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Oz

Bu arastirmanin temel amaci Din Kiiltiiri ve Ahlak Bilgisi (DKAB) 6gretmen
adaylarinin akademik 06z-yeterlikleri ile Ustbilissel farkindaliklar1 arasindaki
iliskiyi incelemektir. Iliskisel tarama modeliyle yiiriitilen arastirmanin
orneklemini dokuz farkli fiiniversitenin Ilahiyat ya da islami Ilimler
Fakiiltelerinde 2022-2023 yillarinda 6grenim goérmekte olan 06grenciler
arasindan basit tesadiifi 6rneklem yoluyla segilen 744 6grenci olusturmaktadir.
Veri toplama araci olarak Owen & Froman (1988) tarafindan gelistirilen ve Ekici
(2012) tarafindan Tiirkceye uyarlanan Akademik Oz-yeterlik Olcegi ve
Durdukoca & Aribas (2019) tarafindan gelistirilen Ustbilissel Farkindalik Olgegdi
ile kisisel bilgi formu kullanilmistir. Arastirma sonucunda katilimcilarin
Akademik Oz-yeterlik Olgegi ortalamasinin 2,82; Ustbilissel Farkindalik Olcegi
ortalamasinin ise 3,46 oldugu goriilmiistiir. Akademik Oz-yeterlik Olcegi genel
puaninda erkeklerin ortalamasinin kadinlarin ortalamasindan daha yiiksek
oldugu, buna karsin Ustbilissel Farkindalik Olgegi genel ortalamalar arasinda
cinsiyet bazinda anlaml bir farklilasma olmadig1 bulgulanmistir. Akademik 6z-
yeterlik 6lgegi ile Ustbilissel farkindalik 6lgegi genel puanlar arasinda orta
diizeyli pozitif bir iliski oldugu belirlenmistir. Yine her iki 6l¢egin alt boyutlar:
arasinda da belirgin anlaml iligkiler tespit edilmistir. Ustbilissel farkindaligin
akademik 6z-yeterligi yordama giiciini belirmek amaciyla yapilan Regresyon
analizi sonucunda Ustbiligsel farkindaligin hem genel diizeyde hem de Kisisel
farkindalik, Organizasyonel farkindalik ve Yargisal farkindalik faktorleri
baglaminda akademik 0z-yeterligi istatistiksel olarak anlamli bir sekilde
yordadig1 gorilmistiir.

Anahtar kelimeler: Din Egitimi, Din kiltiirii ve ahlak bilgisi 6gretmenligi,
akademik 6z-yeterlik, tistbilissel farkindalik.

a Dog. Dr., Erciyes Universitesi, osmanoglu@erciyes.edu.tr
b Dog. Dr., Erciyes Universitesi, mustafaulu@erciyes.edu.tr



http://www.orcid.org/0000-0003-3088-8357
http://www.orcid.org/0000-0003-0070-7826

bilimname
51,2024/1
© BY-NC-ND 4.0

|88|

Cemil OSMANOGLU & Mustafa ULU

L S

AN INVESTIGATION OF RELIGIOUS CULTURE AND MORAL KNOWLEDGE
TEACHER CANDIDATES’ ACADEMIC SELF-EFFICACY AND METACOGNITIVE
AWARENESS

Abstract

The main purpose of this study is to examine the relationship between the
academic self-efficacy and metacognitive awareness of pre-service Religious
Culture and Moral Knowledge (RCMK) teachers. The sample of the study, which
was conducted with the relational survey model, consisted of 744 students who
were selected by simple random sampling among the students studying at the
Faculties of Theology or Islamic Sciences of nine different universities in 2022-
2023. The Academic Self-Efficacy Scale developed by Owen & Froman (1988) and
adapted into Turkish by Ekici (2012) and the Metacognitive Awareness Scale
developed by Durdukoca & Aribas (2019) and a personal information form were
used as data collection tools. As a result of the study, it was seen that the mean
of the participants’ Academic Self-Efficacy Scale was 2.82 and the mean of the
Metacognitive Awareness Scale was 3.46. In the general score of the Academic
Self-Efficacy Scale, the average of males was higher than the average of females,
whereas there was no significant difference between the general averages of the
Metacognitive Awareness Scale on the basis of gender. It was determined that
there was a moderate positive relationship between the general scores of the
Academic Self-Efficacy Scale and the Metacognitive Awareness Scale. Significant
significant relationships were also found between the sub-dimensions of both
scales. According to the results of the regression analysis conducted to
determine the predictive power of metacognitive awareness on academic self-
efficacy, metacognitive awareness predicts academic self-efficacy in a
statistically significant way both at the general level and in the context of
Personal awareness, Organizational awareness and Judgmental awareness
factors.

[The English Full Text is at the end of the article.]

Keywords: Religious Education, Religious culture and moral knowledge
teaching, Academic self-efficacy, Metacognitive awareness.

Giris
Egitim sistemleri, kurumlari, programlari nitelikli 6gretmenler elinde
hayat bulur. Ogretmen topluma yon veren, yeni kusaklar1 gelecege

hazirlayan, kiiltiirler arasinda koépri vazifesi géren bir unsurdur. Tim bu
gorevlerin yerine getirilebilmesi i¢in onun bir¢cok nitelikle donanmis olarak
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yetismesi gerekmektedir. Degisen hayat kosullar1 geregi bu niteliklerin ise
diizenli olarak izlenmesi, degerlendirilmesi ve giincellenmesi sarttir.
Dolayisiyla 6gretmenler ne kadar iyi yetisirse yetissin zaman i¢inde insan,
toplum, bilim ve teknikte yasanan gelismeler cergevesinde kendilerini
slirekli yenilemez ve giincellemezlerse verdikleri egitim de zamanla yetersiz
kalacaktir. Bu gerceklikler giintimiiz 6gretmenlerinin yeterliklerini
sorgulamalarini gerektirmekte ve onlarin zamanin gerekleriyle donanmis
bicimde yetismesini zorunlu hale getirmektedir. Bu kapsamda Tiirkiye’'de,
2017 yilinda 6gretmen yeterlikleri, ihtiyaclar dogrultusunda giincellenerek
“Ogretmenlik Meslegi Genel Yeterlikleri” yayimlanmistir (MEB, 2017b). Bu
yeterlikler icerisinde “Paydaslardan gelen goriis ve Onerilerden de
yararlanarak 6z degerlendirme yapar (C42.2)”, “Ogrencilerin iist diizey
bilissel becerilerini gelistirici 6grenme ortamlar1 olusturur (B2.6)”",
“Ogrencilerin derslerde analitik diisiinmelerine yénelik etkinlikler hazirlar
(B3.7)” gibi ifadelere yer verilmistir (MEB, 2017b, ss. 13-16). Ayrica
o0gretmen yeterliklerinin farkli 6gretmenlik branglar1 c¢ercevesinde
yapilandirildigi, bu kapsamda Din Kiiltiirii ve Ahlak Bilgisi 6gretmenligi i¢in
de 6zel alan yeterliklerinin hazirlandig1 ve 6zel alan yeterlikleri icinde de
yukaridakilere benzer vurgulara yer verildigi goriilmektedir (MEB, 20173, s.
236). Bu tiir ozellikler, yetistirilmek istenen 6gretmenin 0z-yeterlik ve st
diizey bilissel farkindaliklara sahip olmasi gerektigi anlamina gelmektedir.

Oz-yeterlik ve buna bagh olarak da yiiksek akademik 6z-yeterlik
inanci, din egitimi Ogretmenlerinin yeterligi baglaminda 6nemli bir
gerekliliktir. Din egitimi silirecini yiiriiten 6gretmenlerin bu egitim siirecini
daha basarii bicimde planlamalari, yiiriitmeleri, yonetmeleri ve
degerlendirmeleri icin yliksek akademik 0z-yeterliklere sahip olmasi
beklenir. Oz-yeterlik inanglars, iistbilissel stratejiler gibi 6grenmeyi etkileyen
faktorlerin kullanimiyla yakindan iliskilidir. Oz-yeterlik inanglar1 zorluklar:
sorun olarak goriip onlardan kacinmak yerine onlarla yiizlesmeyi ve onlarla
basa ¢cikmayi tesvik eder. Yiiksek diizeyli hedefler tayin ederek onlara erisme
kolayligi sunar. Tim bu kazanimlarin s6z konusu olabilmesi igin
O0gretmenlerin yetisme kosullarinin bu yeterlikleri destekleyecek bigcimde
yapilandirilmis olmasi gerektirmektedir. Bu durum kisa vadede din egitimi
slirecinden daha yiiksek verim alinmasina, uzun vadede ise 6rgiin ve yaygin
din egitiminden beklenen yararlarin elde edilmesine, boylece dini hayatin
daha saglikli bir sekilde ytliriimesine katki saglayabilir.

A. Oz-yeterlik

Albert Bandura tarafindan gelistirilen sosyal 6grenme kuramina
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dayali olarak 6zellikle 1970’1 yillardan sonra egitim bilimleri ve psikoloji
alaninda yogun ilgiyle karsilanan 6z-yeterlik kavrami, bireylerin 6grenme
slireglerini, karar verme stratejilerini, gerceklestirmeyi arzuladiklari
eylemleri etkileyen bir inang dizisidir (Bandura, 1977). Oz-yeterlik ya da 6z-
yeterlik inanci, Bandura tarafindan Kkisinin “belli bir performansi
gerceklestirmek lizere gerekli eylemleri organize etme ve yiiriitme
yeteneklerine olan inanct” seklinde tanimlanmistir (Bandura, 1977, vii). O, 6z-
yeterligi yliksek olan bir kisinin zorlu bir gorevle karsilastifinda daha
belirgin caba gosterecegini, sebat edecegini ve hedefe ulasmada direng
gosterecegini, buna karsin 0z-yeterlik inanci zayif olan birinin ise bu tiir
durumla kars1 karsiya geldiginde daha erken geri cekilecegini, kolayca pes
edecegini ya da en azindan daha vasat sonuglara razi olma egilimi
sergileyecegini savunmustur (Bandura, 1997). Oz-yeterligin zamanla sosyal
bilimlerin bir¢ok alaninda incelendigi gorilmektedir. Bu kapsamda 06z-
yeterlik inanci ile 6rnegin yasam memnuniyeti (Bigdeloo & Bozorgi, 2016);
akademik uyum ve akademik basar1 (Ghadampour & Mansouri, 2021);
akademik benlik (Ferla vd., 2009), dini inanglar, ahlaki gelisim ile ruh saghgi
(Modabber vd., 2019); psikolojik dayaniklilik ve sosyal destek (Warshawski,
2022), belli derslere iliskin kaygi diizeyi (Finney & Schraw, 2003) arasinda
anlaml iliskilerin oldugu saptanmistir.

Oz-yeterlik egitim alanina transfer edildikten sonra ozellikle,
O0gretmen, Ogretmen adaylar1 ve Ogrencilerin 6z-yeterlikleri {iizerinde
arastirmalar yapilmaya baslanmistir (Yilar, 2020). Arastirmalar yiiksek 6z-
yeterlilige sahip 6grencilerin beceri ve yeteneklerini gelistirmek i¢in farkl
akademik alanlarla ilgilenmeyi tercih ettiklerini, gerekli becerilere sahip
olduklarinda, zorlu gorevler ile bu gorevlerde ortaya c¢ikan zorluklarla
ylizlesmek i¢in daha fazla ¢aba harcadiklarini géstermektedir (Bekomson &
Netamu, 2019; Bhati & Sethy, 2022). Oz-yeterlik 6gretmenlerin de égretim
performanslarint olumlu yénde etkilemektedir. Arastirmalar yiliksek 06z-
yeterlie sahip Ogretmenlerin egitim siirecinin planlama, uygulama,
degerlendirme gibi farkli diizeylerinde, siif yonetimi, 6gretim yontem ve
teknikleri, egitsel ara¢c gerecler ve rehberlik baglaminda daha etkin
davranislar sergilemeye calistiklarini, daha nitelikli adimlar attiklarinm
gostermektedir (Gibson & Dembo, 1984; Schunk, 1985). Egitim a¢isindan 6z-
yeterlik kavrami siklikla, 6grencilerin egitim hedeflerine basarili bir sekilde
ulasma becerisine iliskin yargilarim1 ifade eden akademik 0z-yeterlilik
acisindan tanimlanmaktadir (Elias & MacDonald, 2007).

Oz-yeterlik kavrammnin bir c¢esidi olan akademik 6z-yeterlik,
Ogrencilerin akademik ortamlarda belirlenen/beklenen seviyelerde
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O6grenme veya eylemleri gerceklestirmelerine yonelik akademik beceri ve
yeteneklerine iliskin inan¢ ve deger yargilarindan olusmaktadir
(DiBenedetto & Dala, 2022). Ogrenme siirecinde verilen gérevleri veya
etkinlikleri yerine getirirken Ogrencilerin kendi ilgi ve yeterliklerine ne
anlam yiiklediklerine dair inanclar1 6nem kazanmaktadir. Akademik 06z-
yeterlik, 6grencilerin hedef yonelimi, okuma ve anlama, kaynaklardan
yararlanma, akran ve 6gretmenlerle iliski, zaman yonetimi, akademik ortama
uyum gibi bir¢ok olguyla ilgili inan¢larin1 barindirmaktadir (Bhati & Sethy,
2022, s. 1125). Universite ogrencileri iizerinde yapilan arastirmalar
Ogrencilerce algilanan akademik o6z-yeterlik inanclarinin belli egitim
faaliyetleriyle artirilabildigini ve algilanan bu yeterligin akademik
performansla pozitif iliskili oldugunu gostermistir (Cassidy & Eachus, 2000;
Honicke & Broadbent, 2016; Zysberg & Schwabsky, 2021). Phan ve
arkadaslar1 (2020) tarafindan Tayvan’daki liniversite 6grencileri lizerinde
yapilan calismada, akademik 6z-yeterliligin kisisel kararhlik, etkili isleyis ve
akademik c¢aba arasindaki iliskilere aracilik ettigini, optimal basari
cabalarina en iyi katkida bulunan faktorlerden birisi oldugunu gostermistir.
Bunun nedeni, akademik olarak basarili olabileceklerine dair daha giiglii
inanglara sahip olan o6grencilerin, akademik yeteneklerine dair gii¢li
inanglara sahip olmayan Ogrencilere kiyasla basarili olma ihtimallerinin
daha ytiksek olmasidir (Honicke & Broadbent, 2016).

Benzer durumlar 6gretmen ve dgretmen adaylar icin de gecerlidir.
Akademik 6z-yeterlik inanclar1 giigcli 68retmenlerin genel 6z-yeterlikleri
arttikca dgrencilerinin 6z-yeterliklerinin de arttig1 belirlenmistir (Schwab,
2019). Farkli 6rneklemler iizerinde yapilan arastirmalar, depresyon, travma
sonrasl stres ve hafif travmatik beyin hasar1 gibi saglikla ilgili faktorlerin
varligina ragmen, daha yiliksek akademik 6z-yeterlilik, daha az akademik
sorun ve Ozerklik destekli bir egitim ortaminin akademik basariy1
destekledigini gostermektedir (Eakman vd., 2019). Tiim bu veriler egitimde
basarili bir 6grenme yasantisinin 6énemli bir belirleyicisi ve yordayicisi
olarak 6gretmen ve 6grencilerin akademik 6z-yeterliklerinin desteklenmesi
gerektigini gostermektedir.

B. Ustbilissel Farkindahik

Son donemlerde iizerinde ¢okea arastirma yapilan bir diger kavram ise
tistbilissel farkindalik kavramidir (Garner & Alexander, 1989). Ustbilissel
farkindalik kavramini daha iyi anlamak icin 6ncelikle bilis kavramina
bakmak gerekmektedir. Bilis, bilginin zihinsel siireclerde islenmesi ile ilgili
bir kavramdir. Neisser'e gore bilis, duyusal girdinin doéntstirildigi,
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indirgendigi, detaylandirildigi, depolandig, geri kazanildig1 ve kullanildig:
tiim siirecleri ifade etmektedir (De Houwer vd., 2016, s. 3). Burada bilis,
bilgiyi kullanarak problem ¢6zme, karar verme ve uygun tepkiler liretme
yetenegi olarak da anlasilabilir. Giinliik hayatin bir¢cok aktivitesini yakindan
ilgilendiren bilissel 6zellikler, dogumdan itibaren gelismeye ve sekillenmeye
baslamaktadir. Kisinin kendi diisiince siireglerine dair farkindaligi ve
anlayisi olarak anlasilan istbilis ise insanin karsilastig1 sorunlari ¢6zmek i¢in
uygun stratejileri planlamasi ve kullanmasi slirecinde 6nem kazanmaktadir
(Abdelrahman, 2020; Hartman, 1998). Amerikali gelisim psikologu John H.
Flavell tarafindan yapilandirilan iistbilis kavrami, “bilissel olgular hakkinda
bilis” ya da “diisiinme hakkinda diistinme” olarak tanimlamistir (Flavell,
1979, s.907). Ustbilis, 6grenenlerin bir amacg i¢in dogru bilissel araci secerek
kisisel bir hedefe basarili bir sekilde ulasmalarina yardimci olmaktadir.
Burada istbilissel bilgi, bireylerin kendi bilisleri (bilme yapilari, stratejileri
vb.) hakkinda ne bildiklerini ifade etmektedir (Schraw & Graham, 1997).

Ustbilissel farkindalik insanin en az ii¢ baglamda kendi bilme/anlama
yapis1t hakkinda farkindaliga sahip olmasini ifade etmektedir. Bunlar
bildirimsel bilgi, prosediirel bilgi ve kosullu bilgidir. Burada bildirimsel bilgi,
bir seyler “hakkinda” bilgi sahibi olmayi, prosediirel bilgi, bir seyin “nasil”
yapilacagini bilmeyi, kosullu bilgi ise bir seyin “nedenini” ve “zamanini”
bilmeyi ifade etmektedir (Schraw, 1998, s. 114). Bir seyleri yapmakla ilgili
bilgiyi ifade eden prosediirel bilgi, sezgisel yontemler ve stratejiler olarak
anlasilmaktadir. Bu bilgiye sahip bireyler yiiksek derecede prosediirel
bilgiye sahip olup beceri isteyen gorevleri daha otomatik olarak yerine
getirir, daha genis bir strateji repertuarina sahip olur, bir problemin
¢ozlimiinde stratejileri daha mantikl ve tutarli bicimde ise kosabilir. Yeni
edinilen bilgileri “daha kolay analiz edebilir, kategorilere ayirabilir” (Schraw,
1998, s.115).

Ustbiligsel bilgi ve stratejiler bir 6grenme faaliyeti sirasinda, érnegin
bir problemi ¢dzerken hangi 6grenme stratejilerinin ise yarama olasiliginin
en yiiksek oldugunu gosterirler. Ogretmen agisindan bakildiginda bu tiir bilgi
ve stratejiler 6grencilerin zihinlerinin nasil ¢alistigin1 degerlendirmeyi,
gecmiste hangi 6grenme stratejilerinin onlara en iyi sonuglar1 sundugunu
anlamay1 ve 0Ogrencileri bu yonde yonlendirmeyi kolaylastirici rol
tistlenmektedir. Nitekim bazi 6grenciler bireysel, bazilar1 grupla etkilesim
halinde, bazilar1 gorerek, bazilar1 ise duyarak, bazilar1 dokunarak bazilari ise
icsel yonelimlerinin etkisiyle daha iyi 6grenmektedirler. Bu noktada gerek
Ogrencilerin gerekse Ogretmenlerin tanima, anlama, 6grenme siire¢leri
hakkinda diistinmeleri, bilissel gelisim baglaminda 6zellikle gii¢lii ve zayif
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yonleri degerlendirmeleri, basariya gotiiren stratejileri tercih etmeleri
anlamhidir. Ogrencilerin diisiinme, algilama ve bilgiyi isleme stratejilerini
bilmek onlarin stratejik diisiinmelerine, bilgiyi etkin bicimde
kullanabilmelerine, analiz, sentez ve degerlendirmeler yapabilmelerine,
sorgulayici ve elestirel diistinebilmelerine, 6zgiin problem ¢6zme yollar1 ve
yeni ¢6ziim Onerileri gelistirebilmelerine yardimci olabilir (Motlagh & Nasab,
2015). Nitelikli tip fakiiltesi 6grencileri lizerinde yapilan bir arastirmada tip
egitimleri sirasinda o6grenen merkezli miifredatlar1 deneyimleyen
ogrencilerin tistbiligsel farkindalik ve 6z-diizenlemeli 6grenme becerilerinin
gelistigi gorilmistir (Turan vd., 2009).

Ustbilis ve tistbilissel farkindalik kavrami egitim bilimleri, tip, psikoloji
ve gelisim alanlarinda ¢ok yonlii arastirmalara konu edilmistir (Hacker vd.,
2009). Konuyu manevi iyi olus (Heshmati & Maanifar, 2018), dini pratikler
(Proust & Fortier, 2018), akil saghgi (Faith vd. 2023), saglk sorunlari
(Ghafoor vd., 2019), psikoz ve psikososyal islevler (Lysaker vd. 2022)
baglaminda ele alan yayinlar yapilmistir. S6z konusu kavramin okul 6ncesi
ve ilkokul 6grencileri, ortaokul ve lise 6grencileri, liniversite 6grencileri ve
yetiskin 6grenciler baglaminda, 6zellikle okuma-yazma, fen ve matematik,
bilim ve teknoloji, bireysel farkliliklar, etkili 6gretim stratejileri, 6gretim
teknolojileri ve materyal gelistirme, 6l¢cme ve degerlendirme gibi olgularla
iliskisi irdelenmistir (Dimmitt & McCormick, 2012). Ustbilissel 6zelliklerin
etrafli bir izah1 Bloom tarafindan yapilmis, O6grenmenin diizeyleri
taksonomik olarak aciklanmistir (Chandio vd., 2016).

C. Oz-yeterlik ve Ustbilissel Farkindalik iliskisi

Bilimsel literatiirde akademik 6z-yeterlik ile istbilissel farkindalik
olgularini bagimsiz olarak ya da iliskisel diizlemde inceleyen c¢esitli yayinlar
bulunmaktadir. Ornegin farkl iilke 6rneklemlerinde yapilan arastirmalar bir
cok lisans Ogrencisinin lisans egitimi siirecinde bilissel gelisime katki
saglayabilecek 06zel stratejilerden c¢ogunlukla habersiz oldugunu
gostermektedir (McCabe, 2011). Karaoglan-Yilmaz ve arkadaslari tarafindan
liniversite 6grencileri lizerine yapilan arastirmada 6z-yeterlik olgusunun
Ustbilissel farkindalik, problem ¢6zme ve yansitict diisiinme gibi
degiskenlerle giiclii bir pozitif iliskiye sahip oldugu ifade edilmistir (2023).
Orta o6gretim, lisans ve lisansiistli 6grencileri iizerine yapilmis, her iki
olgunun birbiriyle pozitif yonlii iliskiye sahip oldugunu, yer yer birbirini
yordadigini gosteren bircok arastirma bulunmaktadir (Aurah, 2013; Cera
vd., 2013; Coutinho, 2008; Hayat & Shateri, 2019; Hermita & Thamrin, 2015;
Rahimi & Abedi, 2014). Tersi istikamette veriler de bulunmaktadir. Ornegin

bilimname
51,2024/1
@ BY-NC-ND 4.0

[93]



bilimname
51,2024/1
© BY-NC-ND 4.0

|94

Cemil OSMANOGLU & Mustafa ULU

yabanci dil 68rencileri lizerine yapilan bir calismada akademik 6z-yeterlik ile
Ustbilissel farkindalik arasinda negatif yonli bir iliskinin oldugu
gosterilmistir (Tuncer & Dogan, 2016).

Oz-yeterlik ve iistbiligsel farkindalik olgular, din egitimi baglaminda
cesitli sekillerde ele alinmistir. Bu baglamda, ilkokul 6grencilerinin din
egitimi hakkindaki iistbilissel inanglari (Zee vd., 2006), meta-kavramlarin ve
diisiinme becerilerinin din egitimindeki yeri ve 6nemi (Vermeer, 2012),
Islam din egitimi (Qosim vd., 2023) gibi tematik yayinlar yaninda sz konusu
olgulari genel din egitimi etrafinda ele alan (Larkin vd., 2019) ¢alismalar da
yapimistir. Bununla beraber adi gecen olgular din egitiminin spesifik alt
bilesenleri (Ogretmen yeterlikleri, 6grenci ozellikleri, program gelistirme,
O6lcme degerlendirme, 6gretim teknolojileri ve materyal gelistirme vb.)
baglaminda yeterince incelenmemistir. Diger yandan 6z-yeterlik olgusunun
genel olarak din (Nie, 2019) ve mezhep (Botting vd., 2016) kavramlari,
6zelde ise drnegin dini problem ¢6zme bicimiyle (Molen vd., 2020) iliskisi
incelenmistir. Tlirkiye’de genelde din egitimi 6zelde ise ilahiyat egitimi ve din
Ogretimi 6gretmenligi baglaminda konuyla ilgili kimi ¢alismalar yapilmistir.
Bu kapsamda Sayan ve Tavukg¢uoglu tarafindan yiliksek din 0Ogretimi
Ogrencilerinin akademik o6zyeterlik algilar1 incelenmistir (Sayan &
Tavukeuoglu, 2020). Farkl ¢calismalarda ise yiiksek din 6gretimine devam
eden Ogrencilerin 6gretmenlik meslegi 6z-yeterlik algilar1 (Dogan, 2018;
Kaya, 2019), yine ayni kitlenin dini hitabet 6z-yeterlik algilar1 ele alinmistir
(Ugar & Bozkurt, 2021). Bununla beraber s6z konusu olgular ile bunlarin
birbiriyle iliskisi Din Kiiltliri ve Ahlak Bilgisi 6gretmen adaylar1 baglaminda
yeterince incelenmemistir.

Tiirkiye’de orglin din egitimi faaliyetlerini yiiriiten Din Kiiltiri ve
Ahlak Bilgisi 6gretmenleri Ilahiyat ya da Islami [limler Fakiiltelerinde
yetismektedir. S6z konusu fakiiltelere devam eden 6grenciler genelde orta
ve alt toplumsal ve Kkiiltliirel cevrelerden gelmekte, sosyal ve bilissel
gelisimleriyle alakali ¢esitli yetersizlikler yasamaktadirlar (Kirman & Demir,
2018; Ugar, 2017; Yildiz, 2003). Hahiyat egitiminin gerek hazirhik gerekse
dort yillik program yapisi ve cesitliligi de diisliniildiiglinde 6grencilerin
kendi bilissel yapilar1 ilizerine diisiinme, 0Oz-yeterliklerini gelistirme,
akademik a¢idan kendi kendilerini yetistirme ¢abalarinin ne derece zorlayici
oldugu daha iyi anlagilabilir. Bu baglamda s6z konusu 6grenci kitlesinin
bilissel donanimlari iizerinde diisiinmek, varsa eksik yonlerini giin yiiziine
cikarmak, akabinde yiiksek din 6gretiminin yap1 ve isleyisini bu yoénde
gelistirmek anlamli bir cabadir.



DKAB G¢gretmen Adaylarinin Akademik Oz-yeterlik ve Ustbilissel Farkindaliklarinin Incelenmesi

Bu teorik ¢ercevede arastirmanin temel amaci, Tiirkiye’de Ilahiyat ya
da Islami ilimler Fakiiltelerinde 6grenim goren Din Kiiltiirii ve Ahlak Bilgisi
O0gretmen adaylarinin akademik 06z-yeterlik inanclar1t ve lstbilissel
farkindalik diizeylerini farkli degiskenler ag¢isindan incelemektir. Bu
kapsamda arastirmada asagidaki sorulara yanit aranmistir:

a. Din Kiiltiirii ve Ahlak Bilgisi 6gretmen adaylarinin akademik o6z-
yeterlik inang diizeyleri nasildir?

b. Din Kiiltiirii ve Ahlak Bilgisi 6gretmen adaylarinin akademik 6z-
yeterlik inan¢ diizeyleri demografik degiskenlere gore farklilasmakta
midir?

c. Din Kiiltiirii ve Ahlak Bilgisi 6gretmen adaylarinin istbilissel
farkindalik diizeyleri nasildir?

d. Din Kiiltiri ve Ahlak Bilgisi 68retmen adaylarinin {istbilissel
farkindalik diizeyleri demografik degiskenlere gore farklilasmakta
midir?

e. Din Kiltiri ve Ahlak Bilgisi 6gretmen adaylarinin akademik o6z-
yeterlik inanclari ile listbilissel farkindaliklar1 arasinda nasil bir iliski
vardir?

Yukaridaki sorulara verilecek yanitlar cercevesinde yiliksek din
Ogretiminin 6grenci niteligi daha iyi anlasilabilir. S6z konusu 6grencilerin
akademik ve egitsel faaliyetleri saglikli bicimde yiiriitebilme noktasinda
onemli bir gereklilik olan 6z-yeterlik inanglar ile iistbilissel farkindalik
diizeylerini incelemek, bu egitime doniik daha saglikli egitim ve bilim
politikalar1 tiretmeyi kilavuzlayabilir. Bu ¢aba uzun vadede ilahiyat
egitiminin niteliginin artmasina, bu egitimden beklenen akademik ve
mesleki beklentilerin daha saglikli bir zemine oturmasina kapi aralayabilir.

D. Yontem

Arastirma, tarama modellerinden iliskisel tarama modeli kullanilarak
gerceklestirilmistir. Bilindigi lizere tarama modellerinde genellikle genis bir
kitleden arastirmaci tarafindan belirlenen madde ya da arastirma ifadeleri
kullanilarak veri toplamir. iliskisel tarama modelinde ise degiskenlerin
demografik 6zelliklere gore durumu yaninda, iki ya da daha fazla siirekli
degiskenlerin aralarindaki iligkilerin niteligi (yonii, kuvveti vb.)
belirlenmeye ¢alisilmaktadir (Karasar, 2002).

1. Evren ve Orneklem

Arastirmanin evrenini Atatlirk, Batman, Cukurova, Erciyes, Giresun,
Istanbul, Izmir Katip Celebi, Marmara ve Usak Universitelerinin Ilahiyat ya
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da Islami ilimler Fakiiltelerinde 2023-2024 egitim-6gretim yilinda egitim
gormekte olan ogrenciler olusturmaktadir. Orneklem seciminde kolay
erisilebilir ve basit tesadifi 6rneklem alma teknigi kullanilmistir (Arslantiirk,
2001). Orneklem sayisi, biiyiikliigii belli olan evrenler icin gecerli olan
formiil! kullanilarak belirlenmistir. S6z konusu iiniversitelerde 2023-2024
egitim-0gretim yilinda kayith aktif 15.176 o6grenci bulunmaktadir.
Hesaplama sonucunda arastirma i¢cin 374 6grenci yeterli olmasina ragmen
veri gecerligi ve giivenirligini artirmak amaciyla arastirmaya 744 6grenci
dahil edilmistir. Bu rakamlara gore evren-o6rneklem iliskisi yaklasik olarak
%4,5'tir. Asagidaki tabloda arastirmanin uygulandig iiniversiteler, [lahiyat
ya da Islami ilimler Fakiiltelerinde 6grenim gérmekte olan aktif dgrenci
sayilari, arastirmaya katilan 6grenci sayisi ve oranlarina yer verilmistir.

Tablo 1. Arastirma Kapsaminda Veri Toplanan Universiteler ve Ogrenci Oranlart

Universiteler Ogrenci sayisi n %

Atatiirk Universitesi 3376 29 3.9
Batman Universitesi 734 7 9

Cukurova Universitesi 1568 25 3.4
Erciyes Universitesi 2227 474 63.7
Giresun Universitesi 940 61 8.2
istanbul Universitesi 3700 5 7

izmir Katip Gelebi Universitesi 163 77 10.3
Marmara Universitesi 2424 25 3.4
Usak Universitesi 1167 41 5.5
Toplam 16299 744 100

Orneklemin (iniversiteye gore dagilmina bakildiginda Atatiirk
Universitesi'nden %3,9 (n=29); Batman Universitesinden %,9 (n=7);
Cukurova Universitesi'nden %3,4 (n=25); Erciyes Universitesi'nden %63,7
(n=474); Giresun Universitesi'nden %8,2 (n=61); istanbul Universitesi’nden
%,7 (n=5); Izmir Katip Celebi Universitesinden %10,3 (n=77); Marmara
Universitesi'nden %3,4 (n=25) ve Usak Universitesinden %5,5 (n=41)
oraninda 6gretmen adayinin arastirmaya katildig1 goriilmektedir. Ogretmen
adaylarinin %69,2’si kadin; %30,8’i ise erkektir. Cinsiyet dagiliminda esitlik,
ilke genelinde yiiksek din 6gretiminde kadinlarin lehine sayisal bir tistiinliik
oldugu i¢in saglanamamistir. Sinif degiskeni agisindan katilimcilarin %7,8’i
(n=58) hazirlik; %9,7’si (n=72) birinci sinif; %35,3’li (n=263) ikinci sinif;

1 n=N(t?pq)/d?(N-1)+(t?pq)
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%17,2’si uglinci smnif ve %30'u da (n=223) dordiincii smifta 6grenim
gormektedir. Fakiltelerden katilimci sayilari arasinda olusan farklilasmalar
dolayisiyla fakiilte bazl analizler yapilmamistir.

Ogretmen adaylarimin %65,7’si (n=489) Imam-Hatip Lisesi ya da
Anadolu Imam-Hatip Lisesi; %21,5'i (n=160) diger Anadolu Liseleri; %6,6’s1
(n=49) duz lise; %5,6’s1 (n=42) diger meslek liseleri ve %,5’i de Fen Lisesi
mezunudur.

Gelecek ve Kkariyer planlama agisindan bakildiginda ise 68retmen
adaylarmin %56’sinin (n=417) Milli Egitim Bakanliginda; %23,3’iinlin
(n=173) akademik alanda; %17,5’inin (n=130) Diyanet isleri Baskanhginda;
%1,1’inin (n=8) diger kurumlarda; %,7’inin (n=5) 6zel sektérde ve %,5’inin
de (n=4) ticaret ya da serbest meslek alaninda c¢alismak istedigi
goriilmektedir. Ayrica 6gretmen adaylarinin %,7’sinin (n=5) bu konuda
kararsiz oldugunu ve %,2’sinin de (n=2) herhangi bir sektérde gérev almak
istemedikleri belirlenmistir. Akademik alanda g¢alismak istediklerini
belirtenlerin tercihi arasinda da ilk sirada %45,2 (n=336) ile Temel Islam
Bilimleri gelmektedir. Bunu %36,7 (n=273) ile Felsefe ve Din Bilimleri ve
%18,1 (n=135) ile islam Tarihi ve Sanatlar1 boliimleri takip etmektedir.

2. Veri Toplama Araglar
a. Akademik Oz-Yeterlik Olcegi

Orijinali, Owen ve Froman (1988) tarafindan College Academic Self-
Efficacy Scale ismiyle gelistirilen dlgek Ekici (2012) tarafindan Tiirkceye
uyarlanmistir. Toplamda 33 maddeden olusan 6l¢cekte Sosyal Statii, Bilissel
Uygulamalar ve Teknik Beceriler bashkli ii¢ alt faktor yer almaktadir. 5'li
Likert tarzinda gelistirilen 6lcekte degerlendirme, 5=0ldukca Fazla, 4=Fazla,
3=Kismen Fazla, 2=Az ve 1=0ldukc¢a Az olacak sekilde gerceklestirilmektedir
ve Olcekten alinabilecek en ytliksek puan 165; en diisiik puan ise 33’tlir.

Uyarlama ¢alismada o6lgegin Cronbach Alpha katsayis1 ,86 (k=4,47;
sd.=1,05); faktor bazli olarak ise Sosyal Statii i¢in ,88 (%=4,16; sd.=98);
Bilissel Uygulamalar i¢in ,82 (X=3,96; sd.=1,17) ve Teknik Beceriler i¢in ,90
(X=4,03; sd.=,93)olarak ifade edilmistir (Ekici, 2012, s. 174). Bu calismada ise
giivenirlik katsayisi 6l¢ek geneli icin 904 (¥=93,03; sd.=17,422); Sosyal Statii
icin ,794 (%= 26,80; sd.=6,591); Bilissel Uygulamalar icin ,863 (X= 56,08;
sd.=10,804) ve Teknik Beceriler i¢in ise ,437 (X=10,15; sd.=2,579) olarak
hesaplanmistir.

b. Ustbilissel Farkindalik Olcegi

Firat Durdukoca ve Aribas (2019) tarafindan gelistirilen 6lgek, 18
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madde ve Kisisel Farkindalik, Organizasyonel Farkindalik ve Yargisal
Farkindalik bashkl iig alt faktérden olusmaktadir. Olcek 51i Likert tarzinda
gelistirilmistir ve degerlendirmede 1=Hi¢bir zaman, 2=Nadiren, 3=Sik sik,
4=Genellikle ve 5=Her zaman olarak kullanilmistir. Olcekten en az 18; en
fazla ise 80 puan alinabilmektedir.

Tamami olumlu olarak tasarlanan 06lgekte Cronbach-Alfa degerleri
6lcegin geneliicin,75 olarak belirlenmistir. Alt faktorler acisindan ise Kisisel
Farkindalikicin,79; Organizyonel Farkindalik i¢in,72 ve Yargisal Farkindalik
icin 62 olarak tespit edilmistir (Firat Durdukoca & Aribas, 2019, s. 1551). Bu
calismada ise giivenirlik katsayis1 Olcek geneli i¢in ,908 (%=62,32;
sd.=11,832); Kisisel farkindalik icin ,814 (%X=27,98; sd.=5,479);
Organizasyonel farkindalik i¢in ,830 (%=21,25; sd.=4,566) ve Yargisal
Farkindalik i¢in ,755 (%=13,10; sd.=3,348) olarak bulgulanmistir.

c. Kisisel Bilgi Formu

Calismada katilimcilarin 6grenim gordiikleri iiniversite ve sinif,
cinsiyet, mezun olduklari lise tiirli ve mezuniyet sonrasinda gorev almak
istedikleri alan ile akademik calisma durumunda hangi alani sececeklerini

belirlemek amaciyla arastirmacilar tarafindan gelistirilen bazi sorular
kullanilmstir.

3. Uygulama

Arastirma izni, Erciyes Universitesi Sosyal ve Beseri Bilimler Etik
Kurulunun 28.11.2023 tarih ve 507 sayili onay1 ile alinmis ve anket linki
katilimcilara Google Forms iizerinden ulagtirilarak goniilliik esasina bagh
olarak veri toplanmistir.

4. islem

Veriler, SPSS 27 programi kullanilarak analiz edilmistir. Verilerin
islenmesinde ilk olarak olceklerde ters kodlanan madde bulunmadigi i¢in
Tablo 2. Normallik Testi Sonuglari

Degiskenler Carpikhik Basikhik
Akademik Oz-yeterlik Olcegi ,120 ,148
Sosyal Statii ,364 -,069
Bilissel Uygulamalar ,001 ,152
Teknik Beceriler ,144 -139
Ustbilissel Farkindalik Olcegi -,182 -,084
Kisisel Farkindalik -,223 -,255
Organizasyonel Farkindalik -,168 -,286

Yargisal Farkindalik -028 -,466
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0lcegin genel ortalamalari alinarak alt faktorler olusturulmustur. Sonrasinda
ise normallik testi ger¢eklestirilmistir.

Tablo 2'ye gore 6lceklerin gerek ortalamalari gerekse alt faktorlerinde
katsayilarin normal dagilimi ifade eden +1.0 ile -1.0 aralifinda oldugu
belirlenmistir (Hair vd., 2019). Parametrik testlerin
gerceklestirilebilmesinin 6n kosulu olan normalligin saglanmasinin
ardindan betimsel istatistik tekniklerinden frekans ve betimsel analizlerle
birlikte ortalama ve standart sapma degerleri; ¢ikarimsal istatistik
tekniklerinden Bagimsiz Orneklem t-Testi; Tek Yon ANOVA, Korelasyon ve
Regresyon Analizleri kullanilmistir. Verilerin analizinde 0,05 anlamlilik
diizeyi esas alinmistir.

E. Bulgular
1. Betimsel istatistik Analizi

Arastirmada kullanilan degiskenlerin sayi, minimum, maksimum,
ortalama ve standart sapma degerleri asagidaki tabloda gosterilmektedir.

Tablo 3. Betimsel Istatistik Sonuglart

Degiskenler n Min. Max. X Sd.

Akademik Oz-yeterlik Olcegi 1.12 4.70 2.81 52793
Sosyal Statii 1.20 4.70 2.68 .65912
Bilissel Uygulamalar 1.11 4.74 2.95 .56861
Teknik Beceriler 744 1.00 4.75 2.53 .64483
Ustbilissel Farkindalik Olgegi 1.00 5.00 3.46 .65734
Kisisel Farkindalik 1.00 5.00 3.49 .68491
Organizasyonel Farkindalik 1.00 5.00 3.54 .76100
Yargisal Farkindalik 1.00 5.00 3.27 .83699

Tablo 3‘te gorildigii gibi katihmclar, Akademik Oz-yeterlik
Olgegi'nden ortalama olarak 2,82 (sd.=,52793) puan elde etmislerdir. Bu
puan, dgretmen adaylarinin akademik bir goérevi orta diizeyli bir basari
seviyesinde gerceklestirebilecegini gostermektedir. Ayrica katilimcilar bu
Olcegin alt faktorlerinden en yiiksek ortalamaya Bilissel Uygulamalar
(X=2,95; sd.=,56861); en diisiik ortalamaya ise Teknik Beceriler (X=2,54;
sd.=,64483) boyutlarinda sahip olmuslardir.

Ustbilissel Farkindalik Ol¢cegi agisindan ise 6gretmen adaylarinin 3,46
ortalama (sd.=,65734) elde ettikleri gorilmistiir. Bu sonu¢ 0gretmen
adaylarinin basarilarini artirabilmek icin planlama, izleme, diizenleme ve
uygulama stratejilerini ortanin iizerinde bir diizeyde uyguladiklarini ifade

bilimname
51,2024/1
@ BY-NC-ND 4.0

[99]



bilimname
51,2024/1
© BY-NC-ND 4.0

1100|

Cemil OSMANOGLU & Mustafa ULU

etmektedir. Ogretmen adaylarinin bu dlgegin faktorleri arasinda en yiiksek
ortalamay1 Organizasyonel Farkindalik (X=3,54; sd.=76100); en disiik
ortalamayi ise Yargisal Farkindalik (X=3,27; sd.=,83699) boyutlarinda elde
ettikleri de anlasilmistir.

2. Cikarimsal Istatistik Analizi

Degiskenler arasindaki iliskilerin cinsiyete gore dagiliminin
belirlenmesinde Bagimsiz Orneklem t-Testi; bu iliskilerin yénii ile siddetinin
belirlenmesinde Pearson Korelasyon Analizi; ortalamalar arasindaki
farklarin ve kaynaklarinin belirlenmesinde Tek Yon ANOVA ve degiskenlerin
birbirleri iizerindeki etkilerinin belirlenmesinde Regresyon Analizi
kullanilmistir.

a. Bagimsiz Orneklem t-Testi

Asagidaki tabloya gore cinsiyetler arasinda Akademik Oz-yeterlik
Olgegi genel puani agisindan (t=-2,034; p=,042) ve bu él¢egin Sosyal Statii alt
faktori  (t=-4,202; p=,000) ile Ustbilissel Farkindalik Olcegi'nin alt
faktorlerinden Yargisal Farkindalik boyutunda (t=-2,144; p=,032)
istatistiksel olarak anlamli bir farklilasma bulunmustur. Diger degiskenler
acisindan anlaml bir farklilasma belirlenmemistir.

Tablo 4. t-Testi Sonuglari

Degiskenler N Cinsiyet Ort. Sd. t p
ik Oz- i 515 Kad 2.7930 .50614
/'l.kadve'mlk Oz-yeterlik adin 2034 042
Olgegi 229 Erkek 2.8781 .57069
. 515 Kadin 2.6130 .65349
Sosyal Statii -4,202 ,000

229 Erkek 2.8306 .64816

515 Kadin 29463 .53921
Bilissel Uygulamalar -,366 , 714

229 Erkek 2.9639 .63082
515 Kadin 2.5146 .62322

Teknik Beceriler -1,465 ,143
229 Erkek 2.5895 .68957

Ustbilissel Farkindalik 515 Kadin 3.4600 .63717

P -143 ,886
Olgegi 229 Erkek 3.4677 .70199
. 515  Kadin 3.5160 .65723

Kisisel Farkindalik 1,056 ,291
229 Erkek 3.4558 .74322
i 515 Kadin 3.5385 .74715

Organizasyonel 145 884
Farkindahk 229  Erkek  3.5473 .79292
515 Kadin 3.2301 .84223

Yargisal Farkindalik -2,144 ,032

229 Erkek 3.3723 .81838
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Akademik Oz-yeterlik Olcegi genel puaninda erkeklerin ortalamasi
(ort.=2,8781; sd.=57069) kadinlarin ortalamasindan (ort.=2,7930;
sd.=,50614) daha yiiksektir. Bu sonug, erkek adaylarin akademik gelisim
stratejilerine kadinlara oranla daha fazla 6nem verdiklerini gostermektedir.
Bu o6lgegin alt faktorlerinden Sosyal Statii boyutunda da erkek 6gretmen
adaylan (ort.=2,8306; sd.=,64816), kadinlardan (ort.=2,6160; sd.=65349)
daha yiiksek bir ortalama elde etmislerdir. Bu durum erkek katilimcilarin
smificerisinde daha aktif olduklari, ders ici ve ders disi faaliyetlere daha aktif
olarak katildiklar1 anlamina gelmektedir.

Ustbilissel Farkindalik Olgegi'min Yargisal Farkindalik boyutunda da
erkekler (ort.=3,3723; sd.=,81838) lehine bir avantaj ortaya ¢ikmistir. Bu
avantaj erkeklerin bir konunun 6grenilme siirecini tamamladiktan sonra
konuyu kadinlara oranla daha iyi kavradiklari; bir problemi ¢6zdiikten sonra
¢6ziim silirecini ve yollarini daha etkin sekilde degerlendirdikleri anlamina
gelmektedir.

b. Tek Yon ANOVA Analizi

ANOVA Analizinin gergeklestirilebilmesinin 6n kosulu olan
varyanslarin homojenligi testine gore simf degiskenine gore Akademik Oz-
yeterlik Olcegi (Levene: 2,410; p=,048) geneli ve Sosyal Statii (Levene: 4,907;
p=,000) alt faktoriinde varyanslarin homojen dagilmadig diger degiskenler
Tablo 5. Tek Yon ANOVA Analizi Sonuglari

Degiskenler Kareler Ort.2 f p
Akademik OZ-yeterllk 5481 1370 5023 '001
Smif Olcedi
Bilissel Uygulamalar 8,712 2,178 6,952 ,000
Teknik Beceriler 5,385 1,346 6,277 ,011
/}kadve.mlk Oz-Yeterlik 15,634 2233 8599 1000
Olgegi
Sosyal Statii 13,752 1,965 4,682 ,000
Bilissel Uygulamalar 19,019 2,717 9,050 ,000
Calisma
Alani Teknik Beceriler 10,170 1,453 3,578 ,000
l{stblvlll,ssel Farkindalik 10,531 1504 3,561 1000
Olgegi
Kisisel Farkindalik 9,896 1,414 3,068 ,003
Organizasyonel 14,131 2,019 3,567 ,000
. L Teknik Beceriler 2,875 1,437 3,480 ,031
Lisansiistii Usthilissel Farkindalik
Yonelim stbiligse arkindai 2,624 1,312 3,053 048

Olcegi
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acisindan ise varyanslarin homojen dagildig1 tespit edilmistir. Varyanslarin
homojen dagildig1 durumlarda 6rneklem boyutlart esit olmadig1 i¢in Post
Hoc. testlerinden Hochberg’s GT2; dagimadigi durumlarda ise Games-
Howell kullanilmistir. Yukaridaki tabloda analiz sonug¢larina yer verilmistir.

Siif degiskeni baglaminda Akademik Oz-yeterlik Olcegi geneli
acisindan anlamli bir farklilasma meydana gelmistir. ANOVA testi
farklilasmanin kaynagi olarak ikinci siniflar1 géstermektedir (F4739=1,370;
p=,001). Olgek geneli agisindan Hochberg’s GT2 testine gore ikinci siniflar,
hazirlik smiflar1 (md=-,26679; se.=,06304; p=,000) ve dordiinci smiflarla
(md=-,17296; se.=,04908; p=,004) negatif ve istatistiksel olarak anlaml bir
sekilde farklilasmaktadir. Bilissel Uygulamalar faktori agisindan Hochberg's
GT?2 testi yine ikinci siniflarin hazirlik (md=-,37625; se.=,08119; p=,000) ve
doérdiincii (md=-,18971; se.=,05095; p=,002) siniflardan yine negatif yonde
anlamh bir sekilde farklilastiinm1 ortaya koymaktadir. Teknik Beceriler
acisindan ise sadece ikinci siiflar ile dérdinci siniflar arasinda bir
farklilasma bulunmaktadir (md=-,20043; se.=,05834; p=,006). Sinif ve
mezun olunan lise tiri degiskenlerinin ¢alismada kullanilan diger
degiskenlerle anlaml bir iliskisi tespit edilememistir.

Mezuniyet sonrasinda c¢alisilmak istenilen alan ag¢isindan da
varyanslarin tamaminin homojen dagildig1 belirlenmistir. Bu kapsamda
yapilan ANOVA testi, Akademik Oz-yeterlik Olcegi genel puam (F7,735=8,599;
p=,000); Sosyal Statii faktori (F7735=4,682; p=,000); Bilissel Uygulamalar
faktori (F7,735=9,050; p=,000); Teknik Beceriler faktori (F7735=3,578;
p=,000); Ustbilissel Farkindalik Olcegi genel puani (F7735=3,561; p=,000);
Kisisel Farkindalik faktori (F7735=3,068; p=,003) ve Organizasyonel
Farkindalik faktoriinde (F7735=3,567; p=,000) ortalamalarin istatistiksel
olarak farklilastigini gostermektedir. Hochberg’s GT2 testine gore, Akademik
Oz-yeterlik Olgegi genel puanindaki farkllasma mezuniyet sonrasinda
akademide gorev almak isteyenlerden kaynaklanmaktadir. Buna gore
akademide gérev almak isteyenler, Diyanet isleri Baskanligrnda ¢alismak
isteyenlerden (md=,29815; se.=,05916; p=,000); Milli Egitim Bakanligi'nda
calismak isteyenlerden (md=,27016; se.=,04609; p=,000) ve calismak
istemedigini ifade edenlerden (md=1,70538; se.=,36246; p=,000) pozitif
olarak farklilasmaktadir.

Sosyal Statii faktoriinde de ayni gruplar arasinda akademide goérev
almak isteyenler lehine farklilasma bulunmustur. Buna gore akademide
gorev almak isteyenler, Diyanet Isleri Baskanligi'nda ¢alismak isteyenlerden
(md=,27173; se.=,07519; p=,009); Milli Egitim Bakanlig’'nda ¢alismak



DKAB G¢gretmen Adaylarinin Akademik Oz-yeterlik ve Ustbilissel Farkindaliklarinin Incelenmesi

isteyenlerden (md=,27984; se.=,05858; p=,000) ve calismak istemedigini
ifade edenlerden (md=1,44711; se.=46070; p=,048) pozitif olarak
farklilagsmaktadir.

Bilissel Uygulamalar faktoriinde de ayni gruplar arasinda farklilasma
bulunmaktadir. Buna gére akademide gérev almak isteyenler, Diyanet sleri
Baskanligi'nda ¢alismak isteyenlerden (md=,31301; se.=,06360; p=,000);
Milli Egitim Bakanligi'nda calismak isteyenlerden (md=,28782; se.=,04955;
p=,000) ve ¢alismak istemedigini ifade edenlerden (md=1,95026;
se.=,38967; p=,000) pozitif olarak farklilasmaktadir. Teknik Beceriler
faktoriinde ise yine ayn1 grup sadece Diyanet Isleri Baskanlhigi’'nda ¢alismak
isteyenlerden  (md=,29363; se.=,07397; p=,002) pozitif olarak
farklilasmaktadir.

Ustbilissel Farkindalik Olcegdi genel puaninda ise farkllasmanin
kaynagi olarak herhangi bir yerde/kurumda ¢alismak istemediklerini ifade
edenler goziikmektedir. Buna gore herhangi bir yerde/kurumda calismak
istemeyenler, Diyanet Isleri Baskanlig’nda calismak isteyenlerden (md=-
1,61368; se.=46311; p=,015); Milli Egitim Bakanligi’'nda g¢alismak
isteyenlerden (md=-1,67719; se.=,46069; p=,008), akademide gorev almak
isteyenlerden (md.=-1,79416; se.=46224; p=,003), diger kurumlarda
calismak isteyenlerden (md.=-1,70833; se.=,51384; p=,026) ve 6zel sektorde
calismak isteyenlerden (md.=-1,74444; se.=,54379; p=,038) negatif olarak
anlaml bicimde farklilasmaktadir.

Kisisel farkindalik faktoriinde ise herhangi bir yerde/kurumda
calismak istemeyenlerin Milli Egitim Bakanlhigi'nda calismak isteyenlerden
(md=-1,55710; se.=,48111; p=,035), akademide gorev almak isteyenlerden
(md.=-1,65137; se.=48273; p=,018), diger kurumlarda ¢alismak
isteyenlerden (md.=-1,76562; se.=,53661; p=,029) ve 6zel sektorde ¢alismak
isteyenlerden (md.=-1,83750; se.=56790; p=,035) negatif olarak
farklilastig1 goriilmektedir.

Organizasyonel Farkindalik faktoriinde de farklilasmanin kaynagi
olarak herhangi bir yerde/kurumda ¢alismak istemediklerini ifade edenler
goziilkmektedir. Buna gére calismak istemeyenler, Diyanet Isleri
Baskanligi'nda calismak isteyenlerden (md=-1,89231; se.=,53606; p=,012);
Milli Egitim Bakanlhgr'nda ¢alismak isteyenlerden (md=-1,94185;
se.=,53326; p=,008), akademide gorev almak isteyenlerden (md.=-2,10067;
se.=53505; p=,003) ve diger kurumlarda ¢alismak isteyenlerden (md.=-
1,89583; se.=,59478; p=,041) negatif olarak farklilasmaktadir.

Ogretmen adaylarinin 6lcek ortalamalari, mezuniyet sonrasinda hangi
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alanda lisansiistii egitime yonelecekleri agisindan degerlendirildiginde ise
ANOVA analizinde sadece Teknik Beceriler (F;741=3,480; p=,031) ve
Ustbilissel Farkindalik Olcegi genel puani (F2,741=3,053; p=,048) acisindan bir
farklilasma meydana gelmistir.

Teknik Beceriler faktoriinde Hochberg’'s GT2'ye gore Felsefe ve Din
Bilimleri alanina yénelen grup, Temel islam Bilimleri'ne yénelen gruptan
(md.=,11888; se.=,05237; p=,049) pozitif olarak ayrismaktadir. Ustbilissel
Farkindalik Ol¢egi genel puaninda ise ayni gruplar arasinda bir farklilasma
bulunmaktadir ve degerler, md.=12939; se.=,05341; p=,046 olarak
bulgulanmistir.

c. Pearson Korelasyon Analizi

Korelasyon analizine goére arastirmada kullanilan degiskenlerin gerek
Olcekler gerekse alt faktorler diizeyinde tamaminin istatistiksel olarak
p=,000 diizeyinde anlamli ve pozitif bir sekilde iliskili olduklar
belirlenmistir. Analiz sonug¢lari Tablo 6‘da gosterilmistir.

Tablo 6. Korelasyon Analizi Sonuclari

Degiskenler 1 2 3 4 5 6 7 8
1. Akademik Oz- r -
yeterlik Olgegi p
2. Sosyal Statii ro834 -
p .000
3. Bilissel r 938 .614 -
Uygulamalar p .000 .000
4. Teknik Beceriler ro 695 504 575 -
p .000 .000 .000
5. Ustbilissel r 517 372 521 359 -
Farkindalik Olgegi p .000 .000 .000 .000
6. Kisisel Farkmdalik " 491 321 516 .334 .901 -
p .000 .000 .000 .000 .000
7. Organizasyonel r 470 355 467 311 908 .705 -
Farkindalik p .000 .000 .000 .000 .000 .000
8. Yargisal r .384 307 360 .296 .821 .586 .692 -
Farkindalik p .000 .000 .000 .000 .000 .000 .000

Analiz sonucuna gore Akademik Oz-yeterlik Olgegi ile Ustbilissel
Farkindalik Olgegi genel puanlari arasinda orta diizeyli pozitif bir iliski
(r=,517; p=,000) bulunmaktadir. Akademik Oz-yeterlik Olcegi'nin alt
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faktorleri ile iliskileri ise Sosyal Statii (r=,834; p=,000) ve Bilissel
Uygulamalar (r=938; p=,000) ile ¢ok kuvvetli; Teknik Beceriler (r=,695;
p=,000) ile kuvvetli diizeydedir.

Akademik Oz-yeterlik Olcedimin genel ortalamasiin Ustbilissel
Farkindalik Olgegi'nin alt faktérleri ile iliskisinde o6lgek genelinin Kisisel
Farkindalik (r=,491; p=,000) ve Organizasyonel Farkindalik (r=,470; p=,000)
ile orta kuvvette; Yargisal Farkindalik (r=,384; p=,000) ile de zayif bir iliski
icerisinde oldugu anlasilmaktadir.

Her iki 6lcegin alt faktorleri arasindaki iliskilere bakildiginda ise en
yiksek katsayinin Bilissel Uygulamalar ile Kisisel Farkindalik (r=,516;
p=,000) arasinda gerceklestigi goriilmiistiir. iliski pozitif ve orta diizeylidir.
Bu sonuca gore o6gretmen adaylarinin herhangi bir bilissel eyleme
baslamadan 6nce veya bilissel eylem siirecinde performanslarini etkileyecek
degiskenleri temele almalari, dersleri dikkatli bir sekilde dinlemelerine ve
diizenli not tutmalarina, sinifta sunulan fikirlerin ¢ogunu anlamalarina,
dersleri yogun bir sekilde ¢alismak yerine yayarak calismalarina pozitif
yonde etki etmektedir. Degiskenler arasindaki en diistik iliski ise Teknik
Beceriler ile Yargisal Farkindalik (r=,296; p=,000) arasindadir. Buna gore
O0gretmen adaylarinin bir problemi ¢ézdiikten sonra ¢dziim siirecini ya da
yollarin1 degerlendirmeleri ile bilgisayar kullanma, ders icerigini
materyallerle iliskilendirme ve kiitiiphane vb. tesisleri kullanmalar1 arasinda
zayif bir iliski bulunmaktadir.

d. Regresyon Analizi

Ustbilissel farkindah@in akademik o6z-yeterligi yordama giiciinii
belirmek amaciyla Regresyon analizi gergeklestirilmis ve sonuglar, Tablo
7‘da belirtilmistir:

Tablo 7. Regresyon Analizi Sonuglari

Degiskenler Beta t p r2

Ustbilissel Farkindalik Olcegi 415 16,451 ,000 ,267
Kisisel Farkindalik ,378 15,336 ,000 ,241
Organizasyonel Farkindalik ,326 14,491 ,000 ,221
Yargisal Farkindalik ,242 11,317 ,000 ,147

Tabloda yer alan verilere gore Ustbilissel Farkindalik Olcegi (B=,415;
p=,000) genel puaninin, Kisisel Farkindalik (=,378; p=,000), Organizasyonel
Farkindalik (B=,326; p=,000) ve Yargisal Farkindalik (f=,242; p=,000)
faktorleri akademik 0Oz-yeterligi istatistiksel olarak anlamli bir sekilde
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yordamaktadir. Yani s6z konusu degiskenlerdeki degisim akademik 6z-
yeterligi pozitif yonlii olarak etkilemektedir. Ustbilissel Farkindalik Olcegi'nin
akademik 0z-yeterligi yaklasik olarak %27 oraninda etkiledigi
anlasilmaktadir. Alt faktorlere bakildiginda ise Kisisel Farkindaligin %?24;
Organizasyonel Farkindaligin %22 ve Yargisal Farkindaligin yaklasik %15’lik
bir etki giicline sahip oldugu goriilmektedir.

Sonug

Din Kiiltiirii ve Ahlak Bilgisi 6gretmen adaylarinin akademik 06z-
yeterlikleri ve Tstbilissel farkindaliklarinin incelenmeye c¢alisildigi bu
arastirmada, katilimcilarin Akademik Oz-yeterlik Olcedi'nden ortalama ya da
orta diizeyde bir puan elde ettikleri goriilmiistiir. Benzer bir tablo Ustbilissel
Farkindalik Olgegi'nde de ortaya ¢ikmustir. Ogretmenlik mesleginin belli
akademik yeterlikler ve lstbilissel 6zellikler gerektiren bir meslek oldugu
diistiniildiigiinde her iki 6lgekte orta diizeyde puanlarin alinmasi anlaml
olabilir. Yesilyurt tarafindan Konya’da bir devlet liniversitesine bagh egitim
fakiiltesi 6grencileri 6rneginde yapilan arastirmada katilimcilarin akademik
0z-yeterlik diizeylerinin “bana tamamen uygun” secenegi yerine daha diisiik
diizeydeki “bana uygun” secenegi ekseninde belirginlestigi ifade edilmistir.
Arastirmada bu sonug¢ katilimcilarin akademik 6z-yeterlik algilarinin “gok
yliksek diizeyde olmadig1” seklinde yorumlanmistir (Yesilyurt, 2013, ss. 97-
98). Sayan ve Tavukcuoglu tarafindan yiiksek din 6gretimi 6grencilerine
yoOnelik yapilan calismada akademik 6zyeterliklerinin diisiik diizeyde oldugu
ifade edilmistir (Sayan & Tavukcuoglu, 2020). Dicle Universitesi Ziya Gokalp
Egitim Fakiiltesi 68rencileri lizerinde yapilan ve yine 6gretmen adaylarinin
cesitli bilissel farkindaliklarini konu edinen arastirmada Ogretmen
adaylarinin istbilissel farkindaliklar1 genel olarak yiiksek bulunmustur
(Bars & Oral, 2017). Aslan ve Ince tarafindan egitim fakiiltesi farkh brang
6gretmenlik béliimlerine devam eden 6gretmen adaylari lizerine yapilan
arastirmada Ustbiligsel farkindaligin 6grenim goriilen béliime goére farklilik
gostermedigi sonucuna ulagilmistir (Aslan & Ince, 2023).

Diger taraftan yiiksek din 6gretimi kurumlarina devam eden Din
Kiiltirii ve Ahlak Bilgisi 6gretmen adaylarinin Usbilissel Farkindalik
Olgegi'nin alt faktérleri arasinda en yiiksek ortalamayi, problemleri ¢ézmek
icin alternatif ¢6ziim yollar1 arayisinda olma, problemin ¢6ziimii icin maliyeti
ve zamani hesaplama, 6nceden 6grenilenlerle yeni 6grenilenler arasinda
iliski kurma anlamina gelen Organizasyonel Farkindalik; en diisiik ortalamay1
ise 6grenme gerceklestikten sonra kendini sinamayi, biitiin ¢6ziim yollarini
dikkatli bir sekilde analiz etmeyi ve daha kolay bir yol olup olmadigin
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degerlendirmeyi ifade eden Yargisal Farkindalik boyutlarinda elde ettikleri
anlasilmistir. Bu sonuglar, 6gretmen adaylarinda gelistirilmesi gereken bazi
yeterliklerin oldugunu géstermektedir.

Cinsiyet baglaminda, Akademik Oz-yeterlik Olgegdi genel puaninda
erkeklerin kadinlardan daha yiliksek ortalamaya sahip olduklan
bulgulanmistir. Bu sonug, yliksek din 6gretiminde her ne kadar sayilari
kadinlara oranla daha az olsa da erkeklerin akademik gelisim stratejilerinde
daha 6nde olduklar1 anlamina gelmektedir. Ayrica yine onlarin Sosyal Statii
boyutunda daha ytliksek ortalama elde etmeleri, sinif icerisinde daha aktif
olduklarini ve ders ici ve disi faaliyetlere katilma konusunda da daha istekli
olduklarimi1 gostermektedir. Yargisal Farkindalik boyutu ortalamalar1 da bu
sonucu desteklemektedir. Buna gore erkek adaylar, bir konunun 6grenilme
slirecini tamamladiktan sonra konuyu kadinlara oranla daha iyi kavramakta;
bir problemi ¢ézdiikten sonra ¢6zlim siirecini ve yollarini dikkatli bir sekilde
degerlendirmektedirler. Bu sonucu “toplumsal cinsiyet rolleri agisindan
erkeklerin ev gecindirmek, ailenin sorumlulugunu almak gibi gerekcelerle
mezuniyet sonrasi is hayatina daha iyi hazirlanma arayisinda/kaygisinda
olduklar1” seklinde yorumlamak miimkiindiir. Bununla birlikte, ilgili bilimsel
literatiire bakildiginda akademik 0z-yeterlik algi diizeyleri noktasinda
cinsiyet degiskeninin, kimi zaman kadinlar lehine, kimi zaman erkekler
lehine sonuglar verdigini, kimi zaman ise belirgin bir etkiye sahip olmadigini
gosteren farkh aragtirmalar bulunmaktadir (Demirtas vd., 2011; Ozgelik &
Kurt, 2007; Satic1 & Can, 2016; Yesilyurt, 2013). Yesilyurt'a gore bu durum
s0z konusu arastirmalardaki katilimcilarin farkli sosyo-Kkiiltiirel yapilara
sahip olmalarindan kaynaklanmaktadir (2013).

Sinif degiskenine gére Akademik Oz-yeterlik Olcegi geneli agisindan
anlaml bir farklilasma bulunmustur. Buna gore ikinci siniflar, hazirlik ve
dordiincti smiflarla negatif ve istatistiksel olarak anlamli bir sekilde
farklilasmaktadir. Analiz, 6gretmen adaylarinin hazirlik sinifinda yiiksek bir
ortalama elde ettiklerini ikinci sinifa geldiklerinde ortalamanin en diisiik
noktaya kadar geriledigini, dérdiincii smifa dogru yeniden yiikselme
egilimine girdigini goéstermektedir. Burada 1 ve 2. smif ders yogunluk ve
cesitliligi ile hazirhik egitiminin sadece yabanci dil {izerine olmasinin
etkisinden s6z edilebilir. Ayrica burada, ortadgretimden gelen calisma
aliskanliklarinin (merkezi smavlara hazirlik siireci vb.) hazirlik egitimi
stiresince belli dlciilerde islevselligini siirdiirmekte oldugu da diisiiniilebilir.
Buna karsin Satici ve Can tarafindan tiniversite 6grencileri lizerine yapilan
arastirmada smif diizeyleri arasinda akademik o6z-yeterlik bakimindan
anlamli bir fark bulunmamistir (2016). Literatiirde tersi yonde bulgular da
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mevcuttur. Bu tiir farklilasmalar, fakiiltelerde verilen lisans egitiminin
smiflar boyunca degisen, cesitlenen i¢ dinamiklerinin 6nemine dikkat
cekmektedir. Ayrica iniversiteye baslamayla ¢alisma aliskanliklarinda
yasanan esneklikler ile son sinifa dogru mezuniyet, is bulma-bulamama
ekseninde giderek gliclenen kaygilardan s6z edilebilir. Burada yas
degiskeninin etkisi goz ardi edilmemelidir. Nitekim yas ilerledikce bilissel
farkindaliklarin gelistigini gosteren bulgular vardir (Ahmed vd. 2015).
Ayrica burada temel egitimden getirilen bilissel kapasite ve 6n 6grenmeleri
unutmamak gerekir. Nitekim iiniversiteye girerken diisiik akademik 6z-
yeterlilie sahip olan katilimcilarin lise déneminde en diisiik akademik
performansa sahip olduklari gosterilmistir (Garcia & Maria, 2020). Ancak
dini bilgilerde ya da dini okur yazarliktaki artis ile bilissel donanim, 6zellikle
tistbilissel kapasite ve yeterlikler arasindaki iliskiler yeterince irdelenmis
degildir (Molen vd., 2020).

Akademik Oz-yeterlik Olgegi acgisindan mezuniyet sonrasinda
akademide gorev almak isteyen katihmcilarin kendilerini daha fazla
gelistirme arayisinda olduklar1 gorilmiistiir. Olgegin simf tartismalarina
katilmayi, kalabalik ortamlarda etkin olabilmeyi, anlamadig1 konularin
yeniden islenmesini istemeyi, kuliipler, 6g8renci dernekleri vb. alanlarda
faaliyet gostermeyi ifade eden Sosyal Statii ve Bilissel Uygulamalar
boyutlarinda da benzer bir durum ortaya ¢ikmistir. Dolayisiyla, akademide
yol almak isteyen 6gretmen adaylarinin bilissel acidan sorumluluklarini
yerine getirmenin yani sira gerek ders ici gerekse ders disi faaliyetlerle
kendilerini daha fazla gelistirmek arzusu tasidiklar1 soylenebilir. Bu sonug
bir 6lciide anlasilabilir bir durumdur. Nitekim lisans egitiminin hemen
ardindan orgilin ve yaygin din egitimi ile din hizmetlerinin cesitli alanlarinda
is hayatina atilmay1 diisiinen katilimcilara oranla, okumaya, 6grenmeye,
arastirmaya daha fazla yogunlasmasi beklenen (nitekim lisansiistii
arastirmalar, tez siireci vb. bunu gerektirmektedir) lisansiistii 6grencilerin
akademik donanim bakimindan daha yetkin olmasi anlamhdir. Ancak
Ustbilissel o6zelliklerin sadece akademik alana yonelenler igin degil,
kendilerini siirekli yenilemesi, glincellemesi gereken 6rgiin ve yaygin din
egitimi personeli icin de 6nemli gereklilikler oldugu s6ylenebilir.

Ustbilissel Farkindalik Olgegi agisindan en farkli/ayrisan grup,
herhangi bir yerde ¢alismak istemediklerini ifade edenlerdir. Sayilar1 az da
olsa bu grubun kendilerini giiclii ve zayif yonleri agisindan net olarak
taniyamadiklari, edindikleri teorik ve uygulamali bilgileri islevsel
kilamadiklari, problemlerin giicliik derecesini ve ¢ézlimiiniin gerekliliklerini
belirleyemedikleri, bu anlamda dogru/yeterli 6grenme stratejileri
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gelistiremedikleri, alternatif problem ¢6ziime yollari liretmedikleri, verilen
bir gorevi tamamlamak icin ne kadar zaman ve kaynaga ihtiya¢ oldugunu
saptamakta zorlandiklar1 soylenebilir. Nitekim arastirmalar, kariyer
kararliliginda akademik ve mesleki 6z-yeterlik algilarinin olumlu etkileri
oldugunu gostermektedir (Demircioglu vd., 2023).

Arastirmada kullanilan her iki 6lcegin olcek genel ortalamalar:
arasinda orta diizeyde pozitif yonli bir korelasyonun oldugu gérilmiistiir.
Bu durum istbilissel farkindaliklarla akademik 6z-yeterlik arasindaki
iliskinin belirgin oldugu anlamina gelmektedir. Nitekim bilissel gelisim
alaninda yetkin olan ya da bilissel donanim1 gii¢lii olan kisilerin akademik
beceriler ya da performans bakimindan da 6nde olmasi beklenir. Alan
yazinda ortaya ¢ikan arastirma bulgular1 her iki olgu arasindaki anlamh
pozitif iliskinin genel akademik 6z-yeterlik ile 6grenmeye iliskin 6z-yeterlik
ya da 6gretmenlige 6zgii 6z-yeterlik gibi bir¢ok boyutta da anlamli oldugunu
gostermektedir. Hayat ve Shateri (2019) tarafindan yapilan arastirmada
Ogrencilerin 6z-yeterliklerinin 6grenmeyle ilgili duygular1 ve {stbilissel
O0grenme stratejileri lizerinde etkisi oldugunu ve bunlarin da 6grencilerin
akademik performansini etkiledigini ortaya koymustur. Alkan tarafindan
yapilan arastirmada istbilissel farkindalik ile 6gretmenlerin yeterlik
duygusu arasinda pozitif ve anlaml bir iliski oldugu gosterilmis, arastirmada
bu sonug, iistbilissel farkindalig1 yiiksek olan bir bireyin 6gretmen yeterlik
duygusunun da yiiksek oldugu seklinde yorumlanmistir (2020, s. 174).

Her iki Olgegin alt faktorleri arasindaki iliskiye bakildiginda ise en
yliksek katsayinin Bilissel Uygulamalar ile Kisisel Farkindalik arasinda
gerceklestigi goriilmektedir. iliski, pozitif ve orta diizeylidir. Bu sonuca gére
O0gretmen adaylarinin herhangi bir bilissel eyleme baslamadan 6nce veya
bilissel eylem siirecinde performanslarini etkileyecek degiskenleri temele
almalari, dersleri dikkatli bir sekilde dinlemelerine ve diizenli not
tutmalarina, sinifta sunulan fikirlerin ¢ogunu anlamalarina, dersleri yogun
bir sekilde c¢alismak yerine yayarak calismalarina pozitif yonde etki
etmektedir. Degiskenler arasindaki en dusiik iliski ise Teknik Beceriler ile
Yargisal Farkindalik arasindadir. Buna gore Ogretmen adaylarinin bir
problemi ¢ozdiikten sonra ¢6zlim siirecini ya da yollarini
degerlendirmesinin bilgisayar kullanmalari, ders igerigini materyallerle
iliskilendirmeleri ve kiitiiphane vb. tesisleri kullanmalari arasinda zayif bir
iliski bulunmaktadir.

Arastirma sonucunda istbilissel farkindaligin akademik 6z-yeterli
tizerinde belirgin bir etkisi saptanmistir. Bu etki pozitif ve anlamhdir.
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Ustbilissel farkindaligin akademik 6z-yeterligi yaklasik olarak %27 oraninda
etkiledigi gorilmektedir. Ogretmen adaylarina kazandirilacak bilissel
becerilerin onlarin akademik yeterliklerini ve basarilarini énemli oranda
artiracagl sdylenebilir. Ogretmen adaylarinin kendilerini bilissel donanim
bakimindan tanimalarini saglamak %24 oraninda basarilarina etki edebilir.
Bu sonug, yiiksek din 6gretiminin verildigi fakiiltelerde gerek akademik
danmismanlik gerekse Ogrenci rehberlik faaliyetlerine daha fazla 6nem
verilmesi gerektigini gostermektedir. Bununla birlikte organizasyonel
farkindalik, akademik 0z-yeterligi %22’lik bir oranda etkilemektedir. Bu
acidan Ogretmen adaylarinin problem c¢oziimiinde biitiin parametreleri
dikkate alarak probleme yogun bir sekilde nasil odaklanabileceklerinin de
kendilerine gosterilmesi gerekmektedir. Son olarak yargisal farkindaligin da
akademik 6z-yeterlik tizerinde yaklasik %15’lik bir etki giiciine sahip oldugu
goriilmektedir. Problem ¢oziildiikten sonra adaylarin kendilerini ve stireci
analiz etmelerinin 6nemi ortadadir.

Sonu¢ olarak, yiiksek din o6gretimi kurumlarina devam eden
Ogrencilerin akademik 0Oz-yeterlikler ve {stbilissel farkindaliklar
bakimindan daha yeterli hale getirilebilmesi icin ortadgretim diizeyinden
itibaren Dbilissel gelisimlerinin izlenmesi anlamli olabilir. Fakiilte
yasamlarinda simniflar boyunca etkin ¢alisma, problem ¢dzme ve analitik
diisiinme, 6zgiin ¢6zlim yollar1 liretme agisindan desteklenmeleri gerekir. Bu
tiir dliizenlemelerde ytliksekdgretim kurumlarinin ilk sinifina yakin zamanda
eklenen Kariyer Planlama dersinin igeriginin gelistirilmesi katki saglayabilir.
Bu dersin fakiilte sonrasinda farkli alanlara yonelmeyi planlayan
Ogrencilerin kisisel, akademik, mesleki ilgi ve beklentilerini karsilayabilecek
yeterliklere gore iceriklendirilmesi anlaml olacaktir.
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Abstract

The primary objective of this research is to examine the relationship between the
academic self-efficacy and metacognitive awareness of pre-service Religion Culture and
Moral Knowledge (RCMK) teachers. The study, conducted with a relational survey model,
consists of 744 students selected through simple random sampling from among students
attending the faculties of Theology or Islamic Sciences at nine different universities during
the 2022-2023 academic years. As data collection tools, the Academic Self-Efficacy Scale
developed by Owen & Froman (1988) and adapted to Turkish by Ekici (2012), and the
Metacognitive Awareness Inventory developed by Durdukoca & Aribas (2019), along with
a personal information form, were used. The research findings revealed that the average
score of the participants on the Academic Self-Efficacy Scale was 2.82, while the average
score on the Metacognitive Awareness Inventory was 3.46. It was found that the average
score of males on the Academic Self-Efficacy Scale was higher than that of females,
whereas no significant difference was found between genders in the average scores of the
Metacognitive Awareness Inventory. A moderate positive relationship was identified
between the general scores of the Academic Self-Efficacy Scale and the Metacognitive
Awareness Inventory. Significant meaningful relationships were also detected between
the sub-dimensions of both scales. According to the results of the regression analysis
conducted to determine the predictive power of metacognitive awareness on academic
self-efficacy, metacognitive awareness significantly predicts academic self-efficacy both
at a general level and in the contexts of Personal awareness, Organizational awareness,
and Judgmental awareness factors.

Keywords: Religious Education, Religious culture and moral knowledge teaching,
Academic self-efficacy, Metacognitive awareness.
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L S

Introduction

Educational systems, institutions, and programs come to life in the
hands of qualified teachers. A teacher is an element that guides society,
prepares new generations for the future, and acts as a bridge between
cultures. For all these duties to be fulfilled, teachers need to be equipped with
various qualities. Due to changing life conditions, it is mandatory to regularly
monitor, evaluate, and update these qualities. Therefore, no matter how well
teachers are trained, if they do not continuously renew and update
themselves within the context of developments in humanity, society, science,
and technology, the education they provide will become inadequate over
time. These realities necessitate that today's teachers question their
competencies and make it imperative for them to be trained in a way that is
equipped with the requirements of the time. In this context, in Tiirkiye,
teacher competencies were updated in 2017 according to the needs and
published as the "General Competencies of the Teaching Profession” (MEB,
2017b). These competencies include statements such as "Conducts self-
assessment by benefiting from feedback and suggestions from stakeholders
(C42.2)", "Creates learning environments that develop students' higher-level
cognitive skills (B2.6)", "Prepares activities that aim at developing students'
analytical thinking in lessons (B3.7)" (MEB, 2017b, pp. 13-16). Furthermore,
it has been observed that teacher competencies are structured within
different teaching branches, and in this context, specific area competencies
have been prepared for Religion Culture and Moral Knowledge teachers,
including emphases similar to the above (MEB, 2017a, p. 236). These
characteristics imply that the desired teacher should possess self-efficacy
and high-level cognitive awareness.

Self-efficacy, and consequently, a strong belief in academic self-
efficacy, is an essential requirement in the context of the competence of
religious education teachers. Teachers conducting the religious education
process are expected to have high academic self-efficacy to plan, conduct,
manage, and evaluate this educational process more successfully. Beliefs in
self-efficacy are closely related to the use of factors affecting learning, such
as metacognitive strategies. These beliefs encourage facing and dealing with
challenges instead of avoiding them as problems. They facilitate setting high
goals and making them easier to achieve. For all these gains to be possible,
the conditions under which teachers are trained need to be structured to
support these competencies. This situation can contribute to obtaining
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higher efficiency from the religious education process in the short term and
achieving the expected benefits from formal and non-formal religious
education in the long term, thereby contributing to the healthier functioning
of religious life.

A. Self-efficacy

Based on Albert Bandura's social learning theory, especially after the
1970s, the concept of self-efficacy, which has been met with intense interest
in the fields of educational sciences and psychology, is a series of beliefs that
affect individuals' learning processes, decision-making strategies, and
actions they wish to perform (Bandura, 1977). Self-efficacy or belief in self-
efficacy has been defined by Bandura as an individual's "belief in their
capability to organize and execute the actions required to produce a given
attainment” (Bandura, 1977, vii). He argued that a person with high self-
efficacy will exhibit more effort, perseverance, and resilience in achieving a
goal when faced with a challenging task, whereas a person with low self-
efficacy belief will withdraw earlier, give up more easily, or at least tend to
settle for mediocre results when faced with such situations (Bandura, 1997).
Over time, self-efficacy has been examined in many areas of social sciences.
In this context, significant relationships have been found between self-
efficacy belief and, for example, life satisfaction (Bigdeloo & Bozorgi, 2016);
academic adjustment and academic achievement (Ghadampour & Mansouri,
2021); academic self-concept (Ferla et al.,, 2009), religious beliefs, moral
development and mental health (Modabber et al., 2019); psychological
resilience and social support (Warshawski, 2022), and anxiety levels related
to certain subjects (Finney & Schraw, 2003).

After being transferred to the field of education, particularly, research
has begun on the self-efficacy of teachers, teacher candidates, and students
(Yilar, 2020). Studies show that students with high self-efficacy prefer to
engage in different academic areas to develop their skills and abilities and
spend more effort to confront challenges and difficulties when they have the
necessary skills (Bekomson & Netamu, 2019; Bhati & Sethy, 2022). Self-
efficacy also positively affects teachers' instructional performance. Research
indicates that teachers with high self-efficacy attempt more effective
behaviors at different levels of the educational process, such as planning,
implementation, evaluation, classroom management, teaching methods and
techniques, educational tools, and guidance, and take more qualitative steps
(Gibson & Dembo, 1984; Schunk, 1985). From an educational perspective,
the concept of self-efficacy is often defined in terms of academic self-efficacy,
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which expresses students' judgments about their ability to successfully reach
educational goals (Elias & MacDonald, 2007).

Avariant of the self-efficacy concept, academic self-efficacy, consists of
beliefs and judgments about students' academic skills and abilities to
perform learning or actions at determined/expected levels in academic
environments (DiBenedetto & Dala, 2022). In the learning process, the
beliefs students attach to their own interests and competencies become
important while fulfilling tasks or activities. Academic self-efficacy
encompasses beliefs related to many phenomena such as goal orientation,
reading and comprehension, utilizing resources, relationships with peers
and teachers, time management, and adaptation to the academic
environment (Bhati & Sethy, 2022, p. 1125). Research on university students
has shown that students' perceived academic self-efficacy beliefs can be
enhanced through certain educational activities and that this perceived
efficacy is positively related to academic performance (Cassidy & Eachus,
2000; Honicke & Broadbent, 2016; Zysberg & Schwabsky, 2021). A study by
Phan et al. (2020) on university students in Taiwan showed that academic
self-efficacy mediates the relationships between personal perseverance,
efficient functioning, and academic effort, and is one of the best contributors
to optimal achievement efforts. The reason is that students with stronger
beliefs in being academically successful have a higher probability of success
compared to students who do not have strong beliefs in their academic
abilities (Honicke & Broadbent, 2016).

Similar situations apply for teachers and teacher candidates. It has
been determined that as teachers' general self-efficacy increases, their
students' self-efficacy also increases (Schwab, 2019). Research on different
samples shows that despite the presence of health-related factors such as
depression, post-traumatic stress, and mild traumatic brain injury, higher
academic self-efficacy, fewer academic problems, and an autonomy-
supported educational environment support academic success (Eakman et
al,, 2019). All these data indicate that supporting the academic self-efficacy
of teachers and students is an important determinant and predictor of a
successful learning experience in education.

B. Metacognitive Awareness

Another concept that has been the subject of much research in recent
times is the concept of metacognitive awareness (Garner & Alexander, 1989).
To better understand the concept of metacognitive awareness, it is necessary
to first look at the concept of cognition. Cognition is a concept related to the
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processing of information in mental processes. According to Neisser,
cognition represents all the processes where sensory input is transformed,
reduced, elaborated, stored, retrieved, and used (De Houwer et al,, 2016, p.
3). Here, cognition can also be understood as the ability to solve problems,
make decisions, and produce appropriate responses using information.
Cognitive characteristics, which are closely related to many activities in daily
life, begin to develop and take shape from birth. Metacognition, understood
as an individual's awareness and understanding of their own thought
processes, gains importance in the process of planning and using appropriate
strategies to solve the problems encountered (Abdelrahman, 2020; Hartman,
1998). The concept of metacognition, structured by American developmental
psychologist John H. Flavell, is defined as "cognition about cognitive
phenomena” or "thinking about thinking" (Flavell, 1979, p. 907).
Metacognition helps learners to successfully reach a personal goal by
selecting the correct cognitive tool for a purpose. Here, metacognitive
knowledge refers to what individuals know about their own cognition
(knowledge structures, strategies, etc.) (Schraw & Graham, 1997).

Metacognitive awareness refers to a person's awareness about their
own knowledge/understanding structure in at least three contexts. These
are declarative knowledge, procedural knowledge, and conditional
knowledge. Here, declarative knowledge refers to knowing "about"
something, procedural knowledge refers to knowing "how" something is
done, and conditional knowledge refers to knowing the "why" and "when" of
something (Schraw, 1998, p. 114). Procedural knowledge, which expresses
knowledge about how to do things, is understood as intuitive methods and
strategies. Individuals with this knowledge have a high degree of procedural
knowledge, perform skill-demanding tasks more automatically, have a
broader repertoire of strategies, and can employ strategies in a more logical
and consistent manner in solving a problem. They can "analyze new
information more easily, categorize it" (Schraw, 1998, p. 115).

Metacognitive knowledge and strategies show the highest likelihood
of which learning strategies will work during a learning activity, such as
solving a problem. From a teacher's perspective, such knowledge and
strategies play a facilitating role in assessing how students' minds work,
understanding which learning strategies have offered them the best results
in the past, and guiding students in this direction. Indeed, some students
learn better individually, some in interaction with a group, some by seeing,
some by hearing, some by touching, and some by the influence of their
internal orientations. At this point, it is meaningful for both students and
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teachers to think about recognition, understanding, learning processes,
especially to assess their strengths and weaknesses in the context of
cognitive development, and to prefer strategies that lead to success. Knowing
students' thinking, perceiving, and information processing strategies can
help them think strategically, use information effectively, make analyses,
syntheses, and evaluations, think critically and questioningly, and develop
original problem-solving methods and new solution proposals (Motlagh &
Nasab, 2015). In a study conducted on qualified medical school students, it
was observed that students who experienced learner-centered curricula
during their medical education developed metacognitive awareness and self-
regulated learning skills (Turan et al., 2009).

The concept of metacognition and metacognitive awareness has been
the subject of multidisciplinary research in the fields of educational sciences,
medicine, psychology, and development (Hacker et al., 2009). Publications
have been made addressing the subject in the context of spiritual well-being
(Heshmati & Maanifar, 2018), religious practices (Proust & Fortier, 2018),
mental health (Faith et al., 2023), health issues (Ghafoor et al., 2019),
psychosis, and psychosocial functions (Lysaker et al., 2022). The relationship
of the aforementioned concept with phenomena such as literacy, science and
mathematics, science and technology, individual differences, effective
teaching strategies, instructional technologies and material development,
measurement and evaluation has been examined in the context of preschool
and elementary students, middle and high school students, university
students, and adult learners (Dimmitt & McCormick, 2012). A detailed
explanation of metacognitive characteristics has been made by Bloom, and
levels of learning have been taxonomically explained (Chandio et al., 2016).

C. The Relationship between Self-efficacy and Metacognitive
Awareness

In the scientific literature, there are various publications that examine
the phenomena of academic self-efficacy and metacognitive awareness
either independently or in a relational dimension. For example, research
conducted on samples from different countries shows that many
undergraduate students are often unaware of specific strategies that could
contribute to cognitive development during their undergraduate education
(McCabe, 2011). A study conducted on university students by Karaoglan-
Yilmaz and colleagues stated that the phenomenon of self-efficacy has a
strong positive relationship with variables such as metacognitive awareness,
problem-solving, and reflective thinking (2023). There are many studies on
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secondary, undergraduate, and graduate students showing that both
phenomena have a positive relationship with each other and occasionally
predict each other (Aurah, 2013; Cera et al., 2013; Coutinho, 2008; Hayat &
Shateri, 2019; Hermita & Thamrin, 2015; Rahimi & Abedi, 2014). There are
also data in the opposite direction. For instance, a study on foreign language
students has shown a negative relationship between academic self-efficacy
and metacognitive awareness (Tuncer & Dogan, 2016).

The phenomena of self-efficacy and metacognitive awareness have
been addressed in various ways in the context of religious education. In this
context, thematic publications such as metacognitive beliefs about religious
education of primary school students (Zee et al., 2006), the place and
importance of meta-concepts and thinking skills in religious education
(Vermeer, 2012), Islamic religious education (Qosim et al., 2023), as well as
studies that address these phenomena around general religious education
(Larkin et al, 2019) have been conducted. However, these mentioned
phenomena have not been sufficiently examined in the context of specific
sub-components of religious education (teacher competencies, student
characteristics, curriculum development, assessment and evaluation,
instructional technologies, and material development, etc.). On the other
hand, the relationship of the concept of self-efficacy with religion (Nie, 2019)
and denomination (Botting et al., 2016) in general, and specifically, for
example, the form of religious problem-solving (Molen et al., 2020) has been
examined. In Tirkiye, some studies have been conducted on religious
education in general and theological education and religious teaching in
particular. In this scope, the academic self-efficacy perceptions of higher
religious education students have been examined by Sayan and Tavuk¢uoglu
(Sayan & Tavukcuoglu, 2020). In different studies, the teacher profession
self-efficacy perceptions of students attending higher religious education
(Dogan, 2018; Kaya, 2019), and the religious oratory self-efficacy
perceptions of the same group have been addressed (Ucar & Bozkurt, 2021).
Nevertheless, these phenomena and their relationship with each other have
not been sufficiently examined in the context of Religion Culture and Moral
Knowledge teacher candidates.

In Tirkiye, Religion Culture and Moral Knowledge teachers who
conduct formal religious education activities are trained in Theology or
Islamic Sciences Faculties. Students attending these faculties generally come
from middle and lower social and cultural environments and experience
various deficiencies related to social and cognitive development (Kirman &
Demir, 2018; Ugar, 2017; Yildiz, 2003). Considering the preparatory and
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four-year program structure and diversity of theological education, it can be
better understood how challenging it is for students to think about their
cognitive structures, develop their self-efficacy, and make efforts to educate
themselves academically. In this context, considering the cognitive
equipment of this student group, uncovering their deficiencies, if any, and
then developing the structure and functioning of higher religious education
in this direction is a meaningful effort.

In this theoretical framework, the primary aim of the research is to
examine the academic self-efficacy beliefs and metacognitive awareness
levels of Religion Culture and Moral Knowledge teacher candidates studying
in Theology or Islamic Sciences Faculties in Tiirkiye from different variables'
perspectives. In this context, the research seeks answers to the following
questions:

a. What are the levels of academic self-efficacy beliefs of Religion Culture
and Moral Knowledge teacher candidates?

b. Do the academic self-efficacy belief levels of Religion Culture and
Moral Knowledge teacher candidates differ according to demographic
variables?

c. What are the metacognitive awareness levels of Religion Culture and
Moral Knowledge teacher candidates?

d. Do the metacognitive awareness levels of Religion Culture and Moral
Knowledge teacher candidates differ according to demographic
variables?

e. Whatis the relationship between the academic self-efficacy beliefs and
metacognitive awareness of Religion Culture and Moral Knowledge
teacher candidates?

The answers to the above questions can provide a better
understanding of the quality of students in higher religious education.
Examining the self-efficacy beliefs and metacognitive awareness levels of
these students, which are important requirements for conducting academic
and educational activities in a healthy manner, can guide the production of
healthier education and science policies towards this education. This effort
can pave the way for improving the quality of theological education in the
long term and for the academic and professional expectations from this
education to be based on a healthier foundation.

D. Method

The research was conducted using a relational survey model, one of
the survey models. As is known, survey models typically involve collecting
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data from a broad audience using items or research statements determined
by the researcher. In the relational survey model, in addition to the situation
of variables according to demographic characteristics, the nature (direction,
strength, etc.) of the relationships between two or more continuous variables
is attempted to be determined (Karasar, 2002).

1. Population and Sample

The population of the study consists of students enrolled in the
Faculties of Theology or Islamic Sciences at Atatiirk, Batman, Cukurova,
Erciyes, Giresun, Istanbul, [zmir Katip Celebi, Marmara, and Usak
Universities during the 2023-2024 academic year. The accessible and simple
random sampling technique was used in the selection of the sample
(Arslantiirk, 2001). The sample size was determined using the formula?l
applicable for populations of known size. There are 15,176 actively
registered students at these universities during the 2023-2024 academic
year. Although 374 students would have been sufficient for the research
according to the calculation, 744 students were included in the research to
increase data validity and reliability. According to these figures, the universe-
sample relation is approximately 4.5%. The table below includes the
universities where the research was conducted, the number of active
students enrolled in the Faculties of Theology or Islamic Sciences, the
number of students participating in the research, and their percentages.
Table 8. Universities and Student Ratios Where Data Was Collected for the Research

Universities Student Number n %

Atatilirk University 3376 29 3.9
Batman University 734 7 9

Cukurova University 1568 25 3.4
Erciyes University 2227 474 63.7
Giresun University 940 61 8.2
istanbul University 3700 5 7

izmir Katip Celebi University 163 77 10.3
Marmara University 2424 25 3.4
Usak University 1167 41 5.5
Total 16299 744 100

Looking at the distribution of the sample by university, it is observed
that 3.9% (n=29) from Atatiirk University; 9% (n=7) from Batman

1 n=N(t?pq)/d?(N-1)+(t?pq)
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University; 3.4% (n=25) from Cukurova University; 63.7% (n=474) from
Erciyes University; 8.2% (n=61) from Giresun University; .7% (n=5) from
Istanbul University; 10.3% (n=77) from izmir Katip Celebi University; 3.4%
(n=25) from Marmara University and 5.5% (n=41) from Usak University
participated in the research. 69.2% of the teacher candidates are female;
30.8% are male. Gender distribution equality could not be achieved due to
the numerical superiority in favor of women in higher religious education
nationwide. In terms of the class variable, 7.8% (n=58) of participants are in
the preparatory class; 9.7% (n=72) are first-year; 35.3% (n=263) are second-
year; 17.2% are third-year and 30% (n=223) are fourth-year students.
Faculty-based analyses were not conducted due to the differences in the
number of participants from the faculties.

65.7% (n=489) of the teacher candidates are graduates of Imam Hatip
High School or Anatolian Imam Hatip High School; 21.5% (n=160) are from
other Anatolian High Schools; 6.6% (n=49) are from general high schools;
5.6% (n=42) are from other vocational high schools, and .5% are from
Science High Schools.

In terms of future and career planning, 56% (n=417) of the teacher
candidates want to work in the Ministry of National Education; 23.3%
(n=173) in the academic field; 17.5% (n=130) in the Presidency of Religious
Affairs; 1.1% (n=8) in other institutions; .7% (n=5) in the private sector, and
.5% (n=4) in commerce or freelance professions. Additionally, .7% (n=5) of
the teacher candidates are undecided about this matter, and .2% (n=2) do
not want to work in any sector. Among those who expressed a desire to work
in the academic field, Basic Islamic Sciences lead with 45.2% (n=336),
followed by Philosophy and Religious Sciences with 36.7% (n=273), and
Islamic History and Arts departments with 18.1% (n=135).

2. Data Collection Tools
a. Academic Self-Efficacy Scale

Originally developed by Owen and Froman (1988) under the name
College Academic Self-Efficacy Scale, the scale was adapted to Turkish by
Ekici (2012). The scale consists of 33 items and includes three sub-factors
titled Social Status, Cognitive Applications, and Technical Skills. The scale,
developed in a 5-point Likert style, is evaluated as 5=Quite a lot, 4=A lot,
3=Somewhat, 2=Little, and 1=Very Little, and the highest possible score from
the scale is 165, while the lowest is 33.

In the adaptation study, the scale's Cronbach's Alpha coefficient was
.86 (x=4.47; sd.=1.05); for factor-based analysis, Social Status was .88
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(X=4.16; sd.=.98); Cognitive Applications was .82 (X¥=3.96; sd.=1.17) and
Technical Skills was .90 (¥=4.03; sd.=.93) (Ekici, 2012, p. 174). In this study,
the reliability coefficient was calculated as .904 (X=93.03; sd.=17.422) for the
overall scale; .794 (X= 26.80; sd.=6.591) for Social Status; .863 (X= 56.08;
sd.=10.804) for Cognitive Applications, and .437 (X=10.15; sd.=2.579) for
Technical Skills.

b. Metacognitive Awareness Scale

Developed by Firat Durdukoca and Aribas (2019), the scale consists of
18 items and three sub-factors titled Personal Awareness, Organizational
Awareness, and Judgmental Awareness. The scale was developed in a 5-point
Likert style and is evaluated as 1=Never, 2=Rarely, 3=0ften, 4=Usually, and
5=Always. The lowest score that can be obtained from the scale is 18, and the
highest is 80.

With all items designed positively, the Cronbach-Alpha values for the
overall scale were determined to be .75. For the sub-factors, Personal
Awareness was .79, Organizational Awareness was .72, and Judgmental
Awareness was .62 (Firat Durdukoca & Aribas, 2019, p. 1551). In this study,
the reliability coefficient was found to be .908 (X=62.32; sd.=11.832) for the
overall scale; .814 (%=27.98; sd.=5.479) for Personal Awareness; .830
(X=21.25; sd.=4.566) for Organizational Awareness, and .755 (X=13.10;
sd.=3.348) for Judgmental Awareness.

c. Personal Information Form

In the study, some questions developed by the researchers were used
to determine the university and class the participants were attending,
gender, the type of high school they graduated from, the field they want to
work in after graduation, and the field they would choose in an academic
study situation.

3. Procedure

Research permission was obtained with the approval numbered 507
dated 28.11.2023 from the Erciyes University Social and Human Sciences
Ethics Committee, and data were collected on a voluntary basis by
distributing the survey link to participants via Google Forms.

4. Data Analyses

The data were analyzed using the SPSS 27 software. Initially, as there
were no reverse-coded items in the scales, overall averages were calculated
for the scales to form sub-factors. Subsequently, a normality test was
conducted.
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Table 9. Normality Text Results

Variables Skewness Kurtosis
ASES ,120 ,148
Social Status ,364 -,069
Cognitive Applications ,001 ,152
Technical Skills ,144 -139
MCAS -,182 -,084
Personal Awareness -223 -,255
Organizational Awareness -,168 -,286
Judgmental Awareness -028 -,466

According to Table 2, it was determined that both the averages of the
scales and the coefficients of the sub-factors were within the +1.0 to -1.0
range, indicating a normal distribution (Hair et al., 2019). Following the
establishment of normality, which is a prerequisite for conducting
parametric tests, descriptive statistical techniques such as frequency and
descriptive analyses along with mean and standard deviation values;
inferential statistical techniques such as Independent Samples t-Test; One-
Way ANOVA, Correlation, and Regression Analyses were used. A significance
level of 0.05 was adopted for the analysis of the data.

E. Findings
1. Descriptive Statistics Analysis

The number, minimum, maximum, average, and standard deviation
values of the variables used in the research are shown in the table below.

Table 10. Descriptive Statistics Results

Variables n Min. Max. X Sd.

ASES 1.12 4.70 2.81 .52793
Social Status 1.20 4.70 2.68 .65912
Cognitive Applications 1.11 4.74 2.95 56861
Technical Skills 744 1.00 4.75 2.53 .64483
MCAS 1.00 5.00 3.46 .65734
Personal Awareness 1.00 5.00 3.49 .68491
Organizational Awareness 1.00 5.00 3.54 .76100
Judgmental Awareness 1.00 5.00 3.27 .83699

As seen in Table 3, participants obtained an average score of 2.82
(sd.=.52793) on the Academic Self-Efficacy Scale. This score indicates that
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teacher candidates believe they can perform an academic task at a moderate
level of success. Additionally, participants obtained the highest average score
in the Cognitive Applications (X=2.95; sd.=.56861) and the lowest average
score in Technical Skills (k=2.54; sd.=.64483) dimensions of this scale.

Regarding the Metacognitive Awareness Scale, it was found that the
teacher candidates achieved an average score of 3.46 (sd.=.65734). This
result indicates that the teacher candidates apply planning, monitoring,
organizing, and implementing strategies at an above-average level to
enhance their success. It was also understood that among the factors of this
scale, the highest average was obtained in Organizational Awareness
(%¥=3.54; sd.=.76100), and the lowest average was in Judgmental Awareness
(%=3.27; sd.=.83699).

2. Inferential Statistical Analysis

To determine the distribution of relationships between variables
according to gender, Independent Samples t-Test; to identify the direction
and intensity of these relationships, Pearson Correlation Analysis; to
determine the differences and sources between averages, One-Way ANOVA;
and to identify the effects of variables on each other, Regression Analysis
were used.

a.Independent Samples t-Test

According to the table below, there is a statistically significant
difference in the overall score of the Academic Self-Efficacy Scale between
genders (t=-2.034; p=.042) and in the Social Status sub-factor of this scale
(t=-4.202; p=.000) as well as in the Judgmental Awareness dimension of the
Metacognitive Awareness Scale (t=-2.144; p=.032). No significant difference
was identified for the other variables.

Table 4. t-Test Results

Variables n Gender X Sd. t p
515 w 2.7930 .50614

ASES -2,034  ,042
229 M 2.8781 .57069
515 w 2.6130 .65349

Social Status -4,202  ,000
229 M 2.8306 .64816
515 w 2.9463 .53921

Cognitive Applications -,366 , 714
229 M 2.9639 .63082
515 w 2.5146 .62322

Technical Skills -1,465 ,143
229 M 2.5895 .68957
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515 w 3.4600 .63717

MCAS -,143 ,886
229 M 3.4677 .70199
515 w 3.5160 .65723

Personal Awareness 1,056 ,291
229 M 3.4558 .74322
515 w 3.5385 .74715

Organizational Awareness -,145 ,884
229 M 3.5473 .79292
515 w 3.2301 .84223

Judgmental Awareness -2,144  ,032
229 M 3.3723 .81838

Men scored higher on average (X=2.8781; sd=.57069) than women
(X=2.7930; sd=.50614) on the overall Academic Self-Efficacy Scale. This
result indicates that male candidates place more importance on academic
development strategies compared to females. In the Social Status dimension
of this scale, male teacher candidates (X=2.8306; sd=.64816) also obtained a
higher average than females (X=2.6130; sd=.65349), suggesting that male
participants are more active in class, and participate more actively in in-class
and out-of-class activities.

A male advantage also emerged in the Judgmental Awareness
dimension of the Metacognitive Awareness Scale (X=3.3723; sd=.81838),
indicating that males comprehend a subject better after learning it and
evaluate the solution process and methods more effectively after solving a
problem compared to females.

b. One-Way ANOVA Analysis

The prerequisite for conducting the ANOVA Analysis, the homogeneity
of variances test, indicated that variances were not homogeneously
distributed for the Academic Self-Efficacy Scale (Levene: 2.410; p=.048) and
its Social Status sub-factor (Levene: 4.907; p=.000) according to the class
variable, but were found to be homogeneous for other variables.

Where variances were homogeneously distributed, Hochberg's GT2
post hoc test was used due to unequal sample sizes; where not, Games-
Howell was utilized. The table below presents the analysis results.

A significant differentiation has occurred in terms of the Academic
Self-Efficacy Scale overall regarding the class variable. The ANOVA test
indicates second-year students as the source of this differentiation
(Fa,739=1.370; p=.001). According to Hochberg’s GT2 test, second-year
students significantly differ negatively from preparatory (md=-.26679;
se.=.06304; p=.000) and fourth-year students (md=-.17296; se.=.04908;
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p=.004). The Cognitive Applications factor also revealed a significant
negative difference where second-year students differ from preparatory
(md=-.37625; se.=.08119; p=.000) and fourth-year (md=-.18971;
se.=.05095; p=.002) students. Only second and fourth-year students differ
significantly in Technical Skills (md=-.20043; se.=.05834; p=.006). No
significant relationship was found between class and the type of high school
graduated for other variables used in the study.

Table 5. One-Way ANOVA Analysis Results

Variables SS MS f p
ASES 5,481 1,370 5,023 ,001
A
g Cognitive Applications 8,712 2,178 6,952 ,000
Technical Skills 5,385 1,346 6,277 ,011
ASES 15,634 2,233 8,599 ,000
Social Status 13,752 1,965 4,682 ,000
>
g Cognitive Applications 19,019 2,717 9,050 ,000
n
S Technical Skills 10,170 1,453 3,578 ,000
=
°
iz MCAS 10,531 1,504 3,561 ,000
Personal Awareness 9,896 1,414 3,068 ,003
Organizational Awareness 14,131 2,019 3,567 ,000
g Technical Skills 2,875 1,437 3,480 ,031
8 5
c
2 &
3 'E MCAS 2,624 1,312 3,053 ,048
S O

A homogeneity of variances was found for the field of study desired
after graduation. The ANOVA test shows statistical differences in the general
score of the Academic Self-Efficacy Scale (F7735=8.599; p=.000); the Social
Status factor (F7,735=4.682; p=.000); the Cognitive Applications factor
(F7,735=9.050; p=.000); the Technical Skills factor (F7,735=3.578; p=.000); the
general score of the Metacognitive Awareness Scale (F7,735=3.561; p=.000);
the Personal Awareness factor (F7,735=3.068; p=.003) and the Organizational
Awareness factor (F7,735=3.567; p=.000). According to Hochberg’'s GT2 test,
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the differentiation in the general score of the Academic Self-Efficacy Scale
originated from those wanting to work in academia after graduation,
showing a positive differentiation from those preferring to work in the
Directorate of Religious Affairs, Ministry of National Education, and those not
wanting to work.

Differentiations were also observed among the same groups in the
Social Status factor, Cognitive Applications factor, and Technical Skills factor,
favoring those wanting to work in academia. For the Metacognitive
Awareness Scale, those who did not want to work anywhere/institution
showed a significant negative differentiation from others.

When teacher candidates' scale averages were evaluated in terms of
the field of postgraduate education they intend to pursue, the ANOVA
analysis resulted in differentiation only for the Technical Skills (F2,741=3.480;
p=.031) and the general score of the Metacognitive Awareness Scale
(F2,741=3.053; p=.048).

In the Technical Skills factor, according to Hochberg's GT2, the group
aiming for Philosophy and Religious Sciences diverges positively from the
group intending to pursue Basic Islamic Sciences (md=.11888; se=.05237;
p=.049). In the general score of the Metacognitive Awareness Scale,
differentiation between the same groups was found, with values reported as
md=.12939; se=.05341; p=.046. This indicates that those interested in
Philosophy and Religious Sciences show a higher level of metacognitive
awareness compared to those focusing on Basic Islamic Sciences.

c. Pearson Correlation Analysis

According to the correlation analysis, all variables used in the study,
both at the scale and sub-factor levels, are statistically significantly and
positively related at the p=.000 level. The analysis results are shown in Table
6.

According to the analysis, there is a moderate positive relationship
between the Academic Self-Efficacy Scale and the overall score of the
Metacognitive Awareness Scale (r=.517; p=.000). The relationships of the
Academic Self-Efficacy Scale's sub-factors are very strong with Social Status
(r=.834; p=.000) and Cognitive Applications (r=.938; p=.000), and strong
with Technical Skills (r=.695; p=.000).

The overall average of the Academic Self-Efficacy Scale is moderately
related to the sub-factors of the Metacognitive Awareness Scale, with
Personal Awareness (r=.491; p=.000) and Organizational Awareness
(r=.470; p=.000), and weakly related to Judgmental Awareness (r=.384;
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p=.000).
Table 6. Correlation Analysis Results
Variables 1 2 3 4 5 6 7 8
1. ASES o
p
2. Social Status 834 -
p .000
3. Cognitive r 938 614 -
Applications p .000 .000
4. Technical Skills ro695 504 575 -
p .000 .000 .000
5 MCAS r 517 372 521 359 -
p .000 .000 .000 .000
6. Personal r 491 321 516 .334 901 -
Awareness p .000 .000 .000 .000 .000
7. Organizational r 470 355 467 311 908 .705 -
Awareness p .000 .000 .000 .000 .000 .000
8. Judgmental r .384 307 360 .296 821 586 .692 -
Awareness p .000 .000 .000 .000 .000 .000 .000

Looking at the relationships between the sub-factors of both scales,
the highest coefficient occurs between Cognitive Applications and Personal
Awareness (r=.516; p=.000), indicating a positive and moderate relationship.
This suggests that teacher candidates' consideration of variables that affect
their performance before starting or during a cognitive action positively
influences their careful listening in class, regular note-taking, understanding
most of the ideas presented in class, and spreading their study sessions
rather than cramming. The weakest relationship is between Technical Skills
and Judgmental Awareness (r=.296; p=.000), indicating a weak link between
evaluating the solution process or methods after solving a problem and using
computers, relating course content with materials, and using libraries or
similar facilities.

d. Regression Analysis

A regression analysis was conducted to determine the predictive
power of metacognitive awareness on academic self-efficacy, and the results
are specified in Table 7:
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Table 11. Regression Analysis Results

Variables Beta t p r2

MCAS 415 16,451 ,000 ,267
Personal Awareness ,378 15,336 ,000 ,241
Organizational Awareness ,326 14,491 ,000 ,221
Judgmental Awareness ,242 11,317 ,000 ,147

According to the data in the table, the overall score of the
Metacognitive Awareness Scale ($=.415; p=.000), along with the factors of
Personal Awareness (3=.378; p=.000), Organizational Awareness (=.326;
p=.000), and Judgmental Awareness (3=.242; p=.000) significantly predict
academic self-efficacy. This means that variations in these variables
positively affect academic self-efficacy. It is understood that the
Metacognitive Awareness Scale influences academic self-efficacy by
approximately 27%. Looking at the sub-factors, Personal Awareness has a
24% effect, Organizational Awareness has a 22% effect, and Judgmental
Awareness has an approximately 15% impact.

Conclusion

In this study, which aimed to examine the academic self-efficacy and
metacognitive awareness of prospective Religion Culture and Moral
Knowledge teachers, it was found that participants obtained average or
moderate scores on the Academic Self-Efficacy Scale. A similar pattern was
observed for the Metacognitive Awareness Scale. Given that the teaching
profession requires certain academic competencies and metacognitive
characteristics, obtaining moderate scores on both scales may be meaningful.
Research conducted by Yesilyurt on students at a state university's education
faculty in Konya indicated that participants' academic self-efficacy levels
were more aligned with the "suitable for me" option rather than the
"completely suitable for me" option, suggesting that participants'
perceptions of academic self-efficacy were not "very high" (Yesilyurt, 2013,
pp- 97-98). Sayan and Tavukguoglu's study on higher religious education
students reported low levels of academic self-efficacy (Sayan & Tavukguoglu,
2020). Research conducted on students at Dicle University's Ziya Gokalp
Faculty of Education, which also focused on various cognitive awareness of
teacher candidates, found that teacher candidates' metacognitive awareness
was generally high (Bars & Oral, 2017). Aslan and Ince's research on teacher
candidates attending different branches of education faculties found that
metacognitive awareness did not differ according to the department of study
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(Aslan & ince, 2023).

On the other hand, among the sub-factors of the Metacognitive
Awareness Scale, prospective Religion Culture and Moral Knowledge
teachers attending higher religious education institutions obtained the
highest average scores in Organizational Awareness, which involves seeking
alternative solutions for problem-solving, calculating cost and time for
problem resolution, and establishing connections between what was
previously learned and new information; the lowest average scores were
found in Judgmental Awareness, which involves self-testing after learning,
carefully analyzing all solution methods, and assessing whether there is an
easier way. These results indicate that there are competencies that need to
be developed among teacher candidates.

In terms of gender, males scored higher on average than females on
the overall Academic Self-Efficacy Scale. This finding suggests that, although
there are fewer males than females in higher religious education, males are
more advanced in academic development strategies. Their higher averages
in the Social Status dimension also indicate that they are more active in class
and more willing to participate in in-class and out-of-class activities. The
averages for the Judgmental Awareness dimension support this result,
indicating that male candidates better understand a subject after the learning
process and carefully evaluate the solution process and methods after
solving a problem. This outcome could be interpreted as men being more
concerned with preparing for post-graduation work life for reasons such as
providing for the family and taking on family responsibilities from a gender
roles perspective. However, the scientific literature shows that the gender
variable's impact on perceptions of academic self-efficacy yields different
results, sometimes in favor of women, sometimes men, and sometimes
showing no significant effect (Demirtas et al., 2011; Ozgelik & Kurt, 2007;
Satic1 & Can, 2016; Yesilyurt, 2013). According to Yesilyurt, this variation
may stem from participants in these studies coming from different socio-
cultural backgrounds (2013).

Significant differentiation was found in terms of the Academic Self-
Efficacy Scale overall according to the class variable. Second-year students
significantly differ negatively from preparatory and fourth-year students.
The analysis shows that teacher candidates obtain a high average in the
preparatory class, which drops to the lowest point in the second year and
begins to rise again towards the fourth year. This pattern could be related to
the course load and diversity in the first and second years compared to the
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preparatory education focusing solely on foreign languages. It could also be
considered that work habits from secondary education (preparation for
centralized exams, etc.) maintain their functionality to some extent during
the preparatory education. However, Satici and Can's research on university
students found no significant difference in academic self-efficacy between
class levels (2016). Literature also presents findings in the opposite
direction. Such differentiations highlight the importance of the internal
dynamics of undergraduate education provided in faculties, which vary and
diversify across classes. Additionally, the flexibilities in study habits that
occur with the start of university and the increasingly strong anxieties
towards graduation and job finding/not finding towards the final year should
be considered. The effect of the age variable should not be overlooked, as
there is evidence that cognitive awareness develops with age (Ahmed et al,,
2015). The cognitive capacity and prior learning brought from basic
education should also not be forgotten. Indeed, it has been shown that
participants with low academic self-efficacy at university entrance had the
lowest academic performance during high school (Garcia & Maria, 2020).
However, the relationships between the increase in religious knowledge or
religious literacy and cognitive equipment, especially metacognitive capacity
and competencies, have not been sufficiently examined (Molen et al., 2020).

Regarding the Academic Self-Efficacy Scale, participants intending to
work in academia after graduation appeared to be in greater search of self-
improvement. Similar situations emerged in the Social Status and Cognitive
Applications dimensions of the scale, which involve participating in class
discussions, being active in crowded settings, requesting re-teaching of
topics not understood, and participating in clubs, student associations, etc.
Therefore, it can be said that teacher candidates aspiring to advance in
academia not only fulfill their cognitive responsibilities but also have a desire
to further develop themselves through in-class and out-of-class activities.
This result is somewhat understandable, as postgraduate students, who are
expected to focus more on reading, learning, researching (indeed,
postgraduate research, thesis processes, etc., require this), are meaningfully
more competent in terms of academic equipment compared to participants
planning to enter various fields of formal and non-formal religious education
and religious services immediately after undergraduate education. However,
it can be said that metacognitive characteristics are important requirements
not only for those heading towards academia but also for personnel of formal
and non-formal religious education who need to continuously renew and
update themselves.
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The most different/distinguishing group in terms of the Metacognitive
Awareness Scale is those who stated they do not want to work anywhere.
Although they are few in number, it can be said that this group does not
clearly recognize their strengths and weaknesses, cannot functionalize the
theoretical and practical knowledge they have acquired, cannot determine
the difficulty level of problems and the requirements for their solution, and
hence cannot develop correct/sufficient learning strategies, do not produce
alternative problem-solving methods, and struggle to determine how much
time and resources are needed to complete a given task. Research indicates
that academic and professional self-efficacy perceptions positively affect
career decisiveness (Demircioglu et al., 2023).

A moderate positive correlation was observed between the overall
averages of the two scales used in the study, indicating a clear relationship
between metacognitive awareness and academic self-efficacy. Indeed,
individuals competent in cognitive development or strong in cognitive
equipment are expected to be ahead in terms of academic skills or
performance. Research findings in the field literature show that the
significant positive relationship between the two phenomena is meaningful
across many dimensions, including general academic self-efficacy, self-
efficacy related to learning, and teaching-specific self-efficacy. The study by
Hayat and Shateri (2019) demonstrated that students' self-efficacy affects
their emotions related to learning and metacognitive learning strategies,
which in turn affect their academic performance. Alkan's research showed a
positive and significant relationship between metacognitive awareness and
teachers' sense of competence, interpreting this result as an individual with
high metacognitive awareness also having a high sense of teacher
competence (2020, p. 174).

When looking at the relationship between the sub-factors of both
scales, the highest coefficient occurs between Cognitive Applications and
Personal Awareness. The relationship is positive and moderate. Accordingly,
teacher candidates' consideration of variables affecting their performance
before starting or during a cognitive action positively influences their careful
listening in class, regular note-taking, understanding most of the ideas
presented in class, and spreading out their study sessions rather than
cramming. The weakest relationship is between Technical Skills and
Judgmental Awareness, indicating a weak link between evaluating the
solution process or methods after solving a problem and using computers,
relating course content with materials, and using libraries or similar
facilities.
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The study found a significant positive effect of metacognitive
awareness on academic self-efficacy. This effect is positive and significant.
Metacognitive awareness influences academic self-efficacy by approximately
27%. It can be said that cognitive skills provided to teacher candidates can
significantly increase their academic competencies and success. Enabling
teacher candidates to recognize themselves in terms of cognitive equipment
can affect their success by 24%. This result indicates the need for greater
emphasis on academic advising and student guidance activities in faculties
offering higher religious education. Moreover, organizational awareness
affects academic self-efficacy by 22%. Thus, it should be shown to teacher
candidates how they can focus intensely on problem-solving by considering
all parameters. Finally, it is seen that judgmental awareness has an effect of
approximately 15% on academic self-efficacy. The importance of candidates
analyzing themselves and the process after solving a problem is evident.

In conclusion, to enhance the academic self-efficacy and metacognitive
awareness of students attending higher religious education institutions,
monitoring their cognitive development from the secondary education level
could be meaningful. They need to be supported throughout their faculty life
in effective studying, problem-solving, analytical thinking, and generating
original solutions. Improvements in the content of the Career Planning
course, recently added to the curriculum of higher education institutions,
could contribute to this support. Structuring this course's content according
to the personal, academic, and professional interests and expectations of
students planning to venture into different fields after faculty would be
meaningful.
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