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Analysing prospective teachers’ self-efficacy belief, teaching motivation and
attitudes towards teaching from the perspective of several variables
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Article Info Abstract

This study aims to analyse prospective teachers’ self-efficacy beliefs, teaching
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motivation, and attitudes towards teaching from the aspect of a number of variables.

Article History: The research data were collected through “Teachers’ Sense of Self-efficacy Scale”,
Received 31 October 2018 “Motivation to Teach Scale”, “Attitude Scale of Teaching Profession”. The study group
Revised 24 May 2019 was composed of 543 undergraduate students and taking teaching formation courses.
Accepted 31 July 2019 Consequently, it was found that the prospective teachers who had chosen the
Online 21 September 2019 department of study or graduation voluntarily had higher self-efficacy, motivation and

attitudes than those who had not chosen the department voluntarily. The difference
Keywords: was found significant for both independent variables, but the interaction effect of the
Prospective teacher, independent variables was not found significant for the dependent variables
Teacher self-efficacy belief, considered in this study. In addition to that, on examining the correlations between
Teaching motivation, variables, it was found that the highest correlation was between intrinsic motivation
Attitude. and attitudes whereas the lowest correlation was between self-efficacy and

motivation. The regression analysis performed indicated that attitudes had significant
Article Type: effects on self-efficacy and motivation. The findings suggested that such factors as
Research paper attitudes, self-efficacy, and motivation should be taken into consideration in teacher

training, and that other variables thought to have significant effects on teaching
profession should also be analysed in studies to be conducted in the future.

Ogretmen adaylarinin 6gretmen 6z yeterlik inanci, 6gretme motivasyonu ve
o6gretmenlik meslegine yonelik tutumlarinin gesitli degiskenler agisindan

incelenmesi

Makale Bilgisi 0z
DOI: 10.14527/pegegog.2019.035 Bu :?ra'_;‘tlrmanm amaci 6%retm§n a'daylarlnln Ogretmen oz yetevr!ik inanci, 6gretme

motivasyonu ve meslege yonelik tutumlarinin ¢esitli  degiskenler agisindan
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olunca 6gretmenlik yapmayi isteyenlerin, istemeyenlere gore 6z yeterlik, motivasyon
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Ogretmen 6z yeterlik inanci, etkisi, ele alinan bagimli degiskenler icin anlaml bulunmamistir. Bunun yaninda
Ogretme motivasyonu, degiskenler arasindaki iliski incelendiginde, en yiiksek iliski igsel motivasyon ile tutum
Tutum. arasinda bulunurken, en duslik iliski ise 6z yeterlik ile motivasyon arasinda
Makale Tiirii: bulunmustur. Regresyon analizi sonucunda da tutumun 0Oz-yeterlik ve motivasyon
Ozgiin makale lizerinde 6nemli bir etkiye sahip oldugu belirlenmistir. Bulgular 6gretmen egitiminde

tutum, Oz-yeterlik ve motivasyon degiskenlerinin dikkate alinmasi gerektigini ve
sonraki arastirmalarda 6gretmenlik mesleginde onemli etkisi oldugu dislnilen
degiskenlerin incelenmesi gerektigini gostermektedir.
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Introduction

The most important component of an educational system is, undoubtedly, the teacher. The success
of an educational system depends on the qualities of teachers who are to put the system into action
(Ozkan & Arslantas, 2013; Yesil & Sahan, 2015). Accordingly, a system’s effective functioning depends on
teachers’ properties. Of the teacher properties, affective features, beside teachers’ knowledge and
skills, are as important as cognitive properties. Apart from that, teaching is a profession requiring
affective domain abilities such as attitudes and behaviours in addition to cognitive domain
competencies (Varis, 1998). The above-mentioned affective properties include teachers’ motivation,
their attitudes towards teaching, and their self-belief (self-efficacy, self-identity). It is thought that such
factors as self-efficacy, motivation, and attitude can influence mainly students’ eagerness to learn, and
interest in a course, and students’ performance, and thus it can influence students’ academic
achievement (Kan & Akbas, 2005).

The success of an educational system cannot be considered distinct from teachers who are to
implement the system (Ay, 2007). In this context, the most important component of educational
systems plays very important roles in providing good quality education, and in raising qualified
individuals (Kavcar, 1999). The way teachers- who perform the job of teaching- are trained is also
important. For this reason, it is necessary for prospective teachers to acquire the values and attitudes
related to the profession just as it is important for teachers to have the above-mentioned properties
(Celikéz & Cetin, 2004; Ozkan, 2012). Determining those affective properties of prospective teachers
offers important information in evaluating the process of teacher training. Interest, attitudes,
motivation, and self-efficacy-which are considered within the framework of affective properties- are in
interaction with each other and the most important factors that increase concentration and success
(Abak, Eryilmaz, & Fakioglu, 2007; Karasakaloglu & Saracaloglu, 2009; Pajares, 2002; Pajares & Schunk,
2001; Saf, 2011; Tepe, 2011; Unal, 2013).

One of the affective properties considered within the scope of this study is self-efficacy. Self-efficacy
is one of the important characteristics that should be highlighted in education (Askar, & Umay, 2002).
According to Bandura (1986), self-efficacy is defined as self-belief in one’s own capacity to organise the
activities necessary for displaying certain performance and to perform it. Self-efficacy belief also
influences how individuals should think, feel, motivate themselves and act (Bandura, 1995). Pajares
(1996) states that individuals with high self-efficacy belief make great efforts to achieve success in a job,
that they do not give up when they encounter hitches, and that they have patience, and insistence.
Individuals’ perception of self-efficacy influences their motivation and performance in several ways.

Another affective property considered in this study is motivation. It is emphasised in research that
motivation is as important as the other affective properties. Motivation is a factor important for learning
to occur at the desired level. Motivation is a concept related to individuals’ behaviours, and is thought to
be sum total of efforts leading individuals into attain their targets (Erdem, 1998; Ertiirk, 1995); and it is
also an important factor facilitating learning (Kaya, 2001). It was found, for example, that students
having high motivation had high academic performance and achievement (Mildgley, Feldlaufer, &
Eccles, 1998; Murphy & Alexander, 2000). Seen from the perspective of teachers, motivation is said to
be influential in such things as the time teachers allocate to their work, the quality of work they do, and
their eagerness to work (Owens, 1998). Teachers’ motivation to teach is as important as their ability to
teach. Teachers’ efforts for professional development are associated with their teaching motivation
(Butler, 2007; Tittle, 2006; Watt & Richardson, 2007). Motivation is considered under two headings:
intrinsic motivation and extrinsic motivation. Intrinsic motivation means an individual’s involvement
with interaction despite having no external awards or his/her participation in the activity and getting
pleasure from doing this only and being satisfied with it. Such motivation originates from individuals’
needs. If the source of motivation is interests, needs, curiosity, etc., it means there is intrinsic
motivation (Senemoglu, 2000). What is important in education is to raise students’ interest and curiosity
and to assure that they feel the need and thus to organise the teaching-learning environments
necessary for helping intrinsic motivation and for sustaining learning activity (Senemoglu, 2000). High
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intrinsic motivation is directly proportional to achievement (Yazici, 2009). Extrinsic motivation can be
described with external awards such as avoiding punishment, competition and getting high marks. It can
easily be perceived or understood by looking at the results (Kazusa, 1999, as cited in Dede, & Argiin,
2004). Individuals’ motivation can change their attitudes towards and thoughts about their job.

Attitudes- one of the variables influencing learning and the third variable considered in this study-
are the inclinations attributed to individuals and forming the individuals’ thoughts, feelings and
behaviours about a psychological object regularly (Kagitcibasi, 1988). Considered from this perspective,
teachers’ attitudes towards teaching profession will reflect one of the strongest determiners of their
behaviours in their profession- that is to say, their “conception of teaching profession”. Then, it may be
said that teachers form their conception of teaching through their learning experiences in the past as
students and through their experience they gain in teaching profession (Can, 1987). Individuals’ personal
evaluations about their learning and academic achievements influence their motivation. They will have
higher motivation and higher probability to achieve success if they have self-confidence.

Examining the correlations between the variables in question, research has found positive
correlations between self-efficacy belief and attitudes (Demirel & Akkoyunlu, 2010). Accordingly,
individuals’ belief in their capacity affects their motivation and also their success or failure directly.
Capacity belief, which is called self-efficacy, has received increasing interest from educational research.
Individuals’ belief that they have the ability necessary for fulfilling a task motivates them, leads to
increase in decisiveness and enables them to display the necessary behaviours (Uredi & Uredi, 2006).
Besides, it was also pointed out that attitudes were related to motivation and that the main reason why
students develop negative attitudes towards courses was lack of interest and of motivation (Bilgin,
2006). It was found through research that teachers’ self-efficacy beliefs were influential in their
students’ achievement and motivation (Caprara, Barbaranelli, Steca, & Malone 2006; Midgley,
Feldlaufer, & Eccles, 1989; Multon, Brown, & Lent, 1991; Ozerkan, 2007). Graham and Weiner (1996)
state that self-efficacy belief is a more effective predictor of behaviours compared to other affective
properties. According to Schunk (1996), academic self-efficacy has mutual relations with motivation.
Accordingly, self-efficacy perception influences motivation directly. It was reported in studies that high
self-efficacy raised motivation, that it enabled individuals to cope with new and challenging tasks and
that it made individuals eager to make efforts; but low self-efficacy caused individuals to fail to take the
initiative in behaviours or to quit a task before completing it (Jerusalem, 2002; cited in Yilmaz, Glrgay, &
Ekici, 2007). Inceoglu (2004) defines attitude as “individuals’ preliminary inclination to respond to an
object, social issue or event mentally, emotionally, and behaviourally by organising the response on the
basis of motivation and knowledge. As is evident from the definition, attitudes are influenced by
motivation. Research has also found high correlations between attitudes and motivation (Azizoglu &
Cetin, 2009; Saf, 2011). Therefore, this study aims to analyse whether or not attitudes towards teaching
profession, self-efficacy and motivation differ according to such variables as the department of
graduation or of study, and desire to become a teacher upon graduation, and whether or not there are
any correlations between dependent variables. Variables thought to influence self-efficacy, attitudes,
and motivation were included in the study in determining the independent variables (choosing the
department of study or graduation voluntarily, and wishing to be a teacher after graduation). The results
obtained in this study are believed to contribute to evaluating the efficiency of teacher training
institutions.

Teachers’ intellectual attitudes, emotional responses, habits, and personality involving all these,
influence students. Especially teachers’ attitudes towards students and towards school activities
extensively affect students’ learning and personality (Kligikahmet, 1976). Thus, determining the
variables affecting prospective teachers’ attitudes towards teaching profession-which require self-
sacrifice and continuous work-, their motivation and self-efficacy and the correlations between the
variables will shed light on predicting the achievement in the job and job satisfaction and that it will
make contributions to efforts for developing and improving the profession. Prospective teachers’
perceptions of the profession and the motivation and attitudes they have as a result of the perceptions
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will direct their expectations from the future, will support the development of their attitudes and
values, will raise their motivation and thus will substantially determine the way they approach teaching.
It is expected that revealing the variables affecting attitudes, motivation and self-efficacy and
demonstrating the correlations between the variables will contribute to raising the quality of pre-service
training and also to determining the professional behaviours of prospective teachers. This study was
conducted with the participation of prospective teachers and it was found that no other studies
considering the factors influencing the three variables at the same time and considering the correlations
between the three variables in such detail. Therefore, it is believed to contribute significantly to the
literature.

Method
Research Design

This current study uses relational survey model- one of the descriptive study methods- to determine
prospective teachers’ self-efficacy, attitudes, and motivation in relation to teaching profession and to
reveal the correlations between them. “Relational survey models are the studies conducted so as to find
the existence and/or degree of variance between two or more variables” (Karasar, 2012). “Relational
survey models are the studies describing events and phenomena as they are and aiming to demonstrate
the effects of events or phenomena which are thought to have effects on events or phenomena or the
degree of correlations between them (Kaya, Balay, & Gogen, 2012). Two types of relational survey
model-namely, exploratory model, and prediction model- were used together in this study.

Study Group

The study group was composed of students attending the educational faculty of two state
universities in Ankara and volunteering to complete the scale and also the students trained to receive
teaching formation. 30 forms which were incorrectly and incompletely filled in were removed from the
data collection tool, and the remaining 543 forms were put to analysis. First, one-way extreme value
analysis was performed on the basis of z scores, and 11 people were excluded from analysis. Then, 15
participants were also removed from the data set after a multi-directional analysis which was performed
according to Mahalanobis distance. Normality, linearity and covariance assumptions were examined
with data of 517 participants.

44.00% of 517 prospective teachers (n=229) were the second year students whereas 25.00 %
(n=130) were the third year students and 31.00 % (n=158) were taking teaching formation courses.
81.05% (n=419) of the participants were female and 18.95% (n=98) were male. Of the prospective
teachers to whom the scale was administered, 39.65% (n=205) were the graduates of Anatolian high
schools while 24.76% (n=128) were the graduates of Anatolian Teachers’ High schools and 35.59%
(n=184) were the graduates of other types of high schools. 81.24% (n=420) said that they chose the
department they attended voluntarily, but 18.76% (n=97) said that they did not choose their
department at their own request. 88.78% of them (n=459) stated that they wanted to be teachers after
graduation from university while 11.12% (n=58) stated that they did not want to be teachers after
graduation. On examining their grade point averages at university, it was found that 1.00 % (n=6) had
average of 1-199, 10.06% (n=52) had average of 2.00-2.50, 36.56% (n=189) had average of 2.51-2.99,
42.95% (n=222) had average of 3-3.50 and 9.29% (n=48) had average of 3.50-4.00.

Data Collection Tools

The research data were collected with personal information form and with three different
instruments. Personal information form included question on gender, the types of high school of
graduation, academic grade point average and on whether or not the participants chose their
department at their own request. The scales used in the study were “Teachers’ Sense of Self-efficacy
Scale” developed by Tschannen-Moran and Woolfolk-Hoy (2001) and adapted into Turkish by Capa,
Cakiroglu, and Sarikaya (2005); “Motivation to Teach Scale” developed by Kauffman, Yilmaz-Soylu and
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Duke (2011) and adapted into Turkish by Glizel-Candan and Evin-Gencel (2015), and “Attitude Scale of
Teaching Profession” developed by Ustiiner (2006).

Teachers’ Sense of Self-efficacy Scale: Teachers’ sense self-efficacy scale, which was developed by
Moran and Woolfolk-Hoy (2001) and adapted into Turkish by Capa, Cakiroglu and Sarikaya (2005),
contains 3 sub-factors and 24 items. The first factor which contained items related to the extent to
which teachers could persuade students that they could do the activities at school well was labelled as
“assuring student participation”, the second factor which was related to the degree to which teachers
could control the undesirable behaviours in the classroom was labelled as “classroom management” and
the third factor which contained items related to the degree to which teachers could use different
teaching and evaluation strategies was labelled as “instructional strategies.” The original scale was a
five-pointed scale graded as “inadequate”, “very little adequate”, “a little adequate”, “quite adequate”
and “very adequate”. The lowest score that can be obtained from the scale was 24 while the highest
score was 216. The researchers calculated Cronbach’s Alpha, the internal consistency coefficient for
reliability analyses and they used confirmatory factor analysis and Rasch measurement model for
validity analysis in adaptation. As a result of the reliability analyses, it was found that the reliability of
the sub-factors ranged between .82 and .86. Following the confirmatory factor analysis which was done
for validity, it was found that the scale had goodness of fit indices supporting the three factor structure
recommended by Tschannen Moran and Hoy (2001), and following the Rasch analysis, it was found that
all the items had acceptable fit indices. As a result of the reliability analyses, it was found that the
reliability of the sub-dimensions ranged between .87 and .88.

Motivation to Teach Scale: Motivation to teach scale was developed by Kauffman, Yilmaz-Soylu, and
Duke (2011) and adapted into Turkish by Giizel-Candan and Evin-Gencel (2015). The scale was
developed so as to measure prospective teachers’ intrinsic and extrinsic motivation for teaching. The 12-
item scale is composed of two sub-factors called intrinsic motivation and extrinsic motivation. The 6-

» o« » o«

pointed Likert type scale had the categories of “definitely disagree”, “disagree”, “a little disagree”, “a
little agree”, “agree” and “definitely agree”. The scale did not have any items with negative statements
requiring reverse coding. The minimum score that can be obtained from the overall scale was 12 while
the maximum score was 72. While Cronbach’s Alpha was .90 for the factor of intrinsic motivation, it was
.79 for the factor of extrinsic motivation. Reliability coefficient in this study was .83 for the factor of
intrinsic motivation whereas it was .73 for the factor of extrinsic motivation. The results of confirmatory
factor analysis performed to determine the construct validity demonstrated that the 2-factor and 12-
item construct of the scale was preserved as it was. The findings showed that the scale could be used
with studies to be conducted in Turkey. On examining the original version of the scale developed by
Kauffman et al (2011), taking educational psychology course was set as the main criterion for
prospective teachers. Taking this criterion into consideration, the participants in the study group were

chosen from the second-year students or more senior in this study.

Attitude Scale of Teaching Profession: Attitude scale of teaching profession was developed by
Ustiiner (2006) to determine professional attitudes-which were an important component in analysing
organisational behaviour in educational organisations. The 5-pointed scale contained 34 items and one
factor. 24 of the items expressed positive attitudes and 10 items expressed negative items. When the
items expressing negative attitudes were coded reversely, the minimum score that can be obtained
from the scale was 34 while the maximum score was 170. To determine the criterion validity of the
scale, its correlations with attitudes towards teaching profession scale developed for the same purpose
by Erkus, Sanli, Given and Bagh (2000) was checked and thus the criterion validity was found to be .89.
Test-retest was employed in order to determine the reliability of the scale and internal consistency
coefficient was calculated. Test-retest consistency coefficient was found as .72 at the end of two
applications which were done with 4-week intervals; and Cronbach’s Alpha calculated for internal
consistency was found as .93. The psychometric properties of the scale developed showed that the scale
was valid and reliable. Cronbach’s Alpha coefficient for the scale was calculated as .95 in this study.
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Confirmatory factor analysis (CFA) was employed to find out whether or not the factor structures of
“Teachers’ Sense of Self-efficacy Scale”, “Attitude Scale of Teaching Profession”, and “Motivation to
Teach Scale” used in this study were confirmed by the collected data. Therefore, the latent variables
representing the observed variables were tested with the measurement model to determine whether
the factor structure was confirmed by the data collected from the sample and to see the model fit. CFA
is an analysis used in evaluating the extent to which the factors made up of several indicators receiving
support from theoretical basis (latent variables) fit the real data. Even though the data obtained from
Likert type scales are mostly treated as if they were continuous, it is a controversial issue. Because
categorical data are inherently discontinuous and because they cannot have normal distribution, the
structures of “Attitude Scale of Teaching Profession” and of “Motivation to Teach Scale” were
determined by using diagonally weighted least square (DWLS) method, a method of estimation resistant
to the violation of normality assumption. Maximum likelihood ratio (MLR) was used in analysing the
factor structure since “Teachers’ Sense of Self-efficacy Scale” had 9 categories.

Fit indices are used in evaluating the model-data fit in CFA. Kline (2005) suggests that such criteria as
xz(df), and p, xzdf)/df, RMSEA (90.00 % confidence interval), CFl, SRMR be used in evaluating the model fit.
RMSEA should be reported along with 90.00 % confidence interval. It is expected that the upper limit be
below .10. The criteria used in evaluating the model fit are shown in Table 1. In addition to the criteria in
Table 1, for each observed variable in CFA model should be R2>.50; that is to say, standardised factor
loads are expected to be .70 at least (Kline, 2011).

Table 1.

Criteria for Goodness of Fit.

Goodness of fit Good fit Acceptable fit

X ap/ df .00< X’ 4/ df $2.00 2.00< X’ ap/ df <5.00
RMSEA .00<RMSEA<.05 .05<RMSEA<.10
CFI .95<CFI<1.00 .90<CFI<.95
SRMR .00<SRMR<=.05 .05sSRMR=<.10

Table 2 shows the fit results for Teachers’ Sense of Self-efficacy scale developed by Tschannen-
Moran and Woolfolk-Hoy (2001), and adapted into Turkish by Capa, Cakiroglu, and Sarikaya (2005).

Table 2.
Comparative Goodness of Fit Indices for Teachers’ Sense of Self-efficacy Scale.

Xian X an/ df RMSEA - 90.00% Cl CFI SRMR
Measurement model 928.80 928.80/249=3.73 .07 .90 .04

with three dimesion

On examining Table 2, the three-factor measurement model can be said to have acceptable fit.
However, on examining the correlations between dimensions, it is clear that the correlation between
factor 1 and factor 2 is .92; between factors 2 and 3, .94 and between factors 1 and 3, .94. This emerging
situation indicates that the scale can also have one factor. On analysing the one-factor model, the )(2
value was found to rise to 1012.02 and RMSEA to .08.

The results for fit of Motivation to Teach Scale developed by Kauffman, Yilmaz Soylu and Duke
(2011), and adapted into Turkish by Glizel-Candan and Evin-Gencel (2015) are shown in Table 3.

Table 3.
Comparative Goodness of Fit Indices for Motivation to Teach Scale.

X (@ X @g/ df RMSEA CFI SRMR
Measurement model 185.56 185.56/53=3.50 .08 .94 .05

with two dimension
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Examining Table 3, it can be said that the motivation to teach scale fits the two-factor measurement
model. Apart from that, the correlation between the factors was found as .69 in the model. Considering
the need for correlation between factors to be below .80, it can be stated that the result obtained is
adequate.

The results for fit of An Attitude Scale of Teaching Profession developed by Ustiiner (2006) are
shown in Table 4.

Table 4.
Comparative Goodness of Fit Indices for An Attitude Scale of Teaching Profession.

Xian X/ df RMSEA CFI SRMR
Measurement model 3302.89 3302.89 /527=6.27 .10 .98 .08

without modifications

An examination of Table 4 shows that the one-factor model of an attitude scale of teaching
profession does not have good fit with the values of xz(df)/df, RMSEA, CFl, SRMR. Wang and Wang
(2012) point out that modification indices can be evaluated and thus the model can be improved to
increase the model fit. Yet, any change to be made on the basis of modification indices should be based
on a theory or a conceptual rationale (Cokluk, Sekercioglu, & Buyukozturk, 2014). There are two
modification indices that are thought to contribute most to model fit. Error variances were combined
since the first is correlated with item 6 (I don’t think teaching is suitable to my lifestyle) and item 7 (|
don’t think teaching is suitable to my personality) and the second is correlated with item 28 (I believe
teaching will give me prestige in society) and item 33 (I believe | will be valued adequately in my circle),.
On making the modification, it was found that the x2 value fell to 2968.95 and the RMSEA to .92.

Data Analysis

Firstly, descriptive statistics were calculated for teachers’ sense of self-efficacy scale and motivation
to teach scale and for the variables of wishing to be a teacher after graduation and choosing the
department of study or of graduation voluntarily in the attitudes toward teaching Profession scale. In
addition to that, two-way MANOVA (multivariate analysis of variance) was conducted to determine
whether or not the variables of wishing to be a teacher after graduation and choosing the department
of study or of graduation influenced attitudes towards teaching profession, self-efficacy, and motivation.
Analysing two or more dependent variables at the same time prevents experimental errors ().
Monitoring tests were done with ANOVA to find the source of significant differences in the set of
dependent variables in case significant differences were to be found in consequence of MANOVA.
Besides, effect size (eta-square (nz) coefficient) was calculated to see the degree to which the
independent variable was influential on the dependent variable. It can take on values between .00 and
1.00. Eta-square values of .01, .06, and .14 are considered as small, medium and big effect size,
respectively (Ellis, 2010; Pallant, 2005).

It is recommended that at least 20 participants should be available in each cell to be formed after
the analysis in order for the multivariate analysis of variance to be used in analysing the data
(Tabachnick, & Fidell, 2007). On examining the data, no obstacles were found in front of the assumption.
Apart from that, on including such variables as gender and grade point averages in the analysis, the
assumption was damaged and therefore these variables were not included in the analysis. Additionally,
univariate and multivariate normality, extreme values, linearity, multicollinearity, and singularity,
homogeneity of variance-covariance matrix are among the assumptions that should be met (Pallant,
2005). Therefore, whether or not the assumptions about MANOVA were met was tested prior to
MANOVA.

First, whether or not the assumptions of univariate and multivariate normality and extreme values
were met was checked and the explanations about the assumptions were made in the study group.
Another assumption that needed testing prior to performing MANOVA was to see whether or not there
were any linear correlations between dependent variables. In order for this assumption to be met, there
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should be linear correlations between all the probable binary combinations of the dependent variables
(BUytkoztiirk, 2010; Pallant, 2005). Correlations between dependent variables were analysed, and the
correlations were found significant.

In addition to that, assumptions such as equality of variance and covariance matrices and
multivariate normality should primarily be tested to perform this analysis; because this analysis is
sensitive to outliers (Pallant, 2007; Stevens, 2002). Following the analyses, it was found that
independent variables had normal distribution (for self-efficacy F3-1.22; p>.05, for attitudes F-1.17;
p>.05, for motivation F(3= .20; p>.05), and that the Box M value was not significant — in other words, the
equality of variance and covariance matrices assumption was met (Box M= 19.17; p>.05).

The independent variables in the research were wishing to be a teacher and choosing the
department of study or of graduation voluntarily while dependent variables were attitudes towards
teaching profession, teacher self-efficacy, and teaching motivation. Attitudes towards teaching
profession scale had one factor but having the correlation between the sub-factors of teachers’ sense of
self-efficacy scale above .80 disturbed the assumption of multicollinearity- one of the MANOVA
assumptions- and therefore decision was made to consider the sub-factors of this scale as one factor.
Pallant (2007) states that the sub-factors in a scale can be considered as one factor when there are high
correlations between dependent variables. Significant level was regarded as .50 for two-way MANOVA
and as .01 (.05/4) for multivariate ANOVA in statistical calculations. Besides, the correlations between
self-efficacy, attitudes, and motivation were analysed through Pearson’s correlation coefficient, and
multiple regression analysis was done so as to reveal the degree of correlations found between the
variables in the model.

Findings

Descriptive statistics obtained from motivation to teach, attitudes towards teaching profession and
teachers’ sense of self-efficacy scales according to the variables of wishing to be a teacher after
graduation and of choosing the department of study or graduation voluntarily- which were considered
in this study- are shown in Table 5.

As is clear from Table 5, prospective teachers choosing the department of study or graduation
voluntarily received higher scores than those choosing the department involuntarily in the scales of
teachers’ sense of self-efficacy, motivation to teach (intrinsic and extrinsic motivation) and attitudes
towards teaching profession. According to the variable of wishing to be a teacher after graduation,
those who wanted to be a teacher after graduation received higher scores than those who did not want
to be a teacher in all of the scales. Two-way MANOVA was performed in order to find whether or not
there were any significant differences between grade point averages. The statistical data are shown in
Table 6.

It was found following MANOVA performed by using Bonferroni inequality that the population
averages in dependent variables, and the variables of choosing the department of study or graduation
voluntarily (A=.96, F4,510=6.19, p<.05) and wishing to be a teacher after graduation (A=.73, F4, 510=47.38,
p<.05) were statistically significant but that the interaction between choosing the department of study
or graduation vquntarin* and wishing to be a teacher after graduation (A=.99, F4, 510=.74, p>.05) was
not statistically significant .

An examination of the eta-square values indicating the size of significant difference made it clear
that the variable of wishing to be a teacher after graduation explained 27.00 % (n2=.27) of the variances
and the variable of choosing the department voluntarily explained 3.00 % (n2=.03) of the variance.
Accordingly, it may be said that the effects of the variable of wishing to be a teacher after graduation on
dependent variables is great but the effects of the variable of choosing the department voluntarily on
dependent variables is small. Because the variables of choosing the department of study or graduation
voluntarily and of wishing to be a teacher after graduation were found significant following MANOVA,
multivariate analysis was conducted and the results are shown in Table 7.
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Table 5.

Descriptive Statistics according to the Variables of Wishing to be a Teacher after Graduation and
Choosing the Department of Study or Graduation Voluntarily in the Scales of Teachers’ Sense of Self-
efficacy, Motivation to Teach, and Attitudes towards Teaching Profession.

Choosing the department of Wishing to be a teacher

Test scores study or graduation voluntarily after graduation N Mean Sd
Teachers’ Sense  Yes Yes 383 171.14 20.88
of Self-Efficacy No 37 158.73 24.71
Scale Total 420 170.04 21.50
No Yes 76 166.91 24.14

No 21 150.38 23.39

Total 97 163.33 24.82

Motivation to Yes Yes 383 29.74 6.17
Teach, No 37 19.03 6.96
(intrinsic Total 420 28.79 6.94
motivation) No Yes 76 25.75 6.63
No 21 16.14 5.26

Total 97 23.67 7.48

Motivation to Yes Yes 383 19.03 4.62
Teach, No 37 13.08 4.67
(Extrinsic Total 420 18.51 4.90
motivation) No Yes 76 16.42 4.69
No 21 12.14 4.13

Total 97 15.49 4.89

Attitudes Yes Yes 383 140.26  19.26
Towards No 37 99.46 17.57
Teaching Total 420 136.67 22.33
Profession No Yes 76  126.39 20.12
Scale No 21 90.33 16.19
Total 97 118.59 24.37

Table 6.

MANOVA Analysis of Prospective Teachers’ Sense of Self-efficacy, Motivation to Teach, (sub-factors) and
Attitudes towards Teaching Motivation according to the Variables of Choosing the Department of Study
or Graduation voluntarily and Wishing to be a Teacher after Graduation.

Hypothesis Eta-square
Effects A F df Error df p (n)
intercept .04 3024.78 4.00 510.00 .00 .96
Choosing the department of study or .96 4.69 4.00 510.00 .00 .03
graduation voluntarily
Wishing to be a teacher after 73 47.38 4.00 510.00 .00 .27
graduation
Choosing the department of study or .99 .74 4.00 510.00 .56 .01

graduation voluntarily*wishing to be
a teacher after graduation

*<.05

Because Bonferroni correction was used to control the type 1 error for multivariate ANOVAs in Table
7, each ANOVA was tested at .01 (.05/4.00) significance level. Accordingly, the analysis results
demonstrated that the differences between self-efficacy, intrinsic motivation and attitudes scores were
significant in relation to the variable of the department of study or graduation and that the differences
found in all dependent variables of the variable of wishing to be a teacher after graduation were
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statistically significant. Group comparisons were made in the scales of self-efficacy, intrinsic motivation,
extrinsic motivation and attitudes in relation to the variables of choosing the department of study or
graduation and of wishing to be a teacher after graduation by using Bonferroni inequality, and the

results are shown in Tables 8 and 9.

Table 7.

Multivariate ANOVA Results for the Variables of Choosing the Department of Study or Graduation
Voluntarily and of Wishing to be a Teacher after Graduation.

Source Dependent variable SS df MS F p Eta-square
Corrected model Self-efficacy scale 13238.19 3 4412.73 9.31 .00 .27
Intrinsic motivation 7458.10 3 2486.03 63.31 .00 .17
Extrinsic motivation 2212.96 3 737.65 34.80 .00 .05
Attitudes scale 103323.09 3 34441.73 93.77 .00 .35
intercept Self-efficacy scale 4632074.85 1 4632074.85 9770.64 .00 .82
Intrinsic motivation 90900.68 1 90900.68 2314.97 .00 .79
Extrinsic motivation 40722.62 1 40722.62 1921.44 .00 .95
Attitudes scale 2304324.47 1 2304324.47 6274.12 .00 .92
Choosing the Self-efficacy scale 1749.40 1 1749.40 3.69 .00 .02
department of study Intrinsic motivation 522.27 1 522.27 13.30 .00 .01
or graduation Extrinsic motivation 139.47 1 139.47 6.58 .06 .01
voluntarily Attitudes scale 1749.40 1 1749.40 15.92 .od .03
Wishing to be a Self-efficacy scale 9258.62 1 9258.62 19.53 .00 .18
teacher after Intrinsic motivation 4565.722 1 4565.72 116.27 .00 .10
graduation Extrinsic motivation 1157.713 1 1157.71 54.62 .00 .04
Attitudes scale 65342.38 1 6534.38 177.91 .od .26
Interactions Self-efficacy scale 187.82 1 187.82 40 .53 .00
Intrinsic motivation 13.47 1 13.47 .34 .56 .00
Extrinsic motivation 31.02 1 31.02 146 .23 .00
Attitudes scale 248.52 1 248.52 .68 .41 .00
Error Self-efficacy scale 243203.54 513 474.08 474.08
Intrinsic motivation 20143.67 513 39.27 39.27
Extrinsic motivation 10872.41 513 21.19 21.19
Attitudes scale 188411.90 513 367.27 367.27
Total Self-efficacy scale 14984647.00 517
Intrinsic motivation 20143.67 517
Extrinsic motivation 10872.41 517
Attitudes scale 9474759.00 517
Corrected total Self-efficacy scale 256441.74 516
Intrinsic motivation 27601.78 516
Extrinsic motivation 13085.37 516
Attitudes scale 291735.00 516

*

p<.01

Examining Table 8, it can be said that the independent variable of wishing to be a teacher after

graduation is influential in prospective teachers ‘self-efficacy, intrinsic motivation, extrinsic motivation
and attitudes and that the effect is independent of the variable of choosing the department of study or
graduation voluntarily. Apart from that, it was also found that the prospective teachers wishing to be
teachers after graduation had higher scores than those not wishing to be teachers.

As clear from Table 9, the independent variable of choosing the department of study or graduation
voluntarily is influential in prospective teachers’ intrinsic motivation, extrinsic motivation and in their
attitudes and that the effect is independent of their wish to be a teacher. In addition to that, it is also
clear from the Table that the prospective teachers who have chosen their department voluntarily have
higher intrinsic motivation and attitude scores than those have not.
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Table 8.

The Results of Binary Comparisons Made on the Basis of Bonferroni Analysis according to the Variable of
Wishing to be a Teacher after Graduation in the Scales of Self-efficacy, Intrinsic and Extrinsic Motivation
and Attitudes.

Wish to be a teacher Wish to be a Mean

Dependent variables (i) teacher (J) Difference (i-J) SE p

Self-efficacy Yes No 1447  3.27 .0d
No Yes -14.47 3.27

Intrinsic motivation Yes No 10.16° .94 .od
No Yes -10.16 .94

Extrinsic motivation  Yes No 5.17 .69 .00
No Yes -5.12 .69

Attitudes Yes No 38.43 2.88 .00
No Yes -38.43 2.88

*p<.05

Table 9.

The Results of Binary Comparisons Made on the Basis of Bonferroni Analysis according to the Variable of
Choosing the Department of Study or Graduation Voluntarily in the Scales of Self-efficacy, Intrinsic and
Extrinsic Motivation and Attitudes.

Choosing the Department Choosing the Department Mean
of Study or Graduation of Study or Graduation Difference
Dependent variables Voluntarily (i) Voluntarily (J) (i-J) SE »p
Self-efficacy Yes No 6.29 3.27 .05
No Yes -6.29 3.27
Intrinsic motivation Yes No 3.44 94 .00
No Yes -3.44 .94
Extrinsic motivation Yes No 1.78 69 .01
No Yes -1.78 .69
Attitudes Yes No 11.50° 2.88 .00
No Yes -11.50 2.88

This study also investigated whether or not prospective teachers’ perceptions of self-efficacy in the
profession were correlated with their attitudes and motivation, and the results obtained are shown in
Table 10. An examination of Table 10 makes it clear that there are medium level correlations between
prospective teachers’ perceptions of self-efficacy in teaching profession and their attitudes (r=.41) and
between their attitudes and extrinsic motivation (r=.53), high correlations between their intrinsic and
extrinsic motivation (r=.72), and low and positive correlations between their self-efficacy and extrinsic
motivation (r=.22). Considering the determination coefficient (RZ), it can be said that .06% of the total
variance in self-efficacy perception stems from intrinsic motivation and 5.00 % from extrinsic
motivation, that 52.00 % of attitudes stems from intrinsic motivation and 28.00 % from extrinsic
motivation and that 52.00 % of intrinsic motivation stems from extrinsic motivation. Yet, the
theoretically explained variance can also be interpreted for the other variable. Accordingly, it can be
stated that prospective teachers’ intrinsic and extrinsic motivation and their self-efficacy increase in
parallel to the increase in their attitudes towards teaching profession. In addition to that, on examining
the correlations between the variables, it was found that the highest correlations were between
attitudes and intrinsic motivation and between intrinsic and extrinsic motivation; the lowest correlations
were between self-efficacy and intrinsic motivation and between self-efficacy and extrinsic motivation.
Setting out from these findings, multiple regression analysis was performed to reveal the degree of
effects of the correlations, and the results are shown in Table 11.
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Table 10.
The Results of Analysis for Correlations between Prospective Teachers’ self-efficacy in the Profession,
their Attitudes and Motivation.

Variables 1 2 3 4
1. Self-efficacy in Teaching Profession 1.00

2. intrinsic motivation 25 1.00

3. extrinsic motivation 27 77 1.00

4. attitudes towards Teaching Profession AT 77 53 1.00
<.05

Table 11.

The Results of Multiple Regression Analysis conducted for the prediction of Prospective Teachers’
Attitudes towards Teaching Profession.

Variables B Standard error B t p Binaryr Partialr
Constant 29.02 5.43 - 5.34 .00 - -
Intrinsic motivation 2.13 .14 .65 15.70 .od .57 45
Extrinsic motivation .02 .20 .00 .08 .93 .00 .00
Self-efficacy .26 .03 .25 834 .00 .35 .24
R=.76 R’=.57 F=230.53 p=.00

*p<.05

According to Table 11, the variables of self-efficacy and motivation together are a significant
predictor of attitudes (R=.76, R’=.57; p<.01). The variables of self-efficacy and motivation together
explain 57.00 % of the total variance in attitudes. The relative order of importance of the predictor
variables according to standardised regression coefficient (B) is formulated as intrinsic motivation, self-
efficacy, and extrinsic motivation. On examining the t test results for the significance of regression
coefficients, it is evident that the other variables except for extrinsic motivation are the significant
predictors of attitude scores. As a result, they have significant effects on intrinsic motivation and on
scores for self-efficacy in teaching profession.

Discussion, Conclusion and Implications

This study analysed prospective teachers’ self-efficacy belief, teaching motivation, and attitudes in
terms of such variables as wishing to be a teacher after graduation and choosing the department of
study or graduation voluntarily. It was found consequently that the prospective teachers who had
chosen their department voluntarily had higher levels of self-efficacy and motivation (intrinsic and
extrinsic motivation) than those who had not chosen their department voluntarily or who did not want
to be teachers after graduation. The difference between the two was found significant for both
independent variables according to MANOVA results, but it was not found significant for the dependent
variables which were considered with the effects of interactions between independent variables. Many
researchers studying teaching profession claim that teachers’ attitudes towards the profession play key
roles in indicating what kind of teachers they will be in the future (McGinnis, Kramer, Roth-McDuffie, &
Watanabe, 1998; as cited in Seferoglu, 2004). It can be stated at this point that attitudes are an
important affective property. Several studies have been conducted in Turkey about attitudes in the
process of re-structuring the educational faculties since 1996; and the results obtained from the studies
have encouraging effects on prospective teachers and they are also influential in developing positive
attitudes towards teaching profession (Bedel, 2008; Kaya, & Biiylikkasap, 2005; Ustiin, Erkan, & Akman,
2004;). There are a number of studies investigating prospective teachers’ attitudes towards teaching
from the aspect of differing variables. Aksoy (2010), in compatible with the findings of this study, found
that the prospective teachers who had chosen their department voluntarily had higher level attitudes
than those who had not chosen their department voluntarily, that the prospective teachers who wanted
to be teachers after graduation had higher levels of attitudes toward teaching than those who did not
want to be teachers after graduation. Unlike this current study, Capa, and Cil (2010), analysing 340
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prospective teachers’ attitudes towards teaching profession from the aspect of several variables in the
educational faculty of Middle Eastern Technical University (METU), found that there were no significant
correlations between order of university preference and prospective teachers’ attitudes. Although the
correlations were insignificant, the study found- similar to the findings of this study- that the effect size
of the variable of wishing to be a teacher was bigger than the variable of choosing their department
voluntarily. According to Johnson, and Howell (2005), prospective teachers’ positive thoughts about
teaching profession affect their professional life in positive ways. Therefore, considering the fact that
attitudes are an important variable in teaching profession, it should be assured that prospective
teachers develop positive attitudes towards teaching in the training offered to them. Studies have
revealed that precautions should be taken to assure that positive attitudes are developed towards
teacher training faculties or departments of universities.

It is known that motivation is also very important in teaching profession, but there are many studies
in the literature investigating prospective teachers’ motivation levels from the aspect of variables such
as gender, programmes, and faculties. Similar to the results of this study, Ekinci (2017) found that
intrinsic motivation factors were highly and extrinsic motivation factors were moderately effective in the
choice of profession and field of prospective teachers. The findings of this study demonstrated, in
compatible with the findings in previous studies, that the effects of wishing to be a teacher after
graduation on intrinsic motivation was larger than its effects on extrinsic motivation. These results
indicate that the intrinsic and extrinsic motivation factors should be considered together in teacher
training and that more importance should be attached to having intrinsic motivation.

There are several studies on prospective teachers’ self-efficacy belief. They have demonstrated that
variables such as gender, programmes, and faculties have significant effects on self-efficacy (Capri &
Celikkaleli, 2008; Cakir, Kan, & Siinbll, 2006). There are also studies demonstrating that teacher self-
efficacy belief increases throughout undergraduate education (Biimen, & Ozaydin, 2013; Gokdag,
Baltaoglu, Sucuoglu, & Yurdabakan, 2015). Consistently with the results of this study, Ozdemir (2008)
found that prospective teachers’ self-efficacy belief, the branch of study, order of preference, and
eagerness to be a teacher differed significantly according to the variable of attitudes. Ozdemir (2008)
points out that those who prefer teaching departments at top five have higher self-efficacy belief than
those who prefer teaching departments at lower ranks of the list of preference and that this significant
difference might have stemmed from the fact that many students who cannot enter the departments
they actually want to enter choose teaching departments since they are sure to get a job as teachers in
the future. Besides, the participants who did not think of getting a job apart from teaching had higher
self-efficacy belief than those who were positive about getting another job.

This study also looked at the correlations among attitudes, self-efficacy and motivation, and in
consequence, the correlations were found to be significant. The highest correlations were found
between intrinsic motivation and attitudes while the lowest correlations were found between self-
efficacy and motivation. Regression analysis conducted for correlations between dependent variables
and for prediction indicated that attitudes had significant effects on self-efficacy and motivation. In
parallel to this, the studies in the literature conclude that there are significant correlations between
prospective teachers’ attitudes towards teaching profession and their self-efficacy belief in their
profession (Cakir, 2005; Cakir, Erkus, & Kilig, 2004). It may be said that attitudes towards teaching play
important roles in the difference; because performing a job or a task voluntarily and with love also
affects performance and success in that job. This study also revealed that attitudes had important
effects on other variables.

The results of this study offer important data in raising qualified and well quality teachers. In
addition to that, the fact that 27.00 % of the variance in the variables were explained by the variable of
wishing to be a teacher after graduation and 3% were explained by the variable of choosing voluntarily
the department of study or graduation means that there is 70.00 % variance which was not explained.
Therefore, analysing the variables which are thought to have effects on teaching profession could be
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recommended for future studies. Besides, having 27.00 % variance explained shows that those variables
should be developed throughout teacher training.

It was shown in this study that the prospective teachers who had chosen their department
voluntarily and the prospective teachers who wanted to be teachers after graduation had higher self-
efficacy, motivation (intrinsic and extrinsic motivation) and attitudes than those who had not chosen
their department voluntarily and who did not want to be teachers after graduation. The studies to be
conducted in the future should investigate the reasons why prospective teachers chose their
department involuntarily and did not think of becoming a teacher after graduation and they should be
taken into consideration in the educational-instructional process. University lecturers’ views can also be
consulted for this. Additionally, it can also be recommended that in-class and out of class activities be
done so that prospective teachers can develop positive attitudes towards teaching profession.

The study group of this study was restricted to prospective teachers attending two state universities.
Therefore, further studies should be conducted with larger study groups in order to be able to make
generalisations.
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Tiirkge Siiriim

Girig

Egitim sisteminin en dnemli unsuru siiphesiz 6gretmendir. Egitim sisteminin basarisi ve niteligi bunu
uygulayacak olan 6gretmenlerin niteliklerine baghdir (Ozkan & Arslantas, 2013; Yesil & Sahan, 2015). Bu
dogrultuda, sistemin saglikli bir sekilde isleyebilmesi 6gretmenlerin sahip oldugu 6zelliklerle ilgilidir. Bu
ozelliklerin basinda 6gretmenlerin sahip oldugu bilgi ve beceriler gelir ki bunun yaninda duyussal
dzellikler, bilissel 6zellikler kadar dnemlidir. Ogretmenlik; bilissel alan yeterlilikleri gerektirmesinin yani
sira, tutum ve davranis gibi duyussal alan yeterlikleri de gerektiren bir meslektir (Varis, 1998). Soz
edilen duyussal 6zellikler arasinda 6gretmenlerin motivasyonu, 6gretmenlige yonelik tutumlari, kendine
olan inanci (6z yeterlik, 6z benlik gibi) gibi ozellikler sayilabilir. Tutum, 6z yeterlik, motivasyon gibi
faktorlerin, basta Ogrencilerin derse karsi istek ve ilgileriyle performansini, dolayisiyla akademik
basarisini etkileyebilecegi distintilmektedir (Kan & Akbas, 2005).

Egitim sisteminin basarisi, o sistemi hayata gecirip, uygulayacak olan 6gretmenin basarisindan ayri
tutulamaz (Ay, 2007). Bu kapsamda egitim sisteminin en 6nemli 68esi olan 6gretmen, nitelikli egitimin
sunulmasinda ve nitelikli bireylerin yetistiriimesinde ¢ok 6nemli role sahiptir (Kavcar, 1999). Oldukca
onemli bir role sahip olan bu meslegi icra eden 6gretmenlerin yetistiriime bigimi de 6nemlidir. Bu
ylizden 6gretmenlerin mesleki agidan gerekli olan bilgi, beceri ve tutumlara sahip olmalari yaninda
6gretmen adaylarinin da meslekle ilgili deger ve tutum kazanmalari en az bilgi ve beceri kadar gereklidir
(Celikdz & Cetin, 2004; Ozkan, 2012). Ogretmen adaylarinin sdzii edilen bu duyussal ézelliklerinin tespiti
o6gretmen yetistirme siirecini degerlendirme agisindan 6nemli bir bilgi sunmaktadir. Duyussal 6zellikler
kapsaminda ele alinan ilgi, tutum, motivasyon ve 6z yeterlik degiskenleri birbiriyle etkilesim icindedir ve
bireyin konsantrasyonu ile basarisini artiran onemli faktorlerdir (Abak, Eryilmaz & Fakioglu, 2007;
Karasakaloglu & Saracaloglu, 2009; Ozel, 2016; Pajares, 1996; Pajares, & Schunk, 2001; Saf, 2011; Tepe,
2011; Unal, 2013).

Arastirma kapsaminda ele alinan duyussal odzelliklerden bir tanesi de 6z yeterliktir. Oz yeterlik,
egitimde Uzerinde durulmasi gereken 6nemli 6zelliklerden biridir (Askar & Umay, 2001). Bandura’ ya
gore (1986) 6z yeterlik bireyin belli bir performansi gostermek icin gerekli etkinlikleri organize edip
basarili bir sekilde yerine getirme kapasitesi hakkinda kendine iliskin 6z inanci olarak tanimlanmaktadir
(Bandura, 1986). Oz yeterlik inanci bireylerin nasil diisiinmesi, hissetmesi, kendini motive etmesi ve
hareket etmesi gerektigini etkiler (Bandura, 1995). Pajares (1996) 6z yeterlik inanci yiiksek olan
bireylerin bir isi basarmak icin bliyik ¢caba gosterip olumsuzluklarla karsilastirdiklarinda kolayca geri
donmediklerini, 1srarli ve sabirli olduklarini belirtmistir. Bir bireyin 6z yeterlik algisi, onun motivasyonunu
ve performansini bircok sekilde etkiler.

Arastirma kapsaminda ele alinan diger bir duyussal 6zellik motivasyondur. Yapilan arastirmalarda
motivasyonun da diger duyussal 6zellikler kadar 6nemli oldugu vurgulanmaktadir. Motivasyon istenilen
diizeyde bir o6grenmenin gerceklesmesi icin 6nemli etkenlerden biridir. Motivasyon, bireylerin
davranislariyla ilgili bir kavram olup amaglarina ulasabilmesi icin onlari yonlendiren gabalarin toplami
olarak dusinilmektedir (Erdem, 1998; Ertirk, 1995) ve 6grenmeyi kolaylastiran 6nemli bir etmendir
(Kaya, 2001). Ornegin yiiksek diizeyde motivasyona sahip dgrencilerin akademik performansinin ve
basarisinin yiiksek oldugu gorilmustur (Midgley, Feldlaufer & Eccles, 1998; Murphy & Alexander, 2000).
Ogretmenler acisindan bakildiginda motivasyonun, ise ayrilan zaman, isin kalitesi, calisma istegi gibi
ozellikler Uzerinde etkili oldugu ifade edilmektedir (Owens, 1998). Ogretmenlerin &gretme
motivasyonlarinin, 6gretme yetenekleri kadar dnemli oldugu goriilmektedir. Ogretmenlerin mesleki
gelisim gosterme cabalari, 6gretme motivasyonlariyla iliskilidir (Butler, 2007; Tittle, 2006; Watt &
Richardson, 2007). Motivasyon i¢csel ve dissal olmak iizere iki boyutta ele alinmaktadir. igsel motivasyon
bir kimsenin digsal odil olmadigi halde belli bir etkilesimle mesgul olmasini ya da bu etkinlige
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katilmasini, sadece bundan dolayi haz almasi ve doyum saglamasini ifade etmektedir. Bu tiir motivasyon
bireylerin ihtiyaglarindan kaynaklanir. Motivasyon ilgi, gereksinim, merak vb. degiskenlerden
kaynaklaniyorsa igsel motivasyon so6z konusudur (Senemoglu, 2000). Egitimde 6nemli olan, 6grencinin
herhangi bir 6grenme birimine karsi ilgi, gereksinim, merak duymasini saglayarak i¢sel motivasyonuna
yardimci olmak ve 6grenme etkinligini slrdirmesi icin gerekli Ogretme-6grenme ortamlarini
diizenlemektir (Senemoglu, 2000). Yuksek diizeydeki i¢csel motivasyon basariyla dogru orantilidir (Yazici,
2009). Dissal motivasyon, cezadan sakinma, rekabet, 6dil, iyi not alma gibi dissal odillerle ifade
edilebilir. Digssal motivasyon, 6gretmenler ve 0Ogrenciler tarafindan sonuglarina bakilarak kolayca
algilanabilir veya anlasilabilir (Kazusa, 1999, as cited in Dede, & Argiin, 2004). Bireylerin sahip oldugu
motivasyon; yaptigi ise olan tutumunu, diisiincesini degistirebilir.

Ogrenmeyi etkileyen 6nemli degiskenlerden biri olan ve arastirmada ele alinan Ugiincii ve son
degisken olan tutum, bir bireye atfedilen ve onun bir psikolojik objeyle ilgili disiince, duygu ve
davraniglarini  diizenli bir bicimde olusturan bir egilimdir (Kagitgibasi, 1988). Bu agidan
degerlendirildiginde 6gretmenin, 06gretmenlik meslegine yonelik tutumu onun meslegindeki
davranislarinin en gigli belirleyicilerinden birisini yani “6gretmenlik meslek anlayisinl” yansitacaktir.
Oyleyse &gretmenlerin gerek 6grencilik yillarindaki &grenme yasantilari, gerekse meslek yasamlari
boyunca edindikleri deneyimlerle, kendi meslek anlayislarini olusturduklari sdylenebilir (Can, 1987).
Bireylerin 6grenme ve akademik basari konusundaki degerlendirmeleri motivasyonlarini etkiler. Eger
bireyler kendilerine gliveniyor ise motivasyonlari daha yiiksek olur ve basarma olasiliklari artar.

Yapilan arastirmalarda 6z yeterlik inanci ile tutum arasinda pozitif korelasyon bulunmustur (Demirel,
& Akkoyunlu, 2010). Bireyin kendine yonelik kapasite inanci, motivasyonuna ve dolayisiyla basarili ya da
basarisiz olma durumuna dogrudan etki etmektedir. Oz yeterlik olarak isimlendirilen bu kapasite inanci,
egitim arastirmalarinda giderek artan bir ilgiye sahip olmustur. Bireyin bir gorevi gergeklestirmek igin
gerekli yetenege sahip olduguna inanmasi, motivasyonunu ve kararlihgini artirarak gereken davranislari
sergilemesini saglar (Uredi & Uredi, 2006). Bununla birlikte tutumun da motivasyonla iliskili oldugu ve
ogrencilerin derslere karsi olumsuz tutum gelistirmesinin temel nedeninin ilgi ve motivasyon eksikligi
oldugu ifade edilmistir (Bilgin, 2006). Bu konuyla ilgili yapilan arastirmalarda 6gretmenlerin 6z yeterlik
inanglarinin  6grencilerin basari ve motivasyonlari (zerinde etkili oldugu bulunmustur (Caprara,
Barbaranelli, Steca, & Malone 2006; Midgley, Feldlaufer, & Eccles, 1989; Multon, Brown, & Lent, 1991;
Ozerkan, 2007). Graham ve Weiner (1996) 6z yeterlik inancinin diger duyussal &zelliklere nazaran
davranisin daha etkili bir kestiricisi oldugunu ifade etmislerdir. Schunk’a (1996) gére akademik 6z-
yeterlik ile motivasyon arasindaki iliski karsiliklidir. Buna bagl olarak, 6z yeterlik algisi motivasyonu
dogrudan etkilemektedir. Yapilan galismalarda yiksek 6z-yeterligin motivasyonu arttirdigi, yeni ve zor
gorevlerle basa cikabilmeyi sagladig ve caba harcamaya istekli kildigi; diisik 6z-yeterligin ise kisinin
kendi inisiyatifi ile davranamamasina ya da yapilan bir isi sonuglandirmadan birakmasina neden oldugu
belirtilmistir (Jerusalem 2002, as cited in Yilmaz, Giircay & Ekici, 2007). inceoglu (2004), tutumu “Bireyin
kendine ya da gevresindeki herhangi bir nesne, toplumsal konu ya da olaya karsi deneyim, motivasyon
ve bilgisine dayanarak 6rgltledigi zihinsel, duygusal ve davranissal bir tepki, 6n egilimidir.” bigciminde
tanimlamistir. Tanimda da ifade edildigi lzere tutum motivasyondan etkilenmektedir. Yapilan
arastirmalarda da tutum ve motivasyon arasinda yiksek diizeyde bir iliski oldugu bulunmustur (Azizoglu
& Cetin, 2009; Saf, 2011). Bu nedenle arastirmada 6gretmenlik meslegine karsl tutum, 6z yeterlik ve
motivasyonun mezun olunan ya da okunan bolim ile mezun olunca 6gretmenlik yapmayi isteme
degiskenlerine gore farklilasip farklilasmadigi ve sozi edilen bagimh degiskenler arasinda iliski olup
olmadiginin incelenmesi amaclanmistir. Arastirmanin bagimsiz degiskenleri (mezun olunan ya da okunan
bolim ile 6gretmenlik yapmayi isteme) belirlenirken 6z yeterlik, tutum ve motivasyonu etkileyebilecegi
distnilen degiskenler arastirmaya dahil edilmistir. Arastirmadan elde edilen sonuglarin 6gretmen
yetistirme kurumlarinin etkililiginin degerlendirilmesine katki saglayacagi dustinilmustar.

Ogretmenin disiinsel tutumu, duygusal tepkileri, gesitli aliskanliklari ve bunlari kapsayan kisiligi
ogrenciyi etkilemektedir. Ozellikle dgretmenlerin, 6grencilere ve okul calismalarina ydnelik tutumlari
ogrencilerin 6grenmesine ve kisiligine genis Olcliide etki etmektedir (Kigikahmet, 1976). Bu nedenle
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o6gretmen adaylarinin, biyiik 6zveri ve sirekli calisma gerektiren 6gretmenlik meslegine yonelik tutumu,
motivasyon ve 06z yeterlik inancinin hangi degiskenlerden etkilendiginin ve degiskenler arasindaki
iliskinin belirlenmesinin; meslekte basari ve doyumu arttiracagi ve 6gretmenlik meslegini gelistirme ve
ivilestirme yéniindeki cabalara katki saglayacagi disiinilmektedir. Ogretmen adaylarinin meslegine
iliskin algilari ve bu algi sonucunda olusan motivasyon ve tutumlarinin gelecekten beklentilerine yon
verecek; mesleki bilgilerinin, becerilerinin, tutumlarinin ve degerlerinin gelisimini destekleyecek;
motivasyonlarini artirarak Ogretime nasil yaklasacaklarini 6nemli olgiide belirleyecektir. Tutum,
motivasyon ve 06z-yeterligin hangi degiskenlerden etkilendiginin ve degiskenler arasindaki iliskilerin
ortaya ¢ikarilmasinin hizmet 6ncesinde alinan egitimin niteligini arttirmaya ve 6gretmen adaylarinin
mesleki davraniglarini belirlenmesine katki saglayacagi umulmaktadir. Ayni zamanda bu g degiskeni
ayni anda etkileyen degiskenleri ve degiskenler arasindaki iliskiyi ele alan, 6gretmen adaylariyla yapiimig
bir calismaya rastlanmamistir. Bu nedenle arastirmanin literatire katki saglayacagi distintilmektedir.

Yontem
Arastirma Modeli

Bu arastirmada, 6gretmen adaylarinin 6gretmenlik meslegine yoénelik 6z yeterlik, tutum ve
motivasyonlarinin belirlenmesi ve bunlar arasindaki iliskinin agiga ¢ikarilmasi amaciyla betimsel
arastirma ydntemlerinden iligkisel tarama modeli kullanilmistir. “iliskisel tarama modelleri, iki veya daha
cok sayidaki degisken arasindaki degisimin varligini ve/veya derecesini belirlemek amaciyla yapilan
galismalardir” (Karasar, 2012). “iliskisel tarama modelleri olay veya olguyu oldugu gibi betimleyen, ayrica
s6z konusu olay veya olgulara etki ettigi dusliniilen degiskenlerin etkisini veya iliski derecesini oldugu
haliyle ortaya koymayl amaglayan arastirmalardir” (Kaya, Balay & Gogen, 2012). Agimlayici model ve
tahmin modeli olmak Uzere iki gesit iliskisel tarama modeli olmakla birlikte bu arastirmada her ikisi de
kullantimustir.

Calisma Grubu

Arastirmanin galisma grubu, Ankara’da bulunan iki devlet Universitesinde 6lgegi doldurmaya gonulli
olan egitim fakultesi 6grencileri ile bu Universitelerden formasyon egitimi alan &grenciler
olusturmaktadir. Cevaplanip doénen veri toplama araglarindan hatali ve eksik doldurulan 30 form
cikartildiktan sonra geriye kalan 543 form degerlendirmeye alinmistir. ilk olarak z puanlarina dayali tek
yonli uc¢ deger analizi yapilmis ve 11 kisi degerlendirme disi birakilmistir. Daha sonra Mahalanobis
uzakliklarina gore yapilan ¢ok yonli ug deger analizinden sonra 15 kisi veri setinden c¢ikarilmistir. 517
kisilik verilerde normallik, dogrusallik ve esvaryanslilik varsayimlari incelenmistir.

Degerlendirmeye alinan 517 6gretmen adayinin %44.00'G (n=229) 2. Sinifa, %25.00°i (n=130) 3.
Sinifa, ve %31.00’i (n=158) formasyon egitimine devam etmektedir. Arastirmaya katilan 6gretmen
adaylarinin %81.05’i (n=419) kadin, %18.95’u (n=98) erkektir. Olcegin uygulandigi 6gretmen adaylarinin
%39.65’si (n=205) Anadolu lisesinden mezun, %24.70’i (n=128) Anadolu 6gretmen lisesinden mezun,
%35.59’i (n=184) ise diger lise turlerinden mezundur. Calismaya katilan 6gretmen adaylarindan %81.24’Q
(n=420) okuduklari ya da mezun olduklari bolimi isteyerek segtiklerini, %18.76’s1 (n=97) ise okuduklari
ya da mezun olduklari bdlimi isteyerek segmediklerini belirtmislerdir. Ogretmen adaylarinin %88.78’i
(n=459) mezun olduklarinda 6gretmenlik yapmak istediklerini, %11.12’si ise (n=58) mezun olduklarinda
dgretmenlik yapmak istemediklerini ifade etmislerdir. Ogretmen adaylarinin lisans not ortalamalarina
bakildiginda ise, %1.00’i ortalamasinin 1.00-1.99 (n=6) arasinda, %10.06’sI (n=52) 2.00-2.50 arasinda,
%36.56’sI (n=189) 2.51-2.99 arasinda, %42.95’i (n=222) 3.00-3.50 arasinda, %9.29’u ise 3.50-4.00 (n=48)
oldugu gorilmektedir.

Veri Toplama Araglari

Arastirmanin verileri kisisel bilgi formu ve (¢ farkli 6lgek aracihigiyla toplanmistir. Kisisel bilgi
formunda cinsiyet, mezun olunan lise tirl, akademik ortalama, okuduklari bélimi isteyerek segip
segmeme, mezun olunca oOgretmenlik yapmak isteyip istememe ile ilgili sorular yer almaktadir.
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Arastirmada kullanilan olgekler ise Tschannen-Moran ve Woolfolk-Hoy (2001) tarafindan gelistirilen ve
Capa, Cakiroglu ve Sarikaya (2005) tarafindan Tirkce’ye uyarlanan “Ogretmen Oz-yeterlik Olgegi”,
Kauffman, Yilmaz-Soylu ve Duke (2011) tarafindan gelistirilen ve Gilizel-Candan ve Evin-Gencel (2015)

tarafindan Tirkce’ye uyarlanan “Ogretme Motivasyonu Olgegi” ve Ustiiner (2006) tarafindan gelistirilen
“Ogretmenlik Meslegine Yénelik Tutum Olgegi”dir.

Ogretmen Oz-Yeterlik Olgegdi: Tschannen-Moran ve Woolfolk-Hoy (2001) tarafindan gelistirilen ve
Capa, Cakiroglu ve Sarikaya (2005) tarafindan Tiirkge’ye uyarlanan “Ogretmen Oz-yeterlik Olgegi”, 3 alt
boyuttan ve 24 maddeden olusmaktadir. Ogretmenlerin &grencilerini okuldaki etkinlikleri iyi
yapabileceklerine ne diizeyde inandirabilecekleri ile ilgili maddelerden olusan birinci boyut “Ogrenci
Katilimini Saglama”, 6gretmenlerin sinifta istenmeyen davranislari ne diizeyde kontrol edebilecekleri ile
ilgili olan ikinci boyut “Sinif Yénetimi” ve 6gretmenlerin farkli 6gretim ve degerlendirme stratejilerini ne
diizeyde kullanabileceklerine iliskin maddelerden olusan tigiincii boyut ise “Ogretimsel Stratejiler” olarak
adlandinimistir. Orjinal 6lgek “yetersiz”, “cok az yeterli”, “biraz yeterli”, “oldukca yeterli” ve “cok yeterli”
olmak iizere 5’li derecelendirilmis, ancak dokuz esit araliktan olusmaktadir. Olcekten alinabilecek en
distk puan 24 iken en yliksek puan 216’dir. Arastirmacilar yaptiklari uyarlama galismasinda gilivenirlik
analizleri igin i¢ tutarhk katsayisi Cronbach Alfa’yi hesaplamislar, gecgerlik galismasi igin ise dogrulayici
faktor analizi ve Rasch 6lgme modelini kullaniimiglardir. Glvenirlik analizleri sonucu alt boyutlarin
givenirliklerinin .82 ile .86 arasinda degistigi gorilmektedir. Gegerlik icin yapilan dogrulayici faktor
analizi sonucunda 0lgegin, Tschannen Moran ve Hoy (2001) tarafindan onerilen ¢ boyutlu yapiyi
destekleyen uyum iyiligi indeksi degerleri oldugu ve Rasch analizi sonucunda biitin maddelerin kabul
edilebilir uyum degerlerine sahip oldugu belirlenmistir. Bu ¢alismada glvenirlik analizleri sonucunda alt
boyutlarin glivenirliklerinin .87 ile .88 arasinda degistigi bulunmustur.

Ogretme Motivasyonu Olgedi: Ogretme motivasyonu dlcegi, Kauffman, Yilmaz Soylu ve Duke (2011)
tarafindan gelistirilmis, Guzel-Candan ve Evin-Gencel (2015) tarafindan Turkge’ye uyarlanmistir.
Ogretme Motivasyonu Olgegi, 6gretmen adaylarinin i¢sel ve dissal 6gretme motivasyonlarini élgmek
amaciyla gelistirilmistir. 12 maddeden olusan olgek i¢sel motivasyon ve dissal motivasyon olarak
adlandirilan iki alt boyuttan olusmaktadir. 6’l likert tipinde diizenlenen 6lgekte kategoriler “kesinlikle
katilmiyorum”, “katilmiyorum”, “biraz katilmiyorum”, “biraz katiliyorum”, “katilyorum” , “kesinlikle
katiliyorum” seklindedir. Olgekte ters kodlanmasi gereken, olumsuz ifadeye sahip madde
bulunmamaktadir. Olcegin tamamindan elde edilebilecek en diisiik puan 12, en yiiksek puan 72’dir.
Turkce o6lgek formunun glvenirligini belirlemek amaciyla hesaplanan Cronbach Alfa katsayisi igsel
motivasyon boyutunda .90 iken, dissal motivasyon boyutunda .79 olarak bulunmustur. Bu galisma igin
ise guvenirlik katsayisi i¢gsel motivasyon boyunda .83, digsal motivasyon boyutunda .73 olarak
bulunmustur. Uyarlama calismasinda yapi gecerligi belirlemek amaciyla yapilan dogrulayici faktor analizi
sonuglari ise 6lgegin 2 boyut ve 12 maddeden olusan yapisinin aynen korundugunu gostermistir. Calisma
sonucunda elde edilen bulgular 6lcegin Tirkiye’de yapilacak olan ¢calismalarda kullanilmasinin mimkin
oldugunu gostermektedir. Kauffman ve arkadaslari (2011) tarafindan gelistirilen 06lgegin orijinal
calismasina bakildiginda, uygulama yapilacak 6gretmen adaylarinin “Egitim Psikolojisi” dersini almis
olmalari esas 6lgit olarak alinmistir. Yapilan ¢alismada da bu 6lgit dikkate alinarak ¢alisma grubu 2. Sinif
ve lzerindeki 6grencilerden segcilmistir. Calismada elde edilen giivenirlik degerleri igsel motivasyon alt
boyutu igin .81, digsal motivasyon alt boyut icin ise .82 bulunmustur.

Ogretmenlik Meslegine Yénelik Tutum Olgedi: Ogretmenlik meslegine yonelik tutum 6lcegi, Ustliner
(2006) tarafindan egitim orgitlerindeki 6rglitsel davranisin incelenmesinde 6nemli bir boyut olan
mesleki tutumun belirlenmesi amaciyla gelistirilmistir. 5’li likert tipindeki 6lcek 34 madde ve tek
boyuttan olusmaktadir. Tek boyutun agikladig varyans orani %30.37’dir. Olgegi olusturan 34 maddenin
24’0 olumlu tutumu, 10 tanesi ise olumsuz tutumu ifade etmektedir. Olumsuz tutumu ifade eden
maddeler ters kodlandiginda 6lgcekten alinabilecek minimum puan 34 iken, maksimum puan 170’dir.
Olgegin olcit gegerligini belirlemek igin ayni amag ile Erkus, Sanl, Giiven ve Bagh (2000) tarafindan
gelistirilen 6gretmenlik meslegine yonelik tutum 6lcegi ile iliskisine bakilmis ve 6lcit gecerligi .89 olarak
bulunmustur. Olcek giivenirligini belirlemek icin test tekrar test uygulamasi yapilmis ve ic¢ tutarhk
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katsayisi hesaplanmistir. 4 hafta ara ile iki kez yapilan uygulama sonucu test tekrar test tutarlik katsayisi
.72 bulunurken, i¢ tutarhk katsayisi i¢in hesaplanan Cronbach alfa .93 bulunmustur. Gelistirilen 6lgegin
psikometrik ozellikleri, 6lgegin gegerli ve guvenilir bir yapida oldugunu gostermektedir. Bu g¢alisma igin
olgegin Cronbach Alfa glivenirlik katsayisi ise .95 olarak bulunmustur.

s

Arastirmada kullanilan “6gretmen Ozyeterlik Olgegi”, “6gretmenlik meslegine yonelik tutum olgegi”
ve “6gretme motivasyonu 6lgegi”nin faktor yapilarinin uygulama yapilan érneklemden toplanan veriler
tarafindan dogrulanip dogrulanmadigini belirlemek Uzere dogrulayici faktor analizinden (DFA)
yararlaniimistir. Bu nedenle faktor yapisinin uygulama yapilan érneklemden toplanan veriler tarafindan
dogrulanip dogrulanmadigini belirlemek ve model uyumunu gérmek icin gozlenen degiskenleri temsil
eden gizil degiskenler 6lgme modeli ile test edilmistir. DFA kuramsal bir temelden destek alarak pek ¢ok
gostergeden olusturulan faktorlerin (gizil degiskenlerin) gercek verilerle ne derece uyum gosterdigini
degerlendirmeye yonelik bir analizdir. Likert tipi 6lceklerden elde edilen verilere ¢ogunlukla strekli gibi
davranilsa da bu tartismali bir konudur. Kategorik veriler dogalari geregi kesikli oldugu ve normal
dagihmi saglayamayacagi icin, bu calismada “6gretmenlik meslegine yonelik tutum 6lcegi” ve “6gretme
motivasyonu 6lgegi”nin yapilari normallik sayiltisi ihlaline dayanikli bir kestirim yontemi olan diyagonal
en kuglk kareler (diagonally weighted least square-(DWLS) yontemi kullanilarak belirlenmistir.
“Ogretmen 6zyeterlik dlcegi” ise 9 kategorili oldugu igin faktdr yapisini incelemede en ¢ok olabilirlik
orani  (MLR) kullanilmistir. DFA’da model uyumunun degerlendirilmesinde uyum indeksleri
kullanilmaktadir. Kline (2005) tarafindan model uyumunun degerlendirilmesinde xz(sd) ve p, xz(sd)/sd,
RMSEA (%90.00 glven araligi), CFl, SRMR ol¢itlerinin kullanilmasi 6nerilmektedir. Bu 6l¢litlerden RMSEA
degeri %90.00 glven aralgiyla birlikte rapor edilmelidir ve Ust sinirinin .10°un altinda kalmasi
gerekmektedir. Model uyumunun degerlendiriimesinde kullanilan olgitler Tablo 1’de verilmistir. Tablo
1’de yer alan &lgitlerin yaninda DFA modelinde her bir gézlenen degisken icin R?>.50; yani
standartlastirilmis faktor yiklerinin en az .70 olmasi beklenmektedir (Kline, 2011).

Tablo 1.

Uyum lyiligi indeksi Olciitleri.

Uyum indeksi iyi uyum Kabul edilebilir uyum
X s/ d .00< X’ s/ sd <2.00 2.00% X’ (sq)/ sd <5.00
RMSEA .00<RMSEA<.05 .05sRMSEA<.10
CFI .95<CFI<1.00 .90<CFI=<.95
SRMR .00<SRMR<=.05 .05sSRMR<.10

Tschannen-Moran ve Woolfolk-Hoy (2001) tarafindan gelistirilen ve Capa, Cakiroglu ve Sarikaya
(2005) tarafindan Tiirkce’ye uyarlanan Ogretmen Ozyeterlik 6lgeginin lcme modelinin uyum sonuglari
Tablo 2’de verilmistir.

Tablo 2
Ogretmen Ozyeterlik Olcedi Karsilastirmali Uyum lyiligi indeks Degerleri.

X (sd) X o/ sd RMSEA CFI SRMR
3 boyutlu 6lgme modeli 928.80 928.80/249=3.73 .07 .90 .04

Tablo 2 incelendiginde Ug¢ boyutlu 6lgme modelin kabul edilebilir bir uyum gosterdigi soylenebilir.
Ancak boyutlar arasi korelasyon degerleri incelendiginde 1. ve 2. boyut arasindaki korelasyonun .92; 2.
ve 3. boyut arasinda .94; 1. ve 3. boyut arasinda .94 diizeyinde oldugu sodylenebilir. Ortaya ¢ikan bu
durum bu 6lgegin tek boyutlu olabilecegini diisindiirmektedir. Tek boyutlu model i¢in analiz yapildiginda
xzdeéerinin 1012.02’e ve RMSEA degerinin .08’e yikseldigi bulunmustur.

Kauffman, Yilmaz Soylu ve Duke (2011) tarafindan gelistirilmis, Glizel-Candan ve Evin-Gencel (2015)
tarafindan Tiirkce’ye uyarlanan Ogretme Motivasyonu élceginin lcme modelinin uyum sonuclari Tablo
3’'de verilmistir.
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Tablo 3.
Ogretme Motivasyonu Olgedi Karsilastirmal Uyum lyiligi indeks Degerleri.

X (sa) X s/ sd RMSEA %90.00 CI CFI SRMR
2 boyutlu 6lgme modeli 185.56 185.56/53=3.50 .08 .94 .05

Tablo 3 incelendiginde Ogretme Motivasyonu Olgeginin iki boyutlu 8lcme modeline uyum gosterdigi
soylenebilir. Ayrica modelde faktorler arasi korelasyon .69 olarak bulunmustur. Faktorler arasi
korelasyonun .80’in altinda olmasi gerekliligi gz 6nline alindiginda ortaya ¢ikan sonucun yeterli oldugu
soylenebilir.

Ogretmenlik Meslegine Yénelik Tutum Olgeginin 6lgme modelinin uyum sonuglari Tablo 4’de
verilmistir.

Tablo 4.
Ogretmenlik Meslegine Yonelik Tutum Olcedi Karsilastirmali Uyum lyiligi indeks Degerleri.

X isa) X o/ sd RMSEA CFl  SRMR
Modifikasyonsuz 6lgme modeli 3302.89 3302.89 /527=6.27 .10 .98 .08

Tablo 4 incelendiginde yapilan x2(sd)/ sd, RMSEA, CFl, SRMR degerlerine Ogretmenlik Meslegine
Yénelik Tutum Olgeginin tek faktdrlii modele iyi uyum saglamadigi gériilmektedir.

Wang ve Wang (2012) modelin uygunlugunu arttirmak i¢in modifikasyon indeksleri degerlendirilerek,
modelin iyilestirilebilecegini belirtmistir. Ancak modifikasyon indeksleri temelinde yapilacak her tarli
degisimin kuramsal bir temele ya da kavramsal bir mantiga dayanmasi gerekmektedir (Cokluk,
Sekercioglu & Bliyukoéztirk, 2014). Model uyumuna en ¢ok katki saglayacagi diisiinilen iki modifikasyon
indeksi bulunmaktadir. Bunlardan ilki 6. madde (Ogretmenligin yasam tarzima uygun olmadigini
diisiiniiyorum) ve 7. madde (Ogretmenligin kisiligime uygun olmadigini diisiiniiyorum) arasinda, ikincisi
ise 28. madde (Ogretmenligin toplumda bana sayginlik kazandiracagina inaniyorum) ve 33. madde
(Ogretmen oldugumda gevre tarafindan bana yeterli degerin verilecegine inaniyorum) birbirleriyle iligkili
olmasindan dolayr hata varyanslarinda birlestirme yapilmistir. Modifikasyon yapildiginda )(2 degerinin
2968,95’ye ve RMSEA degerinin .92’ye dustigl gozlenmistir.

Verilerin Analizi

Arastirmada oncelikle 6gretmen 6z yeterlik, 68retme motivasyonu ile 6gretmenlik meslegine yonelik
tutum Olgeginin mezun olunca 6gretmenlik yapmayi isteme ile mezun olunan ya da okunan bolimu
isteyerek se¢me degiskenlerine gore betimsel istatistikleri hesaplanmistir. Bununla birlikte mezun olunca
ogretmenlik yapmayi isteme ile mezun olunan ya da okunan bélimi isteyerek segme degiskenlerinin
6gretmen adaylarinin 6gretmenlik meslegine yonelik tutum, 6z yeterlik ve motivasyonlarini etkileyip
etkilemedigini belirlemek amaciyla iki yénli MANOVA (multivariate analysis of variance) yapilmistir. iki
ve daha fazla bagimh degiskenin ayni anda analiz edilmesi deneysel hatay! (experiment (u) error)
onlemektetir. Cift Yonli MANOVA sonucunda anlamli bir fark belirlendigi takdirde anlamli farkin, bagimh
degisken setinde yer alan bagimli degiskenlerin hangisi/hangilerinden kaynaklandigini tespit etmek igin
ANOVA ile izleme testleri gercgeklestirilmistir. Bununla birlikte bagimsiz degiskenin bagimli degisken
izerinde ne derece etkili oldugunu gérmek icin etki blyuklikleri (eta-kare (nz) katsayisi) hesaplanmistir.
Bu deger .00 ile 1.00 arasinda degisen degerler alabilmektedir. .01, .06 ve .14 dizeyindeki eta-kare
degerleri sirasiyla kiiglik, orta ve genis etki bliytkligu olarak degerlendirilir (Ellis, 2010; Pallant, 2005).

Verilerin analizinde ¢ok yonli varyans analizinin kullanilabilmesi icin analiz sonucu olusacak her bir
hiicrede en az 20 katiimcinin bulunmasi 6nerilmektedir (Tabachnick & Fidell, 2007). Veriler
incelendiginde bu varsayima engel teskil edecek herhangi bir durum saptanmamistir. Cinsiyet, not
ortalamasi gibi degiskenler analize dahil edildiginde bu varsayimin bozuldugu gorildaginden bu
degiskenler analize dahil edilmemistir. Bununla birlikte tek ve ¢ok degiskenli normallik, u¢ degerler,
dogrusallik, coklu dogrusal baginti ve tekillik, varyans-kovaryans matrisinin homojenligi MANOVA’nIn
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uygulanabilmesi icin karsilanmasi gereken varsayimlar arasinda yer almaktadir (Pallant, 2005). Bu
nedenle, MANOVA gerceklestiriimeden oOnce, verilerin MANOVA'ya iliskin varsayimlari karsilayip
kargilamadigi test edilmistir.

ilk olarak elde edilen verilerin tek ve cok degiskenli normallik, u¢ degerler varsayimlarinin kargilanip
karsilanmadigina bakilmis ve bu varsayimlara iliskin agiklamalar ¢alisma grubunda verilmistir. MANOVA
gerceklestiriimeden once test edilmesi gereken bir diger varsayim, bagimli degiskenler arasinda dogrusal
bir iliskinin bulunup bulunmadigidir. Bu varsayiminin karsilanabilmesi icin bagimli degiskenlerin olasi tim
ikili kombinasyonlari arasinda dogrusal bir iliski bulunmalidir (Blylkoztirk, 2010; Pallant, 2005). Bagimli
degiskenler arasindaki iligskiler incelenmis ve bu iliskiler anlaml bulunmustur.

Bununla birlikte bu analizin gergeklestirilmesi igin varyans ve kovaryans matrislerinin esitligi, cok
degiskenli normallik gibi varsayimlarinin 6ncelikle test edilmesi gerekmektedir, zira bu analiz aykir
degerlere ¢ok hassastir (Pallant, 2007; Stevens, 2002). Yapilan analizler sonucu Levene testi ile bagimsiz
degiskenlerin normal olarak dagildigl (6z yeterlik icin F(3-1.22; p >.05, tutum igin F)-1.17; p >.05,
motivasyon igin F3=.20; p >.05) ve Box M degerinin istatiksel olarak anlamli ¢ikmadigi yani varyans ve
kovaryans matrislerinin esitligi varsayiminin saglandigi gérilmustir (Box M= 19.17; p >.05).

Arastirmanin bagimsiz degiskenleri, mezun olunca 6gretmenlik yapmayi isteme ile mezun olunan ya
da okunan bolimi isteyerek segme iken; bagimli degiskenleri ise 6gretmenlik meslegine yonelik tutum,
dgretmen 6z yeterligi ve dgretme motivasyonudur. Ogretmenlik meslegine yonelik tutum olcegi tek
boyutlu olmakla birlikte, 6gretmen 6z yeterlik 6lgeginin alt boyutlar arasindaki iliskinin .80’den yiksek
olmasi MANOVA varsayimlarindan biri olan c¢oklu es dogrusallik (multicollinearity) varsayimini ihlal
ettiginden bu olgege ait alt boyutlarin bir boyut olarak ele alinmasina karar verilmistir. Pallant (2007)
bagimli degiskenler arasinda yiksek diizeyde iliski oldugunda 6lcekte yer alan alt boyutlarin tek bir boyut
olarak ele alinabilecegini ifade etmektedir. istatiksel hesaplamalarda anlamlilik diizeyi iki yénli MANOVA
icin .05 ve ¢ok yonlii ANOVA icin .01 (.05/4) olarak alinmistir. Ayrica arastirmada 6z yeterlik, tutum ve
motivasyon arasindaki iliskiye Pearson korelasyon katsayisiyla bakilmis ve modeldeki degiskenler
arasinda tespit edilen iliskinin etki derecesini ortaya ¢ikarmak amaciyla ¢oklu regresyon analizi
yapilmistir.

Bulgular

Arastirmada ele alinan, mezun olunca 6gretmenlik yapmayi isteme ile mezun olunan ya da okunan
bolimu isteyerek secme degiskenlerine gore 6gretme motivasyonu, 6gretmenlik meslegine yonelik
tutum ve Ogretmen 06z yeterlik Olgeginden elde edilen betimsel istatistik degerleri Tablo 5’de
sunulmustur.

Tablo 5’de goriuldigi Uzere, mezun olunan ya da okunan bolimi isteyerek segcen Ggretmen
adaylarinin, bolimi istemeden secen 0Ogrencilere gore Ogretmen 0z vyeterlik O6lcegi, 6gretme
motivasyonu 6lgegi (icsel ve dissal motivasyon) ve 6gretmenlik meslegine yonelik tutum 6lceginden daha
ylksek puanlar aldiklari gorilmistir. Mezun olunca 6gretmenlik yapmayi isteme degiskenine gore
bakildiginda ise tim olgeklerde mezun olunca 6gretmenlik yapmayi isteyenlerin istemeyenlere gore
puanlarinin daha yuksek oldugu gorilmistir. Puan ortalamalari arasindaki farkin istatistiksel olarak
anlamh olup olmadigini belirlemek amaciyla iki yonli MANOVA (multivariate analysis of variance)
uygulanmistir. Elde edilen istatistiksel veriler Tablo 6’da sunulmustur.

Bu bulgulara dayali, Bonferonni esitsizligi metodu kullanilarak yapilan MANOVA sonucunda, bagimli
degiskenlerdeki populasyon ortalamalarinin mezun olunan ya da okunan bolimi isteyerek se¢cme
(A=.96, F(4, 510-6.19, p<.05), mezun olunca &gretmenlik yapmayi isteme (A=.73, Fy, 510-47.38, p<.05)
degiskenlerinin istatistiksel acidan anlamli; ancak mezun olunan bolimi isteyerek segme*mezun olunca
6gretmenlik yapmayi isteme (A=.99, F(4 s10)-.74, p>.05) etkilesimin istatistiksel agidan anlaml olmadig
saptanmistir.
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Tablo 5.

Ogretmen Oz Yeterlik, Odretme Motivasyonu ile Ogretmenlik Mesledine Yénelik Tutum Olgedinin Mezun
Olunca Ogretmenlik Yapmay: isteme ile Mezun Olunan Ya Da Okunan Béliimii isteyerek Se¢me
Degiskenlerine Gére Betimsel istatistikler.

Mezun olunan ya da Mezun olunca
okunan boliimii isteyerek 6gretmenlik yapmayi
Test puani se¢me isteme N Ort Ss
Ogretmen Oz Evet Evet 383 171.14 20.88
Yeterlik Olgegi Hayir 37 158.73 24.71
Toplam 420 170.04 21.50
Hayir Evet 76  166.91 24.14
Hayir 21  150.38 23.39
Toplam 97 163.33 24.82
Ogretme Evet Evet 383 29.74  6.17
Motivasyonu Hayir 37 19.03 6.96
Olgegi (igsel Toplam 420 28.79  6.94
motivasyon) Hayir Evet 76 25.75 6.63
Hayir 21 16.14 5.26
Toplam 97 23.67 7.48
Ogretme Evet Evet 383 19.03  4.62
Motivasyonu Hayir 37 13.08 4.67
Olgegi (Dissal Toplam 420 18.51 4.90
motivasyon) Hayir Evet 76 16.42 4.69
Hayir 21 12.14 4.13
Toplam 97 15.49 4.89
Ogretmenlik Evet Evet 383 140.26 19.26
Meslegine Yonelik Hayir 37 99.46 17.57
Tutum Olgegi Toplam 420 136.67 22.33
Hayir Evet 76  126.39 20.12
Hayir 21 90.33 16.19
Toplam 97 118.59 24.37

Tablo 6.

Mezun Olunan ya da Okunan Béliimii isteyerek Secme ve Mezun Olunca Odretmenlik Yapmay: isteme
Dediskenlerine Gére Ogdretmen Adaylarinin Ogretmen Oz Yeterlik, O§retme Motivasyonu (Alt Boyutlari)
ve Ogretmenlik Meslegine Yénelik Tutumlarinin Cok Yénlii Varyans Analizi.

Etki A F Hipotezsd Hatasd p  Eta-kare
Sabit .04 3024.78 4.00 510.00 .00 .96
Mezun olunan ya da okunan bolimii .96 4.69 400 510.00 .00 .03
isteyerek se¢me

Mezun olunca 6gretmenlik yapmayi .73 47.38 400 510.00 .00 .27
isteme

Mezun olunan ya da okunan bolimii .99 .74 400 510.00 .56 .01

isteyerek segme*mezun olunca
o6gretmenlik yapmayi isteme

*<.05

Bununla birlikte analiz sonucunda anlamh farkin baylakligini gosteren eta-kare degerleri
incelendiginde mezun olunca 6gretmenlik yapmayi isteme degiskeni bagimli degiskenlerin (multivariate)
varyanslarinin %27.00'sini (r]2=.27, mezun olunan ya da okunan bolimu isteyerek segme degiskeni ise
%3.00°UnU (n2=.03) aciklamaktadir. Buna gore, 6gretmen adaylarinin mezun olunca 6gretmenlik yapmayi
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istemesinin bagimh degiskenler Gzerinde sahip oldugu anlamli etkinin blyiik, mezun olunan ya da
okunan bolimu isteyerek se¢me degiskeninin bagimli degiskenler Gzerindeki etkisinin kigik oldugu
soylenebilir. MANOVA sonucunda mezun olunan ya da okunan bolimi isteyerek segme ve mezun
olunca 0Ogretmenlik yapmayi isteme degiskenlerinin 6nemli bulunmasi nedeniyle izleme analizi
(Multivariate Anova) yapilmis ve sonuglar Tablo 7'de gosterilmistir.

Tablo 7.
Mezun Olunan ya da Okunan Béliimii isteyerek Secme ve Mezun Olunca Ogretmenlik Yapmay: [steme
Dediskenlerinin izleme Analizi (Multivariate Anova) Sonuglari.

Kaynak Bagimli degisken KT sd KO F p Eta-kare
Diizeltilmis model Oz yeterlik 13238.19 3 4412.73 9.31 .00 .27
i¢sel motivasyon 7458.10 3 2486.03 63.31 .00 17
Digsal motivasyon 2212.96 3 737.65 34.80 .00 .05
Tutum 103323.09 3 34441.73 93.77 .00 .35
Sabit 0z yeterlik 4632074.85 1 4632074.85 9770.64 .00 .82
i¢sel motivasyon 90900.68 1 90900.68 2314.97 .00 .79
Digsal motivasyon 40722.62 1 40722.62 1921.44 .00 .95
Tutum 2304324.47 1 2304324.47 6274.12 .00 .92
Mezunolunanya Oz yeterlik 1749.40 1 1749.40 3.69 o0 .02
da okunan i¢sel motivasyon 522.27 1 522.27 13.30 .od .01
boluimu isteyerek  Dissal motivasyon 139.47 1 139.47 6.58 .06 .01
segme Tutum 1749.40 1 1749.40 15.92 o0 .03
Mezun olunca 0z yeterlik 9258.62 1 9258.62 19.53 .od .18
o6gretmenlik i¢sel motivasyon 4565.72 1 4565.72 116.27 .od .10
yapmayl isteme Digsal motivasyon 1157.71 1 1157.71 54.62 .od .04
Tutum 65342.38 1 6534.38 177.91 o0 .26
Etkilesim 0z yeterlik 187.82 1 187.82 .40 .53 .00
igsel motivasyon 13.47 1 13.47 .34 .56 .00
Dissal motivasyon 31.02 1 31.02 1.46 .23 .00
Tutum 248.52 1 248.52 .68 A1 .00
Hata 0Oz yeterlik 243203.54 513 474.08  474.08
igsel motivasyon 20143.67 513 39.266 39.27
Dissal motivasyon 10872.41 513 21.194 21.19
Tutum 188411.90 513 367.27 367.27
Toplam 0z yeterlik 14984647.00 517
igsel motivasyon 20143.67 517
Digsal motivasyon 10872.41 517
Tutum 9474759.00 517
Duzeltilmis 0z yeterlik 256441.74 516
toplam i¢sel motivasyon 27601.78 516
Digsal motivasyon 13085.37 516
Tutum 291735.00 516
*p<.01

Tablo 7'de ¢ok yonlii ANOVA’lar icin I. tip hatayr kontrol etmek amaciyla Bonferroni diizeltmesi
kullanildigindan her bir ANOVA .01 (.05/4) 6nem dlzeyinde test edilmistir. Buna gbre analiz sonuglari
mezun olunan ya da okunan bélimi isteyerek segme degiskenine iliskin 6z yeterlik, igcsel motivasyon ve
tutum puanlari arasindaki farklarin 6nemli ve mezun olunca 6gretmenlik yapmay isteme degiskenine
iliskin tim bagimh degiskenlerde goézlenen farklarin istatistiksel agidan 6nemli oldugunu ortaya
koymustur. Bonferroni esitsizligi kullanilarak mezun olunan ya da okunan bélimi isteyerek se¢me ve
mezun olunca 6gretmenlik yapmayi isteme degiskenlerine bagli 6z yeterlik, i¢csel motivasyon, disssal
motivasyon ve tutum Olceklerindeki ikili grup karsilastirmalari yapilmis sonuclar Tablo 8'de ve 9'da
verilmistir.
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Tablo 8.
Mezun Olunca Ogretmenlik Yapmayi isteme Degiskenine Gére Oz Yeterlik Olcedi, i¢csel-Dissal Motivasyon
ve Tutum Olceklerine Gére Bonferroni Analizine Dayall ikili Karsilastirma Sonuclari.

Ogretmenlik yapma Ogretmenlik Ortalama farki

Bagiml degisken istegi (i) yapma istegi (J) (i-J) SH p

Oz yeterlik Evet Hayir 14.47 3.27 .00
Hayir Evet -14.47 3.27

igsel motivasyon Evet Hayir 10.16 .94 .od
Hayir Evet -10.16 .94

Dissal motivasyon Evet Hayir 5.1% .69 .od"
Hayir Evet -5.12 .69

Tutum Evet Hayir 3843 288 .00
Hayir Evet -38.43 2.88

*p<.05

Tablo 8 incelendiginde, mezun olunca 6gretmenlik yapmayi isteme bagimsiz degiskeninin 6gretmen
adaylarinin 6z yeterlik, icsel motivasyon, digsal motivasyon ve tutumlari Uzerinde etkili oldugu ve bu
etkinin mezun olunan ya da okunan bolimi isteyerek se¢me degiskeninden bagimsiz oldugu
soylenebilir. Bununla birlikte mezun olunca 6gretmenlik yapmayi isteyen O6gretmen adaylarinin 6z
yeterlik, i¢csel ve digssal motivasyon ve tutum puanlarinin istemeyenlerden daha ylksek oldugu
gorilmektedir.

Tablo 9.
Mezun Olunan ya da Okunan Béliimii isteyerek Secme Dediskenine Gére Oz Yeterlik Olgedi, icsel-Dissal
Motivasyon ve Tutum Olceklerine Gére Bonferroni Analizine Dayali Ikili Karsilastirma Sonuglari.

Mezun olunan ya da Mezun olunan ya

okunan boéliimi da okunan bolimii Ortalama

Bagimli degisken isteyerek segme (i) isteyerek segme (J) farki (i-J) SH p

Oz yeterlik Evet Hayir 6.29 3.27 .05
Hayir Evet -6.29 3.27

igsel motivasyon Evet Hayir 3.44 .94 .00
Hayir Evet -3.44 .94

Digsal motivasyon Evet Hayir 1.78 .69 .01
Hayir Evet -1.78 .69

Tutum Evet Hayir 1150 2.88 .00
Hayir Evet -11.50 2.88

*p<.05

Tablo 9’da gorildigl lzere mezun olunan ya da okunan bolimi isteyerek se¢cme bagimsiz
degiskeninin 6gretmen adaylarinin igsel motivasyon, dissal motivasyon ve tutumlari Gzerinde etkili
oldugu ve bu etkinin 6gretmenlik yapmayi isteme degiskeninden bagimsiz oldugu sdylenebilir. Bununla
birlikte mezun olunan ya da okunan boélimi isteyerek secen O0gretmen adaylarinin icsel ve dissal
motivasyon ile tutum puanlarinin istemeyerek secenlerden daha vyiksek oldugu gorilmektedir.
Arastirmada 6gretmen adaylarinin 6gretmenlik meslegine yonelik 6z yeterlik algilar, tutum ve
motivasyonlari arasinda iliski olup olmadigi incelenmis ve sonuglar Tablo 10’da verilmistir.

Tablo 10 incelendiginde; 6gretmen adaylarinin 6gretmenlik meslegine yonelik 6z yeterlik algilari ile
tutumlari (r=.41) ve tutum ile dissal motivasyon arasinda (r=.53) orta dizeyde, igsel ile dissal
motivasyonlari (r=.72) ve tutum ile icsel motivasyon arasinda (r=.72) yiiksek diizeyde, 6z yeterlik ile i¢sel
motivasyon (r=.25) ve 0z yeterlik ile digsal motivasyon arasinda (r=.22) dustk diizeyde pozitif ve anlamh
bir iliski oldugu gorilmektedir. Determinasyon katsayisi (Rz) dikkate alindiginda, 6zyeterlik algisindaki
toplam varyansin (degiskenligin) %.06’sinin i¢sel motivasyondan, %5.00’inin digssal motivasyondan,
tutumun %52.00’sinin i¢gsel motivasyondan, %28.00’inin digsal motivasyondan, i¢sel motivasyonun
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%52.00'sinin digssal motivasyondan kaynaklandigi soylenebilir. Ancak teorik olarak agiklanan varyans
diger degisken icin de yorumlanabilir. Buna gore 6gretmen adaylarinin 6gretmenlik meslegine yonelik
tutumlar arttikca icsel ve dissal motivasyonlari ile 6z yeterliklerinin de arttigi sdylenebilir. Ote yandan
degiskenler arasindaki iliskilere bakildiginda en yiksek iliskinin tutum ile igsel motivasyon ve igsel ile
digsal motivasyon arasinda oldugu, en disuk iliskinin ise 6z yeterlik ile i¢sel ve 6z yeterlik ile dissal
motivasyon arasinda oldugu gérilmektedir. Bu bulgulardan yola ¢ikarak modeldeki degiskenler arasinda
tespit edilen iliskinin etki derecesini ortaya c¢ikarmak amaciyla ¢oklu regresyon analizi yapilmis ve
sonuglar Tablo 11’de verilmistir.

Tablo 10.
Ogretmen Adaylarinin Ogretmenlik Mesledine Yénelik Oz Yeterlik, Tutum ve Motivasyonlari Arasindaki
Korelasyon Analizi Sonuglari

Degiskenler 1 2 3 4
1. Ogretmenlik meslegine yonelik 6z yeterlik 1.00

2. igsel motivasyon 25 1.00

3. Digsal motivasyon 27 77 1.00

4. Ogretmenlik meslegine yénelik tutum AT 77 53 1.00
*p<.05

Tablo 11.

Ogretmen Adaylarinin Ogretmenlik Meslegine Yénelik Tutumlarinin Yordanmasina iliskin Coklu
Regresyon Analizi Sonuglari.

Degiskenler B Standart hata B t p ikilir  Kismir
Sabit 29.02 5.43 - 534 .00 - -
igsel motivasyon 2.13 14 65 1570 .00 .57 A5
Digsal motivasyon .02 .20 .00 .08 .93 .00 .00
Oz yeterlik .26 .03 .25 834 .00 .35 24
R=.76 R2=57 F=230.53  p=.00

*p<.05

Tablo 11 incelendiginde 6z vyeterlik ve motivasyon degiskenleri birlikte tutumun anlamh bir
yordayicisi oldugu goriilmektedir (R=.76, R’=.57; p<.01). Oz yeterlik ve motivasyon degiskenleri birlikte,
tutumdaki toplam varyansin %57.00’sini agiklamaktadir. Standardize edilmis regresyon katsayisina ()
gore yordayici degiskenlerin tutum puanlari Gzerindeki goreli 6nem sirasi; igsel motivasyon, 6z yeterlik
ve digsal motivasyondur. Regresyon katsayilarinin anlamhligina iliskin t testi sonuglari incelendiginde ise,
dissal motivasyon disindaki diger degiskenlerin tutum puanlari Gzerinde 6nemli (anlamh) bir yordayici
oldugu goérilmektedir. Sonu¢ olarak; i¢csel motivasyon ve 6gretmenlik meslegine yonelik 6z yeterlik
tutum puanlari tizerinde 6nemli bir etkiye sahiptir.

Tartisma, Sonug ve Oneriler

Bu arastirmada Ogretmen adaylarinin 6z yeterlik inanci, 6gretme motivasyonu ve tutumlari
ogretmenlik yapmayi isteme ile mezun olunan ya da okunan boélimu isteyerek se¢cme degiskenleri
acisindan incelenmistir. Arastirma sonucunda mezun olunan ya da okunan bolimu isteyerek segen
o6gretmen adaylarinin, bélimi istemeden segenlere ve mezun olunca 6gretmenlik yapmayi isteyenlerin
istemeyenlere gore 6z yeterlik, motivasyon (i¢sel ve dissal motivasyon) ve tutum dizeylerinin daha
ylksek oldugu bulunmustur. Aradaki farklihgin anlamliligi her iki bagimsiz degisken icin de MANOVA
sonuglarinda anlamli bulunmus, ancak bagimsiz degiskenlerin etkilesim etkisi ele alinan bagimli
degiskenler icin anlamli bulunmamustir. Ogretmenlik meslegiyle ilgili calismalar yapan birgok arastirmaci,
ogretmenlerin meslege yonelik tutumlarinin onlarin nasil bir 6gretmen olacagl konusunda anahtar rol
oynadigini ileri sirmektedir (McGinnis, Kramer, Roth-McDuffie, & Watanabe, 1998, as cited in.
Seferoglu, 2004). Bu noktada tutumun olduk¢a o6nemli bir duyussal ozellik oldugunu sdéylemek
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mimkiindir. Ulkemizde 1996 yilindan itibaren Egitim Fakiltelerinde yeniden yapilandirilma siirecinde
tutuma yonelik ¢ok sayida calisma yapilmis olup bu ¢alismalardan elde edilen sonuglar 6gretmen
adaylari igin 6zendirici olmakla birlikte 6gretmenlik meslegine karsi olumlu tutum gelistirmelerinde de
oldukga etkilidir (Bedel, 2008; Kaya & Biiyiikkasap, 2005; Ustiin, Erkan & Akman, 2004). Ogretmen
adaylarinin 6gretmenlik meslegine iliskin tutumlarini farkli degiskenler agisindan inceleyen ¢ok sayida
calisma da bulunmaktadir. Aksoy (2010) ¢alisma bulgulari ile tutarli olarak okudugu bolimi isteyerek
secenlerin 6gretmenlik meslegine iliskin tutumlarinin, okudugu bolimi istemeden segen 6grencilerin
tutumlarina gore, mezun olunca 6gretmenlik yapmay! isteyen Ogretmen adaylarinin, 6gretmenlik
meslegine iliskin tutumlarinin mezun olunca 6gretmenlik yapmak istemeyen 6gretmen adaylarina gére
daha yiiksek oldugunu bulmustur. Bu ¢alisma sonuglarindan farkli olarak Capa ve Cil (2010) tarafindan
ODTU Egitim Fakiiltesindeki 340 6grencinin katiimiyla 6gretmen adaylarinin 6gretmenlik meslegine
yonelik tutumlarini farkli degiskenler agisindan inceledikleri ¢alismada 6gretmen adaylarinin Gniversite
tercih sirasi ile tutumlari arasinda anlamli iliski bulunmamistir. iliski anlamli olmamakla birlikte yapilan
calismada bu calisma sonucuyla benzer olarak 6gretmenlik yapmayl isteme degiskenin etki
blyuklGginan, okunan bolimi isteyerek segme degiskeninden daha etkili oldugu sonucuna ulasiimistir.
Johson ve Howell’a (2005) gore, 6gretmen adaylarinin 6gretmenlik meslegi ile ilgili olumlu disincelere
sahip olmalari meslek yasantilarini da olumlu yonde etkilemektedir. Bu yiizden, tutumun 6gretmenlik
mesleginde 6nemli bir degisken oldugu goz Onlne alinarak 6gretmen adaylarina verilen egitimde
o6gretmenlerin meslege karsi olumlu tutum gelistirmeleri saglanmalidir. Yapilan ¢alismalar Gniversitelerin
ogretmen vyetistiren fakilte ve bolumlerine karsi, 6gretmenlik meslegine karsi olumlu tutum
gelistirmelerinin saglanmasina yonelik tedbirler alinmasi gerektigini ortaya koymaktadir.

Ogretmenlik mesleginde motivasyonun da son derece dnemli oldugu bilinmekte ve alanyazinda
o6gretmen adaylarinin motivasyon diizeylerini cinsiyet, program ve fakiilte gibi bazi degiskenler agisindan
inceleyen ¢ok sayida arastirma bulunmaktadir. Bu arastirmanin sonuglariyla benzer olarak Ekinci (2017)
o6gretmen adaylarinin meslek ve alan segiminde igsel motivasyon etkenlerinin yiksek diizeyde etkili
oldugunu, dissal motivasyon etkenlerinin orta diizeyde etkili oldugu belirlenmistir. Elde edilen bulgular
yapilan calismalarla tutarli olarak mezun olunca 6gretmenlik yapmayi istemenin i¢sel motivasyonla
etkisinin, dissal motivasyona etkisinden daha biyik oldugu gostermektedir. Bu sonuglar 6gretmen
egitiminde igsel ve dissal motivasyon etkenlerinin birlikte dikkate alinmasi gerektigini isaret etmekte
birlikte icsel motivasyonun saglanmasina daha ¢cok 6nem verilmesi gerektigini gostermektedir.

Ogretmen adaylarinin yeterlik inanclari Gzerinde yapilan ¢ok sayida calisma bulunmaktadir. Bu
¢alismalarda cinsiyet, program ve fakiilte degiskenlerinin 6z yeterlik tizerinde anlamli bir etkisinin oldugu
ortaya ¢ikmistir (Cakir, Kan & Suinbiil, 2006; Capri & Celikkaleli, 2008). Lisans egitimi boyunca 6gretmen
ozyeterlik inanglarinin anlaml derecede arttigini gosteren calismalar da bulunmaktadir (Bimen &
Ozaydin, 2013; Gékdag Baltaoglu, Sucuoglu & Yurdabakan, 2015). Bu calismanin sonuglari ile tutarh
olarak Ozdemir (2008) tarafindan vyapilan arastirmada 6gretmen adaylarinin dz-yeterlik inanglarinin
6grenim gorilen brans, tercih sirasi ve 6gretmenlik yapmaya istekli olmanin tutum degiskenine goére
anlaml diizeyde farklilik gdsterdigini belirlenmistir. Ozdemir (2008) &zellikle ilk bes tercihi 6gretmenlik
olanlarin 6z-yeterlik inanglarinin, daha alt siralarda 6gretmenligi tercih edenlere gore anlamli diizeyde
daha yiiksek oldugu vurgulamis ve bu anlamli farklihgin, asil istedikleri bélimleri kazanamayan birgok
adayin genelde garanti bir meslek olarak goriinen 6gretmenligi istemeyerek de olsa tercih ettiklerinden
dolayi, 6gretmenligi tam olarak benimseyememelerinden kaynaklanmis olabilecegini belirtmistir. Ayrica
o6gretmenlikten baska is yapmayi disiinmeyen 6gretmen adaylarinin, ozellikle baska bir is yapmaya
olumlu bakan 6gretmen adaylarina gore 6z-yeterlik inanglari anlamli fark olusturacak olg¢liide daha
yiksek ¢ikmistir.

Bununla birlikte arastirmada tutum, 6z yeterlik ve motivasyon arasinda iliskiye bakilmis ve bu
iliskilerin anlamh oldugu tespit edilmistir. En ylksek iliski i¢sel motivasyon ile tutum arasinda
bulunurken, en duslk iliski ise 6z yeterlik ile motivasyon arasinda bulunmustur. Bagiml degiskenler
arasindaki iliskiye ve yordamaya iliskin olarak yapilan regresyon analizi sonucunda da tutumun 6zyeterlik
ve motivasyon lzerinde énemli bir etkiye sahip oldugu belirlenmistir. Bu sonuca paralel olarak yapilan
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calismalar incelendiginde 6gretmen adaylarinin 6gretmenlik meslegine iliskin tutumlari ile mesleki
yeterlik inanglari arasinda anlamli bir iliski bulundugu sonucuna ulasilmistir (Cakir, 2005; Cakir, Erkus &
Kilig, 2004). Bu farklilikta 6gretmenlige yonelik tutumun 6nemli rol oynadigi soylenebilir. Clinki
bireylerin bir isi veya meslegi severek ya da isteyerek yapmasi, o isteki performanslarini ve basarilarini da
etkilemektedir. Bu arastirmada da tutumun diger degiskenler Gizerinde 6nemli bir etkisinin oldugu ortaya
cikmstir.

Calisma sonuglari 6gretmenlik meslegine kaliteli ve nitelikli 6gretmenler yetistirmek icin dnemli
veriler saglamaktadir. Bunun yaninda bagimli degiskenlerdeki varyansin %27.00’si mezun olunca
o0gretmenlik yapmayi isteme, %3.00’(i ise mezun olunan ya da okunan bolimu isteyerek segme degiskeni
ile agiklanmasi, ele alinan bagimsiz degiskenlerce agiklanmayan yiizde 70.00’lik bir varyans oldugunu
gostermektedir. Bu nedenle daha sonraki arastirmalarda 6gretmenlik meslegi Uzerinde dnemli etkisi
oldugu dustnilen degiskenlerinin incelenmesi O6nerilebilir. Bunun yaninda agiklanan varyansin
%27.00’sinin ele alinan degiskenlerce aciklanmasi bu degiskenlerin 6gretmenlik egitimi boyunca
gelistiriimesi gerektigini géstermektedir.

Arastirma sonucunda mezun olunan ya da okunan bolimi isteyerek secen 6gretmen adaylarinin,
bolimu istemeden segenlere ve mezun olunca 6gretmenlik yapmayi isteyenlerin istemeyenlere gore 6z
yeterlik, motivasyon (i¢sel ve dissal motivasyon) ve tutum diizeylerinin daha yiksek oldugu ortaya
konmustur. Yapilacak yeni ve benzer cgalismalarla, okuduklari bélimi istemeden secen Ogretmen
adaylarinin ve mezun olunca 6gretmenlik yapmak istemeyen adaylarin istememe nedenleri arastiriimali
ve egitim-6gretim silirecinde bunlarin dikkate alinmasi saglanmalidir. Bu durumun nedenlerine iliskin
ogretim Uyelerinin gorislerine de basvurulabilir. Ayrica, 6gretmen adaylarinin 6gretmenlik meslegine
yonelik olumlu tutum gelistirmeleri amaciyla ders i¢i ve disi ¢alismalar yapilmasi 6nerilebilir. Bu
arastirmanin ¢alisma grubu, iki devlet Universitesinde 6grenim géren 6gretmen adaylari ile sinirhdir. Bu
nedenle genellemeler yapabilmek igcin daha biliyik c¢alisma grubuyla yeni arastirmalar yapilmasi
gerekmektedir.
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