 3 4 5

bakacak kimsenin olmamasi egitimde aile
katilimi oranini diistirebilir.
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APPENDIX O: PARENT INVOLVEMENT ATTITUDE PARENT
SCALE PILOT STUDY

Boliim 2: Aile Katilim Veli Anketi

Bu béliim ¢ocugunuzun okulundaki aile katilimu ile ilgili algilarimizi
ogrenmek iizere hazirlanmistir. Liitfen asagidaki yonergeyi goz oniinde

bulundurarak sizin icin en uygun olan boslugu isaretleyiniz.

1. Hi¢ Katilmiyorum 2. Katilmiyorum 3. Kararsizim 4. Katiliyorum

5. Kesinlikle Katiliyorum

=

£

£ =

£ =

E 5 5 5 2

g g7 5 =

23354

1.  Etkili bir egitim i¢in aile katilim1 6nemlidir. 112345

2. Pek ¢ok anne/baba evde ¢ocuklarinin okul ile ilgili 11213|4|5
islerinde nasil yardimc1 olacagini biliyor.

3. Cocugumun devam ettigi okulun aktif ve etkili 112/3|4|5
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bir okul aile birligi sistemi var.

4.  Aileler 6grencilerin okuldaki basarisini arttirabilmek

konusunda gii¢ sahibidir.

5. Aileler kendilerine nasil yapilacag1 dgretildigi
takdirde evde ¢ocuklarinin okul ¢caligmalarina destek

olabilirler.

9. Ogretmenlerin aileleri faydali bir sekilde egitime

katabilmeleri i¢in yeterli zamani bulunmamaktadir.

10. Ogretmenlerin aile katilim1 yontemlerini etkin bir
bicimde uygulayabilmeleri i¢in hizmet i¢i egitimler

almasi1 gerekmektedir.

11. Aile katilim1 6grencilerin okulda basarili olabilmesi i¢in

onemlidir.

12.  Cocugumun devam ettigi okul, aileleri egitimin énemli

partneri/ pargasi olarak goriir.

16. Cocugumun devam ettigi okulun bulundugu ¢evre, okulun

egitim sitemine destek olur.

17. Cevredeki diger okullarla karsilastirildiginda, cocugumun

devam ettigi okul 6gretmenler, aileler ve 6grenciler i¢in en iyi
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ortami saglayan okuldur.

18. I¢inde bulundugumuz gevre biitiin 6grencilerin egitimine

deger verir.
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APPENDIX P: PARENT INVOLVEMENT ATTITUDE PARENT
SCALE MAIN STUDY

Aile Katilim Veli Anketi

Bu béliim ¢ocugunuzun okulundaki aile katihmu ile ilgili algilarimizi 63renmek iizere
hazirlanmistir. Liitfen asagidaki yonergeyi goz oniinde bulundurarak sizin i¢in en uygun

olan boslugu isaretleyiniz.

1. Hi¢ Katilmiyorum 2. Katilmiyorum 3. Kararsizim 4. Katilyorum 5. Kesinlikle

Katiliyorum

=
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1(2|3|4]5
1.  Etkili bir egitim i¢in aile katilimi 6nemlidir.
2. Pek ¢ok anne/baba evde ¢ocuklarinin okul ile ilgili islerinde 1123|145
nasil yardimeci olacagini biliyor.
3. Cocugumun devam ettigi okulun aktif ve etkili bir 112|3(4|5
okul aile birligi sistemi var.
. o o . . 112|3(4|5
4. Aileler 6grencilerin okuldaki bagarisini arttirabilmek
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konusunda gii¢ sahibidir.

5. Aileler kendilerine nasil yapilacag: dgretildigi
takdirde evde ¢ocuklarinin okul ¢alismalarina destek

olabilirler.

9. Ogretmenlerin aile katilim1 yontemlerini etkin bir bicimde
uygulayabilmeleri i¢in hizmet ici egitimler almasi

gerekmektedir.

10. Aile katilimi 6grencilerin okulda basarili olabilmesi igin

Onemlidir.

11. Cocugumun devam ettigi okul, aileleri egitimin 6nemli

partneri/ parcasi olarak goriir.

12.  Cocugumun devam ettigi okul yeni ve alisilmigin diginda olan

seyleri denemesi ile bilinir.

16. Cevredeki diger okullarla karsilastirildiginda, cocugumun

devam ettigi okul 6gretmenler, aileler ve dgrenciler igin en iyi ortami

saglayan okuldur.

17. Iginde bulundugumuz gevre biitiin dgrencilerin egitimine deger

Verir.
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APPENDIX Q: PARENT INVOLVEMENT BARRIER PARENT SCALE
PILOT STUDY

Asagida anne/babalarin egitimde aile katilim siirecinde
karsilasabilecekleri cesitli engelleri iceren ciimleler yer almaktadir. Her
bir ciimleyi okuyup hakkindaki goriisleriniz diisiiniiniiz. Liitfen asagidaki
yonergeyi goz oniinde bulundurarak sizin icin en uygun olan rakam daire
icine alimiz.

1. Hi¢c Katilmiyorum 2. Katilmiyorum 3. Kararsizim 4. Katihyorum
5. Kesinlikle Katiliyorum

g
g
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£523 <
1. Cocuguma okul/dersler ile ilgili konularda destek 112/3|4|5
olmak konusunda yeterli olmadigimi diisiintiyorum.
4. Okul politikalar1 ve egitim siireci hakkinda 112|345
bilgilendirilmiyorum.
5. Cocuklar hakkinda velilere kars1 diiriist olmak 11213|4|5
konusunda pekgok dgretmen problem yasiyor.
6. Ben siniftayken 6gretmenler kendilerini rahatsiz ve 1121345
tehdit altinda hissedebilirler.
7. Evdeki diger bireylere ve/veya ¢cocuklara bakacak 112345
kimsenin olmamasi egitimde aile katilim1 ¢alismalarina
katilma oranimi azaltiyor.
10. Cocugum i¢in belirledigim hedefler, okulun belirledigi 1121345
hedeflerden daha farkli.
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APPENDIX R: PARENT INVOLVEMENT BARRIER PARENT SCALE
MAIN STUDY

Asagida anne/babalarin egitimde aile katilimu siirecinde
karsilasabilecekleri cesitli engelleri iceren ciimleler yer almaktadir. Her
bir ciimleyi okuyup hakkindaki goriisleriniz diisiiniiniiz. Liitfen asagidaki
yonergeyi goz oniinde bulundurarak sizin icin en uygun olan rakam daire
icine alimiz.

1. Hi¢ Katilmiyorum 2. Katilmiyorum 3. Kararsizim 4. Katihyorum
5. Kesinlikle Katiliyorum
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1. Cocuguma okul/dersler ile ilgili konularda destek 112345
olmak konusunda yeterli olmadigimi diisiintiyorum.
4. Okul politikalar1 ve egitim siireci hakkinda 11234
bilgilendirilmiyorum.
5. Cocuklar hakkinda velilere kars1 diiriist olmak 112134
konusunda pek¢ok 6gretmen problem yasiyor.
6. Ben smiftayken 6gretmenler kendilerini rahatsiz ve 11234
tehdit altinda hissedebilirler.
7. Evdeki diger bireylere ve/veya ¢cocuklara bakacak 112/3|4
kimsenin olmamasi egitimde aile katilim1 ¢aligmalarina
katilma oranimi azaltiyor.

FOR FULL VERSIONS OF THE SCALES USED; PLEASE GET IN CONTACT WITH THE
AUTHOR VIA FOLLOWING ADRESSES: ozlenbakir@gmail.com, hbakir@metu.edu.tr
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APPENDIX S: TURKISH SUMMARY

1. GIRIS

Giliniimiizde ¢ocuklar anne-babalarimin ve o6gretmenlerinin ortak etkisi
altinda bliytimektedir. Okul hayatinin ilk yillar1 olan okul dncesi egitim donemi
hem anne-babalar hem de c¢ocuklar igin farkli bir sosyallesme siireci
sunmaktadir. Bu siirecte, anne-babalara egitim ve okul ile ilgili konular
hakkinda s6z hakki vermek onemlidir, ¢linkii okulun basarisi ve toplumun
basaris1 birbirleri ile baglantilidir (Machen, Wilson ve Notar, 2005).

Cocuklar yeni kavramlar Ogrenirken anne-babalari onlara destek olurlar
ancak anne-babalarin da g¢ocuklarin egitiminde izledikleri yontem hakkinda
destek almaya ihtiyaglari olabilir. Bu nedenle, anne-babalar ¢ocuklarinin
egitimleri konusunda ¢ocuk merkezli ve yas Ozellikleri ile uyumlu olmak
lizerine &gretmenlerden yardim alabilirler. Ogretmenlerin bu siiregte anne-
babalara yardim saglamalari adina okullarinda siiregelen egitim programi,
hedefleri ve okullarmin egitim politikalar1 hakkinda velilere bilgi saglamalari
onemlidir (Bandura, 1989, Textor, 1988).

Egitimde aile katilm1 ev ve okul arasinda is birligi kurulmasi olarak
tanimlanmaktadir. Aile katilimi ayrica bir ¢esit resmi iletisim ya da ailelerin
okul ile ilgili konularda karar verme siirecinde rol almasi olarak da
tanimlanabilir (Ames, 1995).

Anne-babalarin ve 6gretmenlerin birbirleri ile iletisim iginde olmalart,
birbirlerinin etkinlikleri hakkinda bilgi sahibi olmalarmi saglar. Boylece
birbirlerinin ¢abalarin1 goriirler ve birbirlerine daha fazla destek olurlar. Bu
iletisim, ayrica, her iki tarafin da ¢ocuklarda eksik olan yonleri kesfetmelerini
saglar. Ote yandan 6gretmenler, anne-babalar egitimde aile katilimi siirecinden

haberdar oldugu siirece aileler i¢in daha fazla katilim imkanlar1 saglayabilir ve

174



bu da dolayli olarak ¢ocuklarin gelisimine destek olur (Baker, Kessler-Skar, &
Piotrowski, 1999).

Dogumdan sekiz yasma kadar cocuklar i¢in hazirlanmis rehber bir
uygulama seti olan gelisimsel uygunluk uygulamalar1 (GUU), Ulusal Erken
Cocukluk Donemi Egitimi Birligi (National Association for Education of
Young Children (NAEYC) (Bredekamp, 1987)) tarafindan olusturulmustur.
GUU’da iizerinde durulan en 6nemli konulardan biri 6gretmenlerin aileler ile
karsilikli iletisim iginde olmasi gerekliligidir. GUU’ya gore anne ve babalar
¢ok Onemlidir, ¢ilinkii onlar ¢ocuklarin biricik diinyalarmni 6grenmek i¢in en
onemli kaynaklardir (Brumbaugh, 2008). Anne ve babalarin 6nemleri goz
oniinde bulunduruldugunda, onlarin G6gretmenlerle diizenli iletisim iginde
olmalar1 ve gilivene dayali bir iletisim kurmalari, ¢ocuklarin gelisimleri i¢in
duyulan ihtiyaglarin karsilanmasi ag¢isindan 6nemli bir aragtir (Copple &
Bredekamp, 2009).

Okul 6ncesi egitim kurumlarinda anne ve babalarin egitime katilmasi
olduk¢a Onem tasimaktadir, ancak aile katiliminin boyutu kalite bakimindan
okuldan okula farklilik gosterebilmektedir. Literatiirde ise, okul Oncesi
egitimde aile katilimi egitim ortamimin kalitesi ile dogru orantili oldugu
belirtilmistir (Powell, 2003; Tezel, Sahin & Unver 2005).

Ogretmenlerin  gelisimsel uygunluk uygulamalarmi programlarinda
kullanabilmeleri i¢in okulun bulundugu ¢evre ve okula devam eden ¢ocuklarin
aileleri hakkinda bilgi sahibi olmalar1 6nemli bir faktordiir (Stipek & Byler,
1997). Erdiller ve Mc Mullen (2003) yaptiklar1 ¢alismada Tiirkiye’deki okul
oncesi egitim kurumlarinda ¢aligmakta olan 6gretmenlerin gelisimsel uygunluk
uygulamalarina karsi inaniglarini arastirmislardir. Bulgular ¢alismaya katilan
O0gretmenlerin ¢ogunlugunun gelisimsel uygunluk uygulamalar1 inaniglariin
yiiksek  oldugunu  gostermistir.  Ogretmenlere  gelisimsel — uygunluk
uygulamalarint kullanirken karsilastiklar1 engeller soruldugunda ise pekcogu
anne-babalarin aile katilimi tutumlarinin birincil engel oldugunu belirtmistir.
Diger bir deyisle, egitimde aile katilim1 oraninin azliginin gelisimsel uygunluk

uygulamalarin1 kullanmada sorun yarattigi belirtilmistir.
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1.1 Gelisimsel Uygunluk Uygulamalar

Copple ve Bedekamp (2009) a gore davranisin/tutumun ortaya
koyuldugu ortam, bu davranisin ya da tutumun gelisimsel olarak uygun olup
olmadigin1 belirler. Bu noktada egitimcilerin, ¢ocuklarin en iyi nasil
ogrendigini belirlemesi gerekir (Granue, 2008). Bu siire¢ i¢inde gbéz Oniine
alinmas1 gereken konu, ¢ocuklar i¢in gelisimsel olarak uygun olanin yapilmasi
ve onlar i¢in deneyimler ve giidiileyici 6grenme imkanlar1 saglanmasidir.

GUU’ ya gore biitlin g¢ocuklar birer birey olarak goriilmektedir.
Cocuklarin biricikligi, yas ve gelisim diizeyi gz oniinde bulundurulurken
onlarin sosyal ve kiiltiirel ¢evreleri de géz ardi edilmemelidir, ¢linkii gocugun
okul yasantis1 ve kiiltiirli ev yasantis1 ve kiiltiirlinden daha farklidir.

Milli Egitim Bakanligi Okul Oncesi Egitim Programi’nda okul &ncesi
egitimde gelisimsel uygunluk uygulamalarinin adi gegmese de bu
uygulamalarin igeriklerine dair bazi boliimler programin &zellikleri arasinda
belirtilmistir. Gelisimsel Uygunluk uygulamalar1 ile paralellik gdsteren
maddeler asagidaki gibidir;

e 36-72 aylik ¢ocuklara yoneliktir

e Konular amag degil aractir

e Gelisim ozellikleri {i¢ ayr1 yas grubu i¢in ayr1 ayr1 planlanmistir (36-48

ay, 48-60 ay ve 60-72 ay)

e Esnektir

e Problem ¢6zme ve oyun temel etkinliklerdir

e Ogrenme yasantilarinin cesitlendirilmesi Snemsenmektedir

Gelisimsel uygunluk uygulamalarina gore iligkiler etkili bir okul oncesi
egitimin yapitaglaridir. Anne-babalar ve Ogretmenler birbirlerinin birincil
kaynaklaridir ve birbirleriyle etkilesim kurarak cocuklarinin 6zgiinliiklerini
farkederler. Bu nedenle, egitimde aile katilmi gelisimsel uygunluk
uygulamalarinin 6nemli bir parcasidir. GUU, cocugun icinde bulundugu

cevrenin ¢ocuk hakkinda bilgi edinmek konusunda ¢ok 6nemli oldugunu 6ne
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stirmiistiir. Okul Oncesi egitim kurumlarinda yapilan egitim faaliyetlerinin
gelisimsel olarak uygun olabilmesi i¢in ¢ok az miktarda bile olsa aile katilimi

etkinlikleri icermesi gerektigi belirtilmistir (Copple & Bredekamp, 2009).

1.2 Okul Oncesi Egitimde Aile Katilinm

Okul 6ncesi egitimde aile katiliminin boyutu, kalitesi, dogas1 toplumun bir
parcasi olan anne-babalar, 6gretmenler ve okul yonetimi ve toplumdaki diger
insanlar tarafindan belirlenir (Jones, White, Aeby & Benson, 1997). Bu
calismada Haynes (2005) in aile katilimi tanimi temel tanim olarak ele
alinmigtir. Haynes (2005) aile katilimini anne-babalarin egitim siirecine ve
cocuklarmin egitim deneyimlerine katilimi olarak tanimlamaistir.

Aile katilimi aileler, egitim kurumlar1 ve ¢ocuklar i¢in faydali bir etkinliktir
(Epsein et al. 2002; Wen, Bulotsky-Shearer, Vaughn & Korfmacher, 2012).
Epstein ve Ark. (2002) yapmis oldugu ¢alisma, dgretmenlerin; anne-babalari
egitimde aile katilim siirecinde daha fazla yer alan ¢ocuklarin, anne-babalar
katilmayanlara oranla basari testlerinde daha basarili oldugunu, okula davam
oraninin daha fazla oldugunu ve daha olumlu davraniglar sergiledigini
belirttigini ortaya koymustur

Ogretmenler ailelerin ilgi alanlarina, gocuklart ile ilgili merak ettikleri
konulara saygi duyduklari siirece aileler ve Ogretmenler arasinda giivenli
iligkiler kurulabilir (Knopf & Swick, 2007). Bu nedenle dgretmenlerin okul
oncesi egitim ile ilgili hedeflerine ulasabilmeleri i¢in ailelerle isbirligi i¢inde
caligmalar1 gerekmektedir.

Yildirim ve Dénmez (2008) dgretmenlerin okul ve aile igbirligi inaniglarimi
aragtirmiglardir. Arastirma bulgularina gore 6gretmenler okul aile igbirliginin
¢ocuklarinin basarilarin1 ve anne-babalarin gocuklarini nasil egitebilecekleri
konusundaki bilgilerini arttirdigin1 kaydetmistir. Bulgular ayrica okul aile
isbirliginin 6gretmenlerin ¢alisma kosullarii ii¢ ayr1 temele bagli olarak
iyilestirdigini belirtmistir. Oncelikle grencilerin akademik anlamda daha
basarili oldugunu, ikinci olarak anne-babalarin katiliminin &gretmenler igin

aileler hakkinda bilgi edinmek adina kaynak olusturdugunu ve {igiincii olarak
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katilimin 6gretmen, anne-babalar ve ¢ocuk i¢in olumlu bir 6grenme ortami
olusturdugunu ortaya koymustur.

Gu ve Yawkey (2010) 6gretmenlerin aile katilimina dair tutumlarini egitim
diizeyleri ve yaslar1 agisindan incelemislerdir. Geng ve egitim diizeyi yiiksek
olan Ogretmenlerin yash ve egitim diizeyi diisiik olan Ogretmenlere oranla
egitimde aile katilimina dair daha olumlu tutumlariin oldugu bulunmustur.

Yildirrm ve Doénmez (2008) calismalarinda anne-babalarin okul aile
igbirligine dair inanislarini aragtirmiglardir. Arastirmanin bulgular1 okul aile
isbirliginin 6grencilerin basarisint arttirdigini 6ne sirmiistiir. Bulgular ayrica
cocuklarinin daha basarili oldugunu goren ailelerin 6zgiivenlerinin daha da
yikseldigini ortaya c¢ikarmistir. Ayrica bulgulara gére anne-babalarin
katilimlarinin 6gretmenin is yiikiinii azalttigin1 ve okulda olumlu bir egitim
ortaminin kurulmasina fayda sagladigini ortaya ¢ikarmistr.

Balkar (2009) ¢alismasinda anne ve babalarin okul aile isbirligine karsi
bakis ac¢isini incelemistir. Anne ve babalar okul idaresinin onlara karsi daha
koruyucu tutumunun olmasini, daha fazla aile egitimi ve aile katilimi
etkinlikleri planlamalarini istemislerdir. Anne-babalarin okulda yapilan aile
katilim1  etkinliklerinden telefon ile haberdar edilmek istedikleri ve
Ogretmenlerin ev ziyaretleri yapmalarini istedikleri de c¢alismanin diger
bulgular arasindadir.

Milli Egitim Bakanligi Okul Oncesi Egitim Programinda ise okul 6ncesi
Egitimde aile katilimi1 6nemli bir konu olarak belirtilmis ve bu konu ile ilgili
bilgi vermek iizere genis bir bolim ayrilmistir. Programin temellerini olusturan

maddeler arasinda ise, aile katilimini vurgulayan maddeler agagidaki gibidir.

e Giinlik yasam deneyimlerinin ve Yyakin ¢evre olanaklarinin egitim
amagch kullanilmasi tesvik edilmelidir
e Aile katilim1 6nemlidir
Egitimde aile katilimi &gretmenler ve anne-babalar i¢in 6nemli bir konu
olarak algilanmaktadir (Tezel, Sahin & Unver 2005). Yapilan arastirmalar

anne-babalarin egitimde aile katilimini1 6nemsedigini ortaya koymustur. Ancak
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buna ragmen egitimde aile katilimi orami diisiiktiir. Hornby (2005) e gore
egitimde aile katiliminin oranini etkileyen bazi engeller vardir. Bunlardan ilki
demografik faktorlerdir. Calisan anne-babalar ya da tek basina ¢ocuk yetistiren
anneler ya da babalar okulda yapilan aile katilimi etkinliklerinde yer
alamadiklarin1 belirtmislerdir. Diger bir olas1 bariyer ise toplumun kiiltiirel
yapist ile iligkilidir. Barbados gibi bazi iilkelerde aile katilimi ailelerin okula
kars1t olan beklentileri arasinda degildir. Okul 6ncesi egitimde aile katilimi
sosyal bir olgu olarak goriilmemektedir ¢iinkii onlara gore egitim okulda
Ogretmenin isidir.

Erdogan ve Demirkasimoglu (2010) 6gretmenlerin aile katilim1 goriislerini
arastirmak {izere bir ¢alisma yapmislardir. Bulgular 6gretmenlerin aile katilimi
etkinlikleri diizenlemeleri gerektigine inandiklarini 6ne siirmiistiir. Ancak
Ogretmenlerin inanislart ve uygulamalarmin birbiri ile iliskisiz oldugu
bulunmustur. Diger bir deyisle 6gretmenler anne-babalarin bazi tutumlarinin
onlar1 aile katilimi etkinlikleri diizenlemekten alikoydugunu belirtmislerdir.
Ornek verecek olursak, Ogretmenler, anne-babalarin dgretmenlere karst
olumsuz tutumlarinin, bilmis tavirlarinin ve islerini nasil yapacaklarini onlara
Ogretiyor gibi davranmalarinin onlarin aile katilimi etkinlikleri planlamaktan
uzak durmalarina neden oldugunu belirtmislerdir. Ayrica 6gretmenlerin ve okul
yoneticilerinin aile katilimi etkinlikleri hazirlamayr zaman alict ve yorucu

bulduklari i¢in bu tip etkinliklerden uzak durduklari bulunmustur.

1.3 Arastirmanin Onemi

Arastirmacilar ¢ocuklarin biricikligini belirleyen faktorleri 6grenmek
icin onlarin yasantilarin1 detayli olarak incelemek, karsilastiklar1 durumlari
analiz etmek durumundadirlar. Boylece gelismekte olan ¢ocuga hayatin etkisini
lyilestiren ya da smirlandiran hayat sartlarin1 inceleme firsati bulurlar (Amato
& Ochiltree, 1986). Biitiin bu faktorlere odaklanmak ise cocuklarin anne-
babalart ile siiregelen iliskilerini, gocugun karakterini goz dniinde bulundurarak

aragtirmakla iliskilidir. Gelisimsel uygunluk uygulamalarina gore iliskiler etkin
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bir okul Oncesi egitimin temelini olusturur. Bu nedenle anne-babalar ve
Ogretmenler cocuklarinin biricik karakterleri hakkinda bilgi edinmek igin
birbirlerinin en 6nemli kaynaklaridir.

Bu caligmanin amaci okul 6ncesi déonem cocuklarinin gretmenlerinin
ve anne-babalarinin egitimde aile katilimi goriislerini gelisimsel uygunluk
uygulamalar gorisleri ile iliskisi bakimindan incelemektir. .

Calisma okul 6ncesi egitim alaninda yapilan ¢aligmalara ii¢ ana baslikta
incelemektedir. Oncelikle bu ¢alisma araciligi ile Tiirkiye’de okul oncesi
egitim kurumlarinda egitim almakta olan cocuklarin anne-babalari ve bu
kurumlarda egitim vermekte olan Ogretmenlerin gelisimsel uygunluk
uygulamalar1 hakkindaki goriislerine ulagilmistir. Bu ¢alisma araciligr ile ikinci
olarak 6gretmenlerin ve anne-babalarin okul dncesi egitimde aile katilimina
dair tutumlar1 ve algiladiklar engeller hakkinda bilgi edinilmistir. Ugiincii ana
nokta ise belirtilmis olan diger iki ana konunun birlesimi, gelisimsel uygunluk
uygulamalar1 ve egitimde aile katilimi1 hakkinda bilgi saglamistir. Diger bir
deyisle bu c¢alisma araciligr ile egitimde aile katilimi tutumlarimi ve aile
katilimi konusunda algilanan bariyerlerin 6gretmenlerin ve anne-babalarin
gelisimsel uygunluk uygulamalar inanislarina etkisi arastirilmistir.

2. YONTEM
Bu ¢alismada okul oncesi donem cocuklarinin anne-babalarmin ve

O0gretmenlerinin egitimde aile katilimina dair inaniglar1 ve gelisimsel uygunluk
uygulamalar1 inaniglar1 arastirilmistir. Calisma kapsaminda nicel arastirma

kesitsel ve korelasyon yontemleri kullanilmistir.

2.1 Orneklem

Bu calismanin populasyonunu Ankara 1li anaokullarinda gorev
yapmakta olan dgretmenler ve bu anaokullarina devam etmekte olan ¢ocuklarin
velileri olustururken, drneklemini Ankara ili’ndeki alt1 ilgeden segilmis bazi
anaokullarinda gorev yapmakta olan 6gretmenler ve bu anaokullarina devam
etmekte olan cocuklarin velileri olusturmaktadir. Calismada yer alan okullar

kolayda ornekleme yontemine ve kartopu yontemine gore belirlenmislerdir.

180



Ogretmen ve velilerin katithmi  goniilliiliik esasina  dayali  olarak

gergeklestirilmistir.

Katilimcilarin  ¢aligmaya katilmayr kabul etmeleri halinde toplanan
verilere yalnizca arastirmacinin ulasacagi, kimliklerinin her sekilde gizli
kalacag1 ve verilerin hi¢ bir sekilde calistiklar1 kurum, c¢ocuklarinin devam

ettigi kuruma verilmeyecegi konusunda giivence verilmistir.

2.2 Veri Toplama Araclar:

Calismada ti¢ ana anket kullanilmistir. Anketlerin ilki 6gretmenlerin ve
anne-babalarin demografik bilgilerine ulagsmak tizere olusturulmustur. Ankette
cinsiyet, yas, egitim diizeyi gibi sorular sorulmustur. Calismada kullanilan
ikinci anket ise Burts ve ark., (2000) tarafindan olusturulmus Ogretmen
Inanislart Anketi ve bunun veliler i¢in uyarlanmis formu olan Veli Inanislari
Anketidir. Calismada kullanilan {i¢iincii anket ise, Epstain ve Salinas (1993)
tarafindan olusturulmus Aile Katilimi Ogretmen Anketi ve veliler igin
uyarlanmis formu olan Aile Katilimi Veli Anketi’dir. Anketlerin tamami

Ingilizceden Tiirkce’ye cevrilmistir.

Calismada kullanilan anketler ve arastirmada kullanilan degiskenler

tablo 1 de belirtilmistir.
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Tablo 1

Calismada kullanilan anketler ve arastirmada kullanilan degiskenler

Anket Degisken
Ogretmen Demografik Bilgi Formu Mesleki deneyim (yil olarak) / Egitim Diizeyi
Ogretmenin calismakta oldugu okul tiirii
Ogretmen Inamslar anketi Ogretmenlerin gelisimsel uygunluk uygulamalar1 inamglar1 (GUU/O)
Ogretmenlerin gelisimsel olarak uygun olmayan uygulamalar inamslar1 (GUOU/ O)
Okul Aile Isbirligi Ogretmen Anketi Ogretmenlerin aile katilimi tutumlari
Ogretmenlerin aile katilimi bariyer algilari
Anne-baba  Demografik Bilgi Formu Yas / Cinsiyet

Anne-baba Inanislar1 Anketi

Okul Aile Isbirligi Anne-baba Anketi

Egitim Diizeyi
Anne-babalarin gelisimsel uygunluk uygulamalar1 inaniglar1 (GUU/AB)
Ogretmenlerin gelisimsel olarak uygun olmayan uygulamalar inamslar1 (GUOU/ AB)

Anne-babalarin aile katilimi tutumlar1 (AKT/AB)

Anne-babalarim Aile katilimi bariyer algilar1 (BA/AB)




3. BULGULAR
3.1 Demografik Bilgiler:

Calismada toplam 279 o6gretmenden veri toplanmistir. Calismada yer
alan Ogretmenlerin demografik Ozelliklerini belirlemek adina onlardan kag
yildir 6gretmenlik yaptigi, hangi tip okulda calistigi ve egitim diizeyleri
hakkinda bilgi alinmistir. Calismada yer alan ogretmenlerin Ogretmenlik
deneyimi 1 yil ile 31 yil arasinda degismistir (M= 10.08, SD = 6.9). Egitim
diizeyleri goz oniinde bulunduruldugunda ise ¢alismada yer alan 6gretmenlerin
54 (% 19.4) tiniin lise mezunu, 47 (% 16.8) sinin meslek yiiksek okulu mezunu
159 (%57) unun tniversite mezunu ve 19 (% 6.8) unun yiiksek lisans ya da
doktora mezunu oldugu belirlenmistir.

Ogretmenler calistiklari okul ve mezun olduklar1 okul tiiriine gore
gruplandirildiklarinda ise devlet okullarinda ve 6zel okullarda g¢ogunlukla
tiniversite ya da yiiksek lisans/ doktora egitimi almis 6gretmenlerin calistigi
bulunmustur. Ogretmenlerin egitim diizeyi ve calistiklar1 okul tiirleri hakkinda
detayli bilgi tablo 2 de verilmistir.

Tablo 2:

Ogretmenlerin Egitim Diizeyi ve Calistiklart Okul Tiirii

Egitim Diizeyi
Okl T Meslek “ Yiiksek
Lise  Yiksek  Universite lisans/

Okulu Doktora
Bagimsiz Devlet Anaokulu (AO) 3 6 48 2 59
[Ikdgretime Bagli Devlet (AO) 3 8 44 5 60
[kogretime Bagh Ozel 16 13 57 10 96
SHACEK 12 9 4 1 26
Bagimsiz Ozel Anaokulu 20 11 6 1 38
Toplam 54 47 159 19 279
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Calismada yer alan anne-babalarin demografik bilgilerini belirlemek
adina onlarin cinsiyetleri, yaslar1 ve egitim diizeyleri arastirilmistir. Calismaya
toplam 589 anne-baba katilmistir. Katilan anne-babalarin yaslar1 24 ile 50
arasinda degismistir (M=34.48, SD=5.24). Katilan anne-babalarin 111(%18.8)
ini babalar, 478(%81.2) sini ise anneler olusturmustur. Katilan anne-babalarin
egitim durumlar incelendiginde ise; 27 sinin ilkokul mezunu, 25 inin ortaokul
mezunu, 163 {iniin lise mezunu, 58 inin meslek yiiksek okulu ya da tiniversite
mezunu, 72 sinin yiiksek lisans ve 32 sinin doktora mezunu oldugu
bulunmustur. Anne-baba &rnekleminin, dgretmen Ornekleminde oldugu gibi

cogunlugunun tiniversite mezunu oldugu bulunmustur.

3.2 Ogretmen/ Veli Inamislan

Ogretmen inanislar1 anketi incelendiginde, dgretmenlerin aldig1 toplam
ortalama puanin 120.42, alinan en az puanin 95.63 ve alinan en yiiksek puanin
140 oldugu bulunmustur. Anne-baba inanislar1 anketi incelendiginde ise alinan
ortalama puanin 140, en az puanin 83 ve en yiiksek puanin 140 (SD = 8.97)
oldugu belirlenmistir.

Calismada yer alan Ogretmenlerin ve anne-babalarin gelisimsel
uygunluk uygulamalar1 inaniglar1 6gretmen / veli inaniglar1 anketinin bir alt
boyutu araciligi ile arastirilmistir. Puanlar incelendiginde 6gretmelerin aldiklari
ortalama puanin 87.91 (SD= 7.36, Min= 59, Max= 100) oldugu saptanmistir.
Anne-baba puanlar incelendiginde ise ortalama puanin 84.95(SD=8.51, Min=
56, Max= 100) oldugu belirlenmistir.

Gelisimsel olarak uygun olmayan davranislar inanislarina 6gretmen ve
veli inaniglar1 anketinin gelisimsel olarak uygun olmayan davraniglar inanislar
alt boyutu araciligl ile ulasgilmigti. Bu alt boyutta Ogretmenlerin aldiklar
ortalama puan 32 ve 10 ile 47 arasinda degisirken; anne-babalarin aldiklar
ortalama puan 27 ve 10 ile 44 arasinda degisiklik gostermistir.
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3.3 Aile Katilimi

Aile Katilimi Ogretmen Anketi ve Aile Katilim1 Veli Anketleri iki ayr
degisken hakkinda bilgi edinmislerdir. Bunlar 6gretmenlerin/anne-babalarin
okul 6ncesi egitimde aile katilim1 tutumlar1 ve ikincisi ise O0gretenlerin/ anne-
babalarin aile katiliminda karsilastiklar1 engeller / bariyerler hakkindaki

goriisleridir.

Ogretmenlerin aile katilimina dair algiladiklar1 bariyer ortalama puani
24.93 (SD=5.22; Max= 42; Min= 10.63) iken anne-babalarin ortalama puan
33, 62 (SD=6, 2; Max= 45; Min=9) olarak bulunmustur

Ogretmenlerin aile katilimina dair tutum ortalama puanlar1 66.07 (SD =
7.01; Max= 85, min = 44) olarak belirlenirken, velilerinki ise 66.24 (SD=6.47;
Max=85; Min=45) olarak bulunmustur

3.4 Basit Korelasyon Sonuclari

Arastirmada yer alan 6gretmenlerin aile katilimi tutumlari, aile katilimi
bariyerleri ve mesleki deneyimleri ile gelisimsel olarak uygun olmayan
uygulamalar inaniglar1 arasindaki iliski yapilan basit korelasyon analizi ile
belirlenmistir. Korelasyon katsayilari ile ilgili detayli bilgiler tablo 3’de
belirtilmistir.

Tablo 3

Ogretmen degiskenleri korelasyon analizi sonuglar:

GUOU/O AKT/O AKB/O
GUU/O  -.174** 439** 173**
GUOU/O -426** 134

Not. *p<.05, **p<.01
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Arastirmada yer alan anne/babalarin aile katilimi tutumlari, aile katilim1
bariyerleri yaslar1 ile gelisimsel uygunluk uygulamalari, gelisimsel olarak
uygun olmayan uygulamalar inanislar1 arasindaki iliski yapilan basit
korelasyon analizi ile belirlenmistir. Korelasyon katsayilar1 ile ilgili detayl

bilgiler tablo 4de belirtilmistir.

Tablo 4

Anne-baba degiskenleri korelasyon analizi sonug¢lart

Yas GUOU/AB AKT/AB AKB/AB
GUU/AB -.307** 361** 77
GUOU/AB .208** -.315**
AKT/AB 253**

3.51ki Yonlii ANOVA Sonuglar:

Arastirmaya katilan Ogretmenlerin  egitim diizeyleri, c¢alismakta
olduklart okul tiirtiniin gelisimsel uygunluk uygulamalari ve gelisimsel olarak
uygun olmayan davraniglar inamiglar1  bakimindan farklihk  gdsterip
gostermedigi iki yonlii MANOVA analizi kullanilarak arastirilmistir. Bulgulara
gore lise mezunu dgretmenlerin (M = 29.37) iiniversite mezunu (M = 33.83)
Ogretmenlere gore gelisimsel olarak uygun olmayan davraniglara daha fazla

inandiklar1 bulunmustur.

Aragtirmaya katilan anne/babalarin egitim diizeyleri, cinsiyetlerinin
gelisimsel uygunluk uygulamalari ve gelisimsel olarak uygun olmayan
davraniglar inanislar1 bakimindan degisiklik gosterip gostermedigi iki yonlii
MANOVA analizi kullanilarak arastirilmistir. Bulgulara goére ilkokul mezunu
anne ve babalarin (M = 79.42) gelisimsel uygunluk uygulamalar1 goériislerinin
tiniversite (M = 87.08) ve yiiksek lisans (M = 85.76) mezunlarina oranla daha

diisiik oldugu bulunmustur. Arastirmaya katilan anne-babalarin gelisimsel
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olarak uygun olmayan davranig tutumlarinin 6grenim diizeyine gore farklilik
gosterdigi bulunmustur. Daha detayli bilgi verecek olursak; ilkokul mezunu
anne-babalarin gelisimsel olarak uygun olmayan davranis inanislarinin (M =
79.42), tiniversite (M = 87.08), ve yiiksek lisans (M = 85.76) mezunu anne-
babalardan daha yiiksek oldugu bulunmustur.

3.6 Dogrusal Regresyon Analizi Sonuclari

Ogretmenlerin ve anne-babalarin aile katilimi gériislerinin gelisimsel
uygunluk uygulamalari goriisleri lizerideki yordayict etkisini aragtirmak iizere
iki ayr1 ¢oklu dogrusal regresyon analizi yapilmistir.

Yapilan ilk regresyon analizinde Ogretmenlerin aile katilimi
tutumlarinin  ve algiladiklar1 aile katilimi bariyerlerinin - ve mesleki
deneyimlerinin onlarin gelisimsel olarak uygun olan davranislar ve gelisimsel
olarak uygun olmayan davraniglar inaniglar1 {izerindeki yordayici etkisi
arastirilmistir. Bulgular aile katilimi tutumlarmin ve aile katilimi bariyer
algilarinin gelisimsel olarak uygun olan davraniglar inamiglarinin % 21 ini

acikladig1 bulunmustur.

Ogretmen degiskenleri ile yapilan regresyon analizinin gelisimsel
olarak uygun olmayan davranislar yordanan / Olciit degiskeni ile yordayan
degiskenler (aile katilimi tutumlari, aile katilimi bariyerler) inamislarinin %

21’ini agikladigi bulunmustur.

Anne-babalarin  aile katilimi1  goriislerinin = gelisimsel uygunluk
uygulamalar1 gortisleri lizerideki yordayic etkisi yapilan iki regresyon analizi
ile belirlenmistir. Anne-babalarin aile katilimi tutumlarinin ve algiladiklar aile
katilim1 bariyerlerinin ve yaglarinin onlarin gelisimsel olarak uygun olan
davraniglar ve gelisimsel olarak uygun olmayan davraniglar inanislar
tizerindeki yordayici etkisi arastirilmigtir. Bulgular aile katilimi tutumlarinin ve

aile katilimi bariyer algilarinin gelisimsel olarak uygun olan davraniglar
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inanislarimin % 14’ Gini agikladigimi 6ne siirmiistiir. Anne-baba degiskenleri ile
yapilan regresyon analizinin gelisimsel olarak uygun olmayan davranislar
yordanan / Olgiit degiskeni ile yordayan degiskenler (aile katilimi tutumlari,

aile katilim1 bariyerler ve yas) inanislarinin % 15 ‘ini agikladig1 bulunmustur.

4. SONUCLAR ve TARTISMA
4.1 Ogretmen ve Anne-Babalarin GUU ve GUOU inamslar

Arastirmada yer alan 6gretmenlerin ve velilerin gelisimsel uygunluk
uygulamalart anketine verdikleri cevaplar her bir sorunun aldigi ortalama puan
acisindan incelenmistir. Incelemeler sonucunda &gretmenlerin gelisimsel
uygunluk uygulamalari alt boyutunda en diisiik puan verdikleri sorunun erken
okuma hazirliklari iizerine oldugu bulunmustur. Daha detayli belirtecek olursak
ogretmenler 6grencilerin ¢evredeki yazilart; gazete kagitlari, yiyecek paketleri
gibi, okumaya c¢aligmalarmin ankette diger sorulara verdiklere cevaplardan
daha az 6nemli bulduklar1 ortaya ¢ikmistir. Ankete cevap veren velilerin de en
az ortalama puan verdikleri soru ayni soru olmustur. Bu durum calismaya
katilan anne-baba ve Ogretmenlerin ¢evresel okuma/ erken okuma
hazirliklarina gelisimsel olarak uygun olan diger tutumlardan daha az 6nem
verdigini ortaya koymustur. Bu bulgu Milli Egitim Bakanligi okul Oncesi
egitim programinin hedefleri ile iliskilendirilebilir. Diger bir deyisle, Milli
Egitim Bakanligimin okul Oncesi egitim programlari i¢in kaynak olarak
sundugu MEB okul 6ncesi egitim programi kitap¢iginda ogretmenlerin okul
oncesi donem ¢ocuklarina okuma, harf tanimaya ya da okuma yazmayi
ogrenmeye dair herhangi bir hedef sunulmamistir. Harfleri 6grenme ya da
okuma yazmay1 6grenme ilkokul egitiminde belirlenen hedeflerden biridir. Bu
nedenle 6gretmen ve veliler cocuklarin erken okumaya baslama egilimlerine
¢ok dnem vermiyor olabilir.

Gelisimsel olarak uygun uygulamalar dl¢eginde anne ve babalar bagka
bir maddeye daha digerlerine oranla daha diisilk puan vermislerdir. Anne ve
babalar 6gretmenlerin ¢ocuklarin oyun ve projelerde yer almalar icin giinliik

planda genis zaman dilimleri ayirmasini ankette bulunan diger maddelere
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oranla daha az Onemli bulmuslardir. Bu bulgu calismaya katilan anne ve
babalarin ¢ocuk merkezli egitimden ¢ok 6gretmen merkezli egitime daha fazla
onem verdigini gostermektedir. Gegmiste yapilan ¢alismalar da anne-babalarin
o0gretmen merkezli egitime daha fazla 6nem verdigini 6ne ¢ikarmistir (Ernest,
2001; Smith 1980)

Gelisimsel olarak uygun uygulamalar ile gelisimsel olarak uygun
olmayan uygulamalar sonuglar1 karsilastirildiginda, calismada yer alan
Ogretmenlerin ve anne-babalarin daha ¢ok gelisimsel olarak uygun olan
uygulamalar1 daha énemli buldugu saptanmistir. Ogretmen anketi sonuglari
gelisimsel olarak uygun olmayan davraniglar inaniglart  acisindan
incelendiginde, Ogretmenlerin calisma kagitlart ya da calisma kitapgiklar
kullanmay1 6nemli bulduklar1 6grenilmistir. Ayrica dgretmenlerin biitiin gruba
ayni anda hitabetmek gibi O6gretmen merkezli yaklagimlara olduk¢a &nem
verdigi saptanmistir. Yapilan arastirmalar, okul oncesi egitim kurumlarinda
egitim vermekte olan dgretmenlerin 6gretmen merkezli egitim egilimlerinin
artmakta oldugunu belirtmislerdir. Bu egilimin artmasinin bir sebebi olarak ise
cagimizda Ogrencilerin akademik bagarilarinin daha yiiksek olmasi gerektigine
dair egilimin artmasi ve Ogrencileri ilkdgretim c¢agina daha i1yi bir sekilde
hazirlamak oldugu &ne siiriilmiistiir (Parker, 2006). Ogretmen merkezli
egitimin artmasinin bir diger nedeni ise 6gretmenlerin cocuk merkezli egitime
kiyasla Ogretmen merkezli egitimi daha rahat ve basarili verebildiklerini
belirtmis olmasi ve artan sinif niifuslarinda ¢ok merkezli egitimden ziyade
ogretmen merkezli egitimin daha etkili olduguna inandiklarini belirtmis
olmalari olarak belirtilmistir (Parker, 2006).

Bu c¢alismada oOgretmenlere kiyasla anne ve babalarin daha ¢ok
gelisimsel olarak uygun olmayan davraniglara inandiklart bulunmustur.
Ogretmenlerin biitiin gruba ayn1 anda hitabetmesi, biitiin gocuklarin ayn1 anda
ayni etkinligi yapmasi, anne ve babalarin énemli buldugu maddeler arasinda
yer almistir. Bu bulgu Holloway, Rambaud, Fuller ve Eggers-Pierola, (1995)
‘‘in  yapmis oldugu c¢alismadaki bulgular ile paralellik gostermektedir.

Holloway ve arkadagslarina gore pek ¢ok anne ve baba gelisimsel olarak uygun
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olmayan davranislarin uygulanmasina daha yakin durmaktadir. Buna ek olarak
cocuklarma dil ya da matematik konular1 ogretilirken didaktik oOgretim
tekniklerinin uygulanmasini1 beklemektedirler.

Anne ve babalarin gelisimsel olarak uygun olamayan davraniglar
konusunda farkli bakis acilar1 olsa da, 6gretmen inanislar1 anketinde ve veli
inaniglart anketinde gelisimsel olarak uygun olamayan davraniglar alt
boyutunda aymi soruya en diisiik puani vermislerdir. Bu soru 6gretmenlerin
cocuklara dogru davranis1 Ogretmek icin cgesitli ceza yOntemlerinin
kullanilmasini 6nemli bulup bulmadiklaridir. Calismaya katilan anne-babalar
da oOgretmenler de c¢ocuklarin egitiminde ceza yonteminin kullanilmasinin
dogru olmadigim1 belirtmislerdir. Bu bulgu c¢ocukluk doéneminde ceza
yonteminin kullanilmasinin arastirildigi Lin ve Lai (2001) calismasi ile zitlik
gostermektedir. Lin ve Lai (2001) calismalarinda cezalandirma yoOnteminin
cocuklar1 ¢alismaya adapte etme konusunda tesvik etme yontemini
kullanmaktan daha etkili oldugunu belirtmislerdir. Ancak bu ¢aligmanin
bulgular1 anne-baba ve Ogretmenlerin ayn1 gorliste olmadiklarini ortaya

koymustur.

4.2 Ogretmenlerin ve Anne-babalarin Okul Oncesi Egitimde Aile

Katilimi Tutumlar

Okul oncesi egitimde aile katilimi tutum Olgeginde dgretmenlerin ve
anne-babalarin en oOnemli bulduklart madde etkili bir egitim i¢in aile
katiliminin 6nemli oldugunu 6ne siiren madde olarak ortaya ¢ikmistir. Her iki
grup i¢in de en 6nemli olan diger bir faktor ise cocuklarin basarisi ile ilgilidir.
Olgege verilen cevaplarda cocuklarin okulda basarili olabilmeleri igin aile
katiliminin 6nemli oldugunu 6ne siiren madde anne-babalar ve 6gretmenler
tarafindan 6nemli bulunmustur.

Aragtirma sonuglarina gore Ogretmenlerin ve anne-babalarin aile
katilim1 tutumlart konusunda; c¢ocuklarin basaris1 ve etkili egitim i¢in aile
katiliminin 6nemli olduguna inanmalar1 disinda oldukca biiylik farkliliklar

gosterdikleri ortaya ¢ikmistir. Bulgulara gore anne-babalar evde ¢ocuklarinin
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okul ile ilgili islerinde nasil yardimci olacaklarin1 bilmektedirler ancak
O0gretmen bulgularinda ise 68retmenlerin ailelerin ¢ocuklarina evde okul ile
ilgili konularda nasil yardimci olacaklarin1 bilmediklerine inandiklarini
belirtmistir. Bu konuda yapilan ¢aligmalar, anne ve babalarin ¢ocuklarina okul
ile ilgili konularda yardim etmek konusunda istekli olduklarin1 ve bu konuda
Ozgiivenlerinin yiiksek oldugunu ortaya koymustur (Grossman, Osterman and
Pedhazur, 1999).

Ogretmen goriislerinin aksine, anne-babalarin okullarla isbirligi yapmak
istedikleri anne-babalarin okul oncesi egitimde aile katilimi tutum olgeginde
madde bazinda verdikleri en yiiksek puanla ortaya c¢ikmistir. Daha detayli
belirtecek olursak, anne-babalar egitimde aile katilimi tutum Olgeginde en
yiiksek puan1 “eger nasil yapacagimiz oretilirse, evde cocuklarin g¢aligmasina
destek olabiliriz” maddesine vererek ortaya koymuslardir. Ogretmen ve anne-
baba sonuglarindaki bu farklilik anne-babalarin egitimde aile katilimi
asamasindaki karar verme siirecine verdikleri onemle agiklanabilir. Anne-
babalar katilimlarinin tiiriine ve seviyesine karar verirken okulun ve
ogretmenlerin bakis acilarini ya da tercihlerini 6nemsemeksizin kendi bagimsiz
ve kisisel goriislerini goz Oniinde bulundurmaktadirlar. Bu onlar i¢in daha
anlamli ve daha aile katilimin1 destekler nitelikler sergilemektedir (Grossman,

Osterman and Pedhazur, 1999).

4.3 Ogretmen ve Anne-babalarin Aile Katihm Bariyer Algilar

Calismanin bulgular1 calismada yer alan 6gretmenlerin aile katilimi
bariyer algilarnin ¢alismada yer alan anne-babalarin aile katilimi bariyer
algilarindan daha fazla oldugunu ortaya koymustur. Bulgular daha detaylh
olarak incelendiginde 6gretmenlerin algiladiklar1 en biiylik bariyerin iletisim
oldugu ortaya c¢ikmistir. Aile katilimi bariyer o6lgeginde Ogretmenlerin
ortalamada en yiiksek puan verdigi madde “cogu anne-baba 6gretmenlerin
cocuklar1 hakkinda yaptig1 elestiri ve degerlendirmeleri kabul etmekte zorluk
cekiyor” olmustur. Bu bulgu aslinda bu konuda arasgtirma yapmakta olan

pekgok arastirmancinin karsilastigi bir bulgudur. Ornek verecek olursak,
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arastirmalar anne ve babalarin ¢ocuklar1 hakkindaki gercek durumlart
algilamakta gii¢liik ¢ektiklerini, bu durumun ise Ogretmen ve anne-baba
arasinda iletisim bozukluguna neden oldugunu ortaya koymustur (Erdogan &
Demirkasimoglu, 2010; Hornby, 2000; Yildinm & Donmez, 2008).
Ogretmenlerin en yiiksek ortalama puani verdigi diger bir bariyer maddesi ise
anne-babalarin evdeki diger bireylere/ ¢ocuklara bakacak kimseyi bulamamasi
nedeniyle egitimde aile katiliminda bulunamiyor olmasidir. Ogretmenlerin en

az tehdit edici olarak algiladiklar1 bariyer okul politikalar1 olarak belirlenmistir.

Egitimde aile katiliminda algilanan bariyerler anne-babalarin verdigi
cevaplar agisindan incelendiginde, 6gretmen cevaplarina yakin bulgular elde
edilmistir. Anne ve babalar aile katiliminda bariyer algilar1 6l¢eginde en
yiiksek ortalama puani evdeki diger bireylere veya ¢ocuklara bakacak kimsenin
olmamasi olarak belirtmislerdir. Anne-babalarin ikinci en yiiksek puani
verdikleri madde ise is yasantilarinin yogunlugu olmustur. Yildirim ve Dénmez
(2008) yaptiklar1 c¢alismada ogretmenlerin algiladiklar1 bariyerlerden biri
olarak anne-babalarin yogun is temposunu 6ne siirmiisledir. Anne ve babalarin
en az tehdit edici olarak goriip en diisiik puani verdikleri bariyerler ise
kendilerini derslerde yardimci olacak kadar yeterli bulamamak ve okul

idaresinin aile katilimina vermiyor olmasi olarak belirtilmistir.

4.4 Ogretmenlerin GUU ve GUOU Inamislarimin Egitim Diizeyleri ve
Calismakta Olduklar1 Okul Tiirii Bakimindan Karsilastirilmasi
Calismada 6gretmenlerin gelisimsel uygunluk uygulamalari, gelisimsel

olarak uygun olmayan uygulamalar puanlar1 egitim diizeyleri ve caligmakta
olduklar1 okul tiirti bakimindan karsilastirilmistir. Bulgulara gore 6gretmenlerin
gelisimsel olarak uygun olmayan davraniglar inanislarinin egitim diizeyi
bakimmdan farklilik gosterdigi ortaya ¢ikmistir. Universite mezunu
Ogretmenlerin lise mezunu Ogretmenlere oranla daha az gelisimsel olarak
uygun olmayan davranmiglart1 6nemli bulduklar1 ortaya c¢ikmistir. Diger bir
deyisle iiniversite mezunu Ogretmenlerin gelisimsel uygunluk uygulamalari

inaniglarinin  lise mezunu Ogretmenlere oranla daha diisik oldugu ortaya
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cikmistir. Bu bulgular gelisimsel uygunluk uygulamalar ile ilgili ge¢mis
yillarda 6gretmenlerle yapilmis ¢alismalarla tutarlilik géstermektedir (Abbot-
shim, Lambert & McCarty, 2000; Casssidy & Lawrence, 2000; Gu & Yawkey,
2010; Mc Mullen, 1999; Vartuli, 1999). Ancak belirtilen ¢alismalarin disinda
Abu-Jaber & Al-Shawareb, (2010) in Urdiin’lii anasmifi 6gretmenleri ile
yapmis oldugu calisma, egitim diizeyinin gelisimsel uygunluk uygulamalari

acisindan farklilik géstermedigini ortaya ¢ikarmistir

4.5 Anne-Baba’larin GUU ve GUOU inanlslarlnln Egitim Diizeyleri ve
Cinsiyetleri Bakimindan Karsilastirilmasi
Anne-babalarin gelisimsel uygunluk uygulamalar1 ve gelisimsel olarak
uygun olmayan uygulamalar inanislari onlarin egitim diizeyi ve cinsiyetleri
acsindan incelenmistir. Bulgular gelisimsel uygunluk uygulamalar1 gériislerinin
egitim diizeyi bakimindan farklilk gosterdigini ortaya koymustur. ilkokul
mezunu anne-babalarin yiiksek lisans mezunu anne-babalara oranla daha diisiik
gelisimsel uygunluk uygulamalari inaniglarinin oldugu ortaya ¢ikmistir. Diger
bir taraftan {lniversite, yiiksek lisan v/ veya doktora egitimi almis anne ve
babalarin ilkokul egitimi almig anne-babalara oranla daha disiik gelisimsel
olarak uygun olmayan uygulamalar puanin oldugu, yani gelisimsel olarak
uygun olan uygulamalara daha yakin olduklar1 ortaya ¢ikmistir. Bu bulgular
gecmiste yapilmis calismalarla paralellik gostermektedir. Ornek verecek
olursak, egitim diizeyi diisiik olan anne-babalarin didaktik, 6gretmen merkezli
egitim metodlarina daha ¢ok 6nem verdikleri bulunmustur (Stipek, Milburn,

Clements & Daniels, 2002).

4.6 Ogretmenlerin GUU ve GUOU Inamislarimin Aile Katihni Tutumu;
Aile Katilm Bariyer Algilar: ve Mesleki Deneyim Degiskenleri
Acisinda Karsilastirilmasi
Mc Mullen (1999)’e gore gelisimsel uygunluk uygulamalar1 goriislerini

etkileyen faktorler arastirilmalidir. Bu calismada 6gretmenlerin egitimde aile
katitlimi tutumlart ve egitimde aile katilimina dair algiladiklar1 bariyerler,

onlarin gelisimsel uygunluk uygulamalar1 inanmiglar1 tizerindeki etkileri
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bakimindan incelenmistir. Bulgulara gore 6gretmenlerin aile katilimi tutumlari
ve algiladiklar1 aile katilimi bariyerlerinin onlarin gelisimsel uygunluk
uygulamalar1 / gelisimsel olarak uygun olmayan davranislar goriislerini
yordadigini ortaya koymustur. Bulgular 6gretmenlerin mesleki deneyimlerinin
yordayict bir etkisinin olmadigini O6ne siirmiistiir. Bu konuda yapilan
caligmalar, Ogretmenlerin egitime karst tutumlarmin onlarin 6z yeterlilik
inaniglart ile iligkili oldugunu ve bunun da onlarin ailelerle olumlu iletisim
kurmalarin1 etkiledigini 6ne stirmiistiir (Hoover-Dempsey, Walker, Jones &
Reed, 2002).

4.7 Anne-Babalarin GUU ve GUOU Inamislarinin Aile Katihm
Tutumu; Aile Katilimi Bariyer Algilar1 ve Yas Degiskenleri
Acisindan Karsilastirilmasi
Bu ¢alismada anne-babalarin egitimde aile katilimi tutumlar1 ve

egitimde aile katilimina dair algiladiklar1 bariyerler, onlarin gelisimsel
uygunluk uygulamalar1 goriisleri iizerindeki etkileri bakimindan incelenmistir.
Bulgulara gore anne-babalarin aile katilimi tutumlari ve algiladiklari aile
katilimi bariyerlerinin onlarin gelisimsel uygunluk uygulamalari / gelisimsel
olarak uygun olmayan davraniglar inanislarini yordadigini ortaya koymustur.
Grossman, Osterman and Pedhazur, (1999) a gbre anne-babalar aile katilimi
konusunda kendi bagimsiz ve kisisel goriislerine sahiptir. Bu gorisler
Ogretmenlerin  tutumlarindan ve okulun politikalarindan  bagimsizdir.
Grossman, Osterman and Pedhazur, (1999)’un goriislerinin aksine, bu ¢alisma
anne ve babalarin gelisimsel uygunluk uygulamalari inanislarinin algiladiklar
egitimde aile katilimi tutumlar1 ve bariyerleri ile iliskili oldugu bulunmustur.
Egitimde aile katilimi {izerine yapilan c¢aligmalar, 6gretmenlerin aile
katilimina her zaman ag¢ik olmalarinin aile katiliminin seviyesi ile iliskili
oldugunu belirtmistir. Bu nedenle aile katilim1 modellerinin agik uclu yanlari
olmalidir boylece aileler diledikleri tiirde ve boyutta katilim gosterebilirler

(Hoover-Dempsey and Sandler, 1995).
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Bu calisma okul Oncesi egitim alaninda yapilmis caligmalara ii¢ farkli
noktadan 1s1k tutmaktadir. Bunlarin ilki 6gretmenlerin ve anne-babalarin okul
oncesi egitimde gelisimsel uygunluk uygulamalar1 goriislerini karsilastirmali
olarak ortaya koymasi; ikincisi, Ogretmenlerin ve anne-babalarin egitim
diizeylerinin onlarin gelisimsel uygunluk uygulamalart goriisleri iizerindeki
etkisini ortaya koymasi ve tgiinciisii ise gelisimsel uygunluk uygulamalari
inaniglarini yordayan bazi faktorleri (aile katilimi tutumu, aile katilimi bariyer
algisi, yas mesleki deneyim gibi) ortaya koymasidir.

Bu caligmada ulasilan bulgular dogrultusunda egitimcilerin ve bu
alanda ¢alisan arastirmacilarin anne-babalari ve Ogretmenleri egitimde aile
katillm1 ve gelisimsel uygunluk uygulamalar1 hakkinda bilgilendirmesi
cocuklarin daha kaliteli egitilmesi a¢isindan 6nem tasimaktadir.

Gelecek caligmalar, ogretmenlerin ve anne-babalarin  gelisimsel
uygunluk uygulamalar1 ve egitimde aile katilimi inaniglarii farkli agilardan
iliskilendirerek arastirmalidir.

Bu c¢alisma anne-babalarin ve Ogretmenleri gelisimsel uygunluk
uygulamalar1 ve aile katilimi goriislerini incelemistir. Higbir sekilde okul
oncesi egitim kurumlarina devam eden ¢ocuklarin goriislerine yer vermemistir.
Gelecek caligmalarda c¢ocuklarin aile katilimi ve gelisimsel uygunluk

uygulamalari goriislerinin alinmasi 6nerilmektedir.
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