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Abstract

This study investigated the relationship between teachers’ educational philosophy orientations and their
pupil control ideologies, exploring whether underlying pedagogical beliefs serve as significant predictors of
classroom authority styles. Drawing on a relational survey design, data were collected from 660 public high
school teachers in Tiirkiye using the Educational Beliefs Scale and the Pupil Control Ideology Scale. The findings
revealed that the participating teachers predominantly endorsed student-centered philosophies, specifically
existentialism and progressivism, while essentialism received the lowest level of agreement. Multiple linear
regression analysis demonstrated that educational philosophy orientations collectively explained 23% of the total
variance in pupil control ideology. Specifically, essentialism emerged as the most potent positive predictor,
indicating that teacher-centered traditionalism reinforces custodial control tendencies. Conversely, existentialism
was a significant negative predictor, suggesting that a focus on individual autonomy and freedom fosters more
humanistic management approaches. Notably, progressivism, perennialism, and reconstructionism did not
emerge as significant predictors within the regression model. These results suggest that pupil control ideology is
not merely a technical classroom management preference but is deeply rooted in teachers’ broader philosophical
frameworks. The study emphasizes the necessity of incorporating critical philosophical reflection into teacher
education and professional development programs to foster more reflective and democratic classroom
environments.

Keywords: Educational philosophy, Teacher beliefs, Classroom management, Pupil control ideology,
Classroom authority

Simif Disiplininin Felsefi Temelleri: Egitim Felsefesi Yonelimlerinin Ogrenci Kontrol ideolojisi
Uzerindeki Yordayiel Etkisinin Incelenmesi

Ozet

Bu calisma, 6gretmenlerin egitim felsefesi yonelimleri ile 6grenci kontrol ideolojileri arasindaki iliskiyi
incelemekte ve temel pedagojik inanglarin sinif i¢i otorite stillerinin anlamli yordayicilart olup olmadigini
arastirmaktadir. Iliskisel tarama modeline dayanan arastirmanin verileri, Tiirkiye’deki resmi liselerde gorev
yapan 660 6gretmenden, Egitim Inanglar1 Olgegi ve Ogrenci Kontrol Ideolojisi Olgegi kullanilarak toplanmistir.
Arastirma bulgulari, katilimer 6gretmenlerin agirlikli olarak varolusguluk ve ilerlemecilik gibi 6grenci merkezli
felsefeleri benimsediklerini, esasiciligin ise en diisiik diizeyde kabul gordiigiinii ortaya koymustur. Coklu
dogrusal regresyon analizi, egitim felsefesi yonelimlerinin 6grenci kontrol ideolojisindeki toplam varyansin
%?23"linti topluca agikladigin1 gdstermistir. Spesifik olarak esasicilik, en giiclii pozitif yordayici olarak 6ne ¢ikmus;

! PhD.; Ministry of National Education, https://orcid.org/0000-0002-6687-5219; sinandag66@hotmail.com;
2 This study is based on the author’s doctoral thesis, which was completed at the Department of Educational Management, Institute of
Educational Sciences, Gazi University.
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bu durum O6gretmen merkezli gelenekselciligin gozetimci kontrol egilimlerini pekistirdigine isaret etmistir.
Aksine, varolusculuk anlamli bir negatif yordayici olarak saptanmis; bu da bireysel 6zerklik ve 6zgiirliik odaginin
daha insancil yonetim yaklasimlarini destekledigini diistindiirmistiir. Dikkat c¢ekici bir bulgu olarak;
ilerlemecilik, daimicilik ve yeniden kurmacilik regresyon modelinde anlamli birer yordayici olarak ortaya
cikmamustir. Bu sonuglar, 6grenci kontrol ideolojisinin yalnizca teknik bir sinif yonetimi tercihi olmadigini,
ogretmenlerin genis felsefi ¢cergevelerine derinlemesine kok saldigini gostermektedir. Caligma, daha yansitict ve
demokratik siif ortamlar1 olusturmak amaciyla, 6gretmen egitimi ve mesleki gelisim programlarina elestirel
felsefi sorgulamalarin dahil edilmesinin gerekliligini vurgulamaktadir.

Anahtar Kelimeler: Egitim felsefesi, 6gretmen inanglari, sinif yonetimi, 6grenci kontrol ideolojisi, sinif
otoritesi.

1. Introduction

Education is not merely a technical process of knowledge transmission but is, inherently, a value-laden and
philosophically grounded practice. Educational practices are inevitably informed by the philosophical
assumptions, beliefs, and epistemological orientations of educators (Livingston et al., 1995; Rideout, 2006;
Sabarwal et al., 2022). These underlying orientations dictate how teachers conceptualize the nature of knowledge,
learning, and authority, as well as the agency of students within the pedagogical process (Pajares, 1992; Witter
& Hattie, 2026). In this sense, teachers’ philosophical perspectives toward education serve as the primary bedrock
upon which classroom practices and pedagogical decisions are constructed.

Educational philosophy provides a conceptual framework that guides pedagogical objectives, instructional
methodologies, and the interpersonal dynamics established within the classroom (Kilpatrick, 1951). Diverse
philosophical  traditions-namely  perennialism, essentialism, progressivism, existentialism, and
reconstructionism-offer distinct assumptions regarding the nature of epistemology, the teacher’s authority, and
the learner's position within the educational process (Gutek, 2006). While certain orientations prioritize teacher-
centered authority, the direct transmission of knowledge, and highly structured learning environments, others
emphasize student autonomy, inquiry-based discovery, and democratic participation in learning (Oztiirk, 1992).
Given this diversity, these philosophical orientations inherently underpin teachers’ subjective beliefs regarding
the fundamental nature of teaching and learning processes.

A burgeoning body of literature suggests that teachers’ belief systems and philosophical orientations are
pivotal in modulating their instructional practices and classroom management frameworks (Akyiirek, 2021;
Altinkurt et al., 2012; Aytag, 2021; Doganay, 2011; Duman & Ulubey, 2008; Karadag et al., 2009; Mardiha &
Alibakhshi, 2020). Specifically, teachers’ epistemological beliefs function as cognitive filters that influence their
conceptions of pedagogy, the selection of instructional strategies, and the nature of student-teacher interactions.
For instance, educators who align with traditional, teacher-centered philosophical orientations tend to prioritize
direct knowledge transmission, formal authority, and stringent control within the learning environment (Oztiirk,
1992). Conversely, those who subscribe to student-centered philosophies are more predisposed to fostering
autonomy, reciprocal dialogue, and participatory learning contexts (Gutek, 2006). Empirical evidence further
corroborates that these philosophical foundations substantially dictate educational objectives, classroom
dynamics, and overarching approaches to discipline and authority. However, while the influence of these beliefs
on instructional methods is well-documented, the specific mechanism by which philosophical leanings translate
into distinct ideologies of behavioral regulation remains a critical area of inquiry.

A seminal construct that encapsulates teachers’ approaches to classroom authority and disciplinary
frameworks is pupil control ideology (Willover, Eidell & Hoy, 1967). This concept pertains to the internalized
belief systems teachers maintain regarding the management and regulation of student behavior within educational
environments. Theoretically, pupil control ideology is conceptualized along a multidimensional continuum,
bifurcating into custodial and humanistic orientations (Hoy & Woolfolk, 1990). Within custodial orientations,
the emphasis is placed on rigid discipline, the maintenance of hierarchical authority, and the stringent regulation
of student conduct to ensure organizational order (Lunenburg & Mankowsky, 2000). Conversely, humanistic
orientations prioritize the cultivation of student autonomy, the establishment of mutual respect, and the promotion
of self-regulatory capacities among learners (Samfira & Sava, 2021). These divergent orientations are not merely
pedagogical preferences; rather, they serve as outward manifestations of deeper philosophical assumptions
concerning human nature, the essence of learning, and the socio-ethical role of authority in education.

Extant research on pupil control ideology has demonstrated that teachers’ beliefs regarding student
management are multifaceted and correlate with various psychological, pedagogical, and organizational
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determinants (Hoy & Forsyth, 1986; Kottkamp & Mulhern, 1987). Specifically, prior investigations have
explored pupil control ideology in relation to variables such as teacher burnout (Bas, 2013; Cadavid & Lunenburg,
1991), classroom climate (Lunenburg, et. al., 1999), leadership practices (Y1lmaz, 2007), and teacher self-efficacy
(Rideout & Morton, 2010; Samfira & Sava, 2021). However, despite the profound conceptual intersection
between educational philosophy and control ideology, the philosophical foundations underpinning teachers’
regulatory approaches have received disproportionately limited scholarly attention. In other words, while
classroom authority is frequently debated within the realms of pedagogical strategy or organizational climate, the
deep-seated philosophical orientations that inherently shape these practices remain largely underexplored in the
current literature.

From a theoretical standpoint, philosophical orientations toward education offer a robust explanatory
framework for elucidating how educators conceptualize the interplay between authority, discipline, and student
agency (Pajares, 1992; Sabarwal et. al., 2022). It is theoretically posited that educational philosophies
emphasizing structured knowledge transmission and formal teacher authority are inherently aligned with more
custodial control tendencies. Conversely, philosophical traditions that prioritize student autonomy, critical
inquiry, and democratic engagement are expected to correlate with more humanistic approaches to student
behavior management. Unraveling these complex interrelationships is essential for gaining a more nuanced
understanding of how teachers’ foundational philosophical perspectives fundamentally dictate classroom
dynamics and the enactment of disciplinary practices.

Within the specific context of Tiirkiye, empirical inquiries into educational philosophy have predominantly
concentrated on delineating teachers’ philosophical preferences or exploring their correlations with instructional
beliefs and pedagogical approaches (e.g., Altinkurt et. al., 2012; Doganay & Sar1, 2003; Duman & Ulubey, 2008;
Ekiz, 2007; Karadag et. al., 2009; Kozikoglu & Uygun, 2018). Parallel to this, national research on pupil control
ideology has primarily investigated teachers’ disciplinary orientations in conjunction with classroom
management strategies or individual teacher characteristics (e.g., Bas & Beyhan, 2013; Celep, 1997; Oguz &
Kalkan, 2011; Yilmaz, 2007). This inquiry is particularly timely given the recent paradigm shifts in the Turkish
National Curriculum, which increasingly emphasize a transition from traditional instruction to more holistic and
value-based models (MEB, 2024; Demirel, 2024). Furthermore, the evolving structure of teacher education
programs in Tiirkiye-where the weight of philosophical foundation courses has been subject to ongoing debate
and restructuring (Cetin et. al., 2021)-underscores the urgent need to empirically validate how these theoretical
orientations manifest in classroom management and behavioral control. Notwithstanding these efforts, scholarly
work that directly examines the nexus between teachers’ overarching philosophical orientations and their specific
tendencies to regulate student behavior remains remarkably scarce. Addressing this empirical gap is essential, as
it may offer profound insights into the foundational philosophical underpinnings that inform classroom
management practices in the Turkish educational landscape.

The present study offers several significant contributions to the existing body of literature. First, whereas
previous inquiries into pupil control ideology have predominantly emphasized organizational and psychological
determinants-such as school climate, leadership dynamics, or teacher burnout-the philosophical underpinnings of
behavioral regulation have remained largely marginalized. By positioning educational philosophy orientations as
key predictors of control ideology, this research illuminates the critical role that foundational beliefs play in the
social construction of classroom authority and discipline. Second, this study synthesizes disparate strands of
literature by establishing a conceptual bridge between philosophical traditions and student management
approaches, thereby offering a more holistic understanding of teacher cognition. Finally, by focusing on public
secondary school teachers within the Turkish educational system, the study provides robust empirical evidence
from a specific cultural and institutional context where the philosophical dimensions of classroom management
remain significantly under-researched.

Conceptually, this study is predicated on the assumption that teachers’ philosophical orientations
fundamentally dictate their conceptualizations of authority, discipline, and student autonomy, which subsequently
govern their behavioral control tendencies. Consequently, the primary objective of this research is to analyze the
predictive relationship between teachers’ educational philosophy orientations and their ideologies regarding
student control. By positioning philosophical leanings as a salient predictor of student control ideology, the study
endeavors to enrich the existing discourse by elucidating the foundational philosophical dimensions that underpin
contemporary classroom management practices.
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2. Literature Review

Educational Philosophy Orientations

Educational philosophy constitutes a foundational meta-theoretical framework through which educators
interpret the teleological aims, curricular content, and pedagogical processes of schooling (Apps, 1973). As a
branch of applied philosophy, it interrogates the multifaceted assumptions underlying educational praxis,
including ontological and epistemological inquiries regarding the nature of knowledge, the mechanisms of
learning, and the socio-ethical dimensions of authority within instructional settings (Ertiirk, 2016; Kilpatrick,
1951; Ulken, 2013). Philosophical inquiry serves to delineate the latent premises that shape educational theories,
facilitating a critical evaluation of these assumptions in relation to broader socio-political and epistemological
paradigms.

In the academic discourse, several overarching philosophical orientations are recognized for their influence
in modulating educational practices (Apps, 1973). The most prominent among these-perennialism, essentialism,
progressivism, and reconstructionism-postulate distinct assumptions regarding the nature of objective knowledge,
the structure of the curriculum, and the hierarchical roles of teachers and students (Gutek, 2006). These
orientations are broadly categorized into teacher-centered (traditional) and learner-centered (contemporary)
traditions. Teacher-centered philosophies, such as perennialism and essentialism, prioritize the transmission of
canonical knowledge and the preservation of magisterial authority, whereas learner-centered philosophies,
including progressivism and existentialism, advocate for experiential learning, idiosyncratic development, and
learner autonomy.

Traditional philosophical orientations typically operate on the premise that knowledge comprises enduring,
universal truths that must be disseminated via structured and disciplined curricula (Ertiirk, 2016). For instance,
perennialism underscores the significance of timeless ideas, positioning the educator as an intellectual vanguard
responsible for directing students toward rational enlightenment. Similarly, essentialism emphasizes the mastery
of core competencies and fundamental knowledge essential for societal integration. In stark contrast, modern
paradigms such as progressivism accentuate the importance of heuristic problem-solving and experiential inquiry,
encouraging students to actively construct meaning through sustained interaction with their environment.

These divergent philosophical leanings have profound implications for the micro-politics of classroom
practice, fundamentally dictating teachers’ instructional trajectories, curricular priorities, and their
conceptualization of the learning process (Demirel, 2024). Contemporary research suggests that educators seldom
adhere to a monolithic philosophical tradition; instead, they often manifest a synthetic or eclectic profile of
orientations, reflecting the inherent complexity of pedagogical practice (Altinkurt et al., 2012; Akyiirek, 2021;
Ekiz, 2007; Karadag et al., 2009). Consequently, analyzing these philosophical underpinnings is vital for
elucidating the variances observed in instructional strategies, classroom authority structures, and overarching
pedagogical frameworks.

Pupil Control Ideology and Classroom Authority

A pivotal construct reflecting teachers’ orientation toward classroom authority is pupil control ideology,
which encapsulates educators’ internalized assumptions regarding the regulation of student behavior and the
exercise of authority (Aytag, 2021; Lunenburg & Mankowsky, 2000; Samfira & Sava, 2021). Originally
pioneered by Willower, Eidell, and Hoy (1967), this concept is conceptualized along a psychometric continuum
ranging from custodial to humanistic orientations. While a custodial ideology is rooted in a bureaucratic model-
viewing students as individuals requiring rigid discipline and hierarchical supervision to preserve organizational
order-the humanistic orientation aligns with a professional-democratic model that prioritizes student autonomy,
self-regulation, and mutual trust (Yilmaz, 2007). These divergent paradigms do not merely exist as abstract
beliefs; they fundamentally modulate teachers’ observable disciplinary interventions and interpersonal
interactions (Hoy & Woolfolk, 1990). Consequently, student control ideology remains an indispensable analytical
framework for elucidating the nexus between a teacher's philosophical cognitive structure and their practical
pedagogical conduct.

Teacher Beliefs, Epistemology, and Classroom Management

Recent educational research increasingly underscores the role of teacher beliefs and epistemological
assumptions in orchestrating instructional environments (Akyiirek, 2021; Aytag, 2021; Mardiha & Alibakhshi,
2020). These beliefs function as internal interpretive lenses through which educators navigate classroom
complexities and professional dilemmas. From an epistemological standpoint, the perceived nature of knowledge
fundamentally dictates the conceptualization of authority: teachers viewing knowledge as a fixed, transmissible
entity typically gravitate toward structured, teacher-centered methodologies and authoritative control strategies.
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Conversely, those who perceive knowledge as an evolving construct, developed through experiential inquiry, are
more predisposed to adopting participatory and student-centered management frameworks.

In this context, educational philosophy orientations serve as a vital component of a teacher’s broader
cognitive system, directly shaping their approach to student behavior regulation (Samfira & Sava 2021). Despite
the burgeoning interest in teacher cognition, empirical studies directly synthesizing educational philosophy
orientations with student control ideology remain sparse, as most existing research treats these constructs in
isolation (e.g., Altinkurt et al., 2012; Bas & Beyhan, 2013; Oguz & Kalkan, 2011). By investigating the predictive
nexus between these variables, this study seeks to provide a more comprehensive understanding of the normative
and epistemological foundations that underpin classroom authority and pedagogical management. Consequently,
the present research aims to elucidate the predictive role of teachers’ educational philosophy orientations on their
tendencies to regulate student behavior, thereby bridging the gap between philosophical abstraction and
classroom praxis.

Research Purpose and Research Questions

Comprehensive insight into the regulation of student behavior necessitates an examination of both
observable management strategies and the latent belief systems that govern professional practice (Pajares, 1992;
Witter & Hattie, 2026). Educational philosophy orientations constitute a core dimension of these cognitive
structures, reflecting teachers’ fundamental assumptions regarding epistemology, authority, and the pedagogical
agency of students (Gutek, 2006, p. 10). These foundational premises directly influence the conceptualization of
classroom authority and the subsequent enactment of behavioral control.

While extant literature has independently explored teacher beliefs, classroom management, and pupil
control ideology, empirical investigations specifically targeting the predictive nexus between philosophical
orientations and student control tendencies remain sparse. Elucidating this relationship is essential for uncovering
the normative and epistemological underpinnings that inform classroom governance. Consequently, the primary
objective of this study is to examine the predictive role of teachers’ educational philosophy orientations on their
ideologies of student behavior control. To fulfill this objective, the research addresses the following questions:

a) What are the predominant levels of educational philosophy orientations among the participating
teachers?

b) What are the prevailing levels of teachers’ student behavior control tendencies?

c) Are there statistically significant relationships between teachers’ educational philosophy orientations
and their student behavior control ideologies?

d) To what extent do teachers’ educational philosophy orientations significantly predict their tendencies
toward student behavior control?

3. Method

Research Design

This study employed a quantitative research approach, specifically utilizing the relational survey model to
investigate the interplay between teachers’ educational philosophy orientations and their student behavior control
tendencies. Relational survey models are instrumental in identifying the existence, direction, and magnitude of
associations between two or more variables (Karasar, 2006). This approach is particularly effective when the
researcher aims to uncover the predictive power of independent variables over a dependent construct without
manipulation of the environment (Creswell, 2014).

In the structural framework of this research, teachers’ educational philosophy orientations-comprising
perennialism, essentialism, progressivism, existentialism, and reconstructionism-were designated as the
independent variables. Conversely, student control ideology was treated as the dependent variable. The primary
focus of the design was to ascertain whether these foundational philosophical leanings serve as significant
predictors of teachers' behavioral control tendencies, thereby offering a robust empirical assessment of the
theoretical assumptions linking pedagogy and authority.

Participants

The study sample comprised 660 teachers currently employed in public high schools. These data were
derived from a larger, comprehensive research dataset that included school administrators (principals and vice-
principals) and teachers; however, for the scope of the present study, only the data garnered from teaching staff
were utilized for analysis. The demographic profile of the participants reflected a diverse professional
background, ensuring a broad representation of the teaching population.
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In terms of gender, 66% (n = 436) of the participants were female and 34% (n = 224) were male. The age
distribution revealed that 29% (n = 194) of the teachers were 40 years old or younger, 52% (n = 341) were
between 41 and 50 years old, and 19% (n = 125) were 51 years or older. Regarding professional seniority, 14%
(n=091) had 10 years or less experience, 32% (n = 211) had between 11 and 20 years, and a majority of 54% (n
=358) had 21 years or more of service. Furthermore, tenure at their current school indicated that 51% (n = 333)
had been in their current position for five years or less, 28% (n = 188) for six to ten years, and 21% (n = 139) for
over eleven years.

The participants were also categorized by subject area, with 35% (n = 230) specializing in science-related
fields, 53% (n = 354) in social sciences, and 12% (n = 76) in skill-based subjects (e.g., physical education, arts,
or general ability). Participation in the study was entirely voluntary, with all teachers receiving prior briefing on
the research objectives and ethical assurances regarding data confidentiality. Detailed demographic
characteristics are summarized in Table 1.

Table 1. Demographic Characteristics of Teachers

Variable Category n %
Gender Female 436 66
Male 224 34

Age <40 194 29
41-50 341 52

>51 125 19

Teaching Experience <10 years 91 14
11-20 years 211 32

> 21 years 358 54

Length of Service at Current School < 5 years 333 51
6—-10 years 188 28

> 11 years 139 21

Subject Area Science 230 35
Social Sciences 354 53

General Ability 76 12

Data Collection Instruments

Data for the study were gathered using two primary measurement instruments.

Educational Philosophy Orientations Scale: Teachers’ philosophical orientations were assessed using the
Educational Beliefs Scale, originally developed by Yilmaz et al. (2011). The initial instrument comprised 40
items categorized into five sub-dimensions representing distinct educational philosophies: progressivism (13
items), existentialism (7 items), reconstructionism (7 items), perennialism (8 items), and essentialism (5 items).

To ensure the construct validity of the scale for the current sample, exploratory factor analysis (EFA) was
performed. Preliminary diagnostics confirmed the data’s suitability for factor analysis (KMO = .88; Bartlett’s
Test of Sphericity y*= 3533.22, p <.001). During the initial extraction, eight items (3, 12, 13, 26, 27, 29, 34, and
35) were identified as problematic due to cross-loadings or inadequate factor loadings and were subsequently
removed. A follow-up EFA on the remaining 32 items confirmed a stable five-factor structure. The factor loadings
for these items ranged from .47 to .82, with the total variance explained by the five factors reaching 62.84%.

In order to examine the construct validity of the scale within the scope of the present study, exploratory
factor analysis (EFA) was conducted. The results indicated that the data were suitable for factor analysis (KMO
= .88; Bartlett’s Test > = 3533.22, p < .001). The initial analysis suggested that several items did not load
appropriately on their intended factors. Therefore, eight items (3, 12, 13, 26, 27, 29, 34, and 35) were removed
from the scale. Following the removal of these items, the remaining 32 items were subjected to a second
exploratory factor analysis. The results supported a five-factor structure corresponding to progressivism,
existentialism, reconstructionism, perennialism, and essentialism. Factor loadings ranged between .47 and .82.

The internal consistency of the scale was evaluated using Cronbach’s alpha coefficients. The analysis
yielded high reliability indices for the sub-dimensions: .88 for progressivism, .93 for existentialism, .81 for
reconstructionism, .78 for perennialism, and .84 for essentialism. The overall reliability coefficient for the entire
scale was found to be .90.

To further validate the factorial structure, a confirmatory factor analysis (CFA) was conducted. The results
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indicated an acceptable model fit (y>= 1654.54, df = 454, y*/df = 3.55). Standardized factor loadings ranged from
.38 to .88. Complementary fit indices, including RMSEA= .06, CFI= .90, GFI= .86, RMR= .05, NFI= .87, and
AGFI= .84, collectively demonstrated that the five-factor model attained a satisfactory level of fit. These
psychometric properties confirm that the scale is a valid and reliable instrument for measuring educational
philosophical orientations within this research context.

Pupil Control Ideology Scale: Teachers’ tendencies regarding student behavior management were assessed
using the Pupil Control Ideology Scale, originally developed by Willower, Eidell, and Hoy (1967). The
instrument employs a five-point Likert-type scale ranging from 1 (strongly disagree) to 5 (strongly agree). Higher
aggregate scores reflect a predominant custodial control ideology, whereas lower scores signify a more
humanistic orientation.

The scale was adapted into Turkish by Yilmaz (2002). In accordance with the Turkish adaptation, this study
utilized the 10-item refined version, which was reported to have a single-factor structure explaining 31% of the
total variance with a Cronbach’s alpha of .73 in the original adaptation study. Reverse-scored items (e.g.,
"Students should be allowed to help in making the rules that govern their school life") were recoded prior to
analysis to ensure that higher scores consistently indicated a custodial orientation.

To evaluate the instrument's performance within the present study's context, a pilot study was conducted
with 370 participants. Exploratory Factor Analysis (EFA) corroborated the single-factor structure (KMO = .84;
Bartlett’s Test of Sphericity y>=462.95, p <.01), with the explained variance reaching 41.09% and factor loadings
ranging from .55 to .70. The internal consistency coefficient for the current sample was robust at a = .81.
Furthermore, Confirmatory Factor Analysis (CFA) substantiated the model fit y>= 172.93, df = 35, y*/df = 4.94),
with standardized factor loadings between .45 and .67. Complementary fit indices, including RMSEA= .075,
CFI= .90, GFI= .95, RMR= .05, NFI= .88, and AGFI= .92. These values indicate that the 10-item instrument
demonstrates an adequate level of construct validity for the current teacher sample.

Data Analysis

The research data were analyzed using IBM SPSS Statistics 22.0 for descriptive and inferential statistics,
and Amos 18.0 for Confirmatory Factor Analysis (CFA). Prior to the primary analyses, the dataset underwent a
rigorous screening process. Erroneous entries were corrected in alignment with original participant responses,
and missing values-identified as missing completely at random (MCAR)-were handled via the Expectation-
Maximization (EM) algorithm.

The analytical procedure was executed in four strategic stages:

a) Construct Validity and Reliability: The factorial structures of the scales were evaluated through
Exploratory Factor Analysis (EFA) in SPSS and validated via CFA in Amos.

b) Descriptive Statistics: Measures of central tendency (means) and dispersion (standard deviations) were
utilized to determine the prevailing levels of teachers' educational philosophy orientations and their
pupil control ideologies.

c) Comparative Analysis: To examine whether philosophical orientations and control tendencies varied
significantly across demographic variables (gender, age, seniority, and subject area), Independent
Samples t-tests and One-Way Analysis of Variance (ANOVA) were employed. The selection of
parametric tests was justified by the large sample size (N = 660) and the fulfillment of normality
assumptions within subgroups. In cases where ANOVA vyielded statistically significant results, Tukey-
HSD post-hoc tests were performed to identify the specific groups between which the differences
originated.

d) Predictive Analysis: Finally, Pearson correlation and multiple linear regression analyses were
conducted to investigate the bidirectional relationships and the predictive power of teachers'
philosophical orientations on their student behavior control ideologies. The statistical significance level
for all procedures was set at p <.05.

Ethical Considerations

The research was conducted in strict adherence to the ethical principles governing human subject research.
Prior to the commencement of data collection, formal ethical approval was obtained from the relevant institutional
ethics committee. To ensure the integrity of the process, all participants were provided with informed consent,
briefing them on the study’s objectives and the voluntary nature of their involvement.

Strict measures were implemented to guarantee the anonymity and confidentiality of the participants; no
personally identifiable information was solicited, and the data were used exclusively for scholarly purposes.
Participants were explicitly informed of their right to withdraw from the study at any stage without penalty. These
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procedural safeguards were established to uphold the highest standards of research ethics and to protect the rights
of the participating educators.

4. Findings

Descriptive statistics, including arithmetic means (M) and standard deviations (SD), were calculated to
establish the baseline levels of teachers’ educational philosophy orientations and their pupil control ideologies.
The resulting data are summarized in Table 2.

Table 2. Descriptive Statistics for Educational Philosophies and Pupil Control Ideology

Variable Mean SD
Existentialism 4.53 .58
Progressivism 4.38 .63
Perennialism 3.99 71
Reconstructionism 3.99 71
Essentialism 2.76 .87
Pupil Control Ideology 2.89 .64

As illustrated in Table 2, the participating teachers manifested notably high levels of adherence to
Existentialism (M = 4.53, SD = .58) and Progressivism (M = 4.38, SD = .63). These scores indicate a robust
endorsement of learner-centered pedagogical frameworks that prioritize individual autonomy and experiential
learning. The mean scores for Perennialism (M = 3.99, SD = .71) and Reconstructionism (M = 3.99, SD = .71)
reflected a moderate-to-high level of agreement, albeit lower than the contemporary orientations. Conversely,
Essentialism received the lowest level of endorsement (M =2.76, SD = .87), suggesting a relative distancing from
traditional, teacher-centered curricular rigidity.

Regarding the dependent variable, the mean score for Pupil Control Ideology was found to be M = 2.89
(SD = .64). Given that the scale operates on a 1-5 continuum, this value indicates a moderate-to-low tendency
toward custodial control, aligning more closely with a humanistic orientation. Overall, the descriptive findings
suggest that the teachers in this sample predominantly favor contemporary, student-centered philosophies over
traditionalist educational paradigms.

Correlation Analysis

Pearson product-moment correlation analysis was performed to examine the bidirectional relationships
between teachers’ educational philosophy orientations and their pupil control ideologies. The inter-correlation
matrix for all study variables is presented in Table 3.

Table 3. Correlation Matrix for Educational Philosophy Orientations and Pupil Control Ideology

Variables 1 2 3 4 5 6
1. Perennialism 1.00

2. Essentialism 23x* 1.00

3. Progressivism A46%* -.16%* 1.00

4. Existentialism A7** - 16%* J12** 1.00

5. Reconstructionism S54%* J2%* S1¥* ST* 1.00

6. Pupil Control Ideology 10%* 4T** -.09%* - 14%* .05 1.00

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

As delineated in Table 3, Essentialism demonstrated a moderate and statistically significant positive
correlation with Pupil Control Ideology (r = .47, p <.01). A weak but significant positive correlation was also
observed between Perennialism and control ideology (r = .10, p <.01). These results suggest that teachers who

adhere to traditional, teacher-centered educational philosophies tend to manifest higher levels of custodial control
tendencies.

Conversely, the student-centered orientations of Existentialism (r = -.14, p <.01) and Progressivism (r = -

.09, p <.01) were negatively and significantly correlated with pupil control ideology. These negative associations
indicate that a shift toward contemporary pedagogical frameworks is linked with a decrease in custodial control
and an increase in humanistic classroom orientations. Notably, no statistically significant relationship was found
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between Reconstructionism and pupil control ideology (r = .05, p > .05). Collectively, these correlation findings
provide robust preliminary evidence that teachers’ philosophical belief systems are intrinsically linked to their
conceptualizations of classroom authority.

Regression Analysis

Multiple linear regression analysis was performed to ascertain the extent to which teachers’ educational
philosophy orientations predict their pupil control ideologies. The results of the regression model, including
standardized and unstandardized coefficients, are summarized in Table 4.

Table 4. Multiple Linear Regression Results for Predicting Pupil Control Ideology

Predictor B SE B /] t P
Constant 2.21 18 — 11.94 .000
Perennialism .02 .03 .03 .76 44
Essentialism 33 .02 45 12.87 .000
Progressivism .07 .05 .07 1.43 15
Existentialism -.16 .05 -.15 —2.88 .004
Reconstructionism .01 .03 .02 48 .62

Model Statistics: R = .48, R? = .23 F = 46.60, p <.001

The regression model was found to be statistically significant (F = 46.60, p < .001), indicating that the
combination of educational philosophies collectively explains 23% of the total variance in pupil control ideology
(R?=.23).

Among the philosophical predictors, Essentialism emerged as the most potent positive predictor of student
control ideology (B = .45, p <.001). This finding suggests that an increase in essentialist beliefs is significantly
associated with a stronger inclination toward custodial control. Conversely, Existentialism was a significant
negative predictor (B =-.15, p <.01), implying that teachers with higher existentialist orientations are significantly
more likely to adopt humanistic behavioral management approaches.

Interestingly, while perennialism, progressivism, and reconstructionism showed some correlations in
previous analyses, they did not reach statistical significance within the regression model (p > .05). This indicates
that when all philosophies are evaluated simultaneously, essentialism and existentialism are the primary drivers
in shaping teachers' tendencies toward classroom authority.

5. Discussion

The present study investigated the predictive power of teachers’ educational philosophy orientations on
their pupil control ideologies. The findings revealed that essentialism was the most potent positive predictor of
custodial control, whereas existentialism served as a significant negative predictor. These results underscore the
pivotal role of philosophical belief systems in orchestrating classroom authority and student autonomy.

The robust positive relationship between essentialism and student control ideology aligns with the core
tenets of essentialist philosophy. As noted by Gutek (2006), essentialism prioritizes the transmission of a
standardized body of knowledge through disciplined, teacher-led instruction. In this paradigm, the educator is the
sovereign authority responsible for maintaining organizational order. Consequently, teachers endorsing
essentialist views perceive hierarchical discipline as a prerequisite for academic mastery. This finding
corroborates the arguments of Rideout and Morton (2010), suggesting that teacher-centered philosophies
naturally gravitate toward custodial management models where student compliance is prioritized over self-
regulation.

In contrast, existentialism’s negative predictive role highlights a shift toward humanistic control. Given that
existentialism emphasizes idiosyncratic meaning-making and radical freedom (Gutek, 2006), teachers with this
orientation likely view classroom management as a collaborative process rather than a top-down imposition.
Interestingly, descriptive results showed that teachers in this sample reported the highest mean scores for
existentialism (M = 4.53). This suggests a contemporary trend among high school teachers who, despite working
in structured public school systems, intellectually favor students' personal development and participatory
discipline (Hoy, 2001).

A compelling finding of this study is that progressivism, perennialism, and reconstructionism failed to
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significantly predict control ideology in the regression model, despite showing initial correlations. This statistical
silence suggests that when essentialist and existentialist beliefs are present, they dominate the formation of
authority concepts. Furthermore, as Pajares (1992) posits, the lack of direct translation from philosophical beliefs
to behavior may stem from the messiness of teacher cognition. In the Turkish context, centralized curricula and
institutional pressures (Hargreaves, 1998) may compel teachers to adopt similar control practices regardless of
their progressive or reconstructionist ideals, creating a discrepancy between philosophical aspirations and
pragmatic classroom requirements.

This study also enriches the broader literature on teacher cognition. For instance, the results align with
Mardiha and Alibakhshi (2020), who linked epistemological beliefs to pedagogical conceptions, and Samfira and
Sava (2021), who emphasized that pupil control is rooted in deep-seated cognitive structures. While previous
Turkish studies (Altinkurt et al., 2012; Yilmaz, 2007) examined these constructs in isolation, this research
provides the first empirical predictive nexus between them in the Turkish high school context.

In conclusion, pupil control ideology should not be reduced to a mere technical preference for classroom
order. It is an epistemological byproduct of a teacher’s worldview. The findings suggest that educational policies
and teacher training programs should move beyond teaching management techniques and instead encourage
educators to critically reflect on their philosophical foundations. Understanding that a teacher’s stance on
authority is a reflection of their belief in the nature of knowledge and human freedom is essential for fostering
more democratic and effective learning environments.

6. Conclusion

This study provides empirical evidence that teachers’ educational philosophy orientations are
fundamentally intertwined with their pupil control ideologies. The findings demonstrate a clear philosophical
divide: while essentialist orientations reinforce custodial, teacher-centered control mechanisms, existentialist
orientations promote more humanistic, autonomy-supportive classroom environments. This divergence indicates
that a teacher's approach to classroom authority is not merely a repertoire of technical management skills but a
direct manifestation of their deeper epistemological and axiological beliefs.

By illuminating the philosophical underpinnings of classroom discipline, this research contributes to a more
holistic understanding of the belief systems that govern pedagogical authority. It suggests that any attempt to
transform classroom management practices must first address the underlying philosophical frameworks that
educators hold. Ultimately, this study opens new pathways for exploring the philosophy-practice nexus,
encouraging researchers and practitioners alike to reconsider the role of ideological foundations in shaping the
everyday dynamics of teaching and learning.

Implications for Practice and Policy

The empirical evidence provided by this study yields several critical implications for teacher education,
professional development, and educational leadership.

a) Reflective Teacher Education: The results demonstrate that classroom authority is an extension of a
teacher’s philosophical identity. Therefore, pre-service teacher education programs should move beyond
the transmission of pedagogical techniques and incorporate structured opportunities for philosophical
reflection. Prospective teachers should be encouraged to critically examine their assumptions regarding
authority, discipline, and student autonomy. By fostering this self-awareness, programs can help future
educators understand the "why" behind their "how," leading to more intentional and coherent classroom
practices.

b) Holistic Professional Development: Current professional development initiatives often prioritize
technical toolkits for classroom management. However, this study suggests that such strategies may
remain superficial if they conflict with a teacher’s internal belief system. Professional development
should integrate philosophical discourse with practical interventions. Training that addresses the
cognitive foundations of discipline-specifically the tension between essentialist (custodial) and
existentialist (humanistic) approaches-can empower teachers to develop more reflective and balanced
behavioral regulation strategies.

c) Strategic Leadership and Policy: For educational policymakers and school administrators, these findings
highlight the necessity of recognizing philosophical diversity within the teaching staff. Understanding
that a teacher’s disciplinary approach is rooted in deep-seated beliefs can assist leaders in cultivating
school climates that are not only orderly but also philosophically coherent. Policies aimed at fostering
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constructive teacher-student relationships should acknowledge that classroom order is not a one-size-
fits-all technical standard but a value-laden pedagogical choice.

Limitations and Directions for Future Research

Despite the significance of its findings, the present study is subject to several limitations that should be

acknowledged.

a) Self-Report Bias: First, the data were collected through self-report scales, which primarily capture
teachers' perceived beliefs rather than their observable behaviors. As pedagogical beliefs and actual
classroom practices are not always isomorphic, future research could employ triangulation-
complementing survey data with qualitative methodologies such as classroom observations or semi-
structured interviews-to gain a more nuanced understanding of how philosophical orientations manifest
in day-to-day instruction.

b) Contextual Generalizability: Second, the scope of this research was limited to teachers in public high
schools within a specific regional context. Consequently, the generalizability of the findings to different
educational levels (e.g., primary or higher education) or private institutional settings remains to be
established. Future comparative studies across diverse school types and educational systems are
recommended to verify the cross-contextual stability of these relationships.

c) Multilevel Interactions: Finally, while the present study focused exclusively on individual-level
philosophical orientations, the broader doctoral research from which these data were drawn suggests that
school-level variables-such as leadership styles and school climate-also play a critical role. Future
investigations should consider multilevel modeling (MLM) to explore the complex interactions between
a teacher’s personal philosophy and organizational factors in shaping pupil control ideology.
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GENISLETILMIS OZET

Giris

Smif yonetimi ¢ofgu zaman Ogretmenin mesleki becerileri, deneyimi ve kullandigi stratejilerle
aciklanmaktadir. Ancak 6gretmenin simifta otoriteyi nasil kurdugu, 6grenciyi hangi konuma yerlestirdigi ve
disiplin siireglerini nasil anlamlandirdigi, daha derin egitimsel inanglarla da iligkilidir. Egitim felsefesi
yonelimleri, 6gretmenlerin bilgiye, 6grenmeye, Ogretmenin roliine ve 6grencinin konumuna iligkin temel
kabullerini sekillendirmekte; bu kabuller sinif i¢i otorite ve O6grenci davranislarini yonetme big¢imlerine
yansimaktadir. Bu baglamda 6grenci kontrol ideolojisi, 6gretmenlerin 6grencileri digsal denetime ihtiyag duyan
bireyler olarak m1, yoksa 6zerklik ve 6z diizenleme gelistirme potansiyeline sahip 6zneler olarak mi1 gordiiklerini
anlamaya imkan vermektedir. Alan yazinda 6gretmen inanclari, egitim felsefeleri ve sinif yonetimi lizerine ¢esitli
caligmalar bulunmasina karsin, egitim felsefesi yonelimlerinin 6grenci kontrol ideolojisini dogrudan yordayici
bir yap1 olarak ele alindig1 aragtirmalar sinirhidir. Bu aragtirmada dgretmenlerin egitim felsefesi yonelimlerinin
ogrenci kontrol ideolojisini ne 6l¢giide yordadigi incelenmistir.

Yontem

Aragtirma, nicel arastirma yaklasimi cergevesinde iligkisel tarama modeliyle yiiriitiilmistiir. Calisma
grubunu Tiirkiye’de resmi liselerde gorev yapan 660 6gretmen olusturmustur. Katilimcilar cinsiyet, yas, mesleki
kidem, okulda ¢aligma siiresi ve brang bakimindan farkli 6zelliklere sahiptir. Veriler, Egitim Inanglar1 Olgegi ve
Ogrenci Kontrol ideolojisi Olgegi araciligiyla toplanmustir. Egitim Inanglari Olgegi; ilerlemecilik, varolusculuk,
yeniden kurmacilik, daimicilik ve esasicilik alt boyutlarindan olusmaktadir. Ogrenci Kontrol Ideolojisi Olgegi
ise Ogretmenlerin O6grenci davranislarini yonetmede gozetimci ya da insancil kontrol anlayisina ne oOlgiide
yaklastiklarim  belirlemektedir. Olgeklerin yapr gecerligi agimlayict ve dogrulayici faktdr analizleriyle
incelenmis, giivenirlikleri Cronbach alfa katsayilariyla degerlendirilmistir. Verilerin analizinde betimsel
istatistikler, Pearson korelasyon analizi ve ¢oklu dogrusal regresyon analizi kullanilmistir.

Bulgular

Betimsel bulgular, 6gretmenlerin en yiiksek ortalama puanlarinin varolusguluk ve ilerlemecilik alt
boyutlarinda toplandigin1 gostermistir. Bu bulgu, 6gretmenlerin genel olarak 6grenci merkezli ve bireysel
gelisimi Onceleyen egitim felsefelerine daha yakin olduklarina isaret etmektedir. Buna karsilik esasicilik, en
diisiik ortalamaya sahip felsefi yonelim olarak belirlenmistir. Ogrenci kontrol ideolojisi puanlari ise
ogretmenlerin gozetimci kontrol anlayisindan ¢ok insancil kontrol anlayisina daha yakin bir egilim
sergilediklerini gostermistir.

Korelasyon analizi sonuglarina gore esasicilik ile 6grenci kontrol ideolojisi arasinda pozitif yonlii ve orta
diizeyde anlamli bir iligki bulunmustur. Bu bulgu, esasicilik yonelimi arttik¢a 6gretmenlerin daha gbzetimci ve
otorite merkezli kontrol anlayisina yaklasma egiliminde olduklarini gostermektedir. Buna karsilik ilerlemecilik
ve varolusculuk ile 6grenci kontrol ideolojisi arasinda negatif yonlii anlamli iliskiler belirlenmistir. Yeniden
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kurmacilik ile 6grenci kontrol ideolojisi arasinda ise anlamli bir iligki bulunmamustir.

Coklu dogrusal regresyon analizi sonuglari, egitim felsefesi yonelimlerinin birlikte 6grenci kontrol
ideolojisindeki toplam varyansin %23’iinii agikladigini gostermistir. Regresyon modelinde esasicilik, dgrenci
kontrol ideolojisinin en giiglii pozitif yordayicisi olarak belirlenmistir. Varolusguluk ise Ogrenci kontrol
ideolojisini anlamli bigimde negatif yonde yordamistir. Daimicilik, ilerlemecilik ve yeniden kurmacilik modele
birlikte dahil edildiginde anlamli yordayicilar olarak belirlenmemistir.

Tartisma ve Sonug

Arastirma bulgulari, 6gretmenlerin 6grenci davraniglarin1 yonetme bicimlerinin tek basina teknik sinif
yoOnetimi stratejileriyle aciklanamayacagini gostermektedir. Smif i¢i otorite anlayisi, Ogretmenlerin
benimsedikleri egitim felsefesi yonelimleriyle yakindan iliskilidir. Ozellikle esasiciligin 6grenci kontrol
ideolojisinin en giiclii pozitif yordayicisi olmasi, 6gretmen merkezli, disiplin odakl ve bilgi aktarimini 6nceleyen
felsefi kabullerin daha gozetimci smif yonetimi anlayisin1 destekleyebilecegini gostermektedir. Esasicilikte
ogretmen, sinifin merkezinde yer alan otorite figiirii olarak konumlandirilmakta; diizen, disiplin ve temel bilgi
aktarimi egitim stlirecinin 6nemli unsurlar1 arasinda goriilmektedir. Bu nedenle esasicilik yonelimi gili¢clendikce
ogrencinin daha ¢ok denetlenmesi gereken bir varlik olarak algilanmasi beklenebilir.

Varolusgulugun 06grenci kontrol ideolojisini negatif yonde yordamasi, Ogrencinin bireyselligini,
ozgirliigiinii ve sorumluluk gelistirme kapasitesini 6nceleyen felsefi kabullerin daha insancil kontrol anlayisiyla
iligkili oldugunu gostermektedir. Bu yaklasimda 6gretmenin gorevi 68renciyi dissal kontrol mekanizmalariyla
yonlendirmekten ¢ok, onun bireysel gelisimine ve 6z diizenleme kapasitesine rehberlik etmektir. Bu nedenle
varoluscu yonelimi giiglii olan 6gretmenlerin daha katilimci ve 6zerklik destekleyici sinif yonetimi anlayisina
yaklagmalar1 anlamlidir.

Ilerlemecilik ve yeniden kurmaciligin regresyon modelinde anlamli yordayicilar olarak belirlenmemesi,
ogretmenlerin felsefi yonelimleri ile sinif i¢i uygulamalari arasindaki iligkinin dogrusal ve tek boyutlu olmadigini
diisiindiirmektedir. Ogretmenler 6grenci merkezli felsefi yonelimleri benimsemelerine ragmen, sinif yonetimi sdz
konusu oldugunda okulun orgiitsel yapisi, merkezi sinav baskisi, 6gretim programlarinin yogunlugu, okul kiiltiirti
ve uygulama kosullar1 gibi baglamsal degiskenlerden etkilenebilmektedir. Bu nedenle 6gretmenlerin beyan
ettikleri felsefi yonelimler ile 6grenci davranislarini yonetme big¢imleri arasinda her zaman tam bir Ortiisme
beklenmemelidir.

Sonu¢ olarak bu arastirma, egitim felsefelerinin 6gretmenlerin sinif yonetimi anlayisinin biligsel ve
normatif temellerinden biri oldugunu ortaya koymaktadir. Ogrenci kontrol ideolojisi, yalnizca simf diizenini
saglamaya yonelik teknik bir tercih olarak degil, 6§retmenin bilgi, otorite, 6grenci ve 6grenme hakkindaki daha
derin kabullerinin sinif i¢indeki goériiniimii olarak degerlendirilmelidir. Bu dogrultuda 6gretmen yetistirme
programlari ile hizmet i¢1 egitimlerde sinif yonetimi tekniklerinin yaninda egitim felsefesi, 6gretmen inanglari,
ogrenci 6zerkligi ve siif ici otorite lizerine elestirel farkindalik caligsmalarina da yer verilmesi 6nerilmektedir.
Gelecek arastirmalarda okul iklimi, liderlik, 6gretmen 6z yeterligi, merkezi simav baskis1 ve okulun orgiitsel
yapist gibi degiskenlerin egitim felsefeleriyle birlikte ¢ok diizeyli modeller kapsaminda incelenmesi
onerilmektedir.
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