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Abstract

The study reveals that the beliefs of the prospective teachers related to learning-teaching approaches can 
not find reflections in their practices. The present study investigates whether the prospective teachers’ 
preferences and beliefs concerning the teaching approach find reflections in practices. The study was 
conducted with two study groups. The first group consists of 70 last-year student teachers of Primary 
School Teacher Education Department of Education Faculty, and the second group with 33 second-year 
student teachers at the same department. One of the measurement scales used in the study is the prefer-
ence list for teacher behaviors consisting of 38 questions each of which is with two options, and the other 
is the lesson scenarios written by the prospective teachers.  The inconsistency between the prospective 
teachers’ beliefs about teaching approaches and their practices can not be accounted for by the percep-
tions of teacher competences. Incorporating teaching practices into the curriculum of the prospective 
teachers can narrow the gap between the prospective teachers’ beliefs about teaching approaches and 
their practices.  
Key words: beliefs, teaching approach, teaching practices. 

Introduction  

Brief Summary of Teacher Education in Turkey

When the changes taking place in the teacher education system in Turkey in the past 
20 years are investigated, it is seen that one of the main problem areas is not being able to 
create a balance between the theory and practice parts of the courses. The National Education 
Council, which was convened in 1982, set the agenda as the state and problems of teachers and 
educational specialists. In this respect, the pre-service training problems in teacher education 
and in-service training provided for teachers and educational specialists were discussed and 
suggestions were made in this conference. During the conference, qualitative and quantitative 
problems in teacher education were separately discussed and it was determined that in order 
to solve quantitative problems, qualitative problems had been overlooked. In the conference, 
it was suggested that every type of school teacher should be trained in a well-balanced way in 
relation to subject knowledge, liberal studies and pedagogy, and this was adopted as the main 
principle in development of programs for teacher education. Moreover, in the conference, the 
weights of categories of liberal studies, pedagogy and subject knowledge were discussed. At 
that time, the weights of these categories were as follows: five out of eight for subject knowl-
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139edge, two out of eight for pedagogy and one out of eight for liberal studies. But when it came 
to application of these weights in education faculties, the weights of the courses of educational 
sciences were below the suggested. In a study, Saylan (1992) concluded that in Turkey, in par-
ticular, in the education of secondary school teachers, more importance is attached to subject 
area knowledge than pedagogy; and hence, novices have difficulties in the application of what 
they have learned. Moreover, it was also observed that no balance was established between 
theory and practice in pedagogy courses (Varış and Gürkan, 1992; Özer, 1990, Köymen, 1991, 
Ustün, 1992; Şeker, 1995). 

Due to above-mentioned problems and similar problems in teacher education, within the 
context of restructuring attempts of educational faculties, “new” program was put into effect as 
of 1998-1999 academic years. In 1999, the courses included in the programs of teacher educa-
tion, more place was reserved for applied works. During this process, the quality of applications 
concerning teacher education was discussed. Moreover, it was decided that the balance between 
theory and practice was excessively destroyed in favor of theory. As a result of the analysis of 
the studies in the literature, it was found that some theoretical courses of educational sciences 
included in the previous programs were far away from instilling knowledge, skills and percep-
tions in students required for applications in the profession of teaching. Throughout the follow-
ing years, there have been many attempts to update the programs through panels, workshops, 
symposiums, non-governmental organizations, changes taking place in programs, and learning 
outcomes anticipated from the field of European higher education and undergraduate education 
(Kavak, Aydın and Akbaba, 2007). Integration into European Union and globalization have cre-
ated a need for educational reform policies in teaching, learning and programs (Guven, 2008). 
In 2006–2007 academic year, teacher education programs were redesigned. According to Ka-
vak, Aydın and Akbaba, in the new program, the aim is to train intellectual teachers solving 
problems and learning to learn instead of training technician teachers doing what they are told. 
Moreover, as a prerequisite of the constructive philosophy of new primary school programs, 
while the programs are being implemented, it is of great importance that first students should be 
provided with experiments and experiences and based on these they learn concepts and defini-
tions. On the other hand, another factor that should be taken into consideration is to associate 
the subject topics with the content of the curriculum developed by the Ministry of National 
Education for the given grade level and they should be enriched with the examples from the 
daily life.  

In the faculties where teachers are educated in Turkey, courses and course contents com-
plying with the structure required by the constructivist approach have been incorporated into the 
curriculums of these faculties. However, it can be argued that most of the prospective teachers 
are educated within the applications that are in line with pedagogy than can be called “behavior-
ist” in their own learning experiences. The present study investigates whether the prospective 
teachers have more positive beliefs about the behaviors required by the constructivist approach 
or the behaviors required by behaviorist pedagogy. Moreover, the study looks at to what extent 
these beliefs find reflection in their practices; that is, the consistency between the theoretical 
and/or affective preferences for teaching and the reflections of these preferences on classroom 
applications. It can be argued that the success of reform movements depends on the teachers’ 
beliefs about and perceptions of the structure promised by the reform, and the inconsistency 
between the attitudes and applications may delay the success of reform movements.  Therefore, 
what the prospective teachers’ beliefs about the teaching and learning approach and whether the 
approach appreciated finds adequate reflections in applications are important? The reflections 
of theoretical knowledge and beliefs about the teaching approach in teaching practices are also 
looked at in the present study.  
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In this respect Pajares (1992: 313) states that the results of view of belief that speak to 
an individual’s judgment of the truth or falsity of a proposition are the judgment that can only 
be inferred from a collective understanding of what human being say, intent and do. Belief 
inferred is a reasonably accurate representation of that judgment.  On the other hand, Schraw 
and Olafson (2002) indicate that the term ‘epistemological belief” has been used widely for 
over a decade to refer to a specific belief about knowledge that is part of a broader epistemol-
ogy. This implies that individuals may have more than one epistemological belief. When some 
of the studies looking at the reflections of the teachers’ beliefs about how the teaching should 
be performed in their applications are examined, it is seen that beliefs and classroom practices 
are multivariate and interrelated (Levin and Wadmany, 2006). Teachers’ beliefs influence and 
mediate assessment practices (Tierney, 2006). In addition, the beliefs held by teachers have 
reflections on instructional practices (Schraw and Olafson, 2002). Thus, educational beliefs of 
pre-service teachers play a pivotal role in their acquisition and interpretation of knowledge and 
subsequent teaching behavior and it is also suggested that unexplored entering beliefs may be 
responsible for the perpetuation of antiquated and ineffectual teaching practices (Pajares, 1992). 
Teachers’ epistemological belief lays the basis of their daily practices and these beliefs have 
influence on teacher-student relation and planning of teaching (Song, Hannafin and Hill, 2007). 
Teachers’ beliefs about knowledge and acquisition of knowledge are influential on teachers’ 
opinions and in making important decisions. Beliefs support teaching practices and there is a 
consistency between the beliefs and classroom practices (Schraw and Olafson, 2002). Beliefs 
teachers hold influence their perception and judgments, which, in turn, affect their behavior in 
classroom, hence, understanding the belief structure of teachers and teacher candidates is es-
sential to improving their professional preparation and teaching practice (Pajares, 1992, 307). 

Methodology of Research 

The case study research design was used in this study. It is clear that case studies can be 
conducted with both quantitative and qualitative approaches. In qualitative case study the fac-
tors such as context, individuals, events and processes that affect the problem under study are 
tackled with a holistic approach, and the focal point of the study is to investigate to what extent 
these factors affect the problem and how they are affected by it (Yıldırım and Şimşek, 2008).

Sample of Research

The present study where the purposive sample method is used includes two study groups. 
One of the groups (Group 1) consists of 70 last-year students of Primary School Teacher Educa-
tion Department of Education Faculty. The students in group 1 are last-year students and they 
will graduate and finish their pre-service training within a week. The second group in the study 
consists of 33 second-year students studying at the same department. As these students are 
second-year students, they are subject to the new teacher-training program and they take the 
courses included in the new teacher training program.

In this course, the students of group 2 learn the principles of program development, ba-
sic approaches to program development, the development and components of science and tech-
nology teaching in primary school, planning in science teaching, planning of course program 
and activities, evaluation and preparation of course, daily and annual plans, general principles, 
methods and techniques of teaching. One of the objectives of this course is to enrich these sub-
jects with examples from the daily life. 
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Two measurement instruments were used in the study. One of them is the preference list 
consisting of 38 pairs of sentences. The aim of this instrument is to solicit the beliefs of prospec-
tive teachers about teacher behaviors. One sentence in each pair represents a teacher behavior 
complying with behaviorist approach and the other represents a teacher behavior complying 
with constructivist approach.  

In the literature review the factors regarding behaviorist and constructivist approaches 
were first identified and then they were transformed into question sentences. This instrument 
was used to collect data about the students’ beliefs about behaviorist and constructivist ap-
proaches. The instrument developed by the researcher includes pairs of sentences, one of which 
is a representative of constructivist and the other one is the representative of behaviorist ap-
proach. To form sentences complying with constructivist approach following resources were 
capitalized: Charlotte (2007), Boghossian (2006), Cronje (2006), Liang and Gabel (2005), Ri-
chardson ( 2003), Plourde and Alowiye ( 2003), Lord (1999), Grennon (1999) and the criteria 
used in the structure of 2005 program of the Ministry of National Education. The sentences in 
the instrument are structured as follows: 

Item 1:
a. There should be sharp focusing on the targets; the course objectives should not be 

discussed  
b. The educational objectives should not be externally imposed they should be open to 

discussion
Item 2: 

a.  The teacher should be authoritative and informative 
b.  The teacher should believe in equality and should be facilitator 

Through such 38 pairs of sentences, the prospective teachers’ beliefs about how teaching 
should be performed were investigated. For example, if a student teacher selects options b in 
both of the above given sentence pairs, this can be interpreted as this student has stronger beliefs 
about the constructivist pedagogy. This instrument was administered to both of the groups. 

Another data collection instrument used in the study is lesson scenarios written by the 
prospective teachers. The students were told that they would not have much difficulty in writ-
ing such a scenario because the only thing they would do is to write how they would teach the 
subject they knew the best from their field in the classroom. 

Data Analysis

The scenarios of the student teachers were analyzed sentence by sentence. Their tenden-
cies regarding behaviorist and constructivist approaches were identified from the statements in 
the scenarios. The scenarios which imply teacher-centeredness and teacher’s sole domination 
in decision-making in classroom were evaluated as behaviorist. Additionally, whether students 
and teachers’ behaviors in learning-teaching processes were suitable for behaviorist or con-
structivist views were identified. 

The statements in the written scenarios were evaluated to determine whether they com-
ply more with behaviorist or constructivist approaches. For example, the scenario written by 
SK is as follows:  
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142 “The concept to be taught is the concept of independence. First, what this concept means is 
shortly explained to the students. The importance of independence for a person or a country is 
explained and so students are helped to raise their awareness about the concept. The causes that 
hinder, eliminate or help to regain the independence are succinctly written on the board with the 
help of the students. In line with students’ responses, students’ misconceptions are corrected by 
means of the complete explanations of the teacher and conclusions are written on the board. Mak-
ing only theoretical explanations about the concept of independence may bore the students, I also 
need to emphasize that it is a necessity of life and people should internalize it.”

When the responses of the student named SK are investigated, it is seen that in the sce-
nario written by this student, teacher explanations are used to explain the concept, the teacher 
makes the students aware of the concept and the misconceptions of the students are corrected 
by teacher’s correct explanations and the teacher tries to motivate the students. This student 
teacher can be regarded as behaviorist according to his scenario. 

In the scenarios written by some of the students both the signs of constructivist and 
behaviorist approaches are observed. In such cases, the dominant approach was determined. 
To determine this, the number of the sentences reflecting constructivist approach or behaviorist 
approach was used as the main criterion. For example, student teacher AK writes the following 
scenario “….. First I show the photographs, cartoons and pictures to the students. These will 
attract their attentions and help me to understand what they know about the subject. Usually, I 
do not prefer only lecturing while teaching the subject. I answer the questions that the students 
want to ask me. I encourage them to ask questions. The questions that I ask related to the ma-
terials I have brought serve the functions of helping the students to concentrate, to pay their at-
tentions and my understanding what they know. I prepare activities through which the students 
enjoy themselves while learning. For instance, envelope activities which require small groups 
to compete and the winner will be learning.”

Though student AK prefers a teacher-centered teaching method where all the materials 
are prepared by the teacher, this student teacher’s approach can be viewed as constructivist as 
it includes activities helping to learn what the students know, encouraging the students to ask 
questions, and promoting group works and participation.  Few of the students’ scenarios can 
not be evaluated as they include very few reactions and include both the signs of constructiv-
ist approach and behaviorist approach or sentences that are meaningless. For example, HS’s 
scenario: 

“I go to classroom after the bell. I want them to talk about their daily problems. I talk 
about the problems I have been confronted with concerning the historical values, environmental 
destruction and language degeneration. I measure the readiness level of the class by designing 
concept maps about culture and national culture. To help students to learn, I make explanations. 
I talk about the harms done to our culture and ways of preventing these. 

Here, using concept maps and measuring the readiness levels of the students are the 
signs of  constructivist approach and talking about the problems the teacher have been con-
fronted with and giving explanations are the signs of behaviorist approach. Yet, here it is not 
clear whether the teacher measures the readiness level of the classroom or of the students in 
the classroom. Moreover, the subject, main theme of the scenario, and what it aims to teach are 
not clear. 

Results of the Study 

Beliefs of the Prospective teachers about Teaching Approach

Prospective teachers seem to believe that schemata of the students should be restructured, 
their participation is necessary, encouragement is mostly associated with internal processes, 
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143it is important to organize group dialogues and share the meanings, and students’ decisions 
should be supported. Moreover, the prospective teachers seem to believe that students’ initia-
tives should be supported and their autonomy needs to be promoted, students should be encour-
aged to think, and use their personal experiences in the lesson, students should be encouraged 
to make use of alternative sources of knowledge, they should be encouraged to respect different 
opinions and individuality, they should be provided with enough time to analyze and reflect on 
the knowledge they have been exposed to, and mistakes should be seen as opportunities for bet-
ter learning to occur.  These beliefs are mostly associated with constructivist approach. 

A great majority of the prospective teachers in the first group believe that the objec-
tives of the education should not be externally imposed, they should be open to discussion, 
the teacher should not be authoritarian but a facilitator believing in equality, instead of learn-
ing without mistakes, learning through experiences should be supported, intrinsic motivation 
should be supported, the teacher should not be seen as the only source of the knowledge but as 
a guide, the presentation of knowledge should include multi-perspective view, and the elements 
of cognitive terminology such as classification, analysis, and making guesses should be used 
while organizing the subjects,  Moreover, the prospective teachers in this group think that teach-
ers should allow students to show their reactions,  they need to obtain information about stu-
dents’ background on the subject under discussion to help them learn it, encourage them to ask 
thought-provoking and open-ended questions, hence, lead them to research, encourage them 
to look for the details in their previous reactions, to make connections among the structures 
and provide them with time to form metaphors, to encourage them to tell their own opinions 
even in their guesses and speculations, to let them construct the knowledge based on their own 
meanings. Moreover, they think that teachers should make evaluations to see what the students 
have understood, and make the students a part of learning and evaluation processes, include not 
only their own evaluations but also group and individual evaluations, aim to evaluate deep and 
meaningful learning rather than recited knowledge, and use alternative ways of evaluation such 
as concept maps and portfolios. 

Though the prospective teachers’ beliefs are mostly in favor of constructivist approach, 
the prospective teachers somehow exhibit positive reactions towards behaviorist approach. 29 
out of 70 in the sampling indicated that instead of restructuring of the knowledge, the knowl-
edge should be reproduced, and 21 of them stated that unplanned introduction should not be 
used in lessons and students should be educated in line with the objectives. 18 prospective 
teachers, on the other hand, believe that the knowledge should be sought not in the questions 
asked by the students but in the questions asked by the teacher. These reactions may show that 
although the prospective teachers support constructivist approach in their hearts, there are some 
traces of conventions in their beliefs. Moreover, it can be argued that the prospective teachers 
theoretically prefer constructivist approach over behaviorist one and they more strongly believe 
in constructivist approach. 

Do the Beliefs Theoretically in Favor of Constructivist Approach Find Reflections
in Practices?

When this question is analyzed, it is seen that 42 of the scenarios were written with 
behaviorist approach and 22 of them were written with constructivist in the first sample group. 
It is clear that the prospective teachers’ theoretical beliefs in favor of constructivist approach 
turned in favor of behaviorist approach when it comes to practice. 

Other studies have also revealed the inconsistencies between epistemological beliefs 
and practices. Besides the studies showing that there are consistencies between the beliefs and 
practices, there are also studies showing that teachers’ beliefs do not find reflections in their 
practices. There are some strong assumptions supporting the idea that beliefs are influential 
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144 on practices (Schraw and Olafson 2002), but Wilcox-Herzog argues that beliefs do not affect 
teaching practices (cited in Schraw and Olafson, 2002). She concluded that beliefs and world-
views serve as contextual filters, but are not translated into different instructional activities or 
curricular choices. She also reported a number of inconsistencies between worldviews and 
classroom practices. 

What can be the reasons for the inconsistencies found in these studies between the be-
liefs and practices? One of the reasons can be the behaviorist conventions in Turkish education 
system that we do not test here. Reform movements can instantly not eliminate the grammar of 
schooling (Tyack and Tobin 1994; Seker 2008). In addition, in the present study, the relations 
between teacher competencies and classroom practices and theoretical beliefs and the reflec-
tions of these beliefs in practices were not investigated.

 
The Perception of Teaching Competence Can Be the Reason Why the Theoretical Knowledge 

Does Not Find Adequate Reflections in Practices

Can the inconsistencies between the beliefs and practices be explained through teaching 
competencies? The reason why one can not apply what he/she knows can be related to teaching 
competencies. May prospective teachers’ perceptions of teaching competencies affect them in 
such a way that while they support constructivist approach in theory, they support behaviorist 
approach in practice? To find an answer to this question, the scenarios written by the prospec-
tive teachers were reread and through an open-ended question, it was investigated whether there 
are any teaching consistencies that seem to be needed in the scenarios. In the first group, 27 
of the 42 prospective teachers having written behaviorist scenarios stated that they could ap-
ply what they had written, and 14 of the 22 prospective teachers having written constructivist 
scenario stated that they could apply what they had written and they did not need any additional 
teaching competencies for applications.  The rate of teaching competency perception seems to 
be 64% among both the prospective teachers writing behaviorist scenarios and those writing 
constructivist scenarios.  The findings indicate that prospective teachers writing both construc-
tivist and behaviorist scenarios think that they can apply their scenarios and they feel competent 
enough to do this. On the other hand, in the scenarios that the prospective teachers wrote, they 
indicated that they are in need of some teaching competencies. 

These competency needs were analyzed separately for the prospective teachers adopt-
ing behaviorist approach and for those adopting constructivist approaches. As a result of the 
analyses, it was found that in 15 of the 42 behaviorist scenarios and 8 of the 22 constructivist 
scenarios, there are competency needs indicated. When the teaching competencies needed by 
the prospective teachers having written constructivist scenarios are examined, it is seen that 
they need competencies mostly required by constructivist approach such as drama-related ap-
plications, cooperative learning, measuring the readiness level of the students, motivating, be-
ing creative, problem solution, controlling the classroom and making it silent, using the time 
effectively. When the competencies in behaviorist scenarios are investigated, it is seen that the 
prospective teachers seem to need competencies mostly related with direct teaching such as 
planning, classroom management, the use of materials, motivating students, subject knowl-
edge, methodological knowledge, general culture, communication skill, forming groups and 
working in groups, giving feedback. These findings indicate that the teaching competencies 
needed by the prospective teachers are mostly related with the characteristics of the scenarios 
they wrote. 

When the prospective teachers’ scenarios are analyzed, it was observed that the fact that 
some students are constructivist in their intentions, but much more behaviorist in their practices 
was also reflected in some scenarios. For example, student teacher AT states that: … first, I give 
some information to the students about affixes. Then, I give a few examples. After that, I want 
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145them to give examples. For example, I ask how the word kalem (pencil) becomes kalem-lik 
(pencil box) with the addition of an affix and what the relationship between kalem and kalemlik 
is. I want them to give similar examples. I write some word on colorful cardboards and I write 
the affixes on other colorful cardboards. Then, I want them to produce new words from the 
words and affixes given.  And, through a story, I explain the subject and help the students to 
internalize the subject and turn the information into behaviors.   

In this scenario, signs of two approaches can be observed. Though the intention in the 
scenario seems to be the exploitation of constructivism, the teacher seems to be not very will-
ing to distance himself from the center of learning and hence, the practice seems to be closer to 
behaviorism. Student teacher IT states that: 

… The topic I am going to teach was morning in the forest. My aim is to show how 
important forest is for living organisms. I want everybody to close their eyes in the classroom. 
I put a CD including sounds from the nature into a CD player. I stop CD player and ask them 
what they feel. I talk about the importance of forests for us. I put a cardboard on which there 
is a sign of recycling on the board, and ask them what it means. I get the responses, and I talk 
about the positive effects of returning the products that are recyclable into production processes 
in terms of protecting the nature. I construct the topic by associating it with the experiences of 
daily life. It is seen in the last sentence that the teacher himself constructs the knowledge. 

Another student teacher (HS) states that “…try to convey the feeling by paying atten-
tion to intonation and stress complying with poetry and poem reading techniques. Then, I read 
another poem in a way that is not suitable for the reading technique. I ask them what attracts 
them in poems. I ask them what they felt when I read the poem in an inappropriate way. After 
asking similar questions, I explain them how to read a poem. And then I make them read poems 
and point out their shortcomings.”  

Though the approach in this scenario is primarily constructivist, the dominant position 
the teacher has in giving explanations is an indication of behaviorist conventions. In tree sce-
narios given above, it is seen that prospective teachers’ having beliefs in favor of constructivist 
approach does not guarantee on its own that the applications will be constructivist. 

As a result, it is seen that teachers’ beliefs on their own are not enough for them to reflect 
their beliefs in their practices. In contrast to the beliefs adopted, reflections of opposite theoreti-
cal knowledge may be seen in practices. Hence, here the beliefs are mostly constructivist but 
the practices are mostly behaviorist. 

In light of the study findings, nearly 64% of the prospective teachers writing both con-
structivist and behaviorist scenarios think that they do not have any problems related to teach-
ing competencies. About one third of the teacher students view themselves short of some teach-
ing competencies. Even in the scenarios written by the prospective teachers to teach any topic 
selected on their own volition without having any limitations with regards to topic selection 
from their own subject field, the one third of the student teacher do not see themselves adequate 
in terms of teaching competencies.  When the fact that majority of the prospective teachers 
see themselves competent is considered, it seems to be not possible to explain why they do 
not incorporate constructivist applications into their practices through the perception of lack 
of competence. Moreover, it was investigated what competencies are needed by the prospec-
tive teachers who see themselves inadequate in some teaching behaviors. This investigation 
revealed that the student teacher having written both constructivist scenarios and behaviorist 
scenarios view themselves inadequate in motivating students, classroom management, efficient 
use of time, using drama and being creative. Moreover, the prospective teachers writing behav-
iorist scenarios state that they need improvement in the use of technology and materials, subject 
knowledge, lesson planning, group formation, working in heterogenic groups, communication 
skills, use of voice, giving feedback, general culture and organizing student-centered activities. 
On the other hand, the prospective teachers writing constructivist scenarios are in need of im-
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146 provement in areas such as cooperative learning, measuring the readiness level of the students, 
problem-solving skills. The findings indicate that the prospective teachers are in need of teach-
ing competencies complying with the scenarios they have written. Their perceptions of teaching 
competencies are not one of the reasons why they do not reflect their beliefs in their practices. 

In short; (a) there are differences between the prospective teachers’ beliefs and the re-
flections of beliefs in practices As seen in Table 1, 48 of 70 student teachers in the first group 
wrote a lesson scenario different form their own beliefs regarding learning approaches. (b) In 
general, the prospective teachers view their teaching competencies adequate, (c) The compe-
tency-related needs of the prospective teachers viewing themselves to be inadequate in relation 
to teaching competencies are mostly related to their practices (i.e., what they want to be more 
competent of is their practices not the approaches that can be alternatives to what they have ap-
plied). In other words, a single factor of teaching competency can not explain why the beliefs 
do not find enough reflections in practices. 

Can Practice in Class Reduce the Inconsistency Between Beliefs and Teaching Practices?

Within the new teacher training program, there are some courses dealing with subjects 
such as design principles of new program, program development process, planning of teaching 
activities, evaluation of programs and activities. In one of these courses, prospective teachers 
in the second group are taught the structure of the new primary school program related to their 
own subject field and organize activities according to constructivist approach. The prospective 
teachers in this group have also similar positive beliefs about and preferences for constructivist 
approach to those of the students in the first group. It is observed that they have mostly pre-
ferred teaching and learning processes complying with that of constructivist similar to those of 
the prospective teachers in group 1 who are going to graduate soon. 16 of 33 students in the 
second group have written activities complying with constructivist approach. As a response to 
the question of what teaching competencies they need according to scenarios they have written, 
29 prospective teachers stated that they need teaching competencies. When the competency 
needs of the prospective teachers having written behaviorist and constructivist scenarios are 
examined, it is seen that the prospective teachers having written behaviorist scenarios need 
mostly teaching competencies related to behaviorist approach such as how to make the knowl-
edge understandable, classroom management, subject knowledge, the order of activities, ef-
fective explanation and how to make student think concretely. On the other hand, the prospec-
tive teachers having written constructivist scenarios state that they need teaching competencies 
mostly associated with constructivist approach such as asking questions to create a discussing 
environment, selecting the activities appropriately and designing activities. Moreover, they 
state that they also need some competencies related to behaviorist approach such as being fair 
in the distribution of questions, classroom management. The reason why the prospective teach-
ers in the second group think that they have less need for teaching competencies than the ones 
in the second group may be because they are less experienced. The students in this group are 
just in the middle of their teacher training process. The scenarios written by the 33 prospective 
teachers in group 2 having had courses about constructivist theory and practices are more in 
compliance with constructivist approach than those written by the students in group 1. 

Student teachers’ strong beliefs in learning approaches and their teaching approaches in 
their scenarios are summarized in Table 1.
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147Table 1.	 Student teachers’ strong beliefs in learning approaches and
	 their teaching approaches. 

Groups	 	              n	         Beliefs 	 	           Behaviorist-other scenario     Constructivist
	 	 	 	 	 	 	 	 	 	           
	 	 	 	 	 	                 f         %	       	             f          %

Group 1 70 Constructivist    48          68                     22        32
Group 2 33 Constructivist    17          52           16        48

It is seen in table 1 that both groups believe in constructivist teaching approach. It is 
interesting that lesson scenarios of the student teachers in group 2 reflect much more tendencies 
for constructivist teaching approach than those of Group 1. Although the scenarios of Group 1 
who hold teaching practice in constructivist approach reflect more tendencies for constructivist 
approach, there is no statistically meaningful relationship between being in a certain group and 
teaching preferences (χ² = 2.804 p< 0.05).

Discussion

In Turkey, it is seen that while reform movements are being performed, teachers’ beliefs 
are not usually considered. However, successful performance of reform movements more or 
less depends on teachers’ beliefs. Teachers’ beliefs about education, teaching and learning were 
found to be the determining factor in the teachers’ decisions about classroom strategies. In 
arguing for a dialectical perspective on teachers’ practice, the research suggests that teachers’ 
espoused understanding of the nature of science may also be at least partially formed by the 
influence of these beliefs, raising the possibility that influence may run from teaching to theo-
retical understanding and not the other way round (Waters-Adams, 2006). 

It was observed in the study that the prospective teachers in the sampling mostly have 
beliefs in favor of constructivist approach. However, prospective teachers’ theoretical pref-
erences for and beliefs about teaching and learning approach do not find reflection in their 
practices. This does not mean that theoretical knowledge and beliefs will be reflected in future 
teaching practices.  In light of these findings, it can be claimed that practices are not much 
related to beliefs about theoretical knowledge. The study by Koutselini and Persianis (2000) 
reveals, foremost, that student-teachers have not internalized the constructivist ideas of learning 
and teaching, although they appeared to approve of them in theory. McCutcheon argues that 
teachers operate on the basis of many theories of practice ‘of which they may or may not be 
aware’ (cited in Koutselini and Persianis; 2000). 

The hypothesis claiming that the reason why the prospective teachers’ beliefs do not 
find adequate reflections in their practices may be the lack of teaching competencies required 
for practices is not supported by our findings. Nearly two thirds of the prospective teachers in 
the sampling stated that they have the teaching competencies required to apply the scenarios 
they have written. The responses of the prospective teachers thinking that they do not some 
competencies required to apply the scenarios they wrote were analyzed. The analysis revealed 
that the prospective teachers viewing themselves not competent enough think so because they 
consider themselves lacking some teaching competencies required by their preferred teaching 
and learning approach. This finding indicates that it is not possible to explain why they do not 
incorporate their preferred teaching approaches into their practices directly through the percep-
tion of lack of competence.

Schoenfeld’s (1999) saying: ‘The better you understand how something is done, the 
better you can help people do it’. (Cited in Hascher, Cocart and Moser, 2004). In this context 
it can be argued that engaging in applications can decrease the inconsistency between theory 
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148 and practice. Practices not only improve professional skills but they also change practices. This 
differentiation between theories (considered as useless knowledge) on one side and experience 
and learning on the other side might lead a student to the following reductive opinion: ‘Forget 
about theory, practice is all’. Such statements are thought-provoking because good teachers 
need not only practice but also advanced theoretical knowledge, e.g., for the analysis of teach-
ing process which is a necessary condition for improving teaching and modifying epistemologi-
cal beliefs (Hascher, Cocart and Moser, 2004). The prospective teachers in the group where 
teaching practices are included examine the sample activities according to constructivist ap-
proach and apply them with a micro lesson. Both the prospective teachers’ beliefs about teach-
ing approach and their teaching practices in this group are more consistent. Including teaching 
practices may bridge the gap between teachers’ beliefs about teaching approach and their prac-
tices. Theoretical knowledge and beliefs about learning approaches included in teacher training 
programs may not find direct reflections in classroom practices. With the investigation and use 
of theoretical knowledge within the practice, teaching can be rendered more harmonious with 
the requirements of the teaching approach adopted.  It can be suggested that what is important 
is real change in classroom practices, even before the teacher can consciously conceptualize 
newly established educational beliefs. It is also argued that change in beliefs follows (but does 
not proceed) change in practice (Levin and Wadmany, 2006). 

Conclusion 

It is observed that nearly all of the student teachers of both groups (Group 1 from the 
previously applied program and Group 2 with newly-introduced one with constructivist ap-
proach) hold beliefs regarding constructivist approach in learning and teaching processes. The 
group who practiced in constructivist view reflected their beliefs on their scenarios much more 
than the other group. If student teachers can be given more opportunities of practicing in con-
structivist approach in preservice education, the inconsistency between the beliefs in teaching 
approaches and their reflections in practice can be reduced. Improvements in competencies 
regarding learning and teaching processes aimed at in the program currently applied can also re-
duce the inconsistency between beliefs and practice. The establishments of reforms or improve-
ments in education can be obtained by considering student teachers’ beliefs, and more practices 
and applications aimed at by the program should be provided during preservice teacher educa-
tion.  
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