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Abstract: This study aimed to determine the frequency of and time allocation for education for
sustainable development (ESD) practices of preschools teachers and examine the ESD indicators in the
physical environment of eco and ordinary schools. The results indicate that the frequency of and time
allocated for the ESD practices of eco preschool teachers were significantly higher than those of teachers
in ordinary preschools but only with a small effect size. The results also demonstrate that there are more
facilities to support ESD in eco-preschools compared to ordinary preschools. In conclusion, the eco-
school approach may promote ESD indicators in preschools; however, the small effect size and similar
mean scores of teachers in both schools emphasize-the necessity of further investigating the issue. On the
other hand, the significant differences between eco and ordinary preschools in terms of the physical
environment demonstrate the unequal conditions of preschools in terms of ESD.

Keywords: Education for sustainable development, eco preschools, education for sustainable development
indicators, preschool physical environment

Oz: Bu arastirmanin amaci eko ve eko olmayan okul oncesi egitim kurumlarmin fiziksel 6zelliklerini ve
okul Oncesi Ogretmenlerin uygulamalarinin SGE (Siirdiiriilebilir Gelisim i¢in Egitim) acisindan
degerlendirmektir. Caligmanin sonuglarina gore eko okullarda ¢alisan okul 6ncesi 6gretmenlerin SGE
uygulamalarina ayirdiklart zaman ve siklik diizeyi eko olmayan okullarda calisan Ogretmenlerle
karsilastirildiginda etkisi kiigiikk olsa da anlamli derecede yiiksek bulunmustur. Ayrica SGE’yi
destekleyen fiziksel ¢evre uyaranlart agisindan eko okullarin daha 6nde oldugu sonucuna ulasilmistir.
Sonug¢ olarak eko okul yaklagimi okul Oncesi kurumlarin SGE agisindan fiziksel 6zelliklerinin
iyilestirilmesini saglayabilir ancak her iki okul tipinde ¢alisan 6gretmenlerin SGE uygulamalart agisindan
beklenen kadar yiiksek farka sahip olmamasi, bu konu ile ilgili yeni ¢aligmalara ihtiya¢ duyuldugunu
gostermistir.

Anahtar Kelimeler: Strdiriilebilir gelisme i¢in egitim, eko-okul Oncesi egitim kurumlari, siirdiiriilebilir
gelisme i¢in egitim gostergeleri, fiziksel ¢evre dzellikleri

Introduction

2030 Agenda for Sustainable Development declared by the United Nations reaffirmed the
central vision of this century as giving everyone the opportunity to transform the world by
learning the values and behaviors required for a sustainable lifestyle (UNESCO, 2017). The 17
Sustainable Development Goals and 169 targets which were announced realized the integrated
and indivisible balance among the three dimensions of sustainable development: the economic,
social and environmental. In this regard, Education for Sustainable Development (ESD) aims to
transform the world in collaboration with all grades, and guide and motivate people from all
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ages to become responsible citizens of the planet (UNESCO, 1997). It emphasizes the inter-
relationship between environment, economy, and society to help people develop attitudes, skills,
and knowledge to make informed decisions for the benefit of themselves and others, now and in
the future, and to act upon these decisions (UNESCO, 2002). Furthermore, the Thbilisi
Declaration (UNESCO, 1977), Agenda 21, the earth summit strategy to save planet (Agenda 21,
1992), and the Dakar Framework for Action (UNESCO, 2000) are considered important
international documents and commitments with the aim of moving the education sector to ESD
starting from the early years of life (Drexhage & Murphy, 2010; UNESCO, 2005; 2012). At this
point Early Childhood Education for Sustainable Development (ECESD) is highlighted and it is
a transformative education process that strengthens children’s problem-seeking and solving
skills as well as valuing their contributions to changing their environment (Daries, Engdahl,
Otieno, Pramling-Samuelson, Siraj-Blatchford, an, & Vallabh, 2009; UNESCO, 2012). In other
words, ECESD is about empowering children to think and act in a way that values sustainable
living to save the future (Siraj-Blatchford, Smith, & Pramling Samuelsson, 2010).

The United Nations Conference on Environment and Development emphasized the
importance of ESD in the early years and proposed integrating ESD into educational curricula
starting from early childhood (UNESCO, 2002). In this document, it is underlined that
individuals’ views and attitudes begin to take shape in early childhood, and the pre-school
period plays an important role in the acquisition of a sustainable way of life in the following
years (Didonet, 2008). The role played by ECESD is one of the most recent topics of discussion
in the related literature. For example, Hedefalk, Almqvist and Ostman (2015) reviewed studies
conducted from 1996 to 2013 on ESD and Early Childhood Education. One of the key results of
their analysis of the scientific publications was that ECESD was not about teaching children
environmental, social-economic or cultural phenomena. On the contrary, ESD in the pre-school
period encourages children to be well-educated individuals who can make a difference in the
world and make right decisions for themselves and in situations concerning other people
(McNaughton, 2012).

Concerning the development of ESD in preschools around the Europe, many developed
countries that have taken the lead in ESD practices such as Sweden did not necessarily achieve
this by changing their existing early childhood curriculum (Gadotti, 2010; Sterling, 2001). For
instance, the Swedish national early childhood education curriculum does not contain the
objective of teaching Sustainable Development (SD) as a concept. Rather, this country exhibit
an integrated approach as proposed by UNESCO (2005) incorporating the content related to
ESD into its education program. For example, most of the long-term ESD practices in early
childhood education including democracy, global warming, cultural diversity, and
environmental-friendly production have been integrated into the national education curriculum
of Sweden (Breiting & Wickenberg, 2010; Kultti, Larsson, Arlemalm-Hagser & Pramling-
Samuelsson, 2016; Sweden Environmental Protection Agency, 2000). Also, in Norway,
philosophy of early childhood education rooted on sustainability related context in terms of
respect for human and nature, democracy, environmentally friendly development, etc. (Heggen,
2016). Referring key importance of children’s participation as a citizen and forest schools,
English national preschool curriculum implicitly integrates the environmental, economic and
social-cultural dimensions of ESD (Siraj-Blatchford, 2016). Similarly, in Portugal, focus of
ECESD practices is paying attention to children’ voices for a democratic society referring
indirectly dimensions of ESD (Folque & Oliveira, 2016).

In the context of Turkey, the national early childhood education program (Milli Egitim
Bakanligi, 2013) places an emphasis on an integrated approach supporting children’ cognitive,
language, social-emotional, and motor development. When the program is analyzed in relation
to ESD, it is seen that many implicit objectives and indicators are also appropriate for the ESD
content. For example, “respect for diversity”, “reflect on different cultural features”, “and
maintain aesthetic values”. In other words, the national early childhood education program
emphasizes the ESD content in an implicit manner and the objectives and indicators in the
national early childhood education program as well as its content-appropriate for preschool
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teaching practices related to ESD. Therefore, ESD practices can be undertaken simply through
the current objectives and indicators of the curriculum without the need for a supplementary
ESD program (Alici, 2013; Cengizoglu, 2013; Korkmaz & Guler-Yildiz, 2017).

In brief, there is a worldwide attempt to reorient their curriculum towards sustainable
development encompassing environmental education in a broader context of socio-cultural
factors and economic development (Sterling & Huckle, 2014). In this regard, it is important how
schools perceive education and learning for sustainable development and need to incorporate a
vision that is environmentally, socially, and economically sustainable. As suggested by Scoot
(2011), schools are places in which students, from preschool years to adulthood education, can
develop their own idea of a sustainable lifestyle. At this point, sustainable development should
be integrated into every aspect of school curriculum in terms of school culture, teaching and
learning process, teaching practices, organization, administration and physical environment of
the school (Henderson & Tilbury, 2004).

Eco-schools and education for sustainable development

The Eco-Schools Program is the largest sustainable schools program in the world and run by the
Foundation for Environmental Education (FEE). As of the 2016- 2017 academic year, the eco
schools program is being implemented in 62 countries. More than 49,000 schools, 13,000,000
students and 1,170,000 teachers have been enrolled in eco school system. There are seven steps
named as “forming an eco-committee, carrying out an environmental review, making an action
plan, monitoring & evaluating, linking to curriculum, informing & involving, and producing an
eco-code” which a school must follow to be eco-certificated (FEE, 2017)

Eco-preschools can be considered a good model promoting Education for Sustainable
Development that was originated in Agenda 21 with Chapter 25 explicitly referring to children
and the youth being active agents of environmental protection and social-economical promotion
(Agenda 21, 1992; UNESCO, 2003). Eco-preschool programs provide a variety of indoor and
outdoor educational opportunities for preschool children and preschool teachers to support the
goals of ESD (Bajd & Lescanec, 2011). The framework and standards delivered by eco schools
help teachers integrate sustainable development throughout their schools offering the
methodological tools and environmental modifications for settings. In other words, the existing
curricula is re-orientated around sustainable development themes. In this regard, eco-preschools
might be the main vehicle supporting ESD indicators in terms of teaching practices and the
school physical environment (FEE, 2004).

Here, teaching practices are used in a broad sense including in-class and outdoor
teaching activities run by preschool teachers that aim at promoting sustainable development.
Examples of preschool teachers’ teaching practices related to ESD include issues about
collecting paper for recycling, use of natural materials in school events, cooperating with
schools in underdeveloped countries and respecting social-cultural differences (Engdahl &
Arlemalm-Hagsér, 2008). In this context, preschool teachers’ teaching practices about ESD
during the early childhood period can build a bridge between today and a sustainable future.
Hence, it is important to understand how many times they run teaching practices related to ESD
and how much time they allocate in ECE settings. However, the available literature on ESD is
lack of information about ESD teaching practices. The known literature has only partially
discussed the teachers’ understanding of sustainable development (Bjorneloo, 2007; Borg et al.,
2012; McNaughton, 2012; Ohman, 2004). Pre-school teachers are responsible for not only
exploring and learning with children and supporting them, rather than delivering didactic
lectures, but also for creating a learning environment, in which children can exchange ideas
about a sustainable life (Davis, 2010; Didonet, 2008). On the other hand, there is also research
on ESD that has explored teachers’ perceived barriers to ESD (Bursjod, 2011; Oulton, Dillon &
Grace, 2004; Winter & Firth, 2007). According to teachers, these barriers may arise from the
inadequacy of physical environment features such as facilities, materials and equipment in the
school and the characteristics of the school yard, which all affect how the school community
from the administers to teachers and children feel, think, and behave (Kalaitzidis, 2012).
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In particular, it is crucial to emphasize that a preschool physical environment, which is
appropriate for ESD, can help children stimulate their cognition and senses for a sustainable
future (Henderson & Tilbury, 2004). Although the preschool environment differs significantly
in each country and from preschool to preschool, here, ESD related preschool physical
environment is used in a broad sense including outdoor farming area, wooded area, animal
shelter, co recycling bin, waste battery box, composting area, visual stimulants, books, toys,
costume and puppets related to sustainable development. The availability of these materials and
appropriately structured preschool facilities may encourage preschool teachers to implement
particular types of ESD practice. To illustrate, in the Carbon Print Report of Croydon Council
(Croydon Council, 2010), it is mentioned that a printed notice stating ‘switch off the light when
it is not necessary’ facilitates good teacher practice and reduces electricity consumption. Hence,
it can be concluded that the physical environment of preschools has a significant effect on the
perception, attitude, and practices of school community concerning sustainable development.
Therefore, for a sustainable future, the physical environment is one of the key elements assisting
teachers’ teaching practices (Gough, 2005; Henderson & Tilbury, 2004).

Turkey is one of the participant countries of Eco-school project. Preschools participated
to this international project adapt the eco-schools program into national preschool education
program that is prepared by the Ministry of Education and awarded by eco-school certificate.
Eco-schools project is pursued by TURCEV in Turkey with the cooperation of Foundation of
Environmental Education (FEE). On the other hand, ordinary preschools are referred in this
study as the preschools which are also operated by Ministry of National Education but not
participants of eco- school project.

Although the eco-preschool program has been the subject of many studies, most have
only evaluated it from the perspective of the outcomes for the learner (Boeve-de Pauw & Van
Petegem, 2011; Hallfredsdottir, 2011; Krnel & Naglic, 2009; Ozsoy, 2012). To the best of our
knowledge, the accessible literature does not contain any studies assessing the preschool
teachers’ teaching practice or the preschool physical environment in eco and ordinary
preschools from the lens of ESD practices. In this regard, the current study aimed to determine
ESD related teaching practices of preschool teachers and physical environment features in eco
and ordinary preschools. In addition, the differences between eco and ordinary preschools were
investigated in terms of these factors. The following research questions were formulated to fill
the gap in the relevant literature.

1. What is the most and least referred ESD-related content in the teaching practices of
preschool teachers in eco and ordinary preschools?

2. How much time do preschool teachers allocate for ESD-related content in their teaching
practice?

3. Is there a difference between eco and ordinary preschools regarding the frequency of
and time allocation for teaching practice of preschool teachers related to ESD?

4. What are the ESD indicators in eco and ordinary preschools in terms of physical
environment features?

Method

Design of the study

This study was designed as quantitative research based on both participants’ self-reports about
their practices and the observers’ rating on ESD indicators in preschools. The study was
conducted in four big cities of Turkey, namely Istanbul, Ankara, Antalya, and Eskisehir, using a
survey research method (Fraenkel & Wallen, 2012). Data was analyzed through descriptive and
inferential analyses.

Data collection process

Necessary permissions were taken from the Turkish Ministry of National Education to
administer the scales to the participant teachers. A pilot study was conducted with 125
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preschool teachers in 25 preschools located in Ankara, the capital of Turkey. After finalizing the
instruments based on the results of the pilot study, the main study was undertaken during the
spring semester of the 2015-2016 school year, and the preschools were evaluated in terms of
ESD indicators. The responses of the teachers were kept confidential and only used for research
purposes.

Population and sample

The target population of the study was identified as all the public preschools and preschool
teachers in Turkey. However, due to the difficulty of reaching the large target population, the
accessible sample was defined as public eco and ordinary preschools and preschool teachers in
the metropolitan cities of Ankara, Istanbul, Antalya, and Eskischir. These cities were selected
for having the largest number of preschools with an eco-school certificate (FEE, 2017). First, 48
eco-preschools were selected from the four cities mentioned above. Then, for comparison
purposes, 63 ordinary schools were randomly selected from the same districts of the same cities.
In the second stage, 838 preschool teachers were randomly selected from the participant schools
to complete the survey on their practices to determine the frequency of and time allocation for
ESD-related content. Of these teachers, 349 were from eco-preschools and 489 were from
ordinary preschools.

Data collection instruments

The following instruments were developed by the researchers to collect data: the Scale on the
Frequency of and Time Allocation for ESD Practices of Pre-school Teachers and the Checklist
of ESD Indicators in Preschool Physical Environment. In the process of developing these
instruments, three eco-preschools (one public and two private) which are considered to be good
examples of ESD in terms of adopting the whole-school approach were visited. In addition to
the researchers’ observations during these visits, interviews were conducted with the principal
and two teachers from each school to elicit their views on how preschools support SD. After a
detailed literature survey, the researchers constructed an item pool based on the related literature
using the information from their observation and interviews reports. Then, the items were
examined by three academicians, specializing in statistics and research methods, ESD research
and early childhood education, respectively. The items were revised according to the
evaluations and suggestions of these experts to obtain the final versions of the scales.

The ESD frequency and time allocation scale contained 29 items under different
headings to determine how often (1 = Never, 2 = Daily, 3 = 3-4 times a week, 4 = 1-2 times a
week, 5 = 1-2 times per month) and for how long (1 = not applicable, 2 = 1-30 min, 3 = 31-60
min, 4 = 61-90 min, 5 = more than 90 min) the pre-school teachers implemented ESD practices.
In the analysis of consistency, Cronbach's alpha was found to be .96 for the frequency part of
the scale and .97 for the items related to time allocation.

The second tool filled by the researchers was a checklist for physical environment
features supporting ESD, which comprised 25 items related to the facilities in the preschools.
The respondents were asked to tick the “YES’ box if the facility was available in their school
and the ‘NO’ box if not. Cronbach’s alpha for this scale was calculated as .82 for the pilot study
and .86 for the main study.

Results

Concerning the frequency of and time allocated for ESD-related activities (Table 1), eco and
ordinary schools had similar scores. In general, in both types of preschool, the teachers
undertook ESD activities once or twice a month with the time allocated for each activity being
less than 30 minutes.

More specifically, 35.8% of the preschool teachers in eco-schools and 36.8% in the
ordinary schools stated that they never implemented activities related to the importance of using
domestic goods whereas 39.4% of teachers in eco-schools and 42.9% of teachers in ordinary
schools stated that they engaged in these activities once or twice a month.
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Moreover, Table 1 shows that some topics, for instance the importance of democracy,
maintaining social justice in Turkey and the world, sustaining equality in Turkey and the world,
respect for differences, were substantially reported as content that was implemented at least
once or twice a month or more in teachers’ practices in eco and ordinary preschools.

In the current study, in the eco preschools, the participants’ daily practices of
maintaining equality in Turkey and the world and respect for differences were higher than other
topics at 41.8% and 42.1%, respectively. In the ordinary preschools, the results for the above-
mentioned topics were 32.2% and 32.7%, respectively. The teachers reported that they spent
more than 90 minutes on the topic of maintaining equality in Turkey and the world with scores
of only 7.5% in the eco schools and 5.5% in the ordinary preschools, and the topic respect for
differences scored only 5.7% in the eco schools and 5.2% in ordinary preschools.
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Table 1.

The Percentages of Frequency of and Time allocation for ESD-Related Content in Preschool Teachers’ Practices.

Practice Frequency

Time Allocation

ECO Preschools Ordinary Preschools ECO Preschools Ordinary Preschools
8 8 g £ &g g £ £3
g 2 ° g g ° E £ E g E £ £ g
. S8EE_E . SEE £ . £ £ E=g _ E E E<g
S EES¥SY O 2 :ES¥3iE 2 = % O%EE o2 %8O8 &S
Z O g —~2ei O Z Os -tz ® O Z <« o 2E zZ 4 = o =E
Poverty reduction 109 67.0 87 68 6.6 9.1 651 11.7 73 6.7 11.3 717 13.7 2.0 1.3 9.0 73.1 123 34 22
Importance of democracy 1.5 326 31.1 168 18.0 2.1 33.8 31.8 148 175 32 732 164 48 24 25 793 114 40 238
Solidarity and aid 11.6 59.6 16.7 8.0 4.0 240 524 11.1 84 42 126 69.0 128 40 1.5 22.8 650 72 34 1.6
Importance of right to participate 3.6 474 266 13.6 8.8 4.1 547 237 95 80 47 703 188 3.8 24 40 814 84 43 19
Gender equality ~ 22.5 52.0 14.1 69 45 314 49.1 112 53 3.0 237 604 11.0 34 1.6 30.7 58.6 7.8 13 1.6
Importance of children’s rights 49 47.0 20.1 155 125 6.8 539 202 113 7.7 55 748 133 40 24 74 744 114 43 25
Importance of human rights 6.6 50.1 228 114 9.1 83 60.2 153 10.6 5.6 69 733 13.1 44 22 86 759 102 34 19
Maintaining peace and security in
Turkey and the world 82 488 16.8 12.0 14.1 15.1 504 13.1 10.7 10.7 89 707 122 38 44 16.0 679 108 3.1 22
Maintaining social justice in Turkey
and the world 2.5 246 20.0 18.0 348 2.1 31.0 19.1 185 293 3.5 694 165 5.7 48 2.8 78.6 115 37 34
Maintaining equality in Turkey and
the world 2.1 219 179 162 418 1.5 28.0 21.5 16.8 322 26 703 145 51 175 21 791 89 43 55
Respect for differences 2.1 207 174 17.8 42.1 9 313 17.1 18.0 327 26 686 169 6.1 5.7 1.8 797 92 40 52
Cultural diversity 2.8 29.1 16.7 156 3538 44 33.0 19.8 15.0 27.7 47 722 127 62 42 55 758 83 58 4.6
Biodiversity 199 527 141 54 79 284 479 72 99 6.6 202 645 95 40 1.8 28.1 593 9.1 16 19
Climate change 19.0 532 145 66 6.6 31.6 48.7 103 4.7 47 198 653 99 37 13 332 552 75 25 1.6
Natural disasters 104 655 13.7 57 4.7 128 685 98 53 3.6 139 731 97 24 9 143 713 93 40 9
Use of alternative energy sources 17.8 56.8 11.2 8.6 5.6 232 539 125 51 54 189 66.7 9.0 40 13 23.6 62.6 110 1.6 13
Importance of public transport ~ 22.2 529 125 58 6.5 358 445 94 67 3.6 235 629 92 36 9 322 599 54 19 6
Reduction of power consumption 11.7 598 145 66 74 16.1 56.4 11.5 109 52 128 699 11.7 38 1.8 157 70.8 9.1 38 .6
Recycling 3.6 452 205 12.8 179 57 43.6 215 122 170 49 756 11.6 49 29 78 739 112 59 12
Reduction of water consumption 204 45.6 142 10.0 9.8 22.8 459 123 87 102 21.1 625 97 38 29 239 60.7 9.1 53 9
Reduction of paper consumption 264 432 13.0 79 96 29.6 43.1 96 87 9.0 262 593 81 29 34 294 576 79 35 1.6
Decrease of energy sources 11.1 52.7 15.1 103 10.7 147 533 13.5 81 105 1.7 71.0 10.8 3.4 3.1 150 70.7 84 3.7 22
Air pollution 6.0 512 143 134 151 6.5 51.8 142 98 178 73 744 109 33 40 65 761 99 37 3.7
Protection of natural sources 40 483 16.6 12.8 183 6.6 47.1 184 11.5 163 51 728 142 3.1 49 69 737 119 34 41
Melting of the glaciers 10.3 419 184 109 18.6 122 436 157 12.8 157 11.7 499 10.8 3.8 3.8 134 663 125 4.7 3.1
Protection of forests 182 39.7 169 95 156 225 405 12,6 11.7 12.6 185 650 9.0 41 34 227 61.8 79 32 44
Endangered plants and animals 2.7 372 195 11.8 288 48 352 146 179 275 40 70.0 16.1 49 5.1 53 726 115 62 44
Protection of plants and animals 13.8 443 144 114 16.1 17.7 449 11.7 123 135 156 66.0 12.0 47 1.8 183 65.6 107 3.8 1.6
Importance of using domestic goods 358 394 93 75 8.0 36.8 429 6.1 73 7.0 349 521 75 3.0 25 369 515 58 19 39
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In the second stage of the analysis, the ESD practices of preschool teachers in eco and
ordinary preschools were compared in terms of frequency and allocated time. The independent
sample t-test revealed that the mean frequency scores of the teachers from eco-preschools
(M=2.73, SD=.77) were significantly higher compared to the teachers from ordinary preschools
(M=2.60, SD=.77) [t(829)=2.249, p<.05]. The effect size was calculated and indicated a small
effect (d=2.67). Similarly, the mean scores of eco-preschool teachers concerning time allocated
for ESD activities (M=2.17, SD=.58) were significantly higher than those of the teachers from
ordinary preschools (M=2.09, SD=.54) [t(798)=1.913, p<.05] with the effect size being small
(d=2.13). In other words, the teachers working in eco-preschools included more ESD-related
content in their practice and allocated more time for this content compared to the teachers from
ordinary preschools but with a small effect (Table 2), which can be interpreted as the statistical
significance having resulted from the large sample size.

Table 2.
Independent Sample t-test Results Regarding the Frequency of and Time Allocation for ESD
Practice of Teachers in Eco and Ordinary Preschools

M SD df  t-test score p
Frequency of the ESD Eco 273 a7 829 2.249 025%
Practice Ordinary  2.60 77
Time allocated for Eco 217 .58 798 1.913 .048*
ESD-Practice Ordinary  2.09 .54

* p<.05, ¥*p<.01, ***p<.001

In order to answer the fourth research question, ESD indicators in the physical
environment of both eco and ordinary preschools were examined. According to the results, eco-
schools had more ESD indicators than ordinary schools. For instance, most eco-schools
included a farming area, an animal shelter, a composting area and bowls for feeding animals and
used visual stimulants, books, toys, costume and puppets related to endangered animals and
plants and ice melting; however, only a few ordinary schools had these facilities and materials
(Table 3).

Among the ESD indicators in the physical environment, both eco and ordinary schools
were found to have a recycle bin (100% and 95.2%, respectively), outdoor play facilities (100%
and 95.2%, respectively) and visual stimulants, books, toys, costumes and puppets related to
respecting differences (87.5% and 84.1%, respectively). However, regarding some other
indicators, eco and ordinary preschools presented differences. For instance, the percentage of
having a farming area was 83.3 in eco-preschools whereas it was only 39.7 in ordinary
preschools. Similarly, there was an animal shelter in 64.6% of eco-schools but only in 30.2% of
ordinary schools. Other important differences between the two types of school in terms of ESD
indicators were the availability of visual stimulants, books, toys, costume and puppets related to
endangered animals and plants (81.3% for eco and 25.4% for ordinary), ice melting (77.1% for
eco and 9.5% for ordinary) and decreasing plastic use (95.8% for eco and 19.0% for ordinary).
Furthermore, the results indicated that most of the eco and ordinary preschools did not have a
composting area as an indicator of sustainable development (25.0% for eco and 3.2% for
ordinary).

* Dr. Ogr. Uyesi, Mersin Universitesi, Egitim Fakiiltesi, Mersin-Tiirkiye, ORCID: 0000-0002-7028-6097, e-posta:
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Table 3.
Sustainable Development Indicators in Preschool Physical Environments of Eco and Ordinary
Preschools.

Eco Ordinary

Preschools preschools
Sustainable development indicators in the physical environment of (n=48) (n=63)
preschools: f % f %
Farming area 40 83.3 25 39.7
Wooded area 48 100.0 48 76.2
Visual stimulants, books, toys, costume and puppets related to 48 100.0 51 81.0
keeping the environment clean
Animal shelter 31 64.6 19 30.2
Visual stimulants, books, toys, costume and puppets related to 48 100.0 49 77.8
animal and plant protection
Visual stimulants, books, toys, costume and puppets related to 48 100.0 46 73.0
electricity saving
Visual stimulants, books, toys, costume and puppets related to 48 100.0 50 79.4
water saving
Recycling bin 48 100.0 60 95.2
Waste battery box 47 97.9 56 88.9
Outdoor play facilities 48 100.0 60 95.2
Visual stimulants, books, toys, costume and puppets related to 39 81.3 16 25.4
endangered animals and plants
Visual stimulants, books, toys, costume and puppets related to polar 37 77.1 6 9.5
ice melting
Facilities to use alternative energy 9 18.8 4 6.3
Composting Area 12 25.0 2 3.2
Visual stimulants, books, toys, costume and puppets related to 46 95.8 12 19.0
decreasing plastic use
Visual stimulants, books, toys, costume and puppets related to 48 100.0 44 69.8
decreasing paper use
Storage for collecting junk materials and old toys 47 97.9 41 65.1
Bowls for feeding animals 36 75.0 23 36.5
Visual stimulants, books, toys, costume and puppets related to 33 68.8 32 50.8
gender stereotypes
Visual stimulants, books, toys, costume and puppets related to 42 87.5 53 84.1
respect for differences
Visual stimulants, books, toys, costume and puppets related to 46 95.8 54 85.7
cultural differences
Visual stimulants, books, toys, costume and puppets related to 44 91.7 43 68.3
equity
Visual stimulants, books, toys, costume and puppets related to 44 91.7 39 61.9
human rights
Visual stimulants, books, toys, costume and puppets related to 36 75.0 28 44 .4
social justice
Visual stimulants, books, toys, costume and puppets related to 43 89.6 36 57.1
world peace
Visual stimulants, books, toys, costume and puppets related to 40 83.3 34 54.0
democracy

Discussion and Conclusion
The current study attempted to determine the ESD practice in eco and ordinary preschools in
terms of the frequency of and time allocation for ESD implementations and the availability of
physical environment features supporting ESD. The two types of schools were also compared to
reveal the differences.

The results indicated that both eco and ordinary preschools had similar percentages of
frequency in terms of utilizing ESD-related content. For example, some of the preschool
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teachers working in eco or ordinary preschools did not implement any activities about the
importance of using domestic goods; however, some others reported that they included using
domestic goods as an ESD activity one or two times per month. Moreover, the time allocated for
each activity was less than 30 minutes. In addition, the importance of democracy, maintaining
social justice in Turkey and the world, maintaining equality in Turkey and the world, respecting
differences were the topics that were addressed by the teachers in both eco and ordinary schools
at least once or twice a month. From these results, it can be inferred that preschool teachers
working in eco and ordinary preschools do not differ in terms of the frequency of and allocated
time for ESD practices. When the educational program of the eco and ordinary preschools is
examined, the similar results obtained from this study can be attributed to similar time for ESD-
related content being allocated in the curriculum (FEE, 2017; Milli Egitim Bakanligi, 2013)
This means that preschool teachers working in both types of school are encouraged to
implement similar ESD activities for the same duration.

When the implementations of eco and ordinary preschool teachers were compared, a
statistically significant difference was found in terms of the frequency of and time allocated for
teachers” ESD practices. This statistically significant difference was not surprising; however,
the small effect size indicated an impractical significance despite the statistical difference. We
initially expected to obtain a higher level of significance since eco-school teachers often attend
in-service courses aiming to integrate ESD issues into emerging curriculum, and previous
research (Feriver, Teksoz, Olgan & Reid, 2016; Guler, 2009) has shown that training related to
ESD results in positive outcomes affecting teachers’ awareness, attitudes and practices about
environmental, social-cultural and economic issues. However, the results of the present study
demonstrate that the content of these training programs may require further consideration.
Hence, the similar results obtained from eco and ordinary schools concerning the frequency of
and allocated time for ESD practices as well as the small effect size, we may arrive at the
conclusion that these schools should be further examined in a more systematic way to assess the
school environment, teacher, and student performance to have a better idea about the practical
differences in terms of ESD. As stated by UNESCO (2005), ESD is a holistic approach and as
underlined by Scoot (2011), schools should adopt a whole-school perspective when integrating
ESD into their settings.

The data on the ESD indicators in the physical environments of eco and ordinary
preschools showed that the former had better and more suitable physical conditions, and
presented a variety of physical opportunities for ESD practices compared to the latter. In this
regard, despite being beyond the scope of the current study, it may be concluded that the
physical environment features of eco-preschools may serve as a facilitator of teachers’ ESD-
related practices. For example, availability of physical facilitators; e.g., recycle bin, books
related to cultural differences, pretend money and cash point, can stimulate teachers’ cognition
and senses encouraging them to undertake more ESD-related practices. In other words, the
physical environment provides opportunities for facilitating the ESD practices of preschool
teachers (Kalaitzidis, 2012). Kalaitzidis (2012) and Henderson and Tilbury (2004) also
underlined that the physical environment of schools affects how teachers think and practice.
Therefore, improving the physical environment not only enhances the quality and type of
activities implemented in classrooms but also encourages teachers to integrate ESD into their
teaching.

To conclude, the eco-school program has been the subject of many studies; however,
most have only evaluated it from the perspective of the outcomes for the learner (Boeve-de
Pauw & Van Petegem, 2011; Hallfredsdottir, 2011; Krnel & Nagli¢, 2009; Ozsoy, 2012). To the
best of our knowledge, the accessible literature does not contain any studies assessing the
preschool teachers’ ESD practice or the preschool physical environment in eco and ordinary
preschools from the lens of ESD practices.

The overall findings of this study revealed that eco preschools have the benefits of
having sustainable development indicators in their physical environment but the small effect
size raises a question about the practical significance of the preschool teachers’ ESD practices in
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eco preschools when compared with ordinary preschools. At this point, we should consider that
the Eco-Schools International Program developed by Foundation for Environmental Education
in Europe (FEE) has a significant role in reorienting preschool education towards ESD. The
rationality for this assumption is that when a school enters this program, it is expected to put an
emphasis on environmental, social-cultural and economic matters not only in theory but also in
practice (FEE, 2017).

The present study has drawn attention to ESD in preschools in terms of teacher practices
and the features of the physical environment. However, there remains a need for stakeholders,
curriculum developers and teachers to more fully consider the integration of ESD across all the
dimensions of the school community from the school culture to the teaching and learning
process and from organization and administration to relations with a wider community (Huckle,
2012). At this point, it should be noted that findings of the existing study were based only on the
preschool teachers’ self-reports and the researchers’ observations about the physical
environments of the preschools. Further research should be conducted to examine other aspects
of the whole-school approach such as school governance, pedagogical approach, curriculum and
resources utilizing different research methods including in-depth interviews and long-term
observations.
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Uzun Oz

Giris

Siirdiiriilebilir Gelisme, Diinya Cevre ve Kalkinma Komisyonu tarafindan Brundtland Raporu
ile "Bugiiniin ihtiyaglarini, gelecek nesillerin gereksinmelerini karsilama yeteneginden o6diin
vermeden karsilama” olarak tanimlanmistir (WCED, 1987) ve 30 yili agkin siiredir egitimden
ekonomiye birgok alanda kullanilmaktadir. Siirdiiriilebilir Gelisme i¢in Egitim (SGE) ise,
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diinyanin ihtiyag¢lar1 dogrultusunda ortaya ¢ikan, gelismekte olan dinamik bir olgudur. SGE, her
yastan insani, yasadiklari toplumda sorumluluk alarak, siirdiriilebilir bir gelecek igin Oncii
olmaya davet eder. SGE, giiniimiizde, bir¢ok gelismis ve gelismekte olan iilkede, egitim
sisteminin en Onemli unsurlarindan biri olmustur. Birlesmis Milletler Cevre ve Kalkinma
Konferans: tarafindan yayimnlanan Giindem 21’de SGE’nin 6nemi vurgulanmig ve erken
cocukluktan baglanarak egitim programlarina kaynastirilmasi Onerilmistir. Son olarak 25-27
Eyliil 2015 tarihlerinde gergeklestirilen Birlesmis Milletler Siirdiiriilebilir Gelisme Zirvesi’nde
2030 Siirdiiriilebilir Gelisme Hedefleri” kabul edilirken, bu hedeflerin gergeklestirilmesinde
erken ¢ocukluk egitiminin rolii vurgulanmigtir. Diinyadaki erken ¢ocukluk déneminde SGE
uygulamalar1 incelendiginde, Isve¢’ten Avustralya’ya bir¢ok iilkenin, bagimsiz bir egitim
programi gelistirmek yerine, var olan ulusal egitim programlarina siirdiiriilebilirligin felsefesini
biitiinlestirdikleri gorilmistiir. Tiirkiye’deki durum incelendiginde ise ayr1 bir SGE programi
olmadig1 gibi, Ulusal Okul Oncesi Egitim Programinda da (2013), SGE ile ilgili dogrudan bir
kazanim ve gosterge bulunmadigi ancak mevcut olan kazanim ve gostergeler kullanilarak farkl
etkinlikler diizenlenebilecegi ¢alismalarla ortaya konmustur. Ote yandan, ¢ocuklarda
stirdiiriilebilir gelismeye dair farkindalik kazandirmayi amaglayan ve diinya capinda faaliyet
gosteren eko-okullar bulunmaktadir. Eko- okul dncesi egitim kurumlarinda fiziksel ¢evredeki
diizenlemelerin (her smifta geri doniisiim kutusu bulunmasi, siirdiiriilebilir gelisim icerigi ile
ilgili kitaplar ve oyuncaklar olmasi, vb.) yani sira, uygulanan egitim programi ile egitimciden
Ogrenciye okul ortamindaki biitiin bireylerin siirdiiriilebilir bir yagsam ic¢in olumlu tutum ve
davranislar gelistirmeleri amaglanmaktadir. Gerek eko okul Oncesi egitim kurumlarinda gerek
eko olmayanlarda, SGE’nin islevsel bir sekilde yiiriitiilebilmesinde, okul Oncesi egitim
kurumlarinin fiziksel ¢evre kosullar1 ve okul Oncesi Ogretmeninin uygulamalar1 6nem arz
etmektedir. Ilgili alan yazinda eko ya da eko olmayan okul &ncesi egitim kurumlarinin fiziksel
cevre kosullariin ve 6gretmenin uygulamalariin siirdiiriilebilir gelisim i¢in egitim agisindan
degerlendiren c¢aligmalara gereksinim oldugu diisiiniilmektedir. Bu baglamda bu arastirmanin
amaci eko ve eko olmayan okul dncesi egitim kurumlarinin fiziksel 6zelliklerini ve okul 6ncesi
Ogretmenlerin uygulamalarinin SGE agisindan degerlendirmektir. Arastirma sorulart:
1. Eko ve eko olmayan okul 6ncesi egitim kurumlarinda, okul 6ncesi 6gretmenlerin
uygulamalarinda, SGE ile ilgili en ¢ok ve en az yer verdikleri konular nelerdir?
2. Eko ve eko olmayan okul oncesi egitim kurumlarinda, okul Oncesi Ogretmenler
uygulamalarinda SGE ile ilgili konulara ne kadar yer verirler?
3. Eko ve eko olmayan okul 6ncesi egitim kurumlar1 arasinda, okul dncesi 6gretmenlerin
SGE i¢in egitim uygulamalarinin siklig1 agisindan bir fark bulunmakta midir?
4. Eko ve eko olmayan okul Oncesi egitim kurumlarinin fiziksel 6zellikleri SGE ile ilgili
hangi 6zelliklere sahiptir?

Yontem

Tiirkiye’de eko okul sayismin en ¢ok oldugu dért biiyiik sehirden (Istanbul, Ankara, Antalya ve
Eskisehir) toplanan veriler {izerinde nicel analiz yontemleri kullanilmigtir. Milli Egitim
Bakanligindan alinan izinlerden sonra Ankara’da yer alan 25 anaokulundan 125 6gretmen ile bir
pilot calisma yapilmigtir. Alinan doniitlerle son hali verilen oOl¢ekler 2015-2016 bahar
doneminde 48 eko ve 63 eko olmayan anaokulunda uygulanmigtir. Calismaya 349’u eko
okullardan, 489°u ise eko olmayan okullardan toplam 838 okul &ncesi 0gretmeni katilmustir.
Calismada okul oncesi 6gretmenlerin SGE uygulamalarinin sikligini ve siiresini belirlemeyi
amaclayan, 29 maddelik bir 6lgek (r=0.97) ve okullarin fiziksel yapisini SGE agisindan
degerlendiren 25 maddelik bir dlgek (r=0.86) kullamlnustir. 11k dlgek dgretmenler tarafindan,
ikinci 6lgek ise arastirmacilar tarafindan doldurulmustur.

Bulgular ve Tartisma/Sonug

Eko ve eko olmayan anaokullarindan toplanan verilerin analiz sonuglarina gére SGE ile ilgili
icerigin derslerde kullanimi agisindan benzer yiizdelere ulasiimistir. Ornegin, okul oncesi
ogretmenlerin belirli bir kismi yerli mali ile ilgili herhangi bir aktivite uygulamadigini
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belirtmistir. Diger kismi ise yerli mallari ile ilgili aktiviteleri, 30 dakikadan ¢ok olmamak kaydi
ile ancak ayda 1-2 kez uyguladiklarini belirtmislerdir. Buna ek olarak demokrasinin énemi,
diinyada ve Tiirkiye’de sosyal adaletin siirdiiriilmesi, esitligin siirdiiriilmesi ve farkliliklara sayg1
gibi konulara ise ayda en az 1-2 kez deginildigi ortaya ¢ikmistir. Bu sonuglara gore eko veya
eko olmayan okullarda calisan 6gretmenlerin giinliik etkinlik igeriklerinin konu, siklik ve siire
acisindan ¢ok farkli olmadigini gostermistir. Program incelendiginde, SGE ile ilgili i¢erigin hem
eko okullarda hem de eko olmayan okullarda benzer yapiya ve siirelere sahip oldugu
goriilmektedir (FEE, 2015; MEB, 2013). Bu durumda her iki okul tipinde ¢alisan okul dncesi
ogretmenlerin SGE ile ilgili aktivitelere daha ¢ok yer vermeleri konusunda tesvik edilmeleri
gerekmektedir.

Eko ve eko olmayan okullardaki 6gretmenlerin uygulamalari toplam olarak bir t-test ile
incelendiginde ise Ogretmenlerin SGE uygulamalarinda siklik ve ayrilan zaman agisindan
anlamli farkliliklar bulunmustur. Ancak diisiik etki degeri nedeniyle pratikte ¢ok biiyiik bir
farklilik olmadig1 ortaya ¢ikmustir. Diger taraftan, eko okullarda ogretmenlerin katildiklar
seminerler ve bu seminerlerin farkindalik, tutum ve uygulama agisindan olumlu sonuglari
oldugunu gosteren gecmis caligmalar (Feriver, Teksdz, Olgan ve Reid, 2016; Guler, 2009;
Korkmaz ve Giiler- Yildiz, 2017) bulunmaktadir.

Okullarin ¢evresel kosullar incelendiginde ise, eko okul dncesi egitim kurumlarinin, SGE
ile ilgili etkinlikler uygulanmasi agisindan daha uygun bir fiziksel yapiya sahip oldugu
anlasilmistir. SGE gostergeleri agisindan zengin bir okulun, 6gretmenlerin SGE uygulamalari
konusunda kolaylastirict bir yonii oldugu diisiiniilebilir. Ornegin, geri doniisiim kutusu, kiiltiirel
farkliliklarla ilgili kitaplar gibi fiziksel kolaylastiricilar Ogretmenleri, bu tiir etkinlikler
uygulanmasi konusunda uyarabilir. Kalaitzidis (2012) ve Hendeson ve Tilbury (2004), fiziksel
ortamin SGE aktivitelerinin uygulanmas1 konusunda kolaylastirict olanaklar saglayacagini
belirtmiglerdir. Benzer gostergelerin artirilmasi hem aktivitelerin kalitesini artiracak hem de
ogretmenleri SGE etkinlikleri uygulama konusunda daha da tesvik edecektir.

Sonug olarak, bu ¢alisma eko okullarin SGE uygulamalarin1 destekleyecek daha fazla
fiziksel olanaga sahip oldugunu ve SGE ile ilgili konularin eko okul 6ncesi egitim kurumlarinda
calisgan okul oOncesi Ogretmenler tarafindan etkinliklere daha fazla dahil edildigini ortaya
koymaktadir. Eko-Okullar Uluslararas1 Egitim Program, iilkemizde SGE uygulamalarinin erken
cocukluk doneminden baglayarak uygulanmasinda 6nemli role sahiptir. Farkli arastirma
metotlarinin  kullanildig1, daha derinlemesine goriismelerin  ve gozlemlerin  yapildigt
caligmalarin, eko okul dncesi egitim kurumlari ve SGE uygulamalar1 konusunda daha ¢ok fikir
verecegi disiiniilmektedir.
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