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The purpose of this study is to examine the partial mediating effect of 

epistemological beliefs in the correlation between preferences towards 

educational philosophy and the curriculum design approach of pre-

service teachers. For this purpose, pre-service teachers’ educational 

philosophy preferences, curriculum design orientation, and 

epistemological beliefs have been analyzed, and a model has been 

developed. Three different instruments have been implemented to 

randomly chosen 568 pre-service teachers in several departments in 

Necatibey Faculty of Education of Balıkesir University in Turkey. In the 

analyzing process, first, a measurement model has been developed, and 

compatibility of the model with real data has tested, second, Pearson 

correlation coefficients have calculated, and the levels have defined, 

third, t values have calculated for the direct effect between preference for 

educational philosophies and curriculum design orientation preference, 

and at last, the epistemological beliefs have added to the model, and the 

moderating role on them has calculated. Based on findings, it can be 

concluded that from the pre-service teachers perspective; there is a 

positive correlation between widely accepted educational philosophies, 

and curriculum design orientations and there is a positive correlation 

between epistemological beliefs in effort and contemporary educational 

philosophies. In line with that, there is a positive correlation between 

epistemological belief in effort, and student-oriented design and problem-

oriented design. Besides educational philosophy preferences (P=.14) and 

epistemological beliefs (P=.18) have a separate effect on curriculum 

design orientation, and epistemological beliefs (CIs = - .029 ~ .588) do 

not have a mediating role on the effect of educational philosophy 

preferences. 
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Introduction  

Education is a process of constructing a way for a learner’s purposeful changes 

throughout their own lives and the desired situations require a certain design to be constructed 

through education (Ertürk, 2013). Effectiveness/efficiency of education, meeting the 

needs/expectations of the society, and those of a person can be provided within the framework 

of a specific plan and program, in other words, education programs. Ertürk (2013) defines 

education program as the planning of the educational settings that the program was 

implemented in by organizing the educational experiences to train the students. Similarly, 

Sönmez (2009) defines education programs, which have specific objectives to be observed in 

a learner in the form of behavior changes, as a vivid pattern that includes regular teaching and 

assessing process. 

The training experiences and patterns organized within the framework of the programs are 

shaped according to the essentials on which the programs are based and the approach of the 

implementers. Education programs are based on philosophical, historical, psychological, and 

social bases (cultural, political, and economic foundations can also be included in the social 

basis). Individuals' approach to the program reflects their perceptions, values, and knowledge. 

This approach reflects the holistic structure of the program (its philosophy, historical, 

psychological, and social view) and the theories and practices which the program is based on 

(Ornstein & Hunkins, 2014). The program design is the task of determining what elements a 

program will consist of and what kind of relationship will take place amongst these elements. 

With the program design studies, the main framework of the program is tried to be determined 

(Şeker, 2019). The main purpose of the program design is to enable the student to learn, and 

program design is a complex process and requires many decisions to be made at various 

levels (Berkant, 2020). 

Ertürk (1988) considered the philosophy of education, which is among the essentials of the 

program, both as a product and a process. The educational philosophy as a product covers the 

values and assumptions based on guiding educational activities and evaluating practices. The 

philosophy of education as a process defines education as a top-down process by constantly 

evaluating the values and assumptions that arise.  This definition implies that the philosophy, 

which the program is based on, is observed at every stage of the program. Similarly, Ornstein 

and Hunkins (2014) place philosophy in the centre of the program and declare that the 

philosophy of a school and its staff affect the objectives, content, and structure of the school's 

program. The philosophy, which education is based on, helps to determine the reason for the 

existence of the school, the importance of the courses offered, the way students learn, and the 

methods and materials to be used. According to Ornstein and Hunkins (2014), educational 

philosophy determines the aims of education, appropriate content, learning, and teaching 

environment as well as  processes. Besides, philosophy provides a basis for choosing books to 

read, the way to use them, the amount of homework that will be given, the ways of assessing 

the students and the ways of using these exam results, along with the ways to define the 

importance of lessons and topics. Similarly, Demirel (2020) expresses that the philosophy of 

education has an important place in curriculum development activities as it reflects the way of 

thinking, opinions, beliefs and affects the target and the content of a school. Thereupon 

educational philosophy can be defined as a type of applied philosophy based on different 

philosophical methods such as wondering, questioning, and guessing (Çüçen, 2018). 

Educational philosophy analyses the concepts related to education and focuses on certain 

variables that direct education and helps shape the aims of education (Cevizci, 2014) as well. 

In fact educational philosophies consist of four movements: perennialism, essentialism, 

progressivism, and reconstructionism (Demirel, 2020; Ornstein & Hunkins, 2014; Seagell & 
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Willson, 2004). 

Educational philosophy is the foundation of the program's design focus and elements. In the 

design process of the curriculum, the elements of the curriculum (goal, content scope, 

learning-teaching process, and evaluation) are consistently structured and organized. A 

subject, learner, or a problem can be the design focus of the program (Ornstein & Hunkins, 

2014). Subject-oriented curriculum designs are the most common form of designs (Demirel, 

2020). In this design approach, the content is in the centre; learning outcomes are organized 

by content. The subject-oriented curriculum is classified as subject design, discipline design, 

broad-fields design, correlation design, and process design (Ünsal & Korkmaz, 2017). In the 

subject-oriented design, the content is gradually arranged from simple to complex, and the 

teaching process takes place by the direct expression of the subjects in the textbook or 

learning the subjects by the student. Learner-oriented designs are shaped around student 

needs, interests, and goals. The dominant belief is that students have different characteristics 

features, and hence the process is realized through the student's experiences (Demirel, 2020). 

Learner-oriented designs are grouped as child-oriented designs, experience-oriented designs, 

romantic (radical) designs and humanistic designs. Problem-oriented designs are developed to 

strengthen the cultural and traditional values of societies, as well as to point out the unmet 

needs of society. (Demirel, 2020). This approach teaches students how to look at a problem 

and how to formulate a solution and prepares students for overcoming the everyday problems 

they may encounter in real life. Problem oriented designs are categorized as life-situations 

design, core design, social problems design, and re-constructionist design.  

The curriculum design is mainly the study of making the elements of the curriculum 

meaningful for students, teachers, and society in accordance with the philosophy that it is 

based on. The effectiveness and success of the curriculum also depends on the practitioner's 

(teacher's) perspectives and beliefs (Olson, 1981; Cheng, 1994; Bulut & Arslan, 2010; Han, 

2013; Jenkins 2020). The source of decisions regarding the program's objectives, content, 

organization, teaching strategies, learning activities, and evaluation of instruction is teachers' 

beliefs about the design of the curriculum (Cheung & Ng; 2000). 

Epistemology is one of the most essential disciplines of philosophy that makes inquiries about 

the nature of knowledge (Arslan, 2017; Yazıcı, 2016). Epistemology (i.e philosophy of 

knowledge) is a branch of philosophy like educational philosophy and explains how an 

individual, acquires knowledge, constructs this knowledge and subjective perspectives, 

alongside the formation of the learning processes. Epistemology is formed by the combination 

of the words episteme and logos. While the word episteme means knowledge or science, the 

word logos means thought or reason , or a word  (Özemre, 2011). According to Moser (2020), 

studies on the nature of knowledge constitute the area of the interest in epistemology. As 

reported by Schommer (1994), epistemological understanding refers to the philosophical 

beliefs about nature, acquisition, source, scope, and limits of knowledge. This belief reflects 

the perspective of the individual about what the knowledge is, how this knowledge is 

acquired, taught and produced, and differs according to the perspective that centred in 

teaching practices (Tezci & Uysal, 2004). 

The related literature indicates that teachers' preferences towards educational philosophy, 

curriculum design orientations, and epistemological beliefs have an impact on teaching and 

learning activities. It can be concluded that it then would be meaningful to examine the 

correlations among the trend towards educational philosophy, the curriculum design 

approach, and epistemological belief. Belief can be expressed as a state of sincere attachment 
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to thought. Cevizci (2015) explains belief as to the mental state of a person who is convinced 

of the correctness of a proposition. Individual acceptance of nature, accuracy, source, 

structure and acquisition of knowledge constitutes the epistemological belief. (Hofer, 2001). 

Although it is known that the epistemological beliefs are related to the philosophy of 

education (Biçer, Er & Özel, 2013, Kürşad, 2015; Kanadlı & Akbaş, 2015; Kaya & Ekici, 

2015; Erdamar & Alphan 2015; Yenice, 2015;Tezci, Erdener & Satıcı, 2016; İra & Geçer, 

2017; Aslan, 2017; Dursun Sürmeli & Ünver, 2017, Terzi & Uyangör, 2017), and that there is 

a relationship between the philosophy of education and the curriculum design approach (Baş, 

2015; Kozikoğlu & Uygun, 2018; Aslan, 2018; Baş & Sentürk, 2019), it is understood taking 

a glance at the relevant literature that the relationships of  all of these three variables have not 

yet been studied . 

Teachers' beliefs and understandings about the nature of knowledge and curriculum design 

begin to take shape before starting their profession (Flores & Day, 2006; Pajares, 1992). In 

this case, the importance of teacher education emerges. Philosophical perspectives and 

epistemological beliefs of students in teacher education hold the key importance in 

determining the curriculum design (Doğanay, 2011; D’souza, 1992). In this context, 

examining the relationship between faculty of education students' epistemological beliefs, 

philosophical tendencies towards education and their understanding of curriculum can provide 

important indicators for  policymakers, curriculum experts, lecturers, and researchers in the 

field in regard to the preparation and implementation of more qualified teacher education 

programs. 

The purpose of this research is to try to reveal a structural model of the correlations between 

these three variables. Also, it is aimed to examine the partial mediating role of 

epistemological belief in the correlation between the trend towards educational philosophy 

and the curriculum design approach preferences. Accordingly, the answers to the following 

questions were sought in the research. 

(1) What are the pre-service teachers' tendencies towards educational philosophies, 

curriculum design approaches, and epistemological beliefs?  

(2) Is there a correlation between the tendency towards educational philosophies, 

educational program design understanding, and epistemological beliefs? 

(3) Is there a mediating role of epistemological beliefs on the correlation between the 

trend towards educational philosophies and the curriculum design approach? 

Methodology 

This research is a correlational survey, which is one of the descriptive research types 

and tries to define the correlations between the variables as they are. Correlational survey 

models aim to determine the presence or degree of change between two or more variables 

together (Karasar, 2013). In this study, the correlation between pre-service teachers' tendency 

towards education philosophy, curriculum design approach, and epistemological beliefs will 

be examined. 

Participants  

The study group of the research is prospective teachers (N = 568) who attend 3rd and 

4th grades at the Faculty of Education in Balıkesir University in 2018-2019 academic year. 

Random sampling method was used to determine the participants. 78.7% (n = 447) of the 
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participants are women and 21.3% (n = 121) are men. Departments of the participants are n = 

281 (49.5%) in basic sciences and n = 287 (50.5%) in social sciences. 

Data collection tools 

In the study, “Preference for Educational Philosophies Scale” to determine the 

tendencies of pre-service teachers regarding educational philosophies, “Epistemological 

Beliefs Scale” to determine the levels of epistemological beliefs, and “Curriculum Design 

Orientations Preference Scale” to determine their preference were implemented. Information 

about the data collection tools used is presented below. 

Preference for Educational Philosophies Scale 

Preference for Educational Philosophies Scale developed by Uyangör, Şahan, Atıcı 

and Börekci (2016) was used to determine the tendencies of prospective teachers participating 

in this study. The scale which has four sub-dimensions consists of 36 items, 9 items for each 

dimension. The scale is a 5-point Likert type and participants were asked to give a value of 1 

(strongly disagree) to 5 (strongly disagree) to the statements in the scale items. The sub-

dimensions of the scale are essentialism, perennialism, progressivism and re-constructionism. 

Cronbach’s alpha coefficient values of the sub-dimensions; essentialism is .72, perennialism 

.67, progressivism .88 and re-constructionism .86, while the total value of the scale is .84. In 

this study, Cronbach’s alpha coefficient values; essentialism .77, perennialism .71, 

progressivism .77, re-constructionism .81, and .77 for the entire scale. 

Curriculum Design Orientations Preference Scale 

Curriculum Design Orientations Preference Scale, developed by Baş (2013), 

determines pre-service teacher preferences.  The scale, which has three sub-dimensions, 

consists of 30 items, 10 items for each dimension. The scale is a 5-point Likert type and 

participants were asked to give a value of 1 (strongly disagree) to 5 (strongly disagree) to the 

statements in the scale items. The sub-dimensions of the scale are subject-oriented design, 

learner-oriented design, problem-oriented designs. Cronbach’s alpha coefficient values of the 

sub-dimensions are; subject-oriented design is .89, learner-oriented design .89, problem-

oriented designs .87. In this study, Cronbach’s alpha coefficient values are; subject-oriented 

design is .71, learner-oriented design .76, problem-oriented designs .79, and .72 for the entire 

scale. 

Epistemological Beliefs Scale 

The epistemological beliefs scale developed by Schommer (1990) for university 

students, adapted to Turkish by Deryakulu and Büyüköztürk (2005). The Turkish version of 

the scale consists of 35 items in three sub-dimensions. In this study, the 29-item version of the 

scale, which was restructured by Aydın, Selçuk, Çakmak, and İlğan (2017), was used. The 

first sub-dimension “effort” has  15 items, the second sub-dimension “ability” has  8 items 

and the last sub-dimension “single truth” has  6 items. The scale is a 5-point Likert type and 

participants were asked to give a value of 1 (strongly disagree) to 5 (strongly disagree) to the 

statements in the scale items. Cronbach’s alpha coefficient values of the sub-dimensions are; 

effort is .88, ability .88, single truth .85. In this study, Cronbach’s alpha coefficient values are; 

effort is .73, ability .78, single truth .78, and .78 for the entire scale. 
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Data gathering procedure  

First, the purpose of the study was explained to prospective teachers, then the 

instruments applied to the participants that were volunteers. Implementation takes two class 

hours.  

Data analysis 

The correlation between preference for educational philosophies, curriculum design 

orientations preference and the epistemological beliefs were analysed in six steps.  (1) The 

normality assumption of the data was analysed. (2) Descriptive statics about variables were 

calculated. (3) The measurement model was developed and compatibility of the model with 

real data was tested. (4) Pearson correlation coefficients were calculated and the levels were 

defined.  For positive correlations, if the correlation coefficient between .01 and .29 it is a low 

level, .30 and 49, it is  a moderate level, if higher than .50, then it is a high-level correlation. 

For negative correlations, if the correlation is between -.01 and -.29, it is a low level, if 

between .-.30 and .49, it is a moderate level, on the condition that it is smaller than -.50, it is a 

high-level correlation (Cohen, 1988). (5) t values were calculated for the direct effect between 

preference for educational philosophies and curriculum design orientation preference. (6) The 

epistemological beliefs were added to the model and the moderating role of it was calculated. 

Then bootstrapping analysis was performed for direct and indirect effects. AMOS Graphics 

21 and IBM SPSS Statistics 21 software were used for analysis. 

Findings 

First of all, the normality assumptions of the data were calculated. For this purpose, 

mean, mode, median, skewness, and kurtosis values were examined. It can be concluded that 

if mean, median, and mode values are equal in data series, the data were distributed normally 

around the measures of central tendency. If mean, median, and mode values are not equal, 

then z scores of skewness and kurtosis will be calculated for normality (Büyüköztürk, 2011). 

In this case mean, median and mode values are even close to each other, and Z scores of 

skewness and kurtosis is between ± 1,96 so it can be concluded that the data distributed 

normal and parametric test could be applied (Field, 2016). Preference for educational 

philosophies scores, curriculum design orientations preference scores and the epistemological 

beliefs scores are distributed normally (Table 1). 

Table 1. Test of normality 
 Mean  Mode Median ZSkewness Zkurtosis 

Essentialism 2.29 2.22 2.22 .793 .766 

Perennialism 3.13 3.11 3.11 .022 -.061 

Progressivism 4.43 4.45 4.44 -.804 .761 

Re-Constructionism 4.39 4.50 4.44 -.650 .303 

Subject-oriented design 3.10 3.00 3.10 .364 .408 

Learner-oriented design 4.17 4.00 4.20 -.331 .704 

Problem-oriented designs 3.96 3.80 3.90 -.198 .276 

Effort 4.12 4.13 4.13 -.138 .157 

Ability 2.07 2.00 2.00 .579 .537 

Single truth 2,39 2.33 2.33 .180 -.095 

After the test of normality, the compatibility of the model with real data was tested (Figure 1). 

In the model, preference for educational philosophies, curriculum design orientations 

preference, and the epistemological beliefs were defined as latent variables and the scores of 
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sub-dimensions were defined as observed variables. Observed variables were Essentialism, 

Perennialism, Progressivism, Re-Constructionism, Effort, Ability, Single truth, Subject-

oriented design, Learner-oriented design, and Problem-oriented designs. These observed 

variables enable us to measure latent variables.  In this way, a measurement model was 

developed with three latent and ten observed variables. Path diagram is illustrated in figure 1. 

When fit indices of the measurement model were analysed; Chi-Square value is significant 

(x2  = 137.51, df = 568, p = 0.00).  Chi-square and degree of freedom rate is x2/df = 2.35. The 

fit indices of the model were NFI = .96, GFI = .95, CFI = .95, RMSEA = .06, and is 

calculated: SRMR = .04. These  indices shows that the model is convenient (Marsh, Balla & 

McDonald, 1988; Sümer, 2000; Hooper, Coughlan, Mullen, 2008; Yılmaz & Çelik, 2009; 

Schumacher & Lomax, 2010; Büyüköztürk, Çokluk-Bökeoğlu & Şekercioğlu, 2012). 

 

Figure 1. Measurement Model 

Table 2 illustrates means, standard deviations, and the correlations. It can be concluded that 

the pre-service teachers’ re-constructivism and progressivism preferences are dominant 

preferences in educational philosophies. Learner-oriented design preference is more preferred 

in design orientations and belief in effort is intensively found in epistemological beliefs. 

Correlations between educational philosophy preferences were examined, it was observed 

that, there is a positively high correlation between essentialism and perennialism (r = .631, p 

< .05), there is a positively high correlation between progressivism and re-constructivism (r = 

.777, p < .05), there is a negatively moderate correlation between essentialism and 

progressivism (r = -.336, p < .05), and there is a negatively low correlation between 

essentialism and re-constructivism (r = -.262, p < .05). Correlations between curriculum 

design orientations preferences were examined, it was observed that, there is a positively low 

correlation between subject-oriented design and problem-oriented design (r = .206, p < .05), 

there is a positively moderate correlation between learner-oriented design and problem-

oriented design (r = .426, p < .05). Correlations between epistemological beliefs were 

examined, it was observed that there are negatively low correlations between effort and single 

https://tureng.com/tr/turkce-ingilizce/convenient
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truth ( r= -.244, p < .05), and between ability and single truth (r = -. 175, p < .05). When the 

correlations between the sub-dimensions were taken in to account; it was observed that, there 

is a positively moderate correlation between essentialism and subject-oriented design (r = 

.433, p < .05), there is a negatively low correlation between essentialism and learner-oriented 

design (r = -., 246, p < .05), there is a negatively low correlation between essentialism and 

effort (r = -., 099, p < .01), there is a positively moderate correlation between essentialism and 

ability (r = .460, p < .05), and there is a positively moderate correlation between essentialism 

and single truth (r = .441, p < .05). Correlations between sub-dimensions were examined and  

it was observed that, there is a positively moderate correlation between perennialism and 

subject-oriented design ( r= .469, p < .05), there is a negatively low correlations between 

perennialism and learner-oriented design (r = -.109, p<.01), there is a positively low 

correlation between perennialism and subject-oriented design (r = .108, p < .01), there is a 

positively moderate correlation between perennialism and ability (r = .353, p < .05),and there 

is a positively moderate correlation between perennialism and single truth (r = .456, p < .05). 

Table 2. Means, standard deviations and the correlations. 
 X Sd 1 2 3 4 5 6 7 8 9 10 

Essentialism 2.29 .65 1 .631** -.336** -.262** .433** -.246** .011 -.099* .460** .441** 
Perennialism 3.13 .56 

 
1 -.030 -.003 .469** -.109* .108* .003 .353** .456** 

Progressivism 4.43 .44   1 .777** -.073 .484** .370** .422** -.239** -.166** 
Re-
Constructionism 4.39 .46    1 -.014 .383** .426** .424** -.188** -.198** 

Subject-oriented 

design 
3.10 .45     1 -.022 .206** .100* .244** .373** 

Learner-oriented 

design 
4.17 .39      1 .544** .404** -.282** -.213** 

Problem-oriented 
designs 3.96 .35       1 .377** -.080 -.0371 

Effort 4.12 .36        1 -.244** -.175** 
Ability 2.07 .64          .512** 
Single truth 2,39 .64          1 

* p  < .01  

** p < .05  

After the correlations were analysed, t value was calculated to test the significance of the 

direct effect between preference for educational philosophies and curriculum design 

orientations preference. Essentialism, perennialism, progressivism, and re-constructionism 

were observable variables of educational philosophy preferences.  Subject-oriented design, 

learner-oriented design, and problem-oriented designs were observable variables of design 

orientations of teacher candidates. As clearly seen in Figure-2, it was found that the 

correlation between them was significant at the level of .05 and the path coefficient was P = 

.25. 

 

Figure 2. Structural model of preference for educational philosophies and curriculum design 

orientations preference 
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At the last stage of the analysis of the data, the epistemological belief was added as a mediator 

variable to the model between preference for educational philosophies and curriculum design 

orientations preference and the model containing the partial mediation relationship was tested. 

As a result of the path analysis, the fit indices of the model were found to be sufficient. The 

model is as in Figure-3. 

 

Figure 3. Structural model of preference for educational philosophies, curriculum design 

orientations preference, and epistemological beliefs 

When fit indices of the measurement model were analysed; Chi-Square value is significant (x2  

= 323.43, df = 568, p = 0.00).  Chi-square and degree of freedom rate is  x2/df = .57. The fit 

indices of the model were NFI = .95, GFI = .96, CFI = .95, RMSEA = .07, and the calculation 

for is SRMR = .03. These  indices shows that the model is convenient (Marsh, Balla & 

McDonald, 1988; Sümer, 2000; Hooper, Coughlan, Mullen, 2008; Yılmaz & Çelik, 2009; 

Schumacher & Lomax, 2010; Büyüköztürk, Çokluk-Bökeoğlu & Şekercioğlu, 2012). 

When Figure-2 and Figure-3 are examined together, it is seen that the direct effect of the 

preference for educational philosophies and curriculum design orientations preference is P = 

.25, and if it is modeled as an intermediary in the effect of epistemological belief on the 

philosophy of educational design, it is P = .14. This reduction in impact implies that 

epistemological belief may have a partial mediating effect between preference for educational 

philosophies and curriculum design orientations preference. Bootstrapping analysis was 

performed to determine the significance level of this effect. When the analysis is made, it is 

seen that the preference for educational philosophies does not have a statistically significant 

effect on the curriculum design orientations preference (p = .424). There should not be “0” 

between the estimates of the indirect effect, in other words, between the upper and lower 

values (CIs = -.029 ~ .588) (Hayes, 2009). In the analysis, the value of 0 is among the 

estimates of the indirect effect. From this point of view, it can be said that preference for 

educational philosophies affect curriculum design orientations preference, but epistemological 

beliefs do not have a partial mediating effect in this correlation (Table-3). 
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Table 3. Bootstrapping Analysis for indirect effect  
Independent 

variable 

Dependent 

variable 

Mediator variable ß Standardized indirect 

effect 

95% confidence interval 

mean   

indirect effect min – max 

values 

preference for 

educational 

philosophies 

curriculum 

design 

orientations 

preference 

epistemological 

beliefs 
.74 x .18 = .133 - .029 ~ .588 

When the findings are briefly summarized; first the preservice teachers have preferred the 

generally accepted contemporary educational philosophies (progressivism and re-

constructionism), and there are high-level positive relations among these tendencies; on the 

other hand, essentialism and perennialism, have  been observed to be less accepted and 

negative correlations with contemporary approaches. Second, it was observed that teacher 

candidates adopt learner-oriented curriculum design approach more than problem-oriented 

and subject-oriented design approaches. Third, pre-service teachers' beliefs that learning 

depends on effort is higher than other beliefs, and negative low-level correlations were found 

between effort factor and ability and single truth. Fourth, there are positive correlations 

among contemporary educational philosophies (progressivism and re-constructionism) and, 

learner-oriented curriculum design orientation, problem-oriented curriculum design 

orientation and the belief that learning depends on effort. And last, it can be concluded that 

philosophical preferences and epistemological beliefs have separate effects on program 

design, epistemological beliefs have no mediating role on the effect of philosophical 

understanding. 

Discussion, Conclusion and Recommendations 

In this study, the correlations among preference for educational philosophies, 

curriculum design orientations preference and epistemological beliefs were analysed. When 

findings of the preference for educational philosophies were examined, progressivism and re-

constructivism preferences were dominant preferences, there were positively high correlations 

between progressivism and re-constructivism, there were positively high correlations between 

essentialism and perennialism, and there were negative correlations between these two 

groups. These findings are similar to other research conducted with pre-service teachers 

regarding educational philosophy (Kumral, 2015; Uyangör vd., 2016; Hayırsever & Oğuz, 

2017; Yılmaz, 2017; Kozikoğlu & Erden, 2018; Aslan, 2018; Bingöl & Kinay, 2018; 

Doğanay & Sarı, 2018; Balcı & Küçükoğlu,2019). As a result, it can be said that, with similar 

studies in the field, prospective teachers adopt contemporary educational philosophies. 

Findings of pre-service teachers' curriculum design orientations preference reveal that 

student-centred design is acknowledged more than problem-centred and subject-centred 

designs. Research findings of the current study are similar to studies conducted with pre-

service teachers by Bilgin and Aykaç (2016), Kozikoğlu and Uygun (2018), and Aslan 

(2018). In addition, Ünsal and Korkmaz (2017) stated that teachers adopted student-centred 

and problem-centred curriculum design orientations preference. When the epistemological 

beliefs of pre-service teachers are examined; negatively low correlations were determined 

between effort and ability, and effort and a single truth. Pre-service teachers' belief that 

learning depends on effort is higher than other beliefs. These findings are similar to other 

research conducted with pre-service teachers regarding epistemological beliefs (Biçer, Er & 

Özel, 2013, Kürşad, 2015; Kanadlı & Akbaş, 2015; Kaya & Ekici, 2015; Erdamar & Alphan 

2015; Yenice, 2015;Tezci, Erdener & Satıcı, 2016; İra & Geçer, 2017; Aslan, 2017; Dursun 



Analyzing Pre-service Teachers’ Educational Philosophy Preferences, Curriculum Design Orient…C.Börekci, N.Uyangör 

 

Participatory Educational Research (PER)  

-366- 

Sürmeli & Ünver, 2017). Likewise, similar results were revealed in research conducted by 

Karaman and Bakaç (2018) with teachers. On the other hand, Türkan, Aydın and Üner (2016) 

stated that pre-service teachers’ epistemological beliefs are respectively single truth, ability 

and effort. Şekercioğlu and Yıldırım (2018) stated that the pre-service teachers' 

epistemological beliefs that learning depends on the effort are embraced more in the whole 

group, while the epistemological beliefs adopted differ according to the departments. When 

the correlation between pre-service teachers’ preference for educational philosophies and 

curriculum design orientations preference were examined, there is a positively moderate 

correlation between essentialism and subject-oriented design, and between perennialism and 

subject-oriented design. There is a negatively low correlation between essentialism and 

learner-oriented design, and between perennialism and learner-oriented design. There is a 

positively moderate correlation between progressivism and learner-oriented design, between 

progressivism and subject-oriented design, between re-constructivism and learner-oriented 

design, and between re-constructivism and subject-oriented design. In other words, from pre-

service teachers’ perspective; there is a positive correlation between widely accepted 

educational philosophies, and curriculum design orientations whereas there is a positive 

correlation between not-widely accepted educational philosophies and curriculum design 

orientations. Similar to this current study Kozikoğlu and Uygun (2018), and Aslan (2018) 

stated that the perspective of pre-service students’ contemporary educational philosophies 

correlated with contemporary learning-teaching conceptions whereas traditional educational 

philosophies correlated with traditional learning-teaching conceptions. Additionally, Baş 

(2015) found similar findings whereas the correlation between traditional educational 

philosophies and traditional learning-teaching conceptions are more meaningful. 

The findings indicated that there is a positive correlation between epistemological belief in 

effort and contemporary educational philosophies, and in line with that there is a positive 

correlation between epistemological belief about effort and student-oriented and problem-

oriented design. There is a positive correlation between ability, single truth, traditional 

educational philosophies and subject-oriented design. These findings are similar to studies of 

Lane (2015), Tezci et al. (2016).  

This study has similar findings with the other studies conducted in the field, which compared 

two phenomena. However, this research compared three phenomena, educational philosophy 

preferences, curriculum design orientation, and epistemological beliefs. Furthermore, the 

effects of epistemological beliefs and educational philosophy preferences on curriculum 

design orientation were examined, and the mediating role of epistemological beliefs on the 

correlation between educational philosophy preferences and curriculum design orientation 

were analysed. It is concluded that educational philosophy preferences and epistemological 

beliefs have a separate effect on curriculum design orientation and epistemological beliefs do 

not have a mediating role on the effect of educational philosophy preferences. At the same 

time, findings indicate that pre-service teachers prefer contemporary educational 

philosophies, curriculum design orientations, and have epistemological beliefs accordingly. In 

conclusion, a the findings mentioned above demonstrate the source of educational philosophy 

preference, curriculum design orientation, and epistemological beliefs of pre-service teachers 

are based on learning- teaching conceptions that were implemented in their previous 

educational experiences (Belet & Güven, 2011; Yenice, 2015; Tezci vd. 2016). It can be 

concluded that pre-service teachers’ epistemological beliefs developed in the way toward 

constructivist education approach, which has been implemented since 2005 by Turkish 

Ministry of National Education, and pre-service teachers’ awareness and preferences of 

educational philosophies, and curriculum design orientations take form during their 
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undergraduate education. 

Overall, the findings of the study are in concordance with those of other studies in the 

literature related with educational philosophies, curriculum design orientation and 

epistemological beliefs, and show that following educational philosophies and 

epistemological beliefs that are aligned with contemporary curriculum design orientations is 

common? (the sentence is not complete- please check). Needless to say, taking courses on 

educational philosophies as part of the undergraduate education will enhance the training 

process of pre-service teachers. It is possible to say that epistemological beliefs can be 

improved. Similarly, courses can be organized to enhance and improve pre-service teachers' 

perspectives on the nature of knowledge and acquiring knowledge. Instructors can be role 

models for prospective teachers in this process. 

Further studies focusing on the correlation between educational philosophies, curriculum 

design orientation and epistemological beliefs adopted by pre-service teachers will surely 

shed light on to the related literature. Especially future research, different variables that may 

mediate the relationship between educational philosophy preference and curriculum design 

orientation can be studied. The factors affecting pre-service teachers' curriculum design 

orientations can also be examined. Other researchers can discuss the pros and cons of the 

results of this study, so that knowledge about educational philosophy preference and 

curriculum design orientation develops further. 
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