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Abstract
Practice: An Inquiry-Based Mathematics Activities Module (IBMAM) was developed in accordance
with the developmental characteristics, interests, needs, and expectations of preschoolers. The aim of
the study was to determine the effect of the IBMAM on preschoolers’ numbers and operations skills.
A quasi-experimental method, which was a pretest-posttest design with control group, was used. The
students of a kindergarten were randomly assigned to three groups: experimental, control, and placebo.
Measurements were made on the three groups before and after the IBMAM. The study took place in
the academic year of 2016-2017, and the sample consisted of 57 students (19 participants in each
group) of a kindergarten in Sincan, Ankara, affiliated to the Ministry of National Education.
Interviews were conducted with 18 kindergartens in the same district for the needs analysis. The
kindergarten was the study field of choice due to its sufficient number of students and low
socioeconomic status and to the students’ willingness to participate in the study. Math activities were
performed in three classes with children 60–72 months of age. For 6 weeks, the experimental group
performed the 30-activity IBMAM, the control group performed no activities, and the placebo group
performed Turkish reading activities unrelated to mathematics (TRAUM). Data were collected using
the Test of Early Mathematics Ability (TEMA-3). In the current study, 3x3 (three groups: experiment,
control, placebo groups with 3 measurements: pretest, posttest, follow up test) experimental mixed
design (factorial-split-plot) ANOVA was performed to determine the effect of IBMAM on
preschoolers’ math skills.
Research Findings: Results show that the IBMAM had a positive and lasting effect on preschoolers’
number and operations skills. IBMAM provided the experimental group participants with the
opportunity to be engaged in small-group activities in which they were able to have math experiences
and inquire about them. This process allowed them to enhance math concepts, learn new ones, and
learned in meaningful ways in which they used their math skills. They structured the concepts and
skills that they had learned by inquiring, researching, and experiencing, which promoted their curiosity
and interest in learning.
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INTRODUCTION
Children encounter mathematics in their daily lives and in games, interactions, and in- and
out-of-class experiences (Jackman, 2005). Children develop similar mathematical thoughts, systems,
strategies, and skills regardless of sociocultural background. In a sense, all children go through the
same processes of skill development (Ginsburg et al., 2008). Some research focuses on understanding
how babies and children develop math skills (Griffin, 2004a; Clements & Sarama, 2011; Gould, 2012;
Choi & Dobbs-Oates, 2014). Most previous studies have shown that even babies have basic
mathematical skills and are equipped with the potential to use certain problem solving, measurement,
and spatial skills (Diezmann & Yelland, 2000; Perry & Richardson, 2001; Ginsburg & Golbeck, 2004;
Sophian, 2004). In the first years of their lives, babies make mathematical discoveries by putting
objects in their mouths, touching them, relocating them, and comparing their quantities. When
presented with object groups, children are capable of understanding both which one contains more or
less than the other and the changes in quantity when an object is added to or removed from the group,
indicating that they develop basic math skills in early childhood (Kamii, 2000). Recent research shows
that children use the existing potential to understand mathematical events without having to exert any
effort and that environment and experiences significantly help children improve math skills (Aktas
Arnas, 2013). For example, the type, quality, and frequency of math activities at home; family
members’ education level; parents' interest in and perceptions of mathematics; and forms of support
provided to children during problem solving affect the development of math skills (Anders et al.,
2012; Baroody, Li & Lai, 2008; Bodovski & Farkas, 2007; Gifford, 2004). Similarly, learning
environments provided by educators, the diversity of activity materials, in-class math language, and
types and forms of activities are also associated with math skills (Klibanoff et al., 2006; Boonen,
Kolkman & Kroesbergen, 2011).
Educational settings that enhance the feeling of freedom, facilitate thinking, encourage large
and small group discussions, and allow different approaches and activities encouraging risk-taking to
be planned and implemented all significantly contribute to the development of math skills (Akman,
2002; Ginsburg, Lee & Boyd, 2008; Klein, Starkey & Ramirez, 2002). It is, however, unreasonable to
create such educational environments and expect students to benefit from activities performed in them
without systematic math education programs. Education programs should include fun, content-rich,
and systematic activities to achieve a high-quality math education in early childhood (Starkey &
Klein, 2008; Starkey et al., 1999). Traditional education programs fall short of providing students with
the opportunity to develop math knowledge, skills, and attitudes from an early age (TED, 2018). To
facilitate the development of math skills, math programs should not only allow students to be active in
structuring knowledge but also encourage them to explore, discuss, and put knowledge into practice
(Trawick-Smith, Swaminathan & Liu, 2016; Skwarkchuk, Sowinski & Lefevre, 2014; Akman, 2002:
p.47).
Especially in preschool education institutions, students should build their math knowledge to
be able to develop math skills that they will use in the future (Clements & Sarama, 2007). Researchers
note that math is more than just a lesson consisting of distinctive signs, symbols, numbers, and
calculations taught in school (Taşkın, 2013; Umay, Akkuş and Duatepe Paksu, 2006); it is an
inseparable part of life that people of all ages should enjoy learning and discovering through concrete
and inquisitive experiences (Griffin, 2004b; Young-Loveridge, 2004). Many countries have
recognized this and attached more importance to math education at an early age, setting their own
principles and standards and introducing new and effective programs (Young-Loveridge, 2004).
Application outcomes have shown that providing qualified, accessible, engaging, interesting,
constructivist, and questioning math education to children aged 3 to 6 years is vital for their future
math learning. Based on these results, the National Association for the Education of Young Children
(NAEYC) and the National Council of Teachers of Mathematics (NCTM) have recognized both that
preschools should have systematic inquiry-based education programs that encourage active student
participation and that teachers should have access to appropriate resources (NRC, 2009).
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The general education program updated by the Ministry of National Education (MNE) in 2013
includes the acquisitions and indicators of all developmental areas for preschoolers. In general, the
program expects preschoolers to be actively involved in practice, research, discussion, and learning
processes, and it encourages them to learn by questioning, recognizing, and exploring their
environment. Because it was developed to guide teachers, the program includes math acquisitions and
indicators; however, it lacks standardized math content. The preschool period is critical for the
development of math skills, and the shortcomings of the program can be compensated by a systematic
math education module consisting of activities enriched with special materials. Methods and
techniques that facilitate preschoolers' math development are not widely used in Turkey. In this way,
math processes and achievements that are significant to life are ignored. Turkish students' math skills
have been below expectations in some international exams, particularly in recent years (Çelen, Çelik
& Seferoğlu, 2011; Eraslan, 2009; MNE, 2013; TED, 2018). It is therefore of paramount significance
to conduct research in this field to contribute to the development of preschoolers’ math skills. The
number of studies using inquiry-based approaches to math education, which enable preschoolers to
discover and obtain information, is limited. Therefore, this study will provide insight into how inquirybased math activities will contribute to preschoolers’ numbers and operations skills. For this purpose,
an Inquiry-Based Mathematics Activities Module (IBMAM) was developed in accordance with the
developmental characteristics, interests, needs, and expectations of preschoolers. The study aimed to
determine the effect of the IBMAM on preschoolers’ numbers and operations skills. The subproblems
of the study are as follows:


Do the experimental, control, and placebo groups’ Test of Early Mathematics Ability
(TEMA-3) pretest, posttest, and follow up test scores differ significantly?



Is there a statistically significant difference in TEMA-3 repeated measurement total
scores between any two of the experimental, control, and placebo groups, regardless
of the change between pretest, posttest, and follow up test?



Is there a statistically significant difference in any two of the pretest, posttest, and
follow up test scores in terms of TEMA-3 scores, regardless of the experimental,
control, and placebo groups?

These inquiry-based activities are used for the first time in preschool math education in
Turkey. We believe that the IBMAM will offer a full range of applicable activities for teachers and
will be a very useful instrument for the development of preschoolers’ inquiry skills. Teachers can use
the IBMAM not only as a resource of activities but also as a guide. Therefore, we also expect the
IBMAM to be a guide for future preschool education programs.

METHOD
A quasi-experimental method, which was a pretest-posttest-control group design, was used to
determine the effect of the IBMAM on preschoolers’ numbers and operations skills. The students of a
kindergarten were randomly assigned to three groups: experimental, control, and placebo.
Measurements were made on three groups before and after the IBMAM (Büyüköztürk et al., 2010, pp.
201-202). The experimental group performed the 30-activity IBMAM, the control group performed no
activities, and the placebo group performed TRAUM for 6 weeks. Finally, new measurements were
obtained on all three groups by applying the measurement instrument used before the experimental
procedure (Büyüköztürk, Kılıç Çakmak, Akgün, Karadeniz & Demirel, 2012). A 3x3 (three groups:
experiment, control, and placebo; 3 measurements: pretest, posttest, follow up test) experimental
research model was developed. The independent variable was the IBMAM, while the dependent
variable was the participants’ math skills.
A second control group was developed, and placebo activities were performed, to minimize
the Hawthorne effect (Fraenkel, Wallen & Hyun 2012) on the assumption that teachers' and students'
attitudes towards the IBMAM might bias the results.
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Table 1. Experimental Design
Experimental Group
Test of Early Mathematics
Ability (TEMA-3)
Inquiry-based Mathematics
Activities Module
Test of Early Mathematics
Ability (TEMA-3)
Test of Early Mathematics
Ability (TEMA-3)

Pretest
Application
Posttest
Follow up
Test

Control Group
Test of Early Mathematics
Ability (TEMA-3)
Test of Early Mathematics
Ability (TEMA-3)
Test of Early Mathematics
Ability (TEMA-3)

Placebo Group
Test of Early Mathematics
Ability (TEMA-3)
Activities Unrelated to Math
(Turkish reading activities)
Test of Early Mathematics
Ability (TEMA-3)
Test of Early Mathematics
Ability (TEMA-3)

Study Group
The study sample consisted of 57 students (19 participants in each group) of a kindergarten (in
Sincan, Ankara) affiliated to the Ministry of National Education in the academic year of 20162017. Participants were recruited using purposive sampling, which is a nonprobability sampling
technique involving the selection of participants who have experienced a specific phenomenon and
meet certain inclusion criteria (Büyüköztürk, Kılıç Çakmak, Akgün, Karadeniz & Demirel, 2012).
Families with low socioeconomic status are less likely to contribute to their children’s math
skills (Jordan, Kaplan, Olah & Locuniak, 2006; Karaman & İvrendi, 2015; Manfra, Dinehart &
Sembiante, 2014). This study aimed to interpret the effect of the IBMAM on preschoolers’ math skills
without confounding variables. Therefore, low socioeconomic status was used as a criterion in this
study. The other criteria for the selection of the kindergarten were as follows:
-

The school management provided a comfortable working environment.

-

There were enough students aged 60 to 72 months.

-

The teachers were open to cooperation.

-

In the needs analysis, the managers’ and teachers’ responses to the interview questions
were appropriate.

-

The managers and teachers were willing to participate in the study.

Interviews were conducted with 18 kindergartens in the same district for the needs analysis,
and math activities were performed in three classes of the kindergarten of choice with students 60–72
months of age. The study sample consisted initially of 60 students (20 participants in each group);
however, each group had one special student who was excluded from the study. Therefore, the final
study sample consisted of 57 students. Table 2 shows the characteristics of the participants.
Table 2. Demographic Characteristics of Participants
Characteristics
Gender
Female
Male
Number of Siblings
Only child
2 siblings
3 and more
Mother’s Education (Degree)
Primary school
Middle School

Experimental Group

Control
Group

Placebo
Group

10
9

9
10

9
10

3
6
10

5
5
9

3
10
6

9
2

8
4

7
5
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High school
Bachelor’s
Mother’s Employment Status
Employed
Unemployed
Father’s Education (Degree)
Primary school
Middle School
High school
Bachelor’s
Average Monthly Income (Turkish Lira)
500—1000
1001—1500
1501—2000
2001—2500
2501 and more

7
1

5
2

3
1

2
17

3
16

5
14

3
2
11

3
5
9
2

1
2
12
4

2
11
4
1
1

1
12
3
1
2

10
6
1
2

The experimental group consisted of 10 girls and 9 boys, the control group of 9 girls and 10
boys, and the placebo group of 9 girls and 10 boys. The demographic characteristics (number of
siblings, parents' education and employment status, and average monthly income) of the participants
were similar.
Data Collection
The TEMA-3 was used to determine the effect of the IBMAM on the participants’ math skills.
TEMA was developed by Ginsburg and Baroody (1983) to assess the mathematical abilities of
children aged 3 years to 8 years and 11 months. It was revised in 1990 and published as TEMA-2. The
validity and reliability of TEMA-2 were established by Güven (1997). The Cronbach's alpha
coefficient of the scale for all age groups was .95. TEMA-2 was revised in 1993 and published as
TEMA-3 (Ginsburg & Baroody 2003). TEMA-2 had been revised to increase the number of items for
preschoolers and to make the test more comprehensible. Recent research suggests that children should
develop arithmetic and counting skills before learning how to count objects (Ginsburg & Baroody
2003; Erdoğan, 2006).
TEMA-3 was administered to participants individually by the researcher in order to determine
the effect of the IBMAM on their math skills. TEMA-3 was administered as a pretest before the
IBMAM, as a posttest after the IBMAM, and as a follow up test. Table 3 shows the internal
consistency coefficients of TEMA-3 in terms of groups and measurements.
Table 3. Internal Consistency Coefficients of TEMA-3

Group

Experiment
Control
Placebo

Measurement
Pretest
.83
.81
.78

Posttest
.94
.96
.92

Follow up Test
.94
.96
.92

The Cronbach's alpha reliability coefficients of the pretest, posttest, and follow up test scores
of the groups ranged from 0.78 to 0.96. These results indicate that the pretest scores had high
reliability while the posttest and follow up test scores had very high reliability (Fraenkel, Wallen &
Hyun, 2012).
IBMAM administration
The current literature, interviews with managers and teachers, and in-class observations were
used for the IBMAM needs analysis. Interviews with managers and teachers were conducted using a
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written form consisting of such open-ended questions as “What properties should math activities
have?,” “Are the current activities sufficient to achieve the desired goals?,” “What kind of methods
and strategies do you use to help students improve numbers and operations skills?,” “How can the
inquiry-based approach be used in math?,” “What kind of materials do teachers use and how and for
what purpose?,” and “How do teachers manage family participation in math activities?” The interview
forms were used after they were presented to experienced teachers and academics specialized in
preschool education for their feedback. Requirements and program principles were determined
according to the interview data. Within the framework of these principles, the IBMAM was developed
to determine the developmental characteristics and needs of children aged 60 to 72 months and to
provide them with a rich learning environment in order to help them develop inquiry and critical
thinking skills.
Considering the interview and observation analysis, all activities in domestic and foreign
sources were reviewed. IBMAM subjects were determined based on the interests, needs and
developmental characteristics of children aged 60 to 72 months. The researcher focused on numbers
and operations skills that form the basis of math learning, analyzing preschool themes and math
education content and process standards in Turkey and associating them with basic math education
content. The researcher also examined the scientific studies of the NAEYC and the NCTM as well as
the preschool math education standards of 15 countries and states. These standards were translated
into Turkish and compared with the 2013 Preschool Education Program (PEP) prepared by the
General Directorate of Basic Education of the MNE. Acquisitions and indicators were collected and
used to develop activities suitable for the IBMAM. Acquisitions and indicators that were not included
in the PEP but should be included in the IBMAM were re-determined. Then, the determined
acquisitions and indicators were presented to six academics specialized in preschool education and
mathematics for their opinions and recommendations. Based on their feedback, a skills development
list consisting of 18 acquisitions and 88 indicators regarding numbers and operations skills was
developed. These acquisitions and indicators were integrated as inquiry-based activities into the
IBMAM.
A pool of inquiry-based math activities was developed. Four specialists and one experienced
preschool education institution manager were consulted and asked to analyze all aspects of the
program and to provide feedback. The activities were reviewed in detail based on this feedback. The
aim was to make sure that the IBMAM would help the development of number and processing skills
through inquiry-based activities. Acquisitions and indicators for each skill were analyzed, and 30
integrated activities with an eclectic and spiral structure were developed. The IBMAM consisted of
four sets of skills: arithmetic, numeracy, addition, and subtraction. The research steps are as follows.
Table 4. Research Steps
Process
STEP 1 (Needs Analysis)
Data Collection
Interview + Observation + Document Analysis
Tool
Eliciting information on managers’ and teachers’ views of what properties math
activities should have; whether the current activities are sufficient to achieve the
desired goals; what kind of methods and strategies the teachers use to help preschoolers
Objective
improve numbers and operations skills; how the inquiry-based approach can be used in
math; what kind of materials are used and how and for what purpose the teachers use
them; and how the teachers manage family participation in math activities.
Rationale
To elicit information on current math education
Interview forms, observation field notes, and daily education charts and monthly plans
Material
prepared by teachers
Interviews were conducted with 15 administrators and 126 kindergarten teachers of 18
independent official kindergartens in a low-socioeconomic district of Ankara. After the
Application
interview analysis, four different classes from two out of 18 kindergartens were
observed for a month, and teachers' daily education charts and monthly plans were
examined.
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STEP 2 (Developing Activities)
To ensure preschoolers’ active participation and math learning through doing-it-andliving-it education and to improve their inquiry skills, discover their potential,
Objective
strengthen preschooler-teacher interaction and cooperation, and draw attention to the
role of teachers in math education
Rationale
Inadequacy of the MNE’s acquisitions and indicators for the IBMAM
Material
Web pages of countries' math education standards
After determining the principles and objectives of the program, the math education
Application
standards of 15 countries were examined to identify acquisitions and indicators for the
IBMAM. Based on expert opinion, 18 acquisitions and 88 indicators were included.
STEP 3 (Pilot Study)
Data Collection
Field Notes + Interview
Tool
Assessing the IBMAM in terms of level, content, and method and overcoming the
Objective
shortcomings, if any, before putting the module into practice
Putting the activities into practice and overcoming shortcomings, if any, in order to
Rationale
improve the IBMAM
Material
Interview records and field notes
The first 10 activities were conducted between 21 September 2016 and 14 October
2016 in a class of 16 preschoolers aged 60 to 72 months in another school in the same
Application
district.
STEP 4 (Pretests)
Data Collection
TEMA-3
Tool
Objective
To determine preschoolers’ math skills before the IBMAM
To determine whether there is a statistically significant difference in pretest scores
Rationale
across groups
Material
TEMA-3
TEMA-3 Form A was administered as a pretest to all participants between 26
Application
September 2016 and 07 October 2016.
STEP 5 (IBMAM)
To encourage preschoolers to use inquiry steps and improve numbers and operations
skills
The traditional math education offered to preschoolers aged 60 to 72 months does not
allow them to discover their potential.
Inquiry-Based Mathematics Activities Module (IBMAM)
The 30-activity IBMAM was administered to the experimental group from 24 October
2016 to 06 January 2017, 3 days a week for 10 weeks. Three activities were performed
every week. The control group was taught the curriculum of the PEP-2013. The
placebo group performed, once every 2 weeks, TRAUM developed by the researcher.

Objective
Rationale
Material
Application
STEP 6 (Posttests)
Data Collection
Tool
Objective
Rationale
Material

TEMA-3

To determine preschoolers’ math skills after the IBMAM
To determine the effectiveness of the IBMAM
TEMA-3
TEMA-3 Form A was administered as a posttest to all participants between 09 and 17
Application
January 2017.
STEP 7 (Follow up Tests)
Data Collection
TEMA-3
Tool
To determine the retention effect of the IBMAM on preschoolers’ behavior and math
Objective
skills
Rationale
To determine the long-term effect of the IBMAM
Material
TEMA-3
TEMA-3 Form A was administered to all participants between 20 and 28 February
Application
2017, about 5 weeks after the posttest.
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Data Analysis
All participants were administered a pretest, the IBMAM, a posttest, and a follow up test at the
beginning of the 2016-2017 school year. 3x3 (three groups: experiment, control, placebo groups with
3 measurements: pretest, posttest, follow up test) experimental mixed design (factorial-split-plot)
ANOVA was performed to determine the effect of the IBMAM on the preschoolers’ math skills. A
mixed-design ANOVA is the best statistical method to assess the effect of experiments in designs
consisting of two or more measurements and groups. The method used in this study focuses on
whether measurements at different times vary according to groups; therefore, its primary focus is on
the ANOVA. If the ANOVA reveals a statistically significant difference, then the main effects at each
group and measurement level are tested. It tests not only the common effect of group x measurement
but also the main effects of groups and measurements. In other words, a mixed-design ANOVA takes
into account the common change in groups and measurements and analyzes the differences between
the means of more than two groups and the changes between more than two measurements, thus
reducing the possibility of Type 1 error. It is therefore considered a robust statistical method (Field,
2009; Kirk, 2008;Tabachnick & Fidell, 2013).
Preliminary analyses should be conducted to establish whether parametric assumptions are
met prior to a 3x3 mixed-design ANOVA. A chi-square test was used to determine whether the three
groups were independent of each other and whether there were missing data. The groups were
independent of each other, and their number was sufficient for a mixed-design ANOVA (Green &
Salkind, 2005). Moreover, a total score can be obtained from TEMA-3. Therefore, the dependent
variable was continuous. Finally, tests were conducted to determine whether the score of each group
was normally distributed, whether the variances of the total scores of the groups were homogeneous,
and whether the covariances were equal for the pairwise combinations of measurement groups (Field,
2009; Kirk, 2008).
For normal distribution analysis, the distribution of the pretest, posttest, and follow up test
scores of the groups was separately controlled. The score distribution of each group and measurement
was analyzed using such descriptive methods as mode, median, arithmetic mean, and skewness and
kurtosis coefficients as well as graphical methods such as histogram, Q-Q, and P-P (Abbott, 2011;
Howitt & Cramer, 2011). Data were analyzed using the Statistical Package for Social Sciences
(SPSS), version 20, and Excel 2010 at a significance level of 0.05. An effect size was calculated to
interpret the results of the analysis. Effect size is unaffected by sample size and gives information
about the significance of results. Effect size, referred to as partial eta-squared (η2), is used to describe
the size of the effect of an independent variable on a dependent variable or to indicate how much of
the total variance of the dependent variable is explained by the independent variable. In a mixeddesign ANOVA, the partial eta-squared (effect size) is calculated as the ratio of the between-groups
sum of squares to the sum of the between-groups sum of squares and the error. Regardless of the sign,
effect size has a value between 0 and 1. A value in the range of .01 to .06 indicates a small effect size,
in the range of .07 to .14 a medium effect size, and greater than .14 a large effect size (Green &
Salkind, 2005).

FINDINGS AND DISCUSSION
Effect of the IBMAM on Participants’ Math Skills
A 3x3 mixed-design (factorial-split-plot) ANOVA was used to determine whether there was a
statistically significant difference in pretest-posttest and follow up test total scores across the groups.
Table 5 shows the descriptive statistics of the groups’ pretest, posttest, and follow up test scores.
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Table 5. Descriptive Statistics of Groups

Pretest

Posttest

Follow up Test

Groups

N

Experimental
Control
Placebo
Experimental
Control
Placebo
Experimental
Control
Placebo

19
19
19

SD
9.36
9.15
9.10
25.68
17.31
16.73
25.94
17.05
16.36

19
19
19
19
19
19

3.59
3.46
2.13
8.44
9.29
6.74
8.92
9.83
6.99

The three groups had similar pretest scores, indicating that they had similar math skills prior to
the IBMAM. This result is expected in experimental studies (Kaptan, 1998). The experimental group
had pretest, posttest and follow up test scores of 9.36, 25.68 and 25.94, respectively. The control group
had pretest, posttest, and follow up test scores of 9.15, 17.31 and 17.05, respectively. The placebo
group had pretest, posttest, and follow up test scores of 9.10, 16.73 and 16.36, respectively. These
results show that there was an increase in the math skill scores of all participants and that the
experimental group’s participants had the highest increase; the control group had a slightly higher
mean posttest score than the placebo group. ANOVA was used to determine whether the betweengroups differences were statistically significant.
Table 6 shows the ANOVA test results of the groups’ pretest, posttest, and follow up test
scores.
Table 6. ANOVA test results of the groups’ pretest, posttest, and follow up test scores
Source of Variance
Between groups
8040.188
Group
Error
Within groups
6546.000
Measurement (Pretest-Posttest-Follow up)
Group*Measurement
Error
Total
14586.188

SS
1393.556
6646.632
4302.678
645.006
1598.316

DF
56
2
54
114
2
4
108
170

MS

F

P

Ƞ2

696.778
123.086

369.302
5.661

.006

0.17

2151.339
161.251
14.799

145.368
10.896

.000
.000

0.73
0.29

SS: Sum of Squares; DF: Degrees of Freedom; MS: Mean Square; ƞ2: Effect Size, p<0.01
The analysis shows that there was a statistically significant difference between pretest and
posttest scores across the three groups [F(4.108)=10.89; p<0.01, ƞ2=0.29], indicating that the IBMAM
had a positive effect on the participants’ math skills. In other words, the factors of both measurement
time and group had a significant effect on the participants' math skills. This result shows that the use
of the IBMAM, PEP-2013, and TRAUM had a different effect on the math skills of the participants in
the experimental, control, and placebo groups. The effect size reveals the difference between the effect
of the IBMAM on the experimental groups and that of the 2013 PEP on the control group (Cohen,
1988). The IBMAM was administered to the experimental group for 10 weeks; meanwhile, PEP-2013
was applied to the control and placebo groups. PEP-2013 improves cognitive, social-emotional,
linguistic, and psychomotor skills and therefore also improved the control and placebo groups’ math
skills. There are studies confirming these findings.
Dinç (2013) reported that preschool education supports the development of cognitive skills.
Aslan and Aktaş Arnas (2015) and Unutkan (2007) also reported that students who receive preschool
education have more advanced math skills and are more prepared for the next level of education than
those who do not. PEP-2013 contains math goals and associates them to various concepts under
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subheadings such as number, operation, geometric shape, size, or quantity. The aim of the IBMAM is
to help students develop number and operations skills. Both the IBMAM and PEP-2013 aim to help
preschoolers improve similar skills. This similarity might be the reason for the statistically significant
difference in mean scores between the control and placebo groups. TEMA-3 results show that the
IBMAM improved participants’ total scores more than PEP-2013 did. The eta-squared value (ƞ2 =
0.29) can be interpreted as the factors interacting greatly with each other and affecting the math skills’
total scores. In other words, the different groups and measurements explained 29% of the total
variance of math skills and had a large effect (Green & Salkind, 2005, Tan, 2016) (Figure 1).

Figure 1. Changes in TEMA-3 Scores by Measurements
The experimental group’s mean score increased 16.32 points from pretest to posttest and 0.26
points from posttest to follow up test. The control group’s mean score increased 8.16 points from
pretest to posttest and decreased 0.26 points from posttest to follow up test. The placebo group’s mean
score increased 7.63 points from pretest to posttest and decreased 0.37 points from posttest to follow
up test. These results indicate that the IBMAM improved the experimental group’s mean math skills
score more than PEP-2013 improved the control and placebo groups’ mean math skills scores. Thus,
the main effect of repeated measurements and processing groups can also be examined, regardless of
the changes in measurements and groups.
Regardless of the changes in measurements, there was a statistically significant difference in
pretest and posttest total scores between at least two of the three groups [F(2.54)=369.30; p<0.01,
ƞ2=0.17)]. A Bonferroni test was used to determine the groups between which the significant
difference existed (Table 7).
Table 7. Multiple Group Comparisons
Bonferroni
(I) Group
Experimental
Control
Placebo

(J) Group
Control
Placebo
Experimental
Placebo
Experimental
Control

Mean Difference (I-J)
5.8246*
6.2632*
-5.8246*
.4386
-6.2632*
-.4386

Standard Error
2.07
2.07
2.07
2.07
2.07
2.07
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The Bonferroni test results show that there was a statistically significant difference in total
scores among the three groups, regardless of the change between pretest, posttest, and follow up test
scores. The experimental group had statistically significantly higher mean TEMA-3 score ( =25.68)
than the control ( =17.31) and placebo ( =16.73) groups.
There was a statistically significant difference between at least two of the three test (pretest,
posttest and follow up) scores, regardless of the groups [F(2.108)=145.36; p<0.01, ƞ2=0.73)]. The
Bonferroni post-hoc test was used to determine significant differences among the means of the three
tests (Table 8).
Table 8. Multiple Group Comparisons
(I) Measurement

Pretest
Posttest
Follow up

(J) Measurement

Mean Difference (I-J)

Standard Error p

Posttest
Follow up
Pretest
Follow up
Pretest
Follow up

-10.702*
-10.579*
10.702*
.123
10.579*
-.123

.84
.90
.84
.17
.90
.17

.000
.000
.000
1.000
.000
1.000

The Bonferroni test results show that the posttest scores of all groups ( Experimental=25.68;
Control=17.31;
Placebo=16.73) were significantly higher than their pretest scores
( Experimental=9.36; Control=9.15; Placebo=9.10). However, the posttest scores of the groups did
not significantly differ from their follow up scores. According to these results, both IBMAM and PEP2013 improved participants’ math skills significantly and had a lasting effect.
The IBMAM enabled participants to have meaningful experiences in class and also provided
them with math information that they might need in everyday life (Klein et al., 2008; Clements,
Sarama & DiBiase, 2004; Jordan, Kaplan, Ramineni & Locuniak, 2009; Holloway, Rambaud, Fuller
& Egger-Pierola, 1995). The statistically significant increase in the experimental group's score may be
due to the fact that they engaged active learning using an inquiry-based approach. The teacher's do-itand-live-it and inquisitive approach enriched participants’ learning and provided them with
meaningful experiences (Clements & Sarama, 2013). Through the inquiry-based activities, participants
increased their interest and curiosity, constantly developed inquisitive thoughts, compared their results
with their prior knowledge, and had meaningful and active experiences. Inquiry-based education
programs make preschoolers’ learning more active, encouraging them to integrate new knowledge
with their prior knowledge in order to use it for new acquisitions (Clements & Sarama, 2014). Highquality preschool education is positively associated with cognitive and experiential acquisitions (Üstün
& Akman, 2003). Inquiry-based education programs provide preschoolers with the opportunity to
participate in activities and acquire and structure new knowledge. It is, therefore, of paramount
importance to stimulate preschoolers’ curiosity and interest, which initiates inquiry (NRC, 2000b).
Research shows that daily life examples, interesting events and situations, and observable
math experiments and activities initiate children's inquiry in terms of the construction of math
knowledge (Doruk and Umay, 2011; Aunio et al., 2004). Math skills should be developed and
supported at an early age (Austin et al., 2011), as math activities facilitate the development of
preschoolers’ future skills (Akman, 1995). Wu and Lai Lin (2016) applied inquiry-based math
activities to preschoolers and examined changes in peer relations, teacher roles, educational
environment, and learning process in order to determine the long- and short-term benefits of the
program. The results show that the program led to positive changes in learning and that changes made
to the educational environment improved preschoolers’ math skills and peer relationships.
Uyanık and Kandır (2014) emphasize that academic skills developed in early childhood
directly affect future abilities and that social relationships, environmental stimuli, and qualified
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preschool education are critical in this process. A serious, scientific, and systematic education is
needed for the development of early academic skills, including literacy and math skills. Regarding
early academic skills as a prerequisite for future academic skills, researchers recommend that teachers
and parents provide opportunities and activities to help children develop academic skills. Preschool
math education programs applied in positive and effective educational settings that encourage active
participation and interaction and provide new experiences significantly facilitate the development of
arithmetic skills.
Delacour (2016) stated that experiences in rich educational settings improve preschoolers’
ability to associate math with real life. The IBMAM and the math materials provided participants with
the opportunity to make sense of math by “doing and living” and to communicate effectively with
their peers at the math center. In-class settings, materials, interactions, activities, and experiences
contributed positively to participants’ inquiry and math skills.
Clements, Sarama, and Liu (2008) reported that inquiry-based teaching methods are more
useful than other approaches to teaching math skills. Aslan and Aktas Arnas (2015) stated that
qualified math education programs, designed according to preschoolers’ needs, facilitate the students’
development of math skills and significantly influence their math achievement.
Hope-Southcott (2016) stated that inquiry-based games and drama activities help preschoolers
think more deeply in different areas and encourage them to use math more. Ryan and Laurent (2016)
suggested that inquiry-based approaches allow preschoolers not only to configure their own
knowledge and improve their knowledge retention but also to integrate new knowledge with their prior
knowledge (Alake-Tuenter et al., 2012). Therefore, math activities centered on preschoolers that
provide them with doing-it-and-living-it learning opportunities and encourage them to develop and use
different thinking skills can be used to develop academic skills. This allows preschoolers to learn basic
academic concepts that facilitate future learning (Üstün & Akman, 2003). The form and quality of
preschool math education affect the retention of math knowledge, learning of mathematical concepts,
and development of math skills. Therefore, preschool math education is also associated with the
students’ future achievements or failures in math (Anders & Rossbach, 2015; Aslan & Aktaş Arnas,
2015; TED, 2018). This is why the NCTM, national science education reforms, and research results all
suggest the use of inquiry-based approaches that offer more qualified math education (NCTM, 2000;
NRC, 2000a; Clements, 2007; Biggs, 2011; Harlen, 2013).
Research shows that inquiry-based teaching, which is a modern teaching method, is more
effective than traditional methods (Clements & Sarama, 2013; Hope-Southcott, 2016; Harlen, 2013).
Learning that encourages preschoolers to inquire into and engage in the process allows them to
comprehend and internalize math more than traditional approaches, in which teachers are more active
than the students, because the preschoolers ask questions to construct knowledge, search for answers
together, conduct experiments, and use facts (Abdelraheem & Asan, 2006).
Our participants’ math skills improved, which is consistent with the literature. Therefore,
preschooler-centered math activities that allow active engagement, offer inquiry and research
opportunities, and encourage preschoolers to “make their own learning” help them develop math
skills. The control and placebo groups were mostly engaged in teacher-centered, desk-bound, largegroup activities in which individual differences were of secondary importance and the exchange of
ideas was limited. On the other hand, the IBMAM provided the experimental group participants with
the opportunity to be engaged in small-group activities in which they were able to have math
experiences and inquire about them. This process allowed them to enhance math concepts, learn new
ones, and learned in meaningful ways in which they used their math skills. They structured the
concepts and skills that they had learned by inquiring, researching, and experiencing, which promoted
their curiosity and interest in learning. In contrast, the control and placebo groups were taught through
traditional methods and therefore failed to inquire and put the new knowledge into practice. Further,
the experimental group’s participants discussed and exchanged ideas during the inquiry-based
activities, thus engaging in peer teaching. The teacher acted as a guide rather than a knowledge
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transmitter during the activities, which also contributed to the participants’ development of math
skills. The IBMAM and the math center provided the experimental group’s participants with the
opportunity to put their new knowledge to practice. The higher mean posttest score of the
experimental group was the result of the IBMAM’s superiority to traditional methods.

CONCLUSION AND SUGGESTIONS
In this study, an Inquiry-Based Mathematics Activities Module (IBMAM) was developed in
accordance with the developmental characteristics, interests, needs, and expectations of preschoolers.
The effect of the IBMAM on their math skills was analyzed.
There was no statistically significant difference in TEMA-3 pretest scores among the three
groups, indicating that all participants had similar math skills prior to the IBMAM.
There was a statistically significant difference in TEMA-3 pretest and posttest scores across
the three groups. The experimental group had significantly higher mean posttest score than the control
and placebo groups, with the placebo group having the lowest mean score. This result indicates that
the IBMAM improved the math skills of the experimental group’s participants.
TEMA-3 posttest and follow up test scores show no statistically significant difference. The
follow up scores of the three groups were similar to their posttest scores. This result indicates that the
IBMAM provided effective and long-lasting improvement in the experimental group participants’
math skills.
The recommendations based on the results are as follows: An IBMAM developed based on
numbers and operations skills can be modified according to different math achievements and skills.
Different disciplines can be integrated into the IBMAM. Projects can be designed that involve teachers
and adopt an inquiry-based education approach. This provides teachers with the opportunity to learn
about inquiry-based approaches through practices and activities.
Undergraduate math courses should be inquiry-based and practice-oriented. Preservice
teachers should attend national projects and receive preservice training. Parents should also be
involved in inquiry-based education processes to ensure preschoolers’ retention of math skills and
achievements. If necessary, children and their parents should participate in workshops at national
projects. Activities should be extended over a longer period of time to increase their effectiveness.
Parents should provide a qualified math environment to support the development of their children's
math skills. Settings and materials should be prepared to enrich children's experiences in math. The
home environment should be designed to support children's math skills. When spending time with
their children, parents should frequently use mathematical expressions and create situations that will
encourage their children to use them. Parents should follow their children's classroom math activities
and participate regularly in them.
Future studies should investigate the effect of IBMAMs on the social and emotional
development of children. Math activities should be developed for children with different
socioeconomic statuses to investigate the effects of demographic characteristics on their math skills.
Longitudinal studies should be conducted to examine changes in students' math skills and future
academic achievement. The follow up test should be performed at certain intervals. Alternative
programs should be developed and implemented to support children's math skills. The validity of the
results should be tested by using different measurement tools.

210
This document downloaded from 96.253.105.162 [2 times] Chesterfield / United States on Thu, 24 Oct 2019 23:25:23 +0300

International Journal of Progressive Education, Volume 15 Number 5, 2019
© 2019 INASED

REFERENCE
Abbott, M. L. (2011). Understanding educational statistics using Microsoft Excel and SPSS. United
States: John Wiley & Sons, Inc.
Abdelraheem, A.Y., & Asan, A. (2006). The effectiveness of inquiry-based technology enhanced
collaborative learning environment. International Journal of Technology in Teaching and
Learning, 2(2), 65-87.
Akman, B. (2002). Okul öncesi dönemde matematik. Hacettepe Üniversitesi Eğitim Fakültesi Dergisi,
23(244-248).
Akman, B.( 1995). Anaokuluna devam eden 40-69 aylık çocukların kavram gelişimlerinde, kavram
eğitiminin etkisinin incelenmesi. Yayımlanmamış doktora tezi. Hacettepe Üniversitesi,
Saglık Bilimleri Enstitüsü.
Aktaş- Arnas. Y. (2013). Okul öncesi dönemde matematik eğitimi. (2.Baskı). Ankara: Vize
Alake-Tuenter, E., Biemans, H. J., Tobi, H., Wals, A. E., Oosterheert, I., & Mulder, M. (2012).
Inquiry-based science education competencies of primary school teachers: A literature study
and critical review of the American National Science Education Standards. International
Journal of Science Education, 34(17), 2609-2640.
Anders, Y., & Rossbach, H. G. (2015). Preschool teachers’ sensitivity to mathematics in children’s
play: The Influence of math-related school experiences, emotional attitudes, and pedagogical
beliefs. Journal of Research in Childhood Education, 29(3), 305-322.
Anders, Y., Rossbach, H.-G., Weinert, S., Ebert, S., Kuger, S., Lehrl, S., & von Maurice, J. (2012).
Home and preschool learning environments and their relations to the development of early
numeracy skills. Early Childhood Research Quarterly, 27, 231–244.
Aslan, D., & Aktaş Arnas, Y. (2015). The immediate impacts of preschool attendance on Turkish
children’s mathematics achievement. Educational Studies, 41(3), 231-243.
Aunio, P., Ee, J., Lim, S. E. A., Hautamäki, J., & Van Luit, J. (2004). Young children's number sense
in Finland, Hong Kong and Singapore. International Journal of Early Years Education,
12(3), 195-216.
Austin, A. M. B., Blevins‐Knabe, B., Ota, C., Rowe, T., & Lindauer, S. L. K. (2011). Mediators of
preschoolers’ early mathematics concepts. Early Child Development and Care, 181(9), 11811198.
Baroody, A., X. Li, and M. Lai. 2008. Toddlers’ spontaneous attention to number. Mathematical
Thinking and Learning 10 (3): 240–270.
Biggs, K. (2011). To what extent can inquiry-based education in museums help children learn about
national identities? (Doctoral dissertation), University College London.
Bodovski, K., & Farkas, G. (2007). Mathematics growth in early elementary school: The roles of
beginning knowledge, student engagement, and instruction. The Elementary School Journal,
108(2), 115-130.
Boonen, A. J. H., Kolkman, M. E., and Kroesbergen, E. H. (2011). The relation between teachers'
math talk and the acquisition of number sense within kindergarten classrooms. Journal of
School Psychology, 49, 281–299.

211
This document downloaded from 96.253.105.162 [2 times] Chesterfield / United States on Thu, 24 Oct 2019 23:25:23 +0300

International Journal of Progressive Education, Volume 15 Number 5, 2019
© 2019 INASED

Bredekamp, S. (2004). Standards for preschool and kindergarten mathematics education. engaging
young children in mathematics: Standards For Early Childhood Mathematics Education, 7782.
Büyüköztürk, Ş., Çakmak, E. K., Akgün, Ö. E., Karadeniz, Ş., & Demirel, F. (2012). Bilimsel
araştırma yöntemleri. Pegem Yayıncılık.
Choi, J. Y., & Dobbs-Oates, J. (2014). Childcare quality and preschoolers' math development. Early
Child Development and Care, 184(6), 915-932.
Clements, D. H. (2007). Curriculum research: Toward a framework for Research-Based Curricula.
Journal for Research in Mathematics Education, 1, 35-70.
Clements, D. H., & Sarama, J. (2007). Effects of a preschool mathematics curriculum: Summative
research on the Building Blocks project. Journal for Research in Mathematics Education, 38
(2),136-163.
Clements, D. H., & Sarama, J. (2011). Early childhood mathematics Intervention. Science, 333(6045),
968-970.
Clements, D. H., & Sarama, J. (2013). Rethinking early mathematics: What is Research-Based
Curriculum for Young Children?. In Reconceptualizing early mathematics learning (pp. 121147). Springer Netherlands.
Clements, D. H., & Sarama, J. (2014). Learning and teaching early math: The learning trajectories
approach. Routledge.
Clements, D. H., Copple, C., & Hyson, M. (2002). Early childhood mathematics: Promoting good
beginnings. A joint position statement of the National Association for the Education of
Young Children (NAEYC) and the National Council of Teachers of Mathematics (NCTM).
Clements, D. H., Sarama, J. H., & Liu, X. H. (2008). Development of a measure of early mathematics
achievement using the Rasch model: the Research‐Based Early Maths Assessment.
Educational Psychology, 28(4), 457-482.
Clements, D. H., Sarama, J., & DiBiase, A. M. (2004). Engaging young children in mathematics:
Standards for early childhood mathematics education. Mahwah, NJ: Erlbaum.
Çelen, F. K., Çelik, A., & Seferoğlu, S. S. (2011). Türk eğitim sistemi ve PISA sonuçları. Akademik
bilişim, 9.
Delacour, L. (2016). Mathematics and didactic contract in Swedish preschools. European early
childhood education research journal, 24(2), 215-228.
Diezman, C., & Yelland, N. (2000). Developing mathematical literacy in the early childhood years.
Promoting meaningful learning. Washington, DC: National Association for the Education of
Young Children.
Dinç, B. (2013). Okul öncesi eğitimden ilköğretime geçiş ve okul olgunluğu [Transition from
preschool to primary education and school readiness]. Fatma Alisinanoğlu. İlköğretime
hazırlık ve ilköğretim programları, 90-114.
Doruk, B. K., & Umay, A. (2011). Matematiği günlük yaşama transfer etmede matematiksel
modellemenin etkisi. Hacettepe Üniversitesi Eğitim Fakültesi Dergisi, 41(41).

212
This document downloaded from 96.253.105.162 [2 times] Chesterfield / United States on Thu, 24 Oct 2019 23:25:23 +0300

International Journal of Progressive Education, Volume 15 Number 5, 2019
© 2019 INASED

Eraslan, A. (2009). Finlandiya'nın PISA'daki başarisinin nedenleri: türkiye için alinacak dersler.
Necatibey Eğitim Fakültesi Elektronik Fen ve Matematik Eğitimi Dergisi, 3(2).
Erdogan, S. (2006). Altı yaş grubu çocuklarında drama yöntemiyle verilen matematik eğitiminin
matematik yeteneğine etkisinin incelenmesi, Ankara Üniversitesi Fen Bilimleri Enstitüsü,
Yayımlanmamış doktora tezi.
Erdoğan, S. ve Baran, G. (2006). Test of Early Mathematics Ability TEMA-3 (TEMA-3)’ün 60-72
aylar arasında olan çocuklar için uyarlama çalışması. Çağdaş Eğitim, 332, 32- 38.
Field, A. (2009). Discovering statistics using SPSS (and sex and drugs and rock ‘n’ roll) (Third
edition). London: SAGE Publications Ltd.
Fraenkel, J.R., Wallen, N.E., & Hyun, H.H. (2012). How to design and evaluate research in education.
New York: McGraw Hill.
Gifford, S. (2004). A new mathematics pedagogy for the early years: In search of principles for
practice. International Journal of Early Years Education, 12(2), 99-115.
Ginsburg, H. P., & Baroody, A. J. (2003). Test of Early Mathematics Ability-Third Edition. Austin,
TX: Pro-Ed.
Ginsburg, H. P., & Golbeck, S. L. (2004). Thoughts on the future of research on mathematics and
science learning and education. Early Childhood Research Quarterly, 19(1), 190-200.
Ginsburg, H. P., Lee, J. S., & Boyd, J. S. (2008). Mathematics education for young children: What it is
and how to promote it. Society for Research in Child Development, 22 (1). 3-27.
Gould, P. (2012). What number knowledge do children have when starting kindergarten in NSW?
Australasian Journal of Early Childhood, 37(3), 105–110.
Green, S. B. and Salkind, N. J. (2005). Using SPSS for windows and macintosh: Analyzing and
understanding data (Fourth edition). United States: Pearson Prentice-Hall.
Griffin, S. (2004a). Building number sense with number worlds: A mathematics program for young
children. Early Childhood Research Quarterly, 237, 1–8
Griffin, S. (2004b). Teaching number sense: The cognitive sciences offer insights into how young
students can best learn math. Educational Leadership, 61, 39–42.
Harlen, W. (2013). Inquiry-based learning in science and mathematics. Review of science,
mathematics and ICT education, 7(2), 9-33.
Henningsen, M. (2013). Making sense of experience in preschool: Children's encounters with
numeracy and literacy through inquiry. South African Journal of Childhood Education, 3(2),
41-55.
Holloway, S.D., Rambaud, M.F., Fuller, B., & Eggers-Pierola, C. (1995). What is "appropriate
practice" at home and in child care? Low-income mothers’ views on preparing their children
for school. Early Childhood Research Quarterly, 10, 451–473.
Hope-Southcott, L. (2016). The use of play and inquiry in a kindergarten drama centre: A teacher’s
critical reflection. Journal of Childhood Studies, 38(1), 39-46.
Howitt, D. and Cramer, D. (2011). Introduction to SPSS statistics in psychology: For version 19 and
earlier (Fifth edition). London: Pearson Education Limited.

213
This document downloaded from 96.253.105.162 [2 times] Chesterfield / United States on Thu, 24 Oct 2019 23:25:23 +0300

International Journal of Progressive Education, Volume 15 Number 5, 2019
© 2019 INASED

Jackman, L. H. (2005). Early education curriculum: A child’s connection to the world (3rd ed.). NY:
ThomsonDelmar Learning.
Jordan, N. C., Kaplan, D., Ramineni, C., & Locuniak, M. N. (2009). Early Math Matters: Kindergarten
number competence and later mathematics outcomes. Developmental Psychology, 45(3),
850-867.
Kamii, C. (2000). Young children reinvent arithmetic: Implications of Piaget's Theory. Early
Childhood Education Series. Teachers College Press, PO Box 20, Williston, VT 054950020.
Kirk, R. E. (2008). Statistics an introduction (Fifth edition). United States: Thomson Higher
Education.
Klein, A., Starkey, P., & Ramirez, A. B. (2002). Pre-K mathematics curriculum. Glenview, IL: Scott
Foresman.
Klein, A., Starkey, P., Clements, D., Sarama, J., & Iyer, R. (2008). Effects of a pre-kindergarten
mathematics intervention: A randomized experiment. Journal of Research on Educational
Effectiveness, 1(3), 155-178.
Milli Eğitim Bakanlığı (2013). Okul Öncesi Eğitim Programı. Ankara.
National Council of Teachers of Mathematics. (2000). Principles and standards for school
mathematics. Reston, VA: Author.
National Research Council. (2009). Mathematics learning in early childhood: Paths toward excellence
and equity. Committee on Early Childhood Mathematics, C. T. Cross, T. A. Woods, & H.
Schweingruber (Eds.). Washington, DC: The National Academies Press.
National Science Education Standarts, (2000b). Inquiry and the national science education standards:
A Guide for teaching and learning. [Çevrim-içi: http://www.nap.edu/read/9596/chapter/1,
Erişim Tarihi: 19 Mart 2016.]
Perry, V. R., & Richardson, C. P. (2001). The New Mexico tech master of science teaching program:
An exemplary model of inquiry-based learning. 31 st ASEE/IEEE Frontiers in Education
Conference. Reno.
Ryan, T.G., & St-Laurent, M. (2016). Inquiry-based learning: Observations and outcomes. Journal of
Elementary Education, 26 (1), 1-22.
Skwarchuk, S.-L., Sowinski, C., & LeFevre, J.-A. (2014). Formal and informal home learning
activities in relation to children’s early numeracy and literacy skills: The development of a
home numeracy model. Journal of Experimental Child Psychology, 121, 63–84.
Sophian, C. (2004). Mathematics for the future: Developing a Head Start curriculum to support
mathematics learning. Early Childhood Research Quarterly, 19(1), 59-81.
Starkey, P., & Klein, A. (2008). Sociocultural influences on young children’s mathematical
knowledge. In O. N. Saracho & B. Spodek (Eds.), Contemporary perspectives on
mathematics in early childhood education (pp. 253–276). Charlotte, NC: Information Age
Publishing.
Starkey, P., Klein, A., Chang, I., Qi, D., Lijuan, P., & Yang, Z. (1999). Environmental supports for
young children’s mathematical development in China and the United States. Albuquerque,
NM: Society for Research in Child Development.
214
This document downloaded from 96.253.105.162 [2 times] Chesterfield / United States on Thu, 24 Oct 2019 23:25:23 +0300

International Journal of Progressive Education, Volume 15 Number 5, 2019
© 2019 INASED

Tabachnick, B. G. and Fidell, L. S. (2013). Using multivariate statistics (Sixth edition). United States:
Pearson Education.
Tan, Ş. (2016). SPSS ve Excel uygulamalı temel istatistik-1. Ankara: Pegem Akademi.
Taşkın, N. (2013). Okul öncesi dönemde matematik ile dil arasindaki ilişki üzerine bir inceleme.
(Doktora tezi). Hacettepe Üniversitesi Eğitim Bilimleri Enstitüsü.
Trawick-Smith, J., Swaminathan, S., & Liu, X. (2016). The relationship of teacher–child play
interactions to mathematics learning in preschool. Early Child Development and Care,
186(5), 716-733.
Türk

Eğitim Derneği. (2018). 2017 Eğitim Değerlendirme Raporu. Ankara.[Çevrim-içi:
https://tedmem.org/download/2017-egitim-degerlendirme-raporu?wpdmdl=2564,
Erişim
Tarihi: 03 Mart 2018.]

Umay, A., Akkuş, O. & Duatepe Paksu, A. (2006). Matematik dersi 1.-5.sınıf öğretim programlarının
NCTM prensip ve standartlarına göre incelenmesi. Hacettepe Üniversitesi Eğitim Fakültesi
Dergisi. 31(198-211).
Unutkan, O. P. (2007). Okul oncesi donem cocuklarinin matematik becerileri acisindan ilkogretime
hazir bulunuslugunun incelenmesi. Hacettepe Eğitim Fakültesi Dergisi, 32, 243-254.
Uyanık, Ö. & Kandır, A. (2014). Kaufman Erken Akademik ve Dil Becerileri Araştırma Testi’nin 6172 Aylık Türk Çocuklarına Uyarlanması. Educational Sciences: Theory and Practice, 14(2),
669-692.
Üstün, E. & Akman, B. (2003).Üç yas grubu çocuklarda kavram gelisimi. Hacettepe Üniversitesi
Egitim Fakültesi Dergisi, 24, 137-141.
Van de Walle, J. A., Lovin, L. A. H., Karp, K. H., & Williams, J. M. B. (2013). Teaching StudentCentered Mathematics: Pearson New International Edition: Developmentally Appropriate
Instruction for Grades Pre K-2 (Vol. 1). Pearson Higher Ed.
Wu, S. C., & Lin, F. L. (2016). Inquiry-Based Mathematics Curriculum Design for Young ChildrenTeaching Experiment and Reflection. Eurasia Journal of Mathematics, Science &
Technology Education, 12(4), 843-860.
Young-Loveridge, J. M. (2004). Effects on early numeracy of a program using number books and
games. Early Childhood Research Quarterly, 19(1), 82-98.

215
This document downloaded from 96.253.105.162 [2 times] Chesterfield / United States on Thu, 24 Oct 2019 23:25:23 +0300

