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ABSTRACT

INTEGRATING SUSTAINABILITY
INTO
EARLY CHILDHOOD EDUCATION
THROUGH IN-SERVICE TRAINING:
AN EFFORT TOWARDS TRANSFORMATIVE LEARNING

FERIVER GEZER, Sebnem

M.S., Department of Early Childhood Education

Supervisor : Dr. Refika OLGAN
Co-supervisor: Assoc. Prof. Dr. Gaye TUNCER TEKSOZ

December 2010, 195 pages

The aim of this study is twofold, first is to create an in-service training example
that can be conducted with childhood education teachers in framework of transformative
learning towards learning for sustainability and education for sustainable development.
Second aim of study is to investigate effects and contributors of created transformative
learning example on participants’ perspective transformation. 24 teachers were involved
as convenient sample in this research. Research methodology combined two basic data
gathering and analysis methods. Sample group participated in seven half day in-service
training, at the end of training initial inquiry was conducted by using Learning Activities
Survey with all participants and it was continued with 6 follow-up interviews. Assessment
tool and interview format were developed by Kathleen P. King (1997) and were translated
in Turkish and adapted for the use of this research.

The results of this research revealed that 100% of participants experienced

perspective transformation at varying degrees in relation to in-service training conducted.
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The most telling findings indicate that: (a) perspective transformation learning experiences
include major shifts in learner’s understanding of his/her life and world, (b) journey of
transformative learning differs among learners, (c) sampled population experienced some
changes in their perspective of their beliefs, assumptions and points of view as well as
they transitioned to a more differentiated frame of reference which is related with
sustainability, (d) both classroom assignments and support were noted as important
contributors of perspective transformation, (e) discussions, group projects, critical
thinking activities, self-evaluation of participants and unconventional structure of training,
support of trainer, support from others and challenge from trainer were evaluated as main

contributors to perspective transformation.

Keywords: Transformative Learning, Education for Sustainability, Education for

Sustainable Development, In-Service Training, Early Childhood Education



0z
SURDURLEBILIRLIGIN
HiZMETICI EGITIM ILE
OKUL ONCESI EGITIME ENTEGRE EDILMESI:
DONUSTURUCU OGRENMEYE YONELIK BiR CABA

FERIVER GEZER, Sebnem

Yiiksek Lisans: Erken Cocukluk Egitimi

Tez Yoneticisi : Dr. Refika OLGAN
Ortak Tez Yoneticisi: Dog. Dr. Gaye TUNCER TEKSOZ

Aralik 2010, 195 sayfa

Bu ¢alismanin amaci iki kivrim igermektedir. Ilk amag, erken ¢ocukluk egitimi
ogretmenleriyle uygulanacak siirdiirlebilirlik i¢in 6grenme ve siirdiiriilebilir kalkinma igin
egitim hedeflerine yonlendirilmis doniistiiricii 6grenme ¢ergevesinde olusturulmus bir
hizmetigi egitim Ornegi ortaya koymaktir. Calismanin ikinci amaci, olusturulan
doniistiiriici 6grenme 6rneginin katilimcilarin perspektif doniisiimlerine etkilerini ve bu
doniistime nelerin katki sagladigim aragtirmaktir. Bu c¢aligma, uygun 6rnekleme yoluyla
secilen 24 okul Oncesi 6gretmeni ileger¢eklestirilmistir. Arastirma metodu iki temel veri
toplama ve analiz etme metodunu icermektedir. Katilimcilarla 7 yarim giinlik bir
hizmetigi egitim gergeklestirilmis, egitimin sonunda Ogrenme Etkinlikleri Anketi tiim
katilimcilarla uygulanmis, veri toplama stireci daha sonra 6 kisiyle yapilan miilakatlarda
desteklenmistir. Her iki degerlendirme araci da Kathleen P. King (1997) tarafindan
gelistirilmis olup bu ¢alismanin amact dogrultusunda Tiirk¢e’ye cevirilmistir; adaptasyon

ve giivenirlik ¢aligmalar1 yapilmistir.
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Calismanin sonucunda katilimeilarin tiimiiniin (%100) uygulanan hizmetici egitim
dolayisiyla farkli seviyelerde perspektif doniisiimii yasadig1 ortaya konmustur. Calismada
elde edilen en 6nemli bulgular: (a) perspektif doniisiimii 6grenme deneyimleri, 6grenenin
kendi hayatin1 ve diinyay1r anlamlandirmasinda 6nemli degisimleri igermektedir, (b)
doniistiiriici 6grenme yolculugunu her 6grenen farkli sekilde deneyimlemektedir, (c)
calismanin orneklem grubu, siirdiiriilebilirlikle ilintili farklilagtirilmis referans iskeletine
intikal ettik¢e, kanaatlerinde, varsayimlarinda ve bakis agilarinda degisimler yasamistir,
(d) destek ve hizmetici egitimde yer alan sinif i¢i gorevleri perspektif doniisiimiine katki
yapan faktdrler olarak bulunmustur, (e) tartismalar, grup projeleri, elestirel diisiinme
etkinlikleri, katilimcilarin 6zdegerlendirmeleri, egitimin geleneksel olmayan yapisi,
egitmenin destegi, diger katilimcilarin destegi ve egitmenin katilimciyr basa g¢ikmasi
gereken durumlarla kars1 karsiya birakmasi perspektif doniisiimiine katki saglayan temel

unsurlardir.

Anahtar Kelimeler: Déniistiiriicii Ogrenme, Siirdiiriilebilirlik icin Ogrenme, Siirdiiriilebilir

Kalkinma i¢in Egitim, Hizmeti¢i Egitim, Erken Cocukluk Egitimi
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CHAPTER 1

INTRODUCTION

1.1 Statement of the Problem
1.1.1 Current State of the Planet

At the beginning of 19™ century income per capita in top 10 wealthy nations was 3-
fold of income per capita in top 10 poor nations. At the beginning of 21% century, this
proportion became as 50-fold (Maddison, 2003). Over the past millennium, world population
rose 22-fold, income per capita increased 13—fold, world GDP nearly 300-fold (Maddison,
2001). The growth process was uneven in space as well as time. Economic development
brought many advantages like greater life expectancy, more consumer choice, some extension
of freedom and equality. However, both benefits and the costs are not shared equally.
Economic instability, social exclusion, ecological loss, insecurity are some of the outcomes of
the current system. We are seeing increasing health impairments (diabetes, heart disease,
cancer, depression and anxiety etc.) as a result of modern ways of living. Impacts of
unsustainable living are not evenly distributed. Children — the most vulnerable of humans —
face the greatest risk of developing such health problems as well as while some humans are
enjoying the benefits of the system while some others are disproportionately bearing the
burden of it. As Stern (2006) explains, “the poorest developing countries will be hit earliest
and hardest by climate change, even though they have contributed little to causing the

problem.”



As Huckle (2000) explains, most of the world’s people are living their lives
ecologically, economically, socially, culturally and personally unsustainable. Indicators of this
claim can be found in many global reports. According to the Human Development Report
(1998) prepared by UN, global inequalities are worsening. 86% of global consumption is done
by 20% of world population while among the 4.4 billion people in developing countries, one
third has no safe drinking water, and one quarter has inadequate housing. According to the
Living Planet Report prepared by World Wildlife Fund (WWF, 2008), since 1970, more than
30% of world’s natural wealth destroyed by humans. Since 1960, carbon emissions have
doubled, marine fish consumption has doubled, and half of accessible fresh water is used up.
The Global Environmental Outlook report (GEO, 2000) from UNEP explains that 80% of the
world’s forest cover has been cleared, degraded and fragmented.

Towns are bigger in size, open spaces and green areas are diminishing. Accordingly,
areas for children to play are decreasing as well as their lives are more organized by adults
with activities to fit modern life styles (Hillman, 1999). Consequently, young children have
less opportunity for outdoor play. People living in urban areas and living in developed
countries are not familiar with land anymore. The result of this situation is inability to
comprehend production mentality. Most of the children does not know that ice-cream they
consume is made from products that come from a cow, or breads they consume is originated
from fields and it’s becoming harder to comprehend that these products do not simply come
from supermarket. In addition to this, since materials we consume no longer come from our
immediate places, but from places all around the world because of globalization,
comprehension becomes more difficult. It is important to mention about the environment as

well as how everybody’s life is linked to another and to nature so that wise decisions and
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choices can be made. As Tricia Herbert (2008) stated “this generation could make or break the
Earth’s future”. As usual, it is important to approach this issue critically. Researches made in
past thirty years points out that simply knowing about environmental issues does have minor
effect on behavior (Gould, 1991; Orr, 2004; Rickinson et al, 2004).
1.1.2 Current State of Education and Teachers

Serious preoccupation with environmental problems is a relatively recent
phenomenon in contemporary society. It is now recognized that many human activities,
collectively, have destructive and possibly irreversible consequences. The sense of urgency
about environmental problems expressed at the Stockholm Conference in 1972 still remains
(UNESCO, 1977). We are moving towards unsustainability. Schumacher (1973, p.64)
described education as the “greatest resource” for achieving a just and sustainable society.
Characteristics of sustainable communities are provided in Table 1.1.

Table 1.1 13 general indicators of a sustainable community

1. Resources are used efficiently and waste is minimized by closing cycles

2. Pollution is limited to levels which natural ecosystems can cope with and without damage

3. The diversity of nature is valued and protected

4. Where possible local needs are met locally

5. Everyone has access to good food, water, shelter, and fuel at reasonable cost

6. Everyone has the opportunity to undertake satisfying work in a diverse economy; the value of
unpaid work is recognized, whilst payment for work are fair and fairly distributed

7. People’s good health is protected by clean, safe, pleasant environments and health services
which emphasize prevention of illness as well as proper care for the sick

8. Access to facilities, services, goods and other people is not achieved at the expense of the
environment or limited to those with cars

9. People live without fear of personal violence from crime or persecution because of their
personal beliefs, race, gender or sexuality

10. Everyone has access to the skills, knowledge and information needed to enable them to play a

full part in society



11. All sections of the community are empowered to participate in decision-making
12. Opportunities for culture, leisure and recreation are readily available to all
13. Places, spaces and objects combine meaning and beauty with utility. Settlements are ‘human’

in scale and form. Diversity and local distinctiveness are valued and protected.

Source: Local Government Management Board , 1997, p. 34

Now, let’s look at the teacher’s role in building sustainable societies. In the
Brundtland Report (WCED, 1987) it is claimed that teachers have “a crucial role to play in
helping to bring about the extensive social changes” (p. xiv). By being part of internationally
agreed report on Earth Summit, Agenda 21 (UNCED, 1992), countries committed to promote
environmental sustainability through education. Chapter 36 of the report is specifically on
“promoting education, public awareness and training”. Commission of Sustainable
Development, which was constituted by UN to monitor decisions taken in Earth Summit,
concluded in the meeting held on May 1996 that: “In order to change unsustainable
production and consumption patterns and lifestyles, it (is) essential to give great emphasis to
the role of education for sustainable development, including environmental economics as well
as environmental awareness.” (UNESCO-UNEP, 1996, pp.2-3)

In order to be able to mention about education for sustainability, what is meant by
sustainability should be considered. The word sustainability comes from the Latin sustinere
(tenere, to hold; sus, up) (Onions, 1964, p.2095). In 1980s, sustainability has been used more
in the sense of human sustainability on planet Earth. Reflection of this approach was resulted
in the most widely quoted definition of sustainability and sustainable development:
“sustainable development is development that meets the needs of the present without
compromising the ability of future generations to meet their own needs (WCED, 1987). The
"three pillars" of sustainability (environmental, social and economic) and the need for

4



reconciliation of them was mentioned at the 2005 World Summit. This view has been
expressed as three overlapping ellipses (see Figure 1.1) indicating that the three pillars of

sustainability are not mutually exclusive and can be mutually reinforcing.

Qeﬂmble Equitable

Environment e Economic

Figure 1.1 Representation of sustainability (Adams, 2006)

It seems that the UN definition is not accepted by all parties and various
interpretations have emerged. This research is based on the approach that the economy is a
subsystem of human society, which is itself a subsystem of the biosphere. According to this
approach, a gain in one sector is a loss from another. This approach is illustrated as three

concentric circles (See Figurel.2).

Society

Environment

Figure 1.2 Alternative representation of sustainability (Ott, 2003)



1.1.3 Current State of Education for Sustainability in Early Childhood Years and
Potential Role of Transformative Learning on Education for Sustainability

The term sustainability began part of educational vocabulary in early 1990s (Tilbury,
Stevenson, Fien, & Schreuder, 2002). There is different terminology used by different entities.
IUCN-The World Conservation Union uses “education for sustainable living”, “education for
sustainable development” is also being used (UNESCO-UNEP, 1996) and “education for
sustainability” is another usage (National Forum on Partnerships Supporting Education about
the Environment, USA 1996). “Environmental education for sustainability”, “environmental
education”, “development education” are other attempts. It seems clarification of both the
terminology and the meaning behind it is very complex. Details of debates will be provided in
“Literature Review” of this research.

Education for sustainability is very closely related with early childhood education.
Rationale behind previous statement grounds on many factors. In the early childhood period
children develop their basic values, attitudes, skills, behaviors and habits (UNESCO, 2008).
Since early childhood education (ECE) is about supporting intellectual, psychological,
emotional, social and physical development and lifelong learning, ECE has great potential in
fostering values, attitudes, skills and behaviours that support sustainability.

As a result, as quotes presented previously explain, education is both part and the solution
of the unsustainability problem. While education is introduced as the key to more sustainable
society, it also is a part of present unsustainable society. Hence, it is important to fulfill its

potential towards change as well as the subject of change itself. According to Hohn (1998)

there are four types of change:



e change by exception (it exists when an individual makes an exception to present

belief system)

¢ incremental change (gradual change that an individual is not aware of it)

¢ pendulum change (change that results in dramatic shift is points of view)

o paradigm change (fundamental rethinking of premises and assumptions)

Teachers of education for sustainability can be considered as change agents due to fact
that change agents deliberately try to bring about a change or innovation (Havelock &
Zlotolow, 1995). Related literature mainly directs researchers to transformative learning when
it is aimed to reach change process through adult education. As occurs in transformative
learning, change necessitates questioning of premises and assumptions. As Mezirow (1990)
indicated, transformative learning is a process in which learners critically question their
assumptions, beliefs and values in the light of acquiring knowledge and start the personal and
social change through “reframing” in perspective transformation.

Given all the facts above, change in education towards sustainability is needed.
Progress towards a more sustainable future depends on learning. As European Parliament
(2008, p.1) stated “Whereas the quality of teacher training is reflected in educational practice
and has a direct effect not only on pupils' level of knowledge but also on the formation of their
personality, particularly during the first years of their school experience”. Early childhood
teachers have potential to become agents of change. They should be supported through
transformative learning experiences so that their students will be members of more sustainable

societies.



1.2 Purpose of the Study
The purpose of this study is twofold, first is to create an in-service training example
that can be conducted with childhood education teachers in the framework of transformative
learning towards learning for sustainability. Second aim of the study is to investigate the
effects and contributors of created transformative learning example on participants’
perspective transformation. It is expected that application of the content will inspire teacher
training institutions aiming empowering teachers to become individuals who are more
inclusive in their perceptions of the world, able to reformulate their perceptions, open to other
points of view and new ways, able to integrate differing dimensions of their experiences into
meaningful and holistic relationships through reflection, dialogue, critique, concernment,
imagination and action targeting at fostering a sustainable vision of society (Mezirow, 1991).
In this research, by designing a transformative in-service learning training content, it
is aimed to reach learning outcomes as follows:
1) Teacher will be able to perceive change in self and others
2) Teacher will be critical to current perceptions and assumptions about sustainability
and development
3) Teacher will be able to identify three pillars of sustainability and relation among them
4) Teacher will explore options for new roles, relationships, and actions towards
sustainability
5) Teacher will plan a course of action in terms of education for sustainability through
acquired knowledge and skills
By gaining learning outcomes listed above, it is expected that ECE teachers will start

acting as agents of change needed for more sustainable future. By applying transformative
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learning theory into practice, in this study it was expected that both teachers and their

approach to education will transform towards sustainability.

1.3 Hypotheses of the Study

In this study, two research questions of particular interest to transformative learning

practice were answered:

a)  What proportion of the sampled population of ECE teachers experienced a
perspective transformation in terms of sustainability within the context of the
training provided?

b)  What could be the factors that facilitate perspective transformation among ECE

teachers?

1.4 Significance of the Study

The ultimate aim of the education should be to equip children with knowledge, skills
and opportunities to realize their potential and to participate in social and political life
(Education for All Global Monitoring Report, 2009). Unfortunately, most of the education
systems are standing very far from this aim. Children spend most of their times indoors,
dealing with letters and numbers, classes have very basic equipment and materials are hardly
available for children. Choices of children are not taken into consideration, while freedom of
movement, contact with nature, exchange with peers and exploration are seen as secondary
components of the education. Currently, classrooms are filled by millions of children who are
malnourished and whose brains and their education potential permanently damaged by hunger

and ill health (Education for All Global Monitoring Report, 2009). The only solution to this
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problem is being claimed as more rapid economic growth (CISCO, 2010). If more rapid
economic growth alone would overcome these deficits, India would solve many problems due
to fact that it has been among the world’s fastest-growing economies over the past two
decades. As a matter of fact, in India child health and nutrition conditions have been
improving very slowly (Education for All Global Monitoring Report, 2009). Thus, this study
argues that solution to this problem is integration sustainability into early childhood education
system through professional development of early childhood education teachers. Main
approach to ECE which was taken into account in this study is explained in the following
paragraph.

The tendency towards entering compulsory school system at early ages and global
system which empowers academic performance are the main factors bringing pressure for
ECE to ensure readiness for school. As described in Starting Strong 11 (OECD, 2006) there are
two approaches regarding that issue: readiness for school and social pedagogy tradition.
‘Readiness for school’ approach highly focuses on cognitive development, acquisition of
knowledge as well as similarities as a result of classroom experiences. ‘Social pedagogy
tradition’ deals with ECE as a tool for preparation for life and foundation stage of lifelong
learning. ECE serves to broaden the developmental need of young children as well as holistic
approach to learning is practiced and learning to live together is being emphasized.
Sustainability questions the sufficiency of established goals and educational processes. It also
challenges the traditional approach to education as schooling or formal provision (Sterling,
1996). Thus, in this study, ‘social pedagogy tradition’ was taken as a reference point in the
discussion of ECE for sustainability due to fact that ECE for sustainability accepts that young

children can be actively involved at the moment and in the future. Engagement with active
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learning, emphasis on direct experiences and free exploration are characteristics of ECE for
sustainability and the developmentally appropriate practices (Cohen, 1992).

It is vital to keep the sight of interconnectedness in all dimensions. In line with this
perspective, since quality of teacher is seen as the leading actor on children’s learning and
development (Hanushek, Rivkin & Kaim, 2005), ECE teachers have the most important role
on providing opportunities to children in the framework of sustainability. The Council of
European Union (2009, p.5) recognizes that: “No course of initial teacher education, however
excellent, can equip teachers with all the competences they will require during their careers.
Demands on the teaching profession are evolving rapidly, imposing the need for new
approaches. To be fully effective in teaching, and capable of adjusting to the evolving needs of
learners in a world of rapid social, cultural, economic and technological change, teachers
themselves need to reflect on their own learning requirements in the context of their
particular school environment, and to take greater responsibility for their own lifelong
learning as a means of updating and developing their own knowledge and skills ”. Inadequate
practices in teacher training were stated as causes of deficiencies in sustainability component
in education and it was explained that environmental education should be obligatory part of
both pre- and in-service teacher education (UNESCO, 2005a).

In Turkey, the importance of professional development of ECE teachers has not yet
been recognized. Therefore, this study is considered to be significant contribution to focus
decision-makers’ attention on how to create training opportunities specifically for ECE
teachers in order to provide them with support mechanisms as a means of encouraging them to
assume education as a process of personal and social development, which focuses on the

aesthetic, moral, physical and spiritual needs of the student as well as her cognitive
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attainment, while she is viewed as a whole person. Transformative learning as a part of
professional development in framework of sustainability may provide opportunities to
educators, their students, colleagues and institutions to change the conventional approach of
teaching and learning. Understanding sustainability may allow stakeholders to consider taken-
for-granted frames of reference points such as perspectives and habits. This study is
considered to help teachers to understand that all life on the planet is interconnected and
interdependent and meaning is derived from understanding relationships, therefore individuals
cannot act in isolation. This process has potential to meet with beliefs and opinions that will

lead to more justified actions.

1.5 Definition of Terms

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

Sustainability. In this research, researcher reached her own synthesis of the definition
of sustainability as “a radical shift of world view that includes rethinking of most patterns of
human activity, towards satisfaction and improvement of condition of ecosystem socially,
economically and ecologically.”

Transformative Learning. Transformative learning is a process in which learners
critically question their assumptions, beliefs and values in the light of acquiring knowledge
and start the personal and social change through “reframing” in perspective transformation
(Mezirow, 1990).

Early Childhood Education. Early Childhood Education (ECE) is an educational
interaction taking place in young children’s different living environments, aimed at promoting

their balanced growth, development and learning (Heindmaiki, 2008).
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Early Childhood Years. The period of children from birth to age 8 (Makin, Diaz &
McLachlan, 2007).

Early Childhood Program. As Bredekamp and Copple (1997) stated early childhood
program is any group program in a center, school, or other facility that serves children from
birth to age 8.

Teachers’ Professional Development in Early Childhood Education. NAEYC (1993)
defines professional development as learning experiences designed to improve the knowledge,
skills/behaviors, and attitudes/values of the early childhood workforce.

Environmental Education. Environmental education is a tool for “producing a
citizenry that is knowledgeable concerning the biospherical environment and its associated
problems, aware of how to help solve those problems, and motivated to work towards their
solution” (Stapp, 1969, p.30). In line with Stapp’s definition Belgrade Charter (1975, p.3-4)
approaches EE as follows: “The goal of environmental education is: To develop a world
population that is aware of, and concerned about, the environment and its associated
problems, and which has the knowledge, skills, attitudes, motivations and commitment to work
individually and collectively toward solutions of current problems and the prevention of new
ones.”

Education for Sustainable Development (ESD). Sustainable Development Education
Panel (1998, p. 30) defines ESD as: ‘Education for sustainable development enables people to
develop the knowledge, values and skills to participate in decisions about the way we do

things individually and collectively, both globally and locally, that will improve the quality of

life now and without damaging the planet for the future’.
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Education for Sustainability. Education for Sustainability (EFS) is learning that links
knowledge, inquiry, and action to help learners build a sustainable future for their

communities and the planet.

1.6 Limitations of the Study

Small size of the sample and the qualitative design of the study cause cautious
generalization of results beyond the sampled group of learners. In addition to this, since the
size of sample group is very small and demographic characteristics of participants were very
similar, demographic information did not allow seeing the results of the study vary with
different groups of people. In normal circumstances, the instrument allows researchers to
analyze individual effects and correlations. Individual differences could be studied by cross
tabulations and between chi squared test of significance between demographic groups and
between PT-Index of 1 and 3 (King, 2009). PT-Index of the whole group was scored as 3, so it
was impossible to grouping the sample according to PT-Index. Also, many categorization
options were tried for the purpose of the study and each time there was too few respondents to
be taken into account. In addition to sample size factor, it should be noted that it was not
possible to study long-term effects of the study. This study does not cover measurement of
implications on transformed beliefs, values, assumptions or expectations. Results and findings
of study were based on perceptions of participants. Values, assumptipons, beliefs or
expectations may be concepts that differ among individuals. And it’s assumed that all
participants were honest.

Research Bias: In this research, there are some areas that are open to research bias.

During interviews, the interviewer might subconsciously give subtle clues in with body
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language, or tone of voice. This could influence the subject into giving answers related with
the interviewer’s own opinions, prejudices and values (interviewer bias). Also, in this study
response bias is another type possible bias occurence due to fact that subjects consciously, or

subconsciously, might give responses that they think that the interviewer wants to hear.

This study attempted to approach the problem mentioned in the statement of the
problem section with transformative learning to empower most crucial components of the
education systems, the Early Childhood Education teachers, to increase the potential to reach
more sustainable societies. In this chapter, within overview of theoretical framework, current
state of the problem is explained. Furthermore, both purposes and educational significance of
the study is discussed. In last parts of this chapter, research questions, definition of key terms

and limitations of the study are provided.
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CHAPTER 2

LITERATURE REVIEW

In this chapter, a review of relevant literature is presented. In the first section,
sustainable development, environmental education, education for sustainable development
and education for sustainability are discussed. Then, the next section examines early
childhood education for sustainability. Third section which was entitled as “Building
Capacities of Teachers: Priority of Priorities” mainly explores roles of teachers in the attempt
of building sustainable societies. In this section mainly developments in the world and
situation in Turkey are discussed. Both pre-service EE and ESD training at universities and in-
service EE and ESD training in institutions are analyzed to realize the current state of
educational approach to sustainability. In the fourth section, transformative learning is
discussed in detail to support fundamentals of the study. Finally, a summary of this chapter is

provided.

2.1 Sustainable Development, Environmental Education, Education for Sustainable
Development, Education for Sustainability

One of the most well-known definitions of sustainable development is used in the
Brundtland Commission Report, Our Common Future, 1987, as “development that meets the
need of the present without compromising the ability of future generations to meet their own
needs” (p.43). It can be also cited to United Nations Millennium Declaration (2000), in which

the idea is that we must ensure that basic human needs may be satisfied for all human beings
16



without damaging the life-sustaining system of our planet. In 1991, The World Conservation
Union (IUCN), World Wildlife Fund (WWF) and United Nations Environment Programme
(UNEP) defined sustainable development as “improving the quality of human life while living
within the carrying capacity of supporting ecosystems, which emphasizes improving the
quality of human life while protecting the Earth’s capacity for regeneration” (IUCN, WWF,
UNEP 1991, p. 10). In Johannesburg Summit which was held in 2002, dimensions of social
justice and the fight against poverty had been added to the definition of sustainable
development and sustainable development now covers three integrated dimensions: social,
economic and ecological, for all questions of development. Helen Bergsten in Chalmers
Annual Report (2006, p.31) discusses that “sustainable development is a perspective or a
vision rather than a definition and provides room for many different starting points”. The
common message behind this concept is that the time line encompasses several generations
and there is always a global perspective. Taking responsibility and participating individually
are integral parts of Sustainable Development. And the key principle is that economic, social
and environmental processes are interrelated targeting to compose a whole as well as there are
opportunities to approach this whole from different directions.

If sustainable development is considered as a perspective or a vision that can be
embedded in every part of life, then its reflection on education should be one of the main
areas to be explored. The word education comes from the Latin e-ducere meaning "to lead
out” (Yero, 2001-2002). Education for young children should be able to stimulate their
curiosity and interest in what’s going on around them. Bloom (1979) emphasizes this
statement by giving reference to Jean Jacques Rosseau as stated in his book Emile “Teach

your child to observe the phenomena of nature... Let him know nothing because you have told
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him but because he has learnt it himself. Let him not be taught science, let him discover it. ...
begin by showing him the real thing so that he may at least know what you are talking about”
(p. 142). However, current education settings are being far from stimulators of curiosity. As
Trant (1986) criticizes education of today “schooling today is over-intellectual, it has become
too abstract and too cognitive” (p.22). This approach may lead to boredom and
disenchantments of later years as well as preoccupation with artificial things and alienation
from the sources of our strength (Carson, 1965). Current situation in educational environment
highly depends on the world-views affecting curriculum and instruction models. Educational
scholars have developed a variety of frameworks to illustrate and explain educational
approaches that apply to both formal and non-formal education. Greig, Selby and Pike (1989)
developed a chart (See Table 2.1) to display how world-views pan out in education.

Table 2.1 World-view impact on Education

world-view theory of change curriculum and instruction
position
Fragmentalism Traditional/conservative Transmission
Humankind is divorced from Traditions must be maintained | Education is one-way top
nature and can therefore exploit — Change needs to be checked | downward movement of certain
the environment; nature is made and controlled; parts of a knowledge, skills and values; its
up of a series of building blocks; system can be changed if they | focus is the traditional school
individuals are encouraged to don’t work effectively; social | subjects taught in a traditional
compete in the market as free change comes about through way; the student is seen as a
agents the efforts of successful passive recipient of convenienty
individuals packaged and programmed
blocks of teaching

Pragmatism (modern scientific) Intervention Transaction
Humankind can improve the Change needs to be introduced | Education is a dialogue between
environment through the use of and managed in a rational and | the student and the curriculum;
rational planning; science and scientific manner; social the focus is on teaching
technology can solve the improvement requires strategies which facilitate
problems the planet faces; deliberate intervention by problem solving; the student is
individual behavior is predictable | some individuals for the good | seen as rational and capable of
and can be monitored through of others solving problems if given the
legislation. right tools
Holism (systems-thinking) Organicism Transformation
All life on the planet is Change is an inevitable and Education is a process of
interconnected and natural function of a system; personal and social
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interdependent; meaning is change only has meaning in development; it focuses on the

derived from understanding the context of the system; aesthetic, moral, physical and

relationships; individuals cannot social improvement comes spiritual needs of the student as

act in isolation — the actions of through dismantling the well as her cognitive attainment;

any one impact on the system human-barriers to change the student is viewed as a whole
person

Source: Greig, Selb and Pike (1989, p.45)
Russell (2001, p.52) presented different approaches to education together with several
models of reflecting themes of educational instruction and curriculum (See Table 2.2).

Table 2.2 Curriculum and Instruction Models

Miller (1993a) Transmission Transaction Transformation

Eisner (1979) Technology Cognition Social Reconstruction
Personal Relevance

Social Adaptation

Prakash & Waks (1985) Technical Rational Personal
Social Responsibility

Greig, Pike & Selby (1989) | Fragmentalism | Pragmatism Holism

Bowers & Flinders (1990) | Technocratic Academic Rationalist Critical Pedagogical

Berlak & Berlak (1983) Knowledge as | Knowledge as Process | Personal and Public
Content Knowledge

Source: Russell, 2001, p. 52
The three worldviews - fragmentalism, pragmatism, holism, - as identified by Greig,

Pike and Selby (1989) overlaps well with the curriculum and instruction positions described
by Miller (1993a). Theory of holistic education is not a recent phenomenon. Socrates, Plato,
Rousseau, Froebel, Pestalozzi and Dewey are considered early scholars in the field of holistic
education. Montessori (1916-1965), Steiner (1861-1925) and Malaguzzi (1920-1994) are
often cited in literature as examples of holistic education theory and practice (Green, 2004).
Many holistic education theorists including Froebel, Rousseau, Dewey, Orr, Moore and Hart
insist on the importance of linking the environment with education and positive effects of this

linkage (Alexander, 1987; Hart, 1997; Miller, 1993; Moore, 1995; Orr 1992; Rousseau, 1979).
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In his book Ecological Literacy, Orr (1992) states the aim of the education as helping students
to be able to make connections inherent in themselves and the world around them. In the
second edition of his book Holistic Curriculum in 1996, Miller wrote that “Holistic
Curriculum is about connections” (p.176). Miller explains that both personal growth and
social change are main aims of holistic education. Miller (1996) developed a model
representing three educational approaches or positions. The three positions- transmission,
transaction, transformation- are described as being interrelated and cumulative as illustrated in

Figure 2.1.

Transformation

Transaction

Transmission

Figure 2.1 A Holistic Stance (Miller, 1996, p.8)

In the transmission position, knowledge is content, the educator is a powerful holder
of knowledge and the learner is passive participant (Miller, 1996). Freire (1970) expresses
this approach as “Banking”. In the transaction position, knowledge is seen as a process and
there is a room for the individual learner and the interaction between the learner, the educator
and the environment. In this position humans are typically viewed apart from Nature (See
Table 2.3). Facilitating problem-solving and cognitive growth are key objectives of the
transaction position and the learner is viewed as the problem solver. Transaction position is

being linked to Dewey’s (1859-1952) pragmatic approach to education. Russell (2001) claims
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that the transaction position is the most commonly used approach in environmental education
and perhaps in education, in general.

A holistic approach to thinking is placed at the center in transformation position.
Education is being considered as a process of personal and social development by focusing on
individual’s aesthetics, moral, physical, and spiritual Self, as well as the development of
cognitive abilities. The learner is viewed as a whole person. Students, teachers and curriculum
are connected (Miller, 1996). It can be concluded that, as represented by the Figure 2.1 and
Table 2.3, the transformation position is the most inclusive of the three approaches to

education.
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Table 2.3 Approaches to Environmental Education from Curriculum Position Perspective

Curriculum Position
(from Miller,1993)

Transmission

Transaction

Transformation

Approach to Nature

Nature as resource

Nature as series of
building blocks

Humankind separate
from and superior to
nature, ie.
anthropocentric

Technical solutions to
environmental

Nature as resource

Nature as complicated
system but manageable
through rational planning
and the use of science
and technology

Humankind separate
from and superior to
nature

Nature as more than a
resource, nature as home

All life interconnected and
interdependent

Biological and cultural
diversity valued

Relationships both among
humans and between
humans and other life

problems important
Approach to Banking Student-centered Student-centered
Environmental
Education

Behavioural Problem-solving Personal growth and

modification and
technofix solutions

Science dominant

Skill development

Action-oriented

Other disciplines valued
but science dominant

social change

Development of “whole”
person

Commitment to social and
environmental justice

Collaborative,
participatory

Interdisciplinary

Source: Russell, 2001, p. 53

22




So far, sustainable development, its reflection on education and world view’s effect
on educational models are discussed. In the following part of this chapter, focus of discussion
is based on education for sustainable development, environmental education and education for
sustainability. As presented in definition of the terms section of this study, Sustainable
Development Education Panel (1998, p.30) defined Education for Sustainable Development
(ESD) as: “Education for sustainable development enables people to develop the knowledge,
values and skills to participate in decisions about the way we do things individually and
collectively, both globally and locally, that will improve the quality of life now and without
damaging the planet for the future”. The pillars of education for sustainable development are
(Pressoir, 2008-UNESCO, 2008, p.61):

e Learning to know: acquiring instruments of understanding.

e Learning to be: seeing oneself the main actor in defining positive outcomes for the
future.

e Learning to live together: participate and co-operate with other people in all human
activity.

e Learning to do: be able to react creatively and responsibly in all environments.

e Learning to transform oneself and society: develop respect for the environment, social
solidarity and non-discrimination.

Hesselink, Kempen and Wals (2000) agree that there is some kind of a consensus
about ESD, while less agreement can be found with regards to the relationship between ESD
and Environmental Education (EE). Majority thinks that ESD is the next generation of EE.

Some researchers support the statement that ESD should be a part of good EE. Again others
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suggest that EE is a part of ESD. And also some think they have intersecting areas between

two. Four main relationships stated so far between EE and ESD are displayed in Figure 2.2.

o -

EE is a part of ESD ESD is a part of EE

- e o

ESD and EE partly overlap ESD as a stage in the evolution of EE

Figure 2.2 Four perspectives on the relationship between EE and ESD (Hesselink,
Kempen & Wals, 2000, p.12)

Many environmental educationalists (e.g. Fien, 1993; Gough, 1992) agree that
environmental education should apply a holistic approach known as education about, in and
for the environment. Education about the environment involves environmental awareness and
knowledge. Education in the environment promotes outdoor activities that allow personal
experience with the environment by child-centered and activity based learning. And lastly,
education for the environment encourages active participation in the process of solving

environmental problems (Tilbury, 1995). Still, the term “environmental education” reflects a

narrow understanding that can be explained as environmental education is about natural
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environment as well as fostering positive attitudes, values and responsibility about the natural
environment (Wilson, 1994).

ECE for sustainability is broader than simply taking children outdoors to enjoy the
nature and mentioning about the natural environment. ECE for sustainability is about
engagement of children in discussions about sustainability and in positive actions regarding
the environment. It should also incorporate learning which includes respect to differences,
notions of equality and fairness as the world is increasingly interdependent and inter-
connected (UNESCO, 2008). Thus, in this study, main focus of the terminology is directed to
ECE for sustainability and details are provided in the section 2.2. Following figure (Figure

2.3) displays broad understanding of education for sustainability.

LIt is important to note that literature in this field uses EE, ESD and education for sustainability
interchangeably. In addition to this, even though education for sustainability provides broadest aspect to
the field, it is difficult to find studies specifically on education for sustainability. Thus, literature section
includes many researches from EE, ESD and education for sustainability.
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So far, education is presented as the solution for unsustainability and this presentation
contains some dilemmas. Even though it is stated that education is the best way to change
human behaviour towards a sustainable society, people in the most educated countries leave
the largest ecological footprints on Earth (Global Footprint Network, 2007). Larger ecological
footprints mean larger pressure on Earth and larger consumption as well as waste production.
Thus, there is an educational crisis that requires thinking out of the box and new priorities for
education should be set; and starting from early childhood education would be a meaningful
attempt.
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2.2 Early Childhood Education for Sustainability

Sustainability is being added to ECE as a new dimension with the launch of the
United Nations Decade of Education for Sustainable Development (2005-2014) (UNESCO,
2005a). ECE for sustainability accepts that (a) young children have capacities to be active
agents of change now, as well as into the future (b) early exposure is important for shaping
environmental attitudes, values, knowledge and actions (Davis, 2008). Early childhood is a
period when the foundations of thinking, being, knowing and acting are established, while
relationships with others and the environment are becoming composed. This period is also a
time for establishment of fundamentals for adult activism around environmental issues
(Chawla, 1998; Davis & Gibson, 2006; Wells & Lekies, 2006).

ECE is more closely related to the idea of sustainability than other levels of formal
education (Haddad, 2008). It’s important to review the relationship among ECE and
sustainable society. Formal education systems are focused on the aspects of academic learning
while other important issues related to human existence disappear. Sustainability touches
upon all aspects of the existence, so it is vital to include sustainability in ECE.

As one characteristic of education for sustainability, positive interactions with natural
environmental are an integral part of healthy child development (Sebba, 1991). Moreover,
negative issues on environment catch children’s sensitivity, emotions and cognitive interests.
Since environmental problems are part of children’s lives, they have the right to speak of,
think and worry about them (Didonet, 2008). Every problem that affects the surroundings of

the child affects the child too. The first principle of the Earth Charter (Earth Charter Initiative,
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p.72) is “recognize that all beings are interdependent and every form of life has value
regardless of its worth to human beings”.

As explained by Bowlby (1969) in the framework of attachment theory, young child
needs to develop a relationship with at least one primary caregiver for normal social and
emotional development. Infants become attached to adults who are sensitive and responsive in
social interactions with them, and who remain as consistent caregivers for some months. Just
as young children need to remain positive relationship with primary adults in their lives to
develop positive relationships with them, they also are in need to maintain positive
experiences with natural environment if they are to develop a sensitive and loving relationship
with the nature. This approach is parallel with the “Developmentally Appropriate Practices”
(Bredekamp, 1987). Education for sustainability and developmentally appropriate practices
has common characteristics such as engagement with active learning, emphasis on direct
experiences and free exploration (Cohen, 1992). For example, contact with the natural
environment helps children to use senses as well as it fosters observational and critical
thinking (e.g. “why bats are upside down when they are sleeping”), provides opportunities for
physical manipulation, imagination and sense of wonder (Wilson, 1994).

One of the most effective ways to support the “need for the conservation of nature” is
to support the fact that children develop a sense of respect and caring for the natural
environment during their early years. If they are not able to do it during their early years, they
are at risk for never developing positive attitudes later in life (Stapp, 1978; Tilbury, 1994;
Wilson, 1993, 1994). In the early years of life, the brain is particularly sensitive regarding the
new experiences. At those times, negative experiences are more likely to have serious and

sustained effects. This means that if children develop negative attitudes towards environment
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during early childhood years, their attitudes are more likely to be permanent (Cohen, 1983).
Living apart from nature may have the consequence of prejudice development against nature
(Cohen, 1983) and once prejudices are formed it becomes harder to develop positive attitudes
toward natural environment (Wilson, 1992).

Now, we know why early childhood education for sustainability is needed and now
we would like to discuss how that is needed. In most countries, EE, ESD or education for
sustainability are not fundamental parts of the education system; rather it is an optional and
extra activity which has not yet ‘come into the mainstream’ (Benedict, 1999) due to fact that
integrating aspects of sustainability necessitates thinking very critically about the restructuring
of didactical arrangements (Wals, 2006).

When it comes to restructuring early years of children’s education, early childhood
education for sustainability approach is based on different principles. At the Goteborg 2005
meeting on ESD, Wals et al. (1999, p.120) identified eight criteria that could be taken into
account:

e Total immersion: learning by doing

o Diversity in learning styles

e Active participation: developing discourse and ownership by utilizing the learners’
knowledge and ideas

e The values of valuing: exposing the learner to alternative way of knowing and valuing
through self-confrontation

e Balancing the far and near: the integration of environment and other global issues.

e A case-study approach

e The social dimension of learning
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e Learning for action.

Another approach to early childhood education for sustainability is provided as
follows: early childhood education for sustainability (a) is context sensitive and it covers
culturally relevant content; (b) includes content that fosters caring attitudes and empathy vis-
a-vis the natural environment, and people living in other parts of the world; (c) emphasizes
learning about respect for diversity; (d) includes learning about gender issues and equal rights,
opportunities and responsibilities of boys and girls; (e) is about learning of basic life skills, (f)
takes the concept of learning for life into account (g) applies activities built around the 7Rs:
reduce, reuse, repair, recycle, respect, reflect and refuse; etc. (UNESCO, 2008, p.15). The
four pillars of learning proposed by the Delors Report (1998) — learning to be, learning to do,
learning to learn, learning to live together — are also relevant in developing early childhood
education in service of sustainability.

New ways of teaching and learning play key role for this re-orientation. It is important
for teachers to re-learn their way of teaching and learning and to re-think and to re-shape their
mutual relationships. This approach requires lifelong learning and constant paradigm shifts in
educational orientation (Wals, 2006). According to Wals (2006, p.49), programming

sustainability requires re-orientation as displayed in Table 2.4.
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Table 2.4 Reorientation for Sustainability Programming

e  Sustainability requires a focus on competencies and higher thinking skills

e Sustainability requires a foundational appreciation of holistic principles, critical system
understandings, and practical systemic competencies

e Sustainability requires an early start, i.e. well before students enroll in universities (from
kindergarten through high school)

e  Sustainability requires critical reflection on one’s own teaching

e  Sustainability requires self-commitment and taking responsibility

e Sustainability requires empowerment of learners by enabling them to work on the
resolution of real issues that they themselves have identified

e  Sustainability requires appreciation and respect for differences

e  Sustainability requires courage (‘Dare to be different’)

e  Sustainability requires creativity as there are no recipes

Source: Wals, 2006, p.49

2.3 Building Capacities of Teachers: Priority of Priorities

Environmentally educated teachers’ essential role is to provide their students
opportunity to learn how their roles play vital role towards a sustainable environment. As
UNESCO-UNEP International Environmental Education Programme (1990) has underlined,
the teacher training is “the priority of priorities” on the way to improve the effectiveness of
environmental education. UNESCO-UNEP International Environmental Education
Programme can be considered as a well-prepared documentation on the role of teacher
education in promoting environmental education. In the Thilisi Intergovernmental Conference
(UNESCO, 1977) the ability of teacher was emphasized while discussing environmental
education curriculum. In addition to the Tbilisi Conference, teacher education has been
referred in many conferences such as the International Union for the Conservation of Nature

and Natural Resources (IUCN) “Environmental Education” Conference (1971), the
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International Belgrade Workshop (1975) and the United Nations Conference on Environment
and Development, the Earth Summit (1992).

It is important to realize the fact that a teacher won’t be able to provide environmental
education in a meaning way solely by obtaining information on environmental concerns or by
studying environmental science. Special training which internalizes a new outlook that
explores new and individualized behaviour based sustainability is needed.

Although there is an existence of many policy recommendations at international arena
and the escalation of support for environmental education, environmental education within
teacher education still remains as a deficiency as a practice (Williams, 1985). One of the
main factor causing deficiencies in environmental education was announced in Thbilisi
Conference as inadequate practices in teacher training, so it was agreed that environmental
education should be obligatory part of both pre- and in-service teacher education (UNESCO-
UNEP, 1990). It seems that this agreement remains important due to fact that not much has
changed after the announcement of this agreement. A comprehensive national approach for
implementing environmental education through teacher education was not achieved so far
despite some pattern of ascending interest without coordination (Ballantine & Aston, 1990;
NIER, 1993; Williams, 1985, 1988). Pre-service teacher training efforts in environmental
education differ in structure, approaches, facilities and duration in different institutions within
nations. Existing programmes are lacking a holistic understanding of environmental education
as well as they are not sufficient to provide interdisciplinary techniques (Ballantine & Aston,
1990). As Stapp (1969) argued in the pre-service teacher training courses research, most of
the institutions prefer domination of traditional discipline-oriented education approaches and

most of those approaches don’t aim to improve learner’s problem-solving skills.
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It is generally discussed that school management and organization, leadership,
expenditure per student, physical conditions and technological facilities play important role on
the learning and development of the children. However, quality of teacher is seen as the
leading actor on children’s learning and development (Hanushek, Rivkin & Kaim, 2005).
Reflection of this fact directed European Parliament (2008) to act towards development of
teachers’ capacities by accepting the resolution entitled as “Improving the quality of teacher
education”:  “...(European Parliament) recognizes the importance of the ongoing
participation of teachers in working and discussion groups relating to their teaching activity;
believes that this work should be backed up by mentors and educational authorities; considers
that participation in critical reflection activities concerning the teaching process should
generate greater interest in teachers’ work and thus improve their performance...” (p.4).
European Commission (2009) considers that “teachers play a vital role in enabling people to
identify and develop their talents and to fulfill their potential for personal growth and well-
being, as well as in helping them to acquire the complex range of knowledge, skills and key
competences that they will need as citizens throughout their personal, social and professional
lives.” (p.3). It’s been emphasized that teacher education, support and continuous professional

development provide opportunities to gain competencies explained in Table 2.5.
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Table 2.5 Decision of European Council dated 26 October 2007

Promotion of initial teacher education, early career support and through continuous professional
development and the acquisition of competences should enable teachers to:

— teach transversal competences such as those outlined in the recommendation on key
competencies,

— create a safe and attractive school environment which is based on mutual respect and
cooperation,

— teach effectively in heterogeneous classes of pupils from diverse social and cultural
backgrounds and with a wide range of abilities and needs, including special education
needs,

—work in close collaboration with colleagues, parents and the wider community,

— participate in the development of the school or training centre in which they are
employed,

— develop new knowledge and be innovative through engagement in reflective practice
and research,

— make use of ICT in their various tasks, as well as in their own continuing professional
development,

— become autonomous learners in their own career-long professional development

Source: European Council, 2007, p.C300/9

2.3.1 Pre-service and In-service EE and/or ESD Teacher Training in Turkey
2.3.1.1 Pre-service EE and/or ESD Teacher Training at Universities in Turkey

There are courses about environmental issues in some various programs of the
universities and high-tech institutes in Turkey to teach preferred behaviors and approaches to
the students. These courses are given under various titles such as Ecology, Environmental
Problems of Turkey, Environmental Law, Environmental Philosophy, Ecosystems,
Environment and Human Being and Environmental Biology. Basically, functioning of the
ecosystems, environmental problems emanating from human activities and solutions to them
is taught in these lessons. Students in the departments of Agricultural Engineering, Forestry
Engineering, Biology, Architecture, Environmental Engineering, Biology Teaching are
obliged to take courses related to this subject. Students in the departments other than

mentioned ones can take elective courses on environment. However, there are no widespread
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environmental education courses being conducted in early childhood or preschool education
departments at Turkish universities.

Although there are few courses related to environment in the post-graduate programs
of universities, studies on the environmental education are distinctive despite their few
numbers. One of these studies was conducted under the leadership of Sinan Erten and under
the aegis of Hacettepe University, Education Faculty, and Primary Education Science
Teaching Department in 2002. The scope of the study was to find how aware the students are
in the 2nd level (6th, 7th and 8th classes) of primary school when the subject is the
preservation of environment. The study was conducted with 671 students in the 13 Primary
Schools in Ankara. The results of the study revealed that parents have little knowledge about
the environmental pollution and they do not enlighten their children; students are interested in

3

environmental issues but prefer the issues such as “world of animals or living things”
generally shown on TV documentaries; and they have not developed recycling behaviors.
However, both families and the students are quite aware on the subjects that have direct affect
on them.

Another interesting study is conducted on university students. The objective of this
study was to find out the awareness levels of the candidate teachers to teach environmental
education in the future. Conceptual misunderstandings detected in all levels of education show
that environmental education is not as effective as desired and memorization-based course
methods should be deserted. This fact underlines that teachers who will integrate education
for sustainability must be exposed to an education of high quality in the university years. Only

aware and sensitive teachers can give students necessary awareness and responsibility. The

study conducted with 23 biology and 29 elementary candidate teachers in KTU (Karadeniz
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Technical University), Fatih Education Faculty. The aim of the study was to see whether the
environmental education based on the presentation of subjects prepared by students by using
their creativity and skills could be effective or not. The results showed that the lessons
organized in a way to improve their cognitive and physical skills and to enable active student
participation not only makes the learning enjoyable but also has positive effect on the success
of the students. It is seen that students have a chance to look into the details of the subject
with the help of some activities prepared by themselves and the information learned by the
audience (other students) can be kept in mind for long terms.

Another research was conducted with candidate preschool teachers with respect to
environmental awareness by investigating their behaviors related to the environmental
protection by Sinan Erten (2005). 352 candidate preschool teachers were participated in the
research. A survey with 60 questions (20 knowledge-level questions, 20 attitude-level
questions, 20 behavior-level questions) was conducted and following results were revealed:

- Participants of the research have high awareness towards environmental issues, however,
they have inadequacies regarding positive attitudes and behaviors to protect the
environment. For example, 83.2% of the participants agreed that observing disposed
papers in regular garbage makes them sad, at the same time only 16% of the participants
declared that they collect used papers separately for recycling. This result was explained
by Diekmann and Preisendorfer’s (1992) low-cost/high-cost theory. Behaviors that don’t
necessitate too much effort or money are categorized as low-cost behaviors. Behaviors that
require regular effort and financial support are explained as high-cost behaviors. So, results
of this research reveal that candidate teachers’ behavior choices are closer to low-cost

behavior categorization.
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- As a result of this research, absence of basic environmental knowledge was also
determined among candidate teachers. It can be summarized that knowledge and attitudes
among candidate preschool teachers regarding environmental issues were not converted

into positive behaviors.

2.1.3.2 In-Service EE and/or ESD Teacher Training in Turkey

In Turkey, every year, teachers are given regular in-service seminars. However,
satisfactorily comprehensive trainings are not provided in these occasions and only a limited
number of teachers were provided with this opportunity.

Ministry of National Education spent 17 TL (around USD 11,33) in 2009 per teacher
for in-service training through the budget of In-Service Training Department (TED, 2009).
Total amount of in-service trainings targeting pre-school teachers were collected and are
summarized in Table 2.6 by searching the trainings planned by Ministry of National

Education’s In-service Training Department (Ankara) starting from the year 2002.
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Table 2.6 In-service training amounts targeting pre-school teachers planned by Ministry of
National Education

Total Number of Total Number of Total Number of

Total Number X Planned
Planned In-Service Planned L
of Planned In- A . L Participants for .
Year . Activities Targeting Participants for Ratio
Service X Preschool In-
L Preschool Teachers  Whole In-Service .
Activities - .. Service
and Administrators Trainings -
Trainings
2002 348 4 41779 210 0,5%
2003 494 7 33924 500 1,5%
2004 547 11 37597 891 2,4%
2005 633 9 49004 922 1,9%
2006 608 21 53160 2636 5,0%
2007 842 17 52598 2032 3,9%
2008 930 12 59497 1085 1,8%
2009 826 10 52996 1040 2,0%
2010 678 7 42834 640 1,5%

Source: Ministry of National Education Statistics, www.hedb.meb.gov.tr

Table 2.6 clearly illustrates that the total amount of planned in-service trainings
targeting pre-school teachers constitutes minority of whole planned in-service trainings. It is
also important to review the content of the planned in-service trainings. First of all, none of
the planned trainings have the content covering issues about environment, environmental
education, education for sustainability. Secondly, contents of planned in-service trainings do
not change dramatically from year to year. Rise in the amount of planned trainings and
participants mainly resulted from the raise in participants quotas. So, it can be concluded that
content of in-service trainings targeting pre-school teachers does not constitute major changes
in time. Most repeated trainings are: multiple intelligence theory, drama, communication with
children, parent involvement, art education, curriculum development, guidance, leadership,

education for children with special needs.
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2.4 Transformative Learning

Transformative learning is a particular vision of adult education as well as a
conceptual approach for understanding how adults learn. Within instrumental view of adult
education, learning process is being designed to foster change as a form for adaptation (Dirkx,
1998). This view emphasizes adult learning as a means of adapting to the needs and demands
of the broader, socio-cultural context (Dirkx, 1998). It will be useful to consider four different
perspectives of transformative learning to develop a deeper understanding of this notion as a
whole. The work of Paulo Freire, Jack Mezirow, Larry Daloz and Robert Boyd present a

basis to further the understanding of transformative learning.

2.4.1 Four Different Perspectives of Transformative Learning

Freire (1970) introduced a theory of transformative learning which is referred as
conscientization or consiousness-raising. According to him, adult education targets to foster
critical consciousness among individuals and groups. Critical consciousness is explained as a
process in which learners develop the ability to analyze, pose questions as well as take actions
on different contexts which influence and shape their lives. Learners develop awareness
through dialog and problem-posing. Through learning, adults’ ability to understand how social
structures shape and influence the ways they think about themselves and the world. According
to Freire, main mission of education is to urge freedom among learners by enabling them to
reflect on their world and hence, change it. Transformative learning provides an opportunity
to name the world and to construct the meaning of the world.

Even though Freire’s influence can be observed on his work, Mezirow introduces

different perspective of what transformation means. Mezirow (1991) developed a theory of
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adult learning based on cognitive and developmental psychology. According to him, meaning
is made from our experiences through reflection, critical reflection and critical self-reflection.
This process is named as perspective transformation. Perspectives are made of sets of beliefs,
values and assumptions acquired through life experiences. How we perceive and understand
ourselves and the world is affected by these perspectives. They both organize the information
within our internal and external environments, and they also limit what we are able to
perceive and understand. This means, meaning perspectives may direct us to faulty and
constrictive information. Critical reflection, however, helps to identify, assess and reformulate
key assumptions on which perspectives are based on.

Like Freire, Mezirow approaches knowledge as something that is constructed by the
individual in relation with others. Mezirow (1991, 1997, 2000) developed his theory after
examining variety of sources, theories and models (Cranton, 2002). Reflection and dialogue
are key concepts of his theories. Mezirow adds psychological and cognitive characteristics to
learning process. As Mezirow (1995) explains, process of rational and critical reflection on
one’s assumptions and beliefs are mediators of the learning process. It is easier to maintain
state of mind rather than to change. Therefore, creativity and imagination play important role
in transformative learning. Expected outcome of transformative learning is individuals who
are more inclusive in their perceptions of the world, able to differentiate increasingly its
various aspects, open to other points of view, able to integrate differing dimensions of their
experiences into meaningful and holistic relationships (Mezirow, 1991). Transformative

learning also helps to exchange ideas with others and to receive help from others.
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Mezirow et. al (2000, p.22) introduced 10 phases of transformative learning process:
1. A disorienting dilemma
2. Self-examination with feelings of fear, anger, guilt, or shame
3. A critical assessment of assumptions
4. Recognition that one's discontent and the process of transformation are shared
5. Exploration of options for new roles, relationships, and actions
6. Planning a course of action
7. Acquiring knowledge and skills for implementing one's plans
8. Provisional trying of new roles
9. Building competence and self-confidence in new roles and relationships
10. A reintegration into one's life on the basis of conditions dictated by one's new perspective

According to Mezirow et. al (2000), adult learning is about formulating beliefs about
experiences, assessing them, making meaning out of them and making decisions on
implications. As mentioned by them transformative theory extends Brumer’s (1996) four
modes of meaning making: “(1) establishing, shaping, and maintaining intersubjectivity; (2)
relating events, utterances, and behavior to the action taken; (3) construing of particulars in a
normative context-deals with meaning relative to obligations, standards, conformities, and
deviations; (4) making propositions-application of rules of the symbolic, syntactic, and
conceptual systems used to achieve decontexualized meanings, including rules of inference
and logic and such distinctions as whole-part, object-attribute, and identity-otherness.” (p.4).
The fifth mode was added by Mezirow et. al (2000) and explained as “becoming critically
aware of one’s own tacit assumptions and expectations and those of others and assessing

their relevance for making an interpretation” (p.4). This stage is highly individual and it
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helps individual to look critically at him/herself to review assumptions. Accordingly, it can be
inferred that transformative learning is a process by which the learner transforms taken-for-
granted frames of reference points such as perspectives and habits to make them more
comprehensive, open, flexible, emotionally capable of change and reflective. This process
causes ending up with generation of beliefs and opinions that will prove truer or justified to
guide action.

Taylor (1997) reviewed some empirical studies addressing to Mezirow’s theory,
consequently his framework didn’t seem to be complete. Taylor brings extra-rational,
emotional and spiritual dimensions which were not taken into account by Mezirow. There are
more critiques and additional questions about Mezirow’s framework. This situation indicates
that there is a need to explore further this approach to understanding adult learning. The need
for exploring more brings us to approach of Larry Daloz.

Like Mezirow and Freire, Daloz (1986) approaches to knowledge and learning from
constructivist perspective. Unlike them, Daloz’ theory of transformative learning bases less on
rational, reflective acts and it depends on more on holistic and intuitive processes. As Daloz
presents, transformative learning is more oriented to personal change than Mezirow’s theory
and less concerned with social structures of inequality and injustice as placed in Freire’s view
of transformation. Daloz emphasizes the need to find and construct meaning within our lives
as a key factor that motivates adults to participate in learning experiences. Making sense of
experiences is related with developmental movement of our lives. Participants of learning
experiences are defined as “in between” phases of development, where the meaning structures
are no longer relevant to their life experiences. Movement into new developmental phases

necessitates the learner to construct new meaning structures to help understand the changing
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world. The developmental task requires replacement of old ways of meaning-making with the
ones more appropriate to the demands at the specific point of learner’s life.

Daloz (1986) adds the psychological and developmental context to adult learning. As
Mezirow, Daloz is concerned with pedagogical implications of his point of view whereas he
seems less focused on the development of transformative pedagogy. Daloz’ work fosters
learning within the metaphor of the mentor. Through his stories, metaphors can play an
important role on disrupting old patterns of learners and enabling the learner to construct new
ways of seeing the self and the world.

Last transformative theory is presented by Robert Boyd and it receives less attention
from adult educators (Boyd, 1991; Boyd & Myers, 1988). Boyd shares developmental
perspective of Daloz and Mezirow, and has a commitment to understand as well as facilitate
personal transformation (Dirkx, 1998). In parallel with Freire, Boyd underlines the
significance of consciousness in adult learning. Since he is approaching to the issue from Carl
Jung’s perspective, some concepts like development, consciousness and transformation have
different meanings than other theorists. Boyd is more focused with expressive or emotional-
spiritual dimensions of learning and how to integrate them more holistically and consciously
within our daily experience of life. This is achieved by adults, according to Boyd, through
making unconscious conscious. Adults became aware of things they are not conscious. Self-
knowledge is fostered by symbols rather than directly through knowledge. At an unconscious
levels, symbols represent deep-seated issues and concerns. Meaning-making is in this sense
recognizing, naming and elaborating these symbols. All of these processes help adults to
insight into those aspects of themselves remain unconscious as well as they serve as a tool to

shape their sense of self, interpret their external world.
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According to Boyd, the aim of transformative learning is to identify these symbols
that appear within learning processes and to provide an intrapersonal dialogue with them. This
dialogue takes place in between the conscious ego and less conscious aspect of the psyche of
self. The transformative learning process involves an ongoing dialog within those structures.
Carl Jung refers to this dialogue as individuation and it is claimed that this process is naturally
ongoing within us all. Dirkx (2000) refers to Jung and his definition of individuation as a
process in which persons are being formed and differentiated. The process helps human being
to become whole through recognition and integration of conscious and unconscious elements
of oneself. This shift is called by Jung as “being called awake”. As Dirkx (2000, p.1) explains,
“individuation includes differentiating and becoming of the presence of the different selves
operating within the psyche”. This operating of knowing is mediated through images which
are representation of unconscious emotional and spiritual issues and concerns. Some
researchers like Nelson (1997) do rely on the role of interpreting of autobiographies, ancient
myths and contemporary studies to motivate activation of inner work. This expression is
called as mytho-poetic perspective (Dirkx, 1998) and educators with this perspective do use
myths, poetry, music, drawing, journaling, dance, rituals and performance in order to allow
learners to become aware of the images as well as unconscious dynamics.

Despite sincere commitments to transformative learning, Boyd, Mezirow and Daloz
miss a distinct and clearly explained pedagogical framework (Dirkx, 1998). Actualization of
the individual and the society through liberation and freedom is in the center of transformative
learning. Actualization is pushed through the compelling forces or factors within individual or
socio-cultural contexts. All of these forces limit or shape our perception regarding who we are

as persons and communities. Transformative learning targets to identify these forces as well
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as liberating us through reflection, dialogue, critique, concernment, imagination and action
(Dirkx, 1998). Transformative learning accepts adults as active and engaged participants in
learning process who construct what they learn. Information becomes meaningful through
learner’s action within his/her particular life contexts. Hence, it can be claimed that
transformative way of learning is a meaning-making process targeting at fostering a

democratic vision of society and self-actualization of persons (Dirkx, 1998).

2.4.2 Main Terms and Concepts of Transformative Learning Theory

It is important to review some terms and concepts brought within transformative
learning theory. Reflective discourse is our need to search for common understanding of an
interpretation or belief. This attempt requires finding evidences and reviewing alternative
perspectives. Mezirow et. al (2000) claim that effective participation in discourse can be
realized by what Goleman (1998) calls as “emotional intelligence”. In other words, empathy,
self-regulation, listening to others are some of the necessary skills needed for reflective
discourse. Meaning structures are “structure of assumptions and expectations through which
we filter sense impressions” (p.16). Frame of references are generally results of cultural
paradigms or personal perspectives affected by primary caregivers. This concept has two
dimensions: a habit of mind (set of assumptions that filter for interpreting the meaning) and
resulting points of view (clusters of meaning schemes).

During transformations structures are reformulated for making meaning, usually
through reconstructing dominant narratives or stories. According to Mezirow et. al (2000)
“learning occurs in one of four ways. by elaborating existing frames of reference, by learning

new frames of reference, by transforming points of view, or by transforming habits of mind.”
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A transformation often uses some variation of 10 phases identified previously. There are two
types of reframing: subjective and objective. Subjective reframing includes critical self-
reflection of one's own assumptions about narrative (applying reflective insight from someone
else's narrative to one's own experience), a system (economic, social or educational), an
organization or workplace, feelings and interpersonal relations (counseling or psychotherapy)
and the way we learn. Objective reframing involves “critical reflection on assumptions of

others encountered in a narrative or task oriented problem solving” (Mezirow et. al, 2000, p.

23).

2.4.3 Attempt to Understand Transformative Learning Further

Learning can contribute to new ways of seeing and understanding our experiences.
Questioning existing assumptions, beliefs, values of individual and the world is the core of
transformative learning (King, 2007). Environment that allows learners to work together to
construct visions plays critical role on engagement with individuals and the world (Cranton,
1994). Relation with community helps to display deeper sense of one’s Self as a person.
Hence, relationship of Self and society is mainly stressed in transformative learning
experience (Dirkx, 1998). Transformative learning deals with question of meaning, values,
quality as well as purpose. These questions are tools of discovering relationship amount the
Self and the world. So, the idea of self-involvement to the learning process is not a surprise in
this theoretical framework. The process lets the Self to be active, reflective, expressive, deeply
emotional and spiritual that constructs itself through experiences of learning.

It is important to realize that full understanding of Self is related with deep

understanding of social, political and cultural context in which one lives. When something is
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being learnt, what that thing means to the learner and significance of the content will depend
on characteristics of the learner and the learner’s present social, political and economic
context (Dirkx, 1998).

Relationship of the individual with his/her vocation plays important role regarding
transformative learning. Vocation means “to be addressed by a voice” (Storr, 1984), in other
words to have a sense of a life’s calling (Cochran, 1990). In some cases, vocation is described
as interconnection of personal motives with socially purposeful, meaningful and necessary
(Hansen, 1995; Rehm, 1990).

Persons who are involved in social movements often learn new skill and information
as well as they get the opportunity to review their beliefs, values and attitudes; this situation
deepens their sense of self-identity (Boggs, 1986; Foley, 1991). If chosen so, vocation is not a
passive road map through life. It’s an ongoing learning work which includes active movement
to inner and outer world. As Fox (1995) and Whyte (2001) agree, working brings intimate and
deeper relation of the person with outer world; additionally it becomes an opportunity to form
a deep learning and realization of inner meaning and change. Within framework of this study,
“teaching profession” is an active road to the Self and the outer world. Hansen (1995)
explains that people who has an evolving sense of vocation, self-doubt and commitment, they
also live the process of reassessment of ideas, beliefs and thoughts continuously. And they
have the potential to act as change agents mentioned in the first chapter of this study. Imel
(2000) proposed four ways to support being a change agent:

e Pay attention to the context: It is important to understand the context and details of
learners. Advance study towards understanding the context may help to direct the

attempt to cause expected change within individuals.
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e Be prepared to be proactive: Change agent should be prepared to launch the change
process by being role model.
e Attend to learning: It is essential to be part of the learning cycle of the learning
process and at the same time it is important to follow-up the initiation of change.
e Build in action: Action is considered as proof that change has occurred. It involves
others in learning about it, testing the outcome and receive reaction to it (Williams,
1992).
In parallel with previous claims, individuation is referred as “dark night of the soul”
pointing emotional conflict of the self. As Palmer (2000) suggests, acceptance of both the
darkness and light is needed to find wholeness. The whole process can be summarized as “a

gradual unfolding of the self”.

2.4.4 Using Groups in Adult Learning

Whose purposes the learning should serve: the individual’s or the group’s? The
answer can be related with transformative learning theory and can be claimed that “the
emphasis of adult learning is on the group facilitating individual learning” (Imel, 1996).

Learning in groups has historical background in adult education. Eduard Lindeman
(1885-1953), who was inspired by Dewey, claimed that the group is the most significant tool
that connects experience and the social action (Brookfield, 1987). As a part of his discussion,
he promoted the use of facilitation and discussion in group learning. Lindeman’s emphasis on
group work was taken into account during 1940s and 1950s. Group dynamics, group learning,
discussion, facilitation, use of circles, use of participatory methods were available during this

period (Imel, 1999). Malcolm Knowles furthered the work of Lindeman with the influence of
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Carl Rogers’ work. Cranton (1996) explains that three types of group learning exists based on
Habermas’ (1971) domains of knowledge:

- Instrumental (scientific, cause-and-effect information)

- Communicative (mutual understanding and social knowledge)

- Emancipatory (increased self-awareness and transformation of experience)

Learning tasks affect the type of learning that takes place in groups. Acquisition of
instrumental knowledge requires a group wok called cooperative. Collaborative learning
bases on communicative knowledge. In collaborative learning groups, participants exchange
their ideas, feelings and information and come to a point where each participant focuses on
the process as well as they arrive at knowledge acceptable by members of the group.
Transformative learning occurs when the group is seeking for emancipatory knowledge.
According to Cranton (1996), transformative learning groups focus on critical reflection in
order to testify their expectations, assumptions and perspectives. Deciding the size of the
group is an important factor on effective group learning. As Imel (1996) claims, there is a
consensus on effectiveness of small groups. Groups with six or less members tend to be more
productive than larger groups. Making subgroups in larger groups can be a good strategy in

case of big size of the adult education target group.

2.4.5 Experiential Learning and Transformative Learning Theory

Jack Mezirow, in the 1970's, explained that the goal of adult educators must be to
guide learners to transform, which means to grow and mature intellectually and as a result,
change as a person through critical reflection on one's assumptions, beliefs and values

(Mezirow, 1971). In the mid 1980's, David Kolb proposed that adult learning can be
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processed at much deeper when content is more directly and deeply experienced than
passively received (Kolb, 1984). He introduced the "experiential learning cycle™ which
includes four distinct stages of learning. According to Kolb (1984) the cycle can start at any
stage, however, all stages are required for effective learning (see Figure 2.4):

o Concrete Experience - active learning
o Reflective Observation - thinking critically about the experience
e Abstract Conceptualization - linking the experience to the concepts underlying it

e Active Experimentation - testing out the learning in new situations.

Concrete
EXpEFENCE

(n

Kolb's
Experiential
Learning
Cycle

Testing in
MEW
situations (4)

Obsersation
and
reflection (2)

Farming
abstract
concepts (3

Figure 2.4 Kolb’s experiential learning cycle (Learning Theories, 2010)

Experiential learning is much more of being active physically. It is being actively
involved in one's learning overall. This refers to working up with knowledge/skills through
experience, reflection, experimentation and application. When it comes to the relation among
experiential learning and transformative learning theory it is being claimed that Kolb’s model
of experiential learning may be used as practical framework of the transformative learning
theory (Cranton, 1994). If learning experiences can be selected to maximize discrepancies
between learner’s views and the experience and the experiences reflect real life settings, then
transformative learning processes can be stimulated (Cranton, 1994). Of course,

transformative learning processes require more than concrete experiences. Opportunities
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causing reflecting on the experience, fitting them into currently held views, developing
theories to explain it, if possible generalizing form it and applying the insights gained during
the process are other integral parts of the whole process. As Kolb (1984, p. 41) stated “The
active/reflective dialectic ... is one of transformation, representing two opposed ways of
transforming that grasp or ‘figurative representation’ of experience — either through internal
reflection, a process | will recall intention, or active external manipulation of the external
world, here called extension.”

The combination of doing and reflecting has been the basis for educational practices
for a long time (Cranton, 1984). Concrete experiences, followed by reflection,
conceptualization and application clearly can stimulate critical reflection (ibid).

Cranton (2002) argues that transformative learning is spiral-like progression rather
than linear process. Mezirow (1975) provides stages of transformative learning: it starts with a
disorienting dilemma and finalizes with restored equilibrium. It seems that there are no
specific teaching methods that directly lead to transformative learning. Still, we may count on
strategies developed by different scholars. Cranton (2002) lists strategies as follows:

e A catalyst for transformation, an activating event is needed by films, documentaries,
poems or short stories that shelter unusual perspectives. Readings presenting ideas
from more than point of view are also good starters of the process. And of course
nourishment of the process should be done by asking questions like: “Can we look at
this situation from another perspective?” or “What assumptions bring this point of
view?”.

e Second strategy is called as articulating assumptions. Since our assumptions are

related with our childhood, culture or community, Brooksfield’s (1990) critical
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guestioning may be useful. In critical questioning, learners are braced up to describe
what they believe and how they end up with this belief. For instance, as a first
question: “Do you believe there is a connection between language learning and
intelligence?” as a second question: “How do you explain intelligence?” as a third
question: “Do you think your thoughts you presented are based on your own
experience or someone’s experience you know?” as a fourth question: “Have you read
or heard something that supports this view?”. Cranton offers usage of learner
autobiographies: “Tell the story of how you became as a ECE teacher”. The content
of this kind of material may be used as bases for questions like “How did you make
this decision” or “What were your main assumptions?”. Learners might list metaphors
for environmental education as liberalizing of souls, getting rid of outsweepings or
ancestral shelter. Metaphors can be unfolded by asking questions like “What are the
similarities of getting rid of outsweepings and environmental education?”’.

After articulating assumptions, learners are supposed to question their assumptions;
this stage is called as critical self-reflection. Brookfield (1995) developed a technique
as a tool to encourage critical self-reflection. Learners are asked about their best or
worst experience specifically in a certain context, then they are given space to explain
what happened, why this experience is was considered as the best or worst one, who
was part of the experience and how it could end differently. Small groups discuss the
event and help the learner to examine his/her assumptions in order to provide
opportunity for self-reflection. Cranton (ibid) offers reflective journals for especially

introvert learners to be used as a mean for critical self-reflection. Another suggestion
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is facilitator’s modeling. If the facilitator displays openness to questioning his/her
own assumptions and perspectives, supports of the learners can be supported.

Next step can be considered as difficult task “openness to alternatives”. Pushing the
self to accept other alternatives can be supported by role play activities. Learners
should be able to put on shoes of others with opposing perspectives; this would
strengthen learners’ effort to be more open to alternatives. As Brookfield (1990)
explains, critical debates may serve to similar aims. Debating an issue by defacing the
opposite view of their own can be both difficult and inspiring in terms of thinking in a
new way. Another astonishing technique can be writing letters from another person’s
point of view. Learner can write letters as he/she is the facilitator of the learning
environment.

Now, it’s time to revise assumptions and perspectives. It is important to remember
the role of the facilitator as partner of the learning. When the learner is ready to revise
his/her reference points, facilitator may be useful by providing space to connect with
each other. Building discussion groups, sharing participant’s lists with contact details
and providing opportunities for networking are some ideas to support the revision of
assumptions and perspectives.

Last stage of the process lets learners act on their revised assumptions and
perspectives. Experiential learning projects, simulations, microteaching, field trips,
keeping blogs about experiences including how the learner felt and how others
reacted to their views are techniques that foster transformative learning experiences. It
is important to let learners to prepare their action plans when they are finished with

their learning experience. Simply providing time to write down three things they will
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do can be an adequate step. Planning follow-up meetings to share how learners acted
on their transformation may be used as a polishing technique to close the loop of the

learning experience.

2.4.6 Role of the facilitator

Starting from Lindeman (1926), the teacher or instructor in group learning is being
called as a facilitator. This word usually brings to mind the person who fosters, assists,
supports and helps with learning tasks by sharing responsibility with learners. Williams
(1992) mentions about adult educators’ role as assisting learners in “peeling the onion” of
theory and practice. Still, different perspectives about the role of the facilitator exist. Cranton
(1996) defines the facilitator’s role in line with the knowledge which is aimed to acquire by
the group. That is to say, facilitator plays instrumental role such as developing exercises,
managing time and resources in cooperative learning groups, while in collaborative and
transformative groups facilitator takes place as an equal partner in the group. Hence, the
nature of group learning, power relations in groups and the role of the facilitator are
interconnected issues of group learning. Role of educator is discussed in this study in the
framework of reformist perspective offered by Cranton (1994). In reformist perspective,
educator’s main responsibility is consciousness raising and learner awareness building.
Educator approaches education as learner empowerment through individual change. Educator
is defined as co-learner and in reformist education. She/he collaborates with learners, tries to
follow their experiences and lives. Educator participates in the process as an equal participant.
Another role of the educator is being provocateur by challenging, stimulating and provoking

critical thinking.
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2.5 Summary

In this part of the study, literature related to EE, ESD, education for sustainability and
transformative learning was reviewed. Early childhood education for sustainability and role of
teachers in building sustainable societies were separately examined in order to understand
main perspective of this research. Current state of pre-service EE and ESD training at
universities and in-service EE and ESD training in Turkey were discussed to emphasize the
insufficiencies and intervention areas in the field. And finally, components of transformative
learning theory were discussed in terms of (a) 4 different perspectives of transformative
learning (b) main terms and concepts of transformative learning theory (c) attempt to
understand transformative learning further (d) using groups (e) experiential learning and

transformative learning theory and (f) role of facilitator.
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CHAPTER 3

METHODOLGY

This study aimed to explore early childhood teachers’ in-service transformative
learning experiences in the framework of sustainability. During the creation of the
instructional in-service content, Transformative Learning Theory was used. Two data
gathering and analysis methods (a mixed quantitative and qualitative model which is combind
under sequential explanatory design) were used as research methodology in this research to
analyze the data source and identify emergent themes of change and perspective
transformation (Creswell, 1998). Learning Activities Survey (LAS) was conducted after the
completion of 7-half-day in-service training with 24 participants. The study also included
interviews with 6 participants (25% of the sample) in order to complement the strengths of
each method (King, 1997). Assessment tool and interview format were developed by Kathleen
P. King (King, 1997) and were adapted for the use of this research. The validity of the
instrument was assured through follow-up interviews of participants as well as the
triangulation of the data. The instrument covers both objective and free response questions
with a parallel interview format.

3.1 Population and Sample Selection

The sample of this study was composed of 24 Early Childhood Education (ECE)
teachers. Their volunteer involvement to the study was ensured by Sakarya Directorate of
National Education (Sakarya 11 Milli Egitim Miidiirliigii) by (a) informing state pre-schools

and pre-classes about the training and (b) asking for the names who want to participate in this
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study. Names of 25 teachers from 7 state pre-school and 6 pre-classes were provided to
Sakarya Directorate of National Education. The training was held in a state pre-school which
was assigned by Sakarya Directorate of National Education. Training venue was organized by

trainer according to the needs of learning experience. (See Photo 3.1)

Photo 3.1 ‘Education is the Key for Sustainable Future’ Training Venue

During the training, one of the participant’s working province was changed and this
participant had to leave the training. At the same time, another participant was appointed to
the school in which the training was realized, so the number of the participants remained the
same. Still, those participants mentioned above were not participated in the data collection
process. At the second day of the training, a teacher working in one of the villages of Sakarya
wanted to participate in the training due to fact that their school was not informed about the

training. Researcher accepted her involvement to the process and she was informed about the
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first day of the training in detail. Her involvement to the data collection process was also
provided. One of the participants handed the Learning Activities Survey without completely
filling it, so the researcher left out with 24 fully filled-in Learning Activities Surveys.

One out of 24 participants was male, 23 participants were female. All of the
participants had university degree. 12.5% (3 participants) were single, 87.5% participants
were married. Fourteen participants (58.3%) were between the age of 25-29, 9 participants
(37.5%) were between the age of 30-39 and 1 participant (4.2%) was between the age of 40-
49. 29.2% of participants have experience as ECE teacher between 1-4 years, 45.8% of
participants have experience between 5-9 years, 20.8% of participants have experience
between 10-14 years and 4.2% of participants have experience between 10-14 years. Total
amount of the in-service training participation of the participants was 154. Average
participation to in-service training is 6.41 times.

Table 3.1 Demographic Distributions of Survey Respondents

Variable n Percent Variable n Percent
Gender Age
male 1 4,2% >21 0 0,0%
female 23 95,8% 21-24 0 0,0%
Marital Status 25-29 14 58,3%
single 3 12,5% 30-39 9 37,5%
married 21 87,5% 40-49 1 4,2%
divorced/separated 0 0,0% 50-59 0 0,0%
widowed 0 0,0% 60-69 0 0,0%
Education Level 70< 0 0,0%
Year of
high-school 0 0,0% experience
university 24 100,0% 1-4 7 29,2%
master 0 0,0% 5-9 11 45,8%
Ph.D. 0 0,0% 10-14 5 20,8%
15< 1 4,2%
N=24
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3.2 Data Collection Instruments

King (2009) structured the assessment tool on the theoretical steps proceeded by
Mezirow, Cranton and Brookfield. The original LAS study was conducted in 1996-1997
targeting continuing higher education students. Original LAS and Interview Form can be
found in Appendix-A.

The adaptation of the instrument was the result of two steps. In the first step, both
LAS and follow-up interview forms were translated into Turkish. During translation process,
some explanations and examples added to some items, at the same time some items were
modified. During the attempts to adapt the instrument it was aimed to emphasize the existence
of sustainability in items due to fact that the training was mainly designed to cover
sustainability and education for sustainability.

In the second step, both instruments and content of the training were submitted to a
panel of fourteen educators, experts and researchers who are early childhood educators, adult
educators, academicians and experts in the field of education for sustainability. Ten experts
returned with their comments, researcher went over the comments and revised the instruments
and training content accordingly, final version of the instruments (Appendix B and C) and
training were produced.

There are mainly three sections in LAS. First section, by which the answer for the 1st
research question is sought, identifies stages of perspective transformation and brief
description of participants’ experience. Second section, by which the answer for the 2nd
research question is sought, includes determination of learning activities, persons/support and

life changes as causes of perspective transformation experience. And the third section collects
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information on demographic characteristics of the sample. All sections with related items and

descriptions are presented in Table 3.2 as follows:

Table 3.2 Overview of Learning Activities Survey (LAS)

First Section:
Identification of stages
of perspective
transformation and
description of
participants' experience

Related research

Item :
question
1. Thinking about your educational experiences at this L What_
training, check off any statements that may apply. proportion of the
. - sampled
2. Slnce_ you have been participating in this training, do population of
you believe you have experienced a time when you ECE teachers

realized that your values, beliefs, opinions or
expectations had changed?

3. Briefly describe what happened.

5. Thinking back to when you realized that your views
or perspective had changed, what did your being in this
training have to do with the experience of change?

experienced a
perspective
transformation in
terms of
sustainability
within the context
of the training
provided?

Second Section:
Determination of
learning activities,
persons/support and life
changes as causes of
perspective

4. Which of the following influenced this change?

6. (a) Would you characterize yourself as one who
usually thinks back over previous decisions or past
behavior?

6. (b) Would you say that you frequently reflect upon
the meaning of your studies for yourself, personally?

2. What could be
the factors that
facilitate
perspective
transformation

transformation among ECE
: 7. Which of the following has been part of your teachers?
experience . Lo
experience at this training?
8. Sex
9. Marital Status
Third Section: . .
. 10. P
Demographic 0. Prior education 182

characteristics

11. Age

12. Total year of professional experience

13. Amount of participated in-service trainings

In the first section of the questionnaire Mezirow’s stages were paraphrased in 13

checklist items where respondents may select all that apply to them. Kathleen P. King (2009),

designer of the Learning Activities Survey, specifically correlated perspective transformation
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stages to Items la-1 as can be seen in Table 3.3. Item 1m was placed for diagnostic and

interpretation purposes.

Table 3.3 Correlation of perspective transformation stages to Items 1a-I

Stage 1
Disorienting dilemma

la. | had a training experience that caused me to
question the way | normally act.

1b. I had an experience that caused me to question
my ideas about social roles. (Example of social
roles includes how a teacher, a mother, a father or
a child should act.)

Stage 2
Self-examination

1c. As | questioned my ideas, | realized | no
longer agreed with my previous beliefs or role
expectations.

1d. As | questioned my ideas, | realized | still
agreed with my beliefs or role expectations.

Stage 3
A critical assessment of epistemic, socio-cultural
or psychic assumptions

1 g. After the training, I felt uncomfortable with
traditional role expectations (values, habits,
behavior patterns).

Stage 4
Recognition of one’s discontent and the process of
transformation are shared

le. | realized that other
questioned their beliefs.

participants also

Stage 5
Exploration of new roles, relationships and
actions

1f. Before participating the training, | was
thinking that | should be acting in a different way
because of my usual beliefs and roles.

Stage 6 1i. I am planning to try to figure out a way to
Planning a course of action adopt these new ways of acting.
Stage 7 1j. I have an intention to gather the information |

Acquisition of knowledge and skills for
implementing one’s plans

needed to adopt these new ways of acting.

1h. I am planning to try out new roles so that I

Stag‘?*? . would become more comfortable or confident in
Provisional trying of new roles them
Stage 9 1k. | began to think about the reaction and

Building of competence and self-confidence in
new roles and relationships

feedback from my new behavior.

Stage 10
Reintegration of a new perspective into one’s life

11. 1 took action and | am fully adapted to these
new ways of acting compatible with
sustainability.

Second section of the instrument lists learning activities, persons/support and life

changes that may be classified as the causes of perspective transformation experience. Again,

respondents may select all that apply to them. The last section of the instrument was prepared
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to collect demographic information. This also provides opportunity for the participants to be
part of follow-up interview.

Follow-up interviews were conducted right after the initial analysis of data collected
with LAS in order to enlighten the meaning of data that had been gathered. The interview
questions are expanded version of the original survey questions in order to provide further

explanations from the participants.

Validity of the Instrument

Validation of original instrument was done as follows: interviewed adult learners by
using critical incidents and short answer formats, in three different institutions iterative pattern
of repeated sampling, formative adaptation of the instrument as well as successive member-
checking interviews were cycled (King, 2009). These steps are considered best approach to
instrument development and validation in unusual contexts (Tashakkori & Teddlie, 2003). In
each process, new refinements of Learning Activities Survey were reached. Kathleen P. King
provided the instrument to panel of experts to be criticized as suggested by Gall, Borg and
Gall (1996). Lastly, the instrument was piloted in its final format. As King emphasized
(1997b, 2005) internal validity of the instrument was supported by a structured interviews. As
an important note, during the developmental stage of instruments respondents provided their
identifications to achieve matching in order to ensure the validity of instruments. It was
reached to a conclusion that use of Learning Activities Survey and interview enables
researcher to gather information about perspective transformations and educational

experiences (King, 2009).
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Reliability of the Instrument

Test-retest format was not considered as an appropriate method for the purpose of the
study due to fact that this method requires having the instrument completed at different points
in time and this could lead to reaching responses about different perspective transformation
experiences (King, 2009). Thus, reliability question was chosen from a hermeneutical
perspective (Gall, Borg & Gall, 1996). This means, while reaching to the final evaluation,
several individual questions should be used. PT-Index was especially designed to serve
previously mentioned purpose: decision of adult learner’s achievement to perspective
transformation could be made by evaluating responses to several items in the instrument.
Reliability of the Learning Activities Survey was supported by the evaluation of separate
items and development of a composite PT-Index (King, 2009).

In qualitative part, reliability can be introduced in several ways, one of the most
popular ways is explained as usage of inter-coder agreements when multiple coders analyze
and then compare their code segments to establish the reliability of the data analysis process
(Creswell, 2007, p. 220). Within framework of this option, reliability is being calculated as

follows:

Number of coded events

Intercoder agreements reliability =
Number of agreed events + number of disagreed
events

In this research, 80% agreement on codes was reached.
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3.3 Procedure

Before the study began, varieties of procedures were completed. The researcher 1)
applied for permission from Sakarya il Milli Egitim Miidiirliigii (Appendix D) 2) distributed
information to early childhood education teachers to invite them to participate 3) contacted
volunteer teachers, provided detailed information regarding the training programme and
ensured that they complete the acquaintance form (Appendix E).

School principal of the training venue participated in the whole training as the
observer. With the observer’s inclusion the observer aimed to (a) receive her comments about
both instruments and (b) receive her feedback about the training and participants during the
training. At the end of the sixth day, researcher presented both instruments to the observer.
Researcher also made pilot interview with the observer to make sure all questions were
understandable. Both instruments were evaluated as appropriate for the aim of study by the
observer. Mainly, by training observer, it was suggested that (1) interview form could be
delivered to participants before the interview to let them think about items in advance (2) flow
of the training could be presented to participants to enable them to remember details of the
training. Both suggestions were taken into account by the researcher and the qualitative data
collection procedure was completed accordingly.

Implementation of the training took 7 days consisting of 21 sessions, 28 hours in total.
Implementation was realized during “In-service Training Period” defined by the Ministry of
National Education. The sessions generally took 90 minutes. The training consisted of group
discussions, games, role-playing, reading assignments, reflection writings, presentations and

applications.
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3.3.1 Overview of the Sessions

It was intended to apply this content to volunteer 25 in-service preschool teachers in a
school and classroom environment on June, 2010 in Sakarya. The content was considered as
“In-service Training” by Ministry of National Education. The approach of training applied in
this research can be classified as experiential learning. The mixture of doing and reflecting at
the same time are being described by the phrases like ‘learning by doing’, ‘action learning’
and ‘reflection in action’ (Cranton, 1994). Framework of Kolb’s model of experiential
learning was used in this research and this learning style was described as “unconventional
structure of the training” by participants.

The cycle begins with concrete example, continues with reflection and observation of
that experience, conduces to abstract conceptualization and arrives to application of insights in
a new context. Experiences designed in this training were selected to maximize the potential
discrepancy between learner’s values or views and the experience. As Cranton (1994) implies,
educators generally disregard reflection and abstract conceptualization processes. For the sake
of building transformative learning experience, researcher of this study gave special attention
to include these processes.

As mentioned in the literature research part of this study, Mezirow (1991) embedded
his theory of adult learning in Habermas’s (1984) theory of communicative competence. It’s
important to keep in mind that he did not systematically interpreted what Habermas or any
other theorists say about adult learning. Mezirow’s original model was structured by his
observations of women returning to college (Cranton, 1994). Since researcher of this study
composed in-service training content on Mezirow’s perspective transformation, it is useful to

mention about learning domains and types of reflection that were included in the training.
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According to Habermas (1984) there are three forms of knowledge. Instrumental
knowledge derives from an interest in controlling and manipulating the external environment
and it requires knowledge about causal relationships between events. Practical knowledge
included the interest in understanding each other and it leads to knowledge about social norms
and cultural values. Lastly, emancipatory knowledge is derived from the interest of
understanding ourselves, maintaining freedom and developing an autonomy related to self-
knowledge. Mezirow (1991) described three learning domains based on Habermas’s
categorization of knowledge. Explanations of these domains are presented in Table 3.4.
“Reflection is a key concept in transformative learning theory.” (Cranton, 1994, p.48)
Mezirow (1991) states that “reflection is the process of critically assessing the content,
process, or premise(s) of our efforts to interpret and give meaning to an experience.” (p.104).
So, Mezirow (1991) categorized three types of reflection. Types of reflections, their
explanations and types of questions that are critically assessing learners’ interpretations of

experience are presented in Table 3.4.
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Table 3.4 Knowledge, Learning Domains and Types of Reflection

Knowledge: (Habermas)

Instrumental
(casual
explanation)

Practical
(understanding)

Emancipation
(reflection)

Learning Domain:

Instrumental Communicative Emancipatory
"Emancipation
from libidinal,

"Learning to linguistic,
" understand what epistemic,
Involves others mean and to institutional or
determining

cause and effect
relationships and

make ourselves
understood as we

environmental
forces that limit

(Mezirow) . attempt to share ideas | our options and
learning thorugh X
; through speech, the | our rational
task-oriented . 4ol |
roblem solving” written word, plays, | control over our
? 73) mov,ng pictures, lives but have
P- television and art" been taken for
(p.75) granted or seen
as beyond human
control"” (p.87)
Reflection Instrumental Communicative Emancipatory
Content (examination of What is the
L causal What do others say | What are my
the content or description ; . L ;
relationship about this issue? assumptions?
of a problem)
between events?
How did |
Process (checking on the empirically How did I obtain How do | know
problem-solving strategies | validate the consensual validation | my assumptions
that are being used) causal on this issue? are valid?
relationship?
Premise (questioning the Why is this Why should | believe Wh_y should I.
knowledge revise/not revise

problem itself)

important to me?

in this conclusion?

my perspective?

Source: Cranton (1994, p.45, p.51), Habermas (1984), Mezirow (1991)

First Day

The main purpose of this day is to create an environment in which participants and the

trainer start knowing each other and being familiar with the content. First half of the session

began with the warm-up activity called “Eco-Bingo” (Appendix F). Then an activity called
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“nine-dots” was introduced to participants to urge them to think out of the box during the
training. After nine-dots activity, “data discussion” (Appendix G) activity was shared with
participants. Participants discussed current situation of the earth by going over the data
provided in groups consisting of 5 participants. They were also asked to decide whether the
current situation is sustainable or unsustainable. And they were asked to find similar examples
displayed in data discussion sheet from their own lives. Each group made a short presentation
to explain what was discussed in their groups. Then ecological footprint survey prepared by
World Wildlife Fund Turkey (Appendix H) was presented to participants in order to be filled
in. Trainer directed participants to choose a nickname to be used during the training.
Participants filled in the ecological footprint survey with their nicknames on them and handed
them to trainer in order let the trainer to calculate their footprints to be shared in the second
day of the training. The day was completed right after the completion of the “learning diaries”
(Appendix I) with nicknames on them. Trainer also directed participants to organize “training
café” without presence of the trainer in order to discuss their expectations and requirements
from the trainer. Table 3.5 summarizes activities with expected learning outcomes and

appendixes used in the first day of the training:
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Table 3.5 Summary of First Day

Related
Domain of
L . Learning
Activity Expected Learning Outcome and Type
of
Reflection
Eco-Bingo | Participants will familiarize with participants and educator -
Participants will realize that they need to think out of the box Emacipatory
) Learning -
— | Nine Dots .. . . . . . . ;
> Participants will review their usual point of views and assumptions Premise
8 Reflection
Participants will compare and contrast current state of our planet with | Instrumental
past and come up with a conclusion about it's sustainability by using Learning-
Data data given Content,
Discussion Iparicipants will decide whether our way of living is sustainable or | Frocess and
not by interpreting given data and their own experiences from real Premlge
life. Reflection
Ecological | Participants will be eager to know the role of their consumption i
Footprint | patterns on the planet

Second Day

Second day started with one of the energizer games. Participants received their filled
in and calculated ecological footprint surveys which were distributed and filled in previous
day. Trainer explained the logic and measurement technique of ecological footprint survey
and made some conclusions: each of us have impact on earth, if whole world lived (consumed
and produced waste) as this group lived then we had to have 2.5 planet earth, we had to have
1.5 more of our planet to carry on our systems. With this activity it was aimed to focus
attention of participants to their individual roles on the earth. Since participants agreed on the
idea that our way of living is unsustainable, next activity “reasons of unsustainability”
(Appendix J) was introduced to them. This activity was consisting of two steps. In the first

step, 9 reasons of unsustainability were given to participants and told them that they can use,
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remove, replace those reasons of our unsustainable system and put them in order according to
their priority. In the second step, relations among reasons were analyzed deeply by a game
consisting of “unsustainability reason stations” and one of the products of this activity was
bracelets made by participants with “unsustainability beads” (See Picture 3.2) . At the end of
the game participants receive trainer’s “unsustainability reasons cross table” (Appendix K).
The aims of these activities were (a) realization of reasons behind our unsustainable system
(b) analysis of relationship among unsustainability reasons (c) approaching to the issue from
holistic point of view by realizing that problem in one reason directly leads to problem in
another reason (d) thinking about intervention areas while expressing relationship network
among unsustainability reasons. Next activity is about advertisements and their effects on our
consumption patterns. All groups were given advertisements printed in popular magazines and
they were asked to analyze them according to relation between the product and the message
given in the advertisement. After the finishing of presentations, participants were asked about
relation between our values and advertisements. Aims of this activity are (a) deciding as if our
needs are real ones or assumptions (b) stating factors affecting our values and consumption
patterns (c) realizing direct effect of advertisements on our consumption patterns. Second day

was completed with learning diaries and training café.
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Photo 3.2 Unsustainability Reasons Bracelet

Following table (3.6) is a summary of conducted activities, their expected learning

outcomes and appendixes used during activities:
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Table 3.6 Summary of Second Day

Day 2

Activity

Expected Learning Outcome

Related
Domain of
Learning and
Type of
Reflection

Ecological
Footprint cont'

Participants will define ecological footprint and interprete
their effect on planet's unsustainability

Instrumental
Learning-
Content,
Process and
Premise
Reflection

Reasons of
Unsustainability

and

Unsustainability
Reason Stations

Participants will realize reasons of unsustainability and
analyze relation among those reasons.

Participants will realize that in our system a problem in one
component ends up with another problem in another
component.

Participants will notice intervention areas while discussing
relations network.

Instrumental
Learning-
Content,
Process and
Premise
Reflection

Communicative
Learning-
Content,
Process and
Premise
Reflection

Emancipatory
Learning-
Content
Reflection

Advertisements

Participants will decide as if our needs are real ones or they
are just assumptions

Participants will state factors affecting our values and
consumption patterns

Participants will realize direct effect of advertisements on
our consumption patterns.

Instrumental
Learning-
Content,
Process and
Premise
Reflection

Emancipatory
Learning-
Content,
Process and
Premise
Reflection
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Third Day

First and second days were designed to aware participants in terms of current situation
in earth with reasons and within the scope of relations. In the third day, it was aimed to
provide participants some inspiration regarding new patterns, assumptions, values and daily
practices. The day started with the “life of a chair” activity. Within this activity it was aimed
to (a) discuss production patterns of simple materials we use in our daily lives (b) realize that
our production patterns are unsustainable, both producers and consumers have responsibility
on this result (c) comparison of cradle-to-grave approach with cradle-to-cradle approach.
Participants were asked to draw a chair’s life in detail. Participants were supposed to start
from getting out the raw materials and they would finish the process by explaining what
happens to this chair when it turns to a waste. After the display of chair’s production process,
each group started to draw a “life of an apple tree”. Groups were supposed to mention details
of life within and around the apple tree. Comparison among “life of a chair” and “life of an
apple tree” were made by using brainstorming method and it was realized that (a) nature itself
is very unique knowledge resource for sustainable living (b) all production steps can be
designed according to cradle-to-cradle thinking. Cradle-to-cradle thinking presentation
prepared by James Hindson, presented in Green Pack Turkey Project Training of Trainers,
was shared by trainer with participants to discuss this issue in detail. Reading assignment
(Appendix L) regarding cradle-to-cradle thinking was also given to participants at the end of
the day. In order to sum up concepts, facts, assumptions, taken granted patterns, a video film
called “Story of Stuff” was shown to participants and together with the participants (a) cause

and effect relations among production processes, current system and our basic assumptions
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were found out (b) learning outcomes of the training in terms of cognitive and emotional

perspectives were listed. Second reading assignment “technology prisons” (Appendix M) was

distributed to participants at the end of the day. Table 3.7 displays all activities done during

the third day.

Table 3.7 Summary of Third Day

Day 3

Related Domain
of Learning and

Activity Expected Learning Outcome Type of
Reflection
Participants will discuss production patterns of
simple materials we use in our daily lives Instrumental
Learning-

Life of a chair

Participants will realize that our production patterns
are unsustainable, both producers and consumers
have responsibility on this result

Participants will compare cradle-to-grave approach
with cradle-to-cradle approach.

Content and
Process Reflection

Life of an apple
tree

Participants will realize that nature itself is very
unique knowledge resource for sustainable living

Participants will notice that all production steps can
be designed according to cradle-to-cradle thinking

All learning
domains and all
reflection types

Story of
Stuff/Video Film

Participants will find out cause and effect relations
among production processes, current system and our
basic assumptions

All learning
domains and all
reflection types

Emancipatory

Cradle-to-Cradle Participants will find out details of cradle-to-cradle Learning-
Thinking/Reading |,, . . . L S Content, Process
. thinking and its application to real life situations X

Assignment and Premise
Reflection
Instrumental
Learning-
Content, Process
and Premise
Technolo Reflection
- W Participants will find out realities behind production | Communicative
Prisons / Reading .
. processes Learning-
Assignment

Process and
Premise Reflection
Emancipatory
Learning-

All reflection types
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Fourth Day

Right after feedback exchange regarding reading assignments and energizer game,
fourth day started with an activity called “circles”. All groups were asked to draw two
illustrations presenting (a) current relationship among money, society and environment (b)
relationship among money, society and environment in ideal conditions. Within this activity it
was aimed to (a) emphasize interaction among society, economy and ecology (b) compare
current and preferential interaction among society, economy and ecology (c) realize that one
of those three components are being placed at the center of the system and this component has
been “the economy” so far. Trainer explained the historical development of “sustainable
development” and “sustainability” in time and she took participants’ attention to the Figures
1.1 and 1.2 presented in the first chapter of this study. Training continued with a simulation of
the current monetary system “trading game” (Appendix N). Main aims of this game are: (a)
create discussion environment to urge participants understand aims of production and
consumption, our current assumptions regarding the placement of the component “economy”
in our present system, (b) create opportunity to approach “sustainability” issue with broader
perspective. Activities of fourth day, their expected learning outcomes and appendixes used

are summarized in Table 3.8 as follows:
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Table 3.8 Summary of Fourth Day

Related
Domain of
L . Learning
Activity Expected Learning Outcome and Type
of
Reflection
Participants will notice interaction among society, economy
and ecology All
< Participants will realize that one of those three components is learning
> | Circles being placed at the center of the system and this component has | domains
) been “the economy” so far. and all
" - . - reflection
Participants will compare current and preferential interaction types
among society, economy and ecology
Participants will understand “real™ aims of production and Iea?nl:n
consumption, our current assumptions regarding the placement domain%
Trading Game of the component “economy” in our present system. and all
Participants will approach "sustainability" issue with broader reflection
perspective types

Fifth Day

First four days of the training was designed to build capacity of teachers in terms of
sustainability. Starting from the fifth day, aim of the training was transformed into capacity
development of teachers in terms of education for sustainability. First assignment of the day
was called “we are building sustainable schools”. Groups were directed to discuss how to
build a sustainable school in terms of (a) curriculum and instruction program (b) physical
conditions of the school and (c) school community consisting of teachers, school
administration, working staff, and parents. All of the groups presented creative ideas about
sustainable schools and this time they were asked to prepare rubrics (assessment tool) in order
to decide on criteria of building a sustainable school. With application of these two activities,
participants were able to discuss sustainable school models in terms of curriculum, physical

conditions and school society, in addition to this, they were able to produce concrete
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assessment tool while composing sustainable schools. During these activities, “rubric guide”
(Appendix O) and two different sustainable school rubrics (Appendix P and R) were shared
with participants. In order to sum up the whole five-day training completed so far, an activity

called “station” was applied. In this activity, participants were asked to express what was left

with them in forms of expression “letter, poem, newspaper article and advertisement” by

rotating the forms of expressions among them. At the end of the day, participants received

another reading assignment entitled “ecological intelligence” (Appendix S). Summary of fifth

day is presented in Table 3.9.

Table 3.9 Summary of Fifth Day

Related Domain of
Activity Expected Learning Outcome Learning and Type of
Reflection
Participants will discuss sustainable school
We are models in terms of curriculum, physical
building con_ditions and school society and will build Al learning domains and
sustainable | their own models all reflection types
schools Participants will produce concrete assessment
tool while composing sustainable schools
Instrumental Learning-
Content Reflection
Participants will sum up the whole five-day Communicative Learnina-
‘2 | Station training with what they've learned and how they C Aning
P feel ontent Reflection
a
Emancipatory Learning-
Content Reflection
Instrumental Learning-
Content, Process and
Premise Reflection
ECOIQQ'CaI Participants will find out the new concept Communicative Learning-
intelligence | ., S . " . .
/ Readin ecological intelligence" developed by David Process and _Premlse
9
Assignment Goleman Reflection
g9
Emancipatory Learning-
Content, Process and
Premise Reflection
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Sixth Day

First activity of the day was brainstorming about components of a sustainable lesson
plan. With the guidance of the trainer, participants discussed characteristics of a sustainable
lesson plan and they prepared a list of characteristics. In order to urge participants to make
their own descriptions of sustainability and make them realize that the term “sustainability”
can be and is being undertaken differently by each individual, institution, entity a game called
“who told that we cannot fly planes” was introduced to participants. Each participant wrote
her/his description of sustainability on a colored paper provided, then folded the paper to
make a paper plane, with the sign of the trainer all planes were thrown to air, each participant
caught a paper plane, unfolded it, read the description and wrote her/his comments on the
plane, folded it and threw it to the air. This procedure applied a few times to make sure as
much as descriptions and feedbacks to descriptions were exchanged. Next activity was called
“sustainability eyeglasses”. Paper eyeglasses and pre-school learning outcomes were
distributed to groups. Teachers were guided to wear sustainability eyeglasses and they were
told these eyeglasses help them to see sustainability side of any subject. Learning outcomes
were divided among groups and groups were asked to fill in the lists regarding the existence
of sustainability perspective on the specific learning outcome. Expected outcomes of these
activities were (a) relating sustainability with pre-school learning outcomes prepared by
Ministry of National Education (b) evaluating learning activities from sustainability
perspective (c) informing participants on the academic research done on the subject matter.
Participants received the academic study done by Giilay and Ekinci (2010) entitled “Analysis
of Ministry of National Education’s Program In Terms of Environmental Education”. At the

latest session of this day, teachers were grouped according to their working places. Since on
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the last day of the training teachers would conduct a micro lesson plan with all of the
participants, they were given time and material (Green Pack) for preparations. Details of sixth
day are presented in Table 3.10.

Table 3.10 Summary of Sixth Day

Related
Domain of
Activity Expected Learning Outcome Learning and

Type of
Reflection

Characteristics of - . . All learning
. Participants will decide on components and .
a Sustainable domains and all

characteristics of a sustainable lesson plan

Lesson Plan reflection types
Participants will make their own descriptions of
Who Told That | sustainability All learning
2 | We Cannot Fly | Participants will realize that the term “sustainability” can | domains and all
S | Planes? be and is being undertaken differently by each reflection types

individual/institution
Participants will relate sustainability with pre-school
learning outcomes prepared by Ministry of National

Education
Sustainabilit Participants will evaluate learning activities from All learning
ustainaoiiity sustainability perspective domains and all

Eyegl - ; Ve i i i i
yeglasses Participants will receive information about the academic | reflection types

research entitled “Analysis of Ministry of National
Education’s Program In Terms of Environmental
Education”

Seventh Day

Last day of the training started with micro lesson plan applications. 4 groups
conducted lesson plans and exchanged feedbacks regarding applied sustainable lesson plans.
In order to start discussing about sustainable projects, following activities were conducted:
“traffic lights” and “assumption examination”. Firstly, groups discussed about possible
sustainable pre-school projects by using significance-possibility sheet (Appendix T). Points of
the projects were calculated and names of the projects were transferred to traffic lights sheet

(Appendix U) starting from the highest score to the lowest one. Groups decided on the
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projects which were very likely to be started soon and traffic light next to this project was

colored in green. Projects that were seen as possible projects that need time and preparation

were colored in yellow. Projects that were considered as not important and not possible were

colored in red. In the assumption examination activity, each group chose one project that was

categorized with green light and worked on that project by filling in the assumption

examination form (Appendix V). Basic intent behind this activity was to perceive difficulties

in realizing projects, to propose solutions to difficulties and to propose ways to increase

sustainability component of a project. Summary of last day can be found in Table 3.11.

Table 3.11 Summary of Seventh Day

Day 7

Activity Expected Learning Outcome Appendix
Participants will reflect and apply what they've learnt by Al Ie_arnlng
. . - . - domains and
Micro-Teaching | conducting a lesson harmonized with the concept of -
M all reflection
sustainability
types
Participants will discuss possible pre-school sustainability | Instrumental
projects in terms of their possibilities and their Learning-
significances Content,
Process and
Premise
Reflection
Traffic Lights —
. . . . . . Communicati
Participants will decide on projects which very likely to be Learni
started ve Learning-
Content,
Process and
Premise
Reflection
Participants will perceive difficulties in realizing projects All learning
Assumption — - - — domains and
Examination Participant will propose solutions to difficulties all reflection
Participants will propose ways to increase sustainability types

component of a project

In the last session of the training, participants were received volunteer participation

form (Appendix W); volunteer teachers who were willing to fill in LAS and participate in
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interview completed the form and returned it to the trainer. 24 teachers filled in the LAS
forms and 6 teachers were involved in interviews. At the end of the training, training venue

was full of group discussion products displayed in walls of the training venue as displayed in

Picture 3.3.

Photo 3.3 Training venue at the end of the training program

Researcher of this study made intense research to compose the training program by
using different activities from different sources in addition to new activities designed by the

researcher herself. Table 3.12 illustrates names of the activities with their sources:
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Table 3.12 Activities of “Education as the Key to Sustainable Future” Training and their

sources

Activity

Source

Nine-dots activity

Green Pack Turkey, 2007

Data analysis

Green Pack Turkey, 2007

Ecological footprint survey WWEF, 2010
Unsustainability reasons Green Pack Turkey, 2007
Journey to unsustainability reasons Researcher

Analysis of advertisements

Green Pack Turkey, 2007

Life of a chair

Green Pack Turkey, 2007

Life of an apple tree

Green Pack Turkey, 2007

Cradle-to-cradle thinking presentation

Green Pack Turkey, 2007

Story of stuff

Stirdiiriilebilir Yagam Kolektifi, 2008

Circles

Green Pack Turkey, 2007

Trade Game

Christian Aid, 2010

We are building sustainable schools

Green Pack Turkey, 2007

Rubric for sustainable schools Researcher
Who told we cannot fly planes? Researcher
Sustainable lesson plan criteria Researcher
Sustainability eyeglasses Researcher

Significance-possibility sheet

University of Tennessee

Traffic lights

University of Tennessee

Assumption examination

University of Tennessee

Learning diary

Researcher

Reading assignment-technology prisons

Hiirriyet, 2010

Reading assignment-cradle to cradle-fantasy or

real?

Kocasinan, 2010

Reading assignment-ecological intelligence

Radikal, 2010
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CHAPTER 4

RESULTS

This chapter presents results of the quantitative and qualitative data that explored the
nature of perspective transformation experiences and educational contributors to those
experiences. Two questions guided the study: (1) what proportion of the sampled population
of ECE teachers experienced a perspective transformation in terms of sustainability within the
context of the training provided? (2) what could be the factors that facilitate perspective
transformation among ECE teachers? The results are presented in two main sections in line
with research questions. In both sections, results are displayed as following: representation of
results from quantitative data followed by results from qualitative data supported by

quotations from interviews. The analyses were conducted by using SPSS 15.0 and Nvivo 8.0.

Since the structure of this study was constructed as sequential explanatory design, it
was characterized as collection and analysis of quantitative data followed by collection and
analysis of quantitative data (Creswell, Plano Clark, Gutmann & Hanson 2003). The sequence
of analysis was conducted as follows: quantitative, then qualitative, so that quantitative results
were more explained via the final qualitative analysis. These two methods were integrated
during interpretation of data, while priority is given to quantitative data. Steps of sequential

explanatory design were displayed in Figure 4.1.
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QUAN - qual

QUAN QUAN qual qual Interpretation of
Data —» Data—» Data —p Dald  __ Entire Analysis
Collection Analysis  Collection Analysis

Figure 4.1 Sequential Explanatory Design (Creswell, Plano Clark, Gutmann & Hanson 2003,
p. 225)

During the initial analysis of the data a PT-Index? was assigned to each completed
questionnaire and the final analysis of qualitative data covered frequencies, proportions,
coding of free responses and interviews.

Before conduction of interviews, researcher quickly went over the quantitative data in
order to have an idea about themes. Follow-up interviews were conducted individually with 6
volunteer participants. Within interviews, participants explained their responses to Learning
Activities Survey (LAS) in more depth. They also provided the opportunity to test the
collected information from LAS. Before implementing interview form with volunteer
participants, the researcher made a pilot interview with the training observer as mentioned
previously in order to gather comments regarding the instruments and application procedure.
Analysis of quantitative data was done with disconnected variables analysis method without
missing data by using SPSS 15.0. Totally, qualitative data was consisting of 24 participants’
answers.

Analysis of qualitative data was done with content analysis method in the framework
of Mezirow’s perspective transformation stages. Those ten stages illustrate full cycle of

perspective transformation (King, 2009). Interviews were coded by two researchers:

2 Explanation of PT-Index can be found in the next parts of this chapter.
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researcher of this study and a research assistant working in the field of science education.

They both coded the data by using Nvivo 8.0 in terms of the list provided in Table 4.1.

Themes came from reviewing the literature. According to Bulmer (1979) themes come from

already-agreed-upon professional definitions, from researchers’ values, theoretical orientation,

and personal experience with the subject matter.

Table 4.1 Identified Themes

Stage 1-disorienting dilemma Stage 2- self examination

Being pessimistic Realization of the Self

Discomfort about the actions Self-evaluation

Concern Not being in agreement with beliefs or role

expectations-Thinking in a different way

Stage 3 — critical assessment of internalized | Stage 4 — relating discontent with others

role assumptions Discussion discontent with others
Self-reflection Effect of the environment
Feeling uncomfortable about values, habits Not feeling lonely

and ways of acting Request for further contact
Critical approach

Comparison

Stage 5 — exploring options for new ways of | Stage 6 — planning course of action

acting Planning
Realization of new ways of relations and Designing projects
actions

Using opportunities
Seeing the future in a optimistic way
Pushing the limits

Stage 7 — acquisition of knowledge and Stage 8 — provisional trying of new roles
skills Effort to try out new roles and ways of acting
Gathering information
Research making

Stage 9 - building of competence and self- | Stage 10 — reintegrating/restored equilibrium
confidence in new roles and relationships Adaptation to new way of acting which is
Enlarging effect of new perspective Harmonized with sustainability

Building competency and confidence Making sustainability a lifestyle

New habit formation
Encouragement-empowerment-self concept
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Open coding phase of ground theory was used as procedure for analysis. Open coding

consists of "breaking down, examining, comparing, conceptualizing, and categorizing data”

(Strauss & Corbin, 1990, p. 61). The examination of data is done by sentence or paragraph, or

by a holistic analysis of an entire document. During open coding process grounded theory

researchers “must include the perspectives and voices of the people

”»

whom they study

(Strauss & Corbin, 1994, p. 274). While coding the qualitative data, Creswell’s (2007)

suggestions were taken into account and the procedure completed as follows:

Both researchers sought agreement on code names and the way they code the data. To
achieve this goal, two interviews were listened to and both interviews were coded
independently.

After coding two interviews, researchers met to examine their codes. Some “parent”
and “children” codes were revised. Re-examination of the categories identified to
determine how they are linked. (This was called as "axial coding™ by Strauss and
Corbin in 1994.)

Each interviews coded independently.

All codes were compared and then calculated percentage of agreement among both
researchers (intercoder agreement).

It was sought to establish an 80% agreement on codes since Miles and Huberman
(1994) recommended an 80% agreement. Whole process repeated until the target was
achieved.

Finally, the researcher translated the conceptual model into the story line that will be

read by others.
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Results of the study were analyzed in terms of research questions provided previously
in the first chapter of the study. Two methods (quantitative and qualitative) were integrated

while making effort to answer both research questions.

4.1 Perspective Transformation Experience of ECE Teachers
In this part of the study, answers to first research question are sought: What
proportion of the sampled population of ECE teachers experienced a perspective

transformation in terms of sustainability within the context of the training provided?

Stages of Perspective Transformation

Item 1 of the instrument was designed according to the Mezirow’s original ten stages
of perspective transformation (King, 2009). All ten stages could be selected individually from
a checklist. Participants were directed to select all those they have experienced during their
adult learning experience. Those stages were paraphrased, for example, Mezirow’s first stage
“disorienting dilemma” was converted to a statement as “I had an experience that caused me
to question the way I normally act.” Checklist in item 1 easily reveals learner’s identification
with Mezirow’s stages. For example if learner both marks 1a “I had an experience that caused
me to question the way [ normally act” and 1c “As I questioned my ideas, I realized I no
longer agreed with my previous beliefs or role expectations”, it can be concluded that learners
reached the stage of a “disorienting dilemma” in Mezirow’s perspective transformation
schema. Proportion of the sampled population of ECE teachers’ perspective transformation
experience related with Mezirow’s perspective transformation stages within the context of the

training presented in Table 4.2.
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Table 4.2 Percentage’s of Mezirow’s Perspective Transformation Stages-LAS

Mezirow's Perspective Transformation Stages Vﬁg;ile Label | Frequency %
No 0 0%
la
L . Yes 24 100%
Stage 1 -Disorienting Dilemma
1 No 4 17%
Yes 20 83%
No 10 42%
1c
L Yes 14 58%
Stage 2- Self-examination
1 No 17 71%
Yes 7 29%
Stage 3-A critical assessment of epistemic, socio- 1 No 2 8%
cultural or psychic assumptions g Yes 22 92%
Stage 4-Recognition of one's discontent and the le No S 21%
process of transformation are shared Yes 19 79%
Stage 5-Exploration of new roles, relationships 1% No 12 50%
and actions Yes 12 50%
. . . No 8 33%
Stage 6-Planning a course of action i
Yes 16 67%
Stage 7-Acquisition of knowledge and skills for 1j No 7 29%
implementing one's plans Yes 17 71%
- . No 0 0%
Stage 8-Provisional trying of new roles 1h
Yes 24 100%
Stage 9-Building of competence and self- 1K No 11 46%
confidence in new roles and relationships Yes 13 54%
Stage 10-Reintegration of a new perspective into 1 No 6 25%
one's life Yes 18 75%
. . . . No 24 100%
Diagnosis and interpretation 1m
Yes 0 0%

N=24
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Results of item 1 revealed that respondent’s involvement patterns in stages occurred
at varying degrees. Most occurred stages recorded as “l had an experience that caused me to
question the way I normally act” (100%), “I am planning to try out new roles so that | would
become more confident in them” (100%), “After the training I felt uncomfortable with
traditional role expectations (values, habits and behavior patterns)” (92%) and “I realized that
other participants also questioned their beliefs” (79%). Researcher also examined each
respondent’s journey through stages and concluded that 19 out of 24 respondents have unique
transformative journey. Three of participants and 2 other participants had similar experiences
in terms of Mezirow’s perspective transformation stages. Least selected item was 1d “As I
questioned my ideas, I realized I still agreed with my beliefs or role expectations” (29%). In
following pages details of all stages with results from quantitative and qualitative analyses are
presented.

Stage 1 — Disorienting Dilemma:

Results of 1a and 1b revealed that all stated that “I had an experience that caused me
to question the way I normally act” and 20 of the participants (83%) agreed that “I had an
experience that caused me to question my ideas about social roles.”

Findings of interview coding revealed that during interviews 4 participants referred to
concepts and themes related to stage 1 totally 21 times, distribution of references were

summarized in the following Table 4.3:

Table 4.3

Stage 1-Disorientring dilemma-Interviews Sources | References
Concern 4 7
Discomfort about the actions 4 6
Being pessimistic 4 8
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“Why did | decide to have a child? What can leave to her in coming 50 years?
Beginning of the learning experience was very discomforting. | am concerned, very

concerned in terms of future.”

While doing life of an apple tree activity I asked myself ‘why didn’t we observe nature’
‘how could we so blind’. I realized that the natural balance was very well-designed. Our
real intention should be maintaining this balance. Even though | was raised in village,

near to nature, not being aware of these facts | mentioned hurt me a lot.

I think it is important to view this issue as ‘better lose the saddle than the horse’. This
view is a kind of comfort zone for me. | need to have this view due to fact that | was
crushed by many facts. Why did not I think about them previously, why did not | listen
to my husband and closed my eyes to the environment? | realized that | have been

dealing only with my own simple problems.

As explained above, transformative learning starts with fears and concerns. Leaners
live different dilemmas when they realize that their assumptions, values, beliefs and actions

are not based on valid truths.

Stage 2 — Self-examination:

This stage includes self-examination. Results of Item 1c revealed that more than half
of the participants stated that they no longer agreed with their previous beliefs or role
expectations as they questioned their ideas. Or instead, as revealed in Item 1d, as they
questioned their ideas, 7 of the participants (29%) realized they still agreed with their beliefs
or role expectations.

According to interview findings, all respondents mentioned thoughts, beliefs and

transformation experiences related with stage 46 times as displayed in Table 4.4:
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Table 4.4

Stage 2-Self examination-Interviews Sources | References
Not being in agreement with beliefs or role expectations-Thinking in a

different way 6 14
Realization of the Self 6 19
Self-evaluation 6 13

While we were calculating our ecological footprints important facts came to a true
picture. | realized that | was also a part of it (unsustainability). | just stopped and looked
at myself. Why haven’t I see this fact, why didn’t I realized them, | evaluated myself,

this moment was my revival.

Some of participants of transformative journey realized that they are no longer
in agreement with their formative assumptions and they start questioning themselves

and this somehow helped some of the learners to realize their own perspectives.

Stage 3 — A critical assessment of epistemic, socio-cultural or psychic assumptions:

A majority of the participants (92%) reached the stage of critical assessment of
epistemic, socio-cultural or psychic assumptions by stating “after the training, T felt
uncomfortable with traditional role expectations (values, habits, behavior patterns)”.

Interview findings revealed that mostly “self-reflection” and “comparison” were
mentioned as part of critical assessment of internalized role assumptions. Critical approach (9
times by 4 respondents) and feeling uncomfortable about values, habits and ways of acting (10

times by 3 respondents) were also evaluated as evidences of stage 3 as shown in Table 4.5.
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Table 4.5

Stage 3-Critical assessment of internalized role assumptions-

Interviews Sources | References
Feeling uncomfortable about values, habits and ways of acting 3 10
Critical approach 4 9
Self-reflection 5 12
Comparison 5 10

“If I did not participate in this training, | would live my life as it was. By participating in

this training I started thinking about my actions, I started questioning myself. ...I

realized that | should change myself and | began to change myself accordingly.”

“This study provided realization of my own deficiencies.”

Journey of transformation directs their learners to critically assess internalized role

assumptions and this is generally done through self-reflection.

Stage 4 — Recognition of one’s discontent and the process of transformation are shared:

Results revealed that 19 out of 24 participants (79%) realized that other participants

also questioned their beliefs. And this statement was correlated to stage of “recognition of

one’s discontent and the process of transformation are shared”.

Findings regarding the occurrence of stage 4 revealed that all respondents mentioned

about discussion discontent with others over and over, 3 respondents included “not feeling

lonely” in their expression 5 times, 3 respondents mentioned about effect of the environment

and request for further contact 3 times each. See Table 4.6:
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Table 4.6

Stage 4 -Relating discontent with others-Interviews Sources | References
Discussion discontent with others 6 20
Request for further contact 3 3
Effect of the environment 3 3
Not feeling lonely 3 5

“I have started learning things from other participants I haven’t known so far. This fact
awakened the will of further research. I did not actually feel sufficient with thoughts of
other participants. | inquired; | started changing right after if their thoughts reflect
facts.”

“I had the opportunity to hear things from other participants I haven’t thought so far.”

Discussing with others are main supporters of transformative learning experiences.
Most of the participants stated that they no longer feel alone while they were trying to cope

with their disorienting dilemmas.

Stage 5 — Exploration of new roles, relationships and actions:

Half of the participants thought that before participating the training, they were
thinking that they should be acting in a different way because of their usual beliefs and roles.
This result revealed that half of the participants reached the stage of exploration of new roles
and relationships and actions.

Respondents referred to themes of exploration of new roles, relationships and actions
32 times. Distribution of themes were noted as follows: realization of new ways of relations

and actions (16 times by 6 respondents), seeing the future in an optimistic way (11 times by 6
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respondents), pushing the limits (4 times by 4 respondents) and using opportunities (1 time by

1 respondent). Results of stage 5 are displayed in Table 4.7.

Table 4.7

Stage 5 - Exploring options for new ways of acting-Interviews Sources | References
Using opportunities 1 1
Seeing the future in an optimistic way 6 11
Pushing the limits 4 4
Realization of new ways of relations and actions 6 16

Firstly | was terrified and | was very pessimistic. We cannot sustain like this. How can

my child survive?... Later, with perception | gained through this training and research |

made simultaneously, | realized that there are some options, possibilities. | thought that

we can move on in more optimistic and hopeful way. | have positive feelings at the end

of the training.

Learners of transformative experiences are in need of exploring options for new ways

of acting. They started the process with fears, concerns; they continue the process in an

optimistic way if they can explore new ways of relations and actions.

Stage 6 — Planning a course of action:

Results revealed that 16 of participants (67%) checked the item “I am planning to try

to figure out a way to adapt these new ways of acting.”

Findings of qualitative data in terms of stage 6 (see Table 4.8) revealed that 5

respondents mentioned about their plans 11 times. 2 respondents mentioned 3 times about

their designs related sustainability projects.

Table 4.8

Stage 6-Planning course of action-Interviews Sources | References
Planning 5 11
Designing projects 2 3
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“In the first instance I am planning to meet with parents and I will share what I’ve

learned with my students.”

During interviews respondents explained their plans related with their newly
defined assumptions over and over. They also mentioned that they are very excited

and they are eager to realize their projects as soon as possible.

Stage 7 — Acquisition of knowledge and skills for implementing one’s plans:

This stage requires acquisition of knowledge and skills for implementing one’s plans.
Results revealed that 17 of participants (71%) had an intention to gather the information they
needed to adopt these new ways of acting in line with the requirement of this stage.

Findings of qualitative data in terms of stage revealed that during interviews 4
respondents remarked gathering information 5 times and 3 respondents mentioned about

making research 3 times as displayed in Table 4.9.

Table 4.9

Stage 7-Acqusition of knowledge and skills-Interviews Sources | References
Gathering information 4 5
Making research 3 3

“l want to start researching. I am planning to become a member of organizations
working in this field (sustainability) on behalf of myself and my husband. | am planning

to act with a group rather than by myself.”

Research is another main component of perspective transformation. Participants

wanted to know more about their invalid assumptions and they also wanted to replace them
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with valid ones. More research and information helped them to validate their newly defined

assumptions.

Stage 8 — Provisional trying of new roles:

This stage displays provisional trying of new roles. 24 of the participants (100%)

were checked the item “I’m planning to try out new roles so that I would become more

comfortable or confident in them”.

According to findings of interviews, all respondents mentioned about effort to try out

new roles and ways of acting 14 times.

Table 4.10
Stage 8-Provisional trying of new roles-Interviews Sources | References
Effort to try out new roles and ways of acting 6 14

We started evaluating ourselves. At the end of the day, | share everything | gained from

this training with my husband. He also provides his comments. And we have some

projects. We’ll make an effort together. I used to do my best regarding recycling, but

still 1 used to chuck out food leftovers. I wasn’t able to think about alternative ways.

With my husband, we’ll do the following: we’ll put a bucket of soil in our balcony.

We’ll throw our organic waste into this bucket of soil and we’ll use this soil as organic

compost, fertilizer for our trees in our garden. We have already started working in this

area.

Even though most participants had their unique way of perspective transformation

journey through different stages, all participants met in this stage fully. They all started to try

out new roles and ways of acting. It can be concluded that participants were in need of acting

differently at varying degrees.
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Stage 9 — Building competence and self-confidence in new roles and relationships:

Thirteen of the participants (54%) stated that “I began to think about the reaction and

feedback from my new behavior”.

Interview findings revealed that themes regarding stage 9 mentioned 35 times as total.

As shown in Table 4.11, enlarging effect of new perspective was stated by 5 respondents 15

times, encouragement-empowerment-self concept were cited by 5 respondents 11 times,

building competency and confidence was stated by 3 respondents 5 times and new habit

formation was mentioned by 3 respondents 4 times.

Table 4.11

Stage 9-Building of competence and self-confidence in new roles

and relationships-Interviews Sources | References
New habit formation 3 4
Encouragement-empowerment-self concept 5 11
Enlarging effect of new perspective 5 15
Building competency and confidence 3 5

“l am very excited. | feel that | am productive again. I know that | can take many steps

for humanity; this fact excites me a lot. I am thrilled while | am talking.”

“I read those (reading assignments) to my husband, to my house owner who lives in my

building. | was so influenced that | thought we have to disseminate the content to

everyone.”

During training it was kept in mind that one of the main objectives of the training was

to empower participants. Findings of quantitative data revealed that at the end of the training

most of the participants found more power in themselves to review their assumptions, were

more couragaeus to take actions.
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Stage 10 — Reintegration of a new perspective into one’s life:

This stage involves reintegration of a new perspective into one’s life. Accordingly,

the item “I took action and I am fully adapted to these new ways of acting compatible with

sustainability” was checked by 18 of the participants (75%).

As displayed in Table 4.12, findings of qualitative measurement revealed that

researcher of this study did not find any reference to stage 10 due to fact that all respondents

mentioned about their plans rather than real actions fully harmonized with sustainability. 7

half day training could not be sufficient to urge participants to reintegrate restored equilibrium

into full adaption to sustainability.

Table 4.12

Stage 10-Reintegrating-restored equilibrium-Interviews Sources | References
Adaptation to new way of acting which is harmonized with

sustainability 0 0
Reintegration of oneself with sustainability life style 0 0

“| started using less energy and less water. In home, | replaced bulbs with energy saving
bulbs. I started noticing the product itself rather than the price while shopping. I don’t

buy too much food, | buy food as much as I need. I don’t let food decay.”

| started seeing things around me more consciously. There were some issues that | was
reluctant to take actions due to fact that | did not consider them as important issues.
Now they are crystallized. 1 will pass these issues to a higher position, I continue doing
some research. | am trying to look everything from sustainability perspective. | am

planning to make sustainability core principle of my own life.

I don’t want to touch the products I have in my home. Right after the training | started
doing some research in my home. | realized that | have an environmental education
book, I’ve recently noticed that. I viewed the web addresses you (the trainer) have
provided. Now, I don’t use dishwasher unless loading it fully. | started reading labels of

products. | actually started reading more thoroughly. I used to buy things because they
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were cheap rather than I needed them. I won’t do that anymore and I won’t let that to be
done as well.

None of the participants were checked the Item m which was placed for diagnostic
and interpretation purposes. As conclusion, while identifying perspective transformation, it
was reached that transformative learning varies among individuals (Cranton, 1994).
Consistent with the literature on the subject matter, it was not aimed to reach a linear or
hierarchical sequence. As Cranton (1994, p. 69) impresses, “all learners do not go through the
same stages at the same time”. Still, in the framework of this study, overall results in terms of
stages are presented as follows:

- Transformative learning started by fear and concern, triggered by critical thinking,
especially through self examination and critical assessment of internalized role
assumptions.

- Relating discontent with others helped learners to continue their journey to
transformation.

- When it comes to exploration phase, participants were able to see new ways of
relations and actions; they become more optimistic about the future. And this situation
directed some of the participants to make plans and to design some projects
compatible with sustainability.

- It can be concluded that the training experience urged some participants to learn
more. Seventy one percent of the participants wanted to gather the information they
needed to adapt their new ways of acting to sustainable way of living. Interestingly,
all participants have plans on putting effort to try out new roles and ways of acting.

This theme was mentioned by all participants during interviews totally14 times.
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Only half (54%) of the participants focused on building of competence and self-
confidence in new roles and relationships. When it came to interview results, 5
participants mentioned repeatedly about their effort to enlarge effect of new
perspective.

Even though three fourth of the participants agreed on the statement “I took action
and I am fully adapted to these new ways of acting compatible with sustainability”
results of qualitative measurement revealed that participant’s actions are not full
examples of “reintegration of a new perspective into one’s life”. Results of item 1

quantitative data is presented in Table 4.13:
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Table 4.13 Summary of Quantitative Data-Mezirow’s Perspective Transformation Stages

Mezirow's Perspective

[0)
Transformation Stages Item Frequency &
I had a training experience that caused me to 24 100%
question the way | normally act.
Stage 1 -Disorienting Dilemma | | had an experience that caused me to question my
ideas about social roles. (Example of social roles
. 20 83%
includes how a teacher, a mother, a father or a
child should act.)
As | questioned my ideas, | realized I no longer
agreed with my previous beliefs or role 14 58%
Stage 2- Self-examination expectations.
As | questioned my ideas, | realized I still agreed
. 2 - 7 29%
with my beliefs or role expectations.
Stage 3-A critical assessment of After the training, | felt uncomfortable with
epistemic, socio-cultural or traditional role expectations (values, habits, 22 92%
psychic assumptions behavior patterns).
Stage 4-Recognition of one's . - .
discontent and the process of | realized that other participants also questioned 19 79%
: their beliefs.
transformation are shared
. Before participating the training, | was thinking
Stage 5'E.Xp'°!a“°” of new that | should be acting in a different way because 12 50%
roles, relationships and actions :
of my usual beliefs and roles.
Stage 6-Planning a course of I am planning to try to figure out a way to adopt
- . 16 67%
action these new ways of acting.
Stage 7-Acquisition of . . . .
onecge sz | S 0 g e o ||y
implementing one's plans P 4 g
Stage 8-Provisional trying of I am planning to try out new roles so that | would
: - 24 100%
new roles become more comfortable or confident in them.
Stage 9-BU|IQ|ng of competence | began to think about the reaction and feedback
and self-confidence in new roles . 13 54%
. - from my new behavior.
and relationships
Stage 10-Reintegration of a new | | took action and | am fully adapted to these new
L g . . - e 18 75%
perspective into one's life ways of acting compatible with sustainability.
Diagnosis and interpretation I do not identify with any of the statements above. 0 0%

N=24
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During interviews, most repeated themes were “discussion content with others” (20

times), “realization of the self” (19 times), “realization of new ways of relations and

actions” (16 times), “enlarging the effect of new perspective” (15 times) and “effort to

try out new roles and new ways of acting”. Please see Table 4.14 for summary of

qualitative data.

Table 4.14 Summary of Qualitative Data-Mezirow’s Perspective Transformation Stages

Stage 1-Disorientring dilemma Sources | References
Concern 4 7
Discomfort about the actions 4 6
Being pessimistic 4 8
Stage 2-Self examination Sources | References
Not being in agreement with beliefs or role expectations-Thinking

in a different way 6 14
Realization of the Self 6 19
Self-evaluation 6 13
Stage 3-Critical assessment of internalized role assumptions Sources | References
Feeling uncomfortable about values, habits and ways of acting 3 10
Critical approach 4 9
Self-inquiry 5 12
Comparison 5 10
Stage 4 -Relating discontent with others Sources | References
Discussion discontent with others 6 20
Request for further contact 3 3
Effect of the environment 3 3

Not feeling lonely 3 5
Stage 5 - Exploring options for new ways of acting Sources | References
Using opportunities 1 1
Seeing the future in a optimistic way 6 11
Pushing the limits 4 4
Realization of new ways of relations and actions 6 16
Stage 6-Planning course of action Sources | References
Planning 5 11
Designing projects 2 3
Stage 7-Acqusition of knowledge and skills Sources | References
Gathering information 4 5
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Making research 3 3
Stage 8-Provisional trying of new roles Sources | References
Effort to try out new roles and ways of acting 6 14

Stage 9-Building of competence and self-confidence in new

roles and relationships Sources | References
New habit formation 3 4
Encouragement-empowerment-self concept 5 11
Enlarging the effect of new perspective 5 15
Building competency and confidence 3 5
Stage 10-Reintegrating-restored equilibrium Sources | References

Adaptation to new way of acting which is harmonized with
sustainability

Reintegration of oneself with sustainability life style

Experience of Perspective Transformation

While designing Item 2, King (2009) decided to focus on mainly 3 functions: (1)
improving the validity of the tool by summarizing and rephrasing Item 1; (2) assisting the
respondent in completing the tool; and (3) focusing the items on one experience of perspective
transformation. The question directs the participant to last two sections of the assessment tool
if he/she did not experience perspective transformation. As presented in Table 4.15, all of the
respondents (100%) agreed on that they have experienced a time when they realized that their
values, beliefs, opinions and expectations had changed due to their participation in the
training.

Table 4.15 Experience of Perspective Transformation-LAS

Item 2: Since you have been participating in this in-service training, do
you believe you have experienced a time when you realized that your
values, beliefs, opinions or expectations had changed?

Label Yes No
Percentage 100% 0%
N=24
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PT-Index: Item 3 and 5 were designed to gather free-responses. Those free-responses (item 3
and 5), items 1 and 2 are used by researcher to determine a score on a scale of one to three.
This scale is called as “PT-Index” and it indicates whether learners had a perspective
transformation. PT-Index=3 means learner had a perspective transformation related with the
training. PT-Index=2 means learner had a perspective transformation which is not associated
with the training and PT-Index=1 means learner did not have any perspective transformation

experience (King, 2009).

Basic Description of Perspective Transformation Experience

Item 3 was designed to gather basic description of perspective transformation
experience. Twenty three of the respondents (96%) provided free-responses related with the
perspective transformation experience during training, only one respondent’ answer was not

evaluated as explanation of perspective transformation experience related with the training.

Indication of Adult Learner’s Understanding of the Experience

Item 5° provides clear indication of the adult learner’s understanding of the
experience. As it was designed, researcher gathers this information by using items 1, 2, 3 and
5 together. Item 5 asks, “Thinking back to when you realized that your views or perspective
had changed, what did your being in this in-service training have to do with the experience of
change?” Researcher uses information from this item to determine a score for each respondent
on a scale of one to three. Score 1 was assigned to unanswered item, score 2 was assigned to

irrelevant answers, score 3 was assigned to relevant answers. All of the respondents (100%)

% Since item 4 is related with the second research question, results of this item are presented in the
following sections.
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provided answers at varying degrees relevant perspective transformation experiences and they

were scored with 3.

Based on items 1, 2, 3 and 5 in addition to qualitative data analysis, it can be
concluded that the training entitled “Education is the Key for Sustainable Future” caused all
members of sampled population of ECE teachers to a perspective transformation in terms of
sustainability in different levels. It can be implied that this result has vital importance on

reaching to a more sustainable society.

4.2 Facilitators of Perspective Transformation

In this part of the study, answers to second research question are sought: What could
be the factors that facilitate perspective transformation among ECE teachers? In the second
section of the instrument, individual learning activities and life changes as facilitators of
perspective transformation were examined. Checklist of a support opportunities, classroom
assignments and events of life changes such as marriage, divorce, loss of a job were provided.

Respondents selected any of these items that contributed to their perspective transformation.

Facilitators of Perspective Transformation — Classroom Assignments

As King (2009) suggested, results of Item 4 was assessed in two major categories:
classroom assignments and support. Classroom assignments were also categorized for the
purposes of analyzing and interpreting the data as follows:

Category 1. Critical thinking activities: reading assignments, group projects, training activities
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Category 2. Discussions: verbally discussing deep concerns about environment and future,
introduction of deep and concentrated thoughts by participants and trainer
Category 3. Participant self-assessments: personal reflection writings, learning diaries,
assessment and evaluation assignments, self-evaluation during training
Category 4. Miscellaneous learning activities: unconventional structure of the training and
“other class assignments”

It is important to remind here that those four categories are not entirely mutually
exclusive. List of class assignments were divided to simplify the examination. Still, for further
understanding, results of each assignment were displayed in Table 4.16.

Table 4.16 Categorized Classroom Assignments - LAS

Category Classroom Assignment Frequency Category
Percentage
1- Critical | Group projects 18
Thinking Training activities 19 31%
Activities  Reading assignments 12
2 - Discussions | Verbally discussing deep concerns about 21
environment and future 25%
Introduction of deep and concentrated 19
thoughts by participants and trainer
3 - Participant | Assessment and evaluation assignments 12
Self-assesment 'sei evaluation during training 19 390
0
Personal reflection writings 8
Learning diaries 11
4 - Unconventional structure of the training 18
Miscellaneous 120
Learning Other class assignments 1 0
Activities
N=24

Learners who had experienced a perspective transformation cited the facilitators as
verbally discussing deep concerns about environment and future, 88%; training activities,
introduction of deep and concentrated thoughts by participants and trainer, self-evaluation

during training, each 79%; group projects and unconventional structure of the training, each
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75%; reading assignments and assessment and evaluation assignments, each 50%; learning
diaries, 46%; personal reflection writings, 33% and “other class assignments”, 4%. Table 4.17
displays rate of occurrence from highest to lowest:

Table 4.17 Percentages of Grouped Learning Activities - LAS

Classroom Assignment Frequency %

Verbally discussing deep concerns about environment and future 21 88%
Training activities 19 79%
Introduction of deep and concentrated thoughts by participants and trainer 19 79%
Self-evaluation during training 19 79%
Group projects 18 75%
Unconventional structure of the training 18 75%
Reading assignments 12 50%
Assessment and evaluation assignments 12 50%
Learning diaries 11 46%
Personal reflection writings 8 33%
Other class assignments 1 4%

N=24

Qualitative Analysis Results related to Facilitators of Perspective Transformation —
Classroom Assignments

As can be seen in Table 4.18, the interviews revealed that group projects, training
activities, verbally discussing deep concerns about environment and future, unconventional
structure of the training, introduction of deep and concentrated thoughts by participants and
trainer, self-evaluation during training, assessment and evaluation assignments were main

class assignment contributors to perspective transformation.
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Table 4.18 Percentages of Grouped Learning Activities - Interviews

Classroom Assignment Frequency | %

Verbally discussing deep concerns about environment and future 6 100%
Training activities 6 100%
Introduction of deep and concentrated thoughts by participants and trainer 6 100%
Self-evaluation during training 6 100%
Group projects 6 100%
Unconventional structure of the training 6 100%
Assessment and evaluation assignments 6 100%
Reading assignments 5 83%
Learning diaries 4 67%
Personal reflection writings 4 67%

N=6
Results of both quantitative and qualitative data support that verbally discussing deep
concerns about environment and future group projects (category 2), training activities
(category 1) , introduction of deep and concentrated thoughts by participants and trainer
(category 2), self-evaluation during training (category 3), group projects (category 1) and
unconventional structure of the training, (category 4) had great impact on adult learners.”

“Unconventional structure of the training made me come to training willingly and this structure took

me inside of the training.”

Facilitators of Perspective Transformation — Support
Support is another category that was assessed with the instrument. Participants were
presented support of the trainer, challenge from trainer and support of a participant as choices

and they were to select any of the items that contributed to their perspective transformation.

* The results of classroom assignment “assessment and evaluation assignments” were different in
comparative analysis of quantitative and qualitative data due to fact that respondents were given
additional information regarding this item during interviews. This situation made a difference in
selecting this item.
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As Table 4.19 presents, 88% of respondents selected “support of the trainer”, 42% of
respondents selected “challenge from trainer” and 21% of respondents selected “support of a

participant”.

Table 4.19 Facilitating Transformation-Ranking of Support-LAS

Facilitating  Transformative  Learning- | Frequency Percent

Support

Support of the trainer 21 88%

Challenge from trainer 10 42%

Support of a participant 5 21%

Other person 5 21%
N=24

Qualitative Analysis Results related to Facilitators of Perspective Transformation — Support

The interviews specifically revealed that (1) “support of the trainer” and (2)
“challenge from the trainer” followed by the (3) “support of a participant” were main
contributors to perspective transformation. Table 4.20 can be analyzed for distribution of
selections:

Table 4.20 Facilitating Transformation-Ranking of Support-Interviews

Facilitating Transformative Learning-Support Frequency Percent
Support of the trainer 6 100%
Challenge from trainer 6 100%
Support of a participant 5 83%
Other person 1 17%

N=6
Both instruments revealed that trainer was considered as main contributor to
perspective transformation:
I observed your role as a trainer and realized that you walk your talk. You believe in
what you say. You made it (sustainability) as the main principle of your life. You

affected us with this way of acting. This is very critical. In our culture we say ‘do what
the wise man says, don’t do what he does’. You break this taboo. Your sincere approach
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gave us the impression of ability, encouragement and confidence. It’s easy once you get
the message from a person you respect that “you can do something’.

Even though only 21% of participants agreed on another participant’s support as a
contributor to perspective transformation while responding LAS, interview results show that
83% of interviewees accepted “support of a participant” as a support to perspective
transformation:
I felt confidence when I realized that | am not the only one who thinks in this or that
way. | am not feeling isolated anymore. My thoughts are not trapped in my mind
anymore; they can be part of different people’s lives. It was great to realize this fact;
this training gave me the chance to live this feeling.

Facilitators of Perspective Transformation — Life Changes

Life experiences of change were also listed in the instruments due to fact that those
kinds of occurrences may cause to transformative experiences (King, 2009). The respondent
who selected “‘yes” to the following statement “since you have been participating in this in-
service training, do you believe you have experienced a time when you realized that your
values, beliefs, opinions or expectations had changed?” was also directed to answer following
question: “was it a significant change in your life that influenced the change?”. They
instructed to check all items that apply, such as marriage, birth/adoption of a child, moving,
divorce/separation, death of a loved one, change of a job, “other”. None of the items (0%)
were selected by respondents. According to interview results, parallel with quantitative

measurement, none of the life changes were mentioned as possible cause for perspective

transformation.
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Reflection among Adult Learners

Item 6 was designed to gather information about reflection among adult learners
(King, 2009). Both questions, “would you characterize yourself as one who usually thinks
back over previous decisions or past behavior?” and “would you say that you frequently

reflect upon the meaning of your studies for yourself, personally?” were replied in the

affirmative by all respondents (100%).

Occurrence of Learning Activities

Results of item 7 show how often learning activities occurred in education setting and
points out whether some of the learning activities are available more or less than others (King,

2009). Respondents were presented a checklist and they are to select any of the items which

were present during the training. Results of this item can found in Table 4.21.

Table 4.21 Perspective Transformation Ranking of Learning Activities — LAS

Which of the following has been part of your experience in this

training? Frequency | %
Trainer's support 23 96%
Group projects 23 96%
Training activities 23 96%
Verbally discussing deep concerns about environment and future 20 83%
Unconventional structure of the training 20 83%
Introduction of deep and concentrated thoughts by participants and trainer 19 79%
Trainer challenge 17 71%
Self-evaluation during training 17 71%
Reading assignments 15 63%
Learning diaries 14 58%
Assessment and evaluation assignments 13 54%
Personal reflection writings 9 38%
Participant's support 17%

N=24




b4 (13

Occurrence of “trainer’s support”, “group projects” and “training activities” were
recorded by 23 participants (96%). Twenty participants (83%) selected “verbally discussing
deep concerns about environment and future” and “unconventional structure of the training”.
“Introduction of deep and concentrated thoughts by participants and trainer” was selected by
19 (79%) participants. Seventeen (71%) of the participants stated that “trainer challenge” and
“self-evaluation” were parts of their training experience. “Reading assignment” was selected
by 15 participants (63%), “learning diaries” was selected by 14 participants (58%),
“assessment and evaluation assignments” was selected by 13 participants (54%), “personal
reflection writings” was selected by 9 participants (38%) and lastly 4 of the participants (17%)
selected “participant’s support”.

Second part of the Item 7 was placed to check if participants had experienced any
events of life change. The results reveal that 1 participant (4,2%) selected “moving”, 1
participant (4,2%) checked the item “change of a job” and 1 participant (4,2%) marked the

option “other”.

In conclusion, according to the results of this study, variety of contributors was
recorded as facilitators of perspective transformation among ECE teachers. Specifically, both
classroom assignments and support were noted as important contributors of perspective
transformation. As it was discussed before, discussions (verbally discussing deep concerns
about environment and future; group projects introduction of deep and concentrated thoughts
by participants and trainer), critical thinking activities (training activities and group projects),
self-evaluation of participants and unconventional structure of the training had important

impact on transformative adult learning experience. It was recorded that support, the second
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facilitator of perspective transformation, directed learners to encouragement-empowerment-
self concept. Both instruments used in this research showed that support of the trainer was

evaluated by respondents as main contributor to perspective transformation.
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CHAPTER 5

DISCUSSION

In this chapter, a summary of current study in the framework of research questions,
the research method and the major findings are presented. Subsequently, the major findings
are discussed in terms of both quantitative and qualitative results. Then, policy and practical
implementations and recommendations for future research are summarized. The last section

abridges the major conclusions.

5.1 Key Findings
Key findings of the study are listed as follows:
- Sampled early childhood educators demonstrated that they have experienced
transformative learning at varying degrees in relation to the in-service training
provided. Respondents designated this result with Mezirow’s stages as represented in

the instrument and in their description of experiences.

- Journey of transformative learning differs among learners. Movement through stages
does not necessarily have to be linear and learners do not necessarily complete one

stage and then move to the next one.

- Sampled population experienced some changes in their perspective of their beliefs,
assumptions and points of view as well as they transitioned to a more differentiated

frame of reference which is related with sustainability.
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- Variety of contributors was recorded as facilitators of perspective transformation
towards sustainability among ECE teachers. Both classroom assignments and support
were noted as important contributors of perspective transformation. Pivotal
facilitators of this process were discussions (verbally discussing deep concerns about
environment and future; group projects introduction of deep and concentrated
thoughts by participants and trainer), critical thinking activities (training activities and
group projects) self-evaluation of participants and unconventional structure of the
training, additionally support of the trainer and challenge from the trainer was

evaluated by respondents as main contributors to perspective transformation.

5.2 Discussion

Transformative learning is mainly an experience of critical questioning of beliefs and
assumptions as learners overview the framework which they have been viewing their world
(King, 2009). Four stages of development were matched by King (2009) with Mezirow’s 10
stages to explain learners’ journey of transformation (Table 5.1). According to King (2009),
explanation, the journey consists of (a) fear and uncertainty (b) testing and exploring (c)

affirming and connecting (d) new perspectives.
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Table 5.1 Comparisons Journey of Transformation and the original model

The Journey of Transformation Perspective Transformation Stages
(by K.P. King) (by Mezirow)
Stage 1
Fear and Uncertainty Disorienting dilemma
Stage 2
Self-examination
Stage 3

A critical assessment of epistemic, socio-
cultural or psychic assumptions

Stage 4

Testing and Exploring Recognition of one’s discontent and the
process of transformation are shared

Stage 5

Exploration of new roles, relationships and
actions

Stage 6

Planning a course of action

Stage 7

Acquisition of knowledge and skills for
implementing one’s plans

Stage 8

Provisional trying of new roles

Stage 9

Building of competence and self-confidence
in new roles and relationships

Stage 10

New Perspectives Reintegration of a new perspective into one’s
life

Affirming and Connecting

Source: (King, 2009, p. 92)

“Disorienting dilemma” for participants was participant’s lack of awareness and
knowledge regarding the unsustainable system in the world and their particular role in this
system. This dilemma caused them to live fear and uncertainty about their future. Results of
this research reveal that transformative learning experience started by fear and concern (4
respondents mentioned concern 7 times, 4 respondents mentioned discomfort about their own

actions 6 times and 4 respondents mentioned about their pessimistic view towards future 8
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times). Through the training, participants began taking risks, trying out new perspectives
related with sustainability, engaging in self-reflection as well as self-doubt sometimes. More
than half of the participants stated that they no longer agreed with their previous beliefs or
role expectations as they questioned their ideas. Themes regarding self-examination were
mentioned 46 times during interviews. If learners can gain confidence, then they test and
explore new options (King, 2004) as a person in private life and as a teacher in professional
life. During the exploration phase, participants were able to see new ways of relations and
actions, they became more optimistic about the future (6 respondents mentioned seeing the
future in an optimistic way 11 times and 6 respondents mentioned realization of new ways of
relations and actions 16 times). In the next stage, participants seek more information, start
planning on how to use the knowledge and they try out to reach some new connections,
synthesis regarding sustainability and education for sustainability. As an integral part of
transformative learning the training experience urged some participants to learn more (stage
7). Most of the participants reported that they want to gather the information they needed to
adapt their new ways of acting to sustainable way of living. They realized how they can
connect their knowledge on new roles, relationships and actions with their own lives.
Additionally, they moved to collaborative relationships with their peers and families. New
connections and affirmations are mainly related with Mezirow’s planning of new action,
acquiring skills, trying new roles and building expertise and confidence. Most of the
participants are planning to try to figure out a way to adopt these new ways of acting. As one
of the most noteworthy result, all participants have plans on putting effort to try out new roles
and ways of acting. However, only half of the participants focused on building of competence

and self-confidence in new roles and relationships. Building plans and starting to put them
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into practice are integral parts of “journey of transformation”. King (2004) especially notes
that the “Testing and Exploring” stage is closely tied to the “Affirming and Connecting” stage
(see Table 5.1). Since they are related to one another they can also be traveled through back
and forth within their own stage and between the two of them. The timeline of last stage is
different for every individual (King, 2004). Reaching to that stage may take days, weeks,
moths or years. This stage requires the learners to reach beyond conceptual boundaries to see
possibilities they haven’t noticed before; learners are able to reflect and develop new ideas,
view learning and meaning in new ways as well as reintegrate of the new perspective into
their own lives (King, 2004). Reintegration of oneself with sustainability life style is the end
point of closing loop. Most of the participants claimed that they took action and they are fully
adapted to these new ways of acting compatible with sustainability. However, results of the
interview analysis show that respondents’ choices reflect the “taking action” part of the item
and there is no evidence of “full adaption to new ways of acting compatible with
sustainability”. As discussed in chapter 3 of this study, duration of the study may be the main
factor behind the absence of equilibrium into full adaption to sustainability. One suggestion
for short-term transformative learning applications could be to separate item k “I took action
and [ am fully adapted to these new ways of acting compatible with sustainability” into two
parts as “I took action compatible with sustainability” and “I am fully adapted to new ways of
acting compatible with sustainability”.

As Cranton (1994) explains, when it comes to practical applications, it is very hard to
make distinctions between stages and it is possible to move back and forth between stages in
addition to experiencing one stage at the same time. As King (2004) suggests, this whole

process can be defined as “cycled through” as new ideas being tested, affirmed, and
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connected, as result of this process new perspectives are built. As the learner completes the
journey's cycle, they are encouraged with a vision of new possibilities for their professional
work and their students (King, 2004).

5.2.1 Learner Empowerment-Support of the Trainer-Support of Others

King (2000) stated that learner empowerment is one of the predominant goals of adult
education. Cranton (1994) adds another component to this argument by claiming learner
empowerment is also specifically a goal for transformative learning. Empowered learner, as
Cranton (1994) explains, feels free to participate in critical discourse while empowerment
necessitates ability to assess evidence and engagement in critical reflection. An honest self-
examination is important characteristic of transformative learning. It can be done if learner
feels confident, secure, free, equal or possible supported by others (Cranton, 1994). So, it can
be stated that learner empowerment is critical component of transformative learning. Mezirow
(1991) explains core of transformative learning as uncovering distorted assumptions and he
states that this could be very difficult and painful process for the learner. As a result of
insufficiency of learner empowerment during the process of critical-reflection, learner may
not want to continue the process (Cranton, 1994).

This in-service training can be evaluated as clear demonstration of empowerment in
adult learning that supports transformative learning due to fact that all of participants stated at
varying degrees that they received support and encouragement firstly from their trainers and
secondly from their peers as they faced changes in their ways of thinking and acting.
Interview results revealed that encouragement-empowerment-self concept were cited by 5

respondents 11 times.
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The literature demonstrates the role of educator as resource people, facilitators,
counselors, mentors, models, reformers and activists (Brookfield, 1986; Cranton, 1994).
Educator’s role has been taken into account by many authors: developers of critical thinker
(Brookfield, 1986), facilitator of self-directed learning (Candy, 1991), promoters of
transformative learning (Mezirow, 1991). Role of educator is discussed in this study in the
framework of reformist perspective offered by Cranton (1994) as mentioned previously in this
research. In this perspective, trainer is both co-learner and provocateur during the process.
The provocateur helps learners to become aware of distorted assumptions and help them
handle with gaps among expressed values and their actions. If educator truly cares about the
learner, it encourages further self reflection (Cranton, 1994). As mentioned before, majority of
LAS respondents (88%) and all of the participants interviewed selected support of the trainer
as one of the main contributors of perspective transformation. As result of educator’s
provocateur role, almost half of the LAS respondents and all interviewees perceived challenge
from the trainer as one of the causes of perspective transformation.

One of the most used ways of providing challenge is formulating questions (Cranton,
1994). A climate of critical questioning can also help learners to ask questions to their own
beliefs (Cranton, 1994). “Skilled questioning is one of the most effective means through which
ingrained assumptions can be externalized” (Brookfield, 1987b, p. 92). Brookfield described
critical questioning as fostering reflection rather than eliciting information. Strategies for
effective questioning mentioned by Brookfield (1987b) are as follows: relate questions to
events, situations, people and actions; work from particular to general to find out general
themes; and explain ideas and experiences in an informal way rather than in an academic way.

Asking Why? questions in addition to What? and How? questions urge learners to examine
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issues more deeply; once learner adds why’s to learning process, he or she questions a
meaning perspective (Cranton, 1994).

As Brookfield (1987b, p.25) emphasizes “asking important questions often comes
more easily when we are surrounded by others who are doing this”. As mentioned by Cranton
(1994), critical reflection and assumption questioning should be supported with support from
others in addition to support from the educator. By taking into account of Habermas’ (1984)
opinions Mezirow (1991) states that consensual validation is prerequisite of learning and it
happens through free and full participation in critical discourse with others. Others also have
the role of questioning and challenging learner (Cranton, 1994). Interview results show that
majority of interview respondents (83%) perceived “support of a participant™ as a contributor
to perspective transformation, while one fourth of LAS respondents accepted another
participant’s support as a contributor to perspective transformation while responding LAS.
Another important indicator of the role of ‘others’ is displayed in learning activities. Most of
the learners (88%) who had experienced a perspective transformation cited verbally
discussing deep concerns about environment and future as one of the main contributors. Also,
selection of “introduction of deep and concentrated thoughts by participants and trainer” as
well as “group projects” which were designed to promote discussion among group members
indicate that interaction among participants and participants, participants and the educator are
vital facilitators of perspective transformation.

Learners often seek support from their peers; particularly they identify themselves
with the ones who go through the similar experience (Cranton, 1994). Results of the research
revealed that 6 respondents mentioned discussion discontent with others 20 times and 3

respondents mentioned not feeling lonely 5 times. As Boyd (1989) explains that the learner

121



group ‘“can provide supportive structures that facilitate an individual’s work in realizing
personal transformation” (p. 467). Brookfield (1987b, p. 29) explains role of others as
“trying to step outside of our physical body so that we can see how a new coat or dress looks
from behind”. Others also can help with improving alternative perspectives (Cranton, 1994).
As it was frequently done in the training component of this study, brainstorming and group
discussions assisted generating alternatives. While exploring alternatives and questioning
assumptions, feedback of others may also play important roles toward transformative learning
(Cranton, 1994).

As it was mentioned before, learner empowerment is perceived as pre-condition of
self-reflection and transformative learning. It prevails with support from both educators and
peers. Relating discontent with others helped learners to continue their journey to
transformation. During interviews, most repeated theme was “discussion content with others”.
Relation among learner empowerment, educator support and others are explained by Cranton

as increased freedom and autonomy as demonstrated in Figure 5.1.
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Initial learner Through: o
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Challenging assumptions

. Through:
Transformative Revision of assumptions
learning Educator support
Learner networks
Action

Increased empowerment, Through:

autonomy Critical self-reflection
Transformative learning

Figure 5.1 Learner Empowerment Through a Process of Transformative Learning
(Cranton, 1994, p. 143)
5.2.2 Unconventional structure of the Training

Results of the research revealed that all of the interview respondents and three fourth
of LAS respondents indicated unconventional structure of training as one of the main
contributors of perspective transformation. As Mezirow (1991, p. 78) points out
“participation in rational discourse under ... ideal conditions will help adults become
critically reflective of the meaning perspectives and arrive at the more developmentally

advanced meaning perspectives.” It’s been claimed that educator may have the role to foster
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equal participation in discourse and freedom from coercion which strengthens learner
empowerment (Cranton, 1994). As listed by Cranton (1994) stimulating discussion,
developing discourse procedures, avoiding making dismissive statements, not letting one
person dominate and allowing quiet time may be evaluated as strategies to promote equal
participation in discourse. Researcher of this study particularly tried to apply Cranton’s
strategies mentioned above and in previous sections to the training process.

In line with transformative learning theory, experiential learning was taken as the
starting point while constructing the unconventional structure of training. As Aristotle stated
“For the things we have to learn before we can do them, we learn by doing them.” (Bynum
and Porter, 2005, p.9) Within the context of Aristotle’s statement, learners in this research
may refer the experience as a “living textbook™ due to existence of self-initiative and self-
evaluation (Lindeman, 1961).

| started realizing perspective change as soon as | came to the training and as soon | got
to know you (the trainer). | discovered that | will be active during this training. Your
classroom management style and curriculum you prepared made me think that way. |
thought that I will be active and | will be able to contribute, this is very important. |
used to participate in in-service trainings due to some obligations. 1 used to chat with
my friends during in-service trainings. This time | wanted to listen to you rather than
listen to my friend chatting with me. This place was the place where | was very active.
Your training skills, the training program you mentioned at the introduction of the
training, and the way we determined training rules together, they were all very
important factors for me.

As NAEYC (1993, p.9) states “Effective professional development experiences use
an active, hands-on approach and stress on an interactive approach that encourages students
to learn from one another.” The concept of experiential learning requires hands-on

experiences and has a cyclical pattern of learning from Experience through Reflection and
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Conceptualizing to Action. In-service training created in this study revealed an example of
experiential learning practice based on transformative learning theory. It was aimed to reach
personal growth and development through concrete experience, reflecting on that experience,

abstracting conceptualization and applying of the insights in a new context.

5.2.3 Individual Differences

This research is an evidence of the statement “each participants journey to
transformation is unique”. Nineteen out of 24 participants went through transformation stages
by choosing different pathways. Remaining 5 participants constituted groups of three and two
participants and they went through two different pathways. This pattern shows us that the
process of transformative learning varies among people (Cranton, 1994). “Adults are a highly
diversified group of individuals with widely differing preferences, needs, backgrounds and
skills” (James, 1983, p.132). Cranton (1994) preferred to unfold this variety by explaining
Jung’s (1971) model of psychological types. The ones with extraverted attitude prefer
interaction with people, events, situations and information, while introverted types have
tendency towards indirect stimulation from the world which consists of inner set of processes.
Jung (1971) also mentions about preferences in making judgments, by the use of logic
(thinking) and by the use of values (feeling). Reality of senses and intuition were described by
him as two ways of perceiving. So, Jung (1971) claims that every person has attitudes,
preferences and perceptions in different ways and they work together in various ways. As an
implication to transformative learning, Cranton (1994) provides following example: feeling

types have tendency towards making changes in their values and their perspectives through
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value-based judgments whereas thinking types are not necessarily the most likely to revise
their meaning perspectives.

In short, some people have more tendencies to engage in critical reflection and
transformative learning than others (Cranton, 1994). This statement was tested with LAS-Item
6 with questions “would you characterize yourself as one who usually thinks back over
previous decisions or past behavior?” and “would you say that you frequently reflect upon the
meaning of your studies for yourself, personally?”’. Responds to both questions revealed that
all participants have tendencies to engage themselves in critical reflection. This factor may

constitute one of the justifications behind transformative learning experiences.

5.3 Implications for Policy and Practice

This study’s findings suggest that there is a need to revise approach to professional
development of ECE teachers in terms of education for sustainability. First years of children
are most important ones for developing attitudes and values that forms the basis of personality
(Didonet, 2008). Therefore, if we demand that human beings respect nature and be parts of
sustainable societies, we need to include every person especially young children by concrete
and direct experiences. This can be done by transformation of their role-models “teachers”. At
present, only small proportion of decision makers in the field of education worry about the
role of teachers in building sustainable societies. So, there is a need to look at and explore our
education systems, transform them to support teachers, as well as their young students and
future generations.

Perhaps one of the most important contributions of this study is transformation

experience of ECE teachers in one week training through questioning assumptions, values,
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beliefs and actions towards sustainable way of thinking, action planning and initiative taking.
Ministry of Education officials working in Sakarya visited the training twice, once during the
training and once at the end of training to gather comments of participants. Feedbacks of
teachers directed them to question regular in-service training mentality due to fact that almost
all teachers wanted to comment on the training provided. Their comments were video
recorded by Ministry officials and it was said that all comments will be taken into account:

- Providers of effective professional development experiences should have an appropriate
knowledge and experience base (NAEYC, 1993):

Timing of the training was well-planned. Some of the trainings are being put in the
middle of semester and they start at 6 p.m during week days. These factors cause real
problems. In-service trainings should be planned during in-service training period (June
and September) just like this training. In addition to this, in-service trainings should be
conducted by educators who are competent in their fields; this factor motivates us to
change our perspectives, gain new perspectives. Early childhood education has vital
importance. It’s boring to listen to a person who knows less than I know.

“The educator worked cooperatively and methodically. She used time efficiently. Her
attitude was very good example for our teaching profession.”

- Cuseo (1992) emphasized on the effect of small groups by stating that small-group dynamics
may be instrumental in fostering social support and emotional ties among peers. And these
factors are known to have significant impacts on student learning:

“Working in small groups was very effective for us. We could know each other better;
we were comfortable while sharing our opinions.”

- It could be stated that during training learning outcomes realized effectively due to fact that
fundamental of the training was based on an adult learning theory. NAEYC (1993) claimed
that “effective professional development opportunities are structured to promote clear
linkages between theory and practice”.

“I think our educator raised our awareness. This is also very important situation for the
education we provide to children.”
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“We learned a lot in this environment. We also want to disseminate what we’ve learned
and we expect your (Ministry of Education’s) support in this regard.”

- As NAEYC (1993) suggests in position statement regarding professional development,
effective professional development experiences contribute to positive self-esteem:

“At the first session of the training, the concept “sustainability” did not mean anything
to me. Now | do see that | can do many things. As an individual | can provide input as
well. I see that I can contribute by guiding my students.”

“I can define this environment as a place where everybody can express herself/himself
comfortably, think freely and learn actively. | think everybody is pleased. | am very
pleased. We are expecting continuation of this (training).”

Professional development attempts include both pre and in service efforts.
Thus, integration of sustainability into pre-service education can be one of the
predominant factors on reaching more sustainable societies. Support throughout the
professional application processes through in-service efforts is another inseperable
factor of integrating sustainability into early childhood education through teachers. In
addition to professional development of teachers, early childhood education
curriculum is another point of intervention. It is also important to review and re-orient
early childhood education curriculum if it’s aimed to transform early childhood
education teachers on the way to form sustainable societies. Parent education is also
very important to take into account in education for sustaianability. Last but not least,

schools should be transformed into more sustainable learning environments.

5.4 Recommendations for Future Research
This research confirms that perspective transformation experiences provide an
appropriate and insightful framework on how to integrate sustainability into early childhood
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education through in-service training. It was the purpose of this research to further the
understanding of early childhood educators’ perspective transformation experiences and
contributors to their learning experiences on the way to reach more sustainable society. This
research also provided a new way to provide professional development opportunities and
examine current in-service training mentality. The findings of this research resulted in
conclusions that could be taken into account by future researchers. First of all, perspective
transformation learning experience that was planned for 7 half days could be conducted over
longer period of time due to fact that perspective transformation may take days, weeks or even
years (King, 2004). In addition to this, sample size of research can be expanded to allow
seeing the results of the study vary with different groups of people. With bigger sample group,
individual differences can be studied by cross tabulations and between chi squared test of
significance between demographic groups and between PT-Index of 1 and 3 (King, 2009).
Another recommendation for future research could be examining of actions derived from new
perspective formation. Longitudinal effects of a longer training period are also another area of
exploration. Attempt to follow changes in actions may offer opportunities to further
researches in education for sustainability and education for sustainable development. Last but
not least, this study can be applied to different grade level teachers as well as prospective

teachers to create opportunity for comparing impacts of the study with broader perspective.

5.5 Conclusion
This study attempted to create an in-service training example that may be used by
adult educators in the framework of transformative learning towards learning for

sustainability. In this research additionally, it was aimed to explore the proportion of the
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sampled population of ECE teachers who experienced a perspective transformation in terms
of sustainability within the context of the training provided and facilitators of perspective
transformation among ECE teachers. Five major implications from research are presented as
follows: (a) perspective transformation learning experiences include major shifts in learner’s
understanding of his/her life and world, (b) journey of transformative learning differs among
learners, (c) sampled population experienced some changes in their perspective of their
beliefs, assumptions and points of view as well as they transitioned to a more differentiated
frame of reference which is related with sustainability, (d) both classroom assignments and
support were noted as important contributors of perspective transformation, (e) discussions,
group projects, critical thinking activities, self-evaluation of participants and unconventional
structure of the training, support of the trainer, support from others and challenge from the

trainer were evaluated by respondents as main contributors to perspective transformation.

Overall, it could be stated that the in-service training experience provided within this
study contributed to the personal and professional development of early childhood teachers.
The more we learn from this experience, the deeper we can integrate the concept of

sustainability into our early childhood education system.
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Appendix A: Original Version of Instruments
ORIGINAL LEARNING ACTIVITIES SURVEY

This survey helps us learn about experiences of adult learners. We believe that important things happen
when adults learn new things. Only with your help we can learn more about this. The survey only takes
a short time to complete, and your responses will be anonymous and confidential. Thank you for being
part of this Project; your cooperation is greatly appreciated.

1. Thinking about your educational experiences at this institution, check off any statements that
may apply.

( ) a. I had an experience that caused me to question the way | normally act.

( ) b. I had an experience that caused me to question my ideas about social roles. (Example of
social roles include what a mother or should do or how an adult or child should act.)

( ) c. As I questioned my ideas, | realized I no longer agreed with my previous beliefs or role
expectations.

( ) d. Orinstead, as | questioned my ideas, | realized I still agreed with my beliefs or role
expectations.

( ) e. I realized that other people also questioned their beliefs.

() f. I thought about acting in a different way from my usual beliefs and roles.

( ) g. I felt uncomfortable with traditional role expectations.

( ) h. I tried out new roles so that | would become more comfortable or confident in them.

( ) i. Itried to figure out a way to adopt these new ways of acting.

( ) j- 1 gathered the information | needed to adopt these new ways of acting.

( ) k. I began to think about the reaction and feedback from my new behavior.

( ) I. I took action and adopted these new ways of acting.

( ) m. I do not identify with any of the statements above.

2. Since you have been taking courses at this institution, do you believe you have experienced a time
when you realized that your values, beliefs, opinions or expectations had changed?

() Yes. If “Yes” please go to question #3 and continue the survey.

( ) No. If “No” please go to question #6 and continue the survey.

3. Briefly describe what happened.

4. Which of the following influenced this change? (Check all that apply)

Was it a person who influenced the change? ( ) Yes ( ) No

If “Yes” was it... (check all that apply)

() Another student’s support

() Your classmates’ support

() Your advisor’s support

( ) A challenge from your teacher
() Your teacher’s support

( ) Other:

Was it part of a class assignment that influenced the change? ( ) Yes () No
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If “Yes” what was it? (check all that apply)
( ) Class/group projects

() Writing about your concerns

() Verbally discussing your concerns

() Personal journal

() Term papers/essays

() Nontraditional structure of the course

( ) Internship or co-op

( ) Deep, concentrated thought

( ) Personal learning assessment (PLS)

( ) Self-evaluation in a course

( ) Class activity/exercise

() Lab experiences

( ) Personal reflection

() Assigned readings

( ) Other:

Was it a significant change in your life that influenced the change?
()Yes () No

If “Yes” what was it? (check all that apply)
( ) Marriage

( ) Birth/adoption of a child

( ) Moving/separation

( ) Death of a loved one

( ) Change of a job

( ) Loss of job

( ) Retirement

( ) Other:

5. Thinking back to when you realized that your views or perspective had changed, what did your being
in school have to do with the experience of change?

6. Would you characterize yourself as one who usually thinks back over previous decisions or past
behavior? ( ) Yes( ) No

Would you say that you frequently reflect upon the meaning of your studies for yourself, personally?
()Yes ()No

7. Which of the following has been part of your experience at this institution? (Please check all that
apply.)

() Another student’s support

() Your classmates’ support

() Your advisor’s support

( ) A challenge from your teacher
() Your teacher’s support

( ) Other:
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( ) Class/group projects

() Writing about your concerns
() Verbally discussing your concerns
() Personal journal

( ) Term papers/essays

( ) Nontraditional structure of the course
( ) Internship or co-op

( ) Deep, concentrated thought
() Personal learning assessment (PLS)
() Self-evaluation in a course

( ) Class activity/exercise

( ) Lab experiences
( ) Personal reflection
() Assigned readings
( ) Other:

Which of the following occurred while you have been taking courses at this institution?
( ) Marriage

() Birth/adoption of a child

( ) Moving/separation

( ) Death of a loved one

( ) Change of a job

( ) Loss of job

( ) Retirement

( ) Other:
8. Sex: () Female () Male
9. Marital Status: ( ) Single ( ) Married ( ) Divorced ( ) Partner ( ) Widowed
10. Race: ( ) White, non-Hispanic () Black, non-Hispanic
( ) Other
( ) Hispanic ( ) Asian or Pacific Islander

11. Currrent major:

( ) Allied Health ( ) Nursing

( ) Business ( ) Science/Engineering

( ) Computer Science ( ) Social Sciences (Education, Psychology, Sociology)
( ) English ( ) General Arts/Liberal Studies

( ) Other

12. Prior education:
() High school diploma/GED ( ) Masters degree

( ) Associates degree ( ) Doctorate
( ) Bacholors degree ( ) Other
13. How many semesters have you been enrolled at this institution?
14. Age: ( ) Below 21 ()21-24 ()25-29 () 30-39
() 40-49 () 50-59 () 60-69 () Over70
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ORIGINAL FOLLOW-UP INTERVIEW

Name: Date:
School: Interviewer Initials:

This interview is part of research that included the survey you took. The research is about experiences
of adult learners. We believe that important things happen when adults learn new things. Only with
your help can we learn more about this. This interview should take half an hour to complete, and your
responses will be anonymous. Thank you in advance for being part of this project; your cooperation is

greatly appreciated.

The interview questions are designed to gather further information about the topics covered in the

original survey, so some of them may sound familiar to you.

1. Thinking back over your education at your institution, have you experienced a time when you

realized that your values, beliefs or expectations had changed?
2. Briefly describe the experience:
3. Do you know what triggered it? If so, please explain.

4. Was it a person who influenced the change?
a. () Yes ( ) No

b. If “Yes” was it... (check all that apply)

() Another student’s support

() Your classmates’ support

() Your advisor’s support

( ) A challenge from your teacher
( ) Your teacher’s support

( ) Other:

c. Was it part of a class assignment that influenced the change? ( ) Yes ( ) No

d. If “Yes” what was it? (check all that apply)
( ) Class/group projects

() Writing about your concerns

( ) Verbally discussing your concerns
() Personal journal

( ) Term papers/essays

() Nontraditional structure of the course
(

(

(

(

(

(

(

) Internship or co-op

) Deep, concentrated thought

) Personal learning assessment (PLS)
) Self-evaluation in a course

) Class activity/exercise

) Lab experiences

) Personal reflection
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( ) Assigned readings
( ) Other:

e. Or was it a significant change in your life that influenced the change?
()Yes () No

f. If “Yes” what was it? (check all that apply)
( ) Marriage

( ) Addition of a child

( ) Moving/separation

( ) Death of a loved one

( ) Change of a job

( ) Loss of job

( ) Retirement

( ) Other:

g. Perhaps it was something else that influenced the change. If so, please describe it:

5. Describe how any of the above education experiences influenced the change:

6. What could have been done differently in the classes to have helped this change?

7. Thinking back to when you first realized that your views or perspective had changed:

a. When did you first realize this change had happened? Was it while it was happening, mid-change, or

once it had entirely happened (retrospective)?

b. What made you aware that this change had happened?

¢. What did your being in school have to do with it?

d. What did you do about is?

e. How did/do you feel about the change?

8. Do you have any questions?

Interviewer comments:
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Appendix B: Adapted and Applied Version of Learning Activities Survey

OGRENME ETKINLIKLERi ANKETI
Sayin Katilimci,

Asagidaki anket yetigkin 6grenenlerin deneyimlerinin ortaya konmasit amaciyla hazirlanmistir. Sizin
desteginizle yetigkinlerin 6grenme deneyimleri hakkinda daha fazla bilgi edinecegimize inaniyoruz.
Anket 15 dakika igerisinde tamamlanacak sekilde hazirlanmustir. Sizden duygu ve goriislerinize en
yakin oldugunu diisiindiigiiniiz segenekleri o segenege ait bosluga (x) isareti koyarak isaretlemenizi rica
ediyoruz. Higbir soruyu cevapsiz birakmayiniz. Arastirma sonuglari kesinlikle gizli tutulacaktir.
Aragtirmanin amacinin ger¢eklesmesi cevaplarinizin igtenligine baglidir.

Katkilarmiz igin ¢ok tesekkiir ederiz.

1. Yasadiginiz hizmetici egitim deneyimini diigiinerek sizin i¢in gegerli oldugunu diisiindiigiiniiz
Onermeleri isaretleyiniz. (Gegerli olan tiim cevaplari isaretleyiniz.)

() a. Yasadigim egitim deneyimi giindelik yasamda gergeklestirdigim eylemlerimi sorgulamama yol
actl.

( ) b. Sosyal roller hakkinda diisiindiiklerimi sorgulamama yol agan bir egitim deneyimi yasadim.
(Sosyal rollere 6rnek olarak 6gretmenin, anne veya babanin, gocugun nasil davranmasi gerektigi

verilebilir.)

( ) c. Egitim sonrasinda diisiincelerimi sorguladik¢a daha dnce edindigim kanaatlerimle veya toplum
tarafindan ortaya konan sosyal rol beklentileri ile hemfikir olmadigimi fark ettim.

() d. Egitim sonrasinda diislincelerimi sorguladikca hala kanaatlerimle ve toplum tarafindan ortaya
konan sosyal rol beklentileri ile hemfikir oldugumu fark ettim.

( ) e. Egitime katilan diger kisilerin de kendi kanaatlerini sorguladiklarini fark ettim.

() f. Egitim 6ncesinde, alisilageldik kanaatler ve sosyal roller dolayisiyla daha farkli hareket etmem
gerektigini diiglintirdiim.

( ) g. Egitim sonrasinda geleneksel sosyal beklentiler (degerler, aligkanliklar, davranis sekilleri)
hakkinda kendimi rahatsiz hissettim.

() h. Kendimi daha rahat hissetmek veya kendimden emin olmak adina siirdiirtilebilirlikle uyumlu yeni
roller ve bu rollere dair yeni davranis bigimleri denemeyi diistinliyorum.

( ) i. Bu yeni davranig bigimlerine uyum saglamak {izere yeni yollar kesfetmeyi planliyorum.
( ) j. Bu yeni davranig bigimlerine uyum saglamami kolaylastirmak {izere bilgi toplamak niyetindeyim.

() k. Hayata gegirmeyi planladigim yeni davranis bigimlerim hakkinda digerlerinden alacagim tepkiler
ve geribildirimler ile ilgili diisiinmeye bagladim.
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() L. Simdiden harekete gectim ve siirdiiriilebilirlikle uyumlu yeni davranig bigimlerine uyum
sagladim.

( ) m. Yukaridaki dnermelerin higbiri benim i¢in gegerli degildir.

2. Uygulanan hizmeti¢i egitim boyunca degerlerinizin, kanaatlerinizin, diisiincelerinizin ve
beklentilerinizin degistigini fark ettiginiz bir deneyim yasadiniz mi?

() Evet. Cevabiiz evetse soru 3’ten devam ediniz.

( ) Hayir. Cevabiniz hayirsa soru 6’dan devam ediniz.

3. Egitim sirasinda neler deneyimlediginizi kisaca anlatiniz.

4. Asagidakilerden hangisi 2. soruda bahsi gecen degisime sebep oldu? (Gegerli olan tiim cevaplari

isaretleyiniz.)
Degisime sebep olan bir kisi miydi? ( ) Evet( ) Hayir

Evetse, bu degisime sebep olan... (gegerli olan tiim cevaplari isaretleyiniz)

( ) Baska bir katilimcinin destegiydi

() Egitmenin destegiydi

() Egitmenin sizi basa ¢ikmaniz gereken bir durumla karsi kargiya birakmasrydi
() Diger

Degisime sebep olan egitim siiresince verilen bir gérev miydi? ( ) Evet ( ) Hayir

Evetse, bu degisime sebep olan... (gegerli olan tiim cevaplari isaretleyiniz)

( ) Grup projeleriydi

() Egitim etkinlikleriydi

() Kisisel yansitma yazilarrydi

() Okuma 6devleriydi

() Cevre ve gelecegimiz konusunda endiselerin séz1i bildirilmesiydi

( ) Ogrenme giinliikleriydi

( ) Egitimin geleneksel olmayan yapistydi

() Katilimeilar ve egitmen tarafindan derin, odaklanmis diistincelerin ortaya konmasiydi
() Egitim sirasinda verilen dlgme-degerlendirme gorevleriydi

() Egitim sirasinda yaptigim 6z degerlendirmelerdi

( ) Diger

Degisime sebep olan 6zel yasantinizda gergeklesen dnemli bir degisim miydi?
( )Evet () Haywr

Evetse, bu degisime sebep olan... (gegerli olan tiim cevaplari isaretleyiniz)
() Evlilik

() Dogum/evlat edinme

( ) Taginma

() Bosanma/ayrilma

() Bir yakinin vefati

() Is degisikligi

( ) Diger
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5. Goriislerinizin veya bakis agiizin degistigini ilk fark ettiginiz an1 diisiindiigiiniizde bu degisim ile
katildiginiz hizmetigi egitim arasinda nasil bir iligski oldugunu diisiiniiyorsunuz? Liitfen agiklayimiz.

6. Kararlarimiz ve eylemleriniz hakkinda ge¢mise yonelik gbzden gegirme siiregleri yasar misiniz? ()
Evet () Hayrr

Yaptigimiz ¢aligmalarin kisisel olarak size ne ifade ettigini siklikla diisliniir miisiiniiz?

( ) Evet ( ) Hayir

7. Asagida yer alanlardan hangisi/hangileri yasadiginiz hizmetigi egitimin pargasi oldu? (Gegerli olan
tiim cevaplari isaretleyiniz.)

() Baska bir katilimcinin destegi

() Egitmenin destegi

() Egitmenin sizi basa ¢ikmaniz gereken bir durumla kars1 karsiya birakmasi

( ) Grup projeleri

() Egitim etkinlikleri

() Kisisel yansitma yazilar

() Okuma o6devleri

() Cevre ve gelecegimiz konusunda endiselerin sozlii bildirimi

( ) Ogrenme giinliigii

() Geleneksel olmayan bir egitim yapisi

() Katilimeilar ve egitmen tarafindan derin, odaklanmis diisiincelerin ortaya konmasi

( ) Olgme-degerlendirme gorevleri

( ) Oz degerlendirmeler

( ) Diger

Asagida yer alanlardan hangisi/hangilerini egitimin gergeklestigi donemde 6zel hayatinizda meydana
geldi?

() Evlilik

() Dogum/evlat edinme

() Taginma

() Bosanma/ayrilma

() Bir yakinin vefati

() Is degisikligi

() Diger
8. Cinsiyetiniz: ( ) Kadin () Erkek
9. Medeni haliniz: ( ) Bekar () Evli () Bosanmis () Dul
10. Egitim durumunuz: ( ) Lise () Lisans () Yiiksek Lisans ( ) Doktora
11. Yasimz: () 21’den kiigiik ( ) 21-24 () 25-29 () 30-39
() 40-49 () 50-59 () 60-69 () 70’ten biiyiik
12. Meslekteki hizmet yilimz: ( ) 1-4yil () 5-9 yil () 10-14 vl () 15 ve lizeri

13. Daha once kag farkli hizmetici egitime katildiniz:
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Appendix C: Adapted and Applied Version of Interview Form

OGRENME ETKIiNLIiKLERIi GORUSME FORMU

Bu goriisme daha 6nce doldurdugunuz anketi de iceren aragtirmanin parcasidir. Bu goriismede
kullanilacak olan odlgek yari-yapilandirilmis olarak tasarlanmistir. Arastirma yetiskinlerin 6grenme
deneyimi ile ilgilidir. Bu arastirma icin size bazi sorular sorarak, goriislerinizi ve diisiincelerinizi
o0grenmek istiyorum. Gorligme sorular1 daha once ankette belirtilenler hakkinda daha ayrintili bilgi
almak iizere tasarlandigindan sorularin bir kismi tanidik gelecektir.

Gorlismemiz yaklagik yarim saat siirecektir. Gorligmemizin daha sonra analizlerini yapmak tizere ses
kaydmi aliyor olacagim. Soyledikleriniz bu arastirmanin raporlanmasi sirasinda isim verilmeden
kullanilacaktir. Bunun disinda bir amagla kullanilmayacaktir. Gorlismeyi kabul ettiginiz i¢in tesekkiir
ederim. Baslamadan bana sormak istediginiz her hangi bir soru var mi? Yoksa izninizle ses kaydini
bagslatarak goriismeyi baslatabiliriz.

Goriismeyi Yapan Kisinin Adi Soyadi:
Tarih:

Goriigiilen Yer:

Goriigmenin Stiresi:

1. Uygulanan hizmeti¢i egitim boyunca degerlerinizin, kanaatlerinizin, diisiincelerinizin ve
beklentilerinizin degistigini fark ettiginiz bir deneyim yasadiniz mi?

2. Kisaca neler yasadiginizi anlatiniz.

3. Bu durumu yasamaniza etki eden neydi? Liitfen agiklayimiz.

4. Asagidakilerden hangisi bu degisime sebep oldu? (Gegerli olan tiim cevaplari isaretlemek iizere bu
form goriisiilen kisiye doldurtulur.)

a. Degisime sebep olan bir kisi miydi? ( ) Evet ( ) Hayir

b. Evetse, bu degisime sebep olan... (gegerli olan tiim cevaplar isaretleyiniz)
() Baska bir katilimcinin destegiydi

() Egitmenin destegiydi

() Egitmenin sizi basa ¢ikmaniz gereken bir durumla kars1 karsiya birakmasrydi
() Diger

c. Degisime sebep olan egitim siiresince verilen bir gérev miydi?( ) Evet ( ) Haywr

d. Evetse, bu degisime sebep olan... (gegerli olan tiim cevaplari isaretleyiniz)
( ) Grup projeleriydi

() Egitim etkinlikleriydi

() Kisisel yansitma yazilarrydi

() Okuma 6devleriydi

() Cevre ve gelecegimiz konusunda endiselerin soz1i bildirilmesiydi

153



( ) Ogrenme giinliikleriydi

( ) Egitimin geleneksel olmayan yapisiydi

() Katilimeilar ve egitmen tarafindan derin, odaklanmis diisiincelerin ortaya konmasiydi
( ) Egitim sirasinda verilen 6l¢me-degerlendirme gorevleriydi

() Egitim sirasinda yaptigim 6z degerlendirmelerdi

( ) Diger

e. Degisime sebep olan 6zel yasantinizda gergeklesen dnemli bir degisim miydi?
() Evet () Hayr

f. Evetse, bu degisime sebep olan... (gecerli olan tiim cevaplari isaretleyiniz)
() Evlilik

() Dogum/evlat edinme

( ) Tasmmma

( ) Bosanma/ayrilma

() Bir yakinin vefati

() Is degisikligi

( ) Diger

g. Belki de bu degisimin ardinda bagka bir sebep yatiyordu. Bu durum gegerliyse liitfen agiklayimiz.
5. Degisime etki eden egitim deneyimlerinizi agiklayiniz.

6. Bu degisimin gerceklesmesini kolaylastirmak iizere baska neler yapilabilirdi? Hangi etkinlikler
gergeklestirilebilirdi?

7. Goriislerinizin veya bakis aginizin degistigini ilk fark ettiginiz an1 diisiindiigiiniizde:

a. Bu anin gergeklestigini ne zaman fark ettiniz? Gergeklesirken mi, degisimin ortasinda mi, degisim
gergeklestikten sonra mi?

b. Bu degisimin gergeklestigini fark etmenizi ne sagladi?

c. Hizmetigi egitime katiliminizin bu degisimle nasil bir alakas1 oldu?
d. Bu baglamda ne yapmaya karar verdiniz?

e. Degisim hakkinda ne hissediyorsunuz/hissettiniz?

8. Sormak istediginiz bir sey var mi1?

9. Goriigme sirasinda sizi rahatsiz eden bir durum ya da bir soru oldu mu? Liitfen agiklayiniz.

Goriisme yapan kisinin yorumlari, gézlemleri:
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Appendix D: Approval of Ministry of National Education

1C
SAKARYA VALILIGi
i1 Milli Egitim Miidiirliigi

Sayt @ B08.04.MEM.4.54.00.05.04.321/ /G ©_S
konu : Seminer
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SAKARYA
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Appendix E: Acquaintance Form

Tamsma Formu

Ad Soyad :

Gorev Yeri:

Adres:

E-posta adresi:

Cep Telefonu:

Ne kadar siiredir egitimcisiniz?

Gegtigimiz li¢ y1l iginde
aldigimiz/verdiginiz egitimleri
yaziniz.

En sevdiginiz kitap hangisidir ve
neden?

Hobileriniz nelerdir?
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Appendix F: Eco-Bingo

Kim siir okumay1
seviyor?

Kim égretmenlik mesleginin ilk 5 yih
icerisinde?

Kim yapraklarma ve
goriiniislerine bakarak en
az bes agac tiiriinii
tamyabilir?

Kim Tiirkiye’de
yazlarn gittikce daha
sicak oldugunu
diisiiniiyor?

Kim daha 6nce baska illerde de
gorev yapt1?

Kim daha once en az bir
evcil hayvan besledi?

Kimin evinde
kullandigr ampullerin
neredeyse hepsi enerji
tasarruflu?

Kim korku filmi izlemeyi seviyor?

Kim bir miizik aleti
calabiliyor ya da sarki
soylemekten zevk aliyor?

Kim yemek yapmay1
seviyor?

Kim daha 6nce en az iki hizmetici
egitime katild1?

Kim aligverise ¢ikinca ithal
yerine yerli gida satin
almaya calisir?
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Appendix G: Data Discussion
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Appendix H: Ecological Footprint Questionnaire

1. Beslenme bi¢iminizi asagidakilerden hangisi en iyi tanimlar?

O
[
(|

Beslenme bigimimde et de yer aliyor.
Vejetaryenim.
Hayvansal hig¢bir gida (6r: siit iiriinleri) tiikketmiyorum.

2. Ne siklikla et ya da balik yersiniz?
Giinde bir kereden fazla
Giinde bir kere
Haftada birkag kez
Haftada yalnizca bir kere
Ayda {i¢ kereden az
Higbir zaman
3. Hangi siklikla organik et, sebze ve siit iiriinleri satin alirsiniz?
1 Her zaman
L0 Cogunlukla
L1 Bazen
L] Higbir zaman
4. Tiikettiginiz organik et, sebze ve siit iiriinlerinin yasadiginiz bélgede iiretilmis olanlarim tercih
eder misiniz?
O Herzaman
O Sikhkla
L1 Bazen
L1 Higbir zaman

OOoodoo

5. Ulasimimzi hangi aracla saghyorsunuz?
[0 Araba ya da motorsiklet kullanmiyorum. (Soru 8’e gidiniz)
[0 Motorsiklet (Soru 7’ye gidiniz)
[ Araba (Soru 6’dan devam ediniz)

6. Asagidakilerden hangisi kullanmay1 en ¢ok tercih ettiginiz ulasim aracidir?
[ Kiigiik hacimli dizel araba
ornegin Renault Clio 1.5 dCi ya da Volkswagen Polo 1.4 TDI
0 Kiigilik hacimli benzinli araba
ornegin Honda Jazz 1.2 i-DSI ya da Citroen C3 1.4i 16v
L1 Orta hacimli dizel araba
ornegin Ford Focus 1.6 TDCi ya da BMW 320d
[0 Orta hacimli benzinli araba
ornegin Vauxhall Vectra 1.81 16v ya da Peugeot 307 Estate 1.6
O] Biiyiik hacimli dizel araba
ornegin Mercedes C-Class Saloon C320CDi ya da Land Rover Freelander 2 2.2 TD4

[0 Biiytik hacimli benzinli araba

ornegin Audi A3 3.2 V6 ya da Renault Grand Espace 2.0 Turbo
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7. ise gidis-gelis dahil kisisel kullaniminiz i¢in haftada kac saatinizi arabada geciriyorsunuz?
] 2 saatten az
[0 2-5 saat arasinda
[ 5-15 saat arasinda
[] 15-25 saat arasinda
[0 25 saat tizerinde
8. ise gidis-gelis dahil kisisel kullamminiz icin haftada kac saatinizi toplu tasima araclarinda
geciriyorsunuz?
Ll Toplu tagima araglarini kullanmiyorum.
2 saatten az
2-5 saat arasi
5-15 saat
15-25 saat

Ooooaon

25 saat ve lizeri
9. Kisisel amaclarla otobiis, dolmus gibi toplu tasima araclarinda haftada kac¢ saat
geciriyorsunuz?
[ Toplu tasima araglarini kullanmiyorum.
[ 1 saatten az
O 1-3 saat
[ 3-6 saat
[ 6-10 saat
[0 10 saatten fazla
10. Son bir yil icerisinde, yurt i¢i kisisel ucak seyahatlerinizde ka¢ saat harcadimiz?
O Hig
[ 3 saatten az
] 3-5saat
O 5-15 saat
[ 15 saatten fazla
11. Son bir yil icerisinde, yurt disina kisisel u¢ak seyahatlerinizde ka¢ saat harcadimiz?
0 Hig
] 12saattenaz
L1 12-25saat
0  25-35saat
O 35 saatten fazla
12. Ne tip bir evde yasiyorsunuz?
[0 Miistakil ev
1 Yar-miistakil ev/ ikiz ev
O Smraev
] Apartman dairesi
13. Evinizde kag Kisi yasiyor? (18 yas altindaki cocuklariniz haric)
a1
2
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ooo

3
4
5+
14. Evinizde 1sinmay1 nasil saghyorsunuz?

] Dogal gaz

[0 Mazot

] Elektrik

O Odun/kémiir
15. Isiklar: diizenli olarak sondiirmeye ve cihazlari bekleme modunda birakmamaya 6zen
gosteriyor musunuz?

L] Evet

Ol Hayir
16. Evinizi hangi sicaklhikta tutuyorsunuz?

[ Serin (11-14°C)

] Ortalama (14-17°C)

O Ik (18-21°C)

[0 Sicak (22°C’nin iizerinde)
17. Evinizde bu enerji tasarruf sistemlerinden hangileri mevcut? (Size uyan tiim secenekleri

isaretleyin)

- .
Enerji tasarruflu ampuller

: Cat1 yalitimi

a Duvar yalitimi

- . .
Yogusmali kombi

-

Cift cam (Isicam)
18. Son bir yilda asagidaki ev aletlerinden herhangi birini satin aldiniz m1? (Size uyan tiim
secenekleri isaretleyin)

I_ . . .
Televizyon veya miizik seti
I_ .
Mobilya
[ L L .
Camasir makinesi, bulasik makinesi, ¢gamasir kurutma makinesi veya buzdolab1
-

MP3 calar, cep telefonu veya fotograf makinesi

19. Evcil hayvaniniz varsa, son bir yilda yiyecek, veteriner masrafi ve benzeri i¢cin ne kadar
harcama yaptiniz?

[ Evcil hayvan beslemiyorum.

[ 0-250 TL

[J 250-750 TL

O 750 TL ve tizeri
20. Son bir y1l icinde miicevherata ne kadar harcadimz?

[10TL

O 1-100 TL

[J 100-200 TL

] 200 TL+
21. Son bir yi1l icinde tadilat aletlerine ne kadar harcadiniz?

Ol 0oTL

O 1-75TL
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0 75-125 TL
Ol 125 TL +
22. Son bir yi1l icinde kisisel bakiminiz icin ne kadar harcadiniz?
] 0-250 TL
[ 250-750 TL
1 750 TL ve iizeri
23. Asagida belirtilen atiklardan hangilerini geri doniisiime veriyorsunuz ve/veya
ayristirryorsunuz?
(Size uyan tiim secenekleri isaretleyin)
Formun Ustii

= Gida

= Kagt

n . i .
Aliiminyum (6r: kutu igecek)

L Plastik

: Cam
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Appendix I: Learning Diary

Ogrenme Giinliigii

Tarih:

1.Bugiin beni en ¢ok diisiindiiren seyler:

2. Bugiin neler yaptim?

3. Bugiin neler 6grendim?

4.Ogrendiklerimi nasil kullanabilirim?
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Appendix J: Reasons of Unsustainability

Siirdiirillemezlik Nedenleri

Asir1 Niifus Kot Yonetim
(kotii siyasi ve 1s
diinyasi liderligi)

Egitim konusundaki Kadinlara adil
yetersizlik davranilmamasi

Kaynaklarin (Cogu insanin yanlis

korunmamasi, dogru
kullanilmamasi

degerlere sahip
olmasi

Yasam kalitesi
hakkinda medyanin ve
reklamlarin yarattigi
yanlis alg1

Kaynaklarin ve
zenginligin adil
olmayan dagilimi

Bir¢ok insanin
goziinde gelecegin
onemli olmamasi
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Appendix K: Unsustainability Reasons Cross Table
Siirdiiriilemezlik Nedenleri Irtibat Tablosu
Asir Niifus
Koti Yonetim (kotii siyasi ve is diinyasi liderligi)
Kadinlara adil davranilmamasi
Kaynaklarin korunmamasi, dogru kullanilmamasi
Egitim konusundaki yetersizlik
Cogu insanin yanlis degerlere sahip olmasi
Kaynaklarm ve zenginligin adil olmayan dagilimi
Bir¢ok insanin goziinde gelecegin 6énemli olmamast

Kotii Yonetim

Kadinlara adil davranilmamasi

Kaynaklarin korunmamasi, dogru kullanilmamasi
Egitim konusundaki yetersizlik

Cogu insanin yanlis degerlere sahip olmasi
Kaynaklarin ve zenginligin adil olmayan dagilimi
Bir¢ok insanin goziinde gelecegin onemli olmamasi

Kadinlara adil davranilmamasi
Kotii Yonetim (kotii siyasi ve is diinyast liderligi)

Egitim konusundaki yetersizlik

Cogu insanin yanlis degerlere sahip olmasi
Kaynaklarm ve zenginligin adil olmayan dagilimi
Bir¢ok insanin goziinde gelecegin 6nemli olmamasi
Egitim konusundaki yetersizlik

Kaynaklarin korunmamasi, dogru kullanilmamasi
Asirt Niifus

Kot Yonetim (kotii siyasi ve is diinyasi liderligi)

Egitim konusundaki yetersizlik

Cogu insanin yanlis degerlere sahip olmasi

Yasam kalitesi hakkinda medyanin ve reklamlarin yarattig1 yanlis algi
Bir¢ok insanin goziinde gelecegin 6nemli olmamasi

Egitim konusundaki vetersizlik

Asir1 Niifus

Kot Yonetim (kotii siyasi ve is diinyasi liderligi)
Kadinlara adil davranilmamasi

Cogu insanin yanlis degerlere sahip olmasi
Kaynaklarin ve zenginligin adil olmayan dagilimi
Bir¢ok insanin gdziinde gelecegin 6nemli olmamasi
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ogu insanin vanhs degerlere sahip olmasi
Kotii Yonetim (kotii siyasi ve is diinyast liderligi)
Egitim konusundaki yetersizlik
Yasam kalitesi hakkinda medyanin ve reklamlarin yarattig1 yanhs algi
Kaynaklarm ve zenginligin adil olmayan dagilim
Bir¢ok insanin goziinde gelecegin 6énemli olmamast

Yasam Kkalitesi hakkinda medyanin ve reklamlarin varattigl yanhs algi
Koti Yonetim (kotii siyasi ve is diinyasi liderligi)

Kaynaklarin korunmamasi, dogru kullanilmamasi
Egitim konusundaki yetersizlik

Cogu insanin yanlis degerlere sahip olmasi
Kaynaklarm ve zenginligin adil olmayan dagilimi
Bir¢ok insanin goziinde gelecegin 6énemli olmamast

Kaynaklarin ve zenginligin adil olmayan dagilimi
Asir1 Niifus
Kotii Yonetim (kotii siyasi ve is diinyast liderligi)

Kadinlara adil davranilmamasi

Kaynaklari korunmamasi, dogru kullanilmamasi
Egitim konusundaki yetersizlik

Cogu insanin yanlis degerlere sahip olmasi

Bircok insanin goziinde gelecegin 6nemli olmamasi
Koti Yonetim (kotii siyasi ve is diinyasi liderligi)

Kaynaklarm korunmamasi, dogru kullanilmamasi

Egitim konusundaki yetersizlik

Cogu insanin yanlis degerlere sahip olmasi

Yasam kalitesi hakkinda medyanin ve reklamlarin yarattig1 yanlis algi
Kaynaklarin ve zenginligin adil olmayan dagilimi
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Appendix L: Reading Assignment/Cradle-to-Cradle Thinking

BESIKTEN BESIGE - HAYAL M, “ »
GERCEK Mi?  d

William McDonough ve Michael Braungart’in “Begikten Begsige” kitabinin giris (=

boliumiintin baghig: “Bu Kitap bir agag¢ degildir”. Bu tinlii mimar ve kimyager aktarmak istediklerini o kadar
net dile getiriyorlar ki.

Giindelik yasamdaki sartlanmalarimiz, medyanin beklenti ve isteklerimiz iizerindeki etkisi, yasamin getirdigi
yilikiimliiliklerimiz ve arzularimiz bizi yasama ve diinyaya ¢ok daha dar bir bakis acisina sokabiliyor. Evet,
bazen hipnoza giriyoruz sanki. Bir gozii agik uyku haline giriyoruz sanki. Bilmiyor degiliz, ama goriinen
aktif bilingte olmadigimiz bir hal. Ozellikle cevre ile ilgili konular hakkinda ilgisiz degiliz, ama aktif bir sey
yapmak konusunda adin1 koyamadigimiz bir hareketsizlik i¢indeyiz. Sadece biz Tiirkiye’de yasayanlara 6zgii
degil bu anlamasi zor uyku hali, ama iilkemiz i¢in sorun hale gelmeye baslayan ¢evre kirliligi uyanma
vaktinin gelip gectigini hatirlatiyor.

“Besikten Besige/Cradle to Cradle” mimar William McDonough ve kimyager Michael Braungart tarafindan
yazilan ve 2002 yilinda yayinlanan bir kitabin adi oldugu gibi bir tasarim ve iiretim yaklagiminin da adi ayni
zamanda. Diinyada bir devrim yasaniyor ve gonliim Tiirkiye’nin bu ¢evre devriminin iginde yer almasini
diliyor.

Besikten Besige her iriiniin tasarim asamasinda tim yasamini ve kullanim omrii sonunda iriiniin nasil
degerlendirilecegini dikkate alan bir yaklasim. Uriiniin tiim malzemelerinin ve tiim iiretim asamalarinin insan
ve gevre sagligini korumasini sart kosan, dogaya ve insana az zarar vermeyi degil tamamen yararli olmalarini
sart kosan bir sistem. Besikten Besige iiriinlerinin kullanim démiirleri sonunda atik olmamalar1 gerekiyor. Bu
kavrama gore atik esasinda bir besin, aynen dogada oldugu gibi. Nasil dogada bir agacin iirettigi her sey geri
doniisebiliyor ve doga icin besin oluyorsa, bir iiriiniin tiim {retim asamalar1 da doga i¢in besin iiretmeli ve
iriin de atilacagi zaman ya dogada ayrismali ve dogal sistemler i¢in besin olmali ya da {iretim hatlar1 igin
hammadde olmali. Higbir fire s6z konusu olmamali, yani besikten besige bir iirliniin hi¢bir parcasi dolgu
sahasina giden bir atiga doniismemeli, dogaya kesinlikle zarar vermemeli. Uretim sisteminde geri doniisiime
tabi tutulacak olan malzeme ya hammadde 6zelligi %100 korumali ya da dogada tamamen ¢o6ziilmeli.

Gliniimiizde Tirkiye’de geri doniisimde atiklarin toplanmasi konusunda eksiklikler var. Doniismesi
miimkiin olan biiylik miktarda atik hala dolgu sahalarina gidiyor. Ancak geri doniisiim ile ilgili sikint1 burada
bitmiyor. Geri doniisiimden sonra islenen malzemeler birbiri ile karistigi i¢im hammadde O6zelliklerini
yitiriyorlar. Eski arabalarin araba c¢eligi, boyalardan ve diger malzemelerden tam olarak ayrilamadigi igin
tekrar araba celigi olarak kullanilamiyor; onun yerine Ornegin binalarda kullanilan ¢elik hammaddesi

olabiliyor. Plastikler birbirleri ile karigarak kimyasal Ozelliklerini gittikge yitiriyorlar. Er ya da geg
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Omiirlerini bir dolgu sahasinda tamamliyorlar. Burada ¢evre zararina ek olarak biiyilik bir ekonomik kayip
meydana geliyor. Sifir atik kavramini bile dogru bulmuyor Besikten Besige kavramin yaraticilar
McDonough ve Brungart. Atik kavramimi yasamimizdan ¢ikarmamiz gerektigini sOyliiyorlar. Onlara gore
atik kot tasarimin bir sonucu.

“Besikten Besige” kitab1 giindelik yasamda kullandigimiz bir¢ok esya ve malzemenin sagligimiza zararh
etmenlerine dikkat c¢ekiyor. Geri doniisiime gore tasarlanmamis malzemelerinin geri doniisiimle yeniden
kullanima kazandirilmaya calisildiginda, yarardan ¢ok sagliga zarar verdigini goézler Oniine seriyorlar.
“Oturdugunuz koltukta hareket ettiginizde kumastaki hangi maddeler ortaya ¢ikiyor, neleri soluyorsunuz?”
diye soruyorlar. Giinliikk yasamimizda etkilesimde oldugumuz yiizlerce binlerce madde var. Ve onlarin
nelerden yapildigr saghigimiz igin farkinda oldugumuzun iizerinde onemli. Bir esyanin sagligimiza ve
cevreye etkisi sadece atik olarak sayildigi asamada degil, tasarim, tiretim ve kullanim asamalarinda da ¢ok
Onemli.

Atiklarin yakilmasi sonucu g¢evreye yayilan dioksin kimyasalinin etkileri konusunda yeterli bilgimiz var mi1
mesela? Klorla beyazlatilan kagit gibi tirinlerinde yakilmasinda bu ¢ok kiigiik oranlart bile ¢ok tehlikeli
dioksinin salinmasina neden oluyor. Plastik tretimi, celik {retimi gibi iretimler sonucu da ortaya
cikiyor. Dioksin “insanoglunun yarattigr en tehlikeli kimyasal” olarak adlandiriliyor. Doga ¢ok uzun siire
kalan, yagda ¢6ziindiigii icin dokular tarafindan emilip muhafaza edilen bu kimyasal gida yoluyla yayilarak
canlilar1 zehirlemeye devam ediyor. Farkinda miy1z?

Odaklandigimiz seyi yarattigimiza inanan ikili, insanoglunun igindeki potansiyele dikkat ¢ekiyorlar. Bilgi,
zeka ve teknolojiyi kullanarak faydal trlinler yaratabilecegimize inaniyorlar. Esasinda inanmaktan fazlasini
yapiyorlar; bunu nasil gercek olabilecegini gosteriyorlar. Besikten Besige kitab1 2002 yilinda yayinlandi ama
bu kavram 1990’11 yillarin baginda William McDonough ve Michael Braungart’in New York’ta tanigmalari
ve doksanli yillarda diinyanin farkli yerlerinde uygulamalar yapmalart ile olusuyor. Kitap bu siire¢ ve
tecriibeleriyle olusuyor. William McDonough 1999 yilinda Time dergisi tarafindan “Gezegenin Kahramani-
Hero of the Planet” segiliyor. Cevreye yonelik ¢caligmalari nedeni ile ddiiller aliyor.

Bu ikili dogruluguna inandiklart seyleri sOyliyorlar; ama sodylemekle kalmiyorlar teknik bilgilerini de
kullanarak bunlarin hayata gecirilebilecegini ispatliyorlar. Ornegin yine1990’larda Isvigre’deki bir tekstil
firmast atik problemleri nedeni ile William McDonough’a bagvuruyor. McDonough Michael Braungart’
ekolojik kimyager olarak projeye davet ediyor. Bu fabrikanin tiim iiriinleri ele aliyorlar ve sadece zararsiz
hammadde ve boyalardan iiretilmek iizere yeniden tasarliyorlar. Kullandiklar1 ana prensip: Atik=Gida. Bu
formiil besikten besige kavramimin temel tasi. Bu prensip ile fabrikanin iiriinlerini ve iiretim hattin1 yeniden
tanimlarken tiim iriinlerin dogal malzemelerden olusmasina ve atik olarak adlandirilabilecek her seyin
biyolojik yasam veya sanayi lretimi i¢in bir besin-hammadde olmasi saglaniyor. Sonugta fabrikanin atik

suyu fabrikaya giren sebeke suyundan daha temiz hale geliyor. Yani atik sorununu ¢ézmekle kalmiyorlar,
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suyun kalitesini arttirmig oluyorlar. McDonough ve Braungart “Coziim yasaklar ve denetim degil,” diyorlar.
Onlara gore “Coziim dogru tasarim. Dogru tasarlarsan denetime gerek kalmaz.” Uretim igin enerjinin
yenilenebilir kaynaklardan, ozellikle giines enerjisinden gelmesi dnemli prensiplerinden bir tanesi. Ayni
zamanda su kalitesinin korunmasinin gerekiyor. Hatta “Korumak yeterli degil kalitesini arttirmalisiniz,”
diyorlar ve bunu basartyorlar.

Omnekler gercekten cok ve etkileyici. Tasarladiklar1 binalarda calisanlar arasinda devamsizlik azaliyor
mesela. Fabrika calisanlarinin idare ile olan iligkilerinde diizelme oluyor. Binalarinda dikkate aldiklar
faktorlerin basinda aydinlatmanin dogal 1sikla yapilmasi ve mekan i¢in hava kalitesinin ¢ok iyi olmasi
geliyor. Binalarin iginde yasayanlara saygili olmasi gerektigine inaniyorlar. Ve binalarin ayni zamanda
icinde bulunduklari cevre ile uyumlu olmasi gerektigine. “Uretken olalim ve bu da iyi olsun,” diyorlar.
Tasarladiklar1 binalarin agaglar gibi olmasi gerektigine inaniyorlar. Bir bina kendi enerjisini saglamali,
havay1 ve suyu temizlemeli. Amerika Birlesik Devletleri’nde Oberlin Universitesi’nde tasarladiklari bina
kendi atik suyunu dogal yollardan temizledigi gibi harcadigindan daha fazla elektrik liretmeyi de basartyor.
McDonough ve Braungart Besikten Besige kavramini bir yasam prensibi olarak molekiiler seviyeden sehir
planlamasi seviyesine kadar tasiyorlar. Braungart bir kimyager olarak {irlinlere giren her maddeyi molekiiler
seviyesine kadar incelerken McDonough sadece binalarin degil sehirlerin besikten besige prensipleri ile
tasarlanmasi i¢in ¢aligiyor.

Hollanda’da besikten besige kavramini benimseyen sehir ve bolgeler var. Hollanda Hiikiimeti bu kavrami bir
tilke politikasi olarak sahiplenmis durumda. Diinyanin diger bir kdsesinde, Cin’de bu kavram ile yeni sehirler
planlaniyor. Cin bu yaklasimi dongiisel ekonomi prensibi olarak yagamina entegre etmek igin biiyiik gayret
gosteriyor. Onlarin ¢aligsmalarindan etkilenen ayakkabi firmalari tasarimlarinda zehirli maddeleri ¢ikariyorlar
ve iriinlerini bu prensipler ile yeniden tasarliyorlar. Bir ofis mobilyas: firmasini tesislerini buna gore
yeniliyor, yeni iiriinler tasarliyor, eski popiiler {irinlerini bu prensiplere gore yeniden tasarliyor. Diinyada
binlerce firma sampuandan temizlik iriinlerine, ingaat malzemelerinden sanayi ara maddelerine, halidan
tekstil iiriinlerine, paketleme malzemelerinden mobilyaya, yer kaplamalarindan sorf cila tahtasina birgok
riinli besikten besige prensipleri ile iiretiyor. Bu prensipler ile iiretilen ve kullanilip atilan kismi tuvalete
atilip doénistiiriilebilen bir bebek bezi bile var. William McDonough ve Michael Braungart’in ortaklasa
kurduklart bir firmalar1 var ve ¢ok dikkatli bir siire¢ ile besikten besige prensiplerine uyan firmalardan
isteyenleri sertifikalandirtyorlar. Bu sertifikay1 almis altiyiizii askin {irlin var, ve binlerce {irliniin de sirada
oldugu biliniyor. Bu yeni tasarim ve tretim akimu ile tireticiler ve tedarikgileri kendilerini yeniliyorlar, tim
tirtinlerini ve tiretim siireglerini teker teker yeniden ele aliyorlar. Kolay bir siire¢ degil. Ancak diinyanin kars1
karstya kaldig1 cevre sorunlarmin ¢oziilebilmesi icinde bdyle radikal ve kokten degisimler gerekiyor.

Insanoglu 6ziindeki kuvvet ve yaratici zekasi ile gurur duydugu ¢oziimler yaratabiliyor. Isterse ve secerse.
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Birey olarak bilmemiz ne saglayabilir? Michael Braungart iki 6nemli noktanin altini ¢iziyor. Birincisi birey
olarak satin aldigimiz iriinlerin 6zelliklerini ve kullanim siirelerinin sonundaki durumlarini ireticilerine
sormak onemli bir momentum yaratiyor. Bu olumlu degisimleri tetikliyor. Tkincisi bir degisimin
gerceklesmesi igin ilgili herkesin konu hakkinda bilgili olmasi1 gerekmiyor. Braungart Michael Gorbagov ile
olan bir konugmasini paylasiyor. Gorbacov’a nasil basarabildiniz diye sordugunda, Gorbagov “Bir konunun

basariya ulasabilmesi i¢in bir toplulugun %5’inin konuya inanmas1 yeterlidir,” diye cevap veriyor.

Haydi yilizde besteki yerimizi almaya. ..

Zeynep Kocasinan
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Appendix M: Reading Assignment/Technology Prisons

Teknoloji hapishaneleri intihara siiriikliiyor
Hiirriyet/Miifit Yilmaz Gokmen
30.05.2010

Bugiinlerde diinyanin bircok iilkesinde Apple’in yeni tablet bilgisayar1 olan iPad cilginhg1 yasanirken,
diger taraftan iPad dahil sayisiz teknolojik iiriinii iireten is¢ilerde tam tersi bir ruh hali hikim.

Gegtigimiz giinlerde piyasa degeri bakimindan Microsoft’un tahtin1 elinden alan Apple, Cin’den gelen
haberler yiiziinden agir elestirilerle yiizlesmek zorunda kald1. Ingiliz, Independent gazetesinin elde ettigi
belgelere gore, gectigimiz y1l 35 milyar euro gelir elde eden sirketin insanlik dis1 sartlar altinda isci
calistirilan fabrikalarindan birinde, 11’inci intihar olay1 yasandi.

Apple’in tedarikgisi 102 fabrika arasinda bulunan Shenzhen eyaletindeki Foxconn sirketine ait tesiste
yasanan intiharin ardindan, gozler son 10 yildir ABD’ye en ¢ok teknolojik {iriin ihracat1 yapan Cin’deki
fabrikalara ¢evrildi.

Apple, Carsamba giinii iPad’in iiretildigi ve saati 35 sente (54.80 kurus) ¢alisan 300 bin kisinin ¢alistirildigi
fabrikanin incelenecegi agiklamasi yapti. Sirketin bu y1l yayimladigi Supplier Responsibility Progress raporu
ise, inceleme yapilan 102 fabrikadan 60’inda isgilerin normal is saatlerinin yarisindan fazla ¢alistirildigini
ortaya koydu.

Foxconn tesisinde, Apple triinlerinin yani sira, 6nde gelen diger bilgisayar sirketleri i¢in de tretim yapiliyor.
Intihar edenlerin hepsinin 25 yas alt1 ¢alisanlardan olustugu fabrikada calisan isgilerden biri Reuters haber
ajansina, “Foxconn’da yonetim tamamen insanlik dis1. Iscilere insan muamelesi yapilmiyor” dedi.

Ayni fabrikada Temmuz ayinda intihar eden Sun Danyong adli is¢inin 6liimiinii ABD merkezli China Labor
Watch orgiitli yayimladigi rapor ortaya ¢ikardi. Raporda, fabrikadaki binlere is¢iden sadece Apple iiriinleri
tireten isgilere tabure verildigi, digerlerinin ayakta ¢alismak zorunda kaldig1 belirtildi.

Londra merkezli bagis dernegi War on Want yetkilisi Simon MacRae, “ihracata dayali ticaret anlayiginda
giyim ya da elektronik alaninda ¢alismaniz bir sey fark etmiyor. Bu sektorlerin amaci en diisiik {icrete en agir
sartlarda is¢i ¢alistirmak ve onlarin yoksulluktan kurtulmalarina mani olmak” dedi.

BiR TEK APPLE DEGIL

Gectigimiz ay i¢inde, ABD merkezli sivil toplum orgiitii National Labour Comittee, Cin’de Batili elektronik
markalari i¢in tiretim yapan KYE sirketinin fabrikalarindaki ¢aligma sartlarin1 géz 6niine koyan bir rapor
yayimladi.

Raporda, son yillarda Cin’deki fabrikalarda son ii¢ y1l i¢inde gizlice ¢ekilen fotograflar yer aliyor.
Resimlerde iiretim hatti {izerinde yorgunluktan bayilma noktasi gelen ve 10 dakikalik molada hemen uykuya
dalan geng isciler goriiliiyor.

KYE, ¢alisanlarini kontrolleri ¢ok daha kolay oldugu i¢in 18 yas civarinda, cogunlugunu kizlarin
olusturdugu ve iilkenin dort bir yanindaki eyaletlerden gelen “6grenci-isgilerden” segiyor. Cin yasalarina
gore 15 yagin altinda is¢i calistirmak yasak. 16-17 yaslarindakiler ise “yetigkin olmayan” ig¢i sinifina giriyor
ve gilinde sekiz saatten fazla ¢alistirilamiyorlar. Ancak gozlemcilerin verdigi bilgiye gore, yaslar1 14-15
arasinda degisen ylizlerce ¢cocuk giinde 15 saat galistiriliyor.
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TUVALETE GITMELERI YASAK
Calisanlarin konusmasi, miizik dinlemesi, cep telefonu kullanmasi ve ¢alisma saatleri i¢inde tuvalete
gitmeleri yasak. Eger kullanirlarsa, ceza olarak tuvaletleri temizlemeleri gerekiyor.

Son derece bakimsiz yatakhanelerde ise her odada 14 is¢i kaliyor. Dus olarak tanimlanan sey ise,
kafalarindan asag1 bosalttiklar1 bir kova sicak sudan ibaret. Sirket yatak veya yorgan vermiyor. Bu yiizden
isciler bunlari kendi paralar ile karsilamak zorunda. Ayrica odalarda televizyon, telefon ve klima
bulunmuyor.

CIKIS YOLU YOK
Nartional Labour Committee, raporunda Cin’de yasayan 112 milyon gb¢men is¢inin haklarini elde etmesine
engel olan nedenleri sdyle agikladi:

“Iscilerin kendilerini korumalar i¢in hicbir gii¢leri yok ve bu yiizden ydnetimler onlara istedikleri
muameleyi uyguluyor. Yonetim iscilere kotii davranmaya, isgiler ise kotii muamele gormeye alismig
durumda.”

“Bircok is¢i yeni mezunlardan olusuyor. Genelde kii¢iik kdylerden geliyorlar ve hayat tecriibeleri hi¢ yok.
Politika ya da bireysel haklar1 hakkinda bir sey bilmiyorlar. Egitimleri onlara Cin halkinin mutlu oldugunu,
Bati diinyasinin ise kapitalizm i¢inde ¢oktiigiinii 6gretiyor. KYE fabrikasinda ise baglayan bir kisi burada
gelecegi olmadigini biliyor. Bu yiizden diizene uyarak kovulmamaya ¢alistyor.”

Iscilerin yasal tahkim ya da isyerinde uzlagmaya varmak gibi konulardan haberi yok. Ayrica para igin garesiz
olmalar1 ve yonetimden ¢ekinmeleri, ses ¢ikarmalarini engelliyor. Bircogu hayatlarindan memnun olmasa da
bir ¢ikis yolu olduguna inanmiyor. Bir tane is¢inin sendika lafi ettigini duyamazsiniz.”
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Appendix L: Trade Game
Ticaret Oyunu
Giris

Ticaret Oyunu, popiiler bir iiretim alistirmasinin degisiklik yapilmis halidir. Bu oyun kiiresel
sistemimiz i¢indeki geleneksel yontemi gostermek i¢in oynanir: yani ticaretin, is boliimiiniin, rekabetin
tretimi arttirdigini, bir takas araci olarak iginde deger tagiyan paranin bu siiregte rolii oldugunu,
kaynaklarin diizensiz dagitildigini, organizasyon ve girisimcilik becerilerinin sonucu ya da
bireyin/grubun basarisini etkileyebilecegini gostermektedir. flerleyen asamalarinda oyun, ekonomiye
dayali bir tabanin var oldugunu gostermek igin ve katilimcilarin, ihtiyaglarla istekler arasindaki farki,
‘siirdiiriilebilir’ iiretimi ve sosyal adaletin ¢esitli unsurlarini diigiinmesini saglamak i¢in kullanilabilir.

Hedefler ve Amaclar

* Olumlu ve katilimer bir yaklagimla gergeklestirilecek bu faaliyet araciligiyla, siirdiiriilebilirlik
konusunu genis bir ¢ercevede agiklamak hedeflenmektedir.

» Uretim ve tiiketimin amaglar1, sahip oldugumuz varsayimlar ve ekonomik faaliyetlerin temelinde
yatan geleneksel yontemler konusunda katilimcilar arasinda zorlu tartigmalar baglatmak
hedeflenmektedir. Bu faaliyet, ihtiyaclarla istekler arasinda bir fark gozetilmedigini, ekoloji ve sosyal
onceliklerin g6z oniinde tutulmadigint gostermektedir.

+ Uretimin siirdiiriilebilirligi konusunu giindeme getirmek hedeflenmektedir.

Malzemeler

R1 Kurallar
R2 Sekiller i¢in Belirlenen Ucretler
R3 Sekiller Ne Ifade Ediyor

Makas, renkli kagitlar, kalem, ag1 dlger, cetvel, gonye, ‘monopoly’ oyununda kullanilan paralar
Ozel Not » Hazirhk

Bu faaliyet i¢in katilimcilarin galisacagt mekani ve materyalleri dersten dnce hazirlamak amaciyla en az
yarim saat ayrilmalidir.

Etkilesim diizeyine bagli olmakla beraber bu faaliyet en verimli 15 ya da daha fazla katilimciyla yapilir,
daha az katilim olursa faaliyet etkisini kaybeder. Egitmen, oyunun kurallarini (R1) ve Sekillerin ne
Ifade Ettigini ¢ok iyi bilmelidir.

Oda Diizeni

Sinif, ayn1 anda alt1 grubun c¢alisabilecegi ve birkag masa koyarak her grubun kendi ¢aligma alanina
sahip olabilecegi sekilde diizenlenmelidir. Rahat hareket edebilmek igin gruplarin ¢alisma alanlari
arasinda mesafe bulunmalidir; ancak bu mesafe, gruplardan birini fiziksel olarak tecrit edecek kadar da
fazla olmamalidir. Gruplarin her biri, A,B,C kategorilerinden birine dahildir.

Her grup, tiiccar birer milleti temsil etmektedir. Kendilerine birer isim verebilirler. Bu sekilde gruplar
olusturmanin amaci, kaynaklarin diizenli olarak dagitilmadig bir sistem yaratmaktir. Her gruba
verilecek kaynak, bilyiik birer zarf iginde takdim edilmelidir; boylece katilimcilar odaya girdiklerinde,
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kaynaklarin esit dagilmadigini agik¢a gérmeyeceklerdir. (Asagida, kaynaklar kilavuzu
gosterilmektedir.) Gruplar yerlerini aldiginda oyunun kurallar1 (R1) iki kez yiiksek sesle okunur ve
gerektiginde basvurulmak lizere duvara asilir. R1°deki talimatta "sekiller yapin" der. Bu faaliyet i¢in 30
dakika ayrilmistir. Bu asamada egitmen kurallarla ilgili higbir soruyu yanitlamamali, katilimeilara yon
vermemelidir. Ogrencilere R3 gosterilmez. Sorulara cevaben egitmen kurallar1 bir kez daha okur.
Kurallara gore, tiretim sekilleri (diinya ¢apinda talebi temsil eden) diinya bankasina satilabilir.

Katilimcilardan biri diinya bankasindan sorumlu olmak iizere gérevlendirilir ve kalite kontrolciiligii
yapar. Istenen 6zelliklere uygun olmayan sekiller kabul edilmez ya da pazarlikla diisiik fiyattan kabul
edilir.

KAYNAK KILAVUZU

Asagidakilerden iki set olacak:
A
1 makas C
2 cetvel 2 yesil kart
1 pysula 4 kirmuzi kart
1 génye 2 banknot
1 ag1 dlger 2 kursun kalem
1 yesil karton 2 karton
6 banknot
4 kursun kalem B
8 kirmiz1 kart
2 yesil kart
2 banknot

Gruplar arasinda ihtilaf ¢ikarsa, egitmen ancak son ¢are olarak hakemlik yapar.

Bir siire sonra katilimeilar kafa karisikligindan birbirlerine bakinmaya basladiktan sonra bir grubun
iiyeleri, bagka bir grubun iiyeleriyle konugsmaya baslayacaktir. Kaynaklarin esit dagilmamis olmasi,
ticari faaliyeti baslatacaktir. Zaman gectikge bu ticari faaliyet, ¢ok samatali ve ¢ilgin bir hal alacaktir.
Onceden belirlenen siirenin sonunda oyun bitirilir. Son anda devam eden alis verislerin
tamamlanabilmesi i¢in bes dakika dnceden katilimcilara haber verilir ve son dakikalar telas ve
genellikle heyecan iginde gecer. Katilimcilarin gruplarina geri donmeleri ve o anda ellerinde
bulunanlarin listesini ¢ikarmalar1 istenir, bireysel ve grup i¢i rollerini diisiinmeleri sdylenir.
Katilimcilardan sunlari diisiinmeleri istenir:

* basarili bir grup olduklarini diisiiniiyorlar mi1?

* biriken nakit paray1 ve kaynaklar1 aralarinda nasil paylasacaklar?

* oyun yeniden baslasa performanslarini nasil arttirirlar?

Bunun i¢in 5-10 dakika ayrilir. Kapsamli bir tartisma yapmaya yetmeyecek bu siire igerisinde
katilimeilar en azindan yatigsacaklar ve bazi gergekleri, niyet ve diisiincelerini paylasacaklardir.

R2 Sekil Ucretleri
Egitmen kolay sekillere daha diisiik, zor sekillere daha yiiksek olmak iizere farkli ticretler
belirleyecektir.

Ik turda bazi degisiklikler

Verilen gesitli sekillerin miktar1 agisindan egitmen tahtaya yeni bir fiyat yazarak, bu sekillerin hangi
fiyattan satilacagini belirlemek isteyebilir.
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Kirmizi ve yesil kart bittiginde gruplar bu durumu 6gretmene bildirebilir ve karton alabilmek i¢in
diinya bankasina bagvurmak iizere egitmenden izin alabilirler (R3’te yesilin, kirmizinin ve kartonun ne
kadar 6nemli oldugu agiklanmaktadir ancak bu bilginin o agamada &grencilere séylenmemesi gerektigi
de yazihdir.)

Eger oyun agir ilerliyorsa ya da oyun sonrasinda ekstra teknolojik kaynaklarin etkisi lizerinde
durulacaksa, diinya bankasi araciligiyla egitmen oyuna makas ya da kalem gibi ekstra kaynaklar
getirebilir.

Sekil 1: 1. raunttaki sonuglar1 yazmak i¢in kullanilacak matris

Kaynaklar/Grup | Kirmiz1 | Yesil Karton | Araglar | Nakit Kismen | Kazancin

Kart Kart Bitmis Dagilimi
Sekiller
A
B
C

O=Araglar ve Makineler 0= Kiiltiir Bilgi

Gida=A Enerji=0
( Q =Saglik, Egitim, Barinma ve Giyecek

Kirmiz1 Kart: Yenilenebilir kaynaklar
Yesil Kart:  Yenilenebilir olmayan kaynaklar
Karton : ‘Cevresel’ kaynaklar

R3 Sekiller Ne ifade Ediyor...
Oyun Sonrasi Degerlendirme

Oyundan sonra yapilacak degerlendirmeye, en az oyuna harcanan siire kadar vakit ayrilmasi ¢ok
onemlidir. Bu son degerlendirmenin iki agamasi vardir.

1) Gruplar nasil hissettiklerini ifade etmelidir. Genelde gruplar arasinda gerginlik yasanabilmektedir ya
da siki1 pazarliklar yapilabilmektedir; bunlardan bahsedip aralarinda giilebilirler, konusup sugu
baskalarina atabilirler. “Birbirinizle iyi ge¢indiniz mi? Olanlarla ilgili hisleriniz nelerdir?” gibi sorular
egitmen tarafindan sorulabilir. ‘X’ grupla ilgili ne diisiindiiniiz? Bankaciyla araniz nasild1?

2) Oyunun bazi 6zelliklerini ve olgulari ortaya koymak. Bir matris {izerinde (Sekil 1’e bakin) egitmen
baslangi¢ ve bitis pozisyonlarini su bagliklar altinda sorar:

Karton, Yesil Kart, Kirmiz1 Kart, Araglar, Nakit, Kismen Tamamlanmis Sekiller, kazancin dagilimu.

Iste bu asamada 6gretmen dgrencilerin varsayimlarin, niyetlerini ve basart kriterlerini inceler.
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Basari i¢in kriterler: Gruplardan, ne agidan basarili, ne agidan basarisiz olduklarini beyaz kagitlara
yazmalarini istenir. Bu kagitlar1 duvara yapistirilir ve bunlart mukayese etmeye, karsi karsiya getirip
tartismaya baslanir. Basar1 i¢in genel kriterler neler: Daha ¢ok tiretim mi? Nakit mi? Nakitte ylizde
artis1 m1? Uste ¢ikmak mi1? Sosyal olarak uyumlu iliskileri gdsteren kriterler var mu1? "grup olarak ¢ok
iyi ¢alistik ", "calisirken yaptigimiz espriler...", "hep ortalikta kosugturmamak", "¢alismak yerine
birbirimize yaptigimiz sakalar..." Egitmen belli kriterleri gozetiyor olacak ve 6zellikle de oyunun
‘sekiller yapmak’ i¢in bazi gorevler verdiginin gruplar tarafindan géz oniine alindigini gostermeye
baslayan unsurlar1 degerlendirecektir.

Peki neden? Neden sekil yapmak!? Neden onca sekil?! Gruplar kendilerini ekonomiye mi uyduruyordu
yoksa ekonomiyi kendi ihtiyaglarina gore mi yonlendiriyorlardi? Bu konuyu daha 6nce hig diisiindiiler
mi? Oyunda belli bir hiz var mrydi1? Gruplarin takilip kaldig1 oldu mu? Bu durum gercek hayata
benziyor mu? Peki sekiller neydi? Ne kadar tiretim yeterliydi? Gruplar birbirlerine adil davrandi mi?
Rekabetten ziyade isbirligi var miydi?

Bu agamada 6gretmen R3’ii (yukarida) tanitir: sekiller ne ifade ediyor.

Bunu 6nceden bilselerdi gruplarin ticaretle ilgili kararlar1 degisir miydi? Bu, ne yaptiklarini ve bundan
kag tane yaptiklarini degistirir miydi? Neden? Nakit mi daha 6nemli? Yoksa 6nemli olan hep daha
fazlas1 m1?

Katilimcilardan, kart rengini ve sekilleri diisiinmeleri istenir. Acaba dgrenciler neden farkli renklerin
oldugunu merak ettiler mi? Kartonla ¢aligmak neden daha zor ve daha az kazangli?

Katilimeilara R3 verilir ve yorum yapmalari istenir. Bu kilit dneme sahip bir asama:

Sadece kirmiz1 kartin siirdiiriilebilir iiriinii temsil ettigini bilselerdi, iiretim sistemleri ya da ticari
faaliyetleri baska tiirlii olur muydu? Gruplar ima edileni bilmis olsalar bile, o degerli yesil karti
(yenilenebilir olmayan kaynaklari) sonra da kartonu (hayati ¢evresel islevleri/cevresel sermayeyi)
kullanirlar miydi?

Teknolojinin roli neydi?- 6zellikle agidlger ve makas — Bunlar, kaynak (kart) kullanimini hizlandird:
m1? Kim faydalandi ve nasil? Bu teknolojiye erisememenin fiyat tizerindeki etkisi ne oldu? Bu adil
miydi? Bu diisiik fiyat neye sebep oldu? Hileye mi? Rengi ne olursa oldun kart kullanimina aldirmamak
mi1?

Bu tartigma sdyle bir yonde ilerleyebilir; ¢evresel, sosyal ve teknolojik kisitliliklarin, baskilarin
bilincinde olmamiza ragmen gergek diinya kosullari, ‘aydinlanmis’ bir durusa mi1 daha yakin yoksa bu
oyuna mi. Oyunun sonunda, bir grup igerisinde gelirin dagilimiyla (¢cogu zaman!) zit 6zelliklere sahip
olacak sekilde, gergek uluslar arasindaki adaletsiz zenginlik dagilimina dikkat cekilebilir.
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Appendix O: Rubric Guide
Not: Ogretmen Akademisi Vakfi tarafindan hazirlanmstir.

Puanlama Cetvelleri (Rubrik)

Genel olarak performansa dayali degerlendirme ¢aligmalar1 puanlama cetvelleri (rubrik) ile

degerlendirilmektedir. Bazi puanlama cetvelleri belli bir konuya yonelik calismalari ya da raporlar

degerlendirmek igin hazirlanmakta, bazilar1 ise olduk¢a genel hazirlanmakta ve farkli durumlarda

kullanilabilmektedir.  Puanlama cetvelleri  biitiinciil  (holistic) ve analitik (analytic) olarak

siniflandirilmaktadir. Kimi zaman kategorileri tanimlanmig cetveller yeterli olmakta, kimi durumlarda ise

kategorilerin puanlarla ifade edilmesi gerekmektedir. Onemli olan yapilan degerlendirmede neyin ortaya

¢ikarilmaya calisildiginin ve bunun en iyi hangi yaklasimla yapilabileceginin belirlenmesidir. Puanlama

cetveli hazirlayan bir 6gretmenin asagidaki isleri yapmasi gerekir:

1. Olg:me aracinin ve puanlama cetvelinin kullanilma nedenini belirleme,

2. Nelerin derecelendirileceginin tanimlanmasi (degerlendirmesi yapilacak siire¢ ve iirline iliskin olarak
nelerin degerlendirme kapsamina alinacaginin belirlenmesi gerekmektedir),

3. Ne tlir puanlama cetvelinin kullanilacagimin belirlenmesi (eger 6gretmen Ogrencilerin iiriinlerine
yonelik genel bir degerlendirme yapacaksa biitiinciil yaklagim, {irlin farkli yonleri ile incelenecekse
analitik bir yaklasim daha uygun olacaktir)

4. Taslak formun hazirlanmas: (yukaridaki adimlara gore belirlenen temel ilkelere goére taslak form
Ogretmen ve 0grenci gorlisleri alinmak tizere tasarlanir).

5. Taslak form tizerinde 6grenci, 6gretmen goriisii alinmasi

6. Uygulama

7. Tutarlilik ve giivenirligin belirlenmesi (Puanlama cetvelleriyle yapilan degerlendirmenin objektifligini

artirmak igin ayni Uriiniin birden fazla Ogretmen tarafindan degerlendirilmesi ve sonuglarin
karsilagtirilmast  onemlidir. Tutarsiz degerlendirme sonuglari tartisilarak ortak bir noktaya
baslanmalidir).

Puanlama Cetveli Ornekleri

Puanlama cetvelleri, gozlenen durumun “var”, “yok” seklinde puanlanmasini gerektiren gézlem formlari
(checklist), performanslarin genel niteligine gore degerlendirmenin yapildig1 biitiinciil derecelemeli 6lgekler
(holistic), tiriinii ya da siireci daha detayli, farkli agilartyla ele alan analitik (analytic) derecelemeli 6lgekler
olarak {ii¢ kategoride diisiiniilebilir.

Gozlem formlarmin kullanilmasini gerektiren en 6nemli durum gozlenecek degiskenin kalitesinden ¢ok
gozlenip gozlenmediginin ortaya ¢ikarilmasidir. Bu nedenle eger gbzlenecek nitelikte belli bir performans
varsa ve bu performansin gozlenmesinin yani sira niteligi de énemli ise iki kategoride puanlama gerektiren
gbzlem formlariin kullanilmasi uygun olmaz.

Farkli formatlarda olsa da derecelemeli 6lgekler igin temel ilke degerlendirilecek boyutlarin tanimlanmis
olmasi ve her boyutun hangi niteliklere gore degerlendirileceginin belirlenmesidir.
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Ornek 1. Laboratuvar ¢alismasi icin gézlem formu

Yapilacak isler

Gozlem firsati olmadi
(Diger 6nemli noktalar)

Gozlendi (Diger
onemli noktalar)

Kullanilacak araglar1 dogru secti.

Kullanilacak araglar1 temizledi.

Kullanilacak kimyasal maddeleri dogru secti.

Kimyasal maddeleri dogru miktarlarda aldi.

Malzemeleri dogru diizenledi.

Gerekli giivenlik dnlemlerini aldi

Tiim kontrolleri yapti.

Ornek 2. Derecelemeli puanlama cetveli

Fikirlerin dogrulugu ve niteligi

1 2 3 5
Cok sinirli arastirma, Olgulara yonelik bazi Genis kapsamli arastirma
olgulara yonelik hig caligmalar ve detaylar var ve olgularla
materyal kullanilmamis incelemeler gozleniyor iligkili
Fikirlerin mantiksal gelisimi

1 2 3 5
Cok sinirh aragtirma, Belli bir mantiksal sira Mantiksal gelisme var,
diizenlenmemis fikirler, var, ancak gelistirilmesi fikirler birbirleri ile
izlemesi zor ve karmagik gerekiyor iliskili ve bagl
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Ornek 3. Kesirlere iliskin puanlama cetveli

4

agiklanmalidir.

Cok iyi hazirlanmis bir diyagram kesirlerin anlagildigin1 gostermelidir.
Acgiklamalar uygun matematiksel bir dili igermeli ve sonug dogru olmalidir.
Yazili agiklama gdzlemleri ve stratejileri igermeli sonug net bir sekilde

Yanit dogrudur ancak bir 6nceki kadar tam hazirlanmamustir.
Diyagram daha az dogrudur, kullanilan dil tam matematiksel degildir ve yanit
Oriintiisii agik degildir.

2 | Yanitta yanlig bir ¢6ziim veya ¢ozlimler vardir. Bazi diizenlemeler

1 | Yant i¢in kismi bir ¢alisma vardir. Céziim yoktur. Diyagram yoktur veya

yanlistir.

gozlenmektedir. Diyagram agik degildir, ancak yazilanlar yeterli sayilabilir.

Ornek 4. Proje degerlendirme cetveli

Amacg

Organizasyon

Dil kullanim (Dil
bilgisi,
ifade biitiinliigii v.s)

Kapsam

Yaraticihk

Genel degerlendirme

Yeterli degil

Amag agik
degil

Zayi1f, daginik

Cok hata var
(6'dan fazla)

Gozle goriiliir
bir ¢aba yok

Cok az o6ge
tamamlanmig

Okumasi zor,
Ozensiz

Kabul edilebilir

Yenilik yok
siradan

Takip edilmesi
giic, sira yok

Hata var (4-6)

Baz1 dgeler
tamamlanmig

Cok az caba
gozleniyor

Bazi karisik
boliimlere
ragmen genelde
diizgiin

Oldukea iyi

Amag agik

Birkag
basamak
sirasiz

Az hata var
(2-3)

Birgok 6ge
tamamlanmig

Baz1 yeni
fikirler var

Tyi el yazist,
temiz ve
diizenli

Miikemmel

Amag agik proje
uygun

Iyi tasarlanmis,
takip edilmesi
kolay,basamak-
lar sirali
Hatasiz

Biitiin 6geler
tamamlanmig

Oldukga yaratici
ve farkli bir proje

Cok diizgiin
yazilmis ve
Ozenle

hazirlanmig
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Ornek 5. Problem ¢6zme becerilerini degerlendiren puanlama cetveli.

Problemi Anlama/Tanimlama

Anlamaya/tanimlamaya iliskin kanit yok ()
Problemin tanimi/yorumu tamamen yanlis ()
Problemin ana noktalar1 yanlis yorumlanmas ()
Problemin detaylar1 yanlis yorumlanmis ()
Problemin detaylar1 dogru yorumlanmus ()
Problem tiimiiyle dogru yorumlanmis ()

Problemin ¢oziimii

Coziim i¢in bir ¢aba yok ()

Cozlim i¢in uygun olmayan bir yéntem belirlenmis ()

Cozim i¢in kismen dogru yontemler belirlenmis, bazi temel hatalar var ()
Coziim icin dogru yontem belirlenmis ancak bazi hatalar var ()

Coziim i¢in dogru yontem belirlenmis ve problem dogru ¢6ziilmiis ()
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Appendix P: Sustainable Schools Rubric/Example 1

Siirdiiriilebilir Okul Kriterleri
Okul Takim Yetersiz Kabul Olduk¢a | Miikemmel
Edilebilir iyi

¢ Okulun fiziksel ve teknik alanda goriiniimiinde
strdiirtilebilirlik yoniinde degisimler gozlenir.

* Okul, toplumu 6grenme/6gretme siireglerinin
kaynaklarindan biri olarak goriir ve siireglere dahil
eder.

* Okul, toplumu faaliyetleri i¢gin ¢aligsma sahasi
olarak kullanir.

* Okul, toplum tarafindan sorunlarin ve
endiselerin tartisildigi bir yer olarak goriiliir,
faaliyetlerini bir tiir “toplum-merkezi” olarak
strdiirtr.

» Okul, suirdiiriilebilirlik konusundaki
uygulamalari, fikirleri, bilgileri paylasmak ve
degis-tokus etmek tizere baska okullarla da
isbirligi yapar.

* Okul, stirdiirtilebilirlik baglaminda faaliyet
gosteren, deneyim paylasimina olanak saglayan
yerel, ulusal ve uluslararasi aglara tiye olur.

¢ Okul, siirdiiriilebilirlik alaninda ¢aligan
kurumlarla isbirligi yapmak iizere ¢alismalar
yilriitiir.

* Okul takimi, herkesin korku duymadan yenilik¢i
diisiinceler ortaya atabilecegini hissettigi bir okul
ikliminin yaratilmasi i¢in ¢abalar. Okul yonetimi
bu konuda kolaylastiricilik roli Gstlenir.

* Okul, herkesi demokrasi ve katilim pratiklerinin
yapildig1 bir yer olarak goriiliir, herkesin karar
verme siireglerine farkli diizeylerde katilimlart
saglanir.

* Tiim toplum, 6zellikle ebeveynler 6grencilerin
strdiirtilebilirlik baglamindaki kazanimlari
hakkinda bilgilendirilir, okul gelisimine katkilar1
saglanir.

* Okul her sene yeni zorluklara basa ¢cikmak ve bu
yonde gelistirilecek davranig bigimlerini
kararlastirmak adinda okul gelisim planlarini
gbzden gegirir.

* Okul, kaynaklarin dogru kullanimi konusunda
ornek teskil edecek uygulamalar yapar, bu
uygulamalarin sonuglarint okul i¢indeki ve
disindaki toplumla paylasir.

* Okul takim, siirdiiriilebilir okul kriterlerini
birlikte belirler, okul vizyonunu bu kriterlere gore
dizenler ve bu kriterleri i¢ degerlendirme araci
olarak kullanir.
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Okul Yonetimi

Yetersiz

Kabul
Edilebilir

Olduk¢a
lyi

Miikemmel

* Okul yonetimi, misyonuna ve yillik planina
stirdiiriilebilirlik bilesenini dahil eder.

* Okul yonetimi, 6gretmenleri uzun vadeli
stirdiiriilebilirlik ¢alismalart i¢in destekler,
gelecege yonelik bakis agilart gelistirmelerine
yardimet olur.

¢ Okul yonetimi, dgretmenlerin siirdiiriilebilirlik
alanindaki ¢caligmalarinda gereksinimlerine cevap
verebilecek bir siire¢ olusturur.

* Okul yonetimi, siirdiiriilebilirlik baglaminda
Ogretmenlere yansitma, paylasma ve arastirma
yapmalari i¢in okul saatleri dahilinde yeterli
zaman temin eder.

* Okul yonetimi, stirdiiriilebilirlik unsurlariin
uygulanmasi hususunda 6gretmenleri, 6grencileri
ve diger ¢alisanlart dahil edecek sekilde ihtiyag
tespiti yapmak iizere diizenli denetim yapar.

Ogretmen

Yetersiz

Kabul
Edilebilir

Olduk¢a
lyi

Miikemmel

+ Ogretmen, alisilageldik gretme ve dgrenme
stireclerini zenginlestirmek ve yeniden
cercevelendirmek tlizere siirdiiriilebilirlik igin
egitim baglamindaki fikirleri ve bakis agilarini
inceler.

+ Ogretmen dgrencilerinin endiselerini,
deneyimlerini, fikirlerini ve beklentilerini dinler
ve bunlara deger verir, 6gretmenin hazirladigi
ders planlar1 esnektir ve degisime agiktir.

+ Ogretmen, isbirlikli ve yasayarak dgrenmeyi
destekler.

+ Ogretmen, dgrenme dgrencini, kavram
gelisimini ve kuram olusumunu uygulamal
etkinliklerle destekler.

+ Ogretmen, dgrencinin katilimini kolaylastirir,
Ogrencinin bakis agis1 ve fikir gelistirmesi i¢in
icerik saglar.

+ Ogretmen dgrencilere konulara farkli yonlerden
yaklagmalari i¢in destek saglar, kendilerini
baskalarinin yerine koymalarini saglayarak empati
gelistirmelerine yardimer olur.

« Ogretmen, dgrencilere farkli fikirleri tartismalar
i¢in olanak saglar.

+ Ogretmen, dgrencilerin gergege dayal bilgi ile
degere dayali diisiince arasindaki farki ortaya
¢ikarmalar1 yoniinde yardime1 olur, bu farkin
ardinda yatan sebepleri ve degerleri 6grencileriyle
birlikte ortaya koyar.

» Ogretmen, dgrencilerin kendi degerlerini
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tartigma ve netlestirme cabalarina karsilikli saygi,
yansitma ve anlayis ile destek olur.

+ Ogretmen, kendi degerlerini 6grencilerine
empoze etmeme yoniinde kendini zorlar,
ogrencilerin kendi deger ve goriislerini
olusturmalarina yardimer olur.

+ Ogretmen, dgrencilerin kararlastirdiklarii ve
eylemlerini dikkate alir.

» Ogretmen, dgrencilerin katilim kapasitelerini
gelistirecek yontemler (dinleme, diislinceleri ifade
etme, sorumluluk alma, dayanisma ortaya koyma)
secer.

« Ogretmen, dgrencilere yas ve kapasitelerine
uygun diizeyde karar alma siireglerine katilim
konusunda alan saglar.

+ Ogretmen bahsi gecen kriterler dogrultusunda
6grencilerin gelisimini Sl¢iip degerlendiren
yontemler gelistirir.

-

Ogrenci

Yetersiz

Kabul
Edilebilir

Olduk¢a
lyi

Miikemmel

« Ogrenciler belirli bir amag ve senaryo ile calisir,
konulara alternatif yaklagimlar sergiler.

» Ogrenciler kararlarm kisa ve uzun dénemli
sonuglarini karsilastirir ve farkl alternatifleri
gbzden gegirir.

+ Ogrenciler konulari ele alirken tarihsel boyutu
akilda tutmak tizere ge¢gmis-bugiin-gelecek
arasindaki iliskileri arastirir.

» Ogrenciler, karar alma siireclerine katilir, bu
stireglere deneyimlerini yansitarak grenmenin
gergeklesmesini desteklerler.

« Ogrenciler siirdiiriilebilirligin giindelik yasama
aktarilmasi ve katilimei demokratik siirecler
konusunda deneyimli hale gelir.
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Appendix R: Sustainable Schools Rubric/Example 2

Okullarda Siirdiiriilebilir Gelisimin Degerlendirilmesi

Siirdiiriilebilir okullar, egitim miifredatina, okul yerleskesine ve topluma somut yarar saglar.

Miifredat
(6gretim ve dgrenme)

Okul Yerleskesi
(degerler ve ¢alisma sekilleri)

Toplum

(daha genis ¢apli etki ve
ortakliklar)

M 6gretme ve 6grenme
M dgrenci basarisi
M dgrenci refahi

M isletim ve sermaye giderleri
M 6grencilerin katilim
™ personel morali

M giiven
M ebeveynlerin katilimi
M yerel etki

Okullarin, 6grencilerin
stirdiiriilebilir kalkinmay1 daha iyi
anlamalarini saglayacak, sinif
icinde ve disinda uygulanabilecek
bir miifredat ve gretim-6grenim
yaklagimu gelistirmelerini
oneriyoruz. Bdylece hem
yasadiklart hem de ¢alistiklart
ortamlara olumlu katkilarda
bulunabilmek igin ihtiyag
duyacaklar1 deger ve becerilere
sahip olurlar.

Okul icerisinde ve ¢evresinde
stirekli bir gelisim saglayacak
politika ve uygulamalari ortaya
koyabilmek igin okullarin
stirdiirtilebilir gelisim
performanslarini kendilerinin
degerlendirmesini dneriyoruz.

Okullarin iletisim araglari,
verdikleri hizmetler,
sozlesmeler ve dnemli
paydaslarla ortakliklar1
araciligyla, siirdiiriilebilir
kalkinmay1 destekleyecek
yontemleri tespit etmesini
oneriyoruz.

Seviye ve alternatifler | Etki |

Cok iyi Okulun iyilestigini ve toplumun gelistigini gdsteren kanit
Ornek teskil eden, cok Okul disina yaymaya degecek sekilde eksiksiz gelistirilmis ve
etkili kanitlanabilir bir etki
Iyi Ogrenci performansinin ve okulun cevresel performansinim iyilestiginin
Ortalamanin tizerinde, kanit1
etkili Okul icinde giiglendirilip gelistirilmeye degecek kadar eksiksiz
hazirlanmig ve kanitlanabilir bir etki
Tatmin edici Hazirlik var
Temel diizeyde Iyilesmenin ve daha fazla gelisimin kapsan
Baglangi¢ asamasinda Konuyla ilgili hazirlik yok ya da tam degil
G0z oniinde Uzerinde diisiiniilmesi gerekir, ilgili degil veya diisiik oncelikli
bulundurulmadi ya da
yetersiz
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Okula Ulasim ve Trafik Kriterleri

Miifredat

O Okul, ulasim ve trafik
konularin1 islemek, bu konulari
okulda ve okul gevresinde
faaliyetler diizenleyerek
pekistirmek i¢in miifredati
kullaniyor mu?

U Mesleki gelisim, personelin
okula ulagimi ve trafik
konularinin miifredat ve
miifredat dis1 faaliyetlerle ele
almmmasini sagliyor mu?

O Okul, kendi ulasim
politikalarini ve tedbirlerini
miifredat igerisinde 6nemli
asamalar ve konu bagliklar
araciligryla kullantyor mu?

U Okula ulagim konusunu ele
alan planlara 6gretmenler ve
ogrenciler katiliyor mu?

Yerleske

U Daha 6nce okula ulasim
konusunda denetim yaptiniz mi?
U Okulun sebep olacag gevresel
etkiyi azaltmak ve daha saglikli
bir yasam bigimi tesvik etmek
amactyla, okul iyilestirme
planiizda okula ulagim
konusuna yer veriliyor mu ya da
ylirlime, bisiklet, arabalardan
ortak yararlanma ya da toplu
tagim i¢in performans hedeflerini
igeren ayri bir okula ulagim plani
var m1?

O Okul, ulagim planini izliyor
mu ve kararlagtirilmig performans
hedeflerine ulagmak igin
kaydedilen mesafeyi raporla
sunuyor mu?

O Okul igerisindeki mesleki
egitimler, okul personelini, okula
ulasim planina katkida bulunacak
sekilde hazirlryor mu?

U Okula gidip gelme planinin
idaresi, okulun stirdiirilebilir
gelisim koordinatoriiniin
sorumlulugunda mi1 yoksa baska
bir personelin gérev taniminda mi
yer aliyor?

Toplum

U Okul, iletisim araglari,
verdigi hizmetler, yaptig1
sozlesmeler ve 6nemli
paydaslarla ortakliklart
araciligiyla bu ulagim kararlari
hakkinda paydaslar arasinda
biling uyandirtyor mu?

O Okullarm, stirdiiriilebilir
ulasim modelleri olugturma
cabalarini destekleyecek yerel
idarelerle ya da dig kurumlarla
baglantilar1 var mi1?
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Baslangig

Tatmin edici

asamasinda
Ulasim igin
biitlinciil bir
yaklasimin okula
nasil faydali
olabilecegini heniiz
g0z Oniine almadik
ya da daha yeni
almaya basladik.

Okula ulasimla ilgili
uygulamalarimizi ve
trafik konularini
denetledik.
Okulumuzun ulagim
plani hedeflerine
ulasabilmesi igin,
planin gelistirilmesi
asamasina 6grencileri,
personeli ve toplumu
da dahil ettik.
Miifredatta ulasim ve
okula gidip gelme
konularini igliyoruz.

Okulumuzun ulagim
planinin
uygulanmasinda ve
izlenmesinde 6grencileri
ve personeli siirece dahil
ediyoruz. Bunun,
ogrencilerin basarilarini,
okulun igleyisini ve
performansini nasil
etkiledigini gdsteren
kanitlar mevcut.

Ulasimin
stirdiirtilebilirligi ile
ilgili 6grendiklerini
kendi yasamlarinda
uygulamalart
konusunda 6grencileri,
personeli ve halki
tesvik ediyoruz.
Planimiz1 ve miifredati
diizenli olarak
degerlendiriyor,
giincelliyoruz. Bunun
okulun ve toplumun
gelisimine ne kadar
katkis1 oldugunu
gosterecek kanitlarimiz
mevcut.
Uygulamalarimizi
bagkalariyla da
paylastyoruz

Seviyenizi agiklaym. Bir degerlendirme yazin. Hangi kanit ya da veriyi kullandiginizi da belirtin.

Geligme saglamak igin belirlediginiz en 6nemli 6ncelikleriniz neler?
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Appendix S: Reading Assignment/Ecological Intelligence

Insanoglu bir kararn esiginde: Yeni bir uygarhk kurabilecek mi? 'Ekolojik Zeka'nin
yazari1 Daniel Goleman'a gore yanit: Muhtemelen, evet...

ISTANBUL - The New York Times’1n eski bilim muhabiri, iki defa Pulitzer Odiilii’ne aday gosterilen ve
Amerikan Psikoloji Dernegi’nin Yasam Boyu Basar1 Odiilii’nii alan Goleman, is ilkelerini ve tiikketim
aligkanliklarini degistirecek yeni bir zekay1 hayatlarimiza sokuyor.

Goleman’n ilk kitab: olan ‘Duygusal Zeka’, tiim diinyada 5 milyondan fazla satt1. Uglemenin ikinci kitab
‘Sosyal Zeka’yd1 ve simdi de son kitab1 ‘Ekolojik Zeka’ Tiirkce olarak da yayimlandi. Daniel Goleman’mn
one siirdiigli bu kavram gectigimiz giinlerde Time dergisi tarafindan ‘Diinyay1 Degistiren 10 Fikir’den biri
secildi.

Insanoglu, bir kararin esiginde. Kentler olusturup kiiltiirler inga ederken kullandig1 zekasini, bugiin yeni bir
uygarlik i¢in kullanabilecek mi? “Yesil” bir sifat degil, bir fiil olabilecek mi? Yillarin gazetecisi Bill Moyers,
bu sorunun yanitini Daniel Goleman’la birlikte ariyor.

Kitabim bitirdigimde soyle bir not aldim: Satin aldigimiz ve kullandigimiz seyler genellikle gizli bir
fiyat etiketine sahip. Ve eger bu etiketi okumazsak, ¢ocuklarimiz bir felaketle karsi karsiya gelecek.
Dogru mu?

Dogru. Uziicii olan nokta, magazalarda gordiiklerimiz, evlerimize aldiklarimiz, her giin kullandigimiz tiim o
mallar, aligtigimiz tiim o dost iiriinler, ¢evre, saglik, ekosistemler ve onlar1 bizzat iireten kisiler tizerindeki
etkileriyle ilgili gizli bir mirasa sahipler. Bu durum, iiriiniin ige-rigindeki malzeme iiretildigi anda baslayan
bir siirectir. Uretimden, tasimaya, oradan kullanima ve ¢opii boylamasina giden bir siireg. Bu siirecin her
adiminda, bir lirliniin tiim dmriinii kapsayan yeni bir metodoloji uygulaniyor. Buna yasam dongiisii analizi
ad1 veriliyor.

Ama bu yeni bir sey degil ki. Yani, uzun zamandir biliyoruz ki her birimiz zamanin kumlar1 iizerinde
karbon ayakizleri birakiyoruz. Bu bahsettigin seyde yeni olan nedir?

Bence iki sey yeni. Bunlardan biri, yagsam dongiisii analizi herhangi bir noktadaki karbon ayak izinin ¢ok
Gtesine gidiyor. Ornegin, bir cam siseyi analiz ediyorlar ve iiretiminde 1959 adim oldugunu goriiyorlar. Her
adimin ¢evre, saglik ve insanlar lizerinde ¢ok biiyiik etkileri var. Bu nedenle, dncelikle etkinin ne olduguna
dair daha genis ve daha dogru bir bakisa sahip oluyoruz.

Ikincisi, ki bu biiyiik bir gelisme, artik aligveris yaparken bu bilgiye ulasabiliriz. Yani, daha iyi karar vermek
i¢in enformasyonu kullanabiliriz.

Nasil?

Harika bir web sayfas1 var. Ad1 GoodGuide. GoodGuide.com 200 veri tabanindan yararlaniyor ve bunlari
bizim i¢in &zetliyor. Bir {irliniin ¢evre sagligini nasil etkiledigini ve sosyal etkilerini, ayni tiirdeki diger
tirtinlerle kargilagtirarak puan veriyor. 10 puan en iyisi, bir puan en kotiisii. Bu da bize radikal seffaflik denen
seyi sagliyor. Bir anda hepimiz karbon ayakizlerinden haberdar olduk. Simdi de tam olarak hangi {iriiniin
daha iyi oldugunu bilebilecegiz.

Markete gittigimde elimde GoodGuide’1m1 tasimami ve bir sey almadan 6nce web sayfasina bakmami
mu1 istiyorsun?

Bunu bir defa yapman yeterli. Yani her hafta, her ay muhtemelen ayn seyleri aliyorsun, ben dyle
yapiyorum.

Ancak insanlar Wal-Mart’a bir nedenle gidiyor, o da en ucuz iiriinii bulabilmek. Bu malin iiretimi esnasinda
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Cin’de neler olup bittigi hakkinda diisiinmiiyorlar. Walton ailesinin bu marketi inga etmek i¢in kestigi
agaclar1 diislinmiiyorlar. Mali onlara satan kasiyerin ne kadar kazandiginm diistinmiiyorlar. En ucuz olan
almayi diisiintiyorlar. Sorunun arkasindaki varsayimi sorgulamama izin ver. Bu varsayim, daha pahali olanin
daha iyi oldugu diisiincesi. Skin Deep isimli bir web sayfas1 kimyasallar agisindan kigisel bakim iiriinlerini
degerlendiriyor. Bir sise sampuanin i¢inde 50 bilesim var. Web sayfasinda bunlarin her biri tibbi bir
veritabaninda inceleniyor. Ornegin bu kimyasal, farelerde kansere neden oluyor mu? Sampuanlar, sa¢ bakim
tirinleri, rujlar gibi ¢esitli tirlinlerin ne kadar tehlikeli olabilecegini ve en giivenlisinin hangisi oldugunu
degerlendiriyor. Ornegin bir bebek sampuaninin.

Bu da bize daha iyi olanla ilgili bir karar verme sans1 taniyor. En iyi ve en kotii 10 sampuana baktim ve
tahmin et ne gérdiim. En pahali olan sampuan, en kétiiler listesinin basinda geliyor. Yani, fiyat ile glivenligi
her zaman es tutamazsin.

Tiiketim malzemesi iireten en bilyiik firmalar, neden olduklar1 en kotii etkinin ne oldugunu gérmek i¢in
yasam dongiisii analizini zaten kullaniltyor. Biiylik bir deterjan firmasi, iirettikleri deterjanin 1lik suda
kullanilmasi gerekliliinin ¢evreye verdikleri en kotii zarar oldugunu gérdii. Ne yaptilar? Soguk suda da ayni
Olciide iyi temizleyen bir deterjan iirettiler. Yani, bu diisiince bi¢imi sirketlerde de ragbet goriiyor. Aslinda,
sirketler bu konuda tiiketicilerden daha 6nde.

Yani yasam dongiisii analizi yapilms iiriinler icin bir pazar olustugdunu mu sdylityorsun?

Bana gore bu biraz daha farkli. Uriinlerimiz ve aldigimiz mallarla ilgili, ekonomide asimetri dedigimiz sey
oluyor. Yani, saticilar alicilarin bilmedigi seyleri biliyor. Yakinlarda ekonomide bir gerileme yasadik ¢iinkii
‘toksik kazanclar’ vardi. Bankalar ne olduklarini tam anlamadiklar1 seyler satin aldilar ve bunlar zehirliydi.

Ve satiyorlardi da. Ornegin mortgage...

Kesinlikle, ayn1 zamanda da satiyorlardi. Evimize aldigimiz seyler i¢in de durum boyle. Bir anlamda toksik
tirtinler satin aliyoruz. Cevre saglhigina zararl iiriinler. Ve bu konuda higbir fikrimiz yok. Sonra bir an geliyor
ve devrimsel olan da iste bu radikal seffaflik denilen sey doguyor. Artik tiiketiciler {iriiniin iginde ne
oldugunu biliyor. GoodGuide’1 kullaninca iki muhtesem sey yapabilirsiniz. Birincisi, bir tiklamayla firmaya
o markay1 neden almadiginizi ya da onlarin iiriiniinii neden tercih ettiginizi sdyleyebiliyorsunuz. Bu ¢ok
giiclii bir enformasyondur. Ayni zamanda tiim arkadaslarinizi da bundan haberdar edebilirsiniz. Bu
enformasyon yayildikga, ekolojik agidan ‘temiz’ olmak pazar payiyla ilgili bir mesele haline gelecek. Ve
sirketler bunun ayak seslerini duyuyorlar. Ve bdylesi bir enformasyonu edinip daha dogru tercihlerde
bulunma gerekliligi duydugumuzda, {i¢ seyi de yapmak durumundayiz. Bunlardan birincisi, satin aldigimiz
tirtinlerin sebep oldugu etkiyi bilmek.

Ikincisi, gelismeleri desteklemek.

Ve iiciinciisil, ki en 6nemlisi de bu, enformasyonu paylagmak. Tanidiginiz herkese anlatin. Ciinkii bunun
onemsenmesini saglayacak sey budur. Bu konuya pazar paymi degistirebilecek kadar nem verilmesini
saglayacak budur.

Bunun bdylesine dnemli olmasinin nedeni, su anda sirketlerde ‘siirdiiriilebilirlik’ ile ilgili biiyiik bir
farkindalik yaganmasi. Bazilari, ahlaki agidan dogru oldugu igin bdyle yapilmasi gerektigini soyliiyor.
Digerleri ise “Bana paradan bahset. Bunun iizerinden para kazanamayiz” diyor. Ancak pazar pay1 degistikge,
sirketlerdeki bu tartismanin dayanak noktasi da degisecek, ¢iinkii artik dogru olan1 yapmak pazara hakim
olmakla ayn1 anlama gelecek. Tyi olan1 yapmak, iyi is yapmak anlamina gelecek. Sebep olunan tiim etkiler
acisindan bu, is mantig1 igin radikal bir doniigiim.

‘Bocekler gibi diisiinmelisiniz’

Enformasyonu paylasmaktan bahsettiginde, kitabinda okudugum bir béliim aklima geldi. Soyledigin
sey beni sasirtmisti. Bocekler gibi diisiinmemiz gerektigini yazmigsin. Belki bu sekilde ifade edince
soyledigin seyi biraz basitlestirmis oldum ama bdceklerin ‘kolektif akillari’ndan bahsediyorsun degil
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mi?

Evet, dyle. Biitiin iiriinlerin sebep oldugu tiim etkileri tek bir kisinin bilmesine imkan yok. Tek bir kisi, neleri
satin almaniz gerektigini bilemez. Bu bilgiyi tek bir kisi sizinle paylasamaz. Bunu hep beraber yapmaliyiz.
Ne kadar ¢ok paylasirsak, iyilesmeye o kadar ¢ok yaklasiriz.

Oncii karicalar, en giiglii feromon izini takip eder. Buras1, yiyecegin oldugu yerdir. Bence bizim igin de
aynis1 gecerli. Yani bu konuda her birimizin birer uzman olmasi gerekmiyor.

Acikeasi kitabin beni iizdii.

Oyle mi? Neden?

Ciinkii ‘yesil’i bir serap oldugunu yaziyorsun. Yesil diye sunulan seylerin cogunun bir yutturmaca
oldugunu soyliiyorsun. Bense burada The New York Times’in yesil zeka dedigi seyi gelistirmek icin
didiniyorum. Ve yesil ekonomiyi destekliyorum.

I¢ini rahatlatayim o zaman. Yesile atilan her adimin yarari vardir. Fakat yesil seylere duydugumuz cekim,
ekolojik etkiler konusunda bilinglenmenin bagladig: bir gegis donemi, ancak bu bilinglenme heniiz kesinlik,
derinlik, kavrayis ve agikliktan yoksun. Endiistriyel bir ekolojistin itiraf ettigi gibi ‘Cevre Dostu’ terimi asla
kullamlmamali. Tmal edilen her sey sadece gorece boyledir.

Endiistri cag... Biiyiik biiyiik annem icin hayati hayal edemeyecegi dl¢iide rahatlatan cag...
Kesinlikle. Ve bugiin bize gizli bir bedel 6detiyor. Kirectaginin ve bazi kimyasallarin 48 saat ¢ok yiiksek bir
sicaklikta 1sitilmasiyla elde edilen beton 1820’lerde bulundu. Cami da benzer bir iglemle elde ediyoruz.
Kumu, kostik soday1 ve baska maddeleri karistiriyor, 24 saat boyunca 1sitiyoruz. Yani ¢ok biiyiik bir
enerjiden bahsediyoruz. Biiylik annelerimizin hayatini kolaylastiran bu parlak fikir, bugiin ne yazik ki
kiiresel 1sinmanin baslica nedenlerinden biri.

Gecen giin manava gittim. Bana verdikleri plastik torbayla eve dondiim. Seninle goriisecegimi
bildigim icin kendimi suclu hissettim ¢iinkii plastik torbalar hakkinda hepimizin bildigi seyleri ben de
biliyorum. Yok olmasi 500 ila 1000 y1l siiriiyor.

Kesinlikle. Evet.

Sonra keske kesekagid isteseydim diye diisiindiim. Ama kitapta kagidin da tercih edilmemesi
gerektigini okudum.

Evet, iste sorun burada. Doga, insanin imal ettigi higbir iirlini sevmiyor. Doganin isleyisinde atik yok.
Markete her gidisinde ayni bez torbayi1 kullanirsan, yani 1000 kesekagidi ya da 1000 plastik torba yerine bir
bez torba kullanirsan doga bu isten karl ¢ikar.

Iste yiizde 100 organik pamuk tisértiim. Verdigim para gercekten icime oturmustu. Ta ki kitabim
okuyana dek.

Ben de onlardan bir tane satin aldim. Organik pamuk kullanilmasi ¢ok iyi. Ciinkii bocek ilact kullanmadiklari
ve ¢evreyi zehirlemedikleri anlamina geliyor. Suya karigarak sudaki canlilarin 6liimilyle sonuglanan
kimyasal giibreler kullanilmiyor. Olumsuz taraf ise boyal1 bir tigort olmasi. Tekstil boyalarmnin ¢ogu
zehirlidir. Aslinda boyahanelerde ¢alisan isciler arasinda 16semi oraninin daha yiiksek oldugunu uzun
zamandir biliyoruz. Yani demek istedigim, bugiin tamamen saf olan neredeyse hicbir {iriin yok. Ama bunu
umursarsak belli bir noktaya varabiliriz.

Benim deneyimim, insanlarin genelde sadece enformasyonla eyleme ge¢medikleri yoniinde. Bazi
duygusal yatirimlara da ihtiya¢ duyuyorlar.

Dogru. Bence sakli etkiler, 6zellikle endiistriyel kimyasallarin sevdiklerimiz iizerindeki etkileri hakkinda
daha ¢ok bilgi sahibi oldukga, bu zehirleri ailemizin i¢ine sokmak istemeyecegiz. Evlerimize sokmak
istemeyecegiz. Bence en bilyiik duygusal yatirim bu. Kiiresel 1sinma bir adim daha ileriye yonelik bir tehdit.
Ama 6nemsedigim kisilerin sagligi su ana dair bir tehlike. Sen bir bilim muhabirisin. Biz Amerikalilarin
ekolojik zekanin mesajina gergekten kulak verdigimize bir muhabir olarak seni ikna edecek herhangi 6nemli
bir kanit var m1? Yani, satin aldigimiz ve tiikettigimiz tirinlerin gizli maliyeti hakkinda diisiinmeye bagladik
mi? Sirketlerin dimen kirdigina dair hig¢ gergek bir kanit var mi? Oldukg¢a umut verici buldugum noktalardan
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biri nesil farki. Sen ve ben plastiklerin sevildigi, tiiketimin el iistiinde tutuldugu bir ¢agda biiyiidiik. Sakl
etkilerinin farkinda degildik. Gengler, yani kiiresel 1sinmanin golgesi altinda biiyiiyen insanlar, diinyay1
korumak i¢in ellerinden geleni yapma konusunda ¢ok daha istekli. Ayrica, sosyal aglari da hiinerle
kullaniyorlar. Gereken degisimi yaratacak bilgi paylagiminin ardindaki motor bence budur. Ve bu degisim,
sirketler tarafindan sadece tercihen uygulanabilir bir sey olmayacak, onlar i¢in zorunlu hale gelecek.
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Proje:

Toplam Puan:

Proje:

Toplam Puan:

Proje:

Toplam Puan:

Proje:

Toplam Puan:

Proje:

Toplam Puan:

Appendix T: Significance-Possibility Worksheet

ONEM-iMKAN CALISMA KAGIDI
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Appendix U: Traffic Lights

TRAFiK LAMBALARI

Proje:

Toplam Puan:

Proje:

Toplam Puan:

Proje: Proje:
Toplam Puan: Toplam Puan:
Proje: Proje:

Toplam Puan:

Toplam Puan:

Proje:

Toplam Puan:

Proje:

Toplam Puan:

Proje:

Toplam Puan:

OOO| 000|000 OOO||OOO

Proje:

Toplam Puan:
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Appendix V: Assumption Examination

VARSAYIM MUAYENE TABLOSU

Segilen Proje:

1. Projenin | 2. Bu bir 3. Bu 4. Bu 5.Bu engelin | 6. Bu proje

oniine varsayim | varsayimin | varsayimin | bir problem | nasil tekrar

cikabilecek | mi1? temeli dogrulama | teskil ele

engeller: nedir? kaynagi etmesini alinabilir?

nedir? onlemek i¢in | Somut

neler fikirlerinizi
yapilabilir? | yazin.

1)

2)

3)

4)

5)
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Appendix W: Volunteer Participation Form

Goniili Katilim Formu

Bu c¢alisma, Dr. Refika Olgan ve Sebnem Feriver tarafindan yiiriitiilmektedir. Calismanin
amaci, okul dncesi 6gretmenlerinin tamamen yeni bir bakisi igsellestirmelerine yardimci olacak 6zel bir
mesleki deneyim yasamalarina yardimci olmaktir. Bu galismayla yetigkin egitimcilerinin okul dncesi
ogretmenlerine yonelik siirdiiriilebilirlik i¢in egitim baglaminda bir doniistiiriicii 6grenme deneyimi
yasatmalarina yardimct olacak bir hizmetigi egitim modelinin olusturulmas: ve bu ¢alismada
olugturulmus olan doéniistiiriicii 6grenme deneyiminin katilimeilarin perspektif doniistimleri tizerindeki

etkisinin arastirilmasi hedeflenmektedir.

Calismaya katilim tamimiyle goniilliliik temeline dayanmaktadir. Ankette ve miilakatta,
sizden kimlik belirleyici hicbir bilgi istenmemektedir. Anketi doldurmanin yaklasik 15 dakika almasi,
miilakatin ise 30 dakikada tamamlanmasi beklenmektedir. Cevaplariniz tamimiyle gizli tutulacak ve
sadece arastirmacilar tarafindan degerlendirilecektir; elde edilecek bilgiler bilimsel yayimlarda

kullanilacaktir.

Anket ve miilakat, genel olarak kisisel rahatsizlik verecek sorulari igermemektedir. Ancak,
katilim sirasinda sorulardan ya da herhangi bagka bir nedenden 6tiirli kendinizi rahatsiz hissederseniz
cevaplama isini yarida birakip ¢ikmakta serbestsiniz. Boyle bir durumda ¢alismay1 uygulayan kisiye,
¢alismadan ayrilmak istediginizi belirtmeniz yeterli olacaktir. Bu ¢aligmaya katildiginiz i¢in simdiden
tesekkiir ederiz. Calisma hakkinda daha fazla bilgi almak i¢in Okul Oncesi Ogretmenligi Boliimii
Ogretim tiiyelerinden Dr. Refika Olgan (Tel: 0312 210 36 71; E-posta: rolgan@metu.edu.tr) ve/veya

Sebnem Feriver (Tel: 0532 364 15 75; E-posta: sebnemferiver@gmail.com) ile iletisim kurabilirsiniz.
Bu calismaya tamamen goniillii olarak katilyyorum ve istedigim zaman yarida kesip

ctkabilecegimi biliyorum. Verdigim bilgilerin bilimsel amach yayimlarda kullanilmasini kabul

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

Isim Soyad Tarih Imza
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