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Abstract

The aim of this study is to analyze, using a path analysis model, the predictive relationships among
pre-service teachers’ epistemological beliefs, their educational philosophy tendencies and their
teaching-learning conceptions. A relational screening model and predictive correlational design were
used in this study. The sample of this study consisted of 1621 pre-service teachers from the faculty of
education in a state university in Turkey. The Epistemological Beliefs Scale adapted by Deryakulu &
Biiytikoztirk (2005), the Teaching-Learning Conceptions Scale adapted by Aypay (2011), and the
Educational Philosophy Tendency Scale developed by researchers were all used as data collection
tools. Path analysis was used to calculate predictive relationships among pre-service teachers’
epistemological beliefs, their educational philosophy tendencies, and their teaching-learning
conceptions. Study findings indicate that pre-service teachers’ epistemological beliefs and their
educational philosophy tendencies are statistically significant predictors of their teaching-learning
conceptions. The findings also indicated that pre-service teachers’ epistemological beliefs are
statistically significant predictors of their educational philosophy tendencies. In this context, predictive
relationships among variables were scrutinized and a number of suggestions were made in light of

these findings.
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Introduction

Epistemology is a fundamental branch of philosophy which investigates the nature and source
of knowledge (Cevizci, 2015a). Beliefs, on the other hand, signify an individuals’ sense of self-
acceptance that they develop based on events and phenomena they come across in the course of their
lifetime (Deryakulu, 2017). Thusly, epistemological beliefs can be defined as individuals’ sense of
self-acceptance regarding the theory, source, and potentiality of knowledge (Hofer, 2001). Various
models related to epistemological beliefs have been developed since the 1960s (Brownlee et al., 2002;
Hofer and Pintrich, 1997). Some of these models approached epistemological beliefs from a one-
dimensional point of view (Belenky et al., 1986; King and Kitchener, 1994; Kuhn, 1991; Magolda,
1992; Perry, 1968), while Schommer (1990) developed a multi-dimensional model suggesting that
epistemological beliefs are not only directly related to beliefs regarding the nature of knowledge but
also involve beliefs regarding learning processes. According to this model, people who believe that
knowledge is relative and that effort plays an important role during the learning process have
developed epistemological beliefs, while people who believe knowledge is absolute and unchangeable
and talent plays an important role during the learning process have undeveloped epistemological
beliefs (Schommer, 1993).

Schommer’s (1990) model, which approaches epistemological beliefs in a multi-dimensional
way, closely scrutinized what kind of effects that a sense of self-acceptance derived from the nature of
both knowledge and learning had on the learning and teaching process. Hence, many studies in the
body of relevant literature (Bedel and Cakir, 2013; Cano, 2005; Chan, 2003; Hofer, 2004; Karatas,
2011; Ongen, 2003; Phan, 2008; Rodrigez & Cano, 2006; Schommer-Aikins and Hutter, 2002) reveal
that epistemological beliefs are contingent on a variety of factors such as academic success, meta-
cognitive awareness levels, learning approaches, and problem-solving strategies. Another factor tied to
epistemological beliefs is individuals’ educational philosophy tendencies (Biger et al., 2013;
Kahramanoglu and Ozbakis, 2018; Onen, 2011). Accordingly, Yazict (2016) states that an
epistemological point of view serves as the basis for most tendencies related to the educational

philosophy.

Educational philosophy is a branch of philosophy that develops philosophical proposals and
solutions to educational issues (Noddings, 2016). Tezci and Kervan (2019) point out that the
educational philosophy plays a role in determining the purpose, extent, and function of education.
Tendencies, on the other hand, refer to “a potential quality found in a particular thing or object”
(Cevizci, 2015b: 149). Therefore, educational philosophy tendencies can be defined as a perspective
that an individual possesses regarding the purpose and function of education. Thus, it is possible that
individuals’ educational philosophy tendencies have an important effect on the learning and teaching

process. Furthermore, many studies in the relevant literature (Akgiin, 2015; Duman, 2008; Duman and
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Ulubey, 2008; Kozikoglu and Erden, 2018) show that educational philosophy tendencies are related to
a variety of factors in the learning and teaching process such as critical thinking tendencies, abilities to
utilize teaching technologies, learning strategies, and critical pedagogical approaches. Another factor
related to educational philosophy tendencies is teaching-learning conceptions (Bas, 2015);
epistemological beliefs have also been shown to be related to teaching-learning conceptions (EKinci,
2017; Tezci et al., 2016; Wong et al., 2009). That is to say, it is clear that epistemological beliefs are
closely related to both educational philosophy tendencies and teaching-learning conceptions.

Individuals’ teaching-learning conceptions constitute a sense of self-acceptance that they
developed with respect to the concepts of teaching and learning. These conceptions can be classified
into two groups: traditional conceptions and constructivist conceptions (Chan, 2004; Chan & Elliot,
2004; Schunk, 2014). People with constructivist conceptions are active members of the learning
process, while people with traditional conceptions are passive members of said process (Brooks and
Brooks, 1999; Philips, 1995). It is likely that behind the effects of changes that take place in both
epistemological beliefs and educational philosophy tendencies lie individuals’ tendencies which make
them gravitate towards constructivist rather than traditional conceptions (Ozden, 2014). As a result of
these changes in epistemological beliefs, a trend towards pragmatism has emerged, taking the place of
idealism and realism to a large extent. Taking into account that pragmatism serves as the basis for
other branches of contemporary educational philosophies such as progressivism and reconstructionism
(Gutek, 2006; Yazici, 2016) and that these branches form a base for constructivist teaching-learning
conceptions (Aslan, 2018), the change that occurs during the teaching and learning process can be

more clearly understood.

Also, in the Turkish education system, traditional conceptions was replaced by constructivist
conceptions of learning as of the 2005-2006 academic year (Giir et al., 2013). During the learning and
teaching process, teachers with constructivist conceptions of teaching create a positive classroom
environment that puts focus on and emphasizes students’ interests and needs (Ayta¢ and Uyangor,
2020; Bas and Beyhan, 2013). Also, students have higher levels of academic success in a learning
setting designed in accordance with constructivist conceptions (Ayaz and Sekerci, 2015; Kim, 2005).
Thus, it can be said that teachers’ teaching-learning conceptions affect the learning and teaching
process (Bas, 2014). Teachers’ epistemological beliefs (Tezci et al., 2016) and their educational
philosophy tendencies (Bas, 2015) constitute the basis for their teaching-learning conceptions.
Consequently, both teachers’ beliefs about knowledge and the nature of knowledge and their
philosophical approach toward education are important variables which shed light on their conceptions

interiorized during the learning and teaching process.

Teachers’ beliefs and conceptions begin to take shape before they start serving as teachers.

Thus, the quality of education provided for pre-service teachers in education faculties plays becomes
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more prominent as it plays a key role in their development (Doganay and Sari, 2003; Pajares, 1992).
Teachers with developed epistemological beliefs are inclined more towards contemporary educational
philosophies (Biger et al., 2013) and favor constructivist teaching-learning conceptions (Turan, 2018).
In this context, analyzing the correlation among pre-service teachers' epistemological beliefs, their
educational philosophy tendencies and their teaching-learning conceptions may provide various clues
about the environment that they will create in their classrooms when they start teaching. As Tezci and
Uysal (2004) state, individuals’ philosophical approaches may shape the way they implement their

ideas and curricula.

The body of relevant literature includes studies analyzing the relationship between
epistemological beliefs and teaching-learning conceptions (Ekinci, 2017; Tezci et al., 2016; Wong et
al., 2009) and also educational philosophy tendencies (Biger et al., 2013; Kahramanoglu and Ozbakis,
2018; Onen, 2011). Although these studies analyzed predictive relationships between teachers’
epistemological beliefs and their teaching-learning conceptions, predictive relationships between
teachers’ epistemological beliefs and their educational philosophy tendencies have not yet been
examined. Studies analyzing relationships between teachers’ epistemological beliefs and their
educational philosophy tendencies focused solely on their reciprocal relationship. Moreover, there are
a limited number of studies analyzing the relationship between teachers’ educational philosophy
tendencies and their teaching-learning conceptions (Aslan, 2018; Bas, 2015). In short, no studies
which use a path analysis model to examine predictive relationships among teachers’ epistemological
beliefs, their educational philosophy tendencies, and their teaching-learning conceptions have been

encountered in the current body of relevant literature.

Meydan and Sesen (2015) suggest that the path analysis model allows researchers to examine
not only direct effects among variables but also indirect and total effects among them and to gain a
better and clearer understanding of these effects as the model visualizes the analysis as a whole in one
image. This study aims to reveal which, if any, dimensions of epistemological beliefs affect pertinent
educational philosophy tendencies and teaching-learning conceptions, and, if there are such effects, to
find out their scope and extent. Keeping this aspect of the study in mind, it is believed that this study
distinguish itself from other studies in the relevant literature. This study will provide a wide variety of
perspectives for many people: program development specialists creating teacher training programs,
faculty members and instructors putting teaching programs and exercises into practice, and researchers
reviewing the body of relevant literature and determining the relationships between the variables in
this study and other variables in their own studies. Thusly, the purpose of this study is to analyze the
predictive relationships among pre-service teachers’ epistemological beliefs, their educational

philosophy tendencies, and their teaching-learning conceptions using a path analysis model.
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Methods

A relational screening model and predictive correlational design were used in this study.
Relational screening models aim to determine the presence and/or level of change between two or
more variables (Karasar, 2006). Predictive correlational design was used in order to determine the
effects of known variables on unknown variables (Biiyiikoztirk et al., 2011). Thusly, predictive
correlational design was used in this study as the predictive correlations among epistemological
beliefs, pre-service teachers’ educational philosophy tendencies, and teaching-learning conceptions
were examined.

Population and Sample

The population of the study consisted of all pre-service teachers from every class level who
were in standard academic programs and degree programs in the Necatibey Faculty of Education at
Balikesir University during the 2017-2018 academic year. As the goal was to reach the entire

population, an additional sampling method was not deemed necessary.

The population of the study consisted of approximately 3000 pre-service teachers. However,
by the end of the data collection process, analyses had been conducted with only 1621 of them. As in
the overall study, all of the pre-service teachers in specific departments were asked to participate.
Therefore, reaching a certain percentage of pre-service teachers in specific degree programs wasn’t
included as an objective; instead, including as many pre-service teachers as possible from each
department was set as a goal. Furthermore, there are a different number of pre-service teachers
studying in each department, which is a result of the marked variance in pre-service teacher enrollment
numbers for individual departments. Hence, the sample size accounted for roughly 55% of the entire
population. Ozen and Giil (2007) stated that sample size should account for at least 30% of the entire
population, meaning that the sample size of this study adequately represents the population. Data

from the sample can be found in Table 1.

Table 1: Sample data

Categories Groups Frequency (f)  Percentage (%)
Gender Female 1186 73.2
Male 435 26.8
Freshman 413 25.5
Sophomore 399 24.6
Grade level -y ior 454 28
Senior 355 21.9
Mathematics and Science Education 572 35.3
Primary Education 314 194
Degree Turkish Language and Social Sciences Education 284 17.5
Program | English Language Education 137 8.5
Department Guidance and Psychological Counseling 125 7.7
Computer/Instructional Technologies Education 103 6.4
Music Education 86 5.3
Total 1621 100
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1186 (73.2%) female and 435 (26.8%) male pre-service teachers participated in the study. 413
(25.5%) of the pre-service teachers who participated in the study were freshmen, 399 (24.6%) of them
were sophomores, 454 (28%) of them are juniors, and 355 (%21.9) of them were seniors. 572 (35.3%)
of pre-service teachers were studying for a degree in Mathematics and Science Education, 314
(19.4%) in Primary Education, 284 (17.5%) in Turkish Language and Social Sciences Education, 137
(8.5%) in English, 125 (7.7%) in Guidance and Psychological Counseling, 103 (6.4%) in
Computer/Instructional Technologies Education, and 86 (5.3%) in Music Education.

Data Collection Tools
Epistemological Beliefs Scale

The Epistemological Beliefs Scale was developed by Schommer (1990) and adapted by
Deryakulu and Biiyiikoztiirk (2002). Soon after, Deryakulu and Biiyiikoztiirk (2005) re-examined the
factor structure of the scale. Results from this subsequent analysis confirmed that the scale consists of
34 items and its factor structure remains unchanged. Sub-dimensions of the scale were named thusly:
The Belief of Learning Depends on Effort /BLDE (17 items), The Belief of Learning Depends on
Ability /BLDA (8 items), and The Belief of There is Only One True Truth /BOTT (9 items). After
conducting reliability analysis, Cronbach’s alpha values for the sub-dimensions were calculated to be
0.84, 0.69, and 0.81, respectively (Deryakulu and Biiyiikoztiirk, 2005). A high score on these sub-
dimensions indicates that participant beliefs regarding the relevant dimension are stronger.
Furthermore, acquiring high scores from the BLDE sub-dimension is a sign of holding developed
beliefs, while high scores received from the BLDA and the BOTT sub-dimensions indicate

undeveloped/immature beliefs (ilhan et al., 2013).
Educational Philosophy Tendency Scale

The Educational Philosophy Tendency Scale was developed by researchers using two sample
groups. One of the groups, which consisted of 535 participants, was subjected to exploratory factor
analysis, item analysis, reliability analysis, and confirmatory factor analysis, while only a confirmatory
factor analysis was used with the 398-person sample group. The results of the confirmatory factor
analysis were used to develop a scale with four dimensions and 36 items. These dimensions were
named thusly: Progressive Educational Philosophy Tendency (PREPT), Reconstructionist Educational
Philosophy Tendency (REPT), Essentialist Educational Philosophy Tendency (EEPT), and
Perennialist Educational Philosophy Tendency (PEPT). After conducting the confirmatory factor
analysis with the first sample group, fit values (CMIN/DF: 1.92, RMSEA: 0.041, CFI: 0.92, NNFI:
0.91, GFI: 0.90, AGFI: 0.88, RMR: 0.055, SRMR: 0.058) were found to be within acceptable ranges.
Fit values (CMIN/DF: 1.95, RMSEA: 0.049, CFI: 0.91, NNFI: 0.90, GFI: 0.86, AGFI: 0.85, RMR:
0.050, SRMR: 0.058) of the second group also fell within acceptable ranges.
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The results gathered from item analysis showed that there were statistically significant
differences between the upper 27% and lower 27% of the total group. The results of the reliability
analysis revealed that the Cronbach’s alpha value for the entire scale was found to be 0.83, while it
was calculated as 0.89 for the Progressive Educational Philosophy Tendency (13 items) sub-
dimension, 0.84 for the Reconstructionist Educational Philosophy Tendency (9 items) sub-dimension,
0.82 for the Essentialist Educational Philosophy Tendency (7 items) sub-dimension, and 0.66 for the
Perennialist Educational Philosophy Tendency (7 items) sub-dimension. High scores on these sub-

dimensions indicate stronger tendencies regarding relevant sub-dimensions.
Teaching-Learning Conceptions Scale

Teaching-Learning Conceptions Scale was developed by Chan and Elliott (2004) and adapted
by Aypay (2011). 341 pre-service teachers participated in a study conducted with the adapted scale. In
the evaluation group, researchers worked with 30 items which were translated into Turkish and edited
to ensure that they were grammatically correct. Firstly, confirmatory factor analysis was conducted
and, based on the results of the analysis, fit indices of the 30-item scale and its 2 sub-dimensions
indicated a partial fit with the model. These two sub-dimensions were called Traditional Teaching-
Learning Conceptions (18 items) and Constructivist Teaching-Learning Conceptions (12 items).
Reliability analysis results showed that the Cronbach’s alpha values of the entire scale were found to
be 0.71, 0.88, and 0.83 for the entire scale and the two sub-dimensions, respectively. The split-half
correlation value was found to be 0.77. High scores on these sub-dimensions indicate that participants

have interiorized the understanding in the relevant sub-dimension (Aypay, 2011).
Data Collection and Analysis

As a first step, before collecting research data, permission was obtained from the researchers
who adapted the scales used in this study to use their work. Afterwards, all necessary permissions
were received from the institution where this study was conducted, and then, the data was collected
personally by the researcher. The study was completed in its entirety during the week of April 16",
2018-April 20" 2018. In the first step, researchers created a detailed schedule that contained the class
hours and times in which they were going to work with the pre-service teachers. They contacted the
course instructors to keep them informed of all developments prior to meeting with the pre-service
teachers. It can be stated with certainty that the reason the requisite number of pre-service teachers
was not reached was some of the pre-service teachers’ nonattendance during the week of the study; put
another way, some pre-service teachers skipped class and, consequently, the study as well. During the
process of data entry, 26 pieces of data were removed from the data set due to missing and/or incorrect
content. The scales that were used in this study only allowed participants to fill out one column, which
may produce extreme values. Finally, the data set was tested for normality. Measures of skewness and

kurtosis in the data set for sub-dimensions of scales can be found in Table 2.
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Table 2. Measures of skewness and kurtosis for sub-dimensions of scales

Sub-dimensions N Skewness Kurtosis
Progressive Educational Philosophy Tendency (PREPT) 1621 -.81 -12
Reconstructionist Educational Philosophy Tendency (REPT) 1621 -.31 -.50
Essentialist Educational Philosophy Tendency (EEPT) 1621 .67 .20
Perennialist Educational Philosophy Tendency (PEPT) 1621 -.34 A7
The Belief of Learning Depends on Effort (BLDE) 1621 -.00 -.07
The Belief of Learning Depends on Ability (BLDA) 1621 74 51
The Belief of There is Only One True Truth (BOTT) 1621 A3 .08
Traditional Teaching-Learning Conceptions (TTLC) 1621 .28 -.20
Constructivist Teaching-Learning Conceptions (CTLC) 1621 -45 -.08

The values in Table 2 show that skewness and kurtosis in the data set for each sub-dimension
range from -1 to +1. Morgan et al. (2004) state that skewness and kurtosis in a data set ranging from -1
to +1 is enough to infer that data is normally distributed. West et al. (1995), on the other hand, claim
that in order to have a normally distributed set of data, skewness should be less than 2 while kurtosis
should be less than 7. Keeping this in mind, the skewness and kurtosis of data sets in this study were
found to be within acceptable ranges and data was deemed to be normally distributed. The data set was
checked for extreme values and no problems were found. Path analysis was used to calculate
predictive relationships among pre-service teachers’ epistemological beliefs, their educational
philosophy tendencies, and their teaching-learning conceptions. The path analysis model was
examined based on observed variables; various fit indices of the model (}*df, RMSEA, CFI, GFI,
NNFI, NFI, RMR, and SRMR) were assessed. Shur’s (2008) coefficients were utilized in the
interpretation of path coefficients. Accordingly, coefficient values less than 0.10 were identified as
having a low effect, values between 0.10 and 0.50 as having a moderate effect, and values higher than

0.50 as having a strong effect. The theoretical model can be found in Figure 1.

REPT PREPT

A
BLDE / / .

CTLC

(l TTLC
\ - -

Figure 1. Theoretical model
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Findings

After conducting analyses on the evaluation model, paths which did not evince significant
effects were removed from the model. Meanwhile, path coefficients of the model were tested to see
whether or not they were statistically significant and consequently, seven paths were removed from

the model. Data regarding direct effects can be found in Table 3.

Table 3. Measures of direct effects

Path t p

BLDE > PREPT 37 17.672 .000**
BLDE —> REPT 20 10.290 .000**
BLDE > PEPT .00 .105 917
BLDE > EEPT -.06 -2.984 .006**
BLDA > PEPT .08 3.033 .002%*
BLDA > EEPT 25 10.816 .000**
BLDA > PREPT -.16 -6.551 .000**
BLDA —> REPT .02 785 432
BOTT > PEPT 33 12.701 .000**
BOTT > EEPT 10 4.167 .004**
BOTT > PREPT .05 2.191 .028*
BOTT —> REPT 01 495 621
PEPT —> TTLC 26 12.390 .000**
PEPT —> CTLC .02 720 A72
EEPT > TTLC 21 9.550 .000**
EEPT CTLC -.02 -.844 399
PREPT CTLC A7 19.516 .000**
PREPT > TTLC -14 -5.493 .000**
REPT > CTLC 12 4.863 .000**
REPT > TTLC .05 2.033 .042*
BLDE CTLC 25 12.942 .000**
BLDE > TTLC .06 2.871 .004**
BLDA TTLC 21 10.136 .000**
BLDA S CTLC -.08 -3.992 .000**
BOTT TTLC 27 13.133 .000**
BOTT —> CTLC .08 3.675 .000**
PEPT > EEPT 42 19.857 .000**
PEPT —> PREPT 10 4.165 .000**
PEPT > REPT .03 1.923 .054
EEPT PREPT -.26 -11.747 .000**
EEPT > REPT -.02 -1.646 .100
PREPT > REPT .60 31.270 .000**
TTLC CTLC -.06 -2.666 .008**

*p<.05, **p<.01

Table 3 includes data regarding path coefficients that revealed direct effects among variables
and were obtained from the path analysis of the evaluation model. The BLDE dimension was found to
have a statistically significant effect on PREPT ($=0.37, p<0.01), REPT ($=0.20, p<0.01), EEPT (B= -
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0.06, p<0.01), CTLC (p=0.25, p<0.01), and TTLC (B=0.06, p<0.01), while it didn’t have any
significant effect on the PEPT ($=0.00, p>0.05) dimension. In addition, the effect of the BLDE
dimension on PREPT, REPT, and CTLC dimensions was found to be moderate, while its effect on the
EEPT dimension was low. The BLDA dimension was found to have a statistically significant effect on
PEPT ($=0.08, p<0.01), EEPT (p= 0.25, p<0.01), PREPT (B=-0.16, p<0.01), TTLC (p=0.21, p<0.01),
and CTLC (B= -0.08, p<0.01), while it didn’t have any significant effect on the REPT (B=0.02,
p>0.05) dimension.

In addition, the effect of the BLDA dimension on EEPT, PREPT, and TTLC was found to be
moderate, while its effect on the PEPT and CTLC dimensions were low. The BOTT dimension was
found to have a statistically significant effect on PEPT (B=0.33, p<0.01), EEPT (= 0.10, p<0.01),
PREPT (B= 0.05, p<0.05), TTLC (p=0.27, p<0.01), and CTLC (B= 0.08, p<0.01), while it didn’t have
any statistically significant effect on REPT (f=0.01, p>0.05) dimension. In addition, the effect of the
BOTT dimension on PEPT, EEPT, and TTLC was found to be moderate, while its effect on the
PREPT and CTLC dimensions were low.

The PREPT dimension was found to have a statistically significant effect on CTLC (p=0.47,
p<0.01), TTLC (p=-0.14, p<0.01), and REPT (B$=0.60, p<0.01). The effect of the PREPT dimension
on CTLC and TTLC were found to be moderate, while its effect on REPT was high. The REPT
dimension was found to have a statistically significant effect on CTLC ($=0.12, p<0.01) and TTLC
(B=0.05 p<0.05). The effect of the REPT dimension on CTLC was found to be moderate, while its

effect on the TTLC dimension was low.

The PEPT dimension was found to have a statistically significant effect on TTLC ($=0.26,
p<0.01), EEPT (B=0.42, p<0.01), and PREPT (B= 0.10, p<0.01), while it didn’t have any statistically
significant effect on the CTLC ($=0.02, p>0.05) and REPT ($=0.03, p>0.05) dimensions. The effect
of the PEPT dimension on TTLC, EEPT, and PREPT was found to be moderate. The EEPT dimension
was found to have a statistically significant effect on TTLC (=0.21, p<0.01) and PREPT (= -0.26,
p<0.01), while it didn’t have any statistically significant effect on CTLC (B=-0.02, p>0.05) and REPT
(B=-0.02, p>0.05) dimensions. The effect of the EEPT dimension on TTLC and PREPT was found to
be moderate. Moreover, the TTLC sub-dimension was found to have a statistically significant and low
effect on CTLC (B= -0.06, p<0.01).

The goodness-of-fit tests (CMIN/DF: 1.557, RMSEA: 0.019, RMR: 0.002, SRMR: 0.006,
GFI: 0.99, NFI: 0.99, NNFI: 0.99, CFI: 0.99) for the model showed that the sample data represented a
perfect fit (Brown, 2006; Hu and Bentler, 1999; Siimer, 2000; Tabachnick and Fidell, 2001). The
percentages that indicate how well variables were explained are as follows: 56% for the CTLC
dimension, 53% for the TTLC dimension, 51% for the REPT dimension, 36% for the EEPT
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dimension, 31% for the PREPT dimension, and 14% for the PEPT dimension. In addition, Figure 2

presents the standardized path coefficients found among variables.

REPT PREPT

BLDE

: \ -
= BLD.\ >

BOTT & i

EEPT 43 PEPT

Figure 2. Standardized path coefficients
Indirect effects of the path analysis model are displayed in Table 4.

Table 4. Measures of indirect effects

BLDE BLDA BOTT PEPT EEPT PREPT REPT TTLC
PEPT
EEPT .03 14
PREPT .02 -.08 -.04 -13
REPT 24 -.15 .00 -.02 -19
TTLC -.05 A1 A3 .09 .03 .03
CTLC 24 -.15 -.02 -.04 -.18 .08 -.00

Based on the analysis results found in Table 4, the BLDE dimension has a positive, moderate,
and indirect effect on REPT and CTLC, while it has a negative and indirect effect on TTLC and a
positive, low, and indirect effect on PREPT. The BLDA dimension was found to have a negative and
indirect effect on both REPT and CTLC, while it has a positive, moderate, and indirect effect on
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TTLC. Also, the indirect effect of the BLDA dimension on PREPT was found to be negative and low,

while its indirect effect on EEPT is positive and low.

Though the BOTT dimension didn’t have an indirect effect on the REPT dimension, it has a
positive, moderate, and statistically significant effect on both EEPT and TTLC, while its indirect
effect on PREPT and CTLC was found to be negative and low. The PEPT dimension was found to
have a negative, moderate, and indirect effect on PREPT, while its indirect effect on both the REPT
and CTLC dimensions was negative and low. In addition, the PEPT dimension has a positive, low, and
indirect effect on TTLC. The EEPT dimension was found to have a negative, moderate, and indirect
effect on both REPT and CTLC, while its indirect effect on TTLC dimension was positive and low.
The PREPT dimension was found to have a positive and low effect on both TTLC and CTLC. It is
clear that the REPT dimension has no indirect effect on CTLC.

Discussion, Conclusion and Recommendations

A theoretical structure which revealed relationships among pre-service teachers’
epistemological beliefs, their educational philosophy tendencies, and their teaching-learning
conceptions was tested in this study. It was primarily aimed at bringing the effects of pre-service
teachers’ epistemological beliefs and their educational philosophy tendencies on their teaching-
learning conceptions to light. The effects of pre-service teachers’ epistemological beliefs on both their
educational philosophy tendencies and the predictive relationships among these tendencies were also

investigated.

Study results show that pre-service teachers’ epistemological beliefs have a statistically
significant effect on their educational philosophy tendencies. The BLDE dimension was found to
significantly and positively predict both PREPT and REPT dimensions, while it significantly and
negatively predicts EEPT. Based on this finding, it is evident that underlying pre-service teachers’
contemporary educational philosophies are epistemological perspectives including beliefs that learning
is tied to both effort and process. This being said, BLDA and BOTT dimensions were found to
significantly and positively predict both PEPT and EEPT dimensions. Also, the BLDA dimension was
discovered to negatively predict the PREPT dimension. Therefore, it can be said that underlying the
traditional educational philosophies of pre-service teachers are epistemological perspectives including
beliefs that learning is tied to talent and that knowledge is universal and unchangeable. That is to say,
pre-service teachers who possess developed epistemological beliefs tend to embrace contemporary
educational philosophies, while pre-service teachers with undeveloped epistemological beliefs are

inclined to embrace traditional educational philosophies.

The reason why pre-service teachers’ epistemological beliefs constitute the basis for their

educational philosophy tendencies can be explained by the relationship among different branches of
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philosophy. Epistemology, one of the most fundamental fields of philosophy (Cevizci, 2016), serves
as a source for many key philosophical movements (S6nmez, 2008). Given that these key
philosophical movements provide a basis for educational philosophies (Gutek, 2006), it is evident that
epistemology is therefore an important factor in creating hypotheses for educational philosophies.
Thus, Manav (2018) states that epistemology is a key element in being able to conceive original
educational philosophies. Ciicen (2018), noting that epistemology serves as a source for educational
philosophies, emphasizes that educational philosophies differ and become diversified based on
epistemological approaches.

According to Yazict (2016), beliefs regarding the nature of knowledge reflect philosophical
approaches in education. For this reason, pre-service teachers’ epistemological beliefs may affect the
formation of their educational philosophy tendencies. Thusly, reviews of relevant literature (Biger et
al., 2013; Onen, 2011; Uyangér et al., 2016) show that there are statistically significant relationships
between epistemological beliefs and educational philosophy tendencies. For example, studies
conducted by Biger et al. (2013) revealed statistically significant relationships between pre-service
teachers' beliefs regarding the importance of both effort and process in learning and their

contemporary educational philosophy tendencies.

Epistemological beliefs were found to have a statistically significant effect on teaching-
learning conceptions. The BLDE dimension was found to positively predict both the CTLC and TTLC
dimensions. Also, the direct effect on TTLC dimension was found to be low, which means that pre-
service teachers’ constructivist teaching-learning conceptions are based on epistemological
perspectives including beliefs that learning is tied to effort and to process. Furthermore, the BLDA and
BOTT dimensions were found to positively predict the TTLC dimension, while the BLDA dimension
negatively predicts CTLC. These findings indicate that pre-service teachers’ traditional teaching-
learning conceptions are based on epistemological perspectives including beliefs that learning is tied

to talent and that knowledge is universal and unchangeable.

That is to say, pre-service teachers with developed epistemological beliefs often prefer
constructivist teaching-learning conceptions while pre-service teachers with undeveloped
epistemological beliefs gravitate towards traditional teaching-learning conceptions. Pajares (1992)
points out that individuals’ epistemological beliefs may affect their sense of self-acceptance regarding
the concepts of teaching and learning. Schommer (1990) also puts emphasis on the relationship
between epistemological beliefs and teaching and learning processes. Thusly, a variety of studies in
the body of relevant literature (EKinci, 2017; Tezci et al., 2016; Turan, 2018; Wong et al., 2009) reveal

that epistemological beliefs affect teaching-learning conceptions.

Educational philosophy tendencies were found to have statistically significant effects on

teaching-learning conceptions. The PREPT dimension was found to positively predict the CTLC
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dimension while it negatively predicts the TTLC dimension. Also, the predictive level of the REPT
dimension on TTLC was found to be low, while both PEPT and EEPT dimensions positively predicted
TTLC. Hence, pre-service teachers’ constructivist teaching-learning conceptions were found to serve
as a basis for their contemporary educational philosophy tendencies, while their traditional educational

philosophy tendencies were based on their traditional teaching-learning conceptions.

Ozden (2014) also noted that it is possible to uncover philosophical perspectives when
examining the principles of teaching-learning conceptions. Moreover, analyses regarding fundamental
principles of constructivist conception emphasize that individuals are active participants in the
learning process (Brooks and Brooks, 1999). Taking the idea that pragmatism puts the focus on
individuals’ interests and needs and constitutes the basis for educational philosophies such as
progressivism and reconstructionism as a given (Ornstein and Hunkins, 2014), the effect that
contemporary educational philosophies have on constructionist conceptions can be readily understood.
Thus, reviews of relevant literature (Aslan, 2018; Bas, 2015) reveal that pre-service teachers’
educational philosophy tendencies affect their teaching-learning conceptions.

Statistically significant results were obtained by examining the relationships among pre-
service teachers’ educational philosophy tendencies. The PEPT dimension was found to have a
positive effect on both the EEPT and PREPT dimensions, although its effect on the EEPT dimension
was higher. The reason why the PEPT’s effect on EEPT is higher can be attributed to the fact that both
of these educational philosophies were fostered by similar philosophical movements. Arslan (2017)
points out that perennialism and essentialism resemble each other to a great extent. Also, essentialism
is an educational philosophy that emerged after perennialism, (Gutek, 2006) indicating that
perennialism had an effect on the formation of basic principles of essentialism. In addition, the EEPT
dimension was found to have a negative and statistically significant effect on PREPT, which can be

ascribed to what is termed traditional-contemporary interaction among educational philosophies.

Gutek (2006) notes that progressivism is an educational philosophy that emerged in response
to traditional educational philosophies which place central importance on topics and subjects during
the learning process. Moreover, other results obtained from this study show that the PREPT dimension
positively affects the REPT dimension. Given that educational principles of reconstructionism are
based on pragmatism, which itself fostered progressivism (Ornstein, 1991; Ornstein and Hunkins,
2014), the interaction between these two educational philosophies can be seen more clearly. Thusly,
reconstructionists seem to be, to a large extent, under the influence of progressivists while structuring
their ideas regarding education (S6nmez, 2008; Turgut, 1992). There is a noticeable trend towards
contemporary philosophies among pre-service teachers’ educational philosophy tendencies. This trend
can be observed when examining their teaching-learning conceptions. Accordingly, the TTLC

dimension was found to, albeit slightly, negatively affect the CTLC dimension in this study. Studies in
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the relevant literature (Kervan, 2017; Tezci et al., 2016) indicated that pre-service teachers’

conceptions evinced a definite trend away from the traditional and toward the contemporary.

As a result, two key findings have been brought to light in this study. Firstly, epistemological
beliefs were found to be a factor that affects both educational philosophy tendencies and teaching-
learning conceptions. As Hofer and Pintrich (1997) state, this study uncovered the central role that
epistemological beliefs play in affecting many factors tied to teaching and learning. Secondly, pre-
service teachers’ educational philosophy tendencies were also found to affect their teaching-learning
conceptions. That is to say, pre-service teachers’ epistemological beliefs and their educational
philosophy tendencies play an important role in forming and shaping their teaching-learning
conceptions. Changes in perspectives regarding the nature of knowledge in the last quarter century
have inevitably affected education systems, and, consequently, a constructivist understanding has
started to dominate the education systems of many countries. Thusly, the important role that faculties
of education play in training constructivist teachers, required for a healthy, functioning education
system, is an indisputable fact.

Pre-service teachers’ embrace and possession of developed epistemological beliefs ensures
that they also possess developed contemporary educational philosophy tendencies and constructivist
teaching-learning conceptions. Accordingly, teacher-training programs offered by faculties of
education should be designed in a way that contributes to develop pre-service teachers’
epistemological beliefs. In this regard, many studies (Brownlee et al., 2001; Feucht et al., 2017) have
confirmed that epistemological beliefs can be developed. Keeping this in mind, faculty members can
serve as role models for pre-service teachers during their education and training. Teachers’ beliefs
may have an effect on how their students form their own beliefs (Brownlee, 2004; Kember, 1997). On
the other hand, the structural model in this study was only applied to a sample made up of pre-service
teachers; therefore, the same structural model can be applied to a sample consisting of in-service

teachers.
References

Akgiin, 1. (2015). Sumf 6gretmeni adaylarinda elestirel diisiince yonelimleri ile egitim inan¢lart arasindaki
iliskinin incelenmesi (Yaymmlanmamus Yiiksek Lisans Tezi). Dumlupinar Universitesi Egitim

Bilimleri Enstitiisii, Kiitahya.
Arslan, A. (2017). Felsefeye giris (24. Baski). Ankara: BB101 Yayinlar1.

Aslan, S. (2018). Investigating the relation between educational philosophies adopted by prospective
teachers and their teaching-learning conceptions. Pegem Egitim ve Ogretim Dergisi, 8 (2), 307-
326. https://doi.org/ 10.14527/pegegog.2018.013

Ayaz, M. F., & Sekerci, H. (2015). Yapilandirmact 6grenme yaklagimmin akademik basariya ve tutuma
etkisi: Bir meta-analiz calismasi. Hasan Ali Yiicel Egitim Fakiiltesi Dergisi, 12 (2), 27-44.

63



Educational Policy Analysis and Strategic Research, V 15, N 4, 2020
© 2020 INASED

Aypay, A. (2011). Ogretme ve dgrenme anlayislar1 dlgedi’nin Tiirkiye uyarlamasi ve epistemolojik inanglar

ile 6gretme ve 6grenme anlayislari arasindaki iliskiler. Kuram ve Uygulamada Egitim Bilimleri.
11 (1), 7-29.

Aytag, A., & Uyangér, N. (2020). Ogretmenlerin dgretme-6grenme anlayislar ile smif yonetimi stilleri
arasindaki iliski. Akdeniz Egitim Arastirmalart Dergisi, 14(31), 159-173. https://doi.org/
10.29329/mjer.2020.234.8

Bas, G. (2014). Ilkdgretim 6gretmenlerinin dgretme-dgrenme anlayislarinin bazi degiskenler agisindan
degerlendirilmesi. Dicle Universitesi Ziya Gokalp Egitim Fakiiltesi Dergisi, 22, 18-30.

Bas, G. (2015). Ogretmenlerin egitim felsefesi inanglar ile dgretme-6grenme anlayislar1 arasindaki iliski.
Egitim ve Bilim, 182 (40), 111-126. http://dx.doi.org/10.15390/EB.2015.4811

Bas, G., & Beyhan, O. (2013). Ogretmen adaylarinin dgretme-6grenme anlayislari ile dgrenci kontrol
ideolojileri arasindaki iliski. Hacettepe Universitesi Egitim Fakiiltesi Dergisi, Ozel Say1 (1), 14-
26.

Bedel, E.F., & Cakir, M. (2013). Okuloncesi ve biyoloji 6gretmen adaylarinda bilisiistii farkindalik ve
epistemolojik inanglarm incelenmesi. Marmara Universitesi Atatiirk Egitim Fakiiltesi Egitim
Bilimleri Dergisi, 37, 84-98.

Belenky, M., F., Chincy, B.M., Goldberger, N.R. & Tarule, J. M., (1986). Womens ways of knowing: The
development of self, voice and mind (Tenth anniversary edition), NY: Basicbooks.

Biger, B., Er, H., & Ozel A. (2013). Ogretmen adaylarmin epistemolojik inanglar1 ve benimsedikleri egitim
felsefeleri arasindaki iliski. Egitimde Kuram ve Uygulama, 9, (3), 229-242.

Brooks, J. G. & Brooks, M. G. (1999). In search of understanding: The case for constructivist classroom.
Alexandria, VA: Association for Supervision and Curriculum Development.

Brown, T. A. (2006). Confirmatory factor analysis for applied research (First Edition). NY: Guilford
Publications, inc

Brownlee, J. (2004). An investigation of teacher education students’ epistemological beliefs: Developing a
relational model of teaching. Research in Education, 72, 1-17. https://doi.org/
10.7227/RIE.72.1

Brownlee, J., Purdie, N., & Boulton-Lewis, G. (2001). Changing epistemological beliefs in preservice
teacher education students. Teaching in Higher Education, 6 (2), 247-268.
https://doi.org/10.1080/13562510120045221

Brownlee, J. M., Boulton-Lewis, G., & Purdie, N. (2002) Core beliefs about knowing and peripheral beliefs
about learning: Developing an holistic conceptualisation of epistemological beliefs. Australian
Journal of Educational and Developmental Psychology, 2, 1-16.

Biiyiikoztiirk, S., Cokluk, O. & K&klii, N. (2011). Sosyal bilimler icin istatistik (11. Baski). Ankara: Pegem
Akademi Yaymcilik.

Cano, F. (2005). Epistemological beliefs and approaches to learning: Their change through secondary
school and their influence on academic performance. British Journal of Educational
Psychology, 75 (2), 203-221. https://doi.org/10.1348/000709904X22683

Cevizci, A. (2015a). Bilgi felsefesi (3. Baski). Istanbul: Say Yayinlar1.

64



Educational Policy Analysis and Strategic Research, V 15, N 4, 2020
© 2020 INASED

Cevizci, A. (2015b). Felsefe sozliigii (5. Baski). Istanbul: Say Yayimnlar1.
Cevizci, A. (2016). Felsefeye giris (5. Bask). Istanbul: Say Yaymlar1.

Chan, K-W. (2003). Hong Kong teacher education students’ epistemological beliefs and approaches to
learning. Research in Education, 69, 36-50. https://doi.org/10.7227/RIE.69.4

Chan, K-W. (2004). Pre-service teachers’ epistemological beliefs and conceptions about teaching and
learning: Cultural implications for research in teacher education. Australian Journal of Teacher
Education, 29 (1), 1-13. http://dx.doi.org/10.14221/ajte.2004v29n1.1

Chan, K-W., & Elliott, R.G. (2004). Relational analysis of personal epistemology and conceptions about
teaching and learning. Teaching and Teacher Education, 20, 817-831.
http://dx.doi.org/10.1016/j.tate.2004.09.002

Ciicen, K. A. (2018). Felsefeye giris (5. Baski). Ankara: Sentez Yayincilik.

Deryakulu, D. (2017). Epistemolojik inanglar. Y. Kuzgun, ve D. Deryakulu (Editorler). Egitimde bireysel
farkhihiklar iginde (s. 253-281). (4. Basim). Ankara: Nobel Akademik Yayincilik.

Deryakulu, D., ve Biiyiikoztiirk, S. (2002). Epistemolojik inan¢ 6l¢eginin gegerlik ve giivenirlik ¢aligsmasi.
Egitim Arastirmalari, 8, 111-125.

Deryakulu, D., ve Biiyiikoztiirk, S. (2005). Epistemolojik inan¢ Ol¢eginin faktdr yapisinin yeniden
incelenmesi: Cinsiyet ve Ogrenim goriilen program tiirline gore epistemolojik inanglarin
karsilagtirilmasi. Egitim Arastirmalart Dergisi, 18, 57-70.

Doganay, A., & Sari, M. (2003). Ilkdgretim dgretmenlerinin sahip olduklari egitim felsefelerine iliskin
algilariin degerlendirilmesi “6gretmenlerin egitim felsefeleri”. Tiirk Egitim Bilimleri Dergisi,
1(3), 321-337.

Duman, B. (2008). Ogrencilerin benimsedikleri egitim felsefeleriyle kullanildiklar1 6grenme strateji ve
ogrenme stillerinin karsilastirilmast. Cukurova Universitesi Sosyal Bilimler Enstitiisii Dergisi,
17 (1), 203-224.

Duman, B. & Ulubey, O. (2008). Ogretmen adaylarmin benimsedikleri egitim felsefelerinin &gretim
teknolojilerini ve interneti kullanma diizeylerine etkisi ile ilgili goriisleri. Mugla Universitesi
Sosyal Bilimler Enstitiisti Dergisi, 20, 95-114.

Ekinci, N. (2017). Examining the relationships between epistemological beliefs and teaching and learning
conceptions of lower-secondary education teachers. /ndnii University Journal of the Faculty of
Education, 18 (1), 344-358. https://doi.org/ 10.17679/inuefd.307065

Feucht, F. C., Brownlee, J. L., & Schraw, G. (2017) Moving beyond reflection: reflexivity and epistemic
cognition in teaching and teacher education. Educational Psychologist, 52 (4), 234-241.
https://doi.org/10.1080/00461520.2017.1350180

Gutek, L. G. (2006). Egitime felsefi ve ideolojik yaklasimlar (Cev: N. Kale). (3. Basim). Ankara: Utopya
Yayinevi.

Giir, T., Dilei, T., & Arseven, A. (2013). Geleneksel yaklasimdan yapilandirmaci yaklagima gegciste
ogretmen adaylarinin goriis ve degerlendirmeleri: Bir sdylem analizi. Karadeniz Dergi, 18 (5),
123-135.

65



Educational Policy Analysis and Strategic Research, V 15, N 4, 2020
© 2020 INASED

Hofer, B. K. (2001). Personal epistemology research: Implications for learning and teaching. Journal of
Educational Psychology Review, 13 (4), 353-383. https://doi.org/10.1023/A:1011965830686

Hofer, B. K. (2004). Epistemological understanding as a metacognitive process: Thinking aloud during
online  searching, Educational Psychologist, 39 (1), 43-55. https://doi.org/
10.1207/s15326985ep3901_5

Hofer, B. K., & Pintrich, P. R. (1997). The development of epistemological theories: beliefs about
knowledge and knowing and their relation to learning. Review of Educational Research, 67 (1),
88-140. https://doi.org/10.3102/00346543067001088

Hu, L.-t., & Bentler, P. M. (1999). Cutoff criteria for fit indexes in covariance structure analysis:
Conventional criteria versus new alternatives. Structural Equation Modeling, 6(1), 1-55.
https://doi.org/10.1080/10705519909540118

Kahramanoglu, R., & Ozbakis, G. (2018). Smif &gretmenlerinin egitim inanglarinin ve epistemolojik

inanglarinin belirlenmesi. Disiplinlerarasi Egitim Arastirmalar: Dergisi, 2 (3), 8-27.
Karasar, N. (2006). Bilimsel aragtirma yontemi (16. Baski). Ankara: Nobel Yayin Dagitim.

Karatas, H. (2011). Universite ogrencilerinin epistemolojik inanglari, 6grenme yaklasimlar: ve problem
¢ozme becerilerinin akademik motivasyonu yordama giicii (Yayimlanmamis Doktora Tezi).
Yildiz Teknik Universitesi Sosyal Bilimler Enstitiisii, Istanbul.

Kember, D. (1997). A reconceptualisation of the research into university academics’ conceptions of
teaching. Learning and Instructions, 7 (3), 255-275. https://doi.org/10.1016/S0959-
4752(96)00028-X

Kervan, S. (2017). Ogretmenlerin cokkiiltiirlii egitime yonelik tutumlar ile epistemolojik inanclart ve
ogretim yaklasimlar: arasindaki iliski (Yayimlanmamis Doktora Tezi). Balikesir Universitesi
Sosyal Bilimler Enstitiisii, Balikesir.

Kim, J. S. (2005). The effects of a constructivist teaching approach on student academic achievement, self-
concept, and learning strategies. Asia Pacific Education Review, 6 (1), 7-19.
https://doi.org/10.1007/BF03024963

King, P. M., & Kitchener, K. S. (1994). Developing reflective judgment: Understanding and promoting
intellectual growth and critical thinking in adolescents and adults. San Francisco: Jossey-Bass.

Kozikoglu, 1., & Erden, R.Z. (2018). Ogretmen adaylarmin egitim felsefesi inanglari ile elestirel pedagojiye
iliskin goriisleri arasindaki iliskinin incelenmesi. [lkogretim Online, 17 (3), 1566-1582.
https://doi.org/ 10.17051/ilkonline.2018.466392

Kuhn, D. (1991). The skills of argument. Cambridge, England: Cambridge University Press.

Magolda, M. B. (1992). Knowing and reasoning in college: Gender related patterns in students’
intellectuel development. San Francisco: Jossey Bass.

Manav, F. (2018). Egitim felsefesine giris. F. Manav (Editor). Egitim felsefesi i¢inde (s. 3-18). (1. Baski).
Ankara: Pegem Akademi

Meydan, C. H., & Sesen, H. (2015). Yapisal esitlik modellemesi amos uygulamalar: (2. Baski). Ankara:
Detay Yayincilik.

66



Educational Policy Analysis and Strategic Research, V 15, N 4, 2020
© 2020 INASED

Morgan, G. A., Leech, N. L., Gloeckner, G. W., & Barrett, K. C. (2004). SPSS for introductory statistics:
Use and interpretation (2nd ed.). Mahwah, NJ: Lawrence Erlbaum Associates.

Noddings, N. (2016). Egitim felsefesi (Cev: R. Celik). Ankara: Nobel Akademik Yaymcilik.

Ornstein, C. A. (1991). Philosophy as a basis for curriculum decisions. The High School Journal, 74 (2),
102-109. https://www.jstor.org/stable/40364829

Ornstein, C., A., & Hunkins, P. F. (2014). Programin felsefi temelleri (Cev. S. Demiral). Egitim programu:
Temeller, ilkeler ve sorunlar iginde (s. 43-84). (Cev. Editorii Ar1, A.). Konya: Egitim Yaymevi.

Onen, A. S. (2011). Ogretmen adaylarinin egitime yonelik inanclar1 ile epistemolojik inanglarinin
mesleklerine yonelik tutumlarina etkisi. Hacettepe Universitesi Egitim Fakiiltesi Dergisi, 41,
293-301.

Ongen, D. (2003). Epistemolojik inanglar ile problem ¢dzme stratejileri arasndaki iliskiler: Egitim
fakiiltesi 6grencileri lizerine bir ¢alisma. Egitim Arastrmalar: Dergisi, 13, 155-162.

Ozden, Y. (2014). Ogrenme ve 6gretme (12. Baski). Ankara: PegemA Yaymcilik.

Ozen, Y,, & Giil, A. (2007). Sosyal ve egitim bilimleri arastirmalarinda evren-6rneklem sorunu. Kazim
Karabekir Egitim Fakiiltesi Dergisi, 15, 394-422.

Pajares, M. F. (1992). Teachers’ beliefs and educational research: Cleaning up a messay construct. Review
of Educational Research, 62 (3), 307-332. https://doi.org/10.3102/00346543062003307

Perry Jr., W. G. (1968). Patterns of development in thouht and values of students in a liberal arts college:
A validation of a scheme (Final Report Project No. 50825, contract No, SAE-8873).
Cambridge, MA: Bureau of Study Counsel, Harvard University.

Phan, H. P. (2008). Multiple regression analysis of epistemological beliefs, learning approaches and self-
regulated learning. Electronic Journal of Research in Educational Psychology, 6 (1), 157-184.
https://doi.org/ 10.25115/ejrep.v6il14.1262

Philips,, D.C. (1995) The good, the bad, and the ugly: The many faces of constructivism. Educational
Researcher 24(7), 5-12. https://doi.org/10.3102/0013189X024007005

Rodrigez, L., & Cano, F. (2006). The epistemological beliefs, learning approaches and study orchestrations
of university students. Studies in Higher Education, 31 (5), 617-636. https://doi.org/
10.1080/03075070600923442

Schommer, M. (1990). Effects of beliefs about the nature of knowledge on comprehension. Journal of
Educational Psychology, 82 (3), 498-504. https://doi.org/10.1037/0022-0663.82.3.498

Schommer, M. (1993). Epistemological development and academic Performance among secondary
students. Journal of Educational Psychology, 85 (3), 406-411. https://doi.org/ 10.1037/0022-
0663.85.3.406

Schommer-Aikins, M., & Hutter, R. (2002). Epistemological beliefs and thinking about everyday
controversial issues. Journal of Psychology, 136 (1), 5-20. doi: 10.1080/00223980209604134

Schunk, D. H. (2014). Ogrenme teorileri: Egitimsel bir bakisla (Cev. Ed.: M. Sahin). (Gézden Gegirilmis
3. Tiirkce Basim). Ankara: Nobel Akademik Yayncilik.

67


https://www.jstor.org/stable/40364829

Educational Policy Analysis and Strategic Research, V 15, N 4, 2020
© 2020 INASED

Shur, D. (2008). Step your way through path analysis.
https://www.lexjansen.com/wuss/2008/pos/pos04.pdf

Sonmez, V. (2008). Egitim felsefesi (8. Bask1). Ankara: An1 Yayincilik.
Stimer, N. (2000). Yapsal esitlik modelleri. Tiirk Psikoloji Yazilari, 3 (6), 49-74.

Tabachnick, B.G., & Fidell, L.S. (2001) Using multivariate statistics (4th Edition). MA: Allyn & Bacon,
Inc.

Tezci, E., Erdener, M.A., & Atici, S. (2016). The Effect of pre-service teachers’ epistemological beliefs on
teaching approaches. Universal Journal of Educational Research, 4 (12A), 205-215.
https://eric.ed.gov/?id=EJ1126076

Tezci, E., & Uysal, A. (2004). Egitim teknolojisinin gelisimine epistemolojik yaklasimlarmn etkisi. The
Turkish Online Journal of Educational Technology, 3 (2), 158-164.

Tezci, E., & Kervan, S. (2019). Egitim felsefesi nedir veya egitim felsefesinin rolii nedir? E. Tezci (Editor).
Egitim felsefesi: Temeller, ekoller ve kavramlar iginde (s. 19-35). Ankara: Nobel Akademik
Yayncilik.

Turan, M. B. (2018). The relationship between university students' epistemological beliefs and
teaching/learning conceptions. International Journal of Progressive Education, 14 (3), 1-11.
https://eric.ed.gov/?id=EJ1186529

Turgut, 1. (1992). Egitim iizerine: Felsefi bir deneme (5. Bask1). Izmir: Bilgehan Matbaasi.

Uyangor, N., Sahan,H. H., ve Atici, S. (2016). An analysis of educational philosophies and teacher
competencies. International Journal of Current Research, 8 (4), 30100-30106.

West S.G., Finch J.F., & Curran P.J. (1995). Structural equation models with nonnormal variables:
problems and remedies. In RH Hoyle (Ed.). Structural equation modeling: Concepts, issues and
applications (pp. 56-75). Newbery Park, CA: Sage.

Wong, A.K., Chan K., & Lai, P. (2009). Revisiting the relationship epistemological beliefs and conceptions
about teaching and learning of pre-service teachers in Hong Kong. The Asia-Pasific Education
Researchers, 18 (1), 1-19. https://doi.org/10.3860/taper.v18i1.1033

Yazicy, S. (2016). Felsefeye giris (6. Baski). Istanbul: Yeni Insan Yaymevi.

68


https://eric.ed.gov/?id=EJ1126076
https://eric.ed.gov/?id=EJ1186529

