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ABSTRACT

INVESTIGATING THE VIEWS OF PRESCHOOL TEACHERS
REGARDING PHILOSOPHY WITH CHILDREN
THROUGH PWC EXPERIENCE

Koyuncu, Emine Deniz
M.S., Department of Early Childhood Education
Supervisor: Assist. Prof. Dr. Hasibe Ozlen DEMIRCAN
June 2020, 184 pages

The purpose of this evaluative case study was to investigate preschool teachers'
views about Philosophy with Children and the use of Philosophy with Children in
early childhood education settings, through PwC experience. In this study, eleven
preschool teachers participated in PwC implementations for ten weeks. After these
implementations, they implemented PwC in their own classrooms at least twice. Data
was mainly collected before and after the implementations of the researcher and also
after implementations of participants, by means of interviews. Moreover, data was
also collected during ten-week implementation program via audio-based observation

and field notes.

This study indicated that preschool teachers thought that PwC can be easily used in
early childhood education in terms of flexibility of ECE curriculum and should be
used in ECE. Preschool teachers were found to think that PwC can positively affect
both children with special needs and preschool children in general, in diverse areas.
It was also found that PwC directs preschool teachers to critically thinking on the
established hierarchy between teacher and students, on the understanding of guidance

in their teaching and on classroom management in traditional education. Regarding
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the use of PwC, they foresaw some problems related to teachers’ confidence and
motivation. On the other hand, the study revealed traditional education structure is
the major obstacle in using PwC. As a result, it is recommended that future research
and education programs which will be arranged with preschool teachers be organized
with more comprehensive content, including the philosophical dimension of PwC.

Keywords: Early Childhood Education, Preschool Teachers, Philosophy with
Children
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OKUL ONCESI OGRETMENLERININ COCUKLARLA FELSEFE
HAKKINDAKI GORUSLERININ COCUKLARLA FELSEFE DENEYIMI
YOLUYLA INCELENMESI

Koyuncu, Emine Deniz
Yiiksek Lisans, Okul Oncesi Ogretmenligi Boliimii
Tez Yoneticisi: Dr. Ogr. Uyesi Hasibe Ozlen DEMIRCAN
Haziran 2020, 184 sayfa

Bu degerlendirici durum ¢alismasinin amaci, okul 6ncesi 6gretmenlerinin Cocuklarla
Felsefe yaklasimi ve bu yaklasimin erken c¢ocukluk egitiminde kullanilmasi
hakkindaki goriislerini, Cocuklarla Felsefe deneyimi araciligiyla incelemektir.
Calismada, okul oOncesi Ogretmenleri on hafta boyunca Cocuklarla Felsefe
uygulamalarina katilmis ve bu uygulamalardan sonra, en az iki kez kendi egitim
ortamlarinda Cocuklarla Felsefe uygulamasi gerceklestirmislerdir. Caligmanin
katilimcilari, Antalya'da devlet okullarinda calisan 11 okul Oncesi 6gretmenidir.
Aragtirmanin verileri, temel olarak, 10 haftalik uygulamanin 6ncesinde, sonrasinda
ve ayrica katilimcilarin kendi egitim ortamlarindaki uygulamalarindan sonra, yari
yapilandirilmis goriismeler araciligiyla toplanmistir. EK olarak, on haftalik uygulama
esnasinda, ses kayitlar iizerinden gozlem ve saha notlar1 da veri toplama araci olarak

kullanilmistir.

Bu calisma, ozellikle erken cocukluk doneminin onemi ve okul Oncesi egitim
miifredatinin esnekligi acgisindan, Cocuklarla Felsefe yaklagiminin, erken ¢ocukluk
egitiminde kullanilabilecegini géstermistir. Okul 6ncesi 6gretmenlerinin, Cocuklarla
Felsefe yaklasiminin, Ozel ihtiyaglari olan ¢ocuklar da dahil olmak Uzere, genel

olarak cocuklari, cesitli alanlarda olumlu yonde etkileyebilecegini diistindiikleri
vi



bulunmustur. Ayrica katilimcilar, Cocuklarla Felsefe yaklasiminin, okul Oncesi
Ogretmenlerini, geleneksel egitim anlayisindaki 6gretmen-6grenci arasinda kurulan
hiyerarsiye, ogretimdeki rehberlik anlayiglarina ve smif yonetimlerine elestirel
bakmaya yonlendirdigini diisiinmiislerdir. Okul Oncesi Ogretmenleri, siniflarinda
Cocuklarla Felsefe yaklasimini kullanmalariyla ilgili olarak, giiven ve motivasyon ile
ilgili baz1 problemlerin de olusabilecegini éngdrmiislerdir. Ote yandan, bu ¢alisma,
geleneksel egitim yapisinin, Cocuklarla Felsefe yaklagiminin kullanilmasinin
ontindeki en biiylik engel oldugunu ortaya koymustur. Sonu¢ olarak, okul oncesi
Ogretmenleri ile diizenlenecek gelecekteki arastirma ve egitim programlarinin,
Cocuklarla Felsefe yaklasiminin felsefi boyutu da dahil olacak sekilde daha kapsamli

bir icerikle diizenlenmesi tavsiye edilmektedir.

Anahtar Kelimeler: Okul Oncesi Egitimi, Okul Oncesi Ogretmeni, Cocuklarla

Felsefe
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To the Path Full of Philosophy and Children on which I am Walking
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CHAPTER 1

INTRODUCTION

Are young children relevant to philosophy? Or is philosophy relevant to young
children? Children are not mature enough for philosophy. How do children learn so
much philosophical knowledge? Philosophy confuses even adults. Child and
philosophy are two very distant concepts. These statements reveal established
traditional thinking. In traditional thinking, philosophy can be seen as learning
philosophy, more clearly learning the history of philosophical ideas (Duruhan,
Giirbliztirk, San, & Pepeler, 2014). Accordingly, philosophy means a stack of
philosophical knowledge which is filled with terminology. However, philosophy
originally comes from ‘philosophia’’ word in Greek and means the love of wisdom.
This love of wisdom is not the love of passively learning the ideas of philosophers
who are in pursuit of knowledge, however, it is the love of actively being in pursuit
of knowledge (Gruioniu, 2012). Philosophy is actually a practice, an act of doing

philosophy. It is a mental activity based on thinking and questioning (Cevizci, 2010).

In relation to the philosophy’s relevance of children, Aristotle stated that ‘‘Owing to
their wonder, men both now begin and at first began to philosophize’” (1907/2008,
p.5). This wonder manifests itself in human beings beginning from their early
childhood (Carson, 1965). Wonder is the first moment of doing philosophy and this
first moment corresponds to early childhood period. Moreover, encouragement of
children in their sense of wonder is so essential in this early period of life (Fisher,
2005). This encouragement enables children’s wonder to actually convert into doing

philosophy.

What can encourage children’s sense of wonder and provide wonder’s converting

into philosophical inquiry is education (Opdal, 2001). Beginning from early

childhood education, children’s thinking should be promoted and learning
1



environments that facilitate and nurture their capacity should be ensured (Anderson,
2017). Instead of doing this, from the perspective of traditional education, it may be
said that education focuses and should focus that knowledge of the teacher is
transferred to students. However, “it is not education to fill students’ heads with
information but to arouse their thirst for knowledge.”’(Wakhlu, Wakhlu, & Aga,
2013, p 231). Thus, they can turn into students who are in pursuit of knowledge
more. Moreover, in this pursuit of knowledge, education plays an essential role in
making children’s thinking and questioning more qualified and profound. Owing to
that, children can ask philosophical questions beyond the factual, that is, ‘what the
time is’ rather than ‘what time it is (Opdal, 2001). In this way, children can think
philosophically, that is by considering alternatives and deliberating creatively and

imaginatively (Lipman & Sharp, 1975).

On the other hand, for some philosophers and psychologists, education should not
endeavor for making children think (Piaget, 1974; Rousseau, 1762/2010; Siegler,
2004). Since they regarded children as incapable in terms of reasoning and being
ready to philosophize. According to them, struggle for that is a ‘sisyphean
challenge’. For Rousseau, childhood period is the time when children’s reason sleeps
(1762/2010). For Rousseau, children should grow up to be able to use their reason.
Consistent with Rousseau’s view, Piaget (1974) advocated that young children do
not have the intellectual maturity to philosophize. According to Piaget’s stages of
cognitive theory, children gain this maturity to philosophize only after the formal

operational stage which begins at about eleven years of age.

Conversely, Dewey defended that ‘‘with respect to sympathetic curiosity, unbiased
responsiveness, and openness of mind, we may say that the adult should be growing
in childlikeness’” and thus should turn to a child as the model for praxis, possibility,
and philosophy itself (Dewey, 1916, p. 50; Gregory & Granger, 2012). Matthew
Lipman (1985), inspired by Dewey, considered the views on children’s being
intellectually immature as questionable and rethought about philosophy and the
child. Hence, Lipman, in 1970s, as a pioneer, developed ‘Philosophy for Children’
(P4C) method. Lipman (2003) defined P4C as the method which encourages critical
2



and creative thinking in children, without filling children with the intellectual
knowledge of traditional philosophy, however developing and expressing their own
ideas. In doing this, it is also essential that by means of which material is used to
stimulate children to eagerly engage in the philosophical dialogue. For this reason,
Lipman wrote novels to be specially used during P4C sessions by removing
philosophical terminology (Brown, Corrigan, & Higgins-D’Alessandro, 2012, p.
199). Furthermore, according to Lipman (1985), this kind of method can manifest
themselves only through philosophical dialogue within a community of inquiry.
Lipman (2003) describes a community of philosophical inquiry as a community

where;

Students listen to each other with respect, build on one another’s ideas,
challenge one another to supply reasons for otherwise unsupported opinions,
assist each other in drawing inferences from what has been said, and seek to
identify one another’s assumptions. (p. 18)

A community of philosophical inquiry as a guided, open-structured, dialogical
speech community is seen as the most appropriate way to philosophize with children
(Kennedy, 1992). Education in itself should also aspire after creating community of
philosophical inquiry instead of a traditional classroom environment where a
teacher/adult transposes knowledge to children. In a community of philosophical
inquiry, what children learn is how to think rather than what to think (Gregory,
2002). While practicing philosophy with children, any values or ideas are not
imposed, but children are invited to think for themselves. Children’s own opinions
and questions are resources for each other’s inquiries and give shape to an inquiry

instead of learning what other philosophers have thought.

Although P4C may be the most commonly known method to philosophize with
children, several researchers also worked to develop philosophizing with children. In
time, ‘Philosophy with Children’ (PwC) becomes a general title of the kind of doing
philosophy into practice with children (Cassidy, & Christie, 2013). Similarly, in the
current study, ‘PwC’ was used in the meaning of all kinds of philosophizing with
children. Following Lipman, one of the researchers who promoted philosophizing

with children is also Catherine McCall. McCall introduced a new method to
3



philosophize with children and adults of the name of ‘Community of Philosophical
Inquiry’ (CoPI). CoPI is regarded as the most notable method among PwC methods
(Sutcliffe, 2017). McCall (2013) defines CoPI as the method in which children
question, make meaning through communication- interactions in a community of
inquiry, show reasons for their ideas and see that they may be fallible on the subject.
CoPIl was produced by Catherine McCall as a consequence of her experience as a
philosophy student and her studies with Lipman in the 1980s (Cassidy, 2007). After
Lipman, researchers who developed philosophizing with children including McCall
extended the selection of materials to stimulate children in the philosophical dialogue
beyond Lipman’s novels. They also used other interesting stimuli such as a story, a
picture, a short film or an object. Similar to Lipman’s P4C, McCall puts being
community of philosophical inquiry in the center. For,

The exercise of philosophical enquiry is, like any educative practice, most
effective when it is participatory, proactive, communal, collaborative and
given over to constructing meanings rather than receiving them. (Fisher, as
cited in Cassidy, & Christie, 2013)

What different and more important is in CoPlI is the philosophical quality of dialogue
without aiming at reaching a conclusion or consensus, and this characteristic of the
method allows deep consideration of the issue (McCall, 2017). Children in CoPlI talk
and learn together and collaboratively construct their learning by agreeing or
disagreeing with a previous statement and giving justification of their statements. It
is such a kind of educative practice that McCall (2017) points out those five-year-old
children who actively participate in the communities of philosophical inquiry can
better do philosophy than university students who passively learn about the history of
philosophy and philosophers. In the implementation processes of this study, CoPI

method was used.

What kind of role does a teacher have in such a kind of classroom? Community of
philosophical inquiry is almost like an orchestra who conducts oneself (Kennedy,
1992). Differently from the traditional education, a teacher is not a leader of the
community of inquiry as a source of knowledge. Conversely, teacher is a facilitator

to construct their own knowledge of children, without steering them. Teacher in
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Philosophy with Children approach does not participate in an inquiry together with
children, rather promotes children’s active interaction between each other and
evaluation and giving reasons for their ideas (Maxwell, 2005; O’Tuel & Bullard,
1995). On the other hand, teacher in PwC should allow herself/himself to be as
perplexed as to the learner, and to be of a co-enquirer and co-researcher (Murris,
2008). Being a facilitator at PwC requires complex, practical judgment that balances
critical, creative, caring and collaborative thinking; and when criticizing and being
criticized, it requires social intellectual virtues such as courage, humility, honesty,
respect, patience, awareness and constructiveness (Quinn, 1997). Moreover, teacher
in the community of philosophical inquiry should critically approach common
perception of child and of teacher-student relationship and acknowledge a different
ontology of child which is able and resilient and should get rid of established
hierarchy between teacher and student (Murris, 2008). Under these circumstances, in
educational area, teacher-child relationship is also affected through the practice of
Philosophy with Children (Lyle, 2018). Additionally and distinctly, a facilitator in
CoPl method is also responsible for ensuring a philosophical dimension of a
discussion; and thus, differently from philosophy with children practices, it is
expected that a facilitator in CoPI has a background in philosophy and logic (McCall,
2017, p. 114). In the light of this information, it is seen that teachers as facilitators

have a distinctive feature and role in PwC practices.

In the literature, previous work has mostly focused on the effects of PwC on
children, relatively focusing less on children in early childhood education. Early
childhood period has a vital importance in human life. Several studies corroborate
the idea that most habits are associated with experiences in the early childhood
period (UNICEF, 2013). These experiences are also associated with teachers'
teaching in the classroom. Besides that, the implementation of PwC or the
investigation of factors affecting this implementation process is still poorly
understood (O’Riordan, 2013). A teacher is one of the significant factors which
affect using PwC in the classroom. For, the teacher who has a distinctive role in PwC
is the person who should provide an appropriate environment to do philosophy with



children beginning from early childhood period (Anderson, 2017). Furthermore,
teachers' teaching in the classroom is influenced by their views (Knight & Collins,
2014). Considering all of these, in the current study, preschool teachers’ views
regarding PwC approach and the use of PwC in early childhood education was
investigated through preschool teachers’ active participation in PwC sessions and

active implementations in their own classrooms.
1.1 Purpose of the Study

This study aims to investigate the views of preschool teachers regarding PwC
approach and the use of PwC in early childhood education settings through PwC
experience. In the current study, 'PwC experience' corresponded to the sum of the
implementations which were conducted by the researcher and conducted by
preschool teachers on their own in their classrooms after ending the implementation
of the researcher. Therefore, the study’s purpose is more clearly to obtain a detailed
and extensive understanding of the views of preschool teachers on ‘Philosophy with
Children’ approach and the use of Philosophy with Children in early childhood
education settings, by means of providing them with direct PwC experience. At this

point, the current study sought to answer the following research questions:

1) What are the views of preschool teachers about PwC before and after PwC
experience?

2) What are the views of preschool teachers about the use of PwC in early
childhood education settings before and after PwC experience?

a) What are the views of preschool teachers about the use of PwC in early
childhood education before and after PwC experience?

b) What are the views of preschool teachers about the effects of using PwC
in early childhood education on children before and after PwC
experience?

¢) What are the views of preschool teachers about the effects of using PwC

in early childhood education on teacher before and after PwC experience?



d) What are the views of preschool teachers about the effects of using PwC
in early childhood education on the relationship between student and
teacher before and after PwC experience?

e) What are the views of preschool teachers about obstacles in using PwC in

their educational environment before and after PwC experience?
1.2 Significance of the Study

The current study aims to investigate the views of preschool teachers regarding PwC
and the use of PwC in early childhood education settings through PwC experience.

This research is thought to be significant for various reasons.

In Turkey, the aim of philosophy course specified as raising individuals who can
question, respect different ideas, acquire a culture of debate, have the ability to
interpret with original, independent, critical and logical thinking, and are aware of
the change and development in human thought, and create a society consisting of
individuals with these qualities (MoNE, 2018). Although the program is organized in
this way, applications can still be continued in accordance with traditional
understanding (Duruhan et al., 2014). In this traditional understanding of education,
in the philosophy course, predominantly thoughts of philosophers from the history of
philosophy are transferred to the students. There is a teacher in the center and the
course is taught in a traditionally, one-way direction from teacher to student
(Duruhan et al., 2014; Yilmaz, & Altinkurt, 2011). Furthermore, children in the
Turkish education system officially take a philosophy course in 10th grade in high

school at the earliest.

At this point, using Philosophy with Children in the education system of Turkey will
make it possible for another kind of philosophy lessons and pedagogy in education.
Because Philosophy with Children (PwC) is the pedagogical approach of doing
philosophy with children beginning from the early childhood period. PwC aims to
encourage critical and creative thinking in children, without filling children with the
intellectual knowledge of traditional philosophy, however developing and expressing

their own ideas (Lipman, 2003). In PwC, children question, make meaning through
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communication- interactions in a community of inquiry, show reasons for their ideas
and see that they may be fallible on the subject (Cassidy & Christie, 2013; McCall,
2013).

In relation to introducing children to this kind of philosophy in early childhood
education, in the meeting on teaching of philosophy in Europe and North America
which was organized by UNESCO, it was offered that research, pilot experiences
and practices in the field of philosophy with children in preschool should be
promoted and when possible, this approach should be institutionalized in the
education system (2011b). Besides that, the early childhood curriculum of Turkey
draws attention to the importance of early life experiences so that children can realize
their own potential. In the curriculum is stated that early childhood education should
present an environment where qualified cognitive stimuli, rich language interactions,
positive social and emotional experiences are offered to the child and the child's
independence is supported (MoNE, 2013). Early childhood education should
promote children’s thinking and should ensure learning environments that facilitate
and nurture their capacity (Anderson, 2017). Considering all of these, it can be seen

that PwC approach conforms with the early childhood education program.

In the literature, there has been a growing body of research on demonstrating the
effects of PwC on children (Kilby, 2019). However, little attention has been directed
to the implementation of PwC or to the investigation of factors affecting this
implementation process (O’Riordan, 2013). One of the significant factors which
affect the use of PwC is a teacher. For, the person who provides environments to do
philosophy with children is the teacher and this teacher has a distinctive role in PwC
(Anderson, 2017). The views of teachers influence their teaching (Knight & Collins,

2014), so it becomes very important to examine the views of teachers on PwC.

In a limited number of studies, it is revealed that using PwC in education initiates a
broadening of teaching knowledge, improvement in the teacher’s thinking skills, a
critical evaluation of their pedagogy and improved confidence and self-esteem of the
teacher (Akkocaoglu Cayir, 2016; Daniel, 1998; Demissie, 2015; Green & Condy,
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2016; Mergler, Curtis & Spooner-Lane, 2009; O’Riordan, 2017; Roberts, 2006;
Scholl, 2014; Scholl, Nichols, & Burgh, 2016; Siddiqui et al., 2015). However, all
these studies were conducted with primary or secondary teachers or teacher
candidates. The current study differently focused on the views of preschool teachers
which is one of the factors affecting the implementation process of Philosophy with

Children in early childhood education settings.

In the Turkish context, Karadag and Demirtas (2018) conducted a research with 28
6-year-old children through implementing PwC throughout 8 weeks. They reached
the conclusion that PwC developed the level of questions and answers given by pre-
school children in their philosophical inquiry. Similar to the current study, Karadag
and Demirtas (2018) gave place to views of three preschool teachers on PwC
Curriculum by means of semi-structured interviews. With respect to the views of
preschool teachers on continuing PwC activity and its inclusion in the curriculum,
they reached that preschool teachers found PwC highly suitable for preschool period
and stated that they were eager to include similar activities in weekly plans and to
use the approach permanently in their life. However, in the study of Karadag and
Demirtag (2018), teachers were not active participants of implementations in the
study but were observants of their students. The current study is significant because
the researcher directly invited preschool teachers (n=11) to the study and
implemented PwC directly with them. Moreover, in the scope of the current study,
the researcher expected preschool teachers in the study to use PwC in their own

classroom.

Regarding teacher in PwC, in Turkey, Akkocaoglu Cayir (2016) conducted a
qualitative study with thirty teacher candidates who were in the elementary education
department and in the guidance and psychological counseling department. In the
study, throughout fourteen-week, Akkocaoglu Cayir (2016) taught theoretical and
practical knowledge and sample activities and related analysis regarding PwC.
Moreover, the pre-service teachers were required to choose an elementary school
lesson and prepared a plan by linking it with the goals or values in the curriculum.
Then they applied their plans to other peers in the classroom. According to the study,
9



teacher candidates struggled to ask questions, conduct debates, and associate
philosophy with curricula. However, their perceptions of childhood and philosophy
changed positively. Beyond the study of Akkocaoglu Cayir, the current study
provided a difference in terms of being conducted with in-service preschool teachers.
This study is important because it allows preschool teachers to grasp what kind of
approach PwC is by directly experiencing that. The study is also important in terms
of that the implementation process in the study was a recursive, continual and
interactive process, in order for the teacher to internalize the approach and reflect it
to their teaching. Because in this study, teachers came together regularly for ten
weeks and experienced a process where they were active and interactive from
beginning to end of the study. In the current study, preschool teachers also
experienced using the approach as a facilitator in their own classes after the ten-week
implementation. Thus, this study is significant in regards to allow a deep
understanding of the views and changes in the views of the preschool teachers
regarding PwC.

To our knowledge, the literature review shows that there are no studies which focus
on the views of preschool teachers about Philosophy with Children through their
active participation in PwC sessions. Therefore, this study may be the first to address
meeting Philosophy with Children with teachers in early childhood education. At this
point, the study is significant with respect to enable a better understanding of the
views of preschool teachers on Philosophy with Children and also to promote
researchers’ further investigation of Philosophy with Children and of teacher training
in Philosophy with Children in early childhood education in Turkey. Moreover, in
Turkey, the study can establish a footing for policymakers’ organizing preschool
curricula and teacher training in a way to pursue Philosophy with Children approach
and thus to prevalently benefit preschool children from gains of the approach.
Furthermore, the study will aspire to encourage educators and school managements
in preschools in Turkey to use Philosophy with Children as a teaching method in

their early childhood educational environment.
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1.3 My Motivation for the Study

After the high school, | entered the Department of Maritime Transportation and
Management Engineering at Istanbul Technical University in having desire to
explore the World. Noticing that this is not | am looking for, | dropped out the
department. Then, | entered the Department of Philosophy at Middle East Technical

University, as another way of exploring the World.

After my graduation from the department of Philosophy, I started to the Master of
Early Childhood Education at Middle East Technical University, as | am interested
philosophy with children in early childhood period. I had not come to ‘early
childhood education’ overnight. Even while studying in the maritime department, I
was working voluntarily with children in various fields. What | realized through
these experiences was that children are more open to other ideas and are not stuck in
their current thoughts. There are no apparent gaps between their thoughts and
actions. They have a high potential to live whatever they think.

While I was in the philosophy department, | started thinking about that university or
high school is a late period to meet philosophy throughout the whole educational
process. It was a late period as well as a different kind of philosophy was needed.
Current philosophy courses in whole education invite people to mostly repeat and
memorize. Instead of following others' thoughts and memorizing them, | thought that
we needed a philosophy and a period that would enable us to look philosophically
and put our lives in full. I thought that we need to philosophize more and as early as
possible. We need to remember to inquire, to revive the love of wisdom, which |

perceive as allowing children to maintain to live their childhood.

Following all these experiences and thoughts, when | met the 'Philosophy with
Children' approach, I have felt to find my way. In order to improve my awareness
and depth in the field of Philosophy with Children, I participated in Teacher Training
Workshops in P4C and CoPI methods in PwC. After the trainings, | have also been
conducting workshops on Philosophy with Children for two years in diverse

institutions, schools and associations including preschools.
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In the 'Philosophy with Children' approach, the role of the ‘facilitator' which is the
person applying the approach is very important. Because the PwC approach is
different from the approaches in traditional education, so the teacher in PwC is also
different from the teacher in traditional education. Moreover, during my postgraduate
education at the faculty of education and after my readings in the field of early
childhood education, | saw that not only touching the child is enough, but also the
teacher should be supported. And if | will study PwC in the field of education,
especially in early childhood education, it would be quite meaningful to examine the
views of preschool teachers on this approach by providing them experiencing this
approach. Therefore, on the basis of my educational background and interests, in my
graduate study | directed to work on ‘Philosophy with Children’ with preschool

teachers in early childhood education.
1.4 Operational Definitions of the Important Terms

Specifically, in the research, the variables involve early childhood education,
preschool children, Philosophy with Children, Philosophy for Children, Community
of Philosophical Inquiry and PwC experience. At this point, making their operational

definitions is a significant point for the study, their definitions in terms of the study;
Early Childhood Education:

e Early childhood education is the education which provides
educational services to children from birth to 8-year old (NAEYC,
2009)

Preschool Children:

e Preschool children correspond to children 36-72 months (MoNE,
2013). In this study, preschool children correspond to children 48-72

months.
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Philosophy with Children (PwC):

e PwC is the general title of the kind of doing philosophy into practice
with children (Cassidy, & Christie, 2013). Moreover, in the scope of
this study, PwC was defined by handling the definitions of P4AC and
CoPlI together.

Philosophy for Children (P4C):

e P4C is the method which encourages critical and creative thinking in
children, without filling children with the intellectual knowledge of
traditional philosophy, however developing and expressing their own
ideas (Lipman, 2003).

Community of Philosophical Inquiry (CoPl):

e CoPIl is the method in which children question, make meaning
through communication- interactions in a community of inquiry, show
reasons for their ideas and see that they may be fallible on the subject
(McCall, 2013).

PwC Experience:

e In the current study, PwC experience corresponded to the sum of the
implementations which were conducted by the researcher and
conducted by preschool teachers on their own in their classrooms after
ending the implementation of the researcher.
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CHAPTER 2

LITERATURE REVIEW

This study focuses on preschool teachers' views on PwC and the use of PwC in early
childhood education settings through PwC experience. In this chapter, the researcher
presents a review of literature in order to provide the foundations for this study. The
review includes theoretical background of the study, philosophy and children,
historical background of PwC, describing PwC, using PwC in education and related

studies in Turkish context.
2.1 Theoretical Background of the Study

At the heart of the study, Vygotsky’s social development theory lies. Vygotsky, with
social development theory, declares that social interaction plays an essential role in
learning. He acknowledged lecture method in formal education as the formation of
and practising with narrow and specialized habits. Based upon social interaction, he
offered a different kind of teaching in education and moreover its forming a basis for
education. Meanwhile, the method offered by Vygotsky extensively includes various

mental functions and stimulates many areas of thinking (Doolittle, 1995).

He argues for importance of collaborative learning and active participation of
children in learning process (Glassman, 2001). Learning occurs where children
actively and collaboratively participate in their own learning rather than observing
passive, lecture-based teaching. From this point of view, Vygotsky prioritizes
interaction between people in development of children. Children can construct their
own knowledge through this interaction. Thus, development firstly appears between
people, then in the child (Vygotsky, 1978). To be able to develop individually,
children require to be in community and to interact with other members in the

community. Therefore, in educational area, learning environment should be created

14



in accordance with that the high level of social interaction both among children and
children and teacher is provided (Glassman, 2001). This corresponds to the creation
of the Zone of Proximal Development of Vygotsky. ZPD is the gap where learners
can actively actualize their potentialities only in cooperation with adults or with more
able peers (Vygotsky, 1978). Learning environment should be prepared considering
the Zone of Proximal Development. Thus, learning and development for children
make possible owing to this zone. Regarding the role of teacher, teacher in the social
development theory, as a mentor, is the person who establishes the learning
environment which is indeterminate for children and guides them in corporation with
other children. At that point, teacher and other students attach scaffolding to the level
of potential development from the level of actual development of a child. Thus, the
zone of the proximal development is a zone where learners develop mastery of a
practice (Wells, as cited in Chaiklin, 2003), a mastery here which is gained through

interacting with the ‘other’.

Considering all of these, the social development theory of Vygotsky manifests itself
in a community of philosophical inquiry corresponding to the cognitive cooperation
of peers and facilitators in PwWC (Dewey, 1996). As in PwC, in social development
theory, the activity is internalized and thinking between (inter) members in the group
comes before thinking by an individual member. ‘‘Social behaviour is the model
which thinking behaviour replicates — not identically, necessarily, but similarly
(Lipman & Pizzurro, 2001). For these reasons, social development theory of
Vygotsky constituted theoretical framework of this study that investigated preschool
teachers' viewson PwC and the use of PwC in early childhood education

settings through PwC experience.
2.2 Philosophy and Children

Philosophy can be mostly seen ‘as a body of prefabricated ideas’, however, it is
actually a practice, ‘an act of philosophizing’ (Gruioniu, 2012). People may consider
philosophy as passively learning history of ideas, but philosophy means actively

doing philosophy. Similarly, in The Letters of William James, James (1876) saw
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philosophical study as ‘‘habit of always seeing an alternative, of not taking the usual
for grante’’. According to Cevizci (2010), philosophy is a mental activity based on
thinking and questioning. For Nagel (1987), philosophy endeavored to understand
and question common ideas which are used without overthinking. Philosophy is also
regarded as representing mind, criticism and sophisticatedly and scrutinizing
thinking (Cotuksoken, 2001). From these points of view, philosophy is regarded as a
practice. It is such a practice that seeks for more questions and alternative answers
and also disapproves of ideas which are habitual and not examined in detail while

approving of looking from other and in-depth points of view.

In relation to do philosophy, some philosophers and psychologists draw the line
between young children and philosophy, and claim that young children cannot do
philosophy (Piaget, 1974; Rousseau, 1762/2010). They regarded children as
‘developing’ and childhood as ‘becoming’ (Lyle, 2017). According to them, young
children need time to be seen as ‘developed’ and ‘being’ and thus to be able to
philosophy. Rousseau adopted an idea that childhood period is the time when
children’s reason sleeps (1762/2010). For Rousseau, children should grow up to be
able to use their reason. Consistent with Rousseau’s view, Piaget (1974) advocated
that expecting to do philosophy of young children means waiting in vain. Piaget
builds his relevant ideas on his theory of cognitive development. According to
Piaget’s theory, cognitive development of human being consists of certain four
stages as respectively sensorimotor (birth to age 2), preoperational (from age 2 to age
7), concrete operational (from age 7 to age 11) and formal operational (age 11 and
up).In sensorimotor stage, sensory experience, in preoperational stage, use of
language and symbolic thought, in preoperational stage, concrete thinking and in
formal operational stage, abstract thinking occur. According to Piaget (1974), young
children until 11 years old are incapable of doing philosophy, for their reasoning has
not developed enough to philosophically think. Only after passing the formal
operational stage (age 11 and up), children can reach intellectual maturity to do
philosophy. Siegler (2004), one of the proponents of Piaget, remarks that the formal

operational stage (age 11 and up) ‘‘leads at least some of them to think about
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alternative organizations of the world and about deep questions concerning the nature
of existence, truth, justice, and morality’’. For them, doors of doing philosophy are

opened after age 11.

On the other hand, some philosophers and educators espouse that young children can
also do philosophy. Kennedy (1994) enunciated that young children participate in
ordinary language communities in their classrooms and already practice complex
cognitive operations in these communities such as making abstract conceptualization,
expressing their agreeing and disagreeing, requesting reasons and also providing
them, explaining, giving examples and counterexamples and presenting different
ideas. Additionally, Kieran Egan (1988) asserted that very young children are
engaged in using abstract concepts by means of their imagination. Thus, fantasy

world of young children meets them with philosophy.

Associating doing philosophy and being creative, Matthew (1994) expresses that
creativity is important to be able to do philosophy. Based on this, he disagrees with
those who set an age criteria for philososophizing. Since people lose their creativity
with age and become philosophically exhausted. Children, on the other hand, are
those who have creativity. For Matthew, children’s being creative enables them to do
philosophy regardless of their age.Furthermore, according to Van der Leeuw,
“‘children’s thinking shows us another side of the world, that is, how the world could
have been’’ (as cited in Murris, 2000, p.272). This indicates that children begin to
consider different dimensions of life and thus, that they are oriented towards building
new dimensions of life via their new thoughts. Moreover, children reveal that they
reach these dimensions of life during discussing in the classroom environment, not as
a result of tests which are conducted in laboratory environment as Piaget did
(Goucha, 2007). Furthermore, believing and supporting children in that they can
philosophize is very important. For as long as that children cannot do philosophy is
believed, children cannot reveal their capability to do philosophy (Goucha, 2007).
Similarly, Lipman (1973) points out that in the case that children are treated as if
they cannot philosophically deliberate, children act as if they cannot philosophically
deliberate. What makes doing philosophy possible is training in philosophical inquiry
17



rather than age (Murris, 2000). Based upon the understanding of philosophy as a
practice, Lipman introduced philosophy in the world of children and encouraged

them to go on the stage of doing philosophy.
2.3 Historical Background of Philosophy with Children

The historical roots of PwC date back to the ancient Greeks and Socrates. He was
pleased to include the young people in the dialogues with two or three people in
which they discovered knowledge as yet unrevealed to them. Dewey, in 1900s,
thought that these dialogues should enlarge and take a central place in education by

converting into communities of philosophical inquiry (CPI).

Socratic dialectic represents only one set of speech acts among the larger set
that CPIl encompasses, which is broadly oriented to clarifying, coordinating,
instantiating, and evaluating the ideas that emerge from each participant in
the group. (Kennedy, 2012)

In 1922, philosopher Leonard Nelson introduced the Socratic Dialogue by
convincing the force of dialogue in philosophy and rejecting teaching philosophy as
a body of knowledge (Pihlgren, 2008).

At the end of 1960s an American philosopher, Matthew Lipman with great support
of his collaborator Ann-Margaret Sharp, inspired by Dewey, firstly introduced the
practice of philosophical dialogue in the name of Philosophy for Children (P4C) into
the world of education. Lipman made this practice of philosophical dialogue a
teaching tool to help children develop their critical and creative thinking in Montclair
University, New Jersey. Lipman thought that materials that would be used during the
discussion was so essential in terms of raising to trigger the philosophical discussion
for young readers. For this reason, he directed to children’s literature and wrote
specific novels to be used during discussions. At the same time, Lipman and his
colleagues provided training for teachers. In their training, they observed that
teachers were untrained in philosophizing. At that point, Lipman and Sharp required
people who had a strong philosophy background as ‘teacher educators’. Thus, in

1983 master, in 1995 doctoral programs in P4C were established under the Institute
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for the Advancement of Philosophy for Children (IAPC) to prepare future teacher-
educators (Gregory, 2018). These teacher educators took a course at the IAPC to be
prepared to work with both children and teachers and became familiar with the
course materials which were specifically produced by Lipman. Then, teachers
implemented P4C in their classrooms by means of these materials and received

feedback from teacher educators.

Thus, Philosophy for Children lied beyond America. United Kingdom met P4C in
1990 by means of the screening BBC documentary ‘Socrates for Six Year-Olds’
which provided the historical background of P4C. The documentaryincluded an
interview with Matthew Lipman and moreover the practices of his collegues — most
notably, Catherine McCall, in schools. In 1991, to develop P4C in United Kingdom,
SAPERE (Society for the Advancement of Philosophical Enquiry and Reflection in
Education) was set up. In time, SAPERE organized courses which were led by

trainers from United Kingdom and prepared its own course material.

After working with Lipman at Montclair University in 1980s, Catherine McCall, a
Scottish philosopher, introduced her own approach- Community of Philosophical
Inquiry (CoPI) to philosophize with children. By using CoPIl, McCall works with
both children and adults. In 1990, she set up EPIC (the European Philosophical
Enquiry Centre) to use CoPl in schools and in other communities and Postgraduate
Centre for Philosophical Inquiry at Glasgow University to teach and supervise
researches in CoPl. Now postgraduate education in CoPl is provided at Strathclyde

University at Glasgow under the leadership of Claire Cassidy.

With the increase of European practitioners in PwC, In 1993, SOPHIA (The
European Foundation for the Advancement of Doing PwC) was set up in order to

support doing PwC in all European cultures and languages.

In 2007, Emma and Peter Worley founded Philosophy Foundation which is a charity
to conduct PwC in schools, communities and workplaces. They produce their own
material to use in the practice. PwC has been currently implementing in more than 60

countries (Ventista, 2019). Turkey is also included in these countries.
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PwC firstly entered Turkey in the early 1990s. lonna Kucuradi is the person who
launched PwC project under Philosophical Society of Turkey. Nuran Direk was also
the coordinator of the project. In 1992, Direk began to conduct PwC programmes for
primary and secondary school students. Later, in 2016, Ozge Ozdemir founded Little
Thinkers Society in Bogazici University to announce in Turkey, to promote the
research and implementations on PAC, moreover to arrange Philosophy for Children
Educator Trainings for several communities. In 2018, P4C Turkey was founded to
use PAC starting from early childhood education and also to train communities in
PAC. Moreover, in 2019, research assistant Filiz Karadag who got training from
EPIC organized PwC Educator Training Programme which centred on CoPI method,

together with associate professor Kurtul Guleng in philosophy department.
2.4 Describing Philosophy with Children

Philosophy with Children (PwC) is the pedagogical approach of doing philosophy
with children. PwC aims to encourage critical and creative thinking in children,
without filling children with the intellectual knowledge of traditional philosophy,
however developing and expressing their own ideas (Lipman, 2003). Moreover, PwC
is the general title of the kind of doing philosophy into practice with children where
children question, make meaning through communication- interactions in a
community of inquiry, show reasons for their ideas and see that they may be fallible
on the subject (Cassidy & Christie, 2013; McCall, 2013). According to Cam (2006),
Fisher (2013), Haynes (2014) and Stanley (2004), PwC means a collaborative
inquiry-based pedagogy which is focused on improving thinking skills through the
deliberation within a community. By these definitions, PwC is the approach which
rises against the traditional education where the teacher as a source of knowledge
asks questions and expects a single right answer from children (Kennedy, 2012;
Topping & Trickey, 2014). Additionally, PwC is the approach which does not deal
with transmitting any knowledge about what children should think of a certain issue,
rather deals with directing them in how to think (Scholl, Nichols, & Burgh, 2009).
According to Wegerif (2010), PwC ‘‘is possibly the most positively evaluated
thinking skills programme’’.
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Matthew Lipman released ‘Philosophy for Children’ (P4C) method in 1970s as a
way to do philosophy with young children in the educational environment. P4C is
accepted as the first and most widely known method to make philosophy with
children. After Lipman, several researchers also continued to develop philosophising
with children. CoPI of McCall is one of the methods which was developed after PAC
and might be the most notable among methods in philosophizing with children
(Sutcliffe, 2017). Socratic Dialogue of Nelson is another method to philosophize

with children and corresponds to earlier period than PAC and CoPl.

After some researchers begin to study on Philosophy for Children, they firstly
introduced ‘PwC’ term instead of ‘Philosophy for Children’ to do PwC (Sutcliffe,
2017). Since according to Vansieleghem and Kennedy, while ‘for’ emphasized
creating the dialogue for the children and also the superiority of the teacher in the
dialogue; ‘with’ drawed the attention to building the dialogue together with children
and equality in the dialogue (2011). Afterwards, PwC has become the general title of
the kind of doing philosophy into practice with children, even if there are different

methods which have specific name in doing PwC.
2.4.1 Different Methods in Philosophy with Children
2.4.1.1 Philosophy for Children (P4C)

Matthew Lipman, with the great support of his collaborator Sharp, suggested the way
of philosophizing with children under the name of ‘Philosophy for Children’ (P4C)
in 1970s. Lipman argued, inspired by Dewey, that education should meet the need
for democracy in society through preparing for and itself practicing democracy
(Kennedy, & Kennedy, 2011). In the practice of democracy in educational
environment, children actively participate in their learning through converting
classrooms into communities of inquiry (Gillen, 2015). PAC presents the opportunity
of directly practicing democracy in education, for children. With this aim, Lipman
puts 4C in the center of PAC as critical, creative, collaborative and caring thinking.
According to Lipman (2003), critical thinking is to justify and evaluate ideas,

creative thinking is to introduce new ideas and to build on ideas of others,
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collaborative thinking is to work constructively together with the group and caring

thinking is to involve consideration of and respect for others and their interests.

By P4C, Lipman aims to support children in their becoming individuals who think
more, make a judgment, advocate, justify, and question this judgment in the
community of inquiry (Vansieleghem & Kennedy 2011). With regard to define
community of philosophical inquiry, Lipman (2003) describes a community of

philosophical inquiry as a community where:

Students listen to each other with respect, build on one another’s ideas,
challenge one another to supply reasons for otherwise unsupported opinions,
assist each other in drawing inferences from what has been said, and seek to
identify one another’s assumptions. (p. 18)

PAC introduced philosophy into K-12 classroom by removing philosophical
terminology and benefiting from children’s literature (Brown et al., 2012). This
children’s literature would be such a kind of literature that had accessible language
and could raise to trigger the philosophical discussion for young readers. For this
reason, Lipman wrote novels to be especially used during PAC sessions. In PAC, the
teacher facilitates the dialogue with the focus on democracy among the community
of inquiry (Cassidy & Christie, 2013). In conformity with its democratic nature, the

question which children would like to discuss is selected by their voting.
2.4.1.2 Community of Philosophical Inquiry (CoPI)

Community of Philosophical Inquiry (CoPI) was produced by Catherine McCall as a
consequence of her experience as a philosophy student and her studies with Lipman
in the 1980s in order to philosophize with both children and adults (Cassidy, 2007).
McCall builds CoPl Method by benefiting from realist philosophy. In realist
philosophy, reality might be different than we know; that is, truth which is
constructed by human beings can be wrong (Matthews, 2017). To reveal this
contradiction, CoPI focuses on differences and disagreements in thoughts during the

dialogue.
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Similar to Lipman’s P4C, community of philosophical inquiry is at the center of
McCall’s CoPI. In the community, children question, make meaning through
communication-interactions, show reasons for their ideas and see that they may be
fallible on the subject (Cassidy & Christie, 2013; McCall, 2013). Moreover this
community ‘‘does not come into being immediately or by itself, but is created
through sustained practice over time’” (McCall, 2017, p. 80). In this way, being in a
CoPl means more than physically and instantly gathering. CoPIl focuses on the
dialogue of the community. This feature distinguishes CoPI from P4C, for PAC of
Lipman focuses on children and their democratic participation in the dialogue more
(McCall, 2017). What important is in CoPI is the quality of a dialogue and this
characteristics of the method allows deep consideration of the issue. In CoPl, the
participation of children is also important, however, being philosophical of this
participation as much as possible is desired much more. Similarly, in the selection of
the question which would be discussed on, the facilitator determines the most
philosophical one among the questions of children.

To be able to select the most philosophical question and to keep the philosophical
quality of the dialogue, teacher in CoPI needs to learn philosophical knowledge and
logical argumentation unlike PAC where teacher does not have to know philosophy
and logic (McCall, 2017). Throughout the philosophical dialogue, children in CoPI
talk and learn together and collaboratively construct their learning by agreeing or
disagreeing with a previous statement and giving justification of their statements. It
is such a kind of educative practice that McCall (2017) points out those five-year old
children who actively participate in the communities of philosophical inquiry can
better do philosophy than university students who passively learn about the history of

philosophy and philosophers.
2.4.1.3 Socratic Dialogue

Socratic Dialogue is one of the first methods in which students actively do
philosophy rather than passively learn knowledge of history of philosophy. The

method was developed by Leonard Nelson by benefiting from Socrates and Kant's

23



ways of doing philosophy. For Nelson (1965), philosophizing with children is ‘the
art not of teaching about philosophers but of making philosophers of the students’’.
Similar to other methods in PwC, Nelson also regarded philosophy as a practice
while rejecting acknowledging philosophy as teaching ideas of philosophers
(Pihlgren, 2008). The basic purpose of the Socratic Dialogue is to encourage children
to think for themselves. In this encouragement, teacher does never lecture or directly
ask questions to children. Instead of them, teachers make children call their own
ideas into question by raising difficulties and causing them to suspect their ideas in
the dialogue, similar to maieutic process in the dialogues of Socrates (Roy, 2005). It
is like an intellectual midwifery, who supports the birth of ideas of others. This
similars a discovery. Knowledge is inside people and is tried to be revealed during
the dialogue. For this reason, a teacher in the Socratic Dialogue is required to know

philosophy like in CoPl.

Moreover, in Socratic Dialogue, participants are expected to share their opinions
only based on the real experiences. Moreover, participants make an effort to come to
agreement unlike the other two method in philosophizing with children (McCall,
2017, p. 100). According to Socratic Dialogue, if someone disagrees with one idea,
the dialogue is probably going wrong. The facilitator often controls whether
everyone understands and agrees about the idea at issue and philosophical anaylsis
continues until noone disagrees. On the other hand, if there is a consensus, the
facilitator should confirm that consensus is a true consensus where noone abstains
from expressing disagreement because they are polite or do not want to interrupt the
deepening discussion (Boyaci, Karadag, & Giileng, 2018). Considering all of these
dialogue in Socratic Dialogue is a very slow and demanding process. Comparing
Socratic Dialogue with PAC and CoPlI, Socratic Dialogue may be said to have a more

rigid structure than the other two methods for philosophizing with children.
2.5 Using Philosophy with Children in Education

PwC was particularly introduced as a way of applying philosopy in the educational

area (Gruioniu, 2012). This innovation in an educational world can cause to make
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analogies between PwC and already used approaches and practices in the area. For
example, PwWC can be seen as similar to inquiry-based approach in education
(Dougherty, 2017). In his interview with Naji (2013), Cam, who is an international
authority in PwC, explains the relationship between PwC and inquiry-based approach
by stating that the heart of PwC pedagogy is full of a collaborative inquiry-based
approach. On the other hand, PwC might be perceived as disconnected thinking
games and merely sharing of ideas (Haynes, 2011). Similarly, PwC may be
considered equal to activities in circle time where certain issues are discussed
(O’Riordan, 2013). In this way, they revealed the wrong and incomplete assumptions
related to PwC Approach.

Regarding PwC’s becoming part of the school curriculum, there are different views.
Newell-Jones (2012) drew attention to that PwC takes effect when it is used as a
teaching tool within the curriculum. Conversely, the study of O’Riordan (2013)
revealed that teachers raise concerns about crowded curriculum and also so time
constraints to integrated PwC in the school curriculum. Millet and Kay (2011)
pointed out importance of the content and form of lessons and found that PwC was
an effective tool to teach values in the scope of the curriculum. Differently, Ventista
(2019) held that in order to properly use PwC in the educational area, PwC needs

specifically dedicated time without being imbedded in different subjects.

Farahani (2014) focused on the time of date with PwC in education and asserted that
philosophy should not be limited with a certain period of time and should be initiated
since the beginning of the education. With respect to use of PwC in early childhood
education, Maxwell (2005) agreed with Farahani and argued that philosophy can
centrally take a place in early childhood curriculum. About PwC’s becoming part of
the school curriculum, another issue is the efficiency of the person who implements
PwC in the classrooms (Haynes, 2011). To be able to PwC integrate with their
curriculum, teachers must primarily be equipped with awareness and knowledge
about PwC and thoroughly learn how to properly use PwC in their classrooms.

Classroom size may also affect the quality of PwC sessions. In respect to this, Fisher
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(2013) mentioned that a group size of around 14 is ideal for properly using PwC, and

over that size might lead to share ideas of fewer children and in a shorter time.

When PwC will be used in education, it is also possible to encounter some obstacles.
Maxwell (2005) considered that the possible primary obstacle to integrate PwC into
the curriculum is the prejudice against both children and philosophy. Another
obstacle to use PwC in educational area may be traditional schooling structure
(Kizel, 2016). Since, pedagogy of searching dominates in PwC while traditional
education corresponds to pedagogy of fear. Furthermore, lack of appropriate teacher
training might impede proper use of PwC (Haynes, 2011; Millet &Tapper, 2011).
Besides that, Farahani (2014) also presents the significance of the family awareness
and the structure of the society about using PwC in education. Considering
educational context, family is one of the most important components. According to
Farahani, in the issue of using PwC in education, if family is not aware of what PwC
is and of its effects on their children, they may disapprove of the use of PwC in the
classrooms of their children. Members of the society might also pose an obstacle
against the use of PwC in education in the case that society dislikes for its

authenticity and values being criticized (Farahani, 2014; Haynes, 2011).

2.5.1 Related Literature about the Impacts of Philosophy with Children on
Children

There has been a growing body of research on demonstrating effects of PwC on
children when PwC is used in educational area (Kilby, B, 2019). However, studies
have been mostly conducted with primary and secondary school children. On the
other hand, in these studies, although several benefits of PwC in diverse areas for
children have been revealed, the most prominent effect of PwC is in the area of

cognitive development (Yan, et al., 2018).

The literature indicated that using PwC programs in educational area contribute to
children’s reasoning skills (Daniel & Auriac, 2011; Lam, 2012; Marashi, 20009;
Topping & Trickey, 2007; Yusoff, 2018), critical and creative thinking (Dyfed

County Council,1994; Ghaedi et al., 2015; Haas, 1980; Jenkins & Lyle, 2010;
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Lipman & Bierman, 1970; Marashi, 2008; Siddiqui et al., 2015) and collaborative
thinking (Phillips, n.d.). Coherently with these studies, the meta-analysis report
which was written by Garcia-Moriyon, Rebollo and Colom (2005) reveals that
Philosophy for Children approach has a positive impact on critical thinking skills of
children. Additionally, the studies of Jenkins and Lyle, (2010) and Yusoff (2018)
indicated that the use of PwC improved questioning skills of children. There are also
studies which indicated positive effects of using PwC in educational area on
academic achievement in maths, reading and writing (Dyfed County Council, 1994;
ETS study, 1980; Fields, 1995; Haas, 1980; Imani et al., 2016; Lipman & Bierman,
1970; Siddiqui et al., 2015; Williams, 1993). Furthermore, regarding the
relationship between academic achievement and socio-economic backgrounds of
children, Siddiqui, Gorard and See (2015) revealed that the use of PwC in
educational area more significantly affected the academic achievement of
economically disadvantaged students. In agreement with the findings of Siddiqui,
Gorard and See (2015), Ventista (2019) also reported greater impact on academic

achievement in reading and writing of economically disadvantaged students.

Related to language area, studies show that PwC promotes active listening(Campbell,
2002; Commonwealth of Australia, 2008; Dyfed County Council, 1994) and
expressive language (Campbell, 2002; Dyfed County Council, 1994; Jenkins & Lyle,
2010; Trickey, 2007). Furthermore, Jenkins and Lyle (2010) and Newell-Jones
(2012) found that children who had been labeled as low achievers made surprisingly
oral contributions during the use of PwC. Additionally, the study of Newell-Jones
(2012) revealed that the use of PwC in education gave an opportunity to increase

vocabulary and self-expression in bilingual linguistic development.

Besides the effects of PwC on cognitive and language areas, there are also studies

which demonstrated the effects of using PwC in educational area on social emotional

development of children. Several studies indicated that the use of PwC positively

affects children’s self-confidence (Campbell, 2002; Siddiqui, et al., 2015; Topping &

Trickey, 2007), self-esteem (Cassidy et al., 2017; Palsson et al., 1998; Topping &

Trickey, 2007), respect for other ideas (Cassidy & Christie, 2013), open-mindedness
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(Fair et al., 2015), collaboration (Siddiqui, et al., 2015), socialization and self-
direction (Naraghi et al., 2013), social behaviour, empathy and self-regulation of
emotions (Cassidy et al., 2017; Topping & Trickey, 2007), intercultural
understanding and awareness (Camhy, 2007), engagement with learning and peer
relationships (Commonwealth of Australia, 2008; Topping &Trickey, 2007; Yusoff,
2018) and intentionally and intensely participation (Campbell, 2002; Cassidy &
Christie, 2013; Marashi, 2008; Topping & Trickey, 2007). By specifically focusing
on the effects of PwC approach on children with autism, Cassidy et al. (2017)
revealed the usefulness of using PwC on these children in terms of their engagement
and self-regulation.

With respect to early childhood education, studies on PwC which were conducted
with preschool children are in a more limited number compared with the other
periods in education. Nevertheless, the studies in the field were seen to be mostly
carried out in the cognitive area. In the area of cognitive development, Gasparatou
and Kampeza (2012) performed an exploratory qualitative research in two
kindergartens in Greece to explore the possibility of PAC in kindergarten and the
effect of P4AC on critical thinking skills of children. One of the kindergartens was the
experiment and the other was the control group in the P4C-pilot-program. In the
study, Gasparatou and Kampeza provided training program of P4C including the
history, aim, methods and expected outcomes of P4C by meeting with teachers in the
experimental group twice before the implementation. Then the classroom teachers
themselves implemented P4C in their classrooms and they evaluated the effects of
the implementation via some marker-words which children used, such as ‘why’,
‘because’ and ‘hence’. Results of the study showed that children in experimental

group began to philosophize and that their critical thinking skills were developed.

Similar to the study of Gasparatou and Kampeza, McCall’s study (2017) was

conducted to examine on PwC'’s effect on critical thinking skills in early childhood

period. However, differently from them, McCall used CoPl method during

implementations. She conducted her qualitative study with 5-year old children for 56

hours. McCall, on the other hand, was giving college students philosophy lessons
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wWhere students passively listened and learned others’ philosophies for sixty hours. As
a result, McCall indicated that critical thinking skills of 5-year old children were

improved through PwC and they can philosophize better than college students.

In the cognitive area, differently, Ghaedi et al. (2015) carried out a study to examine
PwC’s effect on creative thinking skills on preschool children. In the study, PwC
program was implemented with preschool children for 16 sessions and it was reached
the conclusion that PwC program fosters the development of creative thinking in

preschool children.

In addition to studies in the cognitive domain, the effects of PwC on language and
social-emotional development of children in early childhood have been investigated
but these studies have been yet very limited. By focusing on language development
related to cognitive area, Sére, Luik,and Tulviste (2016) performed a study to
investigate the effect of PAC on verbal reasoning skills of children aged 5 to 6 years.
In the study, they compared the verbal reasoning skills of the intervention and
control groups after an eight-month experiment. At the end of the study, they found

that P4C improved the verbal reasoning skills of children aged 5 to 6 years.

In early childhood education, Dyfed study (1994) focused on cognitive development
of children as well as language and social-emotional developmental areas. In this
experimental study, total of 229 5-year-old children were studied and throughout
about an academic year, one of the groups was implemented ‘P4C and a reading
activity’, another group was implemented a reading activity and the other had no
intervention. As a result of the study, it is found that PwC approach fostered

preschool children in thinking, listening and speaking skills, and self-confidence.
2.5.2 Related Literature about Teacher in Philosophy with Children

In PWC, the role of teacher has a great importance. Teacher is not a leader of the
community of inquiry as a source of knowledge. Conversely, teacher is a facilitator
to construct their own knowledge of children, without steering them. Teacher in

PwC approach does not participate in an inquiry together with children, rather
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promotes children’s active interaction between each other and evaluation and
giving reasons for their ideas (Maxwell, 2005; O’Tuel& Bullard, 1995). Moreover,
the teacher in PwC encourages children to freely express and discuss different
ideas (Fisher 1998; Lipman, Sharp & Oscanyan 1980). In this self-governing
community of inquiry, teacher is not the only person who is responsible for the
content, direction, procedures and rules of an inquiry. Responsibility is shared by
the community. On the other hand, although PwC does not mean the transfer of
philosophers' views and the dominance of the facilitator/ teachers, it requires
teachers to have philosophical sensitivity. This is important for children to gain
awareness of various perspectives, and to activate their reasoning and analytical
thinking skills (Daniel & Auriac, 2011; Lone, 2012b). Furthermore, in some
methods in PwC, the teacher is expected to have a background in philosophy and

logic in order to ensure a philosophical dimension of a discussion (McCall, 2017).

Taking into account all of these, PwC studies focused on teacher. Haynes and
Murris (2011) presented that PwC has a transformative power in professional
development of teachers. According to them, the use of PwC deconstructs
prevalent thinking patterns of teachers in education and leads them to acknowledge
a different ontology of child which is able and resilient and to get rid of established
hierarchy between teacher and student. On the other hand, by reason of possibility
of having ‘controversial and sensitive content’ of inquiries during using PwC, some
teachers might be anxious about their possible strong feelings and sending wrong
message to children (Haynes & Murris, 2008). Moreover, they might have a fear of
parental complaints and misconceptions about the use of PwC (Haynes, 2008).
The literature also shows that to be able to obtain the optimal success of PwC,
teachers should be philosophically trained and should possess these skills in using
PwC (Sofo & Imbriosciano, 1991). Furthermore, in the interview of Shaughnessy
with Gregory (2005), Gregory emphasized teacher training in PwC with that “The
only way to prepare teachers to facilitate this kind of thinking and inquiry with

children is to facilitate the same kind of thinking and inquiry with the teachers”
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(p. 7). Considering all of these, PwC studies have turned to implement PwC with

teachers.

As it is shown in the literature, there have been some experimental studies were
conducted with teachers and teacher candidates and moreover the use of PwC has
also been diverse impacts on them. The experimental study of Roberts (2006) is
one of them. In the study, Roberts studied with 11 primary school teachers and
investigated the effects of teacher development program on Philosophy for
Children and explored the perceptions of teachers about both themselves and their
students. Teachers attended ten ‘Philosophy for Children’ sessions which are
conducted by the thesis supervisor and at the end of sessions were encouraged to
implement the program in their educational area. As a result, teachers expressed
that they gained more insights about their students, their ability, capability and
thoughts, and P4C experience affected their personal relationships in terms of
listening more and being able to say ‘I don’t agree because’ and supported the use

of PwC in education throughout the curriculum.

Similarly, Scholl, Nichols and Burgh (2016) carried out a research with primary
teachers. In the quasi-experimental study, they studied with fifty-nine primary
teachers in two groups as the experimental and comparison group. The experimental
group was trained in PwC for two days by two trainers including the researcher. The
content of the training was the process of facilitating PwC, actively facilitating PwC
in their own classrooms and the planning a philosophy lesson. Researchers had three
semi-structured interviews (pre-intervention, 3 months post intervention and 7
months post-intervention). Participants in the experimental group were observed
teaching a lesson incorporating PwC for 3 month post-intervention interview. The
researchers found that teachers’ pedagogical repertoires significantly broadened in
ways that included drawing on students’ background knowledge and preparing a

problem-based curriculum.

Differently, the dissertation study of O’Riordan (2017) was conducted with 8
primary teachers who had been trained in P4AC before the study. In the study,
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teacher's perception of the factors determining the implementation of PAC in the
primary classroom was examined. In this longitudinal 7-month study, participants
implemented P4C in their classrooms and the researcher had interview with teachers.
O’Riordan found that teachers gave more importance to children's questioning and
discussion, had increased confidence in the field and moved towards a more dialogic
pedagogy. However, while some participants preferred implementing P4C through
the literacy curriculum, some preferred as a stand-alone lesson. On the other hand, in
the end of the study, all participants confirmed that P4C could be associated with the
content of other subjects in the curriculum. Some participants ceased their
implementations in the classrooms due to time and performance pressures.
Participants implemented P4C in a different number. Related to the issue, the
researcher deduced that the difference might be caused by differing levels of
motivation or confidence in the efficacy of P4AC. Related motivation of teachers,
O’Riordan propounded that its uncertain nature might make teachers feel as if
loosing the control on classroom management. Additionally, according to the
researcher, high expectations from teachers could affect teachers’ continuing to use
PwC (Williams, 2018). Teachers are often expected to use new applications in

education and this may cause them not to be able to maintain to use PwC.

Siddiqui, Gorard, and See (2015) performed an intervention and evaluated its results
in Philosophy for Children: Evaluation Report and Executive Summary. In the study,
teachers were trained in PwC and teachers themselves implemented PwC with their
fourth and fifth-grade students. In the scope of the study, the researchers also
observed and had interview with teachers besides students. Coherently with the
findings of O’Riordan, they found that teachers encouraged and demonstrated
questioning and reasoning to their students and established less dominance in
discussions. Additionally, teachers reported that the overall success of PwC depends

on the regular using of PwC in education.

Another longitudinal study was by Newell-Jones (2012). The study was conducted

with primary and secondary school teachers in the scope of about one-year Wiser

Wales Project. In the study, P4C trainers trained primary and secondary school
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teachers in PwC as well as directly worked with students. As a result, it was
reported that teachers who used PwC with children over a period of time adopted
less teacher-led approach, focused more on children and allowed children to
contribute to the ideas of each other. Additionally, the result showed that some
teachers felt uncomfortable with using PwC when they were not supported

adequately by the school and they exposed to many other pressures.

Similar to the study of O’Riordan, Scholl (2014) studied with primary teachers who
received training in PwC before. In the study, Scholl had interviews with thirteen
primary school teachers who received training in PwC by The Federation of
Australasian Philosophy in Schools Associations (FAPSA). At the end of the study,
the researcher found that PwC supports the thinking skills of teachers and the critical

evolution of their pedagogy.

In relation to the studies with teacher candidates, Daniel (1998) carried out two
researches with pre-service teachers in physical education. The first study was
conducted with four pre-service teachers by implementing two-hour PwC per week
for nine weeks. In the second one, the study was conducted with thirteen trainees in
physical education by implementing one-hour exchange of pedagogical experiences
and one-hour PwC per week for fifteen weeks. Differently from first study, Daniel
had individual interview with each trainee at the end of the training period about the
awareness of their cognitive evolution. At the end of two researches, Daniel found
that in the long run, PwC is a significant mean to develop critical thinking of
participants and to increase quality of their teaching.

Another study which was conducted with teacher candidates was by Mergler, Curtis
and Spooner-Lane (2009). They reported reflections of three pre-service teachers
who participated in the twelve-week theoretical PwC program. As a result, they
revealed that PwC increased self-awareness, attentive listening, the opportunity and
ability to consider differing viewpoints and to express ideas with supporting reasons.
Moreover, they added that pre-service teachers should have also actively experienced

PwC to be able to actively engage their students in PwC.
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Similarly, Demissie (2015) studied with eleven second-year student teachers. Firstly,
researcher gave them a large piece of paper to record their views about the nature of
knowledge and then discussed about the theoretical aspect of PwC and the structure
of a PwC inquiry. Lastly, participants revisited their original drawings about
knowledge, and completed a questionnaire about their perceptions of the module on
their thinking about pedagogy. The study of Demissie showed that participants
reflected on PwC that extended their pedagogical expertise and reconsidered their

views about children’s potential.

Differently from other studies which were performed with teacher candidates, in the
study of Green and Condy (2016), teacher candidates received experiential training
in PwC and implemented PwC during their teaching practice. The study was
conducted with seventy-four final year education students. All students had received
sixteen hours of experiential training in PwC consisting the principles of PwC, given
selected readings, experienced community of inquiry dialogues and a variety of
materials. After the training, they experimented with PwC during their teaching
practice and submitted an assignment. 30 volunteered of seventy-four participants
participated in focus group discussions at the end of the year. At the end of the study,
researchers found that pre-service teachers believed that PwC could foster active and
critical learning, create a context for collaboration and mutual respect, enhance
thinking and reasoning, prepare learners for democratic citizenship, enhance

awareness of different perspectives and develop language skills.

2.5.3 Related Literature about Teacher-Child Relationship in Philosophy with
Children

Apart from the effects of using PwC in early childhood education on children and
teacher, in the literature, although it is limited, it has been also revealed that the use
of PwC in education affects the relationship between student and teacher. The study
of Topping and Trickey (2007) indicated that children had more sophisticated
capacity to think than teachers expected them to be and this expectation gave shape

their relationship. The use of PwC in their classroom provided them to see real
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capacity of their students and increased the quantity and the quality of teacher-child

dialogue in the classroom.

Some other studies also presented that as a result of using PwC in the classroom,
teacher-child relationship is based on dialogue, and issues are negotiated and
evaluated not by a teacher as one authority, but by all members in the classroom
community (Fisher, 2007; Haynes, 2014; Jenkins & Lyle, 2010). In this dialogue,
both teacher and child listen and talk respectfully (Lyle, 2018). Furthermore, with the
increase of the dialogue in the classroom, PwC contributes everyone in the classroom
to feel themselves in a safe place where mutual trust (Kovalainen, et. al, 2001;
Splitter, 2014). Kovalainen et al. (2001) and Dougherty (2017) also stated that the
use of PwC affects on the classroom management and the classroom begins to be

managed in a more communal manner.
2.6 Related Literature about Philosophy with Children in Turkish Context

In Turkey, Gir (2011) in the descriptive paper ‘Cocuklar icin Felsefe’, addressed the
history, aim and implementation of PwC. Boyaci, Karadag and Giileng (2018) in
‘Cocuklar Igin Felsefe / Cocuklarla Felsefe: Felsefi Metotlar, Uygulamalar ve
Amaglar’ examined different perspectives in PwC with their philosophical and
historical roots and different effects on children. Similar to these studies, Sormaz
Ogiit (2019) in the doctoral thesis, identified philosophical thinking and presented
activities which enable that and the history, aims, methods, benefits of Philosophy
for Children and the role of educator as a facilitator in PwC. By approaching PwC
more specifically, Glnhan Altiparmak (2016),in the paper ‘The Concept of Curiosity
in the Practice of Philosophy for Children’, stressed that the importance of curiosity
in PWC. On the other hand, Dirican (2017) in the paper ‘Cocuklarla Felsefeye
Varolussal Bir Bakis’, presented some mistakes in education system and the effects

of PwC on overcoming these mistakes.

Related to the studies which were conducted with children in educational area in
Turkey, Akkocaoglu Cayir (2015), in the doctoral thesis, examined how ‘Philosophy

for Children’ program affects 3rd grade students in the cognitive, affective and social
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areas domains. At the end of the research, it was observed that students established
relations between concepts and associated the concepts with everyday life regarding
cognitive area, enjoyed the philosophy and awareness of the concepts regarding
affective area and made progress in communication and problem solving skills
regarding social area. Moreover, in the study, the gains of the sessions prepared for
PwC were consistent with the gains in the current 3rd grade curriculum, so the

researcher deduced that PwC could be integrated with the school curriculum.

In relation to studies which were performed with preschool children in Turkey, Okur
(2008) in the master’s thesis, studied with 24 six-year-old children for ten P4C
sessions. Okur analyzed Philosophy for Children in terms of the improvement of
children’s specific social skills that are assertiveness, self-control, and cooperation.
At the end of the study, Okur found that the use of Philosophy for Children

significantly affected children’s assertiveness, self-control, and cooperation.

Furthermore, Karadag, Demirtas and Yildiz (2017) developed the ‘Critical Thinking
Scale through Philosophical Inquiry for the children at five- and six-year old in pre-
school period’ to evaluate their critical thinking skills through PwC. After that,
Karadag and Demirtas (2018) conducted a research with 30 five- and six-year old
children to understand the effectiveness of PwC curriculum on critical thinking. They
measured the effect by using Critical Thinking Scale through Philosophical Inquiry

and found that PwC was effective on critical thinking skills of children.

Related with the effect of PwC on preschool children’s questioning, another study
was by Demirtas, Karadag and Giileng (2018). They studied with 14 six-year old
children to determine the level of questions and the differences in the quality of their
answers during PwC implementations. They observed that ‘Philosophy for Children’
program enhanced the levels of asking questions and giving answers of preschool

children during their philosophical inquiry.

With more participants, Karadag and Demirtas (2018) conducted another research
with 28 six-year-old children through implementing CoPI in PwC approaches by the

researcher throughout eight weeks. They reached the conclusion that PwC developed
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the level of questions and answers given by pre-school children in their philosophical
inquiry. Karadag and Demirtag (2018) also gave place to views of 3 preschool
teachers on the Philosophy with Curriculum by means of semi-structured interviews.
Teachers were not active participants of implementations in the study, but were
observants of their students. The researchers reached that preschool teachers thought
that PwC has several benefits on children in terms of expressing thoughts better,
presenting opinions and defending them, style of responding, developing different
points of view, asking different questions, improvement in inquiry skills, multi-
dimensional thinking, improvement in communication, justifying thoughts, making
comparison among thoughts, empathy, thinking about someone else’s thoughts and
language skills. Furthermore, with respect to the views of preschool teachers on
continuing the PwC activity and its inclusion in the curriculum, preschool teachers
found PwC highly suitable for preschool period and stated that they were eager to
include similar activities in weekly plans and to use the approach permanently in
their life.

Regarding studies which were conducted with teacher, in Turkey, Akkocaoglu Cayir
(2016) carried out a qualitative study with thirty teacher candidates who were in the
elementary education department and in the guidance and psychological counseling
department. In the study, throughout fourteen week, Akkocaoglu Cayir (2016) taught
theoretical and practical knowledge and sample activities and related analysis
regarding PwC. Moreover, the pre-service teachers were required to choose an
elementary school lesson and prepared a plan by linking it with the goals or values in
the curriculum. Then they applied their plans to other peers in the classroom.
According to the study, teacher candidates struggled to ask questions, conduct
debates, and associate philosophy with curricula. However, their perceptions of
childhood and philosophy changed positively.
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2.7 Summary

This chapter concentrated on six main topics: theoretical background of the study,
philosophy and children, historical background of PwC, describing PwC, using PwC

in education and related studies in Turkish context.

Philosophy with Children (PwC) is the approach which aims to encourage critical
and creative thinking in children, without filling children with the intellectual
knowledge of traditional philosophy, however developing and expressing their own
ideas (Lipman, 2003). Moreover, PwC is the general title of the kind of doing
philosophy into practice with children where children question, make meaning
through communication- interactions in a community of inquiry, show reasons for
their ideas and see that they may be fallible on the subject (Cassidy & Christie, 2013;
McCall, 2013).

The social development theory of Vygotsky is the theoretical key of a community of
philosophical inquiry corresponding to the cognitive cooperation of peers and
facilitators in PwC (Dewey, 1996). Literature showed that when PwC is used in
education, it has several positive effects on children, teacher and the relationship
between them. However, most of the previous studies concentrated on primary and
secondary school children and teachers. For this reason, there have been limited
studies associated with PwC in early childhood education. Especially, studies
associated with preschool teachers are very limited. Based on mentioned literature, in
the current study, it was aimed to preschool teachers' views on PwC and the use of

PwC in early childhood education settings through PwC experience.
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CHAPTER 3

METHOD

The general aim of the study is to investigate preschool teachers’ views on PwC and
the use of PwC in early childhood education settings through PwC experience. To
this aim, the focus of this chapter is the methodology of the study covering the
design of the study, purpose and the research questions, PwC experience,
participants, tools which are used for collecting data and the process and data
analysis. Finally, ethical procedures, trustworthiness and limitations of the study

were addressed.
3.1 Research Design

This study aims at investigating PwC and the use of PwC in early childhood
education settings on preschool teachers through the implementations by the
researcher and the uses of the approach by the participants themselves. With this aim,
the researcher conducted a qualitative research in this study because the qualitative
research design allowed the participants to have a deep understanding of their views
(Creswell, 2007) and thus it made the results of the study more meaningful and
extensive. Considering the aims and the structure of the study, an evaluative case
study design was used specifically in this study. Since ‘A case study is an empirical
inquiry that investigates a contemporary phenomenon within its real-life context,
especially when the boundaries between phenomenology and context are not clearly
evident”” (Yin, 2009, p. 18). Moreover, “A case study is particularly useful for
evaluating programs when programs are unigue, when an established program is
implemented in a new setting.” (Balbach, 2015, p. 17). Furthermore, an evaluative
case study focuses on evaluating the merit of some practice or program beyond

describing them (Thomas et al., 2015; Yin, 2003). Therefore, an evaluative case
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study was appropriate for this study which aimed at investigating preschool teachers’

views on PwC and the use of PwC in early childhood education settings.

3.2 Purpose and Research Questions

The purpose of the current study was to examine the views of preschool teachers

about PwC and the use of PwC in early childhood education settings, through PwC

experience. In line with this aim, the current study focused on the following research

questions:

1) What are the views of preschool teachers about PwC before and after PwC

2)

experience?

What are the views of preschool teachers about the use of PwC in early

childhood education settings before and after PwC experience?

a)

b)

What are the views of preschool teachers about the use of PwC in early
childhood education before and after PwC experience?

What are the views of preschool teachers about the effects of using PwC
in early childhood education on children before and after PwC
experience?

What are the views of preschool teachers about the effects of using PwC
in early childhood education on teacher before and after PwC experience?
What are the views of preschool teachers about the effects of using PwC
in early childhood education on the relationship between student and
teacher before and after PwC experience?

What are the views of preschool teachers about obstacles in using PwC in

their educational environment before and after PwC experience?

3.3 PwC Experience

In the scope of the current study, the researcher conducted a ten-week PwC

implementation with preschool teachers and moreover preschool teachers used PwC

at least two times in their own classrooms after ending the implementation of the

researcher. Thus, ‘PwC experience’ in the study corresponded to the sum of the
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implementations of both the researcher and the preschool teachers. The researcher

who is a certified trainer about PwC and a bachelor of philosophy prepared the

implementation program in accordance with the structure of PwC sessions and also

by benefiting from thought experiments in philosophy, stories for philosophy for kids

and children’s literature which raised philosophical questions (see Appendix B).

3.3.1 Structure of PwC Sessions

Each PwC session has a specific structure for the community to be eagerly provoked

in the philosophical inquiry, focused on the inquiry and gone into more depth in their

thinking journey. Siddiqui, Gorard and See (2015) explains the specific ten stages of

PwC sessions as follows:

1-

Getting set in a circle; for everyone to be able to see and hear each other. In

this stage, warm-up activities may be conducted to assist children in
effectively moving into philosophical discussion. These activities consist of
questions such as ‘If it were a friendship cake, what would be this cake’s

recipe?’ before ‘A Picture of a Friend’ story which is on what a friend is.

Presentation of stimulus which will provoke children’s interest and excite a
philosophical dialogue. The stimulus might be a story, a picture, a short film
or an object.

Thinking time in pairs when children think about what is strange, interesting

and unusual about the stimulus and share their thoughts with a partner

Question making where children collaboratively form a question as

philosophically as possible in pairs

Question airing where children in pairs share questions with the community.

All questions are collected and recorded.

Question choosing where one of the questions is selected through children’s

voting or by the facilitator/ teacher in a way to choose the most philosophical
First thoughts where children individually share their first thoughts on the

selected question with the community
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8- Building where the dialogue is opened to the community, children state their
ideas through ‘I agree with ..., because...” an ‘I don’t agree with ..,
because...’. By this way, they build their ideas on ideas of others in the
community. The role of the teacher at this stage is to support students'
reasoning, motivate them to question and encourage them to participate in a
dialogue. Teachers often lead students to imagine alternatives and results, to
seek evidence, and to provide examples and counter examples.

9- Last thoughts in which children share the last words on the discussion and
summarize their views. Compared to the beginning of the discussion, if there
were changes in their ideas, they are encouraged to state them.

10- Review in which children evaluate their own progress in the dialogue. The
teacher asks ‘What went well?' and "What did we need to improve?' and can
point out the behavior of the children during the discussion.
(Siddiqui, Gorard, & See, 2015).

3.3.2 Stimuli in PwC Sessions

In PwC sessions, what triggers children’s wonder and interest in philosophical
inquiry and enables them to easily focus on the inquiry is the stimulus to be used. A
short text, a short movie, a picture, or an object can be used as a stimulus in PwC
sessions. What important is in a stimulus is its being a stimulus which is clear of

philosophical terminology, but raises philosophical questions.

In the current study, short stories, a short tale and a picture were used as stimuli
throughout PwC implementations. Before implementing, to validate the stimuli of
implementation program, the researcher consulted the experts’ opinion. This expert
was graduated from early childhood education and the member of Special Education
and specialized in the field of PwC. After this consultation, one stimulus was

removed. This stimulus was that:

Sam is a boy who really wants to ride a bike. But he says he can't ride at that
moment. Because the only suitable bike it can ride is pink. So she is a girl's
bike.
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According to the expert, this stimulus was so short to trigger the philosophical
discussion. For this reason, instead of that, another stimulus was added to the
implementation program. This stimulus was ‘‘Ballerino Nate’ Story of Kimberley

Brubaker Bradley.

Thus, 10 stimuli to be used in this study took their final form. 10 stimuli which were

used during PwC experience were as follows:
For Week 1:‘Kesis Yengeci’ from originally ‘The Hermit Crab’ story of Carter
Goodrich (2009)

For Week 2: ‘Arkadasimin Resmi’ story from originally ‘Picture of a Friend’ story
of Lipman, Ogden and Matkowski (2003)

For Week 3: ‘Mutsuz Prens’ story from originally ‘The Unhappy Prince’ story from
The Philosophy Foundation (n.d.)

For Week 4: ‘Koprityli Gegerken’ story from originally ‘“The Bridge’ story of Heinz
Janisch (2014)

For Week 5: ‘Iyi Yer ve Kotii Yer’ story from originally ‘Goodland and Badland’
story from The Philosophy Foundation (n.d.)

For Week 6: ‘Kendinin Rengi’ story from originally ‘A Color of His Own’ story
Leo Lionni (1975)

For Week 7: ‘Agustos Bocegi ile Karinca’ tale of Ezop (2018)

For Week 8: ‘Dansg1 Nate’ story from originally ‘Ballerino Nate’ Story of Kimberley
Brubaker Bradley (2006)

For Week 9: ‘Kesfedilmemis Adadaki Yaratik’ story of Kurtul Gileng and Filiz
Karadag (2019)
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For Week 10: ‘A picture of a child behind a tree” which was non-verbal visual
stimulus

Thus, the ten-week implementation of the researcher lasted one hour per week per
session. The researcher shared the plans of ten PwC sessions with the participants
after ending the ten-week implementation. Following that, preschool teachers
optionally selected at least two of the ten contents and used PwC approach in their
own classroom based on their ten-week PwC implementation. Their implementations
in their own classroom lasted approximately 40 minutes per implementation for two

weeks.
3.4 Participants

This study was conducted with 11 preschool teachers from 6 different public
preschools in Antalya. In this research, the selection of participants would depend on
their availability and willingness to take part in the study, following a process that is
also called convenience sampling. Since this study included ten meetings which were
made one hour and once a week for ten weeks with all participants in a common
place and time. The location of the implementations was the teachers’ room of S1
Public Preschool which had most teacher participation in the study. This place
unanimously was determined by all participants in the study. Regarding the time of
the implementations, the participants were met on tuesdays between 1 pm and 2 pm.
Moreover, in the scope of the study, it was expected that participants experimented
PwC in their own classrooms for at least two times. Besides them, the researcher
individually had three interviews with participants in the study. Therefore,
availability and willingness of participants were crucial to meet the requirements of
this current study. As a result of using convenience sampling in the study, all
participants who accepted to participate in the study were from public preschools.
That is to say that, in the study, public preschool were not specifically selected. In
relation to convenience sampling, Fraenkel and Wallen (2006) stated that

convenience sampling satisfies in the case that the participants in the study shares
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specific characteristics like demographics. The demographic data of the participants
were presented with Table 1.

Table 1

Demographic Data of the Study Participants

Participants Gender Age Age Group Being  Teaching School Course, Seminar or
Worked with Experience Training about PwC

P1 Female 42 5 16 S1 (Public X
Preschool)

P2 Female 32 5 11 S1 (Public X
Preschool)

P3 Female 41 5-6 21 S2 (Public X
Preschool)

P4 Female 34 5 12 S3 (Public X
Preschool)

P5 Female 38 4 16 S4 (Public X
Preschool)

P6 Female 44 4 19 S1 (Public X
Preschool)

P7 Female 55 5 32 S5 (Public X
Preschool)

P8 Female 42 4 19 S1 (Public X
Preschool)

P9 Female 34 5 10 S1 (Public X
Preschool)

P10 Female 53 5-6 31 S6 (Public X
Preschool)

P11 Female 33 5 10 S3 (Public X
Preschool)
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3.5 Data Collection Tools of the Study

The study aims to investigate the views of preschool teachers about PwC and the use
of PwC in early childhood education settings through PwC experience. In line with
this aim, ten-week PwC implementation program was performed with preschool
teachers in the study by the researcher and also preschool teachers used PwC in their
own educational settings at least two times after the implementation program. Data
for the study was collected before, after and during ten-week implementation
program and after implementation sessions of participants in their own classrooms.
In this study, the researcher used a semi- structured interview, audio-based

observation and field notes as the data collection tools.
3.5.1 Interviews

A semi-structured interview was the main instrument to collect data in the study.
Fetterman (1988) expresses that interviews are the most significant method of data
collection. The researcher collected data with the help of a semi-structured interview
because this type of interview enables participants to participate more and offers a
flexible way of learning their feelings (Frankel &Wallen, 2006). Patton (2002) also
pointed out that interview helped participants with revealing participants’ thoughts,
emotions and intentions that are hard to observe. Semi-structured interviews
encouraged participants to sufficiently answer with the help of more open ended
questions. They also provide wider scope for participants in their replying to
questions (Edwards & Holland, 2013).

In relation to generation of the interview questions, the interview questions were
developed by the researcher following the literature review. To validate the
questions, the researcher consulted with three experts who are the members of Early
Childhood Education and Elementary Education departments in a public university.
In total; three semi-structured interviews were conducted with preschool teachers
before and after ten-week implementation and after their use PwC in their own
classroom. Pre-interview was conducted in order to reveal the participant teachers’

up-to-date views of preschool teachers regarding PwC and the use of PwC in early
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childhood education settings. Pre- and post-implementation interviews were two of a
kind in order to investigate whether there were any differences in participants’ views
after ten-week implementation. Additionally, the interview after participants used
PwC in their own classroom investigated whether there were any differences in
participants’ views after their use of PwC in their own classroom. Furthermore, the
findings of post-implementation interview and of the interview after participants
used PwC in their own classroom were handled together and presented under the

name of ‘after PwC experience’.

With respect to the procedure of the interviews which were immediately before and
after ten-week implementation, the interview which consisted of three sets of
questions took approximately 20- 30 minutes. The first set was designed to obtain the
personal information of the participants. The second set of questions was developed
to collect data about the views of the participants about PwC. The last set of
questions was arranged in order to reveal the views of the participants about general

use of PwC and the use of PwC in early childhood education.

In relation to the procedure of the interview which was had after participants used
PwC in their own classroom, this interview which also included two sets of questions
lasted approximately 10-15 minutes. The first set of questions was designed to
collect their views about PwC after personal PwC implementations in their own
classroom. The second was arranged in order to reveal data about the use of PwC in

early childhood education.

At the beginning of the study, regarding the validation of the interview questions, the
researcher consulted the experts’ opinion before conducting the pilot and the main
study in order to validate the interview questions and identify required changes.
Three experts who are the members of Early Childhood Education and Elementary
Education departments in a public university shared their opinions about the
appropriateness of the interview questions. After the expert opinions, one question

was added as a warm-up question and one of the questions was also removed from

47



the interview by reason of similarity to another question in the interview. Sentence

structures were reconstructed to be more open ended and comprehensible.

3.5.1.1 Interview Questions
3.5.1.1.1 Pre- and Post-Implementation Interview Questions
Table 2

Pre- and Post-Implementation Interview Questions

Main Issues Example Questions

Demographic Information e How old are you?
e  What is your school? Public or Private?
e What is your age group in your classroom?
e How many terms did you have teaching experience?
e Have you ever attended any course, seminar or training
about PWC? If yes, what was the content?

Views about PwC e  What does philosophy evoke for you?
e  What does PwC evoke for you?
e What can you relate to PwC after reading the definition of

PwC?
Views about the use of e What do you think about the relationship between child and
PwC philosophy?

e What do you think about whether you need philosophical
knowledge when doing PwC?

e What do you think about the use of PwC in early childhood
education?

e What do you think about using PwC in your teaching
practice?

e What do you think that PwC is a teaching method for school
curriculum or an extracurricular activity such as philosophy
workshop at school? Why?

e What can be the effects of the use of PwC in early childhood
education on children?

e What can be the effects of the use of PwC in early childhood
education on teachers?

e What can be the effects of the use of PwC in early childhood
education on teacher-child relationship?

e What obstacles can you face with using PwC?
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In relation to the definition of PwC which was given during the interview, the

researcher defined ‘PwC’ based upon the literature review as follows:

PwC (PwC) is the approach which aims to encourage critical and creative
thinking in children, without filling children with the intellectual knowledge
of traditional philosophy, however developing and expressing their own ideas
(Lipman, 2003). Moreover, PwC is the general title of the kind of doing
philosophy into practice with children where children question, make
meaning through communication-interactions in a community of inquiry,
show reasons for their ideas and see that they may be fallible on the subject
(MccCall, 2013; Cassidy, & Christie, 2013).

3.5.1.1.2 Interview Questions after Implementation of Participants
Table 3

Interview Questions after the Implementation of Participants

Main Issues Example Questions

Views about PwC after Their Own e How do you tell someone what PwC is?
Classroom Experience

Views about the Use of PwC in terms of e What was the most important experience
Their Own Classroom Experience you had in mind?

e Has your PwC experience changed your
ideas about the children you work with in
particular or in general? How?

e Has implementing PwC made a personal
and professional change to you? (positive,
negative)

e What more do you want to learn about
PwC?

3.5.2 Audio-Based Observation

Another data source to collect data in the study was audio-based observation. The
researcher recorded sound throughout ten-week implementation. This enabled
participants to directly present their reality since audio-based observation was more
unobtrusive tool to gather data, compared to the other tools (Creswell, 2009, p. 192).
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In this study, audio-based observation of the sessions was used to support in

validating any changes in participants from beginning to end of the study.
3.5.3 Field Notes

In addition to semi-structured interviews and audio-based observation, the researcher
took detailed, accurate and comprehensive field notes during ten-week
implementation to contribute to more meaningful research findings (Bogdan &
Biklen, 2007). Field notes included both descriptive notes as objective observation
records, and reflective ones as personal interpretations of the researcher (Bogdan &
Biklen, 2007). Descriptive field notes consisted the researcher’s objective
observation about behaviors and dialogues of the participants throughout ten-week
implementation. Besides descriptive field notes, the reflective notes which the
researcher kept included subjective thoughts of the researcher about behaviors and

dialogues of the participants during ten-week implementation.
3.6 Data Collection Process of the Study

The study aims to investigate preschool teachers’ views on PwC and the use of PwC
in early childhood education settings by means of PwC experience. To achieve this
goal, ten-week PwC implementation program was performed with preschool teachers
in the study by the researcher and also preschool teachers used PwC in their own
educational settings at least two times after ten-week implementation program.
Therefore, data for the study was collected before, after and during ten-week
implementation program and after implementation sessions of participants in their
own classrooms between February 2019 and June 2019. The steps and the timeline of

the data collection process were as presented in Table 4.
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Table 4

The Steps and Timeline of the Data Collection Process

Research Process Date The Number of Data
Participants Collection
Tools
1 Pilot Pre-Interviews February 4-6, 2019 6 Interview
2 Pilot Implementation February 7-25, 2019 6 Audio-Based
Observation/
Field Notes
Pilot Post-Interviews February 26-27, 2019 6 Interview
4 Pilot Implementation of February 28-March 7, 6
Participant Teachers 2019
5 Pilot Interview after March 8-11, 2019 6 Interview
Implementation of Participant
Teachers
6 Pre-Interviews March 25-27, 2019 11 Interview
7 Implementation March 28-May 30, 11 Audio-Based
2019 Observation/
Field Notes
8 Post-Interview May 31-June 4, 2019 11 Interview
9 Implementation of Participant  June 5-11, 2019 11
Teachers
10 Interview after June 12-14, 2019 11 Interview

Implementation of Participant
Teachers

3.6.1 Pilot Study

In the current study, before conducting the main study, a pilot study was
administered in an attempt to obtain initial opinions on the effectiveness of testing
for the interview questions and implementation. Additionally, with the help of the
pilot study, the researcher could improve the clarity of the interview questions and
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also the performance of implementation. In this study, the pilot study was conducted
with preschool teachers (n=6) who were in public preschools in Antalya. The pilot
study included pre-implementation interview, four-week implementation, post-
implementation interview, at least two practices in their own classrooms and the
interview after their use. Participants attended to the pilot study depending on their
availability and willingness. An appropriate time and place for interviews and for one
hour and once a week for four weeks were determined. Four stimuli were also among
ten stimuli which would be used in actual study. At the end of the pilot study, the one
of the interview questions was reorganized. As a result, the pilot study assisted the
researcher to produce clearer interview questions and to present more
comprehensible stimulus, to gain experience in terms of how to interview, to

implement and to analyze data.

After the pilot study was conducted, the pre-post interview questions took their final
version of 10 open-ended questions and two sub-questions (see Appendix A). The
pre-post interviews encompassed participants’ personal information, views about
PwC and views about the use of PwC in early childhood education. The first five
questions were performed as warm- up questions and the interview continued with
the following questions related to views of the participants about PwC and its usage.
On the other hand, the interview questions after participants used PwC in their

classroom did not differ after the pilot study.
3.7 Data Analysis

In this evaluative case study, data which were obtained from preschool teachers
regarding PwC and the use of PwC in early childhood education were analyzed
through content analysis method. The researcher collected data by means of a semi-
structured interview, audio-based observation and field notes.The process of data
analysis in the study consisted of firstly depicting data with respect to participant
teachers’ views about PwWC and the use of PwC in early childhood education setting
on the basis of pre-interview, post-interview and interview after the implementation

of participant teacher. Secondly, the data analysis process included revealing whether
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there was any difference before and after PwC experience in terms of their views
regarding PwC and the use of PwC in early childhood education setting. With respect
to the data analysis of the findings after PwC experience, the researcher presented
the findings of the post-interview and the interview after the implementation of
participant teacher together in corresponding research question by merging them
under the name of ‘after PwC experience’. Meanwhile, in addition to interviews, to
analyse the data, audio-based observation and field notes which were taken during
ten-week implementation were examined based on the categories emerged from the
data of the pre- and post-interview+interview after the implementation of participant

teacher.

For content analysis of the data in the study, the researcher used five steps of
Creswell (2012, p. 237). As the first step, the researcher collected data through semi-
structured interviews, audio-based observation and field notes. Secondly, the
researcher prepared data for analysis by transcribing voice recordings of three semi-
structured interviews. Thirdly, the researcher read the transcripts couple of times and
reviewed to obtain general sense of them. Then, the researcher identified the codes.
As the last step, major categories were formed according to the codes. The researcher
used tables to present the data. Moreover, in data analysis process, after preparing the
data for analysis, one more coder also read the transcripts of interviews and
identified the codes. The second coder was a primary school teacher and a trainer in
PwC. Two coders separately carried out the coding process. After completing, they

compared their codes.

Besides the data from semi-structured interviews, the researcher also transcribed
audio-based observation of all implementation. Moreover, field notes which were
taken by the researcher throughout ten-week implementation were stored. Two data
collection tools were examined based on the categories emerged from the data of
interviews. Thus, using these multiple data sources enabled triangulation of data.
Furthermore, triangulation of data enabled the researcher to reach more trustworthy

data (Glesne & Peshkin, 1992). In this way, all data were evaluated from a holistic
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perspective. Table 5 shows categories together with the codes that emerged from

these different data sources as a result of data analysis in the study.
Table 5

Emerged Categories and Codes in the Study

Categories Codes
1.Views Before  Teacher-Led Approach to Presenting Questions by Teacher
about Thinking
PwC Sharing Opinions of Children

Directing Children What to Think

After Teacher-Facilitated Approach to  Critical and Creative Thinking of
Thinking Children

Children’s Asking Own Questions

Collaborative Thinking of Children

2.1Views Before Child Related Outcomes Developmentally Appropriateness of
about the Children

Use of

PwC Teacher Related Outcomes Philosophical Knowledge

Confidence of Teacher

ECE Related Outcomes Appropriateness for ECE Curriculum
After Child Related Outcomes Developmentally Appropriateness of
Children
Teacher Related Outcomes Philosophical Knowledge

Confidence of Teacher
Motivation of Teacher
ECE Related Outcomes Importance of Early Childhood Period

Appropriateness for ECE Curriculum
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Table 5 (Continued)

2.2 Views  Before Subcategories
on the
Effects of Learning Transition
PwC on
Children Development  Cognitive
Development
Language
Development
Social
Emotional
Development
After Subcategories
Learning Transition and
Future Life
Development  Cognitive
Development
Language
Development
Social-
Emotional
Development
2.3Views Before Professional Effects
on the
Effects of
PwC on
Teacher

Personal Effects
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Transition to Primary School
Critical & Creative Thinking
Academic Outcomes

Listening &Speaking

Self-Esteem & Self-Confidence

Empathy & Interpersonal Relationship

Transition to Further Periods

Critical Thinking
Forming Questions
Creative Thinking
Collaborative Thinking
Academic Outcomes

Listening and Speaking

Self-Confidence
Self-Esteem

Respect for Others & Empathy &
Tolerance

Participation

Guidance

Change in Perception of Child
Knowing Child

Creative Thinking



Table 5 (Continued)

After Professional Effects Guidance
Change in Perception of Child
Knowing Child
Personal Effects Thinking and Listening
Self-Awareness

Interpersonal Relationships

2.4 Views Before  Classroom Environment Dialogue-Based Relationship

on the

Effects of Safe Relationship

PwC on

the After Classroom Environment Dialogue-Based Relationship
Relationsh

ip between Safe Relationship

Student

and Managing the Classroom Cooperatively
Teacher

2.5Views Before Institutional Obstacles Traditional Education System

on the

Obstacles Socio-Cultural Obstacles Perception of Philosophy and Child
in Using

PwC After Institutional Obstacles Traditional Education System

Inadequate Teacher Training
Socio-Cultural Obstacles Perception of Philosophy

Perception of Child

3.8 Ethical Procedures

Before conducting the study, required ethical measures were taken. To this end, the
researcher obtained permissions firstly from the Research Center for Applied Ethics
of a public university in Ankara (see Appendix D) then from the Minister of National
Education. After that, the researcher approached potential participants, invited them
to volunteer and to give their consent through discussing face to face with school
administrators and teachers with the purpose of explaining all details about the study
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(the consent form can be seen in Appendix E). In this way a total of 11 teachers

volunteered to participate.

All participants were informed that their privacy would be maintained throughout the
study. Before starting the study, the participants were informed about the aims of the
study with a signed consent form. The researcher also informed the participants that
they may withdraw from the study if they wish. The identity of the participants was
kept confidential and aliases were used instead of their real names. Finally, the data
collected from the participants during the interview was used for scientific purposes
only. After a participant gave approval, the researcher and the participant identified a
suitable time and place for the interviews and ten-week implementation. No
distractions or interruptions disrupted the interview process. Interview times were
determined according to participants’ wishes. The interviews and ten-week

implementation were audio taped with the participants’ agreement.
3.9 Trustworthiness of the Study

Regarding the trustworthiness of the study, specific approaches were used in the
current study in order to confirm and contribute to the validity and reliability of the

instruments and data.
3.9.1 Validity

“Validity is an essential criterion for evaluating the quality and acceptability of
research” (Burns, 1999, p. 160). To evaluate the quality and acceptability of the
qualitative research, Creswell (2007) also suggested specific methods. These
methods are “prolonged engagement and persistent observation in the field,
triangulation, peer review, refining hypotheses as the inquiry advances, clarifying
researcher bias from the outset of the study, member checking, rich and thick
description, and external audits” (Creswell,2007, p.208). Accordingly, if the
researcher uses at least two of these methods in the study, the validity of the study is
sufficiently ensured (Creswell, 2007, p.208). In the current study, the researcher also

applied some of these methods. In order to satisfy the internal validity of the
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interview questions, expert opinion was gathered from three experts in the Early
Childhood Education and the Elemantary Education departments and a pilot study
was also conducted. These two steps enabled the researcher to reorganize and
redevelop the interview questions. Member checking which is another method to
provide the validity (Creswell &Plano Clark, 2011) was also used in the study, thus
participants approved the accuracy of the transcripts of their interviews (Punch,
2014). The researcher sent the transcripts of their interviews to a randomly selected
number of participants in order to check their accuracy. Moreover, the researcher
kept a journal throughout the study. In the journal, the researcher noted the
assessment of the day and the views on what this experience meant for the whole
research. Moreover, the present study frequently indicated direct quotations which

were taken from interviews of participants.
3.9.2 Reliability

Reliability of the results is one of the basic requirements for a research. To ensure the
reliability of this study, the researcher used inter-coder agreement. Silverman (2005)
defines inter- coder agreement as interview data’s being analyzed by two coders (as
cited in Creswell, 2007). The first coder was the researcher and the second coder was
a primary school teacher and a trainer in PwC. First of all, the two researchers
separately read the transcripts and independently identified their codes and
categories. After identifying, they compared their categories and codes. In the
comparison, achieving a consensus is very crucial for the reliability of the study.
Moreover, the researcher kept field notes and journal and took audio-based
observation throughout ten-week implementation process and transcribed them.

Using other data sources contributed to the accuracy of the interview data.
3.10 Limitations

The current study has some limitations which are associated with its participants,
content of the study and the period of the study. The first limitation is the
homogeneity of the participants in terms of gender. No male preschool teachers

could be included by the researcher for the study. If there were some male
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participants, the views of both genders could be presented as findings. Moreover,
theoretical and philosophical knowledge about PwC could be added to the content
instead of completely focusing on practice. This could enable deeper understanding
of participants on PwC. Thirdly, that period of the study was the spring semester
limited the implementation of the participants in their own educational environments.
If the study began in the fall semester, participants could use the approach more by

also using the beginning of the spring semester.
3.11 Summary

This chapter described the detailed information about the methodology of this study.
The main issues were the design of the study, purpose and research questions, PwC
experience, participants, the tools which are used for collecting data and the process,
data analysis, ethical procedures, trustworthiness of the study and limitations. The
data were collected from the interviews and audio-based observation and field notes
before, after and during ten-week implementation program and after implementation
sessions of participants in their own classrooms. That audio-based observation and
field notes used as data collection tools also provided a detailed record of the views
of early childhood teachers about PwC and the use of PwC in early childhood

education setting.
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CHAPTER 4

FINDINGS

This chapter consists of the findings of the data analyses on the purpose of
investigating the views of preschool teachers about PwC and the use of PwC in early
childhood education settings through PwC experience. At the beginning of the
chapter, the demographic information of the participants is presented. Following
presenting the demographic information, the findings of the data analyses are

introduced.
4.1 Demographic Information of the Participants

The researcher used codes instead of the real names of schools and the participants
with the aim of masking identification. The data were gathered from total 11
preschool teachers from 6 different public preschools in Antalya in Turkey. The
participants were anonymously ascribed titles from P1 to P11 and the preschools
were named from S1 to S6. The researcher gathered demographic data about the
preschool teachers prior to the interview. The age range of the participants was
between 32 and 55 years. The average age of the participants was approximately 41.
The range of teaching experience of the participants was also between 10 and 32
years. On average, the participants had about 18 years of teaching experience. With
regard to age group which the participants worked with in their own educational
settings, the majority of the age groups were 5-year-old children. Besides these,
when the participants were asked whether they had attended any course, seminar or
training about PwC, it was seen that none of them had attended any course, seminar

or training about PwC.

Following the demographic information of the participants in the study, the

researcher questioned pre- and post-implementation interview questions which were
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two of a kind. Since after ten-week implementation, the purpose of the pre- and post-
implementation interview was to investigate whether there were any differences on
preschool teachers’ views regarding PwC and the use of PwC. In addition to this
interview, the researcher had another interview with participant teachers after they
used PwC in their own classroom. Similarly, this interview is in order to examine
whether there were any differences in preschool teachers’ views after their use of
PwC in their own classroom in addition to a ten-week implementation. Therefore, the
researcher endeavored revealing more clearly whether there were any differences in
participants’ views about the PwC and the use of PwC, in the scope of this study.
With respect to the data analysis after PwC experience, the findings of the post-
implementation interview and the interview after the implementation of participant
teacher were presented together in corresponding research question by merging them

under the name of ‘after PwC experience’.

Furthermore, the findings of data analyses from three one-to-one semi-structured
interviews, audio-based observation and field notes are presented in association with

all research questions.
4.2 Philosophy with Children

In the scope of the first research question that investigated the views of preschool
teachers about PwC before and after PwC experience, the researcher firstly asked
what philosophy and PwC evokes for them. After the participants answered the
questions, the researcher gave the definition of the PwC to the participants because
none of the participants had attended any course, seminar or training about the
Approach. The researcher defined PwC for preschool teachers based upon the

literature review as follows:

PwC (PwC) is the approach which aims to encourage critical and creative
thinking in children, without filling children with the intellectual knowledge
of traditional philosophy, however developing and expressing their own ideas
(Lipman, 2003). Moreover, PwC is the general title of the kind of doing
philosophy into practice with children where children question, make
meaning through communication-interactions in a community of inquiry,
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show reasons for their ideas and see that they may be fallible on the subject
(MccCall, 2013; Cassidy & Christie, 2013).

After the definition, the participants were asked what the words were they can relate
to PwC after considering this definition. Additionally, after PwC experience, in
presenting findings regarding the first research question, the researcher also
presented the findings of the question related to how they would tell someone what
the PwC is. This was among the interview questions after preschool teachers used

PwC in their own classroom.
4.2.1 Findings before PwC Experience

Regarding preschool teachers’ views on PwWC before PwC experience, the findings
were presented in accordance with the category arising from the codes. The codes
were organized under the category ‘teacher-led approach to thinking’. Under the
category ‘teacher-led approach to thinking’, preschool teachers touched three points,

as presented in Table 6.
Table 6

PwC before PwC Experience

Category Codes

e  Presenting Questions by Teacher (n=11)
Teacher-Led Approach to Thinking e Sharing Opinions of Children (n=11)
e Directing Children What to Think (=5)

4.2.1.1 Category Teacher-Led Approach to Thinking

Preschool teachers stated that they associated PwC with the approach in which
teachers determined thinking of children. They touched presenting questions by

teacher, sharing opinions of children and directing children what they should think.
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4.2.1.1.1 Presenting Questions by Teacher

Before PwC experience, all preschool teachers considered that in PwC, teacher asked
questions and children answered them. Moreover, they expressed that PwC evoked
certain methods which were acquainted with in early childhood education such as
question-answer methods. P11 expressed ideas by associating question-answer
method:

With PwC, asking open-ended questions and waiting for the children to
answer come to my mind. | care about asking questions, and | ask children on
every occasion and give them time to think. This is a method | always apply
in my classroom. PwC can be similar to the question-answer method.

P9 shared her opinions with saying that:

We have certain values in our curriculum. For example, love is one of them.
We give the issue to the children. We ask a question on the subject. Children
say their ideas. This is something | often practice in class. PwC can also be
something like this.

P1 reflected her opinion about the same issue by emphasizing the importance of

asking questions in philosophy:

| think the most important part of philosophy is questions. We often ask
questions to children, even though we do not name it as doing philosophy.
We expect children to answer our questions. Thus, children learn to approach
life with questions by seeing the questions we ask them. | think that the PwC
is a similar approach to what we practice in our classrooms.

4.2.1.1.2 Sharing Opinions of Children

Before PwC experience, all preschool teachers thought that in PwC, children share
opinions on certain issue. They also stated that they already give an opportunity to
share opinions of children during several activities in the classroom. By giving

brainstorming and idea bank as examples, P8 asserted that:

Sometimes we create idea bank or do brainstorming studies on certain issues
or concepts in the classroom. All children say different things about the
subject. We are examining a subject or a concept in detail with all of children
in the class. Or we sometimes PwC also sounds like this.
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P2 shared her ideas by giving an example from the activities in story and circle time

in her classroom:

The activities | carried out in the circle time seem to me in PwC. In the circle,
| am presenting a subject. Or | am reading a story. Then | ask a question
about the topic or | want them to complete the story. After that, they all say
their opinion.

4.2.1.1.3 Directing Children about What to Think

Preschool teachers (n=5) declared that PwC meant that teachers directed children
about what they should think. With regard to the issue, P5 said that:

Children have an empty brain. | think there are brains that we shape that we
direct. Therefore, | am guided during the activities. For example, I'm telling a
story. Then | ask 'l told you this story, but don't you think there is anything
wrong with this story? | think this is a PwC activity. I say them ‘I say this is
not a convenient ending, Let's write a new ending for the story. Afterwards,
they can write endings about punishment. I intervene at that point. | say, but
we also need music. Thus, | extend the issue. PwC can also be something like
this.

4.2.2 Findings after PwC Experience

After PwC experience, regarding PwC, the findings were viewed in accordance with
the categories arising from the codes. Under the category teacher-facilitated approach
to thinking, findings were classified under three codes as critical and creative

thinking of children, their asking own questions and collaborative thinking, as

presented in Table 7.
Table 7

PwC after PwC Experience

Category Codes

e Critical and Creative Thinking of Children
Teacher-Facilitated Approach to (n=10)
Thinking e  Children’s Asking Own Questions(n=9)

e Collaborative Thinking of Children(n=>5)
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4.2.2.1 Category Teacher-Facilitated Approach to Thinking

Preschool teachers stated that PwC was the approach in which children were
encouraged by teacher to think critically and creatively, to ask their own questions, to

think collaboratively.
4.2.2.1.1 Critical and Creative Thinking of Children

Preschool teachers (n=10) expressed that PwC was the approach which supports

children in their critical and creative thinking. P4 asserted that:

We expect children to remain within the limits we teach. I think that PwC is
an approach that involves thinking outside of what is taught and presented. |
think it leads children to look at a subject or concept from different
perspectives and to be aware of reasons of what they think.

P10 shared her ideas by pointing the difference between PwC and ‘brainstorming and

activities in the story time’:

Before the implementation, | thought that the PwC approach was something
like the activities in story time or brainstorming. I said we are already doing
this. But | see that activities we made were not PwC activity. Children also
listen to thoughts of other friends and think whether they agree with their
idea. It also allows them to produce different and creative thoughts.

P3 emphasized that PwC is more than sharing ideas of children by saying that:

| thought differently before the implementation. | supposed that it was like an
approach where children shared their ideas. Now, | see that it is more. | can
say that PwC is an approach that supports children to question more, to think
differently, not to accept everything as they are, and to be able to say 'l
disagree'.

4.2.2.1.2 Children’s Asking Own Questions

Preschool teachers (n=9) considered that PwC is the approach in which children form
their own questions. By underlining that asking their own questions makes children

more active and willing in the discussion, P6 stated that:

At the beginning of the study, the question-answer method came to my mind
when | thought of PwC. Those who asked questions were us as teachers in
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question-answer method. During implementations, | saw that you were not
the person who asked the question. We as participants asked our own
questions to discuss. It was a different approach than what I had in mind. |
saw how important it was for the participants to determine the question to be
discussed. This can make children more active. Thus, they will do more than
answering the questions which we ask them and they will more willingly
participate in the discussion. | think that as long as children ask questions,
they can start generating questions in different ways in time.

Related to the issue, P1 commented that:

In the beginning, | already thought that the most important part of philosophy
was asking questions. But | didn't think that the person who asked the
question could be the children themselves. At that time to do PwC, | thought
that it was enough to children look for their own answers to the questions we
asked. | saw that PwC allows children to find their own questions.

4.2.2.1.3 Collaborative Thinking of Children

Preschool teachers (n=5) considered that PwC is the approach in which children
think collaboratively without dominance of teacher. Related to the issue, P9 stated
that:

In PwC approach, children share their ideas and think together. They are in
constant interaction. We were exactly so during the implementation. We
thought together while creating a question. While discussing, in the group we
interchanged our ideas. | saw that we were influenced by each other's
thoughts and that we had created new thoughts on it. You did not direct us
about what we should think. I think it is an approach that children will
experience the same.

By relating to the inquiry-based approach, P2 reflected her ideas:

Sometimes, even though we do not want it to be so, we can suppress
children's curiosity and inquiries. We don’t give them a chance to think and
talk enough in the classroom. After the implementations, | see that this
approach is for that. Actually, it is for their thinking together and talking with
each other. I am in the background while children are more in the foreground
and more active. In my opinion, it is also similar to the inquiry-based
approach because they both are based on inquiry.

Furthermore, P1 shared her ideas by associating with active listening:

PwC seems to me as an approach that participants should really listen to each
other, because they think together. While forming and expressing their
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thoughts, they must have listened very well to what others said. Because they
form and express their own opinion by thinking on others’ thoughts.

4.3 The Use of PwC in Early Childhood Education Settings

In current study, the second research question was to investigate the views of
preschool teachers about the use of PwC in early childhood education setting before
and after PwC experience. In order to reach the views of preschool teachers on the
issue, their views related to the use of PwC in early childhood education, to the
effects of using PwC in early childhood education on children, on teacher and on the
relationship between student and teacher and related to the obstacles in using PwC in

their educational environment were asked.
4.3.1 The Use of PwC in Early Childhood Education

The preschool teachers’ views about the use of PwC in early childhood education
before and after PwC experience were investigated, through the questions about the
relationship between philosophy and child, whether they need philosophical
knowledge when doing PwC, about the use of PwC in early childhood education in
general and in their own teaching practice, and in the school curriculum. In addition,
while presenting the findings after the PwC experience, the findings regarding the
most important experience that they had in mind when using PwC in their classroom
and that they wanted to learn more about PwC were also presented under ‘findings
after the PwC experience'. They were among the interview questions after preschool

teachers used PwC in their own classroom.
4.3.1.1 Findings before PwC Experience

In relation to the use of PwC in early childhood education before PwC experience,
the findings were viewed in accordance with the category arising from the codes.
The codes were organized under three categories which were child, teacher and ECE
related outcomes. Therefore, findings were classified under one code from child
related, two codes from teacher related and one code from ECE related outcomes, as
presented in Table 8.
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Table 8

Using PwC in Early Childhood Education before PwC Experience

Categories Codes
Child Related Outcomes e Developmentally Appropriateness of Children (n=11)
Teacher Related Outcomes e Philosophical Knowledge (n=7)

e Confidence of Teacher (n=4)

ECE Related Outcomes e Appropriateness for ECE Curriculum (n=7)

4.3.1.1.1 Category 1 Child Related Outcomes

Preschool teachers stated their ideas about using PwC in early childhood education
by focusing on children. They were stated under developmentally appropriateness of
children.

4.3.1.1.1.1 Developmentally Appropriateness of Children

All preschool teachers reflected their ideas in terms of that developmentally
appropriateness of children. They mentioned whether children are developmentally
appropriate may determine the use of PwC in early childhood education. Some
preschool teachers (n=6) argued that children are developmentally appropriate for
philosophizing and PwC can be easily used with them. In this context, they evaluated
children as being highly curious, questioner, creative and open to new ideas. Related
to the issue, P7 commented that:

Children think a lot and question. Sometimes | see that they are asking
questions that adults don't ask. We always hear the question ‘Why?’ by
children. Moreover, they continue to ask until they are satisfied. | think that in
preschool period, children experience their most curious periods in life.
Because in that period their minds are empty. So they are very open to
learning. Yet more, they always want to learn something. | also see that they
are very creative and that they present different thoughts. I am amazed how
they thought about this.
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P8 shared her ideas by making distinction between adults and children:

They can ask and think about things that never come to our mind. Since
children have no limits. They do not silence each other, they do not humiliate
each other due to their thoughts. They don’t have any fear of saying
something wrong. But adults are not like that. Because they can press each
other, they can be more anxious and put a limit when expressing their
thoughts. So | can say that preschool period is the best time to do PwC.

On the other hand, some preschool teachers (n=4) regarded the use of PwC with
preschool children as inappropriate in terms of their low cognitive development.
They could not associated preschool children to PwC due to their being concrete

operational stage of cognitive development. P1 reflected that:

While philosophy is about the abstract, the child is in the concrete stage in
their development and thus we cannot discuss every issue with them. This
approach may be used in early childhood education, but it seems to me more
appropriate in terms of development level, in the period of primary education
and after.

Moreover, a few preschool teachers thought that PwC might not be used with
children with special needs such as bilingual and inclusive children. According to
them, they may have difficulty in understanding others’ ideas, expressing their ideas

and focusing on the inquiry.
4.3.1.1.2 Category 2 Teacher Related Outcomes

Preschool teachers expressed their views on using PwC in early childhood education
in relation to teacher. They approached the issue from teacher’s having philosophical

knowledge and confidence of teacher.
4.3.1.1.2.1 Philosophical Knowledge

Preschool teachers (n=7) stated that having philosophical knowledge is essential
when using PwC in early childhood education. They asserted that philosophical
knowledge will provide profound comprehension of using the approach and
emphasized the importance of properly knowing what they use and how they use

this. Thus they highlighted that having philosophical knowledge will positively

69



influence the teacher efficacy of PwC approach. On the other hand, some preschool
teachers (n=4) expressed that although having philosophical knowledge will support
the teacher efficacy during the use of the approach, this is not essential. P3 declared
that:

| sometimes attend various trainings and courses. But these courses are not
comprehensive enough. But | always think that | need to have more
comprehensive information about whatever | practice in my class. So | think
that philosophical knowledge is needed to use PwC in the classroom. Because
we have to apply it correctly. We can influence the child's thinking
unintentionally. As a teacher, | want to teach children how to think, not to
influence their thoughts.

P6 stated that:

| do not think that having philosophical knowledge is a must to be able to use
PwC. As you said in the definition, we will not tell children the history of
philosophy. But it would not be bad to have philosophical knowledge. It will
enrich our application.

4.3.1.1.2.2 Confidence of Teacher

Preschool teachers (n=4) shared their ideas about using PwC in early childhood
education in relation to confidence of teacher about properly using the approach.
They emphasized the importance of the competency of the teacher in PwC and if
they were not competent, they stated not to be confident in using PwC and in this
case they would not want to use it. In this regard, P8 stated by making a comparison

between teachers and competent person in using PwC that:

It would be much better if competent person came in the extracurricular
workshop. This person can perform better. We can just simply do it in the
classroom. We can only encourage children to express their ideas and show
them that there are different ideas. The competent can do more. It is also
important to be able to blend the approach into our activities. Are we able to
do this rightly? Maybe we know it wrong or missing. It is important to
perform the approach in the right way and literally.

Related to the issue, P5 commented that:

It is important who will apply this approach in the class. As a teacher, it is not
possible for us to properly apply all approaches. | think it should be in the
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form of a separate workshop outside the curriculum and should be
implemented by a more equipped, expert person. Because the teacher may not
be enough in this field. If the teacher is competent, it can also be included in
the curriculum and can be used by the teacher.

4.3.1.1.3 ECE Related Outcomes

Preschool teachers stated their ideas about using PwC in early childhood education
by drawing attention to early childhood education itself. They handled early

childhood education in terms of its curriculum.
4.3.1.1.3.1 Appropriateness for ECE Curriculum

Preschool teachers (n=7) thought that early childhood curriculum has impact on
using PwC in early childhood education. They considered that early childhood
curriculum was so flexible and this flexibility enabled to blend diverse approaches
into the school curriculum. They agreed that the approach could have been a teaching

method for school curriculum. On this point, P7 stated that:

We do not have sharp limits in early childhood education. We always teach
our lessons integratedly. We can embed this approach in any activity in our
school curriculum. | think that PwC could be especially integrated into the
Turkish speech and language activities in the school curriculum.

P4 commented that:

In my opinion, we can easily use PwC by integrating the curriculum. We have
a suitable curriculum for this. We are already teaching everything as
integrated. | think it becomes more feasible and effective in curriculum rather
than an extra-curricular activity.

They highlighted that PwC was the approach which is applicable in their educational
environment. Moreover, they expressed that they have already actively used very

similar methods to the approach such as brainstorming in their classroom.
4.3.1.2 Findings after PwC Experience

After PwC experience, regarding the use of PwC in early childhood education, the

findings were viewed in accordance with the category arising from the codes. The
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codes were organized under the same categories with the categories before PwC
Experience. Therefore, findings were classified under one code from child-related,
three codes practitioner related and two codes from ECE related outcomes, as

presented in Table 9.

Table 9

Using PwC in Early Childhood Education after PwC Experience

Categories Codes

Child Related Outcomes e Developmentally  Appropriateness of
Children (n=11)

Teacher Related Outcomes e  Philosophical Knowledge (n=11)
e Confidence of Teacher (n=5)
e  Motivation of Teacher (n=4)

ECE Related Outcomes e Importance of Early Childhood Period
(n=11)
o Appropriateness for ECE Curriculum (n=7)

4.3.1.2.1 Category 1 Child Related Outcomes

Similar to the views before PwC experience, preschool teachers stated their views
about using PwC in early childhood education in relation to children. They
approached to the issue in terms of developmentally appropriateness of preschool

children.
4.3.1.2.1.1 Developmentally Appropriateness of Children

After PwC experience, all preschool teachers reported that PwC are developmentally
appropriate for preschool children and can be easily used in early childhood
education. They emphasized that children would start to actively do philosophy, as

long as they meet with PwC.
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P2, who had said that children could not associate the child and philosophy due to

child’s developmental stages in the pre-interview, commented that:

Before the implementation, I thought very differently. | have never been able
to relate philosophy to the child. But | see that in fact, PwC was for preschool
children. Because children are very curious and ask many questions in the
preschool period. As they practice PwC, they will get used to it even more,
and they will develop in doing philosophy more.

Similarly, P10 stated that:

As teachers, we do not give children the opportunity to improve their
relationship with philosophy. Children get what we give them. At the
beginning of the study, | thought that children could not do philosophy. But it
wasn't like that. We are not giving them the opportunity to do so. If we
prepare the environment for PwC, their relationship will improve and of
course they can do philosophy and PwC can also be used in preschool.

P4 asserted that:

| think that if we do not intervene with children, they are already
philosophers. Children can do philosophy, even better than adults. Because
they can think out of the box. They can think more broadly and creatively
differently from adults. Children do not have a fear of being judged as adults
have.

Furthermore, the views of preschool teachers who thought that PwC might not be
used with children with special needs such as bilingual and inclusive children and
children with autism showed a change before and after PwC experience. After PwC
experience, differently from their views before PwC experience, preschool teachers
stated that they would not have difficulty in using PwC with children with special

needs in their educational environment.

Furthermore, a preschool teacher pointed out the importance of classroom size and
stated that she had 22 students in her classroom and this crowdedness will make it

difficult for teachers to use the approach.
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4.3.1.2.2 Category 2 Teacher Related Outcomes

Similar to the views before PwC experience, preschool teachers stated their views
about using PwC in early childhood education related to teacher. In the post-

interview, they handled the issue in terms of knowledge, confidence and motivation.
4.3.1.2.2.1 Philosophical Knowledge

Similar to the views before PwWC experience, some preschool teachers (n=6) stated
that teachers’ having philosophical knowledge when doing the approach is essential.
According to them, they should properly know what they use and how they use this.
Especially P7 underlined the importance of logical reasoning by stating that “‘in
order to do PwC, we need to know what logical thinking is. In this way we can

improve logical thinking in children’’.

On the other hand, after PwC experience, some preschool teachers (n=5) firstly
expressed that philosophical knowledge is not necessary when using PwC in early
childhood education. They said that it is not necessary because they don’t use this
knowledge during the use of PwC. Instead of the need of philosophical knowledge,
they highlighted the requirement of the knowledge of how the approach is used. By
this way, they exhibited their views by making distinction between philosophical
knowledge and the knowledge of how the approach is used. For example, P11

expressed that:

We don’t express our opinion when using the approach. We don’t comment
on thoughts of children, we don’t inform them. When will we use it? I didn’t
see you using that. So I don't think we need philosophical knowledge in the
use of the approach. We just need knowledge on how to conduct the
discussion.

Some preschool teachers expressed that they need to learn knowledge of practical

skills to be able to conduct better PwC. For example P8 said that:

I would like to improve further on leading the sessions. | would like to know
exactly how to apply PwC. | feel incompetent. For instance, what should I do
when children cannot raise questions? Or what to do when they produce the
same question? Which stimulus should I choose?
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Preschool teachers stated that they want to have practical knowledge through
performing practical applications more. P9 expressed that ‘‘I want to do more
practices. As | practice, | will develop both in application and | will see what

knowledge I need and what I need during the practice’’.

Additionally, one preschool teacher also thought to need to learn theoretical basis
and progress of PwC. The preschool teacher emphasized the need of theoretical
knowledge about the approach in order to have deeper understanding on that and to

perform meaningful applications.
4.3.1.2.2.2 Confidence of Teacher

Similar to the views before PwC experience, preschool teachers (n=5) focused on the
confidence of the teacher about properly using the approach. Preschool teachers
expressed their lack of confidence in using PwC and that it would be more efficient
to PwC approach be implemented especially by competent person in this approach.

P1 expressed her change of view about this issue as follows:

In the beginning, | supported that this approach should have been a teaching
method for school curriculum, but that would mean that the teacher will apply
it. The teacher may fail at applying it. So now | think it is important to be an
extracurricular activity which is conducted by a specialist in the field of PwC.

P10 stated that she could not use the approach properly by saying that:

I doubt about applying the approach. Because, when looking at our practices
for 10 weeks, | observed that the facilitator was neutral. You as the facilitator
never interfered with our ideas. That is not what we are used to. We are
interventionists. | may push the child who doesn't speak, interfere with their
ideas.

4.3.1.2.2.3 Motivation of Teacher

After PwC experience, preschool teachers (n=4) expressed that motivation of teacher
has importance in the use of PwC in early childhood education. They underlined that
the use of the approach should not be made compulsory in the curriculum, and that

enthusiastic teachers used the approach in their classroom.
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P8 reflected that:

If the teacher herself/himself will use this approach in early childhood
education, it has to be asked to teacher. Whether s/he wants it or not? Because
this is something that can change from one teacher to another. The
educational approach and energy of the teacher determines whether this
teacher will use the approach in the class.

Related to the issue, P9 commented:

I want this approach to be included in the National Curriculum, but not
necessarily. In the long run, it is not productive. The willing teacher should
use this approach and the unwilling teacher should not. First of all, the
teacher has to like this approach herself. If she does not like it, she cannot
apply in it and thus she cannot use this approach as a teaching method for a
school curriculum. For this reason, | think that an extracurricular activity such
as philosophy workshop at school by a high motivated person in the field of
PwC will be nicer.

4.3.1.2.3 Category 3 ECE Related Outcomes

Preschool teachers expressed their views about using PwC in early childhood
education in relation to early childhood education. In the post-interview, they
handled the issue in terms of importance of early childhood period and

appropriateness of ECE curriculum.
4.3.1.2.3.1 Importance of Early Childhood Period

Preschool teachers (n=11) explained their views on the use of PwC in early
childhood education in relation to the early childhood period itself. They all
supported using PwC in early childhood education by virtue of the fact that the
importance of early childhood period. According to them, early childhood is a
pivotal period for emotional, social, cognitive, language, approaches towards

learning domains in one’s development. For example, P3 asserted that:

I think it is very important that children meet with this approach in early
childhood. Because in this period, it is easier to shape children. They are like
dough. 1t is a very valuable period. What they have learned in this period
affects their entire lives. Through this approach, they will learn thinking,
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empathizing with others, expressing themselves better. When children learn
them in this period, their future lives will also shape accordingly.

Similarly, P11 declared that:

Early childhood is a very important period. Children are like sponges in this
period. They absorb everything. We may not see this clearly. But it is a period
in which their characters are largely developed. The things they experience
form their characters. So | believe that it would better for children to meet
with PwC, especially in preschool period.

4.3.1.2.3.2 Appropriateness for ECE Curriculum

Similar to the statements before PwC experiene, preschool teachers (n=10)
highlighted that PwC was the approach which can be easily integrated with the
school curriculum by basing their ideas on the adaptability of early childhood
curriculum. Moreover, they stated that they would like to use PwC in their own

classroom. In regard to this issue, P3 said that:

In preschool, it is easier to incorporate such different approaches into the
school curriculum than other stages of education. This is so applicable for us.
| think it is even more efficient. In this way, we can teach children certain
things more easily. For instance, we can use it as a teaching method in
teaching concepts, or in values education or even mathematics.

Moreover, P1 emphasized the accessibility to PwC by stating that:

If there is a separate philosophy workshop, it may be perceived as something
for the elite class. But if it is blended into the school curriculum, every child
will be able to access to the approach. If it happens in the workshop, it is
perceived as something that we discuss only certain issues, only at certain
time and place. But if it is blended into the school curriculum, they will
spread everywhere and all day, children always will do philosophy.
Philosophy should be not at just an hour and a place, but always and
everywhere.

On the other hand, as distinct from the views before PwC experience, preschool
teachers reflected that they observed the approach did not resemble other methods
which they already actively used in their classroom and mentioned PwC has more
different structure than other approaches related thinking. They added that with this

different structure, PwC can be used easily in early childhood education.
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4.3.2 The Effects of Using PwC in Early Childhood Education on Children

Preschool teachers shared their views about the effects of using PwC in early
childhood education on children through PwC experience. After PwC experience, in
presenting findings, the researcher also presented the findings of the question related
to whether teachers’ PwC experience changed ideas about the children they work
with in particular or in general. This question was among the interview questions

after preschool teachers used PwC in their own classroom.
4.3.2.1 Findings before PwC Experience

The researcher asked preschool teachers for the possible effects of the use of PwC in
early childhood education on children. The findings were viewed in accordance with
the category arising from the codes. Before PwC Experience, the findings were
presented under two main categories which were learning and development, as

presented in Table 10.
Table 10

The Effects of Using PwC in Early Childhood Education on Children before PwC
Experience

Categories

Subcategories

Codes

Learning

Development

Transition

Cognitive Development

Language Development

Social-Emotional Development

Transition to Primary School
(n=5)

Critical & Creative Thinking
(n=8)
Academic Outcomes (n=1)

Listening &Speaking (n=6)

Self-Esteem & Self-Confidence
(n=8)

Empathy & Interpersonal
Relationship (n=2)
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4.3.2.1.1 Category 1 Learning

Before PwC experience, preschool teachers thought that PwC may positively
influence children’s learning. Under the 'learning’ category, they focused on the

children’s transition.
4.3.2.1.1.1 Subcategory Transition

Under the ‘transition’ subcategory, preschool teachers explained their ideas by
focusing on the transition to primary school. They mentioned the use of PwC in early

childhood education may provide children to transit more easily to primary school.
4.3.2.1.1.1.1 Transition to Primary School

Preschool teachers (n=3) considered early childhood period as a baseline of a
character formation. They concentrated on a primary school age and expressed that
meeting with PwC in early age and continuing by having learnt its gains may support
children in transition to primary education. Related to the issue, P3 shared her

thoughts by stating that:

Early childhood is a very important period. | see this period like the
foundation of a building. So it's so important to be strong. It will affect other
floors. If the child meets PwC in preschool, what kind of a student they will
be in the primary school will also be affected. This child may be better
listener and less selfish and may positively communicate with peers. So |
think that this approach can increase children's readiness for primary
education.

In relation to transition to primary education, P5 shared ideas by associating with

their gaining self-awareness:

Owing to this approach, children may have a closer relationship with
themselves. They may better understand their own competences and abilities.
They may discover themselves and so they may know their needs and desires
better. | think that these will affect their transition to primary school. This
awareness of themselves will make them more prepared for primary school.
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4.3.2.1.2 Category 2 Development

Before PwC experience, preschool teachers thought that PwC can positively
influence children’s development in three aspects as cognitive, language and social-

emotional.
4.3.2.1.2.1 Subcategory 1 Cognitive Development

Regarding the effects of PwC on children, early childhood education underscored the
cognitive development of children. They explained their ideas in terms of critical and

creative thinking skills and academic outcomes.
4.3.2.1.2.1.1 Critical and Creative Thinking

Preschool teachers (n=8) expressed that PwC may improve critical and creative
thinking skills of children. In relation to critical thinking, they expressed that
children may produce their own ideas, interpret, and interrogate more. P11 shared her

ideas by saying that:

Children may immediately accept what they are told. With this approach,
they can think and question more. Instead of embracing others' ideas without
questioning, they can independently create their own ideas.

P4 commented that:

Especially children around the age of three are asking questions intensely.
However, as a society, we want more of children not to think or question. But
asking questions is actually good. People can only develop by asking
questions and looking for answers to the questions they ask. | think it might
be good to use this approach to support children's cognitive development.

With respect to creative thinking, P6 expressed her ideas by associating with

problem-solving:

I think that they may focus on that problem better and think over more deeply
when children face to a problem. In order to solve it, they may present more
diverse suggestions by looking from different points of views. Thus, PwC
supports children in solving their problems better.
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4.3.2.1.2.1.2 Academic Outcomes

One preschool teacher also pointed out that PwC can enhance academic outcomes of

children. P10 shared her ideas by saying that:

I think that children who have developed thinking and listening skills can
focus on their subjects and understand better. They do not memorize the
words, but deeply learn. They can produce their own ideas and make
interpretations on the issue. All of these will lead children to better school
success.

4.3.2.1.2.2 Subcategory 2 Language Development

With respect to the effects of PwC on children, preschool teachers pointed out the
language development of children. They based their ideas on the development in

speaking and listening.
4.3.2.1.2.2.1 Speaking and Listening

Preschool teachers (n=6) thought that PwC may develop speaking skills of children
in early childhood period. According to them, PwC would freely open an area to
speak for children and this area would support children in their speaking skills.
Moreover, some preschool teachers (n=4) expressed that PwC may improve listening

skills in children. P6 commented that:

| see listening as the beginning of everything. Some consider this skill as
unimportant, however | do not agree with them. | believe that when people
attentively listen to what the other says, they can understand. So | think that
improving listening skills in early childhood period is essential for both
academic and social areas in life. For me, PwC seems most likely to improve
listening skills.

On the other hand, two preschool teachers reflected that the use of PwC might not
have a strong influence on bilingual children and children with inadequate language
development. In relation to the issue, P9 explained her ideas by exemplifying

children from her classroom:

| have bilingual children in my class. They cannot completely speak and
understand Turkish. They are silent in general. There are also children who
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have undeveloped listening skills. They don't care about listening to others. |
tried many ways, but nothing changed in them. | think this approach will
hardly affect these children.

On the other hand, field notes taken by the researcher during the first implementation
session indicated that the participants talked many times at the same time and the
researcher warned them not to talk at the same time. Moreover, according to the field
note during the first implementation sessions, two participants expressed that they
could not hear anything in the discussion because the other participants were talking

at the same time and between each other.
4.3.2.1.2.3 Subcategory 3 Social Emotional Development

Preschool teachers in the study expressed that PwC may support social emotional
development of children. They approached this area in terms of improving the self-

esteem, self-confidence, empathy and interpersonal relationships of children.
4.3.2.1.2.3.1 Self-Esteem & Self-Confidence

Preschool teachers thought (n=8) that the use of PwC in early childhood education
may encourage self-esteem and self-confidence of children. With respect to self-
esteem, preschool teachers asserted that the approach may develop strong sense of

self-esteem in children when it is used in early childhood education. P7 asserted that:

| have some students in my class. They are afraid to say something wrong,
they believe that they think wrong. | think that when this approach is used in
preschool children, children can be aware of what they think, and they can
learn to accept their thoughts without saying right and wrong. This will
increase their self-esteem.

Regarding self-confidence, preschool teachers agreed that the approach may
encourage self-confidence in children in early childhood education. P5 declared the

ideas by giving an example from her own class:

Although some children in my class have a thought, they refrain from
expressing themselves because of the possibility of making a mistake. Owing
to the regular use of this approach, they can begin to share their ideas with us
more confidently.
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4.3.2.1.2.3.2 Empathy & Interpersonal Relationship

Preschool teachers (n=2) considered that using PwC in early childhood education
may improve empathy and interpersonal relationship of children. Relating to
empathy, preschool teachers thought that the approach may support in understanding
each other of children and empathizing of them when it is used in early childhood
education. In conjunction with the development in their understanding each other,
participants added that their peer relationships may be also positively affected. In
related to this, P2 pointed that:

Children are very selfish in early childhood period. This approach may
decrease egocentrism and increase the empathy in children. When children
empathize with and understand each other better, they also build more
positive relationship with their peers. Accordingly, they can change their
behavior in their interactions.

On the other hand, one preschool teacher stated that the use of PwC might not have

an effect on an inclusive student. Related to the issue, P5 said that:

In my class, | have one inclusive student. It is difficult to focus for him. He is
distracted very quickly. He resists attending events. Similarly, | think that this
student would not be able to adapt to this activity and perhaps resist. For this
reason, | doubt how much this approach could help him.

4.3.2.2 Findings after PwC Experience
After PwC experience, regarding possible effects of the use of PwC in early
childhood settings on children, preschool teachers shared their ideas. The findings

were viewed under similar two main categories which were learning and

development, as presented in Table 11.
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Table 11

The Effects of Using PwC in Early Childhood Education on Children after PwC

Experience
Categories Subcategories Codes
Learning Transition and Future Life e Transition to Further Periods (n=4)

Development  Cognitive Development

Language Development

Social-Emotional Development

Critical Thinking (n=10)
Forming Questions (n=7)
Creative Thinking (n=4)
Collaborative Thinking (n=5)
Academic Outcomes (n=2)

Listening and Speaking (n=7)

Self-Confidence (n=5)

Self-Esteem (n=7)

Respect for Others & Empathy &
Tolerance (n=6)

Participation (n=2)

4.3.2.2.1 Category 1 Learning

After PwC experience, similarly the views before Pwc experience, preschool

teachers thought that PwWC can positively influence children’s learning when the

approach is used in early childhood education.

4.3.2.2.1.1 Subcategory Transition and Future Life

Preschool teachers stated that PwC may affect transition and future life of children.

They approached the issue in terms of transition to further periods than primary

school age.
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4.3.2.2.1.1.1 Transition to Further Periods

After PwC experience, additionally and differently from their statements before PwC
experience, preschool teachers (n=4) expressed that the use of PwC in early
childhood education may also support children in transition to further periods than
primary school age and may positively affect their future life in diverse areas. P9

expressed that:

I think that the sooner they get the benefits of this approach, the more they
will have a positive impact on their future lives. Learning starts where the
question is asked. When something is learned by questioning, that knowledge
will settle more permanently. Thus it will affect their future life. I think it can
have a positive impact on their primary/elementary/high school and
university education, private life and professional life. Because, everything
we learn in the preschool period affects us throughout our lives and in every
aspect of our lives.

Regarding the possible effect on the adolescence stage, P1 stated that:

Children in adolescence stage can show verbal bullying towards their
environments. However, an individual who meets this approach in early
childhood period will behave differently and will not verbally bully towards
the environment.

Moreover, one preschool teacher asserted that children who have met the approach in
their early childhood could easily resolve the problems and conflicts they face in the
future life. Additionally, another preschool teacher declared that children may be
more willing for learning and thus their relationship with the school will change.
According to this participant, children will more eagerly come to school owing to the

use of PwC in early childhood education.
4.3.2.2.2 Category 2 Development

After PwC experience, similar to the views before PwC experience, preschool
teachers thought that PwC can positively affect children’s development in three
aspects as cognitive, langage and social-emotional. They kept previous statements
about the possible positive developmental effects of the use of the approach in early
childhood education. Moreover, they added some other possible effects about it.
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4.3.2.2.2.1 Subcategory 1 Cognitive Development

Concerning the possible effects of PwC on children, after PwC experience, preschool
teachers again pointed similar effects on cognitive development like improvements
in creative thinking and academic outcomes. Furthermore, they added new possible
effects to their statements. They differently focused on the improvement in
explaining ideas with reasons in critical thinking, forming questions and

collaborative thinking in children.
4.3.2.2.2.1.1 Critical Thinking

Preschool teachers (n=10) emphasized that PwC may positively affect critical
thinking skills. Differently from pre-interview, however, three of them added
explaining ideas with reasons to critical thinking. Related to development of

explaining ideas with reasons in children, P6 said that:

In the pre-interview, | thought that children may produce their own thoughts,
consider alternatives, but now, | have seen that in this approach, it is very
important that we explain our thoughts with their reasons. When we did this
during our implementations, | saw that we could defend our thoughts better.
Therefore, | think that this approach will support children to explain their
thoughts with reasons and to better defend their ideas through these reasons.

Moreover, field notes of the researcher showed that participants in the study were
explaining their ideas with reasons more during the last implementation session

compared to initial sessions.
4.3.2.2.2.1.2 Forming Questions

Preschool teachers (n=7) expressed that the use of PwC in early childhood education
may positively affect forming questions of preschool children. Regarding to

development of forming questions, P1 commented that:

During these ten weeks, I think that one of the most important aspects of the
approach was to produce our own questions. Until now, we have wanted
children to answer the questions we asked them instead of requiring them ask
their own questions. At first | think they will have difficulty in producing
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questions. But with the regular implementation of this approach, | believe
they will develop over time in generate a question.

On the other hand, after preschool teachers used PwC in their own classrooms, they
stated that they observed children had difficulty in forming questions in their
practices in their own classrooms. P11 said that ‘I noticed that children could not
form a question. They asked how they would ask the question, what the question
meant. After that, I asked sample questions for them’’. Related to this issue, P3

shared her ideas by pointing out her that:

Before implementing the approach, | was worried that they wouldn't be able
to raise questions. So, | also worked on questioning with children in the
class. However, | was not sure it was settled in them. During the practice, |
found that they were not as hard to produce questions as | thought.

4.3.2.2.2.1.3. Creative Thinking

Similar to the statements before PwWC experience, preschool teachers (n=4) thought
that children’s creative thinking will improve when PwC is used in early childhood
education. According to preschool teachers, children will begin to think from
different viewspoints, produce new ideas and solve their problems through creative

solutions. Related to the issue, P5 stated that:

| think this approach will improve children's creativity very much. They will
not get stuck in certain thoughts. They will start thinking in ways they didn't
think. They will be able to look from many different windows. They will be
able to solve problems by approaching from different angles. | believe that
PwC will enable children to produce new ideas.

4.3.2.2.2.1.4 Collaborative Thinking

After PwC experience, preschool teachers (n=5) vigorously pointed that the use of
PwC in early childhood education may influence children with respect to
collaborative thinking. According to preschool teachers, children will think among
themselves and to be able to think collaboratively by going beyond individual

thinking. For example, P8 argued this by stating that:
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After the 10-week experience, I have seen that in this approach children think
together. Until now, our perception was that there was a teacher and a lot of
students in the classroom. We are the teaching side and children were also
‘waiting for being taught’ side. We don't even give them the opportunity to
think individually.

P1 expressed their ideas by comparing with individual thinking:

We have activities where children produced something together. But in these
activities, they produce physical materials. | have not known an approach that
they think and produce ideas together. | have never implemented it. If it is
implemented, | think this kind of activity will create a very different
environment in the classroom. They will gain a habit of asking their peers for
their opinions. They can build a pyramid of thoughts all together rather than
their single opinions.

4.3.2.2.2.1.5 Academic Outcomes

Similar to the statements before PwC experience, a few preschool teachers (n=2)
stated that the approach can enhance academic outcomes of children. P6 stated by

associating with achievement in the primary school:

After the implementations, | see that with PwC, children will more listen,
think and ask questions. | think these are the basis of learning. By asking
questions, they learn better. By listening and thinking, their understanding
will improve. | think these will affect the children very positively especially
in reading and writing. They will also be more successful in these lessons in
primary school.

4.3.2.2.2.2 Subcategory 2 Language Development

After PwC experience, all preschool teachers (n=11) thought that PwC can develop

both speaking and listening skills of children in early childhood period.
4.3.2.2.2.2.1 Speaking and Listening

Preschool teachers maintained to think that speaking and listening skills of children

may be positively influenced by PwC. P8 said that:

We attach particular importance to language development of children in early
childhood education and organize several activities to improve it. | think that
this approach may positively affect language development in children,
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especially their speaking skills. There may be children who never or slightly
talk in our classes. PwWC seems to me as based on speaking. Listening is also
important. So | think that the approach will enhance speaking and listening in
children.

Related to the issue, the field notes which were taken by the researcher during ninth
session showed that participants did not talk much at the same time and between
each other. According to the field notes, there was a moment when there was more
than one voice in the discussion and at that time one of the participants invited the

others to silence.

Besides that, preschool teachers (n=3) emphasized the conformity of the possible
effects in linguistic area of the approach with the gains in language developmental
domain which are denoted in Turkish early childhood education curriculum. P4

expressed this conformity as follows:

I think that the approach will make a great contribution to children in terms of
listening and expressing oneself. After these 10 weeks, | see that the effects
of the approach can be very compatible with the gains of our preschool
curriculum. For example, we have gains such as ‘waiting for the order to
speak’, 'listening to what is told’, ‘constructing a question sentence’, 'using
language for communication' or 'using grammatical structures while talking'.
I think this approach will support all of them.

4.3.2.2.2.3 Subcategory 3 Social Emotional Development

After PwC experience, similar to the statements before PwC experience, preschool
teachers thought that when PwC is used in early childhood education, children can
develop socially and emotionally. They restated the possible development in self-
confidence, self-esteem and empathy. Moreover, they added some other possible

effects of the approach which were respect for others, tolerance and participation.
4.3.2.2.2.3.1 Self-Confidence

After PwC experience, preschool teachers (n=5) thought that the use of PwC in early
childhood education will increase self-confidence of children. According to them,
PwC greatly encourages children to express their ideas and this encouragement will

affect their self-confidence. About the increase of children’s self-confidence owing
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to using PwC, P2 expressed their ideas by associating with her PwC implementations

in her own classroom:

| saw that children express their thoughts as much as they think. This largely
requires self-confidence. There are children with high self-confidence in my
class. They always express without hesitation. But | have a few students, they
don't seem to be in the classroom, and | was wondering how they would
behave in this approach. In the implementations in my class, it made me very
happy to hear that they spoke even a little and expressed their thoughts. 1
wonder what effect it would be if 1 applied this more.

Similarly, P4 also asserted that children more confidently expressed their ideas after

the first practice in their own classrooms by saying that:

| have a few students who are generally quiet in activities in the classroom,
and even one of them never speaks. Actually, | didn't think it would be
different again. After the second PwC implementation, | was very surprised
when she raised her finger to say her opinion. | suppose she needed such an
activity. | think she felt more comfortable and so could confidently express
her ideas.

4.3.2.2.2.3.2 Self-Esteem

Preschool teachers (n=7) agreed that the use of PwC in early childhood education

will boost children’s self-esteem. P9 commented that:

As far as | can see, PwC does not exclude anyone's thinking by saying that
you think wrong, you think incomplete. For someone who does not think his
thought is correct enough, PwC may lead oneself to say, "Yes, my thought is
not wrong, | think this way too." When the approach is used in early
childhood education, children can also think of their thoughts as a valuable
thought.

Related to the issue, P7 stated that:

| think that children will have difficulties at first. But then, as they get used to
this approach where they can reveal themselves, their relationship with
themselves will also change positively. They will be able to see what they can
do and even to see more than what they can do. They will see and can accept
themselves as they are.
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4.3.2.2.2.3.3 Respect for Others, Empathy, Tolerance

In the study, at the first time, preschool teachers (n=6) mentioned about the possible
effect of the approach on respect for others and tolerance of children. On the other
hand, similar to the views before PwC experience, they also stated that children’s
empathy will improve owing to the use of PwC in early childhood education. They
thought that when PwC was used in early childhood education, children could be
individuals who were more tolerant, understanding, respectful for differences and
more empathetic with others. Related to the tolerance, P3 shared her ideas

associating with the respect for others:

Based on our 10-week experience, | think that the tolerance of the person
attending these sessions will improve considerably. If she continues to
participate in applications, I think she continues to tolerate others. That is, it
is much easier in children, in adults, it can be harder to accept, respect, and
tolerate thoughts of others. But with this approach, | think that everyone,
including children, will begin to respect others' thoughts and therefore
become more tolerant.

About increasing respect for others and empathy owing to the use of PwC, P11 stated
that:

In PwC, anyone can express their thoughts freely. Nobody is on trial.
Everyone respects each other. There may be different thoughts or even
opposing thoughts. But | think that when someone uses this approach
regularly, they will start accepting different views more easily. Children will
already develop more easily. After a while, | think they can put themselves in
the place of their friend and another person. They can start looking from
where s/he stands, thinking the way s/he thinks. | think the use of PwC will
very likely develop children's empathy.

4.3.2.2.2.3.4 Participation

After PwC experience, for the first time in the study, preschool teachers (n=2)
mentioned that the use of PwC in early childhood education may affect children’s
participation. They thought that children may want to participate more intentionally
and more intensely in activities in the classroom by virtue of using PwC in the

classroom.
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In relation to the issue, P1 asserted that:

After this ten-week implementation, | have seen that if the approach is used
regularly, children who do not participate gradually begin to participate in the
classroom. | think they will feel more comfortable and participate more in
discussions in time because their thoughts are not intervened and they are
listened.

Additionally, regarding the effects of PwC on inclusive children, P5 showed a

change before and after PwC experience. The participant commented that:

As | said in the first interview, in my class, | have one inclusive student. After
our implementations in my class, now | believe that if I continuously employ
the approach, it would create great changes on these children over time. He
was the student who surprised me the most in my class practices. In the
second practice in my class, he was surprisingly focused. When | asked them
to pose questions in groups, | thought it would resist. But he liked it very
much. | have seen these changes in just 2-3 practices. | am curious about the
effects of this child and the effects on children in general for longer
applications.

Furthermore, after preschool teachers used PwC in their own classroom, P10 who
had a student who was with autism expressed that the student started to adapt to the

activity and unexpectedly participated in, after the second PwC practice.

On the other hand, after preschool teachers used PwC in their own classroom, a few
preschool teachers (n=2) stated that they cannot observe any effect of PwC on
children they work with. By associating with the limited number of practices, P7
shared her ideas that:

I can’t say that I observed any changes in children. Because | applied the
approach only twice. | do not think it is enough to observe a change in
children. I need a little more practice both to make a change in children and to
be able to observe this.

4.3.3 The Effects of Using PwC in Early Childhood Education on Teachers

Preschool teachers shared their views about the effects of using PwC in early
childhood education on teacher before and after PwC experience. In presenting
findings after PwC experience, the researcher also handled the findings of whether
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implementing PwC made a personal and professional change to preschool teacher.
This was among the interview questions after preschool teachers used PwC in their

own classroom.
4.3.3.1 Findings before PwC Experience

The researcher asked preschool teachers for the possible effects of the use of PwC in
early childhood education on teacher. The findings were viewed in accordance with
the category arising from the codes. Before PwWC experience, the findings were
presented under two categories which were professional and personal effects as

presented in Table 12.
Table 12

The Effects of Using PwC in Early Childhood Education on Teachers before PwC

Experience

Categories Codes

Professional Effects e Guidance (n=6)
e Change in Perception of Child (n=3)
e Knowing Child (n=2)

Personal Effects e  Creative Thinking (n=2)

4.3.3.1.1 Category 1 Professional Effects

Before PwC experience, all preschool teachers thought that PwC can positively
influence the professional life of teachers in terms of guidance, change in perception

of child and knowing children in their classroom.
4.3.3.1.1.1 Guidance

Preschool teachers (n=6) thought that the use of PwC in early childhood education

can positively affect teachers about guiding children. They mentioned that they can
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direct children better by presenting right questions and answers and converting into

better problem-solver in the classroom. For example, P6 commented that:

This approach can help my students ask the right questions and give more
accurate answers. Sometimes they ask hard questions, maybe with this
approach, | can answer them more easily. Or, let's say there is a problem
among children in the classroom, | can solve this problem better. I also think
that it can help me in classroom control. With PwC, | can provide it more
easily.

Furthermore, in the field notes on the first implementation, the researcher recorded

that participants frequently looked at the researcher to interfere in the discussion or to

give the right answer at some points in first two implementation sessions.

Similarly, transcript of audio-based observation which belongs to second sessions
revealed that participant demands for the interference of the researcher. Regarding
the content of the session, the stimulus was ‘Picture of a Friend” Story (see Appendix
B) and the chosen question which was formed by participants themselves was ‘Do
our differences prevent us from being friends?’’. At the 40th minute of the session,

the conversation between P11 and the researcher was as follows:

P11: Do you expect us to make a universal definition of friendship or a
definition that varies from person to person? Which one is correct?

Researcher: | do not expect a specific definition from you. | also do not
expect you to define your definition according to a certain criterion that | set.
There is no one correct definition/answer and I don’t have that. The definition
you will make and which criterion you will base upon while defining is up to
you.

4.3.3.1.1.2 Change in Perception of Child
Preschool teachers (n=3) asserted the possibility of change in their perception of
child owing to the use of PwC in early childhood education. According to them,

some preschool teachers who underestimate children may encounter with the able

side of child and begin to give children more value.
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Related to the issue, P7 expressed that:

I think that this approach can enable the teacher to accept the child as an
individual without saying ‘Stop it, sit down!’. I observe that some teachers do
not accept this and they underestimate children in their classroom. With the
use of the approach in early childhood education, teacher can learn that
children have an opinion and should respect them and listen.

4.3.3.1.1.3 Knowing Child

Preschool teachers (n=2) considered that PwC may enable that preschool teachers
know their students better. Related to the issue, P10 shared her thoughts by stating
that:

| think that PwC may help us to know what students think about what
because children can express all their thoughts while using this approach. We
can also better observe the needs and interests of children. With all these, we
can know our students better.

Furthermore, one preschool teacher expressed that these kinds of change in

professional lives of teachers may increase their job satisfaction. P3 said that:

In my opinion, as | learn new things, my influence on my students changes.
Now this approach can help me get to know my students better. If 1 know
better, my benefit to them also increases. As | see this, | am even more
satisfied with my work. I like my job.

4.3.3.1.2 Category 2 Personal Effects

Before PwC experience, fewer preschool teachers compared to professional effects
declared that PwC can positively influence the personal life of teachers. They stated

their ideas in terms of creative thinking.
4.3.3.1.2.1 Creative Thinking

Preschool teachers (n=2) considered that teachers may look from more different and
wide angles as the possible effect of the use of PwC in early childhood education on

teachers.
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P5 expressed that:

| believe that teachers will be affected as much as children in a classroom
where this approach is applied regularly. | think the teacher will inevitably
begin to think and look from different angles. Maybe in this manner, s/he will
find a new creative way, s/he will solve the problems s/he has not been able
to solve until that day.

4.3.3.2 Findings after PwC Experience

After PwC experience, the researcher again asked preschool teachers for the possible
effects of the use of PwC in early childhood education on teacher. The findings were
viewed in accordance with the category arising from the codes. Preschool teachers
again approached with similar headings in the pre-interview and also added further
headings to them. The findings were presented under two main categories which
were professional and personal effects, similar to them in the pre-interview, as

presented in Table 13.
Table 13

The Effects of Using PwC in Early Childhood Education on Teachers after PwC

Experience

Categories Codes

Professional Effects e Guidance (n=7)
e Change in Perception of Child (n=6)
e Knowing Child (n=5)

Personal Effects e Thinking and Listening (n=6)

e  Self-Awareness (n=4)
e Interpersonal Relationships (n=4)

4.3.3.2.1 Category 1 Professional Effects

After PwC experience, all preschool teachers maintained to think that PwC can

influence their profession in terms of guidance, change in perception of child and
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knowing child. However, they began to differently understand the guidance

compared with the statements before PwC experience.
4.3.3.2.1.1 Guidance

Preschool teachers (n=7) maintained to think that the use of PwC in early childhood
education will affect their guidance in their classroom. However, their understanding
of guidance showed difference before and after PwC experience. They began to
regard guidance not as the dominance of the teacher, but the facilitation of teacher.
They mentioned that they might guide their students by inviting them to think,

question, and respect for others more if they regularly use PwC. P1 said that:

| think that all preschool teachers should be trained in PwC. Because we are
very interventionist. We suppose that we embrace child-centered approach in
our teaching. However, we make all planning regardless of children. Children
just fulfill our plan. I observed that in this approach, teacher is rather listener
and a collector of children’s ideas. So, I think that the use of this approach
may reduce the intervention of teachers to students.

Similarly, P2 shared her ideas associating with the implementations in her own

classroom that:

During practices in my class, | realized that | attempted to complete
children’s sentences and questions and that I interfered in their ideas. I didn’t
allow them to express themselves freely and talk with each other. With this
approach, | show attention not to behave in this way in the classroom no
longer.

P8 commented that:

| think the use of PwC directly affects my teaching, my attitude in class. It's
not an approach we're used to. I think I will try to direct the children by
asking the right questions. | can give children a higher priority to express
themselves. Now | am also giving it, but with PwC | can give it more. For
example, when there is a problem in the classroom, | normally encourage
them to solve the problem themselves. But with this approach, this attitude
can be further settled.
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Furthermore, compared to the initial implementation sessions, towards last sessions,
in the field notes the researcher recorded that the participants did not any longer

expect the researcher to intervene in the discussion or to give the right answer.
4.3.3.2.1.2 Change in Perception of Child

Similar to the statements before PwC experience, preschool teachers (n=6) expressed
that they can perceive a child differently with the effect of using PwC. They also
added that their PwC implementations in their own classrooms affected their
perceptions of child. P11 shared ideas by emphasizing the importance of how a

teacher perceives children that:

Some teachers don't actually see the child as valuable. At least I think
teachers shouldn't think like that. The child can feel this unworthiness
everywhere. But, at least in school, we must give him the value they deserve.
They seem incomplete. When we believe in them, when we give them an
opportunity, they show us how skilled they are. We should see them, their
potentiality. | think this approach may show real potentiality of children and
affect the opinions of teachers about children.

P2 stated as her prominent experience during the implementation in her own

classroom that:

Initially, 1 wasn't even sure | could fully implement the approach in my
classroom with my students. | thought we couldn't create a discussion. | never
thought they could listen each other so much, offer different ideas. I'm
shocked. | realized that | underestimated them. | see that | have not seen what
they can do and think so far.

4.3.3.2.1.3 Knowing Child

Similar to the statements before PwC experience, preschool teachers (n=5) asserted
that the use of PwC in early childhood education would affect teachers in terms of
knowing students better. They also mentioned that during the implementations in
their own classrooms, they became aware of that they do not have knowledge so

much about the children in their classrooms. Related to the issue, P3 said that:

| think this approach will provide us to be aware of the thoughts, feelings and
dreams of the children more. While expressing themselves abundantly, they
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will actually tell us these. Since they can manifest themselves more freely, we
will have more opportunities to observe what they can and can do. Thus, it
will enable us to touch them more efficiently.

4.3.3.2.2 Category 2 Personal Effects

After PwC experience, very differently from their views before, all preschool
teachers (n=11) declared that PwC may also have positive impacts on the personal
lives of teachers besides professional life. Preschool teachers mentioned that the use
of the approach may ensure developed thinking and listening skills, self-awareness

and interpersonal relationship in their personal life.
4.3.3.2.2.1 Thinking and Listening

Preschool teachers (n=6) stated that the use of PwC may enable teachers to improve
thinking and listening skills. They mentioned that they may begin to think more
critically and creatively and to listen rather than speaking more.

P9 also stated that:

It will also affect the way we think. | cannot say that | am a very questioning
person in life. The experiences in this study confronted me with this too. |
saw how | lived without thinking. If | apply this approach regularly in my
class, | would probably guestion and think about what | encountered before |
immediately accepted and rejected everything. Owing to the approach, I may
begin to produce new and different ideas than | have ever thought.

P1 shared her ideas by focusing on creative thinking that:

We have a lot of problems in life. I think it will affect our approach to them.
For example, when we encounter a problem, we can analyze it better, look at
it from different angles, rethink the problem and solve it more easily through
PwC.

Related to the effect of PwC on listening skills of teachers, P11 said that:

| believe that everyone speaks rather than listening. We also experienced this
in the implementations here. We think we listen, but we don’t. We think we
understand each other, but we don’t. If this approach is regularly used,
teachers also will start to listen more and so understand better what is said.
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4.3.3.2.2.2 Self-Awareness

Preschool teachers (n=4) asserted that they may be more aware of themselves owing
to PwC. According to them, PwC will provide them to think about themselves. P8

commented that:

I think that everyone who is involved in PwC activity will discover a lot of
new things about oneself. They will be more aware of their ideas and
emotions. This approach can allow us to see which we cannot see about
ourselves until that day. Through the approach, my belief or idea on a certain
subject I've never been aware of may reveal.

Some of them shared ideas by associating with self-improvement:

With this approach, | think we will be more aware of what we are. What do
we think, feel or do? PwC may also show us our deficiency in certain issues.
Thus, we can be more aware of what we are not. This may lead us to improve
and renew ourselves in our personal life.

4.3.3.2.2.3 Interpersonal Relationships

Preschool teachers (n=4) expressed that their interpersonal relationships will be
affected by the use of PwC in early childhood education. They agreed that tolerance

of teachers may increase owing to PwC. Related to the issur, P9 stated that:

With this approach, we also begin to transform in our own lives. For
example, | can become more tolerant in my relationship with my husband. He
sometimes behaves in the way | do not like. Or | sometimes disagree with his
thoughts. At those times | can feel uncomfortable. PwC can ensure that |
accept them more comfortably.

One preschool teacher emphasized the possibility of being less dominant in personal
life of teachers as the effect of the use of PwC in early childhood education.

P8 commented by exemplifying from her own life:

I think teachers may also be less interventionist in other areas of their lives in
addition to their classroom. For example, | started to intervene less. When |
come across a situation that | can intervene in previous times, now | say that |
shouldn't say this, | shouldn't be involved,; this is not something | decide.
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4.3.4 The Effects of Using PwC in Early Childhood Education on the

Relationship between Student and Teacher

In the scope of this study, preschool teachers shared their ideas about the effects of
using PwC in early childhood education on the relationship between student and

teacher before and after PwC experience
4.3.4.1 Findings before PwC Experience

The researcher asked preschool teachers for the possible effects of the use of PwC in
early childhood education on the relationship between student and teacher before
PwC experience. The findings were presented under the category ‘Classroom

Environment’ as presented in Table 14.
Table 14

The Effects of Using PwC in Early Childhood Education on the Relationship between

Student and Teacher before PwC Experience

Category Codes

Classroom Environment e Dialogue-Based Relationship (n=8)
e Safe Relationship (n=7)

4.3.4.1.1 Category Classroom Environment

Before PwWC experience, all preschool teachers reported that PwC can positively
affect the relationship between student and teacher. They expressed their ideas in

terms of forming dialogue-based and safe relationships.
4.3.4.1.1.1 Dialogue-Based Relationship

Preschool teachers (n=8) stated that children and teacher may form high and positive
verbal interaction between them through the use of the approach in early childhood

education.
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Related to this, P2 said that:

Owing to PwC, I think we will have a relationship where everything can be
discussed and solved. We will use a positive communication language in our
relationship. I believe that conflicts that may arise between us can be resolved
by speaking positively without establishing a negative destructive
communication.

4.3.4.1.1.2 Safe Relationship

Preschool teachers (n=7) thought that PwC may support teacher and children in

building safe relationship. P9 expressed that:

If this approach provides that | talk more with children, let them in each other
talk more and listen to them, | think that these will positively affect our
relationship. It can make children express themselves more easily. This also
will relieve the teacher-child relationship.

Some of them also asserted that PwC may enable teacher and children to know each

other better in this safe relationship. Related to the issue, P3 commented that:

When everyone in the classroom starts to express their thoughts without
disrespecting to and refraining from each other, I think that they actually get
to know each other better. They can be more aware of each other's feelings
and thoughts because they can express them comfortably.

4.3.4.2 Findings after PwC Experience

After PwC experience, in relation to the effects of the use of PwC in early childhood
education on the relationship between student and teacher, preschool teachers again
approached from similar headings and also presented new ideas. The findings were
presented under one main category which was classroom environment as presented
in Table 15.
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Table 15

The Effects of Using PwC in Early Childhood Education on the Relationship between

Student and Teacher after PwC Experience

Category Codes

Classroom Environment

Dialogue-Based Relationship (n=11)
e  Safe Relationship (n=10)
e Managing the Classroom Cooperatively (n=3)

4.3.4.2.1 Category Classroom Environment

After PwC experience, preschool teachers expressed their views under the category
‘classroom environment’. They reflected that when PwC was used in early childhood
education, the relationship between student and teacher may be affected in terms of
improving dialogue-based and safe relationships and managing the classroom

cooperatively.
4.3.4.2.1.1 Dialogue-Based Relationship

Preschool teachers all propounded that PwC may develop dialogue-based
relationship between children and teacher when it is used in early childhood
education. According to them, differently from the monologue of the teacher in
traditional education, PwC may invite them to talk more with each other in general
and to solve their problems through the dialogue of teacher and children. In this
dialogue-based relationship, both children and teacher are equally included in the
dialogue. P2 touched on the matter by stressing the change in mutual prevalent

perceptions of both teacher and children that:

| think that with PwC, traditional teacher-student relationship will change. In
the traditional, the teacher talks more because s/he knows more. Children
listen and accept what teacher says. As a matter of fact, what we mostly apply
in our classes is that. But | think that PwC can bring a mutual interaction to
our relationship. The use of PwC may change these perceptions. Children
may not see teachers as the dominant character in the classroom. We may see
children differently and establish a relationship in which we as teachers listen
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to them more. | think that this will positively affect our relationship in the
classroom.

P9 expressed that:

I think verbal communication between them will increase a lot. It will ensure
that the child's voice is heard as much as the teacher. Our conversation with
children is sometimes like a one-person conversation, a conversation where
we hear our own voice. This approach can help us establish a mutual
communication where everyone is listening and talking to each other.

4.3.4.2.1.2 Safe Relationship

Preschool teachers (n=10) thought that their relationship between children and
teacher may convert into a more safe relationship when PwC is used in their
educational environment. According to the participants, teacher and children will
mutually respect their ideas and feelings. They will attach great importance to
understanding each other. In the relationship with teacher, children will know that

they are listened to and not be silenced and humiliated while expressing themselves.
P9 commented that:

In the classroom, we may reject the ideas of children or might not listen to
them. These may make them feel bad. This can cause the child to move away
from us. And this may damage our relationship. With the use of PwC,
everyone can express their opinions and see that they are not rejected there
will be a trust bond between teacher and children. They will lead teacher and
children to respect each other. This will make our relationship closer and
stronger.

4.3.3.1.1.3 Managing the Classroom Cooperatively

Differently from their views before PwC experience, preschool teacher (n=3)
reported that teacher and children can manage the classroom cooperatively through
the use of PwC in early childhood education. Related to managing classroom

cooperatively, P1 pointed that:

In this approach, children seem very active to me. They can manage the
activity with the teacher. They can share responsibilities in the classroom.
And | believe that managing the class together positively affects the
relationship between the teacher and the children.
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P6 stated her ideas by attracting attention to her views before PwC experience that:

At the beginning, | thought that | may have difficulty in retaining authority in
the classroom when PwC is used in my classroom. When my students asked
questions, | had to be able to answer the questions they ask and convince
them. If | didn't, my authority in the class would be destroyed. But now, |
start to think differently. I don’t have to be able to answer their all questions
and don’t have to convince them. We can investigate the answer to a question
altogether. When a decision is made, we can talk, discuss and make a
decision together.

4.3.5 The Obstacles in Using PwC in Early Childhood Education
Preschool teachers shared their ideas about the obstacles which they could face with

using PwC in early childhood educational environment before and after PwC

experience.
4.3.5.1 Findings before PwC Experience

The researcher asked preschool teachers for the possible obstacles in the use of PwC
in early childhood education. The findings were viewed in accordance with the
category arising from the codes. Before PwC experience, the findings were presented
under two categories which were institutional and socio-cultural obstacles, as

presented in Table 16.
Table 16

The Obstacles in Using PwC before PwC Experience

Categories Codes
Institutional Obstacles e Traditional Education System (n=6)
Socio-Cultural Obstacles e  Perception of Philosophy and Child (n=5)

4.3.5.1.1 Category 1 Institutional Obstacles

Preschool teachers stated that they may meet with institutional obstacles in using

PwC. They explained these obstacles in terms of traditional education system.
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4.3.5.1.1.1 Traditional Education System

Before PwC experience, preschool teachers (n=6) asserted that traditional education
system in Turkey may not open to use PwC. According to them, traditional education
system is not open to be curious about and to criticize. P10 commented by

associating it with the institutions of the education system that:

It is so important that the school administration approves using the approach.
My eagerness to use PwC alone is not enough. If the school administration
does not approve, | cannot use it. School administrations don’t allow every
implementation. With PwC, children may be more curious and ask more
questions. School administrators may see the content and outcomes of it as
undesirable. In such a case, I don’t suppose that they will approve using the
approach.

4.3.5.1.2 Category 2 Socio-Cultural Obstacles

Preschool teachers reflected that they may also meet with socio-cultural obstacles in
using PwC. They explained these obstacles in terms of perception of philosophy and

child in the society.
4.3.5.1.2.1 Perception of Philosophy and Child

Preschool teachers (n=5) thought that perception of philosophy and child in the
society may be an obstacle in using PwC. About the perception of philosophy in the

society, P8 stated that:

| think our society does not value philosophy very much. Even in TV series
and movies, dealing with philosophy and making philosophy is shown as
something useless and worthless. Or being interested in philosophy can be
shown as perplexing. So people may not confirm to do philosophy and some
things related to philosophy.

Related to the perception of child in the society as the possible obstacle in using

PwC, P5 commented that:

In my opinion, views on children in the society may prevent from using PwC.
Those who see children too small may think that they cannot do philosophy.
According to them, preschool children are too young to have their own
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thoughts. Adults think instead of them. They may think what philosophy has
to do with the child.

4.3.5.2 Findings after PwC Experience

After PwC experience, preschool teachers shared their ideas about the obstacles in
the use of PwC in early childhood education. The findings were viewed in
accordance with the category arising from the codes. After PwC experience, views of
preschool teachers were categorized under the same two categories with the

categories before PwC experience, which were institutional and socio-cultural

obstacles, as presented in Table 17.
Table 17

The Obstacles in Using PwC after PwC Experience

Categories Codes

Institutional Obstacles e Traditional Education System(n=7)
e Inadequate Teacher Training (n=1)

Socio-Cultural Obstacles e  Perception of Philosophy (n=5)
e  Perception of Child (n=5)

4.3.5.2.1 Category 1 Institutional Obstacles

Preschool teachers stated that they may meet with institutional obstacles in using
PwC. They explained these obstacles in terms of traditional education system and

inadequate teacher education.
4.3.5.2.1.1 Traditional Education System

After PwC experience, preschool teachers (n=7) asserted that the education system in
Turkey may pose an obstacle in using PwC and for this reason its institutions may
also oppose to use the approach. P1 emphasized that using the approach may not be

sustained in the education system in Turkey by saying that:
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If children can learn to think and question through this approach, it is
necessary to provide an environment for them to do so. | can say that
preschool education opens up more space for children to express themselves,
to think and to question themselves compared to other education levels. But
we are still in a system that tries to mold ideas of children, wanting children
to accept without question. Supposing that the children are introduced to this
approach in preschool, and then they will go to primary school. There, ‘Shut
up, don't talk!” is called. It will seem them to speak a lot and unnecessary.
They will also be subjected to multiple choice exams. I think that our close-
ended education system may pose an obstacle for using the approach.

Related to the issue, P4 said that:

This approach may be seen as a threat. Because children will criticize with
PwC. There is no place for criticism in traditional education. So, | think that
school administration or teachers having traditional view in education may be
an obstacle to it.

4.3.5.2.1.2 Inadequate Teacher Education

After PwC experience, one preschool teacher pointed out inadequate teacher

education as the possible obstacle in using PwC. P2 expressed that:

We participate in many teacher education programs, but according to me,
some of them are inadequate. If we, as teachers, do not receive adequate
training, we don't apply that approach or method completely or correctly. We
can say that we do philosophy with children without knowing and practicing
it fully. So I think that teacher training is so important. If it is not adequate, it
could be an obstacle in using PwC.

4.3.5.2.2 Category 2 Socio-Cultural Obstacles

After PwC experience, preschool teachers stated that they may also meet with socio-
cultural obstacles in using PwC. Similar to their views before PwC experience, they
explained these obstacles in terms of perceptions of philosophy and of child in the

society.
4.3.5.2.2.1 Perception of Philosophy

Preschool teachers (n=5) thought that perception of philosophy in the society may be
the obstacle in using PwC. They mentioned that philosophy may be regarded as
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complicated or unnecessary or being against religion. P11 shared ideas by referring

her high school years:

| remember my high school years. | would enjoy philosophy very much. But
some friends would find philosophy very complex. In philosophy lessons,
they acted as if a foreign language was spoken. They would never even try to
listen, to understand. | think it was a little thought of by everyone. Philosophy
is a very heavy matter. Not everyone can care. Not everyone can understand.
| think there is a perception that the child cannot understand at all.

P3 asserted that:

| believe that there are people who have some prejudices against philosophy
and they do not know actually what philosophy is. They may think that
philosophy is something of being unnecessary or being irreligious. For this
reason, they may humiliate philosophy or see as an enemy of religion. | think
these kinds of prejudices may form obstacle in using PwC.

4.3.5.2.2.2 Perception of Child

Preschool teachers (n=5) thought that perception of child in the society may pose an

obstacle in using PwC. Related to this possible obstacle, P7 said that:

I think some people will not be able to make any connection between children
and philosophy. They may think that PwC will not be effective in children
because they see the child inadequate. They can say that 'no need’, 'you are
trying in vain'. They can see it as writing on water. Such thoughts can hinder
the use of the approach.

Furthermore, after the implementations in their own classroom, preschool teachers
mentioned general change in their ideas about children who they work with. They
said that children in general are open to philosophize more than they thought. P3

declared her ideas that:

I've been doing this profession for years, but I've seen some aspects which |
haven't seen before of children. | was amazed that they were curiously and
eagerly circled by asking ‘What are we going to discuss today?’. I didn't think
children could not do philosophy, but at the same time, | didn't think they
were so open. | have seen that children are much more open to philosophize
than adults. Based on our ten-week practices, | can say that we have prejudice
and stereotypes. We have difficulty in respecting other ideas or changing our
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ideas. These are obstacles to philosophize. But | have seen that children are
without prejudice, more open to questioning and to accepting different ideas.

In relation to the change in her views on children, P6 expressed that:

| had children that | didn't expect them to participate in the discussion, to
express their opinion, to raise questions. I was mistaken about them. They
changed my mind. I've obviously been prejudiced about them. They did what
| said they couldn't. For example, | had a child who didn't speak for a whole
period, I saw him express himself very well in the activity.

4.4 Summary

The purpose of the study was to investigate preschool teachers’ views on PwC and
the use of PwC in early childhood education settings through PwC experience. In
line with this purpose, participants were asked some questions such as “What does
PwC evoke for you? What do you think about the use of PwC in early childhood
education? Or What can be the effect of using PwC in early childhood education on
teachers?.” The findings of the study took shape in the consideration of these
questions and the answers of the participants. This chapter introduced the findings of
the study by starting with presenting demographic information of the participants.
Following that, findings were presented in company with research questions. The
findings were organized in accordance with the categories arising from the coding

identified while analyzing interview transcripts.

This study presented several findings. One of the main findings was about that in the
beginning, preschool teachers in the study did not have any knowledge about PwC
and most of them confused PwC with certain thinking methods such as
brainstorming. At the end of the study, all preschool teachers realized the difference
between PwC and other methods related thinking. This showed that PwC was an
untouched and also needs to be touched in their early childhood education. The
second finding was that although participants cannot associate preschool children
with philosophy at the beginning, they could associate them at the end of the study.
This demonstrated that preschool teachers impressed by the study in terms of change
in their perception of philosophy and child. Another finding was related to the effects

of using PwC on teachers. While at the start of the study they considered guidance
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from more dominance of teacher, they showed an approach to guidance as more
facilitation of teacher at the end of the study. Another finding was that preschool
teachers observed that they could be positively affected by PwC in terms of personal
benefits besides professional benefits. Another finding was related to whether or not
the preschool teachers were interested to use PwC in their own classrooms. All of the
participants in the study would like to practice PwC. Moreover they practiced, too.
However, regarding the use of PwC, they both foresaw some problems related to
teachers’ confidence and motivation. In summary, this study illuminates PwC and its
use in early childhood education with its findings. The following chapter moves on

to discussion of these findings.
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CHAPTER 5

DISCUSSION, IMPLICATIONS AND RECOMMENDATIONS

In this chapter, the summary of the study is primarily presented. Then, its findings on
preschool teachers’ views on PwC and the use of PwC in early childhood education
settings through PwC experience are discussed in detailed. Furthermore, educational

implications and recommendations for further studies are given.
5.1 Summary of the Study

The purpose of this evaluative case study was to investigate preschool teachers'
views on Philosophy with Children and the use of Philosophy with Children in early
childhood education settings, through PwC experience. In accordance with this
purpose, ten-week Philosophy with Children implementation program was performed
with preschool teachers in the study by the researcher and also preschool teachers
used Philosophy with Children in their own educational settings at least two times
after the implementation program. Therefore, in this study, ‘PwC experience’
corresponded to the sum of implementations that were conducted by the researcher
and also conducted by preschool teachers on their own in their classrooms after
ending the implementation of the researcher. Participants shared their views in terms
of what PwC is, its use and the effects of PwC on children, teachers and the
relationship between them and also the obstacles in using PwC. Before the main
study, pilot study was also conducted. The participants in the main study were all
preschool teachers who were currently working at public preschools in Antalya,
Turkey. A total of 11 female preschool teachers participated in the study. Data for
the study was mainly collected before and after the implementations of the researcher
and also after implementations of participants, by means of semi-structured
interviews. Moreover, data was also collected during ten-week implementation

program via audio-based observation and field notes. Once all the data had been
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collected, the analysis process was undertaken by two coders. Finally, the findings
were presented under categories derived from the codes determined during analyzing
the data.

5.2 Discussion of the Findings
5.2.1 Views of Preschool Teachers regarding PwC

The findings of the current study revealed that preschool teachers accepted PwC as
the approach which improves the critical and creative thinking of children, enables
them to ask their own questions and fosters collaboratively thinking.
Correspondingly, Cassidy and Christie (2013), Lipman (2003) and McCall (2013)
described Philosophy with Children as the approach which encourages children in
critical and creative thinking, in asking questions and collaborative thinking in a
community of inquiry. Another view of few participants was that PwC is the inquiry-
based approach in terms of children’s being more active in producing their own
questions and answers and of both two approaches being based on inquiry. On the
other hand, although collaboration is not emphasized in the inquiry-based approach,
preschool teachers pointed to the importance of collaboration in PwC approach. This
finding is consistent with other studies that marked that PwC can be seen as similar
to the inquiry-based approach in education and moreover which also emphasized that
PwC is an inquiry-based approach that specifically focuses on collaborative dialogue
in the community (Cam, 2006; Dougherty, 2017; Fisher, 2013; Haynes, 2014; Naji,
2013; Stanley, 2004).

Another findings showed that while at the beginning of the study, preschool teachers
regarded PwC as the approach in which teachers ask questions to children and direct
children about what they should think; after PwC experience they acknowledged
PwC as the approach in which the teacher does not lead children’s thinking, rather
facilitates their thinking and they described PwC as dealing with directing children in
how they should think without limiting them in what to think. This finding can be
explained with that while at the beginning of the study, preschool teachers addressed

PwC from the existing teacher-led approach in traditional education, after their PwC
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experience, they addressed the approach from the teacher-facilitated point of view
(Newell-Jones, 2012). Additionally, these findings coincide with the previous studies
which reflected that PwC objects to traditional education in which the teacher as a
source of knowledge asks questions and expects a single right answer from children,
and also deals with transmitting any knowledge about what children should think of a
certain issue (Kennedy, 2012; Scholl, Nichols, & Burgh, 2009; Topping & Trickey,
2014).

Besides that, while preschool teachers, before PwC experience, made an analogy
between PwC and certain methods which were already used in early childhood
education such as question-answer, brainstorming, idea bank or the activities in story
and circle time, all preschool teachers, after PwC experience, stated that they
changed their thoughts on the issue. They expressed that PwC approach is beyond
and different from disconnected thinking games and merely sharing of ideas. Their
initial views on PwC can be explained with the study of Haynes (2011) which
revealed these kinds of misunderstanding about PwC is related to the lack of
knowledge about the approach. Moreover, while before the PwC experience
preschool teacher expressed that they were already doing philosophy with children in
their classrooms on the basis of their initial views related to PwC, after the
experience they stated to realize that they did not actually do philosophy with
children. A possible explanation for this finding might have been that teachers
corrected their misunderstanding about PwC by having more knowledge about the

approach after their PwC experience (O’Riordan, 2013).

5.2.2 Views of Preschool Teachers regarding the Use of PwC in Early Childhood
Education Settings

5.2.2.1 Views of Preschool Teachers regarding the Use of PwC in Early
Childhood Education

The current study found that preschool teachers strongly supported that Philosophy
with Children are developmentally appropriate for preschool children and can be

easily used in early childhood education. While, before PwC experience, some
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preschool teachers could not associate the child to philosophy due to child’s
cognitive incapability to do philosophy (Lyle, 2017; Piaget, 1974; Rousseau,
1762/2010; Siegler, 2004); after PwC experience, they changed their views about
that young children can also do philosophy. In accordance with the present finding,
previous studies have indicated that young children already practice complex
cognitive operations in these communities such as making abstract conceptualization,
expressing their agreeing and disagreeing, requesting reasons and also providing
them, explaining, giving examples and counterexamples and presenting different
ideas (Kennedy, 1994; Kieran Egan; 1988; Matthew, 1994; Murris, 2000). Moreover,
a few preschool teachers stated that they do not give children the opportunity to do
philosophy and in the case that teachers prepare the proper classroom environment
for that, children can also do philosophy. This finding is consistent with the idea that
if people believe in children’s capability to do philosophy and support them to do
this, children can reveal their capability to do philosophy (Goucha, 2007; Lipman,
1973).

According to some preschool teachers in the study, while using PwC in the
educational area, philosophical knowledge is not necessary. They explained this with
that a teacher in PwC does not express their own knowledge and inform children. On
the other hand, in the related literature, it is argued for the importance of having
philosophical sensitivity and knowledge in using PWC (Akkocaoglu Cayir, 2018;
Daniel & Auriac, 2011; Haynes, 2011; Lone, 2012b; McCall, 2017). The facilitator
in PwC benefits from philosophical knowledge without exhibiting that. For this
reason, this finding might be related to the structure of PwC which does not aim at
transmitting philosophical knowledge to children but aims at facilitating the
construction of their own knowledge (Lone, 2012b; Maxwell, 2005; Scholl et al.,
2009). This finding might have also arisen from the participants' looking through the
window of traditional education where the teachers as a source of knowledge
transmit their all knowledge, thus also demonstrate their knowledge (Kennedy, 2012;

Topping & Trickey, 2014). This finding might be also supported by the idea of
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Murris (2015) which revealed that non-philosophically educated teachers are in need

of being philosophical more through training in PwC approach.

Regarding PwC’s becoming part of the school curriculum, preschool teachers in the
study handled the subject in terms of teachers' confidence and motivation in using
PwC in the school curriculum. Some preschool teachers expressed their lack of
confidence in properly using Philosophy with Children. Thus, they preferred that
PwC is used as the extracurricular activity which is conducted by a competent person
in the field. Moreover, they highlighted the importance of teacher’s motivation in
PwC’s being part of the school curriculum. According to the participants, unwilling
teachers should not be forced to integrate PwC into the school curriculum. These
findings agree with the findings of O’Riordan (2013) which showed differing levels
of motivation and confidence might affect the use of PwC. Related to motivation, the
reluctance of teachers about using PwC might be associated with high expectations
about their always using new applications from teachers and with time constraints in

relation to the crowded curriculum (O’Riordan, 2013; Williams, 2018).

Preschool teachers in the study thought that to be effective of PwC approach should
be used continuously. This finding is consistent with the findings of Topping and
Trickey (2007) and Siddiqui et al. (2015) which demonstrated that overall success of
PwC depends on the regular using of PwC in education. Another finding of the study
was that preschool teacher focused on the importance of classroom size related to the
proper use of PwC in the educational area. Preschool teacher declared that if
classroom was so crowded, the quality of PwC sessions would be negatively
affected. Similar to the finding of this study, Fisher (1998) mentioned that crowded
group size might stop the facilitator from properly using PwC and might cause to
share ideas of fewer children and in a shorter time, so group size of around 14 is
ideal. Moreover, in conformity with this finding, Toprak and Giines (2019) found
that crowded classrooms which consist of about 20 students pose a general problem
in early childhood education in Turkey, they decrease the quality of the activities and

lead to a teacher-centered pedagogy.
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The finding of the study also revealed that preschool teachers emphasized that
meeting PwC is importance in early childhood period. They mentioned that the early
childhood period is a pivotal period in one’s life in terms of its forming of character.
Therefore, it is essential for children to meet PwC in early childhood period. These
findings corroborate the ideas of Maxwell (2005) and Farahani (2014) which
defended that PwC should be initiated since the early childhood period and centrally
take a place in the early childhood curriculum. Preschool teachers also stated that
early childhood curriculum is flexible enough to integrate PwC into it. According to
the participants, there is no sharp limit in early childhood curriculum unlike further
periods in the educational area. In harmony with this finding, in Turkish early
childhood education program (MoNE, 2013), it is stated that a flexible framework is
drawn for preschool teachers related to prepare and implement their plans. Preschool
teachers can prepare their plans integrated or separately and can enrich learning
processes by making use of different activities. Moreover, this finding supports the
finding of Karadag and Demirtas (2018) who found that preschool teachers thought
that PwC highly suitable for preschool period and they were enthusiastic about
permanently using the approach in their plans. Moreover, the finding of the present
study indicated that some preschool teachers thought that PwC can be easily
integrated especially with the activities related literacy and teaching values or
concepts. This finding also agrees with the idea of Millet and Kay (2011) which
remarked the importance of the content and form of lessons in integration of PwC in

the school curriculum.

5.2.2.2 Views of Preschool Teachers regarding the Effects of Using PwC in Early
Childhood Education on Children

There has been a growing body of research on demonstrating the effects of PwC on

children (Kilby, 2019). Although several effects of PwC in diverse areas have been

revealed, the most prominent effect of PwC is in the area of cognitive development

(Yan, et al.,, 2018). The literature indicated that using PwC programs in the

educational area contribute to children’s reasoning skills (Akkocaoglu Cayir, 2015;

Daniel & Auriac, 2011; Lam, 2012; Marashi, 2009; Sére, Luik, & Tulviste, 2016;
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Topping & Trickey, 2007; Yusoff, 2018), critical and creative thinking (Dyfed
County Council,1994; Gasparatou & Kampeza, 2012; Ghaedi et al., 2015; Haas,
1980; Jenkins & Lyle, 2010; Karadag and Demirtas, 2018; Lipman & Bierman,
1970; Marashi, 2008; McCall, 2017; Siddiqui et al., 2015), collaborative thinking
(Phillips, n.d.), questioning skills (Demirtas et al., 2018; Jenkins & Lyle, 2010;
Karadag & Demirtas, 2018; Yusoff, 2018) and academic achievement in maths,
reading and writing (Dyfed County Council, 1994; Fields, 1995; Haas, 1980; Imani
etal., 2016; Lipman & Bierman, 1970; Siddiqui et al., 2015; The ETS study, 1980;
Williams, 1993).

Coherently with the literature, the findings of the current study revealed that
preschool teachers thought that the use of PwC in education has a positive impact on
the cognitive development of children in terms of critical, creative and collaborative
thinking, questioning skills and academic outcomes. They expressed critical thinking
by questioning a thought without immediately accepting it and explaining thoughts
with their reasons; and expressed creative thinking by producing new thoughts and
looking from different perspectives. Regarding collaborative thinking, they
expressed that children will start thinking among themselves by going beyond
individual thinking individually. Moreover, the finding of the study showed that
preschool teachers in the study gradually paid more attention to explain their ideas
with reasons throughout ten-week PwC implementation. These findings might be
explained with that ten-week PwC implementation had an impact on the critical
thinking skills of the participants who were the members of the community of

philosophical inquiry.

The literature also showed that using PwC in education contributes to the language
development of children. PwC promotes active listening (Campbell, 2002;
Commonwealth of Australia, 2008; Dyfed County Council, 1994) and expressive
language (Campbell, 2002; Dyfed County Council, 1994; Jenkins & Lyle, 2010;
Trickey, 2007). Preschool teachers in the study thought that speaking and listening
skills of children are positively influenced by using PwC. Furthermore, during ten-
week PwC sessions, the researcher recorded that preschool teachers increasingly
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began to listen to each other better towards the end of ten-week sessions while they
lacked listening to each other and talked at the same time during early PwC sessions.
This finding might be also explained as the effects of 10 ten-week PwC
implementation on the language development of preschool teachers who were the

members of the community.

Besides that, the findings of the study showed that preschool teachers thought that
using PwC in the educational area has an impact on the social-emotional
development of children in terms of self-confidence, self-esteem, respect for others,
empathy, tolerance and participation. In accordance with these findings, many
studies supported that the use of PwC positively affects children’s self-confidence
(Campbell, 2002; Okur, 2008; Siddiqui, et al., 2015; Topping & Trickey, 2007), self-
esteem (Palsson et al., 1998; Topping& Trickey, 2007), respect for other ideas
(Cassidy & Christie, 2013; Sigurborsdottir, 1998), open-mindedness (Fair et al.,
2015), socialization and self-direction (Naraghi et al., 2013), social behavior,
empathy and self-regulation (Cassidy et al., 2017; Okur, 2008; Topping & Trickey,
2007), collaboration (Okur, 2008; Siddiqui, et al., 2015), engagement with learning
and peer relationships (Commonwealth of Australia, 2008; Sigurborsdottir, 1998;
Topping & Trickey, 2007; Yusoff, 2018) and participation (Campbell, 2002; Cassidy
& Christie, 2013; Cassidy et al., 2017; Marashi, 2008; Topping & Trickey, 2007).

Another finding of the study was that preschool teachers stated that PwC approach
can also positively affect children with special needs. A few preschool teachers
expressed that bilingual children who cannot completely speak and understand
Turkish and be mostly silent can also participate and develop linguistically in PwC
implementation. This finding accords with the study of Newell-Jones (2012) which
found that using PwC has an impact on bilingual linguistic development through
increasing vocabulary and self-expression of children. Moreover, one preschool
teacher stated that a child with autism in her classroom started to adapt to PwC after
the second PwC implementation. In accordance with this finding, Cassidy et al.
(2017) revealed the usefulness of using PwC on children with autism in terms of
their engagement and self-regulation.
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5.2.2.3 Views of Preschool Teachers regarding the Effects of Using PwC in Early
Childhood Education on Teacher

Regarding the effects of using PwC in early childhood education on teachers,
preschool teachers in the study thought that the use of PwC in their educational
environment affects teachers themselves in terms of both their professional and
personal lives. They mentioned that the use of PwC improves teachers’ guidance,
changes their perception of child, helps teachers know children better. In relation to
personal life, they thought that owing to the use of PwC, their thinking-listening

skills, and interpersonal relationships are improved and self-awareness is increased.

Preschool teachers in the study showed a different approach to guidance before and
after PwC experience. While at the start of the study they considered guidance from
more dominance of teacher, they showed an approach to guidance as more
facilitation of teacher at the end of the study. They mentioned that they might guide
their students by inviting them to think, question, and respect for others. They
highlighted that they noticed how dominant they are in the classroom environment
although they supposed to embrace the child-centered approach. Moreover, they
thought that the use of PwC in early childhood education can decrease their
dominance in the classroom environment in general (see 4.3.3.2.1.1 for the views on
guidance after PwC experience). Related to their understanding of guidance, while in
the beginning, the participants expected the researcher who was the facilitator to give
the right answer of the question and interfere during the discussions, they abandoned
these expectations towards the last sessions of the ten-week implementations. These
findings are consistent with the finding of previous studies which found that teachers
established less dominance in their teaching in general and tented to encourage their
students in questioning and reasoning more owing to PwC (Newell-Jones, 2012;
O’Riordan, 2017; Scholl et. al., 2016; Siddiqui et. al.,2015).

Moreover, the finding of the study showed that preschool teachers thought that the
use of PwC affects teachers’ perception of child. They expressed that children could

be seen as incompetent and immature, however, this perception turns into an ‘able’
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child through the use of PwC. In parallel with their views, before PwC experience
preschool teachers in the study who could not associate the child and philosophy
argued that children are strongly associated with philosophy after PwC experience. It
can be said that PwC experience contributed to bringing them new perception of the
child. In this new perception, children behaved and thought more competent and
mature than preschool teachers expected. Similar to this finding of the study, many
studies emphasized that the use of PwC leads teachers to acknowledge a different
ontology of child who has high potentiality more than teachers expected and also
supports teachers’ critical evolution of their pedagogy by deconstructing their
prevalent thinking patterns. (Akkocaoglu Cayir, 2018; Demissie, 2015; Haynes &
Murris, 2011; Scholl, 2014; Topping and Trickey, 2007)

Another finding was that preschool teachers mentioned that they know their students
better owing to the use of PwC in the educational area. They stated that they can
know what children think, have an interest and need, because the use of PwC
provides more space for children to express themselves. Preschool teachers thought
that they can observe all expressions of children and thus be better aware of their
thoughts, needs, and interests. Moreover, they expressed to experience this effect of
the approach during their own classroom implementations. In accordance with this
finding, the studies of Roberts (2006) and Scholl et al. (2016) indicated that teachers
gained more insights about their students, their ability, capability, thoughts and

backgrounds after PwC sessions.

Besides the professional effects of PwC on teachers, preschool teachers thought that
using PwC also influences their personal life. In this regard, they mentioned that their
thinking and listening skills would be improved through the use of PwC. Preschool
teachers stated that using PwC would lead them to question and think more before
accepting and rejecting ideas immediately. They also mentioned that the use of PwC
promotes problem solving through looking at problems from different angles. This
finding also supports the finding of Mergler et al. (2009) Scholl (2014) Green and
Condy (2016) which found that PwC improved thinking skills of pre-service and in-
service teachers.
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The finding of the study indicated that preschool teachers thought that their self-
awareness would be also affected owing to PwC. According to them, PwC invites
preschool teachers to be aware of what they think, feel and do. By the approach, they
reflected that they would be more aware of what they are and what they are not. This
finding supports the result of Mergler, Curtis, and Spooner-Lane (2009) which
revealed that PwC increased self-awareness of pre-service teachers. Furthermore,
preschool teachers in the study shared that their interpersonal relationships would be
influenced by using PwC in terms of increasing their tolerance and decreasing
dominance. They mentioned that PwC ensures to accept different ideas more
comfortably. Preschool teachers emphasized that the use of PwC in education also
leads them to be less dominant in their personal life, besides in professional life.
They mentioned that they sometimes found unnecessary intervention in conversation
and that they stopped themselves at these moments. These findings are consistent
with the study of Roberts (2006) which found that PwC experience affected the

personal relationships of teachers in terms of listening more.

5.2.2.4 Views of Preschool Teachers regarding the Effects of Using PwC in Early
Childhood Education on the Relationship between Student and Teacher

Apart from the effects of using PwC in early childhood education on children and
teacher, the literature also showed that the use of PwC in the educational area has
also effects on the relationship between student and teacher (Dougherty; 2017,
Fisher, 2007; Green & Condy, 2016; Haynes, 2014; Jenkins & Lyle, 2010;
Kovalainen, et. al, 2001; Lyle, 2018; Splitter, 2014; Topping & Trickey, 2007). In
accordance with these previous studies, this study also revealed that preschool
teachers agreed that using PwC in early childhood education affected the relationship

between teacher and preschool children.

The finding of the study stated that preschool teachers thought that through the use of
PwC in early childhood education, dialogue-based relationship is developed between
children and teacher. In this dialogue-based relationship, they also emphasized that

perceptions of child and teacher in traditional education in which the monologue of
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the teacher is dominant would change. They stated that in the classroom
environment where PwC is regularly used, the issues would be discussed and
evaluated through the dialogue of teacher and children more, not through the
monologue of the teacher. This finding is consistent with the other studies which
indicated that the use of PwC increased the quantity and the quality of teacher-child
dialogue where both teacher and child listen and talk respectfully in the classroom
(Dougherty, 2017; Lyle, 2018; Topping & Trickey, 2007)

Another finding was that preschool teachers thought that their relationship would
convert into a safe relationship as far as PwC is used in the classroom environment.
They stated that PwC supports them in building trusting and respectful relationships
in which everyone can express their opinions. According to them, through this kind
of relationship, the relationship between student and teacher strengthens and turns
into a relationship where they trust each other reciprocally. Similar to the present
finding, the findings of Kovalainen, et al. (2001), Splitter (2014) and Green and
Condy (2016) also revealed that PwC contributes everyone in the classroom to feel

themselves in a safe place where mutual respect and trust.

Additionally, preschool teachers in the study thought that teacher and children can
manage the classroom cooperatively through the use of PwC in early childhood
education. While before PwC experience a few participants expressed that they had
the anxiety to lose the authority in the classroom management in using PwC in
consistent with the finding of O’Riordan (2013), they changed their views in line
with managing the classroom in a more communal manner after PwC
implementations. This finding agrees with the findings of previous studies which
showed that issues in the classroom are negotiated and evaluated by all members in
the classroom community, not by a teacher as an authority (Fisher, 2007; Freire &
Ramos, 1970; Haynes, 2014; Jenkins & Lyle, 2010). Moreover, this change might
be explained with that established hierarchy between teacher and student in
traditional education is given up through the use of PwC in education (Haynes &

Murris, 2011). In this established hierarchy while a teacher is an authoritative
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source of knowledge, not a facilitator of learning for children; children accept what

Is taught and wait for the teacher to give the correct answer (Funston, 2017).

5.2.2.5 Views of Preschool Teachers regarding the Obstacles in Using PwC in
Early Childhood Education

The findings of the study indicated that in using PwC in early childhood education,
preschool teachers thought that institutional and socio-cultural obstacles are.
Preschool teachers expressed that traditional education structure constitutes an
impediment to use PwC in early childhood education. According to them, PwC is a
challenge for traditional education structure. Preschool teachers thought that
traditional education might undermine curiosity and criticism of children. This
finding is consistent with the idea of Kizel (2016) that while the traditional
education corresponds to the pedagogy of depending on an omniscient authority,
what dominates in PwC is the pedagogy of searching. In the traditional, curiosity
killed the cat and there is no place for criticism. Furthermore, knowledge is
transmitted as one-way from teacher to child. According to preschool teachers,
traditional education structure can also affect the attitude of school administrators
and they may not approve using PwC in their educational environment. This
finding can be supported by the finding of Newell-Jones (2012) who found that
teachers felt uncomfortable with using PwC when they were not supported
adequately by the school and they exposed to many other pressures. Additionally,
in the scope of institutional obstacles, one preschool teacher mentioned inadequate
teacher education in PwC. For this participant, in order to use PwC completely and
correctly, teachers should receive adequate education about PwC. This finding is in
accord with the ideas of Haynes (2011) and Millet and Tapper (2012) which the

lack of appropriate teacher training might impede proper use of PwC.

In the socio-cultural obstacles, preschool teachers mentioned perceptions of both
child and philosophy. In relation to the perception of philosophy, preschool
teachers mentioned that philosophy asks disturbing questions which might be

perplexing. This perplexity can be perceived as subversive activity for society.
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Moreover, for this reason, according to the participants, people might trivialize
philosophy as a waste of time or demonize it by presenting as an enemy of religion.
In consistent with this finding of the study, the studies of Haynes (2011) and
Farahani (2014) underline that in the case that the society dislikes for its
authenticity and values being criticized, members of this society will also be

against philosophizing and Philosophy with Children.

Another finding of the study was that preschool teachers thought that the
perception of child as not capable of doing philosophy will pose an obstacle in
using PwC in early childhood education. This finding supports the idea of Maxwell
(2005) presented that the possible primary obstacle to use PwC in education is the
perception of children who are acknowledged as ‘‘vulnerable members in the

society who need care and guidance’’ (Andal, 2020).
5.3 Implications

Although there is a growing body of literature on Philosophy with Children, studies
which focus on views of preschool teachers on Philosophy with Children and its use
in early childhood education are in a very limited number. Therefore, the findings of
the current study contribute to the field of early childhood education by revealing the
views of a group of preschool teachers regarding Philosophy with Children and its
use in early childhood education. Considering the findings of the study, it is possible

to discuss both practical and research implications of the current study.

This current study revealed several cognitive, linguistic and social-emotional benefits
of using PwC in early childhood education on children including children with
special needs in many areas. Additionally, this study indicated that using PwC affects
preschool teachers by bringing several professional benefits such as improving
guidance, changing perception of child and personal benefits such as improving
thinking-listening skills and interpersonal relationship. Moreover, current study
showed the use of PwC has an impact on the relationship between student and
teacher in terms of its converting into dialogue-based and safe relationships and

cooperative management of the classroom. According to these findings, this study
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might have encouraged preschool teachers in critical thinking on an established
hierarchy between teacher and student and on classroom management in traditional
education. On the other hand, although philosophical dimension has importance in
PwC, preschool teachers thought that philosophical knowledge is not essential in
using PwC. This study also indicated that traditional education structure and
inadequate teacher training and perceptions of child and philosophy in the society

could prevent from using of PwC in early childhood education.

In consideration of the obtained findings, regarding practical implications of the
study, PwC could be regularly implemented one-hour per week beginning from 4-
year-old children both as a teaching method within the school curriculum and/or as
an extracurricular activity such as philosophy workshop at school. In classrooms
with a class size above 20, PwC implementations could be made by dividing it into 2
groups. Besides that, continuous and comprehensive teacher training programs in
PwC could be implemented for preschool teachers to be able to effectively use and to
reap the benefits of the approach. This training could include substantial
philosophical knowledge, theoretical and methodological dimensions of PwC and
implementations within the training group. It could be carried out by specialists in
PwC throughout one school term as two hours per week. Following this term, willing
preschool teachers could implement PwC in their classrooms once a week and obtain
feedback on their implementations from specialists. Furthermore, elective courses in
early childhood education departments in universities could be designed about PwC
approach for pre-service preschool teachers gain awareness of PwC. This course
could be conducted by a specialist in PwC throughout one school term. Similar to the
teacher training program, this course could also include substantial philosophical
knowledge, theoretical and methodological dimensions of PwC and implementations
within classroom community. Moreover, if pre-service preschool teachers take this

course before the internship, they could implement the approach in their internship.

Related to the research implications of the study, future research could examine the

specified effects of PwC on preschool children such as collaborative thinking, on

teachers such as understanding of guidance or on student-teacher relationship such as
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cooperative classroom management. They could focus on a certain age group or
certain children such as children with autism. Future researches could be conducted
with preschool children or teachers at least throughout a year and could be examined
long-term effects of PwC on them. Moreover, teacher training in researches could
include theoretical, methodological and philosophical dimensions of PwC.

Researches could also observe teachers’ implementations in their own classrooms.
5.4 Recommendations for Further Studies

This section offers recommendations for future studies on Philosophy with Children
in early childhood period. These recommendations are detailed in the following
paragraphs.

This current study was conducted as an evaluative case study research design with 11
participants which were preschool teachers in Antalya, Turkey. It is aimed to
investigate the views of preschool teachers regarding Philosophy with Children and
the use of PwC in early childhood education through PwC experience. In the scope
of the study, the researcher applied PwC implementation for 10 weeks and also the
participants applied PwC implementation at least two times after ending the
implementations of the researcher. A semi- structured interview, audio-based
observation and field notes was used in order to collect data. Future research with
preschool teachers can be supported by quantitative experimental studies and thus
can be conducted with more participants. PwC experiences in future researches can
be lasted for a longer time and can comprehensively include theoretical,

methodological and philosophical dimensions of PwC.

Future studies can be carried out with different levels of pre-service preschool
teachers. Moreover, future research can be applied to examine the relationship
between in-service and pre-service preschool teachers’ views on Philosophy with
Children and its use in early childhood education. Elective courses in early childhood
education departments in universities can be designed about PwC approach to pre-

service preschool teachers gain awareness of PwC.
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This study revealed several effects of using PwC in early childhood education on
children in many areas. Future studies can specifically focus on certain effect among
them on preschool children. Moreover, this study reached a clue about the effect of
the parental socio-economic status and environments of children on the use of PwC.
Future studies can also particularly focus on this issue. Parents are one of the most
important components of education system. Future studies can be applied with
parents on their views or PwC’s effects on them and their relationship with children.
School administrators are another important component in education system. Future
studies can explore the views of school administrators on PwC and its use in their

educational environment.

From early childhood education to higher education, PwC approach can be integrated
with other subjects or be included as an independent subject in the curriculum.
However, about implementing PwC in the educational area, the adequate teacher
training program is a significant issue. The government can comprehensively arrange

continuous teacher training programs for preschool teachers specializing in PwC.

The last recommendation is related to the philosophy department in the universities.
Philosophy department can include elective course about PwC. In universities, an
interdisciplinary master program on PwC can be designed with the cooperation of the
philosophy department and the faculty of education. Philosophy departments can
work on resources for PwC sessions which are far from philosophical terminology

but filled with philosophical issues.

128



REFERENCES

Akbaba, A. & Kaya, B. (2015). Okul 6ncesi 6grencilerinin diisiinme becerilerinin
gelismesine yonelik 6gretmen goriisleri (Teachers' views on the development
of preschool students' thinking skills). Elektronik Sosyal Bilimler Dergisi/
Electronic Journal of Social Sciences, 14(55), 148-160. Retrieved from
http://dergipark.gov.tr/download/article-file/70672

Akkocaoglu Cayir N. & Akkoyunlu B. (2016). Cocuklar i¢in felsefe egitimi {izerine
nitel bir arastirma (A qualitative research on philosophy education for
children). Turkish Online Journal of Qualitative Inquiry (TOJQI), 7(2), 97-
133.

Akkocaoglu Cayir, N. (2015). Cocuklar igin Felsefe egitimi {izerine nitel bir
arastirma (A qualitative research on philosophy education for children)
(Doctoral dissertation). Hacettepe University, Ankara, Turkey.

Akkocaoglu Cayir, N. (2018). Philosophy for children in teacher education: Effects,
difficulties, and recommendations. International Electronic Journal of
Elementary Education, 11(2), 173-180.

Ancess, J. (2001). Teacher learning at the intersection of school learning and student
outcomes. Teachers caught in the action: professional development that
matters. New York: Teachers College Press.

Andal, A. G. (2020). Discourses of educational rights in Philosophy for Children: On
the theoretical and practical merits of philosophical education for
children. AVANT. The Journal of the Philosophical- Interdisciplinary
Vanguard, 11(2).

Anderson, B. (2017). Philosophy for children theories and praxis in teacher
education. London; New York: Routledge.

129


http://dergipark.gov.tr/download/article-file/70672

Aristotle (2008). The metaphysics (J. H. McMahon, Trans.). New York, NY: Cosimo
Publications, Inc. (Original work published in 1907)

Baker, S. & Smith, S. (1999). Starting off on the right foot: the influence of four
principles of professional development in improving literacy instructionin
two kindergarten programs. Learning Disabilities Research and Practice,
14(4), 239-253.

Bleazby, J. (2006). Autonomy, democratic community, and citizenship in philosophy
for children: Dewey and philosophy for children’s rejection of the individual/
community dualism. Analytic Teaching, 26(1), 30-52.

Bogdan, R. C. & Biklen, S. K. (2007). Research for education: An introduction to
theories and methods. Boston, MA: Allen and Bacon.

Boyaci, N., Karadag, F. & Giileng, K. (2018). Cocuklar I¢cin Felsefe / Cocuklarla
Felsefe: Felsefi metotlar, uygulamalar ve amaclar (Philosophy for Children /
Philosophy with Children: Philosophical methods, applications and
objectives. Kaygi. Uludag Universitesi Fen-Edebiyat Fakiiltesi Felsefe
Dergisi. 145-173.

Brown, P., Corrigan, M. W. & Higgins-DAlessandro, A. (2012). Handbook of
prosocial education. Lanham, MD: Rowman & Littlefield Publishers.

Brubaker Bradley, K. (2006). Ballerino Nate. New York: Dial Books for Young
Readers

Burgh, G. & Yorshansky, M. (2011). Communities of inquiry: Politics, power and
group dynamics. Educational Philosophy and Theory, 43 (5). 436-452.

Cam, P. (2006) 20 thinking tools: Collaborative inquiry for the classroom.
Australian Council for Educational Research.

130



Camhy, D., G. (2007). Can we philosophise a strategy against xenophobia and
racism? In E. Marshal, T. Dobashi, & B. Weber (Eds.), Ethical Reflection
Competence in the Basic School Age Concepts of Philosophising with
Children. Frankfurt: Peter Lang.

Campbell, J. (2002) An evaluation of a pilot intervention involving teaching
philosophy to upper primary children in two primary schools, using the
Philosophy for Children methodology (Doctoral dissertation). University of
Dundee, Dundee, Scotland.

Carson, R. & Pratt, C. (1965). The sense of wonder. New York: Harper& Row.

Cassidy, C. (2007). Thinking children. London: Continuum.

Cassidy, C. & Christie, D. (2013). Philosophy with children: Talking, thinking and
learning together. Early Child Development and Care, 183 (8), 1072-1083.

Cassidy, C., Marwick, H., Deeney, L. & McLean, G. (2017). Philosophy with
Children, self-regulation and engaged participation for children with
emotional-behavioural and social communication difficulties. Emotional and
Behavioural Difficulties 23(1), 81-96.

Cevizci, A. (2010). Felsefeye giris (Introduction to philosophy). Ankara: Nobel
Yayincilik.

Chaiklin, S. (2003). The zone of proximal development in Vygotsky’s analysis of
learning and instruction. In A. Kozulin, B. Gindis, V. Ageyev, & S. Miller
(Eds.), Vygotsky’s Educational Theory in Cultural Context (pp. 39
64). Cambridge University Press, Cambridge,

131



Commonwealth of Australia (2008). At the heart of what we do:Values education at
the centre of schooling—The Final report of the values education good
practice schools project—Stage 2 , Carlton South: Curriculum Corporation.

Costello, P. J. (2017). Thinking skills and early childhood education. New York, NY:
Routledge.

Creswell, J. W. (2007). Qualitative inquiry and research design: Choosing among
five approaches (2nd ed.). Thousand Oaks, CA: Sage.

Creswell, J. W. & Plano Clark, V. L. (2011). Designing and conducting mixed
methods research. Los Angeles: SAGE Publications.

Cotuksoken, B. (2001). Felsefeyi anlamak felsefe ile anlamak (To understand
philosophy to understand through philosophy). istanbul: inkilap kitabevi.

Daniel, M. F. (1988). P4C in pre-service teacher education. Analytic Teaching, 19(1),
13-19.

Daniel, M. & Auriac, E. (2011). Philosophy, critical thinking and philosophy for
children. Educational Philosophy and Theory 43(5), 415-435.

Demirtas, V. Y., Karadag, F., & Giileng, K. (2018). Levels of the questions
formulated by preschool children during the philosophical inquiry process
and the qualities of their answers: Philosophy with children. International
Online Journal of Educational Sciences,10(2).

Demissie, F. (2015). Promoting student teachers' reflective thinking through a
philosophical community of enquiry approach. Australian Journal of
Teacher Education, 40(12).

132



Dewey, J. (1916). Democracy and education. New York: Macmillan. Retrieved
from https://www.gutenberg.org/files/852/852-h/852-h.htm

Dirican, R. (2018). Cocuklarla felsefeye varolugsal bir bakis (An existential view of
philosophy with children). Cocuk ve Medeniyet Dergisi, 2 (4), 167-177.

Doolittle, P. E. (1995).Understanding cooperative learning through Vygotsky’s Zone
of Proximal Development. (Speeches/ Conference Papers). Paper presented at
the Lily National Conference on Excellence in College Teaching (Colombia,
SC, June, 2-4, 1995).

Dougherty, R. (2017). Rhapsode metaphor: Understanding the student-teacher
relationship in Philosophy for Children (Master’s thesis). University of North
Carolina, Chapel Hill, United States of America.

Duruhan, K. , Girbuztirk, O., San, I. & Pepeler, E. (2014). Tiirk egitim sistemi
icinde egitilmis olmanin, ilerlemeci ve geleneksel anlayislar ile uygulamalar
yoniinden degerlendirilmesi (Malatya ili 6rnegi) (Assessment of being trained
in the Turkish education system in terms of progressive and traditional
understandings and practices (Case of Malatya). Journal of Inonu University
Faculty of Education/ Inonii Universitesi Egitim Fakiiltesi Dergisi, 14(3), 59-
78. Retrieved from https://dergipark.org.tr/en/pub/inuefd/issue/8710/108766

Dyfed County Council (1994).Improving reading standards in primary schools
project. Dyfed County Council, Wales.

Edwards, R. & Holland, J. (2013). What is qualitative interviewing? Retrieved from
http://eprints.ncrm.ac.uk/3276/

Egan, Kieran (1988) Primary understanding: Education in early childhood. London:
Routledge.

133


https://www.gutenberg.org/files/852/852-h/852-h.htm
http://eprints.ncrm.ac.uk/3276/

Evans, R. & Jones, D. (2009). Metacognitive Approaches to Developing Oracy:
Developing Speaking and Listening with Young Children. London:
Routledge.

Ezop (2018). Ezop masallar: (Aesop’s tales). Istanbul: Pena Yaynlari.

Fair, F., Haas, L. E., Gardosik, C., Johnson, D. D., Price, D. P. & Leipnik, O.
(2015). Socrates in the schools from Scotland to Texas: Replicating a study
on the effects of a Philosophy for Children program. Journal of Philosophy
in Schools, 2(1).

Farahani, M.F. (2014). The study on challenges of teaching philosophy for children.
Procedia—Social and Behavioral Sciences, 116, 2141-2145.

Fetterman, M. (1998). Ethnography: Step by step, 2nd ed. Thousand Oaks, CA: Sage.

Fisher, R. (2005). Teaching children to think [Google Books version]. Retrieved
from https://books.google.com.tr/books?id=0az0JYM pHMC&printsec=fron
cover&source=gbs ge summary r&cad=0#v=onepage&g&f=false.

Fisher, R. (2007). Dialogic teaching: Developing thinking and metacognition through
philosophical discussion. Early Child Development and Care, 177(6-7), 615
631.

Fisher, R. (2013) Teaching thinking: philosophical enquiry in the classroom. 4 th
edn. London: Bloomsbury.

Fraenkel, J. R. & Wallen, N. E. (2006). How to design and evaluate research in
education (6th ed.). New York, NY: McGraw-Hill.

134


https://books.google.com.tr/books?id=0az0JYM_pHMC&printsec=fron%09cover&source=gbs_ge_summary_r&cad=0#v=onepage&q&f=false
https://books.google.com.tr/books?id=0az0JYM_pHMC&printsec=fron%09cover&source=gbs_ge_summary_r&cad=0#v=onepage&q&f=false

Freire, P. & Ramos, M. B. (1970). Pedagogy of the oppressed. New York: Seabury
Press.

Fullan, M. (1995). The limits and the potential of professional development. In
Professional development in education: New paradigms and practices. New
York: Teachers College Press.

Funston, J. (2017). Toward a critical philosophy for children. PSU McNair Scholars
Online Journal, 11(1).

Ganser, T. (2000). An ambitious vision of professional development for teachers.
NASSP Bulletin, 84(618), 6-12.

Garcia-Moriyén, F., Rebollo, 1. & Colom, R. (2005). Evaluating philosophy for
children. Thinking: The Journal of Philosophy for Children, 17(4), 14-22.

Gasparatou, R. & Kampeza, M. (2012). Introducing P4C in kindergarten in Greece.
Analytic Teaching and Philosophical Praxis, 33(1), 72-82.

Ghaedi, Y., Mahdian, M. & Fomani, F. K. (2015). Identfying dimensions of creative
thinking in preschool during implementation of philosophy for children (P4C)
program: A directed content analysis. American Journal of Educational
Research, 3(5), 547-551.

Gillen, M. (2015). John Dewey’s theories of enquiry as conceptual framework.
Retrieved from
https://www.academia.edu/13204684/John_Deweys Theories_of Enquiry
Conceptual Framework

Glassman, M. (2001). Dewey and Vygotsky: Society, experience, and inquiry in
educational practice. Educational Researcher, 30(4), 3-14.

135


https://www.academia.edu/13204684/John_Deweys_Theories_of_Enquiry_%09Conceptual_Framework
https://www.academia.edu/13204684/John_Deweys_Theories_of_Enquiry_%09Conceptual_Framework

Glatthorn, A. (1995). Teacher development. In International encyclopedia of
teaching and teacher education(2nd ed.). London: Pergamon Press

Glesne, C. & Peshkin, A. (1992). Becoming qualitative researchers. New York, NY:
Longman.

Goodrich, C. (2009). The hermit crab. New York: Simon & Schuster Books for
Young Readers

Goucha, M. (2007). Philosophy: A school of freedom: teaching philosophy and
learning to  philosophize: status and prospects. Paris: UNESCO.

Green, L. & Condy, J. (2016). Philosophical enquiry as a pedagogical tool to
implement the CAPS curriculum: Final-year pre-service teachers’
perceptions. South African Journal of Education, 36(1), 1140-1148.

Gregory, C. G. (2018). Unearthing the tubers and shoots of thought, talk, and praxis:
A historiography of classroom discourse in theory and practice  (Doctoral
dissertation). Colombia University, New York, The United States of
America.

Gregory, M. (2002). Are philosophy and children good for each other? Thinking,
16(2), 121- 124.

Gregory, M. & Granger, D. (2012). Introduction: John Dewey on philosophy and
childhood. Education and Culture, 28(2). Retrieved April 05, 2018, from
https://docs.lib.purdue.edu/eandc/vol28/iss2/art2

Gregory, M., Haynes, J. & Murris, K. (2017). The Routledge international handbook
of philosophy for children. New York, NY: Routledge.

136


https://docs.lib.purdue.edu/eandc/vol28/iss2/art2

Gruioniu, O. (2013). The Philosophy for Children, an Ideal Tool to Stimulate the
Thinking Skills. Procedia - Social and Behavioral Sciences, 76, 378-382.

Giinhan Altiparmak, 1. (2016). The concept of curiosity in the practice of Philosophy
for Children. Croatian Journal of Philosophy, 16(48), 361-380.

Gur, C. (2011). International conference on education and educational psychology
(ICEEPSY 2010) Philosophy in the early years. Procedia - Social and
Behavioral Sciences,12, 501-511.

Guskey, T.R. (1995). Professional development in education: In search of the
optimal mix. In T. Guskey and M. Huberman (Eds.), Professional
Development in Education: New Paradigms and Practices (pp. 114-131)
New York: Teachers College Press.

Haas, H. (1980). Philosophy in the classroom. Appendix B: experimental research in
philosophy  for children, in: M. Lipman, A. M. Sharp & F. Oscanyon
(Eds). Philadelphia, PA: Temple University Press.

Haynes, F. (2014). Teaching children to think for themselves: from questioning to
dialogue. Journal of Philosophy in Schools, 1(1), 131-146.

Haynes, J. (2008). Children as Philosophers: Learning through enquiry and dialogue
in the primary classroom. London: Routledge

Haynes, J. (2011). Feeling the Pea beneath the mattresses: philosophising with
children as imaginative, engaged and critical practice. Presented at ESRC
Seminar at Birkbeck College, University of London, October 21.

Haynes, J. & Murris, K. (2008). The ‘wrong message’: Risk, censorship and the
struggle for democracy in the primary school thinking. Journal of Philosophy
for Children, 19(1), 2-12.

137



Haynes, J. & Murris, K. (2011). The Provocation of an epistemological shift in
teacher education through Philosophy with Children. Journal of Philosophy
of Education, 45(2), 285-303.

James, W. (1876). The letters of William James, Vol. 1. Retrieved from
http://www.gutenberg.org/ebooks/40307

Janish, H. (2017). Koprilyl gecerken (The bridge). Istanbul: Yap1 Kredi Yayinlari

Jenkins, P. & Lyle, S. (2010). Enacting dialogue: the impact of promoting
Philosophy for Children on the literate thinking of identified poor readers,
aged 10. Language and Education, 24(6), 459-472.

Karadag, F., Demirtas, V. Y. & Yildiz, T. (2017). Development of critical thinking
scale through philosophical inquiry for children 5-6  years
old. International Online Journal of Educational Sciences, 9(4), 1025-1037.

Karadag, F. & Demirtas, V. Y. (2018). The effectiveness of the philosophy with
children curriculum on critical thinking skills of pre-school children.
Egitim Ve Bilim/ Education and Science, 43(195), 19-40.

Karadag, F. & Giileng, K. (2019). Kesfedilmemis adadaki yaratik (Creature on
unexplored island). Cocuklar icin felsefi dykiler-Egitimciler icin el kitab: (pp.
71-74). Istanbul: Dinozor Cocuk.

Kennedy, D. (1992). Why philosophy for children now?, Thinking, 10(3), 2-6.

Kennedy, D. (1994). Helping children develop the skills and dispositions of
critical, creative and caring thinking. Analytic Teaching, 15(1), 3-16.

138


http://www.gutenberg.org/ebooks/40307

Kennedy, D. (2012). Lipman, Dewey, and the community of philosophical
linquiry. Education and Culture, 28(2), 36-53.

Kennedy, N., & Kennedy, D. (2011). Community of philosophical inquiry as a
discursive structure, and its role in school curriculum design. Journal of
Philosophy of Education,45 (2), 265-283.

Kilby, B. (2019). Why teachers’ beliefs and values are important in p4c research: a
victorian perspective. Childhood & Philosophy, 15, 01-19.

King, B. & Newmann, F. (2004). Key link: Successful professional development
must consider school capacity. Journal of Staff Development, 25(1), 26-30.

Kizel, A. (2016). Philosophy with children as an educational platform for self
determined learning. Cogent Education 3(1):1244026.

Knight, S. & Collins, C. (2014). Opening teachers’ minds to philosophy: The crucial
role of teacher education. Educational Philosophy and Theory, 46(11), 1290
1299.

Koyuncu Sahin & M , Akman, B . (2018). Erken c¢ocukluk déneminde diisiinme
becerilerinin gelisimi (Development of thinking skills in early childhood).
Milli Egitim Dergisi, 47 (218) , 5-20.

Kovalainen, M. & Kumpulainen, K. & Vasama, S. (2001). Orchestrating classroom
interaction in a community of inquiry: Modes of teacher participation.
Journal of Classroom Interaction. 36. 17-28.

Lieberman, A. & Pointer Mace, D. (2008). Teacher learning: the key to education
reform. Journal of Teacher Education, 59(3), 226-234.

139



Lionni, L. (1975). A colur of his own. London: Abelard /North-South

Lipman, M. (1973). Philosophy for children. Retrieved January 15, 2018, from
https://files.eric.ed.gov/fulltext/ED103296.pdf. (ED103296)

Lipman, M. (1985). Philosophy and the cultivation of reasoning. Thinking: The
Journal of Philosophy for Children, 5(4), 33-41.

Lipman, M. (2003) Thinking in education. Cambridge: Cambridge University Press.

Lipman, M. & Bierman, J. (1970). Appendix B: Experimental research inphilosophy
for children. M. Lipman, A. M. Sharp, & F. Oscanyon (Eds.), Philosophy in
the classroom. Temple University Press Philadelphia.

Lipman, M., Ogden, C., & Matkowski, J. (2003). A picture of a friend. Thinking
trees and laughing cats: A thinking curriculum for pre-school education.
Upper Montclair, NJ: Institute for the Advancement of Philosophy for
Children.

Lipman, M. &Sharp, A. M. (1975). Teaching children philosophical thinking: An
introduction to the teacher’s manual for Harry Stottlemeier’s discovery”.
Retrieved January 15, 2018, from
https://files.eric.ed.gov/fulltext/ED103297.pdf. (ED103297)

Lipman, M., Sharp, A. M. & Oscanyan, F. S. (1980). Philosophy in the classroom.
Philadelphia, PA: Temple University Press.

Lipman, M. & Pizzurro, S. (2001). The Vygotsky touch. critical and creative
thinking. The Australasian Journal of Philosophy in Education, 9(1), 12-17.

140


https://files.eric.ed.gov/fulltext/ED103296.pdf
https://files.eric.ed.gov/fulltext/ED103297.pdf

Love, R. (2016). The case for Philosophy for Children in the English primary
curriculum. Analytic Teaching and Philosophical Praxis. 36.

Lyle, Sue. (2017). The construct of the child: the ‘C’ in PwC. In B. Anderson (ed.)
Philosophy for Children: Theories and praxis in teacher education (25-36).
Oxon: Routledge

Lyle, Sue. (2018). Putting the Child into Philosophy for Children. Creative Teaching
and Learning, 7, 28-36.

Marashi, S. M., (2009). Teaching philosophy to children: A new experience in Iran.
Analytic Teaching, 27(1), 12-15.

Maxwell, N. (2005). Philosophy seminars for five-year-olds. Learning for
Democracy, 1(2), 71-77

Matthews, M. R. (2014) Introduction: The History, Purpose and Content of the
Springer International Handbook of Research in History, Philosophy and
Science Teaching. In: Matthews M. (eds) International Handbook of
Research in History, Philosophy and Science Teaching. Springer,
Dordrecht.

McCall, C. C. (2013). Transforming thinking: philosophical inquiry in the primary
and secondary classroom. Routledge.

McCall, C. C. (2017). Diistinmeyi doniistiirmek (Transforming thinking). (K. Glleng
& N. P. Boyaci, Trans.) Ankara: Nobel Akademik Yayincilik.

Mergler, A., Curtis E. & Spooner-Lane, R. (2009). Teacher educators embrace

philosophy: Reflections on a new way of looking at preparing pre-service
teachers. Australian Journal of Teacher Education, 34(5), 1-14.

141



Millett, S. & Kay, G. (2001). A community of inquiry approach to values education
in a Middle School for Boys. Unicorn Online. Carlton, VIC: Australian
College of Educators.

Millet, S. & Tapper, A. (2012). Benefits of collaborative philosophical inquiry in
schools. Educational Philosophy and Theory, 44(5).

Ministry of National Education (2013). Early childhood education programs.
Retrieved December 2017, from
https://tegm.meb.gov.tr/dosya/okuloncesi/ooprogram.pdf

Mohr Lone, J. (2012b). The philosophical child. Lanham, MD: Rowman Littlefield.

Motlag, T. K. & Noushadi, N. (2016). The content analysis of questioning level at
PAC classroom. Journal of Fundamental and Applied Sciences, 8(3), 803.

Mundry, S. (2005). Changing perspectives in professional development. Science
Educator, 14(1), 9-15.

Murris, K. (2000). Can children do philosophy?. Journal of the Philosophy of
Education, 34(2), 261-279.

Murris, K. S. (2008). Philosophy with Children, the stingray and the educative
value of disequilibrium. Journal of Philosophy of Education, 42(3-4), 667
685.

Murris, K. (2015). The philosophy for children curriculum: Resisting ‘teacher proof’

texts and the formation of the ideal philosopher child. Studies in Philosophy
and Education, 35 (1), 63-78.

Nagel, T. (1987). What does it all mean? A very short introduction to philosophy.
New York: Oxford University Press.

142


https://tegm.meb.gov.tr/dosya/okuloncesi/ooprogram.pdf

Naji, S. (2013). Recent interviews with Philosophy for Children (P4C) scholars and
practitioners. Childhood & Philosophy, 9(17), 153-170.

Naraghi, M. S., Ghobadiyan, M., Naderi, E. A. & Shariatmadari, A. (2013).
Philosophy for children (P4C) program and social growth. Journal of Basic
and Applied ScientificResearch, 3(5), 398-406.

Naraghi, M. S., Okpala, A. O., & Smith, F. E. (2001). Parental involvement,
instructional expenditures, family socioeconomic attributes, and student
achievement. The Journal of Educational Research, 95(2), 110-115.

National Staff Development Council (2009b). NSDC standards: Learning
communities. Retrieved November 30, 2019 from
http://www.nsdc.org/standards/learningcommunities.cfm

Nelson, L. (1965). Socratic method and critical philosophy: Selected essays. New
York, USA: Dover Publications.

Newell-Jones, K. (2012). Wiser Wales: Developing Philosophy for Children (P4C) in
different school contexts in Wales 2009-2012. Cardiff: Council for Education
in World Citizenship.

Okur, M. (2008). Cocuklar icin Felsefe egitim programimin alti yas grubu
cocuklarimin atilganhik, is birligi ve kendini kontrol sosyal becerileri
uzerindeki etkisi (Effects of Philosophy for Children on social skills that are:
Assertiveness, self-control and cooperation at children of six years old)
(Master’s thesis). Marmara University, Istanbul, Turkey.

Opdal, P. M. (2001). Curiosity, wonder and education seen as perspective
development. Studies in Philosophy and Education, 20(4), 331-344.

143


http://www.nsdc.org/standards/learningcommunities.cfm

O’Riordan, N. (2013). Swimming against the tide: the implementation of philosophy
for children in the primary classroom (Doctoral dissertation). University of
Hull, Kingson upon Hull, England.

O’Tuel, F. S. & Bullard, R. K. (1995). Developing higher order thinking in the
content areas K-12. Highett, Vic: Hawker Brownlow Education.

Palsson, H., Sigurdardottir, B. & Nelson, B. (1998). Philosophy for children really
works! Critical and Creative Thinking, 6(1), 14-22.

Patton, M. Q. (2002). Qualitative research& evaluation methods (3rd ed.). Thousand
Oaks, CA: Sage Publications.

Phillips, S. (n.d.). Exploring the impact of philosophy for children lessons on the
communication and thinking skills in a primary school. Retrieved from
https://www.ewc.wales/site/index.php/en/documents/research-and
statistics/action-research-reports/1457-exploring-the-impact-of-philosophy
for-children-lessons-on-the-communication-and-thinking-skills-in-a-primary
school.html

Piaget, J. (1974). The origins of intelligence in children. Madison, CT: International
Universities Press.

Pihlgren, A. S. (2008). Socrates in the classroom: Rationales and effects of
philosophizing with children (Doctoral dissertation). Stockholm University,
Stockholm, Sweeden.

Poulton, J. (2014). Identifying a K-10 developmental framework for teaching
philosophy. Educational Philosophy and Theory, 46(11), 1238-1242.

Punch, K. F. (2014). Introduction to social research quantitative and qualitative
approaches. Los Angeles, CA: Sage.

144


https://www.ewc.wales/site/index.php/en/documents/research-and
https://www.ewc.wales/site/index.php/en/documents/research-and

Quinn, V. (2018).Critical thinking in young minds. Routledge.

Roberts, A. F. (2006). The effects of a teacher development programme based on
Philosophy for Children (Master’s thesis). University of Western Cape, Cape
Town, South Africa.

Rousseau, J. (2010). The collected writings of Rousseau. Emile or on education:
Includes Emile and Sophie, or the Solitaries. A. Bloom, & C. Kelly, Eds. and
Trans.) University Press of New England. (Original work published in 1762)

Roy, B. (2005). To imagine, to recollect, per chance to discover: The modern
Socratic dialogue and the history of philosophy. Philosophical Practice, 1 (3),
159-170.

Sare, E., Luik, P. & Tulviste, T. (2016). Improving pre-schoolers’ reasoning skills
using the philosophy for children programme. Trames: Journal of the
Humanities and Social Sciences, 20(3), 273-295.

Scholl, R. (2014) Inside-out Pedagogy: Theorizing pedagogical transformation
through teaching philosophy. Australian Journal of teacher Education, 39

(6).

Scholl, R., Nichols, K. & Burgh, G. (2009). Philosophy for children: Towards
pedagogical transformation. Refereed paper presented at ‘Teacher education
crossing borders: Cultures, contexts, communities and curriculum’ the annual
conference of the Australian Teacher Education Association (ATEA), Albury,
28 June — 1 July

Scholl, R., Nichols, K. & Burgh, G. (2016). Connecting learning to the world beyond
the classroom through collaborative philosophical inquiry. Asia-Pacific
Journal of Teacher Education, 44(5), 436-454.

145



Shaughnessy, M. F. (2005). An interview with Maughn Gregory: About
philosophy, critical thinking and higher-order thinking. The Korean Journal
of Thinking & Problem Solving, 15(1), 115-125.

Siddiqui, N., Gorard, S. & See, B.(2015). Philosophy for children: Evaluation
reportand  executive summary. Millbank: Education Endowment
Foundation.

Siddiqui, N., Gorard, S. & See, B. (2017). Non-cognitive impacts of philosophy for
children, Durham: Durham University.

Siegler, R. S. (2004). Children's thinking. New Jersey: Prentice  Hall.

Sigurborsdottir, 1. (1998). Philosophy with children in Foldaborg: Development
project in Foldaborg, a preschool in Reykjavik for children from 1-6
years. International Journal of Early Childhood, 30 (1), 14.

Silverman, D. (2005). Doing qualitative research. London: Sage.

Sofo, F. & Imbrosciano, A. (1991). Philosophy? For children. Educational
Review, 43(3), 283-305.

Sormaz Ogiit, F. (2019). Felsefi diigiinmenin énemi ve cocuklar icin felsefe (The

importance of philosopical thinking and philosophy for children)
(Unpublished doctoral dissertation). Maltepe University, Istanbul, Turkey.

Splitter, L. J. (2014). Preparing teachers to 'teach’ Philosophy for Children. Journal
of Philosophy of Education, 1 (1), 89-106.

Stanley, S. (2004) But why? Developing philosophical thinking in the classroom.
Stafford: Network Educational Press.

146



Sutcliffe, R. (2017). The evolution of Philosophy for Children in the UK. In B.
Anderson (ed.) Philosophy for Children: Theories and praxis in teacher
education (pp.3-13). Oxon: Routledge

Tate, M. L. (2009). Workshops: Extend learning beyond your presentation with these
brainfriendly strategies. Journal of Staff Development, 30(1), 44-46.

Thomas, J. R., Nelson, J. K. & Silverman, S. J. (2015). Research methods in
physical activity. Champaign, IL: Human Kinetics.

Topping, K. & Trickey, S. (2007). Impact of philosophical enquiry on school
students’ interactive behaviour. Thinking Skills and Creativity, 2(2), 73-84.

Topping, K. J. & Trickey, S. (2014). The role of dialog in philosophy for children.
International Journal of Educational Research, 63, 69-78.

Toprak, Z. & Giines, C. (2019). Okul 6ncesi egitimde sinif mevcudunun etkinliklere
etkisi lizerine nitel bir calisma (A qualitative study of the effects of class size
on classroom management and activities in pre-school education. Anadolu
Universitesi Egitim Fakiiltesi Dergisi/ Anadolu University Journal of
Education Faculty, 3(4), 274-286.

Trickey, S. (2007). Promoting social and cognitive development in schools: An
evaluation of ‘thinking through philosophy’. Paper presented at 13th
International Conference of Thinking, June 17-21, in Norrkoping, Sweden.

United Nations International Children's Emergency Fund (UNICEF). (2013).
Protecting and realizing children’s rights.

The Philosophy Foundation. (n.d). Good land and bad land. Retrived from
https://www.philosophy-foundation.org/enquiries/view/goodland-and
badland

147


https://www.philosophy-foundation.org/enquiries/view/goodland-and%09badland
https://www.philosophy-foundation.org/enquiries/view/goodland-and%09badland

The Philosophy Foundation. (n.d). The wunhappy prince. Retrived from
https://www.philosophy-foundation.org/enquiries/view/the-unhappy-prince

Ventista, O. (2019). An Evaluation of the ‘Philosophy for Children'
programme: The impact on Cognitive and Non-Cognitive Skills (Doctoral
dissertation). Durham University, Durham, England.

Vygotskii, L. S. (1978). Mind in society: The development of higher psychological
processes. In Cole, M. (Ed.). Cambridge: Harvard University Press.

Wakhlu, O. N., Wakhlu, A. & Aga, N. (Eds.). (2013). Creative teachers: a
manual. New Delhi: S Chand.

Wegerif, R. (2010). Mind expanding: Teaching for thinking and creativity in
primary education. Open University Press.

Williams, S. (2018). A brief history of P4C, especially in the UK. Retrieved from
www.p4c.com

Yan, S., Walters, L. M., Wang, Z. & Wang, C. —C. (2018). Meta-analysis of the
effectiveness of philosophy for children programs on students’ cognitive
outcomes. Analytic Teaching and Philosophical Praxis, 39(1), 13-33.

Yilmaz, K. & Altinkurt, Y. (2011). Ogretmen adaylarmin Tiirk egitim sisteminin
sorunlarina iligkin goriisleri (Prospective teachers’ views about the problems
of Turkish educational system). /nsan Bilimleri Dergisi/ Journal of Human
Sciences, 8 (1), 942-973.

Yusoff, W. M. W. (2018). The impact of philosophical inquiry method on
classroom engagement and reasoning skills of low achievers. Journal of
Curriculum and Teaching, 7(1), 135-146.

148


https://www.philosophy-foundation.org/enquiries/view/the-unhappy-prince
http://www.p4c.com/

149



APPENDICES

A. INTERVIEW QUESTIONS
1. PRE- AND POST-IMPLEMENTATION INTERVIEW

A. Kisisel Bilgiler

1. Yas:

2. Calisilan Okul Tiirii: ( ) Ozel () Devlet

3. Calisilan Yas Grubu:

4. Ogretmenlik Deneyimi (Yil):

5. Daha 6nce Cocuklarla Felsefe ile alakali bir seminere/atolyeye ya da derse

katildiniz m1? Evet ise, iceriginden bahsedebilir misiniz?

B. Katihmcilarin Cocuklarla Felsefe Yaklasimi Hakkindaki Goriisleri
1.  Felsefe deyince akliniza ne/neler geliyor?
2. Cocuklarla Felsefe deyince akliniza ne/neler geliyor?

Birazdan soracagim sorular1 daha rahat yanitlayabilmeniz i¢in, simdi size Cocuklarla

Felsefenin bir tanimimi vermek istiyorum.

Cocuklarla Felsefe: Cocuklarla Felsefe, ¢ocuklarin felsefe tarihinden filozoflarin

diisiincelerini 6grenmedikleri, kendi fikirlerini gelistirip, ifade ettikleri, elestirel ve
yaratici diigiinmelerini tesvik etmeyi amaglayan bir yaklagimdir (Lipman, 2003).
Ayni zamanda, ¢ocuklarin, bir sorusturma toplulugu i¢inde, sorguladiklari, iletisim-
etkilesimden anlam ¢ikardiklari, diistincelerini gerekcelendirdikleri, bir konu
Uzerinde hata yapabildiklerini de gordikleri, cocuklarla felsefe yapma
yaklasimlarinin genel adidir (McCall, 2013; Cassidy, & Christie, 2013).

Philosophy with Children (PwC): Philosophy with Children (PwC) is the approach

which aims to encourage critical and creative thinking in children, without filling
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children with the intellectual knowledge of traditional philosophy, however
developing and expressing their own ideas (Lipman, 2003). Moreover, Philosophy
with Children is the general title of the kind of doing philosophy into practice with
children where children question, make meaning through communication-
interactions in a community of inquiry, show reasons for their ideas and see that they
may be fallible on the subject (McCall, 2013; Cassidy, & Christie, 2013).

3. Yukaridaki tanimi da dikkate alarak Cocuklarla Felsefe ile neleri

iligkilendirebilirsiniz?

C. Cocuklarla Felsefe Yaklastminin Okul Oncesi Egitiminde Kullanilmasi
1. Cocuk ve felsefe arasindaki iliski ile ilgili diisiinceleriniz nelerdir?

2. Cocuklarla Felsefe yaparken felsefi bilgiye ihtiyaciniz olup olmadigi konusunda
ne diistiniiyorsunuz?
3. Cocuklarla Felsefenin okul dncesi egitiminde kullanilmas1 konusunda ne

diistinliyorsunuz?

3.1 Okul 6ncesi egitimcisi olarak, kendi egitim ortaminizda Cocuklarla

Felsefe yapmaniz konusunda ne diisiiniiyorsunuz?

3.2 Cocuklarla Felsefe, tiim (ya da herhangi bir) okul derslerinin 6gretimi i¢in
bir yontem olabilir mi? Yoksa okulda ayrica felsefe atdlyesi-saati gibi ders

dis1 etkinlik olarak m1 yer almali? Neden?

4. Cocuklarla Felsefe, okul 6ncesi egitiminde kullanildiginda bunun ¢ocuklar
uzerindeki etkileri neler olabilir?
5. Cocuklarla Felsefe, okul dncesi egitiminde kullanildiginda bunun 6gretmenler

Uzerindeki etkileri neler olabilir?

6. Cocuklarla Felsefe, okul dncesi egitiminde kullanildiginda bunun dgretmen-
Ogrenci arasindaki iliski iizerindeki etkileri neler olabilir?
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7. Egitim ortaminizda Cocuklarla Felsefe yapmaniz konusunda karsilasabileceginiz

engeller neler olabilir?

2. INTERVIEW AFTER IMPLEMENTATIONS OF PARTICIPANTS
A.  ‘Cocuklarla Felsefe’ Yaklasimn Hakkindaki Goriisleri
1. Birisine Cocuklarla Felsefe’nin ne oldugunu nasil anlatirsiniz?

B. ‘Cocuklarla Felsefe’ Yaklasimmin Okul Oncesi Egitiminde Kullanilmasi

ile Tlgili Goriisleri
1. Aklinizda kalan en 6nemli deneyim neydi?

2. Cocuklarla Felsefe deneyiminiz, c¢alistiginiz cocuklar hakkinda fikirlerinizi,

izlenimlerinizi, 6zelde veya genelde bir degisiklige ugratti mi1? Nasil?

3. Cocuklarla Felsefe uygulamasi yapmak, sizde kisisel ve mesleki agidan bir

degisim yarattt m1 (olumlu, olumsuz)? Nasil?

4. Cocuklarla Felsefe konusunda daha fazla ne 6grenmek istersiniz?
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B. ACTIVITIES

ETKINLIK 1

Arastirmaci, katilimeilara ‘Simdi sizinle bir hikdye paylagmak istiyorum.’ diyerek,

hikayeyi canli bir sekilde anlatmaya baglar:

Hikaye: Kesis Yengeci (Goodrich, 2009)

Bir giin utangag bir kesis yengeci a¢ karnin1 doyurmak i¢in yemek artyormus. Bu
sirada, biiyiiyen viicudunun iginde daha rahat edebilecegi kendi sirtindakinden daha
biiyiik bir kabukla kargilasmis. Bu kabugu goriince, eski kabugundan ayrilip, Ustline,
daha biiyiik olan bu yeni kabugu yerlestirmis. O siralarda da, bu yeni kabugun arka
tarafinda, bir balik, balik kapanina kisilmasin mi1? Kesis yengeci yeni kabugunu
giydigi zaman, hemen arkasindaki bu kapani gormiis. Onun bir kapan oldugunu
anlamamis ve onu bir restoran zannetmis. A¢ kesis yengeci, yemege ulagmak igin,
kapani saga sola, asagi yukari sallamis, ¢alkalamis. Bunlar1 yaparken de, farkinda
olmadan kapani gevsetmis! Boylece de, kapana kisilmis olan balik, kapandan
kurtuluvermis. Tam bu sirada, bu olay1 uzaktan goren baska bir balik da, kesis

yengecinin bir kahraman oldugunu diisiinmiis.

Arastirmaci, hikayeyi anlattiktan sonra, hikaye hakkinda diistinmeleri i¢in,
katilimeilart ikigerli gruplara ayirir. Ondan sonra da, onlardan, {izerlerine
diistinecekleri kafa karistirici sorular tiretmelerini ister. Katilimcilar, sorulari
hazirladiktan sonra, toplulukla sorularini paylasirlar. Katilimcilarin oylamalari
yoluyla, sorulardan biri segilir. Seg¢ilmis soru hakkindaki ilk diisiincelerini, kendi
diisiinme ¢iftleri icinde birbirleriyle paylasirlar. Kendi diisiinme g¢iftleri iginde
paylastiktan sonra da, diislincelerini topluluga agarlar. Tiim diisiinceler, onaylama-
onaylamama ve diisiincelerin nedenleriyle aciklanmasi yoluyla ifade edilir. Boylece,
katilimcilar kendi felsefi diyaloglarini insa ederler. Diyaloglarini insa ettikten sonra,
son diislincelerini ifade ederler ve biitiin diyalogu Ozetlerler. En sonunda da,

katilimeilar, “’Birbirimizi dikkatlice dinledik mi? Herkes konustu mu? Konusmak
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icin siramizi bekledik mi? Yoksa birbirimizin soziini mii kestik? Bugiin ¢ok
diisiindiik mii? Diisiincelerimizi nedenleriyle acikladik mi1? Bugiin giizel sorular
sorduk mu? Yeni bir fikre sahip olduk mu? Gibi sorular esliginde, diyalog icindeki

kendi sureclerini gbzden gecirirler.
ETKINLIK 2

Aragtirmaci, ¢ember seklinde oturmus katilimcilarla, “‘Biliyor musunuz, bugiin, bir
pastanede, daha Once hi¢ gérmedigim bir pasta ile karsilastim. Pastanin adi
‘Arkadaslik Keki’ idi’” diyerek, konusmaya baslar. Arastirmaci, ayni zamanda, daha
once hazirlamis oldugu bu ‘Arkadashik Kekinin® resmini gosterir. Arastirmaci,
katilimcilara  “‘Sizce bu kekin tarifi nasildir?”’ diye sorar. Katilimcilarin
diisiincelerini dinledikten sonra, arastirmaci, ‘’Biliyor musunuz, ben arkadaslik
hakkinda bir hikaye biliyorum. Haydi, 6nce size bu hikdyeyi anlatayim, sonra da

',’

beraber onun hakkinda konusalim!’” der. Hikaye, arkadasin ne demek olduguna dair,
felsefi bir diyalog acilmasina imkan verebilecek olan ‘Arkadasgimin Resmi’

hikayesidir. Boylece, arastirmaci, canli bir sekilde, hikayeyi katilimcilara aktarir.

Hikaye: Arkadasimin Resmi (Lipman vd., 2003)

Bir giin, 6gretmen, ¢ocuklardan, arkadaslarinin resimlerini ¢izmelerini istemis.

Ertesi giin olmus. Cocuklar ¢izdikleri resimleri, smiftaki diger ¢ocuklara
gosteriyorlarmig. Resimler, hep siniftan kizlarin ve erkeklerin resimleriymis. Bazi
resimler gercekten hosmus. Simdi resmini gosterme siras1 Elfie’deymis. Onun resmi
digerlerininkinden farkliymis. O, bir ¢gam agacinin resmiymis. Siniftan baz1 ¢ocuklar,
resmi gordiikleri zaman, giilmeye baslamislar. Elfie, ‘’Babam bu ¢am agacini, ben
dogdugum zaman, evimizin yanina dikmis. Biz onunla beraber biiyiiyoruz ve iyi
arkadasiz’’ demis. Ortam sessizlesmis. Biitiin ¢ocuklar Elfie’nin elindeki ¢cam agaci

resmine bakiyorlar ve diisiiniiyorlarmis.

Arastirmaci, hikayeyi anlattiktan sonra, hikaye hakkinda diistinmeleri i¢in,
katilmcilart  ikiserli gruplara ayirir. Ondan sonra da, onlardan, {zerlerine

distinecekleri kafa karistirici sorular iiretmelerini ister. Katilimcilar sorular
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hazirladiktan sonra, toplulukla sorularimi paylasirlar. Katilimeilarin  oylamalari
yoluyla, sorulardan biri segilir. Se¢ilmis soru hakkindaki ilk diisiincelerini, kendi
diisiinme ¢iftleri i¢inde birbirleriyle paylasirlar. Kendi diisiinme ¢iftleri iginde
paylastiktan sonra da, diisiincelerini topluluga agarlar. Tiim diigiinceler, onaylama-
onaylamama ve diisiincelerin nedenleriyle agiklanmasi yoluyla ifade edilir. Boylece,
katilimeilar kendi felsefi diyaloglarini insa ederler. Diyaloglarini insa ettikten sonra,

son diislincelerini ifade ederler ve biitiin diyalogu 6zetlerler.

En sonunda da, ¢ocuklar, “’Birbirimizi dikkatlice dinledik mi? Herkes konustu mu?
Konusmak i¢in siramizi bekledik mi? Yoksa birbirimizin soziinii mii kestik? Bugiin
cok diisiindiik mii? Diislincelerimizi nedenleriyle agikladik mi1? Bugiin giizel sorular
sorduk mu? Yeni bir fikre sahip olduk mu? Gibi sorular esliginde, diyalog i¢indeki
kendi streclerini g6zden gegirirler.

ETKINLIK 3

Arastirmaci, katilimeilara ‘Simdi sizinle bir hikaye paylagsmak istiyorum.’ diyerek,

hikayeyi canli bir sekilde anlatmaya baslar:

Hikaye: Mutsuz Prens (The Philosophy Foundation, n.d.)

Yillar énce, Kuzey Italya’da bir kral yasiyormus. Oglu ile bir birlikte bir sarayda
hayatlarim1 gegiriyorlarmis. Her hafta kral ve oglu, tepeden asagi, agaclarin arasindan
bir gole dogru yiiriirlermis. Saatlerce ylizdiikten sonra; burunlarinin ucundan
damlayan sularla kaleye geri donerlermis. Yine bir hafta sonu, kral ve oglu Prens,
burunlarindan damlayan sularla saraya geri yiirliyorlarmis. Ama Kral bir fark etmis
ki, oglu her zaman oldugu gibi yiirimiiyormus. Omuzlart diisiik ve yiizii asitkmus.
Kral, Neden bdyle mutsuzsun oglum? Diye sormus. Prens, bilmedigini sdylemis.
Sadece mutsuzum ve nedenini bilmiyorum. ” demis. Kral devam etmis, “Seni bu
kadar mutsuz eden nedir? Prens, sadece omuzlarini kaldirip indirmis. Kral sormus,
Aciktin m1? Biraz yemek ister misin? En sevdigin yiyecekleri getireyim! “Hayir,
baba, a¢ degilim. Sadece mutsuzum. Nedenini bilmiyorum ” demis prens. “O zaman

sikildin mi1? Arkadaslarinla oynamak ister misin? Kasabadaki tiim ¢ocuklar
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getireyim ve hepsiyle beraber bahcede oynayin!’’ “’Hayir, baba, sikilmadim. Sadece

mutsuzum. Nedenini bilmiyorum ” demis geng prens.

Aragtirmaci, hikayeyi anlattiktan sonra, hikdye hakkinda diistinmeleri igin,
katilmcilart ikiserli gruplara ayirir. Ondan sonra da, onlardan, {zerlerine
distinecekleri kafa karistirict sorular iiretmelerini ister. Katilimcilar sorular
hazirladiktan sonra, toplulukla sorularini paylasirlar. Katilimeilarin  oylamalari
yoluyla, sorulardan biri segilir. Se¢ilmis soru hakkindaki ilk diisiincelerini, kendi
diisiinme ¢iftleri icinde birbirleriyle paylasirlar. Kendi diisiinme ¢iftleri iginde
paylastiktan sonra da, diisiincelerini topluluga acarlar. Tiim diislinceler, onaylama-
onaylamama ve diisiincelerin nedenleriyle agiklanmasi yoluyla ifade edilir. Boylece,
katilimcilar kendi felsefi diyaloglarini insa ederler. Diyaloglarini insa ettikten sonra,

son diislincelerini ifade ederler ve biitiin diyalogu 6zetlerler.
ETKINLIK 4

Arastirmaci, katilimcilarin ¢gember olusturdugu alani, bir yerden bir yere bir ip
sererek ikiye ayirir. Az sonra size sOyleyeceklerimden her biri bu ipin bir tarafini

temsil ediyor. Birini sececek olsaniz hangisini secerdiniz? Neden? Diyerek,
Acik havada olmak m1, odanin i¢inde olmak mi1?

Gece mi gundiiz mi?

Bir masalda dev mi sihirbaz m1?

Ikiliklerini sunar ve katilimcilardan bir segimde bulunup, onu gerekgeleriyle

acgiklamalarini ister.

Ardindan, ‘Simdi sizinle bir hikdye paylasmak istiyorum, biiylik kopriiniin

hikayesini’ diyerek, hikayeyi canli bir sekilde anlatmaya baslar:
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Hikéaye: Kopriyu Gecerken (Janisch, 2014)

Bir sabah, irmagin bir yakasindan kocaman bir ay1 kopriiye geldi. Irmagin diger
yakasindan da bir dev geldi kopriiye. Ikisi de, uzun ve dar kopriiden ge¢mek
istiyordu. Kopriiniin tam ortasinda burun buruna geldiler. Ay1 ayaklarinin {izerine
kalkip, 6fkeyle homurdanarak basini salladi. Hayir, deve yol vermeyecekti. Dev de
oldugu yerde sessizce duruyordu. Hayir, o da ayiya yol vermeyecekti. Koprii, ikisinin
ayni anda ge¢cmesi icin ¢ok dardi. Sallanmaya baslamisti bile. Dev, ‘Bir ¢6ziim
bulmaliy1z’ dedi. Ay1 da basini sallayarak onayladi. Benim aklimdan gegen bir yol
var... diye homurdand1 ay1. ‘Sen suya atla, benim gegmeme izin ver:’ Sen atlasana
suya! Diye cikisti dev. Diismanca birbirlerine baktilar. Dev diisiiniiyordu.’Istersen
benim iistiime ¢ik, ben de seni omzuma alayim, sonra...” ‘Sonra, ikimiz de asagi

diiselim! Dedi ay1. ‘Bu hig iyi bir fikir degil!

Arastirmaci, hikdyeyi anlattiktan sonra, hikaye hakkinda diisiinmeleri igin,
katilimcilart ikiserli gruplara ayirir. Ondan sonra da, onlardan, {zerlerine
diistinecekleri kafa karistirici  sorular iiretmelerini ister. Katilimeilar sorulari
hazirladiktan sonra, toplulukla sorularimi paylasirlar. Katilimeilarin  oylamalari
yoluyla, sorulardan biri secilir. Se¢ilmis soru hakkindaki ilk diisiincelerini, kendi
diistinme ciftler1 i¢inde birbirleriyle paylasirlar. Kendi diisiinme c¢iftleri iginde
paylastiktan sonra da, diislincelerini topluluga agarlar. Tiim diisiinceler, onaylama-
onaylamama ve diislincelerin nedenleriyle agiklanmasi yoluyla ifade edilir. Boylece,
katilimcilar kendi felsefi diyaloglarini insa ederler. Diyaloglarini insa ettikten sonra,

son diislincelerini ifade ederler ve biitiin diyalogu 6zetlerler.
ETKINLIK 5

Aragtirmaci, tahtaya bir insan resmi c¢izer ve onunla ilgili bildigimiz tek sey, bu
insanin iyi biri oldugu, der. Katilimcilara, ‘Sizce bu insani 1yi yapan 6zellikler neler
olabilir? Diye sorar. Katilimcilarin diisiincelerini dinledikten sonra, arastirmaci,
“Biliyor musunuz, ben iyilik hakkinda bir hikdye biliyorum. Haydi, 6nce size bu

"’

hikayeyi anlatayim, sonra da beraber onun hakkinda konusalim!’’ der. Hikaye, iyi ve

kotii kavramlarina dair, felsefi bir diyalog agilmasma imkan verebilecek olan ‘lyi
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Yer ve Kotii Yer’ hikayesidir. Boylece, arastirmaci, canli bir sekilde, hikayeyi

katilimcilara aktarir.

Hikaye: Iyi Yer ve Kétii Yer (The Philosophy Foundation, n.d.)

Bay lyi, Iyi Yer denilen bir yerde yasiyormus. Bu Iyi Yer denilen yerde, pek cok iyi
sey oluyormus. Bay lyi de, Iyi Yer’de etrafi temizlemek, dislerini fircalamak,
kapilarim1 acik birakmak ve bagkalarina, onlara agir gelen aligveris torbalarinda
yardim etmek gibi pek ¢ok iyi sey yapiyormus. Bir giin, Bay lyi, uzun bir yiiriiyiise
¢ikmis ve nereye gittigini gergekten fark etmeden ¢ok uzun bir siire yiiriimiis. Sonra
bir kdseye gelmis ve aligveris posetlerini tagimakta giicliik ¢ceken birine rastlamus.
Ona yardim etmek i¢in durmus. Ama adam ona, ‘‘Git, elimdeki posetleri ¢almaya
calistyorsun’ diyerek bagirmasin m1? Bay lyi, bu kisinin neden bu kadar kaba
oldugunu, bunun hi¢ hos bir sey olmadigini diisiinmiis ve aniden Iyi Yer adindaki
yerden ¢ikmis oldugunu ve kotli insanlarla dolu, kotii seylerin oldugu Kotii Yer

denilen yere ge¢mis oldugunu fark etmis.

Arastirmaci, hikdyeyi anlattiktan sonra, hikaye hakkinda diistinmeleri igin,
katilmcilart ikiserli gruplara ayirir. Ondan sonra da, onlardan, {izerlerine
diistinecekleri kafa karistirict sorular iiretmelerini ister. Katilimcilar sorulari
hazirladiktan sonra, toplulukla sorularini paylasirlar. Katilimcilarin oylamalari
yoluyla, sorulardan biri segilir. Se¢ilmis soru hakkindaki ilk diisiincelerini, kendi
disiinme ¢iftleri icinde birbirleriyle paylasirlar. Kendi diistinme ¢iftleri iginde
paylastiktan sonra da, diisiincelerini topluluga acarlar. Tiim diisiinceler, onaylama-
onaylamama ve diisiincelerin nedenleriyle agiklanmasi yoluyla ifade edilir. Boylece,
katilimcilar kendi felsefi diyaloglarini insa ederler. Diyaloglarini inga ettikten sonra,

son diisiincelerini ifade ederler ve biitiin diyalogu 6zetlerler.
ETKINLIK 6
Arastirmaci, katilimcilarla, ‘degisme’ kelimesiyle baslattigt bir ¢agrisim oyunu

oynar. Burada, sirayla, ¢emberdeki her katilimcidan, bir oOnceki katilimcinin
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sOyledigi kelimenin ona cagristirdigi bir kelimeyi, nedeniyle birlikte sdylemesi

beklenir.

Ardindan, ‘Simdi sizinle bir hikaye paylagsmak istiyorum.’ diyerek, hikayeyi canli bir

sekilde anlatmaya baglar:

Hikaye: Kendinin Rengi (Lionni, 1975)

Kiigtik bir bukalemun varmis. Diger hayvanlar gibi kendi rengine sahip olmadigi i¢in
cok iiziiliyormus. Cilinkii renk degistirmeden hareket edemiyormus. O kadar ¢ok bir
rengi olsun istiyormus ki, ormandaki en yesil yapragi bulup, sonsuza dek orada
kalmaya karar vermis. Boylece, sabit bir renge sahip olabilecekmis. Mevsimler
degismeye baslayana kadar, bukalemunun diisiindiigti gibi de olmus. Ama sonra, bir
bakmus ki, yaprak sariya ve sonra kirmiziya donmeye baslamis. Sonunda, ona birlikte
seyahat etmeyi Oneren bagka bir bukalemunla tanismis ve birlikte yeni bir yolculuga

cikmislar.

Arastirmaci, hikdyeyi anlattiktan sonra, hikaye hakkinda diistinmeleri igin,
katilmcilart ikiserli gruplara ayirir. Ondan sonra da, onlardan, {zerlerine
diistinecekleri kafa karistirict sorular iiretmelerini ister. Katilimcilar sorular
hazirladiktan sonra, toplulukla sorularini paylasirlar. Katilimcilarin oylamalari
yoluyla, sorulardan biri secilir. Se¢ilmis soru hakkindaki ilk diisiincelerini, kendi
disiinme ¢iftleri icinde birbirleriyle paylasirlar. Kendi diistinme c¢iftleri iginde
paylastiktan sonra da, diislincelerini topluluga agarlar. Tiim diisiinceler, onaylama-
onaylamama ve diisiincelerin nedenleriyle agiklanmasi yoluyla ifade edilir. Boylece,
katilimcilar kendi felsefi diyaloglarini insa ederler. Diyaloglarini insa ettikten sonra,

son diisiincelerini ifade ederler ve biitiin diyalogu 6zetlerler.
ETKINLIK 7

Aragtirmaci, katilimcilara ‘Simdi sizinle bir hikaye paylagmak istiyorum.’ diyerek,

hikayeyi canli bir sekilde anlatmaya baglar:

159



Hikaye: Agustos Bocegi ile Karinca (Ezop, 2018)

Eglenceyi ¢ok seven bir agustos bocegi varmis. Bu agustos bocegi devamli saz calar,
sarki sOylermis. Tiim giiniinii bu sekilde gecirirmis. Derken giizel, sicak giinler
bitmis, kis gelmis. Artik havalar ¢cok soguk ve yagishymis. Agustos bocegi sarki
sOylemez hale gelmis. Soguktan ¢ok iisiiyormus ve karni da ¢ok mu ¢ok agmis. Tiim
yaz1 saz ¢alarak ve sarki sdyleyerek gecirdigi i¢in hi¢ yiyecegi yokmus. Kis i¢in hig
hazirlik yapmamis. Fakat o bu sekilde eglenirken minik komsusu karinca tiim yazi
kis hazirlig1 yaparak gecirmis. Agustos bocegi bunu hatirlamis ve aklina karinca

komsusundan yiyecek istemek gelmis;

— Karinca komsumdan 6diing yiyecek bir seyler isteyeyim, hem ne var agustosta

yine dderim, demis.

Agustos bocegi bu fikir i¢cinde karinca komsusunun kapisina gitmis. Kapiy1 calmas.
Karinca agmis kapiyi. Karsisinda aglik ve soguktan perisan olmus agustos bocegini

gormis;
— Ne istiyorsun agustos bocegi, demis.

— Karinca kardes havalar oldukca sogudu cok tisiiyorum, iistelik karnimda ¢ok ag
fakat yiyecek higbir seyim yok. Bana 6diing yiyecek bir seyler verir misin? Soz

veriyorum agustosta borcumu 6deyecegim sana, demis agustos bocegi. Karinca;
— Nigin yiyecek higbir seyin yok, tiim yaz ne yaptin sen?
Agustos bocegi mahgup bir sekilde;

— Sey, ben tiim yaz saz ¢aldim, sarki sdyledim. Kis i¢in hazirlik yapmadim. Karinca

cok sinirlenmig bu cevabi duyunca;

— Madem 0yle tiim yaz saz ¢alip, sarki sdyledin simdi de oyna, demis karinca ve tak

diye kapiy1 agustos boceginin yiiziine kapatmis.
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Arastirmaci, hikdyeyi anlattiktan sonra, hikaye hakkinda diisiinmeleri igin,
katilimeilart  ikiserli gruplara ayirir. Ondan sonra da, onlardan, iizerlerine
diistinecekleri kafa karistirict sorular iiretmelerini ister. Katilimcilar sorulari
hazirladiktan sonra, toplulukla sorularimi paylasirlar. Katilimeilarin  oylamalari
yoluyla, sorulardan biri segilir. Se¢ilmis soru hakkindaki ilk diisiincelerini, kendi
diisiinme ¢iftleri i¢inde birbirleriyle paylasirlar. Kendi diistinme ¢iftleri iginde
paylastiktan sonra da, diisiincelerini topluluga acarlar. Tiim diisiinceler, onaylama-
onaylamama ve diisiincelerin nedenleriyle agiklanmasi yoluyla ifade edilir. Boylece,
katilimcilar kendi felsefi diyaloglarini insa ederler. Diyaloglarini insa ettikten sonra,

son diisiincelerini ifade ederler ve biitiin diyalogu 6zetlerler.
ETKINLIK 8

Arastirmaci, katilimcilara ‘Simdi sizinle bir hikdye paylagmak istiyorum.’ diyerek,

hikayeyi canli bir sekilde anlatmaya baglar:

Hikaye: Dansci1 Nate (Bradley, 2006)

Nate’in gittigi anaokulundaki Ogretmenleri, bir giin onlari, baska Ogrencilerin
gerceklestirecegi bir bale gosterisini izlemeye gotiirmiis. Nate, bu bale gdsterisinden
Oyle etkilenmis ki, izledikten sonra, bir balet olmak istedigine karar vermis. Ama
Nate’in abisi, Nate’in bu kararmi hi¢ desteklememis ve ona erkeklerin balerin
olamayacagini, eger olacaksa, pembe dans elbisesi ve pembe dans ayakkabilari
giymek zorunda kalacagini sdylemis. Nate’in anne ve babasi, Nate’in abisinden
farkli olarak, Nate’i bu kararinda desteklemisler. Ama tabii, abisinin sozleri Nate’1
diistindiiriiyormus. Ailesi, Nate’e bale dersleri aldirmaya baslamis. Nate, bale sinifinm
cok seviyormus ama bir taraftan da neden siniftaki tek erkek ¢ocuk oldugunu merak
ediyormus. Erkek kardesi de onunla dalga gegcmeye devam ediyorken, Nate’in annesi
Nate’i biiylik bir tiyatro salonundaki i¢inde erkek danscilarin da oldugu gergek bir

bale gosterisine gotiirmiis.

Arastirmaci, hikayeyi anlattiktan sonra, hikaye hakkinda diistinmeleri i¢in,

katilimeilart  ikigerli gruplara ayirir. Ondan sonra da, onlardan, Uzerlerine
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distinecekleri kafa karistirict sorular iiretmelerini ister. Katilimcilar sorular
hazirladiktan sonra, toplulukla sorularimi paylasirlar. Katilimcilarin oylamalari
yoluyla, sorulardan biri segilir. Se¢ilmis soru hakkindaki ilk diisiincelerini, kendi
disiinme ¢iftleri icinde birbirleriyle paylasirlar. Kendi diisiinme ¢iftleri iginde
paylastiktan sonra da, diisiincelerini topluluga agarlar. Tiim diisiinceler, onaylama-
onaylamama ve diisiincelerin nedenleriyle agiklanmasi yoluyla ifade edilir. Boylece,
katilimcilar kendi felsefi diyaloglarini insa ederler. Diyaloglarini insa ettikten sonra,

son diislincelerini ifade ederler ve biitiin diyalogu 6zetlerler.
ETKINLIK 9

Arastirmaci, ‘O gercek degil’. Ciimlesini kurar ve c¢emberde yaninda oturan
katihmcidan ‘O gergek degil. Ifadesinin nedenini acikladigi bir ciimle kurmasini
ister. Sonra onun da yanindaki, onun kurdugu ciimlenin nedenini agiklayacaktir.
Cemberde herkesin, bir yanindakinin ifadesini gerek¢elendirmesiyle, diisiinmeye

1s1inma oyunu tamamlanair.

Ardindan, arastirmaci ‘Simdi sizinle bir hikdye paylasmak istiyorum.’ diyerek,

hikayeyi canli bir sekilde anlatmaya baslar:

Hikaye: Kesfedilmemis Adadaki Yaratik (Karadag ve Giileng, 2018)

Bir giin Filiz, Mete ve Eda isminde {i¢ bilim insan1 kimseciklerin gitmedigi bir adada
aragtirma yapmaya karar vermis. Bu aragtirma i¢in gerekli hazirliklar1 yaptiktan
sonra yola koyulmuslar. Yanlarma arastirmalarinda kullanacaklar1 ekipmanlar
almislar. Ucaga atlayip adaya gitmisler. Uzun bir yolculugun ardindan adaya
ulagsmiglar. Ada tahmin ettiklerinden biiyiikmiis. Koskoca agaglar, goller, ovalar,
biiyiik tepeler... Adada dolastik¢a yeni seyler gormiisler. Adanin fotografini ¢ekmek

istediklerinde ise ekipmanlarinin bozuldugunu fark etmisler.

Giinlerden bir glin adanin i¢ taraflarindan korkutucu bir ses yiikselmis. Adanin
kiyisinda kalan bu {i¢ kasif sesi duyar duymaz biiylik bir korkuya kapilmislar. Ayni
zamanda ¢ok meraklanmiglar. Kosa kosa sesin geldigi yone dogru gitmeye

baslamislar. Tepenin iistiinde daha once hi¢ karsilasmadiklar1 bir yaratik gérmiisler.
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Yaratik onlar1 goriince el sallayarak giilimsemis. Ve hizla uzaklasmis. Ug kasif

kendi aralarinda konusmaya baslamas:
“Neydi bu?” diye sormus Eda. Filiz; “Evet, neydi bu?” diye tekrar etmis.

“Gobbit” demis Mete. “Bu gobbit’ti” “Gobbit de nedir?” diye sormus Filiz. Daha
once boyle bir sey duymadim. “Ona bu ismi ben verdim” demis Mete. “Gobbit ismi

bu yaratiga ¢ok yakist1!”

Ug kasif bir daha bu yaratikla karsilasmamis. Ve arastirmalarini tamamladiktan sonra
iilkelerine geri ddnmiisler. Ulkelerine geri déndiiklerinde ise arkadaslarma bu
yaratig1 anlatmiglar. Onlardan bu yaratig1 tanimlamalari istendiginde {igii de farkli

tanim vermis. Yaratigin benzer ancak farkli resimlerini ¢izmisler.

Arastirmaci, hikdyeyi anlattiktan sonra, hikdye hakkinda diistinmeleri igin,
katilimcilart  ikiserli gruplara ayirir. Ondan sonra da, onlardan, {zerlerine
distinecekleri kafa karistirict sorular iiretmelerini ister. Katilimcilar sorulari
hazirladiktan sonra, toplulukla sorularimi paylasirlar. Katilimeilarin  oylamalari
yoluyla, sorulardan biri segilir. Secilmis soru hakkindaki ilk diisiincelerini, kendi
disiinme ¢iftleri icinde birbirleriyle paylasirlar. Kendi diistinme ¢iftleri iginde
paylastiktan sonra da, diisiincelerini topluluga acarlar. Tiim disiinceler, onaylama-
onaylamama ve diisiincelerin nedenleriyle agiklanmasi yoluyla ifade edilir. Boylece,
katilimcilar kendi felsefi diyaloglarini insa ederler. Diyaloglarini insa ettikten sonra,

son diisiincelerini ifade ederler ve biitiin diyalogu 6zetlerler.
ETKINLIK 10

Arastirmaci, katilimcilardan, asagidaki resme bakmalarini ister ve resim hakkinda
diisiinmeleri i¢in, katilimecilart ikiserli gruplara ayirir. Ondan sonra da, onlardan,
tizerlerine distinecekleri kafa karistirici sorular iiretmelerini ister. Katilimcilar
sorular1 hazirladiktan sonra, toplulukla sorularmi paylasirlar. Katilimcilarin
oylamalar1 yoluyla, sorulardan biri secilir. Se¢ilmis soru hakkindaki ilk
diisiincelerini, kendi diisiinme ciftleri i¢inde birbirleriyle paylasirlar. Kendi diisiinme

ciftleri i¢inde paylastiktan sonra da, diisiincelerini topluluga acarlar. Tiim diisiinceler,
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onaylama-onaylamama ve diigiincelerin nedenleriyle agiklanmasi yoluyla ifade edilir.

Boylece, katilimcilar kendi felsefi diyaloglarini insa ederler. Diyaloglarini insa

ettikten sonra, son diisiincelerini ifade ederler ve biitiin diyalogu Gzetlerler.
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C. CONSENT FORM

GONULLU KATILIM FORMU

Bu arastirma, ODTU Okul Oncesi Ogretmenligi Yiiksek Lisans dgrencisi Emine
Deniz Koyuncu tarafindan Dr. Ogr. Uyesi Hasibe Ozlen Demircan
danigmanligindaki yiiksek lisans tezi kapsaminda yiiriitiilmektedir. Bu form, sizi
arastirma kosullar1 hakkinda bilgilendirmek i¢in hazirlanmstir.

Calismanin Amaci Nedir?

Arastirmanin amaci, okul Oncesi 6gretmenlerinin Cocuklarla Felsefe yaklagimi
hakkindaki goriislerinin incelenmesidir.

Bize Nasil Yardimc1 Olmamz Isteyecegiz?

Arastirmaya katilmayr kabul etmeniz durumunda, Oncelikle, sizinle, birebir olarak,
Cocuklarla Felsefe yaklagimima dair goriislerinizi degerlendirebilecegimiz bir
miilakat gercgeklestirilecektir. Daha sonra, sizden, 12 kisiden olusan ‘Cocuklarla
Felsefe’ uygulama grubuna 10 hafta boyunca ve haftada bir saat olmak iizere
katilmaniz beklenmektedir. Uygulamalarin yapilacagi yer ve zaman, katilimcilarin
uygunluk durumuna gore belirlenecektir. Uygulamalar ve miilakatlar esnasinda ses
kaydr alinacaktir. 10 haftalik uygulama siireci tamamlandiktan sonra, yeniden sizinle,
birebir olarak, bir miilakat yapilacak ve baslangigtaki miilakatta sorulan sorular
yinelenecektir. Uygulamalarin sonrasindaki 2 hafta iginde de, kendi okul oOncesi
egitim ortaminizda, en az 2 kez olmak iizere Cocuklarla Felsefe uygulamasi
gerceklestirmeniz beklenmektedir. Bu uygulamalariniz sonunda da, yine birebir
olarak, kendi egitim ortamlarimizdaki Cocuklarla Felsefe uygulama deneyimlerinize
iliskin olarak bir miilakat daha gerceklestirilecektir.

Sizden Topladigimiz Bilgileri Nasil Kullanacagiz?

Arastirmaya katiliminiz tamamen goniilliiliik temelinde olmalidir. Calismada sizden
kimlik veya kurum belirleyici hicbir bilgi istenmemektedir. Cevaplariniz tamamiyla
gizli tutulacak ve sadece aragtirmacilar tarafindan kodlama yoluyla
degerlendirilecektir. Katilimcilardan elde edilecek bilgiler bilimsel yayimlarda
kullanilacaktir.
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Katiliminizla ilgili bilmeniz gerekenler:

Calisma, genel olarak kisisel rahatsizlik verecek sorular veya uygulamalar
icermemektedir. Ancak, katilim sirasinda sorulardan ya da herhangi baska bir
nedenden oOtiirii kendinizi rahatsiz hissederseniz g¢alistay1 yarida birakip ¢ikmakta
serbestsiniz. Boyle bir durumda g¢alismayr uygulayan kisiye calismadan ¢ikmak
istediginizi sdylemeniz yeterli olacaktir.

Arastirmayla ilgili daha fazla bilgi almak isterseniz:

Calisma sonunda, bu calismayla ilgili sorulariniz cevaplanacaktir. Bu calismaya
katildigimiz i¢in simdiden tesekkiir ederiz. Calisma hakkinda daha fazla bilgi almak
icin Okul Oncesi Ogretmenligi dgretim iiyelerinden Dr. Hasibe Ozlen Demircan (E-
posta: dozlen@metu.edu.tr) ya da yiiksek lisans 6grencisi Emine Deniz Koyuncu (E-

posta: deniz.koyuncu@metu.edu.tr) ile iletisim kurabilirsiniz.

Yukaridaki bilgileri okudum ve bu calismaya tamamen goniillii olarak
katiliyorum.

(Formu doldurup imzaladiktan sonra uygulayiciya geri veriniz).

Isim Soyad Tarih Imza
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E. TURKISH SUMMARY/ TURKCE OZET

GIRIS

Cocuklarin felsefeyle ne alakasi olabilir? Ya da felsefenin gocuklarla ne alakasi
olabilir? Cocuklar, felsefe i¢in yeterince olgun degillerdir. Cocuklar, bu kadar felsefi
bilgiyi nasil 6grenebilir? Felsefe, yetiskinlerin kafasim1 bile bulandirir. Felsefe ve
cocuk, birbirinden ¢ok uzak olan iki kavramdir. Bu ifadeler yerlesik olan geleneksel
diisiinceyi ortaya koymaktadir. Geleneksel diisiincede felsefe, felsefeyi 0grenmek,
daha acik bir ifadeyle, felsefi fikirlerin tarihini 6grenmek demektir. Buna gore
felsefe, terimlerle dolu bir felsefi bilgi yiginina karsilik gelmektedir. Ancak, felsefe
aslinda Yunanca ‘‘philosophia’® kelimesinden gelmektedir ve bilgelik sevgisi
anlamindadir. Bu bilgelik sevgisi, bilginin pesinde olan filozoflarin fikirlerini pasif
bir sekilde 6grenmenin sevgisi degil, ancak aktif bir sekilde bilginin pesinde
bulunmanin sevgisidir (Gruioniu, 2012). Felsefe aslinda bir pratiktir, felsefe yapma

eylemidir. Diislinme ve sorgulamaya dayanan zihinsel bir faaliyettir (Cevizci, 2010).

Insanin felsefe yapmaya basladigi ilk an da merak ettigi o andir (Aristotle,
1907/2008) ve bu ilk an, okul 6ncesi doneme karsilik gelmektedir (Carson, 1965).
Fakat bazi filozoflar ve psikologlara gére ¢ocuklar, akil yiiriitme ve felsefe yapmaya
hazir olma konusunda yetersizlerdir (Piaget, 1974; Rousseau, 1762/2010; Siegler,
2004). Dewey ise, ¢cocuklarin sahip oldugu merak, taraf tutmaksizin yanit verme ve
yeni fikirlere agik olma Ozelliklerinden dolayi, ¢ocuklarin, felsefeye, yetiskinlerden
daha yakin oldugunu savunmaktadir (Dewey, 1916; Gregory ve Granger, 2012).
Matthew Lipman da (1985), Dewey'den esinlenerek, felsefe ve g¢ocuk kavramlari
tizerine yeniden diistinmiis ve 1970'lerde, ¢ocuklarla felsefe yapmak i¢in Cocuklar
icin Felsefe yontemini gelistirmistir. Lipman (2003), Cocuklar i¢in Felsefe

yontemini, g¢ocuklar1 felsefe tarihi ve filozoflarin diisiinceleriyle doldurmadan,
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onlarin, kendi fikirlerini gelistirip ifade ettikleri, elestirel ve yaratici diisiinmelerini

tesvik eden bir yontem olarak tanimlamaktadir.

Lipman sonrasinda da, bir¢ok arastirmaci, ¢ocuklarla felsefe alaninda calismaya
devam etmistir. Zaman i¢inde, 'Cocuklarla Felsefe', ¢ocuklarla felsefe yapmanin
genel bir baglhigi haline gelmistir (Cassidy & Christie, 2013). Bu calismada da,
Cocuklarla Felsefe (CiF), cocuklarla felsefe yapmanin genel basligi olarak
kullanmilmistir. Catherine McCall, Lipman'in ardindan ¢ocuklarla felsefe {izerine
calisan aragtirmacilardan biridir. McCall, hem ¢ocuklarla hem de yetiskinlerle felsefe
yapmak i¢in Felsefi Sorusturma Toplulugu (FST) adinda yeni bir yontem
gelistirmistir. McCall (2013) FST’yi ¢ocuklarin, bir sorusturma toplulugu i¢inde,
sorguladiklari, iletisim-etkilesimden anlam cikardiklari, diistincelerini
gerekcelendirdikleri, bir konu Uzerinde hata yapabildiklerini de gordukleri, bir
cocuklarla felsefe yapma yontemi olarak tanimlamaktadir. Bu ¢aligmanin uygulama

stireclerinde FST yontemi kullanilmistir.
Calismanin Onemi

Tirkiye'de felsefe dersinin amaci, farkli fikirlere saygi duyan, tartisma kiiltiiri
edinebilen, 6zgilin, bagimsiz, elestirel ve mantikli diigiinerek yorum yapabilen,
degisimin ve gelismenin farkinda olan bireyler yetistirmek olmasima ragmen (MEB,
2018), dersler, geleneksel anlayisa yakin bir sekilde islenebilmektedir (Duruhan,
Giirbiiztlirk, San ve Pepeler, 2014). Bu anlayista, agirlikli olarak felsefe tarihinden
filozoflarin diisiinceleri, bilgi kaynagi olan O6gretmenden, tek yonlii bir sekilde
ogrencilere aktarilmaktadir (Duruhan vd., 2014; Yilmaz ve Altinkurt, 2011). Ayrica,
Tiirkiye’de, bir dgrenci, egitim sistemi iginde, resmi olarak en erken 10. sinifta
felsefe dersi alabilmektedir. Bu noktada, Tiirkiye'de egitim sistemi igerisinde CiF’in
kullanilmasi, egitimde bagka bir felsefe dersinin ve yaklasimin miimkiin olmasini

saglayacaktir.

Alanyazinda da, g¢ocuklarla felsefe alanindaki arastirma, pilot deneyimler ve
uygulamalarin okul Oncesi donemde desteklenmesi ve bu yaklasgimin egitim

sisteminde kurumsallagmasi Onerilmektedir (UNESCO, 2011b). Bununla beraber,
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Tiirkiye'nin okul oOncesi egitim programi, cocuklarin kendi potansiyellerini
gerceklestirebilmeleri igin erken yasam deneyimlerinin 6nemine dikkat cekmektedir.
Programda, okul Oncesi egitiminin ¢ocuga nitelikli biligssel uyaranlarin, zengin dil
etkilesimlerinin, olumlu sosyal ve duygusal deneyimlerin sunuldugu ve ¢ocugun
bagimsizligimin desteklendigi bir ortam saglamasi gerektigi belirtilmektedir (MEB,
2013). Tim bunlar géz oniine alindiginda, CiF’in okul oncesi egitim programina
uygun oldugu goriilebilmektedir. Diger taraftan, alanyazinda, CiF’in c¢ocuklar
tizerindeki etkilerini gosteren arastirmalar giin gittikce artmasina ragmen (Kilby,
2019), egitimin diger donemlerine kiyasla, CiF’in okul 0Oncesi donemde

kullanilmastyla ilgili ¢aligmalar oldukca kisithdir.

Ogretmen ise, smifta, CiF’i uygulamak igin uygun ortami hazirlayan ve yaklagimin
kullanilmasimi etkileyen en 6nemli faktorlerden biridir (Anderson, 2017). Fakat
CiF’in egitim alaninda kullanilmastyla ilgili olarak, 6gretmenlerle hem sinirli sayida
calisma yapilmigtir hem de simdiye kadar bu alanda yapilan neredeyse tiim
calismalar, ilkdgretim veya ortadgretim Ogretmenleri veya Ogretmen adaylari ile
gerceklestirilmistir. Alanyazinda, dogrudan okul Oncesi 6gretmenlerinin, CiF’e
iliskin goriislerine odaklanan ve bunu da CiF’1 dogrudan deneyimlemeleri yoluyla
yapan bir ¢alismaya rastlanmamistir. Bu calismada okul oncesi Ogretmenlerinin,
CiF’e ve CiF’in okul 6ncesi egitiminde kullanilmasina iliskin goriisleri, okul oncesi
ogretmenlerinin aktif olarak CiF uygulamalarina katilmalar1 ve kendi siniflarinda bu

yaklasimi uygulamalar1 yoluyla aragtirilmistir.
YONTEM

Bu calisma, okul dncesi 6gretmenlerinin CiF yaklasimi ve CiF yaklagiminin okul
oncesi egitiminde kullanilmasi ile ilgili goriislerini CiF deneyimi araciligiyla
incelemeyi amaglamaktadir. Bu calismada ‘CIF Deneyimi’, arastirmaci tarafindan
yiiriitilen uygulamalar ile okul Oncesi 6gretmenlerinin, arastirmacinin uygulamasi
sona erdikten sonra kendi siniflarinda yiriittiikkleri uygulamalarin toplamina karsilik
gelmektedir. Bu noktada, mevcut calisma asagidaki arastirma sorularini cevaplamaya

calismustir:
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1) Okul 6ncesi 6gretmenlerinin CiF ile ilgili CiF deneyimi dncesi ve sonrasindaki

goriisleri nelerdir?

2) Okul 6ncesi 6gretmenlerinin CiF’in okul oncesi egitimi ortamlarinda kullanima ile

ilgili CiF deneyimi 6ncesi ve sonrasindaki goriisleri nelerdir?

a) Okul 6ncesi 6gretmenlerinin CiF’in okul 6ncesi egitiminde kullanilmasi ile

ilgili CiF deneyimi dncesi ve sonrasindaki goriisleri nelerdir?

b) Okul dncesi 6gretmenlerinin CiF’in okul 6ncesi egitiminde kullanilmasinin
cocuklar Uzerindeki etkisiyle ilgili CiF deneyimi Oncesi ve sonrasindaki

goriisleri nelerdir?

c¢) Okul 6ncesi d6gretmenlerinin CiF’in okul ncesi egitiminde kullanilmasinin
ogretmenler lizerindeki etkisiyle ilgili CiF deneyimi 6ncesi ve sonrasindaki

goriisleri nelerdir?

d) Okul 6ncesi 6gretmenlerinin CiF’in okul dncesi egitiminde kullanilmasinin
ogrenci-6gretmen arasindaki iligki {lizerindeki etkisiyle ilgili CiF deneyimi

oncesi ve sonrasindaki gortsleri nelerdir?

e) Okul 6ncesi 0gretmenlerinin CiF’in okul 6ncesi egitiminde kullanilmasinin

onundeki engellerle ilgili goriisleri nelerdir?
Arastirma Yontemi

Bu calismada, degerlendirici durum c¢alismast deseni kullanilmistir. Degerlendirici
durum c¢alismasi deseni, bu calismada da oldugu gibi, 6zellikle olgu ve baglam
arasindaki siirlar acikga belli olmadiginda, bir olguyu gercek yasam baglaminda

arastirmak i¢in kullanilmaktadir (Yin, 2009).
Cocuklarla Felsefe Uygulamalari

Bu ¢alisma kapsaminda, arastirmaci, okul 6ncesi 6gretmenleri ile on haftalik bir CiF

uygulamasi gerceklestirmis ve ayrica okul Oncesi Ogretmenleri, arastirmacinin
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gerceklestirdigi uygulamalar bittikten sonra, kendi smiflarinda en az iki kez CiF
uygulamasi yapmislardir. Arastirmaci, on haftalik uygulamay1 bitirdikten sonra tiim
Cocuklarla Felsefe oturumlarinin planlarini katilimcilarla paylasmistir (bkz. EK B).
Bunu takiben, okul 6ncesi 6gretmenleri istege bagl olarak on plandan en az ikisini
segmis ve on haftalik CiF deneyimlerine dayanarak, kendi smiflarinda CiF

yaklagimini kullanmislardir.
Katihmeilar

Bu degerlendirici durum ¢alismasinda, drneklem segilim yontemi olarak elverislilik
orneklemesi kullanilmistir. Calismanin katilimeilarini, Antalya ilinden 6 farkli devlet
anaokulundan 11 kadin okul oOncesi Ogretmeni olusturmaktadir. Calismada,
katilimcilarin gergek isimleri kullanilmamis ve katilimcilara P1- P11 arasinda ve

calistyor olduklar1 anaokullarina, S1-S6 arasinda kodlar verilmistir.
Veri Toplama Araclan ve Siireci

Okul dncesi 6gretmenlerinin CiF ile ve onun okul 6ncesi egitiminde kullanilmasiyla
ilgili gortslerinde, CiF deneyimi Oncesi ve sonrasinda bir farklilik olup olmadigim
incelemek amaciyla, 10 haftalik uygulamanin Oncesinde, sonrasinda ve ayrica
katilimcilarin kendi egitim ortamlarindaki uygulamalarindan sonra olmak iizere
birebir olarak 3 yar1 yapilandirilmis goriisme gerceklestirilmistir. Ek olarak,
calismada, on haftalik uygulama esnasinda, ses kayitlari iizerinden gbzlem ve saha
notlar1 da veri toplamak icin kullanilmistir. Hazirlanan goriisme sorulari, okul 6ncesi
egitimi ve ilkogretim alaninda ¢aligmalar yapan 3 uzman tarafindan incelenmis ve
uzman gorisleri alinmistir. Ardindan, 6 okul 6ncesi 6gretmeni ile bir pilot ¢aligma
yirtitilmiistiir. Uzman goriisleri ve pilot calisma sonuglari dogrultusunda gerekli
diizenlemeler yapilmig ve goriigme sorulart son haline getirilmistir. 10 haftalik
uygulama oncesi ve sonrasinda gergeklestirilen goriisme toplam 17 sorudan olusmus
ve 20-30 dakika siirmiistiir. Ogretmenlerin kendi uygulamalarindan sonra yapilan
goriisme de toplam 5 sorudan olusmus ve 10-15 dakika slirmiistiir. Gorlismeler,

katilimcilara uygun olan yer ve zamanda gergeklestirilmistir. Arastirmaci tarafindan
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10 hafta boyunca, haftada 1 kez ve 1 saat olmak uzere ydritilen CiF

uygulamalarinda, 11 katilimct ayni anda ayn1 yerde bulugsmuslardir.

Calismay1 gerceklestirmeden Once, Universitenin etik kurulundan ve Milli Egitim
Bakanligi’'ndan gerekli izinler alinmistir. Caligma, 2018-2019 egitim 6gretim yili

bahar doneminde gerceklestirilmistir.
Veri Analizi

Bu calismada, okul Oncesi Ogretmenlerinden elde edilen veriler, icerik analizi
yontemiyle analiz edilmistir. Calismada veri analizi siirecinde, Oncelikle olarak
katilimcilarla, 10 haftalik uygulama Oncesi ve sonrasi ve ayni zamanda kendi
siiflarindaki uygulamalar1 sonrasi yapilan goriismelerin ses kayitlar1 yaziya
aktarilmistir. Sonrasinda, katilimcilarin, CiF deneyiminden 6énce ve sonra, CiF ve
CiF’in okul oOncesi egitiminde kullanilmasi ile ilgili goriislerinde herhangi bir
farklilik olup olmadigina bakilmistir. CiF deneyimi sonrasi veri analizinde, 10
haftalik uygulama sonunda yapilan goriismenin ve katilimcilarin kendi siniflarinda
yaptiklari uygulamalarin sonunda yapilan gériismenin bulgular1 beraber ele alinmis

ve ‘CiF Deneyiminden Sonra’ baslig1 altinda birlikte sunulmustur.

BULGULAR VE TARTISMA

1. Okul Oncesi Ogretmenlerinin Cocuklarla Felsefe Yaklasimina liskin

Goriisleri

CIF deneyimi oncesinde, katilimcilar, CiF’i 6gretmenin ¢ocuklara sorular sormas,
cocuklarin fikirlerini paylagmalart ve onlar1 ne diislinecekleri konusunda
yonlendirme ile iligkilendirmislerdir. CiF deneyiminden sonra ise, CiF’i, 6gretmenin
cocuklar tzerinde hakimiyet kurmadan, onlarin elestirel ve yaratici diisiinmesini,
kendi sorularimi iiretmelerini ve hep birlikte diisiinmelerini saglayan bir yaklagim
olarak tarif etmislerdir. Alanyazinda diger c¢alismalar da, CiF’i bir sorusturma
toplulugu i¢inde, ¢ocuklarin elestirel ve yaratict diislinmesini, soru sormasini ve is

birligi iginde diisiinmelerini tesvik eden bir yaklasim olarak tanimlamaktadir
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(Cassidy ve Christie; 2013; Lipman, 2003; McCall, 2013). Bazi katihimcilar,
cocuklarin kendi soru ve cevaplarimi iiretmesi, daha aktif olmalar1 ve her iki
yaklasimin da sorgulamaya dayali olmasi agisindan CiF’i sorgulama temelli
yaklasima da benzetmislerdir. Bu bulgu, CiF’in, 0Ozellikle topluluk iginde, is
birligiyle kurulan bir diyaloga odaklanmis sorgulamaya dayali bir yaklasim oldugunu
goOsteren daha baska ¢alismalarla da tutarlidir (Cam, 2006; Dougherty, 2017; Fisher,
2013; Haynes, 2014; Naji, 2013; Stanley, 2004).

Katilimcilar, CiF’i, ¢ocuklar1 ne diisiinmeleri gerektigi konusunda sinirlandirmadan,
onlar1 daha ¢ok diisiinmeye, sorgulamaya ve beraber diisinmeye yonlendiren bir
yaklasim olarak tanimlamiglardir. Bu bulgu, katilimcilarin, arastirmanin basinda,
CiF’e daha cok geleneksel egitimdeki 6gretmenin lider oldugu bir bakis acgisiyla
yaklagirken, CiF deneyiminden sonra, Ogretmenin, ¢ocuklart daha ¢ok
diisiinmelerinde destekledigi bir bakis agisiyla ele aldiklar seklinde agiklanabilir
(Newell- Jones, 2012).

Bunun yani sira, katilimeilar, CiF deneyiminden 6nce, CiF ile soru-cevap, beyin
firtinasi, fikir bankasi veya hikdye ve ¢ember zamanindaki etkinlikler gibi okul
oncesi egitiminde kullanilan belirli yontemler arasinda bir benzerlik kurarken, tlim
katilimeilar, CiF deneyimi sonrasinda, CiF’in, disilincelerin aralarinda baglanti
kurulmadan, ¢ocuklarin yalnizca fikirlerini paylastiklar diger diisiinme (zerine olan
etkinliklerden  farkli  oldugunu sOyleyerek, konuyla ilgili diisiincelerini
degistirdiklerini ifade etmislerdir. CiF deneyiminden ¢nce, ilk varsayimlarina da
dayanarak, simiflarinda c¢ocuklarla zaten felsefe yaptiklarini diistiniirken, deneyim
sonrasinda, yaptiklari seyin gercekten felsefe olmadiginmi fark ettiklerini de dile
getirmiglerdir. Bu bulgu, Ogretmenlerin CiF deneyimlerinden sonra yaklagim
hakkinda daha fazla bilgiye sahip olarak, yaklasim hakkindaki yanlis anlamalarini
diizeltmis olabilecekleriyle aciklanabilir (O’Riordan, 2013).
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2.0kul Oncesi Ogretmenlerinin Cocuklarla Felsefe Yaklasimimin Okul Oncesi

Egitim Ortaminda Kullamlmasiyla Tlgili Goriisleri

2.1 Okul Oncesi Ogretmenlerinin Cocuklarla Felsefe Yaklasiminin Okul Oncesi

Egitim Ortaminda Kullanilmasiyla ilgili Goriisleri

Calismanin baslangicinda, baz1 katilimcilar, ¢ocugu, bilissel olarak yetersiz kabul
ederek, ¢ocuk ve felsefeyi birbiriyle iliskilendirememis olsa da (Lyle, 2017; Piaget,
1974; Rousseau, 1762/2010; Siegler, 2004), CiF deneyimi sonrasinda, goriislerini,
okul 6ncesi déonemdeki ¢cocuklarin da felsefe yapabilecegi yoniinde degistirmislerdir.
Onceki caligmalar da, kiiciik ¢ocuklarn, soyut kavramsallastirma yapma, fikirlere
katilip, katilmadiklarini ifade etme, neden talep etme ve neden sunma, 6rnek ve karsi
ornekler verme ve farkli fikirler sunma gibi karmasik biligsel islemleri yerine
getirdiklerini gostermektedir (Kennedy, 1994; Kieran Egan; 1988; Matthew, 1994;
Murris, 2000).

Ayrica, katilimcilar, CiF deneyimi sonrasinda, CiF yaklagimimin okul &ncesi
donemdeki ¢ocuklar igin gelisimsel olarak uygun oldugunu ve okul 06ncesi
egitiminde kolaylikla kullanilabilecegini  diisiinmiislerdir. Bazi katilimcilar,
simiflarinda ¢ocuklara, felsefe yapma firsatt vermediklerini ve dgretmenlerin bunun
icin uygun smif ortamim1 hazirlamalart durumunda c¢ocuklarin da felsefe
yapabileceklerini belirtmislerdir. Bu bulgu, eger ¢ocuklarin felsefe yapabilecegine
inanilir ve bunu yapmalar1 desteklenirse, ¢ocuklarin da felsefe yapma yeteneklerini
ortaya koyabilecegine dikkat ¢eken g¢alismalarla tutarlidir (Goucha, 2007; Lipman,
1973).

Diger taraftan, bazi katilimcilar, CiF yaklasimi uygulanirken, felsefi bilginin gerekli
olmadigin1 diisiinmiislerdir. Bu goriislerini de, CiF yaklagimi i¢inde, 6gretmenin
kendi diislincesini paylasmamasi1 ve c¢ocuklara herhangi bir bilgi aktarmamasiyla
aciklamislardir. Ote yandan ilgili alanyazinda CiF yaklasiminda kolaylastiricinin,
felsefi duyarlilik ve bilgi sahibi olmasinin 6nemi vurgulanmaktadir (Akkocaoglu
Cayir, 2018; Daniel ve Auriac, 2011; Haynes, 2011; Lone, 2012b; McCall, 2017).
CiF’te kolaylastirici, sahip oldugu felsefi bilgiyi sergilemeden ondan
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yararlanmaktadir. Bu sebeple, bu bulgunun, cocuklara felsefi bilgi aktarmayi degil
de, onlarin kendi bilgilerini olusturmalarini kolaylastirmay1 amaglayan CiF’in yapisi
ile ilgili oldugu distiniilebilir (Lone, 2012b; Maxwell, 2005; Scholl vd, 2009). Bu
bulgu, ayn1 zamanda, katilimcilarin, bilginin kaynagi olarak goriilen 6gretmenlerin,
sahip olduklar1 bilgileri dgrencilere aktardiklari ve boylece bilgilerini gosterdikleri
geleneksel egitim penceresinden bakmalarindan da kaynaklanmis olabilir (Kennedy,

2012; Topping ve Trickey, 2014).

Ek olarak, bazi katilimcilar, CiF’i uygulayan kisinin kendine giivenmesinin énemli
oldugunu ve yaklagimi dogru uygulama konusunda kendilerine givenmediklerini
ifade etmislerdir. Boylece, CiF’in, bu alanda yetkin bir kisi tarafindan miifredat
disinda yiiriitiilen bir uygulama olmasini desteklemislerdir. CiF’in miifredatla
biitiinlestirilmesiyle ilgili olarak da, O6gretmenin motivasyonunun dnemini
vurgulamiglardir. Katilimeilara goére, uygulamaya goniillii olmayan bir dgretmen,
CiF’i okul mufredatiyla biitiinlestirmek zorunda birakilmamalidir. Bu bulgular,
O’Riordan’in (2013), Ogretmenlerin, farkli motivasyon ve giiven seviyelerinin,
CiF’in egitim ortaminda kullanimini etkileyebilecegini gosteren c¢alismasi ile

uyumludur.

Ayrica, katilimcilar, CiF yaklagiminin etkili olabilmesi igin duzenli kullanilmasi
gerektigini disiinmiiglerdir. Bu bulgu, CiF’in genel basarisinin, egitimde duzenli
kullanimina bagh oldugunu gosteren galismalarla paralellik i¢indedir (Topping ve
Trickey, 2007; Siddiqui vd., 2015). Bir katilimci da, CiF’in uygulanabilmesinde sinif
mevcudunun 6nemine deginerek, kalabalik bir smifta, yaklagimi uygulamanin kolay
olmayabilecegini dile getirmistir. Benzer sekilde Fisher’a (1998) gore, kalabalik grup
say1st kolaylastiricinin CiF’i tam anlamiyla kullanmasini engelleyebilir ve az sayida
¢ocugun, daha kisa siireyle fikirlerini paylasmasina neden olabilir, bu nedenle bir

sorusturma toplulugu i¢in ideal say1 yaklasik 14 tiir.

Katilimcilar, okul dncesi donemde, kisinin karakterinin biiyiik oranda olustugunu ve
bu nedenle, cocuklarin bu erken dénemde CiF ile tamigsmalarinin ¢ok Onemli

oldugunu diisiindiiklerini de ortaya koymustur. Bu bulgu, CiF uygulamalarinin okul
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oncesi egitiminden baslayarak, miifredatta merkezi bir yer almasini gerektigini
savunan goriisleri desteklemektedir (Farahani, 2014; Maxwell, 2005). Katilimcilar,
ayrica okul Oncesi egitim programinin, CiF’i miifredatlariyla rahatlikla
biitiinlestirecek esneklikte oldugunu belirtmislerdir. Katilimcilara gore, egitimin
diger donemlerinin aksine, okul oncesi egitim programinin keskin sinirlart yoktur.
Turkiye’de okul oncesi egitimi programinda (MEB, 2013), d6gretmenlere, planlarini
hazirlama ve uygulama konusunda esnek bir ¢ergeve ¢izildigi de, bu bulgu ile
uyumlu olarak ifade edilmektedir. Bu bulgu ayrica, okul dncesi 6gretmenlerinin
CiF’in, okul 6ncesi donemde kullanmak icin oldukca uygun bir yaklagim oldugunu
diisiindiiklerini ve planlarinda onu kalici olarak kullanma konusunda istekli

olduklarini gosteren Karadag ve Demirtas'in (2018) ¢aligmasini da desteklemektedir.

2.2 Okul Oncesi Ogretmenlerinin Cocuklarla Felsefe Yaklasiminin Okul Oncesi
Egitim Ortaminda Kullanmlmasinin Cocuklar Uzerindeki Etkileriyle Tlgili

Goriisleri

Katilimcilar, CiF deneyimi 6ncesinde, okul oncesi egitiminde CiF kullaniminin,
yalnizca, ilkdgretime gecisi kolaylastiracagini diislintirken, CiF deneyimi sonrasinda,
ergenlik ve yetigkinlik donemini de olumlu olarak etkileyebilecegini dile
getirmiglerdir. Ayrica, gocuklarin elestirel, yaratici ve is birligi iginde diistinmeleri,
soru olusturmalar1 ve akademik basarilarini desteklemesi bakimlarindan, onlarin
biligsel gelisimlerini olumlu etkileyecegini ifade etmislerdir. Elestirel diisiinmeyi, bir
diisiinceyi hemen kabul etmeden, onu sorgulama, diisiinceleri nedenleriyle aciklama;
yaratict diislinmeyi ise, yeni diisiinceler iliretebilme ve farkli acilardan bakabilme
seklinde ifade etmislerdir. Is birligi icinde diisiinme ile ilgili olarak ise, cocuklarin
bireysel olarak disiinmelerinin Otesine gecerek, kendi aralarinda diisiinmeye
baglamalarindan bahsetmislerdir. Alanyazinda da, egitim alaninda CiF yaklagiminin
kullanilmasinin gocuklarin akil yiiriitme (Akkocaoglu Cayir, 2015; Daniel ve Auriac,
2011; Lam, 2012; Marashi, 2009; Sére, Luik ve Tulviste, 2016; Topping ve Trickey,
2007; Yusoff, 2018), elestirel ve yaratic1 diisiinme (Dyfed County Council, 1994;
Gasparatou ve Kampeza, 2012; Ghaedi vd., 2015; Haas, 1980; Jenkins ve Lyle,
2010; Karadag ve Demirtas, 2018; Lipman ve Bierman, 1970; Marasg, 2008; McCall,
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2017; Siddiqui vd., 2015), isbirlik¢i diistinme (Phillips, tarihsiz), soru olusturma
becerilerine (Demirtas vd., 2018; Jenkins ve Lyle, 2010; Karadag ve Demirtas, 2018;
Yusoff, 2018), akademik olarak da, matematik, okuma ve yazmada daha basarili
olmalarina katkida bulundugunu ortaya koyulmaktadir (Dyfed County Council,
1994; Fields, 1995; Haas, 1980; Imani vd., 2016; Lipman ve Bierman, 1970;
Siddiqui vd., 2015; ETS Study, 1980; Williams, 1993). Ayrica, ¢alismanin bulgulari,
okul Oncesi Ogretmenlerinin on haftalik CiF uygulamasi boyunca fikirlerini
gerekceleriyle agiklamaya, giderek daha fazla dikkat ettiklerini gdstermistir. Bu
bulgular, katilimcilarin, felsefi sorusturma toplulugunun iiyesi oldugu on haftalik CiF
uygulamasinin elestirel diisiinme becerileri lizerinde bir etkisi olmus olmasiyla

agiklanabilir.

Ayrica egitimde CiF kullaniminin, aktif dinlemeyi (Campbell, 2002; Commonwealth
of Avustralia, 2008; Dyfed County Council, 1994) ve ifade dilini (Campbell, 2002;
Dyfed County Council, 1994; Jenkins ve Lyle, 2010; Trickey, 2007) gelistirerek,
cocuklarda dil gelisimini destekledigini ortaya koyan alanyazinla uyumlu olarak,
katilimcilar da, ¢ocuklarin konusma ve dinleme becerilerinin CiF sayesinde, olumlu

yonde etkilenecegini diisiinmiislerdir.

Bunlarin yaninda, katilimcilar, sosyal-duygusal gelisim alaninda, herkesin fikrine
deger verilmesi ve ifade etmesi icin firsat verilmesiyle, ¢ocuklarin kendilerine ve
basgkalarina saygilarinin, 6zgilivenlerinin, empatilerinin, hosgoriilerinin artacagini ve
smif i¢i  etkinliklere daha istekli ve yogun katilmak isteyebileceklerini
diistinmiislerdir. Bu bulgulari, alanyazin da, CiF’in ¢ocuklarda 6zgiiveni (Campbell,
2002; Okur, 2008; Siddiqui vd., 2015; Topping ve Trickey, 2007), ozsaygiyi
(Palsson vd.., 1998; Topping ve Trickey, 2007), diger fikirlere saygiy1 (Cassidy ve
Christie, 2013; Sigurborsdottir, 1998), acik gortsliiliigii (Fair vd., 2015), empatiyi
(Cassidy vd., 2017; Okur, 2008; Topping ve Trickey, 2007) sosyallesmeyi ve akran
iligkilerini (Commonwealth of Australia, 2008; Naraghi vd., 2013; Sigurborsdottir,
1998; Topping ve Trickey, 2007; Yusoff, 2018) ve katilimi: (Campbell, 2002;
Cassidy ve Christie, 2013; Cassidy vd., 2017; Marashi, 2008; Topping ve Trickey,
2007) gelistirdigini ortaya koyarak desteklemektedir.
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Ayrica, bazi katilimeilar, CiF’in 6zel gereksinimi olan ¢ocuklari da olumlu yonde
etkileyebilecegini ifade etmislerdir. Calismanin basinda, sinifindaki, Tiirkce'yi tam
konusamayan ve anlayamayan, ¢ogunlukla sessiz olan iki dilli 6grencilerinin CiF
uygulamalarina katilamayacagimi diisiiniirlerken, CiF deneyimi sonrasinda, onlarin
da katilabileceklerini ve hatta CiF sayesinde dilsel olarak gelisebileceklerini ifade
etmislerdir. Alanyazin da, CiF kullaniminin ¢ocuklarin kelime dagarcigini arttirip,
kendini ifade etme becerisini gelistirmesi agilarindan iki dilli dil gelisimini
destekledigini ortaya koymaktadir (Newell-Jones, 2012). Ayrica, CiF yaklagiminm
kullanmanin otizmli ¢ocuklarin katilimlarin1 ve 6z diizenlemelerini destekledigini
gosteren alanyazinla paralel olarak (Cassidy vd., 2017), bir katilimc1 da, otizmli bir
Ogrencisinin, sinifindaki ikinci CiF uygulamasindan sonra yaklasima uyum

saglamaya basladigini dile getirmistir.

2.3 Okul Oncesi Ogretmenlerinin Cocuklarla Felsefe Yaklasiminin Okul Oncesi
Egitim Ortaminda Kullanlmasinin Ogretmen Uzerindeki Etkileriyle Tlgili

Goriisleri

Katilimcilar, ¢caligmanin basinda 6gretmenin daha fazla egemen oldugu bir rehberlik
anlayigina sahipken, CiF deneyimi sonrasi, rehberlik anlayislarinda, ¢ocuklarin daha
aktif olduklari, 6gretmenin onlar1 diisiinmeye, soru sormaya ve baskalarina saygi
duymaya davet ettigi bir rehberlik anlayisin1 ortaya koymuslardir. Baz1 katilimcilar,
cocuk merkezli yaklagimi benimsiyor olduklarini diisinmelerine ragmen, simiftaki
CiF uygulamalarinda, smif ortaminda ne kadar baskin olduklarini, ¢ocuklarin
diisiincelerine miidahalede bulunduklarmi fark ettiklerini dile getirmistir. CIF’in okul
oncesi egitiminde kullaniminin da, bu d6gretmen egemen ortami doniistiirebilecegini
diistinmiislerdir. Konuyla ilgili olarak, 10 haftalik CiF uygulamalar1 sirasinda,
katilimcilar, baslangigta kolaylastirici olan arastirmacinin sorularin dogru cevabini
vermesini ve tartigmalara miidahale etmesini beklerken, on haftalik uygulamalarin
son oturumlarina dogru bu beklentileri terk etmislerdir. Bu bulgular, 6gretmenlerin,
CiF ile birlikte, 6grenciler lizerinde daha az hakimiyet kurduklarint ve 6grencilerini

daha fazla diisiinmeye, soru sormaya tesvik ettiklerini tespit eden 6nceki ¢alismalarin
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bulgulariyla tutarlidir (Newell-Jones, 2012; O'Riordan, 2017; Scholl vd., 2016;
Siddiqui vd., 2015).

Ayrica, katilimcilar, CiF kullaniminin, ‘cocuk’ algilarim1  etkileyecegini
distinmiislerdir. ~ Cocuklarin  yetersiz ve tam  olgunlasmamis  olarak
gorulebileceklerini, ancak bu alginin CiF ile, yapabilen, diisiinebilen bir ¢ocuga
doniisebilecegini ifade etmislerdir. Goriislerine paralel olarak da, CiF deneyimi
oncesi, cocuk ile felsefeyi iliskilendiremeyen bazi okul 6ncesi 6gretmenlerinin, CiF
deneyiminden sonra, g¢ocuklarin felsefe ile giiglii bir sekilde iliskili oldugunu
savundugu goriilmustiir. Buradan, CiF deneyiminin, onlara ‘yeni’ c¢ocuk algilar
kazanmalarinda katkida bulundugu sdylenebilir. Bu yeni algida, ¢ocuklar, davranis
ve dislinme konusunda, Ogretmenlerinin onlart sandigindan daha ‘olgun’
davranmiglardir. Alanyazindaki ¢alismalar da, CiF’in, 6gretmenleri, beklediklerinden
daha yiksek potansiyele sahip, farkli bir 'cocuk' anlayisini kabul etmeye
yonlendirdigine ve ayrica Ogretmenlerin yerlesik diisiince kaliplarin1 yeniden
yapilandirarak, mevcut pedagojilerinin elestirel olarak evrimini destekledigine dikkat
cekmektedir (Akkocaoglu Cayir, 2016; Demissie, 2015; Haynes ve Murris, 2011;
Scholl, 2014; Topping ve Trickey, 2007).

Bir diger bulgu da, katilimcilarin CiF’in egitim alaninda kullanilmasiyla birlikte,
ogrencilerini daha iyi tanmiyacaklarini disiinmiis olmalaridir. CiF, ¢ocuklarin
kendilerini ifade etmelerine daha fazla alan agtigi icin, ¢ocuklarin bir konuda ne
diislindiiglinii, hissettigini, 1ilgilendigi seyleri ve neye ihtiyag duyduklarim
bilmelerine yardimci olabilecegini belirtmislerdir. Bununla birlikte, alanyazindaki
bazi ¢aligmalarla da uyumlu olarak (Roberts, 2006; Scholl vd., 2016), kendi sinmif
uygulamalar1 sirasinda da, yaklasimin bu etkisini deneyimlediklerini ifade

etmislerdir.

Katilmcilar, CiF’in  6gretmenler Uzerindeki mesleki etkilerinin yani sira,
yasamlarini, kisisel olarak da etkileyecegini diigiinmiislerdir. Bu baglamda, CiF’le
birlikte, kendi diisiinme ve dinleme becerilerinin de gelisecegini dile getirmislerdir.
Alanyazindaki diger ¢alismalarla uyumlu olarak (Green ve Condy, 2016; Mergler

vd., 2009; Scholl, 2014), katilimcilar, CiF yaklasimmi egitim ortamlarinda
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kullanmalar1 durumunda, fikirleri hemen kabul etmeden ve reddetmeden &nce,
izerine daha ¢ok diisiinmeye ve problemlere farkli agilardan bakarak daha rahat
¢ozmeye Dbaslayabileceklerini  sOylemislerdir. Ayrica, CiF sayesinde 0z
farkindaliklarinin =~ da  artacagmi  diisiinmiisler ve CiF’in, 06gretmenleri,
diistindiiklerinin, hissettiklerinin ve yaptiklarmin farkinda olmaya davet eden bir
yaklasim oldugunu belirtmislerdir (Mergler vd., 2009). Bunun yaninda, katilimcilar,
Roberts’in (2006), CiF’in Ogretmenleri kisisel iliskilerinde daha fazla dinlemeye
yonelttigini ortaya koyan calismasina uygun olarak, égretmenlerin kisiler arasindaki
iligkilerinde de hosgoriilerinin artmast ve karsilarindakini daha ¢ok dinlemeye

baslamalar1 agisindan CiF’ten etkilenebileceklerini dile getirmislerdir.

2.4 Okul Oncesi Ogretmenlerinin Cocuklarla Felsefe Yaklasimmnin Okul Oncesi
Egitim Ortaminda Kullamlmasinin Ogrenci ve Ogretmen Arasindaki iliski

Uzerindeki Etkileriyle ilgili Goriisleri

Katilimcilar, CiF’in kullanildig: siniflarda, 6gretmen ve 6grenciler arasinda diyalog
temelli bir iliskinin gelistirilecegini disiindiiklerini ifade etmislerdir. Bu diyalog
temelli iliskide, konusanin daha ¢ok 6gretmen oldugu geleneksel egitimdeki ‘cocuk’
ve ‘Ogretmen’ algilarmin da farklilasacagini vurgulamislardir.  Aralarindaki bir
meselenin, yalnizca oOgretmenin kendisiyle degil de, Ogretmen ve Ogrencinin
karsilikli diyalogu yoluyla tartisilip degerlendirilecegini ifade etmislerdir. Bu bulgu,
CiF’in hem Ogretmenin hem de 6grencinin birbirini saygiyla dinleyip, konustugu
ogretmen-6grenci diyalogunun miktarim1 ve niteligini arttirdigini gosteren diger

caligmalarla tutarlidir (Dougherty, 2017; Lyle, 2018; Topping ve Trickey, 2007).

Katilimeilar, ayrica, CiF’in smif ortaminda kullanilmasiyla 6gretmen ogrenci
arasindaki iliskinin glvenli bir iliskiye donilisecegini diisiinmiislerdir. Alanyazinla
uyumlu olarak (Kovalainen vd., 2001; Splitter, 2014; Green ve Condy, 2016), CiF’in,
sinifta, herkesin diisiincesini ¢ekinmeden ifade edebildigi, karsilikli olarak giiven

veren, saygili bir iligski kurmalarini destekleyecegini belirtmislerdir.

Bunlarin yaninda, katilimcilar, okul 6ncesi egitiminde CiF’in kullanilmasiyla, sinifin,

ogretmen ve ¢ocuklarin is birligi ile yonetilebilecegini diistinmiislerdir. CiF deneyimi
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oncesinde bazi katilimeilar, O'Riordan'i (2013) bulgusuna uygun olarak CiF’te, sinif
hakimiyetini kaybetme endisesini yasayabileceklerini ifade ederken, CiF deneyimi
sonrasinda, sinifin beraberce yonetilmesi dogrultusunda goriislerini degistirmislerdir.
Bu bulgu, smiftaki sorunlarin bir otorite olarak &gretmen tarafindan degil, sinif
toplulugundaki tiim iiyeler tarafindan goriisiiliip, degerlendirildigini gosteren dnceki
calismalarla uyumludur (Fisher, 2007; Freire ve Ramos, 1970; Haynes, 2014; Jenkins
ve Lyle, 2010). Ayrica, katilimcilarin goriisiindeki bu degisiklik, geleneksel egitimde
O0gretmen ve Ogrenci arasinda kurulan hiyerarsinin, egitimde CiF yaklasiminin
kullanilmasi sonucu terk edilmesiyle de agiklanabilir (Haynes ve Murris, 2011). Bu
yerlesik hiyerarside 6gretmen, ¢ocuklar i¢in 6grenmeyi kolaylastirici degil, otoriter
bir bilgi kaynagi iken; cocuklar Ogretilenleri kabul etmekte ve 6gretmenin dogru

cevabi vermesini beklemektedir (Funston, 2017).

2.5 Okul Oncesi Ogretmenlerinin Cocuklarla Felsefe Yaklasiminin Okul Oncesi

Egitim Ortaminda Kullamlmasimin Oniindeki Engellerle ilgili Goriisleri

Katilimcilar, kurumsal bir engel olarak, geleneksel egitim sisteminin okul éncesi
egitiminde CiF’1 kullanmak i¢in bir engel olusturabilecegini ifade etmislerdir.
Katilimcilara gore, geleneksel egitim, ¢cocuklarin merakini ve elestirelligini bastirdigi
icin, CiF geleneksel egitim yapisina bir meydan okumadir. Bu bulgu, geleneksel
egitimin her seyi bilen bir otoriteye baglilik pedagojisine karsilik gelirken, CiF'te
baskin olanin arastirma pedagojisi olmasi fikriyle tutarhdir (Kizel, 2016).
Katilimcilara gore, geleneksel egitim yapisi, okul yoneticilerinin tutumunu da
etkileyebilir ve bdylece okul yonetimi, egitim ortamlarinda CiF kullanimini
onaylamayabilir. Bu bulgu, Newell-Jones'un (2012), 6gretmenlerin okul tarafindan
yeterince desteklenmemelerinin ve baska baskilara maruz kalmalarinin CiF’i
kullanmalarini etkileyebilecegini ortaya koydugu ¢alismasiyla desteklenmektedir. EK
olarak, kurumsal engeller kapsaminda, bir katilimci, alanyazinla uyumlu olarak
(Haynes; 2011; Millet ve Tapper, 2012), yetersiz dgretmen egitiminde yasanacak

eksikliklerin CiF’in dogru kullanimini engelleyebilecegine isaret etmistir.
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Bunlarin yan1 sira, katilimcilar, sosyo-kiltiirel olarak, toplumdaki ‘gocuk’ ve
‘felsefe’ algilarinin, CiF’in okul Oncesi egitim ortaminda kullanimma engel
olusturabilecegini diistinmiislerdir. Felsefenin kafa karistirici olabilecek rahatsiz
edici sorular sordugunu ve bu kafa karisikliginin toplum i¢in yikici bir faaliyet olarak
algilanabilecegini ifade etmislerdir. Bu nedenle, toplumda felsefenin zaman kaybi
olarak  Onemsizlestirilebilecegini veya din  dismani  olarak  sunularak
seytanlagtirilabilecegini dile getirmislerdir. Bu bulguyla paralel olarak, Haynes
(2011) ve Farahani (2014) de, toplumun giivenilirliginin ve degerlerinin
elestirilmesinden hoslanmadigr durumlarda, toplumun Gyelerinin de felsefeye ve
Cocuklarla Felsefeye karsi olacagina dikkat ¢ekmektedir. Calismanin son bulgusu da,
katilimeilarin, toplumdaki, felsefe yapmaya akli yetmeyen “gocuk” algisinin okul
oncesi egitiminde CiF’in kullanilmasinin 6niinde bir engel olusturacagini diistinmiis
olmasidir. Bu bulgu ise, Maxwell'in (2005) CiF’in egitimde kullanilmasinin
ontindeki baslica engel oldugunu ifade ettigi, ‘‘toplumda bakima ve yonlendirilmeye
ihtiyact olan savunmasiz iiye’’ olarak kabul edilen ¢ocuk algisiyla desteklenmektedir
(Andal, 2020).

Boylelikle, bu ¢alisma, okul oncesi 6gretmenlerinin Cocuklarla Felsefe hakkindaki
gorlslerinin daha iyi anlasilmasimi ve arastirmacilarin, Cocuklarla Felsefe, okul
oncesi egitimde Cocuklarla Felsefe ve 0gretmen egitimi ilizerine daha fazla aragtirma
yapmalarmni saglayabilir. Bununla beraber, Tirkiye’de, politika belirleyicilerin
Cocuklarla Felsefe yaklasimini takip edecek sekilde okul oncesi miifredatini ve
yaklasimin felsefi boyutunun da igerige dahil edildigi kapsamli bir 6gretmen
egitimini  diizenlemelerini, bdylece okul oncesi donemdeki ¢ocuklarin ve
ogretmenlerin CiF’in kazanimlarindan yaygin olarak faydalanabilmelerini saglamak
i¢in bir temel olusturabilir. Her seyden 6nce, bu galisma, politika belirleyicileri, okul
oncesi egitim alaninda calisan 6gretmen ve arastirmacilart ve genel olarak ¢ocuk ve
egitim ile yollar1 kesisen tiim alanlarda g¢alisanlari, ¢ocuk, felsefe, 6gretmen ve

egitim kavramlari lizerine yeniden diistinmeye cagirabilir.
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