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This study, which examines the educational beliefs of students who participate in the
pedagogical formation certificate program, is a descriptive study in the correlational
survey model. Four hundred sixty-six students (305 females, 161 males) who attended
the pedagogical formation certificate program at Gukurova University participated in
the study voluntarily. Data were collected using the Educational Beliefs Scale (SClI)
developed by Yilmaz, Altinkurt & Cokluk (2011) and analyzed using the Mann Whitney
U and Kruskal Wallis H tests. As a result of the study, the belief levels of the students in
the existentialist and progressive education philosophies were determined to be
higher while the belief levels in the essentialism education philosophy were
determined to be lower. The obtained results demonstrated that the participants,
who were over 30 years of age, were married and who had children, adopted the
existentialist educational belief, while the male participants adopted the essentialist
educational belief more. Essentialism education philosophy was significantly higher in
students who graduated from science, literature and sports sciences. The teaching
experience created a significant difference in the educational beliefs of the students,
and the students who worked in the education center and study center were observed
to adopt the essentialism education philosophy more. According to the obtained
results, the most effective factors in the development of students' educational beliefs
are attitudes and behaviors of teachers giving them lessons during their education, the
methods and techniques used by teachers, and the central examination system.
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Pedagojik formasyon sertifika programina katilan O6grencilerin egitim inanglarini
inceleyen bu aragtirma iliskisel tarama modelinde betimsel bir calismadir. Aragtirmaya
Cukurova Universitesinde pedagojik formasyon sertifika programina devam eden 466
6grenci (305 kadin, 161 erkek) gonulli olarak katilmistir. Veriler Yilmaz, Altinkurt &
Cokluk (2011) tarafindan gelistirilen Egitim inanglari Olgegi (Ei®) kullanilarak toplanmis,
Mann Whitney U ve Kruskal Wallis H testleri kullanilarak analiz edilmistir. Arastirma
sonucunda o&grencilerin varolusgu ve ilerlemeci egitim felsefelerine olan inang
dizeylerinin daha yiksek, esasicilik egitim felsefesine olan inang diizeylerinin ise daha
distk oldugu saptanmistir. Elde edilen sonuglar yasa gére 30 yas lzerinde, medeni
duruma gore evli, cocuk sahibi olma durumuna goére ise ¢ocugu olan katilimcilarin
varolusgu; cinsiyete gore ise erkek katilimcilarin esasici egitim inancini daha ¢ok
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benimsediklerini gdstermistir. Fen-edebiyat ve spor bilimlerinden mezun olan
6grencilerde ise daimicilik ve esasicilik egitim felsefesine olan inang dlizeyin anlamli bir
sekilde daha yiiksek olmustur. Ogretmenlik deneyimi &grencilerin egitim inanglarinda
anlamh bir fark yaratmis, dershane ve etiit merkezinde galisan 6grencilerin esasicilik
egitim felsefesini daha fazla benimsedikleri gérilmustir. Elde edilen sonuglara gore
Ogrencilerin egitim inanglarin gelismesinde en etkili olan faktorler egitim hayatlar
boyunca derslerine giren Ogretmenlerin tutum ve davranislar, 6gretmenlerin
derslerde kullandiklari yontem ve teknikler ve merkezi sinav sistemidir.

Introduction

Teachers are one of the main components of the education system. Teachers are those who plan,
implement, manage and evaluate the educational process and enable students to interact with the
curriculum and learning environment. The characteristic of relationships between students and teachers
determines the quality of education (Jacob & Lefgren, 2004; Senemoglu, 1987). Therefore, the
professional and personality characteristics of teachers frequently become the subject of educational
studies. Since teachers reflect their educational beliefs on teaching practices (Dooley, 1997; Hatala,
2002), the educational beliefs of teachers have become one of the important subjects that have been
dealt with in recent years. Beliefs are the psychological understanding, proposition, and arguments that
are felt to be true about the world (Richardson, 1996, p.3). The beliefs which are common views shared
by the people of a culture are related to all aspects of life and enable individuals to make sense of the
information they have acquired throughout their lives (Okut, 2009). According to Bandura (1977), beliefs
that constitute the cognitive/intellectual aspect of attitudes have the power to influence the decisions
and behaviors of an individual. The belief in education is the understanding and propositions related to
education. According to Kagan (1992), teachers' beliefs about education are an important determinant
of the quality of education they present to students. A teacher's belief system manages almost every
action he/she performs in the classroom (Mitchell, 2005). The results of the studies also support these
views and demonstrate that teachers' educational beliefs affect their perceptions of students and the
learning process, their decisions about teaching programs and practices, the teaching methods they
choose, the learning opportunities they present to students, and their relationships with students
(Savasci-Agikalin, 2009; Anderson, 2015; Kanadli & Saglam, 2012; Northcote, 2009; Siddique & lkeda,
2013).

Educational beliefs develop depending on the philosophy of education adopted by individuals
(Pajares, 1992). According to Carlson (2008), the philosophy of education has three dimensions. Its
personal dimension is about having a set of personal beliefs about what is good, correct, and valuable in
education. While the public dimension aims at guiding and directing the practice of many people, its
professional dimension provides specific rules on what teaching can be. The importance of the
philosophy of education originates from that it defines the purpose and focus of an educational
institution. This also includes the values taught in both explicit and implicit ways together with the
subjects covered in addition to what is taught and how it is taught (cited by Tupas & Pendon, 2016, p.
386). While different belief systems direct teaching practices, Perennialism, Essentialism, Progressivism,
Reconstructionism, and Existentialism are stated as the leading educational philosophies that determine
educational beliefs (S6nmez, 2011). According to the perennialism educational philosophy, education is
preparation for life. For this reason, it is essential that children gain knowledge and values that are valid
all the time and everywhere in schools. The teacher should be authoritative in the classroom and be at
the center of teaching activities (Ergiin, 2011). Essentialism emphasizes the aim of education as raising
individuals who adapt to society, have gained cultural values, and are knowledgeable and skillful. The
teacher, who is an instrument between the world of children and the adult world, guides students and
constantly checks their behaviors (Sonmez, 2011). Progressivism aims at discovering and developing
students' abilities. Teacher's responsibility is to make students active in the classroom (Gutek, 2011).
Reconstructionism, which aims to reorganize society through education, advocates the requirement of a
community-centered educational program that also takes the needs of an individual into account. The
responsibility of teachers is to implement teaching methods such as discussion, critical thinking and
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problem-solving in a democratic classroom environment (Erden, 2001). Existentialism, which aims to
raise individuals responsible for their choices, gives teachers the task of presenting students with
opportunities to express their individuality (Ergiin, 2011). As can be observed, the subjects that are
attached importance by educational philosophies in the program, the learning environment and
practices which are considered necessary, the roles they expect from teachers and students have
different features.

In the age we live, there have been significant changes in learning environments, teaching methods
and techniques, and teacher-student roles under the influence of science and technology. The
understanding, which saw the teacher at the center of knowledge and learning, left its place to the
understanding of education which emphasizes the processes of collaboration-based learning, which
makes the student active and autonomous in the process of structuring the knowledge, and has formed
the basis for many reform efforts (Haney, Czerniak & Lumpe, 2003). In line with these contemporary
tendencies, primary and secondary education programs were reorganized in Turkey in 2004; and the
program, which was prepared with the approach of the progressivism education philosophy, was based
on the constructivist approach instead of the behaviorist approach in learning (Ulubey & Aykag, 2017, p.
1198). In terms of content, the program, which aims to develop high-level thinking skills such as critical
thinking, creative thinking, research, questioning, and problem-solving, emphasizes the subjects which
are away from memorization, related to daily life and useful, and in terms of process, it emphasizes the
use of teaching methods and techniques that are activity-based and make the student active (MNE,
2005). In other words, with the developed program, students were expected to get rid of their role of
passive information receiver and teachers were expected to get rid of their role of being just a source of
information (Kayik¢i & Sabanci, 2009). However, the conducted studies demonstrate that the program
cannot be put into practice, the courses are not taught in accordance with the curriculum, and teachers
continue their traditional teaching practices (Aydemir, 2012; Aydin & GCakiroglu, 2010; Bardak
&Karamustafaoglu, 2016; Dogan, 2010; Kara & Ozkan, 2016; Okur Akcay, Akcay, & Kurt, 2016; Saglam,
2011). This situation may be caused by many variables such as continuous and rapid innovations (Ekinci,
2006), the intensity of the program content (Géneng¢ & Acikalin, 2016; Susar Kirmizi& Akkaya, 2009),
deficiencies in teaching materials (Ayvaci & Durmus, 2013; Balbag & Karaer, 2016), and crowded classes
(Caliskan, 2010). No matter how carefully the program is prepared, it is teachers who ensure its
effectiveness in practice (Demirel & Kaya, 2006). For this reason, it is vital that everyone involved in the
education process, especially teachers who are responsible for the implementation of the education
program, should be familiar with and adopt the philosophy of education of the nationally monitored
program (Doganay & Sari, 2003). However, a person's personal beliefs about what is good, correct and
valuable in education are formed under the effect of many factors such as perspective on life and
events, the home they live in, school environment, society, and previous educational experiences.
Therefore, pre-service teachers come to the faculties of education with their educational beliefs which
are formed with many experiences (Duru, 2014; p.16). Considering that all individuals in the education
system decide on where and how they would take place in the system based on the philosophy of
education they have adopted (Doganay & Sari, 2003), these differences observed in the target and
practice may be caused by the fact that teachers' educational beliefs are different from the philosophy
on which the program is based, or that they could not fully understand the philosophy on which the
program is based.

When the related literature was reviewed, a lot of studies, which examined the educational beliefs
of teachers in our country (Altinkurt, Yilmaz & Oguz, 2012; Kahramanoglu & Ozbakis, 2018; Yilmaz,
Altinkurt & Cokluk, 2011) and the relationship of educational beliefs with professional values (Tunca,
Alkin Sahin & Oguz, 2014), relationships with students (Yilmaz & Tosun, 2013; Oguz, Altinkurt, Yilmaz &
Hatipoglu, 2014), classroom management (Okut, 2011) and effective teacher characteristics (Okut,
2009), were reached. However, it was observed that the studies conducted with pre-service teachers
were relatively limited in number and that they were carried out with students of the faculty of
education (Beytekin & Kadi, 2015; Celik & Organ, 2016; Cetin, ilhan &Arslan,2012; Hayirsever& Oguz,
2017; Onen, 2011). During the process, different practices related to teacher training were realized in
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the Turkish education system, the task of training primary school teachers was given to the primary
school teaching departments of education faculties in the 1992-1993 academic year, and the task of
training secondary and high school teachers was given to education faculties of universities which
provide four-year education with the decisions taken in 1982. In other words, pre-service training of pre-
service teachers who aim to become a teacher and who receive education for this purpose is carried out
at the faculties of education (Isik, Ciltas & Bas, 2010). For this reason, it is natural that studies on the
educational beliefs of pre-service teachers are generally carried out with students of the faculty of
education. However, in order to meet the teacher needs, various certificate programs were opened in
different periods in order to ensure that the ones who were not graduates of education faculties
became teachers, and master programs that were put into practice in 1997 were abolished in 2010 and
instead pedagogical formation education was introduced (Eraslan & Cakici, 2011). Therefore, another
way implemented nowadays in Turkey in teacher training is to train teachers by giving formation
education, particularly to graduates of science and literature faculties and to graduates of other
faculties. To train teachers by giving formation education to graduates of different faculties is a teacher
training approach which aims at vocational specializing after specialization in the field (Yildirrm & Vural,
2014). When the literature was reviewed, it was observed that the studies conducted with pre-service
teachers who participated in this program were related to the attitudes of pre-service teachers to the
teaching profession (Eraslan & Cakici, 2011; Kartal & Afacan, 2013; Ozkan, 2012), their motivations
(Altinkurt, Yilmaz & Erol, 2014) and self-efficacy beliefs (Cocuk, Yokus & Tanriseven, 2015), and studies
that examined educational beliefs were not encountered within the framework of reached resources.

Beliefs that are formed with direct experiences are the fundamental beliefs of individuals and are
relatively more difficult to be changed (Pajares, 1992). Therefore, the learning environments that are
formed within the framework of teacher training programs should offer strong and rich experiences in
order to create the desired effect on the educational beliefs of pre-service teachers. The conducted
studies demonstrate that teaching environments structured by taking the existing educational beliefs of
pre-service teachers into consideration can develop pre-service teachers' beliefs towards a more
consistent and student-centered education approach (Black & Ammon, 1992; Duru, 2014; Green &
Zimmerman, 2000; Hart, 2002; McMullen, 1997; Taylor, 1989). In this context, it can be stated that
knowing the educational beliefs of pre-service teachers is important and necessary in terms of
structuring classroom environments which could allow them to realize the conflicts/inconsistencies in
their beliefs during their education and to develop new understandings. In the faculties of education,
students attend teaching programs related to their field and receive education on the teaching of these.
When it is considered that students receiving pedagogical formation education have received education
predominantly composed of content knowledge, in the process of pedagogical formation education, the
importance of guiding in the way of gaining basic professional knowledge related to teaching and
getting to know and understanding the philosophy of education of the nationally monitored program
increases. For these reasons, it was needed to conduct a study which examines the educational beliefs
of pre-service teachers attending the pedagogical formation certificate program, and answers to the
following questions were sought:

1. What are the opinions of the pedagogical formation certificate program students about educational
beliefs?

2. Do the pedagogical formation certificate program students' views on educational beliefs differ
significantly according to gender, age, marital status, having a child, high school graduated, faculty and
department graduated, and teaching experience?

3. What are the factors affecting the views of the pedagogical formation certificate program students on
educational beliefs?
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Method
Research Model

The research is a descriptive study in the correlational survey model. The purpose of survey model is
to define an existing situation as it is. An individual, object or event, which are the subject of the study,
are tried to be depicted under their conditions and as they are, and no attempt is made to influence or
change it in any way (Sonmez &Alacapinar, 2011, p.46; Karasar, 2012, p.77). The descriptions in
correlational survey model aim to determine distinctions between individuals, objects, and situations
(Karasar, 2012, p. 82). This study attempted to examine the educational beliefs of the students, who
participated in the pedagogical formation certificate program, in terms of different variables.

Population and Sample

The population of the study consisted of a total of 1000 pre-service teachers who graduated from
different faculties (faculties of science and literature, theology, fine arts, physical education-sports, and
health sciences) and who participated in the pedagogical formation certificate program conducted at
Cukurova University Faculty of Education in the 2017-2018 academic year. No sampling was performed
in the study. The data were collected within the course hours by taking the permission and help of the
relevant instructors. The researcher distributed the data collection tools to the students who were
present in the classrooms on the day and at the time when the implementation was performed, made
the necessary explanations and ensured that the data collection tools were answered. Participation in
the study was voluntary. A total of 466 pre-service teachers, being 305 females and 161 males,
participated in the study on a voluntary basis. Table 1 displays the personal characteristics of the
participants.

Table 1.
Personal Characteristics of the Participants
Gender f % Faculty graduated f %
Female 305 65.45 Science and literature 265 56.86
Male 161 34.55 Theology 60 12.88
Total 466 100.00 Fine Arts 37 7.94
Health Sciences 51 10.94
Age Physical Education and Sports 53 11.38
20-25 years 309 66.31 Total 466  100.00
26-30 years 83 17.81
31-35 years 46 9.88 Having Teaching Experience
36-40 years 28 6.00 Yes 171  36.70
Total 466 100.00 No 295 63.30
Total 466  100.00
Marital Status
Single 375 80.48 Duration of teaching experience
Married 91 19.52 Less than one year 68 39.77
Total 466 100.00 1-3vyears 76 44.44
4- 6 years 16 9.36
Having a Child 7 years and above 11 6.43
Yes 68 14.59 Total 171  100.00
No 398 85.41
Total 466 100.00 Teaching institution
State school (paid teacher) 38 22.22
Education center 28 16.38
Type of the High School Graduated Study center 14 8.19
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General high school 374 80.25 Private lesson (at home) 77 45.02
Vocational high school 92 19.75 Public education center 14 8.19
Total 466 100.00 Total 171 100.00

As seen in Table 1, 65.45% of the students who participated in the study were female, 66.31% were
in the 20-25 age range, and 80.48% were single. 80.25% of the participants were graduates of general
high schools, 56.986% were graduates of the science and literature faculty, and 36.70% of them had
teaching experience. The students gained teaching experience mostly by giving private lessons (45.02%)
and by working as a paid teacher (22.22%) in public schools, and half of them (44.44%) have taught for 1
to 3 years.

Data Collection Tools

In order to collect the research data, the Educational Beliefs Scale (EBS) developed by Yilmaz,
Altinkurt, and Cokluk (2011) and the Personal Information Form (PIF) prepared by the researcher, and a
closed-ended question were used. The EBS consists of five dimensions, such as Progressivism (13 items),
Existentialism (7 items), Reconstructionism (7 items), Perennialism (8 items), and Essentialism (5 items),
and a total of 40 items. There is no negative item on the scale, and all items are scored in the range of
“5=Strongly agree, and 1=Strongly disagree.” The high score obtained from a subscale indicates that the
belief of participants in the philosophy of education in that subscale is high, while the low score
indicates that that belief in the education in question is lower. The factor load values of the scale change
between .50-.73 in the Progressivism dimension, .58-.74 in the Existentialism dimension, .52-.68 in the
Reconstructionism dimension, .42-.61 in the Perennialism dimension, and .61-.73 in the Essentialism
dimension. The variance levels explained by the sub-dimensions of the scale were 16.45%, 11.4%,
8.42%, 7.03%, and 6.25%, respectively, and the total of variances reached 49.55%. The Cronbach’s alpha
reliability coefficients of the scale are .91 in the Progressivism dimension, .89 in the Existentialism
dimension, .81 in the Reconstructionism dimension, .70 in the Perennialism dimension, and .70 in the
Essentialism dimension (Yilmaz, Altinkurt & Cokluk, 2011). The Cronbach’s alpha reliability coefficients
calculated in accordance with the data obtained from this study were found to be .89, .90, .84, .86, and
.84, respectively. The PIF consists of a total of nine questions which are asked to learn the students'
gender, age, marital status, the status of having children, the high school graduated, the faculty
graduated, having teaching experience, the institution they worked as a teacher, and its duration. The
closed-ended question is related to the factors that influences students' views on educational beliefs. In
the process of preparing the question, the researcher determined 21 factors by analyzing the relevant
literature and arranged the response as a 5-point Likert-type scale. Then, for expert opinion, the
teaching staff at the Department of Educational Sciences of the Faculty of Education of Cukurova
University were consulted, and the final shape was given by making necessary arrangements in line with
the feedback received.

Data Analysis

Firstly, the descriptive statistics of the pre-service teachers' scores obtained from the EBS and the
closed-ended question were made, and the arithmetic means were interpreted according to the ranges
of "1.00-1.80" very low, "1.81-2.60" low, "2.61-3.40" medium, "3.41-4.20" high, and "4.21-5.00" very
high. Then, the normality of distributions was tested with the Kolmogorov-Smirnov test, and the results
demonstrated that the data did not meet the assumption of normality. The Mann-Whitney U test is
considered to be an alternative to the independent t-test when the normality assumption of the scores
is not met, and the Kruskal-Wallis test is considered to be an alternative to the one-way analysis of
variance since it does not require the normal distribution and "equality of variances" assumptions
(Buyikoztiirk, 2007). For this reason, the Mann Whitney U and Kruskal Wallis H tests were applied in the
data analysis, and in cases when significant differences were observed as a result of the Kruskal Wallis H
Test, the Mann Whitney U Test was repeated on the pairwise comparisons of the groups in order to see
in favor of which groups the differences were. The significance level was accepted as .05 in all analyses.
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Result

Results related to Students' Educational Beliefs

Table 2 presents the descriptive statistics of the scores obtained from the EBS by students.

Table 2.

Descriptive Statistics
Scale Dimensions (N=466) X Standard deviation
Progressivism 4.50 .66
Existentialism 4.34 .61
Reconstructionism 4.03 71
Perennialism 4.01 .75
Essentialism 2.81 1.06

As seen in Table 2, the students got the highest score in the Existentialism dimension of the scale ( x
=4.50), and this was followed by the Progressivism (x=4.34), Reconstructionism (x=4.03) and
Perennialism (X =4.01) dimensions. The lowest score of the students was in the Essentialism dimension (
X =2.81). In Table 3, the students' participation values in the items on the scale were presented from the

highest to the lowest.

Table 3.

Students' Participation Values in the Items of the Scale
Items X Sd
Each student is one by one important in the educational environment. 462 .78
Education should allow every person to recognize his/her characteristics. 459 .80

g The teacher is not the only source of information. 454 .80

-2 The teacher should be neutral in class discussions and not impose any truth on

c 449 .89

@ students.

:;j Importance should be attached to intuition and creativity in education. 445 84
Education should allow people to be emancipated. 442 .84
The teacher's task is to help students to know themselves. 437 .85
The educator must adapt to new information. 463 .79
Students should actively participate in the learning process. 456 .74
The content of education should be reviewed continuously. 450 .86
Learning should be based on solving problems more than on memorization. 447 81
In education, expectations of students (interests, needs, etc.) should be taken into 4.45 86
account.

§ The teacher's task is to prepare a learning environment and to guide. 442 .85

‘@ Education aims to train people who lead life. 434 .89

:“Jn Questions based on memorization should not be asked on the exam. 429 .93

E School is not a preparation for life; it is life itself. 428 .94
It should be emphasized that the information presented to students is not truth and 427 90
may change.

Education should teach life which changes continuously. 425 .93
Education should be student-centered. 401 1.09
Students should be able to take lessons from any teacher they want and even choose

. 399 1.09
him/her.

< In education, the needs of all classes in society should be taken into account. 4.25 .90

§ Education aims to create a world based on shared values. 413 .98

iEducation should lead the social reforms. 407 .94
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The primary aim of education is to rebuild society to overcome the cultural crisis. 406 .93
Education has to place true democracy. 401 1.01
The school must reinterpret the fundamental values. 391 1.00
Education should be community-centered. 3.80 1.10
The primary objective of education is to train people with the sound and right 440 85
character.
The distinctive feature of a human is his mind. 440 .85
g Education should focus on the development of human intelligence. 4.04 .97
'TE“ Education is not a copy of life; it is preparation for it. 404 .97
S Exams should be arranged in such a way that they measure whether the student uses
= . 394 1.6
9 his/her mind.
Moral principles and values are universal and do not change. 3.85 1.20
Education is the process of adapting to universal and unchanging reality. 3.72 1.18
With his/her behaviors, the teacher should awaken the desire to learn in the student. 3.72 1.18
Students who do not follow the rules in the educational environment can be 304 132
€ punished. ’ )
-T‘—: Education is a subject-centered process. 294 1.26
2 In school, primary power is in the teacher. 2.87 1.36
L% A rigorous discipline with strict rules in the learning process facilitates the learning 276 146
process.
Education should be rather teacher-centered than student-centered. 242 131
N= 466

When Table 3 is examined, the students are observed to participate more in the item of "Each
student is one by one important in the educational environment" (x=4.62) in the Existentialism
dimension, in the item of "The educator must adapt to new information" ( x =4.63) in the Progressivism
dimension, in the item of "In education, the needs of all classes in society should be taken into account"
(X =4.25) in the Reconstructionism dimension, in the item of "The primary objective of education is to
train people with the sound and right character" and in the item of "The distinctive feature of human is
his mind" (X =4.40) in the Perennialism dimension, and in the item of "Students who do not follow the
rules in the education environment can be punished" (x=3.04) in the Essentialism dimension. "The
teacher's task is to help students to know themselves" (Existentialism, x=4.37), "Students should be
able to take lessons from any teacher they want and even choose him/her" (Progressivism, X=3.99),
"Education should be community-centered" (Reconstructionism, X =3.99), "Education is the process of
adapting to universal and unchanging reality" and "With his/her behaviors, the teacher should awaken
the desire to learn in the student" (Perennialism, X=3.72), and "Education should be rather teacher-
centered than student-centered" (Essentialism, X=2.42) were the items in which the students'
participation was relatively lower.

Results Related to the Examination of the Students' Educational Beliefs According to Various Variables

Table 4 displays the results of the Mann-Whitney U test conducted according to gender, marital
status, having a child, teaching experience, and the types of high school graduated on the EBS scores of
the students.

Table 4.
Results of the Mann-Whitney U Test
Dimensions Groups N Rank Av. Rank Total u p
_ Progressivism Female 305 238.44 72723.50 23046.500 .275
3 Male 161 224.15 36087.50
é Existentialism Female 305 233.49 71213.50 24548.500 .998
Male 161 233.52 37597.50
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Reconstructionism Female 305 234.73 71591.50 24178.500 .786
Male 161 231.18 37219.50

Perennialism Female 305 230.82 70400.50 23735.500 .554
Male 161 238.57 38410.50

Essentialism Female 305 221.57 67577.50 20912.500 .008*
Male 161 256.11 41233.50

Progressivism Single 375 230.59 86471.50 15971.500 .343
Married 91 245.49 22339.50

Existentialism Single 375 226.93 85097.50 14597.500 .030*
é Married 91 260.59 23713.50

@ Reconstructionism Single 375 230.11 86292.50 15792.500 .269
g Married 91 247.46 22518.50

§ Perennialism Single 375 232.68 87255.50 16755.500 .789
Married 91 236.87 21555.50

Essentialism Single 375 238.35 89380.00 15245.000 .114
Married 91 213.53 19431.00

Progressivism Yes 68 253.35 17228.00 12182.000 .188
No 398 230.11 91583.00

Existentialism Yes 68 272.96 18561.50 10848.500 .008*
% No 398 226.76 90249.50

: Reconstructionism Yes 68 250.82 17055.50 12354.500 .250
2 No 398 230.54 91755.50

:fE>° Perennialism Yes 68 239.06 16256.00 13154.000 .712
No 398 232.55 92555.00

Essentialism Yes 68 213.43 14513.00 12167.000 .183
No 398 236.93 94298.00

° Progressivism Yes 171 217.94 37268.00 22562.000 .057
2 No 295 242.52 71543.00

'% Existentialism Yes 171 234.41 40084.00 25067.000 .910
g No 295 232.97 68727.00

ao Reconstructionism Yes 171 228.67 39103.00 24397.000 .555
5 No 295 236.30 69708.00

§ Perennialism Yes 171 222.49 38045.00 23339.000 .178
.?_;" No 295 239.88 70766.00

:rc% Essentialism Yes 171 258.31 44170.50 20980.500 .002*
No 295 219.12 64640.50

5 Progressivism GHS 374 228.80 85570.00 15445.000 .128
£ VHS 92 252.62 23241.00

< Existentialism GHS 374 231.91 86735.50 16610.500 .602
j@, VHS 92 239.95 22075.50

< Reconstructionism GHS 374 234.59 87736.00 16797.000 .724
2 VHS 92 229.08 21075.00

:8 Perennialism GHS 374 235.28 87994.50 16538.500 .594
© § VHS 92 226.27 20816.50

§'§ Essentialism GHS 374 242.26 90604.50 13928.500 .005*
= VHS 92 197.90 18206.50

GHS: General high school, VHS: Vocational high school
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As observed in Table 4, male students (U=20912.500, p<0.05), students who have teaching
experience (U=20980.500, p<.05) and graduates of general high schools (U=13928.500, p<.05) have
significantly higher mean scores in the Essentialism dimension, while married students (U=14597.500,
p<.05) and students who have children (U=10848.500, p<.05) have significantly higher mean scores in
the Existentialism dimension. The results of the Kruskal Wallis H test conducted in order to determine
whether there was a significant difference in the EBS scores of the students according to their age, the
faculty they graduated, and the types of institutions they worked as a teacher were presented in Table
5.

Table 5.
Results of the Kruskal Wallis H Test

Dimensions Groups N Rank df b p
Average
Progressivism 20-25 years 309 233.77 3 5.495 .139
26-30 years 83 211.14
31-35 years 46 246.21
36-40 years 28 275.91
Existentialism 20-25 years (A) 309 223.83 3  8.107 .044*
26-30 years (B) 83 234.81 3
31-35 years (C) 46 269.38 é
36-40 years (D) 28 277.43
Reconstructionism 20-25 years 309 231.17 3 3.89% .273
9 26-30 years 83 221.58
< 31-35 years 46 244.70
36-40 years 28 276.20
Perennialism 20-25 years 309 235.93 3 1.853 .603
26-30 years 83 216.10
31-35 years 46 242.95
36-40 years 28 242.71
Essentialism 20-25 years 309 244.44 3 7.677 .053
26-30 years 83 212.63
31-35 years 46 226.66
36-40 years 28 185.89
Progressivism Science & literature (A) 265 216.03 4 12.686 .013*
Theology (B) 60 274.15 @
Fine Arts (C) 37 231.65 v
. Health Sciences (D) 51 255.89 <
g Physical Ed., &Sports (E) 53 254.58
<2 Existentialism Science & literature (A) 265 212.07 4 17.426 .002*
g, Theology (B) 60 266.20 w
:: Fine Arts (C) 37 27254 S
é’ Health Sciences (D) 51 243.58 :3
§ Physical Ed., &Sports (E) 53  266.70 <
Reconstructionism Science and literature 265 230.02 4 1547 818
Theology 60 251.87
Fine Arts 37 226.85
Health Sciences 51 239.40
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Physical Ed., &Sports 53 229.05
Perennialism Science & literature 265 241.93 4 6.109 .191
Theology 60 240.26
Fine Arts 37 200.89
Health Sciences 51 202.52
Physical Ed., &Sports 53 236.28
Essentialism Science & literature (A) 265 258.87 4 36.103 .000*
Theology (B) 60  171.97 a5
Fine Arts (C) 37 190.88 o oo
Health Sciences (D) 51 178.66 2 Lﬁ
Physical Ed., &Sports (E) 53 258.83
Progressivism State school 38 87.07 4 2513 .642
Education center 28 80.57
Study center 14 77.57
Private lesson/at home 77 85.81
Public education center 14 103.46
Existentialism State school 38 90.13 4 4286 .369
Education center 28 80.45
Study center 14 10.25
o Private lesson/at home 77 80.52
3 Public education center 14 101.79
% Reconstructionism State school 38  89.95 4 3.058 .548
hg Education center 28 81.77
L: Study center 14 7468
i Private lesson/at home 77 84.44
E Public education center 14 103.68
S Perennialism State school 38  88.66 4 2850 .583
= Education center 28 80.09
Study center 14 103.61
Private lesson/at home 77 82.58
Public education center 14 91.79
Essentialism State school (A) 38 72.09 4 12.607 .013*
Education center (B) 28 103.55 o
Study center (C) 14  114.11 v v v
Private lesson/at home (D) 77  84.25 <«

Public education center (E) 14 70.14

As seen in Table 5, the students' educational beliefs differ significantly in the Existentialism
dimension [X33= 8.107, p<.05] according to the age, in the Progressivism [X34= 12.686, p<.05],
Existentialism [X34= 17.426, p<.05], and Essentialism [Xl4= 36.103, p<.05] dimensions according to the
faculties graduated, and in the Essentialism dimension [Il4= 12.607, p<.05] according to the institution
where they worked as a teacher. According to the analyses conducted, the scores of the students above
the age of 30 years are higher in the Existentialism dimension, and the scores of the faculty of science
and literature, and physical education and sports graduates are higher in the Essentialism dimension.
The students who received the lowest score in the Progressivism and Existentialism dimensions of the
scale were the students who graduated from the Faculty of Science and Literature. When Table 5 is
examined in terms of the place where students worked as a teacher, the scores of the students who
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worked in education centers and study centers as a teacher are observed are to be higher in the
Essentialism dimension.

Results Related to the Factors Affecting Students' Views on Educational Beliefs

The descriptive statistics of the factors that are effective in the formation of the students'
educational beliefs were presented in Table 6.

Table 6.
Factors Affecting the Formation of Educational Beliefs

Factors X Sd

Attitudes and behaviors of teachers who have taught me during my education

(primary-secondary-high school-university) 4.40 77
The methods, techniques, activities, etc. used by the teachers who have taught 418 83
me during my education. ’ ’

Lessons and subjects that | took during my education (primary-secondary-high 413 86
school-university) ' ’

The central examination system applied in our country. 4.09 .99
Attitudes and behaviors of teachers/pre-service teachers | have observed 408 89
around me ' ’

Family environment and my upbringing style 4.06 .92
The value that is given to education in the community | live in 4.03 .94
Education policies in the community | live in 3.96 .93
Books | have read 3.95 .86
Teacher assignment conditions and wage policies 3.90 1.05
Problems | encounter in real life 3.88 .93
Scientific activities | have attended (conference, symposium, panel, etc.) 3.88 .85
The culture of the environment | live in 3.85 .93
Behaviors | observe in today’s students 3.82 1.01
Social, cultural, artistic, etc. activities | have participated in 3.81 .86
Change experienced in social values 3.78 .90
My relationship with my friends 3.76 91
Physical conditions of schools 3.75 .94
News related to education in the media (newspapers, television, radio, the 354 99
Internet, etc.) ) '

My religious beliefs and moral values 3.49 1.23
TV series, movies, etc. that | have watched 3.25 1.07

When Table 6 is examined, the most effective factor in the development of students' educational
beliefs is observed to be the attitudes and behaviors of teachers who have taught them during their
education (X =4.40). This was followed by the methods/techniques employed by teachers in the courses
(x =4.18), the contents of the courses ( x =4.13), the central examination system (x =4.09), the attitudes
of teachers/pre-service teachers in the environment (Xx =4.13), the family environment and the
upbringing style (x =4.06), and the value given to education in community (x =4.13). The relatively less
influential factor in the development of students' educational beliefs was the TV series or movies
watched.

Discussion, Conclusion & Recommendations

According to the results of the study, the dimensions in which the students exhibited the highest
participation in terms of educational beliefs were Existentialism, Progressivism, Reconstructionism, and
Perennialism, and the students received the lowest score in the Essentialism dimension. In the related
literature, there are many studies which were conducted with students of the faculty of education and
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which determined that their belief levels in the Existentialist and Progressivist education philosophy
were higher, and their belief levels in the Essentialist education philosophy were lower (Altinkurt et al.,
2012; Alkin-Sahin, Tunca & Ulubey, 2012; llgaz, Bulbiil & Cuhadar, 2013; Celik & Org¢an, 2016; Kogak,
Ulusoy & Onen, 2012). This result is natural since the current program of our education system is based
on the synthesis of progressivism and constructivism (ilhan Beyaztas, Kapti & Senemoglu, 2013) and it is
attempted to train teachers in this direction both in the educational faculties' undergraduate programs
and pedagogical formation programs. However, although the participants were from different faculties
and departments, they might have responded to the data collection tool with an effort to demonstrate
that they would be/might be qualified teachers in the future and this might have caused this result.

The obtained results demonstrated that the participants, who were over 30 years of age, were
married and who had children, adopted the existentialist educational belief, while the male participants
adopted the essentialist educational belief more. While in the related literature there are studies
demonstrating that male teachers and pre-service teachers have traditional educational beliefs at a
higher level than female teachers (Belet & Giiven, 2011; Cakmak, Bulut & Taskiran, 2016; Kozikoglu &
Erden, 2018; Oguz et al., 2014; Yilmaz & Tosun, 2013), there are also studies which demonstrate that
there is no difference between educational beliefs according to gender (Celik & Organ, 2016; ligaz et al.,
2013; Okut, 2009). In the formation of beliefs, the experiences lived by an individual directly with the
event, situation, object, person, etc. are very effective (Pajares, 1992). Therefore, these different results
may be caused by differences in the personal characteristics and experiences of individuals in the
sample groups of the research. As a result of the study, the levels of adopting the essentialist
educational approach by students who graduated from general high schools and from the science and
literature faculties of universities and physical education-sports vocational high schools were observed
to be significantly higher. The fact that these students participated in the items in the Essentialism sub-
dimension of the scale more may be due to specific teaching methods of academic fields in which they
have received education. Although studies which examine the educational beliefs of pedagogical
formation students were not directly encountered, the fact that there are studies which demonstrate
that the educational beliefs of students receiving education in different departments of faculties of
education differ according to the programs they attend and the educational beliefs of teachers differ
according to their branches supports this opinion (Altinkurt et al., 2012; Alkin-Sahin et al., 2012;
Beytekin & Kadi, 2015; Cetin, ilhan & Arslan, 2012; Oguz et al., 2014; Okut, 2009). It is thought that the
higher essentialist educational belief of students who have teaching experience and have gained this
experience in education centers and study centers is caused by structural properties of these
institutions. Education centers and schools are very different institutions in terms of the aim, operation,
corporate culture, management, control, content of the courses, teaching methods and techniques used
in the courses, measurement and evaluation procedures, class sizes, student profiles, expectations,
environment, etc. (Baran & Altun, 2011; Bastirk & Dogan, 2011). Education centers are private
educational institutions that prepare students for central exams for passing to a higher level educational
institution by increasing their level of knowledge (Official Gazette 2009; MNE; 2011). In education
centers, exam-oriented teaching is performed, teachers form the content of the courses according to
the questions that are asked/can be asked in the central exams and try to transfer them completely, and
the achievements of teachers and students are evaluated according to the scores obtained in the test-
based exams (Beyaztas, Kapti & Gelbal, 2013; Cetin, 2017; Ozden, 2010). Another significant result
obtained from the study is that the participants stated that their previous educational experiences
(teachers' attitudes and behaviors, methods they used in the courses, the content of the courses, and
the central examination system) were much more effective in the formation of their educational beliefs.
This may be because they do not take course/courses related to educational philosophies in their
undergraduate programs and because the practices they encounter during their long studentship years
(primary, secondary, high school) may include traditional practices which are based on rote learning and
are exam-centered, besides involving student-centered education. Although students have
contemporary thoughts about what education is and how it should be performed, this situation may
cause them to experience problems when they become teachers in establishing the relationship
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between learning and teaching theories and practice, and in the process of eliminating conflicts because
the important thing is how much beliefs can be transformed into behaviors.

As a result, this study demonstrated that the educational beliefs of the students who participated in
the pedagogical formation program were generally closer to the philosophy which is the basis of the
current program, however, the "Perennialism" educational philosophy was adopted at a high level and
the "Essentialism" educational philosophy was adopted at a moderate level. This situation suggests that
students' educational beliefs do not fully differentiate or mature. In the study, it was determined that
the variables of gender, age, marital status, having children, the high schools graduated, the faculties
and departments graduated, having teaching experience, and the institutions where this experience was
gained create meaningful differences in educational beliefs. It was also found out that the teachers the
students encountered during their education life were more effective in the formation of educational
beliefs. In this direction, it can be said that pre-service teachers should be helped not only in developing
their teaching professional knowledge and skills, but also in strengthening the educational beliefs
appropriate to the structure of the program being implemented, and in understanding and eliminating
the discrepancies in their beliefs. In order to create the desired effect on the beliefs of pre-service
teachers (change or develop), creating different learning environments and processes from what they
are used to, using resources which will facilitate the internalization of teaching processes that they have
not experienced before and establishing a high level of relationship with life can be suggested.
Furthermore, discussing the underlying beliefs of these practices on concrete examples (e.g. lectures,
video recordings, micro-teaching practices, role-playing, etc.) involving different teaching practices may
help students to assess the impact of different beliefs on learning. Creation of personal beliefs about
what education and training should be is an ongoing process also with professional development and
experiences (Lucas, 2006, cited by Tupas & Pendon, 2016). Therefore, it may be suggested to create
discussion environments that prepare teachers for thinking of their educational beliefs and their
reflections on the classroom environment during in-service training, to provide evaluating themselves
and each other by performing teaching planning and implementation studies (drama, micro teaching
practices, role-playing, etc.), to strengthen their competencies in contemporary learning-teaching
processes and alternative techniques. The results of this study should be evaluated within the limits of
its limitations. The study is a quantitative study; a more holistic view can be achieved through qualitative
studies that profoundly examine pre-service teachers' educational beliefs and the factors that influence
the development of educational beliefs. Furthermore, the participants of this study are the students
participating in the pedagogical formation certificate program given at the Faculty of Education of
Gukurova University. The generalizability of the results may be increased with the studies to be carried
out with students participating in this program in different universities.
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Tiirkge Siirimui

Giris

Ogretmenler egitim sisteminin temel bilesenlerinden biridir. Ogrenme-6gretme siirecini planlayan,
uygulayan, yoneten, degerlendiren, 6grencilerin 6gretim programi ve 6grenme ortamiyla etkilesime
girmesini saglayan dgretmenlerdir. Ogrenci ve dgretmen arasindaki iliskilerin niteligi ise egitim 6gretim
kalitesini belirler (Jacob & Lefgren, 2004; Senemoglu, 1987). Bu nedenle 6gretmenlerin mesleki ve kisilik
dzellikleri sik sik egitim arastirmalarina konu olmaktadir. Ogretmenlerin sahip olduklari egitim inanglarin
o6gretim uygulamalarina yansitmalar (Dooley, 1997; Hatala, 2002) nedeniyle son yillarda {zerinde
durulan dnemli konulardan biri ise dgretmenlerin inanglaridir. inanglar, diinya hakkinda dogru oldugu
hissedilen psikolojik anlayis, 6nerme ve savlardir (Richardson, 1996, s.3). Bir kiltlrin insanlarinca
paylasilan ortak gorigler olan inanglar hayatin her yoniyle ilgilidir ve bireylerin yasamlari boyunca
edindikleri bilgileri anlamlandirmalarini saglar (Okut, 2009). Bandura’ ya (1977) goére tutumlarin
bilissel/dlUslinsel yoninl olusturan inanglarin bireyin kararlarini ve davranislarini etkileme glicl
bulunmaktadir. Egitim inanci ise egitime iliskin anlayls ve o6nermelerdir. Kagan’ a (1992) gore
ogretmenlerin egitim hakkindaki inanglari 6grencilere sunduklari egitimin niteliginin 6nemli bir
belirleyicisidir. Bir 6gretmenin inang sistemi sinifta gergeklestirdigi hemen her eylemi yonetmektedir
(Mitchell, 2005). Yapilan arastirmalarin sonuglari da bu goérusleri desteklemekte, 6gretmenlerin sahip
olduklari egitim inanglarinin 6grenciye ve 6grenme siirecine yonelik algilarini, 6gretim programlarina ve
uygulamalarina iliskin kararlarini, segtikleri 6gretim yontemlerini, 6grenciler igin sunduklari 6grenme
firsatlarini ve 6grencilerle iliskilerini etkiledigini gdstermektedir (Savasci-Agikalin, 2009; Anderson, 2015;
Kanadh & Saglam, 2012; Northcote, 2009; Siddique & lkeda, 2013).

Egitim inanclari bireylerin benimsedikleri egitim felsefesine bagli olarak gelismektedir (Pajares,
1992). Carlson’ a (2008) gore egitim felsefesinin (¢ boyutu vardir. Kisisel boyutu, egitimde neyin iyi,
dogru ve degerli olduguna dair bir dizi kisisel inanca sahip olmakla ilgilidir. Kamu boyutu, birgok kisinin
uygulamalarina rehberlik etmeyi ve yonlendirmeyi amaglarken, mesleki boyutu 6gretimin nasil olacagina
yonelik 6zel kurallar saglar. Bir egitim felsefesinin énemi, bir egitim kurumunun amacini ve odagini
tanimlamasindan kaynaklanir. Bu, hangi konularin 6gretildigini ve nasil 6gretileceginin yani sira ele
alinan konularla birlikte hem agik hem de 6rtik bir sekilde 6gretilen degerleri de kapsar (Akt. Tupas &
Pendon, 2016, s. 386). Farkli inang sistemleri 6gretim uygulamalarina yon vermekle birlikte Daimicilik,
Esasicilik, ilerlemecilik, Yeniden Kurmacilik ve Varolusculuk egitim inanglarini belirleyen baslica egitim
felsefeleri olarak ifade edilmektedir (S6nmez, 2011). Daimicilik egitim felsefesine gbre egitim hayata
hazirliktir. Bu nedenle okullarda ¢ocuklara her zaman ve her yerde gegerli bilgilerin ve degerlerin
kazandirilmasi &nemlidir. Ogretmen simif ortaminda otoriter ve &gretim etkinliklerinin merkezinde
olmalidir (Ergiin, 2011). Esasicilik egitimin amacini topluma uyum saglayan, kultlrel degerleri kazanmus,
bilgili ve becerili bireyler yetistirmek olarak vurgular. Cocuk diinyasi ile yetiskin diinyasi arasinda bir arag
olan dgretmen &grenciye yol gbsterir ve davranislarini siirekli denetler (Sénmez, 2011). ilerlemecilik
ogrencilerin yeteneklerini kesfetmeyi ve gelistirmeyi hedefler. Ogretmenin sorumlulugu sinifta
ogrencileri aktif kilmaktir (Gutek, 2011). Egitim yoluyla toplumu yeniden diizenleme amacinda olan
Yeniden kurmacilik ise toplum merkezli, bireyin ihtiyaglarini da dikkate alan bir egitim programinin
gerekliligini savunur. Ogretmenlerin sorumlulugu demokratik bir sinif ortaminda tartisma, elestirel
diisiinme, problem ¢ozme gibi 6gretim yontemlerini uygulamaktir (Erden, 2001). Secimlerinden sorumlu
bireyler vyetistirmeyi hedefleyen Varolusculuk, 6gretmenlere 0&grencilere bireyselliklerini ifade
edebildikleri 6gretim firsatlari sunma gérevini verir (Erglin, 2011). Géruldugu gibi egitim felsefelerinin
programda onem verdigi konular, gerekli gordikleri 6grenme ortami ve uygulamalari, 6gretmen ve
ogrencilerden bekledikleri roller farkl 6zellikler tagimaktadir.

icinde yasadigimiz cagda bilim ve teknolojinin de etkisiyle dgrenme ortamlari, dgretim ydntem ve
teknikleri ve o6gretmen- &grenci rollerinde &nemli degisimler olmustur. Ogretmeni bilginin ve
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o6grenmenin merkezinde goren anlayislar yerini 6grenciyi bilgiyi yapilandirma sirecinde aktif ve 6zerk
kilan, isbirligine dayali 6grenme slreglerini vurgulayan egitim anlayisina birakmig, yapilandirmacilk
bircok reform ¢abasinin temelini olusturmustur (Haney, Czerniak & Lumpe, 2003). Bu ¢agdas egilimler
dogrultusunda tlkemizde de 2004 yilinda ilk ve ortadgretim programlari yeniden diizenlenmis, ilerlemeci
egitim felsefesi yaklasimi ile hazirlanan program, 6grenmede davranisgi yaklasim yerine yapilandirmaci
yaklasimi temel almistir (Ulubey & Aykag, 2017, s. 1198). Elestirel diisinme, yaratici dislinme, arastirma,
sorgulama ve problem ¢ézme gibi Ust diizey diistinme becerilerinin gelistirilmesini amaglayan program;
icerikte ezberden uzak, glinlik yasamla iliskili, ise yarar konulari, slirecte ise etkinlik temelli ve 6grenciyi
aktif kilan 6gretim yontem ve tekniklerinin uygulanmasini vurgulamaktadir (MEB, 2005). Bir diger
ifadeyle gelistirilen programla 6grencilerin pasif bilgi alici, 6gretmelerin de sadece bilgi kaynaklig
rolinden siyrilmalari beklenmistir (Kayikgt & Sabanci, 2009). Bununla birlikte yapilan arastirmalar
programin uygulamada hayat bulamadigini, derslerin 6gretim programlarina uygun islenmedigini ve
ogretmenlerin geleneksel 6gretim uygulamalarini devam ettirdigini gdstermektedir (Aydemir, 2012;
Aydin & Cakiroglu, 2010; Bardak &Karamustafaoglu, 2016; Dogan, 2010; Kara & Ozkan, 2016; Okur
Akcay, Akcay, & Kurt, 2016; Saglam, 2011). Bu durum yapilan yeniliklerin stirekli ve hizli olmasi (Ekinci,
2006), program igeriklerinin yogunlugu (Goneng & Acikalin, 2016; Susar Kirmizi& Akkaya, 2009) 6gretim
materyallerinde eksiklikler (Ayvaci & Durmus, 2013; Balbag & Karaer, 2016), kalabalik siniflar (Caliskan,
2010) vb. gibi bircok degiskenden kaynaklaniyor olabilir. Program ne kadar 6zenli hazirlanmis olursa
olsun uygulamada etkililigini saglayan 6gretmenlerdir (Demirel & Kaya, 2006). Bu nedenle egitim isiyle
ugrasan herkesin ozellikle programi uygulamaktan sorumlu olan 6gretmenlerin ulusca izlenen programin
egitim felsefesini yakindan taniyip benimsemeleri énemlidir (Doganay & Sari, 2003). Ancak kisinin
egitimde neyin iyi, dogru ve degerli olduguna dair kisisel inanclari yasama ve olaylara bakis agisi, icinde
yasadigl ev, okul ortami, toplum ve daha onceki egitim yasantilari gibi birgok faktériiniin etkisiyle
olusmaktadir. Dolayisiyla 6gretmen adaylari da bir¢cok deneyimle birlikte olusan egitim inanglariyla
egitim fakiltelerine gelmektedirler (Duru, 2014, s.16). Egitim sistemindeki tim bireylerin sistemin
neresinde ve nasil yer alacaklarina kendi benimsedikleri egitim felsefesine gore karar verdikleri dikkate
alindiginda (Doganay & Sari, 2003), hedefle uygulamada gézlenen bu farkliliklar 6gretmenlerin egitim
inancglarinin programin dayandigi felsefeden farkli olmasi veya programin dayandigi felsefeyi tam olarak
anlayamamis olmalarindan kaynaklaniyor olabilir.

ilgili literatiir incelendiginde tlkemizde &gretmenlerin egitim inanglarini (Altinkurt, Yilmaz & Oguz,
2012; Kahramanoglu & Ozbakis, 2018; Yilmaz, Altinkurt & Cokluk, 2011) ve egitim inanglarinin mesleki
degerler (Tunca, Alkin Sahin & Oguz, 2014), 6grencilerle iliskiler (Yilmaz & Tosun, 2013; Oguz, Altinkurt,
Yilmaz & Hatipoglu, 2014), sinif yonetimi (Okut, 2011) ve etkili 6gretmen 6zellikleriyle iliskisini inceleyen
(Okut, 2009) bir ¢cok arastirmaya ulasilmistir. Ancak 6gretmen adaylariyla yapilan ¢alismalarin nispeten
sinirli sayida oldugu ve egitim fakiiltesi 6grencileriyle gerceklestirildigi gorilmustir (Beytekin & Kadi,
2015; Celik & Organ, 2016; Cetin, ilhan &Arslan,2012; Hayirsever& Oguz, 2017; Onen, 2011). Tiirk egitim
sisteminde 6gretmen yetistirme ile ilgili sireg icerisinde farkli uygulamalar olmakla birlikle 1992-1993
egitim-6gretim yilinda ilkokul 6gretmeni yetistirme gorevi egitim fakultelerinin sinif 6gretmenligi
bolimlerine; 1982 yilinda alinan kararlarla da ortaokul ve liselere 6gretmen vyetistirme gorevi
Universitelerin dort yillik egitim veren egitim fakultelerine verilmistir. Bir diger ifadeyle 6gretmen olmayi
amaglayan ve bu amagla egitim alan 6gretmen adaylarinin hizmet 6ncesi egitimi, egitim fakiltelerinde
gerceklestirilmektedir (Isik, Ciltas & Bas, 2010). Bu nedenle 6gretmen adaylarinin egitim inanclariyla ilgili
vapilan c¢ahsmalarin genellikle egitim fakiltesi 6grencileriyle yapilmasi dogaldir. Bununla birlikte
6gretmen ihtiyacinin karsilanmasi amaciyla farkli donemlerde egitim fakiltesi mezunu olmayanlarin
o6gretmen olmasini saglayan gesitli sertifika programlari agilmis, 1997 yilinda uygulamaya konulan yiksek
lisans programlari 2010 yilinda kaldirilarak, yerine pedagojik formasyon egitimi getirilmistir (Eraslan &
Cakici, 2011). Dolayisiyla glinimuz Tirkiye'sinde 6gretmen yetistirmede izlenen bir diger yol, fen
edebiyat fakiltesi basta olmak Uzere farkl fakiltelerden mezun olanlara formasyon egitimi vererek
o6gretmen yetistirmedir. Farkli fakiiltelerden mezunlara formasyon egitimi vererek 6gretmen yetistirme,
alanda uzmanlasma sonrasinda mesleki uzmanlasmayi hedefleyen bir 6gretmen yetistirme yaklasimidir
(Yildirim & Vural, 2014). incelendiginde bu programa katilan égretmen adaylariyla yapilan calismalarin
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adaylarin 6gretmenlik meslegine yonelik tutumlari (Eraslan & Cakici, 2011; Kartal & Afacan, 2013; Ozkan,
2012), motivasyonlari (Altinkurt, Yilmaz & Erol, 2014) ve o&zyeterlik inanglariyla (Cocuk, Yokus &
Tanriseven, 2015) ilgili oldugu gorilmis, egitim inanglarini inceleyen ¢alismalara ise ulasilabilen
kaynaklar gergevesinde rastlanmamistir.

Dogrudan deneyimlerle olusan inanglar kisilerin temel inanclaridir ve degistirilmesi goreli olarak daha
zordur (Pajares, 1992). Bu nedenle 6gretmen yetistirme programlari ¢ergevesinde olusturulan 6grenme
ortamlarinin 6gretmen adaylarinin sahip olduklari egitim inanclari Gzerinde istenilen etkiyi yaratabilmesi
icin glcll ve zengin yasantilar sunulmasi gereklidir. Yapilan arastirmalar 6gretmen adaylarinin var olan
egitim inanglarini dikkate alarak yapilandirilan 6gretim ortamlarinin, 6gretmen adaylarinin inanglarinin
daha tutarli ve Ogrenci merkezli egitim anlayisina dogru gelistirebildigini gostermektedir (Black
&Ammon, 1992; Duru, 2014; Green & Zimmerman, 2000; Hart, 2002; McMullen, 1997; Taylor, 1989). Bu
dogrultuda 6gretmen adaylarinin sahip olduklari egitim inanglarini bilmenin, egitimleri sirasinda kendi
inanclarindaki celiskileri /tutarsizliklari fark etmelerini ve yeni anlayislar gelistirmelerini saglayacak sinif
ortamlarini yapilandirma agisindan 6nemli ve gerekli oldugu soylenebilir. Egitim fakiiltelerinde
ogrenciler, alanlariyla ilgili 6gretim programlari ve bunlarin 6gretimi noktasinda egitim almaktadir.
Pedagojik formasyon egitimine katilan 6grencilerin alan bilgisi agirhkl bir egitimden gegerek geldikleri
dikkate alindiginda pedagojik formasyon egitimi slrecinde 6gretmenlige iliskin temel mesleki bilgiler
kazanmalarina, ulusga izlenen programin egitim felsefesini yakindan tanimalarina ve anlamalarina yol
gostermenin énemi artmaktadir. Bu gerekgelerle pedagojik formasyon sertifika programina devam eden
o6gretmen adaylarinin egitim inanclarini inceleyen bir arastirma yapmaya gereksinim duyulmus ve
asagidaki sorulara yanit aranmistir:

1. Pedagojik formasyon sertifika programi 6grencilerinin egitim inanglarina iliskin gértsleri nasildir?

2. Pedagojik formasyon sertifika programi 6grencilerinin egitim inanglarina yonelik gorisleri
cinsiyet, yas, medeni durum, ¢ocuk sahibi olma durumu, mezun olunan lise, mezun olunan fakiilte ve
bolim ile 6gretmenlik deneyimine sahip olma durumuna gore anlamli bir farklilik géstermekte midir?

3. Pedagojik formasyon sertifika programi o6grencilerinin egitim inanglarina iliskin goruslerini
etkileyen faktorler nelerdir?

Yontem
Arastirmanin Modeli

Arastirma iliskisel tarama modelinde betimsel bir ¢calismadir. Tarama modellerinin amaci var olan bir
durumu var oldugu sekliyle tanimlamaktir. Arastirmaya konu olan birey, nesne ya da olay kendi kosullari
icinde ve var oldugu sekliyle betimlenmeye ¢alisilir, herhangi bir sekilde onu etkileme ve ya degistirme
gabasi gdsterilmez (S6nmez &Alacapinar, 2011, s.46; Karasar, 2012, s.77). iliskisel tarama modellerindeki
betimlemeler ise birey, nesne vb. durumlar arasi ayrimlarin belirlenmesi amacina doéniktir (Karasar,
2012, s. 82). Bu arastirmada pedagojik formasyon sertifika programina katilan 6grencilerin sahip oldugu
egitim inanglari farkli degiskenler agisindan karsilastirilarak incelenmeye calisiimistir.

Evren ve Orneklem

Arastirmanin evrenini 2017-2018 6gretim yilinda Cukurova Universitesi Egitim Fakiiltesinde
ylratulen pedagojik formasyon sertifika programina katilan, farkh fakiltelerden mezun (fen-edebiyat,
ilahiyat, giizel sanatlar, beden egitimi- spor ve saghk bilimleri fakiilteleri) toplam 1000 6gretmen adayi
olusturmaktadir. Arastirmada 6rneklem alma yoluna gidilmemistir. Veriler ilgili 6gretim elemanlarinin
izni ve yardimi alinarak ders saatleri igcinde toplanmistir. Arastirmaci veri toplama araglarini uygulama
yapilan giin ve saatte dersliklerde hazir bulunan 6grencilere ulastirmis, gerekli aciklamalari yapmis ve
vanitlanmasini saglamistir. Arastirmaya katilimda gonillik esas alinmistir. Arastirmaya 305 kadin ve
161 erkek olmak Uzere toplam 466 6gretmen adayi gonilli olarak katilmistir. Tablo 1 katiimcilarin
kisisel dzelliklerini gostermektedir.
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Tablo 1.
Katiimcilarin Kisisel Ozellikleri
Cinsiyet f % Mezun olunan fakdlte f %
Kadin 305 65.45 Fen-edebiyat 265 56.86
Erkek 161 34.55 ilahiyat 60 12.88
Toplam 466 100.00 Giizel sanatlar 37 7.94
Saglik bilimleri 51 10.94
Yas Beden Egitimi ve Spor 53 11.38
20-25 yas 309 66.31 Toplam 466 100.00
26-30 yas 83 17.81
31-35vyas 46 9.88 Ogretmenlik deneyimi olma
36-40 yas 28 6.00 Evet 171 36.70
Toplam 466 100.00 Hayir 295 63.30
Toplam 466 100.00
Medeni durum
Bekar 375 80.48 Ogretmenlik deneyimi siiresi
Evli 91 19.52 1vyildanaz 68 39.77
Toplam 466 100.00 1-3wyl 76 44.44
4-6 yil 16 9.36
Cocuk sahibi olma 7 yil ve Uzeri 11 6.43
Evet 68 14.59 Toplam 171 100.00
Hayir 398 85.41
Toplam 466 100.00 Ogretmenlik yapilan kurum
Devlet okulu (Ucretli 38 22.22
O0gretmen)
Dershane 28 16.38
Mezun olunan lise tiiri Etit merkezi 14 8.19
Genel lise 374 80.25 Ozel ders (ev ortami) 77 45.02
Meslek lisesi 92 19.75 Halk egitim merkezi 14 8.19
Toplam 466 100.00 Toplam 171 100.00

Tablo 1’ de goruldigl gibi arastirmaya katilan 6grencilerin %65.45” i kadin, %66.31" i 20-25 yas
araliginda, %80.48'i bekardir. Katihmcilarin  %80.25’i genel lise, %56.986" si fen-edebiyat fakiltesi
mezunu olup, %36.70" i 6gretmenlik deneyimine sahiptir. Ogrenciler 6gretmenlik deneyimini ¢ogunlukla
(%45.02) o6zel ders vererek ve devlet okullarinda Ucretli 6gretmenlik yaparak (%22.22) kazanmis olup,
yaklasik yarisi (%44.44) 1- 3 yildir 6gretmenlik yapmaktadir.

Kullanilan Veri Toplama Araglari

Arastirma verilerinin toplanmasinda Yilmaz, Altinkurt ve Cokluk (2011) tarafindan gelistirilen Egitim
inanclari Olgegi (EiO) ile arastirmaci tarafindan hazirlanan Kisisel Bilgi Formu (KBF) ve kapali uglu bir soru
kullaniimistir. EiQ, ilerlemecilik (13 madde), Varolusculuk (7 madde), Yeniden kurmacilik (7 madde),
Daimicilik (8 madde) ve Esasicilik (5 madde) olmak (zere bes boyut ve toplam 40 maddeden
olusmaktadir. Olcekte negatif madde bulunmamakta, tim maddeler “5= Kesinlikle katiliyorum ve 1=
Kesinlikle katilmiyorum” araliginda puanlanmaktadir. Bir alt 6lgekten alinan puanin yliksek olmasi
katilimcilarin o alt 6lgekteki egitim felsefesine inancinin yiksek, disiik olmasi ise s6z konusu felsefeye
olan inancini daha az oldugunu géstermektedir. Olcegin faktor yiik degerleri ilerlemecilik boyutunda .50-
.73; Varolusculuk boyutunda .58-.74; Yeniden kurmacilik boyutunda .52-.68; Daimicilik boyutunda .42-
.61 ve Esasicilik alt boyutunda .61-.73 arasinda degismektedir. Olcegin alt boyutlarinin acgikladiklari
varyans diizeyleri ise sirasiyla %16.45, %11.4, %8.42, %7.03 ve %6.25 olup, varyanslar toplami %49.55’
e ulasmaktadir. Olcegin Cronbach Alfa giivenirlik katsayilari ilerlemecilik boyutunda .91, Varolusculuk
boyutunda .89, Yeniden kurmacilik boyutunda .81, Daimicilik boyutunda.70 ve Esasicilik boyutunda .70’
dir (Yilmaz, Altinkurt & Cokluk, 2011). Bu arastirmadan elde edilen veriler dogrultusunda tekrar
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hesaplanan Cronbach Alfa glivenirlik katsayilari ise sirasiyla; .89, .90, .84, .86 ve .84 bulunmustur. KBF,
o6grencilerin cinsiyet, yas, medeni durum, c¢ocuk sahibi olma, mezun olduklar lise, mezun olduklar
fakilte, 6gretmenlik deneyimine sahip olma durumu, 6gretmenlik yapilan kurum ve suresi hakkinda bilgi
almak amaciyla sorulmus toplam dokuz sorudan olusmaktadir. Kapali uglu soru ise 6grencilerin egitim
inanclariyla ilgili gorislerini etkileyen faktorlerle ilgilidir. Sorunun hazirlanma sirecinde arastirmaci
tarafindan ilgili literatiir incelenerek 21 faktor belirlenmis ve cevaplama 5 li likert seklinde
diizenlenmistir. Daha sonra uzman gériisi icin Cukurova Universitesi Egitim Fakiiltesi Egitim Bilimleri
Bolimindeki 6gretim elemanlarina basvurulmus ve gelen donitler dogrultusunda gerekli diizeltmeler
yapilarak son sekli verilmistir.

Veri Analizi

Oncelikle 6gretmen adaylarinin Ei®’ den ve kapali uglu sorudan elde ettikleri puanlarin betimsel
istatistikleri yapilmis, aritmetik ortalamalar 1.00-1.80 “cok diistk”; 1.81-2.60 “duslk”; 2.61-3.40 “orta”;
3.41-4.20 “yuksek” ve 4.21-5.00 “cok vyiiksek” araliklarina goére yorumlanmistir. Daha sonra
Kolmogorov-Simirnov testi ile dagilimlarin normalligi test edilmis, sonuglar verilerin normallik
varsayimini saglamadigini gostermistir.  Mann Whitney U testi, puanlarin normallik varsayiminin
karsilanmadigi durumlarda iliskisiz t-testinin; Kruskall Wallis H testi ise normal dagilim ve “varyanslarin
esitligi” varsayimlarini gerektirmedigi igin tek yonli varyans analizinin alternatifi kabul edilmektedir
(BUytkoztiirk, 2007). Bu nedenle veri analizlerinde Mann Whitney U ve Kruskal Wallis H testleri
uygulanmis, Kruskal Wallis H testi sonucunda anlamh farkhliklar gézlenen durumlarda, farklarin hangi
gruplar lehine oldugunu gérmek amaciyla gruplarin ikili karsilastirmalari Gzerinde Mann Whitney U
testleri tekrarlanmistir. Yapilan tim analizlerde anlamhlik dizeyi .05 kabul edilmistir.

Bulgular
Ogrencilerin Egitim inanglarina iliskin Bulgular

Tablo 2, 6grencilerin EiQ’ den elde ettikleri puanlara ait betimsel istatistikleri gdstermektedir.

Tablo 2.

Betimsel istatistikler
Olgek Boyutlari (N=466) X Standart sapma
Varolusguluk 4.50 .66
ilerlemecilik 4.34 .61
Yeniden kurmacilik 4.03 71
Daimicilik 4.01 .75
Esasicilik 2.81 1.06

Tablo 2’ de gorildugu gibi 68renciler en yiiksek puani 6lgegin Varolusguluk boyutunda almis (X
=4.50), bunu sirasiyla ilerlemecilik (X =4.34), Yeniden kurmacilik (x=4.03) ve Daimicilik (x=4.01)
boyutlari izlemistir. Ogrencilerin nispeten en diisiik puani ise Esasicilik boyutundadir (x =2.81).

Tablo 3’ de 6grencilerin 6lgekteki maddelere katilim degerleri en ylksekten- disiige dogru siralanmis
olarak verilmistir.
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Tablo 3.

Ogrencilerin Olcek Maddelerine Katilim Degerleri
Maddeler X Ss
Egitim ortaminda tek tek her 6grenci 6nemlidir. 4.62 .78
Egitim, her insanin kendi 6zelliklerini tanimasina firsat vermelidir. 4.59 .80

S Oretmen tek bilgi kaynagi degildir. 4.54 .80

SU; Ogretmen sinif i¢i tartismalarda tarafsiz olmali, 6grencilere herhangi bir

S . 4.49 .89

S dogruyu dayatmamalidir.

f;“ Egitimde sezgiye ve yaraticiliga 6nem verilmelidir. 4.45 .84
Egitim, insanin 6zglrlesmesine firsat vermelidir. 4.42 .84
Ogretmenin gorevi, 6grencilerin kendini tanimasina yardim etmektir. 4.37 .85
Egitimci, yeni bilgilere uyum saglamalidir. 4.63 .79
Ogrenciler, grenme siirecine aktif bir sekilde katiimahdir. 4.56 74
Egitimin icerigi stirekli gézden gegirilmelidir. 4.50 .86
Ogrenme, ezberlemeden daha ¢ok probleme ¢ézmeye dayali olmalidir. 4.47 .81
Egitimde 6grencilerin beklentileri (ilgi, ihtiyac vb.) dikkate alinmaldir. 4.45 .86

= Ogretmenin gérevi, grenme ortamini hazirlamak ve yol géstermektir. 4.42 .85

g Egitimin amaci yagama yon veren kisiler yetistirmektir. 4.34 .89

2 Sinavlarda ezbere dayali sorular sorulmamalidir. 4.29 .93

2 Okul, yasama bir hazirhk degil, yasamin kendisidir. 4.28 .94
Ogrencilere, sunulan bilgilerin mutlak dogru olmadig;, degisebilecegi

4.27 .90

vurgulanmalidir.
Egitim sirekli degisen yasami 6gretmelidir. 4.25 .93
Egitim 6grenci merkezli olmaldir. 4.01 1.09
Ogrenciler istedigi 6gretmenden ders alabilmeli, hatta onu secebilmelidir. 3.99 1.09
Egitimde, toplumdaki tim siniflarin ihtiyaglari dikkate alinmahdir. 4.25 .90
Egitimin amaci, ortak degerlere dayali bir diinya olusturmaktir. 4.13 .98
Egitim sosyal reformlara dnciliik etmelidir. 4.07 .94
= Egitimin oncelikli amaci kltiirel krizi asmak igin toplumu yeniden insa etmektir. 4.06 .93

_§ é Egitim, gercek demokrasiyi yerlestirmek igin vardir. 4.01 1.01

é‘:) = Okul, temel degerleri yeniden yorumlamalidir. 3.91 1.00

> = Egitim, toplum merkezli olmalidir. 3.80 1.10
Egitimin dncelikli amaci saglam ve dogru karakterli insanlar yetistirmektir. 4.40 .85
insanin ayrit edici 6zelligi akhdir. 4.40 .85
Egitim insan zekasinin gelistiriimesine odaklanmalidir. 4.04 .97

% Egitim hayatin kopyasi degil, ona hazirhktir. 4.04 .97

g Sinavlar, 6grencinin  akhni  kullanip  kullanmadigini  6lgecek  sekilde 394 116

8  dizenlenmelidir.

Ahlaki ilkeler ve degerler evrenseldir, degismez. 3.85 1.20
Egitim evrensel ve degismez gercege uyum saglama siirecidir. 3.72 1.18
Ogretmen davranislari ile dgrencide 6grenme istegi uyandirmalidir. 3.72 1.18
Egitim ortaminda kurallara uymayan 6grenci cezalandirilabilir. 3.04 1.32

~ Egitim konu merkezli bir strectir. 2.94 1.26

E Okulda temel gii¢ 6gretmendedir. 2.87 1.36

é Ogrenme sirecinde kati kurallarin oldugu siki bir disiplin égrenme siirecini

4 2.76 1.46
kolaylastirir.

Egitim 6grenciden daha ¢ok 6gretmen merkezli olmalidir. 2.42 1.31

N= 466
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Tablo 3 incelendiginde o6grencilerin Varolusguluk boyutunda; “Egitim ortaminda tek tek her 6grenci
dnemlidir” (X =4.62), ilerlemecilik boyutunda; “Egitimci yeni bilgilere uyum saglamahldir” (x=4.63),
Yeniden kurmacilik boyutunda; “Egitimde, toplumdaki tiim siniflarin ihtiyaglari dikkate alinmahdir” (x
=4.25), Daimicilik boyutunda; “Egitimin oOncelikli amaci saglam ve dogru karakterli insanlar
yetistirmektir” ve “insanin ayrit edici dzelligi akhdir” (X =4.40) ve Esasicilik boyutunda “Egitim ortaminda
kurallara uymayan 6grenciler cezalandirilabilir’ (x=3.04) maddelerine daha fazla katilim gosterdikleri
gorilmektedir. “Ogretmenin gorevi, 6grencilerin kendini tanimasina yardim etmektir” (Varolusculuk, X
=4.37), “Ogrenciler istedigi 6gretmenden ders alabilmeli, hatta onu segebilmelidir’ (ilermecilik , X
=3.99), “Egitim, toplum merkezli olmalidir” (Yeniden kurmacilk, Xx=3.99), “Egitim evrensel ve degismez
gercege uyum saglama siirecidir’ ve “Ogretmen davranislari ile 6grencide 6grenme istegi
uyandirmalidir” (Daimicilik, X =3.72), “Egitim, Ogrenciden daha ¢ok 6gretmen merkezli olmalidir”
(Esasicilik, x=2.42) ise 6grenci katiliminin nispeten daha disik oldugu maddeler olmustur.

Ogrencilerin Egitim inanglarinin Cesitli Degiskenlere Gore incelenmesine iliskin Bulgular

Tablo 4, 6grencilerin EIO puanlarinda cinsiyet, medeni durum, ¢ocuk sahibi olma, &gretmenlik
deneyimi ve mezun olunan lise tiirlerine gére yapilan Mann Whitney U Testi sonuglarini géstermektedir.

Tablo 4.
Mann Whitney U Testi Sonuglari
Boyutlar Gruplar N Sira Sira U p
Ortalama Toplami
flerlemecilik Kadin 305 238.44 72723.50 23046.500 .275
Erkek 161  224.15 36087.50
Varolusguluk Kadin 305 23349 71213.50 24548.500 .998
- Erkek 161  233.52 37597.50
,q_ﬁ Yeniden kurmacilik  Kadin 305 234.73 71591.50 24178.500 .786
g Erkek 161  231.18 37219.50
Daimicilik Kadin 305 230.82 70400.50 23735.500 .554
Erkek 161  238.57 38410.50
Esasicilik Kadin 305 221.57 67577.50 20912.500 .008*
Erkek 161  256.11 41233.50
flerlemecilik Bekar 375  230.59 86471.50 15971.500 .343
Evli 91 245.49 22339.50
€ Varolusguluk Bekar 375 22693 85097.50 14597.500 .030*
g Evli 91 260.59 23713.50
© Yeniden kurmaciik  Bekar 375 230.11 86292.50 15792.500 .269
S Evli 91 247.46 22518.50
? Daimicilik Bekar 375 232.68 87255.50 16755.500 .789
= Evli 91 23687 2155550
Esasicilik Bekar 375 238.35 89380.00 15245.000 .114
Evli 91 213.53 19431.00
flerlemecilik Evet 68 253.35 17228.00 12182.000 .188
« Hayir 398 230.11 91583.00
% Varolusculuk Evet 68 272.96 18561.50 10848.500 .008*
3 Hayir 398 226.76 90249.50
< Yeniden kurmacilik  Evet 68 250.82 17055.50 12354.500 .250
o Hayr 398  230.54  91755.50
§ Daimicilik Evet 68 239.06 16256.00 13154.000 .712
S Hayir 398 232,55  92555.00
Esasicilik Evet 68 213.43 14513.00 12167.000 .183
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Hayir 398 236.93 94298.00
) flerlemecilik Evet 171 217.94 37268.00 22562.000 .057
é Hayir 295 242.52 71543.00
';>, Varolusculuk Evet 171 234.41 40084.00 25067.000 .910
S Hayir 295 232.97 68727.00
o Yeniden kurmaciik  Evet 171 228.67 39103.00 24397.000 .555
= © Hayir 295 236.30 69708.00
EE Daimicilik Evet 171 222.49 38045.00 23339.000 .178
% g_ Hayir 295 239.88 70766.00
)‘50% Esasicilik Evet 171 258.31 44170.50 20980.500 .002*
O @ Hayir 295 219.12 64640.50
flerlemecilik Genel lise 374 228.80 85570.00 15445.000 .128
= Meslek lisesi 92 252.62 23241.00
=§ Varolusguluk Genel lise 374 23191 86735.50 16610.500 .602
Q Meslek lisesi 92 239.95 22075.50
i Yeniden kurmacilik  Genel lise 374  234.59 87736.00 16797.000 .724
= Meslek lisesi 92 229.08 21075.00
% Daimicilik Genel lise 374  235.28 87994.50 16538.500 .594
S Meslek lisesi 92 226.27 20816.50
B Esasicilik Genel lise 374  242.26 90604.50 13928.500 .005*
= Meslek lisesi 92 197.90 18206.50

Tablo 4’ de goruldigi gibi erkek (U=20912.500, p<0.05), 6gretmenlik deneyimi olan
(U=20980.500, p<.05) ve genel liselerden mezun olan o6grencilerin (U=13928.500, p<.05)
Esasicilik; evli (U=14597.500, p<.05) ve g¢ocugu olan 6grencilerin de (U=10848.500, p<.05)
Varoluscguluk boyutundan elde ettikleri puanlarin ortalamalari anlaml bir sekilde daha yiiksektir.

Ogrencilerin Ei0 puanlarinda yas, mezun olunan fakiilte ve 6gretmenlik yapilan kurum tiirlerine

gore anlaml farklar olup olmadigini belirlemek amaciyla yapilan Kruskal Wallis H testi sonuglari

Tablo 5’ de verilmistir.

Tablo 4.
Kruskal Wallis H Testi Sonuclari
Boyutlar Sira df ¥ Anlamli
! Gruplar ortalamasi ’ i fark

ilerlemecilik ~ 20-25 yas 309 233.77 3 5.495 139
26-30yas 83 211.14
31-35vyas 46 246.21
36-40 yas 28 275.91

Varolusguluk  20-25 yas (A) 309 223.83 3 8.107 .044* A<C(C,D
26-30 yas (B) 83 234.81
31-35vyas (C) 46 269.38

. 36-40 yas (D) 28 277.43
= Yeniden 20-25 yas 309 231.17 3 3.896 .273

kurmacilik 26-30 yas 83 221.58
31-35vyas 46 244.70
36-40 yas 28 276.20

Daimicilik 20-25 yas 309 235.93 3 1.853 .603
26-30 yas 83 216.10
31-35vyas 46 242.95
36-40 yas 28 242.71
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Esasicilik 20-25 yas 309 244.44 3 7.677 .053
26-30 yas 83 212.63
31-35yas 46 226.66
36-40 yas 28 185.89
ilerlemecilik  Fen-edebiyat (A) 265 216.03 4 12,686 .013* A<B
ilahiyat (B) 60 274.15
Guzel sanatlar (C) 37 231.65
Saglik bilimleri (D) 51 255.89
Beden Egt.& Spor (E) 53 254.58
Varolusguluk  Fen-edebiyat (A) 265 212.07 4 17.426 .002* A<B,CE
ilahiyat (B) 60 266.20
Glzel sanatlar (C) 37 272.54
Saglik bilimleri (D) 51 243.58
Q Beden Egt.& Spor (E) 53 266.70
::E Yeniden Fen-edebiyat 265 230.02 4 1547 818
=  kurmacilik ilahiyat 60 251.87
§ Guzel sanatlar 37 226.85
E Saglik bilimleri 51 239.40
§ Beden EZt.& Spor 53 229.05
S Daimicilik Fen-edebiyat 265 241.93 4 6.109 .191
ilahiyat 60 240.26
Guzel sanatlar 37 200.89
Saglik bilimleri 51 202.52
Beden Egt.& Spor 53 236.28
Esasicilik Fen-edebiyat (A) 265 258.87 4 36.103 .000* A>B,C,D
ilahiyat (B) 60 171.97 E>B,CD
Guzel sanatlar (C) 37 190.88
Saglik bilimleri (D) 51 178.66
Beden Egt.& Spor (E) 53 258.83
ilerlemecilik  Devlet okulu 38 87.07 4 2513 642
Dershane 28 80.57
Etit merkezi 14 77.57
Ozel ders/evde 77 85.81
g Halk egitim merkezi 14 103.46
§ Varolusguluk  Devlet okulu 38 90.13 4 4.286 .369
E Dershane 28 80.45
s EtUt merkezi 14 10.,25
§. Ozel ders/evde 77 80.52
_;‘ Halk egitim merkezi 14 101.79
% Yeniden Devlet okulu 38 89.95 4 3.058 .548
% kurmacilik Dershane 28 81.77
;g» Etiit merkezi 14 74.68
Ozel ders/evde 77 84.44
Halk egitim merkezi 14 103.68
Daimicilik Devlet okulu 38 88.66 4 2.850 .583
Dershane 28 80.09
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EtUt merkezi 14 103.61
Ozel ders/evde 77 82.58
Halk egitim merkezi 14 91.79
Esasicilik Devlet okulu (A) 38 72.09 4
Dershane (B) 28 103.55
EtUt merkezi (C) 14 114.11
Ozel ders/evde (D) 77 84.25
Halk egt. merkezi (E) 14 70.14

12.607

.013*

A<B,C
E<B,C
D<C

Tablo 5’ de gorlildigu gibi 6grencilerin egitim inanglari yaslarina gére Varolusguluk [113= 8.107,
p<.05], mezun olunan fakiilteler gére ilerlemecilik [114= 12.686, p<.05], Varolusguluk [114= 17.426,
p<.05] ve Esasicilik [Xl4= 36.103, p<.05], 6gretmenlik yapilan yere gore Esasicilik [Zl4= 12.607, p<.05]
boyutlarinda anlamh dizeyde farklilagsmaktadir. Yapilan analizlere gére 30 yas lstindeki 6grencilerin
Varolusculuk; fen-edebiyat fakiiltesi ve beden-egitimi ve spor yiiksekokulu mezunu 6grencilerin Esasicilik
boyutundaki puanlari daha yiiksektir. Olgegin ilerlemecilik ve Varolusculuk boyutlarinda en diisiik puani
alan 6grenciler fen-edebiyat fakiltesi mezunu 6grenciler olmuslardir. Tablo 5 6gretmenlik yapilan yer
acisindan incelendiginde dershane ve etiit merkezlerinde 6gretmenlik yapan katilimcilarin Esasicilik

boyutundan aldiklari puanlarin daha yiksek oldugu goérilmektedir.

Ogrencilerin Egitim inanglarina iliskin Goriislerini Etkileyen Faktorlerle ilgili Bulgular

Ogrencilerin egitim inanglarinin olusmasinda etkili olan faktérlerle ilgili betimsel istatistikler Tablo 6’

da verilmistir.

Tablo 6.
Egitim Inanclarinin Olusmasinda Etkili Olan Faktérler

Faktorler X Ss
Egitimim sirasinda dersime giren 6gretmenlerin tutum ve davranislari (ilk-orta- 4.40 77
lise-Universite) ’ '
Egitimim sirasinda dersime giren 6gretmenlerin kullandiklari ydontem, teknik,

. 4.18 .83
etkinlikler vb.
Egitimim sirasinda aldigim dersler ve konulari (ilk-orta-lise-lUniversite) 4.13 .86
Ulkemizdeki merkezi sinav sistemi 4.09 .99
Cevremde gozledigim 6gretmenler/6gretmen adaylarinin tutum ve davranislari 4.08 .89
Aile ortami ve yetistirilis tarzim 4.06 .92
Yasadigim toplumda egitime verilen deger 4.03 .94
Yagsadigim toplumdaki egitim politikalar 3.96 .93
Okudugum kitaplar 3.95 .86
Ogretmen atama kosullari ve licretlendirme politikalari 3.90 1.05
Gercgek yasamda karsilastigim sorunlar 3.88 .93
Katildigim bilimsel etkinlikler (konferans, sempozyum, panel, vb.) 3.88 .85
Yasadigim ¢evrenin kiltiri 3.85 .93
GUnlmiz 6grencilerinde gdzlemledigim davranislar 3.82 1.01
Katildigim sosyal, kiiltiirel, sanatsal vb. faaliyetler 3.81 .86
Toplumsal degerlerde yasanan degisim 3.78 .90
Arkadas cevremle iligkilerim 3.76 91
Okullarin fiziksel kosullari 3.75 .94
Egitimle ilgili medyadaki (gazete, televizyon, radyo, internet vb.) haberler 3.54 .99
Sahip oldugum dini inang ve ahlaki degerler 3.49 1.23
izledigim televizyon dizileri, sinema filmleri, vb. 3.25 1.07
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Tablo 6 incelendiginde 6grencilerin egitim inanglarin gelismesinde en etkili olan faktérin egitimleri
sirasinda derslerine giren 6gretmenlerin tutum ve davranislar (X =4.40) oldugu gorilmektedir. Bunu
O6gretmenlerin derslerde izledikleri yontem/ teknikler (X =4.18) , derslerin igerikleri (X =4.13), merkezi
sinav sistemi (X =4.09), cevredeki 6gretmen/6gretmen adaylarinin tutumlari (X =4.13), aile ortami ve
yetistirilis tarzi (x=4.06) ve toplumda egitime verilen deger (Xx=4.13) izlemistir. Ogrencilerin egitim
inancglarinin gelismesinde nispeten daha az etkili olan faktor ise izlenen TV dizileri veya sinema filmleri
olmustur.

Tartisma, Sonug ve Oneriler

Arastirma sonuglarina gére 6grencilerin egitim inanglari agisindan en yuksek katilim gosterdikleri
boyutlar sirasiyla Varolusguluk, ilerlemecilik, Yeniden kurmacilik ve Daimicilik olmus, égrenciler nispeten
en diisiik puani Esasicilik boyutunda almislardir. ilgili literatiirde egitim fakiiltesi dgrencileriyle yapilan ve
ogrencilerin varoluscu ve ilerlemeci egitim felsefesine olan inang¢ dizeylerinin daha yiiksek, Esasicilik
egitim felsefesine olan inan¢ dizeylerinin ise daha disiik oldugunu saptayan bircok arastirma
bulunmaktadir (Altinkurt et. al, 2012; Alkin-Sahin, Tunca & Ulubey, 2012; ligaz, Bilbll & Cuhadar, 2013;
Celik &Organ, 2016; Kogak, Ulusoy & Onen,2012). Bu sonug egitim sistemimizin mevcut programinin
ilerlemecilik ve yapilandirmaciligin sentezine dayali olmasi (ilhan Beyaztas, Kapti & Senemoglu, 2013) ve
gerek egitim fakultelerinin lisans gerekse pedagojik formasyon programlarinda bu dogrultuda 6gretmen
yetistirme yonlinde gosterilen ¢aba agisindan dogaldir. Bununla birlikte katilimcilarin veri toplama
aracini farkh fakllte ve bolumlerden gelmis olsalar da gelecekte nitelikli bir 0gretmen
olacaklarini/olabileceklerini gésterme c¢abasiyla cevaplamis olmalari da bu sonucu dogurmus olabilir.

Elde edilen sonuglar yasa gore 30 yas Uzerinde, medeni duruma gore evli, c¢ocuk sahibi olma
durumuna gore ise cocugu olan katilimcilarin varoluscu; cinsiyete gore ise erkek katilimcilarin ise esasici
egitim inancini daha c¢ok benimsediklerini géstermistir. llgili literatiirde erkek &gretmenlerin ve
O0gretmen adaylarinin geleneksel egitim inanglarina kadinlara gére daha yiksek diizeyde sahip oldugunu
gosteren arastirmalar oldugu gibi (Belet & Giiven, 2011; Cakmak, Bulut & Taskiran, 2016; Kozikoglu &
Erden, 2018; Oguz et. al. 2014; Yilmaz & Tosun, 2013) egitim inanglarinda cinsiyetler arasi fark
olmadigini gosteren arastirmalarda bulunmaktadir (Celik & Organ, 2016; llgaz et. al. 2013; Okut, 2009).
inanglarin olusmasinda kisinin dogrudan olay, durum, nesne, kisi vb. yasadigi deneyimler cok etkilidir
(Pajares, 1992). Dolayisiyla bu farkli sonuglar arastirmalarin érneklem gruplarinda yer alan bireylerin
kisisel oOzelliklerinde ve deneyimlerindeki farkliliklardan kaynaklanmis olabilir. Arastirma sonucunda
genel liselerden ve Universitelerin fen- edebiyat fakilteleri ile beden egitimi- spor meslek
yuksekokullarindan mezun 6grencilerin Esasici egitim anlayisini benimseme dizeylerinin anlamli bir
sekilde daha yuiksek oldugu goriilmustiir. Bu 6grencilerin 6lgegin Esasicilik alt boyutundaki maddelere
daha yiksek oranda katilmis olmalari egitim gérdikleri akademik alanlarin kendilerine 6zgi 6zel 68retim
yontemlerinden kaynaklanmis olabilir. Pedagojik formasyon 6grencilerinin egitim inanglarini inceleyen
arastirmalara dogrudan rastlanmamis olsa da ilgili literatiirde egitim fakdiltelerinin farkh bolimlerinde
okuyan ogrencilerin okuduklari programlara; 6gretmenlerin de branslarina gére egitim inanglarinin
farkhlastigini gbsteren arastirmalar olmasi bu gorisi destekler niteliktedir (Altinkurt et. al. 2012; Alkin-
Sahin et. al. 2012; Beytekin & Kadi, 2015; Cetin, ilhan & Arslan, 2012; Oguz et.al. 2014; Okut, 2009).
Ogretmenlik deneyimi olan, bu deneyimi dershane ve etiit merkezlerinde calisarak kazanan dgrencilerde
Esasici egitim inancinin daha yiliksek olmasinin ise bu kurumlarin yapisal 6zelliklerinden kaynaklandigi
distnilmektedir. Dershaneler ve okullar amaci, isleyisi, kurum kultlrl, yonetimi, denetimi, derslerin
icerigi, derslerde kullanilan 6gretim yontem ve teknikleri, 6lgme ve degerlendirme islemleri, sinif
mevcutlari, 6grenci profilleri, beklentiler, ortam, vb. bakimindan birbirlerinden ¢cok farkli kurumlardir
(Baran &Altun, 2011; Bastiirk & Dogan, 2011). Dershaneler 6grencilerin bilgi diizeyini ylkselterek, bir tst
egitim kurumuna gecis amaciyla yapilan merkezi sinavlara hazirlayan 6zel egitim kurumlaridir (Resmi
Gazete 2009; MEB; 2011). Dershanelerde 6gretim sinav odakli yapiimakta, 6gretmenler merkezi
sinavlarda cikan/gikabilecek sorular dogrultusunda dersin igerigini olusturarak, eksiksiz aktarmaya
calismakta, 6gretmenlerin ve &grencilerin basarilari teste dayali sinavlarda alinan puanlara goére
degerlendirilmektedir (Beyaztas, Kapti & Gelbal, 2013; Cetin, 2017; Ozden, 2010). Arastirmadan elde

781



Fatma SADIK — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 48(1), 2019, 757-786

edilen bir diger 6nemli sonug ise katimcilarin egitim inanglarinin olusmasinda daha 6nceki egitim
yasantilarinin  (6gretmenlerinin tutum ve davranislari, derslerde kullandiklari yontemler, derslerin
icerikleri ve merkezi sinav sistemi) ¢cok daha fazla etkili oldugunu belirtmeleridir. Bunun nedeni kendi
lisans programlarinda egitim felsefeleriyle ilgili ders/dersler almamalari olabilecegi gibi, uzun 6grencilik
yillari boyunca (ilk, orta, lise) karsilastiklari uygulamalarin 6grenci merkezli egitim anlayisi barindirmakla
birlikte ezberci ve sinav merkezli geleneksel uygulamalari da icermesi olabilir. Bu durum 6&grencilerin
egitimin ne oldugu ve nasil yapilmasi gerektigiyle ilgili cagdas distincelere sahip olsalar da, 6gretmen
olduklarinda 6grenme ve 6gretme kuramlari ile uygulama arasindaki iliskiyi kurmada, strecteki celiskileri
gidermede sorunlar yasamalarina neden olabilir. Cinkiu 6nemli olan inanglarin ne diizeyde davranisa
doénustirebildigidir.

Sonug olarak bu arastirma pedagojik formasyon programina katilan 6grencilerin egitim inanglarinin
genel olarak mevcut programin temelini olusturan felsefeye daha yakin oldugunu, bununla birlikte
Daimicilik egitim felsefesinin “yiiksek”, “Esasicilik” egitim felsefesinin de “orta” diizeyde benimsendigini
gostermistir. Bu durum 6grencilerin egitim inanglarinin tam olarak ayrismadigini veya olgunlasmadigini
distndirmektedir. Arastirmada ayrica cinsiyet, yas, medeni durum, ¢ocuk sahibi olma, mezun olunan
lise, mezun olunan fakiilte ve bdliim, 6gretmenlik deneyimine sahip olma ve bu deneyimin edinildigi
kurum degiskenlerinin egitim inanglarinda anlamli farkhliklar yarattigi, egitim inanglarinin olusmasinda
egitim hayatlari boyunca karsilastiklari 6gretmenlerin daha etkili oldugu saptanmistir. Bu dogrultuda
O0gretmen adaylarina sadece 06gretmenlik meslek bilgisi ve becerilerini gelistirmelerine degil
uygulanmakta olan programin yapisina uygun olan egitim inanglarini giiclendirmeye ve inanglarinda var
olan tutarsizliklari da anlamalarina ve gidermelerine yardim edilmesi gerektigi séylenebilir. Ogretmen
adaylarinin inanglar Gzerinde istenen etkiyi yaratmak icin (degistirme veya gelistirme) alistiklarindan
farkh 6grenme ortamlari ve siregler olusturulmasi, daha 6nce deneyimlemedikleri 6gretim sireglerini
icsellestirmelerini kolaylastiracak kaynaklar kullaniimasi ve yasamla iliskisinin yliksek diizeyde kurulmasi
onerilebilir. Ayrica farkh 6gretim uygulamalari iceren somut 6rnekler (6rnek dersler, video kayitlari,
mikro 6gretim uygulamalari, rol oynama vb.) lizerinde bu uygulamalarin temelinde yatan inanglarin
tartisiimasi 6grencilerin farkh inanglarin 6grenme (izerindeki etkilerini degerlendirmelerine yardimci
olabilir. Egitim ve Ogretimin nasil olmasi gerektigiyle ilgili kisisel inancglarin olusumu mesleki gelisim ve
deneyimlerle de devam eden bir sirectir (Lucas, 2006, Akt. Tupas & Pendon, 2016). Bu nedenle hizmet
ici egitimler sirasinda da 6gretmenlerin kendi egitim inanglari ve sinif ortamina yansimalari lzerinde
disiinmelerine zemin hazirlayan tartisma ortamlar yaratilmasi, 6gretimi planlama ve uygulama
galismalari (drama, mikro 6gretim uygulamalari, rol oynama vb.) yapilarak, kendilerini ve birbirlerini
degerlendirmelerinin saglanmasi, ¢cagdas 6grenme-6gretme siiregleri ve alternatif teknikler konusunda
donanimlarinin  glglendirilmesi  onerilebilir.  Bu c¢alismanin  bulgulart  sinirhliklar  6lglslinde
degerlendirilmelidir. Calisma nicel bir ¢alismadir, 6gretmen adaylarinin egitim inanglari ve egitim
inancglarinin gelismesini etkileyen faktorleri daha derinlemesine inceleyen nitel calismalarla daha
bitiinciil bir bakis saglanabilir. Ayrica bu calismanin katiimcilari Cukurova Universitesi Egitim
Fakultesinde verilen pedagojik formasyon sertifika programina katilan 6grencilerdir. Farkl
Universitelerde bu programa katilan Ogrencilerle yapilacak galismalarla bulgularin genellenebilirligi
arttirabilir.
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