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In this study, the relationship between academic self-efficacy, academic motivation
and academic performance success was examined based on the opinions of
prospective teachers. This research is a quantitative study carried out with 322
prospective teachers studying at Bozok University in Yozgat. Academic Motivation
Scale (Vallerand et al., 1992) was adapted to Turkish to determine prospective
teachers’ acedemic motivation. Academic Self-Efficacy Scale, one of the sub-scales of
the Teacher Self-Efficacy Beliefs Scale (Colak, Yorulmaz & Altinkurt, 2017) was used to
examine the levels of academic self-efficacy. The overall grade point average was used
to evaluate the academic performance success of the prospective teachers. The data
were analyzed by descriptive analysis and multivariate regression analysis. As a result
of the research conducted, it was determined that intrinsic and external academic
motivations and academic self-efficacy beliefs were higher than the moderate level,
and their amotivation level was low. It was determined that the academic motivation
of female prospective teachers was significantly higher and academic self-efficacy
beliefs increased in parallel to the increase in the level of classroom. It was found that
there was a positive relationship between teacher self-efficacy beliefs and intrinsic
academic motivation, external academic motivation levels and academic
performancessuccess. It was determined that academic intrinsic motivation predicted
self-efficacy beliefs significantly.
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Bu arastirmada ogretmen adaylar goruslerine dayanarak akademik 6z yeterlik,
akademik motivasyon ve akademik basari arasindaki iliski incelenmistir. Arastirma
Yozgat Bozok Universitesinde egitim almakta olan 322 6gretmen adayiyla yiiriitilmiis
nicel bir ¢alismadir. Adaylarin akademik motivasyon duzeylerinin belirlenmesi igin
Akademik Motivasyon Olcegi (Vallerand ve digerleri, 1992) Tiirkgeye uyarlanmistir.
Akademik 6z yeterlik diizeylerinin incelenmesi amaciyla Ogretmen Oz Yeterlik inanglari
Olgegi'nin alt dlceklerinden Akademik Oz Yeterlik Olgegi (Colak, Yorulmaz ve Altinkurt,
2017) kullanilmigtir. Adaylarin akademik basarilarinin degerlendirilmesinde genel not
ortalamalarinda (GANO) yararlanilmistir. Veriler, betimsel analizler ve ¢ok degiskenli
regresyon analizi ile irdelenmistir. YirutUlen arastirma sonucunda Ogretmen
adaylarinin igsel ve dissal akademik motivasyonlarinin ve akademik 0z yeterlik
inanglarinin orta diizeyden daha yiiksek oldugu, motivasyonsuzluk durumlarinin ise
distk duzeyde oldugu belirlenmistir. Kadin 6gretmen adaylarinin  akademik
motivasyonlarinin anlaml olarak daha ylksek oldugu ve sinif diizeyinin ylkselmesine
paralel olarak akademik 0z vyeterlik inanglarinin da yikseldigi saptanmistir.
Katimcilarin akademik 6z yeterlik inanglari ile i¢sel akademik motivasyon, digsal
akademik motivasyon diizeyleri ve akademik basarilari arasinda pozitif yonli iliskilerin
oldugu saptanmistir. Akademik igsel motivasyonun, 6z yeterlik inancini anlamli olarak

"
Author: bernayuner@gmail.com; berna.yuner@yobu.edu.tr



mailto:bernayuner@gmail.com
mailto:berna.yuner@yobu.edu.tr
https://dergipark.org.tr/tr/pub/cuefd

Yiiner, B. — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 49(2), 2020, 706-733

yordadigi saptanmigtir.

Introduction

Increasing the quality of education, which is seen as one of the main tools of development, is among
the national targets of developing countries. Teachers are seen as primary actors in achieving
educational goals. The most important responsibility for both improving the quality of teaching and
shaping student behavior lies with teachers. At this point, it will be meaningful to examine teachers'
motivations, self-efficacy and achievements. It is thought that the motivations of prospective teachers,
who will educate the future generations, have an impact on their beliefs that they can succeed, and that
these beliefs will shape the academic success of prospective teachers. Accordingly, in this study, the
relationship between prospective teachers' academic motivations, academic self-efficacy and academic
success was examined.

Academic Motivation

Motivation is one of the factors that affect the mental preparation process of behavior and its
display as an action (Sternberg & Williams, 2009; Slavin, 2006). Motivation is a psychological tool for
achieving goals and a process that regulates targeted behaviors (Pintcrich & Shunk, 2002). In education,
this intrinsic tool directing the behaviors that individuals exhibit to achieve academic goals is defined as
academic motivation (Pintrich & Zusho, 2002). Its relationship with concepts such as curiosity, learning,
success, and resistance against difficulties has brought motivation to an important place in educational
research (Deci & Ryan, 1985; Vallerand et al., 1992), because motivation for learning is one of the
important factors affecting academic success (Alderman, 2004).

One of the approaches accepted in the field of education is that motivation is handled in the form of
intrinsic motivation, extrinsic motivation and amotivation (Deci & Ryan, 1985). Intrinsic motivation is the
feeling of happiness and satisfaction when the behavior is performed (Deci, 1975; Deci & Ryan, 1985).
Besides the studies that review intrinsic motivation in a holistic way (Deci, 1975), Vellerand et al. (1992)
created three sub-dimensions of intrinsic motivation based on the corresponding literature. These are
intrinsic motivation to know (IM- to know), intrinsic motivation to accomplish things (IM- to accomplish
things), and intrinsic motivation to experience stimulation (IM- to experience stimulation). Intrinsic
motivation to know , which is associated with research, curiosity and learning goals, has a long history in
education research. In this motivation, the individual is happy with activities in the process of discovery,
learning and understanding. Intrinsic motivation to accomplish things is the focus of the individual on
the process rather than on the outputs. It expresses the pleasure experienced by the individual while
trying to produce a product. The fact that a student conducts and delivers more research than expected
is an indication of intrinsic motivation to accomplish things. Intrinsic motivation to experience
stimulation means that the individual realizes an aesthetic aspect while performing an action, and
experiences stimulating feelings such as entertainment and excitement. It can be stated that a student
who finds the exchange of ideas inspiring and comes to the class to listen to these ideas has intrinsic
motivation to experience stimulation.

Contrary to intrinsic motivation, extrinsic motivation refers to taking action not for the process itself
but for its results (Deci, 1975). Extrinsic motivation is analyzed in three sub-dimensions (Deci & Ryan,
1991). These are: external regulation, introjected regulation and identification. External regulation
means that the behavior is regulated through external interventions such as rewards or sanctions. A
student who says that he is reading a book because his family wants him to has an external regulation.
Introjected regulation is the process of the individual’s internalizing the causes of behavior. This process
cannot be completely defined as internal, as it has previously occurred with external influences. For
example, a student who decides to read books because successful people read books has started to
internalize the external influence. In identification, the individual values the related behavior and thinks
it is important to realize that behavior. Reading the book for the sake of its benefits is an example of
identification.
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In order to understand human behavior, it is necessary to consider the situation of lack of motivation
as well as intrinsic and extrinsic motivation (Deci & Ryan, 1985). In the amotivation dimension,
individuals cannot establish a relationship between their actions and the results of these. People who
are unmotivated feel inadequate and believe that control is beyond them. Amotivation can cause
students to question the necessity of school and alienate them from the learning process (Vallerand et
al., 1992).

The main purpose of the education system is that students acquire target behavior permanently. The
individual's motivation is effective in the acquisition and display of behavior (Sternberg & Williams,
2009). Studies in the literature have revealed the effects of academic motivation on school success
(Applause 2015; Fortier, Vallerand & Guay, 1995; Pintrich 2003; Pintrich & Schunk 2002; Rigby, Deci,
Patrick & Ryan, 1992). The motivation of students in the learning process improves their desire to learn
and shapes their behavior in accordance with academic goals (Slavin, 2006). Highly motivated students
enjoy the learning process, research, and time spent in school. On the other hand, for amotivated
students, the desire to learn is low and consequently, learning efforts are negatively affected. These
students are not able to confront the problems they face and give up their goals (Demir Giddul, 2015).
Based on these results, it can be assumed that motivation also has an impact on the individual's
perception of competence. Individuals with high academic motivation can be expected to have high
academic self-efficacy while individuals with low motivation have low academic self-efficacy beliefs.

Academic Self-Efficacy

Self-efficacy refers to a person's belief in his ability to learn at a certain level. The concept is based
on the Social Cognitive Theory developed by Bandura (1977). According to this theory, for the
explanation of behaviors, the belief of people in what they can do is more meaningful than the skills that
they actually have. Bandura (1986) explains human nature in a tripartite model whose parts interact
with each other: cognitive, sensory and biological personal factors, behavior, and environmental events.
In this perspective, human nature is defined in terms of a number of basic competences. Therefore, self-
efficacy is evaluated situationally, rather than as a fixed feature (Linnenbrink & Pintrich, 2002).

Self-efficacy is an individual's belief in the ability to organize and execute a particular plan in order to
perform an action or to solve a problem (Eccles and Wigfield, 2002). Academic self-efficacy is a person’s
belief that he/she can reach a certain level in the academic field (Bandura, 1997; Linnenbrink & Pintrich,
2002; Schunk, 1991). Academic self-efficacy expresses the student's judgments about how well he/she
can do class work (Bandura, 1986).

Self-efficacy has a multidimensional structure (Zimmerman, 2000) and should be evaluated at a level
specific to the target area (Bandura, 1986; Pajares, 1996). Therefore, for measuring self-efficacy in
academic settings, academic self-efficacy beliefs instead of generalized self-efficacy would increase
outcome validity. Academic self-efficacy refers to personal beliefs regarding the abilities required for
educational performance. A meta-analysis conducted on self-efficacy studies in academic settings has
shown that specific academic self-efficacy has the strongest impact on academic outcomes, and that a
relatively lower relationship exists between general self-efficacy and academic variables (Zajacova,
Lynch & Espenshade, 2005). The best predictor of academic performance is academic self-efficacy belieF
(Pajares, 1996).

In line with the Social Cognitive Theory, academic self-efficacy belief affects students' educational
performance through cognitive, motivational, emotional and selection processes (Bandura, 1993).
Cognitively, students' beliefs about their competencies related to a given task affect how they perceive
their future academic results. In other words, students who believe in their proficiency also believe that
they can achieve successful results, while students with low elf-efficacy believe that their academic
results will not be good. Bandura (1997) conceptualized “cognitive negativity” as the situation in which
students were obsessed with their own deficiencies and were very skeptical about their abilities.

Self-efficacy affects individuals' motivation for behavior, and therefore, their determination to
maintain behavior and their resilience to the obstacles they face. A high sense of academic self-efficacy
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increases the effort spent on learning and speeds up the recovery process in the face of a negative
result. Conversely, low academic self-efficacy belief reduces students' interest in learning, their capacity
to withstand obstacles and their commitment to achieving their goals.

Individuals generally avoid choosing tasks and activities for which they think they are inadequate
while they tend to choose the ones for which they feel competent. Self-efficacy affects how individuals
define target behaviors as easy or difficult. Accordingly, academic competency beliefs affect the types of
decisions students make, the environment they choose and the actions they choose. In addition, self-
efficacy affects students' emotional state. Students with high academic self-efficacy beliefs experience
less stress during the learning process. In the opposite cases, the level of stress is high, the motivation of
the individual decreases, and as a result, it causes anxiety that negatively affects cognitive and
intellectual activities.

Individuals with high self-efficacy beliefs rely more on their ability to solve problems or display a
behavior. Bandura (1993) stated that students with high academic self-efficacy see problems as an
opportunity to improve themselves, not as a threat, they set goals to deal with difficulties, they adhere
to the academic goals they set, and they see their failures as a result of their inadequate efforts or
knowledge, not as a lack of talent. Academic self-efficacy affects individuals' academic interests,
aspirations, analytical thinking, commitment levels and achievements (Akomolafe, Ogunmakin &
Fasooto, 2013; Bandura, 1995; Linnenbrink & Pintrich, 2003). Success is the degree of achievement of
the determined goals. Academic success is the achievement of the aims of educational activities, and
consequently, the realization of learning and positive behavior changes in students who are the target
group. Success is the desired outcome of the education system and plays a key role in training qualified
manpower.

Self-efficacy beliefs make a difference to individuals' feelings, thoughts and behaviors (Bandura,
1995). So, it can be stated that self-efficacy beliefs affect the formation process of behaviors, the
behaviors displayed, and the frequency of these behaviors. Since self-efficacy reflects the individual's
personal belief, the motivation of the individual and the consequences of previous behaviors affect their
self-efficacy belief. Accordingly, it can be thought that high academic motivation will increase students'
academic self-efficacy beliefs.

Based on the studies conducted on the relationships between the variables of academic self-efficacy,
academic motivation and academic success (Akomolafe, Ogunmakin & Fasooto, 2013; Bandura, 1986;
Bandura, 1993; Bandura, 1995; Linnenbrink & Pintrich, 2003; Pajares, 1996), it is considered important
to address these variables with prospective teachers. Prospective teachers who have high academic self-
efficacy are expected to have higher self-confidence and more positive attitudes towards their future
profession. The qualitative development of prospective teachers also has an important effect on the
achievements of their students who are the future generation. Accordingly, in the current study, the
relationships between prospective teachers' academic motivations and their self-efficacy beliefs and
academic achievements was discussed. The study was carried out within the scope of the following
questions:

1. What are prospective teachers’ academic motivations and academic self-efficacy beliefs?

2. Do prospective teachers’ academic motivations and academic self-efficacy beliefs differ according
to the gender, class level and department variables?

3. Is there a significant relationship between academic motivations, academic self-efficacy beliefs
and academic success?

4. Are academic motivations and academic success significant predictors of academic self-efficacy
beliefs?
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Method

Research Model

This study is a quantitative research designed in the survey model. In survey research, the existence
and degree of the relationship between two or more variables are determined (Karasar, 1999). In this
study, it is aimed to describe the current status of the relationships between prospective teachers'
academic self-efficacy, academic motivation and academic success.

Population and Sample

The population of this research comprised prospective teachers studying at Yozgat Bozok University
in the 2019-2020 academic year. Since the entire population, which consisted of 1591 prospective
teachers, could not be reached, the research was carried out with a sample selected from the
population. Based on the sample determination formula, it was determined that 310 participants could
represent the population (Erkus, 2017). The convenient sampling method was preferred. In this
sampling method, considering the limitations in terms of time, money and workforce during the data
collection phase, it is essential to select the sample from easily accessible and applicable units
(BUytkoztiirk, 2012). The data were collected through Google Forms and participation was voluntary.
Within the scope of the research, 322 prospective teachers were reached. The data related to the
participants are presented in Table 1.

Table 1.

Participant Data

Variable N % GPA

Gender Female 329 74.2 2.85
Male 83 25.8 2.77
1 145 45 2.84

Class level 2 38 11.8 2.85
3 77 23.9 2.79
4 62 19.3 2.83

Department Early Childhood Teaching 54 16.8 3.01
Theology 93 28.9 2.76
Turkish 52 16.1 2.87
Mathematics 38 11.8 2.96
Science 23 7.1 2.49
Primary School Teaching 32 9.9 2.65
Psychological Counseling 30 9.3 2.84
and Guidance

Total 322 100 2.85

Data Collection Tools

Academic Motivation Scale (AMS): this scale was developed by Vallerand et al. (1992). It was
adapted to Turkish within the scope of this study. It examines academic motivation in the dimensions of
intrinsic motivation, extrinsic motivation and amotivation. There are three sub-dimensions of both
intrinsic motivation and extrinsic motivation. The sub-dimensions of intrinsic motivation are IM-to know,
IM-to accomplish things, and IM-to experience stimulation. The sub-dimensions of extrinsic motivation
are external regulation, introjected regulation and identification. The scale, which includes 7 dimensions
and four items in each dimension, consists of 28 items in total. The scale asks students "why are you
going to university?" and the items include possible answers.

The scale includes items like "it makes me happy to learn new things" in the IM-to know dimension,
"for the pleasure | have in the process of succeeding in difficult academic activities" in the IM-to
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accomplish things dimension, “To feel the pleasure | obtain when | discuss things with my teachers” in
the IM-to experience stimulation dimension, “in order to gain a better salary in the future” in the
external regulation dimension, “to prove that | can obtain a university diploma for myself ” in the
introjected regulation dimension, “I think that university education will help me in choosing a career in
the future ” in the identification dimension, and” | do not know why | went to school, and to be honest, |
don't care very much” in the amotivation dimension. The scale has a 5-point Likert-type structure, and

each item is ranked from 1 to 5, as “completely disagree”, “slightly agree”, “partially agree”, “mostly
agree” and “completely agree”, respectively.

During the development of the scale, Cronbach alpha values were reported as .84, .85 and .86 for
IM-to know, IM-to accomplish things, and IM-to experience stimulation, respectively. For the external
regulation, introjected regulation, and identification dimensions, the values were reported as .83, .82
and .62, respectively. For the amotivation dimension it was reported .85. It was stated that both total
score or score for each dimension can be used. In this study, intrinsic motivation and extrinsic
motivation total scores were used in the analysis.

The original scale, which was developed to explain academic motivation in multiple dimensions, was
adapted to Turkish for different educational levels (Kara, 2008; Gakir, 2008; Yurt & Bozer, 2008).
However, it was considered appropriate to adapt the scale within the scope of the current study for
prospective teachers. In the adaptation process, the scale items were translated from English to Turkish
by language experts. The items translated into Turkish were back-translated into English and examined
in terms of their language equivalence. As a result, it was decided that the adapted scale was
appropriate in terms of language. Confirmatory factor analysis (CFA) was conducted for validity, and
goodness of fit values were determined to be within the acceptable limits [y 2 = 1039.405; x 2 / Sd =
3.15; CFl = 0.93; TLI = 0.90; RMSEA = 0.07]. In the reliability analysis, Cronbach alpha coefficients were
calculated as .89 for the intrinsic motivation dimension, .86 for the extrinsic motivation dimension, and
.82 for the amotivation dimension.

Academic Self-Efficacy Scale (ASES): This is one of the subscales of the Teacher Self-Efficacy Beliefs
Scale developed by Colak, Yorulmaz and Altinkurt (2017). The one-dimensional, 5-point Likert-type scale
is rated from “totally disagree” to “totally agree”. The scale includes statements such as “I can easily
answer when asked about my branch”, and “I have sufficient knowledge about my branch”. During the
scale development process, validity and reliability analyses were examined and it was reported that the
goodness of fit values and Cronbach alpha coefficient were within the acceptable limits. During the
development of the scale, the Cronbach alpha internal consistency coefficient (a) was examined for the
reliability of the scale and this was calculated as .75 for Academic Self-efficacy (Colak et al., 2017). In the
current study, these analyses were repeated, and according to the goodness of fit values obtained from
the CFA [x 2 = 57.285; x 2 / Sd = 1.29; CFl = 0.95; TLI = 0.93; RMSEA = 0.02] and the Cronbach alpha
coefficient of .91, the scale used in the study was accepted as valid and reliable (Kline, 2005).

Data Analysis

This research was carried out with prospective teachers at Yozgat Bozok University in the 2019-2020
academic year. A personal information form, AMS and ASES were used in the research. In the personal
information form, besides demographic information, the grade point average (GPA) of the prospective
teachers was also included. The GPA was examined as an indication of the academic success of the
prospective teachers. Before the analysis phase, missing data were checked and extreme values were
determined. Mahalanobis distances were calculated and compared with the critical chi square value. As
the extreme value acceptance criterion, a value of p<.001 was taken. Analyses were carried out on 322
scales that were determined to be suitable for the analysis. The normal distribution of data was checked
by reviewing skewness and kurtosis values. The calculated skewness (-.602 and .792) and kurtosis (-.766
and .352) values were found to be within the acceptable limits (Tabachnick & Fidell, 2013). The
difference in the variances between the groups was examined by Levene’s test and it was found that the
variances were homogeneous (p>.05). The presence or absence of multicollinearity problems was
examined. In order to avoid multicollinearity problems, the VIF value should be less than 10, while
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tolerance values should be equal to 0.20 or higher (Cokluk, Sekercioglu & Biiylukéztiirk, 2010). In this
study, academic intrinsic motivation, academic extrinsic motivation, amotivation, and academic self-
efficacy VIF values (2.41; 1.92; 1.16; 1.36, respectively) and tolerance values (.415; .520; .589; .734,
respectively) were within the acceptable range. Also, it was determined that the correlation coefficients
between the variables were below .80 (Table 6).

The data were analyzed using descriptive statistics. Average and standard deviation scores were
used to determine the level of academic self-efficacy beliefs and academic motivation. T-test and
ANOVA were used to determine whether there were significant differences among variables. Pearson
correlation analysis was utilized to determine the relationship of academic self-efficacy with academic
motivation and academic achievement, while multiple regression analysis was used to determine the
status of academic motivation and academic success in predicting academic self-efficacy belief. Mplus 7
and SPSS software was used in the analysis of the data.

Findings

In this section, findings related to prospective teachers’ academic motivation and self-efficacy belief
levels, whether gender, class level and department variables make a significant difference to these
levels, and the relationships of academic self-efficacy with motivation and academic achievements are
presented. Descriptive results related to the opinions of prospective teachers are presented in Table 2.

Table 2.

Distribution of Academic Motivation and Self-Efficacy Beliefs of Prospective Teachers

N Average Sd
Academic self-efficacy 322 3.31 .94
Intrinsic motivation 322 341 .78
Extrinsic motivation 322 3.63 71
Amotivation 322 1.94 .97

As can be seen in Table 2, the candidates' academic self-efficacy beliefs, intrinsic motivations and
extrinsic motivations are above the medium level (x = 3.31; 3.41; 3.63, respectively). It was found that
amotivation levels were relatively lower (x = 1.94). Table 3 presents the t-test conducted to determine
the significant effect of the gender variable on the opinions of prospective teachers about academic self-
efficacy, intrinsic motivation, extrinsic motivation and amotivation.

Table 3.

Comparison of Prospective Teachers' Academic Motivation and Self-Efficacy Beliefs by Gender Variable

Dimensions Gender N X Ss sd t p
Academic self-efficacy i:::le ;;9 ;;1 :g 320 -.015 .98
Intrinsic motivation :i:;?:le é:g iig ;2 320 3.573  .000**
Extrinsic motivation :i;;:le 239 ;Zg ;(2) 320 3.129  .002**
Amotivation :k";i'e ;:9 ;Z f; 320 -4.756 .000**
**p<.01

As can be seen from Table 3, the gender variable did not make a significant difference to the level of
participants' academic self-efficacy beliefs [t (322) = -. 015, p>.05]. When the sub-dimensions of the
academic motivation scale were analyzed, it was observed that female pre-service teachers' intrinsic
motivation (x = 3.50) and extrinsic motivation levels (x = 3.70) were higher than those of men. These
differences between groups were found to be significant in the intrinsic motivation [t (322) = 3.573,
p<.05] and extrinsic motivation dimensions [t (322) = 3.129, p<.05]. In the amotivation dimension, male
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participants (X = 2.42) have a higher average than female participants (¥ = 1.77). The difference
produced by the gender variable was found to be significant [t (322) = - 4.756, p<.05].

Table 4.
Comparison of Prospective Teachers' Academic Motivation and Self-Efficacy Beliefs by Class Level
Variable

Dimensions Class N X Sd F p Significant
level difference
between
groups
Academic self-efficacy 1 145  3.12 3-318 6.005 .001* 4-1
2 38 3.31 4-2
3 77 3.35 4-3
4 62 3.71
Intrinsic motivation 1 145 3.36 3-318 1.096 .351
2 38 3.39
3 77 3.38
4 62 357
Extrinsic motivation 1 145 3.70 3-318 1.522 .209
2 38 3.44
3 77 3.59
4 62 361
Amotivation 1 145 1.95 3-318 1.181 317
2 38 1.67
3 77 2.02
4 62 1.96
*p<.01

As seen in Table 4, the class level is a variable that makes a significant difference to the academic
self-efficacy beliefs of prospective teachers [F (3-318) = 6.005, p<.05]. The academic self-efficacy beliefs
of the participants increased in parallel with the class level. Fourth grade students (x = 3.71) have the
highest academic self-efficacy belief, while first grade students (x = 3.12) have the lowest average. LSD
test was used to determine significant differences between groups and it was observed that there was a
significant difference between the fourth and first grades, and between the second and third grades. In
terms of academic motivation levels of prospective teachers, the level of the class was not found to be a
significant variable in the intrinsic motivation [F (3-318) = 6.1.096, p>.05], extrinsic motivation [F (3-318)
=1.522, p>.05] or amotivation [F (3-318) = 1.181, p>.05] dimensions.

In Table 5, ANOVA results, in which the opinions of prospective teachers about academic self-efficacy,
intrinsic motivation, extrinsic motivation and amotivation are examined according to the department
variable, are presented.
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Table 5.
Comparison of Prospective Teachers' Academic Motivation and Self-Efficacy Beliefs by Department
Variable
Dimensions Department N X sd F p Significant
difference
between groups
Academic self- Early Childhood 54 3.28 6-315 2.940 .008* Math-Theology
efficacy Teaching Turkish-Theology
Theology 93 3.18 Turkish -PCG
Turkish 52 3.36 Science-
Mathematics 38 3.67 Theology
Science 23 3.66 e
Primary School 32 3.38
Teaching
Psychological 30 2.88
Counseling & Guid.
Intrinsic Early Childhood 54 3.45 6-315 1.186 .313
motivation Teaching
Theology 93 3.25
Turkish 52 3.45
Mathematics 38 3.8
Science 23 3.55
Primary School 32 3.60
Teaching
Psychological 30 334
Counseling & Guid.
Extrinsic Early Childhood 54 3.85 6-315 3.494 .002**  Preschool-
motivation Teaching Theology
Theology 93 3.38 Turkish- Theology
Turkish 52 3.64 Math- Theology
Mathematics 38 3.69 Science -
Science 23 3.86 Theology
Primary School 32 3.75 Classroom —
Teaching Theology
Psychological 30 3.62
Counseling & Guid.
Amotivation Early Childhood 54 1.99 6-315 1.868 .086
Teaching
Theology 93 1.78
Turkish 52 1.90
Mathematics 38 2.19
Science 23 2.35
Primary School 32 197
Teaching
Psychological 30 1.77
Counseling & Guid.
**p<.01
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As observed in Table 5, self-efficacy levels differ according to the department variable. Prospective
teachers studying in mathematics education (x = 3.67) followed by science education (x = 3.66) have the
highest academic self-efficacy levels. While prospective teachers studying in psychological counseling
and guidance (PCG) (x = 2.88) and theology departments (x = 3.18) have the lowest self-efficacy levels.
The ANOVA test showed that the difference between departments was significant [F (6-315) = 2.940,
p<.05]. LSD test revealed significant differences between the departments of mathematics and theology;
Turkish and PCG; Turkish and theology; science and PCG; and science and theology.

The department variable does not make a significant difference to the scores of prospective
teachers in the intrinsic motivation [F (6-315) = 1.186, p>.05] or amotivation dimensions [F(6-315) =
1.868 p>.05]. However, a significant difference is observed in extrinsic motivation levels [F(6-315) =
3.494, p<.05]. The prospective teachers in the departments of science (x = 3.86) and preschool
education (x = 3.85) have the highest scores while the ones in the theology department have the lowest
extrinsic motivation (x = 3.38). According to the LSD test, the difference was found to be significant
between the department of theology and the departments of early childhood teaching, Turkish,
mathematics, science and primary school teaching.

Table 6 shows the results of Pearson correlation analysis utilized to determine the relationships
between the participants' academic self-efficacy beliefs, academic motivation and academic success.

Table 6.

Pearson Correlation Results Regarding Prospective Teachers' Academic Motivation, Self-Efficacy Beliefs
and Academic Success

Factorsl 1 2 3 4 5
1. Grade point average 1

2. Academic self-efficacy .120* 1

3. Intrinsic motivation .190** .512%** 1

4. Extrinsic motivation J191%* .397** .687** 1

5. Amotivation -.162** -.181** -.364** -.182** 1

*p<.05; **p<.01

As presented in Table 6, there is a positive, moderate and significant relationship between academic
self-efficacy and intrinsic motivation (r = .512; p<.01) and extrinsic motivation (r = .397; p<.01). A
negative, low-level and significant relationship is observed (r = -. 181; p<.01) between academic self-
efficacy and amotivation. There is a low-level positive and significant relationship between students'
grade point averages and academic self-efficacy beliefs (r = .120; p<.01). A significant low-level positive
relationship between grade point averages and intrinsic academic motivation (r = 190; p<.01) and
extrinsic academic motivation (r = .191; p<.05) was found. There is a significant, negative and low-level
relationship (r = -162; p<.01) with amotivation. Regression analysis for predicting academic self-efficacy
belief is presented in Table 7.

715



Yiiner, B. — Cukurova Universitesi Egitim Fakdiltesi Dergisi, 49(2), 2020, 706-733
Table 7.

Multiple Regression Analysis Results Regarding the Prediction Level of Prospective Teachers' Academic
Self-Efficacy Belief

Dependent Variable = academic self-efficacy

Variable B Standart 8 t P
Errorg

Constant .956 .358 2.669 .008*

Intrinsic motivation .541 .080 451 6.801 .000*

Extrinsic motivation .109 .087 .084 1.260 .209

Amotivation .002 .050 .002 .042 .966

Grade point average .041 111 .081 .368 713

R=.516; R°=.266; F (38.454); p=.000
*p<.01

As can be seen in Table 7, it was determined that the variables of academic intrinsic motivation,
academic extrinsic motivation, amotivation and GPA significantly predicted the belief in academic self-
efficacy (R = .516; R’ = .266; p<.01). According to these findings, academic intrinsic motivation,
academic extrinsic motivation, amotivation and academic success explained 26% of academic self-
efficacy belief. Standardized regression coefficients (B) reveal the order of importance of predictive
variables as academic intrinsic motivation (8 = .451), academic external motivation (8 = .084), academic
achievement (68 = .081) and amotivation (8 =. 002), respectively. When the p values related to the
significance of the regression coefficients were examined, it was found that the academic intrinsic
motivation dimension (p<.01) was the only significant predictor of academic self-efficacy belief. It was
found that the academic external motivation and amotivation dimensions and academic success were
not significant variables in predicting academic self-efficacy belieF (p>.05).

Discussion & Conclusion

In this research, which examines the relationship between academic self-efficacy beliefs and
academic motivation, within the scope of the first research question, the academic self-efficacy beliefs
and academic motivation levels of prospective teachers were examined. Participants’ academic self-
efficacy beliefs, intrinsic academic motivations and extrinsic academic motivations were found to be
higher than the medium level, while their amotivation was found to be low level. When the variables
were analyzed, it was determined that the gender variable did not make any difference to prospective
teachers' academic self-efficacy beliefs. Although this finding is incompatible with the work of Gera and
Singh (2015), it is in line with the results of many studies in the literature (Saracaloglu & Kumral, 2007;
Romi & Leyser, 2006).

When examined in terms of academic motivation, it was seen that the intrinsic motivation and
extrinsic motivation of female prospective teachers were higher than those of males. In the amotivation
dimension, the mean score of men was higher than that of women. The difference between the groups
presents a consistent result in itself. Female prospective teachers' academic motivation was higher,
while their amotivation levels were lower. Similarly, Saracaloglu and Dinger (2009) found that the
academic motivation of female prospective teachers was higher. Eynur and Geban (2011) also indicated
that there was a significant difference in favor of women in terms of intrinsic motivation. This finding
shows that female prospective teachers are more determined and enthusiastic on the point of academic
progress. This may be due to the fact that the teaching profession is considered more appropriate
especially for women.

Another variable addressed in the research is the class level. The class level variable produced a
significant difference in academic self-efficacy beliefs. Fourth grade students had the highest academic
self-efficacy belief, while the first grades had the lowest average. It is seen that as the grade level
increased, academic self-efficacy beliefs also increased. This finding is in line with the findings of Titrek,
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Cetin, Kaymak and Kasik¢i (2018) and Oguz (2012). In addition to academic education, prospective
teachers go to schools for courses such as school experience and teaching practice. In this regard, it is
possible for prospective teachers to feel more competent with the experience they have gained during
their practical education courses.

When examined in terms of academic motivation, it was seen that the class level variable was not a
significant variable in terms of the intrinsic motivation, extrinsic motivation or amotivation levels of
prospective teachers. This finding supports the findings of Titrek et al. (2018), but there are different
results in the literature. Eymur and Geban (2011) found that first year students had higher academic
motivation.

It was observed that the department of the prospective teachers was a significant variable in terms
of their self-efficacy beliefs and extrinsic motivations. It was determined that prospective teachers
studying in mathematics and science had the highest academic self-efficacy levels. This may be due to
the fact that numerical scores are more determinant in the exams students have to take between the
education levels and after the bachelor’s degree. Students studying in numerical departments may feel
more self-sufficient in this regard. In addition, it was determined that the candidates studying science
teaching and early childhood teaching had higher extrinsic motivation. Extrinsic motivation is the
motivation of the individual for the outputs of the process. The fact that preschool education is included
in the scope of compulsory education may ensure that prospective teachers studying in this department
have higher motivation in terms of job opportunities after graduation. The pre-service teachers who
study in the science education department may have high extrinsic motivation due to the high demand
for teachers in the numerical field within the national education system, which increases the probability
of employment in public and private education institutions as well as the possibility of giving private
lessons. In addition, the study revealed that prospective teachers in the theology department had the
lowest extrinsic motivation. Studies dealing with the department variable have produced different
results. Titrek et al. (2018) found that prospective teachers in the psychological counseling and guidance
and science departments had higher motivation; on the other hand, Sahin and Cakar (2011), found that
candidates in physical education and science teaching had higher motivation.

There were also various results in terms of self-efficacy beliefs. Cakir, Kan and Sinbil (2006)
observed higher self-efficacy levels in prospective teachers in social sciences, while Girbiztirk and Sad
(2009) observed higher self-efficacy in prospective teachers in the physical education, music, art and
primary school teaching departments, and Titrek et al. (2018) observed higher self-efficacy in pre-
school and science teaching candidates. Based on these results, it was seen that the department
variable did not produce a consistent result. This situation may arise from differences in each
department. Like every organization, each department has a different climate. This difference of
climate, the number and quality of faculty members, and the relationship between faculty and students
may produce this finding.

Within the scope of the third research question, the relationships between academic self-efficacy,
academic motivation and academic success were examined. In this study, the grade point average of
prospective teachers was evaluated as an indicator of academic success. It was found that grade point
average had a significant positive relation with intrinsic academic motivation and extrinsic academic
motivation, and that it had a significant negative relationship with amotivation. This finding supports the
studies in the literature that determine a linear relationship between academic motivation and
academic success of individuals (Titrek et al., 2018; Akbay & Gizir, 2010). It was determined that there
was a positive relationship between prospective teachers' academic self-efficacy beliefs and academic
achievement. This finding is in line with the findings of Saracoglu and Dinger (2009) and Uzun, Ozkilig
and Sentiirk (2010). Gera and Singh (2015) also found that pre-service teachers had higher self-efficacy
beliefs. Self-efficacy beliefs are influenced by outcomes of behaviors and shape future behavior. Human
nature progresses in mutually interacting processes among cognitive, sensory and biological personal
traits, behaviors and environmental events (Bandura, 1986). Therefore, prospective teachers who
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believe that they can succeed have higher academic achievements; accordingly, they perceive
themselves as more academically competent.

Finally, it was determined that academic motivation and academic success were significant
predictors of academic self-efficacy belief. 26% of academic self-efficacy belief was explained by the
academic motivation dimensions and academic success. It was found that only the intrinsic motivation
dimension was a significant predictor among the predictor variables. Extrinsic motivation, amotivation
and academic success were found not to be significant in explaining pre-service teachers' self-efficacy
beliefs. Extrinsic motivation is the individual's inclination towards action, not for the process itself.
Contrary to extrinsic motivation, intrinsic motivation focuses on the process rather than the outputs and
expresses the happiness that the individual feels from activities in the process of exploring, learning, and
understanding (Deci, 1975; Deci & Ryan, 1985). Accordingly, it can be seen that students who enjoy the
process of academic studies have higher academic self-efficacy, because the pre-service teachers who
enjoy learning have higher beliefs that they will be successful academically. The studies by Titrek et al.
(2018) and Akbay and Gizir (2010) are in line with this finding. As the driving force, intrinsic academic
motivation strengthens individuals’ belief in their academic success. High self-efficacy belief affects their
determination to maintain behavior and their resilience to the obstacles they face. It increases the effort
spent on learning and speeds up the recovery process in the face of a negative result.

This study, which examines the relationship between pre-service teachers' academic motivations,
academic success and academic self-efficacy beliefs, shows that the prospective teachers' self-efficacy
beliefs, intrinsic academic motivations and extrinsic academic motivations were higher than medium
level, and that their amotivation was low. It was determined that academic motivation was significantly
differentiated in favor of female candidates, and that teachers' academic self-efficacy beliefs increased
in parallel with the increase in the class level. The prospective teachers’ beliefs that they could succeed
also increased with the education they received. In addition, it was determined that prospective
teachers' academic self-efficacy beliefs had a positive significant relationship with intrinsic academic
motivation, extrinsic academic motivation and academic achievement. It was determined that academic
intrinsic motivation was a significant predictor of academic self-efficacy belief.

This study was limited to prospective teachers studying at Yozgat Bozok University. Repeating this
study at different universities and examining the relationships between academic self-efficacy, academic
motivation and academic success through different variables would contribute to the literature. As a
result of the study, it would be beneficial to conduct in-depth research with qualitative studies on the
departments of prospective teachers whose intrinsic and extrinsic motivation levels are low. The results
of the research show that the pre-service teachers' academic self-efficacy beliefs increased as their
academic motivation increased, and that their academic success was affected positively.

In this regard, reflecting the vision of the departments to prospective teachers through various
meetings, enriching the learning environments, providing different learning opportunities with social
and cultural activities, and meeting various learning demands via online learning environments can
increase the intrinsic motivation of prospective teachers. The realization of these recommendations
from the first years of education can be beneficial in increasing academic motivation in the lower
grades, since prospective teachers' competency beliefs are expected to increase via high academic
motivation.
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Tiirkge Siirimui

Giris

Kalkinmanin temel araglarindan biri olarak gorilen egitimde niteligin artirilmasi, 6zellikle gelismekte
olan dlkelerin ulusal hedefleri icerisinde yer almaktadir. Ogretmenler, egitimsel hedeflere ulasilmada
birincil aktérler olarak gorilmektedir. Hem 6gretim kalitesinin artirilmasinda hem de Ogrenci
davranislarin istendik yonde sekillendiriimesinde en 6nemli sorumluk 6gretmenlere yiklenmektedir. Bu
noktada 6gretmenlerin bireysel motivasyonlarinin, 6z yeterliklerinin ve basarilarinin incelenmesi anlamli
olacaktir. Ozellikle gelecek kusaklari egitecek olan &gretmen adaylarinin motivasyonlarinin,
basarabileceklerine olan inanglari Uzerinde etkili oldugu, bu inanglarin da 6gretmen adaylarinin
gosterecekleri akademik basariyr sekillendirecegi distiniilmektedir. Bu dogrultuda bu arastirmada
o6gretmen adaylarinin akademik motivasyonlari, akademik 6z vyeterlikleri ve akademik basarilari
arasindaki iliski incelenmistir.

Akademik Motivasyon

Motivasyon, davranisin zihinsel olarak hazirlik siirecini ve eylem olarak sergilenmesini etkileyen
unsurlardan biridir (Sternberg ve Williams, 2009; Slavin, 2006). Motivasyon, hedeflere ulasmada
psikolojik bir ara¢ olup hedefe yonelik davranislari diizenleyen bir siregtir (Pintcrich ve Shunk, 2002).
Egitimde ise bireylerin akademik hedeflere ulagsmak igin sergiledikleri davraniglari yénlendiren bu igsel
ara¢ akademik motivasyon olarak tanimlanmaktadir (Pintrich ve Zusho, 2002). Merak, 6grenme, basari,
zorluklar karsisinda gosterilen direng gibi kavramlarla iliskisi, motivasyonu egitim arastirmalarinda
onemli bir yere tasimistir (Deci ve Ryan, 1985; Vallerand vd., 1992). Clinklii 6grenmeye yonelik
motivasyon akademik basariyi etkileyen 6nemli faktorlerden biridir (Alderman, 2004).

Egitim alanyazinda kabul goren yaklagimlarda biri motivasyonun igsel motivasyon, dissal motivasyon
ve motivasyonsuzluk seklinde ele alinmasidir (Deci ve Ryan, 1985). fcsel motivasyon, davranis
gergeklestirildiginde mutluluk ve tatmin hissedilmesidir (Deci, 1975; Deci ve Ryan, 1985). Alanyazinda
icsel motivasyonu butlincll olarak ele alan ¢alismalarin (Deci, 1975) yani sira Vellerand vd. (1992), ilgili
alanyazina dayanarak igsel motivasyon ic¢in (¢ alt boyut olusturmustur. Bunlar bilmeye yonelik,
basarmaya yonelik ve uyarim yasamaya yonelik i¢sel motivasyondur. Arastirma, merak, 6grenme
hedefleriyle iliskili olan bilmeye yonelik i¢csel motivasyon, egitim arastirmalarinda kokli bir gegcmise
sahiptir. Bu motivasyonda birey, kesfetme, O6grenme, anlama siirecindeki aktivitelerden mutluluk
duymaktadir. Basarmaya yonelik i¢sel motivasyon, bireyin ciktilardan ziyade siirece odaklanmasidir.
Bireyin bir Urlini ortaya koyabilmeye calisirken deneyimledigi hazzi ifade etmektedir. Bir 6grencinin,
kendinden beklenenden daha fazla arastirma yapmasi ve sunmasi, basariya yénelik motivasyonunun bir
gostergesidir. Uyarim yasamaya yonelik i¢ motivasyon, bireyin bir eylemi gercgeklestirirken estetik bir
yoninia fark etmesi, eglence, heyecan gibi uyarici hisler yasamasini ifade etmektedir. Ders ici fikir
alisverislerini ilham verici bulan ve bunlari dinlemek igin derse gelen bir 6grencinin uyarim yasamaya
yonelik i¢sel motivasyona sahip oldugu ifade edilebilir.

i¢sel motivasyonun aksine dissal motivasyon, siirecin kendisi icin degil sonucu icin eyleme yénelmeyi
ifade etmektedir (Deci, 1975). Digssal motivasyon, Ug alt boyutta ele alinmistir (Deci ve Ryan, 1991).
Bunlar; digsal diizenleme, ice yansiyan dissal motivasyon ve belirlenmis dissal motivasyondur. Dissal
diizenleme, davranisin 6dil ya da yaptirim gibi dis miidahaleler dogrultusunda gerceklesmesini ifade
etmektedir. Ailesi istedigi i¢in kitap okudugunu soyleyen bir 6grencinin dissal motivasyonu oldugunu
ifade edebilir. ice yansiyan dissal motivasyon ise bireyin davranis nedenlerini igsellestirmesi sirecidir.
Daha 6nce dis etkilerle gerceklestigi icin bu siirec tamamen igsel olarak tanimlanamaz. Ornegin, basarili
insanlar kitap okudugu icin kitap okumaya karar veren bir Ogrenci dissal etkiyi ig¢sellestirmeye
baslamistir. Belirlenmis dis motivasyonda ise ilgili davranisa birey deger vermektedir ve o davranisi
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gerceklestirmenin 6nemli oldugunu diisiinmektedir. Ogrencinin kendi yararina oldugu icin kitap okumasi
belirlenmis motivasyona 6rnek olarak verilebilir.

insan davraniglarinin tam olarak anlasilabilmesi icin icsel ve dissal motivasyonun yani sira
motivasyonun olmamasi durumunun da ele alinmasi gerekmektedir (Deci ve Ryan, 1985).
Motivasyonsuzluk boyutunda bireyler eylemleri ile sonuglari arasinda bir iliski kuramamaktadir.
Motivasyonsuz olan kisiler, kendilerini yetersiz hissetmekte ve kontroliin kendileri disinda olduguna
inanmaktadir. Motivasyonsuzluk, 6grencilerde okulun gerekliligini, neden okula geldigi sorgulamaya ve
O6grenme siirecinden uzaklasmaya neden olabilmektedir (Vallerand vd., 1992).

Egitim sisteminin temel gayesi, 6grencilerin hedef davranislari kalici olarak edinmesidir. Davranigin
kazanilmasi ve sergilenmesinde bireyin motivasyonu etkilidir (Sternberg ve Williams, 2009).
Alanyazindaki ¢alismalar akademik motivasyonun okul basari lzerindeki etkilerini ortaya koymustur
(Alkis 2015; Fortier, Vallerand ve Guay, 1995; Pintrich 2003; Pintrich ve Schunk 2002; Rigby, Deci, Patrick
ve Ryan, 1992). Ogrencilerin 6grenme siirecine motive olmasi, dgrenme isteklerini artirmakta ve
akademik hedeflere uygun bicimde davranislarini sekillendirmektedir (Slavin, 2006). Yiksek
motivasyonlu 6grenciler, 6grenme silrecinden, arastirmaktan ve okulda gecirilen zamandan zevk
almaktadir. Motivasyonsuz 6grencilerde ise 6grenme istegi diisik dizeyde olmakta ve sonug olarak
0grenme ¢abalari olumsuz etkilenmektedir. Bu Ogrenciler karsilastiklari sorunlara karsi direng
gosterememekte ve hedeflerinden vazgecebilmektedir (Demir Guddil, 2015). Bu sonuglara dayanarak
motivasyonun bireyin yapabileceklerine iliskin yeterlik algisi Gzerinde de etkisi oldugu varsayilabilir.
Akademik motivasyonu yiksek bireylerin akademik 6z yeterliklerinin de yliksek olmasi, motivasyonu
distk bireylerin ise disiik akademik 6z yeterlik inancina sahip olmasi beklenebilir.

Akademik Oz Yeterlik

Oz yeterlik, bir kisinin davranislari belirli bir seviyede 6grenme veya gerceklestirme yeteneklerine
olan inancini ifade etmektedir. Kavram, Bandura’nin (1977) gelistirmis oldugu Sosyal Bilissel Teoriye
dayanmaktadir. Teoriye goére bireylerin gergekte sahip olduklari yetenek ve becerilerden ziyade
kazanabilecekleri becerilere ve yapabileceklerine iliskin inanglari, davraniglari agiklamada daha
manidardir. Bandura (1986) insan dogasini, bilissel, duyusal ve biyolojik kisisel faktorlerin, davranisin ve
cevresel olaylarin birbirini karsilikli etkileyen gli bir model icinde acgiklamaktadir. insan dogasi bu
perspektif icinde bir dizi temel yeterlilik agisindan tanimlanmistir. Bu nedenle 6z-yeterlilik sabit bir
ozellik olarak goriilmekten ziyade, durumsal olarak degerlendirilmistir (Linnenbrink ve Pintrich, 2002).

Oz vyeterlik, bireyin bir eylemi gergeklestirebilmek, bir sorunu c¢ézebilmek icin belirli bir plan
dizenleme ve yirltme becerisine olan inancidir (Eccles ve Wigfield, 2002). Akademik 6z-yeterlilik ise bir
kisinin akademik alanda belirlenmis bir seviyeye ulasabilecegi inancidir (Bandura, 1997; Linnenbrink ve
Pintrich, 2002; Schunk, 1991). Akademik 6z-yeterlilik, 68rencinin sinifla ilgili calismalari ne kadar iyi
yapabilecegi konusundaki yargilarini ifade etmektedir (Bandura, 1986).

Oz vyeterlik ¢ok boyutlu bir yapidir (Zimmerman, 2000) ve hedef alanina 6zgii bir seviyede
degerlendirilmesi gerekir (Bandura, 1986; Pajares, 1996). Bu nedenle, akademik ortamlarda,
genellestirilmis 6z vyeterlilik yerine akademik 0z yeterlilik inancinin olglilmesi sonug gegerligini
artiracaktir. Akademik 6z vyeterlilik, belirlenen egitimsel performansi sergileyebilmek icin gerekli
diizenleme ve yiritme yeteneklerine iliskin kisisel inanclari ifade etmektedir. Akademik ortamlardaki 6z
yeterlik ¢calismalari Gzerine ylritilen meta-analizi, spesifik akademik 6z yeterligin, akademik sonuglar
Gzerinde en gliclii etkiye sahip oldugunu ve genel 6z yeterlik ile degiskenler arasinda gorece daha diistk
iliski oldugunu gostermistir (Zajacova, Lynch ve Espenshade, 2005). Akademik performanslarin en iyi
yordayicisi, akademik 6z-yeterlik inancidir (Pajares, 1996).

Sosyal Bilissel Teoriye paralel olarak, akademik 6z yeterlik inanci, 6grencilerin bilissel, motivasyonel,
duygusal ve seg¢me siregleri araciligiyla egitim performansini etkilemektedir (Bandura, 1993). Bilissel
olarak 6grencilerin verilen bir gorevle ilgili yeterlikleri hakkindaki inanglari, ilerdeki akademik sonuglarini
nasil algiladiklarini etkilemektedir. Bir baska ifade ile yeterliklerine inanan 6grenciler, basarili sonuglar
alabileceklerine inanirken, yeterlik inanci distik 6grenciler ise akademik sonuglarinin iyi olmayacagi
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kanisinda olmaktadir. Bandura (1997), oOgrencilerin zorlu 6grenme durumlari karsisinda kendi
eksiklikleriyle ilgili takintili olmalari ve yetenekleri konusunda g¢ok stipheci olmalari durumunu “biligsel
olumsuzluk” olarak kavramsallagtirmistir.

Oz vyeterlik bireylerin davranisa iliskin motivasyonunu dolayisiyla davranisi siirdiirme noktasindaki
kararhliklarini ve karsilastigi engeller karsisindaki dayanikhhgini etkilemektedir. Yiiksek akademik 6z
yeterlik duygusu, 6grenmeye harcanan c¢abay! artirmakta ve olumsuz bir sonug karsisinda toparlanma
surecini hizlandirmaktadir. Tersine, algilanan akademik yetersizlik duygusu, 6grencilerin 6grenmeye olan
ilgisini, engeller kargisindaki direnme kapasitelerini ve hedeflerine ulasma konusundaki bagliliklarini
azaltmaktadir.

Bireyler genellikle kendilerini yetkin hissettikleri gorevleri ve faaliyetleri segerken, yetersiz olduklarini
diistindiiklerinden kacginirlar. Oz yeterlik, bireylerin hedef davranislari kolay ya da zor olarak nasil
tanimladiklarini etkilemektedir. Bu dogrultuda akademik yeterlik inanclari, secme siiregleri kapsaminda
ogrencilerin aldiklari karar tirlerini, sectikleri ortami ve sectikleri eylemleri etkilemektedir. Ayrica 6z
yeterlik, 6grencilerin duygusal durumlarini da etkilemektedir. Yiiksek akademik 6z yeterlilik inancina
sahip 6grencilerin, 6grenme siirecinde hissettikleri stres daha az olmaktadir. Tam tersi durumlarda ise
stres diizeyi ylksek olmakta, bireyin motivasyonu diismekte ve sonugta bilissel ve entelektiiel etkinlikleri
olumsuz etkileyen kaygi ve endiseye neden olmaktadir.

Oz yeterlilik inanclari yiiksek olan bireyler, problem ¢ézme veya performans sergilemeye iliskin olarak
yeteneklerine daha ¢ok glivenmektedir. Bandura (1993) akademik 6z yeterliligi ylksek olan 6grencilerin,
sorunlari tehdit olarak degil kendilerini gelistirmek icin birer firsat olarak gorduklerini, glicliklerle basa
cikmak icin hedefler belirlediklerini, belirledikleri akademik hedeflere bagh kaldiklarini, basarisizliklarini
yetenek eksikligi olarak degil yetersiz caba veya bilgi sonucu olarak gordiklerini ifade etmistir. Zira,
akademik 6z yeterlik, bireylerin akademik ilgi dizeyleri, istekleri, analitik disiinmeleri, baglilik diizeyleri,
sebatli bir sekilde ¢alismalari ve basarilari Gzerinde etkili olmaktadir (Akomolafe, Ogunmakin ve Fasooto,
2013; Bandura, 1995; Linnenbrink ve Pintrich, 2003). Basari, belirlenen hedeflere ulasilabilme
derecesidir. Akademik basari, egitimsel etkinliklerin amaglarina ulasmasi ve bunun sonucunda hedef
kitle 6grenci O6grenmelerinin ve olumlu davranis degisikliklerinin gerceklesmesidir. Basari, egitim
sisteminin istendik ¢iktisi olup nitelikli insan glicl yetistiriimesinde kilit role sahiptir.

Oz yeterlilik inanglar, bireylerin hisleri, diisiinceleri ve davranislari noktasinda bir fark yaratmaktadir
(Bandura, 1995). Bu dogrultuda bireylerin yapabileceklerine iliskin 6z yeterlik inanglarinin,
davranislarinin olusum siireci, sergilenen davraniglar ve bu davraniglarin gosterilme sikligini etkiledigi
ifade edilebilir. Oz yeterlik bireyin kisisel inancini yansittigi icin bireyin motivasyonu ve daha énceki
davranis sonuglari 6z yeterlik inancini etkilemektedir. Bu dogrultuda akademik motivasyonun yiksek
olmasinin 6grencilerin akademik 6z yeterlik inanglarini da artiracagi distnilebilir.

Akademik 6z-yeterlik, akademik motivasyon ve akademik basari degiskenleri arasinda yiritilen
iliskisel calismalara dayanarak (Akomolafe, Ogunmakin ve Fasooto, 2013; Bandura, 1986; Bandura, 1993;
Bandura, 1995; Linnenbrink ve Pintrich, 2003; Pajares, 1996) bu durumun 6gretim siirecindeki 6gretmen
adaylari agisindan ele alinmasinin 6nemli oldugu dislinilmektedir. Zira akademik 6z yeterliligi yiuksek
olan 6gretmen adaylarinin 6zglvenlerinin daha yiiksek olmasi durumunda gelecekteki meslege karsi
daha olumlu tutumlari olmasi beklenmektedir. Ogretmen adaylarinin niteliksel olarak gelismesi
o6grencileri olacak gelecek nesillerin de basarisinda 6nemli bir etkiye sahiptir. Bu dogrultuda mevcut
calismada 6gretmen adaylarinin akademik motivasyonlari ile 6z yeterlik inanglari ve akademik basarilari
arasindaki iliski ele ahinmistir. Calisma asagidaki sorular kapsaminda yuratalmdastir:

Ogretmen adaylarinin,
1. akademik motivasyonlari ve akademik 6z yeterlik inanglari ne diizeydedir?

2. akademik motivasyonlari ve akademik 6z yeterlik inanglarina iliskin gorisleri cinsiyet, sinif ve
bolim degiskenlerine gore anlamli farkhlik géstermekte midir?
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3. akademik motivasyonlari, akademik 6z yeterlik inanglari ve akademik basarilari arasinda anlamli
bir iligki var midir?

4. akademik motivasyonlari ve akademik basarilari akademik 6z yeterlik inanglarinin anlamli bir
yordayicist midir?

Yontem
Arastirma Modeli

Bu calisma, iliskisel tarama modelinde desenlenmis nicel bir arastirmadir. iliskisel tarama modelinde
iki ya da daha fazla degisken arasindaki iliskinin varligi ve derecesi mevcut haliyle belirlenmeye galisilir
(Karasar, 1999). Bu arastirmada 6gretmen adaylarinin akademik 6z yeterlik, akademik motivasyon ve
akademik basarilari arasindaki iliskilerin mevcut durumunun betimlenmesi amaglanmistir.

Evren Orneklem

Bu arastirmanin evreni 2019-2020 6gretim yilinda Yozgat Bozok Universitesinde 6gretim géren
o6gretmen adaylaridir. Evrenin tamamina ulasilamayacagi i¢in arastirma, evrenden segilen 6rneklem ile
ylratalmistir. Arastirmanin 1591 6gretmen adayindan olusan evrenini temsil edebilecek 6rneklemin
belirlenmesinde 6rneklem belirleme formiltu kullanilmistir (Erkus, 2017). Bu formile goére 310
katihmcinin temsil edebilecegi belirlenmistir Orneklem belirlenirken uygun érnekleme yéntemi tercih
edilmistir. Bu ornekleme ydnteminde, veri toplama asamasindaki zaman, para ve isglici agisindan
sinirhliklar géz 6niine alinarak érneklemin kolay ulasilabilir ve uygulama yapilabilir birimlerden segilmesi
esastir (Buyukoztiirk, 2012). Veriler googleforms araciligiyla gondllilik esasina dayali olarak
toplanmistir. Arastirma kapsaminda 322 6gretmen adayina ulasiimistir. Tablo 1'de katilimcilara iliskin
veriler sunulmustur.

Tablo 1.

Katihmci Verileri

Degisken N % GANO

Cinsiyet Kadin 329 74.2 2.85
Erkek 83 25.8 2.77
1 145 45 2.84

Sinif diizeyi 2 38 11.8 2.85
3 77 23.9 2.79
4 62 19.3 2.83

BSlim Okul 6ncesi 54 16.8 3.01
Din K.A.B. 93 28.9 2.76
Tirkce 52 16.1 2.87
Matematik 38 11.8 2.96
Fen Bilgisi 23 7.1 2.49
Sinif 32 9.9 2.65
PDR 30 9.3 2.84

Toplam 322 100 2.85

Veri Toplama Araglari

Akademik Motivasyon Olgegi (AMO): 6lgegin orijinali Vallerand vd. (1992) tarafindan gelistirilmistir.
Calisma kapsaminda 6l¢ek Tiirkgeye uyarlanmistir. Olgek akademik motivasyonu; igsel motivasyon, dissal
motivasyon ve motivasyonsuzluk boyutlariyla incelemektedir. icsel motivasyon ve dissal motivasyonun
ticer alt boyutlari bulunmaktadir. igsel motivasyonun alt boyutlari bilmeye yénelik, basarmaya yénelik,
uyarim yasamaya yénelik’tir. Digsal motivasyonun alt boyutlari ise dissal diizenleme, ice yansiyan ve
belirlenmis dissal motivasyondur. Toplam 7 boyut ve her boyutta dorder madde iceren 6lcek toplam 28
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maddeden olusmaktadir. Olgek “neden Universiteye gidiyordunuz?” sorusunu yéneltmekte ve maddeler
olasi yanitlari icermektedir.

Bilmeye yénelik igsel motivasyon boyutunda “yeni seyler 6grenmek beni mutlu ediyor”, basarmaya
yénelik icsel motivasyon boyutunda “zor akademik aktiviteleri basarma siirecinde aldigim zevk igin”,
uyarim yasamaya yénelik igsel motivasyon boyutunda “hocalarimla mizakere yaptigimda aldigim zevki
hissetmek i¢in” , dissal diizenleme boyutunda “ilerde ileride daha iyi bir maas kazanabilmek igin”, ice
yansiyan dissal motivasyon boyutunda “kendime universite diplomasi alabilecegimi kanitlamak igin” ve
belirlemis dissal motivasyon boyutunda “Universite egitiminin ilerde kariyer seg¢iminde bana daha gok
yardimci olacagini dislinliyorum”, motivasyonsuzluk boyutunda ise “neden okula gittigimi bilemiyorum,
actkgasl ¢ok da umurumda degil” gibi maddeler yer almaktadir. 5’li Likert yapida olan olgekteki
maddeler 1’den 5’e “hig, kismen, orta diizeyde, cogunlukla ve tamamen” sirlamasiyla derecelenmektedir

Olgegin gelistirilme siirecinde giivenirlik analizinde igsel motivasyon alt boyutlari bilmeye yénelik,
basarmaya yénelik ve uyarim yasamaya yénelik icin Cronbach alfa degerleri sirasiyla .84, .85 ve .86
olarak raporlanmistir. Digsal motivasyon alt boyutlari dissal diizenleme, ice yansiyan ve belirlenmis dissal
motivasyon boyutlar igin .83, .82 ve .62 olarak; motivasyonsuzluk boyutu igin ise .85 olarak
raporlanmistir. Olgegin icsel ve dissal motivasyon boyutlarinda toplam puan alinabilecegi gibi alt
boyutlariyla da incelenebilecegi belirtilmistir. Mevcut ¢alismada analizlerde igsel motivasyon ve digsal
motivasyon toplam puanlari kullaniimistir.

Akademik motivasyonu ¢ok boyutlu olarak agiklamak amaciyla gelistirilen orijinal dlgcek, farkh egitim
kademeleri icin Turkceye uyarlanmistir (Kara, 2008; Cakir, 2008; Yurt & Bozer, 2008). Ancak 6gretmen
adaylari ile yaratilen mevcut ¢alisma kapsaminda 6lgegin uyarlanmasinin uygun oldugu distntlmustir.
Uyarlama siirecinde dil uzmanlarinca 6lcek maddeleri &ncelikle ingilizceden Tiirkceye cevrilmistir.
Tiirkceye cevrilen maddeler yeniden ingilizceye cevrilerek dil esdegerligini saglanip saglanmadiklari
acisindan incelenmistir. Sonug olarak uyarlanan 6lgegin dil agisindan uygun olduguna karar verilmistir.
Gegerligi icin ise dogrulayici faktor analizi yapilmistir ve uyum iyiligi degerlerinin kabul sinirlarinda
oldugu belirlenmistir [x 2 = 1039.405; x 2 /Sd = 3.15; CFl= 0.93; TLI= 0.90; RMSEA= 0.07]. Guvenirlik
analizinde ise Cronbach alfa katsayilari i¢sel motivasyon boyutu icin .89, dissal motivasyon icin .86, ve
motivasyonsuzluk boyutu icin .82 olarak hesaplanmistir.

Akademik Oz Yeterli Olgegi (AOYO): AOYO, Colak, Yorulmaz ve Altinkurt (2017) tarafindan
gelistirilmis Ogretmen Oz Yeterlik inanclar Olcedi'nin alt dlgeklerindendir. 5’li Likert yapida tek boyutlu
olan élgek katiimiyorum ile katiliyorum arasinda derecelendirilmektedir. Olgekte “bransimla ilgili soru
soruldugunda rahathkla yanitlayabilirim”, “brangimla ilgili yeterli bilgi birikimine sahibim” gibi ifadeler
ver almaktadir. Olgek gelistirilme siirecinde gecerlik ve giivenirlik analizleri incelenmis ve uyum iyiligi
degerlerinin ve Cronbach alfa katsayininsin kabul sinirlari arasinda oldugu raporlanmistir. Olgegin
gelistiriime surecinde 6lgegin glvenirligi icin Cronbach alfa i¢ tutarlik katsayilari (a) incelenmistir ve
Akademik Oz yeterlik igin .75 olarak hesaplanmistir (Colak et al., 2017). Mevcut calismada bu analizler
yinelenmis ve DFA sonucunda ulasilan uyum iyiligi degerlerine [x 2 = 57.285; x 2 / Sd = 1.29; CFI= 0.95;
TLI= 0.93; RMSEA= 0.02] ve .91 Cronbach alfa katsayisina gore ¢alismada kullanilan 6lgek gecerli ve
givenilir olarak kabul edilmistir (Kline, 2005).

Verilerin Analizi

Bu arastirma 2019-2020 6gretim yilinda Yozgat Bozok Universitesinde 6gretmen adaylari ile
yuritilmistir. Arastirma kapsaminda kisisel bilgi formu, AMO ve AOYO kullanilmistir. Kisisel bilgi
formunda demografik bilgilerin yani sira 6gretmen adaylarinin genel not ortalamalari da yer almistir.
Ogretmen adaylarinin akademik basarilarinin bir gdstergesi olarak genel not ortalamalari (GANO)
incelenmistir. Analiz asamasi oncesinde eksik veriler kontrol edilmis ve ug¢ degerler belirlenmistir.
Mahalonobis uzakliklari hesaplanmis ve kritik ki kare degeri ile karsilastirilmistir. Ug deger kabul olgiiti
olarak p<.001 degeri alinmistir. Analize uygun oldugu belirlenen 322 6lgcek (izerinden analizler
ylritilmustdr. Carpiklik ve basiklik degerleri incelenerek verilerin normal dagiliminin kontrol edilmistir.
Hesaplanan carpiklik (-.602 ile .792) ve basiklk (-.766 ile .352) degerlerinin kabul sinirlar icerisinde
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oldugu goérilmustir (Tabachnick ve Fidell, 2013). Gruplar arasi varyanslarin farkliligi Levene test ile
incelenmis ve varyanslarin homojen oldugu saptanmistir (p>.05). Coklu baglanti probleminin olup
olmadigl incelenmistir. Coklu baglanti probleminin olmamasi icin VIF degerinin 10’dan dusiik olmasi,
tolerans degerlerinin 0.20’ye esit ya da biylk olmasi gerekmektedir (Cokluk, Sekercioglu ve
Blylkozturk, 2010). Bu arastirmada ise akademik igsel motivasyon, akademik dissal motivasyon,
motivasyonsuzluk, akademik 6z yeterlik VIF degerinin (2.41; 1.92; 1.16; 1.36, siraslyla) ve tolerans
degerlerinin (.415; .520; .589; .734, sirasiyla) kabul araliginda oldugu ve degiskenler arasindaki
korelasyon katsayilarinin .80’nin altinda deger aldigi ve ¢oklu baglanti sorunu gostermedigi tespit
edilmistir (Tablo 6).

Analiz asamasinda veriler betimsel istatistikler kullanilarak incelenmistir. Akademik 6z yeterlik
inanglarinin ve akademik motivasyon dizeylerinin belirlenmesinde ortalama ve standart sapma
puanlarindan yararlanilmistir. Degiskenlerin anlamli farklihk olusturup olusturmadiginin belirlenmesi igin
t testi ve ANOVA kullanilmistir. Akademik 6z yeterlik ile akademik motivasyon ve akademik basari
arasindaki iliskinin belirlenebilmesi icin Pearson korelasyon analizi; akademik motivasyon ve akademik
basarinin akademik 6z yeterlik inancini yordama durumunun belirlenmesi icin ¢oklu regresyon analizi
kullanilmigtir. Verilerin analizinde Mplus7 ve SPSS programlari kullaniimistir.

Bulgular

Bu bolimde 6gretmen adaylarinin akademik motivasyon ve 6z yeterlik inan¢ dlizeylerine, cinsiyet,
sinif ve bolim degiskenlerinin bu diizeyler Gzerinde anlamli fark olusturup olusturmadigina ve akademik
oz yeterlik ile motivasyon ve akademik basarilari arasindaki iliskilere iliskin bulgular sunulmustur. Tablo
2’de 6gretmen adaylarinin gorislerine iliskin betimsel sonuglar sunulmustur.

Tablo 2.

Akademik Motivasyon ve Oz Yeterlik inanclarina iliskin Aritmetik Ortalama ve Standart Sapma Degerleri
N Ortalama Ss

Akademik 6z yeterlik 322 3.31 .94

igsel motivasyon 322 3.41 .78

Digsal motivasyon 322 3.63 71

Motivasyonsuzluk 322 1.94 .97

Tablo 2’den izlenebilecegi lzere adaylarinin akademik 6z yeterlik inanclari, i¢csel motivasyonlari ve
dissal motivasyonlari orta diizeyin (zerindedir (¥ =3.31; 3.41; 3.63, siraslyla). Motivasyonsuzluk
dlzeylerinin ise disluk dizeyde oldugu saptanmistir (x =1.94). Tablo 3’te 68retmen adaylarini akademik
0z yeterlik, igsel motivasyon, dissal motivasyon ve motivasyonsuzluga iliskin goruslerinde cinsiyet
degiskeninin anlamli etkisinin belirlenmesi igin yapilan t-testi sunulmustur.

Zzzlc?e?);ik Motivasyon ve Oz Yeterlik inanclarinin Cinsiyet Dediskenine Gére t Testi Sonuglari

Boyutlar Cinsiyet N X Ss sd t p
Akademik 6z yeterlik Effe”l: ;29 zgi :Zg 320 015 .98
icsel motivasyon Efl?eIE é:g ;ig ;2 320 3.573  .000**
Digsal motivasyon E?I?;E é:g 3171(2) ;(2) 320 3.129  .002**
Motivasyonsuzluk E?Ii;rl: 239 ;Z 18i3 320 -4.756  .000**

Tablo 3’ten izlenebilecegi gibi katilimcilarin akademik 6z yeterlik inanglar dizeyinde cinsiyet
degiskeni anlamli bir fark olusturmamistir [t(322)=-.015, p>.05]. Akademik motivasyon olgeginin alt
boyutlari incelendiginde ise kadin 6gretmen adaylarinin i¢gsel motivasyon (x =3.50) ve dissal motivasyon
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dizeylerinin (x =3.70) erkeklerden daha yiksek oldugu gorilmistir. Gruplar arasi bu farklarin igsel
motivasyon boyutunda [t(322)=3.573, p<.05] ve dissal motivasyon boyutunda [t(322)=3.129, p<.05]
manidar oldugu saptanmistir. Motivasyonsuzluk boyutunda ise erkek adaylar (x =2.42) kadin adaylardan
(x =1.77) daha ylksek ortalamaya sahiptir. Cinsiyet degiskenin olusturdugu farkin anlamli oldugu
belirlenmistir [t(322)=-4.756, p<.05]. Tablo 4’te Ogretmen adaylarini akademik 06z vyeterlik, icsel
motivasyon, dissal motivasyon ve motivasyonsuzluga iliskin goruslerinin sinif degiskenine gore
incelendigi ANOVA sonuglari sunulmustur.

Tablo 4.
Akademik Motivasyon ve Oz Yeterlik inanclarinin Sinif Degiskenine Gére Anova Sonuglari
Boyutlar Sinif N X Sd F p Gruplar arasi
diizeyi anlamh fark
Akademik 6z yeterlik 1 145 3,12 3-318 6.005 .001* 4-1
2 38 3,31 4-2
3 77 3,35 4-3
4 62 3,71
igsel motivasyon 1 145  3.36 3-318 1.096 .351
2 38 3.39
3 77 3.38
4 62 357
Digsal motivasyon 1 145 3.70 3-318 1.522 .209
2 38 3.44
3 77 3.59
4 62 361
Motivasyonsuzluk 1 145 195 3-318 1.181 317
2 38 1.67
3 77 2.02
4 62 1.96

Tablo 4’ten izlenebilecegi gibi 6gretmen adaylarinin akademik 6z yeterlik inanglarinda sinif degiskeni
anlamh fark olusturan bir degiskendir [F(3-318)=6.005, p<.05]. Katilimcilarin akademik 6z yeterlik
inanglari sinif diizeyi yikseldikge yikselmistir. En yiksek akademik 6z yeterlik inancina dordiinci sinif
ogrencileri (x =3.71) sahipken en duslk ortalamaya birinci sinif 6grencileri (x =3.12) sahiptir. Gruplar
arasi anlamli farkhliklarin belirlenmesi amaciyla LSD testinden yararlaniimistir ve dérdinci siniflar ile
birinci, ikinci ve tglincia siniflar arasinda anlamli farklilik oldugu goérilmastiar. Sinif degiskeninin 6gretmen
adaylarinin akademik motivasyon diizeyleri agisindan- i¢sel motivasyon [F(3-318)=6.1.096, p>.05], dissal
motivasyon [F(3-318)=1.522, p>.05] ve motivasyonsuzluk [F(3-318)=1.181, p>.05] boyutlarinda - anlaml
bir degisken olmadigi gérilmustir.

Tablo 5’te 6gretmen adaylarini akademik 6z yeterlik, icsel motivasyon, dissal motivasyon ve
motivasyonsuzluga iliskin gorisleri bolim degiskenine gore incelendigi ANOVA sonuglari sunulmustur.
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Tablo 5.

Akademik Motivasyon ve Oz Yeterlik inanclarinin Béliim Dediskenine Gére Anova Sonuclari

Boyutlar Boliim N X sd F p Gruplar arasi anlaml

fark

Akademik 6z Okul dncesi 54 3.28 6-315 2.940 .008* Matematik-Din K.A.B.

yeterlik DinK.AB. 93  3.18 Tiirkge-Din K.A.B.
Tirkge 52 3.36 Turkce-PDR
Matematik 38  3.67 Fen B.- Din K.A.B.
FenBilgisi 23  3.66 FenB.-PDR
Sinif 32 3.38
PDR 30 2.88

igsel motivasyon Okul dncesi 54 3.45 6-315 1.186 .313
Din K.A.B. 93 3.25
Tirkce 52 3.45
Matematik 38 3.48
Fen Bilgisi 23 3.55

Sinif 32 3.60
PDR 30 3.34
Digsal motivasyon  Okul 6ncesi 54 3.85 6-315 3.494 .002* Okul O. -Din K.

Din K.A.B. 93 3.38 * Turkge-Din K.
Turkge 52 3.64 Matematik- Din K.
Matematik 38  3.69 Fen B.-Din K:
FenBilgisi 23  3.86 Sinif = Din K:

Sinif 32 3.75

PDR 30 3.62

Motivasyonsuzluk  Okul 6ncesi 54 1.99 6-315 1.868 .086
Din K.A.B. 93 1.78
Tirkce 52 1.90
Matematik 38 2.19
Fen Bilgisi 23 2.35
Sinif 32 1.97
PDR 30 1.77

Tablo 5’ten izlenebilecegi lizere 6z yeterlik diizeyleri bélim degiskenine gore farklilik gostermektedir.
En yiiksek akademik 6z yeterlik diizeyine matematik 6gretmenligi (x =3.67) ve devaminda fen bilgisi
O6gretmenligi (x =3.66) boliiminde okuyan 6gretmen adaylari sahiptir. En disin puan ortalamasi ise
psikolojik danisma ve rehberlik (PDR) (x =2.88) ve din kiiltlri ve ahlak bilgisi (DKAB) (x =3.18) 6g8retmen
adaylar sahiptir. ANOVA testi bolumler arasi farkin anlamli oldugunu [F(6-315)=2.940, p<.05]
gostermistir. LSD testi ile farkin matematik 6gretmenligi bolimi ile DHAB o6gretmenligi; Tirkce
o6gretmenligi ile PDR ve DKAB; fen bilgisi 6gretmenligi ile PDR ve DKAB arasinda oldugu belirlenmistir.

Bollim degiskeni 6gretmen adaylarinin igsel motivasyon [F(6-315)=1.186, p>.05] ve motivasyonsuzluk
boyutu [F(6-315)=1.868 p>.05] puan ortalamalarinda farkhhk olusturmamaktadir. Ancak dissal
motivasyon dizeylerinde anlaml farkhlik gézlemlenmektedir [F(6-315)=3.494, p<.05]. En yiksek dissal
motivasyona sahip 6gretmen adaylari fen bilgisi 6gretmenligi (x =3.86) ve okul 6ncesi 6gretmenligi (x
=3.85) boluimindendir. En dusik dissal motivasyona ise DKAB 6gretmen adaylari sahiptir (x =3.38). LSD
testine gore farkin DKAB bolimi ogretmen adaylari ile okul oOncesi 6gretmenligi, matematik
ogretmenligi, Tirkce Ogretmenligi, fen bilgisi 6gretmenligi ve sinif 6gretmenligi arasinda oldugu
belirlenmistir.
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Tablo 6’da katimcilarin akademik 6z yeterlik inanglari, akademik motivasyon ve akademik basarilari
arasindaki iliskilerin belirlenmesi igin yapilan Pearson korelasyon analizi sonuglari gosterilmektedir.

Tablo 6.

Akademik Motivasyon, Oz Yeterlik inanglari ve Akademik Basarilarina iliskin Pearson Korelasyon
Sonuglari

Faktorler 1 2 3 4 5

1. GANO 1

2. Akademik Oz yeterlik .120* 1

3. i¢sel motivasyon .190** 512%* 1

4. Dissal motivasyon .191** .397** .687** 1

5. Motivasyonsuzluk -.162%* -.181%* -.364%* -.182%* 1

*p<.05; **p<.01

Tablo 6’dan izlenebilecegi gibi akademik 6z yeterlik ile igsel motivasyon boyutu arasinda (r=.512;
p<.01) ve dissal motivasyon boyutu arasinda (r=.397; p<.01) pozitif yonlu, orta diizeyli ve anlamli bir iliski
bulunmaktadir. Motivasyonsuzluk boyutu ile arasinda negatif yonlu, disiik diizeyli ve manidar bir iliski
(r=-.181; p<.01) oldugu gdzlemlenmektedir. Ogrencilerin genel not ortalamalari ile akademik 6z yeterlik
inanclari arasinda diisiik diizeyli pozitif yonli anlamli bir iliski vardir (r=.120; p<.01). Not ortalamalari ile
icsel akademik motivasyon (r=190; p<.01) ve dissal akademik motivasyon (r=.191; p<.05) arasinda diisiik
dizeyli pozitif yonlii; motivasyonsuzluk boyutu ile negatif yonlu diisiik dizeyli anlamh bir iliski (r=-162;
p<.01) bulunmaktadir. Tablo 7’de akademik 6z yeterlik inancinin yordanmasina iliskin regresyon analizi
sunulmustur.

Tablo 7.
Akademik Oz Yeterlik inancinin Yordama Diizeyine iliskin Coklu Regresyon Analizi Sonuclari

Bagimli Degisken = akademik 6z yeterlik

Degisken B Standart 6 t p
Hatag

Sabit .956 .358 2.669 .008*

igsel motivasyon 541 .080 451 6.801 .000*

Digsal motivasyon .109 .087 .084 1.260 .209

Motivasyonsuzluk .002 .050 .002 .042 .966

GANO .041 111 .081 .368 713

R=.516; R°=.266; F (38.454); p=.000

*p<.01

Tablo 7’den izlenebilecegi gibi akademik igsel motivasyon, akademik dissal motivasyon,
motivasyonsuzluk ve GANO degiskenlerinin akademik 6z yeterlik inancini anlamh olarak yordadigi
saptanmistir. (R=.516; R’=.266; p<.01). Bu bulgulara gore akademik i¢gsel motivasyon, akademik dissal
motivasyon, motivasyonsuzluk ve akademik basari, akademik 0z vyeterlik inancinin  %26’sini
actklanmaktadir. Standardize edilmis regresyon katsayilari (8), yordayici boyutlarin akademik 6z yeterligi
actklamadaki 6nem sirasinin akademik i¢sel motivasyon (8=.451), akademik dissal motivasyon (6=.084),
akademik basari (6=.081) ve motivasyonsuzluk (8=.002) seklinde oldugunu géstermektedir. Regresyon
katsayilarinin anlamhligina iliskin p degerleri incelendiginde akademik i¢sel motivasyon boyutunun
(p<.01) akademik 6z yeterlik inancinin tek anlaml yordayicisi oldugu saptanmistir. Akademik dissal
motivasyon, motivasyonsuzluk boyutlarinin ve akademik basarinin akademik 06z yeterlik inancini
yordamada anlamli birer degisken olmadiklari saptanmistir (p>.05).
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Tartisma ve Sonug

Akademik 6z yeterlik inanglari ile akademik motivasyon arasindaki iliskinin incelendigi bu arastirmada
ilk arastirma sorusu kapsaminda &gretmen adaylarinin akademik 6z yeterlik inanglari ile akademik
motivasyon dizeyleri incelemistir. Adaylarin, akademik 06z vyeterlik inanglari, i¢csel akademik
motivasyonlari ve dissal akademik motivasyonlari orta diizeyden daha vyiksek dizeyde,
motivasyonsuzluklari ise diisiik diizeydedir. Degiskenlere bakildiginda cinsiyet degiskenin 6gretmen
adaylarinin akademik 6z yeterlik inanglarinda farkhlik olusturmadigi belirlenmistir. Bu bulgu Gera ve
Singh’in (2015) ¢alismasi ile uyumsuz olmakla birlikte alanyazindaki pek ¢ok ¢alisma sonucu ile paralellik
gostermektedir (Saracaloglu ve Kumral, 2007; Romi ve Leyser, 2006).

Akademik motivasyon agisindan incelendiginde kadin 6gretmen adaylarinin igsel motivasyonlarinin
ve digssal motivasyonlarinin erkek adaylarindan daha ylksek oldugu gorilmistir. Motivasyonsuzluk
boyutunda ise erkeklerin puan ortalamalari, kadinlardan daha yiksektir. Gruplar arasindaki farklilik
kendi icerisinde tutarli bir sonu¢ sunmaktadir. Kadin 6gretmen adaylarinin akademik motivasyonlari
daha yiksekken, motivasyonsuzluk diizeyleri daha dusliktiir. Benzer sekilde Saracaloglu ve Dinger (2009)
kadin 6gretmen adaylarinin akademik motivasyonlarinin daha yiksek olugunu saptamistir. Eynur ve
Geban (2011) da igsel motivasyon boyutunda kadinlar lehine anlamli farkhlk oldugunu belirtmistir. Bu
bulgu kadin 6gretmen adaylarinin akademik ilerleme noktasinda daha kararli ve hevesli olduklarini
gostermektedir. Bu durum o6gretmenlik mesleginin o6zellikle kadinlar acgisindan daha uygun
gorilmesinden de kaynaklanabilir.

Arastirmada ele alinan bir diger degisken sinif dizeyidir. Sinif degiskeni akademik 6z yeterlik inanglari
diizeyinde anlamh farkhhk olusturmaktadir. En yiksek akademik 6z yeterlik inancina dérdinci sinif
ogrencileri sahipken en disiik ortalamaya birinci sinif 6grencileri sahiptir. Gorllmektedir ki sinif diizeyi
yukseldikge akademik 6z yeterlik inanglari da ylikselmistir. Bu bulgu Titrek, Cetin, Kaymak ve Kasikgi
(2018) ve Oguz (2012) bulgulari ile uyumludur. Ogretmen adaylari akademik dgretimin yani sira okul
deneyimi, oOgretmenlik uygulamasi gibi dersler araciligiyla bizzat okullara giderek uygulamalar
yapmaktadir. Bu dogrultuda 6gretmen adaylarinin 6grenim hayatlari strecinde kazandiklari deneyimle
kendilerini daha yeterli hissetmeleri mimkinddr.

Akademik motivasyon acisindan incelendiginde sinif degiskeninin 6gretmen adaylarinin igsel
motivasyon, digsal motivasyon ve motivasyonsuzluk dizeyleri agisindan anlaml bir degisken olmadigi
gorilmustir. Bu bulgu Titrek vd.’nin (2018) bulgularini destekler niteliktedir ancak alanyazinda bu
konuda farkh sonuglar oldugu gorulmektedir. Eymur ve Geban (2011) birinci sinif 6grencilerinin
akademik motivasyonlarini daha yiiksek oldugunu saptamistir.

Ogretmen adaylarinin béliimlerinin 6z yeterlik inanclari ve dissal motivasyonlari agisindan anlamli bir
degisken oldugu gorilmustir. En yiiksek akademik 6z yeterlik diizeyine matematik 6gretmenligi ve fen
bilgisi 6gretmenligi boliminde okuyan 6gretmen adaylarinin sahip oldugu belirlenmistir. Bu durum,
egitim kademeleri arasinda ve lisans sonrasinda girilen sinavlarda sayisal alan puanlarinin daha belirleyici
olmasindan kaynaklanabilir. Sayisal alanda 6gretmenlik bolimi okuyan 6grenciler, bu noktada bireysel
olarak daha 6z yeterli hissedebilir. Ayrica, fen bilgisi 6gretmenligi ve okul 6ncesi 6gretmenligi okuyan
adaylarin ise dissal motivasyonlarinin daha yiksek oldugu saptanmistir. Digsal motivasyon, bireyin
slirece ulagsmayi hedefledigi ciktilarla glidiilenmesidir. Okul dncesi egitiminin zorunlu egitim kapsamina
alinma slirecinde olmasi, bu bolimde okuyan 6gretmen adaylarinin mezuniyet sonrasi is imkani
acisindan daha yilksek motivasyona sahip olmalarini saglayabilir. Fen bilgisi 6gretmenligi bolimiinde
okuyan 6gretmen adaylari ise, milli egitim sistemi igerisinde sayisal alana talebin yliksek olmasi, kamu ve
ozel Ogretim kurumlarinda istihdamin yani sira 6zel ders verme imkanlari edeniyle yiiksek dissal
motivasyona sahip olabilir. Ayrica, calisma da en dislk digsal motivasyona DKAB 6gretmen adaylari
sahiptir. Alanyazinda bolim degiskenini ele alan galismalar farkli sonuglar ortaya koymustur. Titrek vd.
(2018) psikolojik danisma ve rehberlik ve fen bilgisi 6gretmenligi adaylarinin; Sahin ve Cakar (2011) ise
benden egitimi ve fen bilgisi 6gretmeni adaylarinin daha yliksek motivasyona sahip oldugunu bulmustur.
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Oz yeterlik inanglari agisindan da farkl sonuglar saptanmistir. Cakir, Kan ve Siinbiil (2006) sosyal
alandaki 6gretmen adaylarinin; Glrbuztirk ve Sad (2009) beden egitimi, miizik, resim ve sinif 6gretmeni
adaylarinin, Titrek vd. (2018) ise okul 6ncesi ve fen bilgisi 6gretmeni adaylarinin 6z yeterlik inanglarini
daha yuksek oldugunu gozlemlemistir. Bu sonuglara bakilarak bélim degiskeninin tutarli bir sonug
tretmedigi goridlmustir. Bu durum her orgitte oldugu gibi her bir bélimin farkli bir iklime sahip
olmasindan, 6gretim elemanlarinin sayisi ve niteliginden, 6gretim elemanlari ile 6grencilerin iliskisi gibi
degiskenlerden kaynaklanabilir.

Ugiincii arastirma sorusu kapsaminda akademik 6z yeterlik, akademik motivasyon ve akademik
basari arasindaki iligkiler incelenmistir. Bu ¢alismada 6gretmen adaylarinin akademik basarilarinin
gostergesi olarak genel not ortalamalari incelenmistir. Arastirma sonucunda not ortalamalari ile igsel
akademik motivasyon ve dissal akademik motivasyon arasinda pozitif yonli; motivasyonsuzluk boyutu
ile negatif yonlid anlamh iliskiler oldugu belirlenmistir. Bu bulgu alanyazinda bireylerin akademik
motivasyonu ile akademik basari arasinda dogrusal bir iliski oldugunu saptayan calismalari destekler
niteliktedir (Titrek vd., 2018; Akbay ve Gizir, 2010). Ogretmen adaylarinin akademik 6z yeterlik inanclari
ile akademik basarilari arasinda pozitif bir iliski oldugu saptanmistir. Bu bulgu Saragoglu ve Dinger (2009)
ve Uzun, Ozkilig ve Sentiirk (2010)'iin galisma bulgulari ile uyumludur. Gera ve Singh (2015) da yiiksek
basari gésteren dgretmen adaylarinin daha yiiksek 6z yeterlik inancina sahip oldugunu saptamistir. Oz
yeterlik inancglari, davranis sonuglarindan etkilenmekte ve gelecek davranislari da sekillendirmektedir.
insan dogasi, bilissel, duyusal ve biyolojik kisisel 6zellikler, davranislar ve gevre karsilikli birbirini etkiyen
bir sireg icerinde ilerlemektedir (Bandura, 1986). Bu dogrultuda akademik olarak basarili olacagina
inanan 6gretmen adaylarinin basarilari daha basarili olmakta, basarilari arttikca kendilerini akademik
olarak daha yeterli algilamaktalardir.

Calismada son olarak akademik motivasyonun ve akademik basarinin, akademik 6z yeterlik inaninin
anlamli yordayicisi oldugu saptanmistir. Akademik 6z yeterlik inancinin %26’si akademik motivasyon
boyutlari ve akademik basari ile acgiklanmaktadir. Yordayici degiskenler icerisinde sadece igsel
motivasyon boyutunun anlamli bir yordayici oldugu saptanmistir. Dissal motivasyon, motivasyonsuzluk
boyutlari ve akademik performansin 6gretmen adaylarinin 6z yeterlik inanclarini agiklamada anlamli
olmadig gorilmustir. Dissal motivasyon bireyin sirecin kendisi icin degil sonucu icin eyleme
ydnelmesidir. i¢sel motivasyon ise dissal motivasyonun aksine, bireyin ¢iktilardan ziyade siirece
odaklandigi, kesfetme, 6grenme, anlama sirecindeki aktivitelerden hissettigi mutlulugu, bir Griini
ortaya koyabilmeye calisirken deneyimledigi hazzi ifade etmektedir (Deci, 1975; Deci ve Ryan, 1985). Bu
dogrultuda akademik calismalardan bizzat siirecin kendisinden zevk alan 6grencilerin akademik 06z
yeterliklerinin de daha yuksek oldugu gorilebilmektedir. Cliinkii 6grenmekten haz duyan 6gretmen
adaylarinin akademik olarak basarili olma inanglari daha yuksektir. Titrek et al, (2018) ve Akbay ve
Gizir'in (2010) calismalari bu bulgu ile paralellik gostermektedir. Bireyin itici glici olarak i¢sel akademik
motivasyonu, akademik basari elde edebilecegine olan inancini giiglendirmektedir. Yiksek 6z yeterlik
inanci ise davranigi sirdirme noktasindaki kararliliklarini ve karsilastigi engeller karsisindaki
dayaniklihgini etkilemektedir. Ogrenmeye harcanan ¢abayi artirmakta ve olumsuz bir sonug karsisinda
toparlanma siirecini hizlandirmaktadir.

Ogretmen adaylarinin akademik motivasyonlari, basarilari ve akademik 6z vyeterlik inanglari
arasindaki iliskiyi inceleyen bu calisma géstermektedir ki 6gretmen adaylarinin akademik 6z yeterlik
inanclari, i¢csel akademik motivasyonlari ve dissal akademik motivasyonlari orta diizeyden daha yiksek
diizeyde, motivasyonsuzluk durumlari ise diisiik diizeydedir. Akademik motivasyonun kadin adaylar
lehine anlamli farklilastigl, sinif dizeyinin yiikselmesine paralel olarak 6gretmen adaylarinin akademik 6z
yeterlik inanclarinin da yiikseldigi saptanmistir. Ogretmen adaylarinin aldiklari egitimle birlikte
basarabileceklerine iliskin inanglari da artmistir. Ayrica, 6gretmen adaylarinin akademik 6z yeterlik
inanglari ile i¢csel akademik motivasyon, dissal akademik motivasyon dizeyleri ve akademik basarilari
arasinda pozitif yonlu iliskilerin oldugu saptanmistir. Akademik i¢csel motivasyonun, akademik 6z yeterlik
inancinin anlamli bir yordayicisi oldugu belirlenmistir.
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Bu calisma Yozgat Bozok Universitesinde dgrenci olan dgretmen adaylari ile sinirlidir. Bu calismanin
farkh Universitelerde yinelenmesi ve akademik 6z yeterlik, akademik motivasyon ve akademik basari
arasindaki iliskilerin farkl degiskenler araciligiyla incelenmesi alana katki sunacaktir. Calisma sonucunda
icsel ve dissal motivasyon dizeyi disik ¢ikan 6gretmen adaylarinin bélimlerine iliskin nitel ¢calismalarla
derinlemesine arastirmalar yiratilmesi faydali olacaktir. Arastirma sonuglari gostermektedir ki
ogretmen adaylarinin, akademik motivasyonlari yikseldikce akademik 6z vyeterlikleri inanglari da
artmaktadir ve akademik basarilari da pozitif yonli degismektedir. Bu dogrultuda gesitli toplantilar
araciligiyla bolimlerin vizyonlarinin  6gretmen adaylarina yansitilabilmesi, 6grenme ortamlarinin
zenginlestirilmesi, sosyal ve kiiltiirel etkinliklerle 6gretmen adaylarina farkli 6grenim firsatlarinin
sunulmasi, online 6grenme ortamlari ile farkli 6grenme taleplerinin karsilanmasi 6gretmen adaylarinin
ogrenme sireglerine aktif katilmalarini saglayabilir dolayisiyla i¢sel motivasyonlarini artirabilir. Bu
onerilerin, egitimin ilk donemlerinden itibaren gergeklestirilmesi alt siniflarda akademik motivasyonun
artmasinda faydah olabilir. Zira artan akademik motivasyon, 6gretmen adaylarinin yeterlik inanglarinin
artacagi 6ngorilmektedir.
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