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The purpose of this study was to determine the relationship between teachers'
philosophies of education beliefs and curriculum design approaches. The study group
of this research consists of 280 teachers working in Van province. In this study,
"Education Beliefs Scale" developed by Yilmaz, Altinkurt and Cokluk (2011) and
"Teachers' Curriculum Design Orientations Preference Scale" developed by Bas (2013)
were used as data collection tool. The data were analyzed with descriptive statistics
(mean and standard deviation), Pearson Product Moments Correlation Coefficient and
stepwise regression analysis. As a result of the research, it was found that the
educational philosophies that teachers mostly adopt are existentialism, progressivism,
reconstructionism, perennialism and essentialism, respectively; they adopt student-
centered curriculum design approaches at most and the subject-centered curriculum
design approaches at least. It was determined that there are significant and moderate
relationships between teachers' philosophies of education and curriculum design
approaches. In addition, it was determined that perennialism and essentialism are
significant predictors of subject-centered curriculum design approach; progressivism
and existentialism are significant predictors of student-centered curriculum design
approach; reconstructionism and existentialism are significant predictors of problem-
centered curriculum design approach.

Ogretmenlerin Benimsedikleri Egitim Felsefeleri ile Egitim Programi
Tasarim Yaklasimlari Arasindaki iliskinin incelenmesi
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Bu ¢alismanin amaci, 6gretmenlerin benimsedikleri egitim felsefeleri ile tercih ettikleri
egitim programi tasarim yaklasimlari arasindaki iliskiyi belirlemektir. Arastirmanin
¢alisma grubunu, Van ilinde gorev yapan 280 6gretmen olusturmaktadir. Arastirmada
veri toplama araci olarak, Yilmaz, Altinkurt ve Cokluk (2011) tarafindan gelistirilen
“Egitim inanglari Olgegi” ve Bas (2013) tarafindan gelistirilen "Ogretmenlerin Egitim
Programi Tasarim Yaklasimi Olgegi”  kullanilmistir. Elde edilen veriler betimsel
istatistikler (ortalama ve standart sapma), Pearson Carpim Momentler Korelasyon
Katsayisi ve basamakli regresyon analizi kullanilarak g¢ozimlenmistir. Arastirmanin
sonucunda, Ogretmenlerin en ¢ok benimsedikleri egitim felsefelerinin sirasiyla
varoluscguluk, ilerlemecilik, yeniden kurmacilik, daimicilik ve esasicilik oldugu; en ¢ok
6grenci merkezli egitim programi tasarim yaklasimlarini, en az ise konu merkezli egitim
programi tasarim yaklasimlarini  benimsedikleri belirlenmistir. Ogretmenlerin
benimsedikleri egitim felsefeleri ile egitim programi tasarim yaklasimlari arasinda orta
diizeyde anlamli iliskilerin oldugu belirlenmistir. Ayrica, daimicilik ve esasicilik egitim
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felsefelerinin konu merkezli program tasarim yaklagiminin; ilerlemecilik ve varolusgu
egitim felsefelerinin 6grenci merkezli program tasarim yaklasiminin; ilerlemecilik,
yeniden kurmacilik ve varolusgu egitim felsefelerinin ise sorun merkezli program
tasarim yaklasiminin anlamli bir yordayicisi oldugu sonucuna ulagiimistir.

Introduction

The education that human being gets, no matter which phase of the life, has an important effect on
primarily recognizing himself/herself and then his/her interpretation of the society. The individual’s self-
recognition, awareness of his/her interests, ability to use these abilities for himself/herself and the society
are directly related to his/her education. For this reason, the quality of the education which is important
for the future of the individual and society has been one of the most important focuses of the thinkers.
The quality of the education has become one of the main questions discussed in the globalizing world
with increasing knowledge and technological advances. Education including economic, cultural and
political aims in the direction of individual and social benefit needs to be systematically prepared,
developed and evaluated in order to fulfill these aims. One of the most important steps to be taken in
order to make the education systematic is the development of curricula.

As with many different definitions of education, curriculum has been defined by the educators in
different ways. The curriculum has been defined as "learning plan", "educational program" due to the
training function and as "guide" or "syllabus" as it leads to the learners and teachers (Demirel, 2015,
Ertirk, 2013; S6nmez, 2015; Taba, 1962). Saylor, Alexander and Lewis (1981) defined the curriculum as
"the plan to provide learning experiences for the individuals to be trained", Varis (1978) defined the
curriculum as "the activities aimed at the realization of the aims determined by the National Education for
the children, young people and adults provided by the educational institutions", Fidan (2012) defined the
curriculum as "the learning situations that the students meet and all the experiences they have", Ertiirk
(2013) defined the curriculum as "the plan of current learning experiences that are aimed to train certain
students within a certain period of time", S6nmez (2015) defined the curriculum as "the plan which
includes the objectives and target behaviors that are aimed to be observed in the student, their
relationship with the content, learning experiences and evaluation", Senemoglu (2018) defined the
curriculum as "the plan of the educational experiences created to gain experience to the individuals",
Demirel (2015) defined the curriculum as "the regulation of learning experiences created through planned
activities both inside and outside of the school". In accordance with these definitions, the curriculum can
be considered as a plan of learning experiences involving in-school and out-of-school activities. In the
globalizing world, as the needs of the individual and society change over time, educational curricula need
to be constantly and systematically assessed and developed so that they can meet the changing needs.

The curriculum design is one of the most important points of the curriculum development and
evaluation process as it is in the curriculum designs how the objectives are to be achieved in the
education process, how to measure whether the objectives are achieved or not, and how to overcome the
deficiencies (Demirel, 2015; Erden, 2000; Saylan, 2001). The curriculum design which guides all decision
making related to the education also significantly affects the quality of the education (Saylan, 2001).
Before starting to develop the curriculum, it is necessary to determine how the curriculum will be shaped
according to the curriculum design approach; because the curriculum design also reveals the
understanding and philosophy of the curriculum as it decides how to base the curriculum. In other words,
curriculum design approaches determine the structure of the curriculum, which questions and objectives
are to be targeted (Ozdemir, 2007). There are three different curriculum design approaches that are
"subject-centered ", "student-centered" and "problem-centered" according to whether the curriculum is
based on student, subject area or problem (Korkmaz, 2007; Ornstein and Hunkins, 2016).

Subject-Centered Curriculum Design Approaches

The oldest and most widely used subject-centered curriculum design approaches are based on lessons
and subjects. In this approach, which is designed in connection with traditional understanding and culture,
information is grouped into lessons and the subjects in these lessons are the basis of the curriculum. This
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approach, which is based on perennialism and essentialism education philosophies, is divided into four
groups that are subject, discipline, broad field and process design (Gutek, 1988; Sonmez, 2015). Those
who adopt the subject design are concerned with textbooks because they advocate that information can
be learned better by verbal explanation. Subject design, which aims to convey knowledge about the
society to the learners, ignores the interests and needs of the learners (Korkmaz, 2007; Ornstein and
Hunkins, 2016; Tanner and Tanner, 1995). The discipline design that cares about academic disciplines
focuses on the way in which subjects are taught and how learners use them (Demirel, 2015), although it is
basically the same as the subject design. In this design that includes experiments, observations and
researches, it is important that learners can understand the structure and logic of the subjects and use
them in similar situations in life (Tanner and Tanner, 1995). Broad field design, which is an alternative to
discipline and subject design, aims to prevent learners from learning their subjects in separate lessons
(Ornstein and Hunkins, 2016). The broad field design approach, which is mostly used at primary education
level, aims to link the subjects in different lessons (Cubukgu, 2008; Ornstein and Hunkins, 2016). Process
design advocates that learners should learn learning, problem solving and decision-making skills rather
than learning subjects and information. In addition, this design aims to create a common learning method
for all subjects (Korkmaz, 2007; Ornstein and Hunkins, 2016).

Student-centered Curriculum Design Approaches

Student-centered curriculum design approaches, based on socialization and Rousseau's development
ideas, emphasize that learning can take place with active participation of the learners. This design, which
cares about individual differences, keeps the interests and needs of students in the foreground
(Buyikkaragoz, 1997; Korkmaz, 2007; Ornstein and Hunkins, 2016). This design is divided into four groups
that are child-centered, experience-centered, romantic (radical) and humanistic design. Child-centered
design, based on Taba's understanding of "the individual learns what he/she experiences", argues that
the child should be active in the learning process by drawing attention to the experiences (Demirel, 2015).
It is also important to develop a unique curriculum for each child in this approach (Ornstein and Hunkins,
2016). Although it is similar to child-centered design, in experience-centered design, it is widely accepted
that the curriculum cannot be prepared beforehand because they advocate that the needs of the child
cannot be determined beforehand. In this design, the curricula are prepared simultaneously in the
learning process changing according to the needs of the students in the process (Henson, 2006; Korkmaz,
2007; Ornstein and Hunkins, 2016). The advocates of romantic (radical) design, contrary to traditional
understanding, emphasize that every child is trained in his own nature. For this reason, it opposes schools
that restrict the child's freedom and sees the curricula or plans as unnecessary (Tanner and Tanner, 1995).
The humanistic design which cares about the internal characteristics of the individual aims at self-
realization of the learner without pressure or coercion and developing the individual as a whole. They
argue that learners should participate in decision-making processes in education (Ornstein and Hunkins,
2016).

Problem-Centered Curriculum Design Approaches

This approach, which focuses on individual and social problems, is based on pragmatism as basic
philosophy and on progressivism and reconstructionism as educational philosophies. Problem-centered
curriculum design approaches that focus on unmet social needs are aimed at raising talented,
knowledgeable, critical thinkers who can meet these needs and provide solutions to the major problems
of the society. In addition to this, this approach, which cares about the interests, needs and abilities of the
students, is divided into three groups that are "life situations", "core" and "social problems and
reconstructionist" design (Cubukcu, 2008; Demirel, 2015). In life situations design, which is based on
establishing a relationship between the issues addressed in curriculum and life, teachers aim to develop
students' skills in order to solve general problems in the society (Demirel, 2015). In core design, the
centralized social issues are expressed in the form of problems. It aims to educate the students who can
solve the problems of society. Moreover, democratic values and cooperative learning are important in this
design (Cubukcu, 2008). In social problems and reconstructionist design, which aims to analyze the
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problems encountered in the society, the students are expected to critically analyze the society. This
design which advocates that the society must change and develop over time puts the task of social reform
into schools (Demirel, 2015; Korkmaz, 2007).

Curriculum design approaches can be complex in both theory and practice beyond the organization of
curriculum elements (Demirel, 2015; Ornstein and Hunkins, 2016). Differences between the written
curriculum and the applications prevent the curriculum from reaching the specified objectives. Therefore,
care should be taken to ensure that the curriculum is designed in accordance with the educational
philosophy that is dominant in the society in the choice of subject-centered, student-centered, and
problem-centered curriculum design approaches, each of which is shaped by different educational
philosophies (Doganay and Sari, 2003; Ornstein and Hunkins, 2016; Saylan, 2001).

Educational philosophies are important both in determining the direction of curriculum design and in
determining curriculum elements. According to Demirel (2015), educational philosophy is an important
field that must be taken into account in determining curriculum objectives and content in curriculum
development studies. Educational philosophy serves as a basic criterion in decisions taken at all stages of
the educational process (Ornstein and Hunkins, 2016). Various educational philosophies have emerged
according to the answers given by the philosophical movements that question the value of human being,
the importance of education in human life, its function, the knowledge, skills and abilities needed to
increase the life quality of the individual and society. The main educational philosophies are as follows:

Perennialism

It is argued in perennialism that there are very few changes in the world, the basic values do not
change and the information is universal and unchangeable. Classical works that include unchangeable
universal information are very important in perennialism. Expressing that human nature is the same
everywhere; the perennialists do not give importance to cultural diversity and individual differences
(Tuncel, 2004). Developing the wisdom is the main purpose of perennialism since they see it as the only
distinguishing feature of the human being. This understanding aims to develop the individual in character
and intellectually, not according to the world in which he/she lives, but in harmony with the world that
will not change. The aim of the teacher, who is in the center of the education process, is to find out the
truth in the student's mind. The most basic function of the school is to transfer the values that are
unchangeable to the new generation. In perennialism, deduction and Socratic discussion method are
used; in the education process, teachers are active and students are passive (Altinkurt, Yilmaz and Oguz,
2012).

Essentialism

Essentialism argues that, contrary to perennialism, human beings are not innate intellectuals, but
knowledge is acquired later. The subject area must be well-organized in the curriculum. The teacher, who
is specialized in certain subjects, is at the center of education and is the only authority in the class. The
essence of education is discipline and memorizing subjects. Information that is related to the future,
unresolved, not proven is not considered as content. The most important aim in education according to
the essentialists is to create a better and superior society in the future by transferring the knowledge that
the society has formed to the new generation (Altinkurt, Yilmaz and Oguz, 2012; Ornstein and Hunkins,
2016; Sonmez, 2015; Yayla, 2009).

Progressivism

Progressivism opposes traditional understanding, centering change on education. It aims to make
students active in a democratic education process and to construct knowledge by experience. In this
understanding, which sees education as life itself, the problems that the student may encounter are
presented to the students and the students are expected to produce solutions. The teacher, who has a
guiding role in the teaching-learning environment, ensures that the students who are expected to be
active in the process gain as much experience as possible (Altinkurt, Yilmaz and Oguz, 2012; Yayla, 2009).
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Reconstructionism

According to the philosophy of reconstructionism, the most important aim of education is to start the
social reform movement by removing the problems in society. Advocates of this movement think that
there is no dominant view in education and all values must be included in the curriculum. Students should
critically examine all the values in society and take the necessary steps to build a new society. For this, it is
necessary for teachers to convince the students that they can provide social change and reform. The
responsibilities of restructuring the society are addressed to the schools (Altinkurt, Yilmaz and Oguz, 2012;
Celik, 2006; Oguz, Altinkurt, Yilmaz and Hatipoglu, 2014; Tuncel, 2004).

Educational philosophy of reconstructionism is based on the philosophical movements of pragmatism
and existentialism. Existentialism is a humanistic movement that is based on human freedom. The
student should decide freely and take responsibility for his/her choices. For this reason, the aim is to train
individuals who are able to reach their inner world, conscious of their freedom and able to act
consciously. This understanding, in which the students can choose their teacher and lesson personally,
advocates the open school system. The transfer of knowledge is not important in education, but the
importance is to enable the students to make the right choices by extending their point of view (Oguz,
Altinkurt, Yilmaz and Hatipoglu, 2014; Sénmez, 2015).

As noted above, it is seen that curriculum design approaches are theoretically based on certain
educational philosophies. When the related literature is examined, it is seen that there are studies
examining the teachers' beliefs about educational philosophies (Cetin, ilhan and Arslan, 2011; Coban,
2002; Coban, 2007; Doganay, 2011; Duman, 2008; Duman and Ulubey, 2008; Ekiz, 2005; Ekiz, 2007; Eren,
2010; Gegici and Yapici, 2008; llgaz, Bllbil and Cuhadar, 2013; Karadag, Baloglu and Kaya, 2009; Kocak,
Ulusoy and Onen, 2012; Sahin, Tunca and Ulubey, 2014; Tekin and Ustiin, 2008; Ugurlu and Calmasur,
2017; Ustiiner, 2008; Yilmaz, Altinkurt and Oguz, 2012) and curriculum design approach preferences
(Unsal and Korkmaz, 2017). However, no study has been found that examines teachers' educational
philosophies and curriculum design approaches together. Although there are views in the literature
stating that curriculum design approaches are based on certain education philosophies (Demirel 2015;
Korkmaz, 2007; Ornstein and Hunkins, 2016), it is seen that these views are not supported by practical
studies. In this respect, it can be said that these views are limited to theoretical knowledge and therefore
the relationship between educational philosophies and curriculum design approaches needs to be
determined through practical studies.

It is seen that every curriculum design approach is based on certain educational philosophies when
curriculum design approaches are examined from the viewpoint of individual and education, educational
expectations, objectives, training process and evaluation criteria. It is very important to select and apply
the proper educational philosophies and curriculum design approaches that form the basis of the
curriculum for the quality of education and the objectives to be achieved. In order for the selected
curriculum design approach and the underlying educational philosophy to serve its purpose, they need to
be in compliance with the educational process. For this reason, it is very important for the teachers, who
are practitioners of the curriculum, to adopt proper curriculum design approaches and educational
philosophies. In addition, although curriculum design approaches are based on certain educational
philosophies, there is a need for the scientific relevance of the relationship between educational
philosophies and curriculum design approaches.

The Aim and Importance of the Study

The aim of this study is to determine the relationship between teachers' beliefs of educational
philosophies and their curriculum design approaches. In response to this aim, the following questions are
addressed in this study:

1. Which educational philosophies and curriculum design approaches do teachers adopt the most?
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2- Is there a significant relationship between teachers' educational philosophies and curriculum design
approaches?

3 - Do teachers' educational philosophies predict their curriculum design approaches significantly?

It is the teachers who make the curriculum functional in the teaching-learning environment, in other
words the curriculum achieves its objectives with the efforts of the teacher. What the teachers will focus
on in the curriculum, how to organize the teaching-learning process, and the practices in the classroom
vary greatly depending on their educational philosophies and curriculum design approaches they adopt.
Therefore, this study is important in terms of determining educational philosophies and curriculum design
approaches of the teachers who have a significant influence on the quality and content of the education.
Thus, it will be revealed whether teachers' educational philosophies and curriculum design approaches
are compatible with the contemporary education understanding.

It is stated in the literature that curriculum design approaches and educational philosophies are
theoretically related to each other. It is thought that this study will contribute to the related literature in
terms of revealing the relationship between teachers' curriculum design approaches and educational
philosophies scientifically based on the data obtained from the teachers. It is also indicated in the
literature that each curriculum design approach is based on certain educational philosophies. This study
has importance in terms of predicting each curriculum design approach based on educational
philosophies of the teachers, therefore explaining the role of teachers’ educational philosophies in their
curriculum design approach preferences.

Method
Research Model

In this research, correlational survey model was used as one of the survey methods. In correlational
survey model, the aim is to determine the relationship between the variables and the degree of this
relationship (Karasar, 2006). For this reason, it is appropriate to use correlational survey model in this
research, which examines the relationship between teachers' educational philosophies and curriculum
design approaches.

Study Group

In this study, easy-accessible case sampling was used. In easy-accessible case sampling, the researcher
selects a group or situation that is easy to access appropriately for the purpose of the research, thus
speeding up the research (Yildirm and Simsek, 2013). Therefore, the study group was determined by
using easy-accessible case sampling so that an appropriate sample could be determined both for the
purpose of the study and being easy-accessible. The study group of this research constitutes 280 teachers
working in Van province within 2016-2017 academic year. The distribution of teachers according to
personal variables is given in Table 1.

Table 1.

The Distribution of Teachers According To Personal Variables

Personal variable Category Number Percentage (%)
Gender Female 161 57,5

Male 119 42,5
Department Basic education 122 43,6

Turkish-Social 55 19,6

Foreign language 23 8,2

Computer sciences 14 5,3

Math-Sciences 43 15,4

Fine arts 23 8,2
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Workplace Province center 148 52,9
District 63 22,5
Village 69 24,6
School level Primary education 136 48,6
Secondary education 144 51,4

As shown in Table 1, 161 (57.5%) of the participants are female and 119 (42.5%) are male. 148 (52.9%)
of the participants work in the province center, 63 (22.5%) are in the district and 69 (24.6%) are in the
village. 122 (43,6%) of the participants are from basic education department, 55 (19,6%) from the Turkish
and social sciences department, 23 (8,2%) are from foreign language department and 14 (5,3%) are from
computer sciences department, 43 (15.4%) are from mathematics and science department and 23 (8.2%)
are from fine arts department. In addition, 136 (48.6%) of the participants work in primary education
schools and 144 (51.4%) work in secondary education schools.

Data Collection Tools

In this research, "Education Beliefs Scale" was used in order to determine teachers' educational
philosophies and "Teacher's Curriculum Design Orientations Preference Scale" was used in order to
determine teachers' curriculum design approaches. Information on data collection tools is given below.

Education Beliefs Scale

Five-point Likert type scale developed by Yilmaz, Altinkurt and Cokluk (2011) consists of 40 items and
five sub-dimensions that are perennialism, essentialism, progressivism, reconstructionism and
existentionalism. Cronbach Alpha internal consistency coefficients of the sub-dimensions are .70 for the
"perennialism", .70 for "essentialism", .91 for the "progressivism", .81 for "reconstructionism" and .89 for
"existentionalism". In this study, Cronbach Alpha values of the sub-dimensions are found to be .75, .87,
.80, .82, .81, respectively. These values indicate that the scale is a valid and reliable measurement tool.

Teachers' Curriculum Design Orientations Preference Scale

Five-point Likert-type scale developed by Bas (2013) consists of 30 items and three sub-dimensions
(subject-centered, student-centered and problem-centered). Cronbach Alpha internal consistency
coefficients of the sub-dimensions are .86 for "subject centered" dimension, .85 for "student-centered"
dimension and .87 for "problem-centered" dimension. In this study, Cronbach Alpha values of sub-
dimensions are found to be .84, .80, .77, respectively. These values indicate that the scale is a valid and
reliable measurement tool.

Data Analysis

In this research, the arithmetic mean and standard deviation values of the scores obtained from the
scale sub-dimensions were examined in order to determine the educational philosophies and curriculum
design approaches of the teachers. In this case, the higher mean scores of the sub-dimensions indicate
that teachers adopt that educational philosophy and curriculum design approach more, the less mean
scores of the sub-dimensions indicate that teachers adopt that educational philosophy and curriculum
design approach less. The Pearson Product Moment Correlation Coefficients were examined in order to
determine the relationship between sub-dimension scores. These values were interpreted as low level
'between 0.00-0.29', as moderate level 'between 0.30-0.69' and as high level 'between 0.70-1.00'. In
addition, stepwise regression analysis was used to determine the extent to which teachers' educational
philosophies predict their curriculum design approaches. Before the analysis, the basic assumptions of the
stepwise regression analysis were examined and it was found that there is multivariate normality and
linearity and no multi-collinearity problem. In stepwise regression analysis, the independent variables that
do not predict the dependent variable are excluded from the analysis and the independent variables that
significantly predict the dependent variable are included in the order of importance, respectively
(Buyukoztiirk, 2012; Cohen, Cohen, West, and Aiken, 2003). In this study, significant variables that predict
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teachers' curriculum design approaches were determined according to the order of importance by using
stepwise regression analysis.

Results
Results Concerning the First Sub-Problem

The arithmetic mean and standard deviation values calculated from the answers given by teachers to
the scales for the first sub-problem of the study "Which educational philosophies and curriculum design
approaches do teachers adopt the most?" are presented in Table 2.

Table 2.
Descriptive Statistics of Teachers’ Educational Philosophies and Curriculum Design Approaches

Scales Sub-dimensions )? S
Perennialism 4.10 0.62
Essentialism 2.49 0.54

Education Beliefs Progressivism 4.47 1.13
Reconstructionism 4.27 0.60
Existentionalism 4.64 0.40
Subject-centered 3.04 0.80

Curriculum Design Approaches Student-centered 4.40 0.44
Problem-centered 4.32 0.47

When Table 2 is examined, it is seen that the educational philosophies mostly adopted by the teachers
are existentialism ( X =4.64), progressivism ( X =4.47), reconstructionism ( X =4.27), perennialism

(X =4.10) and essentialism ( X = 2.49), respectively. In this respect, it was found that teachers adopt
existentialism and progressivism at most, and adopt essentialism at least. When the curriculum design

approaches are examined, the least preferred approach is the subject-centered approach (X = 3.04),
while the most preferred curriculum design approach is student-centered approach ( X = 4.40).
Results Concerning the Second Sub-Problem

The Pearson Product Moment Correlation Coefficients calculated for examining the relationship
between teachers' educational philosophies and curriculum design approaches for the second sub-
problem of the study "Is there a significant relationship between teachers' educational philosophies and
curriculum design approaches?” are presented in Table 3.

Table 3:
Pearson Product Moments Correlation Coefficients Related to the Variables Included in the Study

Scales and sub-dimensions (1) (2) (3) (4) (5) (6) (7) (8)
A. Curriculum Design Approaches
Scale

1.00 .050 .195™" 447 .580™" -.115 242" -.057

1. Subject-centered

.702** 207" .600"" .385" 491"

2. Student-centered 1.00 -.143"

3. Problem-centered 1.00 309" 015 567 446" 470"
B. Education Beliefs Scale

4. Perennialism 1.00 .308™ 289™ 490" 228"
5. Essentialism 1.00 -.109 .051 -.250""
6. Progressivism 1.00 .569™  .638™
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7. Reconstructionism 1.00 450"

8. Existentionalism 1.00

p<.05 *, p<.01**

When Table 3 is examined, it was found that there is a moderate, positive and significant relationship
between subject-centered curriculum design approaches and educational philosophies of perennialism
(r=.447, p<0.01) and essentialism (r=.580, p<0.01); there is a low, positive and significant relationship
between subject-centered curriculum design approaches and reconstructionism (r=.242, p<.01).

It was found that there is a moderate, positive and significant relationship between student-centered
curriculum design approach and educational philosophies of progressivism (r=600, p<.01),
reconstructionism (r=385, p<.01) and existentialism (r=.491, p<.01); there is a low, positive and significant
relationship between student-centered curriculum design approach and perennialism (r=.207, p<0.01);
there is a low, negative and significant relationship between student-centered curriculum design
approach and essentialism (r=-.143, p<.05).

It was found that there is a moderate, positive and significant relationship between problem-centered
curriculum design approach and educational philosophies of perennialism (r=.309, p<.01), progressivism
(r=.567, p<.01), reconstructionism (r=.446, p<.01) and existentialism (r=.470, p<.01).

Results Concerning the Third Sub-Problem

The third sub-problem of the study was determined as "Do teachers' educational philosophies predict
their curriculum design approaches significantly?”. Concerning this sub-problem, stepwise regression
analysis was conducted for each curriculum design approach. The results of the stepwise regression
analysis for the subject-centered curriculum design approach are presented in Table 4.

Table 4.
Results of Stepwise Regression Analysis on the Prediction of Teachers’ Subject-Centered Curriculum Design
Approach

Model Variable B SC B t p
(Constant) 2.012 .095 21.252 .000
1 Essentialism 411 .035 .580 11.873 .000
R=.580 R2=.336 AR2=.334 F(1,278=140.969
(Constant) .598 .247 2.424 .016
5 Essentialism .347 .034 .489 10.126 .000
Perennialism .384 .062 .297 6.149 .000
R=.645 R2=.416 AR2=412 F(2,277=98.721
p<.01

When Table 4 is examined, it is seen that educational philosophies of perennialism and essentialism
are significant predictors of the subject-centered curriculum design (F (2277) = 98.721, p <.01). The
regression analysis on the prediction of subject-centered curriculum design was conducted in two steps
and two variables (perennialism and essentialism) were found to be significant predictors in terms of their
contribution to the variance. The results of the analysis showed that perennialism (33.6%) and
essentialism (8%), which are important predictors of regression equality, can explain 41.6% of the
variance in teachers’ subject-centered curriculum design. On the other hand, it was found that the
philosophies of "progressivism", "reconstructionism” and “existentialism” do not make a significant
contribution to the total variance, and cannot significantly predict teachers’ subject-centered curriculum
design approach.

The results of the stepwise regression analysis for the student-centered curriculum design approach
are presented in Table 5.
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Table 5.
Results of Stepwise Regression Analysis on the Prediction of Teachers’ Student-centered Curriculum Design
Approach

Model Variable B SC B t p
(Constant) 1.626 223 7.287 .000
1 Progressivism .621 .050 .600 12.497 .000
R=.600 R?=.360 AR?=.357 F(1,278=156,179
(Constant) 1.244 .255 4.870 .000
Progressivism E .501 .064 484 7.864 .000
2 Existentialism .198 .067 .182 2.957 .003
R=.616 R?=.379 AR?=.375 F(2,277)=84.637
p<.01

When Table 5 is examined, it is seen that educational philosophies of progressivism and existentialism
are significant predictors of the student-centered curriculum design (F (2277) = 84.637, p <.01). The
regression analysis on the prediction of student-centered curriculum design was conducted in two steps
and two variables (progressivism and existentialism) were found to be significant predictors in terms of
their contribution to the variance. The results of the analysis showed that progressivism (36.0%) and
existentialism (1.9%), which are important predictors of regression equality, can explain 37.9% of the
variance in teachers’ student-centered curriculum design. On the other hand, it was found that the
philosophies of "perennialism", "essentialism” and "reconstructionism” do not make a significant
contribution to the total variance, and cannot significantly predict teachers’ student-centered curriculum
design approach.

The results of the stepwise regression analysis for the problem-centered curriculum design approach
are presented in Table 6.

Table 6.
Results of Stepwise Regression Analysis on the Prediction of Teachers’ Problem-Centered Curriculum Design
Approach

Model Variable B SC B t p
(Constant) 1.747 .249 5.923 .000

1 Progressivism .636 .055 .567 11.475 .000
R=.567 R2=.321 AR2=.319 F(1,273)=131.685
(Constant) 1205 .260 4.642 .000
Progressivism .584 .057 521 10.255 .000

2 Reconstructionism 121 039 159 3.121 002
R=.587 R2=.344 AR2=.340 F(2,277)=72.785

3 (Constant) .829 .260 2.848 .005
Progressivism 465 .071 414 6.509 .000
Reconstructionism 115 .039 .150 2.990 .003
Existentialism .202 .074 171 2.732 .007
R=.601 R2=.362 AR2=.355 F(3,276)=52.144

p<.01

When Table 6 is examined, it is seen that educational philosophies of progressivism, reconstructionism
and existentialism are significant predictors of the problem-centered curriculum design (F (3,276) =131.685,
p <.01). The regression analysis on the prediction of problem-centered curriculum design was conducted
in three steps and three variables (progressivism, reconstructionism and existentialism) were found to be
significant predictors in terms of their contribution to the variance. The results of the analysis showed that
progressivism (32.1%), reconstructionism (2.3%) and existentialism (1.8%), which are important predictors
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of regression equality, can explain 36.2% of the variance in teachers’ problem-centered curriculum design.
On the other hand, it was found that the philosophies of "essentialism” and "perennialism" do not make a
significant contribution to the total variance, and cannot significantly predict teachers’ problem-centered
curriculum design approach.

Discussion, Conclusion and Suggestions

In this study examining the relationship between teachers’ educational philosophies and their
curriculum design approaches, it was concluded that the educational philosophies mostly adopted by
teachers are existentialism, progressivism, reconstructionism, perennialism and essentialism, respectively.
This result is supported by several research results in the literature (Altinkurt et all, 2012; ligaz, Bulbil and
Cuhadar, 2013; Kogak, Ulusoy and Onen, 2012; Oguz, Altinkurt, Yilmaz and Hatipoglu, 2014; Sahin, Tunca
and Ulubey, 2014; Ugurlu and Galmasur, 2017), while do not overlap with the results of some researches
(Coban, 2002; Coban 2007; Doganay and Sari, 2003; Doganay, 2011; Duman, 2008; Duman and Ulubey,
2008; Tekin and Ustiin, 2008). In the study conducted by Yilmaz and Tosun (2013), it was found that the
educational philosophies mostly adopted by teachers are existentialism, progressivism, perennialism,
reconstructionism and essentialism, respectively and this result partially overlaps with the results of this
study. Similarly, in the studies of Ekiz (2005, 2007) examining educational philosophies of prospective
teachers and not including the philosophy of existentialism as a sub-dimension, progressivism was found
to be the most preferred educational philosophy, and perennialism was found to be the least preferred
educational philosophy. In Doganay's study (2011) investigating the effects of pre-service teacher
education on teachers’ educational philosophies, it was determined that the most preferred educational
philosophy is progressivism, and the least preferred educational philosophy is perennialism and
existentionalism. In the study of Karadag, Baloglu and Kaya (2009) conducted with school administrators,
the most preferred educational philosophy was found to be progressivism and reconstructionism.

Another important result of this research is that the mean values of educational philosophies except
for the essentialism are close to each other. It is seen that teachers adopt educational philosophies at high
level, except for essentialism. In other words, in this research, it was concluded that teachers adopt the
educational philosophies of reconstructionism and perennialism to a great extent as well as existentialism
and progressivism. Similarly, in the study of Gecici and Yapici (2008) conducted with primary school
teachers, it was concluded that teachers adopt the other four educational philosophies at high level as
well as the highest level of progressivism. Parallel to the results of this study; in the studies conducted by
Altinkurt et all (2012), Kogak, Ulusoy and Onen (2012), ligaz, Biilbiil and Cuhadar (2013), Oguz, Altinkurt,
Yilmaz and Hatipoglu (2014), Sahin, Tunca and Ulubey 2014), Ugurlu and Galmasur (2017), Yilmaz and
Tosun (2013), it was concluded that teachers adopt the other four educational philosophies at high level
except for essentialism. In this respect, it can be said that teachers do not only adopt a particular
educational philosophy, rather they adopt more than one educational philosophy. This conclusion
overlaps with Ornstein and Hunkins’s view (2016) stating that a single philosophy cannot make the right
decisions about education and curriculum, and therefore many schools should combine multiple
philosophies in order to meet the needs of the individual and the society. When the studies in the
literature are examined, it is seen that the educational philosophies of the teachers differed in the studies
carried out on different groups. Based on the results of this research, it can be said that the teachers have
adopted the contemporary educational philosophies more than the traditional educational philosophies.
This result can be regarded as a positive situation in terms of creating a student-centered and democratic
learning environment in the teaching-learning process. In addition, this result is promising to bring up
responsible individuals who can make the right decisions and apply to solve the individual and social
problems that may arise in the future, can adapt to changing society.

In this research, it was concluded that teachers adopt student-centered curriculum design approaches
at most, and adopt subject-centered curriculum design approaches at least. This result supports the
results of the study conducted by Unsal and Korkmaz (2017). One of the reasons of teachers’ adopting
student-centered curriculum design approach at most can be the fact that curricula in Turkey have been
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developed according to the constructivist educational approach since 2005-2006 year. It is argued that
learners should be active within the education process in constructivist education, it is student-centered
and therefore this approach is closer to the educational philosophy of progressivism (Akpinar, 2010). In
this respect, it can be said that teachers advocate that the students should be centered in the teaching-
learning process and their interests, needs and expectations should be taken into account in curriculum
development process. This can be regarded as a positive outcome in terms of enabling teachers to
implement the constructivist approach emphasized in curricula and to get the students active in education
process.

As a result of the research, it was determined that there are moderate and significant relationships
between teachers’ educational philosophies and curriculum design approaches. In this study, it was
determined that there is a moderate, positive and significant relationship between teachers’ educational
philosophies of perennialism, essentialism and subject-centered curriculum design approach. In addition,
it was concluded that perennialism and essentialism are significant predictors of the subject-centered
curriculum design approach. In subject-centered curriculum design approach, the fact that textbooks are
important and the teacher who is in the center of education selects and transfers the knowledge without
considering the interests and needs of the students is a reflection of traditional education understanding.
Educational philosophies of perennialism and essentialism, which form the basis of traditional
understanding, ignore cultural diversity and individual differences, arguing that human nature is
unchangeable (Tuncel, 2004; Ornstein and Hunkins, 2016). In this respect, it can be said that the
conclusions in this research about the fact that educational philosophies of perennialism and essentialism
are significant predictors of the subject-centered curriculum design approach overlap with the theoretical
literature.

As a result of the research, it was determined that there are moderate, positive and significant
relationships between the teachers’ educational philosophies of progressivism, existentialism,
reconstructionism and student-centered, problem-centered curriculum design approaches. Moreover, it
was concluded that progressivism and existentialism are significant predictors of the student-centered
curriculum design approach; progressivism, reconstructionism and existentialism are significant predictors
of the problem-centered curriculum design approach. The student-centered curriculum design approach,
based on the assumption that learning only take place when the learners can actively participate in the
education process, attaches importance to the individual differences (Cubukgu, 2008) and is based on the
philosophy of progressive education caring about the needs and interests of learners (Gutek, 1998).
Similarly, in the existentialist education, the individual is emphasized to be unique and valuable;
contemporary and democratic education is emphasized by featuring learners in education (Mala, 2011). In
this respect, the conclusions in this research that the philosophies of progressivism and existentialism are
significant predictors of student-centered curriculum design approach support the theoretical literature.
Problem-centered curriculum design approaches are based on the philosophy of progressivism and
reconstructionism. And, the philosophy of reconstructionism is based on the philosophical movement of
pragmatism and existentialism (Demirel, 2015). In this respect, the conclusions in this research that the
philosophies of progressivism, reconstructionism and existentialism are significant predictors of problem-
centered curriculum design approach overlap with the theoretical literature.

As a result, it can be said that teachers' contemporary educational philosophies and student-centered
and problem-centered curriculum design approaches are related to each other; traditional educational
philosophies and subject-centered curriculum design approaches are related to each other. In addition, in
this study it was determined that teachers' beliefs of educational philosophies are significant predictors of
their curriculum design approaches. These results support the theoretical background. When the
literature is examined, it is also accepted that all curriculum design approaches are based on certain
philosophies of education (Demirel 2015; Korkmaz, 2007; Ornstein and Hunkins, 2016). Therefore, it can
be said that the results of this study overlaps with the views in the literature stating that each curriculum
design approach is based on certain educational philosophies and support these views scientifically. Based
on the results of this study, the following suggestions are addressed for practitioners and researchers:
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1- In in-service teacher education programs, trainings can be organized to teach teachers how to
design and implement activities that are appropriate for contemporary educational philosophies and
student-centered curriculum design approaches.

2- In future studies, the variables that can influence teachers' educational philosophies and curriculum
design approach preferences can be examined.

3- In future studies, qualitative data such as interviews, observations can be supported by using
qualitative or mixed research designs.
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Tiirkge Siirimu

Girig

Hayatin hangi evresinde olunursa olunsun insanin almig oldugu egitim, dncelikle kendini tanimasinda
sonrasinda ise iginde bulundugu toplumu anlamlandirmasinda 6énemli bir etkiye sahiptir. Bireyin kendini
tanimasi, ilgi ve yeteneklerinin farkina varmasi, bu yetenekleri kendisi ve toplum icin dogru sekilde
kullanabilmesi almis oldugu egitimle dogru orantilidir. Bu nedenle, bireyin ve toplumun gelecegi icin
onemli olan egitimin nasil olmasi gerektigi disindrlerin en 6nemli odak noktalarindan biri olmustur. Bilgi
birikiminin artmasi ve yasanan teknolojik gelismelerle kiiresellesen diinyada, egitimin nasil olmasi
gerektigi tartisilan temel sorulardan biri haline gelmistir. Bireysel ve toplumsal yarar dogrultusunda
ekonomik, kulturel ve politik amaglari icinde barindiran egitimin bu amaglari yerine getirebilmesi igin
sistemli bir sekilde hazirlanmasi, gelistirilmesi ve degerlendirilmesi gerekmektedir. Egitimin sistematik hale
getirilmesi icin atilmasi gereken en 6nemli adimlardan biri egitim programlarinin olusturulmasidir.

Egitimin bircok farkli tanimi oldugu gibi egitim programi da egitimciler tarafindan farkl sekillerde
tanimlanmistir. Egitim programi; "6grenme plani", yetistirme islevinden dolayi “yetisek”, 6grenen ve
Ogretenlere yol gosterdigi icin “izlenen yol” ve “izlence” olarak tanimlanmistir (Demirel, 2015; Ertirk,
2013; S6nmez, 2015; Taba, 1962). Saylor, Alexander ve Lewis (1981) egitim programini "egitilmesi gereken
bireylere 6grenme yasantilari kazandirma plani”, Varis (1978) "egitim kurumlarinin ¢ocuklar, gengler ve
yetiskinler icin sagladigi, Milli Egitimin belirledigi hedeflerin gerceklesmesine yonelik yapilan faaliyetler",
Fidan (2012) "oOgrencilerin karsilastiklari 6grenme durumlari ve gegcirdikleri yasantilarin tima", Ertirk
(2013) "belirli ogrencileri belirli bir zaman dilimi icerisinde yetistirmeye yonelik olusturulan gecerli
6grenme vyasantilari dizeni", Sonmez (2015) "6grencide gozlemlenmesi istenilen hedef ve hedef
davranislari, onlarin igerikle iliskisini, egitim ve sinama durumlarini kapsayan dizen", Senemoglu (2018)
"bireylere yasanti kazandirmak Gzere olusturulan egitim yasantilari diizeni", Demirel (2015) ise "68renene
okul ici ve disinda planlanmis etkinler yoluyla olusturulan 6grenme yasantilarinin diizenlenmesi" olarak
tanimlamistir. Bu tanimlardan hareketle egitim programi, okul ici ve okul disi etkinlikleri kapsayan
o6grenme yasantilari diizenegi seklinde ele alinabilir. Kiresellesen dinyada bireyin ve toplumun
ihtiyaclarinin zaman icinde degisiklige ugramasindan dolayl egitim programlarinin degisen ihtiyaglari
karsilayabilmesi icin siirekli ve sistemli olarak degerlendirilip gelistirilmesi gerekmektedir.

Egitim slrecinde hangi amaglara nasil ulasilacagi, ulasihp ulasilmadiginin nasil dlgilecegi, eksikliklerin
nasil giderilecegi program tasarimlarinda yer aldigi igin egitim programi tasarimi, program gelistirme ve
degerlendirme sirecinin en temel noktalarindan biridir (Demirel, 2015; Erden, 2000; Saylan, 2001).
Egitimle ilgili tim kararlarin verilmesinde yol gosterici olan egitim programi tasarimi egitim niteligini de
onemli Olcide etkilemektedir (Saylan, 2001). Egitim programini gelistirmeye baslamadan 6nce egitim
programinin nasil bir tasarim yaklasimina goére sekilleneceginin belirlenmesi gerekmektedir; ¢linkl egitim
programi tasarimi, egitim programinin nasil temellendirilecegine karar verdigi icin programin anlayisini ve
felsefesini de ortaya koymaktadir. Diger bir degisle, program tasarimi yaklasimlari programin yapisini,
hangi sorulara cevap aranacagini, nelerin hedeflenecegini belirlemektedir (Ozdemir, 2007). Egitim
programinin 6grenciyi, konu alanini veya problemi temele almasina goére “konu merkezli program tasarimi
yaklagimlan”, 6grenen merkezli program tasarimi yaklasimlar” ve “sorun merkezli program tasarimi
yaklasimlar” olmak lizere li¢ ayri program tasarim yaklasimi bulunmaktadir (Korkmaz, 2007; Ornstein ve
Hunkins, 2016).

Konu Merkezli Program Tasarimi Yaklasimlari

Bilinen en eski ve en yaygin olarak kullanilan konu merkezli program tasarimi yaklasimlari, dersler ve
konular Uzerine temellendirilmistir. Geleneksel anlayis ve kiltiirle baglantili olarak tasarlanan bu
yaklasimda bilgiler, dersler seklinde gruplandiriimakta ve bu derslerdeki konular ise egitim programinin
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temelini olusturmaktadir. Daimici ve esasici egitim felsefelerine dayanan bu yaklasim konu, disiplin, genis
alan ve siireg tasarimi olmak lizere dort grupta toplanmistir (Gutek, 1988; Sénmez, 2015). Konu tasarimini
benimseyenler bilgilerin sézel olarak anlatilarak daha iyi 6grenilecegini savunduklari igin ders kitaplarini
dnemsemektedirler. Ogrenenlere toplumla ilgili bilgileri aktarmayi amaglayan konu tasarimi, égrenenlerin
ilgi ve ihtiyaglarini gbz ardi etmektedir (Korkmaz, 2007; Ornstein ve Hunkins, 2016; Tanner ve Tanner,
1995). Akademik disiplinleri 6Gnemseyen disiplin tasarimi, temelde konu tasarimiyla ayni olmasina karsin
konularin verilis sekline ve 6grenenlerin bu bilgileri nasil kullanacaklarina da odaklanmaktadir (Demirel,
2015). Deney, gozlem ve arastirmalara yer veren bu tasarimda énemli olan 6grenenlerin konularin yapisini
ve mantigini anlayarak yasamdaki benzer durumlarda kullanabilmesidir (Tanner ve Tanner, 1995). Disiplin
ve konu tasarimina bir alternatif olarak olusturulan genis alan tasarimi, 6grenenlerin konulari ayri ayri
dersler seklinde 6grenmelerinin 6niine gegmeyi amaglamaktadir (Ornstein ve Hunkins, 2016). Daha ¢ok
ilkégretim dizeyinde kullanilan genis alan tasarim yaklasimi, farkli derslerdeki konular arasinda baglanti
kurmayir amaglamaktadir (Cubukgu, 2008; Ornstein ve Hunkins, 2016). Siire¢ tasarimi ise Ogrencilerin
konulari ve bilgileri 6grenmelerinden ¢ok 6grenmeyi O0grenme, problem ¢bzme ve karar verme
becerilerinin gelistirilmesi gerektigini savunmaktadir. Ayrica bu tasarim, tim konular igin ortak bir
6grenme yontemini olusturmayi hedeflemektedir (Korkmaz, 2007; Ornstein ve Hunkins, 2016).

Ogrenen Merkezli Program Tasarimi Yaklagimlari

Toplumsallasma ve Rousseau’nun gelisim fikirlerini temele alan 6grenen merkezli program tasarimi
yaklagimlari, 6grenenin aktif katilimiyla 6grenmenin gergeklesebilecegini vurgulamaktadir. Bireysel
farkhliklari Gnemseyen bu tasarim, 6grencinin ilgi ve ihtiyaclarini 6n planda tutmaktadir (Blylikkaragoz,
1997; Korkmaz, 2007; Ornstein ve Hunkins, 2016). Bu tasarim ¢ocuk merkezli, yasanti merkezli, romantik
(radikal) ve hiimanist tasarim olmak Gzere dorde ayrilmaktadir. Taba’nin “kisi yasadigini 6grenir” anlayisini
temele alan ¢ocuk merkezli tasarim, deneyimlere dikkat ¢cekerek cocugun 6grenme siirecinde aktif olmasi
gerektigini savunmaktadir (Demirel, 2015). Ayrica, bu yaklasimda her ¢ocuk igin ayri bir programin
olusturulmasi 6nemlidir (Ornstein ve Hunkins, 2016). Yasanti merkezli tasarim, ¢ocuk merkezli tasarima
benzese de bu tasarimda cocugun ihtiyaglarinin daha 6nceden belirlenemeyecegi savunuldugundan
programlarin énceden hazirlanamayacagi gorlisi hakimdir. Bu tasarimda, siregte belirlenen ihtiyaclara
gore degisebilen programlar 6grenme sireci icinde es zamanli olarak hazirlanmaktadir (Henson, 2006;
Korkmaz, 2007; Ornstein ve Hunkins, 2016). Geleneksel anlayisa karsi ¢cikan romantik (radikal) tasarimin
savunuculari, her ¢ocugun kendi dogasi icerisinde egitiimesini dnemsemektedir. Bu nedenle c¢ocugun
ozglirliglinl kisitlayan okullara karsi ¢itkmakta ve hazirlanan program veya planlari gereksiz gormektedir
(Tanner ve Tanner, 1995). Bireyin igsel 6zelliklerini 6nemseyen hiimanist tasarim ise baski ve zorlama
olmadan 6grenenin kendini gergeklestirmesini ve bireyin bir butiin olarak gelistirilmesini amaglamaktadir.
Egitimde alinan kararlarda 6grenenlerin de s6z sahibi olmasi gerektigini savunmaktadir (Ornstein ve
Hunkins, 2016).

Sorun Merkezli Program Tasarimi Yaklagimlar

Bireysel ve toplumsal problemler (izerine yogunlasan bu yaklasim, temel felsefe olarak pragmatizme,
egitim felsefesi olarak ise ilerlemecilik ve yeniden kurmaciliga dayanmaktadir. Henliz karsilanmayan
toplumsal ihtiyaglara odaklanan sorun merkezli program tasarimi vyaklasimlari, bu ihtiyaglan
karsilayabilecek ve toplumun onemli problemlerine ¢6zim Uretebilecek yetenekli, bilgili, elestirel
diisiinebilen bireyleri yetistirmeyi amaglamaktadir. Bunun yani sira o6grencilerin ilgi, ihtiyag ve
yeteneklerini de 6nemseyen bu yaklasim “yasam kosullari”, “cekirdek” ve “sosyal problemler ve yeniden
yapilandirmaci tasarim” olmak uzere Uge ayrilmaktadir (Cubukgu, 2008; Demirel, 2015). Egitim
programlarinin ele aldigi konular ile yasam arasinda iliski kurmayi temele alan yasam kosullari tasariminda
ogretmenler, 6grencilere toplumda olusabilecek genel sorunlari ¢odzebilmeleri igin bazi becerileri
kazandirmayi amaglamaktadir (Demirel, 2015). Cekirdek (core) tasarimda ise merkeze alinan sosyal
konular problem ciimlesi seklinde ifade edilmektedir. Uygulama alani olarak gorilen toplumun sorunlarini
cOzebilecek 6grenciler yetistirmeyi amaglamaktadir. Ayrica bu tasarimda demokratik degerler ve isbirligine
dayali 6grenme 6nemlidir (Cubukgu, 2008). Temel amaci toplumda karsilasilan problemleri analiz etmeyi
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amaglayan sosyal problemler ve yeniden yapilandirmaci tasarimda ise 6grencilerin iginde bulunduklan
toplumu elestirel bir gozle analiz etmeleri beklenmektedir. Zamanla toplumun degismesi ve dénlismesi
gerektigini savunan bu tasarim, toplumsal reform gorevini okullara yiklemektedir (Demirel, 2015;
Korkmaz, 2007).

Egitim programi 6gelerini dizenlemenin Otesinde olan egitim programi tasarim yaklasimlari, hem
teoride hem de uygulamada karmasik bir yapida olabilmektedir (Demirel, 2015; Ornstein ve Hunkins,
2016). Tasarlananlarla uygulamalar arasinda farkliliklarin olmasi programda belirlenen amaglara ulasmayi
engellemektedir. Bu nedenle program tasarlanirken her biri farkli egitim felsefelerine gore sekillenen konu
merkezli, grenen merkezli ve sorun merkezli program tasarim yaklagimlarinin tercihinde toplumda hakim
olan egitim felsefesiyle uyumlu olmasina dikkat edilmelidir (Doganay ve Sari, 2003; Ornstein ve Hunkins,
2016; Saylan, 2001).

Egitim felsefeleri, hem egitim programi tasariminin yénini tayin etmesi hem de program o6gelerinin
belirlenmesinde temel dayanak olmasi bakimindan 6nem tasimaktadir. Demirel'e (2015) gére egitim
felsefesi, program gelistirme calismalarinda programin hedefini ve icerigini belirlemede dikkate alinmasi
gereken 6nemli bir alandir. Egitim siirecinin tim asamalarinda alinan kararlarda egitim felsefesi temel bir
olgiit islevi gorir (Ornstein ve Hunkins, 2016). insana verilen degeri, insan yasaminda egitimin dnemini,
islevini, bireyin ve toplumun yasam kalitesini artirmak igin ihtiya¢ duyulan bilgi, beceri ve yetenekleri
sorgulayan felsefi akimlarin vermis oldugu cevaplara gore gesitli egitim felsefeleri ortaya ¢ikmistir. Baslica
egitim felsefeleri asagidaki gibidir:

Daimicilik

Daimicilik evrende degisimlerin ¢ok az oldugunu, temel degerlerin degismedigini, bu nedenle bilginin
evrensel ve degismez oldugunu savunmaktadir. Daimicilikte degismeyen evrensel bilgileri iginde
barindiran klasik eserler oldukga &nemlidir. insan dogasinin her yerde ayni oldugunu ifade eden daimiciler,
kiiltiirel gesitlilige ve bireysel farkliliklara &nem vermemektedir (Tuncel, 2004). insanlarin tek ayirt edici
ozelligi olarak akli gordikleri icin akh gelistirmek daimiciligin en temel amacidir. Bu anlayis bireyi iginde
yasadigl diinyaya gore degil, degismeyecek olan diinyaya uyum saglayabilecek, karakterli ve entelektiel
olarak yetistirmeyi amaclamaktadir. Egitim siirecinin merkezinde olan 6gretmenin amaci, 6grencinin
aklindaki dogrulari buldurtmaktir. Okulun en temel islevi ise degismez olan degerleri yeni nesillere
aktarmaktir. Daimicilikte tlimdengelim ve sokratik tartisma yontemi kullanilir, egitim sirecinde
O0gretmenler aktif, 6grenciler ise pasif durumdadir (Altinkurt, Yilmaz ve Oguz, 2012).

Esasicilik

Esasicilik, daimiciligin aksine insanin dogustan bilgi sahibi olmadigini, bilgiyi sonradan edindigini
savunmaktadir. Egitim programinda konu alaninin iyi diizenlenmis olmasi gerekmektedir. Belirli konularin
uzmani olan 6gretmen, egitimin merkezinde yer alir ve siniftaki tek otoritedir. Egitimin 6zlinde ise disiplin
ve konulari ezberleme vardir. Gelecegi ilgilendiren, ¢6zimlenmemis, kesinligi ispatlanmamis bilgiler icerik
olarak ele alinmamaktadir. Esasicilere gore egitimde en o6nemli amag, toplumun olusturdugu bilgi
birikimini yeni nesillere aktararak gelecekte daha iyi ve Ustlin bir toplum olusturmaktir (Altinkurt, Yilmaz
ve Oguz, 2012; Ornstein ve Hunkins, 2016; Sonmez, 2015; Yayla, 2009).

ilerlemecilik

ilerlemecilik, degisimi egitimin merkezine alarak geleneksel anlayisa karsi cikmaktadir. Demokratik bir
egitim slrecinde 06grencilerin aktif olmalarini ve yaparak-yasayarak bilgiyi yapilandirmalarini
amaclamaktadir. Egitimi yasamin kendisi olarak goren bu anlayista 6grencinin karsilasabilecegi problemler
dgrencilere sunulmakta, dgrenciden ¢éziimler Gretmesi beklenmektedir. Ogretme-6grenme ortaminda yol
gosterici roli olan 0Ogretmen, siregte aktif olmasi beklenen 6grencinin olabildigince ¢ok yasanti
kazanmasini saglamaktadir (Altinkurt, Yilmaz ve Oguz, 2012; Yayla, 2009).

Yeniden Kurmacihk
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Yeniden kurmacilik felsefesine gore egitimin en 6nemli amaci, toplumdaki sorunlari ortadan kaldirarak
sosyal reform hareketini baglatmaktir. Bu akimin savunuculari egitimde baskin bir gériisiin olmamasi ve
tim degerlerin programda yer almasi gerektigini disiinmektedir. Ogrenciler elestirel bir sekilde
toplumdaki tim degerleri inceleyerek yeni bir toplum inga etmek igin gerekli adimlari atmalidirlar. Bunun
icin de 6gretmenlerin 6grencilerini toplumsal degisimi ve donlisimi saglayabileceklerine inandirmalari
gerekmektedir. Toplumu yeninden yapilandirma sorumlulugu ise okullara ylklenmektedir (Altinkurt,
Yilmaz ve Oguz, 2012; Celik, 2006; Oguz, Altinkurt, Yilmaz ve Hatipoglu, 2014; Tuncel, 2004).

Yeniden kurmacilik egitim felsefesi, pragmatizm ve varolusguluk felsefi akimlarina dayanmaktadir.
Varolusguluk, insanin 6zgiirligiinii temele alan insancil bir akimdir. Ogrenci kendi segimlerinde 6zgiirce
karar vermeli ve sorumlulugunu da alabilmelidir. Bu nedenle amag¢ kendi i¢ dlinyasina ulasabilen,
dzglrliginin farkinda olan, bilingli eylemde bulunabilen bireyler yetistirmektir. Ogretmen ve ders
secimini bizzat 6grenciye birakan bu anlayis acgik okul sistemini savunmaktadir. Egitimde énemli olan bilgi
aktarimi degil, bireyin bakis agisini genisleterek dogru secimler yapabilmesini saglamaktir (Oguz, Altinkurt,
Yilmaz ve Hatipoglu, 2014; Sonmez, 2015).

Yukarida belirtildigi gibi, egitim programi tasarim yaklasimlarinin kuramsal olarak belirli egitim
felsefeleri tzerine temellendirildigi gériilmektedir. ilgili alanyazin incelendiginde, dgretmenlerin egitim
felsefesi inanclarini (Cetin, ilhan ve Arslan, 2011; Coban, 2002; Coban, 2007; Doganay, 2011; Duman,
2008; Duman ve Ulubey, 2008; Ekiz, 2005; Ekiz, 2007; Eren, 2010; Gegici ve Yapici, 2008; llgaz, Bilbil ve
Cuhadar, 2013; Karadag, Baloglu ve Kaya, 2009; Kogak, Ulusoy ve Onen, 2012; Sahin, Tunca ve Ulubey,
2014; Tekin ve Ustiin, 2008; Ugurlu ve Calmasur, 2017; Ustiiner, 2008; Yilmaz, Altinkurt ve Oguz, 2012) ve
egitim programi tasarim yaklasimi tercihlerini (Unsal ve Korkmaz, 2017) ayri ayri ele alarak inceleyen
calismalarin oldugu gorilmektedir. Fakat Ogretmenlerin benimsedikleri egitim felsefeleri ile egitim
programi tasarim yaklagimlarini birlikte ele alarak inceleyen herhangi bir galismaya ulagiimamistir.
Alanyazinda egitim programi tasarim yaklagimlarinin belirli egitim felsefelerine dayandirildigina iligkin
goriisler (Demirel 2015; Korkmaz, 2007; Ornstein ve Hunkins, 2016) olmakla birlikte bu goruslerin
uygulamaya donik bir arastirmayla desteklenmedigi goriilmektedir. Bu durumda, ortaya atilan bu
goruslerin kuramsal bir yapiyla sinirh oldugu ve dolayisiyla egitim felsefeleri ile egitim programi tasarim
yaklasimlari arasindaki iliskinin uygulamaya doéniik calismalarla belirlenmesine ihtiya¢ duyuldugu
soylenebilir.

Egitim programi tasarim yaklasimlarinin bireye ve egitime bakisina, egitimden beklentilerine,
hedeflerine, egitim sirecine, degerlendirme olgltlerine bakildiginda, her program tasarim yaklasimin
belirli egitim felsefelerine dayandigi gorilmektedir. Egitim programinin temelini olusturan egitim
felsefeleri ve egitim programi tasarim yaklagimlarindan egitimin niteligi ve ulasilmak istenen kazanimlar
icin dogru olani segip uygulamak oldukga 6nemlidir. Segilen egitim programi tasarim yaklasiminin ve temel
alinan egitim felsefesinin amaca hizmet edebilmesi icin uygulamadaki egitim siireciyle uyum icinde olmasi
gerekmektedir. Bu nedenle, programin uygulayicilari olan 6gretmenlerin hangi egitim programi tasarim
yaklasimlarini ve egitim felsefelerini benimsedikleri olduk¢a 6énemlidir. Ayrica, her ne kadar alanyazinda
egitim programi tasarim yaklasimlarinin belirli egitim felsefelerine dayandirildigi ifade edilse de egitim
felsefeleri ile egitim programi tasarim yaklasimlari arasindaki iliskinin uygulamaya doénik calismalarla
bilimsel olarak ortaya konulmasina ihtiya¢ duyulmaktadir.

Arastirmanin Amaci ve Onemi

Bu c¢alismanin amaci, 6gretmenlerin benimsedikleri egitim felsefeleri ile tercih ettikleri egitim programi
tasarim yaklasimlari arasindaki iliskiyi belirlemektir. Bu ama¢ dogrultusunda asagidaki sorulara cevap
aranmistir:

1- Ogretmenler en ¢ok hangi egitim felsefelerini ve egitim programi tasarim yaklasimlarini
benimsemektedirler?

2-  Ogretmenlerin benimsedikleri egitim felsefeleri ve egitim programi tasarim yaklasimlari arasinda
anlamli bir iliski var midir?”
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3- Ogretmenlerin benimsedikleri egitim felsefeleri egitim programi tasarim yaklasimlarini anlamli
diizeyde yordamakta midir?”

Egitim programlarini 6gretme-6grenme ortaminda islevsel kilacak olan 6gretmenlerdir, bir bagka
deyisle egitim programi 6gretmenin gabalariyla amacina ulasmaktadir. Ogretmenlerin egitim programinda
hangi 6geye agirlik verecekleri, 6gretme-6grenme siirecini nasil dizenleyecekleri ve sinif igerisindeki
uygulamalari blyik 6l¢lide benimsedikleri egitim felsefeleri ve egitim programi tasarim yaklasimlarina
bagli olarak degiskenlik gostermektedir. Dolayisiyla, bu g¢alisma egitimin niteligini ve igerigini 6nemli
Olgtide etkileyen 6gretmenlerin benimsedikleri egitim felsefeleri ile egitim programi tasarim yaklasimlarini
belirlemesi agisindan 6nem tasimaktadir. Bdylece, 6gretmenlerin benimsedikleri egitim felsefeleri ile
egitim programi tasarim yaklasimlarinin cagdas egitim anlayisina uygun olup olmadigi ortaya konulacaktir.

Alanyazinda egitim programi tasarim yaklasimlari ile egitim felsefelerinin kuramsal olarak iliskili oldugu
belirtiimektedir. Bu calismanin 6gretmenlerin benimsedikleri egitim felsefeleri ile egitim programi tasarim
yaklasimlari arasindaki iliskinin 6gretmenlerden elde edilen veriler dogrultusunda bilimsel olarak ortaya
konulmasi yonlyle alanyazina katki getirecegi disliniilmektedir. Ayrica, alanyazinda her bir egitim
programi tasariminin belirli egitim felsefelerine dayandirildigi belirtiimektedir. Bu ¢alisma 6gretmenlerin
benimsedikleri egitim felsefelerinden hareketle her bir egitim programi tasarim yaklasiminin yordanmasi,
dolayisiyla 6gretmenlerin benimsedikleri egitim felsefelerinin egitim programi tasarim yaklasimlari
tercihleri Gzerindeki rolinin agiklanmasi agisindan 6nem tasimaktadir.

Yontem
Arastirmanin Modeli

Bu arastirmada tarama modellerinin bir tiirii olan iliskisel tarama modeli kullanilmistir. iliskisel tarama
modelinde amag, ele alinan degiskenler arasindaki iliskiyi ve bu iligkinin derecesini belirlemektir (Karasar,
2006). Bu nedenle, 6gretmenlerin benimsedikleri egitim felsefeleri ile program tasarim yaklasimlari
arasindaki iliskinin incelendigi bu arastirmada iliskisel tarama modelinin kullanilmasi uygun gorilmastar.

Calisma Grubu

Bu arastirmada, kolay ulasilabilir durum orneklemesi kullaniimistir. Kolay ulasilabilir durum
orneklemede, arastirmaci arastirmanin amacina uygun olarak erisilmesi kolay olan bir grup veya durum
secer, boylece arastirmaya hiz kazandirir (Yildirim ve Simsek, 2013). Dolayisiyla, hem ulasilabilir olmasi
hem de arastirmanin amacina uygun bir érneklem belirlenebilmesi amaciyla kolay ulasilabilir durum
orneklemesi kullanilarak ¢alisma grubu belirlenmistir. Bu arastirmanin ¢alisma grubunu, 2016-2017 egitim-
ogretim yilinda Van il merkezi, ilce ve koylerinde goérev yapan 280 Ogretmen olusturmaktadir.
Ogretmenlerin kisisel degiskenlere gére dagilimi Tablo 1’de verilmistir.

Tablo 1.

Odgretmenlerin Kisisel Degiskenlere Gére Dagilimi

Kisisel Ozellik Kategori Sayi (N) Yizde (%)
Cinsiyet Kadin 161 57,5
Erkek 119 42,5
Brans Temel Egitim 122 43,6
Tirkce-Sosyal 55 19,6
Yabanci Dil 23 8,2
BOTE 14 5,3
Matematik-Fen 43 15,4
Glzel sanatlar 23 8,2
Gérev yeri il merkezi 148 52,9
ilce 63 22,5
Koy 69 24,6
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Okul kademesi ilkégretim 136 48,6
Ortadgretim 144 51,4

Tablo 1’ de goérildUgi Uzere, arastirmaya katilan 6gretmenlerin 161’i (%57,5) kadin, 119°u (%42,5) ise
erkektir. Katihmcilarin 148'i (%52,9) il merkezinde, 63'U (%22,5) ilgede, 69'u (%24,6) ise kdyde gorev
yapmaktadir. Temel Egitim boliminden 122 (%43,6), Tirkce ve Sosyal Bilimler bolimiinden 55 (%19,6),
Yabanci Diller bélimiinden 23 (%8,2), BOTE bélimiinden 14 (%5,3), Matematik ve Fen Bilimleri
boliminden 43 (%15,4) ve Glzel Sanatlar boliminden ise 23 (%8,2) 6gretmenin katilimci olarak
calismada yer aldigi goriilmektedir. Ayrica, katiimcilarin 136’s1 (%48,6) ilkogretimde gorev yaparken 1440
(%51,4) ortadgretimde gérev yapmaktadir.

Veri Toplama Araglari

Bu arastirmada, 6gretmenlerin benimsedikleri egitim felsefelerini belirlemek amaciyla “Egitim inanglari
Olgegi” ve program tasarim yaklasimlarini belirlemek amaciyla “Ogretmenlerin Egitim Programi Tasarim

ey

Yaklagimi Olgegi” kullanilmistir. Veri toplama araglarina iliskin bilgiler asagida verilmistir.
Egitim inanglari Olcedi

Yilmaz, Altinkurt ve Cokluk (2011) tarafindan gelistirilen 5’li Likert tipi 6lcek; 40 maddeden ve
“daimicilik”, “esasicilik”, “ilerlemecilik”, “yeniden kurmacilik” ve “ varoluscu egitim” olmak lzere bes alt
boyuttan olusmaktadir. Olgegin alt boyutlarinin Cronbach Alpha i¢ tutarhlik katsayisi; “daimicilik” boyutu
icin .70, “esasicilik” boyutu igin .70, “ilerlemecilik” boyutu igin .91, “yeniden kurmacilik” boyutu igin .81,
“varoluscu egitim” boyutu icin .89 olarak belirlenmistir. Bu ¢alismada ise 6lgegin alt boyutlarinin Cronbach
Alpha degerleri sirasiyla; .75, .87, .80, .82, .81 olarak hesaplanmistir. Bu degerler, Olgegin gegerli ve
givenilir bir 6lgme araci oldugunu géstermektedir.

Ogretmenlerin Egitim Programi Tasarim Yaklasimi Olgegi

Bas (2013) tarafindan gelistirilen 5’li Likert tipi olcek; 30 madde ve Ug alt boyuttan (konu merkezli,
dgrenci merkezli, sorun merkezli) olusmaktadir. Olgegin alt boyutlarinin Cronbach Alpha i¢ tutarlilik
katsayisi; “konu merkezli” boyutu igin .86, “6grenci merkezli” boyutu igin .85, “sorun merkezli” boyutu igin
ise .87 olarak tespit edilmistir. Bu calismada ise 6lgegin alt boyutlarinin Cronbach Alpha degerleri sirasiyla;
.84, .80, .77 olarak hesaplanmistir. Bu degerler, 6lgegin gecerli ve glvenilir bir élgme araci oldugunu
gostermektedir.

Verilerin Analizi

Arastirmada, Ogretmenlerin benimsedikleri egitim felsefelerini ve egitim programi tasarim
yaklasimlarini belirlemek amaciyla 6lgek alt boyutlarindan elde edilen puanlarin aritmetik ortalamalari ve
standart sapma degerleri incelenmistir. Bu durumda, 6lceklerin alt boyutlarindan alinan ortalama puanin
yuksek olmasi, katiimcilarin o alt boyuttaki egitim felsefesini ve program tasarim yaklasimini daha cok
benimsedigini, diisiik olmasi ise s6z konusu felsefeye ve program tasarim yaklagsimina olan inancinin az
oldugunu gostermektedir. Ogretmenlerin dlgeklerden aldiklari puanlar arasindaki iliskileri belirlemek igin
Pearson Carpim Momentler Korelasyon Katsayilari incelenmistir. Bu degerler; '0.00-0.29 aras!' diisiik,
‘0.30-0.69 aras!' orta, ‘0.70-1.00 aras!' yiiksek diizeyde iliski olarak yorumlanmistir. Ayrica, 6gretmenlerin
benimsedikleri egitim felsefelerinin egitim programi tasarim yaklasimlarini ne dizeyde yordadigini
belirlemek icin ise basamakli regresyon analizi kullaniimistir. Analiz 6ncesinde, basamakli regresyon
analizinin temel varsayimlari incelenmis, bu dogrultuda ¢ok degiskenli normallik ve dogrusallik saglanmis,
coklu baglanti probleminin olmadigl saptanmistir. Basamakl regresyon analizinde, bagimh degiskeni
anlamli olarak yordamayan bagimsiz degiskenler analiz disinda tutularak bagimh degiskeni anlamli olarak
yordayan bagimsiz degiskenler dnem sirasina gore siraslyla modele dahil edilir (Blytkoztirk, 2012; Cohen,
Cohen, West, ve Aiken, 2003). Bu arastirmada, basamakli regresyon analizi kullanilarak 6gretmenlerin
egitim programi tasarim yaklasimlarini yordayan anlamli degiskenler 6nem sirasina gére belirlenmistir
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Bulgular
Birinci Alt Probleme iliskin Bulgular

Arastirmanin birinci alt problemi olan “Ogretmenler en ¢ok hangi egitim felsefelerini ve program
tasarim yaklasimlarini benimsemektedirler?” sorusuna yonelik olarak 6gretmenlerin 6lgeklere verdikleri
cevaplar lizerinden hesaplanan aritmetik ortalama ve standart sapma degerleri Tablo 2’de verilmistir.

Tablo 2.

Ogretmenlerin Benimsedikleri Egitim Felsefesi ve Program Tasarim Yaklasimlarina iliskin Betimsel
Istatistikler

Olgekler Alt Boyutlar X ()
Daimicilik 4.10 0.62
Esasicilik 2.49 0.54

Egitim inanglar ilerlemecilik 4.47 1.13
Yeniden kurmacihk 4.27 0.60
Varoluscu egitim 4.64 0.40
Konu merkezli 3.04 0.80

Program Tasarim Yaklasimlari Ogrenci merkezli 4.40 0.44
Sorun merkezli 4.32 0.47

Tablo 2 incelendiginde, 6gretmenlerin en ¢ok benimsedikleri egitim felsefelerinin sirasiyla varoluscu
egitim (X =4.64), ilerlemecilik (X =4.47), yeniden kurmacilik (X =4.27), daimicilik (X =4.10) ve

esasicilik (X =2.49) oldugu goérilmektedir. Bu durumda, 6gretmenlerin en c¢ok varoluscu egitim ve
ilerlemecilik, en az ise esasicilik egitim felsefesini benimsedikleri ortaya ¢ikmistir. Egitim programi tasarim
yaklasimlarina bakildiginda ise 6gretmenlerin en ¢ok tercih ettigi program tasarimi yaklasimi 6grenci

merkezli yaklasim (X =4.40) olurken en az tercih edilen yaklasim konu merkezli yaklagim (X =3.04)
olmustur.

ikinci Alt Probleme iliskin Bulgular

Arastirmanin ikinci alt problemi olan “Ogretmenlerin benimsedikleri egitim felsefeleri ve program
tasarim vyaklasimlari arasinda anlamh bir iliski var midir?” sorusuna yodnelik olarak 6gretmenlerin
benimsedikleri egitim felsefeleri ve program tasarim yaklasimlari arasindaki iligkiyi incelemeye yonelik
hesaplanan Pearson Carpim Momentler Korelasyon Katsayilari Tablo 3’te verilmistir.

Tablo 3.
Arastirmaya DGhil Edilen Dediskenlere lliskin Pearson Carpim Momentler Korelasyon Katsayilari

Olcekler ve alt boyutlari (1) (2) (3) (4) (5) (6) (7) (8)

A. Program Tasarim Yaklasimlari
Olcegi

) 1.00 .050 .195 447" 580" -115  .242" -.057

1. Konu merkezli

. . . . 2** ‘2 * %k _ . * %k . * %k . 1**
2. Ogrenci merkezli 1.00 70 07 143" 600 385 43
3. Sorun merkezli 1.00 309" 015 567" .446™  .470™
B. Egitim inanclar Olgegi
4, Daimicilik 1.00 308" 289" 490 228"
5. Esasicilik 1.00 -.109 .051 -
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ok

.250
6. ilerlemecilik 1.00  .569" .638™
7. Yeniden kurmacilik 1.00 450"
8. Varolusgu egitim 1.00

p<.05 *, p<.01**

Tablo 3 incelendiginde, 6gretmenlerin benimsedikleri konu merkezli program tasarimi yaklagimiyla
daimicilik (r=.447, p<0.01) ve esasicilik (r = .580, p< 0.01) egitim felsefeleri arasinda orta dizeyde, pozitif
ve anlamli bir iliski; yeniden kurmacilik (r=.242, p<.01) egitim felsefesi arasinda ise diisiik diizeyde, pozitif
ve anlamli bir iliski bulunmustur.

Ogrenci merkezli program tasarimi yaklagimiyla ilerlemecilik (r=600, p<.01), yeniden kurmacilik (r=385,
p<.01) ve varoluscu egitim (r=.491, p<.01) felsefeleri arasinda orta dizeyde, pozitif ve anlamh bir iliski;
daimicilik (r=.207, p<0.01) egitim felsefesi arasinda diisiik diizeyde, pozitif ve anlamli bir iliskinin oldugu
gorilurken, esasicilik (r=-.143, p<.05) egitim felsefesi arasinda ise disik diizeyde, negatif ve anlamh bir
iliskinin oldugu gorilmektedir.

Sorun merkezli program tasarimi yaklasimi ile daimicilik (r=.309, p<.01), ilerlemecilik (r=.567, p<.01),
yeniden kurmacilik (r=.446, p<.01) ve varoluscu egitim (r=.470, p<.01) felsefeleri arasinda orta dizeyde,
pozitif ve anlamli bir iliskinin oldugu gorilmektedir.

Ugiincii Alt Probleme iligkin Bulgular

Arastirmanin Ugiincii alt problemi, “Ogretmenlerin benimsedikleri egitim felsefeleri program tasarim
yaklagimlarini anlamli diizeyde yordamakta midir?” olarak belirlenmistir. Bu alt probleme ydnelik,
O0gretmenlerin benimsedikleri her bir program tasarim yaklagimina iliskin basamakli regresyon analizi
yapiimistir. Ogretmenlerin benimsedikleri konu merkezli program tasarim yaklasimina yonelik yapilan
basamakl regresyon analizi sonuglari Tablo 4’te verilmistir.

Tablo 4.

Ogretmenlerin Benimsedikleri Konu Merkezli Program Tasarim Yaklasiminin Yordanmasina fliskin
Basamakli Regresyon Analizi Sonuglari

Model Degisken B SH B t p
(Sabit) 2.012 .095 21.252 .000
1 Esasicilik 411 .035 .580 11.873 .000
R=.580 R?=.336 AR*=334 F(1,278)=140.969
(Sabit) .598 247 2.424 .016
5 Esasicilik .347 .034 .489 10.126 .000
Daimicilik .384 .062 .297 6.149 .000
R=.645 R?=.416 AR?=.412 F(2,277)=98.721
p<.01

Tablo 4 incelendiginde, daimicilik ve esasicilik egitim felsefesinin konu merkezli program tasariminin
anlaml bir yordayicisi (F2,277=98.721, p<.01) oldugu gériilmektedir. Ogretmenlerin benimsedikleri konu
merkezli program tasariminin yordanmasina iliskin yapilan regresyon analizi iki basamakta gercgeklesmistir
ve iki degiskenin (daimicilik ve esasicilik egitim felsefeleri) varyansa katkilari bakimindan o6nemli
yordayicilar oldugu belirlenmistir. Yapilan analiz sonuglari, regresyon esitligine dnemli yordayici olarak
giren esasicilik (%33.6) ve daimicilik (%8) egitim felsefelerinin 6gretmenlerin benimsedikleri konu merkezli
program tasarimina iliskin varyansin %41.6’sini aciklayacak giicte oldugunu géstermektedir. Ote yandan,
“ilerlemecilik”, “varoluscu egitim” ve “yeniden kurmacilik” egitim felsefelerinin toplam varyansa anlamli
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bir katki saglamadigi, 6gretmenlerin benimsedikleri konu merkezli program tasarim yaklasimlarini anlamli
dizeyde yordamadigi saptanmistir.

Ogretmenlerin benimsedikleri 6grenci merkezli program tasarim yaklasimina yénelik yapilan basamakli
regresyon analizi sonuglari Tablo 5’te verilmistir.

Tablo 5.
Ogretmenlerin Benimsedikleri Ogrenci Merkezli Program Tasarim Yaklasiminin Yordanmasina fliskin
Basamakli Regresyon Analizi Sonuglari

Model Degisken B SH B t p
(Sabit) 1.626 .223 7.287 .000
1 ilerlemecilik .621 .050 .600 12.497 .000
R=.600 R2=.360 AR?=.357 F(1,278)=156,179
(Sabit) 1.244 .255 4.870 .000
ilerlemecilik .501 .064 484 7.864 .000
2 Varolusgu .198 .067 .182 2.957 .003
egitim
R=.616 R2=.379 AR?=.375 F(2,277)=84.637
p<.01

Tablo 5 incelendiginde, ilerlemecilik ve varolusgu egitim felsefesinin 6grenci merkezli program
tasariminin anlamli  bir yordayicisi (F2,277=84.637 p<.01) oldugu gorilmektedir. Ogretmenlerin
benimsedikleri 6grenci merkezli program tasariminin yordanmasina iliskin yapilan regresyon analizi iki
basamakta gerceklesmistir ve iki degiskenin (ilerlemecilik ve varoluscu egitim) varyansa katkilari
bakimindan 6nemli yordayicilar oldugu belirlenmistir. Yapilan analiz sonuglari, regresyon esitligine 6nemli
yordayici olarak giren ilerlemecilik (%36.0) ve varolusgu egitim (%1.9) felsefelerinin 6gretmenlerin
benimsedikleri 6grenci merkezli program tasarimina iliskin varyansin %37.9’sini aciklayacak gicte
oldugunu goéstermektedir. Ote yandan, “esasicilik”, “daimicilik” ve “yeniden kurmacilik” egitim
felsefelerinin toplam varyansa anlamli bir katki saglamadigi, 6gretmenlerin benimsedikleri 6grenci
merkezli program tasarim yaklasimlarini anlamli diizeyde yordamadigi saptanmustir.

Ogretmenlerin benimsedikleri sorun merkezli program tasarim yaklasimina yénelik yapilan basamakli
regresyon analizi sonuglari Tablo 6’da verilmistir.

Tablo 6.
Ogretmenlerin Benimsedikleri Sorun Merkezli Program Tasarim Yaklasiminin Yordanmasina iliskin
Basamakli Regresyon Analizi Sonuglari

Model Degisken B SH B t P
(Sabit) 1.747 .249 5.923 .000
1 Tlerlemecilik 636 .055 567 11.475 .000
R=.567 R2=321 AR2=.319 F,278=131.685
(Sabit) 1205 .260 4.642 .000
ilerlemecilik .584 .057 521 10.255 .000
2 yeniden 121 .039 159 3.121 .002
kurmacilik
R=.587 R2=.344 AR2=.340 F277=72.785
3 (sabit) .829 .260 2.848 .005
Tlerlemecilik 465 071 414 6.509 .000
Yeniden kurmacilik .115 .039 150 2.990 .003
Varolusgu egitim 202 .074 171 2.732 .007
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R=.601 R2=.362 AR2=.355 F(3,276)=52.144

p<01

Tablo 6 incelendiginde, ilerlemecilik, yeniden kurmacilik ve varolusgu egitim felsefesinin sorun merkezli
program tasariminin anlamli bir yordayicisi (F(3,276)=131.685, p<.01) oldugu gériilmektedir. Ogretmenlerin
benimsedikleri sorun merkezli program tasariminin yordanmasina iliskin yapilan regresyon analizi (g
basamakta gerceklesmistir ve Ug¢ degiskenin (ilerlemecilik, yeniden kurmacilik ve varolusgu egitim)
varyansa katkilari bakimindan énemli yordayicilar oldugu belirlenmistir. Yapilan analiz sonuglari, regresyon
esitligine 6nemli yordayici olarak giren ilerlemecilik (%32.1) yeniden kurmacilik (%2.3) ve varoluscu
egitim(%1.8) egitim felsefelerinin 6gretmenlerin benimsedikleri sorun merkezli program tasarimina iliskin
varyansin %36.2’sini aciklayacak giicte oldugunu gdstermektedir. Ote yandan, “esasicilik” ve “daimicilik”
egitim felsefelerinin toplam varyansa anlamli bir katki saglamadigi, 6gretmenlerin benimsedikleri sorun
merkezli program tasarim yaklasimlarini anlamh diizeyde yordamadigi saptanmistir.

Tartisma, Sonug ve Oneriler

Ogretmenlerin benimsedikleri egitim felsefeleri ile program tasarim yaklasimlari arasindaki iliskinin
incelendigi bu calismada, 6gretmenlerin en ¢ok benimsedikleri egitim felsefelerinin sirasiyla varolusculuk,
ilerlemecilik, yeniden kurmacilik, daimicilik ve esasicilik oldugu sonucuna ulasiimistir. Bu sonug,
alanyazindaki bir¢ok arastirma sonuglariyla (Altinkurt ve digerleri, 2012; llgaz, Bulbul ve Guhadar, 2013;
Kogak, Ulusoy ve Onen, 2012; Oguz, Altinkurt, Yilmaz ve Hatipoglu, 2014; Sahin, Tunca ve Ulubey, 2014;
Ugurlu ve GCalmasur, 2017) 6rtlslrken bazi arastirma sonuglariyla (Coban, 2002; Coban 2007; Doganay ve
Sarl, 2003; Doganay, 2011; Duman, 2008; Duman ve Ulubey, 2008; Tekin ve Ustiin, 2008)
ortismemektedir. Yilmaz ve Tosun'un (2013) yaptiklari arastirmada, O6gretmenlerin sirasiyla en c¢ok
varoluscu, ilerlemeci, daimici, yeniden kurmaci ve esasici egitim felsefelerini benimsemeleri bu arastirma
bulgulariyla kismen ortismektedir. Benzer sekilde, Ekiz’'in (2005, 2007) 6gretmen adaylarinin egitim
felsefelerini inceledigi ve varolusguluk egitim felsefesinin bir alt boyut olarak alinmadigi arastirmalarda
ilerlemecilik en ¢ok, daimicilik ise en az benimsenen egitim felsefesi olmustur. Doganay’in (2011) hizmet
oncesi 6gretmen egitiminin 6gretmenlerin egitim felsefelerine etkisini inceleyen arastirmasinda, en ¢ok
tercih edilen egitim felsefesinin ilerlemecilik, en az tercih edilen egitim felsefesinin ise daimicilik ve
varolusculuk oldugu belirlenmistir. Karadag, Baloglu ve Kaya’nin (2009) okul midurleriyle yaptigi
calismada, en cok tercih edilen egitim felsefesinin ilerlemecilik ve yeniden kurmacilik oldugu sonucuna
ulasiimistir.

Bu arastirmada elde edilen bir diger 6nemli sonug, esasicilik felsefesi hari¢ diger egitim felsefelerinin
ortalamalarinin birbirine yakin olmasidir. Ogretmenlerin esasicilik hari¢ diger egitim felsefelerini
cogunlukla benimsedikleri goriilmektedir. Bir baska deyisle, bu arastirmada 6gretmenlerin en ¢ok
benimsedigi egitim felsefesinin varolusculuk ve ilerlemecilik olmasinin yani sira yeniden kurmacilik ve
daimicilik egitim felsefelerini de 6nemli 6l¢lide benimsedikleri sonucuna ulasiimistir. Benzer sekilde, Gegici
ve Yapict (2008) ilkogretim ogretmenleriyle yapmis olduklari calismasinda, 6gretmenlerin en fazla
ilerlemecilik egitim felsefesini benimsemelerinin yani sira diger dort egitim felsefelerini de yliksek diizeyde
benimsedikleri sonucuna ulasmistir. Bu arastirma sonuglarina paralel olarak; Altinkurt ve digerlerinin
(2012), Kogak, Ulusoy ve Onen'in (2012), ligaz, Biilbil ve Cuhadar'in (2013), Oguz, Altinkurt, Yilmaz ve
Hatipoglu'nun (2014), Sahin, Tunca ve Ulubey'in (2014), Ugurlu ve Calmasur'un (2017), Yilmaz ve Tosun'un
(2013) yaptiklari ¢alismalarda 6gretmenlerin esasicilik felsefesi hari¢ diger egitim felsefelerini yiksek
diizeyde benimsedikleri sonucuna ulasiimistir. Bu durumdan hareketle 6gretmenlerin sadece belirli bir
egitim felsefesini benimsemedikleri birden fazla egitim felsefesinin ilkelerine katildiklari séylenebilir. Bu
sonug, Ornstein ve Hunkins’in (2016) tek bir felsefenin egitim ve program ile ilgili dogru kararlar
alabilmesinin  mimkiin olmadigi ve bu nedenle bircok okulun birey ve toplumun ihtiyaglarini
karsilayabilmek icin birden fazla felsefeyi birlestirmesi gerektigi gorislyle 6rtismektedir. Alanyazindaki
calismalar incelendiginde, farkh 6rneklem gruplar Gzerinde yiritilen c¢alismalarda o6gretmenlerin
benimsedikleri egitim felsefelerinin farkhlastigi gorilmektedir. Bu arastirma sonugclarindan hareketle,
o6gretmenlerin geleneksel egitim felsefelerine oranla ¢agdas egitim felsefelerini daha ¢ok benimsedikleri
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soylenebilir. Bu sonug, 6gretmenlerin 6gretme-6grenme sureglerinde 6grenci merkezli ve demokratik bir
0grenme ortami olugturulabilmeleri agisindan olumlu bir durum olarak degerlendirilebilir. Ayrica, bu sonug
gelecekte ortaya ¢ikmasi muhtemel olan bireysel ve toplumsal sorunlarin ¢6zimu igin dogru kararlar alip
uygulayabilen, degisen topluma uyum saglayabilen ve sorumluluk sahibi bireylerin yetismesini saglamasi
acisindan umut vericidir.

Bu arastirmada, 6gretmenlerin en ¢ok 6grenci merkezli egitim programi tasarim yaklasimlarini, en az
ise konu merkezli egitim programi tasarim yaklagimlarini benimsedikleri sonucuna ulasiimistir. Bu sonug,
Unsal ve Korkmaz (2017) tarafindan yiriitilen arastirma sonuglarini destekler niteliktedir. Ogretmenlerin
en ¢ok 6grenci merkezli program tasarim yaklagimini benimsemesinin nedenleri arasinda Turkiye’de 2005-
2006 yillarindan itibaren yapilandirmaci egitim anlayigina gore egitim programi olusturulmaya baglanmasi
gosterilebilir. Ogrenciyi merkeze alan yapilandirmaci egitim anlayisinda 8grenenin egitim siirecinde aktif
olmasi gerektigi savunulmakta ve bu yoniyle ilerlemeci felsefeye daha yakin durmaktadir (Akpinar, 2010).
Bu durumda, 6gretmenlerin egitim programlari hazirlanirken 6grencinin 6gretme-6grenme sirecinde
merkeze alinarak onlarin ilgi, ihtiyag ve beklentilerinin dikkate alinmasi gerektigini savunduklari
soylenebilir. Bu durum, 6gretmenlerin egitim programlarinda vurgulanan yapilandirmaci egitim anlayisini
uygulamada gergeklestirilebilmeleri ve 6grencileri siirecte aktif kilmalari agisindan olumlu bir sonug olarak
nitelendirilebilir.

Arastirmanin sonucunda, 6gretmenlerin benimsedikleri egitim felsefeleri ile egitim programi tasarim
yaklasimlari arasinda orta diizeyde anlamli iliskilerin oldugu belirlenmistir. Bu arastirmada, 6gretmenlerin
benimsedikleri daimicilik ve esasicilik egitim felsefeleri ile konu merkezli program tasarim yaklasimi
arasinda orta diizeyde ve pozitif yonde anlamli iliskinin oldugu belirlenmistir. Ayrica, daimicilik ve esasicilik
egitim felsefelerinin konu merkezli program tasarim yaklasiminin anlamli bir yordayicisi oldugu sonucuna
ulasilmistir. Konu merkezli program tasarim yaklasiminda ders kitaplarinin 6nemli yer tutmasi ve egitimin
merkezinde olan 6gretmenin belirlenmis konulari 6grencilerin ilgi ve ihtiyaclar gozetilmeden segip
aktarmaya calismasi geleneksel egitim anlayisinin Griinudir. Geleneksel anlayisin temelini olusturan
daimicilik ve esasicilik egitim felsefeleri ise insan dogasinin degismez oldugunu savunarak kiltirel
cesitliligi ve bireysel farkliliklari yok saymaktadir. (Tuncel, 2004; Ornstein ve Hunkins, 2016). Bu durumda,
bu arastirmadaki daimicilik ve esasicilik egitim felsefelerinin konu merkezli program tasarim yaklasiminin
anlamli bir yordayicisi olduguna iliskin sonuglarin, kuramsal alanyazinla ortiistigu soylenebilir.

Arastirmanin sonucunda, 6gretmenlerin benimsedikleri ilerlemecilik, yeniden kurmacilik ve varoluscu
egitim felsefeleri ile 6grenci merkezli ve sorun merkezli program tasarim yaklagimlari arasinda orta
dizeyde ve pozitif yonde anlamli iligkilerin oldugu belirlenmistir. Ayrica, ilerlemecilik ve varolusgu egitim
felsefelerinin 6grenci merkezli program tasarim yaklasiminin anlamh bir yordayicisi oldugu; ilerlemecilik,
yeniden kurmacilik ve varoluscu egitim felsefelerinin ise sorun merkezli program tasarim yaklasiminin
anlamli bir yordayicisi oldugu sonucuna ulasiimistir. Ogrenmenin sadece dgrencinin aktif olarak egitim
sirecine katilmasiyla gerceklesebilecegini temele alan 6grenci merkezli program tasarimi yaklasimi,
bireysel farkliliklara 6nem vermekte (Cubukgu, 2008) ve 06grenenin ilgi, ihtiyaclarini temele alan
ilerlemecilik egitim felsefesine dayanmaktadir (Gutek, 1998). Benzer sekilde, varolusgu egitimde de bireyin
ozglin ve degerli olduguna vurgu yapilmakta, egitimde 6grenen 6n planda tutularak ¢cagdas ve demokratik
egitim 6nemsenmektedir (Mala, 2011). Bu durumda, bu arastirmadaki ilerlemecilik ve varoluscu egitim
felsefelerinin 6grenci merkezli program tasarim yaklasiminin anlamli bir yordayicisi olduguna iliskin
sonuglar, kuramsal alanyazini desteklemektedir. Sorun merkezli program tasarim yaklasimlari, ilerlemecilik
ve yeniden kurmacilik felsefesine dayanmaktadir. Yeniden kurmacilik egitim felsefesi ise, temelini
pragmatizm ve varolusguluk felsefi akimindan almaktadir (Demirel, 2015). Bu durumda, bu arastirmadaki
ilerlemecilik, yeniden kurmacilik ve varoluscu egitim felsefelerinin sorun merkezli program tasarim
yaklasiminin anlamh bir yordayicisi olduguna iliskin sonuglar, kuramsal alanyazinla értiismektedir.

Sonug olarak, 6gretmenlerin benimsedikleri ¢agdas egitim felsefeleri ile 6grenci merkezli ve sorun
merkezli program tasarim yaklasimlarinin, geleneksel egitim felsefeleri ile konu merkezli program tasarim
yaklasiminin birbiriyle iliskili oldugu séylenebilir. Ayrica, bu arastirmada 6gretmenlerin benimsedikleri
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egitim felsefelerinin egitim programi tasarim yaklasimlarinin anlamh bir yordayicisi oldugu belirlenmistir.
Bu sonuglar, kuramsal alanyazini destekler niteliktedir. Alanyazin incelendiginde de tiim program tasarim
yaklasimlarinin temelinde bir egitim felsefesi oldugu gorisi benimsenmektedir (Demirel 2015; Korkmaz,
2007; Ornstein ve Hunkins, 2016). Dolayisiyla, bu arastirma sonuglarinin egitim programi tasarim
yaklasimlarinin belirli egitim felsefelerine dayandirildigina iliskin alanyazindaki goruslerle ortlistigi ve bu
gorusleri bilimsel verilerle destekledigi sdylenebilir. Bu arastirma sonuglarindan hareketle, uygulamacilara
ve arastirmacilara yonelik gelistirilen 6nerilere asagida yer verilmistir:

1- Hizmet ici 6gretmen egitimi programlarinda, 6gretmenlerin ¢agdas egitim felsefelerine ve 6grenci
merkezli program tasarimi yaklasimlarina uygun etkinlikleri nasil tasarlayip uygulayacaklarina iligkin
egitimler diizenlenebilir.

2- ileriki calismalarda &gretmenlerin egitim felsefeleri ve egitim programi tasarim yaklasimlari tercihleri
tzerinde etkili olabilecek degiskenler incelenebilir.

3- ileriki calismalarda nitel veya karma arastirma desenleri kullanilarak arastirma verileri gériisme, gézlem
gibi nitel veri verilerle desteklenebilir.

435



ishak KOZIKOGLU, Nur UYGUN — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 47(2), 411-438

References

Akpinar, B. (2010). Yapilandirmaci yaklasimda 6gretmenin, 6grencinin ve velinin roll. Egitime Bakis,
Egitim-Ogretim ve Bilim Arastirmasi Dergisi, 6(16), 16- 20.

Altinkurt, Y., Yilmaz, K. ve Oguz, A. (2012). ilkégretim ve ortadgretim okulu dgretmenlerinin egitim
inanglari. Ondokuz Mayis Universitesi E§itim Fakiiltesi Dergisi, 31(2), 1-19.

Bas, G. (2013). Ogretmenlerin egitim programi tasarim yaklasimi tercih 8lgegi: Gegerlik ve giivenirlik
calismasi. Educational Sciences: Theory & Practice, 13(2), 965-992.

Blylkkaragoz, S. S. (1997). Program gelistirme. Konya: Kuzucular Ofset
Buytikozturk, S. (2012). Sosyal bilimler igin veri analizi el kitabi .Ankara: Pegem A Yayinlari

Cohen, J.,, Cohen, P., West, S. G., & Aiken, L. S. (2003). Applied multiple correlation/regression analysis for
the behavioral sciences. UK: Taylor & Francis.

Celik, F. (2006). Turk egitim sisteminde hedefler ve hedef belirlemede yeni yonelimler. Siileyman Demirel
Universitesi Burdur E§itim Fakiiltesi Dergisi, 7(11), 1-15.

Cetin, B., ilhan, M. ve Arslan, S. (2012). Ogretmen adaylarinin benimsedikleri egitim felsefelerinin cesitli
degiskenler agisindan incelenmesi. The Journal of Academic Social Science Studies, 5(5), 149- 170

Coban, A. (2002). Sinif 6gretmenligi 6gretmen adaylarinin, egitim sirecine iliskin felsefi tercihlerinin
degerlendirilmesi. Sosyal Bilimler Dergisi, 26(2), 311-318.

Coban, A. (2007). Sinif 8gretmenlerinin egitim siirecine iliskin felsefi tercihlerini degerlendirme. Universite
ve Toplum, 7(4), 1-11.

Cubukeu, Z. (2008). Egitim programi tasarimi ve gelistirilmesi. B. Duman (Ed.), Odgretim ilke ve yéntemleri
icinde (s. 132-174). Ankara: Maya Akademi.

Demirel, O. (2015). Egitimde program gelistirme. Ankara: Pegem Akademi Yayincilik.

Doganay, A. (2011). Hizmet 6ncesi 6gretmen egitiminin 6gretmen adaylarinin felsefi bakis agilarina etkisi.
Egitim ve Bilim, 36(161), 332-348.

Doganay, A. ve Sari, M. (2003). ilkégretim &gretmenlerinin sahip olduklari egitim felsefelerine iliskin
algilarin degerlendirilmesi-6gretmenlerin egitim felsefeleri. Tiirk Egitim Bilimleri Dergisi, 1(3), 321-
337.

Duman, B. (2008). Ogrencilerin benimsedikleri egitim felsefeleriyle kullanildiklari 6grenme strateji ve
dgrenme stillerinin karsilastirilmasi. Cukurova Universitesi Sosyal Bilimler Enstitiisii Dergisi, 17 (1),
203-224.

Duman, B. ve Ulubey, O. (2008). Ogretmen adaylarinin benimsedikleri egitim felsefelerinin dgretim
teknolojilerini ve interneti kullanma diizeylerine etkisi ile ilgili gérisleri. Mugla Universitesi Sosyal
bilimler Enstitiisii Dergisi, 20, 95-114.

Ekiz, D. (2005). Sinif 6gretmeni adaylarinin egitim felsefesi akimlarina iliskin egilimlerinin karsilastiriimasi.
Ondokuz Mayis Universitesi E§itim Fakiiltesi Dergisi, 19, 1-11.

Ekiz, D. (2007). Ogretmen adaylarinin egitim felsefesi akimlari hakkinda gorislerini farkli programlar
agisindan incelenmesi. Ondokuz Mayis Universitesi Egitim Fakiiltesi Dergisi, 24, 1-12.

Eren, A. (2010). Ogretmen adaylarinin program inanglarinin gériiniim analizi. Kastamonu Egitim Dergisi, 18
(2), 379-388.

Erden, M. (2000). Egitimde program degerlendirme. Ankara: Ani Yayincilik
Ertlirk, S. (2013). Egitimde “program” gelistirme (6.baski). Ankara: Edge Akademi Yayinlari.

436



ishak KOZIKOGLU, Nur UYGUN — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 47(2), 411-438

Fidan, N. (2012). Okulda égrenme ve égretme. Ankara: Pegem A Yayincilik.

Gegici, S. ve Yapicl, S. (2008). ilkdgretim dgretmenlerinin egitim felsefesiyle ilgili goriisleri. Kuramsal E§itim
Bilim, 1(2), 57-64.

Gutek, G. L. (1988). Philosophical and ideological perspectives on education. Needham Heights, MA: Allyn
and Bacon.

Henson, K. T. (2006). Curriculum planning. lllinois: Waveland Press.

llgaz, G., Biilbiil, T. ve Cuhadar, C. (2013). Ogretmen adaylarinin egitim inanclari ile 6z yeterlik algilari
arasindaki iliskinin incelenmesi. Abant izzet Baysal Universitesi Egitim Fakiiltesi Dergisi, 13(1), 50-
65.

Karasar, N. (2006). Bilimsel arastirma yéntemi. Ankara, Nobel Yayincilik.

Karadag, E., Baloglu, N. ve Kaya, S. (2009). Okul yoneticilerinin egitim felsefesi akimlarini benimseme
diizeylerine iliskin ampirik bir calisma. Uludag Universitesi Felsefe Dergisi, 12, 181-200.

Korkmaz, i. (2007). Egitim programi: Tasarimi ve gelistirilmesi. A. Doganay (Ed.), Ogretim ilke ve
yontemleri igcinde (s. 2-34). Ankara: Pegem A Yayincilik.

Kocak, C. , Ulusoy, M. F. ve Onen, A. S. (2012). Ogretmen adaylarinin kimlik islevlerinin ve egitim
inanglarinin incelenmesi. 10.Ulusal Fen Bilimleri Ve Matematik Egitimi Kongresi , Nigde.

Mala, N. (2011). Cumhuriyetten giiniimiize ilk6gretim programlarinin faydaci ve ilerlemeci ekole uygunlugu
bakimindan degerlendirilmesi (Yayinlanmamis doktora tezi). inénii Universitesi, Egitim Bilimleri
Enstitlist, Malatya.

Oguz, A., Altinkurt, Y., Yilmaz, K. ve Hatipoglu, S. (2014). Ogretmenlerin egitim inanclari ve &grenen
ozerkligini destekleme davranislari arasindaki iliski. Turkish Journal of Educational Studies, 1(1), 37-
78.

Ornstein, C. A., & Hunkins, P. F. (2016). Curriculum: foundations, principles and issues. USA: Pearson
Education, Inc.

Ozdemir, S. M. (2007). Egitimde program gelistirme ve program gelistirme siirecinin unsurlari. G. Ocak
(Ed.), Ogretim ilke ve yéntemleri icinde (s. 59-94). Ankara: Pegem A Yayincilik.

Saylan, N. (2001). Ortaégretim 6gretmenlerinin program tasarisi ile ilgili gorisleri ve tasari streglerindeki
davranislarinin belirlenmesi. Balikesir Universitesi Sosyal Bilimler Fakiiltesi, 6, 1-13.

Saylor, J. G., Alexander, W. M., & Lewis, A. J. (1981). Curriculum planning for better teaching and learning.
New York: Holt, Rinehart and Winston.

Senemoglu, N. (2018). Gelisim, 6grenme ve 6gretim: Kuramdan uygulamaya (25.baski). Ankara: Yargi
Yayinevi.

Sénmez, V. (2015). Egitim felsefesi. Ankara: Ani Yayincilik.

Sahin, S., Tunca, N. ve Ulubey, O. (2014). Ogretmen adaylarinin egitim inanclari ile elestirel diisiinme
egilimleri arasindaki iliski. ilkégretim Online, 13(4), 1473-1492.

Taba, H. (1962). Curriculum development: Theory and practice. New York: Harcourt, Brace and World, Inc.
Tanner, D., & Tanner, L. (1995). Curriculum development: Theory into practice. New Jersey: Prentice-Hall.

Tekin, S. ve Ustiin, A. (2008). Amasya egitim fakiiltesi 5gretmen adaylarinin egitim siireci hakkindaki felsefi
tercihlerinin tespiti. Selcuk Universitesi Ahmet Kelesoglu Egitim Fakiiltesi Dergisi, 25, 145-158.

Tuncel, G. (2004). Ogretmenlerin kendi egitim felsefelerini insa etmeleri (izerine. Kazim Karabekir Egitim
Fakiiltesi Dergisi , 10, 223-242.
437



ishak KOZIKOGLU, Nur UYGUN — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 47(2), 411-438

Ugurlu, C. ve Galmasur, H. (2017). Ogretmenlerin ve dgretmen adaylarinin egitim inanglarina iliskin
gorisleri: Bir karma yoéntem calismasi. Adiyaman Universitesi Sosyal Bilimler Enstitiisii Dergisi,
9(25), 231-23.

Unsal, S. ve Korkmaz, F. (2017). Egitim programi tasarimi tercihlerine yonelik 6gretmen gérisleri. Mersin
University Journal of the Faculty of Education, 13(1), 275-289.

Ustiiner, M. (2008). The comparison of the educational philosophies of  Turkish  primary  school
superintendents and teachers. Eurasian Journal of Educational Research, 33, 177-19.

Varis, F. (1978). Egitimde program gelistirme: Teori ve teknikler. Ankara: Ankara Universitesi Egitim
Fakiltesi Yayinlari.

Yayla, A. (2009). Egitimin felsefi temelleri. H. B. Memduhoglu ve K. Yilmaz (Ed.), Egitim bilimine giris iginde
(s. 19-43). Ankara: Pegem Akademi.

Yildirim, A. ve Simsek, H. (2013). Sosyal bilimlerde nitel arastirma yéntemleri. Ankara: Seckin Yayincilik.

Yilmaz, K., Altinkurt, Y. ve Cokluk, 0. (2011). Egitim inanclari 8lceginin gelistiriimesi: Gegerlik ve giivenirlik
calismasi. Kuram ve Uygulamada Egitim Bilimleri, 11(1), 335-350.

Yilmaz, K., Altinkurt, Y. ve Oguz, A. (2012). ilkdgretim ve ortadgretim okulu dgretmenlerinin egitim
inanclari. On Dokuz Mayis Universitesi E§itim Fakiiltesi Dergisi, 31(2), 1-19.

Yilmaz, T. ve Tosun, M. F. (2013). Ogretmenlerin egitim inanglari ile 8gretmen &grenci iliskilerine yénelik
gorisleri arasindaki iliski. Egitim ve Ogretim Arastirmalari Dergisi, 2(4), 205-218.

438



