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Introduction

The fact that information, which changes and grows rapidly, and influences social lives along with
qualifications expected from individuals spontaneously. During this process, as individuals’ knowledge,
attitudes, aims and expectations change is naturally the design of the formal education needs to be structured
so as to meet the individuals’ needs. Passing on and developing culture in a society, enabling individuals to be
social, furnishing them with the required knowledge and skills can and will only be possible if and when schools
and teachers are able to adapt to the changes and developments. This is a sine qua non since inputs of
education and teaching system, namely education and teaching programs, teaching materials, technological
infrastructure, and physical environment is shaped by the teachers’ self-efficacy levels. Teachers’ self-efficacy is
formed by their perceptions about their professional knowledge and skills such as general knowledge,
professional teaching knowledge and field knowledge as well as their ability to carry out duties and
responsibilities (Ay, 2007; Sahin, 2010).In Social-cognitive Theory, Bandura defines the concept of self-efficacy
as an individual’s self-belief and self-confidence in his ability to start a certain task and continue until he
reaches a result (Bandura, 1994; Bandura, 1997; Golightly, 2007). According to Bandura (1994), self-efficacy is
individuals’ own perceptions and self-judgements regarding managing their own lives, solving problems, their
ability to perform cognitive, psychomotor, social behaviors required to carry out a task. Individuals with high
perceptions of their self-efficacy levels rely on their skills and outputs, endeavor to improve them, and they can
change negative outcomes (Carver & Scheier, 2003; Pajares, 2002).

In the field of education, teacher self-efficacy belief is synonym with the teacher’s performance and their
success in effectiveness of teaching. However, self-efficacy belief is a pushing force which shapes and increases
teacher’s performance level rather than a feature which eliminates teacher’s incompetencies in the field and
profession (Goddard, Hoy & Woolfolk-Hoy, 2000; Tschannen-Moran & Woolfolk-Hoy, 2001). Self-efficacy does
not refer to the characteristics of a person, but it is the state of an individual’s perception of and belief in
himself in regards to his characteristics (Akkoyunlu, Leithwood, 2007; Orhan & Umay, 2005).

A number of studies reveal that teachers with high levels of efficacy are innovative, skillful in classroom
management, effective in communication. They prefer student-centered, needs-oriented, more planned and
organized instructional design in line with high professional standards; teachers with high levels of efficacy
encourage students. They mainly employ humanistic approach and make use of various methods and
techniques (Balci, 2001; Ozenoglu-Kiremit, 2006; Woolfolk & Hoy, 1990). The teachers’ high self-efficacy
perceptions enhance their motivation and efforts, and affects their performance (Bikmaz, 2004; Goddard et.
al., 2000), and contributes positively to student’s learning and success (Goddard, 2001, 2004; Tschannen-
Moran & Hoy, 2001). Furthermore, Schmitz (2000) maintains that high self-efficacy enables teachers to cope
with negative factors and stress faced in the profession, and that teachers with high self-efficacy can deal with
problems and barriers more easily and they can carry on teaching by taking necessary decisions fast (Cited by
Yilmaz et. al., 2004).

Individuals who are self-confident, aware of their needs and skills, and have high expectations, in other
words have high self-efficacy endeavor, show proficiency and high performance, which enhances their
tendencies towards lifelong learning (Schunk, 1996). Lifelong learning means an individual being eager, aware,
and in need of continuous learning; making learning a part of life by adopting attitudes and habits.

Lifelong learning includes all sorts of learning facilities in which individuals participate to develop and
increase their quality of their knowledge, skills, awareness and proficiency (Akkoyunlu, 2008; Ersoy & Yilmaz,
2005; HBO, 2009; Turan 2005). These learning facilities take place in people’s lives (Diker-Coskun & Demirel,
2012). On the other hand, Shuman et al. (2005) define skills regarding lifelong learning as being competent in
information technologies and high-level thinking, reaching and using the necessary true knowledge, having self-
control, adapting to innovations and changes, being eager to learn, making and following plans and strategies
for learning.

A lifelong learner is able to plan and evaluate his own learning; as an active student, he can continue his life
by integrating the knowledge gained from various subjects both at school and outside the school (Knapper &
Cropley, 2000). An individual with a tendency towards lifelong learning is motivated, enduring, curious, able to
organize his learning (Diker-Coskun & Demirel, 2012), and interested in scientific innovations, social
developments and changing practices (Akkoyunlu, 2008). Besides, there are explanations which describe
lifelong learning as an economical practice, a plan of the aging population to adapt to new working and living
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conditions, and a movement of globalization. For example, for Aspin and Chapman (2001) the aim of lifelong
learning is to make the society more productive and fasten economic growth by enabling individual
development. In Turkey, aims of lifelong learning are emphasized in similar terms in line with the eighth five-
year development plan; to enable individuals’ personal development, to put into practice social integration and
economic growth (DPT, 2001, p. 10).

Education systems and teachers play a key role in gaining lifelong learning skills at an early age (Akkoyunlu,
2008). Selvi (2011) states those teachers’ proficiencies in lifelong learning need to be dealt with by teachers by
being lifelong learners, and by being responsible for developing their students’ lifelong learning skills. As part of
their profession teachers, along with the new generation, need to follow the innovations regarding needs, be
aware of social developments, improve their skills continuously, and have the skills for lifelong learning.
Teachers’ providing students with motivation, awareness, attitudes and habits regarding learning, in other
words, teachers’ raising awareness of lifelong learning and making individuals able to adapt to developments
even after the formal education and develop their skills is significant in maintaining individual and social
growth.

In this regard, identifying preservice teachers’ self-efficacy beliefs and their tendencies towards lifelong
learning before they start this profession, and eliminating their incompetencies -if there are any- will contribute
to raising individuals who are lifelong learners and have high self-efficacy, which could also provide social
benefit.

Aim of the Study

The aim of this study is to identify whether preservice primary school teachers’ self-efficacy levels and their
tendencies towards lifelong learning differ according to gender and grade, and whether there is a meaningful
relationship between preservice primary school teachers’ self-efficacy levels and their tendencies towards
lifelong learning. In line with this aim, answers were sought for the following questions:

1. What are preservice teachers’ self-efficacy levels?

Do preservice teachers’ self-efficacy levels differ according to their gender?

Do preservice teachers’ self-efficacy levels differ according to their grade?

What are the levels of preservice teachers’ tendencies towards lifelong learning?

Do preservice teachers’ tendencies towards lifelong learning differ according to their gender?

Do preservice teachers’ tendencies towards lifelong learning differ according to their grade?

Is there a meaningful relationship between preservice teachers’ self-efficacy levels and their tendencies
towards lifelong learning?

8. Do preservice teachers’ self-efficacy levels predict their tendencies towards lifelong learning?

NoukwnN

Method
Model of the Study

This study is based on correlational survey model, which is one of the survey models. Survey models aim to
describe a past or current situation as it was/is (Karasar, 2013).

Sample

The sample consisted of 242 undergraduate primary school teachers studying at Gazi Faculty of Education
in Gazi University. Convenience sampling method was used in order to determine the participants. In
convenience sampling (convenient sampling) the study is carried out with participants who are available to the
researcher, suitable and volunteer for the research, and easy to reach (Gravetter & Forzano, 2012). Out of 242
participants, 202 are female and 40 are male preservice teachers. Out of these participant preservice teachers,
70 are freshmen, 67 are sophomores, 62 are juniors, and 43 are seniors.
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Data Collection Tool

Two different tools were used for data collection in this study: “Self-efficacy Scale” and “Lifelong Learning
Tendency Scale”. “Self-efficacy Scale” was developed by Sherer et al. (1982), and it was adapted into Turkish by
Yildirim and ilhan (2010). The scale, which included options varying from “none” to “very well” for the question
“How well does it describe you?”, was structured in five-point Likert type. As a result of the confirmatory factor
analysis, the scale was identified as three-factor, which consists of three dimensions: “starting”, “not giving up”
and “effort to continue-persistence” respectively. The scale includes 17 items and Cronbach’s Alpha reliability
co-efficient was found as a=.80" by Yildirnm and ilhan (2010). Cronbach’s Alpha reliability co-efficient of the
scale was calculated as a=.85 in this study. “Lifelong Learning Tendency Scale” was developed by Coskun-Diker
(2009). The scale was structured in six-point Likert type varying as such: “strongly agree”, “partly agree”,
“slightly agree”, “slightly disagree”, “partly disagree”, “totally disagree”. The 27-item scale, which deals with
characteristics of lifelong learners in positive and negative aspects, consists of four sub-dimensions namely
“motivation”, “persistence”, “lack of self-regulation”, and “lack of curiosity”. Cronbach’s Alpha reliability co-
efficient of the scale is a=.89 (Coskun-Diker, 2009). Cronbach’s Alpha reliability co-efficient of “Lifelong

Learning Tendency Scale” was found as a=0.91 in this study.

Analysis of the Data

Preservice primary school teachers’ self-efficacy and their tendencies towards lifelong learning were
described according to their gender and grade, whether self-efficacy beliefs and tendencies towards lifelong
learning differ according to their gender and grade was examined via the collected data. Statistically, total
average scores and standard deviations were calculated to describe preservice teachers’ self-efficacy and
tendencies towards lifelong learning. Besides, minimum, medium and maximum scores to be obtained through
the application of each scale were taken as criteria. Median scores for each scale were calculated based on the
premise that results show a normal distribution.

Options in the 17-item Self-efficacy scale are in 5-point Likert type, varying between 1 “none” and 5 “very
well”. 3 was accepted as the “medium” point. Regarding the scores to be obtained on the scale, minimum
score was determined as 17; median as 51; and maximum score as 85. Distribution of scores regarding sub-
dimensions of the Self-Efficacy Scale is as follows:

e Scores to be obtained from “Starting” dimension, which includes 9 items, are: minimum 9; median 27;
maximum 45.

e Scores to be obtained from “Not giving up” dimension, which includes 5 items, are: minimum 5; median 15;
maximum 25.

e Scores to be obtained from “Continuation” dimension, which includes 3 items, are: minimum 3; median 9;
maximum 15.

Options in the 27-item “Lifelong Learning Tendency” scale are in 6-point Likert type, varying between 1 and
6. 3,5 was accepted as the “medium” point between the options “slightly agree” and “slightly disagree”.
Regarding the scores to be obtained on the scale, minimum score was determined as 27; median as 94,5; and
maximum score as 162.Distribution of scores regarding four sub-dimensions of the Lifelong Learning Tendency
scale is as follows:

e Scores to be obtained from “Motivation” dimension, which includes 6 items, are: minimum 9; median 21;
maximum 36.

e Scores to be obtained from “Persistence” dimension, which includes 6 items, are: minimum 6; median 21;
maximum 36.

e Scores to be obtained from “Organizing Learning” dimension, which includes 6 items, are: minimum 6;
median 21; maximum 36.

e Scores to be obtained from “Lack of Curiosity” dimension, which includes 9 items, are: minimum 9; median
31.5; maximum 54.

182



Serap Tiifekgi Aslim, Handan Kocabatmaz — Uluslararasi Egitim Programlari ve Ogretim Calismalari Dergisi, 9(1), 2019, 179-202

The obtained data were explained through the interpretation that when a participant’s “attitude score” falls
within the median of the dimension of the scale, this participant’s attitude is either at medium rate or not
formed (Turgut & Baykul, 1992). In the study, before the analyses regarding variables were carried out,
Kolmogorov-Smirnov Test (Blyukoztirk, 2007) was applied to check if the set of data met parametric test
requirements. When the p value in Kolmogorov-Smirnov test is larger than p>.05, it can be stated that the
distribution does not show meaningful difference from normal distribution, that is to say, it complies with the
normal distribution (Blylkoztirk, 2007). As a result of the controls it was found that the distribution met
parametric test requirements. T test was used in making comparisons between self-efficacy and tendency
towards lifelong learning according to gender while one-way analysis of variance (ANOVA) was used to make
comparisons between self-efficacy and tendency towards lifelong learning according to grade. Upon the
appearance of meaningful difference in one-way analysis of variance (ANOVA), the source of difference was
examined through Scheffe test. Pearson Moment two-way correlation analysis (r) was used to determine
whether there was a linear relationship between preservice teachers’ self-efficacy levels and their tendencies
towards lifelong learning; simple regression analysis was used to determine the potential of predictor variable
(self-efficacy level) to estimate the dependant variable (tendency towards lifelong learning).

Findings

The findings of the study are presented using sub-problems of the research. Table 1 shows preservice
teachers’ self-efficacy mean score distributions in total and in sub-dimensions “starting”, “not giving up”,
“continuation”. Total mean score of preservice teachers’ self-efficacy is 62.70. Mean score of preservice
teachers’ self-efficacy is over scale median (51). Preservice teachers’ self-efficacy mean scores in sub-
dimensions “starting”, “not giving up” and “continuation” are slightly over scale median. Thus, it could be
stated that preservice teachers’ self-efficacy levels are high. Table 2 shows whether preservice teachers’ self-

efficacy levels differ according to gender:

Table 1.
Preservice Teachers’ Self-Efficacy Levels
Dimension N x S
Starting 242 33.60 5.83
Not giving up 242 18.44 3.53
Continuation 242 10.62 1.92
Total self-efficacy 242 62.70 9.40
Table 2.
Distribution of Preservice Teachers’ Self-Efficacy Levels according to Gender
Dimension Gender N x S df t P
Starting Female 202 33.62 5.88 238 .00 .97
Male 40 33.61 5.67
Not giving Female 202 18.35 3.56 238 .87 .68
up Male 40 18.89 3.38
Continuation Female 202 10.54 1.96 238 1.43 .09
Male 40 11.02 1.68
Total  self- Female 202 62.53 9.61 238 .61 .55
efficacy Male 40 63.53 8.35

” o«

As Table 2 reveals, male preservice teachers’ mean scores in “not giving up”, “continuation” and “total”
self-efficacy levels are higher than those of female preservice teachers. However, considering both the whole
scale and its sub-dimensions, it is obvious that preservice teachers’ self-efficacy levels do not differ
meaningfully according to gender. In other words, both female and male preservice teachers have similar
perceptions of their self-efficacies.
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Table 3.
Distribution of Preservice Teachers’ Self-Efficacy Levels according to Grade
Dimension Grade N x S Source of variance KT KO df F o]
Starting 1. 70 35.03 5.88 Between Groups 347.62 115.87 3 350 .01
2. 67 32.40 5.67 Within Groups 7863.67 33.041 238
3. 62 32.62 5.86 Total 8211.29 241
4, 43 34.66 5.45
Total 242 33.62 5.83
Not giving up 1. 70 19.23 3.54 Between Groups 64.38 21.46 3 1.73 .16
2. 67 18.15 3.07 Within Groups 294340 12.36 238
3. 62 17.95 3.63 Total 3007.79 241
4. 43 18.32 3.93
Total 242 18.44 3.53
Continuation 1. 70 10.49 2.31 Between Groups 3.53 1.17 3 .31 .81
2. 67 10.56 1.69 Within Groups 890494 3.74 238
3. 62 10.79 1.89 Total 894.02 241
4. 43 10.69 1.64
Total 242 10.62 1.92
Total Self- 1. 70 64.76 10.25 Between Groups 612.58 204.19 3 234 .07
efficacy 2. 67 61.12 8.40 Within Groups 20716.1 87.04 238
3. 62 61.38 9.30 Total 7 241
4. 43 63.69 9.14 21328.7
Total 242 62.70 9.40 6

» ou

According to Table 3. considering mean scores in “starting”, “not giving up” and “total”, it is seen that the
highest mean score belongs to freshmen preservice teachers with a slight difference, and in “continuation”
sub-dimension the highest mean score belongs to senior preservice teachers. On the other hand, the
differences are not meaningful; preservice teachers’ self-efficacy beliefs do not differ meaningfully according to
their grade. In other words, it can be said that preservice teachers studying in different grades have similar
perceptions of their self-efficacy levels. Table 4 shows preservice teachers’ mean scores and total mean scores
in sub-dimensions “motivation”, “persistence”, “lack of self-regulation”, “lack of curiosity” obtained from
Lifelong Learning Tendency Scale.

Table 4.

Preservice Teachers’ Tendencies towards Lifelong Learning
Dimension N x S
Motivation 242 29.14 4.92
Persistence 242 25.28 5.97
Lack of self-regulation 242 29.45 5.67
Lack of curiosity 242 39.76 9.38
Total self-efficacy 242 123.64 20.50

According to descriptive statistics, the scores that can be obtained from “Lifelong Learning Tendency Scale”
are as such: minimum 27, maximum 162, scale median 94.50. Table 4 shows that preservice teachers’ total
mean score in lifelong learning tendency is 123.64. Preservice teachers’ total mean score on the scale (123.64)
is higher than the scale median (94.5). Accordingly, it can be stated that preservice teachers’ tendencies
towards lifelong learning are high. As for the statistics regarding sub-dimensions of Lifelong Learning Tendency
Scale, it can be seen that preservice teachers’ mean scores in sub-dimensions are respectively as such:
motivation (X=29.14), persistence (X=25.28), lack of self-regulation (X= 29.45) and lack of curiosity (X= 39.76).
Since mean scores in total and in sub-dimensions are higher than scale median of sub-dimensions and total
scores, it can be assumed that in general preservice teachers are individuals who are open to learning, eager
for and curious about gaining new information and skills, decisive against barriers on their way to reach their
goals, have tendency towards lifelong learning, and tend to make an effort to organize their learning.
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Table 5.

Distribution of Preservice Teachers’ Tendencies Towards Lifelong Learning According to Gender

Dimension Gender N x S df t P

Motivation Female 202 29.25 4.97 238 0.77 71
Male 40 28.60 4.72

Persistence Female 202 25.42 6.10 238 0.85 .22
Male 40 24.54 5.26

Lack of self-regulation Female 202 29.66 5.72 238 1.34 .81
Male 40 28.35 5.32

Lack of curiosity Female 202 40.06 9.59 238 1.12 .36
Male 40 38.24 8.23

Total self-efficacy Female 202 124.42 20.91 238 1.32 42
Male 40 119.74 18.05

Table 5 shows that female preservice teachers’” mean scores in tendencies towards lifelong learning are
higher than those of male preservice teachers. Nevertheless, there is no meaningful difference between mean
scores in sub-dimensions and total mean scores according to gender. Preservice teachers’ tendencies towards
lifelong learning do not change according to gender. In other words, female and male preservice teachers have
similar perceptions of their tendencies towards lifelong learning.

Table 6.
Distribution of Preservice Teachers’ Tendencies Towards Lifelong Learning According to Grade
Dimension Grade N X S Source of variance KT KO df F p Diff. Groups
Motivation 1. 70 29.47 5.16 Between Groups 42.25 14.08 3 .57 .63 -
2. 67 28.52  4.68 Within Groups 5813.37 24.42 238
3. 62 29.52  4.33 Total 5855.63 241
4, 43 29.04 5.72
Total 242 29.14 492
Persistence 1. 70 25.60 5.97 Between Groups 126.62 42.20 3 1.18 31 -
2. 67 24.12 5.70 Within Groups 8464.78 35.56 238
3. 62 25.91 5.94 Total 8591.40 241
4. 43 25.65 6.35
Total 242 25.28 5.97
Lack of self- 1. 70 31.22 4.60 Between Groups 355.02 118.34 3 3.80 .01* Freshmen and
regulation 2. 67 28.15 6.23 Within Groups 7407.00 31.12 238 Sophomores
3. 62 29.33 5.66 Total 7762.02 241
4, 43 28.74 5.80
Total 242 29.45 5.67
Lack of 1. 70 42.11 6.93 Between Groups 1242.04 414.01 3 4.92 .00* Freshmen and
curiosity 2. 67 36.35 10.17 Within Groups 20006.58 84.06 238 Sophomores
3. 62 39.89 10.37 Total 21248.62 241
4, 43 41.09 8.84
Total 242 39.76 9.38
Total 1. 70 128.40 18.36 Between Groups 4499.05 3 3.68 .01*
2. 67 117.16  21.25 Within Groups 96831.37 1499.68 238 Freshmen and
3. 62  124.66 20.44 Total 101330.42  406.85 241 Sophomores
4. 43 12453 20.84
Total 242 123.64 20.50

Table 6 shows that regarding preservice teachers’ tendencies towards lifelong learning there is a statistically
meaningful difference between their scores in “lack of self-regulation”, “lack of curiosity”, and “total” scores
according to grade. The results of Scheffe test revealed that the differences between the scores and mean
scores of freshmen and sophomore preservice teachers were not significantly different. In addition, considering
mean scores overall, it is seen that the highest mean scores belong to the freshmen preservice teachers while
the lowest mean scores belong to sophomore preservice teachers. Based on these results it can be stated that
preservice teachers’ tendencies towards lifelong learning decrease at their freshmen and at the beginning of
sophomore years yet increase again.

The results of Pearson Correlation coefficient, which was conducted in order to reveal if there is a
relationship between self-efficacy and tendency towards lifelong learning, are shown in Table 7 below.
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Table 7.
Relationship Between Self-efficacy and Tendency towards Lifelong Learning
LLT
Lack of self- Lifelong
SE Motivation Persistence regulation Lack of curiosity Learning Total
Starting A1** A3F* 36%* .38%* .50%*
Not giving up AQ** AB** 27%* 29%* ASE*
Continuation 24%* 29** .09 A7 25%*
Total self-efficacy ATE* .50** 35%* .38%* .53**

As seen in Table 7, there is a medium-rate (0.53), positive, meaningful relationship between preservice
teachers’ self-efficacy levels and their tendencies towards lifelong learning. Among given variables it is clear
that the strongest positive relationship is between “not giving up” dimension of self-efficacy and “persistence”
as one of the tendencies towards lifelong learning. Besides, it can be seen that there is no relationship between
“continuation” dimension of self-efficacy and “lack of self-regulation” as one of the tendencies towards
learning.

Table 8.
Regression Results Regarding the Extent to Which Self-Efficacy Belief Predicts Tendency towards Lifelong
Learning

Variable B Standard Error Bz t P
Self-efficacy 50.64 7.54 .53 6.71 .00
R=.54 R’=.28
F=95.84 p=.00

Table 8 shows that self-efficacy belief is a meaningful predictor of tendency towards lifelong learning
(R=.54, R’= .28, F=95.84; p<.01). It can be maintained that 28.00% of the total variance regarding tendency
towards lifelong learning is explained with self-efficacy belief.

Discussion, Conclusion and Implications

This study aims to determine preservice primary school teachers’ self-efficacy levels and their tendencies
towards lifelong learning, to reveal if there is a relationship between preservice teachers’ self-efficacy levels
and their tendencies towards lifelong learning, and to identify the kind of relationship if any.

Findings of the study show that preservice teachers’ total mean score of self-efficacy is 62.70. Preservice
teachers’ mean scores on the self-efficacy scale are higher than scale median (51). Regarding self-efficacies,
preservice teachers’ mean scores in sub-dimensions “starting”, “not giving up”, “continuation” are slightly
higher than scale median. It can be assumed that preservice primary school teachers’ academic self-efficacy
beliefs are high in general. This finding overlaps with the findings of some other researches (Oguz, 2009;

Yilmaz, Gurgay & Ekici, 2007).

Male preservice teachers’ self-efficacy levels were found to be slightly higher than those of female
preservice teachers. However, “t test” reveals that the difference is not meaningful and that neither preservice
teachers’ self-efficacy levels nor the gender differences have an effect on their self-efficacy levels. This finding
matches with the findings of several other studies (Altuncekig, Yaman & Koray, 2005; Azar, 2010; Cetin, 2007;
Ekici, 2008; Saracoglu, 2018; Saracaloglu, Karasakaloglu & Evin-Gencel, 2010; Sensoy & Aydogdu, 2008; Taskin
& Haciémeroglu, 2010; Uysal, 2013; Yenice, 2012; Yildirrm & ilhan, 2010). Nevertheless, there are studies
whose findings reveal that self-efficacy perceptions differ according to gender (Aypay, 2010; Britner & Pajares,
2006; Ekici, 2005). For example, in their studies Bong (1999) and Durdukoca (2010) found that male preservice
teachers have higher self-efficacy levels that those of female preservice teachers. On the other hand, Shahid
and Thompson (2001), and Yenilmez and Kakmaci (2008) found that female preservice teachers’ self-efficacy
levels are higher than those of male preservice teachers. As a result, these studies revealed that self-efficacy
levels differs according to gender and that the difference may be in favour of male or female preservice
teachers. Taking these studies into consideration, it can be stated that there is no consistency regarding the
finding that self-efficacy differs according to gender. Such an inconsistency may have resulted from the
differences between participant groups, the scales used and the time of the research. The finding of this study
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which reveals no difference in terms of gender variable may lead to the thought that both male and female
preservice teachers benefit from their education at similar rates and they develop their skills.

The findings of the study also indicate that preservice teachers’ self-efficacy levels do not differ according to
grade. There are studies whose findings overlap with those of this study (Berkant & Ekici 2007; Cerit, 2010;
Uysal, 2013; Yenice, 2012). On the other hand, studies carried out by some researchers (Altuncgekic et. al., 2005,
Durdukoca, 2010; Kozcu et. al.,, 2007; Yenilmez & Kakmaci 2008) reveal differences between preservice
teachers’ self-efficacy levels according to their grades. This finding can be interpreted as experiences in
studying not contributing to preservice teachers’ self-efficacy beliefs, and that such experiences do not make
preservice teachers’ self-efficacy beliefs stronger.

According to the findings of the study, preservice teachers’ total mean scores on Lifelong Learning
Tendency Scale and their scores in sub-dimensions are higher than scale median. Relevant studies have
different findings about this. While some studies (Ayra, 2015; Demirel & Akkoyunlu 2010; Ergun & Cémert-
Ozata, 2016; Giir-Erdogan, 2014) found that preservice teachers’ tendencies towards lifelong learning was high,
others found preservice teachers’ tendencies towards lifelong learning as low (Diker-Coskun & Demirel, 2012;
Karakus, 2013; Kilig, 2014; Savuran, 2014; Sahin et. al., 2010; Tunca, Alkin Sahin & Aydin, 2015). It can be
maintained that preservice teachers are decisive in and curious about joining, organizing and sustaining
activities for lifelong learning. In other words, preservice teachers were found to be eager for learning and
developing themselves continuously. Kara and Kurum (2007) state that preservice primary school teachers
regard lifelong learning as important and necessary. Yet, the level obtained needs to be increased.

Analysis of preservice teachers’ tendencies towards lifelong learning according to gender difference shows
that female preservice teachers’ mean scores are higher than those of male preservice teachers. However,
total mean scores and mean scores in sub-dimensions do not differ meaningfully according to gender. It was
found that preservice teachers’ tendencies towards lifelong learning do not differ according to gender.
Therefore, male and female preservice teachers’ tendencies towards lifelong learning are similar. There are
other studies (DUndar, 2016; Oral & Yazar, 2015; Savuran, 2014; Sahin, Akbash & Yanpar-Yelken, 2010) which
support the results of this study. Nevertheless, there are also studies which found meaningful difference
according to gender. Some of these studies (Demirel & Akkoyunlu, 2010; Diker-Coskun, 2009; Evin-Gencel,
2013; izci & Kog, 2012; Karakus, 2013) reveal that female preservice teachers have higher levels of tendencies
towards lifelong learning while others (Diker-Coskun & Demirel, 2012; Eksioglu, Tarhan & Giindiiz-Cetin, 2017)
found that male preservice teachers have higher levels of tendencies towards lifelong learning. According to
Diker-Coskun and Demirel (2012), who found female preservice teachers’ tendencies towards lifelong learning
higher than the male teachers’ in their study, explained it to be due to socially constructed gender roles
women wish to gain and desire to be successful in their jobs. On the other hand, Eksioglu, Tarhan and Gilindiiz-
Cetin (2017), state that male preservice teachers having higher levels of tendencies towards lifelong learning
may result from various opportunities culturally presented to men for their education. The fact that there are
different results in different studies may be explained with variety in research tools and participants. The
finding that there is a meaningful difference between tendencies towards lifelong learning may be a result of
the fact that all preservice teachers regard lifelong learning as an important part of teaching profession.

It can be maintained that overall preservice teachers’ tendencies towards lifelong learning according to
grade are at high levels. In sub-dimensions “motivation” and “persistence”, preservice teachers’ tendencies
towards lifelong learning do not differ meaningfully according to grade. However, it is seen that there are
statistically meaningful differences between “lack of self-regulation”, “lack of curiosity” and “total” scores. It
was found that these differences resulted from mean scores of freshmen and sophomore preservice teachers,
and that there is no statistically meaningful difference between mean scores of participants studying in other
grades. Thus, it can be pointed out that freshmen preservice teachers’ tendencies towards lifelong learning are
higher. Relying on the findings it can be stated that preservice teachers’ tendencies towards lifelong learning
decrease when they are freshmen and when they become sophomores, later on their tendencies increase
again, but this increase is not higher than mean scores of freshmen preservice teachers. In their studies Oral
and Yazar (2015) found meaningful difference on behalf of junior preservice teachers; Eksioglu, Tarhan and
Gundiz-Cetin (2017) found meaningful difference on behalf of sophomore preservice teachers; Demirel and
Akkoyunlu (2010) found meaningful difference on behalf of senior preservice teachers.

On the other hand, Diker-Coskun (2009) found no meaningful difference between preservice teachers’
mean scores of tendencies towards lifelong learning according to grade. It is expected that as the grade level
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gets higher, tendencies towards lifelong learning will get higher during university education. It can be
interpreted from the results that preservice teachers’ tendencies towards lifelong learning are influenced more
by their personal characteristics than by the university education they get. Moreover, preservice teachers’
tendencies towards lifelong learning do not change in a positive way in line with academic education they get
for four years, and freshmen preservice teachers’ tendencies towards lifelong learning were found higher than
participants from other grades. Developing skills for lifelong learning during university education is related to
academic guidance, social-cultural environment and adequacy of institutional facilities (Darwin & Palmer, 2008;
Wenger, 2002). Wenger (2002) emphasizes that when university students are guided by effective supervisors, a
kind of social learning system can be created, and guidance process needs to be regarded as a factor which
affects students’ intellectual and professional development and completes university education. Darwin and
Palmer (2008) suggest that academic supervisors not only guide students academically but they also enable the
students to gain skills to learn and raise awareness of lifelong learning.

Another finding of the study is that there is a meaningful relationship between preservice teachers’ self-
efficacy levels and their tendencies towards lifelong learning. A low-level, positive relationship was identified
between the two variables. It can be predicted that preservice teachers’ tendencies towards lifelong learning
will increase when their self-efficacy levels increase. Results of the analysis reveal that self-efficacy belief is a
meaningful predictor of tendency towards lifelong learning.28% of the total variance regarding tendencies
towards lifelong learning is explained with self-efficacy belief. Relevant studies indicate that self-efficacy belief
is a good, meaningful predictor of teachers’ behaviours and several positive practices in teaching (Gibson &
Dembo, 1984; Goddard et.al., 2004). Teachers whose efficacy levels are high have high academic standards, the
most important of which is tendency towards lifelong learning. Teachers with high levels of self-efficacy
concentrate more on their profession, they make an effort for their scientific development (Schmitz, 2000),
their motivation is higher, they are patient, they have self-regulation, they are curious about innovations and
open to learning, they are more eager for and enthusiastic about teaching (Bikmaz, 2004), and these
characteristics belong to individuals who are open to lifelong learning. In that sense, the basic principle of
enhancing teachers’ self-efficacy perceptions and their tendencies towards lifelong learning is related with
improving the quality of education they get as preservice teachers.

Higher education institutions have an important role in enhancing social welfare and quality of life.
Therefore, in order for lifelong learning to be put into practice, curriculum in higher education needs to be
developed with activities through which students can control their learning and take responsibilities for
research (Appley, 2001; Coskun & Demirel,2012). According to Parkinson (1999), in order to train individuals to
be competent lifelong learners, curriculum of higher education should include out-of-class activities and active
learning methods through which students will be able to take responsibility of their own learning. Students
should be taught to learn, manage their own educational process and be involved in problems, and encouraged
to make self-evaluations. To conclude, when learning environments are being developed in higher education
institutions in Turkey, particularly in the faculty of education, academic and socio-cultural programs where
individuals’ self-efficacy and tendency towards lifelong learning improve should be organized and learning
environments should be created accordingly. It should always be remembered that teachers have an important
role in bringing up individuals who are “lifelong learners”. Education of preservice teachers needs to be
conducted with learner-centered programs which will contribute to preservice teachers’ self-efficacy and their
personal and social development including necessary knowledge and skills in order to raise individuals who are
lifelong learners.
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TURKCE SURUM

Giris

Hizli degisim gosteren, ¢ogalan bilginin ayni hizla yayilmasi toplumsal hayatlari dolayisiyla bireylerden
beklenen nitelikleri siirekli etkilemektedir. Bireylerin bilgi, tutum, amag ve beklentilerinin degistigi bu slregte
formal egitimden beklenen bireylerin ihtiyaclarina cevap verecek sekilde yapilandiriimasidir. Toplumun
kiltirint aktarmak ve gelistirmek, bireylerin sosyallesmesini saglamak, nitelikli davranis ve beceri kazandirarak
onlan vyetistirmekle yukimli formal egitim kurumlarinin, sirekli degisen ihtiyaglari karsilayabilmesi ve
islevlerini yerine getirebilmesi ise egitim sistemlerine ve bu sistemi hayata gecirecek, uygulamalari ile yon
verecek 6gretmenlere baghdir. Zira egitim ve 6gretim sisteminin girdileri olarak degerlendirilen; egitim-6gretim
programlari, 6gretim materyalleri, sunulan teknolojik alt yapi ve sahip olunan fiziksel donanim &gelerinin
dgrenmeye etkin bir sekilde katki saglamasi dgretmenlerin yeterlik diizeyinden etkilenmektedir. Ogretmenlerin
yeterlik dlzeyleri, genel kilturleri, 6gretmen meslek bilgileri ve alan bilgisi bakimindan nitelikli yetismis
olmalarinin yani sira gorev ve sorumluluklarini gergeklestirebilme niteliklerine iliskin 6z yeterlik algilarini kapsar
(Ay, 2007; Sahin, 2010).

Bandura Sosyal Bilissel Kuram’da 6z yeterlik kavramini bireyin belli bir gérevi baslatip sonug alincaya kadar
sirdirebilecegine iliskin kendine yonelik inanci ve giveni olarak tanimlamistir (Bandura, 1994; Bandura, 1997;
Golightly, 2007). Bandura’ya gore (1994) 6z yeterlik kisilerin yasamlarini yonetme, sorunlari ¢ézimleme, bir
gorevi vyerine getirmek igin gerekli olan bilissel, psiko-motor, sosyal davranislari ne dizeyde
gerceklestirebileceklerine iliskin kisisel algilamalari ve kendilerine iliskin yargilaridir. Oz yeterlik diizeylerine
iliskin algilari yiiksek olan kisiler becerilerine, ortaya koyduklari Grtinlere giivenirler bunlar icin gayretlidirler ve
karsilastiklari olumsuzluklari degistirebilirler (Carver & Scheier, 2003; Pajares, 2002).

Egitim alaninda 6gretmen 6z yeterlik inanci, 6gretmenin performansi ve 6gretimin etkililigindeki basarisi ile
iliskilidir. Ancak 6z yeterlik inanci 6gretmenin alan ve mesleki yetersizliklerini gideren bir 6zellik olmaktan
ziyade 6gretmenin performans diizeyini bigimlendiren ve yikselten itici bir glictir (Goddard, Hoy & Woolfolk-
Hoy, 2000; Tschannen-Moran & Woolfolk-Hoy, 2001). Zira 6z yeterlik kisinin sahip oldugu ozelliklere isaret
etmez, sahip oldugu 6zelliklere iliskin kendini algilamasi ve inanmasi durumudur (Akkoyunlu, Orhan & Umay,
2005; Leithwood, 2007).

Pek cok arastirmada yeterlik diizeyi yiuksek olan 6gretmenlerin; meslek standartlarinin yiiksek oldugu, daha
planl, organize olmus 6gretimi tercih ettikleri, yenilikci, 6grenci merkezli, sinif yénetiminde becerikli, iletisimde
etkin, 6grenciyi tesvik eden, ihtiyaglara odakl, insancil yaklasimi tercih eden ve 6gretimde pek ¢ok yontem ve
teknikten yararlanan kisiler oldugu belirtiimektedir (Balci, 2001; Ozenoglu-Kiremit, 2006; Woolfolk & Hoy,
1990). Ogretmenlerin 6z yeterlik algilarinin yiiksek olmasi &gretim uygulamalarinda istek ve cabalarini
artirmakta, performanslarini etkilemekte (Bikmaz, 2004; Goddard et. al., 2000) bu durum da 6grenci
o6grenmesine ve basarisina olumlu yonde katki getirmektedir (Goddard, 2001, 2004; Tschannen-Moran & Hoy,
2001). Ayrica Schmitz (2000), 6z yeterlik diizeyinin yiiksek olmasinin meslegin getirdigi olumsuzluklar ve stres
ile bas edebilme durumunu da artirdigini, bu 6gretmenlerin engellerle sorunlarla daha rahat bas edebildiklerini
ve gerekli kararlari hizli bir sekilde alarak 6gretimlerine devam ettigini belirtmektedir(Cited by Yilmaz et. al.,
2004).

Kendine glivenli, ihtiyaglari ve yapabilecekleri konusunda farkinda olan, kendine iliskin beklentisi kisaca 6z
yeterligi yliksek bireylerin yetkinlik ve yliksek performans sergileme ¢abasi yasam boyu 6grenme egilimlerini
artirmaktadir (Schunk, 1996).Yasam boyu 6grenme bireyin hayati boyunca 6grenme ihtiyaci, istegi ve bilinci
icinde olmasi, 6grenmeye iliskin tutum ve aliskanlik kazanarak 6grenmeyi yasaminin bir pargasi haline
getirmedir.

Yasam boyu 6grenme; bireyin bilgi, beceri, farkindalik ve yeterliliklerini gelistirmek, niteligini artirmak icin
katildig1 her tiirli 6grenme faaliyetini kapsar (Akkoyunlu, 2008; Ersoy & Yilmaz, 2005; HBO, 2009; Turan 2005)
ve bu 6grenme faaliyetleri hayatin bltiiniinde yer alir (Diker-Coskun & Demirel, 2012). Shuman vd. de (2005)
yasam boyu 6grenmeye ait becerileri; bilgi teknolojilerinde yetkin olma, tist diizey diisinme becerisi, ihtiyaci
olan dogru bilgiye ulasma ve kullanma, 6z denetimli olma, degisim ve yeniliklere uyum saglama, 6grenmede
isteklilik, 6grenme plani ve stratejisi olusturarak bu planiizleme seklinde ifade etmislerdir.
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Yasam boyu 6grenen kendi 6grenimini planlayabilir ve degerlendirebilir; aktif 6grenici olarak hem okul hem
de okul digi ortamlarda farkl konu alanlarindan elde edilen bilgileri entegre ederek hayatta yol alabilir (Knapper
& Cropley 2000). Yasam boyu 6grenmeye yonelik birey bilimsel yenilikler, toplumsal gelismeler, degisen
uygulamalara karsi ilgili (Akkoyunlu, 2008), glidilenmis, sebatl, merakli ve 6grenmesini diizenleyebilen kisidir
(Diker-Coskun & Demirel, 2012). Ayrica yasam boyu 6grenmenin ekonomik bir hareket, yaslanmakta olan
nifusun yeni ¢alisma ve yasama kosullarina uyumunu arttirma plani ve bir kiiresellesme hareketi oldugunu
vurgulayan agiklamalar da vardir. Ornegin Aspin ve Chapman’a (2001) gére yasam boyu 6grenmenin amaci,
bireysel gelisimi saglayarak toplumu daha verimli hale getirmek ve ekonomik kalkinmayi hizlandirmaktir.
Turkiye’de de yasam boyu 6grenme amaglari sekizinci bes yillik kalkinma plani kapsaminda benzer ifadelerle;
“bireylerin kisisel gelisimini saglamak, toplumsal butiinlesme ve ekonomik biylimeyi gerceklestirmek” (DPT,
2001, p. 10) seklinde vurgulanmaktadir.

Yasam boyu 6grenme becerilerinin erken yaslardan itibaren kazandiriimasinda egitim sistemleri ve
ogretmen kilit rol oynamaktadir (Akkoyunlu, 2008). Selvi (2011) 6gretmenlerin yasam boyu 6grenmeye yonelik
yeterliklerinin iki boyutta ele alinmasi gerektigini belirtmistir, birinci boyut 6gretmenlerin kendilerinin yasam
boyu 6grenen bireyler olmalari, ikincisi ise 6grencilerinin yasam boyu 6grenme becerilerini gelistirmesinden
sorumlu olmalaridir. Meslegin geregi olarak 6gretmenler, yenilenen nesille birlikte, olusan ihtiyaglara yonelik
yenilikleri takip etmek, toplumsal gelismelerin farkinda olmak, kendilerini strekli gelistirmek yasam boyu
dgrenme becerilerine sahip olmak durumundadirlar. Ogretmenlerin dgrenme istegi, bilinci, tutumu ve
ahiskanliklarini edindirmesi kisaca yagam boyu 6grenme anlayisini kazandirmasi bireyleri formal egitim sonrasi
yillarda da gelismelere uyum saglayan, yeterliklerini artirabilen nitelikte yetistirmesi hem bireysel hem de
toplumsal kalkinmayi saglamada énemlidir.

Bu baglamda 6gretmenlerin daha meslege baslamadan 6z yeterlik inanglari ve yasam boyu 6grenme
egilimlerinin belirlenmesi ve varsa yetersizliklerinin giderilmesi toplumu olusturan bireylerin 6z yeterligi yiksek,
yasam boyu 6grenen bireyler yetistirmemize dolayisiyla toplumsal faydaya katki saglayacaktir.

Aragtirmanin Amaci

Arastirmanin temel amaci, sinif 6gretmen adaylarinin 6z yeterlik dizeyi ile yasam boyu 6grenme
egilimlerinin; cinsiyet ve sinif diizeyine gére anlamli bir sekilde farkhlasip farklilasmadigini belirlemek ve 6z
yeterlik dizeyi ile yasam boyu 6grenme egilimleri arasinda anlamh bir iliskinin olup olmadigini ortaya
koymaktir. Bu amag dogrultusunda asagidaki sorulara cevap aranmistir.

1. Ogretmen adaylarinin 6z yeterlikleri ne diizeydedir?

Ogretmen adaylarinin 6z yeterlik diizeyleri cinsiyetlerine gore farklilik gostermekte midir?

Ogretmen adaylarinin 8z yeterlik diizeyleri siniflarina gére farkhlik géstermekte midir?

Ogretmen adaylarinin yasam boyu 6grenme egilimleri ne diizeydedir?

Ogretmen adaylarinin yasam boyu 6grenme egilimleri cinsiyetlerine gore farklilik gostermekte midir?
Ogretmen adaylarinin yasam boyu 6grenme egilimleri siniflarina gére farklilik géstermekte midir?
Ogretmen adaylarinin 6z yeterlik diizeyi ile yasam boyu d6grenme egilimleri arasinda anlamli bir iliski var
midir?

8. Ogretmen adaylarinin 6z yeterlik diizeyi, yasam boyu 6grenme egilimlerini yordamakta midir?

Noukwn

Yontem
Arastirmanin Modeli

Arastirma, tarama modellerinden iliskisel tarama modeline dayalidir. Tarama modelleri gegmiste ya da
halen var olan bir durumu var oldugu sekliyle betimlemeyi amaclar (Karasar, 2013).

Orneklem

Arastirmanin 6rneklemini Gazi Universitesi Gazi Egitim Fakiiltesi’'nde &grenim géren 242 sinif égretmeni
adayl olusturmaktadir. Orneklem belirlenirken uygun 6rnekleme yénteminden vyararlaniimistir. Uygun
orneklemede (kolay ulasilabilir drnekleme) arastirmaciya yakin, arastirma igin uygunluk ve gonalltlik gosteren,
katilimcilarina ulasmasi kolay kisilerle galisiimaktadir (Gravetter & Forzano, 2012). 242 6gretmen adayindan
olusan érneklemin 202’si kadin, 40’1 erkek dgretmen adayidir. Ogretmen adaylarinin 70’i birinci sinif, 67’si ikinci
sinif; 62’si Gi¢lincl sinif; 43’0 de dordinci sinifta 6grenim gérmektedir.

190



Serap Tiifekgi Aslim, Handan Kocabatmaz — Uluslararasi Egitim Programlari ve Ogretim Calismalari Dergisi, 9(1), 2019, 179-202

Veri Toplama Araci

wep

Calismada “6z yeterlik olgegi” ve “yasam boyu 6grenme egilimleri 6lgegi” olmak tzere iki ayri veri toplama
araci kullanilmistir. Kullanilan “6z yeterlik lcegi” Sherer vd. (1982) tarafindan gelistirilmis, Yildinm ve ilhan
(2010) tarafindan Turkgeye uyarlanmistir. “Sizi ne kadar tanimliyor?” sorusuna “hi¢” ve “cok iyi” araliginda
degisen seceneklerin sunuldugu 6lgek besli likert dereceleme ile yapilandirilmistir. Yapilan dogrulayici faktor
analizi sonucunda Ug faktor olarak belirlenen 6lgek sirasiyla; “baslama”, “yilmama” ve “strdiirme ¢abasi-israr”
boyutlarindan olusmaktadir. 17 maddeden olusan 6lgegin Cronbach Alfa giivenirlik katsayisi Yildirim ve ilhan
(2010) tarafindan a=.80’ olarak bulunmustur. Olgegin bu arastirmada Cronbach Alpha giivenirlik katsayisi a=.85
hesaplanmistir. Yararlanilan “Yasam Boyu Ogrenme Egilimleri Olcegi” ise Coskun-Diker (2009) tarafindan
gelistirilmistir. Olgek “cok uyuyor”, “kismen uyuyor”, “cok az uyuyor”, “cok az uymuyor”, “kismen uymuyor”,
“hi¢ uymuyor” seklinde altili likert dereceleme ile hazirlanmistir. Yasam boyu 6grenen 6&zelliklerini olumlu-
olumsuz yonde ele alan 27 maddeli 6lgek sirasiyla; “glidilenme”, “sebat” “6grenmeyi diizenlemede yoksunluk”
ve “merak yoksunlugu” olmak (zere dért alt boyuttan olusmaktadir. Olcegin Cronbach Alpha giivenirlik
katsayisi ise a=.89’dur (Coskun-Diker, 2009).“Yasam boyu 0Ogrenme egilimleri 6lcegi”nin bu calismadaki
Cronbach Alpha giivenirlik katsayisi ise a=.91 bulunmustur.

Verilerin Coziimlenmesi

Elde edilen verilerle sinif 6gretmeni adaylarinin 6z yeterlik ve yasam boyu 6grenme egilimleri cinsiyet ve
sinif diizeylerine gore betimlenmis, 6z yeterlik inanglari ve yasam boyu 6grenme egilimlerinin cinsiyet ve sinif
diizeylerine goére farklilasip farklilasmadigi incelenmistir. istatistiksel olarak, betimleme icin 6gretmen
adaylarinin 6z yeterlik ve yasam boyu 6grenme egilimlerine iliskin toplam ortalama puanlar, standart sapmalar
hesaplanmis ve her bir 6lgegin uygulanmasi ile alinabilecek minimum, orta ve maksimum puanlar 6l¢iit olarak
alinmistir. Her iki Olgege iliskin Olcek ortanca puanlari sonuglarin normal dagilim gosterdigi sayiltisina dayali
olarak hesaplanmistir.

17 maddelik 6z yeterlik 6lgeginde segenekler 5’li likert tipinde ve 1“hig¢”-5 “cok iyi” arahgindadir. 3 degeri “orta”
nokta kabul edilmistir. Olgekten alinabilecek minimum puan 17; ortanca puani 51; ve maksimum puan 85
olarak belirlenmistir. Oz yeterlik 6lcegi alt boyutlarina iliskin puanlama dagilimi;

* 9 maddeden olusan “Baslama” boyutundan alinabilecek puanlar, minimum9; ortanca27; maksimuma45’dir.
* 5 maddeden olusan “Yilmama” boyutundan alinabilecek puanlar, minimum 5; ortanca 15; maksimum 25’tir.
* 3 maddeden olusan “Siirdiirme” boyutundan alinabilecek puanlar, minimum 3; ortanca 9; maksimum 15’dir.

27 maddelik “Yasam Boyu Ogrenme Egilimi” dlceginde secenekler 6'li likert tipinde ve 1 ila 6 araligindadir ve
3,5 degeri “cok az uyuyor ile “cok az uymuyor” degerlerinin orta noktasi olarak kabul edilmistir. Olcekten
alinabilecek minimum puan 27, ortanca puani 94,5 ve maksimum puan 162 olarak belirlenmistir. Dort alt
boyuttan olusan yasam boyu 6grenme egilimi 6lgeginin alt boyutlara iliskin puan dagihmi;

¢ 6 maddeden olusan “Glidiilenme” boyutundan alinabilecek puanlar, minimum 6; ortanca 21; maksimum
36'dir.

¢ 6 madde olusan “Sebat” boyutundan alinabilecek puanlar minimum 6; ortanca 21; maksimum 36’dir.

¢ 6 madde olusan “Ogrenmeyi Diizenleme” boyutundan alinabilecek puanlar minimum 6; ortanca 21;
maksimum 36’dir.

*9 madde olusan “Merak Yoksunlugu” boyutundan alinabilecek puanlar minimum 9; ortanca 31.5;
maksimum 54’tur.

Elde edilen veriler bir katilimci “tutum puaninin” olgekleme boyutunun ortalarinda bir yere dismesi bu
kisinin tutumunun orta veya tam olusmadigl seklinde (Turgut & Baykul, 1992) ifade edilebilirliginden yola
cikilarak yorumlanmistir. Arastirmada degiskenlere dayali olarak yapilacak analizler dncesinde veri setinin
parametrik test kosullarini saglayip saglamadigi Kolmogorov-Smirnov testi (Bliylikoztirk, 2007) ile kontrol
edilmistir. Kolmogorov-Smirnov testi p degerinin p>.05 ten bliyik ¢ikmasi, dagilimin normal dagilimdan anlaml
bir farkhlik sergilemedigi, normal dagilima uygun oldugu seklinde yorumlanir (Bliytikoztiirk,2007). Kontroller
sonrasinda dagilimin parametrik test kosullarini sagladigi sonucuna varilmistir. Oz yeterlik ve yasam boyu
ogrenme egilimlerinin cinsiyete gore karsilastirilmasinda t testi, sinif diizeyine gore karsilastiriimasinda tek
yonlu varyans analizi (ANOVA) kullaniimistir. Tek yonli varyans analizinde (ANOVA) anlamli fark bulunmasi
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durumunda farkin kaynagi Scheffe testi ile incelenmistir. Ogretmen adaylarinin 6z yeterlik diizeyi ile yasam
boyu 6grenme egilimleri arasinda dogrusal bir iliski olup olmadigini belirlemek igin Pearson Moment ¢ift yonlu
korelasyon analizi (r) ve yordayici degiskenin (6z yeterlik diizeyi) yordanan degiskeni (yasam boyu 6grenme
egilimi) tahmin etme giiciiniin belirlenmesi igin basit regresyon analizi tekniklerinden yararlaniimistir.

Bulgular

Bu bdlimde, arastirmanin alt problemleri dogrultusunda elde edilen bulgular sunulmustur. Sirasiyla sinif
O0gretmenligi adaylarinin 6z yeterlik duzeyleri, 6z yeterlik dizeylerinin cinsiyete ve sinif dizeyine gore anlamli
bir sekilde farkhlasip farklilasmadigi; adaylarin yasam boyu 6grenme egilimleri, yasam boyu 6grenme
egilimlerinin cinsiyete ve sinif diizeyine gére anlamli bir sekilde farkhlasip farklilasmadigi; 6z yeterlik dizeyi ile
yasam boyu 6grenme egilimleri arasinda anlamli bir iliskinin olup olmadigina yer verilmistir.

Tablo1.

Ogretmen Adaylarinin Oz-yeterlik Diizeyleri
Boyut N X S
Baslama 242 33.60 5.83
Yilmama 242 18.44 3.53
Sirdirme 242 10.62 1.92
OY Toplam 242 62.70 9.40

” o u

Tablo 1’de, 6gretmen adaylarinin “baslama”, yilmama”, “siirdiirme” alt boyutlarinda ve toplam 6z yeterlik
diizeyi ortalama puan dagilimlari gériilmektedir. Ogretmen adaylarinin 6z yeterlik toplam puan ortalamasi
62.70'dir. Adaylarin 6z yeterlik 6lgeginden aldiklari puanlarin ortalamasi 6lgek orta puaninin (51) Ustiindedir.
Adaylarin 6z yeterliklerine iliskin “baslama”, “yilmama” “stirdlirme” alt boyutlari ortalama puanlari alinabilecek
Olcek orta puanindan az da olsa yuksek g¢ikmistir. Buna goére 6gretmen adaylarinin 6z yeterlik dizeylerinin
ylksek oldugu soylenebilir. Tablo 2’de 6gretmen adaylarinin cinsiyete gore 6z yeterlik diizeylerinin farkhlasip
farkhlasmadigi incelenmistir

Tablo2.
Ogretmen Adaylarinin Oz-yeterlik Diizeylerinin_Cinsiyete Gére Dagilimi
Boyut Cinsiyet N X S sd t P
Baslama Kadin 202 33.62 5.88 238 .00 .97
Erkek 40 33.61 5.67
Yilmama Kadin 202 18.35 3.56 238 .87 .68
Erkek 40 18.89 3.38
Surdlirme Kadin 202 10.54 1.96 238 1.43 .09
Erkek 40 11.02 1.68
OY Toplam Kadin 202 62.53 9.61 238 .61 .55
Erkek 40 63.53 8.35

Tablo 2’de goruldigiu gibi erkek 6gretmen adaylarin “yilmama”, “sirdiirme” ve “toplam” 6z yeterlik
diizeylerine iliskin ortalama puanlari, kadinlara gore ¢ok az farkla yiiksek bulunmustur. Ancak gerek 6lgegin alt
boyutlari gerekse biitiini agisindan ele alindiginda 6gretmen adaylarinin 6z yeterlik diizeyinin cinsiyete gére
anlamh bicimde farkhlasmadigi gorilmektedir. Baska bir deyisle kadin ve erkek 6gretmen adaylar 0z
yeterliklerine iliskin benzer algilara sahiptirler.

Tablo 3’e goére “baslama”, “yilmama” ve toplam” puan ortalamalari dikkate alindiginda, en yliksek
ortalamanin ¢ok az farkla 1. sinif 6gretmen adaylarina, “stirdirme” alt boyutunda ise 4. sinif 6gretmen
adaylarina ait oldugu gorilmektedir. Bununla birlikte elde edilen farklar anlamh degildir yani 6gretmen
adaylarinin 6z yeterlik inanglari sinif diizeyine gére anlamli bir sekilde farklilasmamaktadir. Diger bir deyisle
farkh sinif diizeylerinde olan 6gretmen adaylarinin 6z-yeterlik diizeylerine iliskin benzer algilara sahip oldugu
soylenebilir. Tablo 4’de, 6gretmen adaylarinin yasam boyu 6grenme egilimleri o6lgeginden elde edilen;
“motivasyon”, “sebat”, “6grenmeyi dizenlemede yoksunluk”, “merak yoksunlugu” alt boyutlari ortalama
puanlari ve toplam puan ortalamalari yer almaktadir.
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Tablo.3
Ogretmen Adaylarinin Oz-yeterlik Diizeylerinin Siniflara Gére Dagilimi
Boyut Sinif N x S Varyans Kaynagi KT KO Sd F p
Baslama 1. 70 35.03 5.88 Gruplar Arasi 347.62 115.87 3 350 .01
2. 67 32.40 5.67 Gruplarigi 7863.67 33.041 238
4, 43 34.66 5.45
Toplam 242 33.62 5.83
Yilmama 1. 70 19.23 3.54 Gruplar Arasi 64.38 21.46 3 1.73 .16
2. 67 18.15 3.07 Gruplarigi 2943.40 12.36 238
4, 43 18.32 3.93
Toplam 242 18.44 3.53
Surdlirme 1. 70 10.49 2.31 Gruplar Arasi 3.53 1.17 3 .31 .81
2. 67 10.56 1.69 Gruplarigi 890494 3.74 238
3. 62 10.79 1.89 Toplam 894.02 241
4. 43 10.69 1.64
Toplam 242 10.62 1.92
OY Toplam 1. 70 64.76 10.25 Gruplar Arasi 612.58 204.19 3 234 .07
2. 67 61.12 8.40 Gruplarigi 20716.17 87.04 238
3. 62 61.38 9.30 Toplam 21328.76 241
4. 43 63.69 9.14
Toplam 242 62.70 9.40
Tablo 4.
Ogretmen Adaylarinin Yasam Boyu Odrenme Egilimleri
Boyut N X S
Motivasyon 242 29.14 4.92
Sebat 242 25.28 5.97
Ogrenmeyi Diizenleme Yoksunlugu 242 29.45 5.67
Merak Yoksunlugu 242 39.76 9.38
YB Toplam 242 123.64 20.50

Betimsel istatistiklerin incelenmesine gére “Yasam Boyu Ogrenme Egilimleri Olgegi”’nden alinabilecek en
distk puan 27, en yiiksek puan 162, dlgek ortalamasi 94,5 dir.Tablo4’te gorildugi gibi 6gretmen adaylarinin
yasam boyu dgrenme egilimi toplam puan ortalamasi 123.64’diir. Ogretmen adaylarinin &lgekten aldiklari
toplam puan ortalamasi(123.64), 6lgegin ortanca puanindan(94.5)ylksek bulunmustur. Buna gére 68retmen
adaylarinin yasam boyu 6grenme egilimlerinin yliksek oldugu sdylenebilir. Yasam boyu 6grenme olgegi alt
boyutlarina iliskin istatistikler incelendiginde; 6gretmenlerin alt boyutlara iliskin puan ortalamalarinin sirasiyla
giudilenme (X=29.14), sebat (X=25.28), 6grenmeyi dizenlemede yoksunluk (X =29.45) ve merak yoksunlugu (X
=39.76) oldugu goérilmektedir. Elde edilen alt boyut ve toplam puan ortalamalarinin, dlgek alt boyut ve toplam
puan orta puanlarinin Gstiinde olmasi nedeniyle, 6gretmen adaylarinin genel olarak yasam boyu 6grenme
egilimi icerisinde, 6grenmeye acik, yeni bilgi ve beceriler edinmeye merakli, istekli amacglarina ulasmada
karsilarina ¢ikan engellere ragmen kararlik gosteren, 6grenmelerini diizenleme konusunda c¢aba harcama
egilimi icinde bireyler oldugu séylenebilir.

Tablo 5 incelediginde 6gretmen adaylarinin yasam boyu egilimlerine iliskin kadinlara ait puan ortalamalari
erkeklerden yiliksek gorilmektedir. Ancak alt boyutlar ve toplam puan ortalamalari arasinda cinsiyete gore
anlamli fark bulunmamistir. Ogretmen adaylarinin yasam boyu &grenme egilimleri cinsiyete gore
degismemektedir. Diger bir anlatimla kadin ve erkek 6gretmen adaylari yasam boyu 6grenme egilimlerine dair
benzer algilara sahiptirler.
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Tablo5.
Ogretmen Adaylarinin Yasam Boyu Odrenme Egiliminin Cinsiyete Gére Dagilimi
Boyut Cinsiyet N x S sd t P
Motivasyon Kadin 202 29.25 4.97 238 .77 71
Erkek 40 28.60 4.72
Sebat Kadin 202 25.42 6.10 238 .85 .22
Erkek 40 24.54 5.26
Ogrenmeyi Diizenleme Yoksunlugu Kadin 202 29.66 5.72 238 1.34 .81
Erkek 40 28.35 5.32
Merak Yoksunlugu Kadin 202 40.06 9.59 238 1.12 .36
Erkek 40 38.24 8.23
YB Toplam Kadin 202 124.42 2091 238 1.32 42
Erkek 40 119.74 18.05
Tablo 6.
Ogretmen Adaylarinin Yasam Boyu Ogrenme Egilimlerinin Siniflara Gére Dagilimi
Boyut Sinif N X S Varyans Kaynagi KT KO sd F p Farkh Gruplar
Motivasyon 1. 70 29.47 5.16 Gruplar Arasi 42.25 14.08 3 .57 .63 -
2. 67 28.52 4.68 Gruplar igi 5813.37 24.42 238
3. 62 29.52 4.33 Toplam 5855.63 241
4. 43 29.04 5.72
Toplam 242 29.14 4.92
Sebat 1. 70 25.60 5.97 Gruplar Arasi 126.62 42.20 3 1.18 31 -
2. 67 24.12 5.70 Gruplar igi 8464.78 35.56 238
3. 62 25.91 5.94 Toplam 8591.40 241
4. 43 25.65 6.35
Toplam 242 25.28 5.97
Ogrenmeyi 1. 70 31.22 4.60 Gruplar Arasi 355.02 118.34 3 3.80 .01* Freshmen and
Duzenleme 2. 67 28.15 6.23 Gruplarigi 7407.00 31.12 238 Sophomores
Yoksunlugu 3. 62 29.33 5.66 Toplam 7762.02 241
4. 43 28.74 5.80
Toplam 242 29.45 5.67
Merak 1. 70 42.11 6.93 Gruplar Arasi 1242.04  414.01 3 4.92 .00* Freshmen and
Yoksunlugu 2. 67 36.35 10.17 Gruplarigi 20006.58 84.06 238 Sophomores
3. 62 39.89 10.37 Toplam 21248.62 241
4, 43 41.09 8.84
Toplam 242 39.76 9.38
Total 1. 70 128.40 18.36 Gruplar Arasi 4499.05 3 3.68 .01*
2. 67 117.16 21.25 Gruplar igi 96831.37 1499.68 238 Freshmen and
3. 62 124.66 20.44 Toplam 101330.42 406.85 241 Sophomores
4. 43 12453 20.84
Toplam 242 123.64 20.50

Tablo 6 incelendiginde 6gretmen adaylarinin yasam boyu 6grenme egilimlerine iliskin “6z diizenleme
yoksunlugu”, “merak yoksunlugu” ve “toplam” puanlari arasinda istatistiksel olarak sinif diizeyleri bakimindan
anlaml farklarin oldugu goérilmektedir. Farkhligin hangi gruplar arasinda oldugunu bulmak i¢in yapilan Scheffe
testi sonuglarina gore farklarin 1.ve 2. sinif puan ortalamasindan kaynaklandigi diger sinif puan ortalamalari
arasinda ise istatistiksel olarak anlamh bir farkin olmadigi belirlenmistir. Ayrica ortalamalarin tamaminda en
yliksek puan ortalamalarinin 1. sinif, en disik ortalamalarin ise 2.sinif 6gretmen adaylarinda oldugu
gorilmektedir. Bulgulara dayahl olarak 6gretmen adaylarinin yasam boyu 6grenme egilimlerinin 1.siniftan
2.sinifa gectiklerinde diists gdsterdigi daha sonra tekrar arttigi séylenebilir.

Oz yeterlik ve yasam boyu 6grenme egilimi arasinda iliskinin olup olmadiginin belirlenmesi amaci ile yapilan
Pearson korelasyon katsayisi sonuglari Tablo 7‘de verilmistir.
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Tablo 7.
Oz yeterlik ve Yasam Boyu Ogrenme Egilimlerinin iliskisi
YBO
Ogrenmeyi Diizenleme Merak Yasam Boyu
(0)7 Motivasyon Sebat Yoksunlugu Yoksunlugu Toplam
Baslama A1E* A3%* 36%* .38%* .50%*
Yilmama A4** A6** 27** L29%** A5**
Surdirme 24** 29** .09 A7 25**
OY Toplam AT7** .50** 35** .38** .53**

Tablo 7'de gorildigu gibi 6gretmen adaylarinin 6z yeterlik ve yasam boyu 6grenme egilimleri arasinda orta
(.53) duzeyde, pozitif yonlii anlamli bir iliski vardir. Sunulan degiskenler arasinda en giigli pozitif iliskinin 6z
yeterlik boyutlarindan “yilmama” ve yasam boyu 0Ogrenme egilimlerinden “sebat” arasinda gozlendigi
anlasilmaktadir. Bununla birlikte 6z yeterlik boyutlarindan sirdiirmenin, yasam boyu 6grenme egilimlerinden
olan 6z diizenleme yoksunluguyla iliskisinin olmadigi gériilmektedir.

Tablo 8.

Oz yeterlik inancinin Yasam Boyu Ogrenme Egilimini Yordanmasina iliskin Regresyon Sonuglari
Degisken B Standart Hata B2 t P
Oz Yeterlik 50.64 7.54 .53 6.71 .00
R=.54 R’= .28

F=95.84 p=.00

Tablo 8 incelendiginde 6z yeterlik inancinin, yasam boyu 6grenme egiliminin anlamli bir yordayicisi oldugu
gorulmektedir (R=.54, R’= .28, F=95.84; p<.01). Yasam boyu 6grenme egilimine iliskin toplam varyansin,
%28.00'sinin 6z yeterlik inanci ile aciklandigi ifade edilebilir.

Tartisma, Sonug ve Oneriler

Arastirma ile sinif 6gretmeni adaylarinin 6z yeterlik diizeyleri ve yasam boyu 06grenme egilimlerini
belirlemek, adaylarin 6z yeterlik dizeyi ile yasam boyu 6grenme egilimi arasinda iliski olup olmadigini tespit
etmek, iliski varsa nasil bir iliski oldugunu ortaya ¢ikarmak amaglanmistir.

Arastirma bulgularina gore 6gretmen adaylarinin 6z yeterlik toplam puan ortalamasi 62.70’dir. Adaylarin 6z
yeterlik 6lceginden aldiklari puanlarin ortalamasi 6lgek orta puaninin(51) Gstiindedir. Adaylarin 6z yeterliklerine
iliskin “baslama”, “yilmama” “slirdiirme” alt boyutlari ortalama puanlari alinabilecek 6lgek orta puanindan az
da olsa yliksektir. Buna gore sinif 6gretmeni adaylarinin akademik 6z yeterlik inanclarinin genel olarak yiksek
oldugu distnlebilir. Bu bulgu yapilmis bazi arastirmalarin bulgulari (Oguz, 2009; Yilmaz, Gurgay & Ekici, 2007)

ile de 6rtiismektedir.

” u

Erkek 6gretmen adaylarinin 6z yeterlik diizeyleri kadin adaylara gore az da olsa yiiksek bulunmustur. Ancak
yapilan “t testi” farkin anlamli olmadigini, 6gretmen adaylarinin 6z yeterlik dlzeyinin cinsiyete gore
degismedigini, cinsiyet farkhliginin 6z yeterlik diizeyi iizerinde bir etkisinin olmadigini gdstermektedir. Oz
yeterlik algisinin cinsiyete gore degismedigi bulgusu bircok arastirma (Altuncekic, Yaman & Koray, 2005; Azar,
2010; Cetin, 2007; Ekici, 2008; Saracoglu,2018; Saracaloglu, Karasakaloglu & Evin-Gencel, 2010; Sensoy &
Aydogdu, 2008; Taskin & Hacidmeroglu, 2010; Uysal, 2013; Yenice, 2012; Yildirim & ilhan, 2010) bulgusuyla
tutarhlik gostermektedir. Ancak 6z yeterlik algisinin cinsiyete gore farklilk gosterdigi bulgusuna erisen
arastirmalar da (Aypay, 2010; Britner & Pajares, 2006; Ekici, 2005) mevcuttur. Ornegin Bong (1999) ile
Durdukoca (2010) galismalarinda erkek 6gretmen adaylarin 6z yeterlik algilarinin kadin adaylardan; Shahid ve
Thompson (2001); ile Yenilmez ve Kakmaci (2008) ise kadin 6gretmen adaylarin erkek adaylardan daha fazla 6z
yeterlik algisina sahip oldugu seklinde bulgulara ulasmistir. Sonug olarak 6z-yeterligin cinsiyete gére degistigini
bulgulayan arastirmalarda da bu farkin kadin ya da erkek lehine farkhlastigi bulgulari elde edilmektedir.
Calismalar degerlendirildiginde 6z yeterligin cinsiyete gore farklihigina iliskin tutarhlik saglanamadigini séylemek
dogru olacaktir. Bu durum calisilan 6rneklem gruplari, kullanilan 6lgekler ve galismalarin gergeklestigi zaman
farkhhklarindan kaynaklanmis olabilir. Arastirmada da cinsiyet degiskeni agisindan fark ¢ikmamasi kadin ve
erkek adaylarin aldiklari egitimlerden benzer oranda yararlandiklari ve kendilerini gelistirdikleri distndlebilir.
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Ogretmen adaylari 6z yeterliginin sinif diizeyine gére degismedigi bulgulanmistir. Arastirma ile elde edilen
bulguyu destekleyen galismalar (Berkant & Ekici 2007; Cerit, 2010; Uysal, 2013; Yenice, 2012) mevcuttur.
Bununla beraber (Altungekig et. al., 2005; Durdukoca, 2010; Kozcu et. al., 2007; Yenilmez & Kakmaci, 2008)
tarafindan yapilan arastirmalarda &grenim goriilen sinif dizeyine goére Ogretmen adaylarinin 6z yeterlik
diizeyleri arasinda farkhliklar elde edilmistir. Arastirmadan elde edilen bu sonug gegirilen 6grenim yasantilarinin
o6gretmen adaylarinin 6z yeterlik inanglarina katki saglamadigi, bu inanglari daha gliclii hale getirmedigi seklinde
yorumlanabilir.

Ogretmen adaylarinin yasam boyu dgrenme egilimi 6lgeginden elde ettikleri toplam puan ve alt boyut
puanlarinin dlgek orta puanlarindan yilksek oldugu ortaya c¢ikmistir. Yapilan benzer galismalarda bu konuda
farkli bulgular mevcuttur. Calismanin bulgularina benzer sekilde 6gretmen adaylarinin yasam boyu 6grenme
egilimlerini yiiksek bulan (Ayra, 2015; Demirel & Akkoyunlu 2010; Ergiin & Cémert Ozata, 2016; Giir Erdogan,
2014) arastirmalarin yani sira 6gretmen adaylarinin yasam boyu 6grenme egilimlerinin diisiik oldugu bulgusuna
ulasan calismalar (Diker-Coskun & Demirel, 2012; Karakus, 2013; Kilig, 2014; Savuran, 2014; Sahin et. al., 2010;
Tunca, Alkin Sahin & Aydin, 2015) mevcuttur. Ogretmen adaylarinin yasam boyu &grenme faaliyetlerine
katilma, diizenleme, siirdiirme, kararliginda ve merakh olduklari sdylenebilir Diger bir ifade ile 6gretmen
adaylari surekli 6grenme ve kendini gelistirme konusunda istekli bulunmuslardir. Kara ve Kirim (2007) sinif
O0gretmeni adaylarinin yagsam boyu 6grenmeyi, 6nemli ve gerekli gordiklerini belirlemistir. Ancak elde edilen
seviyenin artirilmasi gereklidir.

Ogretmen adaylarinin yasam boyu égrenme egilimleri cinsiyet farkina gére incelendiginde kadin adaylara ait
puan ortalamalari erkek adaylardan daha yiiksek gorilmektedir. Ancak alt boyutlar ve toplam puan ortalamalari
arasinda cinsiyete gére anlamli bir farklihk gdstermedigi belirlenmistir. Ogretmen adaylarinin yasam boyu
o6grenme egilimlerinin cinsiyete gore degismedigi sonucuna ulasiimistir. Diger bir anlatimla kadin ve erkek
o6gretmen adaylarinin yasam boyu 6grenme egilimleri benzerlik gostermektedir. Arastirmadan elde edilen bu
sonuglari destekler nitelikte arastirmalar (Dundar, 2016; Oral &Yazar, 2015; Savuran, 2014; Sahin, Akbash &
Yanpar-Yelken 2010) mevcuttur. Ancak cinsiyete gore anlamh farkhhk oldugunu ortaya koyan calismalar da
vardir. Bu g¢alismalarin bir kisminda kadin 6gretmen adaylarinin (Demirel & Akkoyunlu, 2010; Diker-Coskun,
2009; Evin-Gencel, 2013; izci & Kog, 2012; Karakus, 2013) bir kisminda ise erkek 6gretmen adaylarinin (Diker-
Coskun & Demirel, 2012; Eksioglu, Tarhan & Gilindiiz-Cetin, 2017) daha ylksek diizeyde yasam boyu 6grenme
egilimlerine sahip olduklarina dair sonuglara ulasiimistir. Arastirmalarinda kadin adaylarin yasam boyu 6grenme
egilimini yiksek bulan Diker-Coskun ve Demirel (2012) bunun sebebini kadinlarin toplumsal cinsiyet rollerine
karsin, statli kazanma, is yasaminda olumlu ilerleyebilme arzusu ve ¢abasindan kaynaklanabilecegi seklinde
yorumlamistir. Bununla beraber Eksioglu, Tarhan ve Glnduz-Cetin (2017) de erkek adaylarin kadinlara gore
yuksek puan almasinda kiltlrel olarak erkeklere taninan egitim firsatlari cesitliliginin etkisi olabilecegini
belirtmislerdir. Farkh sonuglar elde edilmesinde dl¢me araglari ve ulasilan katiimcr gruplarindaki gesitliligin
etkisi oldugu duslnilebilir. Arastirmada cinsiyete gére yasam boyu 6grenme egiliminde anlamli bir farklilik
olmasinin sebebi tiim adaylarin yasam boyu 6grenmeyi 6gretmenlik mesleginin geregi olarak algilamalarinin
etkisi olabilir.

Genel olarak 6gretmen adaylarinin siniflara goére yasam boyu 6grenme egilimlerinin yliksek diizeyde oldugu
sdylenebilir. Ogretmen adaylarinin yasam boyu dgrenme egilimleri siniflara gére “motivasyon” ve “sebat” alt
boyutlarinda anlamh bir fark gostermemektedir. Ancak “6z diizenleme yoksunlugu”, “merak yoksunlugu” ve
“toplam” puanlari arasinda istatistiksel olarak anlaml farklarin oldugu goriilmektedir. Farkhhgin 1.ve 2. sinif
puan ortalamasindan kaynaklandigi diger sinif puan ortalamalari arasinda ise istatistiksel olarak anlamh bir
farkin olmadigi belirlenmistir. Buna goére 1. sinifta 6grenim goren 6gretmen adaylarinin yasam boyu 6grenme
egilimlerinin daha ylksek oldugu ifade edilebilir. Bulgulara dayali olarak 6gretmen adaylarinin yasam boyu
6grenme egilimlerinin 1.siniftan 2.sinifa gectiklerinde distis gosterdigi daha sonra tekrar arttigi ama artisin 1
siniftaki adaylarin ortalamalarini gegmedigi séylenebilir. Oral ve Yazar (2015) arastirmalarinda benzer sonuglari
3. siniftaki 6gretmen adaylari, Eksioglu, Tarhan ve Gilindiiz-Cetin (2017) 2. sinifta 6grenim géren 6gretmen
adaylari, Demirel ve Akkoyunlu (2010) ise, son sinif 6gretmen adaylari lehine anlamli fark elde edilmislerdir.
Diker Coskun (2009)’un yaptigi arastirmada Universite 6grencilerinin sinif diizeyine gére yasam boyu 6grenme
egilimleri puan ortalamalari arasinda anlamli fark bulunmamistir. Sinif dlizeyi arttik¢a ylksekdgretimde alinan
egitimle yasam boyu 6grenme egiliminin artmasi beklenmektedir. Ulasilan sonuglar 6gretmen adaylarinin
yasam boyu 6grenme egilim 6zelliklerinde Universitede aldiklari egitimden ziyade kendi kisisel 6zelliklerinin
etkisi oldugu seklinde yorumlanabilir. Zira adaylarin yasam boyu 6grenme egilimleri dort yil boyunca alinan
akademik egitim ile olumlu bir degisim gostermedigi gibi birinci sinif 6gretmen adaylarinin yasam boyu
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dgrenme egilimleri diger siniflardan yiiksek bulunmustur. Ogrencilerin yasam boyu 6grenme becerilerini
Universite egitiminde gelistirebilmesi, akademik yonlendirme, sosyal-kiltirel ¢cevre ve kurumsal olanaklarin
yeterligi ile iliskilidir (Darwin & Palmer, 2008; Wenger, 2002). Wenger (2002) Universiteye gelen 6grencilerin
etkin danismanlar tarafindan yonlendirilmesinin bir gesit sosyal 6grenme sistemi olusturabilecegi, danismanlik
siirecinin 6grencinin entelektiiel ve mesleki gelisimini etkileyen, lniversite egitiminde 6gretimi tamamlayan
unsur olarak gorllmesi gerektigini vurgulamaktadir. Darwin ve Palmer (2008) de Universite danismanlarinin
o6grenciye akademik anlamda rehberlik etmenin yani sira 6grenmeyi 6grenme becerisi kazandirma, yasam boyu
o6grenme farkindaligi olusturma goérevlerini de yiriitmesini dGnermektedir.

Arastirmadan elde edilen diger bir sonug 6gretmen adaylarinin 6z yeterlik diizeyleri ile yasam boyu
dgrenme egilimleri arasinda anlaml bir iliskinin oldugudur. iki degisken arasinda diisiik diizeyde pozitif yonli
bir iliski oldugu tespit edilmistir. Ogretmen adaylarinin 6z yeterlik diizeylerinin artmasi durumunda yasam boyu
o0grenme egilimlerinin de artacagl 6ngorulebilir. Analiz sonuglari incelendiginde 6z yeterlik inancinin, yasam
boyu 6grenme egiliminin anlamli bir yordayicisi oldugu goriilmektedir. Yasam boyu 6grenme egilimine iliskin
toplam varyansin, %28’si 6z yeterlik inanci ile agiklanmaktadir. Oz yeterlik inanclarinin 8gretmen davranislari ve
bircok olumlu 6gretim uygulamalari i¢in anlamli iyi bir yordayici oldugu belirtilmektedir (Gibson & Dembo,
1984; Goddard et.al., 2004). Yuksek yeterlik duygusu olan 6gretmenler, yiksek akademik standartlara
sahiptirler ki bunlarin basinda yasam boyu 6grenme egilimi yer alir. Zira 6z yeterligi yiksek 6gretmenler
mesleklerine daha ¢ok yonelen, bilissel gelisimine gaba harcayan (Schmitz, 2000) motivasyonu yiiksek, sabirli,
0z diizenlemeye sahip, yeniliklere karsi merakli 6grenmeye acik ve 6gretim konusunda daha arzulu ve tutkulu
davranmaktadirlar (Bikmaz, 2004) ki bu o6zellikler yasam boyu 6grenmeye acik bireylerin 6zellikleridir. Bu
anlamda o6gretmenlerin 6z yeterlik algilarini ve yasam boyu 6grenme egilimlerini artirmanin temeli meslek
oncesi aldiklari egitim-6gretimin kalitesini artirmakla ilgilidir.

Toplumsal refah ve yasam kalitesinin artmasinda yiksekogretim kurumlari dnemli katkilar saglar. Bu ytizden
yasam boyu 6grenmenin gergeklesebilmesi igin yiliksekogretim programlarinin 6grencilerin kendi 6grenmelerini
kontrol edebilecekleri ve arastirma sorumlulugunu alabilecekleri etkinliklerle diizenlenmesi gerekmektedir
(Appley, 2001; Coskun & Demirel, 2012). Parkinson’a (1999) gore yasam boyu 6grenme yetkinliginde bireylerin
yetistirilebilmesi icin, ylksekdgretim programlarinda, 6grencilerin kendi 6grenme sorumluluklarini Gstlendigi
sinif disi etkinliklere ve aktif 6grenme metotlarina yer vermek, 6grencilere nasil 6greneceklerini 6gretmek,
kendi egitim siireclerini yonetebilmelerini ve problemlerin icinde gérev almalarini saglamak, 6z degerlendirme
yapmalari igin cesaretlendirmek gerekmektedir. Sonug olarak Tirkiye’de yiksekdgretim kurumlarinda o6zellikle
de egitim fakiltelerinde 6grenme ortamlari dizenlenirken bireylerin 6z yeterlik ve yasam boyu 6grenme
egilimini arttiran akademik ve sosyo-kiltiirel programlar hazirlanmali, buna uygun 6grenme ortamlari
olusturulmalidir. Ogretmenlerin  “yasam boyu &grenen” birey yetistirmedeki &nemli rolleri oldugu
unutulmamalhdir. Ogretmen adaylarinin egitimleri, hem yasam boyu &grenen bireyler olarak yetistirilmesi, hem
de yasam boyu 6grenen bireyler yetistirmek icin sahip olmalari gereken bilgi becerileri iceren kisisel ve sosyal
gelisimlerine, 6z yeterliklerine katki saglayacak 6grenen merkezli hazirlanmis programlarla gergeklestirilmelidir.
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