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This research, which examined the views of teachers regarding social-
emotional development outcomes in the Ministry of National
Education 2020 Primary School Guidance Curriculum in the learning-
teaching process, was designed using the Q methodology. In this
context, the consensus among primary school teachers regarding the
implementation of the outcomes in the primary school guidance
curriculum in the learning-teaching process and whose outcomes
come to the fore in the implementation of the Primary School
Guidance Curriculum were examined. The research data were collected
with the Q string prepared considering the social-emotional
development area outcomes in the Primary School Guidance
Curriculum. Forty-nine primary school teachers participated in the
research. Data analysis was conducted using PQ Method 2.35 program.
As a result of the research, it was found that there was a consensus
among primary school teachers regarding the implementation of the
outcomes in the primary school guidance curriculum in the learning-
teaching process. Although the opinions of the teachers were mostly
concentrated in the right and responsibility factor, the opinions are
gathered in six factors, and the relationship between the factors was
found to be low in general. As a result of this research, it was found
that there is a consensus among primary school teachers regarding the
implementation of the outcomes in the primary school guidance
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Introduction

The view that children's social-emotional development affects their whole lives has brought
about changes in perspectives towards children in recent years. Social-emotional skills can be
learned and developed at any age, but the advantages are greater if developmental strategies
are applied at an early age (Irina-Mihaela & Olga, 2020). Social-emotional skills are a concept
that includes knowledge, skills, and attitudes to identify and manage emotions, to care about
others, to act ethically and responsibly to make good decisions, to develop positive
relationships, and to avoid negative behavior (Elias & Moceri, 2012). Social-emotional skills
affect children's daily lives (Ellingsen et al., 2014). Children with stronger social-emotional skills
can easily meet someone, participate in the play of their peers, communicate positively with
others, express themselves, communicate their wishes, and protect others' boundaries as their
own. Therefore, it can be predicted that a child who can demonstrate such skills more likely
not to have communication problems when he or she starts school, and his school success will
be high. Irina-Mihaela and Olga (2020) also state that these children will be able to establish
long-term friendships in their future lives, they will be effective parents, they will be able to
find a job, and that they are more likely to be mentally and physically healthy.

To support children's social-emotional development at school, teachers may choose to
implement a pre-designed social skills curriculum or incorporate teacher-created interventions
into the classroom (Whitted, 2011). Therefore, they can help children overcome their social-
emotional skill deficiencies. It is suggested that a content aiming to develop children's social-
emotional competence should be in the following form: self-awareness (development of one's
self-consciousness, self-awareness); self-control; management of emotions; problem-solving
skills; responsibility; empathy; pro-social behavior; and interpersonal communication skills
(Irina-Mihaela & Olga, 2020; Whitted, 2011). With a curriculum prepared by the Turkish Ministry
of National Education (2020) skills related to social-emotional development to be acquired at
primary school level were brought to the attention of teachers. In this curriculum, within the
scope of social-emotional development, competencies were determined under the headings
of students' self-awareness, understanding, and managing emotions, interpersonal
communication skills, decision-making, and personal security. In this study, the opinions of
teachers regarding the competencies in this curriculum prepared by the Turkish Ministry of
National Education are discussed.

There have been a number of studies examining the effectiveness of the primary school
guidance curriculum and teachers' opinions in regard to the curriculum. In a study conducted
by Nazli (2008), teachers perceived inadequacies in developmental-preventive practices in
schools and they found the guidance services provided partially sufficient, adopted primary
school guidance practice, wanted primary school guidance to be carried out every week rather
than once every fifteen days, and evaluated primary school guidance as being beneficial for
the development of students. It was concluded that the majority of them adopted the role of
teachers in the guidance service and tried for this, but they had difficulties in fulfilling the duties
given to teachers by the Ministry of National Education wanting in-service training to be given
to them. Demirel (2010) also concluded that teachers were of the opinion that the primary
school guidance curriculum, although it is a comprehensive curriculum with a broad vision
aimed at the development of students in all aspects, does not include certain regulations that
would solve the problems in practice. In a study in which the opinions of school counselors
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regarding the curriculum are discussed, the implementation of a comprehensive counseling
and guidance curriculum in schools is evaluated positively, especially in terms of providing
integrity among the practices, meeting the developmental needs of the students, and bringing
the psychological counselor identity to the fore. It was revealed that a number of difficulties
have been experienced (Terzi et al., 2011). In a study, it was found that 53.00% of primary school
teachers were willing to participate in classroom guidance activities, 85.60% thought that
classroom guidance activities were important for students, and 72.70% wanted help from
school counselors regarding classroom guidance activities (Siyez et al., 2012). In another study,
in which the opinions of school principals, primary school guidance teachers, students, and
school guidance teachers regarding guidance services in secondary education were discussed,
it was concluded that the participants defined these services differently from each other
(Karatas & Baltaci, 2013). In this study, unlike others, the focus is on the opinions of primary
school teachers concerning the extent to which the social-emotional development area in the
primary school guidance curriculum is given importance by primary school teachers, and to
which they are included in the teaching-learning process.

The purposes of the social-emotional development as portrayed in the Primary School
Guidance Curriculum (Turkish Ministry of National Education, 2020) are as follows: (1) students
acquire the necessary knowledge, attitudes and behavior to get to know themselves,
understand and manage their emotions, and develop healthy interpersonal relationships; (2)
to make decisions with regard to situations they are given, in the form of creating goals, taking
the necessary measures to reach the goals, and making efforts in this direction; and (3) ensuring
their personal safety and developing life skills. The following competencies have been
determined for these purposes: A) Self-awareness; B) Understanding and managing emotions;
C) Interpersonal skills; D) Decision-making; and E) Ensuring personal safety. This study focuses
on social-emotional development area in the Guidance Curriculum. Teachers’ practices and
experiences were examined regarding to social-emotional development in classes.
Accordingly, the research questions were determined as follows:

- Is there a consensus among primary school teachers regarding the implementation of the
outcomes in the guidance curriculum in the learning-teaching process?

- According to the opinions of the primary school teachers, which outcomes come to the
fore in the implementation of the guidance curriculum?

Method

This research was designed using the Q methodology. The data obtained in the Q
methodology approach are subjected to factor analysis, but this analysis, unlike the known
factor analysis, considers the harmony between the response patterns of the participants (Polat,
2022). This methodology is an innovative application that allows participants to see their views
from a broad perspective (Lee, 2017; Schink et al, 2021). In the Q methodology, it is determined
whether the views of the participants are united under a common theme (Yildirnm, 2017), and
whether interpersonal correlations are revealed, unlike in factor analysis (Karasu & Peker, 2019).
Therefore, the consensus of the participants and their differences of opinion are determined.
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Participants

In studies designed in the Q methodology, it is considered sufficient for the participant group
to be between forty and sixty people, since the aim is to reveal the main opinion on a particular
subject (Watts & Stenner, 2005). Within the scope of this research, sixty-three primary school
teachers were contacted through easily accessible sampling. However, the research was
completed with the data of a total of forty-nine primary school teachers after fourteen primary
school teachers were removed from the data set because of incorrect or incomplete coding.
Twenty-two females, eight males, and nineteen teachers who did not specify their gender
participated in the research. The years of professional seniority of teachers varied between
fourteen and thirty years. Identification of the participants, before the data analysis, was made
by considering the demographic information. Then, a number was assigned to each participant.

Data Collection

The data of this research were collected with the Q string prepared by the researchers
considering the social-emotional development outcomes determined in the Primary School
Guidance Curriculum (2020). In this curriculum there are the dimensions of Ensuring Personal
Safety, Self-Awareness, Interpersonal Skills, Understanding and Managing Emotions, and
Decision Making, which are under the social-emotional development field. Under these
dimensions, there are a total of seventy-one outcomes for primary school level: eighteen in the
first grade; seventeen in the second and third grades; and eighteen in the fourth grade. While
creating the Q string, all the outcomes were examined separately by the researchers, and then
a consensus was reached on the Q strings prepared by the researchers independently. In this
process, in terms of the fact that a few of the outcomes take place in more than one class level
and other outcomes contain common features, a total of twenty-five outcomes were
determined.

The Q string prepared by the researchers was presented for the opinion of three different
academicians (one field expert from Primary School Education, one from Guidance and
Psychological Counseling, and one from Measurement and Evaluation) to get expert views. In
line with the suggestions from the experts, three items were rearranged in terms of expression.
A pilot study was carried out by applying the learning outcomes and the Q string that were
prepared for application by two primary school teachers who were similar to the target group
of the research. The form was finalized in line with the suggestions from the primary school
teachers. In the teaching-learning process, the participants were asked to mark the social-
emotional development outcomes that they used most in the range of +4 and +1, those that
they included moderately in the range of 0, those that they used the least in the range of -1 to
-4, and to mark the item numbers in the Q string table. The Q string used in the research is
given in Table 1.
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Table 1
Q String
-4 -3 -2 -1 0 +1 +2 +3 +4

Ethical permission was obtained from the Ethics Committee of XXXX University for this
research, and application permission was also obtained from the provincial directorate of the
Turkish Ministry of National Education. Researchers reached sixty-three primary school
teachers in the spring semester of the 2021-2022 academic year. The data collection tool was
given to the teachers face-to-face, and the completed forms were collected the following day.
Voluntary involvement was essential in the participation of teachers in the research.

Data Analysis

Data analysis was conducted using a PQMethod 2.35 program. Before analysis of the data,
each teacher was given a code name, and incorrectly completed data were removed from the
data set. Data entries were made, and principal component analysis was applied. In line with
the research questions, it was first examined whether there was a common view between the
primary school teachers on using social-emotional development outcomes.

The formula of McKeown and Thomas (2013) (1/¥Ynumber of expressions) x 2.58 was used
to determine the level of significance in the study. There are twenty-five Q statements in the
research. For this study, it was determined as to whether the opinions of the participants with
a factor load of over .51 had a significant value (McKeown and Thomas, 2013). The rotation
and the resulting factor structures are explained in detail in the findings section.

Results

Within the scope of the research, firstly, it was examined whether there is a common view
between the views of primary school teachers on using social-emotional development
outcomes. For this purpose, factor loadings of the Q string were determined first (Table 2).

Table 2
Unrotated Factor Loads
1st 2nd 3rd 4th 5th 6th 7th 8th
Factor Factor Factor Factor Factor Factor Factor Factor
P1 0.61 0.39 0.15 -0.05 0.31 -0.35 0.16 -0.08
P2 0.59 -0.74 0.00 0.19 -0.07 -0.09 0.11 0.02
P3 0.62 0.01 0.30 -0.03 0.25 0.45 -0.10 0.24
P4  0.10 0.50 -0.24 0.33 0.07 0.29 0.16 -0.14
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Table 2 (Cont.)

P5

P6

P7

P8

P9

P10
P11
P12
P13
P14
P15
P16
P17
P18
P19
P20
P21
P22
P23
P24
P25
P26
P27
P28
P29
P30
P31
P32
P33
P34
P35
P36
P37
P38
P39
P40
P41
P42
P43

0.39
-0.01
0.56
0.62
0.14
0.79
0.53
0.72
0.32
047
047
-0.26
0.36
0.76
0.76
0.67
0.68
0.68
0.28
0.32
0.47
-0.13
0.21
0.56
0.50
0.81
0.08
0.57
-0.21
0.33
0.68
0.22
0.50
0.62
0.69
0.51
0.50
-0.06
0.27

-0.20
0.64
0.21
-0.16
042
-0.27
-0.31
-0.33
0.71
-0.62
-0.62
-0.16
0.03
-0.47
-0.36
0.12
0.16
0.16
0.35
0.45
0.52
0.63
-0.02
0.25
0.56
-0.14
-0.24
-0.46
-0.08
0.04
0.16
0.01
-0.15
-0.07
0.35
0.50
-0.15
0.28
0.32

0.48
0.59
0.48
-0.23
0.40
-0.10
0.30
0.25
0.17
0.29
0.29
0.32
-0.54
-0.05
-0.09
-0.39
-0.42
-0.42
-0.07
-0.07
0.15
0.03
-0.05
-0.16
0.01
0.15
0.36
0.28
-0.09
-0.09
-0.42
0.51
-0.21
-0.13
0.28
0.23
-0.21
0.78
-0.59

-0.23
0.24
-0.02
-0.32
0.45
-0.13
-0.23
-0.03
0.02
-0.20
-0.20
0.21
0.01
0.07
-0.01
0.45
0.49
0.49
-0.02
-0.22
-0.22
-0.42
0.28
0.06
-0.31
-0.26
0.66
0.04
-0.43
0.06
0.49
0.16
-0.22
-0.29
-0.24
-0.26
-0.22
0.03
-0.23

0.35
-0.11
0.24
-0.39
0.39
-0.11
0.03
-0.17
-0.16
0.20
0.20
0.04
-0.37
-0.22
-0.09
-0.02
0.05
0.05
-0.38
-0.08
-0.07
-0.10
0.50
0.25
-0.01
-0.11
0.11
-0.35
0.18
0.15
0.05
-0.12
0.58
-0.38
0.04
0.15
0.58
0.08
0.18

-0.08
-0.11
-0.22
-0.02
0.11
0.03
0.53
-0.24
0.10
-0.07
-0.07
0.31
0.06
0.10
0.05
-0.11
-0.08
-0.08
043
0.33
-0.12
-0.02
-0.26
0.14
0.00
0.07
-0.09
-0.20
-0.34
-0.11
-0.08
-0.40
0.33
-0.08
-0.05
-0.25
0.33
-0.04
-043

-0.12
-0.02
0.12
-0.23
-0.03
0.21
0.03
0.12
0.01
-0.15
-0.15
0.51
0.44
-0.10
-0.07
-0.28
-0.20
-0.20
-0.02
-0.12
-0.12
-0.06
0.19
0.28
-0.17
-0.12
-0.03
-0.04
-0.28
-0.56
-0.20
0.20
0.16
0.25
-0.09
0.23
0.16
-0.18
0.29

-0.23
-0.03
0.1
-0.36
-0.16
0.19
0.29
0.14
0.00
0.07
0.07
-0.05
0.18
0.06
0.22
0.00
-0.02
-0.02
-0.40
0.53
0.15
0.34
0.27
0.05
0.25
-0.17
0.33
-0.05
0.04
-0.15
-0.02
-0.15
-0.29
-0.21
-0.11
-0.14
-0.29
-0.07
0.05
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Table 2 (Cont.)

P44 0.27 0.32 -0.59 -0.23 0.18
P45 0.35 0.26 0.54 0.14 -0.31
P46 0.63 0.09 0.29 0.26 -0.12
P47 0.28 047 0.36 0.05 -043
P48 0.01 0.73 -0.08 -0.18 0.14
P49 042 0.20 -0.39 0.06 -0.16

-043
0.07
0.31
-0.27
0.33
0.20

0.29
0.22
0.23
0.05
-0.24
-0.08

0.05
0.16
-0.18
-0.19
0.01
0.05

When the unrotated factor loads in Table 2 are examined, it can be seen that the loads of
the eleventh person in the first and sixth factors are extremely close. For this reason, rotation
was applied between the first and sixth factors. The findings of the rotation process are

presented in Figure 1.
Figure 1
Results of Rotation
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12 e | ‘46 3
5 g 4
» 3¢ 5E 11
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Y 2t
<2518 e
5 |-
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‘36 27 ‘9 o

.33 16

Use Cursors (Left/Right) to rotate - ESC to discard changes - Enter to accept changes

Press F1 for Help

When the rotation findings in Figure 1 are examined, it can be seen that +7 degrees left
rotation was made between the first and sixth factors. As a result of the rotation, the eleventh
person had a significance value of 0.53 and 0.53 in the first and sixth factors, respectively. The
positive rotation result of +7 degrees took place under the first factor with a significance value
of 0.59. In addition, the thirty-seventh and forty-first participants were moved to the third factor
with a significance level of 0.54 as a result of rotation. The new factor loadings resulting from

the rotation are presented in Table 3.
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Table 3
Rotated Factor Loads
Right & Problem Self esteem  Emotional Identifying Conflict
Responsibility  Solving Awareness Emotions Resolution

1. 0.56X 0.39 0.15 -0.05 0.16 0.08
2. 0.58 -0.74X 0.00 0.19 0.11 0.02
3. 0.67X 0.01 0.30 -0.03 -0.10 0.24
4. 013 0.50 -0.24 0.33 0.16 -0.14
5. 037 -0.20 0.48 -0.23 -0.12 -0.23
6. -0.02 0.64X 0.59 0.24 -0.02 -0.03
7. 0.53X 0.21 0.48 -0.02 0.12 0.11
8. 0.62X -0.16 -0.23 -0.32 -0.23 -0.36
9. 015 0.42 0.40 0.45 -0.03 -0.16
10. 0.79X -0.27 -0.10 -0.13 0.21 0.19
11.  0.59X -0.31 0.30 -0.23 0.03 0.29
12. 0.68X -0.33 0.25 -0.03 0.12 0.14
13. 033 0.71X 0.17 0.02 0.01 0.00
14. 045 -0.62X 0.29 -0.20 -0.15 0.07
15. 045 -0.62X 0.29 -0.20 -0.15 0.07
16. -0.22 -0.16 0.32 0.21 0.51 -0.05
17. 0.36 0.03 -0.54X 0.01 0.44 0.18
18. 0.76X -0.47 -0.05 0.07 -0.10 0.06
19. 0.76X -0.36 -0.09 -0.01 -0.07 0.22
20. 0.65X 0.12 -0.39 0.45 -0.28 0.00
21. 0.66X 0.16 -0.42 0.49 -0.20 -0.02
22. 0.66X 0.16 -0.42 0.49 -0.20 -0.02
23. 033 0.35 -0.07 -0.02 -0.02 -0.40
24. 0.36 0.45 -0.07 -0.22 -0.12 0.53X
25. 046 0.52X 0.15 -0.22 -0.12 0.15
26. -0.13 0.63X 0.03 -042 -0.06 0.34
27. 0.18 -0.02 -0.05 0.28 0.19 0.27
28. 0.58X 0.25 -0.16 0.06 0.28 0.06
29. 0.50 0.56X 0.01 -0.31 -0.17 0.25
30. 0.81X -0.14 0.15 -0.26 -0.12 -0.17
31. 0.07 -0.24 0.36 0.66X -0.03 0.33
32. 0.54X -0.46 0.28 0.04 -0.04 -0.05
33. -0.25 -0.08 -0.09 -043 -0.276 0.04
34. 031 0.04 -0.09 0.06 -0.56X -0.15
35. 0.66X 0.16 -0.42 0.49 -0.20 -0.02
36. 0.17 0.01 0.51X 0.16 0.20 -0.15
37. 0.54X -0.15 -0.21 -0.22 0.16 -0.29
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Table 3 (Cont.)

38. 0.60X -0.07 -0.13 -0.29 0.25 -0.21
39. 0.68X 0.35 0.28 -0.24 -0.09 -0.11
40. 047 0.50 0.23 -0.26 0.23 -0.14
41.  0.54X -0.15 -0.21 -0.22 0.16 -0.29
42. -0.06 0.28 0.78X 0.03 -0.18 -0.07
43. 0.22 0.32 -0.59X -0.23 0.29 0.05
44. 0.22 0.32 -0.59X -0.23 0.29 0.05
45. 0.36 0.26 0.54X 0.14 0.22 0.16
46. 0.67X 0.09 0.28 0.26 0.23 -0.18
47. 0.25 0.47 0.36 0.05 0.05 -0.19
48. 0.05 0.73X -0.08 -0.18 -0.24 0.01
49. 044 0.20 -0.39 0.06 -0.08 0.05

When the data in Table 3 is examined, it is clear that the views of forty-nine teachers
included in the study group within the scope of this research form a 6-factor structure. When
the factors of the participants were examined according to their frequencies, the first factor
was twenty-one; nine in the second factor; and five in the third factor. It can be seen that there
is one participant each in factors four, five and six. The fact that the opinions of a significant
number of the participants are gathered under the first factor can be expressed as a consensus.
Correlations between the factors are given in Table 4.

Table 4
Correlation Among Factors
Factors 1 2 3 4 5 6
Right & Problem  Self Emotional Identifying Conflict
Responsibility  Solving Esteem Awareness Emotions  Resolution
1 1
2 -0.21 1
3 -0.12 0.09 1
4 0.08 -0.28 0.32 1
5 -0.30 -0.03 0.05 -0.05 1
6 0.27 0.49 -0.13 -0.06 -0.17 1

When the correlation between the factors in Table 5 is examined, it can be seen that the
highest correlation is between Factor 2 and Factor 6 with a positive directional medium level (r
=.49). In addition, there is a low negative level between Factor 3 and Factor 4 (r = .32); between
Factor 1 and Factor 5, there is a low negative level (r = .30); and between Factor 2 and Factor 4
there is a low negative level (r = .28). It was found that there was a low positive correlation (r
= .27) between Factor 1 and Factor 6, and a low positive correlation between Factor 1 and
Factor 2 (r = .21).

In order to determine the common denominator that the participants converged, and to
determine which outcomes they give more priority to in the teaching-learning process, the Z
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scores of the Q string and the order of these scores were determined, with the findings being
given in Table 5.

Table 5
Z-scores and Order of Importance

Right & Problem Self Esteem Emotional Identifying Conflict

Responsibility ~ Solving Awareness Emotions Resolution

Z Rank Z Rank Z Rank Z Rank Z Rank Z Rank
1. 2.55 1 -0.53 17 -1.13 23 0.00 15 -049 19 000 15
2. 143 2 -049 16 -097 20 049 10 -0.00 15 147 3
3. 1.21 3 -099 21 -093 19 147 3 -1.47  24- 049 19
4. -043 16 -1.20 23 -099 21 0.00 15 049 10 -196 25
5. 0.46 10 -1.14 22 -129 25 0.00 15 -0.00 15 -098 22
6. -069 19 -1.56 25 -043 15 -098 22 098 6 -049 19
7. 033 11 092 6 210 1 0.00 15 -049 19 049 10
8. 064 6 059 7 143 4 049 10 -0.00 15 000 15
9. -028 15 058 8 153 2 098 6 049 10 -049 19
10. -1.01 21 026 11 060 6 -049 19 -098 22 -049 19
11. 1.01 4 -037 13 143 3 -049 19 -1.47 24 -098 22
12. -0.25 14 -0.72 20 059 7 -049 19 098 6 -098 22
13. 047 9 -069 19 -060 17 0.00 15 -1.96 25 098 6
14. 0.80 5 -044 14 -0.19 13 049 10 098 6 196 1
15. 0.62 7 -0.15 12 132 5 098 6 -0.00 15 098 6
16. -0.86 20 -133 24 0.33 10 -098 22 049 10 -147 24
17. -0.61 17 -063 18 -0.01 12 147 3 -0.98 22 000 15
18. -1.25 23 -045 15 029 M 098 6 196 1 -1.47 24
19. -0.00 13 046 10 049 8 049 10 147 3 049 10
20. -1.04 22 115 4 -028 14 -049 19 147 3 049 10
21. -063 18 049 9 -0.50 16 -098 22 -0.00 15 000 15
22. -160 25 1.01 5 0.41 9 196 1 -049 19 000 15
23. 0.08 12 172 2 -091 18 -1.47 24 -0.98 22 147 3
24. 0.55 8 1.95 1 -1.26 24 -1.96 25 049 10 049 10
25. -147 24 156 3 -1.03 22 -1.47 24 -049 19 049 10

In Table 5, it can be seen that the outcome that twenty-one participants included in Factor
1, included in the teaching-learning process, was the acquisition, "It is ensured that they know
their own rights and responsibilities”. The outcome that they give the least place to is, “Making
people realize how events and thoughts affect emotions”, which appears to be an outcome.
When the findings related to Factor 2 are examined, the most important outcome of the nine
participants in this factor is the acquisition, “It is ensured that they know the ways to solve
problems”. The outcome that they care least about is, “Teaching how to protect themselves in
the use of information technologies” appears to be an outcome. The five participants below
Factor 3 are mostly, “It is made to realize that they are special”, while giving importance to
outcome, and attaching least importance to the acquisition, “It is taught that one should
struggle with peer pressure”. Participants in Factor 4 chose, “Recognize how events and thoughts
affect emotions”. While this gives the greatest priority to the learning outcome, it gives the least
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place to acquisition, “Knowing and applying the ways of solving problems”. When Factor 5 is
examined, it can be seen that the participant under this factor attaches the most importance
to the acquisition, “They are taught to recognize and name different emotions”, while he attaches
the least importance to the acquisition, “He is taught to observe the rights of his friends”. Finally,
in Factor 6, the most important outcome is, “Teaching how to solve problems with his friends”,
and the least important outcome is, “Teaching to offer help appropriately to the individual in
need of help”, which appears to be an outcome. The opinions of eleven teachers participating
in the research are not included under any factor. This indicates that teachers' views are not
grouped enough to form any factor.

Discussion, Conclusion and Implications

In this paper, it can be seen that a significant number of the participants are gathered under
the first factor. The most common outcome in the teaching-learning process of the teachers,
whose opinions are under the first factor, is the outcome, “It is ensured that they know their
own rights and responsibilities”. Based on these findings, it can be said that the dimension that
primary school teachers care most about in social-emotional development is interpersonal
skills. This dimension, which is expressed as interpersonal skills in the Primary School Guidance
Curriculum (Turkish Ministry of National Education, 2020), is defined as “Students acquire the
knowledge, attitudes and behavior necessary for them to develop healthy interpersonal
relationships”. CASEL (2013) defines this skill, which is included under the dimension of
relationship building, as the ability to establish and maintain healthy relationships and to value
various individual and group relationships, while the Organization for Economic Cooperation
and Development (2018) defines it as empathy, honesty and cooperation in the cooperation
dimension. In the dimension of interaction with others, CASEL (2018) defines it with the skills
of sociability, reliability and energy. In addition to these definitions, the World Health
Organization [WHOQ] (2020) defines the skills in the dimension of communication skills and
interpersonal skills, as interpersonal communication skills, negotiation and rejection skills,
empathy, cooperation and teamwork, and advocacy skills. Within the scope of twenty-first
century skills (P21, 2019), communication and cooperation skills are included in the category
of learning and renewal skills are clearly defined as communicating and cooperating with
others. Based on these definitions, it is understood that the child's communication with other
individuals is important in terms of social-emotional development. It is thought that teachers
care about interpersonal skills in the teaching-learning process and give more space to the
outcomes under this dimension, in order to facilitate the adaptation of the child, who is
included in a large social group, with the other members of the group. This is because
establishing positive relationships is an important component of supporting social-emotional
skills (Whitted, 2011). To start the school is the new phase of childrens' life (Esen-Aygtin, 2021).
Therefore, children should establish good relations with their peers and other school
stakeholders at school. It is closely related to liking school, feeling belonging and safe, and
enjoying academic success. In this respect, when interpersonal skills are examined in terms of
the teacher-student relationship, the quality of the relationship that the child establishes with
his/her teacher determines the child's adaptation to school, success at school and peer
communication (Spilt et al., 2021; Sztejnberg et al., 2004; Wubbels et al., 2016). From the
teacher's point of view, it can be seen that a positive teacher-student relationship influences
the teacher's classroom management, creating a qualified learning environment, and job
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satisfaction (Fraser & Walberg, 2005; Goldstein & Lake, 2000; Klem & Connell, 2004; Sztejnberg
et al, 2004). The teacher's approach to their student, with values such as understanding,
closeness, acceptance, warmth, honesty, respect, and cooperation, plays a role in the child's
relationship with his peers (Pianta, 1999). Teachers draw attention to the fact that teaching
social-emotional skills at school not only improves teacher-student relationship, but also
strengthens relationships between students and reduces peer bullying (Bridgeland et al., 2013).
In other words, a positive teacher-student relationship also contributes to positive peer
relationships.

All kinds of relationships with peers during the primary school period cause certain changes
in the child's social world (Gifford-Smith & Brownell, 2003). For example, positive peer
relationships between the ages of 6-12, called the primary school years or childhood,
contribute positively to children's social acceptance, adaptation to school, social behavior and
academic performance (Diehl et al., 1998; Ekornaas et al., 2011; Kiuru et al., 2015; Shin, 2007;
Wentzel et al., 2009). When evaluated in terms of the curricula in Tirkiye, it can be seen that
the outcomes for knowing personal and interpersonal rights, duties, and responsibilities are
also included in the Primary School Life Sciences (2018) and Primary School Social Studies
(2018) curriculums. In addition, studies examining social-emotional skills within the scope of
interpersonal skills in Tirkiye seem to support this finding. For example, in a study by Esen-
Aygin and Sahin Taskin (2017), in which they examined the social-emotional skills of primary
school students, it can be seen that the students' friendship relations and friendship perception
skills are at a good level. It is thought that the ability to establish relationships in children is
related to the fact that teachers make a large space for interpersonal skills in the learning
environment. Based on this information, it is thought that the learning of rights and
responsibilities has a wide place in the teaching-learning process as a result of both the nature
of social-emotional development and interdisciplinary teaching. The outcome to which the
teachers who expressed their opinions under this factor gave the least place in the teaching-
learning process is, “It is made to realize how events and thoughts affect emotions”, which
appears to be an outcome. This outcome is in the “Understanding and Managing Emotions”
dimension of the Primary School Guidance Curriculum (Turkish Ministry of National Education,
2020) which is defined as understanding, recognizing, expressing and managing emotions.
Self-management in the framework of CASEL (2013), Life and Career Skills in the Twenty-First
Century (P21, 2019), Coping and Self-Management in the classification of the World Health
Organization (2020), and Emotion Regulation in the classification of the Organization for
Economic Cooperation and Development (OECD) (2018). The dimension generally refers to the
processes that affect individuals when they have emotions and how they experience and
express these emotions (Gross, 1998). When the OECD Social and Emotional Skills Research
(OECD, 2021) report is examined, it can be seen that the stress resistance, optimism and
emotion control skill levels of the students participating in the research from Turkiye are lower
than the other participating countries. It can be thought that this is related to the inclusion of
few outcomes in understanding and managing emotions by teachers in the teaching-learning
process. In addition, it is understood that the results of studies on emotion regulation at
primary school level (Sarisoy & Orhan, 2016; Esen-Aygin & S$Sahin-Taskin, 2017) show
parallelism with this finding and the OECD data. This skill, called the emotion regulation or self-
management skill, includes not only understanding and appropriately expressing emotions,
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but also time management, and setting priorities and goals. In this direction, it is understood
that children need self-management/emotion regulation skills in order to achieve life success.

When the findings regarding Factor 2, in which the views of the nine participants
participating in the research are combined, are examined, it can be seen that these participants
mostly give place to the outcome, “Learning the ways of solving problems” in the teaching-
learning process. The other two factors that teachers, whose opinions are gathered under factor
2, mostly include in the teaching-learning process are, “It is taught that they should make their
own choices and take responsibility for their choices” and, "It is ensured that they know the factors
that affect their decisions/preferences”. It is understood that the outcomes are also under the
“Decision-Making” dimension of the Primary School Guidance Curriculum (Turkish Ministry of
National Education, 2020). When the studies on the teaching of decision-making skills of
primary school teachers in Tirkiye are examined, it is understood that there is a lack of
knowledge on the part of primary school teachers as to how to outcome decision-making skills
and, in this sense, teachers do not find the curriculums to be sufficient (Sever, 2020). However,
it can be seen that the decision-making skill levels of primary school students are not well-
developed (Nemli, 2018; Sever, 2020; Tekin & Ulas, 2016). In this direction, it can be seen that
the findings that are obtained within the scope of this study does not overlap with the
literature. It is expected that teachers attach importance to decision-making skills in the
learning-teaching process, that their knowledge level on this subject is improved, and that as
a result of including these achievements, students' decision-making skills will be improved. It
is thought that the difference between this finding of the study and the literature is related to
the grade level. This is because age effects decision-making skills of primary school students.
Studies examining the decision-making skills and the factors affecting the development of
decision-making skills in primary school students are considered in the first and second grades
in terms of decision-making in childhood and in the third, fourth and fifth grades as young
children and older children (Davidson, 1991; Howse et al., 2003; Mettas & Norman, 2011). While
younger age groups consider their emotions more in decision-making, older age groups
consider positive and negative options (Howse et al., 2003). According to these studies,
children's decision-making skills develop in the years following primary school. For future
research, while examining the decision-making dimension of social-emotional learning, it is
recommended to conduct research by considering the variables of teachers' use of decision-
making skills and students' ages. The outcome that the teachers who expressed their opinions
under this factor gave the least place to in the teaching-learning process is, 'How to protect
themselves in the use of information technologies'. is the outcome. This outcome is located
under the dimension of “Ensuring Personal Safety” of the Primary School Guidance Curriculum
(Turkish Ministry of National Education, 2020). In this context, in studies examining teachers'
views on cyber security, it has been found that teachers' knowledge and awareness regarding
the use of information technologies and social media use (Alrabaee & Manna, 2021; Altinoz et
al, 2019; Yilmaz et al., 2016) are low. It is thought that this finding, obtained within the scope
of this study, is related to the fact that teachers do not include these outcomes in the teaching-
learning process as a result of their low level of knowledge and awareness. With the pandemic
in particular, the fact that we spend more time in digital learning environments brings cyber
security problems. In this context, it is thought that teachers should be supported to improve
their awareness, knowledge and skill levels in order to ensure their personal safety in the social-
emotional development of children.
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When the findings regarding Factor 3, in which the five teachers who participated in the
research agreed, are examined, the most common outcome in the teaching-learning process
is, “It is ensured that he/she realizes that he/she is special”. This outcome is under the “Self-
Awareness” dimension of the Primary School Guidance Curriculum (Turkish Ministry of National
Education, 2020). This dimension, which is expressed as self-awareness or with its
contemporary name (Aronson et al., 2012), is defined as a person's understanding of his/her
own feelings, thoughts, and values, and being able to notice the effects of these on his/her
behavior (CASEL, 2013). The concept of self-awareness refers to the concentration of one's own
self (Feldman, 1998). Understanding oneself is a prerequisite for understanding other
individuals (Tekke & Coskun, 2019). In this direction, it is important in terms of social-emotional
development that teachers include elements that will support self-awareness skills in the
teaching-learning process. Considering the sample size of the research, it is understood that
the self-awareness skill is supported by a small number of teachers. Self-awareness is an
important component of social-emotional development. In this context, it is thought that
teachers should be supported more to include self-awareness skills in the teaching-learning
process. However, it is seen that the teachers under this factor at least include the outcome, “It
(s taught that one should struggle with peer pressure”. This outcome is in the dimension of
“Ensuring Personal Safety” of the curriculum (Turkish Ministry of National Education, 2020).
When the studies on peer pressure/bullying are examined, it is understood that primary school
students in Turkiye are frequently exposed to peer pressure/bullying at school (Akpinar &
Akpinar, 2022; Bekiroglu & Gillihan, 2022; Carkit & Bacanl, 2020; Kale & Demir, 2017; Kocuk,
2022; Okstiz et al., 2012). Although studies generally state that primary school students are
victims (Burnukara & Ucanok, 2010; Piskin, 2010), there are also studies revealing bullying
behavior of primary school students (Kale & Demir, 2017; Sari & Demirbag, 2019). Based on
this information, it is understood that primary school students are both exposed to peer
bullying and practice peer bullying. However, while exposure to peer bullying decreases with
age (Collins et al., 2004; Wolke et al., 2001), bullying increases with age (Juvonen & Graham
2014). Peer bullying has many negative physical, social and psychological consequences for
students (Bradshaw, 2015). It is understood that peer bullying affects children negatively in
terms of development in every aspect. For this reason, it is thought that teachers should include
more measures to prevent peer bullying in classrooms.

There is one participant in each of the last three factors that emerged in the research. A
participant in Factor 4 stated, “It is noticed how events and thoughts affect emotions”. While
giving place to the learning outcome, it includes at least the outcome, "Knowing and applying
the ways of solving problems”. While the most mentioned outcome is in the dimension of
understanding and managing emotions, the least included outcome is in the dimension of
interpersonal skills. In this context, it is understood that the practices of the teacher, who
expressed an opinion under this factor, in the field of social-emotional development are
completely different from the opinions of the teachers in Factor 1. When Factor 5 is examined,
it can be seen that the participant under this factor attaches the most importance to the
outcome, “She/He is taught to recognize and name different emotions”, while she/he attaches
the least importance to the outcome, “She/He is taught to observe the rights of her/his friends”.
The first of these outcomes is in the dimension of understanding and managing emotions,
while the second is in the dimension of ensuring personal safety. Finally, in Factor 6, the most
important outcome is, “Teaching how to solve the problems with her/his friends”, and the least
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important outcome is, “Teaching to offer help appropriately to the individual in need of help”,
which appears to be an outcome. While the dimension that this teacher gives the most place
to is interpersonal relations, the dimension that she/he gives the least place to is the dimension
of providing personal security. When the research findings are examined in general, it is
understood that the dimension that teachers give the most importance to in social-emotional
development, and that they include in the teaching-learning process, is interpersonal skills. The
order of importance and scoring of different factors of interpersonal skills confirms this
situation. Similarly, the dimension that the teachers participating in the research give the least
place to in the teaching-learning process is the outcomes aimed at ensuring personal safety.
This situation can be interpreted as there being a consensus on the issues that teachers attach
importance to in social-emotional development, although there are differences in the
implementation process.

As a result of this research, it was found that there is a consensus among primary school
teachers regarding the implementation of the outcomes in the primary school guidance
curriculum in the learning-teaching process. Although the opinions of the teachers are mostly
concentrated in the first factor, the opinions are gathered in six factors, and it can be seen that
the relationship between the factors is generally low. In addition, according to the teachers'
opinions, in the implementation of the primary school guidance curriculum, the first factor is
to know personal rights and responsibilities; knowing the ways of solving problems in the
second factor; making her/him realize that she/he is special in the third factor; knowing the
effect of events and thoughts on emotions in the fourth factor; and it was concluded that the
outcomes on recognizing different emotions in the fifth factor and solving the problems with
his friends in the sixth factor came to the fore. The fact that the opinions of a significant part
of the participants are gathered under the first factor may be expressed as a consensus.

Considering the importance of social-emotional development in the primary school, it is
understood that primary school teachers have an important role to play in this regard (Bozgiin
& Baytemir, 2019; Esen-Aygiin, 2021; Ozdemir & Bacanli, 2020). The primary school teacher,
who is present at the beginning of education for many children, contributes to the students'
strong attitudes towards the future with their approach to problems and solution suggestions
(Dogan & Zeren, 2019). However, just as many children start primary school low social-
emotional skills (TUrnikll, 2004), a significant number of teachers had extremely limited
information about social-emotional development up until the last ten years (Esen-Aygiin &
Sahin, Taskin, 2017). However, the social-emotional competence of teachers provides many
positive contributions in terms of cognitive and affective aspects, such as the emotional
resilience of students, their stability, and the creation of effective learning environments (Durlak
et al., 2011; Jennings & Greenberg, 2009; Schonert-Reichl, 2017). In line with developments
throughout the world on social-emotional learning, the curricula implemented in Turkiye and
the academic researchers have managed to draw attention to the importance of social-
emotional learning. The inclusion of social-emotional skills in the teaching-learning process,
considering the social-emotional development within the scope of the primary school
guidance curriculum, is a result of these developments. The dimensions of the social-emotional
development in the primary school guidance curriculum are compatible with the universal skills
considered in social-emotional development. Within this context, it is thought that the primary
school guidance curriculum has an important role in supporting the social-emotional
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development of children. However, the responsibility for the implementation of the primary
school guidance curriculum in primary schools’ rests with the primary school teachers. Primary
school teachers are the people who know the children best during this period. In this respect,
it is an important advantage that the primary school teachers are responsible for the
implementation of the primary school guidance curriculum. However, as it can be understood
from the findings obtained within the scope of this research, it can be seen that while teachers
give more importance to certain areas of development in the development of social-emotional
skills, they do not pay enough attention to others. Based on this information, it is understood
that primary school teachers should be better informed within the scope of pre-service and in-
service training in order to ensure the development of social-emotional skills in children during
primary school years. As a result, it is thought that social-emotional development would take
place in the learning-teaching process with all its dimensions. Besides, the primary school
guidance curriculum consists of the areas of "academic development", "career development"
and "social-emotional development". Focusing on the social-emotional development area of
the primary school guidance curriculum can be considered a limitation of this study. Related
to this limitation, it is recommended that other areas of (academic, career and social-emotional)
development can be considered in future studies.
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TURKCE GENiS OZET

ilkokul Sinif Rehberlik Programinda Sosyal-Duygusal Gelisim: Q-
Metodoloji Calismasi

Giris

Cocuklarin sosyal-duygusal gelisimlerinin, onlarin tim hayatlarini etkiledigi gorisu, son
yillarda c¢ocuklara yonelik bakis acgilarinda da degisimleri beraberinde getirmistir. Sosyal-
duygusal beceriler, duygular tanimlamak ve ydnetmek icin bilgi, beceri ve tutumlar iceren,
baskalarini 6Gnemsemek, iyi kararlar vermek icin etik ve sorumlu davranmak, olumlu iliskiler
gelistirmek ve olumsuz davranislardan kacinmak gibi 6zellikleri icinde barindiran bir kavramdir
(Elias & Moceri, 2012). Sosyal-duygusal becerileri daha gli¢li olan ¢ocuklar, kolayca birisi ile
tanisabilir, yasitlarinin oynadigi oyuna dahil olabilir, digerleriyle olumlu iletisim kurabilir,
kendisini ifade edebilir, isteklerini iletebilir, bir digerinin sinirlarini, kendi sinirlar gibi koruyabilir.
Dolayisiyla bu tir beceriler gosterebilen bir cocugun, okula basladiginda iletisim sorunlari
yasamayacag! ve okul basarisinin yiksek olacagi tahmin edilebilir. Turkiye'de Milli Egitim
Bakanhgi tarafindan hazirlanan bir kilavuzla, ilkokul dizeyinde kazandiriimasi hedeflenen
sosyal-duygusal gelisim alanlarina yonelik beceriler, 6gretmenlerin dikkatine sunulmustur. Bu
caismada da MEB tarafindan hazirlanan bu kilavuzda yer alan yeterlikler hakkinda
ogretmenlerin gorusleri ele alinmistir.

Sinif Rehberlik Programinda sosyal-duygusal gelisim alanina ait amaclar: (1) Ogrencilerin
kendilerini tanimalari, duygularini anlamalari ve ydnetmeleri, kisilerarasi saglikli iliskiler
gelistirmeleri igin gerekli bilgi, tutum ve davranislar edinmeleri, (2) Kararlar vermeleri, amaclar
olusturmalari, amaclara ulagsmak igin gerekli nlemleri almalari ve bu yénde ¢aba gostermeleri
ve (3) Kisisel guvenligini saglamalari ve yasam becerileri gelistirmeleri biciminde verilmektedir
ve bu amaclar icin su yeterlikler belirlenmistir: A) Oz-farkindalik (benlik farkindaligi) B) Duygulari
anlama ve yonetme C) Kisiler arasi beceriler D) Karar verme E) Kisisel glvenligini saglama. Bu
calismada programda yer alan sosyal-duygusal gelisim alanina yonelik yeterliklerin ilkokul 1-4.
sinif diizeyinde 6grenme-0gretme sirecinde ne sekilde yer bulduguna iliskin 6gretmen
goruslerinin incelenmesi amaclanmistir. Buna go6re arastirma sorulan asagidaki gibi
belirlenmistir:

(1) Sinif 6gretmenleri arasinda sinif rehberlik programinda yer alan kazanimlarin
dgrenme-6gretme sirecinde uygulanmasina iliskin gorus birligi bulunmakta midir?

(2) Ogretmenlerin géruslerine gére sinif rehberlik programinin uygulanmasinda hangi
kazanimlar 6n plana ¢ikmaktadir?
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Yontem

Bu arastirma, Q metodolojisinde tasarlanmistir. Bu arastirma kapsaminda kolay ulasilabilir
ornekleme yoluyla 63 sinif 6gretmenine ulasiimistir. Ancak 14 sinif 6gretmeninin hatali ve eksik
kodlama yapmasi sonucu veri setinden ¢ikarilmasiyla toplam 49 sinif 6gretmenine ait veriler ile
arastirma tamamlanmistir.

Arastirmanin verileri arastirmacilar tarafindan MEB Sinif Rehberlik Programinda (2020)
belirlenen sosyal-duygusal gelisim alani kazanimlari dikkate alinarak hazirlanan Q dizgisi ile
toplanmistir. Verilerin analizi PQMethod 2.35 programi kullanilarak yapilmistir.  Veri girisleri
yapilmis ve temel bilesenler analizi (principal component analysis) uygulanmistir.

Bulgular

Arastirma kapsaminda ilk olarak sinif 6gretmenlerinin sosyal-duygusal gelisim kazanimlarini
kullanmaya ydnelik gorusleri arasinda ortak bir gértisin olup olmadigi incelenmistir. Bu amacla,
oncelikle Q dizgisine ait faktor yuikleri belirlenmistir. Dondurilmemis faktor yukleri
incelendiginde 11. Kisinin (11K25) birinci ve altinci faktorlerdeki yiklerinin ¢cok yakin oldugu
gorulmektedir. Bu nedenle birinci ve altinci faktorler arasinda déndirme islemi uygulanmistir.
Dondirme bulgulari incelendiginde 1. ve 6. faktorler arasinda +7 derecelik pozitif yonde sola
dondirme yapildigi gorilmektedir. Dondirme sonucunda 1 ve 6. faktorlerde sirasiyla 0.53 ve
0.53 anlamlilik degerine sahip olan 11. kisi (11K25). +7 derecelik pozitif rotasyon sonucu 0.59
anlamlilik degeri ile 1. faktor altinda yer almistir. Buna ek olarak. 37. ve 41. katiimcilar
dondirme sonucu 0.54 anlamlilik dizeyi ile 3. faktore tasinmistir. Dondidrme bulgularn
incelendiginde bu arastirma kapsaminda calisma grubuna dahil edilen 49 6gretmenin
goruslerinin 6 faktorli bir yapi olusturdugu anlasiimaktadir. Katihmcilarin yer aldigi faktorler
frekanslarina gore incelendiginde birinci faktorde 21; ikinci faktorde 9; tGglncul faktérde 5; dort,
bes ve altinci faktorlerde de birer katilimcinin yer aldigi gorilmektedir. Katiimcilarinin énemli
bir bélimunln goruslerinin ilk faktor altinda toplanmasi, gorus birligi oldugu seklinde ifade
edilebilir. Faktorler arasi korelasyon incelendiginde, en yuksek iliskinin Faktor 2 ile Faktor 6
arasinda pozitif yonli orta duzeyde (r = .49) bir iliski oldugu gorilmektedir. Ayrica Faktor 3 ile
Faktor 4 arasinda negatif yonli disuk dizeyde (r = .32); Faktor 1 ile Faktor 5 arasinda negatif
yonli dusik dizeyde (r = .30); Faktor 2 ile Faktor 4 arasinda negatif yonla dusuk dizeyde (r =
.28); Faktor 1 ile Faktor 6 arasinda pozitif yonde disutk dizeyde (r = .27) ve Faktor 1 ile Faktor
2 arasinda pozitif yonde dusuk dizeyde (r = .21) iliski oldugu bulunmustur.

Tartisma, Sonug ve Oneriler

Bu arastirmanin sonucunda, sinif 6gretmenleri arasinda sinif rehberlik programinda yer alan
kazanimlarin 6grenme-6gretme surecinde uygulanmasina iliskin bir gorus birliginin oldugu
bulunmustur. Ogretmenlerin gorisleri bilyiik oranda ilk faktérde yer almakla birlikte, gérislerin
alti faktorde toplandigi ve faktorler arasi iliskinin genel olarak dusik oldugu gorGimustir.
Ayrica 6gretmenlerin gorislerine gore sinif rehberlik programinin uygulanmasinda, ilk faktorde
kisisel hak ve sorumluluklar bilmek; ikinci faktérde sorun ¢ézme yollarini bilmek, tglinci
faktorde kendisinin 6zel oldugunu fark ettirmek; dordiinci faktdrde olaylarin ve dislincelerin
duygular Gzerindeki etkisini bilmek; besinci faktorde farkli duygulari tanimak ve altinci faktérde
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de arkadaslanyla yasadigi sorunlar ¢ozebilmek konulu kazanimlarin 6n plana ¢iktigi
sonuglarina ulasiimistir. Katimcilarinin énemli bir bolimunin goérislerinin ilk faktor altinda
toplanmasi, gorus birligi oldugu seklinde ifade edilebilir. Sosyal-duygusal 6grenme konusunda
diinyada yasanan gelismeler dogrultusunda tilkemizde uygulamaya konan 6gretim programlari
ve yapilan akademik arastirmalar sosyal-duygusal 6grenmenin dnemine dikkati ¢ekmeyi
basarmistir. Sinif rehberlik programi kapsaminda sosyal-duygusal gelisim alaninin dikkate
alinarak 6gretme-6grenme sirecinde sosyal-duygusal becerilere yer verilmesi bu gelismelerin
bir sonucudur. Sinif rehberlik programindaki sosyal-duygusal gelisim alanina ait boyutlar
sosyal-duygusal gelisimde dikkate alinan evrensel beceriler ile uyumludur. Bu kapsamda, sinif
rehberlik programinin ¢ocuklarda sosyal-duygusal gelisimi desteklemede dnemli bir gorevi
oldugu dustntlmektedir. Bununla birlikte, ilkokulda sinif rehberlik programinin
uygulanmasindaki sorumlulugun sinif 6gretmenlerindedir. Sinif 6gretmenleri bu dénemde
cocugu en iyi taniyan kisilerdir. Bu dogrultuda, sinif rehberlik programinin uygulanmasindaki
sorumlulugun sinif 6gretmenlerinde olmasi dnemli bir avantajdir. Bu bilgilerden hareketle,
ilkokul yillarinda ¢ocuklarda sosyal-duygusal becerilerin gelisimini saglamak Uzere sinif
dgretmenlerinin hizmet 6ncesi ve hizmet i¢i egitimler kapsaminda daha fazla bilgilendirilmesi
gerektigi anlasiimaktadir. Boylece, sosyal-duygusal gelisimin tim boyutlaryla 6grenme-
ogretme slrecinde yer alacagi distinilmektedir. Bu arastirmada, programin sosyal-duygusal
gelisim alaninin ele alinmasi bir sinirlilik olarak kabul edilebilir. Gelecek ¢alismalarda programda
yer alan kariyer gelisimi, akademik ve sosyal-duygusal gelisim alanlarinin da dikkate alinmasi
onerilir.
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