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The purpose of this study was to examine pre-service teachers' cognitive awareness of constructivism and
perspectives on educational philosophy in their 4th year. A correlational study was conducted on a group
of 362 pre-service teachers studying in various programs of the faculty of education, 102 of whom were
male and 260 female. Data were collected through the Cognitive Awareness Scale for Constructivist
Learning Theory (CASCLT) and the Educational Thought and Applications Scale (ETAS). Analyses of the
obtained data were conducted using non-parametric tests and descriptive statistics. According to the
results of the analysis, the cognitive awareness level of the pre-service teachers was found to be at a low
level, there was no difference in the sub-dimensions of the nature and formation of knowledge and the
physical characteristics of the classroom variables according to the gender variable, while a significant
difference was found in other sub-dimensions and in terms of the total mean score. In terms of the
department variable, significant differences were observed in the sub-dimensions of learning and teaching
process and physical characteristics of the classroom. Nevertheless, there were no significant differences in
other subdimensions and the mean score as a whole. There was also no significant difference between
those who took the philosophy of education course versus those who did not. As a result of gender
variables, preservice teachers' perspectives on educational philosophy differed in favor of female
preservice teachers in traditional dimensions, but there were no differences when it came to taking
philosophy of education courses or not and department variables. Finally, an examination of the
correlation between pre-service teachers' cognitive awareness of constructivism and their opinions on
educational philosophy revealed a positive and low level correlation.

Keywords: Constructivist learning, cognitive awareness, educational philosophy, educational thoughts
and applications

1. Introduction

Three different approaches have been proposed to explain how learning occurs and how a person
learns so far. These are behavioral, cognitive, and constructivist approaches (Ertmer & Newby
2013). Cognitive experts view learning as the functioning of the mental processes as a result of
active interaction with the environment, along with the association of old and new information,
while behavioral approaches consider learning to be passive realization of learning from the
environment.

Constructivists believe that learning occurs when an individual acquires information in his or
her mind through experiences and applies it to life again. The constructivist perspective on
learning considers learning as the creation of new meanings by learners through experience and
interaction (Brooks & Brooks, 1993; Driscoll, 2000; Ertmer & Newby 2013). Throughout this
process, each learner questions, interprets, explores, deepens, associates and makes sense of
previous and new information. Individual differences therefore need to be considered when
designing teaching-learning activities based on constructivism. Students are at the center of the
teaching-learning process (Jones & Araje, 2002). Taking into consideration the characteristics the
student brings to the learning environment (Naylor & Keogh 1999; Perkins, 1999), as well as the
interests and needs of the student, deep and meaningful learning is expected to occur by actively
participating in multifaceted thinking processes and solution-generation processes in order to
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solve life-related problems through cooperation, communication and interaction (Brooks & Brooks,
1993; Cohen et al., 2004; Crawford & Witte, 1999; Gagnon & Collay, 2001; Rikers et al., 2008). A
teacher in this context facilitates students' interaction with primary sources, helps them think
creatively and productively, and helps them relate what they have learned to what they will learn
in the future (Djamarah, 2005; Fosnot, 1996; Tobbin & Tippins, 1993).

In order to train teachers who can fulfill these roles required by the constructivist
understanding (CU), they should have learning experiences that will serve to gain cognitive
awareness in pre-service training processes. The metacognitive concept of cognitive awareness
(Akytiz, 2020; Doganay, 2008) in the literature (Namlu, 2013) has a similar meaning with different
concepts such as metacognition (Yildiz et al., 2009), metacognition (Ozsoy, 2007) and executive
cognition (Senemoglu, 2018). A person's cognitive awareness refers to his or her understanding of
the learning process and the process of the individual, as well as being aware of whether the
person knows or not as well as various aspects of his/her own thinking (Demir & Doganay, 2009;
Flavell, 1979; Namlu, 2004). The ability to learn and control mental processes is exhibited by
individuals with cognitive awareness through their ability to focus, develop a positive attitude,
plan, implement, evaluate, and correct mistakes. To summarize, those with cognitive awareness
have an understanding of what they learn, how they learn, what thinking processes they use, and
how they integrate them into their lives (Gelen, 2003). The cognitive awareness level of preservice
teachers about CU can be defined as knowing how much they share the characteristics of CU's
principles, criteria, and practices, producing thoughts about them, and understanding their mental
processes. Students' active participation in learner-centered learning experiences is crucial to
developing pre-service teachers' cognitive awareness towards CU (Yesilyurt, 2013a; Yurdakul,
2004). In order for pre-service teachers to achieve cognitive awareness and professional
competence, these experiences provide them with information about what constructivism expects
from teachers and students and how these roles should be fulfilled.

When making decisions to fulfill their duties in implementing the curriculum, teachers and pre-
service teachers with this awareness and professional competencies must act within a framework
of certain predefined boundaries and bases. The Educational Philosophy (EP) is one of the most
important factors that determine this framework, since the decisions regarding the elements and
processes of the training program are based on its views and principles, which serve as the basis
for its development. Therefore, the success of an educational program is dependent on the
teachers' understanding and fulfillment of the program's goals. Thus, teachers are able to describe
the success of the curriculum provided that they reflect the philosophy behind the curriculum
(Bybee, 1993). Consequently, teachers are required to adopt the EP understanding and know about
the features of the EP understanding on which the curriculum is based in order to facilitate
teaching-learning activities (Levitt, 2001). The curriculum can only be used when teachers with this
cognitive awareness make decisions according to the philosophy of the program.

In the literature, the basic characteristics of the five frequently mentioned educational
movements, namely, perennialism, essentialism, progressivism, reconstructionism and
existentialism, which affect educational practices (Akpunar, 2019; Cevizci, 2023; Gutek, 2019;
Ornstein & Hunkins, 2009; Sonmez, 2020) have been widely discussed. Perennialism, and
essentialism are teacher and subject-centered and consider education as a means of adapting
individuals to a universal or social reality. These approaches, which advocate an unchanging
reality, reveal practices in which discipline and rules are very important, primarily lecture,
memorization, and repetition teaching methods are used, where the teacher plays the role of
expert, model, authority, and the student is a passive actor. Progressivism, based on the
phenomenon of change, advocates raising individuals in a way that will adapt to and create new
changes. To accomplish this, it places the student at the center, developing problem-solving skills
and abilities, fostering cooperation and democracy, learning by doing and living, and using what
has been learned. Reconstructivist education emphasizes rearrangement of social problems and
living conditions, even though it is based on change. This approach focuses on the school as a
reform institution that promotes democracy, cooperation, problem-solving, and project
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production. Both progressivism and reconstructionism emphasize student participation and
teacher guidance. According to existentialism, because human beings are unique and free, they
must oppose anything that restricts their freedom. In this context, education should help people to
realize their own existence freely. It is therefore crucial to consider the individual as a whole, to
discover their own potential, and to individualize education, with teachers serving as guides.

Each EP has its own definitions, priorities, perspectives, and practices regarding what
educational objectives should be, what courses and subjects should be taught, how teachers and
students should be positioned, and how assessment and teaching should be conducted. The
literature discusses these approaches separately as well as categorizes them as traditional and
contemporary. As such, perennialism and essentialism are classified as traditional educational
philosophies, while progressivism, reconstructivism, and existentialism are classified as
contemporary educational philosophies (Phillips, 2003). Progressivism, reconstructivism, and
existentialism, which form the philosophical foundations of CU, support educational practices
with their perspectives (Bas, 2016; Cevizci, 2023; Sonmez, 2020). In this framework, the views of
contemporary educational philosophies, the knowledge, learner and teacher roles, the principles
and characteristics of the learning process are parallel to many issues of constructivism.

A fundamental change in teacher training programs was made by the Higher Education
Council in Turkey in 2006 to train teachers who have competencies for implementing curriculum
prepared by the Ministry of National Education since 2004-2005 in accordance with CU and its
principles. In spite of the efforts to train teachers who can apply CU-based curricula since then,
some studies in the literature concluded that many teachers did not feel competent, did not
implement the curriculum in a proper manner, or encountered various problems (e.g. Adanur-
Kudal & Altun, 2012; Bay et al., 2014; Cayc1 & Altunkeser, 2015; Ciftci et al., 2013; Cubukcu, 2006;
Giir-Erdogan & Kanbur, 2013; Ozaydin-Ozkara, 2017; Yiicel et al., 2006).

Teachers and pre-service teachers are not aware of CU and EP or cannot adopt them, which
may be the cause of these problems. Within the framework, it was considered that it would be
appropriate to investigate the relationship between the requirements of CU and the philosophies
on which it is based and to what extent pre-service teachers have these requirements. A key
objective of the study will be to develop suggestions for teacher candidates on how to become
aware and competent in order to successfully implement the curriculum in accordance with its
philosophy. The results of the study are considered important for developing suggestions for
teacher candidates. The aim of this study is to determine the relationship between cognitive
awareness of 4th-year pre-service teachers studying at the faculty of education on constructivist
learning and their perspectives on EP.

This research seeks to answer the following research questions:

RQ 1) What is the cognitive awareness level of pre-service teachers for constructivist learning?

RQ 2) Does the cognitive awareness level of pre-service teachers towards constructivist
learning differ significantly in terms of variables of a) gender, b) the department, c) whether taking
EP classes or not, and d) their thoughts towards implementation after appointment?

RQ 3) What is the level of pre-service teachers” views on EP?

RQ 4) Do the views of pre-service teachers on EP differ significantly in terms of variables of a)
gender, b) the department, c) whether taking EP classes or not?

RQ 5) Is there a significant relationship between pre-service teachers’ cognitive awareness on
constructivist learning and their views on EP?

2. Method

A correlational model was used in this study to examine the relationship between pre-service
teachers' cognitive awareness levels regarding the constructivist learning approach and their views
on EP. By examining data obtained from the same individuals recently, the correlational model
attempts to provide insight into the factors that constitute a complex structure, and to reveal
relationships and changes between at least two variables (Mertens, 2015).
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2.1. Population and Sample

The sample of this study consisted of 362 participants, 102 males and 262 females, who were
randomly selected from 646 pre-service teachers studying in their last year at an education faculty
and participated in the scale application on a voluntary basis. The sample group represents 56% of
the total population. Table 1 shows the distribution of participants based on department and
gender variables.

Table 1
Distribution of pre-service teachers by department and gender variables
Population (N) Sample (n)

Departments Male Female Total Male  Female Total

f f f f f f %
Science Teaching 14 68 82 4 41 45 55
Primary Mathematics 30 51
Teachir}llg 81 16 2 4 o1
Pre-school Teaching 35 97 132 13 44 57 43
Classroom Teaching 33 86 119 22 46 68 57
Social Sciences Teaching 46 35 81 20 23 43 53
Turkish Teaching 21 48 69 13 43 56 81
English Teaching 27 55 82 14 38 52 63
Total 206 440 646 102 260 362 56

2.2. Data Collection Tools

In this study, two data collection tools were used to determine pre-service teachers’ constructivist
cognitive awareness and their views on educational thought and applications. The first data
collection tool was the “Cognitive Awareness Scale for Constructivist Learning Theory” (CASCLT)
developed by Yesilyurt (2013a). This scale consists of 56 items in 5-Likert type and eight factors in
order to reveal the cognitive awareness level of pre-service teachers about CU. These factors were
determined by Yesilyurt (2013a) as the nature and formation of the information, thinking, being
active, student-centered, the role of teacher, education and teaching process, assessment and
evaluation and physical properties of the classroom, respectively. The answers to the items on the
scale ranged between “5- I am completely aware; 4-1 am mostly aware; 3-1 am moderately aware;
2- I am little aware; 1-I am not aware at all” (Yesilyurt, 2013a).

Another data collection tool was the "Educational Thought and Applications Scale (ETAS)"
developed by Kumral (2014). The items on the scale ranged between “5- I totally agree; 4- I mostly
agree; 3-1 am neutral; 2-I mostly disagree, and 1-I1 do not agree at all”. The scale consists of 42 items
in 5-point Likert type and two sub-dimensions as “traditional” and “contemporary applications".
There are 21 items in both sub-dimensions. Realistic philosophical understanding, perennialism,
and essentialism are components of the "traditional" sub-dimension. On the other hand, in the
“contemporary” sub-dimension, the characteristics of a more pragmatic, existentialist and
constructivist, progressive and reconstructive educational understanding and philosophy are
determined (Kumral, 2014). Table 2 shows the number of items in the sub-dimensions of both
scales and Crombach Alpha (a) reliability values.

As seen in Table 2, in this study, a=.952 was obtained for the total score of CASCLT. In
addition, a=.918 was obtained for the total score of the ETAS.

2.3. Data Analysis

Based on the normality test performed on the scores obtained, Table 3 did not demonstrate a
normal distribution. To analyze the data, Mann-Whitney U and Kurskal-Wallis tests, Spearman
correlations, and descriptive statistics (arithmetic mean, standard deviation, percentage, and
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frequency) were used among non-parametric statistics. A significance level of .05 was considered
in Mann-Whitney U tests, and the Bonferroni correction was used in multiple comparisons
(Kuskal-Wallis).

Table 3
Normality test results of scale scores

Kolmogorov-Smirnov

Sub-dimensions Statistic af Sig.
CASCLT
The nature and formation of the information 144 362 .000
Thinking 152 362 .000
Being active 184 362 .000
Student-centered 128 362 .000
The role of teacher 124 362 .000
Learning and teaching process 156 362 .000
Assessment and evaluation 127 362 .000
Physical properties of the classroom .088 362 .000
Total .098 362 .000
ETAS
Traditional ETAS .070 362 .000
Contemporary ETAS .054 362 .013
Total .065 362 .001
3. Findings

3.1. Cognitive Awareness Levels of Pre-service Teachers for CU

Data regarding the cognitive awareness levels of pre-service teachers for CU are summarized in
Table 4.

Table 4

Descriptive statistics for CASCLT

Sub-dimensions n Mean SD
The nature and formation of the information 362 1.57 5122
Thinking 362 1.64 .6198
Being active 362 1.66 .6133
Student-centered 362 1.72 5573
The role of teacher 362 1.74 5761
Learning and teaching process 362 1.64 .6105
Assessment and evaluation 362 1.73 5820
Physical properties of the classroom 362 218 8672
Total 362 1.73 6173

According to Table 4, the arithmetic mean values of pre-service teachers' levels of cognitive
awareness about CU range from 1.57 to 2.18 across all subdimensional dimensions of the scale,
which indicates low levels of cognitive awareness among pre-service teachers.

Distribution of the scores obtained from the CASCLT is presented in Table 5. Based on the
responses to the scale items, 89% of the teacher candidates showed a lack of cognitive awareness in
the nature and formation of knowledge dimension; 85% in the thinking dimension, 84% in being
active, 78% in the student-centered dimension, 81% in the teacher role dimension, 84% in the
learning and teaching process dimension, 82% in the assessment and evaluation dimension, 65% in
the physical properties sub-dimension and 81% in the total mean score obtained from the scale.
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Table 5
Distribution of the scores obtained from the CASCLT

5 4 3 2 1

Sub-dimensions

f % f % f % f % f %
7

The nature and formation of the 3 1 2 31 9 111 31 210 58
information

Thinking 3 1 7 2 40 11 113 31 197 54
Being active 2 1 13 4 43 12 106 29 197 55
Student-centered 6 2 19 5 52 14 106 29 178 49
The role of teacher 7 2 15 4 44 12 106 29 190 52
Learning and teaching process 3 1 11 3 43 12 102 28 203 56
Assessment and evaluation 3 1 13 3 54 15 108 30 185 52
Physical properties of the 20 6 37 10 72 20 93 26 141 39
classroom

Total 6 2 15 4 47 13 106 29 188 52

Note. (* 5- I am completely aware; 4-1 am mostly aware; 3-1 am moderately aware; 2- I am little aware; 1-I am not aware at
all)

3.2. Findings obtained from CASCLT
3.2.1. Comparison of the scores obtained from CASCLT in terms of gender variable

Table 6 compares the scores from CASCLT according to gender variable. Based on the data in
Table 6, a significant difference in gender and cognitive awareness among preservice teachers was
found, as well as thinking, being active, student-centered, teaching and learning process,
assessment and evaluation subdimensions and the total mean CASCLT score. For both the sub-
dimensions and the total mean score of the scale, the difference was in favor of male pre-service
teachers. In other words, male pre-service teachers were found to have a higher level of cognitive
awareness towards CU than females. Each of these sub-dimensions was calculated to have an
effect size of r=16 and 21 and had a small effect level. No significant difference was found between
the scores of gender, the nature and formation of knowledge, and the physical properties of the
class sub-dimensions.

3.2.2. Comparison of the scores obtained from CASCLT in terms of department variable

Table 7 compares the scores from CASCLT according to department variable. It is evident from
Table 7 that there is a significant difference between learning and teaching processes, physical
properties of classroom sub-dimensions, and the total mean score. In contrast, the department
variable did not differ from the scores obtained from the other subdimensions of the scale. The
Mann-Whitney U test was used to determine the source of significance. Based on the Bonferonni
correction, the significance level for these tests was determined as p <.007. In the learning and
teaching sub-dimension, significant differences were obtained between Science-Social Sciences
(U=581; p <.007); Mathematics-Social Sciences (U=516; p<.007); Preschool-Social Sciences
(U=660.5; p < .007) and Turkish-Social Sciences (U=782; p < .007) departments and this difference
was found to be in favor of Social Studies department. In the physical properties of the classroom
sub-dimension, it was determined that there was a significant difference between the Science-
Mathematics (U=536; p < .007); Mathematics and Preschool (U = 732; p < .007) departments and
these differences were in favor of the teacher candidates studying in the Mathematics department.
In the total mean score of the CASCLT, it was observed that there was a significant difference
(U=814.5; p <.007) between pre-school and social studies pre-service teachers and this difference
was found to be in favor of social studies department.

3.2.3. Comparison of the scores obtained from CASCLT in terms of taking the EP course or not variable

Table 8 compares the scores from CASCLT based on whether the EP course was taken or not.
According to Table 8, significant differences were observed between the CASCLT scores of the stu-



78

M. Yeler / Journal of Pedagogical Sociology and Psychology, 5(2), 71-91

. . . . 09 cLIVY 06691 09¢ o[euwiog
L1 x100 89¢°¢c— 005°€¥c0L . .
05°6¢S1C L0 TTC <0t 9[eIN [elol
05°60€9¥ 11841 Jrewd
4% 86" — 009°6£¢CL . . 09 reeod
09°c6col cro61 <01 oleN wooisse 3y} jo sanpradoird [esrsAy ‘g
. . . . 0sClevy [ /APAN 09¢ o[ewaq
¢l *L10 964C— 005728601 . .
05°06£0¢ £8°¢0¢C <01 oleIN UO[EN[eAd PUE JUSWSSISSY /
. . . . 09" ccyiy 98041 09¢ o[euwiog
91 xC00 660°¢— 005°¢6¥01 . .
05'64C1C 9'80¢ 01 9leIN ssadoxd Suryoeay pue Juruwrea 9
. . . . 05'6¥ery 89°041 09¢ I[ewaq
91 *100 18T°¢c— 00561701 . .
05'€qEle ge'60¢ <0t 9[eIN Iaydea) Jo 3[0I L, ‘G
. . . . 09'ceqey V¥ L91 09¢ o[euwiog
1c x000 880 — 005°€096 . .
09°691¢C¢C ag’LIC ¢01 S[eIN PpaIdULd-JUdPNIS
. . . . 09°€91v¥ 98691 09¢ o[ewaq
L1 *100 V0¥ c— 005°ccC0T . .
05°6€ST¢ LT'TIC 01 9TeIN aarioe Sureg ‘¢
00°06C¥¥ Ge0L1 09¢ o[euwiog
LT *100° QLT E— 000°09¢01 . .
00°CIyIC €6'60¢ 01 9[eIN SupjunyL, ¢
00vS¥Sy [4: 5748 09¢ o[ewiog
160° y96'1— 000¥CSLL . .
00°6¥C0C ¢4a861 <01 9[eJN uoTPWLIOJUI S} JO UOTIEWLIO] puk 2Injeu 9y, ‘T
4 d MVA 7 n syuvy Jo wing NUDY UDaN u sdnoin

21quLiva 42puas Jo swiiag ur 1 1DSYD wok pauiviqo saio0ds ayj Jo uostivduio))

991qeL



79

M. Yeler / Journal of Pedagogical Sociology and Psychology, 5(2), 71-91

0€L99 6veL'l 9¢ reoL
S0vLL 09845 090£°T [4°, ystjsuy
€L'641 9¢€a19’ 60€L’1 94 yspmpr,
90°0T¢c 1¢8s9 0206’1 197 S9OURIDS [e1005
€4°681 £888Y" €9¢L'1 89 WIOOISSe[ )
CT'1I91 98¢€eg” €0e9'l L8 [ooypsald
€E'661 €e6vS 6L6L'1 v SnewLieN
o6l CLL8 9 8091 95¢9V €909'1 1°14 9OURIdG palajueo-juapnis 'y
TeeTy’ 9999'1 [4%9 oL
90°¢81L G8¢99 L2891 [4°] ystjsuy
69841 6€799° £999'1 9¢ Usprmy,
y€0ce 8€€0L’ €968'L 1914 S9OURIOS [e1D0S
€8'8L1 €2e09 66C9'1 89 WIOOISSe[ )
88°CLL [4414°) 878491 LS [ooyosald
¥0°¢81 qqqtYy’ ¥0599°1 v oleuPyieN
91T qIe8 9 89°091 LLI8Y 8Y191 %4 9OUSIDG aAne Jureg "¢
0cers 18991 [4%3 e
88761 G8869 CLEL'T [4°] ystjsuy
26’991 £00eL 109’1 9¢ ysprmpr,
60vcc qq19¢s 0s¥8°1 1914 S9OURIOS [e1005
6’181 64789 AN 89 WIOOISSe[)
6C°cLL 10295 09451 yAS [o0yosald
¥T191 [4%:74°) €911 v ShewLjeN
020 69911 9 €8°CLL 1999 Y0451 4 9OUSIDG Sunjuryy,
0cers 18991 9¢ [e0L,
8L¥81L 948¢< L6891 [4°] ystjduy
SV'/L91 €9LV9 9€4S'1 9¢ ysprmr,
6170C LLS8V 0599°'1 194 S9DUSIDg [B1005
£9'861 0415V 9191 89 WIOO0ISSe[
IRV} 9£0€S L6V9'T LS [00yosal] UOT}EULIOUT
[qaels 8699¢ [PA5a" 17 ShewLsyieN 9y} JO uoneuLIO)
0ee 1069 9 [4374" 0986¥ 0£€S'T i UG pue armjeu ayf ‘1
d X Jp YUvY UvaN as UVIN u sdnoin SUOISUAUUIP-qNS

21quiiva Juatgvdap Jo suLiag ur TSV Woif pauiviqo saiods aiyy Jo uostivduio)

VAL BLAN



80

M. Yeler / Journal of Pedagogical Sociology and Psychology, 5(2), 71-91

CL18Y 19¢2'1 a9¢ [eioL
90'G61 (Vi 86641 [4°] ysidug
1€°691 8Vevs” 9¢¢6°'L 1574 yspmg,
60°0¢¢ q9¢Cs’ 820’1 9¢ S9dUSIDG [0S
8¢'G81 00cey” 00eL’T 89 woolIsse[D
207251 igida €0€9'L LS [ooydsald
88161 [iadha Y0541 157 opeuwayIe|N
<0’ (420N 9 9L°691 6£8SY cevI'L 14 90UIIdG [eoL
L1298 008T°C a9¢ [eioL
6¥'80C 89808" 989¢'C 4 ysisug
L9191 L1106 £8¢0°C 9¢ ysprmg,
€a'16l 191y 84GGCC 14 S9JULIDG [eIO0S
61°C8L €008’ 6200°C LS woolIsse[
LET191 LE168 8¢81'C 89 [ooydsald WIOOISSe[D o}
L8 LCT LY9LY CLLST 154 onewyiey  jo senedord [edrsAyq g
*C00° £280¢ 9 €L LYL 02088’ ceee’l 14 9JUIIdG
L6189 20eL'1 9¢ [e10L
aveel €899 G0¢8'1 4 ysidug
cL8yL CLL6S 0891 9¢ ysprmg,
€1'e0c YwL19 £L2S8'1 v S9OUBIDS [0S
0T°481 07065 864L'1 89 WwooIsse[)
vvLL LL1CS V6L YA [ooydsald
ce'88L [4%°5°8 (%570 v ShEwLBIeN uonenyeas
061 qacL’8 9 8081 80615° 11121 14 9JUIIdG PUE JUSWSSISSY “/
¢s019” €av9'l a9¢ reior
£0°c6l 09s1L L1 4 ysiSug
6C°LLL €SI1Y” 96191 9¢ ysprmg,
99°0¥¢ SCVIL 92€0'C 1574 S9OULIDG [eI00S
VvL6L1 8¢8ES” 0009°1T 89 woolIsse[y
8G'8V1 L7889 Q9671 A [ooYosal ]
6CTLL Y811V G611l % ShEWLYIeN ssadoxd
*C00° £96°0C 9 LG TLL ¢601S” ¢e9s’l 14 20udg  Jurydes) pue Surures] ‘9
01948 01vL'L 9¢ reior
9C¥61 982499 €e6L'l 4 ysiSug
96’181 YeeLy 29841 9¢ ysppmg,
£0°¢ee ac619 8C/6'L 154 S9dUSIDG [0S
QLeLl [410)2° 8¢89'L 89 WooIsse[)
GLCel 94¢€s’ Ggaga’'l LS [ooydsald
1T /81 0015 6L % SEWLYIeN
050 ¥69CL 9 98'1LL [4°15°% €89l 14 9OUIIDG Ioyoe9} JO 93[0I 9], °g
d X i AUDY UV as uvaN u sdno.n suolsUaUIp-qNS

panunuod / a[qe],



81

M. Yeler / Journal of Pedagogical Sociology and Psychology, 5(2), 71-91

} ) ) 0STvivy 9¢'981 LEC ON
€ec coL'1— 005°¢89¢1 . .
04'89491¢ LYCLL Gl Sa X [elol
. . ) 00911¥¥ ¥1'981 A% ON
44 OL1- 0007CILEL
00°489T¢ 0s4cst qacl SOX wooisse 3y} jo sanpradoird [esrsAy ‘g
) ) ) 00°2€0cy 69181 yAY ON
86 €0’ — 000° 16471 . .
007999¢¢ cC'I8L qcl S9X uoreneAd pue JUuawssassy “/
. . ) ) 09’ L10SY 6'681 A% ON
1= *7€0 9LLC— 009918¢L ) .
0S'1690¢ €6°691 14 SOX ssadoxd Suryoeay pue Juruwrea 9
. . . ) 00°6¥csy 6'061 yAYS ON
[0 *810 99¢C— 000°6£5¢1 . .
007S¥0C €9°¢91 qcl Sax Iadea) Jo 3[0I YL ‘G
} ) ) 00'919¢y €0v81L A% ON
qcs qe9— 0007CIevl . .
00°280¢¢ 04941 148 EE)N paIajuLd-JuULpPNIS
. ) ) 09'889¢y P81 yAY ON
1744 91L— 009°6€1VL
0S'¥10¢CC [4RCAS qct S9X aarioe Sureg ‘¢
00°cavey geesl A% ON
0¥9 L9V — 000°6LeVL . .
00°05¢ce 00'841 qcl Sax Sunjuiyy, ¢
00'19Ccy C8L1 A% ON
(4474 $08'— 00085071 . .
00°crved V49 /81 °r4 S9X UOIBULIOJUI 3} JO UOBULIOJ pue aInjeu ayJ, '
4 d NYA 7 n syuvy Jo wing YUDY Uva u sdnoin

2]qQuLAvQ J0U 40 254100 JT ayj Suywy Jo suLidg ur 1 1DSYD wokf pauiviqo saio0ds ayj o uostivduio)

8 °lqeL



M. Yeler / Journal of Pedagogical Sociology and Psychology, 5(2), 71-91 82

dents and the roles of the teacher, as well as the teaching and learning process subdimensions. The
differences were in favor of pre-service teachers who did not take the EP course. Other sub-
dimensions and the total mean score of the scale were not affected by taking the EP course.

3.2.4. Pre-service teachers’ preferences to apply CU when they are appointed as a teacher

It was obtained that 96% (n=346) of the pre-service teachers stated that they would apply CU
practices after being appointed. On the other hand 4% (n=16) of the pre-service teachers stated that
they would not apply CU after being appointed. Accordingly, the values were obtained as follows:
In the nature and formation of information sub-dimension (U=2317; p >.05); in thinking sub-
dimension (U=2661, p > .05); in being active sub-dimension (U=2561; p > .05); in student-centered
sub-dimension (U=2542; p > .05); in the role of the teacher sub-dimension (U=2402.5; p > .05);in
the teaching and learning process sub-dimension (U=2470; p> .05); in the assessment and
evaluation sub-dimension (U = 2471,5; p > .05); in the physical properties of the classroom sub-
dimension (U = 2213; p > .05) and in the total mean score of the scale (U=2260; p > .05).

3.3. Descriptive Statistics Regarding the Views of Pre-service Teachers on EP

Table 9 summarizes descriptive statistics about the views of preservice teachers on EP.

Table 9

Descriptive statistics on the views on EP

Sub-dimensions n Mean SD
Traditional EP 362 2,74 798
Contemporary EP 362 1,85 510
Total 362 2,41 570

According to Table 9, pre-service teachers' opinions regarding contemporary EP are low at a
mean score of 1.85, while their views regarding traditional EP are at a medium level at a mean
score of 2.74. Using the total mean score of pre-service teachers for their opinions on EP, the mean
score is 2.41, which indicates a medium level of opinion. Based on the standard deviation values, it
was determined that the scores ranged between .510 and .798.

The distribution of ETAS scores is shown in Table 10.

Table 10

Distribution of the scores obtained from the ETAS scale

Sub-dimensions 5 4 3 2 1
Traditional EP f % f % f % f % f %
Contemporary EP 14 4 30 8 65 18 108 30 145 40
Total 48 13 69 19 76 21 86 23 83 23

Note. ** 5- 1 totally agree; 4- I mostly agree; 3-1 am neutral; 2-1 mostly disagree, 1-I do not agree at all.

Considering the distribution of answers given to the ETAS items in Table 10, it can be seen that
30% of pre-service teachers agree with the traditional philosophy of education, 21% were neutral,
and 48% disagreed. In contrast, 11% of the participants agreed with the contemporary EP
perspective; 20% were neutral, and 71% disagreed.

3.3. Findings obtained from ETAS
3.3.1. Comparison of the scores obtained from ETAS in terms of gender variable
Table 11 illustrates the comparison of ETAS scores by gender.
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Table 11
Comparison of the scores obtained from ETAS in terms of gender variable
Sum of
Groups n Mean Rank Ranks u Z Value p .
Traditional EP Male 102
15513 1582350 10570.500 —3.003 .003 -.16
Female 260 191.84 49879.50
Contemporary Male 102
Conemporary 9L 203090000000 2006 045
Female 260 174.59 45394.00
Total Male 10
LS 78750 oes00 1179 2390
Female 260 185.56 48245.50

The comparison of the gender variable and the ETAS scores of the pre-service teachers showed
a significant difference in favor of the female candidates in the views reflecting traditional
philosophies. There was no significant difference between the total mean score of the scale and the
contemporary EP sub-dimension. In terms of both the contemporary sub-dimension and the total
mean score, pre-service teachers have similar views.

3.3.2. Comparison of the scores obtained from ETAS in terms of department variable
Table 12 illustrates the comparison of ETAS scores by department.

Table 12
Comparison of the scores obtained from ETAS in terms of department variable
Groups n Mean SD Mean Rank af x? p
Traditional EP Science 45 2.8021 .70103 190.93 6 16.168 .013
Mathematic 41 3.0081 .84535 214.17
Preschool 57 2.8855 .83274 198.21
Classroom 68 2.8074 71877 187.70
Social Sciences 43 2.7752 97331 177.42
Turkish 56 2.4073 78697 138.37
English 52 2.6639 71484 170.98
Total 362
Contemporary Science 45 21122 .55996 196.88 6 10.292 113
EP Mathematic 41 1.9803 36234 161.12
Preschool 57 2.1312 57540 200.99
Classroom 68 1.9944 47409 169.56
Social Sciences 43 2.2270 .83789 193.03
Turkish 56 1.8886 50447 151.80
English 52 2.1218 53630 200.95
Total 362
Total Science 45 2.4571 55171 194.61 6 14.616  .023
Mathematic 41 2.4942 45234 198.35
Preschool 57 2.5084 53069 202.39
Classroom 68 2.4009 46535 180.49
Social Sciences 56 2.5011 .82086 181.94
Turkish 43 2.1480 56976 136.11
English 52 2.3929 .52809 183.80
Total 362

In Table 12, a significant difference was found in traditional EP approaches sub-dimension and
total mean scores of the ETAS. The Mann-Whitney U test was applied to the department studied
separately in pairs in groups to determine from which program groups these differentiation
resulted by. The significance level was determined as a result of the Bonferonni correction
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(p <.007). When the source of the difference in traditional EP scores was examined, significant
differences were obtained between Mathematics-Turkish (U=696; p <.007); Preschool-Turkish
(U=1096.5; p < .007) and Classroom-Turkish (U = 1341; p >.007) departments. The differences
were found to be in favor of Turkish Teaching department. Accordingly, pre-service teachers in
Turkish Teaching department have lower levels of traditional philosophies than their counterparts
in Mathematics, Preschool, and Classroom Teaching departments.

When the source of the difference observed in the EP total score was investigated, significant
differences were obtained between Mathematics-Turkish (U=739; p <.007); Preschool-Turkish
(U=1029.5; p <.007) departments. The differences were found to be in favor of Turkish Teaching
department. It is concluded that pre-service teachers studying in Turkish Teaching had more
traditional EP views compared to those studying in Mathematics and Pre-school Teaching.

3.3.3. Comparison of the scores obtained from ETAS in terms of taking the EP course or not
Table 13 illustrates the comparison of ETAS scores by taking the EP course or not.

Table 13

Comparison of the scores obtained from ETAS in terms of taking the EP course or not

Sub-dimensions Groups n Mean Rank ~ Sum of Rank u Z value p

Traditional EP Yes 125 192.49 24061.50 13438.500 -1.452 147
No 237 175.70 41641.50

Contemporary EP  Yes 125 182.51 22813.50 14686.500 -.133 894
No 237 180.97 42889.50

Total Yes 125 190.48 23810.00 13690.000 -1.186  .236
No 237 176.76 41893.00

According to Table 13, scores obtained from ETAS did not differ significantly depending on
whether the EP course was taken [p. < 05].

3.4. Correlation Analyses between the CASCLT and ETAS scores
Results of the correlation analyses between CASCLT and ETAS are presented in Table 14.

Table 14
Correlation analyses results between the CASCLT and ETAS scores
1 2 3 4 5 6 7 8 9 10 11 12
1. NFol -
2.T 643" -
3. BA 538" 729" -
4.5C 560™ 686"  .881™ -
5. RoT 478" 577"  .646™ .698™ -
6. TaLP 5217 621" 665" 7027 .699™ -
7. AE 468" 482" 490" 544" 548" .675" -
8. PPC 325 310" 290" 367 448" 374" 533" @ —
9. T-EP 014 -.084 -099 -.066 -.099 -.098 .002 .117° -
10. C-EP 334~ 373™ 378" 400" 359" 402 376" 303" 324" @ —
11. ET de5™ 097 .09 128° .082 100 178" 216" .874™ 700" @ —

12. CASCLTT .679" 755" 778" .858™ .831" .838™ 755" .642" -—-.044 467" .173"

Note. NFol: The nature and formation of the information; T: Thinking; BA: Being active; SC: Student centered; RoT: The
role of teacher; TaLP: Teaching and Learning Process; AE: Assessment and Evaluation; PPC: Physical Properties of the
Classroom; T-EP: Traditional EP; C-EP: Contemporary EP; ET: Etas Total; CASCLTT: CASCLTT Total.

As can be seen in Table 14, while there was a positive and low level correlation between pre-
service teachers' CASCLT scores and the total mean ETAS scores (r=.173), there was also a
significant positive correlation between CASCLT scores and contemporary EP opinions, with the
correlation finding slightly below moderate levels. Except for the physical properties of the
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classroom, there was no significant correlation between CASCLT scores and traditional EP
opinions.

4. Discussion, Conclusion and Suggestions

Across all sub-dimensions of CASCLT, pre-service teachers demonstrated inadequate
cognitive awareness of CU. When the responses "I am not at all aware" and "I am very
little aware" were taken into account for the total mean score obtained from CASCLT, 81%
of the participants had insufficient cognitive awareness of CU. The results of this study are
consistent with findings from other studies (Bastiirk, 2016; Kardas, 2014; Kose et al., 2014;
Senttirk & Zeybek, 2019), which indicate low levels of constructivism competency among
teacher candidates. These findings contradict those found in Bilasa and Taspinar (2016)
regarding the dimensions of CASCLT, which indicate that pre-service teachers possess
high cognitive awareness. Furthermore, Bahgivan (2014) and Chan et al. (2007) found that
pre-service teachers adopt a constructivist approach, which is contrary to this study's
findings.

In terms of the sub-dimensions of CASCLT, significant differences were found in terms
of gender variable and thinking, student-centered, the role of the teacher, being active,
assessment and evaluation, and learning and teaching process. As a result of the
differences obtained in these sub-dimensions, it can be said that male pre-service teachers
have higher cognitive awareness levels than female pre-service teachers. This result is in
agreement with those of Yener and Yilmaz (2017) and Tunca et al., (2015). Meanwhile,
some studies have found a significant difference in favor of female teacher candidates
(Bilasa & Taspnar, 2016; Elverisli, 2019; Yalcin-incik, 2018; Zeidan, 2015). In some other
studies, (Coskun, 2013; Ozmen & Uredi, 2016; Yarali, 2020; Yesilyurt, 2013b), no significant
differences were obtained in terms of gender variables. It was determined that the effect of
gender is low in these sub-dimensions. The results of this study also support those of
Bilasa and Taspinar (2016). No significant difference was found between gender variable
and the nature and formation of the information, and the physical characteristics of the
classroom sub-dimensions.

A significant difference was observed in the learning and teaching process, the physical
properties of the classroom sub-dimensions, and the total mean score of the scale when
pre-service teachers' scores were compared by department. However, there was no
significant difference between the department variable and the other sub-dimensions.
Significant differences were found between Science-Social Sciences, Mathematics-Social
Sciences and Preschool-Social Sciences departments in the learning and teaching sub-
dimension, with the Social Studies department prevailing. Based on the results of the
physical properties of the classroom subdimension, it was determined that there was a
significant difference between Science-Mathematics; Mathematics; and Preschool
departments; and these differences favored the Mathematics department teacher
candidates. As for the physical properties of the classroom sub-dimension, there was no
differentiation between the other departments. According to the CASCLT results, there
was a significant difference between Pre-school and Social Studies Pre-service Teachers
and this difference was in favor of students studying Social Studies Teaching. Similar
results were found by Bilgin and Aykag (2016), who found that departmental variables
showed significant differences. On the other hand, in some studies (Oguz, 2011; Sahan &
Terzi, 2015), it was found that pre-service teachers studying in the Social Sciences
department have a higher level of adoption of constructivism than the pre-service teachers
studying in the Science Teaching department. However, Elverisli (2019) found that pre-
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service teachers studying in Science Teaching department, and Kosterelioglu and Yapict
(2016) found that pre-service teachers studying in Turkish Teaching department adopted
constructivism more than pre-service teachers studying in other departments, which
contradicts the findings obtained in this study.

In addition, 96% of pre-service teachers indicated they would apply CU practices when
they were appointed to their positions. However, 81% of participants believe that their
cognitive awareness of CU is inadequate in each of the subdimensions. Similarly, Basttirk
(2016) found that teacher candidates who view themselves as insufficient in
constructivism will apply the principles of CU once they are appointed as teachers. Based
on these results, it appears that multiple variables influence pre-service teachers' feelings
of inadequacy and application preferences.

There were significant differences between students' CASCLT scores and the role of
teacher as well as the teaching and learning process sub-dimensions of the scale based on
whether they took the EP course or not. The differences were found to be in favor of the
pre-service teachers who did not take the EP course. As a result, no relationship can be
established between EP subjects and CU principles due to the way the courses are taught
or pre-service teachers' learning expectations and approaches.

It was observed that pre-service teachers' opinions of contemporary EP were low and
their views of traditional EP were medium. In this context, 30% of participants agreed
with traditional EP opinions, 21% were neutral, and 48% disagreed. Among the
participants, 11% agreed with the thoughts reflecting the contemporary EP perspective,
20% were neutral, and 71% disagreed. Upon reviewing these results, it can be seen that the
participants do not completely and precisely adopt contemporary or traditional
educational philosophies, but rather adopt multiple EPs. Similar findings have been found
by Hayirsever and Oguz (2017).

As a result of the comparison of the gender variable and ETAS scores of the pre-service
teachers, a significant difference was determined in favor of the female candidates in the
views reflecting the traditional philosophies. Therefore, it can be said that female pre-
service teachers have more traditional philosophical views than male pre-service teachers.
This result contradicts with the findings of the studies (Alkin-Sahin et al., 2014; Aslan,
2017; Berkant & Ozaslan, 2019; Bicer et al., 2013; Kozinoglu & Erden, 2018; Kumral, 2015;
Sonmez-Ektem, 2019; Yilmaz & Tosun, 2013) suggesting that females have contemporary
educational philosophies and males have more traditional educational philosophies. On
the other hand, no significant difference was observed in the total mean score of the scale
and the contemporary EP sub-dimension. This can be evaluated in the way that pre-
service teachers have similar views both in contemporary sub-dimension and the total
mean score of the scale. According to the results, pre-service teachers' perspectives on EP
were not determined by gender variables, as found in some studies (Altinkurt et al., 2012;
Aybek & Aslan 2017; Biger et al., 2013; Doganay & Sar1, 2003; Gormez, 2015; Ilgaz et al.,
2013; Tirkeli, 2011). However, there is evidence that pre-service teachers hold similar
views regardless of gender.

When the scores from ETAS were compared in terms of department variable, significant
differences were found in traditional EP approaches sub-dimension and total mean scores of the
ETAS. When the source of the difference in traditional EP scores was examined, significant
differences were obtained between Mathematics-Turkish; Preschool-Turkish and Classroom-
Turkish departments. Comparing ETAS scores by department variable, significant differences
were found in traditional EP approaches sub-dimension and ETAS total mean
scores. Mathematics-Turkish, Preschool-Turkish, and Classroom-Turkish departments showed
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significant differences in traditional EP scores. The differences were found to be in favor of Turkish
Teaching department. The pre-service teachers studying in the Turkish Teaching department have
lower levels of traditional philosophies than their counterparts in the Mathematics, Preschool, and
Classroom Teaching departments. Based on the differences observed in EP total mean scores,
significant differences were found between Mathematics-Turkish and Preschool-Turkish
departments. Differences were found to favor Turkish Teaching department. Thus, pre-service
teachers studying in Turkish Teaching department had more traditional EP views than those
studying in Mathematics or Pre-school Teaching department. Similar findings have been reported
by other studies indicating significant differences between department variables and ETAS scores
(e.g. Aybek & Aslan, 2017; Beytekin & Kadi, 2015; Doganay & Sari, 2003). The findings obtained
are similar to those obtained by Kumral (2015), who found that students in the Preschool,
Classroom and Social Studies Teaching department had traditional philosophical views while
students in the Turkish Teaching department had more contemporary philosophical views.

It was obtained that the scores obtained from ETAS did not differ significantly in terms
of taking the EP course or not. According to Celik and Orcan (2016), taking the EP course
had no significant impact on pre-service teachers' views on educational philosophy.
Similarities between these findings can be explained by the EP course's teaching
approaches, low expectations, and low awareness of the course.

Pre-service teachers' CASCLT scores and ETAS total mean scores had a positive and
low level correlation. This level of correlation, however, is considered to be far below the
levels emphasized in the literature. It may be possible that participants' responses to the
scale items include hesitations and contradictions as a result of insufficient knowledge.
The correlation between CASCLT scores and contemporary EP opinions, on the other
hand, was found to be slightly below moderate. Furthermore, only the physical properties
of the classroom sub-dimension showed a significant correlation between CASCLT scores
and traditional EP opinions. These results are in line with the findings of Bas (2016), which
indicate there are significant positive relationships between the progressive,
reconstructivist and existentialist (contemporary) EP views and constructivist learning
theory principles, but there is no meaningful relationship with perennialism
understanding.

This study suggests that preservice teachers should organize their teaching-learning
experiences in accordance with the philosophical foundations and principles on which the
curriculum is based. What is more, lecturers should implement such practices in their own
classes as well as adopt the primary goal of establishing a relationship between theory and
practice. These course contents are also expected to be more easily understood and
adopted by pre-service teachers because they provide integrity and interdisciplinary
understanding. In this field, longitudinal and cross-sectional studies that combine both
experimental and qualitative research designs are recommended to make evaluations by
obtaining richer data.
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