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Abstract

The aim of this study is; determining the relationship between teachers’ education
beliefs and their teaching-learning conceptions. A mixed method has been used to reach
the overall aim of the research. In the study, the explanatory sequential design was used
as mixed method design. In this context, quantitative data were collected and analysed
at the first stage. In the second stage, qualitative data were collected to help explain the
findings obtained after the analysis of the quantitative data. The study group of the
quantitative dimension of the study constitutes 301 high school teachers who are
working in secondary education institutions in the provincial centers of Mersin province
during the 2015-2016 educational year and voluntarily participating in the research. The
qualitative study group consists of 45 teachers from the quantitative dimension.
Education Beliefs Scale, Teaching-Learning Conceptions Questionnaire and Interview
Form were used in collecting research data. In the study, the analysis of the data was
carried out in two stages: analysis of quantitative data and analysis of qualitative data.
Anova was used to examine whether the educational beliefs of teachers and their
teaching-learning conceptions differed according to the service year variable and t-test
was used to see if it varied according to the gender variable. The relationship between
teachers' educational beliefs and teaching-learning conceptions was examined by
Pearson's correlation coefficient. Multiple linear regression analysis has been used to
determine how teachers perceive their teaching-learning conception of educational
beliefs. Content analysis was used for the analysis of qualitative data. It has been
determined in the research that there is a significant relationship between teachers'
educational beliefs and teaching-learning conceptions. In the study, it was determined
that teachers' educational beliefs were a significant predictor of constructivist and
traditional teaching-learning conceptions.
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Ogretmenlerin Egitim Inanclar ile Ogretme-Ogrenme Anlayislar
arasindaki Iliski: Bir Karma Yontem Calismasi

Oz

Bu arastrmanm amaci, Ogretmenlerin egitim inanglarn ile Ogretme-6grenme
anlayiglan arasindaki iliskinin belirlenmesidir. Arastrmanm genel amacma ulagabilmek
icin karma yontem kullanilmistir. Arastrmada karma yontem deseni olarak agimlayici
sirali desen kullanilmigtir. Bu kapsamda birinci asamada nicel veriler toplanmis ve
analiz edilmistir. Tkinci asamada ise nicel verilerin analizi sonrasinda elde edilen
bulgularm agiklanmasma yardimci olacak nitel veriler toplanmigtir. Aragtirmanmn nicel
boyutunun c¢alisma grubunu 2015-2016 egitim Ogretim yiinda Mersin ili merkez
ilgelerindeki orta 6gretim kurumlarinda gorev yapmakta olan ve aragtirmaya goniillii
katilim saglayan 301 lise 6gretmeni olusturmaktadir. Nitel boyutun c¢alisma grubu ise
nicel boyutta yer alan 45 O6gretmenden olusmaktadir. Arastrma verilerinin
toplanmasinda Egitim Inanglani Olgegi, Ogretme-Ogrenme Anlayislart Olgegi ve
Goriisme Formu kullanilmigtir. Arasgtrmada verilerin analizi nicel verilerin analizi ve
nitel verilerin analizi olmak {izere iki asamada gerceklestirilmistir. Ogretmenlerin egitim
inanglarmm ve O&gretme-0grenme anlayislarinin cinsiyet degiskenine gore farkhlagip
farkhlasmadig1 T-Testi, hizmet yili degiskenine goére farkhlasip farkhlagmadigi ise
ANOVA ile incelenmistir. Ogretmenlerin egitim inanglann ile dgretme-6grenme
anlayiglann arasmdaki iliski Pearson korelasyon katsayist ile incelenmistir.
Ogretmenlerin egitim inanglarnin dgretme-6grenme anlayislarmi ne oranda yordadigini
belirlemek i¢in ise ¢oklu dogrusal regresyon analizinden faydalanilmugtir. Nitel verilerin
analizinde igerik analizi kullanilmistwr. Arastwrmada Ogretmenlerin egitim inanclan ile
O0gretme-0grenme  yaklasmmlart arasinda anlamh iliskiler oldugu belirlenmistir.
Arastirmada, Ogretmenlerin egitim inanglarmin yapilandimaci ve geleneksel dgretme-
O0grenme anlayislarmm anlamh yordayicis1 oldugu belirlenmistir.

Anahtar Sézciikler: egitim inanci, 6gretme-0grenme siireci, 6gretmen, karma
desen
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Introduction

One of the most important actors of the teaching-learning process in education is the
teacher, and the other is the student. The role exhibited by the teacher; greatly affects the
communication with the student, the role of the student in the teaching-learning process and
therefore the performance they exhibit. Teacher behavior is also one of the factors
determining the quality and efficiency of the teaching-learning process. For this reason, it is
very important to determine the beliefs and conceptions behind the behaviors of the teachers
in the teaching-learning process.

Belief as a system is an idea of the individual's reality, which contains enough truth to
direct the individual's own views and behaviors (Harvey, 1986). Beliefs relate to subjects,
events, and cognitive schemes that the individual considers as the truth (Krows, 1999). Sigel
21985;, states that beliefs can be described as the “mental structures of experience”. Hofer
2002), states that while beliefs are unconscious and implicit, it is possible that people are
affected by these beliefs. Belief is also one of the factors that take part in the formation of the
attitudes of the individual. Because the cognitive elements of attitude seen as preparatory
tendencies to behavior consist of beliefs. For this reason, it can be said that the beliefs of the
individuals are guiding their behaviour (Bandura 1977; Hofer & Pintrich, 1997; Harvey,
1986; Hoy & Miskel 2001; Krows, 1999; Pajares, 1992; Riggs & Enochs, 1990).

Teaching is an extremely complex task, woven with both explicit and implicit personal
values and beliefs. Since teaching is a process that requires evaluation, interpretation, and
choice; it is not objective and unbiased by beliefs (Ramanowski, 1997). Pajares (1992),
suggests a point of view that focuses on the assumptions based on the oldest philosophical
thoughts of humanity in order to better understand teacher behaviours. Under every teacher’s
practices, there is a set of beliefs and values that are woven into their personal and
professional fabric. These beliefs and values guide teachers' education programs and
teaching decisions. Because this set includes teachers' individual life philosophies, habits and
exg_eriences._ They all allow a teacher to understand their practices, their students, their
subjects, their roles and responsibilities (Ramanowski, 1997).

It can be stated that the primary determinant of the educational beliefs of individuals is
education philosophy (Yimaz, Altmkurt & Cokluk, 2011). Education philosophy is a field of
philosophy interested in the nature of human knowledge and its reasons (Hofer & Pintrich,
1997). In the philosophy of education; problems related to the possibilities, nature, aims and
methods of education are searched in response to various gquestions and are discussed with
philosophical methods (Cevizci, 2000, p.305). Educational philosophy plays an important
role in making decisions about educational programs. Because it is trying to determine the
reasons for education and the reasons for the existence of schools, the ways, the types of
environments in which individuals will be shaped, and the approaches (Doganay & Sari,
2003). To put it more clearly, education philosophy influences; selecting and interpreting
goals, organising, presenting and teaching content, and making decisions about how to
evaluate the success of the program ?Ornstein & Hunkins, 2009). In this context,
philosophical movements seeking answers to the questions about the broad meaning of
education have also directed the education practices in the direction of their predicted
educational conceptions (Doganay, 2011). In this study, the philosophical movements that
represent the educational beliefs of teachers are discussed as Perennialism, Essentialism,
Pro%ressivism, Re-constructionism, and Existentialism. Educational conceptions predicted
by these movements are briefly described below:

According to perennialism, seen as the most inflexible, conservative and traditionalist
movement among educational trends, the reality is the basic, core and universal character of
the man. All truth is in the mind. Individuals should be trained in the direction of constant
facts like human nature and moral principles. For this reason, education should be shaped
according to the universally unchangeable facts, principles and values, and the cultural
values to be transferred should direct the person to the universal reality. For this reason, the
teacher should gain the knowledge of universal truths and give importance to the intellectual
education of the students. In perennialism, a teacher must be an expert in their field and be
able to guide the discussion. According to perennialism, since the student is not at a level
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where they can judge the best knowledge and values they should learn, the interests and
desires of the student are not taken into consideration (Arslan, 2002; Demirel, 2007; Gutek,
%88;5 Ornstein & Hunkins, 1993; Sonmez, 2012; Sozer, 2002; Varis, 1994; Wiles & Bondi,

In essentialism, it is argued that the real world is learned using reason, experiment,
observation and research. Human minds are born empty. All information is learned later.
Education should be based on the basic elements of human culture, knowledge, skills and
events. For this reason, the school's basic function is to transfer and maintain in this manner.
In Essentialism, a teacher must be an expert in the subject, knowing universal truths
completely and precisely. Student; who is responsible for learning, who has no knowledge
and skill, is the person who will be taught the knowledge and skill. Everything the teacher
says must be memorized, done, repeated and the rules of the school must be obeyed without
rejection (Ergiin, 2012; Gutek, 2007; Kazu, 2002; Sénmez, 2012; Varis, 1994).

Progressivism is the form of education of the pragmatist philosophy. The main bearing
of progressivism is change. For this reason, education should help people to understand
changes and diversity as life itself. Individual differences are extremely important in
progressivism. For this reason, the interests and abilities of the student must be considered.
Education should be active, student-centered, and conducted in a way that is based on
experiences and problem solving. In progressivism, the task of the teacher is to lead and
guide (Bakir, 2014; Demirel, 2007; Sonmez, 2012; Sézer, 2002; Varis, 1994).

The goal of education in re-constructionism is to constantly rearrange and establish
society. The basic responsibility for social change is laid on schools and teachers. Bringing
out the talents and potential of the students, harbouring values such as development, love and
cooperation, using the scientific method and developing critical thinking are among the
objectives of re-constructionism. According to re-constructionism, learning takes place
through problem-solving methods and trial-and-error and a democratic classroom
environment where cultural differences are seen as richness (Bakir, 2014; Demirel, 2007;
Ergiin, 2012; Kaygisiz, 1997; Sonmez, 2012; Varis, 1994).

According to existentialism, one can decide which way to choose, and this freedom of
choice distinguishes it from all other beings in the world. The aim of education is to increase
freedom. Knowledge is not objective and certain. Real knowledge is not obtained with
reason; reality needs to be sensed more. Therefore, it includes feelings. For this reason, the
value of the information is determined according to personally determined criteria. Since the
nature of knowledge in existentialism includes them, the student should be able to choose the
lesson and the teacher they want and leave it at any time. Students should be regarded as a
whole. The teacher in existentialism; is a person who aids the student in need of assistance
and is obliged to help develop their personality. The teacher can not guide students, but only
when the student asks questions, they provide options about what they know; it is up to the
student to use these options or not (Bilhan, 1991; Biiyiikdiivenci, 1994; Demirel, 2007;
Sénmez, 2012; Varis, 1994).

Although the teachers' perspectives on education are not consciously framed by an
educational philosophy, every teacher has a philosophy of education and teaching (Duman &
Ulubey, 2008). The beliefs of teachers regarding the nature of knowledge and learning; has a
significant influence on the choices and decisions in the teaching-learning process (Chan &
Elliot, 2000; Chan & Elliott, 2004; Eisner, 1992; Pajares, 1992). When the literature is
examined, it is seen that there are strong links between teacher beliefs and teaching practices
(Brown & Rose, 1995; Cheng, Chan, Tang & Cheng, 2009; Ennis, Cothran & Loftus, 1997;
Hashweh, 1996; Kagan, 1992; Leavy, McSorley & Boté, 2007; Lefebvre, Deaudelin &
Loiselle, 2006; Nespor, 1987; Rienties, Lygo-Baker & Brouwer, 2013; Savasci-Acikaln,
2009; Yero, 2002).

Concepts regarding teaching and learning are often related to traditional and
constructive learning models (Chan & Elliot, 2004). According to Schunk (2014), there are
2 different teaching-learning conceptions in education (traditional-constructive) and these
conceptions are opposed to each other.
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In the traditional teaching-learning conception, “learning” and “being informed” are
synonymous concepts (Giines, 2014). In this conception where a teacher-centered approach
is taken, students are seen as emi)ty pages where the information is written by the teacher.
The teacher behaves didactically and presents the information to the students. They
determine what will be learned, how it will be learned and the tempo and rhythm of learning
(Brooks & Brooks, 1997). This teaching-learning conception has its philosophical basis in
prennialist and essentialist education philosophies (Phillips, 2003, as cited in Bas, 2015).

Constructivism, is a philosophical explanation on the nature of information (Airasian &
Walsh, 1998 as cited in Smith, 2002). In constructivism, information and how an individual
obtains information is explained. In constructivism, it is claims that knowledge is structured
by the individual themselves (Applefield, Huber & Moallem, 2000; Cannon, 1997; Eggen &
Kauchak, 2001; Schunk, 2014). Brooks and Brooks (1999? define constructivism as a simple
proposition "building our own understanding of the world we live in". In the constructivist
conception, it is emphasized that new knowledge is formed by associating new information
with previous information (Kauchak & Eggen, 2003; Sherman & Kurshan, 2005). According
to this teaching-learning conception, students learn by choosing and developing their
knowledge with individual and social activities. Information is not acquired, it’s constructed
(Phillips, 2000). In constructive teaching-learning conception, the teacher accepts the central
role of the student and prioritises bringing out their points of view. Events that will provide
experiences to support students in creating personal meanings will be constructed in the
class. The lessons are based on basic concepts and big claims and the students' assumptions
are questioned (Brooks & Brooks, 1999). It is nourished by the philosophies of
constructivism, progressivism, re-constructionism and existentialism and draws a projection
to teaching and learning (Bas, 2015).

The basic components of education, which has an important function in the construction
of the individual and the society the individual lives in, are; the education program, teacher
and students. In order for education to be able to play a successful role in the community's
constryction, it must first be shaped by the presence of that community's philosophy.
Therefore, it is very important for the philosophy a society has, to be reflected on the
education programmes and included in the application. Teachers are practitioners of
educational programs. Teachers’ choice during the implementation process is vitally
important in education programmes reaching their goals. These preferences also have an
important effect in meeting the expectations of education institutions formed by the
philosophy of society. The teaching-learning conceptions of teachers, even if they have not
received training for a certain educational philosophy trend in the pre-service training period,
are influenced by their beliefs about the nature of knowledge and learning. These
conceptions lie behind the decisions of teachers about what to focus on in the teaching-
learning process, which methods to use, how to make evaluations, how to manage the class;
meaning the individual c;)references regarding the implementation of the education program.
Therefore, it is considered to be important and necessary to examine the relationship
between teachers’ education beliefs and teaching-learning conceptions. In this context the
main aim of this study is; determining the relationship between teachers’ education beliefs
and their teaching-learn conceptions. In the framework of this general aim, answers to the
following questions were sought:

1. Do the teachers' educational beliefs and their teaching-learning conceptions show a
significant difference according to the variables of gender and years of service?

Is there a significant relationship between the teachers' educational beliefs and their
teaching-learning conceptions?

Are the educational beliefs of teachers predicting their teaching-learning
conceptions?

What are the views of the teachers on the purpose of education?

What are the opinions of the teachers on the roles and responsibilities of the teacher
and the student in the teaching-learning process?

akr w BN
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Method
Research Model

A mixed method has been used to reach the overall aim of the research. The mixed
method involves philosophical assumptions guiding the management of data collection and
analysis processes with a mix of qualitative and quantitative approaches at many stages of
the research process. The basic premise of the mixed method is to use qualitative and
quantitative data together so that the problem of research is understood better than any other
method used alone (Creswell & Plano Clark, 2007). In the study, explanatory sequential
design was used as mixed method design. In this context, quantitative data were collected
and analysed at the first stage. In the second stage, qualitative data were collected to help
explain the findings obtained after the analysis of the quantitative data. The quantitative
dimension of the research was designed in the relational screening model. It is aimed in this
model to determine the relationship between two or more variables that can not be causally
connected, can not be changed or examined for reasons of nature or practicality (Erkus,
2011). In the qualitative dimension, the interview form approach included in the interview
method was used. In the interview form approach, it is aimed to take the same kind of
information from different individuals by approaching similar topics (McMillan &
Schumacher, 2006). In the interview form approach, the researcher has the freedom to ask
both pre-prepared questions and additional questions in order to obtain more detailed
information on those questions (Patton, 1987; as cited in Yildrim & Simsek, 2016). At the
same time, it is possible to obtain more systematic and comparable information from
different individuals (Yidrm & Simsek, 2016). For this reason, this approach has been
preferred in the qualitative aspect of the research. The mixed method model used in the
research is given in Figure 1.

Cuantitative CQualitative )
Data Collection and . Data Collection and Interpretation
Analysis Analysiz

Figure 1. Diagram of the explanatory sequential design

The study group of the quantitative dimension of the study constitutes 301 high school
teachers who are working in secondary education institutions in the provincial centers of
Mersin province during the 2015-2016 educational year and voluntarily participating in the
research. The qualitative study group consists of 45 teachers from the quantitative
dimension. Out of the teachers who participated in the study, 48,2% (n=145) are women, and
51,8% (n=156) are men. Of the teachers, 12,3% (n= 37) had 0-5 years, 6% (n= 18) had 6-10
years, 9,3% (n= 28) had 11-15 years, 27,6% (n= 83) had 16-20 years, 24,6% (n=74) had 21-
25 years and 20,3% (n= 61) had 26 years and above seniority.

Data Collection Tools

Education Beliefs Scale, Teaching-Lerning Conceptions Questionnaire and Interview
Form were used in collecting research data.

Education Beliefs Scale: In the scale developed by Yimaz, Altmkurt and Cokluk
(2011), there are 40 items. The scale is consisted of 5 sub scales; Progressivism,
Existentialist Education, Re-constructionism, Perennialism and Essentialism. In the
reliability analyses conducted by Yimaz, Altmkurt and Cokluk (2011), the cronbach alpha
coefficients were calculated for each subscale; .91, .89, .81, .70 and .70 respectively. In the
reliability analyses performed for this study, the Cronbach Alpha coefficients obtained for
the subscales were; .88, .82, .83, .70 and .75, respectively.

Teaching-Learning Conceptions Questionnaire: The questionnaire developed by
Chan and Elliott (2004) and adapted to Turkish by Aypay (2011) includes 30 items. It is
consisted of two sub-dimensions, constructivist and traditional teaching-learning
conceptions. In the reliability analyses conducted by Aypay (2011), the cronbach alpha
coefficient for the questionnaire was .71 and for the sub-dimensions was found to be .88 and
.83, respectively. In the reliability analyses performed for this study, the cronbach alpha
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coefficient for the questionnaire was .85; and .83 and .90 for the sub-dimensions,
respectively.

Interview Form: In order to determine the teachers’ beliefs towards education and their
teaching-learning conceptions, a “Teacher Interview Form” developed by the researcher was
used. In the first part of the two-part form, questions about the teachers' personal information
and in the second part, questions about determining their educational beliefs and teaching-
learning conceptions were asked. In the personal information section of the form there are
three questions to determine the gender, seniority and branches of the teachers. In the second
part, two open ended questions are given. In the open-ended questions, the teachers were
asked what the main purpose(s) of education were and what the roles and responsibilities of
teachers/students were in the teaching-learning process. Teachers were asked to respond by
taking into account their own beliefs and definitions of teaching and their own classroom
practices (and not what they thought should be). Prior to the application of the form,
assistment was received from 3 teaching staff who were experts in Education Programs and
Teaching and 3 teachers who were working in a high school affiliated to the Ministry of
National Education in order to ensure coverage validity.

Data Collection Process

The data of the study were collected from the teachers working in different branches of
high schools affiliated with Mersin provincial national education directorate. In the data
collection process, first the purpose of conducting this research was explained to the teachers
and then information was given about how to fill in data collection tools. Research was
based on the teachers' voluntary participation. It took about two months to obtain the
quantitative data of the study, and about one month for the qualitative data.

Data Analysis

In the study, the analysis of the data was carried out in two stages: analysis of
quantitative data and analysis of qualitative data.

Prior to analysis of quantitative data, the assumptions of parametric tests were checked.
It was determined that the obtained values indicate normal distribution. Therefore, it was
decided to use parametric tests in the analysis of data. One-way Anova was used to examine
whether the educational beliefs of teachers and their teaching-learning conceptions differed
according to the service year variable and t-test was used to see if it varied according to the
gender variable. The groups in which the significant differences arise because of the Anova
analysis are determined by the Scheffe Test from Post-Hoc tests. The relationship between
teachers' educational beliefs and teaching-learning conceptions was examined by Pearson's
correlation coefficient. Multiple linear regression analysis has been used to determine how
teachers perceive their teaching-learning conception of educational beliefs. Prior to
regression analysis, autocorrelation and multiple lnks were examined between variables.
Durbin Watson (D-W=2.09) value showed that there was no autocorrelation among the
significant variables. The multicollinearity assumptions of the data set were checked by the
correlation between the predictor variables, the Variance Increase Factor (VIF) and the
Tolerance Values (Tolerance=1/VIF), which is the variance value that the other independent
variables can not account for. The relationship between the predictor variables is less than
0.80-0.90, the VIF is less than 10, and the Tolerance Value is greater than 0.2, which means
that there is no multiple link between the independent variables (Field, 2009, pp. 224-242).
In this study, the highest correlation found between the predictive variables were (r=0.7),
variance increase factor (VIF=1.38-2.55) and Tolerance Values (0.393-0.722). The obtained
values show that there is no multiple link between predictor variables and that the data set is
suitable for multiple linear regression analysis.

Content analysis was used for the analysis of qualitative data. The main objective in
content analysis is to reach concepts and relationships that can explain the collected data
(Yildrm & Simsek, 2016, p.242). Content analysis is often used alongside other methods.
The processes that will be used differs based on the objective of the analysis and the material
that will be analysed (Biiyiikoztirk, Kihg Cakmak, Akgilin, Karadeniz & Demirel, 2015,
p.247). The main reason for using content analysis in this research is to obtain descriptive
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data to explain the research outcomes obtained with quantitative data. The basic process of
content analysis is to bring together similar data within specific contexts and themes and
interpret it in a way that the reader can understand. In this direction, the data obtained from
the mterview forms are primarily conceptualized and coded in the research. The obtained
codes were arranged, and the codes thought to be related to each other were put together to
create themes. When coding was performed, interview forms were named by sequence
number and participant teachers are coded as T1, T2,.... Responses given by the participating
teachers to the interview form were obtained by a researcher and a second researcher who is
an expert in Education Programs and Teaching. The qualitative data set has been
independently read and encoded by the researcher and expert. Codes and coding themes
were examined together, and consistency was compared. The reliability of the study was
calculated using the formula of Miles and Huberman (1994, p.64). The codes which are
similar according to this form are called "agreement" and the codes which are different are
called "disagreement". The agreement percentage for encoder reliability is calculated with
the formula Reliability=Number of agreements/ (Number of agreements+Number of
disagreements)*100. In this study, the reliability between coders was calculated as .82 for
the first question and .82 for the second question. 70% or higher fit percentage indicates that
the reliability between the encoders is sufficient. The frequencies of the theme-related codes
obtained as a result of the content analysis are presented in tabular form and are directly
supported by quotes from the participants' opinions.

Results

In this part of the study, the findings obtained due to the aim of the research and the
research questions are included. For this reason, in the context of research questions, the
findings from the qualitative data set were presented first, followed by the findings from the
quantitative data set.

Findings Related to the Quantitative Data Set

The first question of the study was stated as “Do the teachers' educational beliefs and
their teaching-learning conceptions show a significant difference according to the variables
of gender and years of service? ”. The results of t-test and Anova that teachers' educational
beliefs and teaching-learning conceptions differed significantly according to gender and
years of service were analysed and the findings are given in Table 1 and Table 2

Table 1. T-Test results according to gender variable of teachers' educational beliefsand teaching-
learning conceptions

Educational Belief Gender N X S df t p Effect Size
Progressivism i;;‘llzle i‘s‘é ggég g;g 299 1.88 0.6l
Existentialism lf/fgllgle }‘5‘2 g%gé ggz 299 168  0.93
Re-Constructionism igllgk’ %‘5‘2 %g}g 232 209 1.04 029
Essentialism ;f;‘ll:le }‘5‘2 g:ig i:;g 299 2.0  0.03 0.02
Perennialism i,fg;:le }‘5‘2 gg:gg j:g(z) 299 0.64 052
Teaching-Learning Gender N X S df t p Effect Size
Conception

Cons.tr.uctivist Ef:l‘:'e }‘5‘2 gig; g:% 299 248  0.01% 0.02
e 18 8% 41w e on

#<0.05

The results of the t-test for the gender variable showed that there was no significant
difference in the educational beliefs of the teachers according to the sub-dimensions of
progressivism, existentialism, re-constructionism and perennialism. In contrast, in the sub-
dimension of essentialism, it is concluded that there is a significant difference in favor of
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male teachers. In the teachers' teaching-learning conceptions, it is concluded that there is a
significant difference in favor of female teachers in the constructivist sub-dimension.

Table 2. Anova results according to years of service variable of teachers’ educational beliefsand
teaching-learning conceptions

Educational Belief = Sum of df Mean F p Difference Effect
Squares Square Size
290.250 5
Progressivism 8442.014 295 ;Sg?g 2.019 .75 -
8732.264 300 )
91.459 5
Existentialism 3041.030 295 }ggg; 1.774 .118 -
3132.489 300 )
201.048 5 40.210
Re-Constructionism  6248.294 295 21.181 1.898 .094 -
6449.342 300 :
o 332.187 5 66.437 21-25>0-5 0.197
Essentialism 5481.206 295 18'580 3.576 .004* 26 years and 0.189
5813.392 300 : over>0-5
184.802 5 36.960
Perennialism 6901.927 295 23396 1.580 .166 -
7086.730 300
Teaching-Learning Sum of df Mean F p Difference Effect
Conception Squares Square Size
L 340.182 5 0-5>21-25 0.155
Constructivist 8600.791 205 08030 5300 044 05> 26years  0.156
9030973 300 29460 and over
2205.730 5 21-25>0-5 0.148

Traditional 52937.06 295 441.146 2.458 .033* 26 years and 0.125

5514279 300 179448 over >0-5

*><0.05

As a result of the Anova, which was conducted to determine whether the educational
beliefs of the teachers differed in terms of the years of service variable, there is no significant
difference in progressivism, existentialism, re-constructionism and perennialism sub-
dimensions. According to the sub-dimension of essentialism, a significant difference is
reached. As a result of the Scheffe-test performed to determine between which groups are the
differences i this sub-dimension, it was seen that the difference was between teachers with
0-5 years of service and teachers between 21-25 years and 26 years and over service.

As a result of the Anova analysis to determine whether the teacher's teaching-learning
conceptions differed with the service-year variable perspective, it was concluded that there
was a significant difference according to the constructivist and traditional sub-dimensions.
As a result of the Scheffe-test performed to determine which groups differ in these sub-
dimensions, both sub-dimensions were found to be teachers with 0-5 years of service and
teachers between 21-25 years and 26 years and over service.

The second question of the study was stated as “Is there a significant relationship
between the teachers' educational beliefs and their teaching-learning conceptions? ”. A
Pearson correlation analysis was conducted to investigate the relationship between teachers'
beliefs of education and their teaching-learning conceptions. The findings are presented in
Table 3.

Table 3. Pearson correlation analysis results of teachers' relations between educational beliefs and
teaching-learning conceptions

Educational Belief Constuructivist Traditional

r p r p
Progressivism 618 .000 =210 .000
Existentialism 638 .000 -.233 .000
Re-constructionism 443 .000 .072 215
Essentialism -.175 .002 .660 .000
Perennialism -.273 .000 .296 .000

*0<0.01
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As a result of analysis, constructist teaching-learning conception of teachers and have a
significant positive correlation between beliefs of progressivism (r=.618, p<0.01),
existentialism (r=.638, p<0.01) and re-constructionism (r=.443, p<0.01); and there is a
significant negative relationship between the beliefs of essentialism (r= -.175, p<0.01) and
perennialism (r= -.273, p<0.01). There is a positive relationship between teachers' traditional
teaching-learning conceptions and essentialism (r=.660, p<0.01) and perennialism (1=.296,
p<0.01) educational beliefs; existentialism (r=.-233, p<0.01) and progressivism (r=-.210,
p<0.01) educational beliefs were found to be negatively and significantly related to
educational beliefs. However, it has been found that there is no significant relationship
between the teachers' traditional teaching-learning conceptions and the re-constructionism
(r=.072, p>0.01) educational belief.

The third question of the study was stated as “Are the educational beliefs of teachers
predicting their teaching-learning conceptions? ”. Multiple regression findings for predicting
teachers' constructivist and traditional teaching-learning conception of educational beliefs are
given in Table 4 and Table 5.

Table 4. Results of multiple regressions on the predictions of constructivist teaching -learning
conceptions of teachers'educational beliefs
Constructivist Teaching-Learning Conception

Predictive Variables B t p*

(Constant) - 3.949 .000
Progressivism 296 4.323 .000
Existentialism .385 5.710 .000
Re-constructionism .089 1.496 136
Essentialism .007 0.147 .883
Perennialism 035 0.616 .538

R=0.676 R'—0.46, F5295-49.729 p=0.000

*p<0.01

As a result of the multiple linear regression analysis conducted to determine the extent
to which teachers' beliefs explain the change in their constructivist teaching-learning
conception, it is seen that the variables of progressivism, existentialism, re-constructionism,
essentialism and perennialism educational beliefs have a significant relationship (R=0.676,
R?>=0.46) with constructivist teaching-learning conception (F(5.95)=49.729, p<0.01). In
particular, five educational beliefs together account for 46% of the change in teaching-
learning conceptions. According to the standardized regression coefficients (B), the order of
importance of the predictive variables on the constructivist teaching-learning conception are;
existentialism  (f=0.385), progressivism (B=0.296), re-constructionism (B=0.089),
perennialism (B=0.035) and essentialism (=0.007). When the significance tests of the
regression coefficients are taken into consideration, it is seen that only progressivism
(p<0.01) and existentialism (p<0.01) from the predictive variables are predictive of the
constructivist teaching-learning conception.

Table 5. Results of multiple regressions on the predictions of traditional teaching-learning
conceptions of teachers'educational beliefs

Traditional Teaching-Learning Conception

Predictive Variables B t p*

(Constant) - 4.613 .000
Progressivism .065 0.953 341
Existentialism 137 2.049 .041
Re-constructionism .060 1.020 .309
Essentialism 555 11.079 .000
Perennialism 171 3.020 .003

R=0.683 R’=0.47: F(5.205=51.624 p=0.000

*»<0.01

As a result of the multiple linear regression analysis conducted to determine the extent
to which teachers' beliefs explain the change in traditional teaching-learning conception, it is
seen that the variables of progressivism, existentialism, re-constructionism, essentialism and
perennialism educational beliefs together show a significant relationship (R=0.683, R*=0.47)
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with traditional teaching-learning conception. That is, five educational beliefs together
explain 47% of the change in teaching-learning conception. According to the standardised
regression coefficients (B), the relative importance of the predictive variables over the
traditional teaching-learning conception are; essentialism (3=0.555), perennialism (3=0.171),
existentialism (B=0.137), progressivism ($=0.065) and re-constructionism (B=0.060),
respectively. When the significance tests of the regression coefficients are taken into
consideration, it is seen that out of the predictive variables only essentialism (p<0.01) and
perennialism (p<0.01) are significant predictive variables of the traditional teaching-learning
conception.

Findings Related to the Quantitative Data Set

Two open-ended questions were included in the study in order to determine the views of
the teachers about the roles and responsibilities of the teacher and the student in the teaching-
learning process and the objectives of education. The first open-ended question in the
interview form is expressed as "What is the main purpose of education as a system for you?".
The responses of the participants to the open-ended question are presented in Table 6 and
were also directly supported by quotes from the participants' opinions.

Table 6. Teachers' views on educational purposes as a system

Towards the
] Social f Educational f Individual's f
& Achievement
,ﬂi Transfering national and 12 Togive students 21st 13 Prepare for the future 12
8 ethical values century skills
= Raising conscious citizens 9  Togive behaviour 5 Togain self-confidence 2
E Conveying cultural values 5 Teaching tolearn 4
s asasocial gain
Z To raise generations related 2 Raising student 2
= to Atatiirk's principles and potential

reforms

When Table 6 is examined, it is seen that teacher opinions fall under three sub-themes.
Teachers think education has three main objectives; "social", "educational" and "towards the
individual's achievement". When the most commonly agreed upon points of the teachers are
examined, the objectives of education as an educational system were, transfering national
and ethical values (12), raising conscious citizens (9) and conveying cultural values as a
social gain (5); educational objectives were to give students 21st century skills (13) and
behaviour (5); and the objective for individual achievement were to prepare for the future
(12). Some of the views of teachers on the objectives of education as a system are as follows:

“The aim of education is to educate and raise citizens who give importance to the
national values and work for the welfare ofthe nation.” (T28)

“The purpose of education is to lay the foundations of a person to be raised into a
citizen who is useful for their country, their family and themselves.” (T26)

“In my opinion, the main aim of education as a system is to train citizens/individuals
who are ready for the future by first adhering to moral principles and culture.” (T14)

“The main aim of education is to train the students to prepare for the future with the
qualities that they can apply throughout their lives.” (T34)

The second open-ended question in the interview form is "What are the roles and
responsibilities of the teacher and the student in the teaching-learning process?" The
responses of the participants to the open-ended question are presented in Table 7 and were
also directly supported by quotes from the participants' opinions.
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Table 7. Teachers' views on teacher/student roles and responsibilities in the teaching -learning

process

Teacher Rolesand Responsibilities f  StudentRolesandResponsibilities f
Being a guide 18  Tobe willing to learn 14
Being a role model 12 Tohave asense of responsibility 11
Transference 5 Tohave a questioning and investigative identity 7
Self-improvement 5  Tobe active 6
Uncovering student talents 2 Tofollow therules 6
Teaching to learn 1 Todo homework, listen and repeate the lesson 4
Selfless work 1  Tospeak in place and on time 3
Tobe an actor 1 Being innovative 1
Raising individuals who are respectful of 1 Being entrepreneur 1

their values, nation and humanity

Teaching-Learning Process

Being result-oriented
Being a planned person
To express ideas freely

1
1
1

When Table 7 is examined, it is seen that the points that most teachers agree on as their
roles and responsibilities in the teaching-learning process are being a guide (18), being a role
model (12), transference (5) and self-improvement (5). Some of the teachers' views on their
roles and responsibilities in the teaching-learning process are as follows:

“They should be the guides and leaders in the teaching-learning process. They must
play a role in revealing the talents of the students.” (T17)

“The teacher should be the guide to the source of information. To be able to do this,
they must be responsible for developing themselves constantly.” (T1)

“The teacher must be like a compass showing the way. They should not try to change
the child's self. They should show that there are different ways and options in life.”

(T41)

“The teacher should be able to direct the students correctly. Apart from the transfer of
knowledge, they must also provide intellectual development. They must be able to teach
that every work done must be respected.” (T40)

“In the present system, student-teacherroles are intertwined and occasionally overlap.
The roles should be clear, and the roles of the teacher are teaching and transference.”

(T38)

~ When the most common points of teachers' views on student roles and responsibilities
in the teaching-learning process are examined, these are seen as; to be willing to learn (14),
to have a sense of responsibility (11), to have a questioning and investigative identity (7), to

be active (7), to follow the rules (6) to do homework, to

ten and repeate the lesson (4).

Some of the teachers' views on student roles and responsibilities in the teaching-learning

process are as follows:

“Students should not be passive listeners, they should be participants, active and

inquisitive.” (T30)

“The basic role and responsibility of students are being are of their responsibility and
duties, and finishing the tasks set for them in a disciplined manner.” (T39).

“First of all, they should come to school willingly so that we can teach them

something.”

“They should be respectful to themselves and people around them, revise their classes,
do their homework and also not neglect themselves.” (T43)

“Once the student has achieved proper behaviour, theg should fulfill all responsibilities
on time. The student is obliged to fulfill the homeworks given.” (T26)
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Discussion

This research was conducted to determine the relationship between teachers' educational
beliefs and their teaching-learning conceptions. In this context, educational beliefs and
teaching-learning conceptions of teachers are examined according to variables of gender and
years of service.

When the findings of the study were examined, it was found that there was no
significant difference in the educational beliefs of the teachers regarding progressivism,
existentialism, re-constructionism and perennialism educational beliefs, whereas there was a
significant difference in favor of male teachers in the essentialism educational belief. When
the literature is examined, it is seen that similar results are obtained in different studies
which support this finding. Significant differences were found in favor of male teacher
candidates in the belief in essentialism in the studies of Alkm Sahin, Tunca and Ulubey
(2014), Akgiin (2015) and Yazicr (2017). In the study conducted by Yimaz and Tosun
(2013), the opinions of the teachers about the educational philosophies differed according to
the gender, and the findings showed that the male teachers agreed more than the female
teachers in the philosophies of perennialism and essentialism. Similarly, in the study of
Beytekin and Kadi (2015), it was found that gender of the teacher candidates is a variable
that makes a difference in educational beliefs and that male teacher candidates have higher
points than female teacher candidates in the belief of perennialism. There are also studies in
the field that do not support this finding. Findings indicate that gender is not a significant
variable in terms of educational beliefs/educational philosophical beliefs in the study groups
conducted with different working groups (teacher, teacher candidate, education managers)
(Altmkurt, Yimaz & Oguz, 2012; Biger, Er & Ozel, 2013; Celik & Organ, 2016; Doganay
& Sari, 2003; Erbas, 2013; Ilgaz, Biilbil & Cuhadar, 2013; Karadag, Baloglu & Kaya 2009;
Tiirkeli, 2011; Ugurlu & Ca]masur, 2017). Another noteworthy finding is that when the
educational beliefs of teachers are examined in terms of the gender variable, it is not
surprising that female teachers are favored in the beliefs of progressivism, existentialism and
re-constructionism, which are regarded as beliefs in contemporary educational philosophy,
and the average of the male teachers are higher in the beliefs of perennialism and
essentialism. When the field literature is examined in the context of this finding, it is seen
that there are studies that obtained similar results (Al Sahin, Tunca & Ulubey, 2014;
Biger, Er & Ozel, 2013; Beytekin & Kadi, 2015).

According to another finding of the research, gender variable makes a significant
difference in favor of female teachers on constructivist teaching-learning conceptions of
teachers. It does not make a significant difference in the traditional teaching-learning
conceptions. However, the average grades of male teachers in traditional teaching-learning
conception are higher than those of female teachers. When the field literature is examined, it
is seen that different results were obtained. In the study of Aypay (2011), it was determined
that the concept of teaching-learning differentiated according to the gender, the female
teacher candidates had a higher score in the constructivist teaching-learning conception and
the male teacher candidates had a higher score i the traditional teaching-learning
conception. In the study of Bas (2014), it was determined that there was no significant
difference in teachers' constructivist teaching-learning conceptions in terms of the gender
variable, but that there was a significant difference in favor of male teachers in traditional
teaching-learning conceptions. In the study conducted by Aydmn, Tunca and Alkin-Sahin
(2015), it was found that gender of the teacher candidates was a variable that made a
difference in their preferences for constructivist teaching-learning conception and that they
did not make a difference in their preference for traditional teaching-learning conception.
However, in the aforementioned study, it was seen that male teacher candidates preferred the
constructivist teaching-learning approach more than female teacher candidates, unlike this
study. In the study carried out by Oguz (2011), it was seen that the scores of the male teacher
candidates in the traditional teaching-learning conceptions were significantly higher, but
there was no significant difference when it came to constructivist teaching-learning
conceptions. Aykan (2014), Ekinci (2016), Engin and Dasdemir (2015), differing from the
finding of this study, found that the gender of teachers did not make a significant difference
on their preferred teaching-learning understanding.
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According to another finding from the survey, years of service variable of teachers do
not make a significant difference in the educational beliefs of progressivism, existentialism,
re-constructionism and perennialism. However, there is a significant difference between
teachers who have 0-5 years of service and teachers with 21-25 and 26 years or more. When
the field literature is examined in terms of this finding, it is seen that different results were
obtained. In the study performed by Aslan (2017), it was found that there is a significant
difference in perennialism educational beliefs between classroom teachers whose years of
service are 0-5 years and the teachers who are 6-10, 11-15 and 16 years or more. In the study
performed by Kanath and Schreglman (2014) on primary school teachers, it became clear
that there was a significant difference in favor of teachers in the first five years of their
profession in perennialism education belief. Yilmaz and Tosun (2013) found that teachers'
years of service did not make a difference in their progressivism, existentialism and re-
constructionism educational beliefs, but they made a significant difference in favor of
teachers who had more seniority, with perennialism and essentialism educational beliefs.

Accordin? to another finding of the study, the years of service variable makes a
significant difference in the constructivist and traditional teaching-learning conceptions of
the teachers. In the study, it was found that there was a significant difference between the
teachers who were 0-5 years in service and the teachers who were 21-25 and 26 years or
morein service, in both constructivist and traditional teaching-learning conceptions. This
difference was found to favor teachers who had 0-5 years in service in the constructivist
teaching-learning conception, whereas in the traditional teaching-learning conception, it was
in favor of teachers with 21-25 and 26 years or more service. This finding can be interpreted
as a recently graduated teacher who was trained in constructivism adopting a more student-
centered approach than colleagues whose years of service are longer and whose
undergraduate studies have been completed quite a long time ago. This finding is consistent
with the findings of the study conducted by Bas (2014). In the study of Bas (2014), it was
determined that, as the occupational seniority increases, the more traditional teaching-
learning concept is adopted, while the younger teachers with less occupational seniority
adopt the constructivist teaching-learning approach. In the study conducted by Ekinci (2016),
a significant difference was only found between the occupational seniority of teachers and
traditional teaching-learning conception, and this difference was found to be in favor of class
teachers with high occupational seniority.

In the study, there was a significant positive relationship between teachers'
constructivist teaching-learning conceptions and progressivism, existentialism and re-
constructionism educational beliefs; and there was a significant negative relationship
between essentialism and perennialism educational beliefs. There is a positive si?nificant
relationship between teachers' traditional teaching-learning conception and essentialism and
perennialism education beliefs; existentialism and progressivism educational beliefs were
found to be negatively and significantly related. These findings show that teachers' beliefs
about education and their teaching-learning conceptions are closely related. This finding of
the survey is parallel to the findings of studies conducted by Aslan (2017) and Bas (2015). In
these studies, it was determined that the relationships between the educational beliefs of the
teacher candidates/teachers and the teaching-learning understandings were investigated and
found to be significant.

In the study, it was determined that teachers' educational beliefs were a significant
predictor of constructivist and traditional teaching-learning conceptions. It has been found
that teachers' beliefs of education account for 46% of the constructivist teaching-learning
conception and 47% of the traditional teaching-learning conception in the total variance.
However, it has been determined that educational beliefs of existentialism and progressivism
are significant predictors of constructivist teaching-learning conceptions and perennialism
and essentialism education beliefs are significant predictors of traditional teaching-learning
conceptions. These findings show that the teaching-learning conception of teachers with the
belief of perennialism and essentialism towards education are aimed towards traditional
teaching-learning conceptions, and the teaching-learning concept of teachers with
progressivism and existentialism educational beliefs are shaped towards the constructivism
teaching-learning conception. It can be said that the teachers who have the belief of
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contemporary educational philosophy will conduct activities that are constructivist, and
teachers with traditional (perennialism and essentialism) educational philosophies will
conduct activitiees that are more traditional in the teaching-learning process. In this context,
it is expected that teachers with progressivist and existential educational beliefs will be able
to improve their potential by considering the interests and abilities of the students, in order to
enrich the students' perspective on the role of the student in all stages of the teaching-
learning process by applying activities that focus on experience and learning by doing/living.
In the same way, for teachers who have perennialism and essentialism educational beliefs; it
can be said that in all stages of the teaching-learning process they will determine students as
passive recipients and they themselves, as experts and authorities; and will apply activities to
transfer the knowledge and cultural heritage of society in a way that is based on universal
prfinciplet_s, absolute unchangeables, and where the students will be passive recipients of
information.

When the findings obtained from the qualitative data of the research are examined, it is
seen that the opinions of the teachers about the objectives of education take place under three
sub-themes; social, educational and individual acquisition purposes. It is a remarkable point
that teacher's state opinions more on social purposes rather than educational purposes. This
finding suggests that teachers consider national and moral values as a primary purpose of
education by educating their students and transferring the common cultural heritage to these
citizens to continue social existence. In the educational objectives "acquisition of 21st
century skills by students™ can be assessed in the way that teachers see today as being one of
the basic functions of education, that is to say, acquiring the skills that are accepted today
and believed to be possessed by individuals of a society. Also, the expression of "attaining
behavior", which is included in educational purposes, also suggests that teachers see
education as a means of shaping the individual. This finding, when examined in the context
of educational beliefs, can be said to be parallel to the education definitions of perennialist
and essentialist educational philosophies. Considering the 'Towards the Person's
Achievement” objectives, it is seen that there are fewer opinions than the other sub-themes.
In this sub-theme, teachers describe the purpose of education as the preparation of the
individual for the future by enabling them to acq]uire the learning outcomes for sustaining
their life. This finding can be said to be parallel to the educational definitions of the
educational philosophies of existentialism and progressivism when examined in the context
of educational beliefs.

Another finding of the research relates to the opinions of the teachers regarding the roles
and responsibilities of the teacher/student in the teaching-learning process. It can be said that
teachers mostly define the roles and responsibilities that a teacher should have in the
teaching-learning process in accordance with the constructivist teaching-learning approach.
However, it seems that these definitions are quite limited. However, expressions of “transfer"
and "being an actor" can be assessed in such a way that some of the teachers have taken a
role in directing information to students, that they have chosen a traditional teaching-learning
conception where students are passive. When teachers' views on student roles and
responsibilities in the teachin%-learning process are examined, it can be said that they have
define the roles and responsibilities mostly in the context of constructivist teaching-learning
conception, similar to their definitions of their roles and responsibilities they see for teachers.
Teachers think that students should be especially willing to learn and have a sense of
responsibility. However, some teachers describe the roles and responsibilities of students in a
behavior-focused, disciplined way, with one-sided communication based on certain pre-
determined rules, and making homework and revisions the primary responsibility; with
phrases such as "acting in accordance with the rules", "doing homework", "listening /
repeating the lesson" and "on-site and on-time speaking" in the context of a teaching-
learning process. This definition, made by some teachers, also supports the definition of their
roles and responsibilities in the context of traditional teaching-learning conception.

There are many questions in education whose answers are sought. "What is learning?",
"What is effective teaching?", "What is effective teaching related to learning?”, "What are
the role and responsibilities of the teacher and the student in the learning and teaching
process?" are just a few of them. Being able to answer all these questions is important for
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everyone involved in the teaching-learning process. Because these questions are a result of
the search for solutions that can be used to answer the question "How should a good teaching
be?" When teachers respond to the above questions within their contexts and classes, they
also offer personal descriptions of effective teaching. In this context, every teacher is as
unique as every student (Kauchak and Eggen, 2003). It is a fact that many variables can play
a role in the differentiation and personal definitions of teachers' thoughts, preferences and
practices regarding learning and teaching. It has been emphasised many times in the
literature that education philosophy is believed to be one of the aforementioned variables. In
this research, findings in support of the field literature were obtained and the following
suggestions based on the results of the research are presented.

In this study, quantitative data and qualitative data were used together to try to obtain
profound findings about the relationship between teachers' educational beliefs and their
teaching-learning approaches. In similar studies to be done, more detailed data can be
obtained by using different qualitative data collection methods, such as observation along
with the interviews, in order to obtain application-based data. At the same time, research can
be conducted on different variables that are thought to be related to educational beliefs and
teaching-learning conceptions.

It has been determined in the research that there is a significant relationship between
teachers' educational beliefs and teaching-learning conceptions. In this context, it can be said
that the classes teachers' take regarding their educational beliefs in pre-service education
may be effective in the applications that they show in their professional lives. For this
reason, it can be suggested that education philosophy courses in teacher education should be
taken as a compulsory course in education programs. Findings from the research show that
some of the teachers' beliefs on education are perennialism and essentialism, and their views
on the teaching-learning process are traditional. Teachers working at all levels, by means of
these findings, can be advised to organize professional development activities based on the
teaching philosophy and the teaching-learning approach that our education system is based
on. This research has been carried out with the teachers who are in currently working and
similar research can be carried out with teacher candidates.
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