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ABSTRACT

PRESCHOOL TEACHERS’ SELF-REPORTED BELIEFS ON INTEGRATED
CURRICULUM: INTEGRATION OF VISUAL ART WITH OTHER ACTIVITIES

OZTURK, Elif

M.S., Department of Early Childhood Education
Supervisor : Assist. Prof. Dr. Feyza ERDEN
Co-Supervisor: Assist. Prof. Dr. Burcu AKBAYRAK

January 2008, 131 pages

The aim of this study is to investigate preschool teachers’ beliefs about
integration of visual art with other activities in early childhood settings. More
specifically, the present study examined the effects of teachers’ year of experiences,
their educational background and whether they take a course which is related to
visual art or not on teachers’ beliefs about integrated curriculum and integration of

visual art with other activities.

Preschool teachers were asked to complete “teachers’ beliefs about
integration of visual art” questionnaire which was developed by the researcher. It
includes four parts: demographic information, teachers’ beliefs about integration,
teachers’ beliefs about integration of visual art with other activities, and the status of

the integrated curriculum in early childhood education.

The participants of this study consisted of 255 preschool teachers working
with children between the ages of 5 to 6. 118 participants were public pre-school

teachers whereas 137 of them were private pre-school teachers in Ankara.



The results revealed that there were significant relationship between teachers’
year of experience and their beliefs about integration of activities and teachers’
perceived role of the integrated curriculum in early childhood education. In addition,
a significant relationship was identified between teachers’ educational background
and their beliefs related to integration of visual art with other activities, usage about
integration of visual art, and their perceived role or ‘place’ of the integrated
curriculum in early childhood education. Finally, a significant relationship was
reported between the last variable, whether the teacher had taken a course related to
visual art or not, and with beliefs about integration of visual art with other activities

and usage about integration of visual art.

Keywords: Integrated curriculum, teachers’ beliefs, visual art, integration of visual

art with other activities.



0z

OKUL ONCESI OGRETMENLERININ SANATIN DiGER ETKINLIKLERLE
BUTUNLESTIRILMESI KONUSUNDAKI INANISLARI

OZTURK, Elif
Yiiksek Lisans, Okul Oncesi Egitimi Boliimii
Tez Yoneticisi : Yrd. Dog. Dr. Feyza ERDEN
Ortak Tez Yoneticisi: Yrd. Do¢. Dr. Burcu AKBAYRAK

Ocak 2008, 131 Sayfa

Bu c¢alismanin amaci 5-6 yas okul Oncesi Ogretmenlerinin sanatin diger
etkinliklerle biitiinlestirilmesi konusundaki inanislarinin incelenmesi ve bu bilginin
Ogretmenlerin deneyim yillari, egitim seviyeleri, ve egitim hayatlart boyunca sanat
ile ilgili ders alinmast gibi demografik o6zellikleri arasinda olan iligkinin
arastirilmasidir.

Bu calismanin verileri arastirmaci tarafindan gelistirilen “6gretmenlerin
sanatin biitiinlestirilmesi konusundaki inaniglar1” anketi yoluyla toplanmistir. Bu
anket dort ana boliimden olusmaktadir. Bu boliimler sirasiyla; demografik 6zellikler,
biitiinlestirilmis program hakkinda 6gretmen inanislari, sanatin diger etkinliklerle
biitlinlestirilmesi konusundaki 6gretmen inanislari, ve biitlinlestirilmis programin
okul 6ncesi egitimdeki yeri hakkindaki 6gretmen inaniglaridir.

Calismanin katilimcilart Ankara ili merkez ve ilgelerinde bulunan devlet ve
0zel okullarda calisan, 5-6 yas okul Oncesi O6gretmenleri arasindan segilmistir. Bu
caligmaya toplam 255 okul dncesi 6gretmeni katilmistir. Caligsmaya katilan 118 okul
oncesi 6gretmeni devlete bagli okul dncesi egitim kurumlarinda ¢alisirken, 137 okul

Oncesi 0gretmeni ise 6zel okul oncesi egitim kurumlarinda ¢alismaktadirlar.

Vi



Bu ¢alismanin sonucunda, ¢alismaya katilan 6gretmenlerin deneyim yillari ile
biitiinlestirilmis program, ve biitlinlestirilmis programin okul dncesi egitimdeki yeri
hakkindaki inaniglar1 arasinda anlamli bir iliski gozlenmistir. Arastirmadan elde
edilen diger bir sonu¢ ise; Ogretmenlerin egitim seviyeleri ile sanatin diger
etkinliklerle biitiinlestirilmesi konusundaki inamiglari, sanatin biitiinlestirilmis
program igerisinde kullanilmasi, ve biitlinlestirilmis programin okul Oncesi
egitimdeki yeri hakkindaki inaniglari arasinda anlamli bir iliski bulunmasidir.
Arastirmadan elde edilen bagka bir sonug ise; 6gretmenlerin egitim hayatlar1 boyunca
sanat ile ilgili ders almalar1 ile sanatin diger etkinliklerle biitiinlestirilmesi
konusundaki inaniglar1 ve biitlinlestirilmis program igerisinde kullanilmasi ile ilgili

inaniglar1 arasinda bulunan anlamli iligkidir.

Anahtar Kelimeler: Biitlinlestirilmis program, 6gretmen inanislari, sanat, ve sanatin

diger etkinliklerle biitiinlestirilmesi
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CHAPTER |

INTRODUCTION

Integrated curriculum has been very popular for educators who have
discussed it deeply for many years (Czerniak, Weber, Sandmann, Ahern, 1999). In
fact, according to Vars (2001), the concept of integrated curriculum has been present
for more than a century. In the 1930s, the Progressive movement developed a
problem centered curriculum. John Dewey (1956, as cited in Etim, 2005) mentioned
that there are three curricular sources of the problem centered curriculum which are
learner’s demands, demands of the society living in a democratic society and content
of the subject. As can be seen from Dewey’s definition, the problem centered
curriculum highly resembles today’s curriculum integration (Beane, 1993).

Integrated curriculum can be defined in various ways (Brazee & Capelluti,
1995; Drake, 1998; Jacobs, 1989). These definitions are different from each other in
terms of the degree of integration. To begin with, Drake (1998) stated that most
specialists believe integrated curriculum to be a continuous process involving many
connections. This process involves various steps which are traditional, fusion, within
one subject, multidisciplinary, interdisciplinary and transdisciplinary. These steps
will be discussed in the next chapter in more depth. On the other hand, Etim (2005)
defined integrated curriculum as a pedagogical pathway which is student-centered.
This pathway focuses on a theme in which real life problems and issues are handled
within different subject areas. According to Brazee and Capelluti (1995), integrated
curriculum is related to the holistic view of learning. It encourages students to
analyze the world as a whole rather than as separate parts. Integrated curriculum
emphasizes questioning method, a method which addresses appropriate questions to
students rather than relying on traditional subject methods. Therefore, it emphasizes
students’ needs and their intellectual development through activating learners’

thinking. In addition to these definitions, it is important to understand the principles



of learning and teaching in integrative curriculum (Brazee & Capelluti, 1995;
Mallery, 2000).

To begin with, integrated curriculum is student-oriented. Hence, integrated
curriculum has many advantages for learners. For example, integrated curriculum
helps children to improve their social and academic life. Moreover, it assists children
to understand their environment in depth and to look at it as a whole. Also, it helps to
develop curriculum in relation to students, creates connections among main concepts,
and to create interest and promote motivation in the school (Berlin, 1994; George,
1996; Mason, 1996). Furthermore, integrated curriculum includes assisting students
to understand and to create connections between subjects and among different
subject areas.

Secondly, integrated curriculum involves different subject areas. These
subject areas integrate a theme which is related to real life experiences and problems.
The reason why the theme has to be integrated and related to the real world is to
create connection between the wide networks of distance that involves different
academic disciplines. In order to gain different perspectives of these disciplines such
as science, history or philosophy, mathematics, and art, each subject should be
integrated into the other lessons equally; hence, teachers and students will see that
there is actually no difference between all these subjects (Clark, 1995).

Thirdly, in early childhood education, integrated curriculum emphasizes the
whole child model offering a wide range of experiences such as visual, oral, and
kinesthetic (Walker, 1995). This model emphasizes whole development, holistic
model of child development (Schirrmacher, 2001). In other words, the integrated
curriculum supports equal development of the physical, social, emotional, cognitive,
and creative domains of students.

In early childhood education, visual art is an excellent way to support
children’s whole development. In other words, visual art improves children’s
different developmental areas. For example, through visual art, children understand
their world and can express themselves (Danko & Slutsky, 2003). Moreover, it
supports physical development and manipulative activities. That is, visual art

activities provide experience and practice in developing and refining gross motor or



large muscle skills (Spodek, 1993). Furthermore, with the help of visual art, children
can learn to use many skills such as pre-reading and pre-math skills. Therefore, eye-
hand coordination is enhanced. In terms of social development, young children are
egocentric and may need assistance in learning how to share; wait patiently; take
turns; listen to others; and respect rights, and ideas of others (Nikoltsos, 2000).
Visual art also helps to develop these social skills. Moreover, visual art is a
wonderful tool to use in fostering children’s self-esteem. That is, with the help of
visual art children can gain confidence in oneself and feel good about one’s self
(Alvino, 2000). Visual art is also known to contribute to emotional development.
Visual art is a pleasant activity for children. To illustrate, children can show
happiness, joy, and pride in their works. Moreover, visual art assists children in
engaging in nonverbal communication and language. Therefore, they express
everything related to their experiences such as objects, people, places, events. Visual
art allows children the freedom to express themselves by drawing or shaping
plasticine, or clay. Freedom is important for children because developmentally that is
what they need in order to grow (Alvino, 2000). For cognitive development, on the
other hand, visual art allows children to show their understandings about the world.
This leads to dealing with variety of people, places, and objects. (Schirrmacher,
1993). Moreover, through visual art, children learn about the concepts of color,
shape, size, line, texture, and other artistic elements. For creative development, visual
art allows children to express their own creativity, originality and individuality. That
is, children’s artistic expressions may be vaguely similar yet still significantly
different from all others (Schirrmacher, 1993). Therefore, as can be seen, visual art is
a core element of the early childhood curriculum.

Visual art is considered to be a core element of the early childhood
curriculum as it can be manipulated to teach something to children. In fact, in early
childhood education, it can be an excellent way to apply some other activities to
children. Therefore, in this study, visual art is an important element of integrated
curriculum. This study hopes to identify the role or ‘place’ of visual art in integrated
curriculum. For that reason, firstly the description of visual art is defined for this

study. Art is stated as an activity in which children work creatively in the various



appropriate art media such as crayons, plasticity, expressing their individual
thoughts, feelings, and perceptions (Herberholz & Hanson, 1995). In general, art
activities in early childhood education include graphic and plastic arts, music,
movement or dance, and creative dramatics and other language arts (Spodek, 1993).
In this study, visual art is stated as two-dimensional activities such as painting,
drawing, printmaking, collage, and three-dimensional activities such as clay, play
dough, assemblage, and construction with different materials such as waste materials.

Integration of visual art with other activities can be seen in the literature. For
example, most people think that science and art are different from each other.
However, others believe that the backgrounds of these are the same in terms of
feeling for rightness of fit. In all, it is seen that both of them can be integrated with
each other in order to foster teaching (Eisner & Powell, 2002). Especially, history
component of social studies can be seen as powerful area of visual art integration
such as teaching history and historic themes (Manifold, 1995). In addition to this,
although there is no prescribed method of integrating visual art and the social studies,
the integration should be balanced. Furthermore, using visual art in math concepts
shows that visual art works completely support children’s learning skills. That is,
activities such as building model houses and making puppets help children gain
mathematical concepts easily (Herberholz & Hanson, 1995).

Teachers are important figures which provide all of the activities that are
mentioned above. They use their educational background and their practices in order
to plan and apply these activities. Therefore, it can be stated that teachers may
directly influence children’s academic, social and individual development. At this
point, teachers’ characteristics or practices at school affect the educational process.
Some studies emphasize the teachers’ thought processes which affect their teaching
styles. According to Charlesworth, et al. (1993), in light of teachers’ beliefs about
what they think to be important and what they think not to be important, teachers’
behaviors about planning, teaching and assessing can be understood. In deed, early
childhood teachers gain this information while working with children. They
understand and have knowledge about the meaning of planning, teaching and

assessing with the help of the educational concepts and values which have gained.



Therefore, teachers’ perceptions and beliefs are shaped by their actions and their
classroom decisions (Spodek, 1988). According to Clark and Peterson (1986),
teachers’ beliefs and theories show important and plentiful knowledge which
influence their planning, interactive thoughts and decisions. In light of this, teachers’
background plays an important role in their teaching practice. In fact, it can be stated
that teachers’ beliefs help to understand their classroom practices. Actually,
classroom practices are good indicators of their beliefs. According to Kagan and
Smith (1988), the results of their study showed that teachers’ own perceptions about
their behaviors and their real behaviors in the classroom are highly interrelated.
Moreover, Vartuli (1999) found that there was consistency between teachers’ beliefs
and their self-reported and observed practices. In addition, she found that teachers’
beliefs were closer to NAEYC guidelines when compared to their practices. On the
other hand, some studies showed the inconsistency between teachers’ beliefs and
their practices (Hatch & Freemen, 1988; McCarty, Abbott-Shim & Lambert, 2001,
Verma & Peters, 1975). According to Saracho and Spodek (2003), there are various
reasons for this inconsistency. These were the type of research methods, complex
school system, and teachers’ opposing beliefs. In addition to these, the last
explanation is that teachers might hold all of their beliefs as equal strengths (Spodek,
2001). All of these showed that understanding teachers’ beliefs are closely related to
their practices. In order to reach teachers’ beliefs about integrated curriculum,
teachers’ perceptions about their practices are very important.

Analysis of teachers’ thoughts about art indicates that many teachers tend to
agree on visual art’s impact on promoting a child’s sense of personal worth. They
view visual art as a way in which a child can gain confidence and a sense of being
wanted, or his view of the world becoming accepted (Schirrmacher, 1993). Most
teachers having realized the importance of visual art in young children’s education,
use visual art in their activities by applying integrated art curriculum (Schirrmacher,
1993). As a result, applying integrated art curriculum may be affected by their beliefs
and practices. For that reason, teachers’ beliefs about the subject are very important

because these beliefs are likely to affect children’s development.



1.1. Research Questions of the Study

Teachers’ qualifications influence the quality of care and education which
supports young children’s development (Bowman, Donovan, & Burns, 2001;
Phillips, Mekos, Scarr, McCartney, & Abbott-Shim, 2000; Whitebook, Sakali,
Gerber, & Howes, 2001). For this study, there are three teacher qualifications which
are used to understand the relationships with their beliefs. These are teachers’ years
of experience, their educational background, and taken courses related to visual art
during their school life.

The first teacher qualification is years of experience. In the literature, more
experienced teachers reported less acceptance of Developmentally Appropriate
Practices (DAP) than teachers who have less years of experience. According to
previous U.S. studies, years of experience was not an important factor to affect
teachers’ beliefs and practices (Bryant, Clifford, & Peisner, 1991; Stipek, Daniels,
Galluzzo, & Milburn, 1992), but was an important factor to influence teachers’
beliefs and reported practices in S. Korean studies (Nam, 2001; Park, 1994). In this
particular study, years of experience variable was conducted to see whether there is a
relationship between teachers’ beliefs about integration of visual art with other
activities and teachers’ years of experiences in Turkey.

The second teacher qualification is educational background. According to
McMullen and Alat (2002), educational background is one of the agents of beliefs in
early childhood that affect “policy”, “teacher education reform”, and “advocacy
initiatives”. Educational background is stated as the level of overall education and
the nature of content which was received during that education (McMullen & Alat,
2002). In this study, educational background was examined because of the
importance of the quality of teacher education. With the help of this study, teacher
education programs related to early childhood education can be examined in some
ways. In Turkey, preschool teachers are expected to have graduated from related
departments in universities, two-year vocational schools, and high schools.
Therefore, the aim of this study is to help educational specialists understand the

importance of visual art in teachers’ life.



The last teacher qualification is whether participants had attended any courses
related to visual art or not. In the literature related to teachers’ beliefs, there were
some studies which examined the courses which were taken by teachers during their
school life. For example, Lumpe, Haney, and Czerniak (2000) assessed teachers’
beliefs about their science teaching context. They used some background variables in
order to see the teachers’ beliefs. One of them is the number of science teaching
method courses taken. It can be drawn from this study; taken courses related to visual
art may have significant effects on teachers’ beliefs. For that reason, courses are
defined in this study as visual art, instructional materials, and other visual arts.

For this study, four open ended questions were chosen to analyze teachers’
beliefs. These questions scrutinized teachers’ views on integrated curriculum in
general, integration of visual art with other activities, usage about integration of
visual art, and role of the integrated curriculum in early childhood education. The
questions are as follows:

1. What are your thoughts regarding integrated curriculum in early childhood
education? [Okul oncesi donemde etkinliklerin birbirleri ile biitiinlestirilmesi
konusunda ne diistiniiyorsunuz?] (Q7)

2. Considering your previous applications/practices, do you believe it is possible
to integrate visual art with other activities? [Uygulamalariniz sirasinda
yasadigmiz deneyimlerden yola c¢ikarak sizce gorsel sanatlarin diger
etkinliklerle biitiinlestirilmesi konusunda ne diisiniiyorsunuz?](Q15)

3. Do you yourself integrate visual arts in your activities? If yes, HOW? Please
explain. [Siz gorsel sanatlar1 diger etkinliklerle biitiinlestirerek kullaniyor
musunuz? Evet ise NASIL KULLANIYORSUNUZ?](Q17)

4. What are your thoughts regarding the role of integrative curriculum in early
childhood education? [Biitiinlestirilmis programin okul dncesi miifredatindaki

yeri hakkinda ne diistiniiyorsunuz?](Q20)



This study will attempt to address the following research questions:

Is there any statistically significant relationship between years of experience
and teachers’ beliefs?

1.1.1. Research Question 1. Is there a relationship between years of
experience and teachers’ beliefs related to integrated curriculum?

1.1.2. Research Question 2. Is there a relationship between years of
experience and beliefs related to integration of visual art with other activities?
1.1.3. Research Question 3. Is there a relationship between years of
experience and beliefs related to usage about integration of visual art?

1.1.4. Research Question 4. Is there a relationship between years of
experience and beliefs related to the teachers’ perceived role of the integrated
curriculum in early childhood education?

Is there any statistically significant relationship between teachers’
educational background and teachers’ beliefs?

1.1.5. Research Question 5. Is there a relationship between teachers’
educational background and teachers’ beliefs related to integrated
curriculum?

1.1.6. Research Question 6. Is there a relationship between teachers’
educational background and beliefs related to integration of visual art with
other activities?

1.1.7. Research Question 7. Is there a relationship between teachers’
educational background and beliefs related to usage about integration of
visual arts?

1.1.8. Research Question 8. Is there a relationship between teachers’
educational background and beliefs related to the teachers’ perceived role of
the integrated curriculum in early childhood education?

Is there any statistically significant relationship between whether teachers
who attend the courses on visual art or not and teachers’ beliefs?

1.1.9. Research Question 9. Is there a relationship between attended courses

on visual art or not and teachers’ beliefs related to integrated curriculum?



1.1.10. Research Question 10. Is there a relationship between attended
courses on visual art or not and beliefs related to integration of visual art with
other activities?

1.1.11. Research Question 11. Is there a relationship between attended
courses on visual art or not and beliefs related to usage about integration of
visual arts?

1.1.12. Research Question 12. Is there a relationship between attended
courses on visual art or not and beliefs related to the teachers’ perceived role

of the integrated curriculum in early childhood education?

1.2. Significance of the Study

Some studies have been conducted with teachers about visual art and
integrated curriculum. Specifically, one study conducted by Hull (2003) examined
the beliefs of teachers about arts integrated in the curriculum in Oklahoma K-12
schools by using Q methodological study. Moreover, another study conducted by Lai
(2000) showed Taiwanese kindergarten teachers’ and principals’ beliefs and attitudes
concerning developmentally appropriate art education. Although these studies are
very important for the field of education, they were conducted in other countries and
with teachers for older age children. Thus, the literature lacks studies of pre-school
teachers’ beliefs related to visual art integration. Hence, this study aims to close this
gap by examining preschool teachers’ beliefs on integration of visual art activities.

As a result of the previous studies conducted on the issues of integrated
curriculum and visual art in early childhood settings, this study is significant because
it emphasizes teachers’ beliefs. That is, it combines integrated curriculum and visual
art applied in early childhood education. In Turkey, there are some studies which are
related to the some specific issues such as integrated curriculum, visual art, and
teachers’ beliefs, but they are studied in isolation. Related to visual art, the previous
studies tried to examine the art in early childhood education (Ulutas & Ersoy, 2004),
the interdisciplinary-thematic approach in art education (isler, 2004), children in
early childhood years and art critism (Akbayrak & Kargi, 2003), the effects of

drawing lessons on children’s physical and mental development in preschool



(Dilmag, 2002), how preschool teachers plan, implement, and evaluate art activities
(Turla, 1995), and the art education applied at the pre-school educational institutes
according to teacher’s opinions (Asik, 2005). Moreover, there were teachers’ belief
studies in the literature. These are Turkish teachers’ beliefs about developmentally
appropriate practices in early childhood education (Erdiller & McMullen, 2003),
early childhood teachers’ attitudes towards science teaching (Unal & Akman, 2006),
early childhood teachers’ opinions about application of teaching math (Bali & Boz,
2003), investigation of the attitudes of preschool teachers toward computers (Aral,
Ayhan, Unlii, Erdogan, & Unal 2007), and the attitudes of preschool teachers toward
parent involvement (Kaya, 2007). However, this current study aims to study the
relationship between visual art, integrated curriculum, and teachers’ beliefs. Hence,
this research examines preschool teachers’ beliefs about integration of visual art with
other activities.

In Turkey, there is a lack of studies in measuring the beliefs of preschool
teachers about integration of visual art activity with other activities. It can be stated
that the importance of integration of activities has not yet been emphasized in our
country. Nowadays, early childhood educators prefer to use some specific
approaches such as “Project Approach” and “Reggio Emilia Approach”. Therefore,
early childhood educators have seen the importance of integration of visual art in the
early childhood curriculum. At this point, this study is considered to be significant in
emphasizing the educators’ attention on the importance of integration of visual art.
Moreover, the study shows the importance of pre-service teacher training. That is,
the courses and the experiences are considered as fundamentals of teachers’
educational life. Therefore, this study provides some benefits for academicians,
curriculum developers, and specialists in the early childhood education field.

In addition to this, the instrument of this study was developed specifically for
this study. The instrument may be applied for further studies. Moreover, it provides
useful information for researchers to develop new ones with the same or related

topics.
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1.3. Definition of the Terms

The following terms need to be defined for the purpose of this study:

Integrated Curriculum: Integrated curriculum is the combination of two or
more disciplines to form one curriculum (Walker, 1995).

Preschool Teacher: Preschool teacher is a person who works in early
childhood centers, who prepares and applies annual and daily plans according to
educational programs, and who prepares educational materials for activities
(Ministry of National Education, Regulations on Early Childhood, 2004). In this
study, preschool teachers who have been working with 5-6 years old children were
preferred.

Teachers’ Beliefs: Teachers’ beliefs and theories show plentiful common
knowledge about objects, phenomenon, people, and their associations which
influence teachers’ planning, thinking, judgments and behaviors in the classroom
(Fang, 1996).

Visual Art: Visual art is stated as two-dimensional activities such as painting,
drawing, printmaking, collage, and three-dimensional activities such as clay, play
dough, assemblage, and construction with different materials such as waste materials
(Jalongo & Stamp, 1997; Mayesky, 2002; & Schirrmacher, 2001).
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CHAPTER 2

REVIEW OF THE LITERATURE

Chapter Two includes three main parts. In the first part, definitions and
theoretical background of integrated curriculum will be presented. After defining
integrated curriculum, integrated curriculum continuum models will be given.
Moreover, three approaches: Multiple Intelligences (Ml), Brain Research (BR), and
DAP that support curriculum integration will be examined to present their
relationships with integrated curriculum.

The second part involves the studies on teacher beliefs with special emphasis
on the curriculum, specifically integrated curriculum. Teachers’ belief system is
examined to find out the importance of the teachers in the integrated curriculum.
Teachers’ beliefs in integrated curriculum will be explained for this study.

Finally, the third part includes the place of visual art in the integrated
curriculum. The main emphasis will be given to early childhood curriculum. The
importance of visual art in the curriculum will be stated and the role in the integrated
curriculum procedure will be supported by different resources. Why integration of
visual art is so important in early childhood settings will be supported by two
significant curriculum models; Project Approach and Reggio Emilia Approach.
These models are believed to be a rich source to explain how integrated curriculum

supports visual art in early childhood classrooms.

2.1. Definitions and Theoretical Background of Integrated Curriculum

An integrated curriculum is not a contemporary or new method of teaching.
John Dewey and Francis Parker, who found the progressive movement in the 1800s
and early 1900s, formed the concept of an integrated curriculum (Hinde, 2005).
Beane (1995) claimed Dewey’s idea of the curriculum to be more applicable because

of the inclusion of students’ experiences. Combining subjects in order to achieve
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goals across the curriculum is strengthened as an instructional method. When the
term “integrated curriculum” was first utilized early in the twenticeth century, one of
the main goals was reorganizing existing lesson plans with different subjects (Beane,
1997).

What is an integrated curriculum is an unresolved debate. In fact, there is
disagreement in a common description of integrated curriculum (Czerniak et al.,
1999). In fact, there have been different definitions of integrated curriculum (Beane,
1993; Beane, 1997; Brazee and Capelluti, 1995; Fogarty, 1991; Jacobs, 1989; Post,
Ellis, Humphreys & Buggery, 1997; Walker, 1995). The most general definition in
education for integrated curriculum is combining two or more disciplines to form one
curriculum (Walker, 1996). The specific definition is represented by Humphreys,
Post, and Ellis (1981) who defined integrated curriculum as a method to guide
children to attain knowledge relevant to their environment through means of various
disciplines. In addition to these definitions, integrated curriculum is stated as a more
detailed way to create connection between the instruction and learning process.
Shoemaker (1989) represented the integrated curriculum as combining different
views of curriculum into the wide ranges of the study by the emphasis on holistic
view of learning. Similarly, Brazee and Capelluti (1995) emphasized the holistic way
of learning and teaching which help students to see the complete picture rather than
its separate small pieces. These different perspectives of integrated curriculum are
assumed to support students. In fact, Etim (2005), states that integrated curriculum
emphasizes themes and real life problems while assisting students to see and to
create connections between and among subjects.

According to Beane (1997), integrated curriculum consists of four major
aspects: integration of experiences, social integration, integration of knowledge, and
integration as a curriculum design.

1. Integration of experiences: ‘Integrative learning’ includes experiences which
are stated as ‘unforgettable learning experiences’. This type of learning
includes integration in two paths. The first one is that new experiences are

“integrated” into schemes which include meaning. The second one is that
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arranged or “integrated” past experiences assist when confronting new

problem situations.

2. Social integration: One of the essential aims for schools in a democratic
society is obtaining shared educational experiences for adolescents with
different features and backgrounds. The concept of these experiences
include a link for the idea of integration by highlighting on a curriculum
which gains some sense of ‘common values’, or a ‘common’ values or
‘common good’ (Beane, 1980; Childs & Dewey, 1933; Hanna, 1946,
Hopkins, 1941; Rugg, 1936; Smith, 1927 as cited in Beane, 1997).

3. Integration of knowledge: Theory of organization and usage of
knowledge are essential when integrating knowledge into curriculum. The
use of knowledge is not known as separate parts as applied in schools,
instead of this, it is “integrated” in the context of the real problems and
ISsues.

4. Integration of a curriculum design: The concept of integration is related to
a specific type of “curriculum design”. It is stated that essential projects
and other activities includes actual implementation of knowledge.
Therefore, with the help of these types of projects or activities, the
possibility for adolescents’ curriculum integration experiences which
include their schemes of meaning and democratic process of problem
solving were increased.

In addition to the wvarious definitions of integrated curriculum,

interdisciplinary curriculum may be accepted as integrated curriculum (Drake, 1998).
Interdisciplinary curriculum is described in “the Dictionary of Education” as:

a curriculum organization, which cuts across subject-matter lines to focus upon
comprehensive life problems or broad based areas of study that brings together
the various segments of the curriculum into meaningful association (Good, 1973,
p. 102).

Generally, all of the definitions of integrated curriculum or interdisciplinary

curriculum include (Lake, 1994):
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e A combination of subjects

e Emphasis on projects

e  Sources that provide more information than textbooks
e  Concepts related to each other

e Thematic units as arranging essentials

e  Schedules which are flexible

e  Students who are grouped flexibly

Although integrated curriculum and interdisciplinary curriculum are generally
used to define curriculum integration, there are still other terms that are used to
describe it. While Stevenson and Carr (1993) use the term “integrated studies”, Vars
(1987) prefers to use the three terms: “correlation”, “fusion” and “core”. Moreover,
Maurer (1994) describes interdisciplinary curriculum as  “co-related”,

9% ¢¢

“multidisciplinary”, “interdisciplinary” and “integrated day” (Kysilka, 1998).

2.2. Models of Integration

There are three different ways of integration. Jacobs (1989), Fogarty (1991),
and Drake (1998) introduce three different ways of integration which have different
levels in order to represent the integration process. Moreover, all of these three models
have philosophical views and main elements in order to understand integrated
curriculum. These models help teachers understand strategies and learning methods to
implement integrated curriculum. Hence, in order to organize an integrated curriculum

in a successful way, the first step is to understand these three models.

2.2.1. Jacobs' Continuum of Curriculum

Heidi Hayes Jacobs (1989) explained a detailed interdisciplinary model utilizing
themes as a curriculum tool to improve the content of the curriculum. Moreover, she
highlighted addressing or crucial questions as being collateral “umbrella” that helps
students to make connections between different contents. Drake (1998) stated that there
are three important ways which help educators in order to develop integrated curriculum
in Jacob’s approach. To begin with, Jacobs (1989) suggested educators and students to

utilize “brainstorming” for two causes. First, she mentioned that using brainstorming
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would supply productive sources in order to achieve learning. Second, using
brainstorming would support the learning process which is gained by using the
integrated curriculum. Secondly, Jacobs suggested that teachers construct a ‘data box’
for students in the classrooms to make additions from real life and their own experiences.
This box helps students to make connections between the subject and their interests.
Therefore, this type of teaching method assists teachers to improve the integrated
curriculum because it is related to the students’ interests, demands, and tasks including
real-life issues. Finally, Jacobs claims that to help educators is to benefit from the
knowledge, comprehensive, application, analysis, synthesis, evaluation levels of
Bloom’s cognitive taxonomy in order to supply different kind of activities and a detailed
teaching goal in the integrated curriculum. She explained that lower degrees of Bloom’s
taxonomy produce knowledge which is called consumer knowledge whereas the higher
degrees generate new knowledge. Thus, creativeness and critical thinking skills of the
students are supported by an achieved teaching goal. Moreover, evaluation will be used
to assess various degrees of student cognitive development.

Jacobs’s continuum of integrated curriculum model (1989) included six levels
(see Figure 1). These levels vary from discipline-based to complete integration. She

defined these levels as ‘degrees’ of integration which are placed on a continuum.

Complete integration

Integrated dlay design

Interdiscipllinary design

Multidisciglinary design

Parallel digciplines

Discipline-Based design
(subject centered) (child centered)

Figure 1. Jacobs’s Continuum of Integrated Curriculum Model
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The degrees are defined as follows:

1.

Discipline-Based Design: This is a traditional design which includes different
lessons in different time periods without any integration. Knowledge is
represented from separate areas without giving any importance about
relationships between them. New material or new base line of knowledge can

be introduced with the help of this design.

. Parallel disciplines: The disciplines show themselves separately. That is,

teachers generally try to arrange topics to teach some related concepts

simultaneously in the separate disciplines.

. Multidisciplinary: Relevant disciplines are arranged formally in order for

analysis and study. For example, these disciplines may be fine arts or political
history. Creating a “new” subject which is assisted by this type of integration

shows an interrelation between existential disciplines.

. Interdisciplinary: Particular units and lessons of the study are designed to

arrange all the disciplines which are stated in the curriculum of the school.
Themes, concepts or points help to construct the units of the study which
come into the usual curriculum. Teachers decide a certain space of time
which may be two weeks, a month, or a semester in order to teach the units.
That is, there are some certain parts of time which are arranged in the daily or
weekly time table in order to accord the interdisciplinary units. Yet, the units

do not replace the existential disciplines, they are supplementary to them.

. Integrated day: The interests and needs of the students are supported by a

‘theme-based full-day’ program.

. Complete integration: The curriculum is decided by the students who use

their past experiences, demands, and concerns. In New Collage in Sarasota,
there is a program which permits students to create their own curriculums
including lessons and activities which are more suitable for the aims of the
students. There is no common curriculum which applies to all students in
order to graduate from this Collage.

She underscores that the lower level of integration is related to a curriculum

which is a more subject-centered while the higher level of integration are more child-
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centered. She advocated that curriculum should be child-centered curriculum. Hence,

teachers should try to apply the higher levels of integration by degrees.

2.2.2 Fogarty's Ten Levels of Curriculum Integration

Robin Fogarty developed a curriculum integration model which was stated as the
most particular descriptions of different models (Jenks, 1998). He mentioned that there
were ten levels which were related to curriculum integration. These levels are stated
between the fragmented approach to a networked approach in order to plan a curriculum
(Kysilka, 1998).

Fogarty (1991) has developed ten different levels to integrate curriculum.

1. Fragmented: This model is explained as a single discipline. That is, there are main
subjects which are math, science, language arts, and social studies. Each one is
shown as representing only itself. This model is seen as a traditional curriculum
plan which divides lessons into various disciplines. The lessons are seen as
separate studies such as mathematics, science, humanities, social studies, art, etc.

2. Connected: Each content area of the concepts is related to each other. In addition
to this, the linkage is constructed between previous knowledge and newly learned
knowledge. This model represents an integration which is stated as simple
method. In deed, this model emphasizes only one discipline which includes
circumstances and connections.

3. Nested: The skills of learning and the skills of organizing are the main points of
this model because these are stated within each lesson to know the content of the
lesson. In deed, the content is seen as a main part of the lesson, but the teaching
skills and organized ideas are focused in the lessons. Integration which occurs in
the nested method shows normal consolidation. That is, it is constructed by
creating linkage or making consolidations.

4. Sequenced: Ideas which are represented in a lesson are reorganized to occur in
another lesson. That is, in order to supply a frame for interrelated ideas, organized
and arranged subjects and parts are used in spite of teaching these separately.

5. Shared: This method uses two different disciplines in order to create one focus. It

also adds on ideas as an organizer. Lessons are ‘partnered’ and the units of the
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lessons are organized to support ‘overlapping ideas or concepts’. For example, a
unit on the Civil War includes two different lessons which are English and
history. Hence, English and history are said to be ‘partnered’.

6. Webbed: The main point of this curriculum is using themes. The themes are used
to introduce definite conceptions, topics, and skills in the disciplines. The content
of the disciplines stay the same, but the themes are selected carefully by
educators. A wide range of themes such as cultures, power, time, systems help
teachers to select common topics, concepts, and ideas about disciplines.

7. Threaded: A ‘meta curriculum’, is arranged around thinking, social and study
skills whereas the content serves as a medium to teach these skills. Also, the
teacher exploits concepts about multiple intelligences and technology as learning
tool which assists the students to improve their ‘metacognitive skills’. Similar to
previous methods, the content stays the same although the process of learning is
emphasized.

8. Integrated: All disciplines are worked on by groups of teachers to identify
overlapping skills and ideas. Also, they plan how to apply studying units in
general teaching time. In summary, the feature of this model is overlapping
multiple disciplines which are studied for common ideas, conceptions and
behaviors.

9. Immersed: An area of study is examined by students and they refine information
in the content areas by using their own views. The integration is the duty of the
students. That is, the integration occurs within the students. Teachers or
administrators do not intervene in the integration process.

10. Networked: This type of integration needs to rearrange relationships of concepts
within and among the different disciplines, and concepts and learning techniques
within and among the learners. At this state of integration, the learners lead trying
to find the information, concepts and ideas with the help of specialists and other
learners as constructing a basis of their own learning. The degree of the
integration is completely related to the learners and their teachers.

Fogarty stated three degrees in his continuum of integrated curriculum. The first

one is that while spending time within one subject of integrated curriculum, teachers can
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utilize the techniques of fragmented, connected, and nested in order to conduct the
curriculum. The second one is that while spending time with more than two subjects of
integrated curriculum, teachers can utilize sequenced, shared, webbed, threaded, and
integrated techniques. The third one is that learners’ self-awareness of integration is
improved by immersed and networked levels of integrated curriculum (Wu, 2003).

Yang (2000) stated that Fogarty’s ten levels of curriculum integration introduce
useful techniques for different conditions. Many researchers and educators prefer to use

Fogarty’s ten levels of integration.
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Figure 2. Fogarty's Continuum of Integration
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2.2.3. Drake's Continuum of Integration

Drake mentioned the curriculum issue by using a continuum of integrated
curriculum. She states that teachers should use the continuum from multidisciplinary to
interdisciplinary to transdisciplinary approaches.

Drake explained six levels of continuum of integration in her theory. Figure 3
shows the levels of the integration. It starts with the traditional level and ends in

transdisciplinary level.

Transdisciplinary

Interdisciplinary

Multidisciplinary
WithinOne Subject

Fusion

Traditional
(Source: Drake, 1998. p.20)

Figure 3. Drake's Continuum of Integration

1. Traditional: In this level, there is one discipline which helps to construct the
teaching process such as science and math.

2. Fusion: Different areas of subject are combined for a single topic. For instance,
environmental concerns, social accountability, and social behavior collect under a
topic such as geography or English.

3. Within one subject: One area of subject is composed of other sub-lessons as
integration such as physics, chemistry, and biology as science.

4. Multidisciplinary: The lessons which are related by a theme or issue are studied
simultaneously in different classrooms. In general, it is expected that students should
make connections between lessons rather than learn them in explicitly (see Figure
4).
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Design & Tech.

(Source: Drake, 1998. p.22)
Figure 4. Drake's Multidisciplinary Integration

Interdisciplinary: This level includes different variations. The connections between
subjects are stated directly to the students. Interdisciplinary curriculum does not only
include the use common themes or issues. With the help of conceptual focus, guiding
questions, or across-disciplinary standards, the curriculum is connected together (see
Figure 5).

Theme/lssue

Cross-Disciplinary

Standards
Conceptual Focus

Guiding Questions

(Source: Drake, 1998. p.22)

Figure 5. Drake's Interdisciplinary Integration
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6. Transdisciplinary: This approach is different from other approaches because this
approach starts with the disciplines as a real-life context and it highlights personal

growth and social responsibility (see Figure 6).

Real Life Context
Stories
Student as Questioner

Student as Researcher

(Source: Drake, 1998. p.23)

Figure 6. Drake's Transdisciplinary Integration

All of these three models presented by Jacobs (1998), Fogarty (1998), and Drake
(1998) explain different principles of integrated curriculum which help us to understand
curriculum development. Moreover, these models develop important techniques to
create successful integrated curriculum design (Wu, 2003). All of these three models
include different aspects of the integrated curriculum. For example, Jacobs concentrated
on the structure of the curriculum while Fogarty stressed on how the curriculum is
taught. Drake also emphasized the continuum from multidisciplinary to interdisciplinary
to transdisciplinary approaches and arranged frameworks in order to plan integrated
curriculum (Kysilka, 1998).

There are several studies related to these integrated models in order to show the
applications of integrated curriculum or interdisciplinary curriculum. In light of the
literature about integrated models, the results of the studies demonstrate that this type of
teaching supports student achievement as compared to traditional teaching (Cotton,

1982). Latham (1997) emphasizes that an integrated program helps students to improve
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their mathematical skills; in fact, results show that grades of females in integrated
programs rise dramatically. In addition to academic achievements, integrated
curriculum improves children’s non-academic skills. For instance, a study reported that
students perceived the teaching process as more fun and displayed less disruptive
behaviors (Cole, 1994 as cited in Drake, 1998). Similar results have shown that after
collecting feedback from students who were sixth-, seventh- and eighth- grade
students, while engaging in interdisciplinary units, students showed more enjoyment
about learning, found topics more interesting, understood from group work, and
showed high quality expression in their work (Davies, 1992). Another research
conducted by Geoghegan (1994) showed that students participated in a tribal theme
integrated curriculum which includes drama, history, science, social studies,
language, and physical and social development on the basis of arts. As a result of
this, students understand the importance of showing respect to others and valuing
others ideas. Moreover, these activities supported the development of their
intrapersonal skills. That is, these activities contributed to the development of their
own identities, too. Specifically, it is seen that integrated curriculum provides
beneficial opportunities to students and teachers in the learning process. Indeed,
according to Lake (1994), integrated curriculum does not include any bad effects on
the learning process; furthermore, some students really learned more when integrated
curriculum was applied. In addition, she maintains that integrated curriculum

enhances teacher cooperation.

2.3. Theoretical Framework

The theory and philosophy can provide opportunity to understand the
rationale of why and how educators use integrated curriculum. For this reason, in
order to show the relationship between theories and integrated curriculum, three
important approaches are considered in this chapter. MI, BR, and DAP which are
very important topics in current debates about integrated curriculum. These three
approaches support the integrated curriculum in different ways. For example, the
theory of MI uses the integrated curriculum in the implementation of the teaching

process. While applying the M1 curriculum in the classrooms, teachers get assistance
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from integrated curriculum models such as using themes. On the other hand, BR and
integrated curriculum are related to each other because both of them prove the
importance of connectors in the education. That is, if the disciplines are connected to
each other in different ways, the learning process can be constructed more easily.
Therefore, the knowledge can be obtained in a more meaningful way. Furthermore,
the characteristics and basic considerations of the DAP are explained. According to
integrated curriculum, DAP explains how the developmental areas- social, cognitive,
emotional, physical, and creative are integrated with one another. Hence, when
appropriate activities are presented one developmental domain may influence the
others. It can be seen that DAP is similar to integrated curriculum because they both

support the integration of developmental areas.

2.3.1. Multiple Intelligences

The Theory of Multiple Intelligences was stated by Howard Gardner who first
published his book, Frames of Mind in 1983. Before Gardner proposed that theory,
intelligence was measured by intelligent test scores. One of them was presented by
Stanford Binet in order to show individual’s high ability levels. These intelligence
tests had a problem because they measured only individual’s linguistic and
mathematical skills (Schiller & Phipps, 2002). On the other hand, MI theory
evaluates individual talents and skills as a whole individual rather than only his or
her verbal and mathematical skills. In deed, MI theory evaluates intelligence more
holistically when compared to I1Q tests in terms of human potentials (Fogarty &
Stoehr, 1995). Some people wonder why Gardner stated these eight categories as
intelligences not talents or aptitudes. Gardner explained that some people used
representations like “He’s not very intelligent, but he has a wonderful aptitude for
music”. Therefore he used the term “intelligences” consciously.

Gardner used eight different comprehensive categories or “intelligences” to
describe the wide range of human abilities (Armstrong, 2000). These are Linguistic
Intelligence, Logical-Mathematical Intelligence, Spatial Intelligence, Bodily-
Kinesthetic Intelligence, Musical Intelligence, Intrapersonal Intelligence,

26



Interpersonal Intelligence, Naturalist Intelligence, and Existential intelligence which
has also been added more recently.

There is an interaction between these intelligences to construct different
outcomes. For example, while a successful dancer must use musical, spatial, and
bodily-kinesthetic intelligences, an effective trial lawyer must combine linguistic and
interpersonal intelligences (Moran, Kornhaber, & Gardner, 2006).

In order to understand MI theory in depth, the following points needs to be
underscored:

1. Every individual has all eight intelligences.

2. Most individuals can enhance each intelligence to a sufficient level of
competency.

3. Ingeneral, intelligences work cooperatively in a complicated manner.

4. There are different ways to be intelligent in each classification (Armstrong,

2000).

2.3.1.1. Multiple Intelligences in Schools

Gardner (1983, 1997) proposed a theory which includes curriculum from
different types of disciplines. He also stated that curriculum should be related to real
life situations. Many educators prefer to use Gardner’s theory of MI because this
theory advocated that every child has strengths. Generally, educators plan a
curriculum which helps students in the learning process. However, the theory of Ml
represented a curriculum which can be changed according to student’s characteristics
or needs. With the help of the MlI, teachers can provide opportunities to children to
use their strengths in order to show what they have learned. For example, students
can show their spatial intelligence in their drawings, their musical intelligence in
creating a song or producing a melody, or their bodily-kinesthetic intelligence in
operating in relationships. The implementation of this theory does not include any
single way. For that reason, teachers from different schools can use this theory in
their classrooms according to their schools’ individual context and culture.

Integrating M1 provides opportunity to students in order to improve their

potential intelligences and therefore creates deeper and “authentic” understanding
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(Lazear, 2000). Mettetal, Jordan, and Harper (1997) conducted a study in order to see
the impact of MI curriculum on elementary students, teachers and parents.
Observation was used to examine the classrooms, interviews were conducted with
students, parents, teachers, and administrators to see their views and parents’ surveys
were collected. The results which are based on these different types of data show that
all of these groups showed very positive attitude toward MI concepts and school-
wide implementation. This study shows that by using MI theory, teachers’ and
students’ attitudes about learning can be changed. Moreover, this helps them to see

different educational movements.

2.3.1.2. Multiple Intelligences and Integrated Curriculum

Educators prefer to use interdisciplinary approach in their teaching process.
While teaching of academic skills or teaching of different types of knowledge may
create some competencies for students, this type of teaching provides students with
the opportunity to construct background information for their future education
(Armstrong, 2000).

There is important evidence for good implementation of MI theory with
curriculum integration that shows different considerations about how to apply Ml theory
with curriculum. Armstrong (1998) stated four steps to integrate MI theory with

curriculum integration that is essential for curriculum development.

1. Teachers can reveal various developmental areas to children, while using

observational method.
2. Teachers can discover children’s strengths using observational method.

3. Teachers help children to improve their strength areas.
4. Teachers aid children to improve their weak areas (Armstrong, 1998).

For example, some teachers planned their school’s MI programs by using
school wide interdisciplinary units. There were two studies which used
interdisciplinary, multiple intelligences-based curriculums. The first school is
Seattle’s international focus. An inner-city Seattle high school piloted a school wide

MI week on international awareness. After the program was applied for a week, the
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results showed that teachers worked enthusiastically over their unit plans and they
tried to include the parents in their plans. In addition to these benefits, students liked
attending this type of curricular event and also hundreds of parents, even immigrant
parents, participated in this program. The second one is Montana’s use of the arts.
This K-12 English and language arts curriculum is taught using the visual and
performing arts. As a result of this, the teachers prefer to use the curriculum
thematically; also, they help students by motivating and asking open-ended questions
in their studies (Campbell, 1997). In addition to interdisciplinary units, the theory of
MI use integrated curriculum by utilizing themes and projects in their classrooms.
Armstrong (2002) stated that by using projects in the learning process helps students
to gain knowledge and to construct their critical thinking skills. In order to construct
projects, students firstly work on the theme. They collect their findings and combine
these as a big project related to this theme. Then, students show their work to other
children, parents and teachers. Therefore, students acquire in-depth knowledge on the
chosen topic. Similarly, Chen (1997 as cited in Wu, 2003) summarized that
integration of projects in the MI classrooms helps teachers to understand the
individual differences among children. Therefore, while planning lesson plans, they
can pay more attention to this issue. According to MI theory, the integration of
intelligences with subjects helps students to improve their interests and abilities. By
this way, teachers can direct children in order to work with their weaknesses and they
help them to be successful in different learning areas. For instance, Hancock (1996)
claimed that music lessons help children to develop their spatial reasoning and
mathematical thinking. Moreover, integration of technology improves children’s
physical and cognitive disabilities (Latham, 1997).

There are different schools which implement Ml in different manners. At the
New City School, the personal intelligences are the most important; at the Key
School, however, all intelligences are considered equally. The extent of the
implementation of MI shows respect to the teachers’ professionalism and decisions
because teachers try to prepare the day in order to provide the best things for their
students (Hoerr, 2000). This does not mean that teachers have to promote all

intelligences simultaneously. Instead of this, Gardner stated that teachers can apply
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music playing in the background; hence, they will have addressed the students’
musical intelligence. Similarly, teachers can provide opportunity to students to crawl
on the floor in math lessons to promote bodily-kinesthetic intelligence. When Ml is
applied effectively, it can be a very important way for meeting student’s needs.
Teachers have some duties in order to implement MI appropriately. These include
creating time and energy, understanding theory of MI and defining usage of this
theory in curriculum development, instruction and learning of teaching (Hoerr,
2000).

2.3.2. Brain Research

Children are born with a flexible brain composition. Moreover, the brain
changes continuously and grows with billions of cells or neurons which may be more
than they will ever use (NEA, 1999). This shows that the years between infancy and
late childhood period are essential for brain construction (NEA, 1999). By starting
informal education before formal one, the children’s brain development embodies
this education and this development influences their later life. The brain develops
some connections that will decide children’s ability to gain knowledge during their
life period (Scott, 2004). It is known that while children grow up and have
experiences about life, they alter physically and psychologically. Moreover, if
children grow in enriched home environments, they have a chance to increase their
ability to learn. As the brain is a physiological organ, it seems that the brain structure
can alter according to experiences. Moreover, the environment which includes rich
educational experiences can have a good effect on brain development and retention
of knowledge (Parnell, 1996).

2.3.2.1. Brain-Based Learning

Many teachers prefer to give assignments which include lots of information to
be memorized. In addition to this, they assume that this information is learned.
However, there may be confusion between learning and memorizing the pages about
some situations in the books. This confusion occurs because most educators and

students do not know the learning process and the ways in which this process is
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managed and controlled (Letteri, 2001). There should be a connectedness in
education because the process of brain-based learning includes making connections.
If the connection between the content of the subject and the context of the
application do not occur, most of the students cannot construct long-lasting learning.
BR has shown that the main function of the brain is the need for improving
connections (Parnell, 1996). When knowledge is acquired from the environment
where connections occur, it is learned more easily and it is recalled longer (Ellis &
Fouts, 2001). Similarly, Drake (1998) mentioned that “The more connections we can
make to previous knowledge, the more we can apply our learning” (p.15). In fact, if
the curriculum is integrated, children can learn lots of things by connecting learning
experiences. It is easily seen that if something is integrated to each other, the learning
occurs more meaningfully and is more constant. This shows that children can learn
more quickly when teachers prepare integrated lessons.

Brain-based teaching and learning is an approach which is holistic,
developmentally and socio-culturally appropriate. “Brain-based learning”
emphasizes the significance of “patterning”. It indicates that when things do not have
any sense or logic, they are not easily learned. This is because learning needs to be
integrated, not learned in isolation (Caine & Caine, 1995).

Caine and Caine (1997) stated “brain-mind learning principles” that shows
how the right application of curriculum integration occurs. These principles indicate
important information for teachers about curriculum integration. There are 12
principles which explain what is learning (Caine & Caine, 1991).

1. “All learning engages the physiology”
*“ The brain/mind is social”
“The search for meaning is innate”
“The search for meaning occurs through patterning”
“Emotions are critical to patterning”
“The brain/mind processes parts and wholes simultaneously”
“Learning involves both focused attention and peripheral perception”

“Learning is both conscious and unconscious”

© o N o g bk~ DN

“There are at least to approaches to memory”
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10. “Learning is developmental”

11. “Complex learning is enhanced by challenge and inhibited by threat
associated with helplessness and fatigue”

12. “Each brain is uniquely organized”

Teachers should take these twelve principles into account in order to
construct their lessons, presentations and assessments. Moreover, students who have
difficulty in learning should be offered instruction about their information processing
system by monitoring, directing, and controlling (Letteri, 2001).

In brain-based program, children develop their knowledge, make patterns,
show connections, and have a chance to take risks with the help of the meaningful
environment. Brain research claims that children’s learning can be supported by
thematic instruction. In fact, the integration of the curriculum provides opportunity to
children in order to find patterns and construct them on their previous knowledge.
For example, the household economics class allows students both to have an
enjoyable time while cooking and sewing, and to integrate math, literature and social
studies (Wagmeister & Shifrin, 2000). In light of this example, many teachers
emphasize that integration supports students learning process according to their
experiences. In addition to benefits for students, many teachers have a good time
while planning integrated curriculum because they can find interesting relations
among different subjects. When this process is shared with students, there will be
essential learning which is created by students’ own ways (Findley, 2002).

Some people stated that an integrated curriculum provide opportunity to
transfer, reinforce, and apply learning. When assisting students in order to make
interactions or connections, it can improve essential learning. However, some others
think that these associations may be superficial (Case, 1991) or may cause
complications (Alleman & Brophy, 1993; Findley, 2002). Some others show the
result of recent BR and claim that the brain learns things by seeking patterns and
making connections. Therefore, seeking patterns and making connections can be
taught with an integrated curriculum.

Recent BR results shows that arts play an important role in education. For

example, music is a core element of the curriculum. Therefore, by using music, the
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numbers and alphabet can be taught easily. In fact, it seems that the brain have better

retention when it creates connections with rhythm and rhyme (NEA, 1999).

2.3.3. Developmentally Appropriate Practices

One of the most important movements to promote developmental theory in
early childhood education was stated as Developmentally Appropriate Practices
(DAP). It was a set of guidelines claimed in 1987 by the National Association for the
Education of Young Children (NAEYC; Bredekamp, 1987). After ten years, they
again worked on them and revised it (Bredekamp & Copple, 1997). Piaget’s
constructivism was one of the roots of the DAP. According to it, children play an
active role in their learning. Hence, it suggests that teachers provide opportunity for
children in order to explore active learning and age appropriate play (Van Horn &
Ramey, 2003).

DAP in Early Childhood Programs Serving Children from Birth through Age
Eight (July 1996, 4), a Position Statement of the NAEYC, gives the following
information when defining DAP:

Besides acquiring a body of knowledge and skills, children must develop
positive dispositions and attitudes. They need to understand that effort is
necessary for achievement, for example, and they need to have curiosity and
confidence in themselves as learners. Moreover, to live in a highly pluralistic
society and world, young people need to develop a positive self-identity and a
tolerance for others whose perspective and experience may be different from
their own.

2.3.3.1. Appropriate Curriculum

According to DAP, age and experience of the learners are considered while
deciding the content of the curriculum. NAEYC position statement about appropriate
curriculum declares that developmentally appropriate curriculum contributes to
children’s overall development which includes all developmental areas such as
physical, emotional, social, linguistic, aesthetic, and cognitive. Curriculum also

9% Cey

includes a wide range of content areas which are “socially relevant”, “intellectually
engaging”, and “personally meaningful” to children. Furthermore, according to
effective curriculum, it includes integration across different traditional subject areas

in order to assist children to construct appropriate connections and to supply
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opportunities for meaningful conceptual development. In the light of these
statements, it can be seen that integrated curriculum is appropriate for DAP. That is,
integrated curriculum is seen as a component of an “integrated nature of
development”. This shows that one developmental area affects the other
developmental areas such as emotional or social (Bredekamp & Rosegrant, 1995).

Integrated curriculum consists of different subjects such as science, math and
social sciences. It does not mean that knowledge is divided in various parts. That is,
the main method of integration in different subjects is to supply a topic “within
children’s range of experience that allows children to explore, interpret, and engage
in learning activities that draw on goals from one or more subject-matter disciplines”
(Bredekamp and Rosegrant, 1995, p.168).

In early childhood education, there are different approaches to create and
apply integrated curriculum. One of the methods which provide integration in the
curriculum is generally used by Project Approach (Katz & Chard, 1989) or theme-
based approach which is improved by using webbing. These two methods emphasize
children’s interests and experiences. Moreover, they provide opportunity to children
in order to meaningfully correlate learning experiences. Furthermore, they improve
children’s problem solving skills and their knowledge about meaningful problems
(Campbell, Reese, O’Sullivan, & Dossey, 1996).

There are some positive outcomes in order to construct learning process
through integrated curriculum (adapted from Bredekamp and Rosegrant, 1995):

1. Integrated curriculum is related to children’s experiences. It also allows
children to build meaning. Using integrated curriculum, children construct
their skills and knowledge by using meaningful content rather than working
on separate parts.

2. If the curriculum areas are separate from one another, this situation does not
help children to learn how to construct knowledge by using related parts. For
instance, in math lessons children not only learn numbers in order to use
everyday experiences, but also they use their knowledge when confronting
some problems related to math.
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3. Integrated curriculum provides children to engage in one main activity. That
is, they do not need to attend separate disciplines.

4. If children have opportunity and time to work on repeated activities in order
to develop learning progress, teachers do not need to go over all the content
of the curriculum. Integrated curriculum helps children to work deeply to
related ideas about their interests and explorations. It also provides
opportunity to work again on visited issue and support their learning process.

5. When children participate in projects and activities which are related to their
interests, this helps them to learn “internal motivation”. If teachers use
separated knowledge and skills in different subject matters, this does not
support children’s motivation. That is, if the subjects are less related to each
other, this supports only children’s external motivation because of the
separate disciplines.

According to Wilson (2007), the curriculum plays an important role on the
daily schedule because it mainly decides everything that will occur. Learning may
occur at all times such as play time, routine time, or activity time with the help of
this, children can learn information about good health, appropriate social
relationships, autonomy about self-care skills and decision-making skills. In addition
to these, the curriculum helps children to construct knowledge about various subject
matters such as mathematics, art, language, science, and social studies. Children can
learn lots of things from one activity or they can learn the same thing from different
activities. There are lots of opportunities to teach something to children while
participating actively.

With the help of this information, it can be seen that integrated curriculum
and DAP are closely related to each other. According to DAP’s essential curriculum
criteria; integrated curriculum is mainly related to integrated curriculum procedure.

In conclusion, all of these three approaches (MI, BR and DAP) showed that
applying these approaches help students to learn more easily. Indeed, there are some
important elements which provide opportunity to children’s learning process. These
may include curriculum, environment, materials, and teachers. Specifically,

preschool teachers play an essential role in the early development of children
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because children spend most of their times with their teachers in school settings. The
teacher's knowledge and their beliefs can affect the way children shape their view of
the world and of themselves. Thus, teachers’ beliefs are of utmost importance for

both children and the application of the approaches.

2.4. Teachers’ Beliefs:

Belief is a concept which is studied in psychology and especially social
psychology. It is stated that the belief is relevant to the concept of attitude, study on
people’s behaviors in the external environment (Fishbein & Ajzen, 1975; Rokeach,
1968). In addition, belief is a behavior which may be revealed consciously or
unconsciously. It also considered as right by the individuals and so they are
committed emotionally. As a result of these, belief helps them to support their
thinking and attitudes (Borg, 2001).

Actually, the term “teachers’ beliefs” is not always used in the literature.

2 ¢¢

Instead of this, some researchers prefer to use “principles of practice,” “personal
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epistemologies,” “perspectives”, “practical knowledge,” or “orientations”. The aim
of these different studies understands the teachers in terms of their personal
knowledge and beliefs (Feiman-Nemser & Floden, 1984). In this study, the term
“teachers’ belief” is used to understand teachers’ knowledge and their practices.

In the literature, there are different definitions related to teachers’ beliefs and
knowledge. According to Calderhead (1996), general definition of teacher belief has
been defined as:

How teachers make sense of their professional world, the knowledge and

beliefs they bring with them to the task, and how teachers’ understanding of

teaching, learning, children, and the subject matter informs their everyday

practice are important questions that necessitate an investigation of the

cognitive and affective aspects of teachers’ professional lives (p. 709).

Clark and Peterson (1986) showed the importance of teachers’ thinking while
emphasizing the model of teachers’ thoughts and actions. They claim that there is a
correlative relationship between teachers’ and students’ classroom behavior and their

achievement. They categorized teachers’ thought processes into three main classes:

(1) teacher planning, (2) teachers’ interactive thoughts and decisions, and (3)
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teachers’ theories and beliefs. Teacher planning involves thought processes that
teachers engage prior to classroom interaction and the reflections in which they
engage after classroom interaction. The third category includes teachers’ theories and
beliefs which are the main point of the current study. This category is defined as the
rich store of knowledge that teachers have that influence their planning and their
interactive thoughts and decisions. They also conclude that theories and beliefs are
essential parts of the general knowledge of teachers by perceiving, processing, and
using information in the classroom. In all, teachers’ beliefs are essential for teachers
in order to shape their classroom actions (Clark & Peterson, 1986). On the basis of
this model, other researchers tried to examine this issue in different perspectives.
Specifically, Fang (1996) stated that teachers’ beliefs and theories show plentiful
common knowledge about objects, phenomenon, people, and their associations. This
influences teachers’ planning, thinking, judgments and behaviors in the classroom.
Moreover, according to Pajares (1992), the nature of beliefs is stated as affective,
evaluative, and episodic. Moreover, beliefs appear to affect about how individuals
respond to new information. Furthermore, a research conducted between the mid
1970’s and 1980’s related to teaching show the relationship between what teachers
do in the classroom and how this influences their students (Hoffman, 2001). In
addition to the effects on students, there is an admitted idea that teachers’ beliefs are
essential to shape teachers’ attributions about instructional behavior (Thompson,
1992). These attributions affect teachers’ practices and show interaction with
environmental reasons. Moreover, it can be changed according to training, policy,
and social environment (Kowalski, Brown, & Pretti-Frontczak, 2005).

Several writers mentioned that there were some connections about teachers’
beliefs and different aspects. These aspects are common beliefs about education,
aims of the curriculum, and beliefs about nature of subject matter (Pajares, 1992;
Richardson, 1996). Pajares (1992) stated that it is more essential to consider
connections among beliefs instead of sub-group of beliefs. However, so far, the
studies of teachers’ beliefs have concentrated commonly on general educational
beliefs. These beliefs are related to teaching, learning, children and the school
(Boulton-Lewis, Smith, McCrindle, Burnett, & Campbell, 2001; Pratt, 1992). In
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addition to these studies, there is a literature on teachers’ beliefs systems and their
influence on learning and teaching practices. (e.g. Agne, Greenwood & Miller, 1994;
Fang, 1996; Jordan, Kircaali-Iftar and Diamond, 1993; Schumm, Vaughn, Gordan, &
Routhlein, 1994; Westwood, Knight and Redden, 1997). Moreover, teachers’ beliefs
and their classroom behavior are revealed by some other researches (Fang, 1996;
Pajares, 1992; Shavelson & Stern, 1981). In addition to these, one research revealed
that according to teachers’ educational beliefs, there are relation between beliefs
about different aspects such as the curriculum, the learning and teaching related to a
subject, and general beliefs about teaching, learning, children, and the school
(Calderhead, 1996). Another research showed that teachers take beliefs about
students on the basis of race/ethnicity, language, social class, gender, religion,
ability/disability, and other differences that influence teachers’ expectations and
treatments toward their students (Richardson, 1996; Sparapany, Abel, Easton,
Edwards, & Herbster, 1995).

Some researchers mention the concept of teachers’ belief in terms of different
aspects. According to Kagan (1992), two general results can be stated by empirical
studies. The first one is that teachers’ beliefs can seem to be considerably consistent
and stable for altering (Brousseau, Book, & Byers, 1988; Herrmann & Duffy, 1989).
The second one is that teachers’ beliefs can be related to a compatible tone of
teaching that is generally applied to various classes and levels (Evertson & Weade,
1989; Martin, 1989). Because of the power of the beliefs, teachers’ educational
beliefs and their personal theories in terms of teaching and learning are strongly
affected by them (Albion, 1999; Albion & Ertmer, 2002; Ertmer, Addison, Lane,
Ross, & Woods, 1999; Ertmer, Gopalakrishnan, & Ross, 2001; Lim & Khine, 2006;
Mumtaz, 2000; Pelgrum, 2001; Scrimshaw, 2004). In addition, beliefs are important
elements to help teachers in applying instruction and deciding on curriculum events
(Pajares, 1992; Prawat, 1992). For example, it can be stated that there is a connection
between teachers’ views about learning and teaching and their actual classroom
practices (Fishbein & Ajzen, 1975). For instance, when looking at this connection, it
can be seen that the linkage between classroom practices and stated beliefs may show
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teachers’ belief related educational procedures and aims about technology in
classrooms (Levin & Wadmany, 2006).

Teachers’ beliefs are important because they influence teachers to define and
see physical and social realities. A study shows that teachers’ beliefs are affected by
education, specialized training, and experience with young children (Wilcox-Herzog,
2004). In addition, Romanowski (1997) states that teachers’ beliefs are closely
related to content knowledge and pedagogy. He also adds that the teachers’ belief
system shows an arranged framework which states the model of meaning, gives
information about evaluations, decides what is right and wrong, and helps teachers to
construct instruction and curriculum (Romanowski, 1997).

Some researches show that teachers’ educational beliefs are interrelated with
their ideas, their values or behavior and student’s academic achievement. According
to Eisner (1994), when teachers have some educational values, individual needs, and
different type of beliefs which are true, these help teachers in their teaching process.
Some other researchers also agree that teachers’ educational values and beliefs
influence student’s learning in an effective way (Ashton & Webb, 1986; Eisner, 1994).

There are differences between what teachers would do and what they actually
do. Thus, it is essential to evaluate both the beliefs and behaviors of early childhood
educators because teachers’ beliefs or theories may show as a “contextual filter”.
This helps teachers to show classroom practices, to interpret them, and to adjust their
latter classroom experiences (Clark & Peterson, 1986).

There were some studies which emphasize beliefs in early childhood
education. These studies are composed of four different aspects. These are the
relationship between teachers self-reported beliefs and practices (Bryant et al., 1991;
Hyson & Lee, 1996; Smith & Shepard, 1988), self-reported beliefs and observed
practices (Charlesworth, Hart, Burts, & Hernandez, 1990; Charlesworth et al., 1993;
Kagan & Smith; 1988; Stipek & Byler, 1997; Stipek et al., 1992), the relationship
between teacher and principal beliefs (Butterfield & Johnston, 1995; Spidell-Rusher,
McGrevin, & Lambiotte, 1992), and beliefs related to child outcomes (Burts et al.,
1993; Hart et al., 1998; Marcon, 1994, 1999; Wing, 1989). Some of the studies were

conducted to develop belief and practice with self-report and observational
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instruments consistent with the NAEYC developmentally appropriate guidelines
(Bryant et al., 1991; Burton, 1992; Burts et al., 1992, 1993; Charlesworth et al.,
1990, 1993; Charlesworth, Hart, Burts, & Hernandez, 1991; Hyson, Hirsh-Pasek, &
Rescorla, 1990; Smith, 1992, 1993, 1997; Spidell-Rusher et al., 1992; Stipek et al.,
1992). In the beginning stages of the area of ‘beliefs’, Charlesworth et al. (1991)
conducted a study in order to develop an instrument related to NAEYC’s first policy
statment on DAP (Bredekamp, 1987). In this study, they used this questionnaire to
evaluate kindergarten teachers self reported beliefs and practices. After two years,
they confirmed their earlier results (Charlesworth et al., 1993). They found that
teachers’ developmentally appropriate beliefs were moderately correlated with their
developmentally appropriate practices. Similar results were found in other studies
(Hart et al., 1998; Kagan & Smith, 1988; McMullen, 1999; Smith & Shepard, 1988;
Stipek & Byler, 1997). On the other hand, some studies found a discrepancy between
teachers self-reported beliefs and their observable practices (Hatch & Freemen, 1988;
McCarty et al., 2001; Verma & Peters, 1975). There are some reasons that affect
teachers’ developmentally appropriate and inappropriate activities. These are grade
levels (Buchanan, Burts, Bidner, White, & Charlesworth, 1998; Vartuli, 1999),
whether the teacher had certification in early childhood or not (Bredekamp &
Copple, 1997; Haupt & Ostlund, 1997; McMullen, 1999; Smith, 1997), and
experience and classroom characteristics (Buchanan et al., 1998).

In “teachers’ belief” studies, some instruments were used to assess the beliefs
and practices of the teachers. These are Early Childhood Survey of Beliefs and
Practices (Marcon, 1988); and the Teacher Questionnaire (Charlesworth et al., 1990,
1993), which includes The Teacher Beliefs Scale (TBS) and The Instructional
Activities Scale (IAS). The Early Childhood Survey of Beliefs and Practices
(Marcon, 1988) was originally developed for pre-kindergarten teachers (The Pre-K
Survey of Beliefs and Practices). This instrument was designed as identifying levels
of teachers’ beliefs and practices in a longitudinal study of child outcomes. In
addition, The Teacher Questionnaire (Charlesworth 1990, 1993) was developed for

kindergarten teachers in order to show several areas of instruction on the basis of
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NAEYC guidelines (Bredekamp, 1987). This instrument was composed of two parts:
TBS and IAS.

Specifically, it is seen that teachers’ beliefs related to art education and the
learning environment affect their roles. Preschool teachers play an essential role on
forming artistic development of children (Bae, 2004). Although teachers’ roles and
their training are so important in early childhood art education, there is little research
on the role of teachers in early childhood art education.

One study conducted by Alvino (2000) examined a group of preschool
teachers’ beliefs in order to see what their reflections about different issues or
interests related to art in early childhood education. It was found that all teachers
believed that art is very essential in their daily programs. At that point, it is not
enough to think art as an important activity in early childhood education. In deed,
studies showed that experiences of preschool teachers about art education denoted
insufficient knowledge and no confidence in relation to supply art education to
young children. (Baker, 1994; Bresler, 1993; Douglas & Schwarts, 1967; Seefeldt,
1995; Thompson, 1995; Thompson & Bales, 1991). Similarly, Baker (1994) stated
that even though ten schools which were examined for this study spent 50 per cent of
nursery time on art, the majority of the art activities lacked worth, quality, and
educational gains in terms of development of children. In addition to this result,
while most teachers think that art experiences with children are important, they do
not have an accurate understanding of art teaching. Actually, the role of the
preschool teachers is positioned as a facilitator and observer. Teachers provide the
developmentally appropriate environment, supply different materials, consider safety
precautions, organize the classroom for art experiences which are directed by

children, and also encourage children to be creative (Jackman, 2005).

2.5. Visual Art in Early Childhood Education

The arts are composed of symbols and communication systems. This is
explained as the ability to explain, imply, and communicate opinions and emotions in
order to develop meaning and to show experience. There are five art forms which are

dance, drama, media, music, and visual arts (combining art, craft, and design) in the
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arts curriculum (Deluca-Lerable, Makaroff, Aaken, & Zirngast, 1999). Looking at
the detailed information about these areas of art, art and craft show all actions related
to visual arts such as making pictures (drawing, painting) and forming objects
(modeling with clay, construction from paper, wood, fabric, etc), and music and
movement is relative to listening to music, singing, and making music, and creating
dance by using the body. Story and enactment include puppets in order to display a
puppet show, write a story, and create dramatics and dramatic play (Jalongo &
Stamp, 1997). In addition to these, there are different ways to show individual’s
experiences artistically. Some of these are literature, drama, music, and visual arts
which are plastic and graphic (Schirrmacher, 2001). When looking at the usage of the
visual art in children’s life, they mostly use it in order to express their prior
experiences. There are some techniques which are used by children to make visual
art. That is, children can use different methods while dealing with visual art
activities. These methods include paper art, two-dimensional activities which are
picture making, printmaking, and collage and three-dimensional activities such as
clay, modeling, assemblage, cardboard construction and woodworking (Mayesky,
2002).

Teachers should consider some important points for applying visual art
activities. One of the important considerations is that early childhood art should help
children to express themselves individually. Another one is to give importance to
artistic process and product equally. The other one is that it should be open-ended
which supports children’s creativity. Moreover, it should encourage children to
discover and experiment. Also, it should support children to engage actively and be
involved in sustainable way. In addition to these, early childhood art should include
artistic media and it should be for all children (Schirrmacher, 2001).

There are various ways to involve art in early childhood curriculum. Firstly,
art may be used as an isolated activity. Moreover, it can be applied as a reinforced
activity for another subject area. In addition to these, art may be used as a
“superactivity” in order to combine different subjects. Also, art may be conducted in
an integrated way by extending a unit of study. Lastly, art may be a child-directed

work (Schirrmacher, 2001). On the other hand, some educators prefer to use art
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activities as using models which was prepared by teachers. In fact, copying
worksheets, workbooks, and coloring pages of art products are not useful for young
children who are especially younger than six (Bredekamp, 1987). As a result of these
types of activities, children’s creativity is affected negatively. Therefore, the early
childhood art program organizes the time and place for children in order to state their
own thoughts, ideas, feelings, and actions by using different media and activities
(Mayesky, 2002).

Art activities in early childhood education include some important goals

(Mayesky, 2002).These goals are;
e to give more emphasis on process rather than product in children’s work.
e to meet children’s needs by considering their age, ability, and interests.
e to provide opportunity for all children to express themselves originally and
independently.
e to improve children’s creativity.
e to stimulate children to grow at their own rates.

It is essential that children have plentiful opportunities for making art. In spite
of basic process, there are four key elements of any early childhood art program to
make art by using different media. An early childhood art program provides sensory
experience, creative and beautiful experiences, time, space, and materials to make
art, and introduces some concepts to children related to art such as art, artists, and
different types of art forms and styles. These four elements are related to each other
(Schirrmacher, 2001).

According to Schirrmacher (2001), art education theory has changed from
child-centered to a discipline-based subject approach. It has been termed as
Discipline-Based Art Education (DBAE) by the Getty Center for Education in the
Arts. DBAE is an extensive approach to teach art developed primarily for grades K-
12. It is developed to expose children to various experiences and initiate children to
gain experience and knowledge from various disciplines. In fact, it includes four
main art disciplines: art making, art criticism, art history, and aesthetics. These
disciplines involve education which helps to create, understand, and appreciate art,

artists, and the artistic process. These also include the roles and functions of art in
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societies. DBAE programs may emphasize different perspectives, but they have
some main characteristics. These are to write a plan, organize systematically, engage
with art works, and create balance between the four art disciplines, and include
developmentally appropriate practices in terms of level and age (Schirrmacher,
2001).

The National Art Education Association has combined both NAEYC’s
recommendations and DBAE’s positive views in their guidelines for early childhood
art education. Colbert and Taunton (1992) described some criteria for NAEA. The
first one is that children be provided with many opportunities to make art. The
second one is that children have many opportunities to look and make conversation
about art. The last one is that children be aware of art in relation to their daily
experiences. These criteria are so important for children making art (Koster, 2001).
Moreover, educators should pay attention to some considerations in order to design
appropriate art curriculum. These are curriculum, art materials, integration, display,
and responding art. Curriculum should support all developmental areas of children
which include physical, social, emotional, cognitive, and perceptual. With the help of
this point of view, the program should meet children’s developmental levels and
answer their interests. Moreover, art materials play an important role in art programs.
In fact, art materials should be safe and easily used. Also, it should provide
opportunity for experimentation. Furthermore, integration is an essential way to
make art. While enhancing art activities in combination with other disciplines,
learning can be enhanced in this way. Furthermore, display is an important element
of art because educators, parents, and other children can see art products easily.
Moreover, it invites children to interact with their own work. The last consideration
is reacting to children’s art. At that point, children can describe their products to
others or react to other’s works. In fact, children’s works are understood more easily
(Koster, 2001).

Visual art in early childhood education includes some artistic elements which
describe children’s artwork and natural forms. These involve line, color, shape, mass
or volume, design or composition, pattern, space, balance, and texture (Schirrmacher,
2001).
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In this study, visual art is stated as two-dimensional activities such as
painting, drawing, printmaking, collage, and three-dimensional activities such as
clay, play dough, assemblage, and construction with different materials such as waste
materials. In early childhood years, children are interested in different types of visual
arts activities. These are two-dimensional types such as paintings, drawings, murals
and prints and three-dimensional types such as constructing puppets, modeling clay
(Jalongo & Stamp, 1997). Some resources use the term art instead of visual art which
is stated in this study.

Visual art is a major part of the early childhood education. It helps children to
learn about some concepts such as color, intensity, forms, and patterns by providing
various opportunities. Moreover, it supplies essential skills such as controlling small
motor skills, gaining visual perception, recognizing different colors, and other skills
which are related to sensory, cognitive, motor and aesthetic (Piersol, 1996).

Visual art has significant impact on the development of a child which
involves a combination of different skills. Moreover, it is important for some
experiences that start with the home environment and progress in the early childhood
centers. Furthermore, visual art provides assistance to children in order to support
their developmental domains such as physical, cognitive, social, and emotional
development, language and perceptual development. Physical development includes
children’s gross motor skills by providing some activities such as easel painting or
clay pounding and fine motor skills by giving opportunity with some activities such
as finger painting or cutting. Also, hand-eye coordination and self-help skills are
supported by visual art using different types of materials and engaging materials in
order to compose art expressions (Jackman, 2005). In addition to this, cognitive
development involves the clarification of children’s viewpoints about the world
using the art forms, the new strategies to their problem solving skills with visual art
materials, the experimentation with cause-effect relation, the comparisons about the
sizes and shapes, and the prediction of results of their participation with visual art
activities (Jackman, 2005). Moreover, social-emotional development improves
children’s positive pictures about themselves, to denote their personality and

individuality, to show their imagination and reflection, to build amusing
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communication with others, to point out their emotions through art-related words
while attending visual art activities which are developmentally appropriate (Jackman,
2005). Moreover, during the visual art activities, they can gain some social skills
such as waiting a turn, listening, talking, sharing, collaborating, and helping one
another while building new friendships (Artut, 2005). Furthermore, language
development is also related to cognitive and social development. While children are
engaging in visual art activities, they express color, size, shape, texture, and patterns.
Also, perceptual development consists of using the senses in order to learn about the
objects, actions, and events (Jackman, 2005). In addition, young children use the
visual art in conveying their opinions and knowledge and to express their
experiences (Koster, 2005). In addition to these developmental domains, art
experiences are supported by creativity using exploration, discovery, or problem
solving skills (Eglinton, 2003).

Engaging visual art activities helps children to improve some skills which are
required for other academic areas in the curriculum. Moreover, it provides an

essential contribution to children’s learning experiences.

2.5.1. Integration of Visual Art in Early Childhood Curriculum

Integrated curriculum is not a new idea in early childhood education. John
Dewey first claimed that curriculum is relative to life experiences of children and is
formed as projects at the end of the century. Recently, as a result of the movement
related to developmentally appropriate issues in early childhood education, the
thematic approach of organizing curriculum is stated as a renewed issue (Feng,
1994). The idea of integrated curriculum plays an essential role in early childhood
education because children can improve and learn in whole contexts (one domain of
development affects another, one domain of learning affects another). In fact,
children do not see learning as isolated subjects (Puckett & Black, 1994).
Considering integrated curriculum, educators prefer to choose different methods in
order to overcome the difficulties such as using more flexible, child-centered and
developmentally appropriate teaching practices (Jalongo & Stamp, 1997).
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The visual art which is a connection to combine the other subject matters
together is not considered as a teaching discipline (Colbert, 1997). NAEA has stated
a policy statement which is DAP for the Visual Arts Education of Young Children.
This claims that visual arts need to be integrated with other subjects in the
curriculum (Colbert & Taunton, 1992). This statement claimed that some concepts
and skills which are taught by other disciplines of the curriculum are used by visual
arts. Quality visual arts program conceived for young children have some aims and
objectives. Many of these aims and objectives are related to goals of the early
childhood programs. Engaging in art activities help children to develop their
language and vocabulary skills, improve their perceptions such as visual and tactical,
support their learning about some basic concepts such as shapes, colors, patterns, and
develop some processes such as classification concepts (Colbert & Taunton, 1992).

When integration of visual art is applied in a meaningful way, it helps
children to improve their reading and interpretation skills, develop their writing
skills, enhance their mathematical and scientific reasoning abilities, develop their
ability to focus on details and also details in context, and enhances their skills to find
inconsistencies related to math and science (Appel, 2006). Moreover, integration of
visual art helps children to find different methods of expression, to understand their
own cultures as well as others, and to improve their analytic thinking skills (Bloom
& Hanny, 2006). Furthermore, according to Dever and Jared (1996), integrative
visual art activities have some advantages for learners. One advantage is that visual
art helps teachers to determine children’s understanding while using their products
which show their progress about new learning. Moreover, visual art improves
children’s learning about some materials which are related to visual art and their
usage during art activities.

An integration of visual art activities helps children to study with art materials
in open-ended methods. Moreover, it improves children’s visual and spatial
expressions related to their learning. The art activities of integrated curriculum
program are not limited them occurring in art centers rather it develops into other
learning areas (Koster, 2005). In fact, different subject areas can be used in the

integration of visual art. While the subject areas are arranged for their own purpose,
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adding some materials related to visual art may provide an opportunity to integrate
these areas with visual art, five of which are:

Math: In order to describe the importance of early experiences about
mathematics, National Council of Teachers of Mathematics developed a set of
standards and principles. These standards showed mathematical content and
processes which should be learned throughout school years. These standards include
five content and five process standards which apply across the pre-K-12 grade level
(Mayesky, 2002). Mathematical content includes number and operation, patterns
functions and algebra, geometry and spatial sense, measurements, and data analysis
statistics, and probability. Moreover, mathematical processes involve problem-
solving, reasoning and proof, communication, connections, and representation. For
early childhood education, these are some basic mathematical concepts which are
used commonly in pre-schools. These concepts include numbers such as counting
and one-to-one correspondence, classification and sorting, comparing, ordering,
shape and form (Mayesky, 2002).

The contents of visual art and math can be associated with each other in a
teaching process (Williams, 1995). For example, there are some math concepts
which are problem solving, developing patterns, measurement, sorting objects, and
classification. These concepts can be associated with art concepts such as recognition
of line and shape, pattern and line decoration. Schirrmacher (2002) shows that while
children use art materials, they can count the number of paint brushes and pots,
realize the length of the brushes and the width of the crayons, and different geometric
shapes which are used in their art work.

Science: Science in early childhood education includes three different types
of science experiences. These are formal, informal, and incidental science. Formal
science consists of teacher planned activities in order to improve particular skills.
Informal science includes little or no intervention from teachers. That is, children can
select activities according to their interests and they can work individually. Incidental
science cannot be planned. It occurs immediately after the situation occurs such as an

activity after a storm (Mayesky, 2002).
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With the help of art activities, children can learn some principles about
science. For example, they can see colorful liquid when they add the water color
tablet into water. Also, they can see when wet paint is placed away, it dries. In
addition to this, children can see that if wet paint is placed in the sun, it dries quickly.
Moreover, children can gain scientific process skills such as developing hypothesis,
predictions, observations, questions, discussions and explanations (Schirrmacher,
2002). In addition, animals are good ways to plan integrated visual art activity to
encourage science experiences. Furthermore, environmental education can be part of
the visual art activity by examining the basic needs such as water, food, and clean
air. In fact, children need to learn about their immediate environment such as home,
school, playgrounds and parks because they need to spend their time in these places
(Mayesky, 2002).

The language/ communication arts and literacy: Literacy includes reading,
writing, speaking, and listening. According to professionals, literacy starts with the
birth and continues to develop during the life span. Activities help children to
increase their vocabularies, assist them to make conversation with other children and
adults, provide opportunity to children to learn letters of alphabet, and also improve
their language skills (Morrison, 2006).

Visual art helps children to express their knowledge nonverbally and
graphically. Therefore, children gain different communication skills such as verbal
and non-verbal (Baker, 1990).When children are encouraged, they can talk about
their art products. Also, visual art supports children’s art vocabulary in their
discussions with others. Moreover, drawing is considered as a literacy activity. That
is, both of them help children to express, organize, and shape their experiences
(Schirrmacher, 2002).

Social Studies: Teaching social studies began in 1994 when National Council
for the Social Studies stated “ten thematic strands of social studies”. These are:

e culture,
e time, continuity, and change,
e people, places, and environment,

¢ individual development and identity,
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e individuals, groups, and institutions,

e power, authority, and governance,

e production, distribution, and consumption,
e science, technology, and society,

e global connections

e civic ideals and practices

In early childhood years, activities related to social studies include learning
about one’s life, people in the community, celebrations, and different cultures
(Mayesky, 2002).

When children learn social studies and history with the help of art, they can
be social scientists and historians. While children are participating in art activities,
they are most probably related to the subject itself (Goldberg, 2006). Moreover,
visual art helps children to see themselves and others more deeply. In addition,
inviting artists in the classroom is an essential way to teach something to children.
Moreover, visiting a museum or gallery provides opportunity to develop children’s
knowledge related to art and the process of art. Furthermore, with the help of art,
children can see features of different cultures and their preferences about art
(Mayesky, 2002).

The Expressive Arts: There are two other expressive arts; music and
movement that are so essential for early childhood education. Both of them include
nonverbal expressions. Children can also express themselves by using movements
and sounds (Schirrmacher, 2002).

Music is a common and enjoyable experience in children’s life. Music
includes some experiences such as singing, rhythm activities, playing simple
instruments, learning some basic concepts such as loud and soft, fast and slow, and
high and low. On the other hand, movement activities support children’s
developmental domains such as physical, cognitive, social, and emotional. In early
childhood education, movement includes some type of activities which are related to
body parts such as bending, turning, and pushing, creating a dance, and combining
different movements (Mayesky, 2002). There are some integrated activities both

related to music and movement such as musical painting, making musical
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instruments and streamers, preparing costumes and props for play and movement
(Mayesky, 2002).

According to Koster (2001), the level of integration occurs in different types
in order to show children’s ideas and experiences. These are introductions, thematic
approach and project approach. There are two example approaches to use integration

of visual art in their programs.

2.5.1.1. Reggio Emilia Approach:

Reggio Emilia is a city in northern Italy which is well known for its
educational approach towards young children. Reggio Emilia approach founded by
Loris Malaguzzi (1920-1994) includes schools for children whose ages range from
three months to six years (Morrison, 2006). The school of Reggio Emilia takes some
variations from Vygotsky’s social constructivism and Dewey’s progressive education
that includes a different form in Italy.

Reggio Emilia programs are applied all over the world. These programs have
been used by educators in United States to show the importance of the arts (Isbell &
Raines, 2003). There are some key elements of Reggio Emilia including image of the
child, environment as a third teacher, teacher as partners, and documentation
(Danko-McGhee & Slutsky, 2003).

In Reggio Emilia classrooms, teachers use integrated curriculum that supports
child-centered and emergent curriculum. Moreover, while they follow some
curriculum goals, they also emphasize children’s interests (Schiller, 1995). In Reggio
Emilia schools, curriculum is not separated into different areas such as math, science,
reading, and social studies. Instead of these, teachers prefer to apply activities by
combining them to one other. Moreover, teachers direct children to be more active by
asking questions and then finding and constructing solutions (Stegelin, 2003).

There are various types of the lessons applied in Reggio Emilia classrooms.
Art is not considered as an isolated or discrete subject matter. Rather it is seen as an
integrated subject in the program via projects. In deed, art provides opportunities to

children to have one more language which represent children’s products and works.
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Therefore, with the help of this, teachers understand children’s current knowledge

about a concept or experience (Wright, 1997).

2.5.1.2. Project Approach:

The Project approach is not a new method to educate children (DuCharme,
1993). It was the main part of the Progressive Education movement and was applied
widely in the British Infant Schools in the 1960s and 1970s (Smith, 1997).

According to Koster (2005), there are some ways to help children in order to
express their ideas in an artistic way. One of these ways is “Project Approach”. Katz
and Chard (2000, p.2) define a project as “an in depth study of a particular topic that
one or more children undertake.” This encourages children working in groups
including two to five on a project which helps them to show their individual interests
about different topics. These projects may be child-initiated or teacher-initiated
(Koster, 2005).

The project work includes three steps. The first phase is “getting started”,
phase two is “developing the project”, and phase three is “concluding the project”
(Helm & Katz, 2001). In these phases, children work on the project topic in a
detailed way. In fact, they use different subject areas while conducting a project.
Indeed, while children are engaging in projects, they tried to make connections
among, math, social studies, literature, and science in order to answer open-ended
questions which are related to develop the project (Curtis, 2002).

In project approach, most of the teachers use units or themes in order to set
the activities. A theme may be a broad concept or topic such as seasons and animals.
While using a theme, teachers facilitate the environment by organizing books,
photos, and other materials related to the theme. Experiences from different subject
areas such as math, language, science are related to the theme (Helm & Katz, 2001).
That is, one of the characteristics of the Project work is to assist children’s learning
process in an integrated manner and prefer to eliminate the separations between
subjects and play areas (Koster, 2001). Indeed, while children are engaging in
projects, they try to make connections among, math, social studies, literature, and
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science in order to answer open-ended questions to develop the project (Curtis,
2002).

In light of the thematic units or projects, teachers can integrate and make
connections among developmental domains such as personal, social, emotional,
communication, language and literacy, mathematical development, physical
development, and creative development (Eglinton, 2003).

Recently, pre-schools prefer to use different teaching approaches such as
“Project Approach” and “Reggio Emilia Approach” in their curriculums in Turkey.
They can apply these approaches in one part of their curriculum process. In fact, all
pre-schools are under the supervision of the Ministry of National Education. For that
reason, while they prepare their teaching, they should depend on some basic
considerations of Ministry of National Education. Thus, they can add some aspects
of these approaches in their curriculum. There is no study to show the rate of the
schools preferences in terms of using Project Approach or Reggio Emilia Approach.
However, it can be observed that many schools prefer to use these approaches in
their curriculum in Ankara. While these schools are applying their own curriculums,
they prefer to use these approaches. Therefore, they can support their curriculums
using these teaching approaches.

2.6. Summary

In this part, the literature related to integrated curriculum, teachers beliefs,
and visual art in early childhood education was reviewed. In order to understand the
research questions, the concepts of integrated curriculum, teachers’ beliefs, and
visual art in early childhood education were defined for this study. The types of
models were described by emphasizing the main points of them. Theoretical
framework gave information about three important supporters of integrated
curriculum. These are MI, BR, and DAP. Moreover, the definitions of teachers’
beliefs were explained in order to understand their power on teaching process.
Furthermore, visual art in early childhood education was mentioned by defining the
meanings in order to emphasize the importance of it on child development and

curriculum. In addition to this, how visual art could be integrated into other activities
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was explained. Finally, Reggio Emilia and Project approaches used the integrated
curriculum in their programs were explained by showing the characteristics of the

curriculum.
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CHAPTER 111

METHOD

This chapter describes the overall design of the study, participants, data
collection procedures, the data collection instrument, the pilot study of the data, data

analysis procedures, and assumptions and limitations.

3.1. Overall Research Design:

This study includes the examination of teacher’s beliefs in integrated visual
art with other activities. The main point of this study is related to teachers’ beliefs in
integration of visual art with other activities in early childhood settings. These
aspects give information about teachers’ understanding of the integrated curriculum.
Specifically, this study included both qualitative and quantitative information from
preschool teachers in Ankara.

The descriptive research method was used in conducting this study. Isaac and
Michael (1990) stated that the aim of the descriptive research is to describe the
selected population’s characteristics and facts accurately.

After the data were obtained from preschool teachers, it was examined to
define categories. At that point, content analysis was used to gain categorical
information from the qualitative data. Therefore, the data could be analyzed

statistically by using Statistical Package for the Social Sciences program (SPSS).

3.2. Participants:

All 5-6 years olds’ teachers in Turkey were identified as the target population
of this study. However, it is appropriate to define an accessible population since it is
not easy to study with this target population. The accessible population was
determined as all 5-6 years olds’ preschool teachers working in private and public

schools in Cankaya, Keg¢ioren, Yenimahalle, Mamak, and Etimesgut districts of
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Ankara. This is the population for which the results of this study will be generalized
at the end of the study. Since the visual art activities and their integration of other
activities were examined, the sample was teachers working with 5-6 years old
children. The participants in this study all indicated that they spent a significant
portion of every workday in the direct, hands-on care or education of young children.

The participants of this study involve 265 preschool teachers working in
Cankaya, Kecioren, Yenimahalle, Mamak, and Etimesgut districts of Ankara. While
137 of them have been working in private pre-schools, 119 of them have been
working in public pre-schools. All early childhood centers are under the supervision
of the Ministry of National Education. Convenience random sampling was used to
obtain a representative sample of the population. Firstly, the five districts in Ankara,
from which the sample of the study was chosen, were selected by the convenience
sampling method, and the schools in these districts were determined from the website
of the Ministry of National Education. Schools were selected randomly from these
districts in Ankara. From the selected schools, the instrument was administered to

early childhood teachers who have been working in these schools.

3.3. Data Collection Procedures:

In this research study, the beliefs of preschool teachers in integration of visual
art with other activities were examined. The study began with a detailed review of
the literature. Educational Resources Information Center (ERIC), International
Dissertations Abstracts, Social Science Citation Index (SSCI), Ebscohost, Science
Direct, Kluwer Online databases, Internet search engines, theses and other studies
done in Turkey (from Higher Education Council, Hacettepe Journal of Education,
Journal of National Education) were searched with the help of a keyword list. All the
articles and theses were also read.

After completing a comprehensive review of the literature, it was clear that
the instrument used for teacher’s beliefs in integration related to visual art in early
childhood education was unavailable. Therefore, this survey instrument was
developed by the researcher along with the professionals from the related field.

Before creating “teachers’ beliefs about integration of visual art”, a pilot study was
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conducted. As a result of this study and with the help of related articles and related
books, the “teachers’ beliefs about integration of visual art” questionnaire was
formed.

After the instrument was prepared, the participant schools of the study were
determined, and permission was granted for the study from the Ministry of
Education. The correspondence is given in Appendix A. The researcher
communicated with all the principals of the selected schools and asked for the
administration of the instruments.

The instrument was administered to the 5-6 years olds’ teachers in April and
May of 2007. It was explained to all participant teachers that while responses would
be used as data for this study, the identification of participants to their responses
would not be coordinated in any way in order to assure strict confidentiality.
Moreover, teachers were required to fill this questionnaire on their own. After the
questionnaires were completed, they were collected.

After the data collection procedure was completed, the data were entered in
SPSS program coding all the categories of variables. Male teachers were coded as 1;
female teachers were coded as 2. For the teachers’ experience items, “1-5 year”
experience was coded as 1, “6-10 year” experience was coded as 2, “11- more year”
experience was coded as 3. For the educational background items, “high school” was
coded as 1, “two-year vocational school” was coded as 2, “university” and “M.S.”
was coded as 3. For the type of the school worked in, “private” was coded as 1 and
“public” was coded as 2. For the answers related to yes/no, “yes” was coded as 1 and
“no” was coded as 2. Other questions which include open-ended questions were
examined by using content analysis. Therefore, the researcher could decide on some
categories. Thus, the categories were selected by reading all the answers. In addition
to this, two researchers examined the answers in order to verify the reliability of the

data collected. The data entry procedure took approximately one month.

3.4. Data Collection Instrument:
The “teachers’ beliefs about integration of visual art” questionnaire was

developed in order to explore the teacher’s beliefs in integration of visual art with

57



different activities (Appendix B). The questionnaire consisted of five parts. The first
part was the introductory part which included information and definitions about the
study. Moreover, it informed teachers that their identity would be kept secret and the
results of the study would not affect them in any way. The second part included
demographic information of the teachers. These are gender, years of experience,
work place (school type) and whether the teachers attended any courses, seminars or
conferences related to visual art. The third part of the questionnaire involved the
beliefs in visual art and its benefits on children, teachers, and the program. Moreover,
this part included the school’s opportunities and materials related to visual art. The
fourth part included open-ended questions which asked teachers’ beliefs related to
the integration of visual art with other activities. The fifth part asked teachers
whether they could attend this study for further examination. If they want to attend
the further study, they have to fill the part which includes name-surname, phone

number, and e-mail address.

3.5. The Pilot Study of the Data:

After necessary permission was taken from M.E.T.U. pre-school, the
questionnaire of the pilot study was conducted to 15 preschool teachers in this pre-
school. The questionnaire of the pilot study included some general open-ended
questions related to visual art and integration of visual art with different activities
(Appendix C). According to the answers of the teachers, the third part of the
“teachers’ beliefs about integration of visual art” questionnaire was prepared.

The pilot study included eight open ended questions. While five of them were
related to integration of visual art and integrated curriculum, three of them were
related to demographic information. With the help of the answers of the teachers, the
researcher was able to construct more specific questions. For example, question 4 in
the pilot study includes a question which was “What do you think about visual art in
early childhood education”. From answers of the teachers about this question,
question 11 in the main instrument was constructed. This question was “what do you
think about which developmental areas could be supported by visual art?”” Therefore,

more specific questions could be asked to teachers.
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3.6. Data Analysis Procedures:

In this study, both qualitative and quantitative data were collected.
Descriptive statistics such as frequency, percentages and non-parametric technique
such as chi-square were used to describe the data. Descriptive statistics were used for
all of the quantitative data and thus the responses of each question were tabulated.
Summary charts synthesized the findings. All the statistical analyses were carried out
by the SPSS version 13.0 for Windows program. The 0.05 level was established as a
criterion of statistical procedures performed.

It was mentioned in prior sections that content analysis was used to categorize
the data in main instrument. In order to analyze the qualitative data gathered from
open-ended items, “coding” was employed (Oppenheim, 1992; Miles & Huberman,
1994; Robson, 1994). At that point, the researcher followed some steps in order to
define the categories. Firstly, the researcher read all the answers of the related
questions respectively; question 7, question 15, question 17, and question 20. After
finishing the reading part, researcher again started to read these in order to decide
categories. All of these procedures were completed by another person in the
department of Early Childhood Education. Both categories which were defined by
different people were then compared to each other. Hence, the main categories were
constructed. After the categories were defined, the researcher read and selected the
answers of the teachers under one category.

Each question includes specific categories related to the content of the
answers. First, fifth and ninth research questions include teachers’ beliefs related to
integrated curriculum. Under these questions, there are three categories which are “in
terms of child”, “in terms of administration”, and “in terms of program”. In fact,
teachers generally believe that integrated curriculum helps children to construct
knowledge, assist teachers to administrate different activities, and to help the
program to be applied. Second, sixth and 10th research questions involve teachers’
beliefs related to integration of visual art with other activities. These questions show
three categories. These are “in terms of child”, “in terms of teacher”, and “in terms of
administration”. Indeed, teachers thought that integration of visual art with other

activities support children, teachers and process of administration. Third, seventh,
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and 11th research questions include teachers’ beliefs related to usage about
integration of visual art. These questions had three categories. These are “with all
other activities”, “with one specific activity”, and “reinforcer after the activity”. That
is, teachers use integration in their classroom in these three different ways. Fourth,
eighth, and 12th questions involve teachers’ beliefs related to the role of the
integrated curriculum in early childhood education. Under these questions, there are
five different categories to represent teachers’ beliefs. These categories are
“necessary to use/must be used”, “need more information”, Ministry of National
Education”, in terms of application”, and child-teacher interactions”. In fact, teachers
thought that integrated curriculum should be used more in early childhood settings.
Also, teachers claimed that they need more information about the application,
procedures or plans about integrated activities. Moreover, they believe that integrated
curriculum is appropriate for new early childhood curriculum developed by Ministry
of National Education. The last important category of these questions is child-teacher
interactions. Teachers believe that integrated curriculum is a powerful tool for
interacting with children.

In addition to the quantitative data, the open-ended answers were also made
with the preschool teachers to gain more information on some specific items.

Therefore, more detailed information about teachers’ beliefs was gathered.

3.7. Assumptions and Limitations:
As in any research study, several considerations may influence the usefulness

of the study. The assumptions and limitations of this study were considered below.

3.7.1. Assumptions:
The following assumptions were made for this study:
1. The participant teachers of the study responded to the items of the instrument
sincerely.
2. The teachers of the pilot study were assumed to have approximately the same
characteristics as the actual subjects of the study.
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3. All principals allowed their teachers to attend the study, as they supported
educational research. Therefore, teachers were expected to be willingly
involved in the study.

4. Reducing the fear of personal exposure would be essential in gaining the most
reliable data possible. Thus, their names were not asked bearing in mind that
they may not want to give their names for further study.

5. The instrument of this study was assumed to measure teachers’ beliefs about

integration of visual art with all other activities.

3.7.2. Limitations:

There are some limitations which should be examined when the results are
interpreted. The first limitation is that the instrument was only applied to preschool
teachers who have been working in public and private early childhood centers in
Ankara. For that reason, this situation may limit the generalizability of the study. The
second one is gender variable of the study because all participants of the study were
female. For that reason, variable related to gender was not tested. The third limitation
is the timing of the completion the instrument. That is, it took the participants a long
time to complete the questionnaire.
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CHAPTER IV

RESULTS

This chapter is devoted to presentation of the results of the study which were
gained by analyzing the data in the way described in the prior chapter. The findings
concerning teachers’ beliefs about visual art, integration of visual art with other
activities in early childhood settings are presented in two sections. The first section
includes descriptive statistics which present general descriptions of the results and
the second section presents the relationship between variables using non-parametric
technique.

4.1. Descriptive Statistics
Descriptive statistics concerning the characteristics of the sample and the

answers of the questions were considered.

4.1.1. The Characteristics of the Sample:
In terms of gender, 4 % (N = 1) of the subjects were male whereas 99.6 % (N
= 255) of them female. For that reason, male participant was removed from the data.
In terms of the years of experience of teachers, 35.7 % (N = 91) of them were
1-5 years experience; 23.9 % (N = 61) of them were 6-10 years experience; 40.4 %
(N = 103) of them were 11-15 years and more experience.
Table 4.1.The Percentages of the Years of Experience of Teachers

Years of Experience f %

1-5 years 91 35.7
6-10 years 61 23.9
11 years and more 103 40.4
Total 255 100
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According to the educational level of the teachers, 38.4 % (N = 98) were high

school graduates; 15.3 % (N = 39) of them were two-year vocational school

graduates; 46.3 % (N = 118) were university graduation.

Table 4.2. The Percentages of Subjects According to Educational Background

Graduation Level f %

High school 98 38.4
Two-year vocational school 39 15.3
University 118 46.3
Total 255 100

In relation to the type of the school, 53.7 % (N = 137)of the subjects have

been worked in private school whereas 46.3 % (N = 118) of them have been worked

in public school.

Table 4.3. Frequencies of the Type of the School

Type of the School f %

Public 118 46.3
Private 137 53.7
Total 255 100

Regarding courses related to visual art criterion 60.8 % (N = 155) of the

subjects took courses related to visual arts whereas 39.2 % (N = 100) of the subjects

did not take any course related to visual arts.

Table 4.4. Percentages of Lessons Which were Attended By Teachers

Attendance to Lessons f %

Yes 155 60.8
No 100 39.2
Total 255 100

For the criteria of courses, percentages of responses given for attending of the

courses related to visual arts during teachers’ educational life are like this:

Art 36.3 %, instructional materials 12.1 %, other visual arts 8.2 %, other

courses 21.5%.

Table 4.5. The Percentages of Art

Art f %

Yes 93 36.6
No 163 63.7
Total 255 100
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Table 4.6. The Percentages of Instructional Materials

Instructional Materials f %

Yes 31 12.1
No 224 87.9
Total 255 100

Table 4.7. The Percentages of Visual Arts

Other Visual Arts f %
Yes 21 8.2
No 235 91.8
Total 255 100
Table 4.8. The Percentages of Others
Others f %
Yes 55 21.5
No 201 78.5
Total 255 100

Regarding teachers’ educational training, 9.8 % (N = 25) of the teachers
attended inservice trainings; 8.6 % (N = 22) of them attended seminars; 1.6 % (N =
4) of them attended conferences; 80, 0 % (N = 204) did not attend any educational
training.

Table 4.9. Percentages of Educational Training

Educational Training f %

Inservice Training 25 9.8
Seminar 22 8.6
Conference 4 1.6
No 204 80.0
Total 255 100

4.1.2. The Descriptive Statistics for Activities Related to Visual Art

Descriptive statistics of developmental areas and their frequencies and
percentages are described Table 4.10., 4.11., 4.12., 4.13., 4.14., 4.15., 4.16 in this
part. 56.1 % (N = 143) of the teachers think that visual art improves children’s
language development. 72.2 % (N = 184) of the teachers mention that visual art helps
children’s motor development. 79.6 % (N = 203) of the teachers respond that visual

art supports children’s cognitive development. 46.3 % (N = 118) of the teachers say
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that visual art influences children’s emotional development. 68.2 % (N = 174) of the
teachers think that visual art helps children’s social development. 23.1 % (N = 59) of
the teachers respond that visual art improves children’s creativity. 9.8 % (N = 25) of
the teachers say that visual art supports children’s self-care development.

Table 4.10. The Percentages of the Language Development

Language Development f %

Yes 143 56.1
No 112 43.9
Total 255 100

Table 4.11. The Percentages of the Motor Development

Motor Development f %

Yes 184 72.2
No 71 27.8
Total 255 100

Table 4.12. The Percentages of the Cognitive Development

Cognitive Development f %

Yes 203 79.6
No 52 20.4
Total 255 100

Table 4.13. The Percentages of the Emotional Development

Emotional Development f %

Yes 118 46.3
No 137 53.7
Total 255 100

Table 4.14. The Percentages of the Social Development

Social Development f %

Yes 174 68.2
No 81 31.8
Total 255 100

Table 4.15. The Percentages of the Creativity

Creativity f %

Yes 59 23.1
No 196 76.9
Total 255 100
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Table 4.16. The Percentages of the Self-Care Development

Self-Care Development f %

Yes 25 9.8
No 230 90.2
Total 255 100

Table 4.17., 4.18., 4.19., 4.20. show the teachers’ preferences to use of the visual
art. 67.1 % (N = 171) of the teachers prefer to use visual art activity as “main
activity”. 64.3 % (N = 164) of the teachers prefer to use visual art activity as
“integrated activity”. 38.4 % (N = 98) of the teachers prefer to use visual art activity
as “assisted activity”. 60.8 % (N = 155) of the teachers prefer to use visual art
activity as “free activity”.

Table 4.17. The Percentages of the Main Activity

Main Activity f %

Yes 171 67.1
No 84 32.9
Total 255 100

Table 4.18. The Percentages of the Integrated Activity

Integrated Activity f %

Yes 164 64.3
No 91 35.7
Total 255 100

Table 4.19. The Percentages of the Assisted Activity

Assisted Activity f %

Yes 98 38.4
No 157 61.6
Total 255 100

Table 4.20. The Percentages of the Free Activity

Free Activity f %

Yes 155 60.8
No 100 39.2
Total 255 100

Moreover, teachers preferences to integrate the visual art with other activities

are described as: 60.0 % (N = 153) of the teachers prefer to integrate visual art with
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“play”, 40.8 % (N = 104) of the teachers prefer to integrate visual art with “music”,
34.1 % (N = 87) of the teachers prefer to integrate visual art with “science”, 60.4 %
(N = 154) of the teachers prefer to integrate visual art with “language and literacy”,
20.4 % (N = 52) of the teachers prefer to integrate visual art with “math”, 45.9 % (N

= 117) of the teachers prefer to integrate visual art with “drama”.

Table 4.21. The Percentages of the Integration of the Play Activity with Visual Art

Play Activity f %

Yes 153 60.0
No 102 40.0
Total 255 100

Table 4.22. The Percentages of the Integration of the Music Activity with Visual Art

Music Activity f %

Yes 104 40.8
No 151 59.2
Total 255 100

Table 4.23. The Percentages of the Integration of the Science Activity with Visual

Art
Science Activity f %
Yes 87 34.1
No 168 65.9
Total 255 100

Table 4.24. The Percentages of the Integration of the Language and Literacy Activity

with Visual Art

Language and Literacy Activity f %

Yes 154 | 60.4
No 101 | 39.6
Total 255 | 100

Table 4.25. The Percentages of the Integration of the Math Activity with Visual Art

Math Activity f %

Yes 52 204
No 203 | 79.6
Total 255 | 100
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Table 4.26. The Percentages of the Integration of the Drama Activity with Visual Art

Drama Activity f %

Yes 117 | 45.9
No 138 | 54.1
Total 255 | 100

4.2. Assumptions of the Non-parametric Statistics

The chi-square test for a two way contingency table may be implemented in
order to see whether a statistical relationship exists between two variables. While
studying the results by using chi-square, there can be some assumptions in order to
provide validity of the results. While examining the results of the study, all of these
assumptions are carefully examined.

When the result of the chi-square test is significant and the table shows more
than 1 degree of freedom, a follow-up test may be applied. These follow-up tests are
important to assess the significance of an overall which includes multiple sub-
categories. In this study, in order to see the relationship between sub-categories, pair
wise comparisons can be used. At that point, the Holm’s sequential Bonferroni
method is used as a follow-up test in order to control Type I error (Green, Salkind, &
Akey, 2000).

The observations for a two-way contingency table analysis are independent of
each other. That is, the study should be conducted to avoid dependency in the data. If
the assumption is not met, the test may show inaccurate results (Green, Salkind, &
Akey, 2000).

In order to decide whether sample size is large enough or not, the size of the
expected cell frequencies should be examined. According to this, if the expected cell
frequency is more than 20% that are less than 5, it can affect the validity of the
results (Green, Salkind, & Akey, 2000).
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4.3. The Results of the Study

Chi-square test was employed to see if there are significant relationship in the
teachers’ beliefs about integration of visual art activities in terms of teachers’
experiences years, educational background, and whether teachers who attend the

courses or not.

4.4. Results Concerning the Relationship among Teachers’ Years of Experiences
and Their Beliefs Related to Integration of Visual Art

In order to see if there is a significant relationship of the teachers’ beliefs
about integration of visual art activities in terms of teachers’ experience years, chi-

square test was employed.

4.4.1. Research Question 1
Is there a significant relationship between years of experience and teachers’

beliefs related to integrated curriculum?

Table 4.27. The Result of Chi-square Tests of the Criteria Related to Years of
Experience and Beliefs about Integration of Activities

Beliefs in terms of |[in terms of [in terms of | TOTAL
child administration program
Experience Years f % f % f %
1-5 Years 49 [41.2 28 | 32.6 9 [ 321
57.0 32.6 10.5 100.0
6-10 Years 24 [202 30 [ 34.9 2 [ 7.1
42.9 53.6 3.6 100.0
11-15 Years and |46 | 38.7 28 | 32.6 17 | 60.7
More 50.5 30.8 18.7 100.0
TOTAL 119 [100.0 |86 | 100.0 |28 | 100.0

x?=13.77df =4 p=.008
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Table 4.28. Results for the Pairwise Comparisons among Years of Experience
Related to Beliefs about Integration of Activities Using Holm’s Sequential
Bonferroni Method

Comparison | Pearson | p-value | Required p-value | Significance | Cramér’s V
Chi for significance
square
1-5 years vs. | 7.06 .029 .025 NS 223
6-10 years
6-10  years | 11.12 .004 .0165 * 275
vs. 11 vyears
and more
1-5 years vs. | 2.42 .299 .05 NS 117
11 years and
more

*p-value (required p-value for significance)

Based on the Pearson x? test, the p-value for the comparison between 1-5
years and 6-10 years is .029. The p-values for the comparisons between 1-5 years
and 11 years and more and between 6-10 years and 11 years and more are .299 and
.004, respectively. The results of these three tests using Holm’s sequential
Bonferroni method for controlling Type | error are reported in Table 4.28.

According to these results, there was a significant relationship between
teachers who have been working for 6-10 years and 11 years and more in terms of
beliefs about integrated curriculum in early childhood education. As shown in the
Table 4.27 and 4.28, teachers who have been working for 11 years and more believe
in the contributing effect of the integration on the program 8.55 times (60.7/7.1)
more than teachers who have been working for 6-10 years. Similarly, teachers who
have been working for 11 years and more think the integration as a contribution of
child development 1.91 times (38.7/20.2) more than teachers who have been working

for 6-10 years.
4.4.2. Research Question 2

Is there a significant relationship between years of experience and teachers’

beliefs related to integration of visual art with other activities?
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Table 4.29. The Result of Chi-square Tests of the Criteria Related to Years of
Experience Related to Beliefs about Integration of Visual Art with Other Activities

Beliefs in terms of |in terms of | in terms of | TOTAL
child teacher administration
Experience
Years f % f % | f %
1-5 Years 36 1367 [9 [333 [34 [318
45.6 11.4 43.0 100.0
6-10 Years | 26 1265 |6 |222 |23 [215
47.3 10.9 41.8 100.0
11-15 Years | 36 1367 [12 [444 [50 467
and More 36.7 12.2 51.0 100.0
TOTAL 98 100.0 [ 27 [ 100.0 [ 107 [ 100.0
x>*=2.19df=4 p=.700

Table 4.29 indicates the result of chi-square which shows whether there is a

significant relationship among teachers’ experience years on their beliefs about

integration of visual art with other activities. According to results, there was no

significant relationship among teachers’ experience years (x*@z=2.19, p=.700)

4.4.3. Research Question 3

Is there a significant relationship between years of experience and beliefs

related to usage about integration of visual arts?

Table 4.30. The Result of Chi-square Tests of the Criteria Related to

Years of

Experience and Beliefs about the Usage about Integration of Visual Arts

Beliefs with all other | with one specific | reinforcer  after | TOTAL
activities activity the activity
Experience Years f % f % f %
1-5 Years 8 [381 53 | 32.5 26 | 44.8
9.2 60.9 29.9 100.0
6-10 Years 7  ]333 39 | 23.9 13 | 22.4
11.9 66.1 22.0 100.0
11-15 Years and 6 | 28.6 71 | 43.6 19 | 32.8
More 6.3 74.0 19.8 100.0
TOTAL 21 1000 [163 |100.0 |58 | 100.0

x> =4.60 df =4 p =331
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Table 4.30 indicates the result of chi-square which shows whether there is a
significant relationship among teachers’ experience years on their beliefs related to
usage about integration about visual arts. According to results, there was no

significant relationship among teachers’ experience years (x*4)=4.60, p=.331).

4.4.4, Research Question 4

Is there a significant relationship between years of experience and beliefs
related to related to teachers’ perceived role of the integrated curriculum in early
childhood education?

Table 4.31. The Result of Chi-square Tests of the Criteria Related to Years of
Experience and Beliefs Related to Teachers’ Perceived Role of the Integrated
Curriculum in Early Childhood Education

Beliefs Necessary | Need more | Ministry of | In terms of | Child- —
to use/must | info. Education | app. teacher 3
be use inter. >

>

o L L L L L A

1-5Years |30 [349 [19 [380 |2 [20.0 [18 [450 |11 [355
375 23.8 2.5 225 13.8 100.0

6-10 13 [151 |8 [16.0 |1 100 [7 [175 |15 |484

Years 29.5 18.2 2.3 15.9 34.1 100.0

11 Years |43 |50.0 [23 [460 |7 [70.0 [15 [375 |5 [16.1

and 46.2 24.7 7.5 16.1 5.4 100.0

More

TOTAL |86 [100.0 |50 |100.0 | 10 |100.0 | 40 [ 100.0 |31 |100.0

x?>=24.24df=8 p=.002

Table 4.32. Results for the Pairwise Comparisons among Years of Experience and
Beliefs Related to Teachers’ Perceived Role of the Integrated Curriculum in Early
Childhood Education

Comparison | Pearson p-value | Required p-value | Significance | Cramér’s V
Chi square for significance

1-5 years vs. | 7.14 129 .05 NS 240

6-10 years

6-10  years | 20.89 .000 .0165 * .390

vs. 11 years

and more

1-5 years vs. | 7.06 133 .025 NS 202

11 years and

more

*p-value (required p-value for significance)
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According to the Pearson x? test, the p-value for the comparison between 1-5
years and 6-10 years is .129. The p-values for the comparisons between 1-5 years
and 11-years and more and between 6-10 years and 11 years and more are .133 and
.000, respectively. The results of these three tests using Holm’s sequential
Bonferroni method for controlling Type I error are reported in Table 4.32.

According to these results, there was a significant relationship between
teachers who have been working for 6-10 years and 11 years and more in terms of
beliefs about related to the status of the integrated curriculum in early childhood
education. Table 4.31 and 4.32. show that teachers who have been working for 11
years and more think about the integrated curriculum as a necessary 3.32 times
(50.0/15.1) more than teachers who have been working for 6-10 years. Moreover,
teachers who have been working for 11 years and more believe that teachers need
more information about integrated curriculum 2.88 times (46.0/16.0). Similarly,
teachers who have been working for 11 years and more think the appropriateness of
the integrated curriculum for Ministry of Education 7 times (70/10) more than
teachers who have been working for 6-10 years. Moreover, teachers who have been
working for 11 years and more think the integrated curriculum as helping
administration process 2.14 times (37.5/17.5) more than teachers who have been
working for 6-10 years. On the other hand, teachers who have been working for 6-10
years think the contributing effect of the integrated curriculum on the child-teacher
relationship 3 times (48.4/16.1) more than teachers who have been working for 11

years and more.

4.5. Results Concerning the Relationship between the Educational Background
of the Teachers and Their Beliefs Related to Integration of Visual Art

In order to see if there is a significant relationship of the teachers’ beliefs
about integration of visual art activities in terms of teachers’ educational background,

chi-square test was employed.
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4.5.1. Research Question 5
Is there a significant relationship between teachers’ educational background
and their beliefs related to integrated curriculum?

Table 4.33. The Result of Chi-square Tests of the Criteria Related to Educational
Background and Beliefs about Integration of Activities

Beliefs in terms of |in terms of |in terms  of | TOTAL
child administration program
Graduation Level f % f % f %
High School 44 1370 28 | 32.6 16 | 571
50.0 31.8 18.2 100.0
Two-Year 15 [12.6 17 | 19.8 2 [ 7.1
Vocational School | 44.1 50.0 5.9 100.0
University 60 [504 41 | 47.7 10 | 35.7
54.1 36.9 9.4 100.0
TOTAL 119 [1000 |86 | 1000 |28 | 100.0

x2=7.42df =4 p=.166

Table 4.33 shows the result of chi-square which shows whether there is a
significant relationship among educational background on their beliefs related to
integration of activities. According to results, there was no significant relationship

among teachers’ graduation levels (x*@4)=7.42, p=.166)

4.5.2. Research Question 6
Is there a significant relationship between teachers’ educational background
and their beliefs related to integration of visual art with other activities?

Table 4.34. The Result of Chi-square Tests of the Criteria Related to Educational
Background and Beliefs about Integration of Visual Art with Other Activities

Beliefs in terms of |in terms of [in terms  of | TOTAL
child teacher administration
Graduation Level f % f % f %
High School 41 [418 11 | 40.7 37 | 34.6
46.1 12.4 41.6 100.0
Two-Year 22 224 2 | 7.4 12 | 11.2
Vocational School | 61.1 5.6 33.3 100.0
University 35 [357 14 | 51.9 58 | 54.2
32.7 13.1 54.2 100.0
TOTAL 98 [1000 |27 | 100.0 | 107 | 100.0

x>=10.21 df =4 p=.037
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Table 4.35. Results for the Pairwise Comparisons among Years of Experience
Related to Beliefs about Integration of Visual Art with Other Activities

Comparison | Pearson p-value | Required p-value Significance | Cramér’s V
Chi square for significance

High School | 2.74 .255 .05 NS .148
VS.
Two-Year
VVocational
School

High School | 3.86 145 .025 NS 140
Vs.
University

Two-Year 9.21 .010 .0167 * .254
Vocational
School  wvs.
University

*p-value (required p-value for significance)

According to the Pearson x? test, the p-value for the comparison between high
school and two-year vocational school is .255. The p-values for the comparisons
between high school and university and between two-year vocational school vs.
university are .145 and .010, respectively. The results of these three tests using
Holm’s sequential Bonferroni method for controlling Type I error are reported in
Table 4.35. According to these results, there was a significant relationship between
teachers who have graduated from two-year vocational school and teachers who have
graduated from university in terms of beliefs related to integration of visual art with
other activities.

As shown in the Table 4.34 and 4.35, teachers who have graduated from
university believe in the supporting effects of the integration of visual art on teachers
7 times (51.9/7.4) more than teachers who have graduated from two-year vocational
school. Similarly, teachers who have graduated from university think the integration
as a contribution of administration process 4.84 times (54.2/11.2) more than teachers

who have graduated from two-year vocational school.
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4.5.3. Research Question 7

Is there a significant relationship between teachers’ educational background

and their beliefs related to usage about integration of visual arts?

Table 4.36. The Result of Chi-square Tests of the Criteria Related to Graduation
Level and Beliefs Related to the Usage about Integration of Visual Arts

Beliefs with all other | with one | reinforcer after | TOTAL

activities specific activity | the activity
Graduation Level 1 o

f % f %
High School 7 [333 |64 | 39.3 20 | 345

7.7 70.3 22.0 100.0
Two-Year 3 [143 [16 |98 18 [ 31.0
Vocational School | g.1 43.2 48.6 100.0
University 11 [524 [83 [509 |20 [ 345

9.6 72.8 17.5 100.0
TOTAL 21 [100.0 [163 |100.0 |58 [ 100.0

x?>=20.52 df =6 p=.002

Table 4.37. Results for the Pairwise Comparisons among Years of Experience
Related to Beliefs Related to the Usage about Integration of Visual Arts

Comparison Pearson p-value | Required p- | Significance | Cramér’s
Chi value \Y
square for

significance

High  School vs. | 9.40 .009 .025 * 271

Two-Year

Vocational School

High School wvs. |.774 .679 .05 NS .061

University

Two-Year 14.54 .001 .0167 * 310

Vocational ~ School

vs. University

*p-value (required p-value for significance)

According to the Pearson x? test, the p-value for the comparison between high

school and two-year vocational school is .009. The p-values for the comparisons

between high school and university and between two-year vocational school vs.

university are .679 and .001, respectively. The results of these six tests using Holm’s

sequential Bonferroni method for controlling Type | error are reported in Table 4.37.

According to these results, there was a significant relationship between teachers who
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have graduated from high school and teachers who have graduated from two-year
vocational school in terms of beliefs related to integration of visual art with other
activities. In addition to this result, there was a significant relationship between
teachers who have graduated from two-year vocational school and teachers who have

graduated from university.

As shown in the Table 4.36 and 4.37, teachers who have graduated from high
school believe in the integration of visual art activity with all other activities 2.33
times (33.3/14.3) more than teachers who have graduated from two-year vocational
school. Similarly, teachers who have graduated from high school think about the
integration of the visual art activity with one specific activity 4 times (39.3/9.8) more

than teachers who have graduated from two-year vocational school.

Table 4.36 and 4.37 also present the relationship between two-year vocational
school and university. The results show that teachers who have graduated from
university believe in the integration of visual art activity with all other activities 3.66
times (52.4/14.3) more than teachers who have graduated from two-year vocational
school. Similarly, teachers who have graduated from university think about the
integration of the visual art activity with one specific activity 5.19 times (50.9/9.8)

more than teachers who have graduated from two-year vocational school.

4.5.4. Research Question 8
Is there a significant relationship between teachers’ educational background
and their beliefs related teachers’ perceived role of the integrated curriculum in

early childhood education?
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Table 4.38. The Result of Chi-square Tests of the Criteria Related to Graduation
Level and Beliefs Related to Teachers’ Perceived Role of The Integrated Curriculum
in Early Childhood Education

Beliefs Necessary | Need more | Ministry In terms of | Child- —
to use/must | info. of administrati | teacher 9|
be use Education | on inter. 'ZE

Graduation

Level f % f % f | % f % f 1%

High School | 30 [ 349 |30 |[600 |2 |20.0 |11 |275 11 | 355
35.7 35.7 2.4 13.1 13.1 100.0

Two-Year 15 | 174 |3 6.0 4 1400 |4 100 |8 |258

Vocational

School 441 8.8 11.8 11.8 235 100.0

University |41 [47.7 |17 [340 [4 [400 [25 [625 [12 [387
41.4 17.2 4.0 25.3 12.1 100.0

TOTAL 86 | 100.0 | 50 | 100.0 | 10 | 100.0 | 40 | 100.0 | 31 | 100.0

x?>=22.70df =8 p=.004

Table 4.39. Results for the Pairwise Comparisons among Graduation Level Related
to Beliefs Related to Teachers’ Perceived Role of The Integrated Curriculum in Early
Childhood Education

Comparison Pearson | p- Required p-value Significance | Cramér’s V
Chi value | for significance
square
High  School | 12.57 .014 | .0167 * .326
vs. Two-Year
Vocational
School
High  School | 10.29 .036 |.025 NS 237
vs. University
Two-Year 8.03 091 | .05 NS 246
Vocational
School Vs.
University

*p-value (required p-value for significance)

According to the Pearson x2 test, the p-value for the comparison between
teachers who have graduated from high school and two-year vocational school is
.014. The p-values for the comparisons between high school and university and
between two-year vocational school and university are .036 and .091, respectively.
The results of these three tests using Holm’s sequential Bonferroni method for

controlling Type | error are reported in Table 4.39.
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According to these results, there was a significant relationship between
teachers who have graduated from high school and two-year vocational school in
terms of beliefs about related to the integration of visual art with other activities.
Table 4.38 and 4.39. show that teachers who have graduated from high school think
about the integrated curriculum as a necessary 2 times (34.9/17.4) more than teachers
who have graduated from two-year vocational high school. Similarly, teachers who
have graduated from high school believe the necessity of information about
integrated curriculum 10 times (60/10) more than teachers who have graduated from
two-year vocational school. On the other hand, teachers who have graduated from
two-year vocational school believe the appropriateness of the integrated curriculum
for Ministry of Education 2 times (40/20) more than teachers who have graduated
from high school .Moreover, teachers who have graduated from high school believe
the integrated curriculum as a contribution of administration 2.75 times (27.5/10)
more than teachers who have graduated from two-year vocational school. Similarly,
the teachers who have graduated from high school think the contributing effect of
the integrated curriculum on the child-teacher relationship 1.38 times (35.5/25.8)
more than teachers who have graduated from two-year vocational school.

4.6. Results Concerning the Relationship between Whether Teachers have
Attended the Courses on Visual Art or Not, and Their Beliefs in the Integration
of Visual Art

In order to see if there is a significant relationship between whether teachers
have attended courses on visual art or not and their beliefs about integration of visual

art activities, chi-square test was employed.
4.6.1. Research Question 9

Is there a relationship between attending courses on visual art or not and

teachers’ beliefs related to integrated curriculum?
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Table 4.40. The Result of Chi-square Tests of the Criteria about Whether Teachers
Have Attended Courses or not Related to Beliefs about Integration of Activities

Beliefs in terms of |in terms of [in terms of | TOTAL
child administration program
Attending Courses | f % f % f %
Yes 79 [664 46 | 53.5 18 | 64.3
55.2 32.2 12.6 100.0
No 40 [202 40 | 34.9 10 [ 7.1
44.4 44.4 11.1 100.0
TOTAL 119 |1000 |86 1000 |28 | 100.0

x>=3.62df=2 p=.164

Table 4.40 shows the result of chi-square which shows whether there is a

significant relationship among attending lessons on their beliefs related to integration

of activities. According to results, there was no significant relationship between

whether teachers attend the courses or not in terms of their beliefs about integrated

curriculum (x%(=3.62, p=.164).

4.6.2. Research Question 10

Is there a relationship between attending course on visual art or not and beliefs

related to integration of visual art with other activities?

Table 4.41. The Result of Chi-square Tests of the Criteria about Whether Teachers
Have Attended Courses or not Related to Beliefs about Integration of Visual Art with

Other Activities

Beliefs in terms of |in terms of [in terms  of | TOTAL
child teacher administration
Attending Courses | f % f % f %
Yes 44 449 21 | 77.8 76 | 71.0
31.2 14.9 53.9 100.0
No 54 |55.1 6 | 22.2 31 | 29.0
59.3 6.6 34.1 100.0
TOTAL 98 [1000 |27 | 100.0 | 107 | 100.0
x*>=18.36 df =2 p=.000

The result of chi-square test which shows whether there is significant

relationship between teachers who attended the courses or teachers who did not

attend the courses in terms of beliefs about integration of visual art with other

activities. Table 4.41 shows the percentages of teachers who attended the courses
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believe the integration as a contributing effect on child development (44.9 %), as a
contributing effect on teachers (77.8%), and as a contributing effect on
administration (71.0%). On the other hand, the percentages of teachers who did not
attend the courses believe the integration as a contributing effect on child
development (55.1 %), as a contributing effect on teachers (22.2%), and as a
contributing effect on administration (29.0%).

As shown in the Table 4.41, teachers who attended the courses believe in the
supporting effects of the integration of visual art on teachers 3.50 times (77.8/22.2)
more than teachers who did not attend the courses. Similarly, teachers who attended
the courses believe in the supporting effects of the integration of visual art on child

development 2.45 times (71/29) more than teachers who did not attend the courses.

4.6.3. Research Question 11
Is there a relationship between attending course on visual art or not and beliefs
related to usage about integration of visual arts?

Table 4.42. The Result of Chi-square Tests of the Criteria about Whether Teachers
Have Attended the Courses or Not Related to Beliefs about the Usage about
Integration of Visual Arts

Beliefs with all other | with one specific | reinforcer  after | TOTAL
activities activity the activity
Attending Courses | f % f % f %
Yes 16 |[76.2 106 [ 65.0 26 | 44.8
10.8 71.6 17.6 100.0
No 5 |238 57 | 35.0 32 | 55.2
5.3 60.6 34.0 100.0
TOTAL 21 1000 [163 |100.0 |58 | 100.0

x2=9.54df=2 p=.008

The result of chi-square test which shows whether there is significant
relationship between teachers who attended the courses or teachers who did not
attend the courses in terms of beliefs about the usage about integration of visual arts.
Table 4.42 shows the percentages of teachers who attended the courses believe in the
integration of visual art activity with all other activities (76.2 %), the integration of
the visual art activity with one specific activity (65.0), the integration of the visual art

activity as a reinforcer after the activity (44.8).
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As shown in the Table 4.42, teachers who attended the courses believe in the
integration of visual art activity with all other activities 3.2 times (76.2/23.8) more
than teachers who did not attend the courses. Moreover, teachers who attended the
courses think about the integration of the visual art activity with one specific activity
1.86 times (65/35) more than teachers who did not attend the courses. Furthermore,
teachers who attended the courses think about the integration of the visual art activity
as a reinforcer after the activity 1.23 times (55.2/44.8) more than teachers who did

not attend the courses.

4.6.4. Research Question 12

Is there a relationship between attending course on visual art or not and beliefs
related to teachers’ perceived role of the integrated curriculum in early childhood
education?

Table 4.43. The Result of Chi-square Tests of the Criteria about Whether Teachers
Have Attended the Courses or Not Related to Beliefs about Teachers’ Perceived Role
of the Integrated Curriculum in Early Childhood Education

Beliefs Necessary | Need more | Ministry of | In terms of | Child- —
to use/must | info. Education | administrat | teacher 9|
be use ion inter. 'Jz

Attending

Courses 7% 7% 7 % 7% 7 T%

Yes 52 | 605 |41 |80 |7 700 |27 | 675 |17 |54.8
36.1 28.5 4.9 18.8 11.8 100.0

No 34| 395[9 [180 [3 [300 [13 [325 [31 [452 |
46.6 12.3 4.1 17.8 19.2 100.0

TOTAL 86 | 100.0 [ 50 | 100.0 | 10 | 100.0 | 40 | 100.0 | 31 | 100.0

x>=8.74 df =4 p=.068

Table 4.43 shows the result of chi-square which shows whether there is a
significant relationship between whether teachers who attend the courses or not on
their beliefs related to the status of the integrated curriculum in early childhood
education. According to results, there was no significant relationship between

whether teachers who attend the courses or not (x*2=8.74, p=.068).
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4.7. Summary

Overall, this part summarized the results of the study in terms of twelve
research questions about the relationship between early childhood teachers’ beliefs
related to integrated curriculum. Specifically, the relationship was examined in
respect to some variables like teachers’ experience years, their educational levels,
whether attending courses related to visual art or not.

The results revealed that there are some relationships between teachers’ beliefs in
terms of their experience years, educational levels, and attending course related to visual
art. The further studies were conducted to see the relationship deeply. Therefore, it could
be reached more accurate results.

This current study is important because it contributes to early childhood area by
examining the relationship of early childhood teachers’ beliefs about integration of
visual art in respect to many variables in Turkey. This issue will take attention from

researchers  because there is no specific study about this issue.
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CHAPTER YV

DISCUSSION

The purpose of this study was to explore the preschool teachers’ beliefs about
integration of visual art with other activities in early childhood settings. The beliefs
of teachers working with children between the ages of 5 and 6 in public and private
schools were measured by using “Teachers’ Beliefs about Integration of Visual Art”
questionnaire.

The research questions were as follows;

e Is there a relationship between years of experience and teachers’ beliefs
related to

o integrated curriculum?

o integration of visual art with other activities?

o the usage about integration of visual arts?

o teachers’ perceived role of the integrated curriculum in early childhood

education?
e s there a relationship between teachers’ educational background and
teachers’ beliefs related to

o integrated curriculum?

o integration of visual art with other activities?

o the usage about integration of visual arts?
o teachers’ perceived role of the integrated curriculum in early childhood
education?
e Is there a relationship between attending courses related to visual art and
teachers’ beliefs related to
o integrated curriculum?
o integration of visual art with other activities?

o the usage about integration of visual arts?
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o teachers’ perceived role of the integrated curriculum in early childhood
education?
This chapter presents the discussion of the results, implications derived from
the study, and recommendations for practice and further studies. The discussion of
the findings will be given in subsections drawn from the research questions.

5.1. Discussion on Statistical Results

Is there any statistically significant relationship between years of experience
and teachers’ beliefs? For this main research question, there were four specific
research questions because the item of teachers’ beliefs is composed of four

subcategories.

5.1.1. Research Question 1. Is there a relationship between years of experience and
teachers’ beliefs related to integrated curriculum?

For this research question a significant relationship was found between
teachers who have been working for 6-10 years and 11 years and more in terms of
beliefs about integrated curriculum in early childhood education. Further analysis
showed that teachers who have been working for 11 years and more believe that
integrated curriculum promotes child development and the program. However,
teachers who have been working for 6-10 years believe that integrated curriculum
promotes the application process, the application of activities.

Results of this research question indicate that the more experienced teachers
prefer to use integrated curriculum. As mentioned in the literature review, integrated
curriculum is a part of DAP. There are some studies in the literature showing the
relationship between DAP beliefs of teachers and their years of experience. The
literature on teachers did not support this relationship because these studies stated
that teachers who have less experience have more developmentally appropriate
beliefs and practices than teachers with more experience (Buchanan et al., 1998;
Vartuli, 1999). This may result from the participant teachers’ graduation levels

because the rate of the experienced teachers’ educational level is more compared to
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less experienced teachers. That is, for teachers with experience of 11 years and more,
18.4 % of teachers were graduated from high school, 23.3 % of them from two-year
vocational school and 58.3 % of them from university. The number and the content
of the courses in the universities may provide more detailed and theoretical
information about DAP and integrated curriculum, too. That is, teachers might
improve themselves with the help of their preservice education. Therefore, teachers
who have 11 years and more apply integrated curriculum more commonly in their

classrooms.

5.1.2. Research Question 2. Is there a relationship between years of experience and
beliefs related to integration of visual art with other activities?

Teachers’ years of experience was expected to affect their beliefs about
integration of visual art with other activities as mentioned in this research question.
However, the results showed that teachers’ years of experience had no relationship
on their beliefs related to integration of visual art with other activities.

In order to understand the reasons about this unexpected result, the data were
analyzed again. As a result of this analysis, it was found that three different types of
experienced teachers; 1-5 years, 6-10 years, and 11 years and more attend training
such as conferences, seminars, and in service training related to visual art in
approximately the same percentages: 30.9 % of 1-5 year experienced teachers, 30.9
% of 6-10 year experienced teachers and 38.2 % of 11 years and more experienced
teachers. At this point, it can be said that the courses which were taken in teachers’
educational life may not be the only reason to improve their understanding about
integration of visual art. In addition to courses related to visual art, training such as
conferences, seminars, and in-service training related to it may help them to gain
more knowledge about the usage of visual art. Therefore, teachers can combine the
detailed information about visual art by taking courses and attending different
training programs. This insignificance might result from this finding because the

rates of participation in training are very similar to each other.
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5.1.3. Research Question 3. Is there a relationship between years of experience and
beliefs related to usage about integration of visual art?

Results obtained for this question reported no significant relationship between
years of experience of preschool teachers and their beliefs related to usage about
integration of visual art. This may be because of the content of the question. The
question related to this research question revealed three common experiences. These
are integration of visual art with all other activities, with one specific activity, and
use of visual art as a reinforcer tool after the activity. These activities are generally
used in the classroom, hence, may not be perceived to be a component of integrative
curriculum by the teacher. Hence, it may be inferred that even though the teachers
are integrating visual art into their curriculum, they are not consciously aware of
doing so. In other words, teachers’ natural instinct to reinforce their teaching with

visual art may not be recognized and identified as a usage to integrate visual art.

5.1.4. Research Question 4. Is there a relationship between years of experience and
teachers’ beliefs related to teachers’ perceived role of the integrated curriculum in
early childhood education?

For this research question a significant relationship was recorded between
teachers who have been working for 6-10 years and 11 years and more in terms of
beliefs about teachers’ perceived role of the integrated curriculum in early childhood
education. In this research question, there were five different beliefs which were
stated by participant teachers. The first one is that integrated curriculum should be
used more in early childhood settings. The second one is that teachers need to have
more information about integrated curriculum. The third one is that integrated
curriculum is appropriate for new early childhood curriculum which was recently
improved by Ministry of National Education. The fourth one is that integrated
curriculum helps teachers while they administer activities to children. The last one is
that integrated curriculum supports child-teacher interactions in the classroom.
Further analysis indicated that some teachers who have been working for 11 years
and more think about the integrated curriculum as necessary whereas some believe

that they need more information about it. Moreover, teachers who have been working
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for 11 years and more believe that integrated curriculum is appropriate for new early
childhood curriculum developed by Ministry of National Education and integrated
curriculum helps teachers in administering activities. On the other hand, teachers
who have been working for 6-10 years believe that integrated curriculum supports
child-teacher interactions in the classroom.

In the literature, more experienced teachers are expected to practice
traditional instructional experiences (Sarason, 1991; Zeiclmer & Gore, 1990). The
result of this study is not consistent with the literature probably because the concept
of integrated curriculum is a new idea in early childhood education. Contrary to this
literature (Sarason, 1991; Zeiclmer & Gore, 1990), more experienced teachers prefer
to use new approaches, more specifically an integrated curriculum in their
classrooms. This is due to the fact that integrated curriculum is seen as a new
approach which is not traditional. This may show that teachers who were more
experienced might initiate new ideas or new approaches in their teaching life. Firstly,
the results showed that more experienced teachers claimed that integrated curriculum
is placed on the “New Early Childhood Program” (Ministry of National Education,
2006). Especially, “New Early Childhood Program” revised in 2003 emphasized the
integrated curriculum in a more detailed way. The more experienced teachers may
trust themselves to apply new things in their classrooms. Therefore, they may give
more emphasis to this issue. Secondly, while they try to apply integrated curriculum,
they stated that they need more information about this new curriculum. At that point,
they may want to learn more information about integrated curriculum because they
think that integrated curriculum in early childhood education is important. Thirdly,
more experienced teachers believe integrated curriculum to be necessary, and useful
in administering activities. According to them, integrated curriculum should be a part
of the early childhood curriculum because it provides opportunities to teachers in
order to teach more durable information. This may result from their high number of
years of experience. In their teaching life, they may have applied different
curriculums and had different experiences related to them. Thus, they may prefer to

use integrated curriculum and they believe in its benefits in children’s life. For that
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reason, they may believe that an integrated curriculum in early childhood education

is necessary and believe it is useful to administer activities.

Is there any statistically significant relationship between teachers’
educational background and their beliefs? For this main research question, there

were four specific research questions as previously indicated.

5.1.5. Research Question 5. Is there a relationship between teachers’ educational
background and their beliefs related to integrated curriculum?

The findings of this research question did not match with expectations. The
results showed no significant relationship between teacher’s graduation levels and
their beliefs related to integrated curriculum.

The literature claimed that educational background is one such mediator of
beliefs in early childhood (McMullan & Alat, 2002). However, the results of this
study were not supported by the literature. The number of teachers who have
graduated from two-year vocational school are insufficient (39 out of 255) when
compared to teachers who have graduated from high school and university (216 out
of 255) might be the reason of the insignificance of educational level on teachers’
beliefs. Therefore, comparing these variables may not be suitable for statistical

analysis.

5.1.6. Research Question 6. Is there a relationship between teachers’ educational
background and their beliefs related to integration of visual art with other activities?
Results of this research question indicated a significant relationship between
teachers who have graduated from two year vocational school and teachers who have
graduated from university in terms of beliefs related to integration of visual art with
other activities. Further analysis was conducted to examine the relationship in more
detail. This showed that teachers who had graduated from university believe that the
integrative curriculum had more positive impact on the teacher and administration of
activities when compared to teachers who had graduated from two year vocational

school.
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This finding is consistent with the literature (Cassidy & Lawrence, 2000). It
found that preschool teachers with 4-year versus 2-year degrees were better able to
construct their beliefs related to their practices with young children. In addition,
when compared to these, university graduates are twice as likely to supply
“cognitively focused” rationales for their curriculum preferences. This may result
from the differences between the features of the university and two-year vocational
school graduates. These features include the number of the courses, the quality of the
courses, and the content of the courses which were taken during the teachers’ school
life. It is expected that university graduates took more courses compared to two-year
vocational school graduates. The curriculum for child development program in two-
year vocational school, (Child Development Curriculum, 2003) shows nineteen
departmental courses. On the other hand, the old version of the early childhood
education curriculum includes twenty-nine departmental courses. Examining the
content of the courses in two-year vocational schools is similar to the content of the
university programs. However, the time of the courses in the two year vocational
school is less than the early childhood program in universities. Interestingly, while
teachers who have graduated from two-year vocational school have a significant
relationship between university graduates, teachers who have graduated from high
school have no significant relationship with university graduates in terms of their
beliefs related to integration of visual art with other activities. Actually, the same
results related to both high school and two-year vocational school graduates were
expected to be found when compared to university graduates. However, when
university programs were compared with high school programs, it can easily be seen
that university programs are designed to improve pre-service teachers’ knowledge in
a detailed manner. Moreover, further analysis was conducted. As a result of this
analysis, the following outcome was found: The teachers’ educational level in private
school is higher (63.5 % of them have graduated from high school) than public
school teachers (8.8 %). At that point, it can be said that teachers who have been
working in private schools may apply integrated activities more easily because of
their flexible curriculum approach. This may be the result of the difference between
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high school and two year vocational school graduates in terms of this research

question.

5.1.7. Research Question 7. Is there a relationship between teachers’ educational
background and their beliefs related to usage about integration of visual arts?

For this research question, a significant relationship between teachers who
have graduated from high school and university in terms of beliefs about the usage
about integration of visual arts was found. To understand the relationship, further
studies were conducted. The results showed that teachers who have graduated from
high school prefer to use integration of visual art with all other activities and with
one specific activity compared to graduates from two-year vocational school.
Similarly, teachers who have graduated from university prefer to integrate the visual
art activity with all other activities and with one specific activity compared to
graduates from two-year vocational schools.

The results indicate the importance of teacher education programs. In fact,
teacher education programs are so important to be a teacher. Of course, there is a
difference between teacher education programs in high school and university in
terms of number of courses or content of the courses. However, the issue of
integrated curriculum may be emphasized in both programs because both of them try
to follow recent developments in education.

The reason for this result might be the idea that the rate of teachers who have
graduated from high school and university attend training related to visual art such as
seminars, conferences, or in-service training are similar to each other. That is, 47.3 %
of teachers who have graduated from high school participate in training related to
visual art while 41.8 % of teacher who have graduated from university participate in
training. This might indicate that the preschool teachers’ who have attended training
were aware of the importance of integration. Moreover, teachers might prefer to

apply visual art more consciously with the help of the training.
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5.1.8. Research Question 8. Is there a relationship between teachers’ educational
background and their beliefs related to teachers’ perceived role of the integrated
curriculum in early childhood education?

According to the results of this research question, a significant relationship
between teachers who have graduated from high school and two-year vocational
school in terms of teachers’ perceived role of the integrated curriculum in early
childhood education was found. Further analysis indicated that teachers who have
graduated from high school think about the integrated curriculum as necessary and
they need more information about it. Moreover, teachers who have graduated from
high school think that integrated curriculum contributes to the administration of
activities and it supports child-teacher interactions in the classroom. On the other
hand, teachers who have graduated from two year vocational schools believe that
integrated curriculum is appropriate for new early childhood curriculum developed
by Ministry of National Education and integrated curriculum helps teachers in the
administration of activities. One of the teachers involved in this study commented on
this issue as follows:

This curriculum is a part of the program which has been developed by
Ministry of National Education. With the help of it, teachers can apply the
activities in a more free and flexible way. This curriculum offers us to apply
activities by giving importance to children’s age, their developmental levels,
their needs, and individual differences among them (Participant # 36).

Another participant teacher stated:

Integrated curriculum should be part of the Early Childhood Program because
visual art is very important for child development. Moreover, in order to
educate more sensitive individuals, the importance of visual art must not be
disregarded (Participant # 41).

Answers to this research guestion indicated that teachers who were graduated
from high school think that integrated curriculum should be used more in early
childhood settings. Also, teachers claimed that they need more information about the
application, procedures or plans about integrated activities. Moreover, they believe
that integrated curriculum helps teachers to teach something to children. As a result
of this, they can see children’s progress during the activity. The last important

category of this question is child-teacher interaction. Teachers believe that integrated

92



curriculum is a powerful tool for interacting with children. Therefore, they can get to
know children more deeply. There are some examples about teachers’ answers about

the role of the integrated curriculum in the early childhood curriculum. These are;

“This curriculum is in need of child-centered approach” (Participant # 27).

e | think that this program is very helpful for children to help them to
construct more durable knowledge” (Participant # 39).

e “This curriculum is an important point on the agenda and on the Early
Childhood Program. With the help of it, early childhood teachers apply the
curriculum in a more creative and enjoyable way with more time” (Participant
# 45).

e  “This curriculum prepares children for primary education” (Participant # 90).

e “While this curriculum supports child development, it helps teachers to apply

their activities more easily” (Participant # 158).

It can be obviously seen from answers of teachers that the role of the

integrated curriculum is essential for early childhood education.

Is there any statistically significant relationship between attending courses
related to visual art and teachers’ beliefs related to integrated curriculum? For this
main research question, there were four specific research questions as previously

stated.

5.1.9. Research Question 9. Is there a relationship between attending courses on
visual art or not and teachers’ beliefs related to integrated curriculum?

Results to this research question reported no significant relationship between
whether teachers attended courses or not in terms of their beliefs about integrated
curriculum.

Although the teachers did not take any courses about this subject, they might
learn lots of things in their experiences. In fact, although pre-service experiences
were very important, teachers may have developed themselves more in their practical

life. That is, as the number of their experiences rises, they may have gained more
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useful information about improving themselves. Therefore, they may have a strong

sense of self-efficacy about integrated curriculum.

5.1.10. Research Question 10. Is there a relationship between attending course on
visual art or not and beliefs related to integration of visual art with other activities?

The results revealed a significant relationship between teachers who attended
the courses or teachers who did not attend the courses in terms of beliefs about
integration of visual art with other activities. Further analysis was conducted to
understand the relationship between them. Results showed that teachers who
attended the courses believe more in the supporting effects of integration of visual art
on teachers and child development when compared to teachers who did not attend
any course related to visual art.

The finding was supported by the literature in a general way. That is, teachers
who have taken courses in early childhood education were probably taught the
principles that are reflected in the NAEYC guidelines. Although teacher beliefs are
affected by their experiences prior to teacher education programs (Brousseau et al.,
1988), teachers’ beliefs and practices are influenced by teacher education programs
(Smith, 1997). In addition to this, further analysis indicated that 54.2 % of teachers
who attended the courses have graduated from university (84 out of 155). This might
be the result of this significance because the content of the courses are different from
the high school, two year vocational school, and university level. It can be drawn
from the findings that teachers who have graduated from university have more
positive attitudes toward integration of visual art with other activities in terms of

child development, teachers, and administration of activities.

5.1.11. Research Question 11. Is there a relationship between attending course on
visual art or not and beliefs related to usage about integration of visual arts?

For this research question, the results revealed that there was a significant
relationship between teachers who attended the courses or teachers who did not
attend the courses in terms of beliefs about the usage about integration of visual arts.

Further study showed that teachers who attend the courses related to visual art prefer
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to integrate visual art with all other activities, with one specific activity and as a
reinforcer activity after applying one activity.

This result revealed that courses which are related to visual art might
influence teachers’ experiences related to integration in their classrooms. These
courses were generally applied in two parts. The first part includes the theoretical
and the second part includes practice. This might be helpful for pre-service teachers
to learn the principles of visual art more effectively in those courses. Moreover, the
literature claimed that practice teaching in pre-service teacher education can be seen
as an important opportunity for further exploration (Martinez, 1998). Pre-service
teachers have opportunity to practice in early childhood institutions in all educational
levels such as high school, two year vocational school, and university. Every teacher
in each level has to participate in practice teaching in order to get a degree. For
example, university programs such as Early Childhood Education offer this
experience three times during teachers’ educational life (Higher Education Council,
2007). Therefore, pre-service teachers could apply this knowledge which was gained
from the courses. This type of learning will be durable for pre-service teachers. For
that reason, these teachers might be applying more things about integration of visual
art because they could have experience about them in their school life. As a result,
this finding might be related to the importance of courses which are related to visual

art and their application in real settings.

5.1.12. Research Question 12. Is there a relationship between attending course on
visual art or not and beliefs related to teachers’ perceived role of the integrated
curriculum in early childhood education?

Results revealed no significant relationship between teachers who attended
the courses or teachers who did not attend the courses in terms of beliefs about the
teachers’ perceived role of the integrated curriculum in early childhood education.

This may result from the opportunities of pre-schools. That is, in Turkey,
even though both public and private schools depend on Ministry of National
Education, there may be different opportunities and facilities in these schools.

However, with the help of the Ministry of National Education, schools follow the
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same curriculum, hence, the same basic considerations. Therefore, teachers might
improve themselves with the help of their working institutions. As a result of this,
while working in private or public pre-schools; these teachers might gain essential
information about early childhood education. That is, when they deal with young
children, they might have opportunity to have various useful experiences in
classroom settings. Of course, courses which were taken during educational life are
important; however, teachers might continue to develop themselves by using the
facilities of their working institutions. The reason behind the insignificance of this

research question might derive from this issue.

5.2. Validity Threats of the Study
5.2.1. Internal Validity of the Study

Internal validity of the study includes the degree, to which the observed
differences about dependent variables directly influence the independent variables,
not the extraneous variables that may influence the results of the study (Fraenkel &
Wallen, 2006). Possible threats to internal validity are discussed in this section.

In a survey research, four main internal validity threats are stated to influence
the results of the study such as; “mortality, location, instrumentation and instrument
decay” (Fraenkel & Wallen, 2006, p.424).

In the present study, the instrument was indirectly administered. That is, it
was collected from the participants after they completed the instrument. Therefore,
there was no mortality threat as there was no loss of subjects. However, some
participants did not want to complete the questionnaire. At this point, response rate
was calculated. In fact, response rate was 80% in the study. Moreover, the
instruments were administrated to all participants in similar physical settings of the
preschools classrooms. That is, the participant teachers filled the questionnaire in
their own classrooms. For that reason, location and instrumentation could not be
threats to the study. According to instrumentation decay, this study is also not

expected to be a threat to internal validity in this study.
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5.2.2. External Validity of the Study

External validity is defined as the “extent to which the results of a study can
be generalized from a sample to a population” (Fraenkel & Wallen, 2006, p.104).
The target population of the present study was all 5-6 years olds’ teachers in Turkey.
The accessible population was determined as all 5-6 years olds’ preschool teachers
working in private and public schools in Cankaya, Kecioren, Yenimahalle, Mamak,
and Etimesgut districts of Ankara. The participants of this study involve 265
preschool teachers working in Ankara. While 137 of them have been working in
private pre-schools, 119 of them have been working in public pre-schools. In fact,
the sample of the present study still consisted of quite large number of participants,
and it was representative of the intended population to at least some degree.
Therefore, the findings of this study may be generalized to all preschool teachers in

Ankara.

5.3. Implications

According to findings of this study and previous studies about this issue or
related issues, some implications can be offered to preschool teachers, specialists
who have work on curriculum development, schools, teacher education programs and
Ministry of National Education.

According to teachers, this study offered significant information about
general beliefs of preschool teachers on integrated curriculum issue. This will
provide them with information regarding integration of visual art activities and
explain the importance of applying it for children and teachers. Moreover, this
research may help teachers be aware of different kinds of integrated activities in
order to support child development, help teacher in administration of activities, and
provide opportunity to understand the early childhood integrated program in a more
detailed way. Furthermore, this study may encourage teachers to start working with
specialist in order to prepare appropriate integrated curriculum for children.

Regarding curriculum development, this study emphasized the issue of

integrated curriculum. Therefore, specialists who have worked on curriculum
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development could begin to work on integrated curriculum such as integration of
visual art with other activities in early childhood education.

According to teacher education programs, this study showed that there are
important implications about this issue. By means of the current study, it was seen
that teachers did not use integration of activities consciously. They use integration to
save time, and because it is enjoyable and easy to apply. Hence, it is hoped that this
study will encourage related departments such as early childhood education, to give
more importance to child development by adding more courses or enriching the
content of the courses such as “curriculum in early childhood education, visual art in
early childhood education, teaching science and teaching mathematics in early
childhood settings”. In addition to teacher education programs, this study showed
that Ministry of National Education may realize the importance of training programs
for preschool teachers about integrated curriculum and may prepare more programs
on integrated curriculum to help teachers become aware of the current issue.

Furthermore, this study conducted for preschool teachers in Turkey showed
different beliefs and their relationships about integrated curriculum, thus it can offer

the way to other researchers who are interested in this issue.

5.4. Recommendations for Further Studies

This study can be developed or adapted in the following ways:

e A scale related to “Teachers’ Beliefs about Integrated Curriculum” can be
developed on the basis of the questionnaire in this study.

e Some additional data collection methods such as observation, and interviews
could be added in order to identify teachers’ practices.

e Analysis of the differences between beliefs of art and integrative curriculum
of teachers who have been working in public and private schools.

e More teachers who have worked in early childhood settings in other regions
could be involved in such a study.

e Pre-service teaching plays an important role on teachers’ teaching life. For
that reason, it would be interesting to analyze pre-service’s effect on teachers’

beliefs related to integrated curriculum.
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APPENDIX A

PERMISSION TO USE INSTRUMENT IN SCHOOLS OF ANKARA
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OZTURK'tin “Okul Oncesi Donemde Sanatin Matematik ve Fen Etkinlikleri ile
Biitlinlestirilmesi Konusunda 5-6 Yas Okul Oncesi Ogretmenlerinin Inamslar™ konulu

aragtirmada veri toplama araci olarak kullanilacak anketlerin Ankara ili egitim kurumlarinda
uygulama izin talebi incelenmistir.
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APPENDIX B

THE INSTRUMENT USED IN THE MAIN STUDY
1. BOLUM

Okul Oncesi Dénemde Gorsel Sanat Cahismalar1 ve Bu Cahsmalarin
“Biitiinlestirilmis Program” Icindeki Yeri :
ACIKLAMA: Biraz sonra dolduracagimiz anket sizin okul Oncesi egitimde
E“bﬁtﬁnlestirilmis program” (bir etkinligi diger bir etkinlige entegre etmek) ve bu;
program icerisinde gorsel sanatlarin ( resim c¢aligmalari-boyama, ¢izim, baski, ebru,
vd iki boyutlu ¢alismalar- ve ti¢ boyutlu insa ve sekillendirme ¢alismalar -Kil, oyun
Ehamuru, artik malzeme ile insa ¢aligmalar1 vd.) yeri hakkindaki diislincelerinizi ve
Einanlslarlmzl O0grenmeyi amaglamaktadir. Sizden alinmis olan cevaplar akademiké
;bilgi elde etmek amaciyla, sadece arastirmaci tarafindan kullanilacak ve kesinlikleE
gizli tutulacaktir. Bilimsel bir ¢alismaya yapacaginiz katkilardan ve sorulara cevap
verirken gostereceginiz duyarliliktan dolayr simdiden tesekkiir ederim.
: ) Ars. Gor. Elif Oztiirk

ODTU, Egitim Fakiiltesi, [lkdgretim Bolimii

2. BOLUM
1. Cinsiyetiniz 1) Erkek I 2) Kadin r

2. Kacg yildir 6gretmenlik yapiyorsunuz?
M1-5yildir 7 6-10yildir T 11-15yildir 7 16-20 yil [T 20 yil ve tizeri

3. En son mezun oldugunuz okul hangisidir? Liitfen boliimiiniizii yaziniz.

1) Lise L e

2) Yiksekokul L
3) Universite L s
4) Yiksek Lisans I oo
5) Doktora L

4. Su anda gorev yaptiginiz okulun tiirii nedir?

1) Ozel ™ 2) Devlet ™ Liitfen sayfay1

geviriniz
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5. Egitim hayatimz boyunca gorsel sanatlarla ilgili ders aldimz m?

Cevabiniz Evet ise bunlar nelerdir?

1) Evet I 2) Hayir I

V=] B 1T

6. Ogretmenlik yaptiginiz siire icerisinde gorsel sanatlarla ilgili herhangi bir

egitim, seminer ya da konferansa katildimiz mi1? Cevabinmiz Evetse bunlar
nelerdir?

1) Evet I 2) Hayir I

BVt 198, e

3. BOLUM

7. Okul oncesi donemde etkinliklerin birbirleri ile biitiinlestirilmesi

konusunda ne diisiiniiyorsunuz?

Sizce okul oncesi egitimde hangi etkinlikler birbirleri ile entegre

edilebilir?
1) ile 3) e e
2) e e, A) ot e,

Sizce etkinliklerin birbirleri ile biitiinlestirilmesinin olumlu ya da

Olumsuz yanlari nelerdir?

1)Olumlu: 2)Olumsuz:

) PR ) PR

P ) P

P P

e P s

P P s SN

Liitfen sayfay1

¢eviriniz
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10. Sizce gorsel sanatin okul 6ncesi miifredatindaki yeri (6nemi) nedir?

11. Sizce gorsel sanat yolu ile gerceklestirilen etkinlikler cocuklarin hangi

gelisim alanlarina yardimei olur?

1) S
7) W ) VU UUU TR TSR
3) e, ) e,

12. Simf i¢ci uygulamalarimizda gorsel sanat etkinligini ne sekilde
kullamiyorsunuz? (Birden fazla secenek isaretleyebilirsiniz)
™ 1) Anaetkinlik ™ 3) Yardime etkinlik
7 2) Biitiinlestirilmis etkinlik " 4) Serbest zaman etkinligi

13. Sizce asagidaki sanat materyallerinin hangilerinden okulunuzda yeterli
olciide var? (Birden fazla secenek isaretleyebilirsiniz).
1)Pastel boya I~ 4)Suluboya ™ 7)Kuruboya I 10)Parmak boyasi™
2) Toz boya I~ 5)Kil " 8)OyunHamurul™ 11)Elisikagid ™
3) Fon kartonu [~ 6) Fir¢a ™ 9)Yapistiier [ 12) Makas I

> Yeterli oldugunu diisiinmiiyorsaniz sizce nedeni/leri ne olabilir?

» Bu materyallerden sizin hazirladiklarimiz var mi? Cevabiniz Evet ise
bunlar nelerdir?
1) Evet I 2) Hayir I

V=] B 1= U

Liitfen sayfay:
¢eviriniz
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14. Asagidaki gorsel sanat etkinligi tiirlerinden hangilerini simif igi
etkinliklerinizde uyguluyorsunuz? (Birden fazla secenek
isaretleyebilirsiniz).

1) Boya (Renklendirme) Calismalari 2) Baski Calismalari
- Pastel boya r - Firga Baskisi r
- Sulu boya r - Parmak Baskis1 r
- Kuru boya r - Yaprak Baskis1 r
- Parmak boyasi r - Kumas Baskis1 r
-Ip Baskis1 r
- Sebze-Meyve Baskisi r
3) Kolaj 4) Yogurma Maddeleri ile Cahsma
- Kagitla yapilan kolaj r - Oyun hamuru r
(dergi, gazete, elisi kagidr) - Kil r
- Artik materyallerle yapilan kolaj r - Kagit Hamuru r
(plastik, metali kumas) - Plastilin r
- Dogal malzemelerle yapilan kolaj r - Tuz Seramigi r
(yaprak, agag dali)
5) Uc Boyutlu Diizenleme (Yapisal) | 6) Origami I
Calismalan
- Artik materyallerle yapisal ¢aligma r
- Dogal materyallerle yapisal ¢alisma r
7) Kukla I 8) Maske I
9) Yazilan tekniklerin diginda eklemek istediginiz ¢alisma varsa yazar misiniz?

4. BOLUM
15. Uygulamalarimz sirasinda yasadigimz deneyimlerden yola c¢ikarak sizce
gorsel sanatlarin diger etkinliklerle biitiinlestirilmesi konusunda ne

diisiiniiyorsunuz?

N7

Liitfen sayfay1
¢eviriniz
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16. Sizce okul Oncesi egitimde gorsel sanat etkinlikleri ile hangi etkinlikleri

biitiinlestirebilirsiniz?

1) WO 7 T
7) 5)
k) W ).

17.Siz gorsel sanatlar1 diger etkinliklerle biitiinlestirerek kullaniyor
musunuz?

1) Evet ise NASIL KULLANIYORSUNUZ?

2) Hayir ise NEDEN KULLANMIYORSUNUZ?

18. Sizce gorsel sanatlarin diger etkinliklerle biitiinlestirilmesi cocuklarin

gelisimlerine ne sekilde katkida bulunulabilir?

N2

Liitfen sayfay:
geviriniz
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19. Sizce gorsel sanatlarin diger etkinliklerle biitiinlestirilerek kullanilmasi

egitim siireci icerisinde sizlere ne gibi kolayhklar saglar?

20. “Biitiinlestirilmis Program”in okul dncesi miifredatindaki yeri hakkinda

ne diisiiniiyor sunuz?

Anket bitti, yardimlarinizdan dolay: tesekkiirler. ..

N7

Liitfen sayfayi
geviriniz

128



5. BOLUM

Bu ¢alismanin devaminda yapacagimiz goriismede yer almak
ister misiniz? :
Eger cevabiniz EVET se asagidaki bilgileri doldurur musunuz?

1) EVET ™ 2) HAYIR I

* Bu caligma ile ilgili soru, oneri ve her tiirlii bilgi i¢in iletigime
gecebilirsiniz. H

Elif Oztiirk
Ortadogu Teknik Universitesi
Okul Oncesi Ogretmenligi Boliimii
eozturk@metu.edu.tr
Tel No: 210 36 58
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APPENDIX C
THE INSTRUMENT USED IN THE PILOT STUDY

Degerli Meslektasim,

Bu anket yiiksek lisans tezim icin hazirlanmis olup, amacim okul oncesi
ogretmenlerinin gorsel sanatlar hakkindaki gériiglerini belirlemek ve okul
oncesinde kullanilan gorsel sanatlarin (resim ve heykel ¢alismalarimin) diger
derslerle entegre edilmesi konusundaki goriislerini arastirmaktir. Vereceginiz
cevaplar benim igin biiyiik 6nem tasimaktadir. Bu yiizden cevaplarimizin samimi
ve detayli olmasi ¢ok onemlidir. Cevaplariniz sadece arastirmaci tarafindan
incelenecektir. Bu anketler doldurulduktan sonra yine arastirmact tarafindan
alinacaktir. Zaman aywdiginiz icin simdiden tesekkiir ederim.

Ars. Gor. Elif Oztiirk, ODTU, Egitim Fakiiltesi, Ilkogretim Boliimii

E-Posta: eozturk@metu.edu.tr, Tel no: 210 36 58

ANKET
1. Kag yildir 6gretmenlik yapryorsunuz? ............
2. En son mezun oldugunuz okulun adi ve bolimi
NEAIT?.c.oiiierie e

3. Universite/Lise egitiminiz sirasinda gérsel sanatlarla ilgili ders aldiniz m?

Aldvysaniz derslerin isimleri nelerdir?

Almadiysaniz nedenini agiklar misiniz?

4. Sizce okul Oncesi egitimde gorsel sanatlarin (resim ve heykel ¢alismalarinin)

yeri nedir? Diistincelerinizi agiklayiniz.
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5. Okul oncesi egitimde gorsel sanatlarin (resim ve heykel calismalar1 ) diger
etkinliklerle entegre edilmesi konusunda ne diisiinliyorsunuz? Uyguluyor

musunuz? Nasil?

6. Okul oncesi egitimde matematik ve fen etkinliklerinde sanati kullaniyor

musunuz?Evetse ne sekilde kullantyorsunuz? Eger kulanmiyorsaniz neden?

7. Sizce gorsel sanat okuloncesinde diger etkinliklerle kullanilmas1 diginda nasil

kullanilabilir?

8. Gorsel sanatlara karsi 6zel bir merakiniz var m1? Varsa agiklar misiniz?

Tesekkiir Ederim......
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