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Learning activities employed in out-of-school learning activities
(OOSLA) provide students with a different learning experience while
enabling teachers to discover, implement, and evaluate different
teaching approaches. This study intends to investigate the self-efficacy
beliefs levels of teachers as regards OOSLA and whether these self-
efficacy levels differ significantly depending on their gender, graduated
faculty, educational status, seniority, and department graduated from.
It adopts the descriptive survey design. The sample is composed of 308
teachers. The data were collected utilizing the "Teachers' Self-Efficacy
Beliefs Toward Out-of-School Learning Activities Scale". Parametric
test statistics were used in data analysis. The results revealed that
teachers had a high level of self-efficacy beliefs regarding OOSLA and
that gender was not a determinant of teachers' self-efficacy beliefs. It
was also found that the participants who completed graduate studies
had firmer self-efficacy beliefs than those who did not. The teachers
with 21 years and above of teaching experience had higher self-efficacy
levels than those with 6-10 and 11-15 years of teaching experience. On
the other hand, graduates of mathematics and science education
departments had lower self-efficacy levels than primary education,
Turkish education, and social science education departments. Finally,
researchers recommend encouraging pursuing graduate studies,
collaborating with experienced teachers, eliminating institutional
obstacles to out-of-school activities, and supporting teachers in
increasing their self-efficacy regarding out-of-school learning
activities.
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Introduction

Multifaceted development of teachers has become increasingly essential and highlights the
importance of teaching methods to fulfill this necessity. The recent developments in teaching
and learning have demonstrated that learning experiences are not limited to the classroom or
school environment, generating the idea that any environment conducive to learning can be
utilized. Similarly, learners are not restricted to the learning experiences provided at schools in
the classroom environment but can experience learning outside of the classroom environment
(Sen, Ertas-Kilig, Oktay, Ekinci & Kadirhan, 2021). Simsek and Kaymakgi (2015) defined out-of-
school learning as all planned and programmed learning experiences that include people,
areas, institutions, and resources outside the school building, as well as all curricula. Out-of-
school learning is a multidimensional process involving employing structured learning activities
outside the classroom in various settings such as society and nature (Bunting, 2006). The out-
of-school learning concept encompasses a variety of environments, from different life spaces
outside the school boundaries to virtual learning platforms (Sen, 2019). Simsek (2011) defines
out-of-school learning environments as where learning-teaching is carried out outside the
school. Any environment conducive to learning, such as museums and archeological sites,
national parks, zoos, art ateliers, exhibitions, industrial plants, and schoolyards, is typical of out-
of-school learning environments. OOSLA is the whole of activities outside of school, including
educational aims and acquisitions (Karademir, 2013). All activities that involve excursions,
observations, or experiments in these environments are called OOSLA. Learning activities in
these out-of-school learning environments provide the students with a unique learning
experience while enabling the teachers to discover, implement, and evaluate different teaching
approaches.

Children's experiences in and outside the school profoundly impact their academic
performance and social functions (Resnick, 1987). OOSLA offers different learning
opportunities that are not present in the traditional learning environments (Ertas-Kilig¢ & Sen,
2014), including informal and non-formal learning platforms. Eshach (2007) defines non-formal
learning environments as learning environments that support structured and pre-planned
learning, under the leadership of teachers, where learning is not generally evaluated, allowing
for the construction and development of knowledge. He defines informal learning as not
purposeful and planned environments, where learning is not evaluated, and learning takes
place under the learner's leadership. In the learning process, informal environments can be
used following the curriculum (Ttrkmen, 2019). OOSLA, which promotes learning by doing and
experiencing, and developing a critical approach (Ay, Anagin, & Demir, 2015), lead to
permanent learning and greater interest in learning experiences (Bozdogan & Ustaoglu, 2016;
Sontay, Tutar & Karamustafaoglu, 2016; Tortop & Ozek, 2013).

In recent years, many studies have been conducted in various fields on the effect of OOSLA
on education and training. These studies have generally focused on student attitudes about
learning, academic achievement, motivation, and effects on other skills. According to the
results obtained from the research, the following results were obtained, respectively:

The teacher plans OOSLA well. They are a source of motivation for students. They are fun
and entertaining environments to make trips and observations (Arabaci & Akgul, 2020).
Teaching biology out of school has a positive cognitive and influential effect on 13-15-year-
old Swedish high school students (Fagerstam & Blom, 2013). Students exhibited positive
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attitudes regarding out-of-school excursions (Nadelson & Jordan, 2012), and middle school
students in the museum group learned more than in the classroom group (Sturm & Bogner,
2010).

Moreover, they make the abstract learning outcomes concrete and observable (Lagin
Simsek, 2011). OOSLA, which has been shown to have positive effects on learners, serves the
curriculum'’s purposes to a great extent when carefully designed and implemented (Andrew,
Maggie & Sarah, 2010; Nelson, 2012). Students' learning experiences based on cause-effect
relationships outside of school and curriculum-based learning through mutual interaction
support their holistic development. Out-of-school learning environments in Turkey were
introduced with the guidebooks for out-of-school learning environments prepared by some
provincial directorates of National Education. The learning outcomes and venues were
associated according to the grade level.

Regardless of how perfect the curriculum looks on paper, it still depends on the teachers
since they are implementing them. At this point, teachers' self-efficacy beliefs, attitudes, and
behaviors are critical to the success of a curriculum. Teachers need to have high levels of self-
efficacy beliefs regarding OOSLA. Because teacher's perception of self-efficacy affects the
quality of teaching, the methods and techniques used, the inclusion of students in learning,
and student's understanding of the subjects taught (Aydin, Hasioglu & Kunduraci, 2016). On
the other hand, teachers need to have firm self-efficacy beliefs regarding OOSLA because only
such teachers can encourage other teachers, parents, and students to get involved in OOSLA.
Nevertheless, teachers are reluctant to use and have concerns about OOSLA for such reasons
as complex control of the process, time problems, supervision-security concerns (Yasar Cetin,
2021), economic obstacles, and reluctance to take on responsibility (ince & Akcanca, 2021),
and lack of motivation (Ay, Anagiin & Demir, 2015; Cicek & Sarag, 2017). In addition, they
conceive that OOSLA is not adequately supported in Turkey (Blylkkaynak, Ok & Aslan, 2016).
The problems teachers encounter influence their self-efficacy beliefs regarding OOSLA.

Teachers' self-efficacy is an essential predictor of teachers' behaviors in the future. Bandura
first defined the concept of self-efficacy belief in 1977. He asserts that self-efficacy beliefs have
a significant effect on human behaviors and defines the term as "one's self-judgment about
his or her capacity of organizing and applying activities to accomplish a task” and "an
individual's belief in his or her capacity of performing a task" (1977, 1994, & 1997). Bandura
(1994) attributed individuals' self-efficacy beliefs to four primary sources. The first and the most
effective one is personal experiences. The second is others' experiences. The third source is the
assurance from others, and the final one is self-judgment about the person's skills. Regardless
of failures or resistance to hardships, perseverance also indicates self-efficacy. Individuals with
low self-efficacy tend to overestimate the difficulty of tasks and have difficulty overcoming
problems because they might have a narrow perspective (Kaptan & Korkmaz, 2002). Therefore,
self-efficacy is vital in teachers' "planning," "implementation, and assessment" of OOSLA. They
require painstaking preparation and planning. It is essential to have high levels of self-efficacy
in going beyond the traditional classroom environment, as legal procedures might be
demanding. Thus, it is vital to determine teachers' self-efficacy levels regarding OOSLA. When
the studies in the introduction are examined, studies on OOSLA can be classified into two parts.
The first is research on the effects of OOSLA on students, and the second is teachers' views on
OOSLA. The focus of this study is teachers' self-efficacy perceptions for OOSLA. It is known that
OOSLA serves the purposes of the curriculum (Andrew, Maggie & Sarah, 2010; Nelson, 2012)
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and that the teachers’ self-efficacy perception affects the quality of teaching and the methods
and techniques used (Aydin, Hasioglu & Kunduraci, 2016). In this context, researching teacher
self-efficacy, which is also valid for OOSLA, will contribute to the literature. The present study
intends to determine the self-efficacy beliefs levels of teachers as regards OOSLA and whether
these self-efficacy levels differ significantly depending on their gender, graduated faculty,
educational status, seniority, and department graduated from. The variables used in this study
were determined by examining the variables in similar studies (Azar, 2010; Ekici, 2008;
Saracaloglu, Yenice & Ozden, 2013; Ustlner et al., 2009) on teacher and self-efficacy. To this
end, it seeks answers to the following research questions:

1. What is the level of teachers’ self-efficacy beliefs regarding OOSLA?

2. Do the level of teachers' self-efficacy beliefs regarding OOSLA differs by gender?

3. Do the level of teachers’ self-efficacy beliefs regarding OOSLA differ by graduated
faculty?

4. Do the level of teachers' self-efficacy beliefs regarding OOSLA differs by educational
status?

5. Do the level of teachers' self-efficacy beliefs regarding OOSLA differs by seniority?

6. Do the level of teachers' self-efficacy beliefs regarding OOSLA differ by department
graduated from?

Method

Research Design

The study is based on the descriptive survey design since teachers' self-efficacy beliefs
regarding OOSLA are revealed in this study. Descriptive survey design involves reaching a large
sample group by mail, phone, or in-person to ask the same set of questions, and descriptive
survey design describes the event or situation that is the subject of the study as it exists
(Fraenkel, Wallen & Hyu, 2012, Karasar 2014).

Study Group

The non-probability sampling method, convenience sampling, was used in the data
collection process. In inconvenience sampling, researchers form their sample starting from the
easiest respondents to reach (Cohen, Manion & Morrison, 2018). The data was collected online
from the teachers who were active in the teacher groups on social media platforms during the
COVID-19 pandemic when schools were closed. A total of 396 teachers were involved in the
study. Because of outliers and data loss, 88 were excluded from data analysis. Ultimately, 308
teachers comprised the study group. Table 1 presents the demographic information about the
participants.

Table 1. Demographic Characteristics of Participants

Variables Groups f %
Female 186 60.4
Gender
Male 122 39.6
Faculty of Education 234 76.0
Graduated faculty
Others 74 24.0
Educational status Undergraduate 222 72.1
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Table 1. (Cont. ) Graduate 86 27.9
1-5 years 40 13.0

Seniority
6-10 years 52 16.9
11-15 years 73 237
16-20 years 67 21.8
21 years and above 76 24.7
Department of Primary education 90 29.2

]ICDrce)yra:rtment graduated Mathematics and Science Education 66 214
Department of Turkish and Social Sciences 71 23.1
Others 81 26.3

As can be observed in Table 1, female teachers and teachers who graduated from the
departments of education faculty were more than half of the study group. Teachers who have
a graduate degree (master's or Ph.D. degree) form part 28% of the study group. The shares of
senior participants are close to each other. Teachers have graduated from 29% dept. Of primary
education, 21% mathematics and science education, 23 % dept. of Turkish and social sciences,
and 26% of other departments of education faculty (foreign languages education, dept. of
computer and instructional technologies education, dept. of special education, dept. of fine
arts education,)

Data Collection Tool

The present study's data were collected employing the " “Teachers’ Self-Efficacy Beliefs
toward OOSLA" scale developed by Gologlu Demir and Cetin (2021). It is a 5-point Likert scale
consisting of four factors with 29 items. The four factors are entitled as follows: "Planning Self-
Efficacy," "Implementation and Assessment Self-Efficacy,” "Self-Efficacy to Support Learning,"
and "Knowledge and Experience Self-Efficacy."The exploratory factor analysis of the scale was
found to account for 61.01% of the total variance. The confirmatory factor analysis results
revealed that the scale had a good model fit (x2/df=0.27, RMSEA=.072, SRMR=.06, PNFI=.87,
and PGFI=.7) and perfect model indices (CFI=.97, NFI=.90, NNFI=.95, IFI=.97, RFI=.94). The
Cronbach Alpha and combined reliability coefficients were calculated to determine reliability.
It was revealed that the Cronbach's Alpha (o) reliability coefficients of the measures for the four
factors and the overall scale were respectively: .95, .90, .86, .78, and .94

The Cronbach's Alpha (o) reliability values were calculated for the sub-factors and the overall
scale in the present study. The Cronbach's Alpha (o) coefficient for the overall scale was found
to be .94, while the Cronbach's Alpha (o) coefficients for the sub-factors were as follows:
planning self-efficacy=.92, implementation and assessment self-efficacy=.87, self-efficacy to
support learning and knowledge=.81 and experience self-efficacy=.76. These indices reveal
that the Cronbach Alpha internal consistency values for the “Teachers’ Self-Efficacy Beliefs
Toward OOSLA” scale and each of its sub-dimension were .70 and above, indicating that the
scale's internal consistency was at an acceptable level (Pallant, 2017).

Data Collection Process
In this research, the data were collected by online survey method in 2021. The reason for

selecting this method is that schools were closed because of the COVID-19 pandemic. An
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online survey was designed using Google Forms and shared with participants. Information was
given about the research in the online form, and voluntary consent (informed consent form)
was requested at first. The data was collected online from the active teachers in the teacher
groups on social media platforms. The research was conducted upon the approval of Bandirma
Onyedi Eylul University’s Social and Human Sciences Ethics Committee (date 18.06.2020, issue
number 20 20-3).

Data Analysis

The normality test was run to identify whether the variables displayed a normal distribution
before the data obtained from the “teachers’ self-efficacy beliefs regarding OOSLA" were
analyzed within the scope of the study. Table 2 presents the Kolmogorov-Smirnov test results.

Table 2: Kolmogorov-Smirnov Test Results

Scale Components Statistic df Sig.
Planning .080 308 .000
Implementation and Assessment 085 308 .000
Supporting Learning 117 308 .000
Knowledge and Experience 085 308 .000
OOSLA (Overall Scale) 040 308 .200°

As can be observed in Table 3, the Kolmogorov-Smirnov test results indicated that the data
in the overall "teachers’ self-efficacy beliefs regarding OOSLA" scale show a normal distribution
(p>0.05). Thus, the standard distribution curve's histogram Skewness and Kurtosis coefficients
were examined. The Skewness and Kurtosis coefficients these calculations yielded are
presented in Table 3.

Table 3: Values for the Self-Efficacy Beliefs regarding OOSLA and the Sub-Dimensions

Scale Component: Skewn skewness Kurtosti: Kurtosis
cate --omponent ewness Standard Error urtosts Standard Error

Planning =111 139 -.296 277
implementation and - 115 139 064 277
Assessment

Supporting Learning -.244 139 -474 277
Knowledge and -002 139 474 277
Experience

OOSLA (Overall Scale) .057 139 -.519 277

As measures of the normality assumption, the Skewness and Kurtosis coefficients are
expected to be between -1 and +1 (Morgan, Leech, Gloeckner & Barrett, 2004). Thus, the values
in the present can be claimed to display a normal distribution. Moreover, z-score values
obtained by dividing the Skewness and Kurtosis coefficients by the standard error and fall
between -1.96 and +1.96 are regarded as sufficient for the normality assumption of the
distribution (Field, 2009). Hence, the results obtained indicate that the sub-dimensions of the
scale also display normal distribution.

In data analysis, the t-test was employed for the independent samples to identify whether
or not the average scores from the overall “teachers’ self-efficacy beliefs regarding OOSLA"
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scale and the sub-dimensions of the scale varied by gender, type of faculty graduated from,
and educational status. On the other hand, Analysis of Variance (ANOVA) was used to identify
whether the mean scores varied by years of seniority and department. After ANOVA, the Levene
test was used to find that the variances of the distributions were homogeneous. Since variances
are homogenous, and the sample size is close equity in each group (Kayri, 2009), Tukey's
multiple comparison techniques were utilized. The results of the analyses were interpreted
based on the .05 significance level by reporting the percentage, frequency, mean, and standard
deviation values of the variables. The eta chi-square statistic was calculated to identify whether
the significant variation was affected by the difference between the mean scores. The values
obtained via eta square were interpreted as follows: .01= small effect, .06= moderate effect,
14=large effect (Cohen, 1988). In addition to this, 1.00-1.79=Strongly Disagree, 1.80-2.59=
Disagree, 2.60-3.39= Moderately Agree, 3.40-4.19=Strongly Agree, 4.20-5.00=Completely
Agree intervals were used (Karagdz, 2019; Pimentel, 2010) in order that descriptive
interpretation of the teachers’ mean scores of their self-efficacy beliefs regarding OOSLA.

Results

The first research question was, "What is the level of teachers' self-efficacy regarding
OOSLA? Descriptive statistical techniques (min, max, X, s) were employed to respond to this
question, and the results obtained are presented in Table 4.

Table 4. The Distribution of Teachers’ Self-Efficacy Belief Scores

Scale Components n Min Max X s

Planning 308 1.91 5.00 3.84 61
Implementation and Assessment 308 2.00 5.00 3.77 .63
Supporting Learning 308 2.40 5.00 3.97 .61
Knowledge and Experience 308 1.50 5.00 3.65 73
OOSLA (Overall Scale) 308 2.55 5.00 3.82 .53

It can be observed in Table 4 that the teachers’ mean scores of their self-efficacy beliefs
regarding OOSLA ranged between 3.65-3.97. Hence, their self-efficacy beliefs can be regarded
to be at a high level.

An independent sample t-test was conducted to respond to the second sub-question of
research: "Do the level of teachers' self-efficacy beliefs regarding OOSLA differs by gender?"
The findings showed that teachers' self-efficacy beliefs regarding the OOSLA did not differ a
significant variation by gender. The analysis results are presented in Table 5.

Table 5. T-Test Analysis Results by Gender

Scale Components Gender n X S df t p
Planning Female 186 3.85 .60
Male 122 3.83 .64 306 281 18
Implementation and Female 186 3.74 .59
Assessment Male 122 3.83 .68 306 1.240 22
Supporting Learning Female 186 4.00 .60 306 910 .36
Male 122 3.93 .63
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Table 5. (Cont.)
Knowledge and Female 186 3.65 73

Experience Male 122 3.64 74 306 036 97
Female 186 3.81 .52 -142 89
OOSLA (Overall Scale) Male 122 28 o 306

As can be observed in Table 5, the scores obtained from the sub-dimensions and the overall
scale of the “teachers’ self-efficacy beliefs regarding OOSLA” did not show a significant
variation by gender (p>0.05).

The third sub-questions of the research were "Do the level of teachers' self-efficacy beliefs
regarding OOSLA differs by graduated faculty?" According to the independent sample t-test,
teachers' self-efficacy beliefs regarding the OOSLA did not show a significant variation among
graduated faculty. The analysis results are given in Table 6.

Table 6. t-Test Analysis Results regarding Type of Graduated Faculty

Scale

Components Faculty Type N X sd df t p

Planning Education Faculty 234 3.85 .60 306 .295 .76
Others 74 3.82 .67

Implementation Education Faculty 234 3.75 .63

and Others 74 3.84 .61 306 -1.046 .29

Assessment

Supporting Education Faculty 234 3.98 .61 306 246 .80

Learning Others 74 3.96 .63

Knowledge and  Education Faculty 234 3.64 73

Experience Others 74 3.66 T7 306 136 89

OOSLA (Overall  Education Faculty 234 3.81 .52 306 -.229 .81

Scale) Others 74 3.83 .57

As can be observed in Table 6, the scores obtained from the sub-dimensions and the overall
scale of the "teachers’ self-efficacy beliefs regarding OOSLA” did not show a significant
variation by type of faculty graduated from (p>0.05).

An independent sample t-test was conducted to respond to the fourth sub-questions
research question: "Do teachers' self-efficacy beliefs regarding OOSLA differ by educational
status?" The self-efficacy beliefs of teachers regarding the OOSLA differed. A significant
variation in educational status was found. The analysis results are presented in Table 7.

Table 7. t-Test Analysis Results regarding Educational Status

Scale Components Educational N 3 od df ; p Eta
status Square

Planning Undergraduate 222 3.77 .61 306 -3.205 .001 032
Graduate 86 4.02 .60

Implementation and  Undergraduate 222 3.71 .63

Assessment Graduate 86 3.93 .61 306 2,702 007 023

Supporting Learning  Undergraduate 222 3.93 .61 306 -2.082 .038 014
Graduate 86 4.09 .60 '

Knowledge and Undergraduate 222 3.58 74

Experience Graduate 86 3.81 .70 306 -1.36 .015 .019
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Table 7. (Cont.)
OOSLA (Overall Undergraduate 222 3.75 .52 306 -.3.270  .001 034
Scale) Graduate 86 3.83 .57 ]

As can be observed in Table 7, the scores obtained from the sub-dimensions and the overall
scale of the “teachers’ self-efficacy beliefs regarding OOSLA” showed a significant variation in
whether or not a graduate degree was pursued (p>0.05). The teachers with a graduate degree
had firmer self-efficacy beliefs than those who did not. The effect size of the significance of the
sub-dimensions and the overall scale can be small as the eta square values ranged between
.01 and .06.

The ANOVA test was run to respond to the fifth research sub-question how do teachers'
self-efficacy levels regarding OOSLA differ by seniority? Findings obtained from the teachers'
self-efficacy beliefs scale regarding OOSLA showed a significant difference in seniority. The
analysis results are presented in Table 8.

Table 8. ANOVA Results regarding the Variable of Seniority

Scale L _ Sig. Eta-
Components seniority " X sd F P Variance Square

1) 1-5 years 40 380 .64 3.666 .006 2-5 .046
Planning 2) 6-10 years 52 363 .58

3) 11-15 years 73 380 .56

4) 16-20 years 67 387 .60

5) 21 years and above 76 403 64

1) 1-5 years 40 375 61 23895 .022 2-5 .036
Implementation  2) 6-10 years 52 3.61 .58
and Assessment  3) 11-15 years 73 3.66 .68

4) 16-20 years 67 386 .55

5) 21 years and above 76 392 .65

1) 1-5 years 40 395 63 3.065 .017 5-2 .038

. 2) 6-10 years 52 3.82 64 5-3

fgg’ri?r:gng and 5 11-15 years 73 387 .61

4) 16-20 years 67 4.02 .62

5) 21 years and above 76 415 55
Knowledge and 1) 1-5 years 40 352 86 4.094 .003 2-4, .051
Experience 2) 6-10 years 52 337 .65 2-5

3) 11-15 years 73 360 .67

4) 16-20 years 67 379 73

5) 21 years and above 76 382 72

1) 1-5 years 40 3.77 57 4.603 .001 5-2 .057
OOSLA (Overall 2) 6-10 years 52 3.62 48 5-3
Scale) 3) 11-15 years 73 374 52

4) 16-20 years 67 3.88 52

5) 21 years and above 76 399 53

As can be observed in Table 8, the scores obtained from the sub-dimensions and the overall
scale of the "teachers’ self-efficacy beliefs regarding OOSLA" showed a significant variation by
seniority (p>0.05). The Levene test run following ANOVA revealed that the variation in the
group distribution was homogeneous, and the Tukey multiple comparative techniques were
utilized. The results obtained showed that teachers with 21 or more years of seniority had
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higher levels of self-efficacy than those with 6-10 years of experience in the "planning self-
efficacy,” "implementation and assessment self-efficacy," "supporting learning self-efficacy,"
and "knowledge and experience self-efficacy" beliefs regarding OOSLA. Moreover, teachers
with 21 or more years of seniority had significantly higher self-efficacy scores in the supporting
learning sub-dimension and the overall scale compared to those with 11-15 years of seniority.
Similarly, teachers with 11-15 years of seniority had lower self-efficacy in the knowledge and
experience sub-dimension. It was revealed that the effect size of the overall scale and the sub-
dimensions was small.

The sixth sub-questions of the research was “Do teachers’ self-efficacy levels regarding
OOSLA differ by department graduated from?” According to the results of the ANOVA,
teachers’ self-efficacy beliefs regarding OOSLA show a significant variation by department
graduated from. The analysis results are given in Table 9.

Table 9. ANOVA Results regarding Department Graduated from

Scale Department N % od F Significant Eta
Components Variance  Square
Primary Edu. 90 400 .59 7.132 .000 2-1 .065
Mathematics and 66 359 57 2-3
Planning Science Edu.
Turkish and Social 71 395 .59
Sciences Edu.
Others 81 378 .62
Primary Edu. 90 387 .62 3602 .014 2-1 .034
Implementati Mathematics and 66 3.56 .62
on and Science Edu.
Assessment Turkish and Social 71 382 .62
Sciences Edu.
Others 81 379 .62
Primary Edu. 90 412 .61 3819 .010 2-1 .036
Mathematics and 66 3.81 .55
Supporting Science Edu.
Learning Turkish and Social 71 400 .57
Sciences Edu.
Others 81 391 .67
Primary Edu. 90 392 .67 7.575 .000 1-2, .069
Knowledge Mathematics and 66 338 .66 1-3,
and .
Experience SC|er.1ce Edu. . 1-4
Turkish and Social 71 360 .69
Sciences Edu.
Others 81 360 .81
Primary Edu. 90 397 52 7276 .000 2-1, .066
OOSLA Mathematics and 66 359 48 2-3
(Overall Science Edu.
Scale) Turkish and Social 71 387 51
Sciences Edu.
Others 81 378 .56

As can be observed in Table 9, the scores obtained from the sub-dimensions and the overall
scale of the "teachers’ self-efficacy beliefs regarding OOSLA" showed a significant variation by
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department graduated from (p>0.05). The Levene test run following ANOVA revealed that the
variation in the group distribution was homogeneous, and the Tukey multiple comparative
techniques were utilized. The results obtained showed that teachers who were graduates of
primary education had higher levels of self-efficacy than those who had graduated from a
mathematics and science education department in the “planning self-efficacy,”
"implementation and assessment self-efficacy,” "supporting learning self-efficacy," and
"knowledge and experience self-efficacy” beliefs regarding OOSLA. The Turkish and social
sciences department graduates were found to have significantly firmer self-efficacy beliefs
regarding OOSLA than mathematics and science education department graduates. When the
effect sizes were examined, it was observed that it was at a moderate level in "planning,”
"knowledge and experience," and the "overall scale,” while it was small in the other sub-
dimensions.

Discussion, Conclusion, and Implications

The present study aimed to investigate the self-efficacy beliefs levels of teachers as regards
OOSLA. In addition, the study examined whether teachers' self-efficacy beliefs in OOSLA varied
by their gender, the type of faculty they graduated from, the department they graduated from,
their educational status, and their seniority. According to the present study results, the teachers
participating in the study were revealed to have a high level of self-efficacy beliefs in OOSLA.
This finding is consistent with the finding reported by Tural and Kala (2018). They studied
teacher candidates' self-efficacy beliefs in museum education and found that teacher
candidates had a high level of self-efficacy beliefs. Mosoley, Reinke, and Bookout (2003)
revealed that the self-efficacy of outdoor environmental education is high in the study of
preservice teachers. In another study conducted by Giirsoy (2018), the teachers' pre-and post-
test self-efficacy belief scores who performed OOSLA varied significantly in favor of the post-
test.

The teachers’ self-efficacy beliefs regarding OOSLA did not vary significantly by gender and
type of faculty graduated from in the sub-dimensions and the overall scale. This is consistent
with other findings reported in studies by Pekin and Bozdogan (2021) and by Sontay and
Karamustafaoglu (2017), where there was no significant variation between teachers' levels of
self-efficacy in their ability to organize out-of-school excursions by gender. Similar findings are
also observed in studies conducted with teachers and teacher candidates in the related
literature (Hamurcu & et al., 2019; Kunduraci, 2015; Sarisan Tungag, 2015; Uysal & K&semen,
2013; Yesilbursa & Uslu, 2014). This indicates that females and males have similar self-efficacy
beliefs and that their beliefs in completing a duty or task did not vary by gender. Britner and
Pajares (2006) concluded that gender makes a significant difference in self-efficacy. In addition
to this, Pekin and Bozdogan (2021) reported no significant difference between teachers' levels
of self-efficacy beliefs regarding the type of faculty graduated also. Considering that teachers
are trained from different sources such as education faculties and science and literature
faculties in our country, it is thought-provoking that teachers' self-efficacy beliefs regarding
OOSLA do not show a significant difference in favor of education faculties. However, faculties
of education are institutions where teacher candidates receive pedagogy training and practice
for a more extended time.

The self-efficacy beliefs of teachers with a graduate degree (master's or Ph.D. degree) were
revealed to be higher than those who did not hold a graduate degree. In other words, teachers
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with a graduate degree had higher levels of "planning self-efficacy," “implementation and
assessment self-efficacy," "self-efficacy to support learning," and "knowledge and experience
self-efficacy," as well as an "overall self-efficacy” in OOSLA. This finding shows similarity with
the findings reported in a study conducted by Pekin and Bozdogan (2021) with middle school
teachers. In another conducted by Sontay and Karamustafaoglu (2017), it was revealed that
teachers' self-efficacy levels in their ability to organize excursions were significantly higher for
those who held a graduate degree compared to those who did not. In many developed
countries, including England, Canada, Australia, Singapore, Finland, and Germany teaching
profession is required a graduate degree (Sisman, 2009). The results of the study examined the
impact of postgraduate studies on teachers' practice and showed that research conducted in
universities by teachers had improved their teaching (lon & lucu, 2016). From this point of view,
it can be said that the positive reflections of postgraduate education on the teaching process
of teachers are also practical on OOSLA.

Teachers with more than 21 years of professional experience had firmer self-efficacy beliefs
in OOSLA than those with 6-10 years of experience. Experienced teachers had higher levels of
"planning self-efficacy," "implementation and assessment self-efficacy," "self-efficacy to
support learning,” and "knowledge and experience self-efficacy” in OOSLA. This finding is not
consistent with the findings reported by Pekin and Bozdogan (2021); Pas, Bradshaw, and
Hershfeldt (2012), and Yilmaz and Cokluk-Bokeoglu (2008). However, it shows similarities with
the findings of the studies conducted by Sontay and Karamustafaoglu (2017), and Aydin,
Hasioglu, and Kunduraci (2016). Despite these studies in the related literature, more studies
need to be conducted to reveal the relationship between teachers' self-efficacy beliefs in terms
of professional experience. In organizing OOSLA, realizing the necessary official procedures,
the provision of student safety, and the more significant experience of teachers in classroom
management may have positively affected their self-efficacy belief in OOSLA.

The present study results revealed that the levels of self-efficacy beliefs of teachers who
were mathematics and science education graduates were higher than those of teachers who
were graduates of primary education, Turkish education, and social sciences education. It can
be attributed to the fact that out-of-school learning environments (museum-archeological
sites, schoolyards, etc.) are easier to benefit from in the disciplines of social sciences. Studies
conducted in Turkey on out-of-school learning environments between 2007 and 2016 were
examined. It was determined that most of the studies on out-of-school learning environments
were in science and social Sciences (Sarac, 2017).

Based on the findings revealed in the present study, the following recommendations can be
made: (i) experienced and less experienced teachers are recommended to work collaboratively
in conducting OOSLA; (ii) school principals are recommended to develop interventions that
support and facilitate OOSLA; (iii) the mathematics and science education departments in
education faculties are recommended to give more place to the topic of OOSLA in their
curriculum; (iv) teachers can be encouraged to pursue a postgraduate degree, and (v) teachers
with a postgraduate degree are recommended to work collaboratively with their colleagues in
the area of OOSLA. The collection of data during the pandemic period is a limitation of this
research. It is recommended to repeat similar studies in the period when teachers provide face-
to-face education.
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TURKCE GENIiS OZET
Ogretmenlerin Okul Disi Ogrenme Faaliyetlerine Yonelik Oz-Yeterlik
inanclari
Giris

Okul disi 6grenme kavrami okul sinirlari disinda kalan cesitli yasam alanlarindan sanal
ogrenme ortamlarina kadar bircok ortami kapsamaktadir (Sen, 2019). Cocuklarin hem okul igi
hem de okul disi yasam deneyimlerinin, okuldaki basarilari ve toplumdaki islevleri tzerinde
derin etkileri vardir (Resnick, 1987). Simsek (2011); okul disi 6grenme ortamlarini, 6grenme-
ogretmenin okul disinda ylrutildigu ortamlar olarak tanimlamaktadir. Mizeler ve arkeolojik
alanlar, milli parklar, hayvanat bahceleri, sanat atdlyeleri, sergiler, endistriyel tesisler ve okul
bahceleri gibi 6grenmeye elverisli her ortam, okul disi 6grenme ortamlarinin tipik érnekleridir.
Okul disi 6grenme faaliyetleri (ODOF) ise, egitsel amac¢ ve kazanimlari iceren okul dis
etkinliklerin blitintdir (Karademir, 2013). Bu ortamlarda gezi, gézlem veya deney igceren tim
faaliyetlere ODOF denir. Okul disi 8grenme ortamlarinda gerceklestirilen ODOF, égrencilere
benzersiz bir 6grenme deneyimi sunarken o6gretmenlerin farkli &gretim yaklasimlarini
kesfetmelerine, uygulamalarina ve degerlendirmelerine olanak tanir.

Bu calismanin odak noktasi, 6gretmenlerin ODOF'e yonelik dz-yeterlik algilanidir. Bandura
(1977) 6z-yeterlik inanglarini insan davranislarini etkileyen 6nemli bir unsur olarak gérmekte ve
“bireyin belli bir gérevi yapma kapasitesine dair inanct” seklinde tanimlamaktadir. ODOF'lin
programin amaglarina hizmet ettigi (Andrew, Maggie ve Sarah, 2010; Nelson, 2012),
ogretmenlerin 6z-yeterlik algilarinin ise 6gretimin kalitesini, kullanilan yontem ve teknikleri
etkiledigi bilinmektedir (Aydin, Hasioglu ve Kunduraci, 2016). Bu nedenle 6gretmenlerin
ODOF'e yonelik 6z-yeterlik inanclarinin yiiksek olmasi énemlidir. Ogretmenin 6z-yeterlik algisi;
ogretimin kalitesini, kullanilan yontem ve teknikleri, 6grencilerin 6grenme surecine dahil
edilmesini ve 6grencilerin 6gretilen konulari anlamalarini etkilemektedir (Aydin, Hasioglu ve
Kunduraci, 2016). Bu noktadan hareketle gerceklestirilen bu arastirma, 6gretmenlerin ODOF'e
yonelik 6z-yeterlik inang dlzeylerinin ne dizeyde oldugunu ve bu 0Oz-yeterlik inang
dlzeylerinin cinsiyet, mezun olunan fakdlte, egitim durumu, kidem ve mezun olunan bolime
gore anlamli bir farklilik gosterip géstermedigini belirlemeyi amacglamaktadir. Arastirmanin alt
problemleri su sekildedir:

1. Ogretmenlerin ODOF'e yénelik 6z-yeterlik inanclari ne diizeydedir?
2. Ogretmenlerin ODOF'e yonelik 6z-yeterlik inanclan cinsiyete gére anlamli farklilik
gostermekte midir?
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3. Ogretmenlerin ODOF'e yonelik 6z-yeterlik inang diizeyleri mezun olunan fakdltelere
gore anlamh farklihk gostermekte midir?

4. Ogretmenlerin ODOF'e yonelik 6z-yeterlik inanclan egitim durumuna gére anlaml
farklilik gostermekte midir?

5. Ogretmenlerin ODOF'e yonelik 6z-yeterlik inanclari kideme gére anlamh farklilk
gOstermekte midir?

6. Ogretmenlerin ODOF'e iliskin 6z-yeterlik inan¢ diizeyleri mezun olunan bélime goére
anlamli farklilik gostermekte midir?

Yontem

Bu calismada &gretmenlerin ODOF'e yonelik 6z-yeterlik inanclar ortaya kondugundan
arastirma betimsel tarama desenine dayanmaktadir. Betimsel tarama deseni, arastirmaya konu
olan olay veya durumu var oldugu sekliyle betimler (Karasar 2014). Arastirma verileri olasiliksiz
ornekleme yontemlerinden uygun 6rnekleme ile (convenience sampling) toplanmistir. Uygun
ornekleme yonteminde arastirmaci, ulasilabilirligi en kolay yanitlayicilardan baslamak Gzere
orneklemini olusturmaya baslar (Cohen, Manion & Morrison, 2018). Arastirma kapsaminda 396
ogretmene ulasiimistir. U¢ degerler ve kayip veri analizleri sonrasi 88 veri analiz disi birakilmistir.
Arastirmanin verileri Géloglu Demir ve Cetin (2021) tarafindan gelistirilen “Okul Disi Ogrenme
Faaliyetlerine Yonelik Oz-Yeterlik inanclan Olcegi” ile toplanmistir. Olcek 5'li likert tipinde 29
maddeden ve 4 faktorden olusmaktadir. Mevcut arastirmada da 6lcegin tamami ve alt faktorleri
icin Cronbach's Alpha (o) glivenirlik degerleri hesaplanmistir. Verilerin analizinde ODOF'e
yonelik 6z-yeterlik inanglar 6lgegi ortalama puanlari ile dlcek alt boyutlar ortalama puanlarinin
cinsiyet, mezun olunan fakdlte tird ve egitim durumlarina goére farklilasip farklilasmadigini
belirlemek amaciyla iliskisiz 6rneklemeler icin t-testi kullanilmistir. Ortalamalarin deneyim ve
mezun olunan boélime gore farklilasip farklilasmadigini saptamak igin ise tek yonli varyans
analizi (ANOVA) kullanilmistir.

Bulgular

Ogretmenlerin ODOF'e yonelik 6z-yeterlik inanclar puan ortalamalarinin 3.65-3.97 arasinda
oldugu gorilmektedir. Dolayisiyla 6gretmenlerin 6z-yeterlik inang duizeylerinin yliksek diuzeyde
oldugu sdylenebilir. Ogretmenlerin ODOF'e yonelik 6z-yeterlik inanclan puanlan 6lcek alt
boyutlarinda ve dlcek genelinde cinsiyete ve mezun olduklari fakilte tiriine gore anlamli olarak
farkhlasmamaktadir. Ogretmenlerin lisansistii egitim alip almama durumuna gére okul disi
ogrenme faaliyetlerine yonelik 0z-yeterlik inan¢ puanlari dlcek alt boyutlarinda ve olgek
genelinde anlamli sekilde farklilasmaktadir (p<0.05). Lisansistli egitim alan 6gretmenlerin
Olcek alt boyutlarinda ve dlcek genelinde 6z-yeterlik inanglari, lisansisti egitim almayanlara
gore daha yuksektir. Mesleki deneyimi 21 yil ve izerinde olan 6gretmenlerin, mesleki deneyimi
6-10 yil arasinda olan 6gretmenlere gore hazirlik 6z-yeterligi, uygulama ve degerlendirme 6z-
yeterligi, 6grenmeyi destekleme 06z-yeterligi, bilgi ve deneyim 06z-yeterligi ile okul-disi-
ogrenme faaliyetlerine yonelik 6z-yeterlik inanclari daha yuksektir. Son olarak temel egitim
bolumu mezunlarinin hazirlik 6z-yeterligi, uygulama ve degerlendirme 6z-yeterligi, 6grenmeyi
destekleme 6z-yeterligi, bilgi ve deneyim 6z-yeterligi ile ODOF'e yonelik 6z-yeterlik
inanclarinin, matematik ve fen bilimleri egitimi bolimd mezunlarina gére daha ylksek oldugu
gorilmektedir.
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Tartisma, Sonuc ve Oneriler

Arastirma sonuglari 6gretmenlerin ODOF'e yonelik 6z-yeterlik inanglarinin yiiksek diizeyde
oldugunu gostermektedir. Benzer sekilde 6gretmen adaylarinin mize egitimine yonelik 6z-
yeterlik inanclarini inceleyen Tural ve Kala (2018), 6gretmen adaylarinin 6z-yeterlik inanclarinin
ylksek oldugu sonucuna varmistir. Gursoy'un (2018) calismasinda okul disi gezi faaliyeti
gerceklestiren 6gretmenlerin gezi dncesi ve sonrasi On-test-son-test 6z-yeterlik inang puanlari,
son-test lehine anlamli derecede farklilasmaktadir.

LisansUstu egitim alan 6gretmenlerin dlcek alt boyutlarinda ve 6lcek genelinde 6z-yeterlik
inanglari, lisanslstu egitim almayanlara gore daha yuksektir. Bir baska deyisle lisansusti egitim
alan 6gretmenlerin okul disi 6grenme faaliyetlerini hazirlama, uygulama ve degerlendirme,
dgrenmeyi destekleme ve bilgi deneyim 6z-yeterligi ile genel olarak ODOF'e yénelik 6z-yeterlik
inanglan lisanslstu egitim almayanlara gore daha yuksektir. Bu sonug Pekin ve Bozdogan'in
(2021) ortaokul 6gretmenleri ile yurittigi calismanin sonuglari ile benzer niteliktedir. Sontay
ve Karamustafaoglu'nun (2017) arastirmalarinda gezi dizenleyebilme 6z-yeterlik inancinin,
yuksek lisans mezunu 6gretmenlerde, lisans mezunu 6gretmenlere gore anlamli farklilik
olusturacak derecede yliksek oldugu sonucuna ulasilmistir.

Mesleki deneyimi 21 yil ve Uzerinde olan 6gretmenlerin, mesleki deneyimi 6-10 yil olan
dgretmenlere gére ODOF'e ydnelik dz-yeterlik inanclar daha yiiksektir. Deneyimli 6gretmenler
ODOF'e hazirlama, bu faaliyetleri uygulama ve degerlendirme, ODOF konusundaki bilgi ve
deneyimler, ODOF ile 6grenmeyi destekleme konusunda daha yiiksek 6z-yeterlik inanclarina
sahiptirler. Bu sonug Pekin ve Bozdogan (2021); Pas, Bradshaw ve Hershfeldt (2012) ile Yilmaz
ve Cokluk-Bokeoglu'nun (2008) yaptiklari ¢alismalarla celismektedir. Buna ragmen Sontay ve
Karamustafaoglu'nun (2017) ile Aydin, Hasioglu ve Kunduraci’'nin (2016) calismalariyla benzerlik
goOstermektedir.

Bu arastirmanin sonuclarina gore matematik ve fen bilimleri egitimi bélimi mezunlarinin,
temel egitim ve Tirkce ve sosyal bilimler egitimi bélimi mezunlarina gére ODOF'e ydnelik 6z-
yeterlik inanclari daha diistktir. Bu durum okul-disi-6grenme ortamlarinin (mize, 6ren yerleri,
okul bahgesi vb.) sosyal bilimler disiplinlerinde kullaniminin daha kolay olmasi ile agiklanabilir.
Arastirmada elde edilen sonuclara bagh kalarak sirasiyla su éneriler sunulabilir. ODOF'(
gerceklestirilmesi hususunda deneyimli 6gretmenler ile diger 6gretmenlerin is birligi icerisinde
calismasi saglanabilir. Okul yéneticilerinin ODOF'(i destekleyici ve kolaylastiriai uygulamalar
gelistirmesi saglanabilir. Ogretmenler lisansisti egitim almaya tesvik edilebilir ve lisansistii
egitim alan 6gretmenlerin ODOF konusunda diger meslektaglar ile is birligi yapmasi
saglanabilir.
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