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Educational philosophies and teaching-learning conceptions adopted by teachers are
among the most important factors affecting their classroom practices. For this reason, in
this study, teachers' levels of educational philosophy, their levels of teaching-learning
understanding, the relationship between these two variables and to what extent
educational philosophies predict teaching-learning conceptions were examined. A
correlational survey model was employed in the research. The sample of the study
consists of teachers working in primary schools, secondary schools and high schools
affiliated with the Ministry of Education in the 2022-2023 academic year. To collect data,
a 40-item scale prepared by Ekiz (2005) to measure teachers' tendencies in educational
philosophies and the "Teaching and Learning Conceptions Scale" adapted to Turkish by
Aypay (2011) were used in the study. As a result of the research, it was seen that the
teachers adopted the philosophy of progressivism at the highest level. This philosophy
is followed by reconstructionism, perennialism and essentialism, respectively. It was
determined that the teachers adopted the constructivist approach at a high level and the
traditional approach at a moderate level. In the study, relations were found between the
preferred educational philosophy and the teaching-learning approach at different levels
and directions. According to the research findings, educational philosophies are a strong
predictor of teaching-learning conceptions.
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Ogretmenlerin benimsedikleri egitim felsefeleri ve gretme-6grenme yaklagimlari, siif ici
uygulamalarim etkileyen en Onemli faktdrler arasindadir. Bu sebeple bu calismada
Ogretmenlerin egitim felsefesi diizeyleri, 6gretme-6grenme anlayislari diizeyleri, bu iki
degisken arasindaki iliski ve egitim felsefelerinin 6gretme-6grenme anlayisini ne diizeyde
yordadig1 incelenmistir. Arastirmada korelasyonel tarama modeli kullanilmistir. Calismanin
Orneklemini 2022-2023 egitim-6gretim yilinda MEB’e bagh ilkokul, ortaokul ve liselerde
gorev yapan Ogretmenler olusturmaktadir. Arastirma verilerini toplamak icin Ekiz (2005)
tarafindan 6gretmenlerin egitim felsefesi inanglarini 8lgmeye yonelik hazirlanan 40 maddelik
dlgek ve Aypay (2011) tarafindan Tiirkge’ye uyarlanan “Ogretme ve Ogrenme Anlayislari
Olgegi” kullanilmustir. Arastirma sonucunda Ogretmenlerin ilerlemecilik felsefesini en
yiiksek diizeyde benimsedikleri goriilmiistiir. Bu felsefeyi sirasiyla yeniden kurmacilik,
daimicilik ve esasicilik takip etmektedir. Ogretmenlerin yapilandirmaci yaklagimi yiiksek
diizeyde, geleneksel yaklasimi ise orta diizeyde benimsedikleri saptanmistir. Calismada
tercih edilen egitim felsefesi ile Ogretme-6grenme anlayisi arasinda degisik diizey ve
yonlerde iligkiler bulunmustur. Arastirma bulgularina gore egitim felsefeleri 6gretme
anlayisinin giiglii bir yordayicisidir.
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Giris

Egitimin niteligini belirleyen dnemli unsurlardan biri égretmenlerdir. Iginde bulundugumuz
bilgi ve iletisim ¢ag1 hem egitime olan ihtiyaci siirekli artirmakta hem de ¢agin ihtiya¢ duydugu
Ozelliklere sahip bireylerin ancak etkili okul ve bu okullarin en énemli unsuru olan etkili 6gretmenlerle
yetisebilecegi gergegini ortaya koymaktadir (Dogan, 2020). Ogretmenlerin mesleki bilgi ve becerilerinin
yani sira egitime iliskin yaklasimlari, felsefeleri ve bunlarin sonucu olan uygulamalar1 egitimin
niteligini biiyiik dlgiide etkilemektedir (Selcuk ve digerleri., 2021). Ogretmenlerin programlari islevsel
bir sekilde ise kosmalarini, simif uygulamalarinda {iistlendikleri rol ve sorumluluklari, diisiinmeyi
gelistirmeye yoOnelik uygulamalar gerceklestirmelerini etkileyen kritik degiskenlerden biri
benimsedikleri egitim inanglaridir (Tunca ve digerleri, 2015). Ogretmenin mesleki becerileri ve
benimsedikleri egitim inanglar1 programin beklentilerini karsilayacak nitelikte degilse, en iyi hazirlanan
program bile uygulamada iglevsel olma ozelligini yitirir (Tunca, 2012). Ogretmenlerin smif igi
uygulamalarmin sekillendiricisi olan egitim inanglarin tespit edilmesi, onlarin uygulamalarinin

anlasilmasi ve agtklanmasi i¢in 6nemli ve gereklidir (Altinkurt ve digerleri., 2012).

Egitsel amaglarin olusturulmasinda, egitim programinin big¢imlendirilmesinde, 6gretim
ortaminin belirlenmesinde ihtiya¢ duyulan cerceveyi felsefe saglar (Kumral, 2014). Egitim felsefesi,
egitimin amaclarini bicimlendirerek, programlara ve 6gretim uygulamalarina yol gosterir (Tuncel, 2019,
s. 42). Yargi'ya (2019) gore egitim felsefesi egitimde arzulanan hedefleri gerceklestirmeyi saglamak igin
sistemli bir bigimde diisiinmektir. Egitim felsefesi, egitimcilerin 6grenme ve 6gretmeye dair ilkeleri,
inanglar1 ve kanilar1 seklinde tanimlanmaktadir (Haney ve digerleri., 2003). Egitim felsefesi, her seyden
once 0grenme eyleminin nasil gerceklestigi, 6gretim siirecinde hangi yontem ve materyallerin ise
kosulmasinin faydali oldugu gibi konularda kararlarin felsefi yonelimlerle alinmasini saglar (Karadag
ve digerleri., 2009). En genis tanimiyla sistemli ve kapsayici bir diisiinme pratigi diyebilecegimiz felsefe
ile bireylerin toplumsal hayat1 gelistirmesi ve degistirmesi amaciyla donamim kazanmasin saglayan
egitimin birlestirilerek 0grencilerin en ideal sekilde yetistirilmesi amaglanmistir. Egitim felsefesinde
ogrencinin kendisine verilen bilgiyi nasil isleyecegi, sorgulama siireclerinden gecirerek bilgiye
kendisinden neler katacag ve o bilgiyi en iyi bir sekilde nasil yansitacaginin sistematigini kazandirmak

en dnemli gayedir.

Egitim programlar gelistirilirken, o programin bireylere kazandirmak istedigi nitelikler
programin temelindeki felsefeden etkilenir ve 6gretme-6grenme uygulamalar: da yine felsefe dikkate
alarak diizenlenir (Hayirsever ve Oguz, 2017). Egitim felsefesi dgretmenin egitim ile ilgili tiim
unsurlar: dikkate alarak uygulamalarinin anlamini ve 6nemini gérmesini saglar (Coban, 2002). Insanin
degeri, egitimin insan hayatindaki 6nemi, islevi, bireyin ve toplumun hayat standartlarini yiikseltmek

i¢in gerekli olan bilgi, beceri ve yeteneklere iliskin konularla ilgili sorulara verilen cevaplara gore cesitli
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egitim felsefeleri ortaya ¢ikmistir (Kozikoglu ve Uygun, 2018). En temel egitim felsefeleri sunlardir:

Daimicilik, esasicilik, ilerlemecilik ve yeniden kurmacilik.

Daimicilik, realist ve idealist felsefelerini temele alan, mutlak ve degismez evrensel ilkeler ile
gelenege deger veren bir egitim yaklasimdir (Simsek, 2020). Dort felsefe icinde en tutucu, en geleneksel
ve degistirilemez olan daimiciliktir (Coban, 2002). Daimiciler Aristoteles’in insanlar1 akilli bireyler
olarak tanimlamasindan yola ¢ikarak, okullar1 insan zihninin gelistirilmesi i¢in olusturulmus kurumlar
olarak goriirtiler (Tuncel, 2019). Daimicilik fiziksel ve kiiltiirel farklar1 énemsemeden insani “insan”
olarak ele alir ve insan dogasinin degismez oldugunu savunur (Akpinar, 2020, s. 71). Ahlaki ilkeler ve
insan tabiati degismezdir ve insanlarin egitiminde bu degismez ilkeler yol gosterici olmalidir.
Ogrencinin pasif, 6gretmenin aktif oldugu daimicilik akimina gore okul hayatin kendisi degil hayata
hazirliktir (Demirel, 2017, s. 19). Daimici akim i¢in okul, kiiltiirel mirasin korundugu ve yeni nesillere

aktarildigl, manevi degerlerle nesillerin yetistirildigi mekanlardir (Fer, 2020, s. 287).

1930’]larda ortaya gikan esasicilik akiminin kurucusu William C. Bagley’dir (Akpinar, 2020, s.
73). Esasicilige gore insan dogustan bilgiye sahip degildir, sonradan birey tarafindan bilgi edinilir
(Altinkurt ve digerleri., 2012). Dogustan hicbir bilgi ve beceriye sahip olmayan 6grenci sorgulamaktan
cok bilgiyi pasif olarak alir (Giiglii, 2018, s. 144). Ogretmen merkezli olan esasicilik yaklasiminda, ezbere
dayal bilgi tiimevarim yoluyla 6grencilere aktarilir (Yargi, 2019). Bu felsefeye gore egitimin bireyleri
toplumsallastirmak, kiiltiirel degerleri aktarmak, kiiltiirel mirasa sahip ¢ikmak ve potansiyel toplumsal
catismay1 engellemek gibi toplumsal gorevleri vardir (Kaygisiz, 1997). Esasicilik okulda ve toplumda
kabul edilmis kurallara uygun olan otoriteye sayg1 gosterilmesinin bir deger olarak verilmesini fikrini
savunur. Daimicilie benzer olarak programin konu ve Ogretmen merkezli gelistirilmesinin
gerekliligini savunan esasicilik, egitim kurumlarinin en temel gérevinin, bireylere temel ilmi disiplinleri

ve ihtiya¢ duyduklar bilgileri kazandirmak oldugunu one siirer (Coskun, 2019).

Ilerlemecilik, toplumsal ilerlemenin hizina gore ayarlanan bir egitim sistemi olusturmayi
amaclamaktadir (Radu, 2011). Pragmatik felsefenin egitimdeki uygulamasi olan ilerlemecilik, evrendeki
esas gercekligin stireklilik gostermedigi ve degisim i¢inde oldugu ana savindan yola ¢ikar (Tuncel,
2019). Daimicilik ve esasicilikten farkli olarak degismez ve evrensel kesin dogrular1 reddeder, bilginin
mutlak degil yeni durumlarda degisebilecegini vurgular (Altinkurt ve digerleri., 2012). lerlemecilik
felsefesine gore egitim, 6nceden belirlenen bir konuyu dogrudan aktarmak yerine, 6grencilere konuyu
Oogrenmek icgin gerekli olan becerileri 6gretmek; aktif katilim saglayarak kendi kendine &grenmeyi
cesaretlendirmek anlamina gelir (Labaree, 2005). Egitim felsefesi olarak ilerlemecilik, 6grencilerin ilgi
duyduklar1 6grenme faaliyetlerine aktif olarak katildiklarinda anlamli 6grenmenin gerceklestigini
inancini savunur. Ogretim durumlari olarak 6grenci merkezli yaklagimlarin kullanilmasini savunur
(Aslan, 2017). Ilerlemeci yaklasima gore, okullar toplumu minyatiir halidir ve &grencilerin gelecekte

karsilarina ¢ikabilecek gercek yasam problemlerine odaklanmalar1 gerekir (Moss ve Lee, 2010).
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flerlemecilik akimmin devami niteliginde olan yeniden kurmacilik felsefesinin ayirt edici
ozelligi yeni bir toplum insa etme amacidir (Aslan, 2017). Yeniden kurmacilik egitim felsefesi pragmatik
ve varoluscu felsefelerine dayanmaktadir (Kozikoglu ve Uygun, 2018). Yeniden kurmacilik, gegmisin
toplumsal deger ve olgularina dayali olan muhafazakar kuramlara tamamen bir kars: ¢ikar (Biger ve
digerleri., 2013). Bu yaklasim, okullarda degisim ve doniisiim gergeklestirerek, toplumu yeniden
diizenlemeyi ve demokratik esaslara dayanan yeni bir diizen kurmay1 hedefler. Yeniden kurmacilik
reformist bir yaklagimla toplumun okullar vasitasiyla siirekli olarak degistirilmesinin gerekliligini
savunur (Yargi, 2019). Yeniden kurmacilar okullar1 sadece problemlerin analiz edildigi degil aym
zamanda Snemli meselelere ¢oziim tavsiyelerinin onerildigi ve ihtiya¢ halinde degisim icin harekete
gecilen yerler olarak gormektedir (Karadag ve digerleri., 2009). Sosyal reformlarin gergeklestirilmesi
icin bir degisim vasitasi olarak kabul edilen egitimin oncelikli amaci, 6grencileri bu degisimde aktif rol
oynayacak sekilde hazirlamaktir (Abali-Oztiirk ve Bilgen, 2018). Ogretmenlerin rolii grencileri sosyal

reformlar i¢in tesvik etmek ve yonlendirmektir (Magulod, 2017).

Ogretmenler hizmet dncesinde belirli bir felsefi yaklasima gére egitim alsalar da onlarin goriis
ve inaniglarinin gelismesinde kisisel 6zellikleri, icinde bulunduklar: sosyal gevre ve okul ortami gibi
faktorler de etkili olmaktadir (Doganay ve Sari, 2003). Bu sebeple benzer egitim alan 6gretmenler, farkl
felsefi goriise sahip olabilmektedir ve onlarin bu goriisleri onlarin siuf ici uygulamalarinda
belirleyicidir. C)gretmenlerin egitim hakkindaki gortis ve inanglari, verdikleri egitimin iizerinde biiyiik
etkiye sahiptir. Ulkemizin her kisesinde ayni egitim programi uygulanmasina ragmen, sinif ortaminda
Ogretmen uygulamalar1 arasinda farkliliklar vardir ki bunun en belirgin sebebi 6gretmenin bilgi, beceri
ve inaniglarinin uygulamasina yansimalaridir (Duman, 2008). Egitim programlari hangi egitim felsefesi
temel alinarak hazirlanirsa hazirlansin, programin uygulanma asamasinda 6gretmenin benimsedigi
felsefe de onemlidir. Eger egitim programlar: ile onu ise kosan dgretmenin felsefeleri uyusmuyorsa,
uygulamaya koyulan egitim programinin ve nihayetinde yeni diizenlemelerin istenilen sonuca
ulasmasi miimkiin olmayacaktir (Kumral, 2014). Ogretmenler bilingli olarak yapmasalar da
benimsedikleri egitim felsefesi onlara egitim ve 6gretime bir bakis acis1 saglamakta ve uygulamalarini

sekillendirmektedir.

Ogretmenlerin smif i¢i uygulamalarini etkileyen bir diger faktor de onlarin 6gretme-6grenme
anlayisidir. Ogretme—égrenme anlayislar egitimcilerin uygulamada siklikla kullandiklar1 6gretme ve
ogrenme yontemlerine dair inanglarmi ifade etmektedir (Chan, 2004). Ogretmenlerin bu inanglari,
Ogretme ve 6grenmenin ne anlama geldigi ve 6gretmen ile 6grencilerin bu siiregte iisteledikleri rolleri
kapsamaktadir (Chan ve Elliot, 2004). Ogretim faaliyetlerini uygulayan egitimcilerin §gretme-6grenme
anlayiglari, programin temelindeki anlayisa uygun ders faaliyetleri yiiriitmesinde nemlidir. Ogrenme
ve 0gretmede geleneksel ve yapilandirmaci olarak adlandirilan ve birbirine tamamen zit olan iki temel

anlayis vardir (Aypay, 2011; Chan, 2004).
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Geleneksel 6gretme-6grenme anlayisinda 6grenciler, bilgiyi alma siirecinde pasifken, bilginin
aktaricisi olan 0gretmen sinifta tek otorite konumuna sahiptir (Aytac ve Uyangor, 2020; Fox, 2001).
Geleneksel simiflarda, bilgiler didaktik olarak verilir, temel becerilerin &gretimi vurgulanir (Sénmez-
Ektem, 2018). Sabit, net, degismeyen bir deger olarak algilanan bilgi bireysel farkliliklar goz ardi
edilerek 6gretmen tarafindan 6grenciye aktarilir (Yildizli ve digerleri., 2017). Ancak degisen ve gelisen
toplumsal ve kiiresel yasamin ihtiyaglarini karsilayabilmek icin gereken bilgi ve yeterliliklerin de
farklilastigi, bu yeni bilgi ve becerileri kazanmanin yolunun ise egitim anlayisinin degismesinden
gectigi anlasilmistir (Yildizli ve digerleri., 2017). Bu siirecte daha fazla bilmek yerine yasama
yansitilabilen becerilere sahip olmak 6nemli hale gelmis (Bas ve digerleri., 2021), 6grenme siirecinde
O0grenenin merkezde oldugu, rol ve sorumluluklarinin artti$1 yaklasimlar programlara yon vermeye
baslamustir. Ogretim programlarina yansiyan bu yonelimlerden biri de yapilandirmact &gretme-
O0grenme anlayisidir. 1980’lerde giindeme gelen bu yaklasim, bireyin diinyayi, gergekligi ve iginde
bulundugu cevreyi ge¢mis yasantilarina dayali bir bicimde yorumlayarak anlamlandirdigr goriistine
dayanur (Duman, 2020). Temellerini Piaget ve Vygotsky'nin kuramlarindan alan yapilandirmact
anlayisa gore bilginin yapilandirilmas: siirecinde denetim Onemlidir (Aypay, 2011) ve &grenenler
O0grenme siirecinde aktif katilim gostermelidir (Aypay, 2011; Brooks ve Brooks, 1999; Richardson, 2003).
Yapilandirmaci anlayisa gore birey dis uyaranlar: pasif bir sekilde almaz, onlar1 6ziimseyerek bilgiyi
etkin olarak olusturur (Bas ve Beyhan, 2013). Kisaca yapilandirmacilik, yeni deneyimlerimiz ile 6nceki
bilgilerimizi iliskilendirerek 6grenmenin gergeklestigi anlayisina dayamir; bildiklerimize dayanarak
yeni anlayislar inga edilir (Fox, 2001; Sherman ve Kurshan, 2005). Ulkemizde 2005 yilindan itibaren
Ogrenen merkezli egitim anlayisina egitim programlarinda yer verilerek, yapilandirmaci yaklagim
benimsenmeye baslanmistir. Yapilandirmacilikla birlikte 6grencilerin kendi 6grenme sorumluluklarini

alacaklar1 ortamlar hazirlanarak, is birligine dayali olarak ¢alismalarina olanak verilmektedir.

2005-2006 egitim-6gretim yilindan itibaren kullanilan programlar ilerlemecilik ve yeniden
kurmacilik felsefelerini temel aldigina gore hali hazirda gorev yapan tim Ogretmenlerin
uygulamalarimin bu yénde olmast beklenir. Ancak bir¢ok arastirmaci teorik olarak programlarda
ilerlemecilik akimi temel alinsa da okullarda ¢ogunlukla esasicilik ve daimicilik akimlarinin
uygulandigin ileri stirmektedir (Bas, 2011; Bulut, 2008; Duman ve Ulubey, 2008). Teoride geleneksel
felsefi inanglardan cagdas felsefi inanglara ve 6gretimde yapilandirmaci yaklasima bir gegcis varken,
alan yazinda bu gecisin uygulamada ne kadar saglandigini inceleyen ¢alisma sayist azdir.
Ogretmenlerin egitime iligkin felsefi egilimlerinin ve dgretme-6grenme anlayislarinin incelenmesi ve
aralarindaki iligkilerin belirlenmesi, onlarin 6gretmenlik mesleklerini uygularken olusturduklar: siuf

ortami hakkinda bilgi verebilir.

Alanyazin incelendigine 6gretmenlerin ve 6gretmen adaylarmin egitim felsefesi inanglarini
(Altinkurt ve digerleri., 2012; Aslan, 2017; Kumral, 2015; Yarali, 2020), 6gretme-6grenme anlayislarin
(Bas, 2014; Doganay ve Sari, 2003; Engin ve Dasdemir, 2015; Bas, 2019; Isikgoz, 2020) ve bu niteliklerin
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bagka olgularla iligkilerini belirlemeye yonelik (Ayta¢ ve Uyangor, 2020; Bas ve Beyhan, 2013; Bikmaz,
2017; Duman ve Ulubey, 2008; Ekinci, 2016; Sonmez-Ektem, 2018; Yildizli ve digerleri., 2017; Yilmaz ve
Sahin, 2011) pek ¢ok calismaya rastlanmistir. Ancak bu iki degiskenin birbirleri ile iliskisini inceleyen
¢ok az arastirma mevcuttur. Alan yazindaki mevcut c¢alismalar 6gretmen adaylarina (Aslan, 2018;
Aytag, 2020), matematik 6gretmenlerine (Meral, 2014), liselerde gorev yapan 6gretmenlere (Bas, 2015;
Yalgin Incik, 2018) yapilmisken, bu arastirma tiim kademelerde (sinuf 6gretmenleri, ortaokul ve liselerde
gorev yapan brans 6gretmenleri) gorev yapan ogretmenler ile yiiriitiilmiistiir. Genis bir 6rneklemle
calisilmasi biittinciil bir bakis agis1 sunmasi agisindan 6nemlidir. Bu ¢alisma, 6gretmenlerin 6gretme
yaklasimlar: ile egitim felsefeleri arasinda teorik olarak var oldugu diisiiniilen iligkiyi elde edilen

verilere dayali olarak bilimsel olarak ortaya koymasi agisindan ilgili literatiire katki saglayacaktir.

Ogretmenlerin ~ gretme-6grenme  anlayislarini  etkileyen faktorlerden en  Snemlisi
Ogretmenlerin benimsedikleri egitim felsefesidir. Bu nedenle d6gretmenlerin egitim felsefesi egilimleri
ile 6gretme-6grenme anlayislar1 arasindaki iliskinin incelenmesi 6nemli ve gerekli goriilmektedir. Bu
baglamda bu ¢alismanin temel amacy; 6gretmenlerin felsefi tercihleri ile 6gretme-6grenme anlayislar:
arasindaki iliskinin belirlenmesidir. Bu genel amag ¢ercevesinde arastirmada asagida siralanan sorulara

yanit aranmagtir:
1.  Ogretmenler farkli egitim felsefelerini hangi diizeyde benimsemektedir?
2. Ogretmenlerin 6gretme-6grenme anlayislari ne diizeydedir?

3. Ogretmenlerin benimsedikleri egitim felsefesi ile 6gretme-6grenme anlayiglar1 arasinda

iligki var midir?

4. Ogretmenlerin benimsedikleri egitim felsefesi, 6gretme-dgrenme anlayislarini anlamli bir

bigimde yordamakta midir?
Yontem
Arastirma Modeli

C)gretmenlerin egitim felsefesi inanglar1 ve 6gretme-6grenme anlayislari arasindaki iliskinin
belirlenmesi amaciyla yapilan bu arastirma nicel arastirmalardan tarama modelindedir. Tarama
arastirmalar1 herhangi bir degisiklik yapmadan, var olan durum veya olaylar1 oldugu sekliyle
betimleyen calismalardir (Tuncer, 2020, s. 223). Tarama modelinde yapilan bu arastirmada tarama
modelinin alt boyutu olan iliskisel tarama modeli kullanilmustir. Iliskisel tarama modelinde amag birden
fazla degiskenin arasinda iligskinin var olup olmadigin belirlemektir (Biiyiikoztiirk ve digerleri., 2018,

s. 16).
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Evren ve 6rneklem

Arastirmanin evrenini Kayseri ilinde MEB’e bagh ilkokul, ortaokul ve liselerde gorev yapan
O0gretmenler olusturmaktadir. Maliyet, emek ve zaman agisindan evrenin tamamina ulasmak miimkiin
olmadigindan, evreni temsilen drneklem belirlenmesine karar verilmistir. Orneklem “basit segkisiz
ornekleme” yontemi kullanilarak secilmistir. Basit seckisiz 6rnekleme, evrende bulunan tiim birimlerin
orneklem olarak secilme sansinin esit ve bagimsiz oldugu bir yontemdir (Biiyiikoztiirk ve digerleri.,
2018, s. 88). 2021-2022 egitim-0gretim yilinda Kayseri ilinde MEB’e bagli okullarda gorev yapan toplam
18185 6gretmen bulunmaktadir (Akman ve digerleri., 2021). Yazicioglu ve Erdogan (2004) bu sayidaki
bir 6rneklem icin %5 orneklem hatasinda en az 278 kisiye ulasilmasi gerektigini hesaplamislardir.
Calisma bu hesaplama g6z oniinde bulundurularak toplamda 471 katiima ile yiiriitiilmiistiir. Tablo

1’de belirlenen 6rneklemin frekans ve yiizde degerleri verilmistir.

Tablo 1. Katilimcilarin demografik 6zellikleri

f %
Cinsiyet Kadin 271 57,5
Erkek 200 42,5
Meslekteki Kidem Yili 1-5 Y1l 39 8,3
6-10 Y1l 108 22,9
11-15 Y1l 106 22,5
16-20 Yil 83 17,6
21 yil ve {izeri 135 28,7
Kademe Tlkokul 156 33,1
Ortaokul 119 25,3
Lise 196 41,6
Mezun Oldugu Lisans Egitim Fakiiltesi 296 62,8
Programi Fen-Edebiyat F. 175 37,2
Toplam 471 100

Tablo 1 incelendiginde 271 katiimcinin kadmn (%57,5), 200 katilmcinin erkek (%42,5) oldugu
goriilmektedir. 39 6gretmen 1-5 y1l mesleki kideme (%8,3), 108 6gretmen 6-10 yil kideme (%22,9), 106
Ogretmen 11-15 yil kideme (%22,5), 83 6gretmen 16-20 yil kideme (%17,6) ve 135 6gretmen 21 yil ve
tizeri kideme (%28,7) sahiptir. 156 6gretmen ilkokulda (%33,1), 119 6gretmen ortaokulda (%25,3) ve 196
Ogretmen lisede (%41,6) calismaktadir. Katilimcilardan 296 (%62,8) 6gretmen Egitim Fakiiltesi mezunu

iken, 175 6gretmen (%37,2) Fen-Edebiyat fakiiltesi mezunudur.
Veri Toplama Araci ve Siireci

Arastirmanin verileri 2022-2023 egitim-0gretim yilinda Kayseri ilinde MEB’e bagl ilkokul,
ortaokul ve lisede ¢alisan 6gretmenlerden okullarini ziyaret ederek yiiz ylize toplanmistir. Bu ¢galismada
Ogretmenlerin egitim felsefesi inanclarmi belirlemek amaciyla Ekiz (2005) tarafindan gelistirilen 40
felsefi maddeden olusan 6lgek kullanilmugtir. Olgekte, dort egitim felsefesinin her biri igin 10 madde
bulunmaktadir. Olgekte ifadeler “Kesinlikle Katiliyorum (5), Katiliyorum (4), Kararsizim (3),
Katilmiyorum (2), Kesinlikle Katilmiyorum (1)” olmak tizere 51i Likert tipi derecelendirilerek

degerlendirilmistir. Ekiz (2005) tarafindan 6l¢egin Cronbach Alpha giivenirlik katsayisi, 6lgegin tamamnu
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i¢in .719, daimicilik boyutu igin .581, esasicilik boyutu i¢in .510, ilerlemecilik boyutu icin .650, yeniden
kurmacilik boyutu icin .486 olarak hesaplanmistir. Mevcut calismada Olgegin tamami icin .826,
daimicilik boyutu igin .750, esasicilik boyutu igin .776, ilerlemecilik boyutu i¢in .737, yeniden kurmacilik

boyutu i¢in .576 olarak hesaplanmistir.

Ogretmenlerin Ogretme-0grenme anlayislarini belirlemek icin kullanilan 6l¢ek Chan ve Elliot
(2004) tarafindan gelistirilmis ve Aypay (2011) tarafindan Tiirk¢e’ye uyarlanmustir. “C)gretme ve
Ogrenme Anlayislar1 Olgegi” 2 faktorliidiir ve dlgegin 18 maddesi geleneksel anlayisi, 12 maddesi ise
yapilandirmaci anlayist yansitmaktadir. Olgek maddeleri “1 = Hi¢ katilmiyorum, 2 = Katilmiyorum, 3 =
Kararsizim, 4 = Katiliyorum ve 5 = Cok katiliyorum” olmak {izere 5’li Likert olarak derecelendirilmistir.
Olgegin Tiirkgeye uyarlanan versiyonunun iki faktorlii yapisi dogrulayici faktdr analizi ile incelenmis
ve uyum iyiligi indeksleri AGFI= 0.90, GFI= 0.93, CFI= 0.96, NFI= 0.95 ve RMSEA= 0.079 olarak
bulunmustur. Olgegin Cronbach Alpha degerleri yapilandirmaci anlayis boyutu igin .84, geleneksel

anlayis boyutu igin ise .84 olarak belirlenmistir. Mevcut ¢alismada yapilandirmaci anlayis boyutu igin

.86, geleneksel anlayis boyutu igin ise .91 olarak hesaplanmuistir.
Verilerin Analizi

Ogretmenlerin egitim felsefesi inanglarini ve dgretme-6grenme anlayisini belirlemek igin
aritmetik ortalama, standart sapma gibi betimsel istatistikler kullanilmistir. Arastirma verilerinin hangi
yontem (parametrik ya da non-parametrik) kullanilarak analiz edileceginin belirlenmesi i¢in verilerin
normallik dagilimma bakilmistir. Carpiklik katsayismin +1/-1 smurlari arasinda yer aldig:
goriilmektedir. Carpikligin bu smuirlar icinde olmasi normal dagilimin saglandiginin bir gostergesidir
(Bliyiikoztiirk ve digerleri., 2018, s. 40). Olgegin ortalama, ortanca ve modu da birbirine yakin
oldugundan, bu arastirma igin verilerin normal dagildigina karar verilmis ve verilerin analizinde
parametrik testler kullanilmistir. Ogretmenlerin egitim felsefesi egilimleri ile dgretme-6grenme
anlayislar1 arasindaki karsilikli iliski incelenirken Pearson korelasyon analizi kullanilmigtir. Pearson
korelasyon analizinde katsay1 degerleri -1 ile + 1 arasinda degerlendirilmis ve sifira yaklastikga iliski
azaldig1 kabul edilmistir (S6nmez ve Alacapmar, 2019, s. 221). Ogretmenlerin felsefi egilimlerin
Ogretme-O0grenme anlayisindaki degisimi ne Ol¢iide agikladigini belirlemek igin ise basit dogrusal
regresyon ve ¢oklu dogrusal regresyon analizi yapilmistir. Regresyon analizlerinin yapilabilmesi igin
yeterli 6rneklem biiyiikliigiine ulasildigindan, bu analiz i¢in diger varsayimlar test edilmistir. Bagiml
ve bagimsiz degiskenler arasinda iligkiyi belirlemek i¢in sagilim grafikleri incelenmis ve degiskenler
arasinda dogrusal iliskinin oldugu goriilmiistiir. Degiskenler arasinda ¢oklu baglantililik probleminin
olup olmadigimi belirlemek icin degiskenler arasindaki korelasyon katsayilar1 hesaplanmistir. Bu
degerlerin 0,79 ve 0,33 arasinda oldugu goriilmiis ve korelasyon kat sayis1 0,80"den kiigiik oldugu icin
¢oklu baglantililik probleminin olmadig1 sonucuna varilmistir (Can, 2018). Gozlem degerleri i¢inde ug

degerleri belirlemek igin hata istatistikleri tablosu incenmis ve Cook Distance degerinin 1'den kiigiik
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oldugu goriilmiistiir. Bu degerin 1'den kiiciik olmasi ug degerlerin olmadig: seklinde yorumlanmusgtir.

Yapilan analizler sonucunda eldeki verilerin regresyon analizi i¢in uygun oldugu goriilmiistiir.
Arastirmanin Etik izinleri

Yapilan bu ¢alismada “Yiiksekdgretim Kurumlari Bilimsel Arastirma ve Yayin Etigi Yonergesi”
kapsaminda uyulmasi belirtilen tiim kurallara uyulmustur. Yonergenin ikinci boliimii olan “Bilimsel
Arastirma ve Yaymn Etigine Aykir1 Eylemler” bashg: altinda belirtilen eylemlerden higbiri

gerceklestirilmemistir.

Etik kurul izin bilgileri: Etik degerlendirmeyi yapan kurul ad1 = Erciyes Universitesi Sosyal ve Begeri

Bilimler Etik Kurulu
Etik degerlendirme kararinin tarihi= 31.01.2023
Etik degerlendirme belgesi say1 numarasi= 35
Bulgular

Arastirmanin birinci alt problemi gercevesinde 4 alt boyuttan olusan “egitim felsefesi inanglar1”
dlgeginden elde edilen verilerin ortalama ve standart sapma degerleri incelenmistir. Ogretmenlerin

egitim felsefelerine yonelik diizeyleri ile ilgili elde edilen bulgular Tablo 2’de sunulmustur.

Tablo 2. Ogretmenlerin egitim felsefelerine yonelik betimsel istatistikler

Boyutlar n X SS Diizey

Daimicilik 471 2,7953 ,62117 Kararsizim
Esasicilik 471 2,6815 ,66603 Kararsizim
Ilerlemecilik 471 3,8450 ,52130 Katiliyorum
Yeniden Kurmacilik 471 3,4815 ,49433 Katiliyorum

Tablo 2'de Ogretmenlerin benimsedikleri egitim felsefelerine iliskin degerlendirmeleri yer
almaktadir. Her alt faktor icin elde edilen puanlarin ortalamalar: biiyiikten kiiclige siralandiginda,
Kayseri ilinde gorev yapan dgretmenlerin en yiiksek ortalamaya ilerlemecilik felsefesi alt boyutunda
sahip oldugu (X=3,8450) goriiltstiir. Bu ortalamay sirasiyla yeniden kurmacilik (X=3,4815), daimicilik
(X=2,7953) ve esasicilik (X=2,6815) felsefelerinin izledigi belirlenmistir. Aragtirmanin ikinci alt
problemine gore Ogretmenlerin 6grenme Ogretme anlayigslar1 incelenmis, bulgular Tablo 3’'de

verilmistir.

Tablo 3. Ogretme-6grenme anlayisina iliskin betimsel istatistikler

Boyutlar n X SS Diizey
Yapilandirmaci 471 4,2753 ,55930 Tamamen Katiliyorum
Geleneksel 471 2,7427 ,75137 Kararsizim

Tablo 3 incelendiginde 6gretmenlerin yapilandirmac: yaklagimi (X=4,2753) ytiksek diizeyde ve
geleneksel yaklagimi orta diizeyde (X=2,7427) benimsedikleri gortilmiistiir. Arastirmada ayrica
Ogretmen benimsedikleri felsefeler ile 6gretme-6grenme anlayislar1 arasindaki iliski de incelenmistir ve

elde edilen bulgular Tablo 4'te verilmistir.
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Tablo 4. Ogretmenlerin benimsedikleri egitim felsefesi ve 6gretme-6grenme anlayisina yonelik korelasyon
analizi sonuclar

Yapilandirmaci Geleneksel
Daimicilik r -,194** ,704%*
p ,000 ,000
n 471 471
Esasicilik r -, 217%* ,768%*
p ,000 ,000
n 471 471
[lerlemecilik r ,636* -,108*
p ,000 ,019
n 471 471
Yeniden Kurmacilik r ,A478%* ,036
p ,000 ,173
n 471 471

Tablo 4 incelendiginde Ogretmenlerin felsefi egilimleri ile Ogretme-6grenme anlayislar
arasinda diistik, orta ve yiiksek diizeyde anlamli iligkilerin var oldugu goriilmiistiir. Daimicilik (r=,194;
p<.01) ve esasicilik (r=-,217; p<,01) ile yapilandirmaci yaklasim arasinda ters yonlii diisiik diizeyde
anlaml bir iligki belirlenmistir. flerlemecilik (r=-,636; p<,01) ve yeniden kurmacilik (r=478; p<,01)
felsefeleri ile yapilandirmacilik arasinda ise pozitif yonlii orta diizeyde iliski oldugu belirlenmistir.
Benzer sekilde daimicilik (r=-,704; p<,01) ve esasicilik ile (r=-,768; p<,01) geleneksel yaklasim arasinda
yliksek diizeyde pozitif yonlii iliski belirlenirken, ilerlemecilik (r=-,108; p<,05) ile geleneksel anlayis
arasinda ters yonlii diisiik diizeyde iliski bulunmustur. Arastirma bulgularina gore, yeniden kurmacilik
(r=-,194; p>,05) ve geleneksel Ogretme-6grenme yaklasimi arasinda iliski belirlenememistir.
Arastirmanin alt amagclarindan biri olan egitim felsefelerinin 6gretme-6grenme anlayisini yordama

durumunu belirlemek icin regresyon analizi yapilmis ve sonuglar Tablo 5'de sunulmustur.

Tablo 5. Egitim felsefelerinin 6gretme-6grenme anlayisini yordamasina iligkin analiz sonuclar:

o Standart
Degisken B Hata s Beta t p
Sabit ,747 ,144 5,199 ,000
Egitim Felsefesi ,815 ,045 ,645 ,255 ,000

R=645 R?>=415 Fau9=334,58 p=,000

Ogretmenlerin felsefi egilimlerin ogretme-6grenme anlayisindaki degisimi ne olciide
acikladigini belirlemek igin yapilan basit dogrusal regresyon analizi sonucunda modelin bir biitiin
olarak anlaml oldugu (Fqs9)= 334,587, p < 0.01) ve egitim felsefelerin 6gretme-6grenme anlayigindaki
varyansin yaklasik %41,5ini agikladig1 gortilmiistiir (R=,645 R?=415). Bu bulgu, egitim felsefesi
inanglarinin  0gretmenlerin 0gretme-0grenme anlayislar1 icin gliclii bir yordayiaa oldugunu
gostermektedir. Dort egitim felsefesinin yapilandirmaci 6gretme-6grenme anlayis1 yordamasina iliskin

¢oklu regresyon analizi bulgulari Tablo 6’da verilmistir.
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Tablo 6. Yapilandirmact anlayis diizeyinin yordanmasina iligkin yapilan coklu regresyon analizi sonuclar:

Degisken B ngfaa;t Beta t p

Sabit 2,044 ,178 11,467 ,000
Daimicilik -, 135 ,052 -, 150 -2,604 ,010
Esasicilik -,036 ,048 -,043 -,746 456
Ilerlemecilik ,572 ,054 ,533 10,649 ,000
Yeniden Kurmacilik ,146 ,057 ,129 2,567 ,011

R=,663 R?=,434 Fua46=91,194  p=,000
*p<.05, **p<.01

Ogretmenlerin felsefi egilimlerinin yapilandirmaci 6gretme-dgrenme anlayisindaki degisimi ne
oOl¢iide agikladigini belirlemek i¢in yapilan ¢oklu dogrusal regresyon analizi sonucunda modelin bir
biitiin olarak anlamli oldugu (F(4,466)= 91,194, p<,01) ve egitim felsefelerin yapilandirmaci anlayis
diizeyindeki varyansin yaklasik % 43,4'tinii agikladig1 goriilmiistiir (R=,663, R2 =434). Standardize
edilmis regresyon katsayisina gore yordayici degiskenlerin, yapilandirmaci yaklasim diizeyi tizerindeki
goreli onem sirasy; ilerlemecilik (B = ,533), daimicilik (f = -,150), yeniden kurmacilik ( = ,129) ve
esasicilik (f = -043) seklinde siralanmaktadir. Regresyon katsayisinin anlamli olup olmadigim
belirlemek igin t-testi sonuglari incelenmistir. Test sonuglarina gore yapilandirmaci yaklasim icin
ilerlemecilik ve yeniden kurmacilik pozitif yonlii ve daimicilik ise ters yonlii anlamli bir yordayici iken
esasicilik felsefesinin yapilandirmaci yaklasimi yordamakta etkili olmadig1 goriilmiistiir. Dort egitim
felsefesinin geleneksel 6gretme-6grenme anlayis: yordamasina iliskin ¢oklu regresyon analizi bulgular

Tablo 7'de verilmistir.

Tablo 7. Geleneksel anlayis diizeyinin yordanmasina iliskin yapilan ¢oklu regresyon analizi sonuglar:

Degisken B SEZiast Beta t )

Sabit ,315 ,198 1,588 ,113
Daimicilik ,309 ,058 ,255 5,339 ,000
Esasicilik ,630 ,054 ,559 11,746 ,000
Ilerlemecilik -,063 ,060 -,044 -1,056 ,292
Yeniden Kurmacilik ,033 ,063 -,044 ,529 ,597

R=784 R>=,612 Fuwe=185994 p=,000

C)gretmenlerin felsefi egilimlerinin geleneksel 0gretme-6grenme anlayisindaki degisimi ne
Ol¢lide agikladigini belirlemek igin yapilan ¢oklu dogrusal regresyon analizi sonucunda, modelin bir
biitiin olarak anlamli oldugu (F(4,466)= 185,994, p<,01) ve egitim felsefelerinin geleneksel anlayig
diizeyindeki varyansin yaklasik % 61,2’sini agikladig1 goriilmiistiir (R=,784, R2 =,612). Standardize
edilmis regresyon katsayisina gore yordayici degiskenlerin, geleneksel yaklasim diizeyi iizerindeki
goreli 6nem sirasy; esasicilik (f = ,559), daimicilik (p = ,255), ilerlemecilik (f = -,044) ve yeniden
kurmacilik (B = -,044) seklindedir. Regresyon katsayisinin anlamhilhigna iligkin t-testi sonuglari

incelendiginde, yapilandirmaci yaklasim icin daimicilik ve esasicilik akimlar: anlamli bir yordayici iken
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ilerlemecilik ve yeniden kurmacilik felsefelerinin geleneksel yaklasimi yordamakta etkili olmadiklar:

gorilmiistiir.
Tartisma ve Sonug

Tiim egitimcilerin bir profesyonel olarak kim olduklarini, neye inandiklarmi ve bu egitim
yolculugunda inanglariin 6gretimlerini nasil etkiledigini sormasi gerekir (Crews ve Glascott, 1998). Bu
dogrultuda bu calismada dgretmenlerin egitim felsefe inanclari ile 6gretme-6grenme anlayislari ve bu
iki degisken arasindaki iliski incelenmistir. Arastirmanin ilk alt problemi dogrultusunda 6gretmenlerin
dort egitim felsefesini benimseme diizeyleri incelenmistir. Egitim felsefelerine yonelik egilimleri
belirleme 6l¢eginin alt boyutlarinin ortalamalarina gore, 6gretmen goriislerinin ilerlemecilik, yeniden
kurmacilik, daimicilik ve esasicilik seklinde siralandig1 goriilmektedir. Arastirmanin sonucunda
Ogretmenlerin, cagdas egitim felsefeleri olarak adlandirilan ilerlemecilik ve yeniden kurmacilik alt
boyutlarinda yiiksek diizeyde katilim gosterdikleri, geleneksel felsefeler olarak kabul edilen daimicilik
ve esasicilik alt boyutlarinda ise orta diizeyde katiim gosterdikleri saptanmistir. Ogretmenlerin
benimsedikleri egitim felsefeleri sinif yonetimi, kullanilan yontem gibi 6gretim siirecinin birgok unsuru
iizerinde etkiye sahiptir (Conti, 2007). Cagdas felsefeler egitim siirecinin tam merkezinde konunun
degil 6grencilerin yer almasi gerektigini savunurlar (Karhoff, 2003; Kooli, ve digerleri., 2019). Bu
sebeple, calismaya katilan Ogretmenlerin cagdas egitim felseflerini benimsedikleri goz oOniinde
merkezli bir yaklasima sahip olduklar1 sdylenebilir. 2005 yil itibariyle uygulanan egitim programlari
da cagdas egitim felsefelerinin 1s181nda gelistirilmistir. Giincel olarak uygulanan programlarin temel
aldigy felsefe ile Ogretmenlerin benimsedikleri egitim felsefesinin ortak olusu, &gretmenlerin bu
programlar1 uygulamalarinda kolaylastirici bir etken olarak goriilebilir. Zira Z6g (2022) ¢alismasinda
cagdas egitim felsefelerini benimseyen Ogretmenlerin geleneksel felsefeyi benimseyenlere kiyasla
programa bagliliklarinin daha yiiksek oldugunu ortaya koymustur. Alanyazin incelendiginde bir¢ok
calismada benzer sonuglara ulagildig1 goriilmektedir. Ogretmen ve 6gretmen adaylari ile yapilan birgok
arastirmada cagdas egitim felsefelerinin geleneksel felsefelere oranla daha yiiksek diizeyde
benimsendigi sonucuna varilmistir (Aslan, 2018; Altinkurt ve digerleri., 2012; Bing6l ve Kinay, 2018;
Doganay ve Sari, 2003; Duman ve digerleri., 2021; Egmir ve digerleri., 2021; Hayirsever ve Oguz, 2017;
Karadag ve digerleri., 2009; Kumral, 2015; Magulod, 2017; Yapici, 2013). Literatiir taramasi sonucunda
bu arastirmalarin bulgularina tezat olusturan sonuglara da ulasilmistir. Cetin ve digerleri. (2012)
calismalarinda 0gretmen adaylarinin geleneksel egitim felsefelerini orta diizeyde ve cagdas egitim
felsefelerini diisiik diizeyde benimsedikleri sonucuna varmislardir. Bicer ve digerleri. (2013)
arastirmalarinda daimiciligi ilerlemecilikten sonra tercih edilen ikinci felsefe olarak belirlemislerdir.
Alanyazin incelemesi Ogretmelerin daimici egitim felsefesinden tamamen kopamadiklarin
gostermektedir (Aslan, 2017; Berkant ve Ozaslan, 2019; Dag ve Calik, 2020; Kozikoglu ve Uygun, 2018;

Taskin, 2020; Tunca ve digerleri., 2015). Bu calismada da daimici ve esasici egitim felsefesi egiliminin
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kararsizim diizeyinde olusu, Ogretmenlerin bu felsefelerden tam anlamiyla uzaklasamadiklarinin
gostergesi olabilir. Alt (2018) 6gretmenlerin inanglarinin, kendi 6grencilik hayatlarinda bilgi edinimine
iliskin kisisel ge¢mislerinden etkilendigini ileri siirmektedir. Bu sebeple, cogunlukla geleneksel egitim
felsefelerinin hakim oldugu ge¢mis programlarla egitim almis olan Ogretmenlerde bu felsefelerin

izlerinin goriilmesi normal karsilanabilir.

Aragstirmanin bir diger bulgusuna gore Kayseri ilinde gorev yapan Ogretmenlerin
yapilandirmact yaklasima dair goriislerinin “tamamen katiliyorum” diizeyinde ve geleneksel
yaklasima dair goriislerinin ise “kararsizim” diizeyde oldugu goriilmektedir. Bulgular 1siginda
O0gretmenlerin yapilandirmaci yaklasimi geleneksel yaklasima tercih ettikleri sdylenebilir. Alan yazin
incelendiginde benzer sonuglara sahip ¢alismalara ulasmak miimkiindiir (Alt, 2018; Aypay, 2011; Aslan,
2018; Aytag ve Uyangor, 2020; Bas ve Sentiirk, 2019; Ekinci, 2016; Engin ve Dasdemir, 2015; Isikgoz,
2020; Sonmez-Ektem, 2018; Yener ve Yilmaz, 2017). Aypay (2011) ve Sonmez-Ektem (2018)
yapilandirmaci yaklasim lehine elde ettikleri bu sonucu 2005 yili itibariyle uygulanan programin
yapilandirmaci yaklasim temel alinarak hazirlanmasina baglamistir. Son 18 yildir uygulanan
programlarda yapilandirmaci yaklasiminin 6gretmenlerin 6gretme-6grenme anlayisini sekillendirmis
olmas1 ve yapilandirmaci 6gretime yonelmelerini saglamasi ¢ok olas1 bir sonugtur. Bas ve Sentiirk
(2019), yapilandirmact yaklasim ile program bagliligi arasinda pozitif yonlii iliski oldugunu ve
yapilandirmaci yaklasim anlayisinin program baghliginin énemli bir yordayicist oldugunu saptamistir.
Programlar hangi goriis ile hazirlanmis olursa olsun, onu ise kosacak dgretmenlerin benimsedikleri
Ogretme-o0grenme anlayisi onlarin siif uygulamalarini ve dolayisiyla programin nasil ise kosuldugunu

etkiler.

Ogretmenlerin egitim felsefesi yonelimleri ile dgretme-6grenme yaklagimlari arasindaki
iliskiler incelendiginde istatistiksel olarak manidar iligkilerin oldugu belirlenmistir. Arastirma
sonucunda yapilandirmact yaklasim ile ilerlemecilik ve yeniden kurmacilik egitim felsefeleri arasinda
orta diizeyde pozitif yonlii anlamli bir iliski belirlenmistir. Ogretmenlerin inandiklari ile uygulamalari
arasinda pozitif yonlii bir iligki olmas1 beklenilen bir durumdur. Benzer sekilde, Kauchak ve Eggen
(2011) de, ilerlemecilik felsefesini, yapilandirmact 6gretim, sorgulayici 6grenme ve 6grenci merkezli
Ogretim stili kavramlariyla iliskilendirmistir. Yapilandirmaci yaklasimin daimicilik ve esasicilik felsefi
akimlart ile arasinda ise diisiik diizeyde ters yonlii anlamli iligki oldugu goriilmiistiir. Ogrenci merkezli
bir yaklasim olan yapilandirmac: yaklasim ile 6gretmenin otoriter oldugu ezbere dayali 6gretimi
savunan geleneksel felsefeler (Conti, 2007) arasinda ters yonlii bir iliskinin olmasi, literatiirde var olan
teorik bilgiyi desteklemektedir. Geleneksel yaklagim ile egitim felsefeleri arasindaki iligkiye
bakildiginda, daimicilik ve esasicilik ile geleneksel yaklasim arasinda ytiiksek diizeyde pozitif yonlii bir
iligki ve ilerlemecilik ile arasinda diisiik diizeyde negatif yonlii bir iliski oldugu goriilmiistiir. Yeniden
kurmacilik ile geleneksel yaklagim arasinda anlamli bir iliski saptanamamustir. Ogretmenin sinuf iginde

rolii, genellikle benimsenen egitim felsefesi tarafindan sekillenir (Fries, 2012). Bu sebeple, geleneksel
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yaklagim ile daimici ve esasici felsefe arasinda pozitif yonlii iliski sasartici degildir ve literatiir
tarafindan destenlenmektedir (Erdem ve Demirel, 2002; Fries, 2012). Sonug¢ olarak, ilerlemecilik ve
yeniden kurmacilik egitim felsefelerini benimseyen 0Ogretmenlerin smif uygulamalarinda
yapilandirmacit yaklasimi tercih etme ve daimici ve esasici 6gretmenlerin ise geleneksel yaklagimi
kullanma egiliminde olduklar1 soylenebilir. Alan yazin incelendiginde, benzer sonuclara sahip
arastirmalara rastlanmistir (Aslan, 2018; Aytag, 2020; Bas, 2015; Incik, 2018; Meral, 2014). Trigwell ve
Prosser’a (1996) gore egitimciler 6gretime iliskin inanglariyla tutarli 6gretim yaklasimlarin1 benimserler.
Bu calismada da benzer sekilde geleneksel felsefeler ile geleneksel 6gretme-6grenme anlayisi arasinda
ve cagdas felsefelerle yapilandirmaci yaklasim arasinda pozitif yonlii iliskiler oldugunu ortaya

cgikarmistir.

Arastirmanin diger bir sonucuna gore Ogretmenlerin egitim felsefesi inanglari, 6grenme
Ogretme anlayislarinin anlamhi bir yordayicisidir ve bu degiskenin toplam varyansmin %41,5'ini
acgiklamaktadir. Alt boyutlar incelendiginde, egitim felsefelerinin yapilandirmaci anlayis diizeyindeki
varyansin yaklasik %43,4'tinti acikladigt ve yapilandirmaci anlayisin en onemli yodayicisinin
ilerlemecilik egitim felsefesi oldugu goriilmiistiir. Yapilandirmaci anlayis igin sirasiyla daimicilik ve
yeniden kurmacilik da yordayici degisken oldugu ortaya cikmistir. Benzer sekilde Bas (2015) yaptig1
calismada yapilandirmact anlayisin en 6nemli yordayicisi olarak ilerlemecilik egitim felsefesini
belirlemis ve bu degiskeni varolusculuk ve yeniden kurmacilik felsefi akimlarinin takip ettigi sonucuna
varmistir. Bu calismadan fakli olarak daimicilik akiminin yapilandirmaci anlayisin yordayicisi olmadig:
sonucuna varmustir. Arastirmada elde edilen bulgular 1s1ginda, egitim felsefelerinin geleneksel
yaklasim i¢in varyansin %61,2’sini agikladig, esasicilik ve daimicilik akimlarinin geleneksel anlayisin
anlamli yordayicilar1 oldugu sonucuna varilmistir. Ilerlemecilik ve yeniden kurmacilik akimlarinin
geleneksel anlayisin yordanmasinda etkili olmadig goriilmiistiir. Bu sonuglar literatiirde bu konu ile
ilgili yapilan caligmalarin sonuglari ile értiismektedir. Aslan (2018) ve Incik (2018) de aragtirmalarinda
geleneksel 6gretme-6grenme anlayisinin geleneksel felsefeler tarafindan ve yapilandirmact yaklasimin
ise cagdas egitim felsefeler tarafindan yordandigi sonucuna varmuslardir. Geleneksel Ogretme
anlayisinin temelinde daimicilik ve esasicilik felsefesinin oldugu, yapilandirmaci yaklasimin temelinde
ise ilerlemecilik ve yeniden kurmacilik felsefelerinin oldugu bilinen bir gercektir. Bu dogrultuda,
daimici ve esasici 6gretmenlerin geleneksel, ilerlemeci ve yeniden kurmacilik felsefelerini benimseyen
Ogretmenlerin ise yapilandirmaci yaklasimi siniflarinda yansitmalari beklenir. Arastirmanin sonuglari

bu bilgi ile uyumludur.
Oneriler

Arastirmanin bulgular1 1s181nda, asagidaki oneriler sunulmustur.

1694



KEFAD Cilt 24, Say1 3, Aralik, 2023

1. Bu calismada Ogretmenlerin egitim felsefesi inanglar1 ve 0gretme-ogrenme anlayislari
Olcekler vasitasi ile belirlenmistir. Ogretmenlerin bu iki degiskene yonelik diizeyleri farkli Slgme

araglar1 kullanilarak belirlenebilir.

2. Calismanin sonucunda Ogretmenlerin ¢agdas egitim felsefeleri benimsemelerine ragmen
geleneksel felsefelere karsi hala kararsiz bir tutum iginde olduklar goriilmiistiir. Ozellikle daimicilik

felsefesinin hala etkili olmasimin sebepleri arastirilabilir.

3. Yapilandirmaci yaklasimi benimseyen 6gretmenlerin sinif uygulamalarinda bu yaklasimi ne

derece yansittiklarina yonelik calismalar yapilabilir.

4. Geleneksel yaklasimi benimseme orta diizeyde oldugundan, bu bulgu siniflarda hala
geleneksel yaklagimin etkilerinin devam ettigini gostermektedir. Ogretmenlere yonelik yapilandirmaci

yaklasimi uygulamaya yonelik egitimler diizenlenebilir.
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Introduction

One of the crucial elements which determine the quality of education is teachers. The
information and communication age we live in not only increases the need for education continuously
but also reveals the fact that individuals equipped with the requirements of the era can be raised only
with effective schools and effective teachers, which are the most important elements of these schools
(Dogan, 2020). In addition to the professional knowledge and ability of teachers, their attitudes towards
education, their philosophies and thus their practices greatly affect the quality of education (Selguk et
al., 2021). The educational philosophy adopted by the teachers is among the critical variables that affect
teachers' implementation of the programs, the roles and responsibilities they undertake in classroom
practices, and the execution of practices to develop thinking (Tunca et al., 2015). If the professional skills
of the teacher and the educational beliefs they adopt are not qualified to meet the expectations of the
program, even the best prepared program loses its functionality in practice (Tunca, 2012). Determining
the educational beliefs that shape teachers' classroom practices is important and necessary for

understanding and explaining their practices (Altinkurt et al., 2012).

Philosophy provides the framework needed in the process of creating educational goals,
shaping the education program, and determining the teaching environment (Kumral, 2014).
Educational philosophy is a discipline that shapes the aims of education and thus guides education
programs and teaching practices (Tuncel, 2019, p. 42). According to Yargi (2019), the philosophy of
education is the act of thinking systematically to attain the desired goals in education. Educational
philosophy can be described as educators' principles, beliefs and opinions about learning and teaching
(Haney et al., 2003). Philosophy of education, first of all, enables decisions to be taken with philosophical
orientations on issues such as how the learning action takes place, and which methods and materials
are useful in the teaching process (Karadag et al., 2009). It is aimed to educate students in the most ideal
way by combining philosophy, which we can call a systematic and comprehensive thinking practice in
its broadest definition, with the education that helps individuals to develop and change social life. In

the philosophy of education, the most important goal is to provide students with the systematics of how
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to process the information given to them, what they can add to the information by going through

questioning processes, and how to reflect that information in the best way.

While developing educational programs, the qualifications acquired by the individuals through
the programs are affected by the philosophy underlying the program, and teaching-learning practices
are also organized by taking philosophy into account (Hayirsever and Oguz, 2017). Philosophy of
education enables the teacher to see the meaning and importance of their practices by taking into
account all the elements related to education (Coban, 2002). Various educational philosophies have
emerged in line with the responses given to the questions about the worthiness of human beings, the
significance of education in human life, its function and the knowledge, skills and abilities necessary to
raise the life standards of the individual and society (Kozikoglu and Uygun, 2018). The most basic

educational philosophies are perennialism, essentialism, progressivism and reconstructionism.

Perennialism is an educational approach that is based on realist and idealist philosophies and
values traditions as well as absolute and unchanging universal principles (Simsek, 2020). Perennialism
is the most conservative, traditional and unchangeable among the four philosophies (Coban, 2002).
Perennialists see schools as institutions established for the development of the human mind, based on
Aristotle's definition of people as intelligent individuals (Tuncel, 2019). Perennialism treats people as
“human” without caring about physical and cultural differences and argues that human nature is
unchangeable (Akpinar, 2020, p. 71). Moral principles and human nature are immutable, and these
immutable principles should guide people's education. Perennialism, one of the traditional educational
philosophies, aims to raise a single type of person (Yargi, 2019). According to the perennialism
approach, school is not life itself but preparation for life (Demirel, 2017, p. 19). For the perennial
movement, schools are places where cultural heritage is preserved and transferred to new generations,

and where generations are raised with spiritual values (Fer, 2020, p. 287).

The founder of the essentialism is William C. Bagley (Akpinar, 2020, p. 73). According to
essentialism, people do not have innate knowledge, knowledge is acquired later by the individual
(Altinkurt et al.,, 2012). The student, who does not have any innate knowledge and skills, receives
information passively rather than questioning (Giiglii, 2018, p. 144). In the teacher-centred essentialism
approach, rote-based knowledge is transferred to students through induction (Yargi, 2019). According
to this philosophy, education has social duties such as socializing individuals, transferring cultural
values, protecting cultural heritage and preventing potential social conflict (Kaygisiz, 1997).
Essentialism advocates the idea of teaching to show respect to the legitimate authority in schools and
society as a value (Tuncel, 2019). Similar to perennialism, essentialism, which argues that the curriculum
should be developed subject and teacher-centred, argues that the most basic duty of educational
institutions is to provide individuals with basic scientific disciplines and the information they need

(Coskun, 2019).
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Progressivism aims to create an education system that is adjusted to the speed of social progress
(Radu, 2011). Progressionism, which is the application of pragmatic philosophy in education, starts from
the main argument that the main reality in the universe is not continuous and is in a state of flux (Tuncel,
2019). Unlike perennialism and essentialism, it rejects immutable and universal absolute truths,
emphasizing that knowledge can change in new situations and is not absolute (Altinkurt et al., 2012).
According to the philosophy of progressivism, education is to teach students the skills necessary to learn
the subject, rather than directly conveying a predetermined subject and to encourage self-learning by
providing active participation (Labaree, 2005). As a philosophy of education, progressivism advocates
the belief that for meaningful learning to occur, students should actively be involved in the learning
activities which draw their attention. It advocates the use of student-centred approaches in teaching
situations (Aslan, 2017). Progressivism, one of the contemporary educational philosophies, is an
educational philosophy that eliminates competition, prioritizes individuality and rejects absolute truths
(Yargi, 2019). Progressives claim that students should concentrate on real-life matters that they will face

at school and in the future as schools are the micro version of society (Moss and Lee, 2010).

The distinctive feature of the philosophy of reconstructionism, which is considered to be a
follow-up of the progressive movement, is its aim to build a new society (Aslan, 2017). Reconstructionist
education philosophy is based on pragmatic and existential philosophies (Kozikoglu and Uygun, 2018).
Reconstructionism completely opposes conservative theories based on social values and facts of the past
(Biger et al., 2013). This approach aims to reorganize society and establish a new order based on
democratic principles by realizing change and transformation in schools. Reconstructionism, which
includes all the features of the progressive education philosophy, advocates the necessity of constantly
changing society through education with a reformist approach (Yargi, 2019). Reconstructors see schools
as places where not only problems are analyzed, but also solutions are suggested for important issues
and action is taken for change when needed (Karadag et al., 2009). The primary purpose of education,
which is accepted as a means of change for the realization of social reforms, is to prepare students to
play an active role in this change (Abali-Oztiirk and Bilgen, 2018). The role of teachers is to encourage

and guide students for social reforms (Magulod, 2017).

Although teachers receive education according to a certain philosophical approach before
service, factors such as their personal characteristics, social environment and school environment are
also influential in the improvement of their views and beliefs (Doganay and Sari, 2003). For this reason,
teachers with similar education may have different philosophical views, and these views are
determinative in their classroom practices. Teachers' views and beliefs about education have a great
influence on the education they give. Although the same education program is implemented in every
corner of our country, there are differences between teacher practices in the classroom environment, the
most obvious reason of which is the reflection of the teacher's knowledge, skills and beliefs on the

practice (Duman, 2008). Regardless of which educational philosophy educational programs are based
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on, the philosophy adopted by the teacher is also important during the implementation phase. If the
philosophies of the curriculum and the teacher implementing it do not match, it will not be possible to
achieve the desired result of the program and eventually the new regulations (Kumral, 2014). Although
teachers do not do it consciously, the educational philosophy they adopt provides them with a

perspective on education and shapes their practices.

Another factor affecting teachers' in-class practices is their teaching and learning conceptions.
Teaching-learning conceptions express the beliefs of educators about the teaching and learning methods
they frequently use in practice (Chan, 2004). These beliefs of teachers include what teaching and
learning mean and the roles of the teachers and students in this process (Chan and Elliot, 2004). The
teaching-learning conceptions of the educators who implement the teaching activities are important in
carrying out the course activities following the perspective at the base of the program. There are two
basic conceptions of learning and teaching, called traditional and constructivist, which are opposite to

each other (Aypay, 2011; Chan, 2004).

In the traditional teaching-learning approach, while pupils are passive in the process of
acquiring knowledge, the teacher, who is the transmitter of knowledge, has the sole authority in the
classroom (Ayta¢ and Uyangor, 2020; Fox, 2001). In traditional classrooms, information is given
didactically and teaching basic skills is emphasized (Sonmez-Ektem, 2018). Knowledge, perceived as a
fixed, clear, unchanging value, is transferred to the student by the teacher, ignoring individual
differences (Yildizli et al., 2017). However, it has been understood that the knowledge and competencies
required to meet the necessities of the ever-changing and developing social and global life also change
in accordance, and the way to gain this new knowledge and skills is through a change in the educational
approach (Yildizli et al., 2017). In this process, it has become important to have skills that can be reflected
in life instead of knowing more (Bas et al., 2021), and approaches in which the learner is at the centre
and their roles and responsibilities increase in the learning process have begun to shape the programs.
One of the tendencies is the constructivist teaching-learning approach. This approach, which came to
the fore in the 1980s, is based on the view that the individual interprets the world, reality and the
environment he lives in based on his past experiences (Duman, 2020). According to the constructivist
approach, which takes its foundations from the theories of Piaget and Vygotsky, supervision constitutes
an important part of the process of knowledge construction (Aypay, 2011) and learners should actively
participate in the learning process (Aypay, 2011; Brooks ve Brooks, 1999; Richardson, 2003). The
constructivist approach argues that the individual does not passively receive external stimuli, but
constructs the knowledge actively by internalizing them (Bas and Beyhan, 2013). In short,
constructivism supports the idea that learning takes place by associating our new experiences with
previous knowledge; new understandings can be built based on what we already know (Fox, 2001;

Sherman and Kurshan, 2005).
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In our country, since 2005, the learner-centered education approach has been included in
educational programs and the constructivist approach has begun to be adopted. With constructivism,
environments are created in a way to leads students to take responsibility for their learning and to work
collaboratively. Since the programs used since the 2005-2006 academic year are based on progressive
and reconstructionist philosophies, it is expected that the practices of all teachers who are currently
working will be in this direction. However, many researchers argue that although the curriculum is
theoretically based on progressivism, essentialism and perennialism are mostly applied in schools
(Duman and Ulubey, 2008; Bas, 2011; Bulut, 2008). While there is a transition from traditional
philosophical beliefs to contemporary philosophical beliefs and a constructivist approach to teaching in
theory, there are few studies in the literature examining how this transition has been achieved in
practice. Examining teachers' philosophical tendencies towards education and teaching-learning
conceptions and determining the relationships between them can provide information about the

classroom environment they create while practising their teaching profession.

A thorough examination of the literature has shown that there are some studies about the
teachers and prospective teachers” educational philosophy (Altinkurt et al., 2012; Aslan, 2017; Kumral,
2015; Yarali, 2020), their conception of teaching-learning (Bas, 2014; Doganay and Sari, 2003; Engin and
Dasdemir, 2015; Isikg6z, 2020) and the relationships of these qualities with other phenomena (Aytag
and Uyangor, 2020; Bas and Beyhan, 2013; Bikmaz, 2017, Duman and Ulubey, 2008; Ekinci, 2016;
Sonmez-Ektem, 2018; Yildizl et al,, 2017; Yilmaz and $ahin, 2011) have been found in many studies.
However, there are not many studies examining the relationship between these two variables. When
the existing studies in the literature were examined, it was seen that they were conducted on teacher
candidates (Aslan, 2018; Aytac, 2020), mathematics teachers (Meral, 2014), and teachers working at high
schools (Bas, 2015; Yal¢in Incik, 2018). This research was conducted on all levels (classroom teachers,
secondary school and high school branch teachers working in high schools). Working with a large
sample is important in terms of providing a holistic perspective. This study will contribute to the
relevant literature in terms of scientifically revealing the theoretical thought to exist relationship

between teachers' teaching approaches and educational philosophies, based on the data obtained.

One of the most important factors affecting teachers' teaching-learning conceptions is the
educational philosophy adopted by teachers. For this reason, it is significant and essential to analyze
the relationship between teachers' educational beliefs and their teaching-learning conceptions. Thus,
the primary purpose of this research is to determine the relationship between teachers' educational
beliefs and their teaching-learning conceptions. Within the framework of this general purpose, answers

to the following questions were sought:
1. At what level do teachers adopt different educational philosophies?

2. What is the level of teachers' teaching-learning conceptions?
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3. Is there a relationship between the educational philosophy adopted by the teachers and their

teaching-learning understanding?

4. Does the educational philosophy adopted by the teachers significantly predict their teaching-

learning conceptions?
Method
Model of the Research

This research, which was carried out to analyze the relationship between teachers' philosophy
of education beliefs and their understanding of teaching-learning, is in the survey model of quantitative
research. Survey studies are studies that describe existing situations or events as they are, without
making any changes (Tuncer, 2020, p. 223). In this study, the correlational survey model, one of the sub-
dimension of the survey model, was used. The relational screening model aims to identify whether or
not there is a significant relationship between more than two variables (Biiyiikoztiirk et al., 2018, p. 16).
In this study, the relational survey model was employed to determine the relationship between teachers'

educational philosophies and their teaching-learning understanding.
Universe and sample

The universe of the study is composed of teachers working at primary, secondary and high
schools in the Ministry of National Education in Kayseri. Since it is not possible to reach the whole
universe in terms of cost, labour and time, it was decided to determine a sample representing the
universe. The sample was picked employing the "simple random sampling" method. “Simple random
sampling” is a method in which an equal and independent chance of being chosen as the sample is
provided all the units of the universe (Biiyiikoztiirk et al., 2018, p. 88). In the 2021-2022 academic year,
there are a total of 18185 teachers working in Kayseri at schools affiliated with the Ministry of National
Education (Akman et al., 2021). Yazicioglu and Erdogan (2004) calculated that for a sample of this
number, at least 278 people should be reached at 5% sampling error. Considering this calculation, the
study was conducted with a total of 471 participants. The frequency and percentage values of the sample

are given in Table 1.
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Table 1. Demographic features of the sample

£ %

Gender Female 271 57,5
Male 200 42,5

Years of Seniority 1-5 years 39 83
6-10 years 108 22,9
11-15 years 106 22,5
15-20 years 83 17,6
20 years and above 135 28,7
Grade Level Primary School 156 33,1
Secondary School 119 25,3
High School 196 41,6
Undergraduate Program  Faculty of Education 296 62,8
Faculty of Science and Literature 175 37,2

Total 471 100

When Table 1 is examined, it is seen that 271 participants are female (57.5%) and 200 participants
are male (42.5%). 39 of the teachers have 1-5 years of seniority (8.3%), 108 teachers have 6-10 years of
seniority (22.9%), 106 teachers have 11-15 years of seniority (22.5%), 83 teachers have 16-20 years of
seniority (17.6%) and 135 teachers have 21 years or more seniority (28.7%). 156 teachers work at primary
school (33.1%), 119 teachers at secondary school (25.3%) and 196 teachers work at high school (41.6%).
Among the participants, 296 teachers (62.8%) were graduated from the Faculty of Education, while 175

teachers (37.2%) were graduated from the Faculty of Arts and Sciences.
Data collection tool

The data of the research was collected face to face from teachers working in primary, secondary
and high schools affiliated with the Ministry of Education in Kayseri in the 2022-2023 academic year by
visiting their schools. In the current study, a scale consisting of 40 philosophical principles developed
by Ekiz (2005) was utilized to analyze teachers' educational philosophies. The scale includes 10 items
for each of the four educational philosophies and a total of 40 philosophical items. The statements in the
scale were evaluated by grading a 5-point Likert type as “Strongly Agree (5), Agree (4), Partly Agree
(3), Disagree (2), Strongly Disagree (1)”. The Cronbach Alpha reliability coefficient of the scale was
calculated as .719 by Ekiz (2005) for the whole scale, .581 for the perennialism dimension, .510 for the
essentialism dimension, .650 for the progressivism dimension and .486 for the reconstructionist
dimension. In the current study, the Cronbach Alpha reliability coefficient was calculated as .826 for the
entire scale, .750 for the perennialism dimension, .776 for the essentialism dimension, .737 for the

progressivism dimension, and .576 for the reconstructionism dimension.

The scale used to analyze the teaching-learning understanding of teachers was developed by
Chan and Elliot and adapted into Turkish by Aypay (2011). “The Teaching-Learning Conceptions
Questionnaire” has 2 factors and 18 items of the scale reflect the traditional understanding and 12 items
reflect the constructivist understanding. The Cronbach alpha values of the Turkish version of the scale

were determined as .86 for the overall scale, .84 for the constructivist understanding dimension, and .84
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for the traditional approach dimension. The scale items are in 5-point Likert type (I strongly agree=5, I
strongly disagree=1). The two-factor structure of the version of the scale adapted to Turkish was
examined with confirmatory factor analysis and goodness of fit indices were found to be AGFI = 0.90,
GFI = 0.93, CFI = 0.96, NFI = 0.95 and RMSEA = 0.079. Cronbach Alpha values of the scale were
determined as .84 for the constructivist understanding dimension and .84 for the traditional
understanding dimension. In the current study, it was calculated as .86 for the constructivist

understanding dimension and .91 for the traditional understanding dimension.
Data Analysis

Descriptive statistics such as arithmetic mean and standard deviation were used to determine
teachers' philosophy of educational beliefs and their teaching-learning conceptions. The normality
distribution of the data was examined to determine which tests (parametric or non-parametric) were
appropriate to analyze the research data. As a result of the calculations, it was seen that the skewness
and kurtosis coefficients were within the limits of +1/-1. The fact that skewness and kurtosis are within
these limits is an indication that normal distribution is achieved (Biiyiikoztiirk et al., 2018, p. 40). Since
the mean, median and mode of the scale were close to each other, it was decided that the data for this
research was normally distributed and parametric tests were used to analyze the da Pearson correlation
analysis was used when examining the relationship between teachers' educational philosophy
tendencies and their teaching-learning understanding. In the Pearson correlation analysis, the
coefficient values were evaluated between -1 and + 1, and it was accepted that the correlation decreased
as it approached zero (S6nmez and Alacapinar, 2019, p. 221). Simple linear regression and multiple
linear regression analysis were conducted to determine to what extent teachers' philosophical
tendencies explained the change in their conception of teaching-learning. Since a sufficient sample size
was reached to perform regression analyses, other assumptions were tested. Scatter plots were
examined to determine the relationship between dependent and independent variables and it was seen
that there was a linear relationship between the variables. Correlation coefficients between variables
were calculated to determine whether there was a multicollinearity problem between the variables. It
was seen that these values were between 0.79 and 0.33, and since the correlation coefficient was less
than 0.80, it was concluded that there was no multicollinearity problem. The error statistics table was
examined to determine the outliers among the observed values and the Cook Distance calculated for
the data was found smaller than 1. If this value is less than 1, it is interpreted as the absence of extreme

values. As a result of the analysis, it was seen that the available data was suitable for regression analysis.
Findings

Within the framework of the first problem of the research, the mean and standard deviation
values of the data obtained from the "philosophy of education beliefs" scale, which consists of 4 sub-
dimensions, were examined. The findings about the teachers' levels of educational philosophies are

shown in Table 2.
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Table 2. Descriptive statistics for teachers” educational philosophies

DIMENSIONS n X SS Level
Perennialism 471 2,7953 ,62117 Agree in part
Essentialism 471 2,6815 ,66603 Agree in part
Progressivism 471 3,8450 ,52130 Agree
Reconstructionism 471 3,4815 ,49433 Agree

Table 2 shows the evaluations of the teachers regarding the educational philosophies they
adopted. When the averages of the scores obtained for each sub-factor were ranked from the highest to
the lowest, it was seen that the teachers working in the province of Kayseri have the highest average in
the philosophy of progressivism sub-dimension (x=3,8450). It was also determined that this average
was followed by the philosophies of reconstructionism (X=3.4815), perennialism (X=2.7953) and
essentialism (X=2.6815). According to the second sub-problem of the study, teachers' teaching and

learning conceptions were examined, and the findings are given in Table 3.

Table 3. Descriptive statistics on teaching-learning understanding

Dimensions n X SS Level
Constructive 471 4,2753 ,55930 Agree
traditional 471 2,7427 ,75137 Agree in part

Table 3 shows that teachers adopt the constructivist approach (X=4.2753) at a high level and the
traditional approach at a moderate level (X=2.7427). In the study, the relationship between the
philosophies adopted by the teachers and their teaching-learning understanding was also examined

and the obtained results were given in Table 4.

Table 4. The results of the correlation analysis regarding the educational philosophy adopted by the teachers and
their teaching-learning understanding

Constructive traditional
Perennialism r -,194** ,704**
p ,000 ,000
n 471 471
Essentialism r - 217%* ,768%*
p ,000 ,000
n 471 471
Progressivism r ,636%* -,108*
P ,000 ,019
n 471 471
Reconstructionism r ,A78%* ,036
p ,000 173
n 471 471

*p<.05, *p<.01

When Table 4 was examined, it was seen that there are low, medium and high-level significant
relationships between teachers' philosophical tendencies and their conceptions of teaching-learning. A
low-level significant negative relationship was determined between perennialism (r=-.194; p<.01) and
essentialism (r=-.217; p<.01) and the constructivist approach. It was determined that there is a moderate

level of positive relationship between the philosophies of progressivism (r=-.636; p<.0l1) and
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reconstructionism (r=.478; p<.01) and constructive approach. Similarly, a high level of positive
correlation was determined between the philosophies of perennialism (r=-.704; p<.01) and essentialism
(r=-.768; p<.01) and traditional approach while a low level of negative relationship was found between
traditional understanding and progressivism (r=-.108; p<.01). ,05). According to the research findings,
no relationship could be determined between reconstructionism (r=-.194; p>.05) and the traditional
teaching-learning approach. Regression analysis was conducted to determine the predictive status of
educational philosophies on the teaching-learning conceptions, and the results are presented in Table

5.

Table 5. Multi-linear regression analysis results of educational philosophies predicting teaching-learning

conception
Predicting variable B Standard error Beta t p
Constant , 747 ,144 5,199 ,000
Educational Philosophy ,815 ,045 ,645 ,255 ,000

R=645 R>=415 Fuae9=334,58 p=,000

Table 5 shows the findings regarding the level of predicting the teaching-learning
understanding of the educational philosophy adopted by the teachers. As a result of the regression
analysis, the model as a whole was found to be significant (F(1,469)= 334,587, p < 0.01) and it was seen
that teachers' philosophical beliefs and teaching-learning approaches were significantly related (R=.645,
R2=.415). It was determined that 41.5% of teachers' teaching-learning conceptions were explained by
their educational philosophy. This finding showed that philosophies of education are a strong predictor
of teachers' teaching-learning conception. The findings of the multiple regression analysis regarding the
sub-dimensions of teachers' philosophy of education and their constructivist teaching-learning
understanding are given in Table 6.

Table 6. Multiple regression analysis results regarding educational philosophies predicting constructivist
teaching-learning conception

Predicting Variables B Standard error Beta t p

Constant 2,044 ,178 11,467 ,000
Perennialism -, 135 ,052 -,150 -2,604 ,010
Essentialism -,036 ,048 -,043 -,746 ,456
Progressivism ,572 ,054 ,533 10,649 ,000
Reconstructionism ,146 ,057 ,129 2,567 ,011

R=,663 R?=,434 Fuw0=91,194 p=,000

As a result of the multiple linear regression analysis carried out to determine to what extent the
teachers' philosophical tendencies explain the change in the constructivist teaching-learning
understanding, it was found the model as a whole was significant (F(4.466)= 91.194, p<.01) and
educational philosophies explain approximately 43% of the variance in the constructivist approach level
(R=.663, R2=.434). According to the standardized regression coefficient, the relative importance of the
predictive variables on the level of the constructivist approach is progressivism (f = .533), perennialism
(p=-.150), reconstructionism ( =.129), and essentialism ({3 =-.043). To determine whether the regression

coefficient is significant or not, the t-test results were examined. According to the test results, while
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progressivism and reconstructionism were positive and perennials negative significant predictors for
the constructivist approach, it was seen that the philosophy of essentialism was not effective in
predicting the constructivist approach. Multiple regression analysis findings regarding whether
teachers’ philosophic preference predicts their traditional teaching-learning conception are given in
Table 7.

Table 7. Multiple regression analysis results for educational philosophies predicting the traditional understanding
level

Predicting variable B Standard error Beta t o)

Constant ,315 ,198 1,588 ,113
Perennialism ,309 ,058 ,255 5,339 ,000
Essentialism ,630 ,054 ,559 11,746 ,000
Progressivism -,063 ,060 -,044 -1,056 ,292
Reconstructionism ,033 ,063 -,044 ,529 ,597

R=784 R?=,612 Fuue=185994 p=,000

As a result of the multiple linear regression analysis performed to determine to what extent
teachers' philosophical tendencies explain the change in traditional teaching-learning understanding, it
was found that the model as a whole was significant (F(4.466)= 185.994, p<.01) and the variance in the
traditional understanding level is explained 61,2 % by educational philosophies (R= .784, R2=.612).
According to the standardized regression coefficient, the relative importance of the predictor variables
over the traditional approach level is essentialism (3 = .559), perennialism ({3 = .255), progressivism ({3 =
-.044) and reconstructionism (3= -.044). When the t-test results regarding the significance of the
regression coefficient were analyzed, it was seen that while perennialism and essentialism were
significant predictors for the constructivist approach, the philosophies of progressivism and

reconstructionism were not effective in predicting the traditional approach.
Discussion and Conclusion

All educators need to ask who they are as professionals, what they believe in, and how their
beliefs affect their teaching in this educational journey (Crews and Glascott, 1998). Accordingly, in this
study, teachers' perceptions of their educational philosophy and teaching-learning conceptions and the
relationship between these two variables were examined. In line with the first sub-problem of the
research, teachers' levels of adopting 4 educational philosophies were examined. According to the
averages of the sub-dimensions of the scale for determining the tendencies towards educational
philosophies, it has been seen that the views of teachers are ranked as progressivism, reconstructionism,
perennialism and essentialism. As a result of the research, it has been determined that teachers have a
high level of participation in the sub-dimensions of progressivism and reconstructionism, which are
called contemporary educational philosophies, and moderate participation in the sub-dimensions of
perennialism and essentialism, which are considered traditional philosophies. The educational
philosophies adopted by teachers have an impact on many elements of the teaching process, such as

classroom management and the method used (Conti, 2007). Contemporary philosophies argue that

1706



KEFAD Cilt 24, Say1 3, Aralik, 2023

students, not the subject, should be at the centre of the educational process (Karhoff, 2003; Koolj, et al.,
2019). For this reason, considering that the teachers participating in the study adopted contemporary
educational philosophies, it can be said that these teachers have a student-centred approach in which
questioning is encouraged through real-life activities. The educational programs implemented as of
2005 were developed in light of these contemporary educational philosophies. The fact that the
philosophy on which the currently implemented programs are based and the educational philosophy
adopted by the teachers are common can be seen as a facilitating factor in the implementation of these
programs by the teachers. Likewise, Z0g (2022) revealed in his study that teachers who adopt
contemporary educational philosophies are more committed to the program compared to those who
adopt traditional philosophy. When the literature is examined, it is seen that similar results have been
reached in many studies. In many studies conducted with teachers and teacher candidates, it has been
concluded that contemporary educational philosophies are adopted at a higher level than traditional
philosophies (Altinkurt et al.,, 2012; Aslan, 2018; Bing6l and Kinay, 2018; Doganay and Sari, 2003;
Duman et al., 2021; Egmir et al.,, 2021; Hayirsever and Oguz, 2017; Karadag et al., 2009; Kumral, 2015;
Magulod, 2017; Yapici, 2013). As a result of the literature review, results that contradicted the findings
of these studies were also reached. Cetin et al. (2012) concluded that pre-service teachers adopt
traditional educational philosophies at a moderate level and contemporary educational philosophies at
a low level. Bicer et al. (2013) identified perennialism as the second preferred philosophy after
progressivism in their research. The literature review shows that teachers cannot completely break away
from the traditional philosophies (Aslan, 2017; Berkant and Ozaslan, 2019; Dag and Calik, 2020;
Kozikoglu and Uygun, 2018; Tagkin, 2020; Tunca et al., 2015). The fact that the perennial and essentialist
philosophy tendencies are at moderate levels in this study may be an indication that the teachers could
not completely distance themselves from these philosophies. Alt (2018) suggests that teachers' beliefs
are influenced by their personal history regarding the acquisition of knowledge in their student life. For
this reason, it can be considered normal to see traces of these philosophies in teachers who were mostly

educated with past programs dominated by traditional education philosophies.

According to another finding of the research, it has been seen that the opinions of the teachers
working in Kayseri about the constructivist approach are at the level of "totally agree" and their views
about the traditional approach are at the level of "agree in part". In light of the findings, it can be said
that teachers prefer the constructivist approach to the traditional approach. When the literature is
examined, it is possible to reach studies with similar results (Alt, 2018; Aslan, 2018; Aypay, 2011; Aytac
and Uyangor, 2020; Bas and Sentiirk, 2019; Engin and Dasdemir, 2015; Ekinci, 2016; Sonmez-Ektem,
2018; Isikgoz, 2020; Yener and Yilmaz, 2017). Aypay (2011) and Sonmez-Ektem (2018) attributed the
result in favour of the constructivist approach to the current educational programs’ being designed
based on the constructivist approach. It is a very possible result that the constructivist approach has
shaped the teaching-learning approach of teachers in the programs implemented in the last 18 years

and led them to employ constructivist teaching. Bas and Sentiirk (2019) determined that there is a
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positive relationship between the constructivist approach and program commitment and that the
constructivist approach is an important predictor of program commitment. Regardless of the viewpoint
of the programs, the teaching-learning approach adopted by the teachers who will employ them affects

the classroom practices and thus how the program is put to work.

When the relations between the educational philosophy tendencies of the teachers and their
teaching-learning approaches were examined, it was determined that there are statistically significant
relations. As a result of the research, a moderately positive and significant relationship has been
determined between the constructivist approach and the educational philosophies of progressivism and
reconstructionism. It is an expected result that there will be a positive relationship between teachers'
beliefs and their practices. Similarly, Kauchak and Eggen (2011) associated the philosophy of
progressivism with the concepts of constructivist teaching, inquiry learning and student-centred
teaching style. It has been observed that there is a low-level negative significant relationship between
the constructivist approach and the perennial and essentialism philosophical beliefs. The existence of a
negative relationship between the constructivist approach, which is student-centred, and traditional
philosophies that advocate rote-based teaching in which the teacher is authoritarian (Conti, 2007),
supports the theoretical knowledge in the literature. When the relationship between the traditional
approach and educational philosophies is examined, it is seen that the traditional approach has a high
level of positive relationship with perennialism and essentialism and a low negative relationship with
progressivism. No significant relationship has been found between reconstructionism and the
traditional approach. The teacher's role in the classroom is often shaped by the educational philosophy
adopted (Fries, 2012). For this reason, the positive relationship between the traditional approach and
perennials and essentialist philosophy is not surprising and is supported by the literature (Erdem and
Demirel, 2002; Fries, 2012). As a result, it can be said that teachers who adopt progressivism and
reconstructionism educational philosophies tend to prefer the constructivist approach in their
classroom practices, and perennialist and essentialist teachers tend to use the traditional approach.
When the literature is examined, studies with similar results were found (Aslan, 2018; Aytag, 2020; Bas,
2015; Incik, 2018; Meral, 2014). According to Trigwell and Prosser (1996), educators adopt teaching
approaches consistent with their beliefs about teaching. Similarly, the present study has shown that
there are positive relations between traditional philosophies and traditional teaching-learning

conception and between contemporary philosophies and constructivist approaches.

According to the findings of the study, teachers' educational beliefs are significant predictors of
their teaching and learning conception and explain 41.5 % of the total variance of this variable. When
the sub-dimensions are examined, it is seen that educational philosophies explained approximately
43.4% of the variance in the level of constructivist conception, and the most important predictor of the
constructivist understanding was the philosophy of progressivism. Perennialism and reconstructivism

were also found to be predictive variables for constructivist conception, respectively. Similarly, Bas
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(2015) determined the philosophy of progressivism as the most important predictor of constructivist
understanding in his study and concluded that this variable was followed by existentialism and
reconstructionist philosophical beliefs. Unlike this study, he concluded that perennialism is not a
predictor of constructivist understanding. In light of the findings obtained in the study, it has been
concluded that educational philosophies explain 61.2% of the variance for the traditional approach and
that essentialism and perennialism were significant predictors of traditional understanding. It has been
seen that progressivism and reconstructionism are not significant in predicting the traditional
understanding. These results are in line with the results of studies on this subject in the literature. Aslan
(2018) and Incik (2018) also concluded in their research that the traditional teaching-learning approach
is predicted by traditional philosophies and the constructivist approach is predicted by contemporary
educational philosophies. It is a theoretically known fact that the traditional teaching approach is based
on the philosophy of perennialism and essentialism, while the constructivist approach is influenced by
the philosophies of progressivism and reconstructionism. In this direction, perennialist and essentialist
teachers are expected to reflect the traditional approach in their classrooms, while teachers who adopt
the philosophies of progressivism and reconstructionism are expected to reflect constructivist

conceptions in the classrooms. The results of the research are consistent with this information.
Suggestions
In light of the findings of the study, the following suggestions are listed for the researchers.

1. In this study, teachers' educational philosophies and teaching-learning conceptions were
determined through scales. Teachers' levels of these two variables can be determined by using different

measurement tools.

2. As aresult of the study, it has been seen that although teachers have adopted contemporary
educational philosophies, they still have a moderate attitude towards traditional philosophies. In

particular, the reasons why the philosophy of perennials is still effective can be investigated.

3. Studies can be conducted to determine to what extent teachers who adopt the constructivist

approach reflect this approach in their classroom practices.

4. Since the adoption of the traditional approach is at a moderate level, this finding shows that
the effects of the traditional approach continue in the classrooms. Pieces of training on applying the

constructivist approach can be organized for teachers.
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