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Introduction

Throughout history, humans have been in pursuit of an ideal individual, an ideal society and an ideal
world. The main source employed in this pursuit has been philosophy (Pearsall, 1998), which is the
perspective of understanding and explaining the process of human existence (Tozlu & Yayla, 2005).

Philosophy has a close and multidimensional relationship with education as well as with other
sciences. While philosophy introduces qualities and values for education, education is a system including
set of activities in order to provide this qualities and values. In this sense, different perspectives
regarding the regulation of the education process give rise to different educational philosophies, and
the accepted education philosophy determines the framework and direction of the teaching-learning
process (Ekiz, 2007; Elisasser, 2008). There are many studies in the literature which show that the
educational philosophies adopted by teachers affect the planning and application of the teaching-
learning process directly or indirectly (Altinkurt, Yilmaz & Oguz, 2012; Austin & Reinhardt, 1999; Aybek
& Aslan, 2017; Brauner & Burns, 1982; Brown & Rose, 1995; Kagan, 1992; Livingston, McClain & DeSpain
1995; Nespor, 1987; Yilmaz & Tosun, 2013).

Although there are different suggestions in the literature regarding the classification of educational
philosophies (Apps, 1973; Wiles & Bondi, 2007), one of the largely adopted classifications is the one that
deals with educational philosophies under these four titles: perennialism, essentialism, progressivism
and reconstructionism (Demirel, 2010; Ebert & Culyer, 2008; Gutek, 2014). In the literature,
philosophies of perennialism and essentialism are also grouped as "traditional" while progressivism and
reconstructionism philosophies are classified as "contemporary" educational philosophies (Duman &
Ulubey, 2008; Ekiz, 2007; Tekin & Ustiin, 2008). In this study, educational philosophies were grouped
under four titles and they are briefly summarized below.

According to the philosophy of perennialism, the aim of education is to raise individuals with a good
and strong character through the transfer of universal information that is constant. According to this
understanding, the teacher is a person who transfers information that is organized to prepare the
individual for life. (Arslanoglu, 2012; Demirel, 2010; Gutek, 2014; Isichei, 2006; Kneller, 1971; Kigikoglu
& Bay, 2007; Martin & Loomis, 2007; Moss & Lee, 2010; Oliva, 2009; Pazmifio, 2008; Wiles & Bondi,
2007). The purpose of education in the philosophy of essentialism, however, is to help the individual
with his or her socialization and mental development. According to this philosophy, teachers should
transmit information to passive students using traditional methods (Altinkurt, Yilmaz & Oguz, 2012;
Long, 1987; Moss & Lee, 2010; Ornstein & Hunkins, 2012; Ornstein & Lewin, 2008; San Mateo & Tangco,
2003; Sénmez, 2008).

The philosophy of progressivism aims to organize the processes of teaching activities in which
students will have valuable experiences in harmony with their interests and needs in a democratic and
interactive environment. According to this philosophy, the teacher should use teaching methods and
techniques that activate students, such as cooperative activities and problem solving in democratic
classroom settings (Cevizci, 2016; Ergiin, 2014; Gutek, 2014; Ornstein & Hunkins, 2012; Ornstein &
Levine, 2008; Sonmez, 2008 Yayla, 2010). According to the philosophy of reconstructionism, however,
the primary purpose of education is to reform the society. According to this philosophy, the teacher is
the representative of change and reform (Cevizci, 2016; Erglin, 2014; Kaya, 2007; Kincal, 2009; Ornstein
& Hunkins, 2012; Tirkoglu, 1997; Uhie & Osuiji, 2006; Yayla, 2010).

The education philosophy adopted in an education system directly or indirectly affects the quality of
the teacher, who is one of the fundamental inputs of that system. When the qualifications set out by the
United States of America, the Council of Europe and the European Commission regarding teacher
competencies are reviewed, the reflections of the philosophy of progressivism can be observed to be
largely present (Eurydice, 2013; NBPTS, 2002; Sisman, 2009). When the teacher competencies defined in
the Finnish education system (FNBE, 2012), which has attracted a lot of attention recently, are analysed,
it is seen that the progressive education philosophy has a determining effect. In this respect, the pursuit
for qualified teachers has been a continuous effort in the Turkish education system. Firstly, in article 45
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of National Education Basic Law No. 1739, teaching was defined as a profession and an important
foundation for competence studies was laid. Later, teacher competencies were presented by the
Teacher Competencies Commission in a detailed and integrated manner under 14 main competencies
with 206 sub-competencies (MEB, 2002). As a continuation of this study, the general competencies of
the teaching profession have been developed into 6 main competencies, 31 sub-competencies in
relation to these competencies, and 233 performance indicators (MEB, 2008). Later, these competencies
were updated as 3 competency areas, comprising 11 competencies under these areas, and 65 indicators
related to these competencies (MEB, 2017).

For contemporary education systems, the descriptions such as “A teacher is also a learner” in
progressive education philosophy, and “Teachers are the pioneers of change” in reconstructivism
education philosophy (Gutek, 2014; Orsntein & Hunkins, 2012; Sénmez, 2008; Yayla, 2010) reveal the
importance of lifelong learning skills for the teachers of the future. Thus, it is seen as a necessity that
teachers be open to development and constantly renew themselves. This approach gave birth to the
concept of lifelong learning, which is expressed as the activity of continuing learning (Diker Coskun &
Demirel, 2012; Selvi, 2007). Lifelong learning, as a process that describes individuals’ contributions to
themselves throughout their lives (Aspin & Chapman, 2000; Candy, 2003; Rausch, 2003), is an important
quality for today's teachers (Diker Coskun, 2009). This qualification also applies to prospective teachers
who are the teachers of the future.

There are many studies in the literature that aim to find out the educational philosophies adopted by
teachers or prospective teachers (Altinkurt, Yilmaz & Oguz, 2012; Cagirgan Glilten & Batdal Karaduman,
2010; Doganay & Sari, 2003; Duman, 2008; Duman & Ulubey, 2008; Ekiz, 2007; Kogak, Ulusoy & Onen,
2012; Onen, 2011; Tekin & Ustiin, 2008) and that explain educational philosophies with respect to
various variables (Altinkurt, Yilmaz & Oguz, 2012; Aslan, 2014; Aybek & Aslan, 2017; Head, 2015;
Beytekin & Kadi, 2015; Bicer, Er & Ozel, 2013; Bilgin, 2007; Caliskan, 2013; Cetin, ilhan & Arslan, 2012;
Doganay, 2011; Doganay & Sari, 2003; Ekiz, 2007; Gérmez, 2015; ligaz, Bilbil & Cuhadar, 2013; Kaya,
2007; Kumral, 2015; Meral, 2014; Oziidogru, 2010; Yilmaz, Altinkurt & Cokluk, 2011; Yilmaz & Tosun,
2013; Yokus, 2016). Also, there are studies in the literature that aimed to reveal prospective teachers’
perceptions of competence (Aydin & Boz, 2010; Bliyikduman, 2006; Diken, 2006; Gencer & Cakiroglu,
2007; Gercek, Yilmaz, Késeoglu & Soran, 2006; Kiicikyllmaz & Duban, 2006; Savran & Cakiroglu, 2001;
Uygur (2010; Ulper & Bagcl, 2012; Yildirim, 2011). There are also many studies conducted to determine
the lifelong learning tendencies or competencies of teachers and prospective teachers (Bayram, 2009;
Brahmi, 2007; Demiralay, 2008; Demirel & Akkoyunlu, 2010; Evin Gencel, 2013; izci & Kog, 2012; Kara &
Kirim, 2007; Kilig, 2014; Sahin, Akbasl & Yanpar Yelken, 2010; Sahin & Arcagok, 2014; Tunca, Sahin &
Aydin, 2015). There seems to be no study in the literature that examines the relationship between the
educational philosophies prospective teachers adopt, their lifelong learning tendencies and teaching-
learning process competencies and that reveals the levels of these variables predicting one another. In
this respect, it is expected that this study will fill a significant gap in the literature and, with the
suggestions to be made based on the relationship between variables or the levels of prediction, make
important contributions to the better training of prospective teachers.

This study, conducted to determine the relationship between prospective teachers' philosophy of
education and lifelong learning tendencies and their teaching-learning process competencies, seeks to
answer the following questions:

1. What are the educational philosophy tendencies and lifelong learning tendencies of prospective
teachers, and what is their level in terms of the teaching-learning process competencies?

2. Do the educational philosophy tendencies, lifelong learning tendencies and teaching-learning
process competencies of prospective teachers differ significantly according to gender and branch?

3. Is there a significant relationship between prospective teachers' educational philosophy tendencies,
lifelong learning tendencies and teaching-learning process competencies?
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4. To what extent prospective teachers' educational philosophy tendencies and their tendencies
regarding lifelong learning predict their teaching-learning process competencies?

Method
Research Model

The research used the descriptive model to determine the current situation and adopted a predictive
correlational design to find out the extent to which educational philosophy and lifelong learning
tendencies predict teaching-learning process competencies.

Population and Sample

The study group in this research consisted of 238 prospective teachers randomly selected from 957
prospective teachers studying in the faculty of education at a state university in Turkey. The size of the
sample to be used in the study was calculated by the formula devised by Cingi (1994) and Ozdamar
(2001). Since the sample size constituted 24.86% of the population, the sample was assumed to
represent the population. 74.40% of the participants are women (n = 177) and 25.60% (n = 61) are men.
24.40% of the prospective teachers (n = 58) are to work as Pre-school teachers, 20.20% (n = 48) as
Elementary Classroom teachers, 10.10% (n = 24) are to teach Elementary Mathematics, 8.80% (n = 21)
Elementary Science, 17.20% (n = 41) Turkish, and 19.30% (n = 46) Social Studies.

Data Collection

The data in the study were obtained through the use of “Educational Philosophy Tendencies Scale”,
“Lifelong Learning Tendencies Scale”, and “Teaching-Learning Process Competencies Scale”. In this
study, all three scales were subjected to confirmatory factor analysis and reliability analysis. From the
results obtained, it was determined that the scales preserved their factor structures and reliability
analyses had values similar to those in their original forms.

Educational Philosophy Tendencies Scale: In order to determine the prospective teachers’
tendencies towards educational philosophies, "Determining the Tendencies Towards Educational
Philosophies Scale", a 36-item scale developed by Uyangér, Sahan, Atici, and Borekgi (2016), was used.
Each of the sub-dimensions of perennialism, essentialism, progressivism and reconstructionism consists
of 9 items. The scale is a five-point Likert type, items ranging from 1 “strongly disagree” to 5 “strongly
agree”. The reliability coefficients of the scale were calculated by its developers as .67 for the
perennialism dimension, .72 for the essentialism dimension, .88 for the progressivism dimension, .86 for
the reconstructionism dimension, and .84 for the total of the scale (Uyangor et al., 2016). Based on this
research data, the reliability coefficients of the scale were calculated as .82 for the perennialism
dimension, .88 for the essentialism dimension, .92 for the progressivism dimension, .91 for the
reconstructionism dimension, and .87 for the total of the scale.

Lifelong Learning Tendencies Scale: “Lifelong Learning Tendencies Scale”, which was developed by
Diker Coskun (2009) and which consisted of 27 questions and four sub-dimensions, was used in order to
determine the lifelong learning tendencies of prospective teachers. The four sub-dimensions of the scale
are motivation (6 items), perseverance (6 items), lack of regulating learning (6 items) and lack of
curiosity (9 items). The scale is a six-point Likert type, and items range from 1 “doesn’t fit” to 6 “fits
well”. The reliability coefficient for the overall scale was calculated by the developer as .89 (Diker
Coskun, 2009). Based on this research data, the reliability coefficients of the scale were calculated as .82
for the motivation dimension, .81 for the perseverance dimension, .85 for the lack of regulating learning
dimension, .92 for the lack of curiosity dimension, and .93 for the total of the scale.

Teaching-Learning Process Competencies Scale: In order to determine prospective teachers’
teaching-learning process competencies, “Teaching-Learning Process Competencies Scale” was used.
The scale was developed by Sahan and Z6g (2017) and consisted of 41 questions and five sub-
dimensions. The five sub-dimensions of the scale are planning instruction (8 items), learning
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environment and material (12 items), extracurricular activities (7 items), Diversifying Instruction (8
items) and classroom management (6 items). The scale is a five-point Likert type, and items range from
1 "l am very inadequate" to 5 "I am very adequate". The reliability coefficients of the scale were
calculated by its developers as .94 for the learning environment and material dimension, .95 for the
planning instruction dimension, .90 for the diversifying instruction dimension, .91 for the extracurricular
activities dimension, .85 for the classroom management dimension, and .94 for the total of the scale.
(Sahan & Z6g, 2017). Based on this research data, reliability coefficients of the scale were calculated as
.91 for learning environment and material dimension, .90 for planning instruction dimension, .88 for
diversifying instruction dimension, .90 for the extracurricular activities dimension, .87 for the classroom
management dimension, and .97 for the total of the scale.

Data Analysis

In accordance with the 5-point Likert scale, the intervals of 5.00-4.21, 4.20-3.41, 3.40-2.61, 2.60-1.81
and 1.80-1.00 were used in determining, explaining and interpreting the tendencies towards
educational philosophies and levels of teaching-learning process competency. As each of the sub-
dimensions of the scale reflects different educational philosophies, in interpreting the tendencies
towards educational philosophies, the mean scores for the sub-dimensions were taken into
consideration instead of the mean scores for the entire scale. Accordingly, 5.00-3.41 range is interpreted
as high, 3.40-2.61 range as medium, and 2.60-1.00 range as low competency level and tendency. In the
research, prospective teachers’ lifelong learning tendencies were scored according to the 6-point Likert
type. In accordance with this, the mean scores of prospective teachers were interpreted as indicators of
high tendency if in the range of 6.00-4.34, of medium tendency if in the range of 4.33-2.67, and of low
tendency if in the range of 2.66-1.00. The items under ‘lack of regulating learning’ and ‘lack of curiosity’
sub-dimensions of lifelong learning tendencies scale were reverse coded and included in the analysis
and these sub-dimensions were modified as ‘regulating learning’ and ‘curiosity’.

In determining the educational philosophy tendencies, lifelong learning tendencies and teaching-
learning process competency levels of the prospective teachers, general mean scores and standard
deviations were specified and skewness and kurtosis values showing the distribution of scores were
identified. Independent groups t-test was used to determine the differentiation of prospective teachers'
educational philosophy trends, lifelong learning tendencies and teaching-learning process competencies
according to their gender, while a one-way ANOVA was performed to determine the differentiation
according to their branches. To determine the source of the difference, the Scheffe test, one of the post-
hoc techniques, was applied. In order to meet the assumption of normal distribution of the branches of
prospective teachers before the analysis of variance, elementary education maths and elementary
science branches were combined and named as elementary education maths and science. In the
analysis of the data, statistical significance was interpreted as .05. In addition, the effect size values
were calculated in order to explain the strength of the levels of significance determined. The
calculated effect size was interpreted with reference values of .20 = small, .50 = medium and .80 =
large (Cohen, 1998).

Pearson correlation (r) coefficient was used to determine significant correlations between
prospective teachers' educational philosophy tendencies, lifelong learning tendencies and teaching-
learning process competencies. In order to find out which of the educational philosophy tendencies and
lifelong learning tendencies are predictors of teaching-learning process competencies, a progressive
linear regression analysis was performed. The multiple regression equation is generally expressed as
follows:

Y=a+B; X;+By Xy +. ..+ B X +g

In the equation, the Y-dependent variable represents teaching-learning process competencies. While
the X;, X,..X; independent variables correspond to the educational philosophies of perennialism,
essentialism, progressivism, and reconstructionism, the values B 1, B 2... Bj stand for the coefficients of
these independent variables and the a constant.
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Results

Levels of Educational Philosophy Tendencies, Lifelong Learning Tendencies and Teaching-Learning
Process Competencies

The findings related to the prospective teachers’ levels of educational philosophy tendencies,
lifelong learning tendencies and teaching-learning process competencies are given in Table 1.

Table 1.
Mean Scores Regarding Educational Philosophy Tendencies, Lifelong Learning Tendencies, and Teaching-
Learning Process Competencies.

Variable x sd Skewness Kurtosis
Perennialism 3.08 73 .01 -.28
Essentialism 2.33 .92 .86 .09
Progressivism 4.18 74 =77 -.14
Reconstructionism 4.17 .76 -.92 .24
Lifelong Learning Tendencies 4.82 .69 -.69 .33
Motivation 5.26 .54 -.88 .62
Perseverance 4.79 72 -.75 .90
Regulating Learning 4.89 .98 -.89 -.19
Curiosity 4.49 1.14 -.80 -.02
Teaching-Learning Process Competencies 3.85 .58 -.37 .68
Planning Instruction 3.94 .58 -.43 .95
Learning Environment and Material 391 .59 -.28 .94
Extracurricular Activities 3.68 .76 -.38 -.20
Diversifying Instruction 3.76 .68 -.21 .09
Classroom Management 3.89 .68 -41 .76
N=238

From Table 1, when the responses given by prospective teachers to the scale of educational
philosophy tendencies are analysed, it is seen that they perceive themselves more as progressivists
(x=4.18) and reconstructionists (x=4.17), and less as perennialists (x¥=3.08) and essentialists.

When the responses of prospective teachers to the scale of lifelong learning tendencies are
examined, it is seen that the motivation sub-dimension has the highest mean score (X=5.26), and it is
followed respectively by the sub-dimensions of regulating learning (X=4.89), perseverance (X=4.79), and
curiosity (X=4.49). General lifelong learning tendencies are understood to be at a high level (X=4.82).

As far as prospective teachers’ responses to the scale of teaching-learning process competencies are
concerned, it is seen that the highest mean score is of the planning instruction sub-dimension (X=3.94),
and it is followed respectively by the sub-dimensions of learning environment and material (X=3.91),
classroom management (X=3.89), diversifying instruction (X=3.76), and extracurricular activities
(X=3.68). General teaching-learning process competencies are seen to be at a high level (X=3.85).

Comparison of Educational Philosophy Tendencies, Lifelong Learning Tendencies and Teaching-
Learning Process Competency Levels According to Gender and Branch

The results of the analysis conducted to determine how the prospective teachers’ educational
philosophy tendencies, lifelong learning tendencies and teaching-learning process competencies differ
by gender are presented in Table 2. In Table 2, when the educational philosophy tendencies of
prospective teachers are analysed, it is seen that men have higher mean scores for perennialism
(X¢=3.04, X\,=3.17) and essentialism (X;=2.22, X\,=2.66) dimensions, while women have higher mean
scores for progressivism (X;=4.21, X\=4.09) and reconstructionism (X;=4.20, X,,=4.06) dimensions.
However, it is observed that the differences are statistically significant only in the essentialism (t(236)=-
3.30; p<.05) dimension and the effect size of the difference is medium.
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Table 2.
T-Test Results for Educational Philosophy Tendencies, Lifelong Learning Tendencies and Teaching-
Learning Process Competencies According to Gender.

Factors Gender N X sd t p Effect (d)

Perennialism Female 177 3.04 .70 -1.13 .26
Male 61 3.17 .79

Essentialism Female 177 2.22 .88  -3.30 .00* -.49
Male 61 2.66 .94

Progressivism Female 177 421 72 1.14 .25
Male 61 4.09 .76

Reconstructionism Female 177 4.20 .75 1.20 .23
Male 61 4.06 .80

Lifelong Learning Tendencies  Female 177 4.93 .67 3.96 .00* .59
Male 61 4,53 .67

Motivation Female 177 5.31 .55 2.47 .01* .37
Male 61 5.11 A7

Perseverance Female 177 4.88 .69 3.17 .00* A7
Male 61 4.55 .75

Regulating Learning Female 177 5.00 .94 2.93 .00* 44
Male 61 4.58 .99

Curiosity Female 177 4.64 1.10 3.57 .00* .53
Male 61 4.05 1.14

Teaching-Learning Process Female 177 3.85 .59 .29 77

Competencies Male 61 3.83 .53

Planning Instruction Female 177 3.97 .59 1.15 .25
Male 61 3.87 .51

Learning Environment and Female 177 3.93 .60 .78 A4

Material Male 61 3.86 .54

Extracurricular Activities Female 177 3.65 77 -1.07 .29
Male 61 3.77 .72

Diversifying Instruction Female 177 3.76 .68 -.09 .93
Male 61 3.77 .66

Classroom Management Female 177 3.91 .65 .57 .57
Male 61 3.85 .61

*p<.05; df=236

From the values in Table 2, it is understood that female prospective teachers' (X=4.93) lifelong
learning tendencies are significantly higher (t;;3=3.96; p<.05) than those of male prospective teachers
(X=4.53). The effect size of the difference in favour of women is medium. For the motivation (Xf=5.31,
Xm=5.11), perseverance (Xp=4.88, X\=4.55), regulating learning (X=5.00, X\=4.58), and curiosity
(XF=4.64, X\=4.05) sub-dimensions of the lifelong learning tendencies scale, the tendencies of female
prospective teachers are observed to be higher. In all the sub-dimensions of motivation (t(35=2.47;
p<.05), perseverance (t(35=3.17; p<.05), regulating learning (t;35=2.93; p<.05) and curiosity, the
differences in favour of women appear to be statistically significant. The effect sizes of the differences,
however, are seen to be medium for all sub-dimensions.

According to the values in the table, the teaching-learning competency tendencies of female

prospective teachers (X=3.85) are higher than those of male teachers (X=3.83); however, the difference
seems to be statistically insignificant (t(y3=.29; p<.05). The mean scores are seen to be higher for female

prospective teachers for the planning instruction (Xf=3.97, X\=3.87), learning environment and
material (XF=3.93, X)y=3.86) and classroom management (Xr=3.91, X\=3.85) sub-dimensions of the
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teaching-learning process competencies scale, and higher for male prospective teachers for the
extracurricular activities (Xp=3.65, Xm=3.77) and diversifying instruction (Xf=3.76, Xu=3.77) sub-
dimensions of the scale. The differences that emerged in sub-dimensions are not seen to be statistically
significant (p>.05).

Descriptive statistics on how prospective teachers’ educational philosophy tendencies differ
according to branch are given in Table 3.

Table 3.
Descriptive Statistics on Educational Philosophy Tendencies According to Branch.

Lowest  Highest

Variable Branch N X sd Value Value
Perennialism Pre-school 58 2.98 71 1.00 4.56
Elementary Classroom 48 2.90 .68 1.56 4.44
Elem. Edu. Maths and Science 45 3.16 .66 1.56 4.78
Turkish 41 3.14 .70 1.44 4.89
Social Studies 46 3.23 .85 1.56 4.67
Total 238 3.08 .73 1.00 4.89
Essentialism Pre-school 58 2.14 .83 1.00 4.22
Elementary Classroom 48 2.13 .84 1.00 4.67
Elem. Edu. Maths and Science 45 2.22 .81 1.00 4.44
Turkish 41 2.50 .86 1.22 4.67
Social Studies 46 2.74 1.10 1.00 5.00
Total 238 2.33 .92 1.00 5.00
Progressivism Pre-school 58 4.18 .76 2.11 5.00
Elementary Classroom 48 4.25 71 2.22 5.00
Elem. Edu. Maths and Science 45 4.16 .61 2.89 5.00
Turkish 41 4.43 .67 2.33 5.00
Social Studies 46 3.91 .83 2.11 5.00
Total 238 4.18 .74 2.11 5.00
Reconstructionism  Pre-school 58 4.12 .78 2.00 5.00
Elementary Classroom 48 4.23 .76 2.00 5.00
Elem. Edu. Maths and Science 45 4.24 .61 2.78 5.00
Turkish 41 4.39 .69 2.00 5.00
Social Studies 46 3.88 .87 2.11 5.00
Total 238 4.17 .76 2.00 5.00

When the educational philosophy tendencies of the prospective teachers in Table 3 are examined, it
is seen that for perennialism, prospective social sciences teachers (X=3.23) have the highest mean score
and they are followed in order by elementary education maths and science (X=3.16), Turkish (X=3.14),
pre-school (X=2.98) and elementary classroom (X=2.90) teachers. As far as essentialism is concerned,
the highest mean score is of prospective social sciences teachers (X=2.74), followed by Turkish (X=2.50),
elementary education maths and science (X=2.22), pre-school (X=2.14), and elementary classroom
(X=2.13) teacher candidates. As for progressivism, prospective teachers of Turkish (X=4.43) have the
highest mean score and they are followed by elementary classroom (X=4.25), pre-school (X=4.18),
elementary education maths and science (X=4.16), and social sciences (X=3.91) teacher candidates. For
reconstructionism, the highest mean score is of prospective teachers of Turkish (X=4.39), followed by
elementary education maths and science (X=4.24), elementary classroom (X=4.23), pre-school (X=4.12)
and social sciences (X=3.88).
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The results of ANOVA test, conducted to determine whether the difference between prospective
teachers in terms of educational philosophy tendencies is significant by branches, are presented in Table
4,

Table 4.
ANOVA Test Results for Educational Philosophy Tendencies According to Branch.
Source of Sum of Mean
Variable Variance Square df Square F p n’ Diff.
Perennialism Between Groups 3.70 4 .92 1.77 .14
Within Groups 121.87 233 .52
Total 125.56 237
Essentialism Between Groups 13.75 4 3.44 4.30 .00 .07 5>1
Within Groups 186.15 233 .80 5>2
Total 199.89 237
Progressivism Between Groups 6.20 4 1.55 2.96 .02 .05 4>5
Within Groups 122.12 233 .52
Total 128.32 237
Reconstructionism Between Groups 6.43 4 1.61 2.85 .03 .05 4>5
Within Groups 131.36 233 .56
Total 137.79 237

*p<.05; 1-Pre-school; 2. Elem. Class; 3- Elem. Edu. Maths and Science; 4-Turkish; 5-Social Studies

As the values in Table 4 show, there is a significant difference between prospective teachers in terms
of all educational philosophy tendencies except for perennialism. According to the results of the Scheffe
test conducted, it is seen that, as far as essentialism is concerned, the mean scores of prospective social
sciences teachers are significantly higher compared to those of pre-school and elementary classroom
teacher candidates [F 4 533=4.30, p<.05, N2=.07], while for progressivism [F4 ,33=2.96, p<.05, I\JZ=.05] and
reconstructionism [F,33=2.85, p<.05, N2=.05], prospective teachers of Turkish scored higher in
comparison to social sciences teacher candidates. However, the effect sizes of these differences are
understood to be small.

Descriptive statistics on how prospective teachers’ lifelong learning tendencies differ according to
branch are presented in Table 5. When Table 5 is examined, it is seen that the highest mean score is of

elementary education maths and science branches (X=5.01) and it is followed by pre-school (X=4.90),
elementary classroom (X=4.81), Turkish (X=4.80) and social sciences (X=4.58) branches. In the sub-
dimension of motivation, prospective elementary classroom teachers (X=5.30) have the highest mean
score, followed by Turkish (X=5.29), elementary education maths and science (X=5.26), social sciences
(X=5.23) and pre-school (X=5.21) branches. In the perseverance sub-dimension, the branch of
elementary education maths and science (X=4.92) is seen to have the highest mean score and
elementary classroom (X=4.84), Turkish (X=4.81), pre-school (X=4.73) and social sciences (X=4.70) are
observed to follow it. As far as the sub-dimension of regulating learning is concerned, the highest mean
score is of the branch of elementary education maths and science (X=5.20), and pre-school (X=5.10),
elementary classroom (X=4.90), Turkish (X=4.72) and social sciences (X=4.46) branches follow it. In the
curiosity sub-dimension, elementary education maths and science branch has the highest mean score,

and pre-school (X=4.67), Turkish (X=4.51), elementary classroom (X=4.40) and social sciences (X=4.09)
branches are seen to follow it.

The results of ANOVA test, conducted to determine whether the difference between prospective
teachers in terms of lifelong learning tendencies is significant by branches, are presented in Table 6.
According to the values in Table 6, in terms of their branches, prospective teachers differ significantly
only with respect to the regulating learning sub-dimension of the lifelong learning tendencies.
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Table 5.
Descriptive Statistics on Lifelong Learning Tendencies According to Branch.
Lowest Highest
Variable Branch N X Sd Value Value
Lifelong Learning Pre-school 58 4.90 .68 2.96 5.92
Tendencies Class 48 4.81 .69 2.77 5.92
Elem. Edu. Maths and Science 45 5.01 .61 3.39 6.00
Turkish 41 4.80 .68 2.85 5.96
Social studies 46 4.58 .76 2.50 5.96
Total 238 4.82 .70 2.50 6.00
Motivation Pre-school 58 5.21 .53 3.83 6.00
Class 48 5.30 .52 4.00 6.00
Elem. Edu. Maths and Science 45 5.26 .51 3.67 6.00
Turkish 41 5.29 .57 3.50 6.00
Social studies 46 5.23 .60 3.50 6.00
Total 238 5.26 .54 3.50 6.00
Perseverance Pre-school 58 4.73 .70 3.17 6.00
Class 48 4.84 74 2.33 6.00
Elem. Edu. Maths and Science 45 4.92 .65 3.17 6.00
Turkish 41 4.81 .78 2.33 6.00
Social studies 46 4.70 .75 2.33 5.83
Total 238 4.79 72 2.33 6.00
Regulating Learning  Pre-school 58 5.10 .89 2.50 6.00
Class 48 4.90 .95 2.67 6.00
Elem. Edu. Maths and Science 45 5.20 .81 2.67 6.00
Turkish 41 4.72 .98 2.50 6.00
Social studies 46 4.46 1.09 2.50 6.00
Total 238 4.89 .98 2.50 6.00
Curiosity Pre-school 58 4.67 1.02 1.89 6.00
Class 48 4.40 1.06 1.44 6.00
Elem. Edu. Maths and Science 45 4.75 1.08 1.67 6.00
Turkish 41 451 1.13 1.44 6.00
Social studies 46 4.09 1.35 1.33 6.00
Total 238 4.49 1.14 1.33 6.00
Table 6.
ANOVA Test Results for Lifelong Learning Tendencies According to Branch.
Sum of Mean
Variable Source of Variance Square df Square F p n2 Diff.
Lifelong Between Groups 4.75 4 1.19 2.53 .05
Learning Within Groups 109.57 233 A7
Tendencies Total 114.33 237
Motivation Between Groups 31 4 .08 .26 .90
Within Groups 69.44 233 .30
Total 69.75 237
Perseverance Between Groups 1.51 4 .38 72 .58
Within Groups 121.90 233 .52
Total 123.41 237
Regulating Between Groups 16.48 4 4.12 4.60 .00* .07 1>5
Learning Within Groups 208.88 233 .90 3>5
Total 225.36 237
Curiosity Between Groups 12.87 4 3.22 2.54 .05
Within Groups 295.73 233 1.27
Total 308.60 237

*p<.05; 1-Pre-school; 2. Elem. Class; 3- Elem. Maths and Science; 4-Turkish; 5-Social Studies
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Based on the results of the Scheffe test conducted, it was concluded that pre-school and elementary
education maths and science teacher candidates had a higher tendency towards regulating learning
than prospective teachers of social studies, but the effect size of this difference was found to be very
small [F (4,533 = 4.60, p <.05, N = .07].

The results of the analysis conducted to determine how the prospective teachers’ teaching-learning
process competencies differ by branch are presented in Table 7.

Table 7.
Descriptive Statistics on Teaching-Learning Process Competencies According to Branch.
Lowest Highest
Variable Branch N x sd Value Value
Teaching- Pre-school 58 4.08 .58 2.05 5.00
Learning Class 48 3.69 46 2.61 4.76
Process Elem. Edu. Maths and Science 45 3.78 .54 2.17 493
Competencies Turkish 41 3.89 .54 2.95 4.93
Social studies 46 3.74 .67 1.63 5.00
Total 238 3.85 .58 1.63 5.00
Planning Pre-school 58 4.19 .63 2.00 5.00
Instruction Class 48 3.94 42 2.63 5.00
Elem. Edu. Maths and Science 45 3.87 .51 2.38 4.88
Turkish 41 3.89 .56 2.75 5.00
Social studies 46 3.76 .65 1.88 5.00
Total 238 3.94 .58 1.88 5.00
Learning Pre-school 58 4.14 .59 2.00 5.00
Environment Class 48 3.79 .49 2.58 4.92
and Material Elem. Edu. Maths and Science 45 3.88 .52 2.42 492
Turkish 41 3.92 .64 2.92 5.83
Social studies 46 3.77 .66 1.67 5.00
Total 238 3.91 .59 1.67 5.83
Extracurricular Pre-school 58 3.92 .65 2.14 5.00
Activities Class 48 3.32 .69 2.00 5.00
Elem. Edu. Maths and Science 45 3.63 77 1.29 5.00
Turkish 41 3.80 .78 2.00 5.00
Social studies 46 3.67 .82 1.57 5.00
Total 238 3.68 .76 1.29 5.00
Diversifying Pre-school 58 4.03 .65 2.00 5.00
Instruction Class 48 3.52 .56 2.63 4.75
Elem. Edu. Maths and Science 45 3.66 .70 1.63 5.00
Turkish 41 3.87 .61 2.63 5.00
Social studies 46 3.70 .76 1.50 5.00
Total 238 3.76 .68 1.50 5.00
Classroom Pre-school 58 4.09 .65 2.00 5.00
Management Class 48 3.79 .57 2.83 5.00
Elem. Edu. Maths and Science 45 3.77 .66 2.17 5.17
Turkish 41 3.96 .50 3.17 5.00
Social studies 46 3.82 .78 1.50 5.00
Total 238 3.89 .65 1.50 5.17

When the prospective teachers’ teaching-learning process competencies, as shown in Table 7, are
examined, prospective pre-school teachers (X=4.08) are seen to have the highest mean score and they
are seen to be followed by Turkish (X=3.89), elementary education maths and science (X=3.78), social
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studies (X=3.74) and elementary classroom (X=3.69) teacher candidates. In the planning teaching sub-
dimension, it is understood that prospective pre-school teachers (X=4.19) have the highest average, and
they are followed by elementary classroom (X=3.94), Turkish (X=3.89), elementary education maths and
science (X=3.87) and social studies (X=3.76) teacher candidates. In the learning environment and
material sub-dimension, the prospective pre-school (X=4.14) teachers have the highest mean scores and
Turkish (X=3.92), elementary education maths and science (X=3.88), elementary classroom (X=3.79)
and social studies (X=3.77) teacher candidates are observed to follow.

In the extracurricular activities sub-dimension, the prospective pre-school teachers (X=3.92) have
the highest mean score, and they are seen to be followed by Turkish (X=3.80), social sciences (X=3.67),
elementary education maths and science (X=3.63), and elementary classroom (X=3.32) teacher
candidates. In the diversifying teaching sub-dimension, the prospective pre-school (X=4.03) teachers
have the highest mean score and Turkish (X=3.87), social studies (X=3.70), elementary education maths

and science (X=3.66) and elementary classroom (X=3.52) teacher candidates are observed to follow. As
far as the classroom management sub-dimension is concerned, the highest mean score is of the

prospective pre-school (X=4.09) teachers, and they are seen to be followed by Turkish (X=3.96), social
studies (X=3.82), elementary classroom (X=3.79), and elementary education maths and science
(X=3.77) branches.

The results of ANOVA test, conducted to determine whether the difference between the teaching-

learning process competency mean scores of prospective teachers is significant according to branches,
are presented in Table 8.

Table 8.
ANOVA Test Results for Teaching-Learning Process Competencies According to Branch.

Source of Sum of Mean
Variable Variance Square df Square F p n>  Diff.
Teaching- Between Groups 5.27 4 1.32 417 .00* .07 1>2
Learning Process  Within Groups 73.66 233 .32
Competencies Total 78.93 237
Planning Between Groups 5.33 4 1.33 421 .00* .07 1>5
Instruction Within Groups 73.87 233 .32

Total 79.20 237
Learning Between Groups 4.84 4 1.21 3.59 .01* .06 1>2
Environment and  Within Groups 78.67 233 .34 1>5
Material Total 83.51 237
Extracurricular Between Groups 10.35 4 2.59 4.76 .00* .08 1>2
Activities Within Groups 126.71 233 .54

Total 137.06 237
Diversifying Between Groups 7.950 4 1.99 4.56 .00* .07 1>2
Instruction Within Groups 101.47 233 A4

Total 109.42 237
Classroom Between Groups 3.86 4 .96 2.36 .05
Management Within Groups 95.27 233 41

Total 99.13 237

*p<.05; 1-Pre-school; 2. Elem. Classroom; 3- Elem. Edu. Maths and Science; 4-Turkish; 5-Social Studies

The values in Table 8 show that there is a significant difference between the teaching-learning
process competency mean scores of prospective teachers. The Scheffe test performed revealed that
prospective pre-school teachers’ perceptions of competency level are higher [F4233=4.17, p<.05, I\J2=.O7]
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compared to those of elementary classroom teacher candidates. When the sub-dimensions of the
teaching-learning process competencies scale are taken into account, it is seen that, with the exception
of classroom management, there are statistically significant differences in all sub-dimensions. Based on
the results of the Scheffe test, it was determined that prospective pre-school teachers have significantly
higher mean scores. In the sub-dimension of planning teaching, they have higher scores than
prospective social sciences teachers [F,,33=4.21, p<.05, N2=.07], and in the sub-dimension of learning
environment and material their mean scores are higher than those of elementary classroom and social
sciences [F(233=3.59, p<.05, N2=.06] teacher candidates. Prospective pre-school teachers also have
significantly higher mean scores than elementary classroom teacher candidates in the sub-dimensions of
extracurricular activities [F,33=4.76, p<.05, N2=.08] and diversifying learning [F,33=4.56, p<.05,
I\J2=.07]. However, the effect sizes of all these differences turned out to be small.

The Relationship of Educational Philosophy and Lifelong Learning Tendencies with Teaching-Learning
Process Competencies

The results of the analysis conducted to determine the correlation between the prospective
teachers’ educational philosophy tendencies, lifelong learning tendencies and teaching-learning process
competencies are presented in Table 9.

Table 9.
Correlation Values for Educational Philosophy Tendencies, Lifelong Learning Tendencies and Teaching-
Learning Process Competencies.

c
e s 5 ;
u g § & S - £ 5
_ 3 8 E c:s5% S22 $& &g g g 2 S
Variable &£ 8 alSfs S5 6 £ TS & a & o
Lifelong Learning 317 33 33 21 25 28 -18 -26 .17 21
Tendencies
Motivation 290 35 31 17 22" 26  -05 -09 .11 .08
Perseverance 23 .23 25 17 200 20 -05 -08 .06 .04
Regulating Learning 25 .25 27 16 19 25  -20 -28 .15 .21
Curiosity 26 26 25 a8 22" 220 -19° -25 a8 23
Perennialism -.00 -.02 -.02 .06 -.02 .00
Essentialism -.05 -.08 -.10 .07 -.05 -.08
Progressivism A1 .09 16 .03 .07 A1
Reconstructionism 15" 13 19° .07 13" 16

*p<.05

According to the values in Table 9, there is a low level of positive correlation between prospective
teachers’ lifelong learning tendencies and teaching-learning process competencies as a whole (r=.31) or
regarding all its sub-dimensions (rPIanning Instruction=-33' rLearning Environment and Material=-33l lextracurricular Activities=‘21l
I Diversifying Instruction=+25, Tclassroom Management=-28). Prospective teachers’ lifelong learning tendencies have a
low level of negative correlation with perennialism (r=-.18) and essentialism (r=-.26) sub-dimensions of
educational philosophy tendencies, and a low level of positive correlation with progressivism (r=.17) and
reconstructionism (r=.21).

When the sub-dimensions of lifelong learning tendencies are examined, it is seen that motivation
has a low level of positive correlation with teaching-learning process competencies as a whole (r=.29) or
with all its sub-dimensions (rPIanning Instruction=-351 rLearning Environment and MateriaI:-311 lExtracurricular Activities=-17l r
Diversifying Instruction=+22, TClassroom Management=-26). However, no significant correlation exists between
motivation and educational philosophy tendencies. When the sub-dimension of perseverance is
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examined, it is seen that this sub-dimension has a low level of positive correlation with teaching-learning
process competencies as a whole (r=.23) or with all its sub-dimensions (rpianning instruction=-23, Fearning
Environment and Material=-25r FExtracurricular Activities=-17l I Diversifying Instructionz'zor I'Classroom Management=-20)- However,
there is no significant correlation between perseverance and educational philosophy tendencies. The
sub-dimension of regulating learning shows a low level of positive correlation with teaching-learning
process competencies as a whole (r=.25) or with all its sub-dimensions (rpianning Instruction=+25, Tiearning
Environment and Material:-27: lExtracurricular Activities=-16: r Diversifying Instruction=-191 IClassroom Management:-zs)- The SUb'
dimension of regulating learning has a low level of negative correlation with perennialism (r=-.20) and
essentialism (r=-.28) sub-dimensions of educational philosophy tendencies, and a low level of positive
correlation with progressivism (r=.15) and reconstructionism (r=.21) sub-dimensions. The sub-dimension
of curiosity shows a low level of positive correlation with teaching-learning process competencies as a
whole (r=26) or with all its sub-dimensions (rPIanning Instruction=-26' rLearning Environment and Material=-25; lextracurricular
Activities=-18, I DiversifyingInstruction=-22' I'Classroom Management=-22)- The sub-dimension of curiosity has a low level of
negative correlation with perennialism (r=-.19) and essentialism (r=-.25) sub-dimensions of educational
philosophy tendencies, and a low level of positive correlation with progressivism (r=.18) and
reconstructionism (r=.23) sub-dimensions.

When the teaching-learning process competencies scale and its sub-dimensions and educational
philosophy tendencies are analysed, it is seen that there exists a low level of positive correlation (r=.15)
between teaching-learning process competencies and reconstructionism, a low level of positive
correlation between learning environment and material and progressivism (r=.16) and
reconstructionism (r=.19), a low level of positive correlation between diversifying instruction and
reconstructionism (r=.13), and a low level of positive correlation between classroom management and
reconstructionism (r=.16).

The Predictive Level of Educational Philosophy Tendencies and Lifelong Learning Tendencies for
Teaching-Learning Process Competencies

In order to determine which lifelong learning tendencies and educational philosophy tendencies
(perennialism, essentialism, progressivism and reconstructionism) of prospective teachers were the
predictors of the teaching-learning process competencies, stepwise multiple regression analysis was
carried out. There was no high correlation between lifelong learning tendencies and the sub-dimensions
of educational philosophy tendencies taken as predictor variables. Therefore, multicollinearity was not
observed. That the relationship between independent and dependent variables was linear was
determined through a scatter plot. It was concluded that all the variables included in the regression
analysis showed normal distribution (by creating a Q-Q histogram and scatter plot). It was determined
by scatter plot that the connection between independent and dependent variables is linear. It was
concluded that all variables included in the regression analysis showed normal distribution. Variance
Inflation Factor (VIF), Tolerance and Durbin Watson statistics were used to examine whether the
residuals were independent. Tolerance statistics were calculated as 1.00 in the first step, lowest .17 and
highest .92 in the second step. The VIF value was calculated as 1.00 in the first step, and lowest 1.09 and
highest 5.95 in the second step. The Durbin-Watson value, which was examined for the presence of auto
correlation in research data, was calculated as 1.75. Based on these values, it was concluded that the
data were suitable for performing stepwise regression analysis.

In the first analysis, the teaching-learning process competencies were examined as the dependent
variable. As independent variables, in the first step lifelong learning tendencies and in the second step
the sub-dimensions of educational philosophy tendencies (perennialism, essentialism, progressivism and
reconstructionism) were included in the analysis. Analysis results are given in Table 10.

From the results in Table 10, lifelong learning tendencies are understood to be a significant predictor
of the dependent variable (B=.31, p <.05), contributing approximately 9% to the variance. In the second
stage, when the sub-dimensions of educational philosophy tendencies, namely perennialism,
essentialism, progressivism and reconstructionism were included in the equation, they contributed an
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additional 2% to the variance, and thus the total variance explained reached 9.5%. However, it was
concluded that the variables of perennialism (B=.03, p>.05), essentialism (B=.05, p>.05), progressivism (f
=-.17, p>.05) and reconstructionism (B=.26, p>.05) were not a significant predictor of the teaching-
learning process competencies.

Table 10.
Analysis Results for the Predictive Level of Educational Philosophy Tendencies and Lifelong Learning
Tendencies for Teaching-Learning Process Competencies.

Model Variable B S.E Mean B t p R R AR F
1 (constant) 2.60 .25 10.37 .00* 31 .10 .09 25.30
Teaching-Learning .260 .05 .31 5.03 .00*
Process Comp.
2 (constant) 2.21 37 5.94 .00* 34 11 .10 5.99
Lifelong Learning .25 .05 .30 4.71 .00*
Tendencies
Perennialism .02 .08 .03 .27 .79
Essentialism .03 .07 .05 .52 .61
Progressivism -.13 A1 -17 -1.16 .25
Reconstructionism .20 11 .26 1.75 .08

* p<.05; Dependent Variable: Teaching-Learning Process Competencies

Conclusion, Discussion and Suggestions

As a result of this study, which was conducted in order to determine the relationship of prospective
teachers' tendencies towards educational philosophy and lifelong learning to their teaching-learning
process competencies, it was found that, though prospective teachers are not largely attached to one
single educational philosophy, they adopt more the philosophies of progressivism and
reconstructionism. This finding is consistent with the results of many studies in the literature with a
purpose to determine the educational philosophy tendencies of teachers and prospective teachers
(Alkin Sahin, Tunca & Ulubey 2014; Altinkurt, Yilmaz & Oguz, 2012; Aslan, 2017; Aybek & Aslan, 2017;
Caliskan 2013 Doganay, 2011; Doganay & Sari, 2003; Duman, 2008; Duman & Ulubey, 2008; Ekiz, 2007;
Erbas, 2013; Gormez, 2015; llgaz, Bilbil Cuhadar, 2013; Kanath & Schreglman, 2014; Kogak, Ulusoy &
Onen, 2012; Kumral, 2015; Livingston, McClain & DeSpain, 1995; Oguz, Altinkurt, Yilmaz & Hatipoglu,
2014; Sahan & Terzi, 2015; Tekin & Ustiin, 2008; Tunca, Alkin Sahin & Oguz, 2015 ; Uyangdr, Sahan, Atici
& Borekei, 2016; Yilmaz & Tosun, 2013; Yapici, 2013).

In addition, in this study, it was found that male prospective teachers had higher mean scores for
perennialism and essentialism dimensions, while mean scores of female prospective teachers were
higher for progressivism and reconstructionism. Still, however, only in the dimension of essentialism the
difference was significant in favour of male teacher candidates. Similarly, Yilmaz, and Tosun (2013) and
Bicer, Er, and Ozel (2013) reached in their studies the conclusion that, although there was no statistically
significant difference, the mean scores of male prospective teachers were higher in the dimensions of
perennialism and essentialism, while female prospective teachers had higher scores in the dimensions
of progressivism and reconstructionism. In addition, in the research conducted by Alkin Sahin, Tunca,
and Ulubey (2014) and Kumral (2015), significant differences were found in favour of men in
essentialism dimension, and in favour of women in the dimension of progressivism. These results, as
demonstrated in Yapici's (2013) research as well, give way to the interpretation that male prospective
teachers place more emphasis on religious, moral and cultural issues (perennialism-essentialism), while
female prospective teachers are more student-centered and open to change (progressivism-
reconstructionism).
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Another conclusion of the research is that prospective social studies teachers differ significantly from
prospective pre-school and elementary classroom teachers as regards the essentialism dimension, while
there was a significant difference between prospective Turkish teachers and social sciences teacher
candidates in terms of the dimensions of progressivism and reconstructionism. The study revealed that
in terms of the educational philosophies adopted by prospective teachers, there are significant
differences according to branch. These differences are consistent with the results of the studies in the
literature (Duman, 2008; Ekiz, 2005; Temporary, 2000; Sahan & Terzi, 2015). These results can be
explained by differences in the nature and structure of the knowledge in the fields of study of
prospective teachers. In other words, the structure of the knowledge within the scope of a field of study
may be effective in the educational philosophy a prospective teacher adopts, and thus how he or she
will plan and implement the teaching process in the future.

As a result of this research, it was found out that prospective teachers' overall lifelong learning
tendencies are high. When analysed in terms of sub-dimensions, it was determined that the dimension
of motivation has the highest mean score, followed by the sub-dimensions of regulating learning,
perseverance and curiosity. The fact that prospective teachers show a high tendency for lifelong
learning and for the motivation dimension can be interpreted as a positive finding for the teaching
profession. There are many studies in the literature that support this result. Evin Gencel (2013)
determined in her study that prospective teachers perceive themselves as adequate with respect to
lifelong learning, and similar results were obtained in the studies conducted by Demirel, and Akkoyunlu
(2010) and Sahin, Akbasli, and Yanpar Yelken (2010). However, in the study conducted by Diker Coskun
(2009), it was found out that the participants studying at various universities and faculties had low
lifelong learning tendencies. The contrasting research results may be due to the differences in the
quality and quantity of the research samples. In addition, in this study, it was found out that female
prospective teachers' lifelong learning tendencies were significantly higher than those of men. This
finding is also consistent with other research results in the literature (Demirel & Akkoyunlu, 2010; Diker
Coskun, 2009; Evin Gencel, 2013; izci & Kog, 2012; Karakus, 2013; Kilig, 2014; Konokman & Yelken, 2014;
Sahin, Akbasli & Yanpar Yelken, 2010). However, there are studies in the literature which showed that
male prospective teachers have a higher level of lifelong learning tendency compared to female
prospective teachers (Diker Coskun & Demirel, 2012). There are also studies which revealed that gender
is not a determining factor in terms of prospective teachers' lifelong learning tendencies (Oztiirk &
Kiligaslan, 2008; Savuran, 2014; Sahin, Akbash & Yanpar Yelken, 2010; Yaman, 2014; Yaman & Writer,
2015). The differences in the results of the research can be explained by the differences in the samples
and data collection tools.

In addition, it was found out in the study that prospective pre-school and elementary maths and
science teachers have a higher tendency for regulating learning than social sciences teacher candidates.
Similar results were obtained in the studies conducted by Yaman, and Yazar (2015) and Sahin, Akbasl,
and Yanpar Yelken (2010). These results show that the branches of prospective teachers have a
determining effect on lifelong learning tendencies.

With this research, it was determined that prospective teachers perceived themselves as highly
adequate in terms of their teaching-learning process competencies. As far as the sub-dimensions are
concerned, it is seen that the highest mean score is in the sub-dimension of planning teaching, and it is
followed by the sub-dimensions of learning environment and material, classroom management,
diversifying teaching, and extracurricular activities. This finding is consistent with the results of many
studies conducted to determine the self-efficacy perceptions of teachers and prospective teachers
(Aydin & Boz, 2010; Biyiikduman, 2006; Diken, 2006; Gencer & Cakiroglu, 2007; Gercek, Yilmaz,
Koseoglu & Soran, 2006; llgaz, Biilbil & Cuhadar, 2013; Kiiglikyllmaz & Duban, 2006; Savran & Cakiroglu,
2001; Uygur, 2010; Ulper & Bagci, 2012; Yildirim, 2011). At the end of the research, it was determined
that female prospective teachers perceive themselves more positively than male teachers in terms of
their teaching-learning process competencies, but this difference does not seem to be statistically
significant. This finding is consistent with Sahan and Z6g’s (2017) research result that prospective
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teachers’ teaching-learning tendencies do not differ by gender. The conclusion that gender is not a
variable affecting the teaching-learning process competencies is also supported by the results of the
studies by Konokman, and Yelken (2013) and Seferoglu (2004). Similar results were obtained from
studies conducted to determine prospective teachers’ perceptions of self-efficacy and it was found that
prospective teachers' self-efficacy perceptions did not differ significantly according to gender (Azar,
2010; Cimen, 2007; Erisen & Celikoz, 2003; Gengtiirk & Memis, 2010; Truth, Yilmaz, Késeoglu & Soran,
2006; Kahyaoglu & Fire, 2007; Nazri & Barrick, 1990; Seferoglu, 2004; Tschannen Moran & Woolfolk
Hoy, 2002; Uygur, 2010; Ulper & Bagci, 2012; Yaman, Koray & Altungekic, 2004; Yildirim, 2011). On the
other hand, there are studies in the literature which revealed that prospective teachers' perceptions of
competency differ significantly according to gender (Capri & Celikkaleli, 2008; Demirtas, Cémert & Ozer,
2011; Elkatmis, Demirbas & Ertugrul, 2013; Uyangér, Sahan, Atici & Borekgi, 2015). For example, in their
studies, Cakir, Erkus, and Kilic (2000) and Seker, Deniz, and Goérgen (2005) reached the conclusion that
as far as the gender variable is concerned, prospective teachers' beliefs about professional competence
or self-efficacy differ significantly in favour of female prospective teachers. Such difference in research
results may be due to the differences in sample groups and data collection tools.

With this research it was revealed that prospective pre-school teachers’ perception of general
competency was significantly higher compared to that of elementary classroom teacher candidates. In
addition, it was determined that prospective pre-school teachers had significantly higher mean scores
than social sciences teacher candidates in the planning instruction sub-dimension, and they had
significantly higher scores than prospective elementary classroom and social sciences teachers in the
sub-dimension of learning environment and material. Also the mean scores of prospective pre-school
teachers were found to be significantly higher than those of elementary classroom teachers in the sub-
dimensions of extracurricular activities and diversifying instruction. In the related literature, there are
studies supporting this result (Cakir, Kan & Siinbiil, 2006; Demirtas, Comert & Ozer, 2011). Such
difference between prospective pre-school teachers and prospective teachers from other branches can
be explained by the characteristics of the student group, which is the target audience of this branch. The
fact that pre-school age group needs more teaching materials and diversified instruction can be
interpreted as a reason for this result.

As a result of the research, it was determined that prospective teachers who have high perception in
terms of lifelong learning tendencies also perceive themselves more positively in terms of their
teaching-learning process competencies. Nyiri's (1997) definition of the concept of lifelong learning as
the awareness of the individual's interests, needs and skills and the learning process for their
development throughout life supports this relationship. In addition, this result can be interpreted
positively since prospective teachers perceive themselves as being open to development both in terms
of their present teaching-learning competencies and these competencies. Diker Coskun (2009), in her
study with undergraduates, expresses the expectation that as lifelong learning tendencies increase,
beliefs about future job success will also increase. Her expectation supports this finding. On the other
hand, the fact that prospective teachers with high lifelong learning tendencies prefer to adopt the
educational philosophies of progressivism and reconstructionism while those with low tendencies opt
for perennialism and essentialism is a noteworthy finding. The reason is that, progressivism and
reconstructionism, which are considered as contemporary philosophies, support student-centered
approaches and the view that knowledge is changeable, whereas perennialism and essentialism,
educational philosophies considered to be traditional, support teacher-centered approaches and the
view that knowledge is unchangeable (Cevizci, 2016; Ergiin, 2014; Gutek, 2014). Similar results emerged
in the research conducted by Sahan & Terzi (2015). It was found that there is a significant positive
correlation between the educational philosophies of perennialism and essentialism and traditional
teaching-learning approaches, and between the educational philosophies of progressivism and
reconstructionism and the contemporary teaching-learning approaches. It is seen that this result is
consistent with the theoretical structure (Akinoglu, 2014; Clements & Battista, 1990; Selley, 1999;
Schunk, 1991; Sahan, 2014; Yurdakul, 2005) regarding the relationship between teaching-learning
approaches and the philosophies on which they are based.
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The study revealed that prospective teachers' lifelong learning tendencies had a positive correlation
with their teaching-learning process competencies as a whole and with all its sub-dimensions. Similar
results are consistent with the results of the research conducted by Tarhan (2015) with university
students and by Ayra, and Kosterelioglu (2015) with teachers. In addition, motivation, one of the sub-
dimensions of lifelong learning tendencies, was found out to have a low level of positive correlation with
teaching-learning process competencies as a whole and with all its sub-dimensions. Also, motivation was
found out to have a low level of negative correlation with perennialism and essentialism, and a low level
of positive correlation with progressivism and reconstructionism. An expected finding in the study is that
those with a high level of regulating learning, which is interpreted as a learner’s ability to control the
knowledge and skills she/he acquires with her/his thoughts and actions (Smith, 2001), show a tendency
towards progressivism and reconstructionism, which are contemporary educational philosophies that
place the student at the center of the process and makes the student responsible for his or her own
learning (Turkoglu, 1997; Yayla, 2010). In addition to this, it was revealed that the sub-dimension of
curiosity had a low level of positive correlation with teaching-learning process competencies as a whole
and with all its sub-dimensions, a low level of negative correlation with perennialism and essentialism,
and a low level of positive correlation with progressivism and reconstructionism. It is noteworthy that
the level of curiosity, which is one of the basic emotions that push the individual to learn and be active
in the learning process (Takkag Tulgar, 2018), is low in prospective teachers who adopt the philosophies
of perennialism and essentialism and high in those who adopt progressivism and reconstructionism
(Gutek, 2014; Yayla, 2010).

This research showed that there exists a low level of positive correlation between teaching-learning
process competencies and reconstructionism, a low level of positive correlation between learning
environment and material and reconstructionism, a low level of positive correlation between
diversifying instruction and reconstructionism, and a low level of positive correlation between classroom
management and reconstructionism. Uyangor, Sahan, Atici, and Borekgi (2016) and llgaz, Bulbl, and
GCuhadar (2013) reached the conclusion that prospective teachers who adopt progressivism and
reconstructionism philosophies have high perceptions of competency, while the perceptions of those
who adopt the philosophies of perennialism and essentialism are low. This result can be interpreted as
an indication that prospective teachers who have high perceptions of teaching-learning process
competencies will more likely have a guiding role in the teaching process, while those with low
perceptions of competencies will adopt a subject-centered and teacher-centered teaching process.

According to the research results, prospective teachers’ lifelong learning tendencies are a predictor
of their teaching-learning process competencies. When, prospective teachers’ lifelong learning
tendencies and their tendencies towards educational philosophies were taken into account together, it
was found out that their predictive level for teaching-learning process competencies increased. On the
other hand, it was seen that tendencies towards educational philosophies alone were insufficient to
predict the teaching-learning process competencies.

As a general result, it was found out that prospective teachers tended to adopt the philosophies of
progressivism and reconstructionism more, and their lifelong learning and teaching-learning process
competencies were high. It was determined that as the lifelong learning tendencies of the prospective
teachers increased, their perceptions of teaching-learning process competencies also increased, and this
increase was also observed in those who adopted progressivism and reconstructionism. It was found out
that prospective teachers' tendencies towards educational philosophies alone were insufficient to
predict their teaching-learning process competencies, but when lifelong learning tendencies and
tendencies towards educational philosophies were considered together, they had the power of
predicting teaching-learning process competencies.

The following are suggestions made based on the results of this study:
1. Although the study revealed that prospective teachers mostly adopt the educational philosophies of

progressivism and reconstructionism, there are a number of prospective teachers who adopt
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perennialism and essentialism. In order for the education programs prepared by the Turkish Ministry
of National Education to be properly implemented, prospective teachers should be trained in
accordance with this finding. For this purpose, the credits of the Philosophy of Education course in
education faculty programs should be increased.

. Although it was found out that the participants’ lifelong learning tendencies were high, the only way
to ensure that they remain up-to-date after graduation is that they keep learning. Therefore, in
education faculties, an environment that supports lifelong learning opportunities should be created.
Providing prospective teachers with infrastructure and facilities that would help them to access
information and to improve themselves, and organizing social activities within the scope of peer
education may be supportive of lifelong learning opportunities.

. This research can be replicated with a longitudinal approach and with similar study groups in the 1st
- 4th grade period, and the effects of the teacher training process on prospective teachers’
educational philosophy tendencies, lifelong learning tendencies, and teaching-learning process
competencies can be determined.

. Whether the university where prospective teachers study has any effects on their educational
philosophy tendencies, lifelong learning tendencies and teaching-learning process competencies
could be researched.

. Since cultural factors may be effective in shaping educational philosophy tendencies, lifelong
learning tendencies and teaching-learning process competencies, comparative educational studies
can be conducted with prospective teachers from different cultures.

Further research in which a mixed method is adopted could be conducted so that data obtained on
educational philosophy tendencies, lifelong learning tendencies, and teaching-learning process
competencies through quantitative methods could be supported and explained through qualitative
methods as well.
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Turkish Version

Girig
insanoglu tarih boyunca ideal birey, ideal toplum ve ideal bir diinyanin arayisinda olmustur. Bu arayis

siirecinde yararlanilan temel kaynak felsefedir (Pearsall, 1998). Felsefe, insanin varolus siirecini kavrama
ve aglklamaya yonelik bakis agisidir (Tozlu & Yayla, 2005).

Felsefenin diger bilimlerle oldugu gibi egitim ile de yakindan ve ¢ok boyutlu iliskisi bulunmaktadir.
Felsefe, egitim igin nitelik ve degerler ortaya koyarken, egitim ise bunlara nasil ulasilacagini amaclayan
bir sistem ve etkinlikler bitinudir. Bu anlamda egitim stirecinin diizenlenmesine iligskin farkl anlayislar
farkh egitim felsefelerini olusturmakta, benimsenen egitim felsefesi ise 6gretme-6grenme siirecinin
cercevesini ve yoninid belirlemektedir (Ekiz, 2007; Elisasser, 2008). Alanyazinda, Ogretmenlerin
benimsedikleri egitim felsefelerinin, Ogretme-6grenme siirecinin planlanmasi ve uygulanmasini
dogrudan veya dolayli olarak etkiledigini ortaya koyan bircok arastirma bulunmaktadir (Altinkurt, Yilmaz
& 0Oguz, 2012; Austin & Reinhardt, 1999; Aybek & Aslan, 2017; Brauner & Burns, 1982; Brown & Rose,
1995; Kagan, 1992; Livingston, McClain & DeSpain 1995; Nespor, 1987; Yilmaz & Tosun, 2013).

Egitim felsefelerinin siniflandiriimasina iliskin alanyazinda farkli 6neriler yer almakla birlikte (Apps,
1973; Wiles & Bondi, 2007), yaygin olarak benimsenen siniflandirmalardan biri, egitim felsefelerini
daimicilik, esasicik, ilerlemecilik ve yeniden kurmacilik olarak dort baslikta ele alan siniflandirmadir
(Demirel, 2010; Ebert & Culyer, 2008; Gutek, 2014). Ayrica, alanyazinda daimicilik ve esasicilik felsefeleri
“geleneksel”, ilerlemecilik ve yeniden kurmacilik felsefeleri ise “cagdas” egitim felsefeleri olarak
gruplanmaktadir (Duman & Ulubey, 2008; Ekiz, 2007; Tekin & Ustiin, 2008). Bu arastirmada da egitim
felsefeleri dort baslik olarak benimsenmis ve bunlar asagida kisaca 6zetlenmistir.

Daimicilik felsefesine gore egitimin amaci, degismeyen evrensel bilgilerin aktariimasi yoluyla, dogru
ve saglam karakterli bireyler yetistirmektir. Bu anlayisa gore Ogretmen, bireyi hayata hazirlamak
amaciyla diizenlenmis bilgileri 6grencilere aktaran kisidir. (Arslanoglu, 2012; Demirel, 2010; Gutek, 2014;
Isichei, 2006; Kneller, 1971; Kigclikoglu & Bay, 2007; Martin & Loomis, 2007; Moss & Lee, 2010; Oliva,
2009; Pazmifo, 2008; Wiles & Bondi, 2007). Esasicilik felsefesinde ise, egitimin amaci bireyin
toplumsallasmasina ve zihinsel gelisimine yardimci olmaktir. Bu felsefeye gore 6gretmenler, pasif roldeki
ogrencilere geleneksel yontemler kullanarak bilgi aktarmalidir (Altinkurt, Yilmaz & Oguz, 2012; Long,
1987; Moss & Lee, 2010; Ornstein & Hunkins, 2012; Ornstein & Lewin, 2008; San Mateo & Tangco, 2003;
Sénmez, 2008).

ilerlemecilik felsefesi, demokratik ve etkilesimli bir ortamda 6grencilerin ilgi ve ihtiyaglarina gore
zengin yasantilar gecirecekleri 6gretim etkinlikleri siireclerinin diizenlenmesini amaclar. Bu felsefeye
gore 6gretmen, demokratik sinif ortamlarinda isbirlikli aktiviteler ve problem ¢6zme gibi 6grenciyi aktif
kilan 6gretim yontem-teknikleri kullanmahdir (Cevizci, 2016; Erglin, 2014; Gutek, 2014; Ornstein &
Hunkins, 2012; Ornstein & Levine, 2008; Sonmez, 2008; Yayla, 2010). Yeniden kurmacilik felsefesine gore
ise, egitimin 6ncelikli amaci, toplumu yeniden bigimlendirmektir. Bu felsefeye gore 6gretmen, degisim
ve reformun temsilcisidir (Cevizci, 2016; Ergiin, 2014; Kaya, 2007; Kincal, 2009; Ornstein & Hunkins,
2012; Tiirkoglu, 1997; Uhie & Osuji, 2006; Yayla, 2010).

Bir egitim sisteminde benimsenmis egitim felsefesi, o sistemin temel girdilerinden biri olan 6gretmen
niteligini de dogrudan veya dolayli olarak etkiler. Amerika Birlesik Devletleri ile Avrupa Konseyi ve
Avrupa Komisyonu tarafindan o6gretmen yeterlik alanlarina iliskin belirlenen nitelikler incelediginde
ilerlemecilik felsefesinin yansimalarinin agirlikl oldugu soylenebilir (Eurydice, 2013; NBPTS, 2002;
Sisman, 2009). Ozellikle son dénemde dikkatleri tizerine geken Finlandiya egitim sisteminde tanimlanan
ogretmen yeterlikleri (FNBE, 2012) incelendiginde ilerlemeci egitim felsefesinin belirleyici bir etkisinin
oldugu gorilmektedir. Bu baglamda, nitelikli 6gretmen arayisi Turk egitim sisteminde siregelen bir
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gabadir. ilk olarak 1739 sayil Milli Egitim Temel Kanunu’nun 45. maddesinde égretmenlik bir meslek
olarak tanimlanarak yeterlik ¢alismalari icin énemli bir zemin olusturulmustur. Daha sonra Ogretmen
Yeterlikleri Komisyonu tarafindan 6gretmen yeterlikleri 14 ana yeterlik altinda 206 alt yeterlik olarak
ayrintih ve bitincul bir bicimde ortaya konmustur (MEB, 2002). Bu c¢alismanin devami olarak
ogretmenlik meslegi genel yeterlikleri 6 ana yeterlik, bu yeterliklere iliskin 31 alt yeterlik ve 233
performans gostergesinden olusan bicimde gelistirilmistir (MEB, 2008). Daha sonra bu yeterlikler, 3
yeterlik alani ile bunlar altinda yer alan 11 yeterlik ve bu yeterliklere iliskin 65 gostergeden olusan
bigimiyle glincellenmistir (MEB, 2017).

Cagdas egitim sistemleri icin, ilerlemeci egitim felsefesinde “Ogretmen de bir 6grenendir” ve yeniden
kurmaci egitim felsefesinde ise “Ogretmenler degisimin dnciisiidir” gibi betimlemeler (Gutek, 2014;
Orsntein & Hunkins, 2012; Sonmez, 2008; Yayla, 2010) gelecegin 6gretmenleri icin yasam boyu 6grenme
becerilerinin dnemini ortaya koymaktadir. Ogretmenlerin gelisime acik olmalari ve kendilerini strekli
yenilemeleri bir gereklilik olarak goriilmektedir. Bu yaklasim, 6grenmeyi siirdirme etkinligi olarak ifade
edilen yasam boyu 6grenme kavramini dogurmustur (Diker Coskun & Demirel, 2012; Selvi, 2007). Yasam
boyu 6grenme, bireylerin kendilerine olan katkilarinin yasam boyunca devamini ifade eden bir siireg
olarak (Aspin & Chapman, 2000; Candy, 2003; Rausch, 2003) glinimuz 6gretmenleri i¢in 6nemli bir
niteliktir (Diker Coskun, 2009). Bu nitelik, gelecegin 6gretmenleri olan 6gretmen adaylar icin de
gecerlidir.

Alanyazinda O6gretmen ya da 6gretmen adaylarinin benimsedikleri egitim felsefelerini belirlemeyi
amaglayan (Altinkurt, Yilmaz & Oguz, 2012; Cagirgan Gllten & Batdal Karaduman, 2010; Doganay & Sarl,
2003; Duman, 2008; Duman & Ulubey, 2008; Ekiz, 2007; Kocak, Ulusoy & Onen, 2012; Onen, 2011; Tekin
& Ustiin, 2008) ve egitim felsefelerini cesitli degiskenler agisindan aciklayan birgcok arastirmanin
(Altinkurt, Yilmaz & Oguz, 2012; Aslan, 2014; Aybek & Aslan, 2017; Bas, 2015; Beytekin & Kadi, 2015;
Bicer, Er & Ozel, 2013; Bilgin, 2007; Caliskan, 2013; Cetin, ilhan & Arslan, 2012; Doganay, 2011; Doganay
& Sari, 2003; Ekiz, 2007; Gormez, 2015; ligaz, Bilbil & Cuhadar, 2013; Kaya, 2007; Kumral, 2015; Meral,
2014; Oziidogru, 2010; Yilmaz, Altinkurt & Cokluk, 2011; Yilmaz & Tosun, 2013; Yokus, 2016) yer aldig
gorilmektedir. Buna ek olarak alanyazinda 6gretmen adaylarinin yeterlik algilarini ortaya koymayi
amagclayan bircok ¢alismaya da (Aydin & Boz, 2010; Buyukduman, 2006; Diken, 2006; Gencer &
Cakiroglu, 2007; Gergek, Yilmaz, Koseoglu & Soran, 2006; Kiicikyllmaz & Duban, 2006; Savran &
Cakiroglu, 2001; Uygur, 2010; Ulper & Bagci, 2012; Yildirim, 2011) rastlanmustir. Ayrica 6gretmenlerin ve
o6gretmen adaylarinin yasam boyu 6grenme egilimleri veya yeterliklerini belirlemeye yoénelik bircok
arastirma da (Bayram, 2009; Brahmi, 2007; Demiralay, 2008; Demirel & Akkoyunlu, 2010; Evin Gencel,
2013; izci & Kog, 2012; Kara & Kiiriim, 2007; Kilig, 2014; Sahin, Akbash & Yanpar Yelken, 2010; Sahin &
Arcagok, 2014; Tunca, Sahin & Aydin, 2015) bulunmaktadir. Alanyazinda 6gretmen adaylarinin
benimsedikleri egitim felsefeleri, yasam boyu 6grenme egilimleri ve 6gretme-6grenme sireci yeterlikleri
arasindaki iliskiyi inceleyen ve bu degiskenlerin birbirini yordama dizeylerini ortaya koyan bir
arastirmaya rastlanmamistir. Bu yoniyle, bu ¢alismanin alanyazinda 6nemli bir eksikligi gidermesi ve
degiskenler arasindaki iliski ya da yordama diizeylerine gore ortaya koyacagl Oneriler ile 6gretmen
adaylarinin daha nitelikli yetistirilmesine 6nemli katkilar getirmesi beklenmektedir.

Ogretmen adaylarinin egitim felsefesi egilimleri ve yasam boyu &grenme egilimleri ile 6gretme-
ogrenme sireci yeterlikleri arasindaki iliskiyi belirlemek amaciyla yapilan bu galismada asagidaki sorulara
yanit aranmistir:

1. Ogretmen adaylarinin egitim felsefesi egilimleri ve yasam boyu &grenme egilimleri nelerdir ve
adaylar 6gretme-6grenme sureci yeterlikleri agisindan hangi diizeydedir?

2. Ogretmen adaylarinin egitim felsefesi egilimleri, yasam boyu &grenme egilimleri ve &gretme-
6grenme slireci yeterlilikleri cinsiyetlerine ve branslarina gére anlamli olarak farklilasmakta midir?
3. Ogretmen adaylarinin egitim felsefesi egilimleri, yasam boyu &grenme egilimleri ve &gretme-
o6grenme sireci yeterlilikleri arasinda anlamli bir iliski var midir?
4. Ogretmen adaylarinin egitim felsefesi egilimleri ve yasam boyu égrenmeye iliskin egilimleri 6gretme-
ogrenme sireci yeterliklerini ne dlglide yordamaktadir?
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Yontem
Aragtirmanin Modeli

Var olan durumun saptanmasi amaciyla tarama modelinin benimsendigi bu arastirma, egitim
felsefesi ve yasam boyu Ogrenme egilimlerinin 6gretme-6grenme siireci yeterliklerin yordama
diizeylerini belirlemesi yoniyle yordayici korelasyonel desendedir.

Evren ve Orneklem

Bu arastirmanin ¢alisma grubunu, Turkiye’deki bir devlet Universitesinin egitim fakiltesinde 6grenim
goren 957 O6gretmen adayindan tesadfi yolla segilen 238 6gretmen adayi olusturmustur. Arastirmada
kullanilacak &rneklemin biyiikligi Cingr (1994) ve Ozdamar (2001) tarafindan iretilen formiile gére
hesaplanmistir. Orneklem biiylikligl evrenin %24.86’sini olusturdugundan, &rneklemin evreni temsil
ettigi kabul edilmistir. Katiimcilarin %74.4°G kadin (n=177), %25.60"1 (n=61) erkektir. Grubun %24.40’|
(n=58) Okul Oncesi, %$20.20’si (n=48) Sinif, %$10.10’u (n=24) ilkégretim Matematik, %8.8’i (n=21) Fen
Bilgisi, %17.20’si (n=41) Tirkce ve %19.30’u (n=46) ise Sosyal Bilgiler 6gretmeni adayidir.

Veri Toplama

vy

Arastirmanin verileri “Egitim Felsefesi Egilimleri Olcegi”, “Yasam Boyu Ogrenme Egilimleri Olgegi” ve
“Ogretme-Ogrenme Siireci Yeterlikleri Olgegi” ile elde edilmistir. Bu arastirmada li¢ 6lgege de dogrulayic
faktor analizi ve glivenirlik analizi yapilmistir. Elde edilen sonuglara gore, olgceklerin kendi faktor
yapilarini korudugu ve giivenirlik analizlerinin de orijinal formlarindaki degerlere benzer oldugu tespit

edilmistir.

Egitim Felsefesi Egilimleri Olgegi: Ogretmen adaylarinin egitim felsefelerine yénelik egilimlerini
belirlemek amaciyla, Uyangdr, Sahan, Atici ve Borekgi (2016) tarafindan gelistirilen 36 maddelik “Egitim
Felsefelerine Yonelik Egilimleri Belirleme Olcegi” kullaniimistir. Olcegin daimicilik, esasicilik, ilerlemecilik
ve yeniden kurmacilik alt boyutlarinin her biri 9 maddeden olusmaktadir. Olgek, maddeleri “kesinlikle
katilmiyorum” 1’ den “kesinlikle katiliyorum” 5’e kadar derecelenen begli likert tiriindedir. Gelistiricileri
tarafindan olgegin glivenilirlik katsayilari daimicilik boyutunda .67, esasicilik boyutunda .72, ilerlemecilik
boyutunda .88,yeniden kurmacilik boyutunda .86 ve Olcegin genelinde ise .84 olarak hesaplanmistir
(Uyangor et al., 2016). Bu arastirma verilerine dayali olarak dlgege ait guvenilirlik katsayilari, daimicilik
boyutunda .82, esasicilik boyutunda .88, ilerlemecilik boyutunda .92, yeniden kurmacilik boyutunda .91
ve Olcegin genelinde de .87 olarak hesaplanmistir.

Yasam Boyu Ogrenme Egilimleri Olgedi: Ogretmen adaylarinin yasam boyu dgrenme egilimlerini
belirlemek amaciyla, Diker Coskun (2009) tarafindan gelistirilen 27 soru ve dért alt boyuttan olusan
“Yasam Boyu Ogrenme Egilimleri Olgegi” kullanilmistir. Olgegin dért alt boyutu motivasyon (6 madde),
sebat (6 madde), 6grenmeyi dizenlemede yoksunluk (6 madde) ve merak yoksunlugu (9 madde)
seklindedir. Olcek, maddeleri “hi¢c uymuyor” 1’den “cok uyuyor” 6’ya kadar derecelenen altili likert
tirindedir. Gelistiricisi tarafindan olcegin geneli i¢in glvenilirlik katsayisi .89 olarak hesaplanmistir
(Diker Coskun, 2009). Bu arastirma verilerine dayali olarak olgcege ait glvenilirlik katsayilari motivasyon
boyutunda .82, sebat boyutunda .81, 6grenmeyi diizenlemede yoksunluk boyutunda .85 ve merak
yoksunlugu boyutunda .92 olup, 6lgegin genelinde ise .93 olarak hesaplanmistir.

Ogretme-Ogrenme Siireci Yeterlikleri Olgegi: Ogretmen adaylarinin égretme-6grenme siireci
yeterliklerini belirlemek amaciyla, “Ogretme-Ogrenme Siireci Yeterlikleri Olgegi” kullaniimistir. Olgek
Sahan ve Z&6g (2017) tarafindan gelistirilmis olup, 41 soru ve bes alt boyuttan olusmaktadir. Olgegin alt
boyutlari, 6gretimi planlama (8 madde), 6grenme ortami ve materyal (12 madde), ders disi etkinlikler (7
madde), dgretimi cesitlendirme (8 madde) ve sinif ydnetimi (6 madde) seklindedir. Olcek, maddeleri
“cok yetersizim” 1’den “cok yeterliyim” 5’e kadar derecelenen begsli likert tirindedir. Gelistiricileri
tarafindan 6lgegin givenilirlik katsayilari 6grenme ortami ve materyal boyutunda .94, 6gretimi planlama
boyutunda .95, 6gretimi cesitlendirme boyutunda .90; ders disi etkinlikler boyutunda .91 ve sinif
yonetimi boyutunda .85 olup, 6lgegin genelinde ise .94 hesaplanmistir (Sahan & Z6g, 2017). Bu arastirma
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verilerine dayal olarak 6lgege ait glivenilirlik katsayilari, 3grenme ortami ve materyal boyutunda .91,
0gretimi planlama boyutunda .90, 6gretimi gesitlendirme boyutunda .88; ders disi etkinlikler boyutunda
.90 ve sinif yénetimi boyutunda .87 olup, 6lgegin genelinde ise .97 hesaplanmistir.

Verilerin Analizi

Egitim felsefelerine yonelik egilim ve 6gretme-6grenme siireci yeterlik dizeylerinin belirlenmesi,
actklanmasi ve yorumlanmasinda besli derecelemeye uygun olarak 5.00-4.21, 4.20-3.41, 3.40-2.61,
2.60-1.81 ve 1.80-1.00 araliklari kullanilmistir. Egitim felsefelerine yonelik egilimleri yorumlamada
olgegin alt boyutlarinin her biri farkl egitim felsefelerini yansittigindan, 6lgegin timdine iliskin puan
ortalamalari yerine alt boyutlara iliskin puan ortalamalari dikkate alinmistir. Buna goére 5.00-3.41
arahg! yiksek, 3.40-2.61 araligi orta ve 2.60-1.00 aralig: ise diisik yeterlik diizeyi ve egilim olarak
yorumlanmistir. Arastirmada 6gretmen adaylarinin yasam boyu 6grenme egilimleri altil likert tiiriine
gore puanlanmistir. Buna gore 6gretmen adaylarina ait ortalamalar 6.00-4.34 araliginda ise ylksek,
4.33-2.67 araliginda ise orta ve 2.66-1.00 araliginda ise disik egilimlerin gostergesi olarak
yorumlanmistir. Yasam boyu 6grenme egilimleri Olgeginin ‘6grenmeyi dizenlemede yoksunluk’ ve
‘merak yoksunlugu’ alt boyutlarina ait maddeler ters kodlanarak analize dahil edilmis ve bu alt
boyutlar ‘68renmeyi dizenleme’ ve ‘merak’ olarak nitelendirilmistir.

Ogretmen adaylarinin egitim felsefesi egilimlerinin, yasam boyu égrenme egilimleri ve &gretme-
ogrenme siireci yeterlikleri diizeylerinin belirlenmesinde genel ortalama puanlar ve standart
sapmalar ile puanlarin dagilimlarini géstermesi yoniyle carpiklik ve basiklik degerleri belirlenmistir.
Ogretmen adaylarinin egitim felsefesi egilimleri, yasam boyu 6grenme egilimleri ve 6gretme-
o6grenme sireci yeterliklerinin cinsiyetlerine gore farklilasmanin belirlenebilmesi icin bagimsiz
gruplar t-testi, branslarina goére farklilasmanin belirlenebilmesi i¢in tek yonli varyans analizi
kullanilmig, farkhligin kaynaginin belirlenebilmesi igin ise post-hoc tekniklerinden Scheffe testinden
yararlanilmistir. Varyans analizinden o6nce 6gretmen adaylarinin branslarinda normal dagilim
varsayiminin karsilanabilmesi igin ilk6gretim matematik ve fen bilgisi branslari birlestirilerek
ilkégretim matematik ve fen bilgisi olarak isimlendirilmistir. Verilerin analizinde, istatistiksel olarak
anlamlilik .05 diizeyinde yorumlanmistir. Ayrica, elde edilen anlamlilik diizeylerinin gliciini agiklamak
amaciyla etki buyuklugla degerleri hesaplanmistir. Hesaplanan etki blyukligid .20= disik, .50= orta
ve .80= yiiksek (Cohen, 1998) referans degerleri ile yorumlanmistir.

Ogretmen adaylarinin egitim felsefesi egilimleri, yasam boyu 6grenme egilimleri ve &gretme-
0grenme sireci yeterlikleri arasindaki anlamli iligskilerin belirlenebilmesi icin pearson korelasyon (r)
katsayisindan yararlanilmistir. Egitim felsefesi egilimleri ile yasam boyu 6grenme egilimlerinin
hangilerinin 6gretme-6grenme siireci yeterlikleri Gzerinde yordayici oldugunun belirlenebilmesi igin
ise asamali dogrusal regresyon analizi yapilmistir. Coklu regresyon denklemi genel olarak asagidaki
gibi ifade edilmektedir:

Y=a+B; X; +Ba Xy +. ..+ B X +g

Denklemde Y bagimli degiskeni 6gretme-6g8renme siireci yeterliklerini tanimlamaktadir. X;, X,,...
X; bagimsiz degiskenleri egitim felsefesi egilimleri olarak daimicilik, esasicilik, ilerlemecilik ve yeniden
kurmacilik ile yasam boyu 6grenme egilimlerini ifade ederken, B 1, B ,,... B; degerleri ise bu bagimsiz
degiskenlerin katsayilarini ve a sabit terimi ifade etmektedir.

Bulgular

Egitim Felsefesi Egilimleri ve Yasam Boyu Ogrenme Egilimleri ile Ogretme-Ogrenme Siireci Yeterlik
Diizeyleri

Ogretmen adaylarinin egitim felsefesi egilimleri, yasam boyu 6grenme egilimleri ve 6gretme-
ogrenme siireci yeterlik diizeyleri ile ilgili elde edilen bulgular Tablo 1’ de verilmistir.
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Tablo 1.
Egitim Felsefesi Egilimleri, Yasam Boyu Ogrenme Egilimleri ve Ogretme-Ogrenme Siireci Yeterlikleri ile
ilgili Ortalamalar.

Degisken X ss Carpikhk  Basikhik
Daimicilik 3.08 .73 .01 -.29
Esasicilik 2.33 .92 .86 .09
ilerlemecilik 4.18 74 -77 -.14
Yeniden Kurmacilik 4.17 .76 -.92 .24
Yasam Boyu Ogrenme Egilimleri 4.82 .70 -.69 .33
Gudilenme 5.26 .54 -.88 .62
Sebat 4.79 72 -.75 .90
Ogrenmeyi Diizenleme 4.89 .98 -.90 -19
Merak 4.49 1.14 -.80 -.02
Ogretme-Ogrenme Siireci Yeterlikleri 3.85 .58 -37 .68
Ogretimi Planlama 3.94 .58 -43 .95
Ogrenme Ortami ve Materyal 3.91 .59 -.28 .94
Ders Disi Etkinlikler 3.68 .76 -.38 -.20
Ogretimi Cesitlendirme 3.76 .68 =21 .09
Sinif Yonetimi 3.89 .65 -.41 .76
N=238

Tablo 1’den 6gretmen adaylarinin egitim felsefesi egilimleri 6lgegine verdigi cevaplar incelendiginde,
kendilerini daha cok ilerlemeci (X=4.18) ve yeniden kurmaci (X=4.17) olarak algiladiklari, daimici
(=3.08) ve esasici (X=2.33) olarak ise kendilerini diisiik diizeyde algiladiklari gériilmektedir.

Ogretmen adaylarinin yasam boyu 6grenme egilimleri dlcegine verdigi cevaplar incelendiginde, en
yiiksek ortalamaya (X=5.26) giidiilenme alt boyutunun sahip oldugu ve bunu sirayla 6grenmeyi
diizenleme (X=4.89), sebat (X=4.79) ve merak (X=4.49) alt boyutlarinin izledigi gériilmektedir. Genel
yasam boyu 6grenme egilimlerinin ise yiiksek diizeyde (X=4.82) oldugu anlasiimaktadir.

Ogretmen adaylarinin dgretme-6grenme siireci yeterlikleri dlcegine verdigi cevaplar séz konusu
oldugunda ise, en yiiksek ortalamaya 6égretimi planlama (X=3.94) alt boyutunun sahip oldugu ve bunu
sirayla 6grenme ortami ve materyal (X=3.91), sinif ydnetimi (X=3.89), 6gretimi cesitlendirme X=3.76) ve
ders disi etkinlikler (X=3.68) alt boyutlarinin izledigi gérilmektedir. Genel dgretme-6grenme siireci
yeterlikleri ise yiiksek diizeyde (X=3.85) oldugu gorilmektedir.

Cinsiyet ve Bransa Gore Egitim Felsefesi Egilimleri, Yasam Boyu Ogrenme Egilimleri ve Ogretme-
Ogrenme Siireci Yeterlik Diizeylerinin Karsilastiriimasi

Cinsiyete gore O0gretmen adaylarinin egitim felsefesi egilimleri, yasam boyu 6grenme egilimleri ve
6gretme-6grenme sireci yeterliklerinin farklilasma durumlarinin belirlenmesine yonelik yapilan analiz
sonuglari Tablo 2’de verilmistir.

Tablo 2’de &gretmen adaylarinin egitim felsefesi egilimleri incelendiginde, daimicilik (X=3.04,
X=3.17) ve esasicilik (X¢=2.22, X:=2.66) boyutlarinda erkeklerin, ilerlemecilik (X¢=4.21, X:=4.09) ve
yeniden kurmacilik (X¢=4.20, X =4.06) boyutlarinda ise kadinlarin daha yiiksek ortalamaya sahip
olduklari gériilmektedir. Ancak farkliliklarin sadece esasicilik (t(35=-3.30; p<.05) boyutunda istatistiksel
olarak anlamli oldugu ve farkin etki bayiklGginin ise orta diizeyde oldugu goriilmektedir.
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Tablo 2.
Cinsiyete Gére Egitim Felsefesi Egilimleri, Yasam Boyu Ogrenme Egilimleri ve Ogretme-Ogdrenme Siireci
Yeterliklerine Yénelik t-Testi Sonuglari.

Faktérler Cinsiyet N x sd t p  Effect(d)
Daimicilik Cinsiyet 177 3.04 .70 -1.13 .26
Kadin 61 3.17 .79
Esasicilik Erkek 177 2.22 .88  -3.30 .00* -.49
Kadin 61 2.66 .94
ilerlemecilik Erkek 177 4.21 72 1.14 .25
Kadin 61 4.09 .76
Yeniden Kurmacilik Erkek 177 4.20 .75 1.20 .23
Kadin 61 4.06 .80
Yasam Boyu Ogrenme Erkek 177 4.93 .67 3.96 .00* .59
Egilimleri Kadin 61 4.53 .67
Giudilenme Erkek 177 5.31 .55 2.47 .01%* .37
Kadin 61 5.11 47
Sebat Erkek 177 4.88 .69 3.17 .00* A7
Kadin 61 4.55 .75
Ogrenmeyi Diizenleme Erkek 177 5.00 .94 2.93 .00* 44
Kadin 61 4.58 .99
Merak Erkek 177 4.64 1.10 3.57 .00* .53
Kadin 61 4.05 1.14
Ogretme-Ogrenme Siireci Erkek 177 3.85 .59 .29 77
Yeterlikleri Kadin 61 3.83 .53
Ogretimi Planlama Erkek 177 3.97 .59  1.15 .25
Kadin 61 3.87 .51
Ogrenme Ortami ve Materyal Erkek 177 3.93 .60 .78 A4
Kadin 61 3.86 .54
Ders Digi Etkinlikler Erkek 177 3.65 77 -1.07 .29
Kadin 61 3.77 .72
Ogretimi Cesitlendirme Erkek 177 3.76 .68 -.09 .93
Kadin 61 3.77 .66
Sinif Yonetimi Erkek 177 3.91 .65 .57 .57
Kadin 61 3.85 .61

*p<.05; sd=236

Tablo 2 degerlerinden kadin 6gretmen adaylarinin (X=4.93) yasam boyu 6égrenme egilimlerinin
erkeklere gore (X=4.53) anlamli diizeyde daha yiiksek (t35=3.96; p<.05) oldugu anlagilmaktir. Kadinlar
lehine olan farkin etki bliylklGgi orta diizeydedir. Yasam boyu 6grenme egilimleri 6l¢ceginin glidiilenme
(X¢=5.31, X=5.11), sebat (X«=4.88, X:=4.55), 6grenmeyi diizenleme (X=5.00, X;=4.58) ve merak (X
=4.64, X=4.05) alt boyutlarinda kadin &gretmen adaylarinin egilimlerinin daha yiiksek oldugu
gorilmektedir. Gldilenme (tp35=2.47; p<.05), sebat (t;35=3.17; p<.05), 6grenmeyi dizenleme
(t236=2.93; p<.05) ve merak (t235=3.57; p<.05) alt boyutlarinin timiinde kadinlar lehine olan bu farklarin
istatistiksel olarak anlamli oldugu gérilmektedir. Ancak farklarin etki biydkllklerinin tiim alt boyutlarda
orta diizeyde olduklari anlasiimaktadir.

Tablo 2 degerlerine gore kadin 6gretmen adaylarinin (X=3.85) égretme-6grenme sireci yeterlikler
algilari erkeklere gére (X=3.83) daha yiiksek olmakla birlikte, bu farkin istatistiksel olarak anlamh
olmadi§ (tp36=.29; p<.05) gorllmektedir. Ogretme-dgrenme siireci yeterlikleri 6lceginin 6gretimi
planlama (X¢=3.97, X=3.87), 6grenme ortami ve materyal (X=3.93, X=3.86) ve sinif ydonetimi (X
«=3.91, X:=3.85) alt boyutlarinda kadin égretmen adaylari lehine; ders disi etkinlikler (X=3.65, X¢=3.77)
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ve Ogretimi cesitlendirme (X=3.76, X¢=3.77) alt boyutlarinda ise erkek &gretmen adaylari lehine
ortalamalarin daha yiiksek oldugu gorulmektedir. Alt boyutlarda olusan bu farkliliklarin istatistiksel
olarak anlamh olmadigi gériilmektedir (p>.05).

Branslara gore 6gretmen adaylarinin egitim felsefesi egilimlerinin farklilasma durumlarina yoénelik
betimleyici istatistikler Tablo 3’te verilmistir.

Tablo 3.
Branslara Gére Egitim Felsefesi Edilimlerine iliskin Betimleyici Istatistikler.

En diistik En yiksek

Degisken Bransg N X SS puan puan
Daimicilik Okul Oncesi 58 2.98 71 1.00 4.56
Sinif 48 2.90 .68 1.56 4.44
ilkégretim Mat. ve Fen Bil. 45 3.16 .66 1.56 4.78
Tirkce 41 3.14 .70 1.44 4.89
Sosyal Bilgiler 46 3.23 .85 1.56 4.67
Toplam 238 3.08 73 1.00 4.89
Esasicilik Okul Oncesi 58 2.14 .83 1.00 4.22
Sinif 48 2.13 .84 1.00 4.67
ilkégretim Mat. ve Fen Bil. 45 2.22 .81 1.00 4.44
Tirkee 41 2.50 .86 1.22 4.67
Sosyal Bilgiler 46 2.74 1.10 1.00 5.00
Toplam 238 2.33 .92 1.00 5.00
ilerlemecilik Okul Oncesi 58 4.8 .76 2.11 5.00
Sinif 48 4.25 71 2.22 5.00
ilkégretim Mat. ve Fen Bil. 45 4.16 .61 2.89 5.00
Tirkge 41 4.43 .67 2.33 5.00
Sosyal Bilgiler 46 3.91 .83 2.11 5.00
Toplam 238 418 74 2.11 5.00
Yeniden Okul Oncesi 58 4.12 .78 2.00 5.00
Kurmacilik Sinif 48 4.23 .76 2.00 5.00
ilkégretim Mat. ve Fen Bil. 45 424 .61 2.78 5.00
Tirkee 41 4.39 .69 2.00 5.00
Sosyal Bilgiler 46 3.88 .87 2.11 5.00
Toplam 238 4.17 .76 2.00 5.00

Tablo 3’te yer alan 6gretmen adaylarinin egitim felsefesi egilimleri incelendiginde, daimicilikte en
yiiksek ortalamaya sosyal bilgiler 6gretmeni adaylarinin (X=3.23) sahip oldugu, bunu sirayla ilkégretim
matematik ve fen bilgisi (X=3.16), Tirkce (X=3.14), okul dncesi (X=2.98) ve sinif (X=2.90) gretmeni
adaylarinin izledigi gorilmektedir. Esasicilikte en yliksek ortalamaya sosyal bilgiler 6gretmeni adaylarinin
(X=2.74) sahip oldugu, bunu sirayla Tiirkce (X=2.50), ilkdgretim matematik ve fen (X=2.22), okul éncesi
(X=2.14) ve sinif (X=2.13) dgretmeni adaylarinin izledigi anlasiimaktadir. ilerlemecilikte en yiiksek
ortalamaya Tirkce dégretmeni adaylarinin (X=4.43) sahip oldugu, bunu sirayla sinif (X=4.25), okul éncesi
(X=4.18), ilkdgretim matematik ve fen bilgisi (X=4.16) ve sosyal bilgiler (X=3.91) 6gretmeni adaylarini
izledigi goriilmektedir. Yeniden kurmacilikta ise en ylksek ortalamaya Tirkge 6gretmeni adaylarinin
(X=4.39) sahip oldugu, bunu sirayla ilkégretim matematik ve fen bilgisi (X=4.24), sinif (X=4.23), okul
dncesi (X=4.12) ve sosyal bilgiler (X=3.88) branglarinin izledigi anlasiimaktadir.

Bransglara gore 6gretmen adaylarinin egitim felsefesi egilimleri arasindaki farkhihgin anlamh olup
olmadiginin belirlenebilmesi i¢in yapilan ANOVA testi sonuglari Tablo 4’te sunulmustur.
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Tablo 4.
Branslara Gére Egitim Felsefesi Egilimlerine Yonelik ANOVA Testi Sonuglari.
Varyansin Kareler Kareler
Degisken Kaynagi Toplami sd Orta. F p r]2 Fark
Daimicilik Gruplar Arasi 3.70 4 .92 1.77 14
Gruplar igi 121.87 233 .52
Toplam 125.56 237
Esasicilik Gruplar Arasi 13.75 4 3.44 4.30 .00 .07 5>1
Gruplar igi 186.15 233 .80 5>2
Toplam 199.89 237
ilerlemecilik Gruplar Arasi 6.20 4 1.55 2.96 .02 .05 4>5
Gruplar igi 122.12 233 .52
Toplam 128.32 237
Yeniden Gruplar Arasi 6.43 4 1.61 2.85 .03 .05 4>5
Kurmacihk Gruplar igi 131.36 233 .56
Toplam 137.79 237

*p<.05; 1-Okul dncesi; 2-Sinif; 3-ilkégretim Matematik ve Fen;4-Tiirkce; 5-Sosyal Bilgiler

Tablo 4’te yer alan degerlerin gostermis oldugu lizere, 6gretmen adaylar arasinda daimicilik harig
diger egitim felsefesi egilimleri agisindan anlamh bir farklilik s6z konusudur. Yapilan Scheffe testinin
sonuglarina gore esasicilikte sosyal bilgiler 6gretmeni adaylarinin okul 6ncesi ve sinif 6gretmeni
adaylarina gore [F(,33=4.30, p<.05, N2=.07], ilerlemecilik [F733=2.96, p<.05, N2=.05] ve yeniden
kurmacilikta [F4,33=2.85, p<.05, I\J2=.05] ise Turkce 6gretmeni adaylarinin sosyal bilgiler 6gretmeni
adaylarina gore ortalamalarinin anlamli dizeyde yiksek oldugu, ancak bu farkliliklarin etki
biyukliklerinin disiik oldugu anlasilmaktadir.

Bransglara gore 6gretmen adaylarinin yasam boyu 6grenme egilimlerinin farklilasma durumlarinin
belirlenmesine yonelik betimleyici istatistikler Tablo 5’te verilmistir. Tablo 5'ten 6gretmen adaylarinin
yasam boyu 6grenme egilimleri incelendiginde, en yiiksek ortalamaya ilkogretim matematik ve fen
branslarinin sahip oldugu (X=5.01) bunu sirayla okul dncesi (X=4.90), sinif (X=4.81), Tiirkce (X=4.80) ve
sosyal bilgiler (X=4.58) branslarinin izledigi goériilmektedir. Giidilenme alt boyutunda en yiiksek
ortalamaya sinif (X=5.30) 6gretmeni adaylarinin sahip olup, bunu sirayla Tiirkge (X=5.29), ilkégretim
matematik ve fen (X=5.26), sosyal bilgiler (X=5.23) ve okul éncesi (X=5.21) branslari izlemektedir. Sebat
alt boyutunda en yiiksek ortalamaya ilkdgretim matematik ve fen bilgisi (X=4.92) bransinin sahip oldugu
gorilmekte, bunu sirayla sinif (X=4.84), Tiirkce (X=4.81), okul éncesi (X=4.73) ve sosyal bilgiler (X=4.70)
branslarinin izledigi gézlemlenmektedir. Ogrenmeyi diizenleme alt boyutunda en yiiksek ortalamaya
ilkégretim matematik ve fen bilgisi (X=5.20) bransinin sahip oldugu, bunu sirayla okul éncesi (X=5.10),
sinif (X=4.90), Turkce (X=4.72) ve sosyal bilgiler (X=4.46) branslari izlemektedir. Merak alt boyutunda ise
en yuksek ortalamaya ilkdégretim matematik ve fen (X=4.75) bransinin sahip oldugu, bunu sirayla okul
déncesi (X=4.67), Tirkce (X=4.51), sinif (X=4.40) ve sosyal bilgiler (X=4.09) branslarinin izledigi
gorilmektedir.

Bransglara gore 6gretmen adaylarinin yasam boyu 6grenme egilim ortalamalari arasindaki farkhhgin
anlamh olup olmadiginin belirlenebilmesi igcin yapilan ANOVA testi sonuglari Tablo 6’da sunulmustur.
Tablo 6’da yer alan degerlere gore, 6gretmen adaylari branslari agisindan sadece yasam boyu 6grenme
egilimlerinin 6grenmeyi diizenleme alt boyutunda anlamli olarak farklilasmaktadir. Yapilan Scheffe testi
sonuglarina dayanarak, okul 6ncesi ile ilkogretim matematik ve fen bilgisi bransindan olan 6gretmen
adaylarinin 6grenmeyi diizenleme egilimlerinin sosyal bilgiler 6gretmeni adaylarina gére daha yliksek
oldugu sonucuna ulasiimis, ancak bu farkliligin etki biyukliginin cok diisiik oldugu [F 4,,33=4.60, p<.05,
N2=.07] belirlenmistir.
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Tablo 5.
Branglara Gére Yasam Boyu Odrenme Egilimlerine iliskin Betimleyici istatistikler.
En diisiik En yiksek
Degisken Brang N X ss puan puan
Yasam Boyu Okul Oncesi 58 4.90 .68 2.96 5.92
Ogrenme Egilimleri  Sinif 48 4.81 .69 2.77 5.92
ilkdgretim Mat. ve Fen Bil. 45 501 .61 3.39 6.00
Tirkce 41 4.80 .68 2.85 5.96
Sosyal Bilgiler 46  4.58 .76 2.50 5.96
Toplam 238 4.82 .70 2.50 6.00
Gudilenme Okul Oncesi 58 5.21 .53 3.83 6.00
Sinif 48 5.30 .52 4.00 6.00
ilkégretim Mat. ve Fen Bil. 45 5.26 .51 3.67 6.00
Tulrkge 41 529 .57 3.50 6.00
Sosyal Bilgiler 46 5.23 .60 3.50 6.00
Toplam 238 5.26 .54 3.50 6.00
Sebat Okul Oncesi 58 4.73 .70 3.17 6.00
Sinif 48 4.84 74 2.33 6.00
ilkdgretim Mat. ve Fen Bil. 45 492 .65 3.17 6.00
Tirkge 41 481 .78 2.33 6.00
Sosyal Bilgiler 46 4.70 .75 2.33 5.83
Toplam 238 4.79 72 2.33 6.00
Ogrenmeyi Okul Oncesi 58 5.10 .89 2.50 6.00
Dizenleme Sinif 48 4.90 .95 2.67 6.00
ilkégretim Mat. ve Fen Bil. 45 5.20 .81 2.67 6.00
Tirkce 41  4.72 .98 2.50 6.00
Sosyal Bilgiler 46 4.46 1.09 2.50 6.00
Toplam 238 4.89 .98 2.50 6.00
Merak Okul Oncesi 58 4.67 1.02 1.89 6.00
Sinif 48 4.40 1.06 1.44 6.00
ilkdgretim Mat. ve Fen Bil. 45 475 1.08 1.67 6.00
Tirkge 41 451 1.13 1.44 6.00
Sosyal Bilgiler 46  4.09 1.35 1.33 6.00
Toplam 238 4.49 1.14 1.33 6.00
Tablo 6.
Branglara Gére Yasam Boyu Ogrenme Egilimlerine Yénelik ANOVA Testi Sonuglari.
Varyansin Kareler Kareler
Degisken Kaynagi Toplami sd Orta. F p n2 Fark
Yasam Boyu Gruplar Arasi 4.75 4 1.19 2.53 .05
Ogrenme Egilimleri Gruplar igi 109.57 233 A7
Toplam 114.33 237
Gldulenme Gruplar Arasi 31 4 .08 .26 .90
Gruplar igi 69.44 233 .30
Toplam 69.75 237
Sebat Gruplar Arasi 1.51 4 .38 72 .58
Gruplar igi 121.90 233 .52
Toplam 123.41 237
Ogrenmeyi Gruplar Arasi 16.48 4 4.12 4.60 .00* .07 1>5
Duzenleme Gruplar igi 208.88 233 .90 3>5
Toplam 225.36 237
Merak Gruplar Arasi 12.87 4 3.22 2.54 .05
Gruplar igi 295.73 233 1.27
Toplam 308.60 237

p<.05; 1-Okul éncesi; 2-Sinif; 3-ilkdgretim Matematik ve Fen;4-Tiirkce; 5-Sosyal Bilgiler
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Branslara gore Ogretmen adaylarinin 6gretme-6grenme sireci vyeterliklerinin  farkhlasma

durumlarinin belirlenmesine yonelik yapilan analiz sonuglari Tablo 7’de verilmistir.

Tablo 7.
Branglara Gére Ogretme-Ogrenme Siireci Yeterliklerine iliskin Betimleyici istatistikler.

Endiisik  En yuksek

Degisken Bransg N X Ss puan puan
Ogretme Okul Oncesi 58  4.08 .58 2.05 5.00
Ogrenme Siireci  Sinif 48  3.69 46 2.61 4.76
Yeterlikleri ilkdgretim Mat. ve Fen Bil. 45 3.78 .54 2.17 4.93
Tirkee 41 3.89 .54 2.95 4.93
Sosyal Bilgiler 46 3.74 .67 1.63 5.00
Toplam 238 3.85 .58 1.63 5.00
Ogretimi Okul Oncesi 58  4.19 .63 2.00 5.00
Planlama Sinif 48 3.94 42 2.63 5.00
ilkégretim Mat. ve Fen Bil. 45 3.87 .51 2.38 4.88
Tirkge 41 3.89 .56 2.75 5.00
Sosyal Bilgiler 46 3.76 .65 1.88 5.00
Toplam 238 3.94 .58 1.88 5.00
Ogrenme Okul Oncesi 58 4.14 .59 2.00 5.00
Ortami ve Sinif 48 3.79 49 2.58 4.92
Materyal ilkdgretim Mat. ve Fen Bil. 45 3.88 .52 2.42 4.92
Tirkce 41 3.92 .64 2.92 5.83
Sosyal Bilgiler 46 3.77 .66 1.67 5.00
Toplam 238 3.91 .59 1.67 5.83
Ders Disi Okul Oncesi 58  3.92 .65 2.14 5.00
Etkinlikler Sinif 48 3.32 .69 2.00 5.00
ilkégretim Mat. ve Fen Bil. 45  3.63 77 1.29 5.00
Turkge 41 3.80 .78 2.00 5.00
Sosyal Bilgiler 46 3.67 .82 1.57 5.00
Toplam 238 3.68 .76 1.29 5.00
Ogretimi Okul Oncesi 58 4.03 .65 2.00 5.00
Cesitlendirme Sinif 48 3.52 .56 2.63 4.75
ilkégretim Mat. ve Fen Bil. 45 3.66 .70 1.63 5.00
Tirkge 41 3.87 .61 2.63 5.00
Sosyal Bilgiler 46 3.70 .76 1.50 5.00
Toplam 238 3.76 .68 1.50 5.00
Sinif Yonetimi Okul Oncesi 58 4.09 .65 2.00 5.00
Sinif 48 3.79 .57 2.83 5.00
ilkégretim Mat. ve Fen Bil. 45  3.77 .66 2.17 5.17
Tirkge 41 3.96 .50 3.17 5.00
Sosyal Bilgiler 46 3.82 .78 1.50 5.00
Toplam 238 3.89 .65 1.50 5.17

Tablo 7'de gosterildigi Uzere, Ogretmen adaylarinin 6gretme-6grenme sireci vyeterlikleri
incelendiginde en yiiksek ortalamaya okul éncesi dgretmeni adaylarinin (X=4.08) sahip oldugu, bunu
sirayla Tirkce (X=3.89), ilkégretim matematik ve fen bilgisi (X=3.78), sosyal bilgiler (X=3.74) ve sinif
(X¥=3.69) dgretmeni adaylarinin izledigi goriilmektedir. Ogretimi planlama alt boyutunda en yiiksek
ortalamaya okul éncesi (X=4.19) égretmeni adaylarini sahip oldugu, bunu sirayla sinif (X=3.94), Tirkce
(X¢=3.89), ilkégretim matematik ve fen bilgisi (X=3.87) ve sosyal bilgiler (X=3.76) branslarinin izledigi
anlagilmaktadir. Ogrenme ortami ve materyal alt boyutunda en yiiksek ortalamaya okul dncesi (X=4.14)
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dgretmeni adaylarinin sahip oldugu, bunu sirayla Tirkce (X=3.92), ilkégretim matematik ve fen bilgisi
(X=3.88), sinif (X=3.79) ve sosyal bilgiler (X=3.77) branglarinin izledigi gériilmektedir. Ders disi etkinlikler
alt boyutunda en yiiksek ortalamaya okul éncesi (X=3.92) égretmeni adaylarinin sahip oldugu, bunu
sirayla Tirkce (X=3.80), sosyal bilgiler (X=3.67), ilkégretim matematik ve fen bilgisi (X=3.63) ve sinif
(X=3.32) 6gretmeni adaylarinin izledigi anlagilmaktadir. Ogretimi cesitlendirme alt boyutunda en yiiksek
ortalamaya okul éncesi (X=4.03) 6gretmeni adaylarinin sahip oldugu, bunu sirayla Tiirkce (X=3.87),
sosyal bilgiler (X=3.70), ilkégretim matematik ve fen bilgisi (X=3.66) ve sinif (X=3.52) 6gretmeni
adaylarini izledigi gorilmektedir. Sinif yonetimi alt boyutu séz konusu oldugunda ise en yiliksek
ortalamaya okul éncesi (X=4.09) 6gretmeni adaylarinin sahip oldugu, bunu sirayla Tiirkce (X=3.96),

sosyal bilgiler (X=3.82), sinif (X=3.79) ve ilkégretim matematik ve fen bilgisi (X=3.77) branslarinin izledigi
gorilmektedir.

Branslara gére Ogretmen adaylarinin 6gretme-68renme sireci yeterlik ortalamalari arasindaki
farkliigin anlamli olup olmadiginin belirlenmesi igin yapilan ANOVA testi sonuglari Tablo 8'de
sunulmusgtur.

Tablo 8.
Branslara Gére Ogretme-Ogrenme Siireci Yeterliklerine Yénelik ANOVA Testi Sonuglari.
Varyansin Kareler Kareler
Degisken Kaynagi Toplami sd Orta. F p r|2 Fark
Ogretme Gruplar Arasi 5.27 4 1.32 4.17 .00* .07 1>2
Ogrenme Siireci  Gruplar igi 73.66 233 .32
Yeterlikleri Toplam 78.93 237
Ogretimi Gruplar Arasi 5.33 4 1.33 4.21 .00* .07 1>5
Planlama Gruplar igi 73.87 233 .32
Toplam 79.20 237
Ogrenme Ortami  Gruplar Arasi 4.84 4 1.21 3.59 .01* .06 1>2
ve Materyal Gruplar ici 78.67 233 .34 1>5
Toplam 83.51 237
Ders Disl Gruplar Arasi 10.35 4 2.59 4.76 .00* .08 1>2
Etkinlikler Gruplar igi 126.71 233 .54
Toplam 137.06 237
Ogretimi Gruplar Arasi 7.950 4 1.99 4.56 .00* .07 1>2
Cesitlendirme Gruplar igi 101.47 233 A4
Toplam 109.42 237
Sinif Yonetimi Gruplar Arasi 3.86 4 .96 2.36 .05
Gruplar ici 95.27 233 41
Toplam 99.13 237

p<.05; 1-Okul dncesi; 2-Sinif; 3-ilkdgretim Mat. ve Fen Bil.;4-Tiirkce; 5-Sosyal Bilgiler

Tablo 8'de yer alan degerler, 6gretmen adaylarinin 6gretme-6grenme siireci yeterlikleri ortalamalari
arasinda anlamh bir fark oldugunu gostermektedir. Yapilan Scheffe testi, okul Oncesi Ogretmeni
adaylarinin yeterlik diizey algilarinin, sinif 6gretmeni adaylarina gére daha yiiksek oldugunu [F 4 233)=4.17,
p<.05, N2=.07] ortaya koymaktadir. Ogretme-6grenme siireci yeterlikleri dlceginin alt boyutlarina
bakildiginda sinif yonetimi hari¢ diger tim alt boyutlarda istatistiksel olarak anlamh farkliliklar oldugu
gorilmektedir. Scheffe testi sonuglarina dayanilarak, okul 6ncesi O6gretmeni adaylarinin 6gretimi
planlama alt boyutunda sosyal bilgiler 6gretmeni adaylarina gére [F(4,33=4.21, p<.05, I\J2=.O7], O0grenme
ortami ve materyal alt boyutunda sinif 6gretmeni ve sosyal bilgiler 6gretmeni adaylarina goére
[F(4,233=3.59, p<.05, I\J2=.06], ders digi etkinlikler [F,33=4.76, p<.05, N2=.08] ve Ogretimi cesitlendirme
[F(a,233)=4.56, p<.05, N2=.07] alt boyutlarinda yine sinif 6gretmeni adaylarina gore ortalamalarinin anlamh
diizeyde yiksek oldugu, ancak biitin bu farkliliklarin etki bayikltklerinin disik oldugu belirlenmistir.
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Egitim Felsefesi Egilimleri, Yasam Boyu Ogrenme Egilimleri ve Ogretme-Ogrenme Siireci Yeterlikleri
Arasindaki iliski

Ogretmen adaylarinin egitim felsefesi egilimleri, yasam boyu &grenme egilimleri ve &gretme-
0grenme sureci yeterlikleri arasindaki korelasyonun belirlenmesine yonelik yapilan analiz sonuglari Tablo
9’ da verilmistir.

Tablo 9.

Egitim Felsefesi Egilimleri, Yasam Boyu Ogdrenme Edilimleri ve Ogretme-Odrenme Siireci Yeterliklerine
Yénelik Korelasyon Degerleri.

2. g 3 £
s2 s E 2 :
B & £ s g £ « £
Qg = O 8 = 2 = 3
q', (7] - Q f_U - — T q:’ é X~ (8]
e~ EES ZES § T £ ¢ s
&G = c < (a) s 9 > = (5] € S
Q0 @ 92 p E o« E 2 2 =
-1 bl .L bl b1 © o )L c ‘c =
DEGISKEN 03 © 05 3838 & 8 & 2 2
Yasam Boyu Ogrenme 317 33 33 21 25 28 -18 -26 .17 21
Egilimleri
Gudilenme .29 .35 31 17 .22 .26 -05 -.09 A1 .08
Sebat .23 .23 25 17 .20 .20 -.05 -.08 .06 .04
Ogrenmeyi Diizenleme .25 .25 27 .16 .19 .25 -20  -.28 .15 21
Merak .26 .26 .25 .18 .22 .22 -.19 -.25 .18 .23
Daimicilik -00 -02 -02 .062 -.02 .00
Esasicilik -.05 -06 -10 .07 -.05 -.08
ilerlemecilik A1 .09 .16 .03 .07 11
Yeniden Kurmacilik .15 A3 .19 .07 .13 .16
*p<.05

Tablo 9'da yer alan degerlere gore, 6gretmen adaylarinin yasam boyu 6grenme egilimleri, 6gretme-
6grenme siireci yeterliklerinin geneli (r=.31) ve tiim alt boyutlari (rggretimi pianiama=-33, Fdgrenme Ortami ve
Materyal=-33: IDers Digi Etkinlikler=-21, Fogretimi Cesitlendirme=-25' Fsinf vonetimi=-28) ile dUslk dizeyde pozitif yénld,
egitim felsefesi egilimlerinden daimicilik (r=-.18) ve esasicilik alt boyutlari ile (r=-.26) negatif yonlu disik
diizeyde, ilerlemecilik (r=.17) ve yeniden kurmacilik alt boyutlari ile ise (r=.21) dusik diizeyde pozitif
yonla iliskilidir.

Yasam boyu 6grenme egilimleri alt boyutlari incelendiginde giidiilenme, 6gretme-6grenme siireci
Veter"k|erinin gene“ (r=-29) ve tim alt bOYUtIa” (rOéretimi Planlama=-351 rogrenme Ortami ve Materyal=‘311 bers Dist
Etkinlikler=-17r MSgretimi Ce§itlendirme=-22' Fsinif Ybnetimi=-26) ile dU§Uk duzeyde pOZitif yonlu |||§k||| O|dUéU
gorulmektedir. Ancak glidilenme ile egitim felsefesi egilimleri arasinda anlamh bir iliski bulunamamustir.
Sebat alt boyutuna bakildiginda, bu boyutun 6gretme-6grenme siireci yeterliklerinin geneli (r=.23) ve
tim alt bOVUtlarl (rﬁéretimi Planlama=-23l Idgrenme Ortami ve Materyal=-251 IDers Disi Etkinlikler=-17' Idgretimi Cegitlendirmez-zof
Foamf vonetimi=-20) ile dusik dizeyde pozitif yonli iliskili oldugu gorilmektedir. Ancak, sebat ile egitim
felsefesi egilimleri ile arasinda anlamli bir iliski bulunamamistir. Ogrenmeyi diizenleme alt boyutu ile
ogretme-6grenme sireci yeterliklerinin geneli (r=.25) ve tim alt boyutlar (rggetimi pianlama=-25, Fégrenme
Ortami ve Materyal=-27: Mers Disi Etkinlikler=-16' rOéretimi Cesitlendirmez-lgl Fsinif Yénetimi=-25) C|U§Uk duzeyde pOZitif Y0n|U,
egitim felsefesi egilimlerinden daimicilik (r=-.20) ve esasicilik ile (r=-.28) negatif yonlu disiuk diizeyde,
ilerlemecilik (r=.15) ve yeniden kurmacilk ile (r=.21) dustk dizeyde pozitif yonla iliskilidir. Merak alt
boyutu ile 6gretme-6grenme siireci yeterliklerinin geneli (r=.26) ve tim alt boyutlari (rggretimi praniama=-26,
rl@érenme Ortami ve Materya|='25; Mbers Disl Etkinlikler=-18; r@éretimi Cesitlendirmez-zzf FSinif Vbnetimiz-zz) ile dU§Uk d[]zeyde
pozitif yonli, egitim felsefesi egilimlerinden daimicilik (r=-.19) ve esasicilik ile (r=-.25) negatif yonlu
disik duzeyde, ilerlemecilik (r=.18) ve yeniden kurmacilik ile (r=.23) diisik dizeyde pozitif yonlu
iliskilidir.
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Ogretme-6grenme siireci yeterlik dlgegi ve alt boyutlari ile egitim felsefesi egilimleri incelendiginde,
O0gretme-6grenme siireci yeterlikleri ile yeniden kurmacilik arasinda disik dizeyde pozitif yonli (r=.15),
O0grenme ortami ve materyal ile ilerlemecilik (r=.16) ve yeniden kurmacilik (r=.19) arasinda dusik
dizeyde pozitif yonli, 6gretimi gesitlendirme ile yeniden kurmacilik (r=.13) arasinda disiuk dizeyde
pozitif yonli ve sinif yonetimi ile yeniden kurmacilik (r=.16) arasinda ise dislk dizeyde pozitif yonli iliski
oldugu gorilmektedir

Egitim Felsefesi Egilimleri ve Yasam Boyu Ogrenme Egilimlerinin Ogretme-Ogrenme Siireci
Yeterliklerini Yordama Diizeyi

Ogretmen adaylarinin yasam boyu égrenme egilimleri ve egitim felsefesi egilimlerinden (daimicilik,
esasicilik, ilerlemecilik ve yeniden kurmacilik) hangilerinin 6gretme-6grenme sireci yeterliklerinin
yordayicisi oldugunu belirlemek amaciyla agamali ¢oklu regresyon analizi yapilmistir. Yordayici degisken
olarak alinan yasam boyu 6grenme egilimleri ile egitim felsefesi egilimlerinin alt boyutlar arasinda
ylksek korelasyon bulunmamaktadir. Bu nedenle ¢oklu baglanti gézlenmemistir. Bagimsiz ve bagimli
degiskenler arasindaki baglantinin dogrusal oldugu sacilim grafigi (scatter plot) ile tespit edilmistir.
Regresyon analizine dahil edilen tim degiskenlerin normal dagihm gosterdigi (Q-Q, histogram ve sagilim
grafigi olusturularak) sonucuna ulasiimistir. Varyans Artis Faktort (VIF), Tolerans ve Durbin Watson
istatistikleri ile artiklarin bagimsiz olup olmadigi incelenmistir. Tolerans istatistigi birinci adimda 1.00,
ikinci adimda en diisuk .17, en yiiksek .92 olarak hesaplanmistir. VIF degeri ise birinci adimda 1.00, ikinci
adimda en diisiik 1.09, en yiksek 5.95 olarak hesaplanmistir.

Arastirma verileri arasinda oto korelasyonun olup olmadigina iliskin incelenen Durbin-Watson degeri
1.75 olarak hesaplanmistir. Elde edilen bu degerlere goére, verilerin asamali regresyon analizi yapmaya
uygun olduguna karar verilmistir.

Birinci analizde bagimh degisken olarak 6gretme-6grenme sireci yeterlikleri ele alinmis ve bagimsiz
degiskenler olarak ilk asamada yasam boyu 6grenme egilimleri ve ikinci asamada ise egitim felsefesi
egilimlerinin alt boyutlarn (daimicilik, esasicilik, ilerlemecilik ve yeniden kurmacilik) analize dahil
edilmistir. Analiz sonuglari Tablo 10’ da verilmistir.

Tablo 10
Egitim Felsefesi Eilimleri ve Yasam Boyu Ogrenme Egilimlerinin Ogretme-Odgrenme Siireci Yeterliklerini
Yordama Diizeylerinin Belirlenmesine Yénelik Analiz Sonuglari.

Std.
Model Degisken B Hata B t p R R AR’ F
1 (sabit) 2.60 .25 10.37 .00* 31 .10 .09 25.30
Ogretme Ogrenme  .260 .05 .31  5.03 .00*
Sireci Yet.
2 (sabit) 2.21 .37 5.94 .00* 34 11 .10 5.99
Yasam Boyu .25 .05 .30 471 .00*
Ogrenme Egilimleri
Daimicilik .02 .08 .03 .27 .79
Esasicilik .03 .07 .05 .52 .61
ilerlemecilik -13 11 -17  -1.16 .25
Yeniden Kurmacilik .20 A1 .26 1.75 .08

* p<.05; Bagimli Degisken: Ogretme Ogrenme Siireci Yeterlikleri

Tablo 10’da yer alan sonuglardan, yasam boyu 6grenme egilimlerinin bagimh degisken Uzerinde
anlaml bir yordayici (B=.31, p<.05) oldugu ve varyansa yaklasik % 9’luk katki sagladigi anlasiimaktadir.
ikinci asamada, egitim felsefesi egilimlerinin alt boyutlari olan daimicilik, esasicilik, ilerlemecilik ve
yeniden kurmacilik denkleme dahil edildiginde varyansa % 2’lik daha katki saglamis, boylece agiklanan
toplam varyans % 9.50°ye ulasmistir. Ancak daimicilik (B=.03, p>.05), esasicilik (B=-.05, p>.05),
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ilerlemecilik (B=-.17, p>.05) ve yeniden kurmacilik (B=.26, p>.05) degiskenlerin 6gretme-6grenme siireci
yeterliklerinin anlamli bir yordayicisi olmadigi sonucuna ulagiimistir.

Sonug, Tartisma ve Oneriler

Ogretmen adaylarinin egitim felsefesi egilimleri ve yasam boyu 6grenme egilimleri ile dgretme-
ogrenme slreci yeterlikleri arasindaki iliskiyi belirlemek amaciyla yapilan bu c¢alisma sonucunda,
o6gretmen adaylarinin bitlinlyle tek bir egitim felsefesinde yogunlasmamakla birlikte, ilerlemecilik ve
yeniden kurmacilik felsefelerini daha ¢ok benimsedikleri saptanmistir. Arastirmada ulasilan bu sonug,
alanyazinda 6gretmen ve 6gretmen adaylarinin egitim felsefesi egilimlerini belirlemeyi amaclayan pek
¢ok arastirma sonucu ile tutarlidir (Alkin Sahin, Tunca & Ulubey 2014; Altinkurt, Yilmaz & Oguz, 2012;
Aslan, 2017; Aybek & Aslan, 2017; Caliskan 2013; Doganay, 2011; Doganay & Sari, 2003; Duman, 2008;
Duman & Ulubey, 2008; Ekiz, 2007; Erbas, 2013; Gormez, 2015; llgaz, Biilbil Cuhadar, 2013; Kanath &
Schreglman, 2014; Kocak, Ulusoy & Onen, 2012; Kumral, 2015; Livingston, McClain & DeSpain, 1995;
Oguz, Altinkurt, Yilmaz & Hatipoglu, 2014; Sahan & Terzi, 2015; Tekin & Ustiin, 2008; Tunca, Alkin Sahin
& 0Oguz, 2015; Uyangor, Sahan, Atici & Borekgi, 2016; Yilmaz & Tosun, 2013; Yapici, 2013). Buna ek
olarak, bu arastirmada daimicilik ve esasicilik boyutlarinda erkek, ilerlemecilik ve yeniden kurmacilk
boyutlarinda ise kadin 6gretmen adaylarinin daha yiiksek ortalama puana sahip olmakla birlikte, sadece
esasicilik boyutunda erkek ogretmen adaylari lehine anlamli farkliigin oldugu saptanmistir. Benzer
olarak Yilmaz ve Tosun (2013) ile Biger, Er ve Ozel (2013), arastirmalarinda, istatistiksel olarak anlamli bir
fark olmasa da, daimicilik ve esasicilik boyutunda erkek 6gretmen adaylarinin, ilerlemecilik ve yeniden
kurmacilik boyutlarinda ise kadin 6gretmen adaylarinin puan ortalamalarinin daha yiiksek oldugu
sonucuna ulasmislardir. Buna ek olarak Alkin Sahin, Tunca ve Ulubey (2014) ve Kumral (2015) tarafindan
yapilan arastirmalarda da esasicilik boyutunda erkekler lehine, ilerlemecilik boyutunda ise kadinlar
lehine anlamh farkhlklar saptanmistir. Bu sonuglar, Yapic’nin (2013) arastirmasinda da ortaya kondugu
gibi, erkek 6gretmen adaylarinin, dini, ahlaki ve kiltiirel hususlara daha fazla 6nem verdikleri (daimicilik-
esasiclik), kadin 6gretmen adaylarinin ise daha 6grenci merkezli ve degisime agik olduklari (ilerlemecilik-
yeniden kurmacilik) biciminde yorumlanabilir.

Arastirmanin ortaya koydugu baska bir sonug ise, esasicilik boyutunda sosyal bilgiler 6gretmeni
adaylarinin okul o6ncesi ve sinif 6gretmeni adaylarina gore, ilerlemecilik ve yeniden kurmacilk
boyutlarinda da Tirkce 6gretmeni adaylarinin sosyal bilgiler 6gretmeni adaylarina gére anlaml dizeyde
farkhlasmis olmasidir. Calisma, 6gretmen adaylarinin benimsedikleri egitim felsefelerinde brans
degiskeni agisindan anlamli farkhliklar oldugunu ortaya koymaktadir. Bu farkliliklar alanyazindaki
arastirmalarin sonuglariyla tutarlihk géstermektedir (Duman, 2008; Ekiz, 2005; Gegici, 2000; Sahan &
Terzi, 2015). Bu sonuglar, 6gretmen adaylarinin alanlari kapsamindaki bilginin dogasi ve yapisindaki
farkhliklar ile acgiklanabilir. Baska bir anlatimla, bir alan kapsamindaki bilginin yapisi, 6gretmen adayinin
benimsedigi egitim felsefesinde, dolayisiyla gelecekteki 6gretim siirecini planlama ve uygulamasinda
etkili olabilir.

Bu arastirma sonucunda, 6gretmen adaylarinin genel yasam boyu 6grenme egilimlerinin yiksek
oldugu belirlenmistir. Alt boyutlar acisindan incelendiginde ise en yiksek ortalamaya giudilenme
boyutunun sahip oldugu ve bunu sirayla 6grenmeyi diizenleme, sebat ve merak alt boyutlarinin izledigi
saptanmistir. Ogretmen adaylarinin yasam boyu 6grenme egilimlerinin yiiksek diizeyde olmasi ve
giudilenme boyutunda da yiksek bir egilimin olmasi 6gretmenlik meslegi agisindan olumlu bir bulgu
olarak degerlendirilebilir. Alanyazinda bu sonucu destekleyen bir¢ok arastirma bulunmaktadir. Evin
Gencel (2013) arastirmasinda, 6gretmen adaylarinin yasam boyu 0Ogrenmede kendilerini yeterli
algiladiklarini belirlemis, Demirel ve Akkoyunlu (2010) ile Sahin, Akbasl ve Yanpar Yelken (2010)
tarafindan yapilan galismalarda da benzer sonuglara ulasiimistir. Ancak, Diker Coskun'un (2009)
calismasinda gesitli Gniversite ve fakiltelerde 6grenim géren katilimcilarin yasam boyu 6grenme
egilimlerinin dusik diizeyde oldugu saptanmistir. Arastirma sonuglarinin tezathk gostermesi arastirma
orneklemlerinin nitelik ve nicelik bakimindan farkhlk gostermesinden kaynaklanabilir. Ayrica, bu
calismada kadin 6gretmen adaylarinin yasam boyu o6grenme egilimlerinin erkeklere gére anlaml
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diizeyde yiksek oldugu ortaya konmustur. Bu sonug, alanyazindaki diger arastirma sonuglariyla da
tutarhidir (Demirel & Akkoyunlu, 2010; Diker Coskun, 2009; Evin Gencel, 2013; izci & Kog, 2012; Karakus,
2013; Kilig, 2014; Konokman & Yelken, 2014; Sahin, Akbash & Yanpar Yelken, 2010). Ancak, alanyazinda
erkek 6gretmen adaylarinin kadin 6gretmen adaylarina goére daha yuksek diizeyde yagam boyu 6grenme
egilimine sahip olduklarina iliskin ¢alismalar da yer almaktadir (Diker Coskun & Demirel, 2012). Ayrica,
o6gretmen adaylarinin yasam boyu 6grenme egilimleri agisindan cinsiyetin belirleyici bir faktor olmadigini
ortaya koyan arastirmalara da rastlanmistir (Oztiirk & Kiligaslan, 2008; Savuran, 2014; Sahin, Akbash &
Yanpar Yelken, 2010; Yaman, 2014; Yaman & Yazar, 2015). Arastirma sonuglarindaki farkliliklar
arastirmalardaki 6rneklem ve veri toplama araglarindaki farkhhklar ile agiklanabilir.

Buna ek olarak arastirmada okul o6ncesi Ogretmeni adaylari ile ilkégretim matematik ve fen
bransindan olan 6gretmen adaylarinin 6grenmeyi diizenleme egilimlerinin sosyal bilgiler brangindan olan
o6gretmen adaylarina goére daha yiksek oldugu sonucuna ulasiimistir. Yaman ve Yazar (2015) ile Sahin,
Akbasli ve Yanpar Yelken (2010) tarafindan yapilan calismalarda da benzer sonuglara ulasiimistir. Bu
sonuglar, 6gretmen adaylarinin branslarinin yasam boyu 6grenme egilimleri Gzerinde belirleyici bir
etkiye sahip oldugunu géstermektedir.

Bu arastirma ile 6gretmen adaylarinin kendilerini 6gretme-6grenme sireci yeterlikleri agisindan
genel olarak ylksek diizeyde yeterli algiladiklari saptanmistir. Alt boyutlar agisindan incelendiginde en
yiiksek ortalamanin 6gretimi planlama alt boyutunda oldugu ve bunu sirayla 6grenme ortami ve
materyal, sinif yonetimi, 6gretimi cesitlendirme ve ders digi etkinlikler alt boyutlarinin izledigi
gorilmektedir. Bu sonug, 6gretmen ve 6gretmen adaylarinin 6z-yeterlik algilarini belirlemek amaciyla
yapilmis bircok arastirma sonucuyla tutarlilk gostermektedir (Aydin & Boz, 2010; Biyikduman, 2006;
Diken, 2006; Gencer & Cakiroglu, 2007; Gergek, Yilmaz, Késeoglu & Soran, 2006; llgaz, Bllbiul & Cuhadar,
2013; Kiigiikyilmaz & Duban, 2006; Savran & Cakiroglu, 2001; Uygur, 2010; Ulper & Bagci, 2012; Yildirim,
2011). Arastirma sonunda O8retme-68renme slireci yeterliklerine iliskin ortalama puanlar agisindan
kadin 6gretmen adaylarinin erkeklere gére kendilerini daha olumlu olarak algiladiklari, ancak bu farkin
istatistiksel olarak anlamli olmadigi goriilmektedir. Bu sonug, Sahan ve Z6g (2017) tarafindan yapilan
arastirmada ortaya konan Ogretmen adaylarinin 6gretme-6grenme sireci yeterliklerinin cinsiyet
degiskenine goére farklilasmadigi sonucu ile tutarhdir. Cinsiyetin 6gretme-6grenme siireci yeterliklerini
etkileyen bir degisken olmadigi sonucu Konokman ve Yelken (2013) ve Seferoglu’nun (2004)
arastirmalarindaki sonuglarla da desteklenmektedir. Benzer sonuglara 6gretmen adaylarinin 6z-yeterlik
algilarini belirlemek amaciyla yapilan ¢alismalarda da ulasiimis, 6gretmen adaylarinin 6z-yeterlik
algilarinin cinsiyete gore anlamli olarak farklilasmadigi saptanmistir. (Azar, 2010; Cimen, 2007; Erisen &
Celikoz, 2003; Gengtiirk & Memis, 2010; Gergek, Yilmaz, Késeoglu & Soran, 2006; Kahyaoglu & Yangin,
2007; Nazri & Barrick, 1990; Seferoglu, 2004; Tschannen Moran & Woolfolk Hoy, 2002; Uygur, 2010;
Ulper & Bagcl, 2012; Yaman, Koray & Altuncekic, 2004; Yildinm, 2011). Diger yandan, alanyazinda
o6gretmen adaylarinin yeterlik algilarinin cinsiyetleri acisindan anlaml olarak farklilastigini ortaya koyan
arastirmalara da rastlanmistir (Capri & Celikkaleli, 2008; Demirtas, Comert & Ozer, 2011; Elkatmis,
Demirbas & Ertugrul, 2013; Uyangdr, Sahan, Atici & Bérekgi, 2015). Ornegin, Cakir, Erkus ve Kilig (2000)
ile Seker, Deniz ve Gorgen (2005), arastirmalarinda cinsiyet degiskeni agisindan 6gretmen adaylarinin
mesleki yeterlik veya 6z-yeterlik inanglarinin kadin 6gretmen adaylari lehine anlamli diizeyde farkhlastig
sonucunu ortaya koymuslardir. Arastirma sonuglarindaki bu farklilik, farkli 6érneklem gruplari ve veri
toplama araglari ile galisiilmis olmasindan kaynaklanabilir.

Arastirma ile okul Oncesi 6gretmeni adaylarinin sinif 6gretmeni adaylarina kiyasla genel yeterlik
algilarinin anlamh diizeyde yliksek oldugunu ortaya koymustur. Buna ek olarak okul dncesi 6gretmeni
adaylarinin 6gretimi planlama alt boyutunda sosyal bilgiler 6gretmeni adaylarina goére, 6grenme ortami
ve materyal alt boyutunda ise sinif 6gretmeni ve sosyal bilgiler 6gretmeni adaylarina gore, ders disi
etkinlikler ve o6gretimi c¢esitlendirme alt boyutlarinda vyine sinif 6gretmeni adaylarina gore
ortalamalarinin anlaml diizeyde yiiksek oldugu sonucuna varilmistir. ilgili alanyazinda, bu sonucu
destekleyen arastirmalar (Cakir, Kan & Siinbiil, 2006; Demirtas, Cdmert & Ozer, 2011) bulunmaktadir.
Okul Oncesi 6gretmen adaylari ile diger branslardaki 6gretmen adaylari arasindaki ortaya ¢ikan bu
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farkhlik, bu bransin hedef kitlesi olan 6grenci grubunun 6zellikleriyle agiklanabilir. Gelisim 6zelligi olarak
okul oncesi yas grubunun daha fazla 6gretim materyali ve 6g8retimi gesitlendirme gereksinimi bu
sonucun bir nedeni olarak yorumlanabilir.

Arastirma sonucunda, yasam boyu 6grenme egilimleri agisindan yiiksek algiya sahip 6gretmen
adaylarinin 6gretme-6grenme sireci yeterlikleri agisindan da kendilerini daha olumlu algiladiklari
saptanmistir. Nyiri'nin (1997) yasam boyu 6grenme kavramini, bireyin ilgi, ihtiyagc ve becerilerinin
farkindahgi ile bunlarin yasam boyunca gelistiriimesine yonelik 6grenme sireci olarak tanimlamasi bu
iliskiyi desteklemektedir. Ayrica bu sonug, 6gretmen adaylarinin hem mevcut 6gretme-6grenme
yeterlikleri hem de bu yeterlikler bakimindan kendilerini gelistirmeye agik olarak algilamalari agisindan
olumlu olarak yorumlanabilir. Diker Coskun’un (2009) liniversite 6grencileri ile yuriittigl arastirmasinda
dile getirdigi yasam boyu 6grenme egilimlerinin artmasi ile gelecekte is basarisina iliskin inanglarinin da
artacagina’ yonelik beklentisi bu sonucu desteklemektedir. Diger yandan, yasam boyu Ogrenme
egilimleri ylksek olan 6gretmen adaylarinin daha cok ilerlemeci ve yeniden kurmaci felsefeleri, distk
olanlarin ise daha ¢ok daimici ve esasici felsefeleri tercih etmeleri manidar bir sonug¢ olarak
degerlendirilebilir. Clinkl ¢agdas felsefeler olarak yorumlanan ilerlemeci ve yeniden kurmaci felsefeler,
o0grenci merkezli anlayisi ve bilginin degisebilir oldugu gorisini benimserken, geleneksel egitim
felsefeleri olarak kabul edilen daimici ve esasici felsefeler ise 6§retmen-konu merkezli anlayisi ve bilginin
degismez oldugu gorisiniu temel almaktadirlar (Cevizci, 2016; Erglin, 2014; Gutek, 2014). Benzer
sonuglar Sahan ve Terzi (2015) tarafindan yapilan arastirmada da ortaya ¢ikmis, daimici ve esasici egitim
felsefeleri ile geleneksel 6gretme-6grenme anlayisi arasinda, ilerlemeci ve yeniden kurmaci egitim
felsefeleri ile de cagdas Ogretme-6grenme anlayisi arasinda pozitif yonli anlamli iliski oldugu
saptanmistir. Ulasilan bu sonucun 6gretme-6grenme anlayislari ve temele aldig felsefeler arasindaki
iliskiye yonelik kuramsal yapiyla da (Akinoglu, 2014; Clements & Battista, 1990; Selley, 1999; Schunk,
1991; Sahan, 2014; Yurdakul, 2005) tutarli oldugu gérilmektedir.

Bu calisma, Ogretmen adaylarinin yasam boyu o6grenme egilimlerin, 0gretme-6grenme siireci
yeterliklerinin geneli ve tim alt boyutlar ile pozitif yonli iligkili oldugunu ortaya koymustur. Benzer
sonuglar, Tarhan’in (2015) Gniversite 6grencileri ile, Ayra ve Kosterelioglu’nun (2015) ise 6gretmenlerle
yaptigl arastirmalarin sonuglari ile tutarlidir. Buna ek olarak yasam boyu 6grenme egilimleri alt
boyutlarindan glidiilenmenin, 6gretme-6grenme sireci yeterliklerinin geneli ve tim alt boyutlari ile
distuk duzeyde pozitif yonla iliskili oldugu saptanmistir. Arastirma ile 6grenmeyi dizenleme alt
boyutunun ise 6gretme-6grenme sireci yeterliklerinin geneli ve tim alt boyutlari ile disik dizeyde
pozitif yonlu iligkili oldugu saptanmistir. Ayrica, giidilenmenin, egitim felsefesi egilimlerinden daimicilik
ve esasicilik ile negatif yonli dusuk dizeyde, ilerlemecilik ve yeniden kurmacilik ile disiik diizeyde pozitif
yonli iliskili oldugu ortaya cikmistir. Ogrenenin kazandigi bilgi ve becerileri kendi diisiince ve
davranislariyla kontrol edebilme yetisi olarak yorumlanan 6grenmeyi diizenleme (Smith, 2001) dizeyi
ylksek olanlarin, 6grenciyi slirecin merkezine alan ve kendi 6grenmesinden sorumlu kilan ¢agdas egitim
felsefeleri olan ilerlemeci ve yeniden kurmaci felsefelere (Turkoglu, 1997; Yayla, 2010) egilimli olmasi
arastirmada beklenen bir sonug olarak yorumlanabilir. Bunlara ek olarak merak alt boyutunun, 6gretme-
o6grenme sireci yeterliklerinin geneli ve tiim alt boyutlari ile diisiik diizeyde pozitif yonli, egitim felsefesi
egilimlerinden daimicilik ve esasicilik ile negatif yonli dusik dizeyde, ilerlemecilik ve yeniden kurmacihk
ile dusik duzeyde pozitif yonli iliskili oldugu da saptanmistir. Bireyi 6grenmeye ve 6grenme siirecinde
aktif olmaya iten temel duygulardan biri olan merak (Takkag Tulgar, 2018) dlizeyinin daimici ve esasici
felsefeleri benimseyen 6gretmen adaylarinda disuk, ilerlemeci ve yeniden kurmaci egitim felsefelerini
(Gutek, 2014; Yayla, 2010) benimseyen 6gretmen adaylarinda da ylksek dizeyde olmasi anlamli bir
sonug olarak yorumlanabilir.

Bu arastirma, 6gretme-6grenme siireci yeterlikleri ile yeniden kurmacilik arasinda disik dizeyde
pozitif yonll, 6grenme ortami ve materyal ile ilerlemecilik ve yeniden kurmacilik arasinda disiik diizeyde
pozitif yonll, 6gretimi ¢esitlendirme ile yeniden kurmacilik arasinda distk diizeyde pozitif yonli ve sinif
yonetimi ile yeniden kurmacilik arasinda diisiik diizeyde pozitif yonlu iliski oldugunu gostermistir.
Uyangor, Sahan, Atici ve Borekgi (2016) ile llgaz, Biilbil ve Cuhadar (2013) arastirmalarinda ilerlemeci ve
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yeniden kurmaci felsefelerini benimseyen 6gretmen adaylarinin yeterlik algilarinin yiiksek, daimici ve
esasici felsefeleri benimseyen katihmcilarin ise yeterlik algilarinin dusik oldugu sonucuna ulagsmiglardir.
Elde edilen bu sonug, 6gretme-6grenme siireci yeterlikler algilari yliksek 6gretmen adaylarinin daha gok
Ogretim suirecinde rehberlik roliinii, yeterlik algilari disik olan 6gretmen adaylarinin ise daha ¢ok konu
ve 6gretmen merkezli bir 6gretim siireci benimseyeceklerinin gostergesi olarak yorumlanabilir.

Arastirma sonucuna gore, 6gretmen adaylarinin yasam boyu 6grenme egilimleri 6gretme-6grenme
siireci yeterliklerini yordayici 6zellige sahiptir. Ogretmen adaylarinin yasam boyu égrenme egilimleri ve
egitim felsefelerine yonelik egilimleri birlikte diisintldiigiinde ise 6gretme-6grenme siireci yeterliklerini
yordayicilik &zelliginin arttigi saptanmistir. Diger yandan tek bagina egitim felsefelerine yonelik
egilimlerin 6gretme-6grenme sireci yeterliklerini yordamada yetersiz oldugu gorilmistir.

Genel sonug olarak, 6gretmen adaylarinin ilerlemecilik ve yeniden kurmacilik felsefelerini daha ¢ok
benimseme egiliminde olduklari, yasam boyu 6grenme ve 6gretme-6grenme siireci yeterliklerinin de
yiksek oldugu saptanmistir. Ogretmen adaylarinin yasam boyu 6grenme egilimleri arttikca, dgretme-
o6grenme sireci yeterlik algilarinin da arttigi ve bu artisin ilerlemeci ve yeniden kurmaci egitim
felsefelerini benimseyenlerde de gerceklestigi saptanmistir. Ogretmen adaylarinin egitim felsefelerine
yonelik egilimlerinin tek basina 6gretme-6grenme siireci yeterliklerini yordamada yetersiz oldugu, ancak
yasam boyu 06grenme egilimleri ve egitim felsefelerine yonelik egilimler birlikte disiinildiginde
0gretme-6grenme sireci yeterliklerini yordayicilik 6zelligine sahip oldugu belirlenmistir.

Calisma sonuglarina dayali olarak gelistirilen 6neriler agagida siralanmistir:

1. Calisma, 6gretmen adaylarinin agirlikh olarak ilerlemeci ve yeniden kurmaci felsefeleri benimsedigini
ortaya koysa da, belli oranda daimici ve esasici egitim felsefelerini benimseyen 6gretmen adaylarinin
da yer aldig1 gorilmektedir. Milli Egitim Bakanhiginca hazirlanan egitim programlarinin gerektigi gibi
uygulanabilmesi icin 6gretmen adaylarinin bu bulguyla uyumlu sekilde yetistiriimesi gerekir. Bu
amagla egitim fakiltesi programlarinda yer alan Egitim Felsefesi dersinin kredisi artiriimalidir.

2. Katilimcilarin yasam boyu 06grenmeye egilimlerinin ylksek oldugu saptanmis olmakla birlikte,
o6gretmen adaylarinin mezun olduktan sonra da glincel kalabilmelerinin tek yolunun yasam boyu
o6grenmeyi sirdirmeleri oldugundan hareketle, egitim fakiltelerinde yasam boyu 0grenme
olanaklarini destekleyici ortamlar hazirlanmalidir. Ogretmen adaylarina bilgiye ulasmalari ve
kendilerini gelistirmeleri konusunda katki saglayabilecek alt yapi olanaklarinin saglanmasi, akran
ogretimi kapsaminda sosyal etkinliklerin diizenlenmesi yasam boyu 6grenme olanaklarini destekleyici
olabilir.

3. Bu arastirma, boylamsal bir yaklasimla 1. - 4. sinif siirecinde benzer gruplarla tekrarlanarak,
6gretmen yetistirme sirecinin 6gretmen adaylarinin egitim felsefesi egilimlerine, yasam boyu
o6grenme egilimlerine ve 6gretme-6grenme sireci yeterliklerine etkileri belirlenebilir.

4. Ogretmen adaylarinin dgrenim gordiikleri Giniversitenin, benimsedikleri egitim felsefesi egilimleri,
yasam boyu 6grenme egilimleri ve 6gretme-6grenme sireci yeterlikleri Gzerinde anlamli bir etkiye
sahip olup olmadigi arastirabilir.

5. Egitim felsefesi egilimleri, yasam boyu 6grenme egilimleri ve 6gretme-6grenme sireci yeterliklerinin
sekillenmesinde kiltirel faktorlerin etkili olabileceginden hareketle farkl kiltiirlerden 6gretmen
adaylari ile karsilastirmali egitim calismalari yapilabilir.

6. Egitim felsefelerine yonelik egilimler, yasamboyu 6grenme egilimleri ve 6gretme-6grenme sireci
yeterlikleri konusunda nicel yéntemlerle toplanan verilerin, nitel arastirma ydntemleri ile de
desteklenmesine veya aciklanmasina yonelik karma yontemin benimsendigi ileri arastirmalar
yapilabilir.
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