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This study investigated the relationship between teachers' educational beliefs and
their perceptions about school climate. The study was designed as a correlational
survey model. The sample included 357 teachers working in the central districts of Van
province in 2019-2020 academic year. "Educational Beliefs Scale" and "School Climate
Scale" were used as data collection tools. Correlational and regression analyses were
carried out to explore the relationships among the study variables. According to the
results, teachers' beliefs about contemporary philosophical approaches were strong. In
terms of teachers' perceptions of school climate, all scores were close to each other,
but higher scores were found in directive and supportive school climates. Results
concerning the relationship between education beliefs and school climate showed that
teachers having progressivist and existentialist education beliefs saw their schools as
more supportive and directive while teachers having a reconstructionist educational
philosophy perceived their schools as more directive and restrictive. Teachers
adopting a perennialist educational belief interestingly described their schools as more
supportive, directive and intimate. As expected, teachers who follow essentialist
beliefs in education regarded their schools as more restrictive in terms of climate. The
results of the study indicated that teachers' philosophical beliefs about education
were, although at a low level, a significant predictor of their perception of school
climate.
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Bu arastirmada, 6gretmenlerin benimsedikleri egitim felsefeleri ile okul iklimine iliskin
algilan arasindaki iliskiyi saptamak amaglanmistir. Bu arastirma iligkisel tarama
modelinde tasarlandi. Aragtirmanin 6rneklemini 2019-2020 egitim-6gretim yilinda Van
ili merkez ilgelerinde gorev yapan 357 6gretmen olusturdu. Arastirmada veri toplama
araci olarak “Egitim inanglari Olgegi” ile “Okul iklimi Olgegi” kullanildi. Arastirmada
korelasyon ve regresyon analizleri yapildi. Arastirma sonuglarina gore, 6gretmenlerin
cagdas felsefi yaklagimlara iliskin inanglar ylksek duzeydedir. Okul iklimi algilari
baglaminda puanlar birbirine yakin olmakla birlikte 6gretmenlerin yonlendirici ve
destekleyici okul iklimi algilar daha yiksektir. Egitim inanglari ve okul iklimi algilar
arasindaki iligki, ilerlemeci ve varolusgu egitim inanglarina sahip 6gretmenlerin
okullarini iklim agisindan daha destekleyici ve yonlendirici olarak gérdugint gosterdi.
Yeniden yapilandirmaci egitimine inanan 6gretmenler, okullarini iklim agisindan daha
yonlendirici ve kisitlayici olarak degerlendirdi. Daimici bir egitime iliskin inang dizeyi
yuksek olan 6gretmenler, ilging bir sekilde okullarini daha destekleyici, yonlendirici ve
samimi olarak gordi. Beklendigi gibi, esasici egitime inanan 6gretmenler, okullarini
iklim agisindan daha kisitlayici buldu. Arastirmanin sonuglari, egitime iliskin felsefi
inanglarin, dusiik dizeyde olmakla birlikte 6gretmenlerin okul iklimi algisinin anlamli
bir yordayicisi oldugunu gostermistir.
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Introduction

In the dialogues of Socrates, philosophy is seen as an activity of criticism, questioning and mutual
discussion (Plato, 2016). In all of these activities, there is a search for meaning and an effort to reach the
truth. Therefore, when it is considered in this aspect, it can be said that the philosophy is an activity of
thinking, questioning, discussing, understanding and making sense. Philosophy is the name of the
discipline formed as a result of systematic, in-depth and fictional thinking on the relationship of human
with the universe (Gutek, 2017).

The philosophy of education can be mentioned when concepts or phenomena at the center of
education are inquired. Who should be trained? How should educational programs be organized?
Should everyone get the same education? What should be the role of government in education? It is
possible to find philosophical answers that can correspond to each of these questions. Gutek (2017)
states that a teacher who started to think about reality, human nature and society makes educational
philosophy. Noddings (2017) stated that problems regarding education and answers sought with the
philosophical method are included in the field of educational philosophy.

It is possible to talk about epistemology when the knowledge of being is questioned. In
epistemology, concepts such as thought, proposition, belief, truth, justification and knowledge are
emphasized (Audi, 1988; BonJour & Sosa, 2003; Musgrave, 2013). It is claimed that people know to the
extent that they have correct and justified beliefs (BonJour & Sosa, 2003). Therefore, it can be argued
that belief in epistemology is a concept that is emphasized.

Belief is an attitude, understanding or proposition that we have and think that it is true (Richardson,
1996). Belief refers to the state of balance in a person. It is unlikely that belief will be altered unless the
person has a feeling of dissatisfaction (Pajares, 1992) because there is an aspect of belief that gives
people peace and guides their behavior. According to Peirce (1877), there is doubt where belief is
lacking, and doubt does not have such an effect on our wishes and actions.

Beliefs have an impact on people's emotions, decision-making processes and actions (Baron, 1992;
Richardson, 1996). Beliefs also affect people's thinking structures and sometimes, these beliefs can even
lead people to biased behavior (Nickerson, 1998). In terms of educational organizations, it is seen that
teachers' philosophical beliefs are related to different cognitive and psychological elements such as their
critical thinking dispositions (Alkin Sahin, Tunca & Ulubey, 2014) and their self-efficacy perceptions
(llgaz, Bulbul & Cuhadar, 2013). Philosophical beliefs about education also affect teachers' teaching
approaches. Bas’s (2015) study revealed that the beliefs of contemporary educational philosophy are
related to constructivist teaching-learning and traditional beliefs of educational philosophy are related
to traditional teaching-learning. Teachers' beliefs also affect their classroom behavior (Harvey, Prather,
White & Hoffmeister; Okut, 2009; Pajares, 1992). In other words, it can be argued that teachers' beliefs
about education affect classroom climate. For example, a teacher having a perennialist educational
belief may be in search of a continuous reality, while another teacher adopting a progressivist
philosophy in education may believe in the uncertainty of reality. These differentiated belief systems
may be reflected in the language used by teacher in classroom, in behaviors and classroom atmosphere.
Because in perennialism the focus is on the stable nature of reality, while in progressivism the focus is
on uncertain reality (Mosier, 1951). An existentialist teacher tries to create a learning climate where
both teachers and students are free to think, ask questions and establish philosophical dialogue about
life issues and moral choices because they respect individual freedom and preferences of students (Tan,
2006). Ozkal, Tekkaya, Cakiroglu and Sungur's (2009) study revealed that students with fixed epistemic
beliefs regard their learning environment as less constructivist. Similarly, it can be argued that school
climate is an important factor in shaping teacher beliefs. Beets et al. (2008) reached a conclusion in this
direction in their research.

The concept of climate, which is emphasized as the personality of an organization (Halpin, 1966), is
at the focus of studies such as leadership, bullying, student achievement and organizational
commitment (Sezgin & S6nmez, 2018). School climate perception is an essential predictor of teacher job
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satisfaction and organizational citizenship behavior (DiPaola & Tschannen-Moran, 2001; Taylor &
Tashakkori, 1995). A positive perception of school climate is seen as necessary in terms of student
achievement and school effectiveness (Hoy, Hannum & Tschannen-Moran, 1998; Hoy, Tarter &
Kottkamp, 1991; Senel & Bulug, 2016). When school climate is perceived as supportive, negative
personality behaviors such as emotional imbalance are seen less (Sahin, Sénmez & Yavuz Tabak, 2019).
Teacher leadership behaviors are less visible when school climate is perceived as restrictive, (Kiling,
2014). In short, teachers' beliefs about education can also be seen as necessary because positive
organizational components are often associated with a positive school climate perception. In the
research, it is primarily predicted that teachers’ perception of a positive school climate will increase
when they have contemporary philosophical beliefs about education. It can be argued that other
positive organization components may be seen more frequently in an environment where positive
school climate perception increases.

Philosophical Beliefs in Education

The concept of belief has been one of the topics that have been included in the scope of philosophy
since ancient times. Plato (2016) discussed belief as one of the primary conditions of knowledge in the
dialogue Theaetetus. A high level of belief may indicate the correctness of a proposition an individual
expresses while a low level of belief may be an indication of its inaccuracy (Armstrong, 1973).

Unlike knowledge, belief is hard to define because it is based on personal evaluations and judgments
rather than objective reality. Belief associated with mind structures can differ from one person to
another (Abelson, 1979). The problem of defining belief, the poor conceptualization of belief, and
differing perceptions of belief and belief sets make it challenging to clarify beliefs in education (Pajares,
1992). Armstrong (1973) considers belief as a conscious formation that is specific to the believer,
reflects the mental state of the believer and appears in the believer's mind. Philosophical beliefs related
to education can be considered as difficult to be defined in this context. Teachers have different beliefs
about themselves, their professions, school, students, colleagues, family, environment and society.
However, beliefs about education generally express attitudes and value judgments about education
(school, teaching, learning, student) (Pajares, 1992).

There are different studies in the literature to determine educational beliefs (Doganay, 2011;
Kerlinger & Kaya, 1959; Minor, Onwuegbuzie, Witcher & James, 2002; Silvernail, 1992; Sirotnik, 1979;
Tsai, 2002; Yilmaz, Altinkurt & Cokluk, 2011). For example, Kerlinger and Kaya (1959) used a two-factor
(traditional and progressive), and, similarly, Minor et al. (2002) employed a two-factor (transmissive and
progressive) educational beliefs scale to collect data while the educational beliefs scale in Silvernail
(1992)’s study had three factors. The first factor refers to the perennialism that combines essentialism
and traditionalism, the second factor refers to the romanticism that combines reconstructivism and
existentialism, and the third factor refers to the progressivism. In Doganay's (2011) study, it is seen that
philosophical beliefs related to education are examined in the dimensions of perennialism, idealism,
realism, experimentalism and existentialism. Tsai (2002) examined teachers' beliefs about education as
traditional, process and constructivist beliefs. Yilmaz et al. (2011) developed a five-dimensional structure
to determine beliefs about education.

There is a similarity between essentialism (also known as fundamentalism) and idealism and realism,
which are traditional philosophies. As in these philosophies, the reality is conveyed to the student in a
particular structure and order. Ideologically, essentialism is similar to the conservative view arguing that
the main function of education is to convey cultural values and basic knowledge. Essentialists' views
conflict with naturalism, pragmatism, and existentialism (Gutek, 2017). Perennialism (also known as
universalism) emphasizes the transfer of cultural heritage, abundant practice, strengthening teacher
authority and the passive role of the student (Silvernail, 1992). According to a perennialist, the first
problem of an educator is to explain human nature and to design an education program based on
universal qualities related to this nature. According to perennialism, the school curriculum should
include universal and repetitive issues in human life; be logical and provide an environment for students
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to think; include moral principles; should encourage students to make moral and rational criticism
(Gutek, 2017). Perennialism also corresponds to idealism, one of the philosophical movements, and in
this philosophical belief, intellectual and spiritual potential of an individual is tried to be developed
(Cevizci, 2014). Progressivism has emerged as a reaction to the formalism and oppression of traditional
education (Gutek, 2017). In progressivism, it is aimed to educate students who have high social
awareness, problem-solving skills and active learning in the course (Silvernail, 1992). In progressivism,
which takes its source from pragmatism and naturalism, innovative educational practices that will free
individuals are given importance (Gutek, 2017). Cultural heritage is critically addressed in
reconstructivism, theoretical social reforms are planned, a planned action that leads to a cultural
innovation is developed, and cultural innovation is tested with the theoretical social reform plan (Gutek,
2017). The basic idea in existentialism is that the individual is unique in society. With this understanding,
all people have the responsibility to exist and define themselves (Gutek, 2017). Noddings (2017) stated
that existentialism, which includes the ideas of many thinkers and rejects systematic philosophy and
thought structures, is not an entirely philosophical movement. In the existentialist view, the idea of
“existence precedes essence' is frequently emphasized (Noddings, 2017). In other words, existentialists
deny that the individual has a predetermined nature.

School Climate

It is unlikely to mention a generally accepted definition of school climate or school climate
dimensions (Thapa, Cohen, Guffey & Higgins-D’Alessandro, 2013). However, it can be argued that a
holistic approach to the studies dealing with school climate from different perspectives will make it
easier to understand this concept. It is possible to define a school climate as a climate, which
distinguishes a school from other schools and affects the behavior of each individual in the school
(Miskel & Hoy, 2013).

Different studies have been conducted to measure the school climate and determine its dimensions
(Halpin & Croft, 1963; Hoy & Clover, 1986; Hoy, Hoffman, Sabo & Bliss, 1996; Hoy et al., 1991; Kavgaci,
2010). In the Organizational Climate Description Questionnaire (OCDQ) developed by Halpin and Croft
(1963), school climate is considered in six dimensions considering the behaviors of teachers and school
administrators: (1) open, (2) autonomous, (3) controlled, (4) familiar, (5) paternal and (6) closed. Hoy et
al. (1991) produced a new form of this questionnaire to determine school climate in primary schools
(OCDQ-RE). In OCDQ-RE, school administrators’ behaviors associated with school climate were
examined in the subscales of supportive, directive and restrictive. Teachers' behaviors associated with
school climate were examined in the subscales of collegial, intimate and disengaged. In the School
Climate Scale in which Kavgaci (2010) adapted OCDQ-RE into Turkish, school climate emerged in four
dimensions: supportive, directive, restrictive and intimate.

In a supportive school climate, school administrators support teachers' professional and personal
development. In schools where this climate is dominant, the visibility of the school principal is high, and
teachers do not have difficulty in interacting with the principal (Thomas, 1976). Moreover, in a
supportive school climate, the school principal does not disturb teachers with simple bureaucratic tasks
and does not force or obstruct them because the principal knows the workload of teachers (Hoy et al.,
1996). It is possible to consider a restrictive school climate as the opposite of a supportive school
climate. In a restrictive school climate, the principal tries to make things hard for teachers rather than
facilitating their work. In schools where this climate is dominant, teachers have a high workload, and
they have routine tasks to do. Teachers have difficulty in focusing on education and training activities in
this overwork (Thomas, 1976). In an intimate school climate, teachers are continuously monitored
closely by the principal. In other words, control-oriented administration is dominant in this climate. In a
school climate with intimacy, the relationships between teachers are sincere (Halpin & Croft, 1991). In
this friendly atmosphere, strong ties and close friendships are established among school members (Hoy
& Clover, 1986; Kottkamp et al., 1987).
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In this study, it was aimed to determine how school climate perceptions change depending on
teachers' philosophical beliefs about education. For this purpose, the following questions were
addressed:

1. What is the level of philosophical beliefs of teachers about education?
2. What is the level of teachers' perceptions of school climate?

3. Is there a meaningful relationship between teachers' philosophical beliefs about education and their
perceptions about school climate?

4. To what extent do teachers' philosophical beliefs predict their school climate perceptions?

Method
Research Design

This research was designed in a correlational survey model. The correlational survey model aims to
determine the existence and the degree of co-change between two and more variables (Karasar, 2012).
In this study, this model was used because it was aimed to determine the relationship between
teachers' philosophical beliefs in education and their perceptions about school climate. Philosophical
beliefs about education were examined as the predicting variable and school climate was examined as
the predicted variable.

Population and Sample

The population of the research was composed of all teachers working in public schools in the central
districts of Van province in the 2019-2020 academic year, and the sample of the research was 378
teachers. Appropriate sampling method was used in the study. Twenty-one questionnaires were not
evaluated because they were filled with sloppy. The evaluation was made on 357 questionnaires.
Approximately 57.00% (n = 204) of the teachers participated in the study were male and 43.00% (n =
153) were female. The sample is in the 22-60 age range, and the average age of the sample is 33.78. The
average service period of the sample in total is approximately 9.76 (in the range of 1.00-40.00). The
average service period of the sample in the school they work for is 3.62 (In the range of 1.00-22.00).

Data Collection Tools

In this study, "Educational Beliefs Scale" (EBS) developed by Yilmaz et al. (2011), and a revised
version of the Organizational Climate Description Questionnaire for Primary Schools (OCDQ-RE) created
by Hoy et al. (1991) and adapted into Turkish by Kavgaci (2010) were used in order to determine school
climate according to teachers' opinions. Data collection tools were created online.

Educational Beliefs Scale: This scale, which consists of 40 items and five sub-dimensions, has a 5-
point Likert type (strongly disagree, disagree, moderately agree, agree, strongly agree). There are 13
items in the progressivist education dimension (Sample item: The content of the training should be
continuously reviewed). There are seven items in the existentialist education dimension (Sample item:
Education should allow each person to recognize their own characteristics), seven items in the
reconstructionist education dimension (Sample item: The primary purpose of education is to rebuild
society to overcome the cultural crisis) and eight items in the perennialism dimension (Sample item:
Moral principles and values are universal, do not change). In terms of essentialism, there are five items
(Sample item: Education is a subject-centered process). Cronbach's Alpha internal consistency
coefficients for each dimension of the scale ranged from .70 to .92. The scale explains approximately
50.00 % of the total variance. In this study, the Cronbach’s Alpha reliability coefficients for the sub-
dimensions were found to be between .71 (for progressivism and perennialism) and .80 (for
reconstructionism and essentialism).

Organizational Climate Description Questionnaire for Primary Schools: The scale consists of 25
items and four sub-dimensions, and it has a four-point Likert type (never, sometimes, often, always).
There are eight items in the supportiveness dimension of the school climate (Sample item: Principal
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listens to and accepts teachers' suggestions). There are four items in the restrictiveness dimension
(Sample item: Work intensity puts a heavy burden on teachers), five items in the directiveness
dimension (Sample item: Principal supervises everything teachers do at school) and eight items in the
intimacy dimension (Sample item: Teachers support and help each other). The Cronbach's alpha
reliability coefficients calculated for the sub-dimensions in the adaptation study of the scale were
calculated between .76 and .90. The scale's four dimensions together account for 55.65% of the total
variance. In this study, the Cronbach’s Alpha reliability coefficients for the sub-dimensions were found
to be in the range of .84 (for restrictiveness and directiveness dimensions) and .94 (for supportiveness
dimension).

Data Analysis

In this study, correlation analysis was used to examine the relationships between variables and
regression analysis was used to determine the level of explanation of the variables. Correlation analysis
involves collecting two or more scores on the same group of subjects and calculating the correlation
coefficients, and multiple regression analysis allows estimation of the relationship between two or more
predictor-independent variables and predictor-dependent variables (Cohen, Manion & Morrison, 2018).
Basic conditions were provided for the relevant analyzes by ensuring that the sample was large enough,
paying attention to multi-collinearity (r value is not .90 or more), extracting outliers and paying
attention to the normal distribution of the data (Cohen et al., 2018). Before the basic analysis, the
correct entry of the data, whether missing data were entered and the normal distribution of the data
were examined. In the examination, it was found that the quantitative data were within the possible
limits, and there was no wrong coding in the categorical variables. In the loss value analysis, it was found
that only one cell had no data for a continuous variable, and the mean value was assigned for this loss
value. In normality analysis, skewness and kurtosis values were examined. Since the data related to
continuous variables are within the range of £ 1.00, excluding one dimension, it is accepted that the
data show normal distribution (Gokluk, Sekercioglu & Buyukoztiirk, 2012). The fact that the skew value
in the existentialist education belief dimension is within £ 2.00 range is also acceptable for normality.
George and Mallery (2012) stated that in most cases, a skewness value of + 2.00 is acceptable for
normality. In the multi-collinearity review, it was found that the VIF (in the range of 1.31 to 3.03) and
the tolerance values (in the range of .33 to .77) were in the appropriate range. According to Field (2005),
in order to perform multiple regression analysis, the maximum VIF value should be less than 10.00 and
the minimum tolerance value should be greater than .20.

The interval width for each dimension of the scales used in the study was calculated as (5-1) / 5 = .80
for the OCDQ-RE, and (4-1) / 5 = .60 for the EBS by using the Sequence Width / Number of Groups to be
Made formula. In the interpretation of item averages related to the sub-dimensions of the OCDQ-RE,
1.00 to 1.59=Very Low, 1.60 to 2.19=Low, 2.20 to 2.79=Medium, 2.80 to 3.39=High, and 3.40 to
4.00=Very High; and for the EBS, 1.00 to 1.79=Very Low, 1.80 to 2.59=Low, 2.60 to 3.39=Medium, 3.40
to 4.19=High, 4.20 to 5.00=Very High values were taken as criteria (Tekin, 1996).

Results

First of all, it was aimed to determine teachers' philosophical beliefs in education and their
perceptions about school climate. Then, the relationships between these variables and the extent to
which teachers' philosophical beliefs predict their school climate perceptions were examined. Mean and
standard deviation values of teachers' educational beliefs and school climate perceptions and the
relationships between these variables are given in Table 1.

When the data in Table 1 are examined, it is seen that teachers' beliefs about education appear at
the highest level (X= 4.80) in the existentialism dimension. Progressivist (X= 4.53) and reconstructionist
(&= 4.32) educational beliefs follow it. On the other hand, teachers' beliefs about education emerged at
the lowest level (X=2.49) in the essentialism dimension. When these findings are evaluated in general, it
can be argued that the teachers' beliefs about progressivist, existentialist and reconstructionist
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educations within the context of contemporary education beliefs are firmer than perennialist and
essentialist beliefs considered within the context of traditional education beliefs. When the perceptions
of teachers about school climate are examined, it is seen that the perceptions of the directive (x= 2.87)
and supportive school climate (X= 2.81) are higher, followed by the restrictive (X= 2.78) and intimate
school climate (k= 2.76) scores, respectively. When these findings are evaluated in general, it can be
argued that the teachers' beliefs about progressivist, existentialist and reconstructionist educations,
which are considered within the context of contemporary educational beliefs, were at a higher level
than those of perennialist and essentialist educations, which are considered within the traditional
educational beliefs.

Table 1.
Arithmetic Mean, Standard Deviation and Correlation Values about Educational Beliefs and School
Climate Variables.

Variables X sd 1. 2. 3. 4, 5. 6. 7. 8.
1. Progressivism 4.53 .36 -

2. Existentialism 480 31 .64 -

3. Reconstructionism  4.32 .61 .47 .44

4. Perennialism 416 61 26 21 52

5. Essentialism 249 94 31 -30 = .03 .29

6. Supportiveness 281 81 .16 .11 .07 .16 .06

7. Restrictiveness 278 81 .01 .02 .11 .09 .17 -08

8. Directiveness 287 .70 .16 .15 .17 14 10 49 .10

9. Intimacy 276 56 31 .06 .11 .14  -01 .39 -06 .30

**p<.01;*p<.05
1=Progressivism; 2=Existentialism; 3= Reconstructionism; 4=Perennialism; 5= Essentialism; 6=Supportiveness; 7= Restrictiveness;
8= Directiveness; 9= Intimacy

When the relationships between educational beliefs and school climate are examined, a moderate
positive relationship was found between progressivist education belief and intimate school climate
(r=.31; p<.01), and a low-level positive relationship between progressivist education belief and
supportive (r=.16; p<.01) and directive school climate (r=.16; p<.01). Existentialist education belief was
found to be significantly and positively correlated with supportive (r=.11; p<.05) and directive school
climate (r=.15; p<.01). The belief in reconstructionist education was found to be significantly and
positively correlated with the intimate (r=.11; p<.05), directive (r=.17; p<.01) and restrictive school
climate (r=.11; p<.05). Perennialist education belief was found to be significantly and positively
correlated with supportive (r=.16; p<.01), directive (r=.14; p<.01) and intimate school climate (r=.14;
p<.01). The belief in essentialist education was found to be significantly and positively correlated with
the restrictive school climate (r=.17; p<.01).

Table 2.
Results of Multiple Regression Analysis on the Predictions of Teachers' Educational Beliefs on School
Climate.

Predicted Variable

Supportiveness® Restrictiveness” Directiveness® Intimacyd
Predictive Variable 6 t P 6 t P 6 t P 8 t P
Constant .26 .80 2.07 .04 .38 71 2.30 .02
1. Progressivism .17 233 .02 .00 .04 97 .12 162 A1 46 6.69 .00
2. Existentialism .05 .64 53 .03 41 68 .09 1.22 22 -21 -3.10 .00
3. Reconstructionism -10 -149 .14 .10 151 .13 .07 1.08 .28 -06 -91 .36
4. Perennialism .14 208 .04 -03 -44 .66 .01 14 .89 .08 122 .22
5. Essentialism .09 144 15 .19 3.02 .00 .16 2.64 .01 .05 .82 .41

®R=.23,R*=.05;F=3.82,p=.02
®R=.25R’=.06; F=4.57, p=.00

R=.20,R"=.04; F=2.96,p=.01
R=.37,R*=.13; F = 10.86, p=.00
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The findings about to what extent teachers' educational beliefs predict school climate are given in
Table 2. When it is examined, it is seen that teachers' educational beliefs (predictive variables) generally
predict low levels of school climate sub-dimensions (predicted variables). Progressivist (B=.17, p<.05)
and perennialist educational beliefs (B=.14, p<.05) predicted a supportive school climate in a statistically
significant and positive way. The restrictive and directive school climate was only positively predicted by
the belief in essentialist education (B=.19, p<.05 and B=.16, p<.05, respectively). intimate school climate
was positively predicted by progressivist education belief (3=.46, p<.05) and negatively by existentialist
education belief (=-.21, p<.05).

Discussion, Conclusion & Implementation

Firstly, the level of philosophical beliefs of the teachers was determined. The results of the research
showed that teachers had a very high level of belief in existentialist, progressivist and reconstructionist
educations. Unlike the results of this research, Doganay's (2011) study found that existentialism was one
of the least preferred philosophical approaches by prospective teachers. However, many results in the
literature are consistent with these findings (Alkin Sahin et al., 2014; Bas, 2015; llgaz et al., 2013;
Sénmez Ektem, 2019; Altinkurt, Yilmaz & Oguz, 2012). Perennialist educational beliefs of the teachers
were also relatively low but still appeared at a high level. The lowest dimension of belief in education is
found to be essentialism. While the essentialism, which is one of the traditional philosophical
approaches, emerges at the lowest point following the expectations, the high level of scores on the
perennialism which is also one of the traditional philosophical approaches can be considered as a
striking result. In Doganay's (2011) study, it was observed that perennialism as well as existentialism was
the least preferred philosophical understanding in pretest and posttest scores of prospective teachers.
In this philosophical doctrine, giving importance to developing mental and rational abilities may be an
essential factor in the high scores of perennialism (Gutek, 2017). In perennialism, although the
understanding of being is different, trying to explain it through reason can be interpreted as appropriate
for the nature of education. In addition, the fact that perennialism is a traditional education belief and
that the traditional education belief is dominant in teaching practices (Tsai, 2002) may explain this
situation. According to the results of the research, it is seen that the belief level of contemporary
philosophical approaches (existentialism, progressivism, reconstructionism) is higher than the belief
level of traditional philosophical approaches (perennialism and essentialism). When these results are
related to the literature, Altinkurt, Yilmaz and Oguz (2012), similarly, found that the educational beliefs
in which teachers participated most were existentialism, progressivism, perennialism, reconstructionism
and essentialism, respectively. In Doganay's (2011) research, the fact that empiricism is the
philosophical approach with the highest scores can be considered as a supportive finding. Because it is
stated that experimental method is used predominantly in pragmatism (James, 2017) and that
progressivist education belief derives from the pragmatist view (Gutek, 2017). Similarly, in some other
studies conducted in educational organizations (Alkin Sahin et al.,, 2014; Bas, 2015; S6nmez Ektem,
2019), the belief level of contemporary educational philosophies were found to be higher than the belief
level of traditional educational philosophy.

Secondly, the school climate perceptions of the teachers were determined. The results of the
research revealed that the perception of school climate was the highest in the directiveness and
supportiveness of school. High perceptions of the directive school climate can be considered as a
striking result. A restrictive and intimate school climate followed these results. It is interesting to note
that the score for the intimate climate was the lowest. Sahin et al. (2019) found that teachers'
perception of supportive climate was highest, and teachers' perception of the restrictive school climate
was the lowest. In the study of Colak and Altinkurt (2017), it is seen that teachers' perception of
supportive and restrictive school climate is higher than the others. In the study of Kiling (2014), it is seen
that the perception of a supportive and sincere school climate is higher than the others. Different
studies in the literature reveal different results that are not consistent with each other. For this
situation, it can be argued that the perception of school climate among teachers varies with the
different sample and conditions and temporal differences based on the idea that each school has its
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unique climate. In the study of SGnmez and Sezgin (2017), it is claimed that there may be differences in
the school climate depending on the analysis unit (school / individual).

Thirdly, the relationship between teachers' philosophical beliefs about education and school climate
was examined. Similar to the results of some studies in the literature (Beets et al., 2008), significant
relationships were found between these two variables. According to the results, progressivist and
perennialist educational beliefs were positively related to intimate, supportive and directive school
climate. On the other hand, existentialist belief in education was positively associated with a school
climate that was both directive and supportive. It is striking that progressivist and existentialist
education beliefs were positively related to directive school climate and perennialist education belief to
intimate and supportive school climates. The belief in reconstructionist education has been associated
with a directive and restrictive school climate. An exciting conclusion is that reconstructionism is
positively related to these two dimensions. Because, contrary to these findings, reconstructionism is
expected to be opposed to conservative, essentialist and perennialist approaches (Gutek, 2017). As can
be expected, an essentialist belief in education was found to be significantly related to the restrictive
dimension of school climate.

Finally, the research examined how much of the change in school climate can be explained by
teachers' beliefs about education. According to the results, it is seen that philosophical beliefs about
education predict school climate at a low level. In the study, it was found that the perception of a
supportive school climate was better predicted by the teachers' progressivist and perennialist education
beliefs and the perception of restrictive and directive school climate was positively predicted by
essentialist education belief. In essentialism, transferring the reality to students in a certain structure
and order (Gutek, 2017) can be considered as an element that increases directiveness. A teacher
adopting an essentialist belief can demonstrate a control-oriented classroom management (Tan, 2006).
Perceptions of democratic attitudes may fall in the face of the increasing belief in essentialist education
(S6nmez Ektem, 2019). In a school climate where the perception of democratic attitude is low, it can be
argued that a restrictive or directive climate is dominant. It is interesting to note that a supportive
school climate is positively predicted by a perennialist educational approach. An intimate school climate
was found to be better predicted by a progressivist belief in education and negatively better by an
existentialist belief in education. It is an exciting finding that an existentialist belief in education
negatively explains an intimate school climate. This result can be explained by the thought that an
existentialist understanding that contemporary society and education create social pressure on
individuals by teaching them social roles and that this situation distances individuals from their identity
(Gutek, 2017). Existentialists reject the views that make people dependent on a system (Noddings,
2017). However, the idea that a person is a social being and that they need to be connected to someone
or something does not coincide with this philosophical understanding. It can be argued that human
beings can establish healthy relationships only in intimacy with their cultures.

When the results are examined in general, it is seen that there are significant relationships between
the teachers' philosophical beliefs about education and school climate perceptions. This reveals that
education beliefs are essential in having a positive climate perception about school. Although some
differences contradict the related literature, it can be argued that having a high level of contemporary
philosophical beliefs about education, in general, brings with it the perception of a positive school
climate. Ozkal et al. (2009) found that students who do not have fixed epistemic beliefs perceive their
learning climate as more constructivist. Therefore, it is important to develop beliefs that will increase
teachers' perception of a positive school climate. Pre-service and in-service training programs applied to
teachers revealed that although it is difficult, it is possible to bring about a change of belief in teachers
(Richardson, 1996). However, human being is an entity that knows, builds, produces value, takes an
attitude, becomes historical, ideates, believes, speaks ... in short, has unique phenomena (Mengisoglu,
2016) makes it difficult to explain the phenomena influenced by human beings. Therefore, seeing
philosophical beliefs about education as the main determinant of positive school climate perception
observed in teachers may be an incomplete reflection of reality
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Turkish Version

Girig
Sokrates'in diyaloglarinda felsefenin bir elestiri, sorgulama, karsilikli tartisma faaliyeti oldugu goralur
(Platon, 2016). Tum bu faaliyetlerde bir anlam arayisi, hakikate ulasma gabasi vardir. Dolayisiyla bu
yoniyle ele alindiginda felsefe diisiinme, sorgulama, tartisma, anlama ve anlamlandirma faaliyetidir

denebilir. Felsefe; insanin evrenle iliskisi lizerine sistematik, derinlemesine ve kurgusal disiinme
sonucunda olusan bilgi alaninin adidir (Gutek, 2017).

Egitimin merkezinde yer alan kavramlara veya olgulara iliskin sorgulamalarin yapildigi bir yerde
egitim felsefesinden s6z edilebilir. Egitim kime verilmelidir? Egitim programlari nasil diizenlenmelidir?
Herkese ayni egitim mi verilmelidir? Devletin egitimdeki roli ne olmalidir? Bu gibi sorularin her birine
karsilik gelebilecek felsefi cevaplar bulmak mimkindir. Gutek (2017) gerceklik, insan dogasi ve toplum
Uzerine disinmeye baslayan 6gretmenin egitim felsefesi yaptigini ifade etmektedir. Noddings (2017)
egitime iliskin sorulan ve felsefi yontem ile cevap aranan sorularin egitim felsefesinin inceleme alanina
girdigini ifade etmistir.

Varligin bilgisine yonelik sorgulamalarin yapildig bir yerde epistemolojiden s6z etmek mimkundiir.
Epistemolojide diislince, 6nerme, inang, dogruluk, gerekcelendirme ve bilgi gibi kavramlar (zerinde
durulur (Audi, 1988; Bonlour & Sosa, 2003; Musgrave, 2013). Dogru ve gerekgelendirilmis inanglara
sahip oldugu olgtde insanin bildigi iddia edilmektedir (BonJour & Sosa, 2003). Dolayisiyla epistemolojide
inancin, Gzerinde 6nemle durulan bir kavram oldugu ileri sirilebilir.

inang, varliga iliskin sahip oldugumuz ve gergek oldugunu disiindiglimiiz tutum, anlayis veya
dnermelerdir (Richardson, 1996). inang, kisideki denge halini ifade etmektedir. Bireyde tatminsizlik hissi
uyandirmadigi slirece inancin degistirilmesi pek olasi gérilmemektedir (Pajares, 1992). Clinki inancin
bireye huzur veren ve davranislarina rehberlik eden bir yoni bulunmaktadir. Peirce’e (1877) gore
inancin karsisinda kusku yer alir ve kuskunun isteklerimiz ve eylemlerimiz Uzerinde bdyle bir etkisi
yoktur.

inanglarin bireylerin duygu halleri ve karar verme siirecleri ve eylemleri {izerinde etkisi
bulunmaktadir (Baron, 1992; Richardson, 1996). inanclarin bireylerin diisiince yapilari tizerinde de etkisi
olmakta ve kimi zaman bu inanglar bireyi yanh davranislara dahi yoneltebilmektedir (Nickerson, 1998).
Egitim oOrgutleri acisindan ele alindiginda Ogretmenlerin egitime iliskin felsefi inanglarinin onlarin
elestirel dusinme egilimleri (Alkin Sahin, Tunca & Ulubey, 2014), 6z yeterlik algilar (llgaz, Biilbll &
Cuhadar, 2013) gibi farkl bilissel ve psikolojik unsurlarla iliskili oldugu gériilmektedir. Egitime dair felsefi
inancglar 6gretmenlerin 6gretim yaklasimlarini da etkilemektedir. Bas’'in (2015) calismasi ¢agdas egitim
felsefesi inancglarinin yapilandirmaci 6gretme-6grenme anlayisiyla, geleneksel egitim felsefesi
inanglarinin ise geleneksel 06gretme-6grenme anlayisi ile iliskili oldugunu ortaya koymustur.
Ogretmenlerin sahip olduklari inanglar, onlarin sinif igi davranislari izerinde de etkili olmaktadir (Harvey,
Prather, White & Hoffmeister; Okut, 2009; Pajares, 1992). Bir baska ifadeyle 6gretmenlerin egitime dair
inanglarinin sinif iklimi Gzerinde etkili oldugu ileri siiriilebilir. Ornegin, daimici bir egitim inancina sahip
olan bir 6gretmen siirekli olan bir gercekligin arayisi icerisinde olurken, ilerlemeci bir egitim inancina
sahip olan baska bir 6gretmen gergekligin belirsizligine inanabilir. Farklilasan bu inang sistemlerinin
6gretmenin sinifta kullandigi dile, ortaya koydugu davranislara ve sinif atmosferine farkli yénde
yansimasi olasidir. Clnkl daimicilikte gercgekligin sabit dogasi lizerine odaklanilirken ilerlemecilikte
belirsiz gerceklige odaklanilir (Mosier, 1951). Varoluscu bir 6gretmen, 6grencilerin bireysel 6zgilirligline
ve tercihlerine saygi gosterdigi icin hem 6gretmenlerin hem de 6grencilerin yasamdaki konular ve ahlaki
secimler hakkinda diisiinmek, soru sormak ve felsefi diyalog kurmakta 6zgir olduklari bir 6grenme iklimi
olusturmaya calisir (Tan, 2006). Ozkal, Tekkaya, Cakiroglu ve Sungur’'un (2009) arastirmasi sabit
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epistemik inancglara sahip 6grencilerin kendi 6grenme ortamlarini daha az yapilandirmaci gérduklerini
ortaya koymustur. Benzer sekilde okul ikliminin de 6gretmen inanglarini sekillendirmede 6nemli bir
faktor oldugu ileri suriilebilir. Beets vd. (2008) arastirmalarinda bu yonde bir sonug elde etmislerdir.

Bir orgutlin kisiligi olarak vurgulanan iklim kavrami (Halpin, 1966), liderlik, 6§renci zorbaligi, 6grenci
basarisi ve orgitsel baglilk gibi calismalarin odaginda yer almaktadir (Sezgin & S6nmez, 2018). Okul
iklimi algisi 6gretmen is doyumu ve 6rgitsel vatandaslik davranisinin dnemli bir yordayicisidir (DiPaola &
Tschannen-Moran, 2001; Taylor & Tashakkori, 1995). Pozitif bir okul iklimi algisi 6grenci basarisi ve okul
etkililigi baglaminda 6nemli gorilmektedir (Hoy, Hannum & Tschannen-Moran, 1998; Hoy, Tarter &
Kottkamp, 1991; Senel & Bulug, 2016). Okul ikliminin destekleyici olarak algilandigi durumlarda duygusal
dengesizlik gibi olumsuz kisilik davraniglari daha az goértlmektedir (Sahin, Sénmez & Yavuz Tabak, 2019).
Okul ikliminin sinirlayici olarak algilandigi durumlarda ise 6gretmen liderligi davranislari daha az
gorilebilmektedir (Kiling, 2014). Kisacasi, pozitif 6rgit bilesenleri genellikle olumlu bir okul iklimi algisiyla
iliskili oldugu icin 6gretmenlerin egitime dair inancglari da bu baglamda onemli gorilebilir. Arastirmada
temel olarak 6gretmenlerin egitime dair cagdas felsefi inanglara sahip olmalarinin onlarin pozitif okul
iklimi algilarini da artiracagi 6ngorilmektedir. Pozitif okul iklimi algisinin artig1 bir ortamda da diger
pozitif orgit bilesenlerinin daha sik gorilebilecegi iddia edilebilir.

Egitime iliskin Felsefi inanglar

inang kavrami, ilk Cag disiiniirlerinden giiniimiize kadar felsefenin kapsamina giren konulardan biri
olagelmistir. Platon (2016) Theaetetus adli diyalogunda bilginin temel kosulundan biri olarak inanci ele
almaktadir. inancin diizeyinin yiiksek olmasi bireyin 6ne siirdigii dnermenin dogrulugunun, disiik
olmasi ise inancin yanhshiginin bir gostergesi olabilir (Armstrong, 1973).

inang bilgiden farkli olarak nesnel gergeklikten ziyade kisisel degerlendirmelere ve yargilara dayandigi
icin tanimlanmasi gli¢ bir kavramdir. Zihin yapilariyla iligkili olan inancin bireyden bireye farklilasan bir
yéni bulunmaktadir (Abelson, 1979). inanci tanimlama sorunu, inanca iliskin zayif kavramsallastirma,
inang ve inang setlerine iliskin farkhlasan anlayislar egitime dair inanglara agiklik getirmeyi de
gliclestirmektedir (Pajares, 1992). Armstrong (1973) inanci, inanana 06zgl olan, inananin zihinsel
durumunu yansitan ve zihninde beliren bilingli olusumlar olarak ele almistir. Egitime iliskin felsefi
inancglar da bu kapsamda ele alindiginda tanimlanmasi gic¢ kavramlar olarak degerlendirilebilir.
Ogretmenlerin kendilerine, mesleklerine, okula, 6grenciye, meslektaslarina, aileye, cevreye ve topluma
iliskin farkli inanglari vardir. Ancak egitime iliskin inancta genel olarak egitimle ilgili (okul, 6gretme,
6grenme, 6grenci, vs.) tutum ve deger yargilari ifade edilmektedir (Pajares, 1992).

Literatlirde egitim inanglarini saptamaya yonelik farkli galismalar mevcuttur (Doganay, 2011;
Kerlinger & Kaya, 1959; Minor, Onwuegbuzie, Witcher & James, 2002; Silvernail, 1992; Sirotnik, 1979;
Tsai, 2002; Yilmaz, Altinkurt & Cokluk, 2011). Ornegin, Kerlinger ve Kaya’nin (1959) arastirmasinda iki
faktorli (geleneksel ve ilerlemeci), Minor vd. (2002) arastirmasinda yine iki faktérli (ilerlemeci ve
aktarmaci) bir egitim inanclari 6lgegi ortaya konulurken; Silvernail’in (1992) ¢alismasinda egitim inanclari
olgeginde Ug¢ faktorli bir yapi elde edilmistir. Birinci faktor esasiciligi ve gelenekselligi birlestiren
daimiciligi, ikinci faktor yeniden kurmaciligl ve varolusculugu birlestiren romantizmi, glincl faktor ise
ilerlemeciligi ifade etmektedir. Doganay’in (2011) calismasinda egitime ilisin felsefi inanglarin daimicilik,
idealizm, realizm, deneyselcilik ve varolusculuk boyutlarinda incelendigi goriilmektedir. Tsai (2002)
ogretmenlerin egitime iliskin inanclarini geleneksel, siire¢ ve yapilandirmaci inanglar olarak ele almistir.
Yilmaz vd. (2011) egitime iliskin inancglari belirlemeye yonelik gelistirdikleri 6lgekte bes boyutlu bir yapi
ortaya koymuslardir.

Esasicilik (6zculuk veya temelcilik olarak da bilinir) ile geleneksel felsefelerden idealizm ve realizm
arasinda benzerlik vardir. Bu felsefelerde oldugu gibi esasicilikte de gergeklik belirli bir yapi ve diizen
icerisinde Ogrenciye aktarilir. Esasicilik ideolojik olarak ise egitimin temel islevinin daha ¢ok kultirel
degerleri ve temel bilgileri aktarmak oldugunu savunan konservatif gorisle benzerlik gosterir.
Esasicilerin gorusleri natlralizm, pragmatizm ve varolusgulukla catisir (Gutek, 2017). Daimicilikte
(evrenselcilik olarak da bilinir) kiltiirel mirasin aktarimi, bol uygulama yapilmasi, 6gretmen otoritesinin
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giclendirilmesi ve 6grencinin pasif roline vurgu yapilmaktadir (Silvernail, 1992). Bir daimiciye goére bir
egitimcinin ilk problemi insan dogasini agiklamak ve bu dogaya iliskin evrensel niteliklere dayanan bir
egitim programi tasarlamaktir. Daimicilige gore okul mifredati insan yasamindaki evrensel ve tekrar
eden konulari igermeli; mantiksal olmali ve 6grencilerin diigiinmelerine zemin hazirlamali; ahlak ilkelerini
icermeli; 6grencilerin ahlaki ve rasyonel elestiriler yapmalarini tesvik etmelidir (Gutek, 2017). Daimicilik
felsefi akimlardan idealizme de karsilik gelmektedir ve bu felsefi inangta kisinin entelektiel ve tinsel
potansiyeli gelistiriimeye calisilir (Cevizci, 2014). ilerlemecilik, geleneksel egitimin bicimselligine ve
baskiciligina bir tepki olarak ortaya cikmistir (Gutek, 2017). ilerlemecilikte sosyal farkindahgr yiiksek,
problem ¢cdzme becerisi gelismis ve derste aktif 6grenme gergeklestiren 6grenciler yetistirilmeye calisilir
(Silvernail, 1992). Agirlikli olarak pragmatizminden ve natliralizmden kaynagini alan ilerlemecilikte
egitimde bireyi 6zgurlestirecek yenilik¢i uygulamalara 6nem verilir (Gutek, 2017). Yeniden kurmacilikta
kilttrel miras elestirel olarak ele alinir, kuramsal sosyal reformlar planlanir, kiiltiirel bir yenilige yol
acacak planli bir eylem gelistirilir, kuramsal sosyal reform plani ile kiltlrel yenilik test edilir (Gutek,
2017). Varolusgulukta temel dislince toplumda bireyin biricik ve 6zgiin oldugudur. Bu anlayisla tim
insanlar var olma ve kendilerini tanimlama sorumlulugu tasimaktadir (Gutek, 2017). Noddings (2017) ¢ok
sayida disunirin fikirlerini iceren, sistematik felsefeyi ve disiince ekollerini reddeden varolusgulugun
tam anlamiyla bir felsefi ekol olmadigini ifade etmistir. Varoluscu dislincede "Varlik 6zden 6nce gelir"
gorlstniin sikhkla vurgulandigi goriilmektedir (Noddings, 2017). Bir baska ifadeyle varolusgular insanin
onceden belirlenmis bir dogasinin oldugunu reddederler.

Okul iklimi

Okul iklimini veya okul iklimi boyutlarini tanimlamaya yoénelik genel kabul géren bir tanimlamadan
soz etmekte pek olasi gérilmemektedir (Thapa, Cohen, Guffey & Higgins-D’Alessandro, 2013). Ancak
okul iklimini farkli yonlerden ele alan galismalara iligskin biittinsel bir yaklagimin ilgili kavrami anlamada
onemli kolaylik saglayacagi iddia edilebilir. Bir okulu diger okullardan ayiran ve okuldaki her bir bireyin
davranisini etkileyen, okulun i¢ gevresiyle ilgili nitelikleri okul iklimi olarak tanimlamak mimkindur
(Miskel & Hoy, 2013).

Okul iklimini 6lcmeye ve boyutlarini belirlemeye yonelik farkli calismalar yapilmistir (Halpin & Croft,
1963; Hoy & Clover, 1986; Hoy, Hoffman, Sabo & Bliss, 1996; Hoy et al., 1991; Kavgaci, 2010). Halpin ve
Croft (1963) tarafindan gelistirilen Orgiit iklimini Tanimlama Anketinde (OCDQ) okul iklimi 6gretmen ve
okul yoneticisi davranislari dikkate alinarak alti boyutta ele alinmustir: (1) acik, (2) bagimsiz, (3) kontrolli,
(4) samimi, (5) babacan, (6) kapali. Hoy vd. (1991) ilkokullarda okul iklimini belirlemek igin bu anketin
yeni bir formunu Urettiler (OCDQ-RE). OCDQ-RE’de okul iklimiyle iliskilendirilen yoneticisi davranislarini
destekleyicilik, yonlendiricilik ve sinirlayiciik alt boyutlarinda; 6gretmen davranislarini ise paylasilan
sorumluluk, samimiyet ve geri cekilme alt boyutlarinda ele alinmistir. Kavgaci’nin (2010) OCDQ-RE'yi
Tiirkgeye uyarladigi Okul iklim Olgeginde okul iklimi doért boyutta ortaya cikmustir: (1) destekleyici, (2)
yonlendirici, (3) sinirlayici ve (4) samimi okul iklimleri.

Destekleyici bir okul ikliminde okul yoneticileri 6gretmenlerin hem mesleki hem de kisisel
gelisimlerini destekler. Bu iklimin baskin oldugu okullarda okul yoneticisinin gorinirliga yiksek olur,
O6gretmenler onunla etkilesim kurmakta gligliilk gekmezler (Thomas, 1976). Ayrica destekleyici bir okul
iklimde yonetici basit blrokratik gorevlerle 6gretmenleri rahatsiz etmez, 6gretmen is yogunlugunu
bildigi icin onlar bu konuda zorlamaz veya engellemez (Hoy et al., 1996). Sinirlayici bir okul iklimini
destekleyici bir okul iklimin tam karsiti olarak ele almak muimkindir. Sinirlayict bir okul ikliminde
yoOnetici 0gretmenlerin isini kolaylastirmak yerine zorlastirmaya calisir. Bu iklimin baskin oldugu
okullarda &gretmenlerin is yiikleri fazladir, yerine getirmeleri gereken rutin isler vardir. Ogretmenler bu
yogunluk icerisinde egitim ve 6gretim faaliyetlerine odaklanmakta glglik cekerler (Thomas, 1976).
Yonlendirici bir okul ikliminde 6gretmenler yoneticiler tarafindan strekli olarak yakindan takip edilir. Bir
baska ifadeyle bu iklimde kontrol odakli yonetim egemendir. Samimiyetin oldugu bir okul ikliminde
ogretmenler arasi iliskiler samimidir (Halpin & Croft, 1991). Bu samimi ortamda okul liyeleri arasinda
gicll baglar ve yakin arkadasliklar kurulur (Hoy & Clover, 1986; Kottkamp et al., 1987).
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Bu arastirmada 6gretmenlerin egitime iliskin felsefi inanglarina bagh olarak okul iklimi algilarinin nasil
degistigini belirlemek amaglanmistir. Bu amag dogrultusunda asagidaki sorulara cevap aranmistir:

1. Ogretmenlerin egitime iliskin felsefi inanclari ne diizeydedir?
2. Ogretmenlerin okul iklimi algilar ne diizeydedir?

3. Ogretmenlerin egitime iliskin felsefi inanglari ile okul iklimine iliskin algilari arasinda anlamli bir iliski
var midir?

4. Ogretmenlerin egitime iliskin felsefi inanclari onlarin okul iklimi algilarini ne diizeyde yordamaktadir?

Yontem
Arastirma Modeli

Bu arastirma, iliskisel tarama modelindedir. iliskisel tarama modeli, iki veya daha cok sayidaki
degisken arasinda birlikte degisimin varhgini ve derecesini belirlemeyi amaglar (Karasar, 2012).
Arastirmada 6gretmenlerin egitime iliskin felsefi inanglari ile okul iklimine iliskin algilari arasindaki iligkiyi
belirlemek igin bu model kullanilmistir. Egitime iligskin felsefi inanglar yordayan degisken, okul iklimi ise
yordanan degisken olarak incelenmistir.

Evren ve Orneklem

Arastirmanin evrenini 2019-2020 egitim-6gretim yilinda Van ili merkez ilgelerindeki devlet
okullarinda gorev yapan 6gretmenler, arastirmanin orneklemini ise 378 6gretmen olusturmaktadir.
Arastirmada uygun o6rnekleme yontemi kullaniimistir. Yirmi bir anket 6zensiz dolduruldugu igin
degerlendirmeye alinmamistir. Degerlendirme 357 anket (izerinden yapilmistir. Arastirmaya katilan
dgretmenlerin yaklasik %57.00’si (n=204) erkek, %43.00’(i (n=153) kadindir. Orneklem 22-60 yas
araliginda olup ortalamasi, drneklemin yas ortalamasi 33.78’dir. Orneklemin ortalama hizmet siiresi ise
yaklasik olarak 9.76’dir (1-40 yil araliginda). Ogretmenlerin gérev yaptiklari okuldaki gérev siiresi
ortalamasi ise 3.62’dir (1-22 yil araliginda).

Veri Toplama Araglari

Bu arastirmada, Yilmaz vd. (2011) tarafindan gelistirilen “Egitim inancglar Olgegi (Ei0)” ile
o6gretmenlerin goéruslerine gére okul iklimini belirlemek icin Hoy vd. (1991) tarafindan ilkokullar igin
gbzden gecirilmis versiyonu olusturulan ve Kavgaci (2010) tarafindan Tirkgeye uyarlamasi yapilan "Okul
iklimi Olgegi [0I0]" kullanilmistir. Veri toplama araglari online olarak olusturtulmustur.

Egitim inanglar1 Olgedi: 40 maddeden ve 5 alt boyuttan olusan bu dlgek 5’li Likert yapisina sahiptir
(kesinlikle katilmiyorum, katilmiyorum, orta derecede katiliyorum, katiliyorum, kesinlikle katiliyorum).
ilerlemecilik boyutunda 13 (6rnek madde: Egitimin icerigi siirekli gdzden gecirilmelidir) madde
bulunmaktadir. Varoluscu egitim boyutunda 7 (6rnek madde: Egitim, her insanin kendi ozelliklerini
tanimasina firsat vermelidir), yeniden kurmacilik boyutunda 7 (6rnek madde: Egitimin 6ncelikli amaci
kiltarel krizi asmak igin toplumu yeniden insa etmektir), daimicilik boyutunda 8 (6rnek madde: Ahlaki
ilkeler ve degerler evrenseldir, degismez) madde vardir. Esasicilik boyutunda ise 5 (6rnek madde: Egitim
konu merkezli bir siirectir) madde bulunmaktadir. Olgegin her bir boyutuna iliskin Cronbach’s Alpha ig
tutarlihk katsayilari .70 ile .92 arasinda degismektedir. Olcek, toplam varyansin yaklasik %50.00’sini
aciklamaktadir. Bu arastirmada alt boyutlara iliskin hesaplanan Cronbach’s Alpha givenirlik katsayilari
.71(ilerlemecilik ve daimicilik boyutlari icin) ile .80 (Yeniden kurmacilik ve esasicilik icin) araliginda
bulunmustur.

Okul iklimi Olgedi: 25 madde ve 4 alt boyuttan olusan bu dlcek, dortlii Likert yapisina (higbir zaman,
bazen, sik sik, her zaman) sahiptir. Okul ikliminin destekleyicilik boyutunda 8 (6rnek madde: Midir
ogretmenlerin onerilerini dinler ve kabul eder) madde bulunmaktadir. Sinirlayicilik boyutunda 4 (6rnek
madde: Is yogunlugu 6gretmenlere agir bir yik getirmektedir), yénlendiricilik boyutunda 5 (8rnek
madde: Miidir, 6gretmenlerin okulda yaptigi her seyi gézetler) ve samimilik boyutunda 8 (6rnek madde:
Ogretmenler birbirlerine destek ve yardimci olurlar) madde bulunmaktadir. Olgegin uyarlama
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calismasinda alt boyutlar icin hesaplanan Cronbach Alfa giivenirlik katsayilari .76 ile .90 araliginda
hesaplanmistir. Olgek dért boyutu birlikte toplam varyansin %55.65’ini agiklamaktadir. Bu arastirmada
alt boyutlara iliskin hesaplanan Cronbach’s Alpha gilivenirlik katsayilari .84 (sinirlayicilik ve yonlendiricilik
boyutlariigin) ile .94 (destekleyicilik boyutu igin) araliginda bulunmustur.

Verilerin Analizi

Arastirmada temel olarak degiskenler arasi iliskileri incelemek icin korelasyon analizi, degiskenlerin
birbirini ne diizeyde agikladigini belirlemek icin de ¢oklu regresyon analizi yapilmistir. Korelasyon analizi,
ayni 6rneklem grubunda iki veya daha fazla puan toplanmasini ve iliski katsayilarini hesaplamayi igerir.
Coklu Regresyon analizi ise iki veya daha fazla yordayan-bagimsiz degisken ve yordanan-bagiml degisken
arasindaki iliskiyi tahmin etmeye olanak saglar (Cohen, Manion & Morrison, 2018). Orneklemin yeterli
buyuklikte olmasi saglanarak, ¢oklu baglantiya dikkat edilerek (r degerinin .90 ve daha fazla olmamasi),
aykiri degerler ayiklanarak ve verilerin normal dagihm gostermesine dikkat edilerek ilgili analizler igin
temel kosullar saglanmistir (Cohen et al., 2018). Temel analizlere gecilmeden verilerin dogru girilmesi
durumu, eksik veri girilip girilmedigi ve verilerin normal dagihm gésterme durumu incelenmistir. Yapilan
incelemede nicel verilerin olasi sinirlar icerisinde oldugu ve kategorik degiskenlerde herhangi bir yanlis
kodlama olmadigi tespit edilmistir. Kayip deger incelemesinde sadece bir hiicrede sirekli bir degiskene
iliskin verinin girilmedigi tespit edilmis ve bu kayip deger icin ortalama deger atamasi yapilmistir.
Normallik incelemesinde garpiklik ve basiklik katsayilarina bakilmistir. Strekli degiskenlere iliskin veriler
bir boyut harig + 1.00 araliginda oldugu igin verilerin normal dagilim gésterdigi kabul edilmistir (Cokluk,
Sekercioglu & Bliyukoztirk, 2012). Varoluscu egitim inanci boyutunda gorilen garpiklik degerinin + 2.00
araliginda olmasi da normallik icin kabul edilebilir bir sonuctur. George ve Mallery (2012) birgok
durumda + 2.00 arasindaki bir ¢arpiklik degerin de normallik i¢in kabul edilebilir bir deger oldugunu
belirtmislerdir. Coklu baglanti incelemesinde, VIF (1.31 ile 3.03 deger araliginda) ve tolerans degerlerinin
(.33 ile .77 deger araliginda) uygun araliklarda oldugu gortlmustir. Field’e (2005) gore ¢oklu regresyon
analizinin yapilabilmesi igin en buyik VIF degerinin 10’dan kiicuk; tolerans degerinin ise .20’den buyuk
olmasi gerekmektedir. Arastirmada kullanilan 6lgeklerin her bir boyutuna iliskin aralik genisligi Dizi
Genisligi/Yapilacak Grup Sayisi formiiliinden yararlanilarak, EiO icin (4-1)/5=.60 ve Oi0 igin (5-1)/5=.80
olarak hesaplanmistir. EiQ’niin alt boyutlarina iliskin madde ortalamalarinin yorumlanmasinda 1,00-
1.59=Cok Dustik; 1.60-2.19=Duisiik; 2.20-2.99=0rta; 2.80-3.39=Y{iksek; 3.40-4.00=Cok Yiiksek degerleri;
0i0’de ise 1.00-1.79=Cok Diisiik; 1.80-2.59=Diisiik; 2.60-3.39=Orta; 3.40-4.19=Yiiksek; 4.20-5.00=Cok
Yuksek degerleri 6lglit alinmistir (Tekin, 1996).

Bulgular

Arastirmada ilk olarak 6gretmenlerin egitime iliskin felsefi inang duzeylerini ve okul iklimine iliskin
algilarini belirlemek amaglandi. Daha sonra bu degiskenler arasindaki iliskiler ve 6gretmenlerin egitime
iliskin felsefi inanclarinin onlarin okul iklimi algilarini ne diizeyde yordadigi belirlenmeye calsildi.
Ogretmenlerin egitim inanglarina ve okul iklimi algilarina iliskin ortalama ve standart sapma degerleri ile
bu degiskenler arasindaki iliskiler Tablo 1'de verilmistir.

Tablo 1’deki veriler incelendiginde 6gretmenlerin egitime dair inanglarinin en yiksek dizeyde (x=
4.80) varolusguluk boyutunda ortaya giktigi goriilmektedir. Bunu sirasiyla ilerlemeci (x= 4.53) ve yeniden
kurmaci (x= 4.32) egitim inanglari takip etmektedir. Diger taraftan, 6gretmenlerin egitime iliskin
inanclari esasicilik boyutunda ise en disik diizeyde (x= 2.49) ortaya ¢ikmistir. Bu bulgular genel olarak
degerlendirildiginde 6gretmenlerin ¢agdas egitim inanglari kapsaminda ele alinan ilerlemeci, varoluscu
ve yeniden kurmaci egitime dair inanglarinin geleneksel egitim inancglari kapsaminda ele alinan daimici
ve esasici egitime dair inanglardan daha yiiksek diizeyde oldugu iddia edilebilir. Ogretmenlerin okul
iklimine yonelik algilari incelendiginde ise yonlendirici (x= 2.87) ve destekleyici (X= 2.81) okul iklimi
algilarinin daha yiiksek oldugu bunu sirasiyla sinirlayici (x=2.78) ve samimi (x=.76) okul iklimi puanlarinin
takip ettigi gorilmektedir.

Tablo 1.
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Egitim inanglari ve Okul iklimi Degiskenlerine iliskin Aritmetik Ortalama, Standart Sapma ve Korelasyon
Degerleri.

Degiskenler x ss 1. 2. 3. 4, 5. 6. 7. 8.
1. ilerlemecilik 4.53 .36 -

2. Varoluscu Egitim 480 31 .64 -

3. Yeniden Kurmacik 432 .61 .47 .44

4. Daimicilik 416 61 26 217 527

5. Esasicilik 249 94 31 -30 .03 .29

6. Destekleyicilik 281 .8 .16 .11 .07 .16 .06

7. Sinirlayicilik 278 8 .01 .02 .11 .09 .17 -08

8. Yonlendiricilik 287 .70 .16 .15 17 14 10 49 .10

9. Samimilik 276 56 31 .06 .11 .14  -01 .39 -06 .30
*

*p<.01; *p<.05
1=ilerlemecilik; 2=Varoluscu Egitim; 3=Yeniden Kurmacilik; 4=Daimicilik; 5=Esasicilik; 6=Destekleyicilik;
7=Sinirlayicilik; 8=Ydnlendiricilik; 9=Samimilik

Egitim inanclari ile okul iklimi arasindaki iliskiler incelendiginde ilerlemeci egitim inanci ile samimi
okul iklimi (r=.31; p<.01) arasinda orta dizeyde, ilerlemeci egitim inanci ile destekleyici (r=.16; p<.01) ve
yonlendirici okul iklimi (r=.16; p<.01) arasinda ise disiuk dizeyde pozitif yonli anlamli iliskiler elde
edilmistir. Varoluscu egitim inanci destekleyici (r=.11; p<.05) ve yoénlendirici okul iklimi (r=.15; p<.01) ile
diisik dizeyde ve pozitif yonde anlamli iligskili bulunmustur. Yeniden kurmaci egitim inanci samimi
(r=.11; p<.05), yonlendirici (r=.17; p<.01) ve sinirlayici okul iklimi (r=.11; p<.05) ile disik dizeyde ve
pozitif yonde anlamli iliskili bulunmustur. Daimici egitim inanci destekleyici (r=.16; p<.01), yonlendirici
(r=.14; p<.01) ve samimi okul iklimi (r=.14; p<.01) ile dusik dizeyde ve pozitif yonde anlamli iliskili
bulunmustur. Esasici egitim inanci sinirlayici okul iklimi (r=.17; p<.01) ile diistik diizeyde ve pozitif ydonde
anlamliiliskili bulunmustur.

Tablo 2.
Ogretmenlerin Egitim inanglarinin Okul iklimini Ne Diizeyde Yordadigina iliskin Coklu Regresyon Analizi
Sonuglari.

Yordanan Degisken

Destekleyicilik’  Sinirlayicilhik® Yonlendiricilik® Samimilik®

Yordayan Degisken 6 t p 6 t p 6 t p 8 t P
Sabit .26 .80 2.07 .04 .38 71 2.30 .02
1. ilerlemecililik 17 233 .02 .00 .04 .97 12 1.62 11 .46 6.69 .00
2. Varolusgu Egitim .05 .64 53 .03 .41 .68 .09 1.22 .22 -21 -3.10 .00
3. Yeniden Kurmacilik -10 -1.49 .14 .10 1.51 .13 .07 1.08 .28 -06 -91 .36
4. Daimicilik 14 2.08 .04 -03 -44 .66 .01 14 89 .08 1.22 .22
5. Esasicilik .09 144 .15 .19 3.02 .00 .16 2.64 .01 .05 .82 41
°R=.23,R°=.05;F=3.82,p=.02 PR=.20,R*=.04; F=2.96, p = .01
°R=.25R*=.06;F=4.57, p=.00 9R=.37,R*=.13; F = 10.86, p = .00

Ogretmenlerin egitim inanglarinin okul iklimini yordama diizeyine iliskin bulgular Tablo 2’de yer
verilmistir. Tablodaki veriler incelendiginde, 6gretmenlerin egitim inanglarinin (yordayan degiskenler)
genel olarak okul alt boyutlarini (yordanan degiskenler) disiik dizeyde acikladigr gorilmektedir.
Arastirma bulgularindan destekleyici okul iklimini ilerlemeci (B=.17, p<.05) ve daimici egitim inanglarinin
(B=.14, p<.05) pozitif yonde istatistiksel olarak anlamh dizeyde agikladig1 goriilmektedir. Sinirlayici ve
yonlendirici okul iklimini sadece esasici egitim inanci pozitif yonde anlaml olarak agiklamaktadir
(sirasiyla B=.19, p<.05 ve B=.16, p<.05). Samimi okul iklimini ise ilerlemeci egitim inanci (f=.46, p<.05)
pozitif yénde, varoluscu egitim inanci (B=-.21, p<.05) ise negatif diizeyde anlamli olarak agiklamaktadir.
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Tartisma, Sonug ve Oneriler

Arastirmada ilk olarak 6gretmenlerin egitime dair felsefi inanglarinin ne dizeyde ortaya ¢iktig
belirlendi. Arastirma sonuglari 6gretmenlerin varolusgu, ilerlemeci ve yeniden kurmaci egitime dair ¢ok
yuksek duzeyde bir inanca sahip olduklarini gosterdi. Arastirmanin sonuglarindan farkh olarak
Doganay’in (2011) arastirmasinda varolusguluk 6gretmen adaylari tarafindan en az tercih edilen felsefi
inanglardan biri olarak saptanmistir. Arastirmada 6gretmenlerin daimici egitim inanglar da nispeten
diistk olmakla birlikte yine yiksek diizeyde ortaya ¢ikmistir. Egitime dair inancin en disiik ¢iktigi boyut
ise esasiciliktir. Geleneksel felsefi yaklasimlardan esasicilik beklentilere uygun olarak en disiik puanda
ortaya cikarken yine geleneksel felsefi yaklasimlardan olan daimicilige iliskin puanlarin yiksek diizeyde
ortaya ¢ikmasi garpici bir sonug olarak degerlendirilebilir. Doganay’in (2011) arastirmasinda 6gretmen
adaylarinda hem 6n test hem de son test puanlarinda daimiciligin varolusgulukla birlikte en az tercih
edilen felsefi anlayis oldugu gorilmistir. Daimicilige iliskin puanlarin yiiksek ¢ikmasinda bu felsefi
ogretide akla ve akli yetileri gelistirmeye 6nem verilmesi (Gutek, 2017) 6nemli bir etken olabilir.
Daimicilikte varhlk anlayisi farkli olmakla birlikte onu akil yoluyla agiklamaya ¢alismak egitimin dogasina
uygun bir goris olarak yorumlanabilir. Ayrica daimiciligin geleneksel bir egitim inanci olmasi ve
geleneksel egitim inancinin 6gretim uygulamalarinda baskin olmasi da (Tsai, 2002) bu durumu
aciklayabilir. Arastirma sonuglarindan genel olarak o6gretmenlerde c¢agdas felsefi yaklagimlara
(varolusguluk, ilerlemecilik, yeniden kurmacilik) iliskin inang diizeyinin geleneksel felsefi yaklasimlara
(daimicilik ve esasicilik) iliskin inang diizeyinden daha ylksek oldugu goérilmektedir. Bu sonuglar ilgili
literatdrle iliskilendirildiginde Altinkurt, Yilmaz ve Oguz (2012) arastirmasinda da benzer sekilde
ogretmenlerin en yiksek katilim gosterdigi boyutlar sirasi ile varolusculuk, ilerlemecilik, daimicilik,
yeniden kurmacilik ve esasicilik alt boyutlari olarak saptanmistir. Doganay’in (2011) arastirmasinda
deneyselciligin en yiksek puanlarin elde edildigi felsefi anlayis olmasi da destekleyici bir bulgu olarak
degerlendirilebilir. Clinkli pragmatizmde agirlikh olarak deneysel yontemin kullanildigi (James, 2017) ve
ilerlemeci egitim inancinin da pragmatist goriisten kaynagini aldigi belirtiimektedir (Gutek, 2017). Egitim
orgiitlerinde yapilan diger bazi arastirmalarda da (Alkin Sahin vd, 2014; Bas, 2015; ligaz et al., 2013;
Sénmez Ektem, 2019) benzer sekilde cagdas egitim felsefelerine dair inang¢ dizeyi, geleneksel egitim
felsefesine dair inang diizeyinden daha yiiksek olarak saptanmistir.

Arastirmada ikinci olarak 6gretmenlerin gorev yaptiklari okula iliskin okul iklimi algilari belirlendi.
Arastirma sonuglari yonlendirici ve destekleyici okul iklimi algisinin en yiksek diizeyde oldugunu ortaya
koydu. Yonlendirici okul iklimi algisinin yiiksek ¢ikmasi ¢arpici bir sonug olarak degerlendirilebilir. Bunlari
sirastyla okul ikliminin sinirlayiciik ve samimilik boyutlari takip etmistir. Samimilik boyutundaki puanlarin
yuksek olmakla birlikte nispeten en dusik oranda ortaya c¢ikmasi ilging bir sonug¢ olarak
degerlendirilebilir. Sahin vd. (2019) arastirmalarinda 6gretmenlerde destekleyici iklim algisinin en
ylksek, sinirlayici okul iklimi algisinin ise en dislk oldugunu saptamislardir. Colak ve Altinkurt’un (2017)
arastirmasinda 6gretmenlerde destekleyici ve sinirlayici okul iklimi algisinin daha ylksek oldugu
gorulmektedir. Kiling’in (2014) arastirmasinda ise destekleyici ve samimi okul iklimi algilarinin daha
yiiksek oldugu gorilmektedir. Literatirdeki farkli arastirmalar birbiriyle tutarli olmayan farkl sonuglar
ortaya koymaktadir. Bu durum karsisinda, her okulun kendine 6zgii bir iklimi oldugu dislncesinden
hareketle degisen 6rneklem, kosullar ve zamansal farkhhklarin 6gretmenlerde okul iklimi algisini
farklilagtirdigi ileri surilebilir. Sonmez ve Sezgin’in (2017) arastirmasinda analiz birimine (okul/birey)
bagli olarak okul ikliminde farklilik meydana gelebilecegi iddia edilmektedir.

Arastirmada Uglincii olarak 6gretmenlerin egitime dair felsefi inanclari ile okul iklimi arasindaki iliski
incelendi. Literatiirdeki bazi arastirmalarin (Beets et al., 2008) sonuglarina benzer sekilde bu iki degisken
arasinda anlamli iliskiler bulunmustur. Arastirma sonuglarina gore ilerlemeci ve daimici egitim inanglari
samimi, destekleyici ve yonlendirici bir okul iklimiyle; varolusgu bir egitim inanci yonlendirici ve
destekleyici bir okul iklimiyle anlamli ve pozitif yéni iliskili bulunmustur. ilerlemeci ve varolusgu bir
egitim inancinin yonlendirici bir okul iklimiyle ve daimici bir egitim inancinin ise samimi ve destekleyici
bir okul iklimiyle pozitif yonde anlamh iliskili bulunmasi carpici bir sonuctur. Yeniden kurmaci egitim
inanci yonlendirici ve sinirlayici bir okul iklimiyle iliskili bulunmustur. Yeniden kurmacihigin bu iki boyutla
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pozitif yonli anlamli iliskili bulunmasi da ilging bir sonug olarak ele alinabilir. Clinkii bu bulgularin aksine
yeniden kurmacilikta tutucu, esasici ve daimici anlayislara karsi ¢ikilmasi beklenmektedir (Gutek, 2017).
Esasici bir egitim inanci ise okul ikliminin sinirlayicilik boyutuyla anlamli iligkili bulunmustur.

Arastirmada son olarak okul iklimindeki degisimin ne kadarinin 6gretmenlerin egitime dair
inanclariyla agiklanabilecegi incelendi. Arastirma sonuglarindan genel olarak egitime dair inanglarin okul
iklimini dlstk duzeyde acikladigi gorilmektedir. Arastirmada destekleyici okul iklimi algisinin
o6gretmenlerin ilerlemeci ve daimici egitim inanglariyla, sinirlayici ve yonlendirici okul iklimi algisinin ise
esasici bir egitim inanciyla pozitif yonli olarak daha iyi agiklandigi saptandi. Esasicilikte gergekligin belirli
bir yapi ve diizen igerisinde 6grenciye aktariimasi (Gutek, 2017) sinirlayiciligl arttiran bir unsur olarak
degerlendirilebilir. Esasici egitime dair artan inang kargisinda demokratik tutum algisi disebilmektedir
(S6nmez Ektem, 2019). Esasici inanca sahip olan bir 6gretmen kontrol odakh bir sinif yénetimi
sergileyebilir (Tan, 2006). Demokratik tutum algisinin diisiik oldugu bir okul ikliminde de sinirlayici veya
yonlendirici bir iklimin baskin oldugu iddia edilebilir. Destekleyici okul ikliminin daimici bir egitim anlayisi
tarafindan pozitif yonli ve anlaml agiklanmasi ¢arpici bir sonugtur. Samimi bir okul ikliminin ise
ilerlemeci bir egitim inanci tarafindan pozitif, varoluscu bir egitim inanci tarafindan ise negatif olarak
daha iyi agiklandigi gorildi. Varolusgu bir egitim inancinin samimi bir okul iklimini negatif yonlu
actklamasi ilging bir sonugtur. Varoluscu bir anlayisin ¢agdas toplum ve egitimi bireye toplumsal rolleri
Ogreterek onun Uzerinde bir baski olusturdugu ve bu durumun bireyi kendi kimliginden uzaklastirdig
dislncesiyle (Gutek, 2017) bu sonug agiklanabilir. Varolusgular, insani bir sisteme bagh kilan gorusleri
reddederler (Noddings, 2017). Ancak insanin toplumsal bir varlik oldugu ve baglanma ihtiyaci oldugu
diisiincesi bu felsefi anlayisla 6rtiismemektedir. insanin icinde bulundugu kiiltiirlerle ancak samimilik
boyutunda saghkliiliskiler kurabilecegi ileri stirtlebilir.

Arastirma sonuglari genel olarak incelendiginde 6gretmenlerin egitime iliskin felsefi inanglari ile okul
iklimi algilari arasinda disik duzeyde anlamli iligkilerin oldugu gorilmektedir. Bu durum, okula iliskin
pozitif iklim algisina sahip olmada egitime dair inanglarin gérece 6nemli oldugunu ortaya koymaktadir.
ilgili literatiirle gelisen bazi farkliliklar olmakla birlikte genel olarak egitime iliskin cagdas felsefi inanglara
ylksek diizeyde sahip olmanin beraberinde pozitif okul iklimi algisini da getirdigi ileri strulebilir. Ozkal
vd. (2009) arastirmasinda sabit epistemik inanclara sahip olmayan 6grencilerin kendi 6grenme iklimlerini
daha yapilandirmaci gérdiklerini ortaya koymustur. Bu ylzden 6gretmenlerde pozitif okul iklimi algisini
arttiracak inanglar gelistirmek énemlidir. Ogretmenlere uygulanan hizmet dncesi ve hizmet ici egitim
programlari, gi¢ olmakla birlikte 6gretmenlerde inang¢ degisiklig§i meydana getirmenin olasi olasi
oldugunu ortaya koymustur (Richardson, 1996). Bununla birlikte insanin bilen, yapip-eden, deger Ureten,
tavir takinan, tarihsel olan, idelestiren, inanan, konusan... kisacasi kendine 6zgii fenomenleri olan bir
varlik olmasi (Menglisoglu, 2016) insanin etki ettigi fenomenleri de aciklamayi glclestirmektedir.
Dolayisiyla 6gretmenlerde gérilen olumlu okul iklimi algisinin temel belirleyicisi olarak egitime dair
felsefi inanglari gérmek gercekligin eksik bir yansimasi olabilir.

651



Fatih SAHIN — Pegem Egitim ve Ogretim Dergisi, 10(3), 2020, 635-654

References
Abelson, R. P. (1979). Differences between belief and knowledge systems. Cognitive Science, 3(4), 355-
366.

Alkin-Sahin, S., Tunca, N., & Ulubey, O. (2014). The relationship between pre-service teachers’
educational beliefs and their critical thinking tendencies. Elementary Education Online, 13(4), 1473-
1492.

Altinkurt, Y., Yilmaz, K., & Aytunga, O. (2012). Educational beliefs of primary and secondary school
teachers. Ondokuz Mayis University Journal of Education Faculty, 31(2), 1-19.

Armstrong, D. M. (1973). Belief, truth and knowledge. London: Cambridge University Press.

Audi, R. (1988). Foundationalism, coherentism, and epistemological dogmatism. Philosophical
perspectives, 2, 407-442.

Baron, J. (1992). The effect of normative beliefs on anticipated emotions. Journal of Personality and
Social Psychology, 63(2), 320-330.

Bas, G. (2015). Correlation between teachers’ philosophy of education beliefs and their teaching-
learning conceptions. Education and Science, 40(182), 111-126.

Beets, M. W., Flay, B. R., Vuchinich, S., Acock, A. C., Li, K. K., & Allred, C. (2008). School climate and
teachers’ beliefs and attitudes associated with implementation of the positive action program: A
diffusion of innovations model. Prevention Science, 9(4), 264-275.

BonJour, L., & Sosa, E. (2003). Epistemic justification: Internalism vs. externalism, foundations vs. virtues.
Blackwell.

Cevizci, A. (2014). Egitim felsefesi [Philosophy of education]. istanbul: Say.
Cohen, L., Manion, L., & Morrison, K. (2018). Research methods in education (8th Edition). Routledge.

Cokluk, O., Sekercioglu, G., & Biiyiikéztirk, S. (2010). Cok dediskenli istatistik: SPSS ve LISREL
uygulamalari [Multivariate statistics: SPSS and LISREL applications]. Ankara: Pegem Akademi.

Colak, i., & Altinkurt, Y. (2017). The relationship between school climate and teacher autonomy
behaviors. Educational Administration: Theory and Practice, 23(1), 33-71.

Dipaola, M., & Tschannen-Moran, M. (2001). Organizational citizenship behavior in schools and its
relationship to school climate. Journal of School Leadership, 11(5), 424-447.

Doganay, A. (2011). The effect of pre-service teacher education on the educational philosophies of
prospective teachers. Education and Science, 36(161), 332-348.

Field, A. (2005). Discovering statistics using SPSS. SAGE Publishing.

Gutek, G. L. (2017). Egitimde felsefi ve ideolojik yaklasimlar [Philosophical and Ideological Perspectives
on Education] (N. Kale, Trans.). Ankara: Utopya.

Halpin, A. W. (1966). Theory and research in administration. London: The Macmilan Company.

Halpin, A. W., & Croft, D. B. (1963). The organizational climate of schools. Chicago: Midwest
Administration Center, University of Chicago.

Harvey, O. J., Prather, M., White, B. J., & Hoffmeister, J. K. (1968). Teachers' beliefs, classroom
atmosphere and student behavior. American Educational Research Journal, 5, 151-165.

Hoy, W. K., & Clover, S. I. R. (1986). Elementary school climate. A revision of the OCDQ. Educational
Administration Quarterly, 22(1), 93-110.

Hoy, W. K., Hannum, J., & Tschannen-Moran, M. (1998). Organizational climate and student
achievement: A parsimonious and longitudinal view. Journal of School Leadership, 8(4), 336-359.

Hoy, W. K., Hoffman, J., Sabo, D., & Bliss, J. (1996). The organizational climate of middle schools: The
development and test of the OCDQ-RM. Journal of Educational Administration, 34(1), 41-59.

652



Fatih SAHIN — Pegem Egitim ve Ogretim Dergisi, 10(3), 2020, 635-654
Hoy, W. K., Tarter, C. J.,, & Kottkamp, R. B. (1991). Open schools, healthy schools: Measuring
organizational climate. Corwin Press.

George, D., & Mallery, M. (2010). SPSS for Windows step by step: A simple guide and reference, 17.0
update. Boston: Pearson

ligaz, G., Biilbil, T., & Guhadar, C. (2013). Investigation of the relationship between preservice teachers’
educational beliefs and their perceptions of self-efficacy. Abant izzet Baysal University Journal of
Faculty of Education, 13(1), 50-65.

James, W. (2017). Pragmatizm [Prahmatism] (T. Karakas, Trans.). istanbul: iletisim.
Karasar, N. (2012). Bilimsel arastirma yéntemi [Scientific research method]. Ankara: Nobel.

Kavgaci, H. (2010). Organizational climate and school-family relations in primary schools. Unpublished
Master's Thesis, Gazi University Institute of Educational Sciences, Ankara.

Kerlinger, F. N., & Kaya, E. (1959). The construction and factor analytic validation of scales to measure
attitudes toward education. Educational and Psychological Measurement, 19(1), 13-29.

Kiling, A. C. (2014). Examining the relationship between teacher leadership and school climate.
Educational Sciences: Theory and Practice, 14(5), 1729-1742.

Mengiisoglu, T. (2017). insan felsefesi [Human philosophy]. Ankara: Dogu Bati.

Minor, L. C., Onwuegbuzie, A. J., Witcher, A. E., & James, T. L. (2002). Preservice teachers' educational
beliefs and their perceptions of characteristics of effective teachers. The Journal of Educational
Research, 96(2), 116-127.

Miskel, C. G., & Hoy, W. K. (2013). Educational administration: Theory, research, and practice. McCraw-
Hill.

Mosier, R. D. (1951). Perennialism in education. History of Education Journal, 2(3), 80-85.

Musgrave, A. (2013). Sadduyu, bilim ve siiphecilik: Bilgi kuramina tarihsel bir giris [Common sense,
science and scepticism: A Historical Introduction to the Theory of Knowledge] (N. Kiguk, Trans.).
istanbul: ithaki.

Nickerson, R. S. (1998). Confirmation bias: A ubiquitous phenomenon in many guises. Review of General
Psychology, 2(2), 175-220.

Noddings, N. (2017). Egitim felsefesi [Philosophy of education] (R. Celik, Trans.). Ankara: Nobel.

Ozkal, K., Tekkaya, C., Cakiroglu, J., & Sungur, S. (2009). A conceptual model of relationships among
constructivist learning environment perceptions, epistemological beliefs, and learning approaches.
Learning and Individual Differences, 19(1), 71-79.

Pajares, M. F. (1992). Teachers’ beliefs and educational research: Cleaning up a messy construct. Review
of Educational Research, 62(3), 307-332.

Peirce, C. S. (1877). The fixation of belief. Popular Science Monthly, 12, 1-15.
Platon (2016). Diyaloglar [Dialogues] (T. Aktiirel, Trans.). istanbul: Remzi.

Richardson, V. (1996). The role of attitudes and beliefs in learning to teach. In J. Sikula (Ed.), Handbook
of research on teacher education (pp. 102-119). New York: Macmillan.

Silvernail, D. L. (1992). The development and factor structure of the educational beliefs questionnaire.
Educational and Psychological Measurement, 52(3), 663-667.

Sezgin, F., & Sénmez, E. (2018). Orgiit kiltiri ve iklimi ¢alismalarinin sistematik incelemesi: Bir icerik
analizi. Inénii Universitesi Egitim Fakiiltesi Dergisi, 19(1), 257-275. Doi: 10.17679/inuefd.330928

Sénmez, E., & Sezgin, F. (2017). A meta-analytic perspective on school climate studies in Turkey: The
impact of some demographic variables. Pegem Egitim ve Odgretim Dergisi, 7(3), 453-482,
http://dx.doi.org/10.14527/pegegog.2017.017

653



Fatih SAHIN — Pegem Egitim ve Ogretim Dergisi, 10(3), 2020, 635-654

Sénmez Ektem, | . (2019). The relationship between preservice teachers’ beliefs of educational
philisophy and their democratic attitudes. Kastamonu Education Journal, 27(6), 2391-2402. Doi:
10.24106/kefdergi.3142

Sahin, F., Sonmez, E., & Tabak, B. Y. (2019). A variable predicting school climate: The personality traits of
school principals. Baskent University Journal of Education, 6(2), 202-212.

Senel, T., & Bulug, B. (2016). The relationship between organizational climate and school effectiveness in
primary schools. Journal of TUBAV Science, 9(4), 1-12.

Tan, C. (2006). Philosophical perspectives on education. In Tan, C., Wong, B., Chua, J.5.M. & Kang, T.
(Eds.), Critical perspectives on education: An introduction (pp. 21-40). Singapore: Prentice Hall.

Taylor, D. L., & Tashakkori, A. (1995). Decision participation and school climate as predictors of job
satisfaction and teachers' sense of efficacy. The Journal of Experimental Education, 63(3), 217-230.

Tekin, H. (1996). Egitimde 6lcme ve dederlendirme. Ankara: Yargi.

Thapa, A., Cohen, J., Guffey, S., & Higgins-D’Alessandro, A. (2013). A review of school climate research.
Review of Educational Research, 83(3), 357-385.

Thomas, A. R. (1976). The organizational climate of schools. International Review of Education, 22(4),
441-463.

Tsai, C. C. (2002). Nested epistemologies: science teachers' beliefs of teaching, learning and science.
International Journal of Science Education, 24(8), 771-783.

Yilmaz, K., Altinkurt, Y., & Cokluk, O. (2011). Developing the Educational Belief Scale: The validity and
reliability study. Educational Sciences: Theory and Practice, 11(1), 343-350.

654



	1-793 etiket
	1-793

