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Introduction

Despite the fact that various factors such as family, friends, and media have effects on individuals’
development processes, schools have meanings much beyond these factors since they are institutions which
give education professionally. Teachers are the main actors of the professional education services in schools.
Characteristics of the type of people to be developed are indicated by teachers’ professional knowledge and
skills as well as their attitudes and values about education, school, and information; namely their educational
philosophies. Hence, there is a consensus among educators about the fact that teachers’ values and beliefs
about education and learning affect the teaching practices (Austin & Reinhardt, 1999; Brown & Rose, 1995;
Ediger, 2000; Elisasser, 2008; Kagan, 1992; Nespor, 1987). Philosophical view and understanding enable
teachers to have a look at the outcomes of their decisions about education, learning and teaching from a wider
perspective (Roosevelt, 2011). In order for teachers to make the right decisions about classroom practices, they
should be aware of what they are doing and why they are doing so, which requires a solid philosophical
approach (Winch, 2012).

According to Ertlirk (1988, p.11), education philosophy as a product is a series of values and a system of
premises which are used as a base in guiding and evaluating the practices; and educational philosophy as a
process is a pursuit for reaching the “whole” in education by constantly investigating these values and premises
in a critical way. Kumral (2014) sees education philosophy as ideas about all school-related dimensions and
processes and efforts to explain these ideas. Teachers’ education philosophy is formed by teachers’ beliefs,
views and values about how they should educate students and what the aim and content of education should
be. Teaching practices in every school are affected by teachers’ beliefs about school and teaching (Livingston,
McClain & DeSpain, 1995). Gutek (1995) also states that the method and style chosen by the teacher is affected
by philosophy, political theory, religion, art and literature. Questions such as

- What kind of a teacher should | be?

- What should I prioritize in education?

- How should | view students?

- How should | approach knowledge and how should | conceptualize it? Form base for the philosophical
approach that should be developed in teachers.

What philosophical approaches could teachers have? An analysis of the related literature indicates the main
educational approaches as perennialism, essentialism, progressivism, re-constructionism (Demirel, 1999;
Ornstein & Hunkins, 2014; Keles, 2013; S6nmez, 1996), and existentialism (S6nmez, 1996; Weshah, 2013).
Wiles and Bondi (1984), in the Philosophy Preference Assessment Form they developed in order to investigate
teachers’ philosophical preferences, mentioned educational philosophies as perennialism, idealism, realism,
experimentalism, and existentialism. When this form was adapted to Turkish by Doganay and Sari (2003), they
were faithful to the original form. Despite the fact that researchers know that perennialism approach is based
on idealism and realism, interfering with these five dimensions defined in the original study by Wilse and Bondi
seemed inappropriate. As data were collected using this data collection tool, the education philosophies were
dealt in line with the framework defined by Wiles and Bondi. However, the main drawback in this concept in
terms of the Turkish national education system is that it did not include any items related to the constructivist
philosophy, which has been used as a base in the curricula and practices in recent years. The data collection
tool in question is not a scale; it is a form that enables to express views, which made it possible to add items
reflecting constructivist views. In line with this, as the other educational philosophies were represented with 8
items for each, constructivist philosophy was also represented with eightv items. Identification of the items to
be included in the data collection tool initially started with review of the related literature (Aldridge, Fraser &
Taylor, 2000; Aydin, 2007; Brooks & Brooks, 1993; Defhlefs, 2002; Fosnot 1996; Hove & Berv, 2000; Kim, Fisher,
Fraser, 1999; Marzano, 2000; Merill, 1991; Olsen, 2000; Taylor, Fraser & Fisher, 1997; Yager, 1991) and
identification of the statements that reflected the fundamental principles of this philosophy. The identified
principles were analyzed by five experts in the field of Education Programs and Instruction; eight items were
chosen in line with these experts’ feedback. Brief information about these philosophical thoughts is as follows:

Perennialism: Perennialism, which highlights traditional values, sees the goal of education as developing
students’ mind and morality (Ornstein & Hunkins, 2014, p.52). For perennialists, as people have unchangeable
nature, the real education should also be universal and unchangeable (Gutek, 2001, p.306). Students should be
provided with knowledge and values that are valid every time and everywhere; therefore, importance should
be given to the instruction of classics (Demirel, 2002, p.24-25).
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Idealism: |dealist educators, who believe that the good, right and beautiful are basically the same every
time and everywhere, they have an educational understanding that is based on the truths that derive from
religious, philosophical, historical, literal and artistic products. According to this approach, education is a
process of grounding and developing the potential in people, and learning is a stimulation process which makes
students recall the truth in their minds (Gutek, 2001, p.33-34). While the main role of school is to provide
education and instruction, pursue knowledge, and develop mind, the main duty of the idealist teacher is to
help young students about their mental development (Buyukdivenci, 1988).

Realism: According to realists, who claim that human knowledge exists independently and is real (Tozlu,
1997, p.50), mind gets information from the world instead of creating its own world; and instruction of real
world knowledge to students is the duty of the teacher, who has the initiative and who decides what
information students will learn (Bliytikdivenci, 1989). Information about all disciplines should reflect reality, be
organized, and the content should be designed according to the students’ development, readiness, and
learning and teaching principles (S6nmez, 1996, p.95). While students are given the information required for
expertise, classroom environments should be designed in a regular and strictly disciplined way like in the
nature (Wiles and Bondi, 1984, p.52).

Experientialism (Progressivism): According to Dewey, one of the pioneers of this philosophy, schools and
classrooms are the smallest social models where teachers work together and find solutions to the problems
they encounter altogether (Kale, 2009, p.321). Statements such as always being open to growth, realizing and
sustaining democracy, balancing both society and person, using scientific methods, recognizing no information
as certain truth, improving students’ minds and potential abilities through their own experiences, and teaching
thinking are among the main educational goals of this philosophy (S6nmez, 1991, p.107). The teacher, whose
main duty is to guide students, should regulate educational settings and in these settings encourage students
to collaborate rather than compete (Demirel, 2002, p.27). Progressivists reject memorization, teacher and
course book authority, and threat and beating as discipline; they also emphasize learner-centeredness and
highlight activities and experiences rather than verbal and mathematical skills (Ornstein & Hunkins, 2014, p.62).

Existentialism: According to existentialists, nature of knowledge depends on the individual’s personal
experiences; people form their ideas and thoughts based on their previous knowledge and experiences (Malik
& Akhter, 2012). According to existentialists, who perceive education as an activity which enables people to
experience success, failure, the ugly and beautiful, war, complexity, and pain honestly without exaggerating,
people should choose and regulate their educational experiences by themselves and be responsible for bearing
the consequences of these experiences (S6nmez, 1991, p.131, p.135). Students should be seen as individuals at
school, and they should be allowed to take active roles in the formation of their own education; the teacher
and student should work together in order to shape learning. In this philosophy, the education program does
not include a set of rules or directions that should be followed. Students should have the right to decide what is
worth learning; the teacher should decide on the thing that should be most beneficial for students to learn
(Malik & Akhter, 2012).

Constructivism: This approach, which is related to the nature of knowledge and learning (Hove and Beryv,
2000), has become an influential philosophical thought that has affected educational practices since 1990s
(Marzano, 2000; Brooks & Brooks, 1993). According to constructivists, learning happens in mind as a result of
the interaction of previous knowledge and experiences and new information and experiences (Defhlefs, 2002).
Merill (1991) states that this process is a personal interpretation of the outer world. Constructivism gives
importance to the learning process rather than the learning product, and in this process teachers have duties
such as creating conditions that motivate students, creating problem situations, stimulating students’ prior
knowledge, and forming a social environment which supports positive attitudes towards learning to learn
(Olsen, 2000). Aydin (2007, p.63) states that the constructivist approach, with its views about existence,
involves deep disengagements from the traditional approach, information and value and reports that the most
important of all these disengagements is the emphasis on subjectivity of information in a way that blunts the
objectivity. In their undergraduate education or professional processes teachers might adopt one or more of
these philosophies at various degrees. How do teachers gain the philosophical understanding? Limited number
of studies show that undergraduate teacher education is an important factor for teachers to gain philosophical
approach (Aslan, 2014; Austin & Reinhardt, 1999; Doganay, 2011; Roosevelt, 2011). Roosevelt (2011) reports
that Educational Philosophy course in the undergraduate teacher education program enables to identify
teachers’ educational purposes in various dimensions and levels and help them to think and evaluate
reflectively.
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The Gap in the Literature and the Notion for the Study

Review of the literature that has been accessed showed that philosophical understandings are mainly
investigated in quantitative studies that are descriptive in nature. Various studies have investigated
philosophical beliefs/views of pre-service teachers (Altinkurt, Yilmaz & Oguz, 2012; Doganay & Sari, 2002,
Duman, 2008; Ekiz, 2005; 2007; Erbas, 2013; Kanath & Schreglman, 2014; Livingston, McClain & DeSpain, 2001),
philosophical views of teachers and education inspectors (Ustiiner, 2008), and school administrates’
philosophical understandings (Karadag, Baloglu & Kaya, 2009). Aslan (2014) investigated the effect of the
Educational Philosophy course on prospective kindergarten teachers’ philosophical preferences. Doganay
(2011) conducted a longitudinal study and investigated the effect of non-thesis master program on secondary
school field teaching prospective teachers’ philosophical preferences. Beside these, Roosevelt (2011)
investigated the place and effect of Educational Philosophy course in the teacher education program. Winch
(2012) investigated the place of the Educational Philosophy through document screening method in England
and found that it decreased gradually.

National studies on the issue mainly focused on the description of educational philosophies of teachers,
prospective teachers, and administrators. An investigation of the effects of prospective teachers’ philosophical
approaches via a longitudinal method might provide more detailed and clearer findings in relation to the
effects of undergraduate teacher education on philosophical approaches. Some teaching departments (for
instance pre-school teaching) have the Educational Philosophy course, but many departments do not. It is clear
that an investigation of four-year pre-service teacher education on the philosophical approach would provide
important findings. It is hoped that the study will shed light to curriculum development studies in relation to
the place and importance of education philosophy in undergraduate teacher education.

Purpose of the Study
The main purpose of this study is to conduct a longitudinal analysis of the changes in pre-service teachers’
educational philosophies throughout their education in the Faculty of Education. In line with this general
purpose, the study aimed to find answers to the following questions:
- Does the undergraduate education at the Faculty of Education have a significant change in prospective
teachers’ educational philosophy?
- Does four-year undergraduate education at the Faculty of Education cause a significant change in pre-
service teachers’ educational philosophy according to gender?
- Does four-year undergraduate education at the Faculty of Education cause a significant change in pre-
service teachers’ educational philosophy according to according to the departments?

Method

Study Design

The study adopted panel study model of longitudinal research method, which is one of the developmental
research model. Panel research is based on the comparison of measurements taken from the same sample in
different times (Borg & Gall, 1989). Dependent variable of the study is prospective teachers’ philosophical
understandings. Class level, gender and the department they attended were the independent variables.
Educational philosophies of the pre-service teachers in various departments of the Faculty of Education were
measured at the end of every academic year. This way, four different measurements were obtained from the
same group throughout four years.

Target Population and Sample

Target population of the study was first year students who were enrolled in Cukurova University Education
Faculty in the 2009-2010 academic year. Sample was formed using proportional cluster sampling method
considering the total number of first year students from each department. Although initially more students
were selected, analysis was conducted with 323 students from four groups who completed the data collection
tools in all four groups because it would not be possible to reach some students in the following measurement
times. Of all the students, 185 were female (57.30%), 138 were male (42.70%). Prospective teachers’ ages were
found to range from 17 and 35. In addition, 23 (7.10%) of the teachers were enrolled in the Turkish Teaching
department, 32 (9.90%) were in Social Studies Teaching department, 27 (8.40%) were in Art Teaching
department, 29 (9.90%) were in Education of Religion and Ethics teaching department, 28 (8.70%) were in
Computer and Instructional Technologies department, 16 (5.00%) were in English Language Teaching
department, 35( 10.80%) were in Psychological Counselling and Guidance department, 66 (20.40%) were in
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Primary Teaching department, 24 (7.40%) were in Science Teaching department, and 43% (13.30) were in Pre-
school Teaching department.

Data were collected using the “Philosophy Preference Assessment Form” (PPAF) developed by Wiles and
Bondi (1992, p.80) and adapted to Turkish by Doganay and Sari (2003). The form is a 40-item measurement
tool responded on a 5-point Likert scale. Items 6, 8, 10, 13, 15, 31, 34 and 37 are about perennialism; items 9,
11, 19, 21, 24, 27, 29 and 33 are about idealism; items 4, 7, 12, 20, 22, 23, 26 and 28 are about realism; items 2,
3, 14, 17, 25, 35, 39 and 40 are about experientialism, and items 1, 5, 16, 18, 30, 32, 36 and 38 are about
existentialism. This study added 8 items about constructivism to the Philosophy Preference Assessment Form; a
48-item form was then applied. Total score and arithmetic mean score of each educational philosophy were
calculated by adding teachers’ responses given on a 5-point Likert scale. Accordingly, the educational
philosophy with the highest mean score was accepted as their first preference, and the assessments were done
accordingly. The lowest score to be obtained from each sub-scale is 5 while the highest score is 40.00 Reliability
of the scale was retested in this study. Table 1 demonstrates Cronbach’s alpha internal consistency coefficients
as a result of this analyses, four different practices, and the values obtained from the adaptation conducted by
Doganay and Sari (2003).

Table 1.
Reliability values for Philosophy Preference Assessment Form.

Applications Cronbach’s Alpha
Original application (Doganay & Sari, 2003) .81
Application in the first year .84
Application in the second year .83
Application in the third year .86
Application in the fourth year .84

Analysis of the Data

Existence of any significant changes in pre-service teachers’ philosophical views from the first through the
fourth year was identified using one-factor ANOVA for repeated measures. To assess whether gender and
department factors created a significant change throughout four years, ANOVA for mixed measures was
performed.

Findings
Findings about the Changes in Prospective Teachers’ Educational Philosophies formed by the Undergraduate
Program

One-factor ANOVA for repeated measures was used in order to identify whether there were significant
changes in the philosophical views of prospective teachers from the first through the fourth year. Table 2
presents arithmetic mean and standard deviation values that reflect changes in prospective teachers’
philosophical understandings throughout their undergraduate education.

An analysis of the ANOVA results of the repeated measures in relation to the changes in prospective
teachers’ philosophical approaches indicated no significant differences in the realism (F(2.87-630.22] = .35,
p>.05], experientialism (F(3-696) =.12, p>.05] and constructivism (F(3-735) = 2.31, p>.05] philosophies;
however, there was a significant difference in perennialism (F(3-645) = 10.24, p>.001], idealism (F(3-696) =
7.79, p<.001]and existentialism (F(3-729) = 12.29, p<.001] philosophies from the first through the fourth year.
Changes in the perennialism and idealism philosophies demonstrate a decrease from the first through the
fourth year. In both philosophies the highest means were obtained in the first year and the lowest means were
obtained in the fourth year (for perennialism first measure X = 27.69- fourth measure: X=25.77; for idealism
first measure: X= 26.30- fourth measure: X=25.02]. Another philosophy that showed a significant change in pre-
service teachers’ understanding was existentialism. For this philosophy, measurements for arithmetic mean
scores from the first through the fourth year were 24.76, 26.08, 25.52, and 26.42 respectively. ANOVA results
indicate that the changes in the four measurements were significant in the existentialism approach. These
differences between the means were in favor of the second year measurement in the measurements between
the first year and second year and in favor of the fourth year measurement in the measurements between the
first and third year measurements.
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Table 2.
Means and Standard Deviation Values and Variance Analysis Results about PPAF.
Measure 1" year 2" year 3"year 4" year
Philosophy N X SD X SD X SD X SD F Difference N>
Perennial. 216 27.69 434 26.69 436 2635 425 2577 423  Fpgess=10.24* 1>2 .04
1>3
1>4
Idealism 233 2630 3.49 25.61 329 2517 3.14 25.02 3.26 F3.606 = 7.79* 1>3 .03
1>4
Realism 220 28.87 3.90 29.05 3.85 2920 331 29.05 3.60 F87-630.22) = .35 P>.05 .00
Experiment. 233  31.69 4.46 31.75 4.19 31.73 3.73 31.90 3.74  Fz06) =.12 P>.05 .00
Existential. 244 2476 3.59 26.08 3.84 2552 331 2642 3.36 F3.929 =12.29% 2>1 .04
4>1
4>3
Constructiv. 246 32.76 3.83 32.02 4.32 3244 4.06 32.82 4.11  Fpggas =231 P>.05 .00
*p<.00

Findings about the Changes in Prospective Teachers’ Educational Philosophies throughout the
Undergraduate Program according to Gender
The second research question aimed to explore whether the four-year undergraduate program indicated
any differences in the Philosophy Preference Assessment Form (PPAF) according to gender. Table 3
demonstrates the results of the two-factor variance analysis for mixed measures performed for this purpose.
According to the two-factor variance analysis results shown in Table 3, no significant differences were found
in prospective teachers’ perennialism [F(3-642) =.83, p>.05), realism [F(2.88-629.57)=2.04, p>.05],
experientialism [F(3-693) =1.36, p>.05], existentialism [F(3-726)=1.70, p>.05] and constructivism [F(3-
732)=2.23, p>.05] philosophical approaches throughout four years. In other words, interaction of gender and
the scores in four measurements displayed no significant differences [F (3-693) =2.77, p>.05]. The only
philosophical approach that displayed significant difference throughout the undergraduate program was
idealism [F(3-693) =2.77, p>.05]. Throughout four years, mean scores of female students in the idealism
philosophy were 26.40, 25.64, 25.18 and 24.55 respectively and those of male students were 26.05, 25.56,
25.16 and 25.73 respectively. Here, while there was a similar decrease in the second and third year female and
male prospective teachers, in the fourth year males had higher idealism scores in comparison to females.
Table 3.
Two-way ANOVA Results for Mixed Measures belonging to PPAF Scores according to Gender.

Measure 1% year 2" year 3" year 4™ year Group X Factor
Philosophy Gender N X SD X SD X SD X SD F n*
Perenn. Female 130 27.44 3.93 26.03 4.10 26.01 4.30 25.22 4.01 Fea)=.83 00
Male 86 28.08 491 27.68 4.57 26.86 4.13 26.61 4.42 p>.05)
Idealism Female 140 26.46 3.41 25.64 3.42 25.18 3.01 24.55 3.34  Fgee3) =2.77* o1
Male 93 26.05 3.6 25.56 3.10 25.16 3.35 25.73 3.03 P<.05
Realism Female 125 29.17 3.64 28.76 3.98 29.30 3.15 28.81 3.78  F(288-62957)=2.04 00
Male 95 28.47 4.21 29.43 3.66 29.07 3.52 29.36 334 p>.05
Experim. Female 135 32.13 3.42 32.11 3.69 31.92 3.36 31.77 3.94  Fie93 =1.36 00
Male 98 31.10 5.55 31.24 4.77 31.47 4.18 32.08 3.48 p>.05)
Existent Female 143 24.95 3.27 26.45 3.75 25.55 3.19 26.26 3.37  Fi76)=1.70 00
" Male 101 24.49 4.01 25.56 3.94 25.49 3.50 26.65 3.34  p>.05) '
Construc Female 147 33.10 3.36 32.30 4.10 32.82 3.80 32.57 456  Fi732)=2.23 00
. Male 99 32.26 4.39 31.60 4.63 31.86 4.38 33.20 3.31 p>.05) )
*P<.05

Findings about the Changes in Prospective Teachers’ Educational Philosophies throughout the
Undergraduate Program according to the Departments they attended

Another variable investigated in the study was the departments pre-service teachers attended. Two-way
ANOVA for mixed measures was conducted in order to identify whether there were any significant differences
in prospective teachers’ educational philosophies throughout their education and to compare this change
according to departments. Results are demonstrated in Table 4.
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Table 4.
Two-way ANOVA Results for Mixed Measures belonging to PPAF Scores according to Departments
1% year 2" year 3rd year 4th year Group X Factor
Department N X SD X SD X SD X SD F Difference n?
TR 19 28.00 3.52 28.57 3.92 25.47 4.53 24.89 3.58 F(27-618) = .75** ERAE>ART .10
SS 20 28.00 426 27.85 3.92 2455 496 25.75 4.25 ERAE>PCG
ART 15 26.53 3.39 25.00 3.66 26.06 3.93 2340 3.22 ERAE K>PST
g ERAE 21 31.47 3.64 28.90 4.26 27.85 3.88 28.04 4.80
.‘_g CET 17 25.94 5.81 26.88 541 2741 3.58 2747 4.03
S ELT 12 28.83 3.29 26.08 3.62 25.16 5.73  24.00 3.97
E PCG 23 28.21 4.39 23.34 4.96 24.56 2.74 25.39 4.32
PT 36 26.69 440 26.38 4.03 27.16 3.33 2733 4.00
ST 17 28.47 5.03 29.23 417  26.88 536 2588 4.12
PST 36 26.41 3.35 25.83 3.04 27.02 4.34 24.36 3.89
TR 20 25.50 3.39 25.45 2.68 24.25 3.04 24.50 3.72 F(27-669) =1.69* ART>TR .06
SS 22 26.22 3.57 26.27 2.60 2440 3.99 26.18 2.66 ART>ELT
ART 18 27.88 411 25.33 3.48 27.00 3.21 24.77 3.84 ART>PCG
€ ERAE 22 26.00 3.30 25.77 3.80 23.86 3.10 24.90 3.49 ART>PST
2 CET 15 25.33 418 26.00 3.89 2593 2.81 26.53 3.64 PT>TR
g ELT 12 24.83 2.97 25.33 2.74 24.66 3.77 24.33 2.64 PT>ELT
- PCG 29 27.27 3.54 24.24 3.84 24.03 3.25 24.55 3.01 PT>PCG
PT 44 26.00 3.77 26.18 2.80 26.56 2,51 2540 3.11 ST>TR
ST 16 27.18 294 27.50 336 2493 2.74 25.18 2.97 ST>ELT
PST 35 26.25 2.70 24.82 3.21 25.22 2.38 24.22 3.34 ST>PCG
TR 18 29.44 3.03 30.61 3.38 29.50 3.18 29.61 3.77 F (25.89-604.28) TR>ART .08
SS 25 29.68 412  30.12 3.38 2860 4.88 30.52 2.98 =2.03** TR>ELT
ART 15 28.20 3.40 26.33 4.67 30.00 2.56 27.86 2.41 SS>ART
£ ERAE 22 29.63 3.04 28.54 3.43 28.90 1.99 28.27 3.56 SS>ELT
2 CET 16 25.62 561 29.31 475  29.00 2.68 30.06 3.23 PT>ART
E ELT 11 29.09 2.80 28.00 3.49 28.90 3.85 25.54 5.27 PT>CET
PCG 23 29.34 4.16 28.26 2.68 27.91 3.66 28.73 3.48 PT>ELT
PT 39 29.25 421 30.05 3.48 29.76 2.53  30.07 3.27 PT>PCG
ST 13 28.38 2.78 30.07 3.01 28.69 428 2738 440
PST 38 28.68 3.65 2826 4.48 29.86 3.17 29.05 3.17
TR 19 31.84 2.54 30.94 2.69 3047 3.18 3042 3.22 F(27-669) PT>TR .07
SS 25 32.68 3.02 3236 4.00 30.20 6.00 31.96 3.14 =2.05%** PT>ART
g ART 19 31.89 3.85 29.47 6.00 32.47 3.23 31.89 2.42 PT>CET
-r_% ERAE 21 33.19 3.82 3223 2.84 3147 2.33  30.66 3.81 PT>ST
e CET 18 27.55 8.05 3155 6.68 31.11 5.10 32.72 3.06 PT>PCG
2 ELT 12 33.50 239 30.75 5.04 3250 4.01 29.50 7.65 PST>TR
§ PCG 27 31.07 394 3103 3.24 3125 3.20 30.92 4.49 PST>PCG
wopT 43 31.62 5.16 32.62 482 32.95 2.52 3388 2.92 PST> CET
ST 14 31.07 3.49 3164 159 31.57 3.89 31.07 2.99
PST 35 32.25 3.55 32.65 2.54 32.28 3.13 32.48 2.77
TR 22 24.54 3.03 2418 444 2495 3.19 25.90 2.75 F(26.14-679.78) PST>TR .57
SS 23 25.21 486 26.69 249  26.13 466 25.56 3.53 =1.57*
e ART 17 25.58 4.74 25.00 2.78 25.05 3.07 26.41 3.77
2 ERAE 26 24.42 3.28 25.19 3.61 2446 2.84 26.50 3.58
2 CET 18 24.72 4.18 24.33 3.88 24.83 3.34 26.00 3.14
p_,% ELT 13 25.76 1.64 25.69 295 26.38 3.22 2446 4.5
2 PCG 26 24.53 3.13  25.07 3.69 2484 3.67 26.61 3.28
“opr 43 24.30 3.73 2744 423 2576 3.12  27.60 3.02
ST 16 23.81 3.25  25.00 3.26  25.00 2.52 25.62 2.84
PST 40 25.22 3.26  28.37 3.43  26.82 2.84 2692 3.39
TR 20 33.65 2.83  32.00 335 32,60 2.77 32,90 3.17 F(27-708) =2.28%* PT>ST .08
SS 25 33.84 3.61 3232 3.61 30.36 6.44  33.28 3.18 PST>ST
€ ART 17 32.23 3.81 30.58 6.01 3176 3.32 3188 3.19
2 ERAE 26 33.19 2.60 3219 3.41 3265 297 3180 4.62
*('3, CET 16 28.75 6.87 32.18 5.29 3243 3.53 33,50 2.33
5 ELT 15 34.73 3.30 3240 551 3366 4.25 29.60 7.95
S PCG 28 32.14 394 3192 399 3167 463 3321 3.24
© opr 40 32.75 3.43 3197 495 3355 3.20 34.90 2.77
ST 18 31.00 254 3111 2.16 30.11 3.73 30.61 5.19
PST 41 33.70 3.16 32.65 449 33.80 3.42 3317 3.61

Note: TR: Turkish; SS: Social Studies, ART: Art, ERAE: Education of Religion and Ethics; CET: Computer and Educational Technology, ELT:
English Language; PCG: Psychological Counseling and Guidance; PT: Primary Teaching; ST: Sciences Teaching; PST: Pre-school Teaching
departments.
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An overall analysis of Table 4 indicates that all the philosophies demonstrated a significant increase
according to departments throughout four years. An analysis of the results in terms of perennialism philosophy
showed an increase in CET and primary teaching departments from the first through the last year. All the other
departments apart from these showed a general decrease through the fourth year. In the fourth year, when
the last measurements were performed, the highest score belonged to ERAE department prospective teachers,
and the lowest score belonged to Art teaching department. In this philosophy, the differences according to
departments were significant; in other words, the common effect of being in different departments and
repeated measurement factors had significant effects on prospective teachers’ educational philosophies [F(27-
618) = 2.75, P<.00, I’]2 = .10]. According to the results of Bonferroni multiple comparison test, which was
performed in order to analyze the source of the difference, indicated significant differences in favor of the
ERAE teaching department among the departments of ERAE teaching and art teaching, PCG and pre-school
teaching.

An analysis of the results in terms of the idealism philosophy showed that while there was a significant
decrease in all dimensions throughout the years, there was an increase in the idealism scores of the
prospective teachers who attended to the CET department. While CET was the department that had the
highest idealism score in the fourth year, the department that had the lowest score was Pre-school teaching.
ANOVA results showed that the changes in prospective teachers’ idealism scores had significant differences
according to the departments [F(27-669) = 1.69, p<.05, N2 = .06]. Results of the LSD multiple comparison test,
which aimed to examine between which departments these differences existed, showed that there were
significant differences in favor of the Art teaching department among the Turkish, English, PCG and pre-school
teaching departments; in favor of the primary teaching department among the primary teaching and Turkish,
English and PCG departments; and in favor of the Science teaching department among Science teaching,
Turkish, English and PCG departments. An analysis of Table 4 in terms of realism philosophy indicated
significant changes in pre-service teachers’ PPAF scores throughout the four years according to the
departments they attended [F(25.89-604.28) =2.03, P<.05, I’]2 = .08]. While in this approach there was an
increase in Social Studies, Pre-school and CET from the first through the fourth year, a decrease was noted in
PCG and Science teaching departments. While the department with the highest realism score in the fourth
year, when the latest measurement was performed, was Social Studies (X= 30.52), English Language Teaching
department had the lowest score (X= 25.54). Significant differences between the groups were analyzed using
LSD multiple comparison test, which indicated significant differences in favor of the Turkish teaching
department among Turkish teaching and Art and English Language teaching departments; in favor of the Social
Studies teaching among Social Studies teaching and Art and English Language teaching; and in favor of primary
teaching among primary teaching, Art, CET, PCG, and English Language teaching.

An analysis of the results in terms of experientialism philosophy indicated a decrease from the first through
the fourth year in prospective teachers’ scores in the Turkish, Social Studies, Education of Religion and Ethics,
and English Language teaching departments; there was an increase in CET and primary teaching departments.
As for the Art, Science, and Pre-school teaching departments, no significant changes were found throughout
the undergraduate education; the mean scores were almost the same throughout the years. In the fourth year,
when the last measurements were performed, the department that had the highest experientialism score was
primary teaching, and the department that had the lowest score was English Language teaching. An analysis of
the ANOVA results throughout the four years for the comparison of the changes that happened in groups
indicated significant differences [F(27-669) =2.05, p<.00, r]2 =.07]. Results of the LSD multiple comparison test
which aimed to find out the reasons for these differences between the groups showed significant differences in
favor of the primary teaching department among priary teaching, Turkish, Art, CET, Science, and PCG
departments and in favor of the Pre-school teaching department among Pre-school teaching, Turkish, PCG and
CET departments.

ANOVA results were analyzed in terms of the existentialism approach, which indicated a decrease in the
English Language teaching department from the first through the fourth year and an increase in the other
departments. While the department with the highest existentialism mean score in the fourth year was primary
teaching (X= 27.60), the department with the lowest score was English Language teaching (X= 24.46). Table 5
demonstrates the comparison of the changes in prospective teachers’ educational philosophies according to
departments throughout their undergraduate education, which indicated significant differences [F(26.14-
679.78) =1.57, p<.05, I’]2 = .05]. According to the Bonferroni multiple comparison test results which aimed to
examine the sources of these differences and find out the departments which demonstrated differences
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indicated that the difference was significant in favor of the Pre-school teaching department between the Pre-
school teaching and Turkish teaching departments.

An analysis of pre-service teachers’ scores in relation to the constructivism philosophy indicated
significant differences according to the departments throughout the years [F (27-708) =2.28, p<.00, nz =.08].In
this philosophical approach, there was an increase from the first through the fourth year in the CET, PCG, and
primary teaching departments; a decrease, however, was noted in English Language teaching and Science
teaching departments. While in the fourth year the department with the highest constructivism score was
primary teaching (X=34.90), English Language Teaching was the department with the lowest score (X=29.60).
Results of Bonferroni multiple comparison test, which aimed to investigate the source of the differences
showed that the difference was in favor of the primary teaching department between the primary teaching and
Science teaching departments and in favor of the Pre-school teaching department between Pre-school and
Science teaching departments.

Discussion and Conclusion

The initial result of the present study was about the change in prospective teachers’ educational
approaches that happened throughout four years. Accordingly, while there were no significant changes in the
realism, experientialism and constructivism philosophies; perennialism, idealism and existentialism
philosophies showed significant changes from the first through the fourth year. While there was a decrease in
prospective teachers’ perennialism and idealism mean scores throughout four years, there was an increase in
the existentialism mean scores. These findings are in line with the findings reported by Doganay (2011).
Doganay also reported a decrease in the proportion of pre-service teachers who preferred perennialism and
idealism philosophies first in the second measurement; there was an increase in the proportion of those who
adopted existentialism as the first preference. These results signal that educational philosophies of primary
teachers go through a change from the traditional through a modern one throughout their undergraduate
education.

Very close mean scores of pre-service teachers in the first and fourth years in the experientialism and
constructivism philosophies might first indicate a negative judgement. However, it is important to note that the
highest mean scores all the measurements throughout four years belonged to experimental and constructivist
education philosophies, and all mean scores were over 30. When it is considered that the highest scores to be
obtained from the scales is 40, the case could become clearer. In this regard, what could be regarded as a
positive finding is that this approach is at least preserved in education faculties. On the other hand, the highest
scores were found to be related to experientialism and constructivism, which are closely related to
experientialism. This finding is supported with other studies in the literature. For instance, Aslan (2014),
Cagirgan-Gilten and Batdal-Karaduman (2010), Caliskan (2013), Coban (2007), Doganay and Sari (2001),
Duman (2008), Livingston and Mc Clain (1995), Tekin and Ustiin (2008) also reported that experientialism was
the first philosophy preference of teachers and pre-service teachers. Studies conducted by Altinkurt, Yilmaz
and Oguz (2012) and Tunca, Alkin-Sahin and Oguz (2015) also reported that experientialism was one of the
philosophies that had the highest scores. This case might have resulted from the fact that although in practice
there are examples of traditional philosophies such as perennialism and essentialism, despite the fact that
many times things are written on paper only, Turkish education system from pre-school to university is
constructed with the expressions of the progressivist educational philosophy.

It was found that prospective teachers’ philosophical approaches displayed no significant changes according
to gender throughout four years except from the idealism philosophy. For the idealism philosophy, mean
scores for female and male prospective teachers showed a similar decrease in the first, second and third year
female and male prospective teachers’ idealism scores. In the fourth year, the decrease in male prospective
teachers’ idealism scores demonstrated a slight increase, and they had higher idealism scores in comparison to
female prospective teachers. On the other hand, given the idealism scores of prospective teachers in four years
and closer mean scores in all measurements, gender does not seem to be an important variable in education
philosophies. Similar findings reported by Doganay and Sari (2003) also support this finding.

Pre-service teachers’ educational philosophies throughout four years indicated significant differences in
terms of all education philosophies. This case might indicate that the undergraduate education created a
change in pre-service teachers’ education philosophies in all departments. However, of course the direction of
change is as important as the change itself. Throughout the undergraduate education, one expects to see a
general decrease in traditional educational philosophies and an increase in modern educational philosophies.
An analysis of the changes in pre-service teachers’ educational philosophies according to departments in terms
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of this general expectation showed that there was an increase throughout four years in the department of CET
and primary teaching in the perennialism philosophy, in CET in idealism philosophy, and in Turkish, Social
Studies, Pre-school and CET in the realism philosophy. There was a decrease in other departments. On the
other hand, from the first through the fourth year, there was a decrease in Turkish, Social studies, ERAE, PCG
and English Language teaching departments in the experientialism philosophy, which is accepted as modern
understandings; in English language teaching department in existentialism philosophy, in Turkish, Social
Studies, Art, ERAE, English and Science teaching departments in the constructivism philosophy. There was an
increase in the other department. These findings suggest that the changes in prospective teachers’ educational
philosophies throughout four years in their undergraduate program might not be in the direction of increasing
modern education philosophies in all departments. However, this judgement should not be exaggerated
because the highest scores in pre-service teachers’ last measurements were found to focus on experientialism
and constructivism approaches almost in all departments. Hence, it can be expected that in their professional
life after graduation pre-service teachers will not experience important problems about adapting educational
programs that are prepared in line with the progressivist and constructivist approaches.

On the other hand, an analysis of the change in pre-service teachers’ education philosophies according to
departments throughout their education indicated that idealism, realism and experientialism philosophies had
differences mainly between the departments; other philosophies showed no significant differences according
to most departments. For instance, in the perennialism philosophy, only ERAE, Art, PCG and pre-school
teaching departments displayed differences; the other departments showed no differences. In a similar vein, in
the existentialism approach while only pre-school and Turkish language teaching departments displayed
differences, in the constructivism approach only Science teaching department was found to differ from primary
teaching and Pre-school teaching departments; there were no significant differences between the other
departments. From this point of view, results of the present study seem to be in line with the other studies in
the literature. Teachers who participated in the studies conducted by Doganay and Sari (2003), Ustiiner (2008),
Tunca, Alkin-Sahin and Oguz (2015) displayed no differences in their educational philosophies according to
their fields. Similarly, Doganay (2011) found that educational philosophies of prospective teachers in the non-
thesis master program displayed no significant differences according to departments; Duman (2008) found that
only one department was different from others. On the other hand, Ekiz (2007), Alkin-Sahin, Tunca and Ulubey
(2014) reported that pre-service teachers displayed significant differences in their philosophical approaches
according to their departments. These findings which are different in the related literature might be an
indicator of the fact that it is still too early to reach any judgements about this issue and that there are so many
other studies needed.

In line with the results of the present study, throughout the four-year education in education faculties,
there seemed to be a generally positive change in prospective teachers’ educational philosophies in the
framework of the modern educational approach. On the other hand, given the progressivism philosophy which
forms base for the curriculum in the Turkish education system, the change pre-service teachers’ educational
philosophies was found to be inadequate; with the increase in class level, some departments displayed an
increase in the mean scores of perennialism, idealism and realism philosophies, which are accepted as
traditional philosophies. An analysis of the findings in terms of the pre-school teaching department which has
the educational philosophy course in its program showed that it was among the highest two departments in
the experientialism, existentialism and constructivism philosophies. This finding suggests that educational
philosophy course might have effects on the development of modern philosophical approaches. In this regard,
education faculty programs should be revised, and precautions should be taken both on paper and in practice
in order to help pre-service teachers to internalize the modern educationan approach. Instructors to prepare
these programs should be equipped with the modern educational approach so that they can educate teachers
who have the required qualities. In this regard, it could be beneficial to conduct similar studies with the
participation of teachers, prospective teachers and instructors.
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TURKCE SURUM

Giris

Bireylerin yetisme sirecglerinde aile, arkadas cevresi, medya gibi bircok faktér etkili olsa da okul,
profesyonelce egitim verilen bir kurum oldugundan biitin bu faktorlerin 6tesinde bir anlam tasimaktadir.
Okullardaki profesyonel egitim hizmetlerinin bas aktorleri égretmenlerdir. Ogretmenlerin profesyonel diizeyde
sahip olduklari bilgi ve beceriler kadar egitime, okula, 6grencilere, bilgiye vb. yonelik tutum ve degerleri kisaca
egitim anlayislari da yetisecek insan tipinin niteliklerinin dnemli bir belirleyicisidir. Nitekim 6gretmenlerin egitim
ve 6grenmeyle ilgili sahip olduklari deger ve inanislarin 6gretim uygulamalarini etkiledigi konusunda egitimciler
arasinda bir gorus birligi olusmustur (Austin & Reinhardt, 1999; Brown & Rose, 1995; Ediger, 2000; Elisasser,
2008; Kagan, 1992; Nespor, 1987). Felsefi bakis agisi ve anlayis 6gretmenlerin egitim, 6grenme ve 6gretme
hakkinda verecekleri kararlarin dogurgularina daha genis bir perspektiften bakma firsati verir (Roosevelt, 2011).
Ogretmenlerin siniftaki uygulamalar hakkinda dogru kararlar verebilmeleri icin, neyi nicin yaptiklarinin
bilincinde olmalari gerekir. Bu da saglam bir felsefi anlayisi gerekli kilar (Winch, 2012).

Ertlirk’e (1988, p.11) gbre Urln olarak egitim felsefesi, egitim etkinliklerini kilavuzlamada ve uygulamalari
degerlendirmede temel alinan degerler biitinl ve sayiltilar dizgesi; slire¢ olarak ise, bu degerler ve sayiltilar
elestirel bir bigimde sirekli inceleyerek egitimde "tiume" ulasma ugrasidir”. Kumral (2014) egitim felsefesini,
okulla ilgili tim boyut ve sireglerle ilgili fikirler ve bu fikirleri agiklama c¢abalari olarak gérmektedir.
Ogretmenlerin 6grencilerin nasil egitilmeleri gerektigi, egitimin amag ve igeriginin ne olmasi gerektigi
konusundaki inang, goris ve degerleri onlarin egitim felsefesini olusturur. Her siniftaki 6gretim uygulamalari
ogretmenlerin okul ve 6grenme hakkindaki inanglarindan etkilenir (Livingston, McClain & DeSpain, 1995).
Gutek’in (1995) de belirttigi gibi 6gretmenin sectigi yontem ve stili felsefe, siyasal kuram, din, sanat ve
edebiyattan etkilenir.

- Ben nasil bir 6gretmen olmaliyim?

- Egitimde neleri 6n planda tutmaliyim?

- Ogrencileri nasil gérmeliyim?

- Bilgiye nasil yaklasmaliyim ve onu nasil kavramsallastirmaliyim? vb. sorular 6gretmenlerde gelistirilmesi
gereken felsefi anlayisin temelini olusturur.

Ogretmenler hangi felsefi anlayislara sahip olabilirler? Alanyazin incelendiginde belli basl egitim
anlayislarinin daimicilik, esasicilik, ilerlemecilik, yeniden kurmacilik (Demirel, 1999; Ornstein & Hunkins, 2014;
Keles, 2013; S6nmez, 1996) ve varolusculuk (Weshah, 2013; Sénmez, 1996) seklinde ele alindigi gérilmektedir.
Wiles ve Bondi (1984) ise o6gretmenlerin felsefi tercihlerini incelemek Uzere gelistirdikleri Felsefi Tercih
Degerlendirme Formu’nda egitim felsefelerini daimicilik, idealizm, realizm, deneyselcilik ve varolusguluk
seklinde ele almislardir. Bu form Doganay ve Sari (2003) tarafindan Tirkgeye uyarlanirken orijinaline sadik
kalinmistir. Her ne kadar daimicilik anlayisinin idealizm ve realizm felsefelerine dayali bir anlayis oldugu
arastirmacilar tarafindan bilinse de Wilse ve Bondi’'nin orijinal g¢alismasinda tanimladigi bu bes boyuta
midahale edilmesi uygun bulunmamistir. Calismada da veri toplama araci olarak bu form kullanildigindan,
egitim felsefeleri Wiles ve Bondi’nin tanimladigi ¢ergevede ele alinmistir. Ancak, Tirkiye milli egitim sistemi
acisindan formda gorilen temel eksiklik, son yillarda egitim programlari ve uygulamalarda temel alinan
yapilandirmaci anlayisla ilgili madde icermemesi olmustur. S6z konusu veri toplama araci, bir 6lgek degil bir
goriis belirleme formu oldugundan yapilandirmaci anlayisi yansitan maddeler eklenmesinde sakinca
gorilmemistir. Bu dogrultuda diger egitim anlayislari formda sekizer madde ile temsil edildiklerinden,
vapilandirmacilikla ilgili olarak da sekiz madde eklenmistir. Gorls formuna eklenecek maddelerin
belirlenmesinde 6ncelikle alanyazin taramalari yapilmis (Aldridge, Fraser & Taylor, 2000; Aydin, 2007; Brooks &
Brooks, 1993; Defhlefs, 2002; Fosnot 1996; Hove & Berv, 2000; Kim, Fisher, Fraser, 1999; Marzano, 2000;
Merill, 1991; Olsen, 2000; Taylor, Fraser & Fisher, 1997; Yager, 1991) bu anlayisin temel ilkelerini yansitan
ifadeler belirlenmeye calisiimistir. Belirlenen bu ilkeler Egitim Programlari ve Ogretim alaninda gérev yapmakta
olan bes uzmana inceletilerek gelen gorisler dogrultusunda en ¢ok benimsenen sekiz madde segilmistir.
Asagida bu akimlarla ilgili kisa bilgiler yer almaktadir.

Daimicilik: Geleneksel degerlere vurgu yapan daimicilik, egitimin hedefini 6grencilerin zihnini ve ahlakini

gelistirmek olarak gorir (Ornstein & Hunkins, 2014, p.52). Daimicilere gore insan dogasinin degismez bir yapisi
oldugundan, temel egitim modelleri de degismez; dogru, evrensel ve degismez oldugu icin gercek egitim de
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evrensel ve degismez olmalidir (Gutek, 2001, p.306). Ogrencilere her zaman ve her yerde gegerli olan bilgi ve
degerler kazandirilmali, bunun igin de klasiklerin 6gretimine 6nem verilmelidir (Demirel, 2002, p.24-25).

idealizm: lyi, dogru ve giizelin temelde degismedigini, her zaman her yerde ayni oldugunu savunan idealist
egitimciler, dinsel, felsefi, tarihsel, edebi ve sanatsal eserlerden cikarilan dogrulari temel alan bir egitim
anlayisina sahiptir. Bu anlayisa gore egitim, insandaki potansiyeli temellendirme ve gelistirme sireci iken;
O6grenme, 6grencinin zihnindeki dogrulari hatirlamasi i¢in uyarilmasi sirecidir (Gutek, 2001, p.33-34). Okulun
temel gorevi egitim ve 6gretimde bulunmak, bilgi pesinde kogmak ve akl gelistirmek iken; idealist 6§retmenin
esas islevi, genglerin akil gelisimlerine yardimci olmaktir (Biiylikdiivenci, 1988).

Realizm: insan bilgisinin bagimsiz olarak var ve gercek oldugunu savunan realistlere (Tozlu, 1997, p.50) gére
akil, kendi dlnyasini olusturmak yerine dinyadan bilgi almaktadir; dinyanin gergek bilgisini 6grenciye
kazandirmak da inisiyatifi elinde bulunduran ve 6grencinin hangi bilgileri 6grenecegine karar veren 6gretmenin
gorevidir (Blyukdlvenci, 1989). Her disiplinle ilgili 6gretilecek bilgi, gercegi yansitmali, organize edilmis olmali
ve igerik; Ogrencinin gelisimine, hazirbulunugluguna, 6grenme-6gretme ilkelerine gore diizenlenmelidir
(S6nmez, 1996, p.95). Ogrencilere uzmanlik icin gereken bilgiler kazandirilirken, sinif ortamlari dogadaki gibi
diizenli ve kati disiplinli bir sekilde diizenlenmelidir (Wiles & Bondi, 1984, p.52).

Deneyselcilik (ilerlemecilik): Bu akimin oOncilerinden olan Dewey’e gbre okul ve sinif kavramlari,
o6grenenlerin birlikte ¢ahlstiklari, karsilastiklari problemlere hep beraber ¢dziimler bulduklari en kigik toplum
modelleridir (Kale, 2009, p.321). Surekli degismeye agik olma, demokrasiyi gergeklestirme ve yasatma, hem
toplum hem de kisiyi dengede tutma, bilimsel yéntemi kullanma, higbir bilgiyi mutlak dogru kabul etmeme,
ogrencilerin kendi yasantilari yoluyla zihnini ve gizil yeteneklerini gelistirme, diisiinmeyi 6gretme gibi ifadeler
bu anlayisin temel egitim hedefleri arasinda yer almaktadir (Sonmez, 1991, p.107). Temel gorevi 6grencilere
rehberlik etmek olan 6gretmen, demokratik egitim ortamlari diizenlemeli ve bu ortamlarda 6grencileri
yarismaya degil, isbirligine 6zendirmelidir (Demirel, 2002, p.27). ilerlemeciler ezbere dayali &grenmeyi,
o6gretmen ve kitap otoritesini, disiplin olarak gdzdagi ve dayagi reddederek 6grenen lizerinde odaklanmis; sozel
ya da matematiksel beceriler yerine etkinlik ve deneyimlere vurgu yapmiglardir (Ornstein & Hunkins, 2014,
p.62).

Varolusguluk: Varolusgulara gore bilginin dogasi, kisinin bireysel deneyimlerine baglidir; insanlar fikir ve
duslncelerini 6nceki bilgi ve deneyimlerine dayali olarak sekillendirirler (Malik & Akhter, 2012). Egitimi, insanin
basariyl, basarisizhgi, ¢irkini, gizeli, savasimi, karmasikhgi, aclyi abartmadan; fakat duriistce karsilayan
yasantilar gecirmesini saglayan bir etkinlik olarak ele alan varolusculuga gore insan, kendi egitim yasantilarini
kendisi secmeli ve diizenlemeli, bunlarin sonuglarindan da kendisi sorumlu olmaldir (S6nmez, 1991, p.131,
p.135). Okulda cocuklar birer birey olarak gorilmeli ve kendi egitimlerinin sekillendirilmesinde etkin rol
almalarina izin verilmelidir; 6gretmen ve 68renen 6grenmeyi gerceklestirmek icin birlikte calismalidir. Bu
anlayista egitim programi izlenmesi gereken bir dizi kurallar veya direktifler icermez. Ogrenciler kendileri igin
neyin 6grenilmeye deger oldugu konusunda se¢me hakkina sahip olmali; 6gretmen, neyin 6gretilmesinin
Ogrenciler igin en yararli olacagini kararlastirmalidir (Malik & Akhter, 2012).

Yapilandirmacilik: Bilginin dogasina ve 6grenmeye iliskin bir felsefi yaklasim olan (Hove & Berv, 2000) bu
anlayis, 1990’lardan sonra egitim uygulamalarini etkileyen glicli bir akim haline gelmistir (Marzano, 2000;
Brooks & Brooks, 1993). Yapilandirmaciliga gore 6grenme, Onceki bilgi ve deneyimlerle yeni bilgi ve
deneyimlerin etkilesimi sonucunda, zihinde gergeklestirilir (Defhlefs, 2002). Merill’e (1991) gore bu siireg dis
diinyanin kisisel bir yorumudur. Yapilandirmacilikta 6grenme Uriiniinden ¢ok 6grenme slireci 6Gnemsenir ve bu
slirecte 6gretmenin, ogrencileri gldileyecek kosullar yaratma; problem durumlari yaratma; 6grencilerin 6n
bilgilerini uyarma; 6grenmeyi 6grenmeye karsi olumlu tutumlari destekleyen sosyal bir ortam yaratma gibi
temel gorevleri vardir (Olsen, 2000). Yapilandirmaci yaklasimin varlik, bilgi ve degere bakisiyla geleneksel
anlayistan koklu kopuslar icerdigini belirten Aydin (2007, p.63), bu kopuslardan en 6nemlisinin bilgideki
nesnelligi 6rseleyecek kadar 6znellige yapilan vurgu oldugunu belirtmektedir.

Ogretmenler gerek hizmet dncesi egitimlerinde gerekse hizmet siirecinde bu anlayislardan bir veya birkagini
cesitli derecelerde benimseyebilirler. Acaba 6gretmenler felsefi anlayisi nasil kazanirlar? Yapilan sinirli sayida
arastirma, hizmet Oncesi 6gretmen egitiminin 6gretmenlerin felsefi anlayis kazanmalarinda énemli bir etken
oldugunu gostermektedir (Aslan, 2014; Austin & Reinhardt, 1999; Doganay, 2011; Roosevelt, 2011). Roosevelt
(2011) hizmet 6ncesi 68retmen egitimi programindaki egitim felsefesi dersinin 6gretmen adaylarinin ¢cok farkh

12



Ahmet Doganay, Mediha Sari — Uluslararasi Egitim Programlari Dergisi, 8(1), 2018, 01-22

boyut ve diizeylerdeki egitim amaclarini belirleyip, tzerinde yansitici distinmelerini ve degerlendirmelerini
sagladigini belirtmektedir.

Alanyazindaki Bogluk ve Arastirmanin Gerekgesi

Ulasilabilen kaynaklara dayali olarak yapilan alan yazin taramasinda, felsefi anlayislarin daha ¢ok betimsel
nitelikteki nicel arastirmalarla ele alindigi gérilmektedir. Cesitli arastirmalarda ilk ve ortadgretim 6gretmenleri
ile 6gretmen adaylarinin felsefi inanglari/gorusleri (Altinkurt, Yilmaz & Oguz, 2012; Doganay & Sari, 2002,
Duman, 2008; Ekiz, 2005; 2007; Erbas, 2013; Kanath & Schreglman, 2014; Livingston, McClain & DeSpain, 2001),
dgretmen ve egitim miifettislerinin (Maarif mifettisi) felsefi anlayislari (Ustiiner, 2008) ve okul yéneticilerinin
felsefi anlayislari (Karadag, Baloglu & Kaya, 2009) incelenmistir. Aslan (2014) deneysel bir ¢alismada, egitim
felsefesi dersinin okul 6ncesi 6gretmen adaylarinin felsefi tercihlerine etkisini arastirmistir. Doganay (2011) ise
tezsiz yuksek lisans egitiminin ortadgretim alan 6gretmenligi 6gretmen adaylarinin felsefi tercihlerine etkisini
boylamsal bir calisma ile incelemistir. Bunlarin disinda, Roosevelt (2011) egitim felsefesi dersinin 6gretmen
egitimi programindaki yerini ve etkisini nitel bir bakis agisiyla incelemistir. Winch (2012) ise, belgesel tarama
yontemiyle ingiltere’de 6gretmen egitiminde egitim felsefesi dersinin yerini incelemis ve gittikce azaldig
saptamasini yapmistir.

Yurt iginde konuyla ilgili yapilan ¢alismalarin daha ¢ok 6gretmen, 6g8retmen adaylari ve yoneticilerin felsefi
anlayislarinin  betimlenmesi seklinde yapildigi gorilmektedir. Dort yillik lisans egitiminin boylamsal bir
yontemle, 6gretmen adaylarinin felsefi anlayislari izerindeki etkisinin incelenmesi, hizmet dncesi 6gretmen
egitiminin felsefi anlayislara etkisini degerlendirme konusunda daha ayrintili ve net bir bulgu sunabilir. Bazi
ogretmenlik bolimlerinde (6rnegin okul oncesi 6gretmenligi) egitim felsefesi dersi bulunmasina karsin bircok
bolimde bu ders bulunmamaktadir. Bolimler agisindan dort yillik hizmet 6ncesi 6gretmen egitiminin felsefi
anlayislara etkisinin incelenmesinin de 6nemli bulgular ortaya koyacagi aciktir. Calismanin hizmet oOncesi
O0gretmen egitiminde egitim felsefesinin yeri ve 6nemi konusunda, program gelistirme calismalarina sk
tutacagl umulmustur.

Aragtirmanin Amaci
Bu arastirmanin genel amaci, egitim fakiltesindeki 6grenim sirecinde, 6gretmen adaylarinin egitim
felsefelerinde olusan degisimin boylamsal bir sekilde incelenmesidir. Bu genel amag dogrultusunda su sorulara
yanit aranmistir:
- Egitim fakultesindeki lisans egitimi 6gretmen adaylarinin egitim felsefelerinde anlamli bir degisime neden
olmakta midir?
- Egitim fakultesindeki dort yillik lisans egitimi 6gretmen adaylarinin egitim felsefelerinde cinsiyete gore
anlamli bir degisime neden olmakta midir?
- Egitim fakultesindeki dort yillik lisans egitimi 6gretmen adaylarinin egitim felsefelerinde boélime goére
anlamli bir degisime neden olmakta midir?

Yontem

Aragtirmanin Modeli

Arastirma, gelisimsel arastirma modellerinden boylamsal arastirma yénteminin panel arastirmasi modeline
gore desenlenmistir. Panel arastirmasi bir 6rneklemden ayni degiskene ait farkli zamanlarda yapilan dlg¢limlerin
karsilastirilmasi esasina dayanmaktadir (Borg & Gall, 1989). Arastirmanin bagimh degiskeni 6gretmen
adaylarinin felsefi anlayislaridir. Sinif diizeyi, cinsiyet ve egitim gorilen bolim bagimsiz degiskenler olarak
belirlenmistir. Cukurova Universitesi Egitim Fakiiltesinin cesitli béliimlerinde egitim géren 6gretmen
adaylarindan olusan bir 6rneklemin felsefi anlayislari, her 6gretim yilinin sonunda 6lgtilmastiir. Boylelikle ayni
gruptan dort yil boyunca dort 6lglim elde edilmistir.

Evren ve Orneklem

Arastirmanin ¢alisma evrenini 2009-2010 Egitim yilinda Cukurova Universitesi Egitim Fakiiltesinin birinci
sinifinda egitim goren oOgrenciler olusturmustur. Calisma evreninden her bolimin birinci siniftaki toplam
o6grenci sayilar géz oninde bulundurularak oranli kiime ornekleme yontemiyle 6rneklem olusturulmustur.
Baslangicta daha fazla sayida 6grenci secilmesine karsin, ilerleyen zaman icindeki 6lclimlerde bazi 6grencilere
ulasmak mimkin olmadigindan, her doért sinifta da 6lgme aracini yanitlayan toplam 323 6grenciden elde edilen
veriler iizerinden analizler yapilmistir. Ogretmen adaylarinin 185’i (%57.30) kadin, 138’i (%42.70) erkektir.
Orneklemi olusturan égretmen adaylarinin yaslari 17-35 arasinda degismektedir. Ogretmen adaylarinin 23’u
(%7.10) Tirkce Ogretmenligi, 32’si (%9.90) Sosyal Bilgiler Ogretmenligi, 27’si (%8.40) Resim Ogretmenligi, 29'u
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(%9.90) Din Kiltirii ve Ahlak Bilgisi Ogretmenligi, 28’i (%8.70) Bilgisayar ve Ogretim Teknolojileri (BOTE)
Ogretmenligi, 16’s1 (%5.00) ingilizce Ogretmenligi, 35’i (%10.80) Psikolojik Danisma ve Rehberlik (PDR), 66’si
(%20.40) Sinif Ogretmenligi, 24’0 (%7.40) Fen Bilgisi Ogretmenligi ve 43’ (%13.30) Okuléncesi Ogretmenligi
bélimlerinde 6grenim gérmektedir.

Veri Toplama Araglari

Bu arastirmada veriler, Wiles ve Bondi (1993, 80) tarafindan gelistirilen ve Doganay ve Sari (2003) tarafindan
Tirkgeye uyarlanan “Felsefi Tercih Degerlendirme Formu” (FTDF) kullanilarak toplanmistir. Bu form besli Likert
tipinde 40 maddeden olusan bir 8lgme aracidir. Olgekteki 6, 8, 10, 13, 15, 31, 34 ve 37. maddeler daimicilik; 9,
11, 19, 21, 24, 27, 29 ve 33. maddeler idealizm; 4, 7, 12, 20, 22, 23, 26 ve 28. maddeler realizm; 2, 3, 14, 17, 25,
35, 39 ve 40. maddeler deneyselcilik; 1, 5, 16, 18, 30, 32, 36 ve 38. maddeler de varoluscu felsefeye iliskindir.
Bu arastirmada Felsefi Gorlis Degerlendirme Formuna yapilandirmacilikla ilgili 8 madde eklenerek toplam 48
maddelik bir form uygulanmistir. Ogretmenlerin begsli bir derecelendirme iizerinden bu maddelere verdikleri
yanitlar toplanarak her bir egitim felsefesinin toplam puani ve aritmetik ortalamasi hesaplanmistir. Buna gore
en vyiksek ortalamaya sahip egitim felsefesi 6gretmenlerin ilk tercihleri olarak kabul edilmis ve
degerlendirmeler de bunun Gzerinden yapilmistir. Her bir alt boyuttan alinabilecek en diisik deger 5, en yiiksek
deger ise 40'tir. Calismada o6lgegin glvenirligi yeniden incelenmistir. Bu incelemeler sonucunda elde edilen
Cronbach alfa i¢ tutarlik katsayilari, yapilan doért ayri uygulama ile Doganay ve Sari’nin (2003) uyarlama
calismasinda elde edilen degerleri gosterecek sekilde Tablo 1’'de verilmistir.
Tablo 1.
Felsefi Goriis Degerlendirme Formundan Elde Edilen Giivenirlik Degerleri.

Uygulamalar Cronbach Alpha
Original application (Doganay & Sari, 2003) .81
Birinci siniftaki uygulama .84
ikinci siniftaki uygulama .83
Ugiinci siniftaki uygulama .86
Doérdiincu siniftaki uygulama .84

Verilerin Analizi

Orneklemi olusturan 6gretmen adaylarinin birinci siniftan dérdiincii sinifa felsefi anlayislarinda anlamli bir
degisim olup olmadigini belirlemek icin yinelenmis dlciimler i¢in tek faktorlit ANOVA testi kullanilmistir. Cinsiyet
ve boélim faktorlerinin dort yil boyunca olgilen felsefi anlayislarda anlamh bir degisim yaratip yaratmadigini
belirlemek igin ise karisik dlgiimler icin ANOVA tercih edilmistir.

Bulgular

Lisans Programinin Ogretmen Adaylarinin Egitim Felsefelerinde Yarattigi Degisime iliskin Bulgular

Orneklemi olusturan égretmen adaylarinin birinci siniftan dérdiincii sinifa felsefi anlayislarinda anlamli bir
degisim olup olmadigini belirlemek amaciyla yinelenmis oOlgiimler icin tek faktdrli ANOVA kullaniimistir.
Ogretmen adaylarinin felsefi anlayislarinda lisans egitimi boyunca gerceklesen degisimi yansitan aritmetik
ortalama ve standart sapma degerleri Tablo 2’de sunulmustur.

Yillara gore 6gretmen adaylarinin felsefi anlayislardaki degisime iliskin yinelenmis 6lglimler ANOVA sonuglari
incelendiginde realizm (F(2.87-630.22]= .35, p>.05], deneyselcilik (F(3-696) =.12, p>.05] ve yapilandirmacilik
(F(3-735) = 2.31, p>.05] anlayiglarinda anlamli bir degisimin gerceklesmedigi; daimicilik (F(3-645) = 10.24,
p>.00], idealizm (F(3-696) = 7.79, p<.00] ve varolusguluk (F(3-729) = 12.29, p<.00] anlayislarinda ise birinci
siniftan dérdiinci sinifa dogru anlamli bir farklilasmanin gergeklestigi gorilmektedir. Daimicilik ve idealizm
anlayislarinda gortlen degisim, birinci siniftan dordiinci sinifa dogru dists yoniindedir. Her iki anlayista da en
ylksek ortalamalar birinci sinifta en diisik ortalamalar ise dérdinci sinifta elde edilmistir (Daimicilik igin I.
Olgiim X = 27.69-1V. Olciim X=25.77; idealizm icin I. Olgiim X= 26.30-1V. Olciim X=25.02]. Ogretmen adaylarinin
anlayislarinda anlamli degisim olusan diger felsefe ise varolusculuktur. Bu anlayista birinci siniftan dordinci
sinifa dogru yapilan dort o6lcime ait aritmetik ortalamalar sirasiyla 24.76, 26.08, 25.52, 26.42’dir. Yapilan
ANOVA sonuglar varolusculuk felsefesinde dort 6l¢clim icin elde edilen bu ortalamalardaki degisimin anlamli
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oldugunu gostermektedir. Ortalamalar arasindaki bu farklar, ikinci siniftaki 6lgtimle birinci siniftaki 6lglim
arasinda, ikinci siniftaki 6lglim lehine; dérduincl siniftaki 6lgtimle birinci ve lguncl siniftaki dlgimler arasinda
dordunci siniftaki 6lgim lehine gergeklemistir.

Tablo 2.

FTDF Puanlarina Ait Aritmetik Ortalama ve Standart Sapma Dederleri ile Varyans Analizi Sonuglari

Olgim I. Sinif II. Sinif . Sinif IV. Sinif
Felsefe N X Ss X Ss X Ss X Ss F Fark n*
S1>52 .04
Daimicilik 216 27.69 4.34 26.69 4.36 26.35 4.25 25.77 4.23 F(3-645) = 10.24* S1>S3
S1>54
idealizm 233 26.30 3.49 2561 329 2517 3.14 25.02 3.26 F(3-696) = 7.79* zizzi 03
Realizm 220 28.87 3.90 29.05 3.85 2920 331 29.05 3.60 F(2.87-630.22) = .357 P>05 .00
Deneyselcilik 233 31.69 446 3175 419 31.73 3.73 31.90 3.74 F(3-696) = .12 P>.05 .00
S$2>S1
Varolusguluk 244 24.76  3.59 26.08 3.84 2552 331 26.42 3.36 F(3-729) = 12.29* S4>S1 .04
S4>S3
Yapilandir-macilik 246 32.76 3.83 32.02 4.32 32.44 4.06 32.82 4.11 F(3-735)=2.31 P>.05 .00
*p<.001

Lisans Programinin Basindan Sonuna Ogretmen Adaylarinin Egitim Anlayislarinda Cinsiyete Gore Olusan
Degisime iliskin Bulgular

Arastirmanin ikinci sorusu dort yillik lisans programinin Felsefi Tercih Degerlendirme Formuna (FTDF) gére
o6gretmen adaylarinin egitim anlayislarinda cinsiyet agisindan bir degisim yaratip yaratmadigini incelemeye
yoneliktir. Bu amaci gerceklestirmek Uzere yapilan karisik olgciimler icin iki faktoérli varyans analizi sonuglari
Tablo 3’te gosterilmistir.

Tablo 3’te gosterilen iki faktorli varyans analizi sonuglarina gére 6gretmen adaylarinin daimicilik [F(3-642)
=.83, p>.05), realizm [F(2.88-629.57)=2.04, p>.05], deneyselcilik [F(3-693) =1.36, p>.05], varolusculuk [F(3-
726)=1.70, p>.05] ve yapilandirmacilik [F(3-732)=2.23, p>.05] felsefi anlayislarinda birinci siniftan dérdiincu
sinifa anlamli farkhliklar goértlmemistir. Bir bagka deyisle cinsiyet ile dort 6lgim puanlari etkilesimi anlamli fark
yaratmamistir. Lisans programi boyunca anlaml fark gerceklesen tek felsefi anlayis idealizm olmustur [F(3-693)
=2.77, p>.05]. idealizm anlayisinda kadin dgrencilere ait ortalamalar dért yil boyunca sirasiyla, 26.40, 25.64,
25.18 ve 24.55 iken; erkek 6grencilere ait ortalamalar 26.05, 25.56, 25.16 ve 25.73’tlir. Burada birinci, ikinci ve
Ucunct siniflarda kadin ve erkek 6gretmen adaylarinda benzer bir diisis yasanirken dérdiinci sinifta erkeklerin
kadinlardan daha yuksek idealizm puanina sahip olduklari gérilmektedir.

Tablo 3.
Cinsiyete Gére FTDF Puanlarina Ait Karisik Olciimler icin iki Faktérlii Varyans Analizi Sonuclari.

Olgiim 1. Sinif II. Sinif 1l. Sinif IV. Sinif Grup X Faktor
Felsefe Cinsiyet N X Ss X Ss X Ss X Ss F n*
Daimicilik. Kadin 130 27.44 3.93 26.03 4.10 26.01 4.30 25.22 4.01 F(3-642) =.83 00
Erkek 86 28.08 491 27.68 4.57 26.86 4.13 26.61 4.42 p>.05)
idealizm Kadin 140 26.46 3.41 25.64 3.42 25.18 3.01 24.55 3.34 F(3-693) =2.77* o1
Erkek 93 26.05 3.6 25.56 3.10 25.16 3.35 25.73 3.03 P<.05
Kadin 125 29.17 3.64 28.76 3.98 29.30 3.15 28.81 3.78 F(2.88-
Realizm  pryek 95 2847 421 2943 366 2907 352 2936 334 62955:2);2'04 00
Deneysel-  Kadin 135 32.13 3.42 32.11 3.69 31.92 3.36 31.77 3.94 F(3-693) =1.36 00
cilik Erkek 98 31.10 5.55 31.24 4.77 31.47 4.18 32.08 3.48 p>.05) '
Varoluggu- Kadin 143 24.95 3.27 26.45 3.75 25.55 3.19 26.26 3.37 F(3-726)=1.70 00
luk Erkek 101 24.49 4.01 25.56 3.94 25.49 3.50 26.65 3.34 p>.05) ’
Yapilandir  Kadin 147 33.10 3.36 32.30 4.10 32.82 3.80 32.57 4.56 F(3-732)=2.23 00
macilik Erkek 99 32.26 4.39 31.60 4.63 31.86 4.38 33.20 3.31 p>.05) ’
*P<.05

Lisans programinin basindan sonuna 6gretmen adaylarinin egitim anlayislarinda okuduklari béliime gore
olugan degisime iligkin bulgular

Calismada ele alinan bir diger degisken 6gretmen adaylarinin okuduklari bélimdur. Egitim fakiltesindeki
dort yillik lisans egitimi boyunca Ogretmen adaylarinin egitim felsefelerinde bdéliimlere goére anlamli bir
degisimin olusup olusmadigini incelemek ve bu degisimi bolimlere gore karsilastirmak amaciyla karisik
olglimler icin iki yonli ANOVA yapilmis ve elde edilen sonuglar Tablo 4’te gosterilmistir.
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Tablo 4.
Béliime Gére FTDF Puanlarina Ait Karisik Olgiimler icin ki Yénlii ANOVA Sonuclari.

Olgim 1. Simif II. Sinif I, Sinif IV. Sinif Grup X Faktor

Bslim N X Ss X Ss X Ss X Ss F Fark n?

TR 19 2800 352 2857 392 2547 453 2489 358

SB 20 28.00 426 27.85 392 2455 496 2575 4.25

RS 15 2653 339 2500 3.66 26.06 3.93 23.40 3.22
~ DKAB 21 3147 364 2890 426 27.85 3.88 28.04 4.80
% BOTE 17 2594 581 26588 541 27.41 358 27.47 4.03 ;g;;e*ls) - g;::;f;R 10
£ NG 12 2883 329 2608 3.62 2516 573 24.00 3.97 DKAB K500
O PDR 23 2821 439 2334 496 2456 274 2539 4.32

SO 36 26.69 440 2638 4.03 27.16 333 2733 4.00

FB 17 2847 503 2923 417 26588 536 2588 4.12

00 36 2641 335 2583 3.04 27.02 434 2436 3.89

TR 20 2550 339 2545 268 2425 3.04 2450 3.72 RS>TR

SB 22 2622 357 2627 260 2440 399 2618 2.66 RS>ING

RS 18 27.88 411 2533 348 27.00 321 2477 3.84 RS>PDR
g DKAB 22 2600 330 2577 3.80 23.86 3.10 2490 3.49 RS>00
S BOTE 15 2533 418 26.00 3.89 2593 2.81 2653 3.64 F(27-669) SO>TR 06
3 NG 12 2483 297 2533 274 2466 377 2433 2.64 =1.69* SO>ING :
= PDR 29 2727 354 2424 384 2403 325 2455 3.01 SO>PDR

SO 44 2600 377 2618 280 2656 251 2540 3.11 FB>TR

FB 16 2718 294 2750 336 2493 274 2518 2.97 FB>ING

00 35 2625 270 24.82 321 2522 238 2422 334 FB>PDR

TR 18 2944  3.03 3061 3.38 2950 3.18 29.61 3.77

SB 25 2968 412 3012 338 2860 4.88 30.52 298 TR>RS

RS 15 2820 3.40 2633 467 30.00 256 27.86 2.41 TR>ING
g DKAB 22 2963  3.04 2854 343 2890 199 2827 3.56 F(25.89- SB>RS
S BOTE 16 2562 561 2931 475 29.00 2.68 30.06 3.23 604.28) SB>ING 08
g ING. 11 2909 280 2800 349 2890 3.85 2554 527 . ol SO>Rs

PDR 23 2934 416 2826 268 2791 366 2873 3.48 SO>BOTE

SO 39 2925 421 3005 3.48 2976 253 30.07 3.27 SO>ING

FB 13 2838 278 30.07 3.01 2869 428 2738 4.40 SO>PDR

00 38 28.68  3.65 2826 4.48 29.86 3.17 29.05 3.17

TR 19 31.84 254 3094 2.69 3047 318 3042 3.22

SB 25 3268 3.02 3236 4.00 3020 600 3196 3.14 SO>TR
_ RS 19 31.89  3.85 2947 6.00 32.47 323 31.89 2.42 SO>RS
= DKAB 21 3319  3.82 3223 284 3147 233 3066 3.81 SO>BOTE
3 BOTE 18 2755 805 31.55 6.68 31.11 510 3272 3.06 F(27-669) sO>FB 07
g ING. 12 3350 239 3075 5.04 3250 4.01 29.50 7.65 =2.05%** SO>PDR :
& PDR 27 31.07 394 31.03 324 3125 320 3092 4.49 00>TR

SO 43 3162 516 3262 482 3295 252 3388 292 00>PDR

FB 14 3107 349 31.64 159 31.57 3.89 31.07 2.99 00> BOTE

00 35 3225 355 32,65 254 3228 3.13 3248 277

TR 22 2454  3.03 2418 444 2495 319 2590 2.75

SB 23 2521 486 2669 249 2613 466 2556 3.53
_ RS 17 2558 474 2500 278 25.05 3.07 2641 3.77
2 DKAB 26 2442 328 2519 361 2446 284 2650 3.58 i
% BOTE 18 2472 418 2433 3.88 24.83 334 2600 3.14 F(26.14- 00>TR o
2 iNG. 13 2576  1.64 2569 2.95 2638 3.22 24.46 415 679.78)=1.57* ‘
S PDR 26 2453 313 2507 3.69 2484 367 2661 328

sO 43 2430 373 2744 423 2576 3.12 2760 3.02

FB 16 23.81 325 2500 3.6 25.00 252 2562 2.84

00 40 2522 326 2837 343 2682 284 2692 3.39

TR 20 3365 2.83 3200 335 3260 277 3290 3.17

SB 25 33.84 361 3232 361 3036 644 3328 3.18
% RS 17 3223 3.81 3058 6.01 31.76 3.32 31.88 3.19
S DKAB 26 3319 260 3219 3.41 3265 297 3180 4.62
E BOTE 16 2875 6.87 3218 529 3243 353 3350 233 F(27-708) SO>FB 08
g iNG. 15 3473 330 3240 551 33.66 425 29.60 7.95 =2.28%* 00>FB ‘
= PDR 28 3214 394 3192 399 3167 463 3321 324
£ 50 40 3275 343 3197 495 3355 320 3490 277

FB 18 31.00 254 3111 216 3011 373 3061 5.19

00 41 3370 3.6 3265 449 3380 342 3317 361

Not: TR: Tiirkce; SB: Sosyal Bilgiler, RS: Resim; DKAB: Din kiiltiirii ve ahlak bilgisi; BOTE: Bilgisayar ve égretim teknolojileri; ING: ingilizce;
PDR: Psikolojik danisma ve rehberlik; SO: Sinif 6§retmenligi; FB: Fen bilimleri; 0OO: Okuléncesi é§retmenligi béliimlerini ifade etmektedir.
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Tablo 4 genel olarak incelendiginde, birinci siniftan dérdinci sinifa bitin felsefi anlayislarda béliime gére
anlamli degisimler olustugu goriilmektedir. Analiz sonuglar daimicilik felsefesi acisindan incelendiginde BOTE
ve sinif 6gretmenligi bolimlerinde doérdiinci sinifa dogru puanlarda bir artig gorilirken, bunlar digindaki diger
butlin bélimlerde dordiinci sinifa dogru genel olarak bir disls oldugu anlasilmaktadir. Son 6lgimun yapildig
dordinci sinifta en yiliksek ortalama DKAB bolimiindeki, en dlsik ortalama ise resim ogretmenligi
bolimindeki 6gretmen adaylarina aittir. Bu anlayista bélimlere gore elde edilen farklarin anlaml oldugu; bir
baska deyisle farkli bolimlerde olmak ile tekrarli dlgim faktérlerinin 6gretmen adaylarinin egitim felsefesi
anlayislar Gzerindeki ortak etkisinin anlamh oldugu gortlmektedir [F(27-618) = 2.75, P<.00, I’]2 = .10]. Bu
farklarin kaynagini incelemek amaciyla yapilan Bonferroni c¢oklu karsilagtirma testi sonuglarina gére DKAB
O0gretmenligi ile resim 6gretmenligi, PDR ve okul6ncesi 6gretmenligi bolimleri arasindan DKAB 6gretmenligi
lehine anlamli fark bulunmaktadir.

Sonuglar idealizm anlayisi agisindan incelendiginde diger tim boélimlerde birinci siniftan doérdiinct sinifa
dogru bir diisis egilimi gézlenirken BOTE’de okuyan &gretmen adaylarinin idealizm puanlarinda artis oldugu
gorilmektedir. Dérdiincii sinifta en yiiksek idealizm puanina sahip bélim BOTE iken en diisiik puana sahip
bolim okuldncesi 6gretmenligidir. ANOVA sonuglarina gore 6gretmen adaylarinin idealizm puanlarindaki
degisimde bolimlere gore anlamli farklar bulunmaktadir [F(27-669) = 1.69, p<.05, N2 =.06]. Bu farklarin hangi
bolimler arasinda oldugu incelemek amaciyla yapilan LSD ¢oklu karsilastirma testi sonuglarina gore resim ile
Tirkce, Ingilizce, PDR ve okuldncesi &gretmenligi bélimleri arasinda resim &gretmenligi lehine; sinif
dgretmenligi ile Tiirkce, ingilizce ve PDR bélimleri arasinda sinif 8gretmenligi lehine; fen bilimleri 6gretmenligi
ile Tirkge, ingilizce ve PDR béliimleri arasinda fen bilimleri 6gretmenligi bélimii lehine olacak sekilde anlamli
farklar bulunmaktadir.

Tablo 4 realizm anlayisi bakimindan incelendiginde 6gretmen adaylarinin FTDF puanlarinda okuduklari
boliime gore birinci siniftan dérdiinci sinifa dogru anlamli degisimler yasandigi gérilmektedir [F(25.89-604.28)
=.2.03, P<.05, I’]2 =.08]. Bu felsefede sosyal bilgiler, okuléncesi ve BOTE’de birinci siniftan dérdiincii sinifa dogru
bir artis gozlenirken, PDR ve fen bilimleri 6gretmenligi bolimlerinde bir dislis oldugu gorilmektedir. Son
Olgimiin yapildigi dérdinci sinifta en yiksek realizm puanina sahip bolim sosyal bilgiler (X= 30.52) iken en
diisiik puana sahip béliim ingilizce 6gretmenligidir (X= 25.54). Gruplar arasinda elde edilen anlamli farklar LSD
coklu karsilastirma testiyle incelendiginde, Tiirkce &gretmenligi ile resim ve ingilizce dgretmenligi arasinda
Tiirkge 6gretmenligi lehine; sosyal bilgiler dgretmenligi ile resim ve ingilizce 6gretmenligi arasinda sosyal bilgiler
ogretmenligi lehine; sinif gretmenligi ile resim, BOTE, PDR ve ingilizce 6gretmenligi arasinda sinif 6gretmenligi
lehine olacak sekilde anlaml farklar bulundugu gézlenmistir.

Sonuglar deneyselcilik felsefesi agisindan incelendiginde de 6gretmen adaylarinin puanlarinda Tirkge, sosyal
bilgiler, din kiiltiirii ve ahlak bilgisi ve ingilizce 6gretmenligi béliimlerinde birinci siniftan dérdiinci sinifa dogru
bir diisiis; BOTE ve sinif 6gretmenligi béliimlerinde ise bir artig gériilmektedir. Resim, fen bilimleri ve okuléncesi
ogretmenligi bolimlerinde ise lisans programinin basindan sonuna bir degisimden s6z edilemeyecegi,
ortalamalarin doért yil boyunca neredeyse aynen korundugu gézlenmektedir. Son dlciimlerin yapildigi dérdinci
sinifta en ylksek deneyselcilik puanina sahip bolim sinif 6gretmenligi iken en disiik puana sahip boélim
ingilizce &gretmenligidir. ANOVA sonuglar birinci siniftan dérdiincii sinifa gruplarda yasanan degisimin
karsilastiriimasi bakimindan incelendiginde anlamh farklarin bulundugu gérilmektedir [F(27-669) =2.05, p<.00,
nz = .07]. Gruplar arasindaki bu farklarin kaynagi incelemek amaciyla yapilan LSD coklu karsilastirma testi
sonucunda ise sinif dgretmenligi ile Tiirkce, resim, BOTE, fen bilimleri ve PDR béliimleri arasinda sinif
dgretmenligi bolimi lehine; okuldncesi 6gretmenligi ile Tirkce, PDR ve BOTE béliimleri arasinda okuléncesi
o6gretmenligi bolimi lehine anlamli farklar oldugu ortaya ¢ikmustir.

ANOVA sonuglari varolusculuk felsefesi bakimindan incelendiginde ingilizce 6gretmenligi bélimiinde birinci
siniftan dordincl sinifa bir diisis gézlemlenirken diger bolimlerde artis oldugu anlasiimaktadir. Dordinci
sinifta en yiksek varolusculuk ortalamasina sahip bolim sinif 6gretmenligi (X= 27.60) iken, en dusuk
ortalamaya sahip b&lim ingilizce 6gretmenligidir (X= 24.46). Tablo 5, dgretmen adaylarinin lisans programi
boyunca, egitim anlayislarinda gerceklesen degisimin okuduklari bolime goére karsilastirilmasi bakimindan
incelendiginde gerceklesen degisimin anlamli oldugu gérilmektedir [F(26.14-679.78) =1.57, p<.05, I’]2 =.05]. Bu
farklarin kaynagini incelemek amaciyla yapilan Bonferroni ¢oklu karsilastirma testi sonuglarina gére Gruplar
arasindaki bu farkin hangi boliimler arasinda oldugunu incelemek amaciyla yapilan Bonferroni c¢oklu
karsilastirma testi sonuglari incelendiginde ise farkin, okul dncesi 6gretmenligi ile Tiirkgce 6gretmenligi bolima
arasinda okuldncesi 6gretmenligi lehine anlamli oldugu anlasiimaktadir.
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Ogretmen adaylarinin yapilandirmacilik anlayisina iliskin puanlari incelendiginde birinci yildan dérdiincii yila
gerceklesen degisimin bolimlere gére anlamh farliliklar gosterdigi belirlenmistir [F(27-708) =2.28, p<.00, n’ =
.08]. Bu felsefi anlayista BOTE, PDR ve sinif gretmenligi béliimlerinde birinci siniftan dérdiinci sinifa dogru bir
yiikselis goriliirken; ingilizce ve fen bilimleri 6gretmenligi béliimlerinde puanlarda bir diisiis gézlenmektedir.
Dérdunciu sinifta en yiksek yapilandirmacilik puanina sahip bolim sinif 6gretmenligi (X=34.90) iken en dusik
puana sahip bolim ingilizce dgretmenligidir (X=29.60). Egitim felsefesi puanlarinda belirlenen farklarin
kaynagini incelemek amaciyla yapilan Bonferroni ¢oklu karsilastirma testi sonuglarina gore sinif 6gretmenligi ile
fen bilimleri 6gretmenligi arasinda sinif 6gretmenligi lehine; okul oncesi ile fen bilimleri 6gretmenligi arasinda
ise okuloncesi 6gretmenligi lehine anlaml farklar bulunmaktadir.

Tartisma ve Sonug

Calismada ulasilan ilk sonug 6gretmen adaylarinin egitim anlayislarinda dért yil boyunca olusan degisime
iliskindir. Buna gore realizm, deneyselcilik ve yapilandirmacilik anlayislarinda anlamli bir degisim s6z konusu
degilken; daimicilik, idealizm ve varolusculuk felsefi anlayislarinda birinci siniftan dérdinci sinifa dogru anlamh
bir farklilasma olusmustur. Ogretmen adaylarinin daimicilik ve idealizm puan ortalamalarinda birinci siniftan
dordinci sinifa dogru bir disls yasanirken varolusguluk puan ortalamalarinda yukselis goriilmektedir. Bu
bulgular Doganay’in (2011) elde ettigi bulgulara paraleldir. Doganay’in galismasinda da birinci 6lgiimden ikinci
Olcime daimicilik ve idealizm anlayislarini birinci tercih olarak belirten 6gretmen adaylarinin orani diigmisken;
varolusgulugu birinci tercih olarak benimseyenlerin oraninda artis belirlenmistir. Bu sonuglar, lisans egitimi
siirecinde 6gretmen adaylarinin egitim anlayislarinin gelenekselden ¢agdasa dogru bir degisim gecirdigine isaret
etmektedir.

Ogretmen adaylarinin deneyselcilik ve yapilandirmacilik anlayislarinda birinci ve dérdiincii yillara ait
ortalamalarin oldukga yakin olmasi ilk bakista olumsuz bir kaniya yol agabilir. Ancak sunu belirtmek gerekir ki,
dort yil boyunca yapilan bitin olgiimlerde en yiksek ortalamalar zaten deneyselci ve yapilandirmaci egitim
felsefelerine aittir ve tiim ortalamalar 30’un iizerindedir. Olgeklerden alinabilecek en yiiksek puanin 40 oldugu
distnildiginde durum daha da netlik kazanmaktadir. Bu agidan bakildiginda egitim fakiiltelerinde bu
anlayislarin en azindan korunmus olmasi da olumlu kabul edilebilir. Ote yandan en yiiksek ortalamalarin
deneyselcilik ve onunla yakin iliskili olan yapilandirmaciliga ait olmasi, alanyazindaki baska arastirmalarla da
desteklenen bir bulgudur. Ornegin Aslan (2014), Cagirgan-Giilten ve Batdal-Karaduman (2010), Caliskan (2013),
Coban (2007), Doganay ve Sari (2003), Duman (2008) Livingston ve McClain (1995), Tekin ve Ustiin’iin (2008)
yaptigl arastirmalarda da o6gretmen ve Ogretmen adaylarinin ilk felsefi tercihlerinin deneyselcilik oldugu
belirlenmistir. Altinkurt, Yilmaz ve Oguz (2012) ile Tunca, Alkin-Sahin ve Oguz (2015) tarafindan yapilan
calismalarda da en yiiksek ortalamalara sahip anlayiglardan birinin deneyselcilik oldugu gorilmustir. Bu durum,
uygulamada daimicilik ve esasicilik gibi geleneksel felsefelerin 6rneklerine siklikla rastlansa da Tirkiye egitim
sisteminin okuldncesinden yiksekdgretime tim kademelerde, cogu zaman kagit tzerinde de olsa, ilerlemeci
egitim anlayisinin sdylemleri dogrultusunda yapilandirilmis olmasinin bir sonucu olabilir.

Ogretmen adaylarinin felsefi anlayislarinda cinsiyete gére birinci siniftan dérdiincii sinifa idealizm felsefesi
disindaki diger biitiin felsefi anlayislarda anlamli bir degisimin séz konusu olmadigi belirlenmistir. idealizm
anlayisinda ise kadin ve erkek 6gretmen adaylari icin hesaplanan aritmetik ortalamalar incelendiginde birinci,
ikinci ve Ulglnci siniflarda kadin ve erkek 6gretmen adaylarinin idealizm puanlarinda benzer bir disls
yasandigl; dordinci sinifta ise erkek 6gretmen adaylarinin idealizm puanlarindaki distsiin hafif bir artisa
donistigt ve kadinlardan daha yliksek idealizm puanina sahip olduklari anlasiimaktadir. Bununla birlikte
6gretmen adaylarinin dort yila ait idealizm puanlari dikkate alindiginda, ortalamalarin tiim élgimlerde birbirine
oldukga yakin olmasi, cinsiyetin egitim felsefesi lGzerinde 6nemli etkileri olan bir degisken olmadigina isaret
etmektedir. Doganay ve Sari’nin (2003) yaptigl calismada da cinsiyete gore 6gretmenlerin egitim felsefesi
anlayislarinda anlamli farklar bulunmamis olmasi bu yargiyi desteklemektedir.

Bolimlere gore 6gretmen adaylarinin birinci siniftan dordiinci sinifa egitim anlayislarinda tiim felsefeler
acisindan anlamh bir farkhlik oldugu gorilmektedir. Bu durum, lisans egitiminin tim bolimlerde 6gretmen
adaylarinin egitim anlayisinda degisim yarattigi seklinde yorumlanabilir. Ancak elbette dnemli olan degisim
kadar, bu degisimin yonudir. Lisans egitimi boyunca genel olarak geleneksel egitim anlayislarinda diisme,
cagdas egitim anlayislarinda ise yikselme yoniinde bir degisimin olmasi beklenir. Bu genel beklenti agisindan
6gretmen adaylarinin egitim felsefelerindeki degisim boélimlere gore incelendiginde, geleneksel anlayislar
olarak kabul edilen daimicilik felsefesinde BOTE ve sinif dgretmenligi bolimlerinde; idealizm felsefesinde
BOTE’de; realizm felsefesinde ise Tiirkge, sosyal bilgiler, okul &ncesi ve BOTE’de birinci siniftan dérdiincii sinifa
dogru bir artis; diger bélimlerde disiis yasandigi gériilmektedir. Ote yandan cagdas anlayislar olarak kabul
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edilen deneyselcilik felsefesinde Tiirkge, sosyal bilgiler, DKAB, PDR ve ingilizce dgretmenligi bolimlerinde;
varolusculuk felsefesinde ingilizce 6gretmenligi béliimiinde, yapilandirmacilik felsefesinde ise Tiirkce, Sosyal
bilgiler, resim, DKAB, ingilizce ve fen bilimleri 6gretmenligi béliimlerinde birinci siniftan dérdiinci sinifa dogru
bir dislis, diger bolumlerde bir artis gozlenmektedir. Bu bulgular 6gretmen adaylarinin egitim felsefesi
anlayislarinda egitim fakiltesindeki dort yil boyunca gerceklesen degisimin her bolimde cagdas egitim
anlayisini ylkseltmek yoninde olmayabilecegine isaret etmektedir. Ancak bu vyarglyi da abartmamak
gerekmektedir. Clinkli nihayetinde 6gretmen adaylarinin son dlgiimlerinde en yliksek ortalamalar neredeyse
bitin bolumler icin deneyselcilik ve yapilandirmacilik anlayislarinda yogunlasmaktadir. Bu agidan bakildiginda
o0gretmen adaylarinin mezuniyet sonrasi meslek yasamlarinda ilerlemeci ve yapilandirmaci bir anlayisla
hazirlanan egitim programlarina uyum saglamada 6nemli problemler yasamayacaklari umulabilir.

Ote yandan, dgretmen adaylarinin egitim felsefesi anlayiglarinda birinci siniftan dérdiinci sinifa bélimlere
gore gerceklesen degisim, egitim felsefesi akimlari bakimindan incelendiginde idealizm, realizm ve deneyselcilik
anlayislarinda daha ¢ok béliim arasinda farklar oldugu; diger felsefelerde ise béltiimlerin gogunun digerlerinden
anlamli bir sekilde farklilasmadigi goriilebilir. Ornegin daimicilik anlayisinda sadece DKAB 6gretmenligi bélimii
resim, PDR ve okuldncesi 6gretmenliginden farkhlasirken diger bélimler birbirinden farklilasmamistir. Benzer
sekilde varolugguluk felsefesinde sadece okul oOncesi ile Tirkce 6gretmenligi bolumleri birbirinden
farklilagmisken, Yapilandirmacilikta sadece fen bilimleri 6gretmenliginin sinif 6gretmenligi ve okul Oncesi
o0gretmenligi bolimlerinden farkhlastigi, diger bolimler arasinda herhangi bir anlamli farkliigin olmadig
gorilmektedir. Bu agidan bakildiginda arastirma bulgularinin alanyazindaki diger arastirma bulgularina
paralellik gdsterdigi séylenebilir. Doganay ve Sari (2003), Ustiiner (2008), Tunca, Alkin-Sahin ve Oguz’un (2015)
calismalarina katilan 6gretmenlerin egitim felsefeleri branslarina gére anlamh fark gostermemistir. Benzer
sekilde Doganay (2011) da tezsiz yliksek lisans programindaki 6gretmen adaylarinin egitim anlayislarinin
bolime gore anlamh fark gostermedigini bulgulamis; Duman (2008) ise sadece bir bolimin digerlerinden
farklilastigini ortaya koymustur. Ote yandan Ekiz (2007), Alkin-Sahin, Tunca ve Ulubey (2014) ise 6gretmen
adaylarinin, egitim felsefesi anlayislarinda okuduklari bolimlere gére anlamh farkhliklar oldugunu ortaya
koymustur. Alanyazinda farkli yonlerde olan bu bulgular, bu konuda yargiya varmak igin heniiz erken
oldugunun, ¢ok sayida baska arastirmalara gereksinim duyuldugunun birer gostergesi olarak ele alinabilir.

Calismada ulasilan sonuglar dogrultusunda, egitim fakiiltelerindeki doért yillik egitim sirecinde, 6gretmen
adaylarinin egitim felsefelerinde ¢agdas egitim anlayisi cercevesinde genel olarak olumlu kabul edilebilecek bir
degisimin gerceklestigi soylenebilir. Bununla birlikte, 6gretmen adaylarinin egitim felsefelerinde, Turkiye egitim
sisteminde uygulanmakta olan egitim programlarinin dayandigi ilerlemecilik felsefesi bakimindan gergeklesen
degisimin yeterli dizeyde olmadigi; bazi bolimlerde ise sinif dizeyi yikseldikgce geleneksel anlayislar olarak
kabul edilen daimicilik, idealizm ve realizm puan ortalamalarinda bir artis gdzlendigi belirlenmistir. Programinda
egitim felsefesi dersi bulunan okul oOncesi 6gretmenligi bolimi agisindan bulgular degerlendirildiginde;
deneyselcilik, varolusculuk ve yapilandirmacilik anlayislarinda en yiksek ilk iki bolim arasinda oldugu goze
carpmaktadir. Bu da egitim felsefesi dersinin cagdas felsefi anlayislar gelistirme konusunda bir etkisinin
olabilecegini gostermektedir. Bu baglamda, egitim fakiiltesi programlarinin gézden gegirilerek 6gretmen
adaylarinin gagdas egitim anlayisini igsellestirmelerini saglayacak sekilde, hem kagit lzerinde hem de
uygulamada gereken onlemlerin alinmasi gerektigi sdylenebilir. Hazirlanacak bu programlarin uygulayicisi olan
ogretim elemanlarinin da ¢agdas egitim anlayisiyla donatilmasi, yetistirecekleri O6gretmenlerin istenen
niteliklere kavusturulmasinda énemlidir. Bu bakimdan benzer konuda yapilacak arastirmalarin, 6gretmenleri,
6gretmen adaylarini ve 6gretim elemanlarini kapsayacak sekilde artirilmasinda da yarar goriilmektedir.
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