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Abstract

Educational philosophy, teachers’ beliefs about the purposes of schooling, the nature of knowledge, and
how learning occurs, functions as a deep framework that organizes teachers’ cognition, motivation, and
professional identity, ultimately shaping classroom practice. This paper synthesizes research across
teacher cognition, motivation, epistemological beliefs, teacher self-efficacy, emotions, and sociocultural
theory to explain how philosophical orientations (e.g., essentialism, progressivism, constructivism,
humanism, critical pedagogy) influence teachers’ psychological attitudes (e.g., mindset, attributions,
efficacy, moral purpose, epistemic beliefs, emotional orientations) and how these attitudes translate into
instructional decisions, assessment practices, classroom management, and teacher—student relationships.
Drawing on theories of belief systems and teacher cognition, the paper proposes an integrative conceptual
model in which educational philosophy shapes psychological attitudes through epistemic and moral
appraisals, while contextual forces (policy, school culture, curriculum constraints, and professional
learning conditions) moderate whether philosophy becomes enacted practice. The review concludes with
a research agenda and practical implications for teacher education and professional development aimed
at helping teachers articulate, critique, and coherently enact educational philosophies aligned with
equitable, evidence-informed practice. (Argyris & Schon, 1974; Bandura, 1997; Borg, 2003; Dewey,
1938; Fives & Buehl, 2012; Freire, 1970; Hofer & Pintrich, 1997; Noddings, 2005; Pajares, 1992; Schon,
1983; Tschannen-Moran & Hoy, 2001; Vygotsky, 1978)
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1. Introduction

Teachers do not simply “apply methods”; they interpret curriculum, students, and classroom events
through belief systems that have philosophical roots, often implicit, about what counts as knowledge,
what schooling is for, and what learning should look like. These beliefs are not decorative statements;
they shape attention, judgment, motivation, and emotional responses in real time, which is why
educational philosophy has practical consequences for classroom life. (Borg, 2003; Dewey, 1938;

Pajares, 1992)

Teacher belief research has long argued that beliefs operate as filters that influence what teachers notice,
how they explain student behavior, what goals they prioritize, and which instructional routines they
select. Because philosophical beliefs sit “upstream” from many pedagogical decisions, they plausibly
affect teacher psychological attitudes, such as self-efficacy, goal orientations, epistemological beliefs,
attributions, and emotional stances, which then influence classroom practices like discussion norms,
assessment approaches, and behavior management. (Bandura, 1997; Borg, 2003; Fives & Buehl, 2012;
Hofer & Pintrich, 1997; Pajares, 1992)

Educational philosophy also intersects with teacher identity and moral purpose. For example, teachers
who adopt a humanistic or care-ethics philosophy may interpret classroom authority as relational
responsibility, while teachers with more essentialist assumptions may interpret authority as stewardship
of disciplinary knowledge and standards. These interpretive frames are not merely cognitive; they are
tied to emotions, identity commitments, and professional values. (Beijaard et al., 2004; Noddings, 2005;

Sockett, 1993)
1.1 Background and Problem Statement

Despite widespread agreement that beliefs matter, research and practice often treat “educational
philosophy” as a one-time teacher education assignment (a written philosophy statement) rather than as
a psychologically active system shaping daily practice. Teacher education programs frequently struggle

to support coherence between what candidates say they believe (espoused theory) and what they enact
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under pressure (theory-in-use), a gap that has been analyzed in organizational learning and reflective

practice traditions. (Argyris & Schon, 1974; Korthagen, 2004; Schon, 1983)

At the same time, schooling contexts can reward surface compliance rather than philosophical coherence:
high-stakes accountability and scripted curricula can push teachers toward practices inconsistent with
their philosophical commitments, which can produce stress, emotional exhaustion, or moral distress.
Understanding the philosophy—psychology—practice link is therefore important both for instructional
quality and for teacher well-being and retention. (Day & Gu, 2010; Hargreaves, 1998; Ingersoll, 2001;
Skaalvik & Skaalvik, 2017)

1.2 Purpose and Research Questions

This paper aims to synthesize literature to explain how educational philosophy shapes teachers’
psychological attitudes and how those attitudes shape classroom practices, while accounting for

contextual moderators. (Borg, 2003; Fives & Buehl, 2012)
Research questions guiding the review:

1. How do major educational philosophies imply different psychological orientations toward

knowledge, learners, and authority? (Dewey, 1938; Freire, 1970; Noddings, 2005)

2. Through what psychological mechanisms do philosophical beliefs shape teacher attitudes (e.g.,
epistemic beliefs, self-efficacy, emotions, mindset, identity)? (Bandura, 1997; Hofer & Pintrich,

1997; Sutton & Wheatley, 2003)

3. How do these attitudes translate into observable classroom practices in instruction, assessment,

and management? (Black & Wiliam, 1998; Pianta et al., 2008; Weinstein et al., 2003)

4. What contextual factors strengthen or weaken alignment between philosophy and enacted

practice? (Coburn, 2001; Fullan, 2007; Spillane et al., 2002)
1.3 Key Definitions

o Educational philosophy: a set of beliefs about aims of education, knowledge, learning, and the

roles of teachers and students. (Ozmon & Craver, 2013; Noddings, 2016)
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o Teacher psychological attitudes: relatively stable orientations (beliefs, emotions, motivations,
self-perceptions) that affect teacher cognition and behavior. (Bandura, 1997; Sutton & Wheatley,
2003)

o Classroom practices: enacted instructional, relational, managerial, and assessment behaviors in

classroom settings. (Grossman, 1990; Shulman, 1987)
1.4 Significance

Clarifying the pathways from philosophy to practice matters because “what works” in classrooms is often
mediated by teacher interpretation. Two teachers can adopt the same curriculum but teach it differently
because they hold different philosophical commitments and psychological orientations toward students
and knowledge. A deeper model can support teacher education, coaching, and policy design that respects
teacher agency while promoting evidence-informed and equitable instruction. (Coburn, 2001; Darling-

Hammond, 2006; Shulman, 1987)
1.5 Organization of the Paper

Section 2 reviews conceptual foundations. Section 3 synthesizes major educational philosophies.
Sections 4 and 5 explain mechanisms from philosophy to attitudes and from attitudes to practice. Section
6 considers contextual moderators. Section 7 proposes an integrative model and research agenda. Section
8 provides implications for teacher education and professional learning. Section 9 concludes. (Borg,

2003; Fives & Buehl, 2012)
2. Theoretical and Conceptual Foundations
2.1 Teacher Cognition and Belief Systems

Teacher cognition research argues that teachers’ beliefs, knowledge, and thinking processes are central
to teaching because teaching involves constant judgment under uncertainty. Beliefs, especially those
linked to values and identity, tend to be resistant to change and can outweigh formal knowledge when

teachers make decisions. (Borg, 2003; Pajares, 1992)

Belief systems can be internally inconsistent, with clusters of beliefs activated by context. This helps

explain why teachers sometimes enact practices misaligned with stated philosophies: different situational

Copyright@jijaer.org Page 570



IJAER/ July-August 2025/Volume-14/Issue-4 ISSN: 2278-9677

cues may activate different belief subsets, especially under stress or time pressure. (Fives & Buehl, 2012;

Pajares, 1992)

A useful distinction is between espoused theories and theories-in-use, emphasizing that what teachers
say they believe may not match what they habitually do. Professional learning that makes tacit
philosophies explicit can reduce this gap through reflective inquiry. (Argyris & Schon, 1974; Schon,
1983)

2.2 Educational Philosophy as a Practical Framework

Philosophy in education is not only normative (“what should be’’) but also practical because it frames
how teachers interpret learning and justify actions. For instance, constructivist philosophies often imply
that learning is active meaning-making, which supports practices like inquiry, discussion, formative

assessment, and scaffolding. (Bruner, 1960; Piaget, 1952; Vygotsky, 1978)

Conversely, essentialist or perennialist philosophies often prioritize transmission of core knowledge and
cultural literacy, which can support structured explanations, practice, and teacher-led questioning. (Adler,

1982; Hirsch, 1987; Hutchins, 1936)
2.3 Psychological Attitudes as Mediators

Psychological constructs explain #ow philosophy translates into practice. For example:

Epistemological beliefs influence whether teachers treat knowledge as fixed facts or evolving

interpretations. (Hofer & Pintrich, 1997; Schommer, 1990)

o Self-efficacy influences persistence and willingness to try complex practices (e.g., inquiry-based

teaching). (Bandura, 1997; Tschannen-Moran & Hoy, 2001)

e Motivation and autonomy influence whether teachers feel agentic and engaged versus

controlled and compliant. (Deci & Ryan, 2000)

o Teacher emotions influence relational quality and classroom climate. (Hargreaves, 1998; Sutton

& Wheatley, 2003)

2.4 Classroom Practices as Enactments of Beliefs and Attitudes
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Classroom practice includes instructional design, interaction patterns, assessment, and management.
Pedagogical content knowledge suggests that teachers’ subject-specific understanding interacts with

beliefs to shape instruction. (Grossman, 1990; Shulman, 1986, 1987)

Observation frameworks and learning sciences research show that practices such as dialogic teaching,
formative assessment, and emotionally supportive climates are not merely techniques; they require
psychological orientations consistent with uncertainty, student agency, and relational trust. (Alexander,

2008; Black & Wiliam, 1998; Pianta et al., 2008)
2.5 Proposed Conceptual Model
This paper uses a mediated-and-moderated model:

Educational  Philosophy @ —  Psychological Attitudes —  Classroom  Practices,
with Contextual Moderators influencing alignment (policy, leadership, curriculum, community norms),
and feedback loops from practice to beliefs through experience and reflection. (Argyris & Schon, 1974;
Coburn, 2001; Spillane et al., 2002)

3. Educational Philosophies and Their Pedagogical Logics

Educational philosophies are often presented as categories (essentialism, progressivism, etc.), but
teachers commonly hold blended orientations shaped by culture, subject, and professional socialization.
Still, ideal-typical philosophies are useful for clarifying differences in assumptions and predicted

practices. (Korthagen, 2004; Noddings, 2016; Ozmon & Craver, 2013)
3.1 Essentialism and Perennialism

Essentialism emphasizes teaching essential skills and knowledge, often linked to academic disciplines
and cultural continuity. It typically supports teacher authority as a guide to established knowledge and

can align with structured curricula and explicit instruction. (Hirsch, 1987; Ozmon & Craver, 2013)

Perennialism emphasizes enduring truths and great works, often arguing that education should cultivate
rationality and moral virtues through engagement with classic texts and ideas. This can support practices
like Socratic dialogue, close reading, and argumentation, often with teacher-led facilitation. (Adler, 1982;

Hutchins, 1936)
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Psychological implications (typical): confidence in stable knowledge, preference for order and clarity,
emphasis on standards and mastery, and comfort with teacher authority. (Hofer & Pintrich, 1997; Ozmon

& Craver, 2013)
3.2 Progressivism and Pragmatism

Progressivism, influenced by pragmatism, treats learning as grounded in experience, inquiry, and
problem-solving in social contexts. Education is often framed as preparation for democratic participation

and continuous growth. (Dewey, 1916, 1938)

Progressivist practice tends to emphasize project-based learning, authentic tasks, reflective thinking,

collaboration, and curriculum connected to learners’ lives. (Dewey, 1938; Darling-Hammond et al., 2019)

Psychological implications (typical): tolerance for ambiguity, value placed on learner agency, and a

view of knowledge as evolving and tested through experience. (Dewey, 1938; Hofer & Pintrich, 1997)
3.3 Constructivism

Constructivism broadly argues that learners actively construct meaning rather than passively receive
knowledge, with cognitive constructivism emphasizing internal developmental processes and social

constructivism emphasizing language and social mediation. (Piaget, 1952; Vygotsky, 1978)

Constructivist teaching emphasizes scaffolding, diagnosing misconceptions, promoting explanation and
reasoning, and using discussion to surface thinking. It often aligns with formative assessment and

responsive instruction. (Bruner, 1960; Black & Wiliam, 1998; Vygotsky, 1978)

Psychological implications (typical): belief that ability can develop, focus on learning processes, and

professional curiosity about student thinking. (Dweck, 2006; Schommer, 1990)
3.4 Humanism and Care Ethics

Humanistic education emphasizes the whole person, personal meaning, and intrinsic motivation, often
linked to concepts like self-actualization and learner-centered relationships. (Maslow, 1968; Rogers,

1969)

Care ethics emphasizes the moral centrality of relationships, attentiveness, and responsibility in

education, framing teaching as relational and ethical practice. (Noddings, 2005, 2016)
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In classroom practice, these orientations often support emotionally supportive environments, student
voice, restorative approaches to conflict, and instruction attentive to belonging and dignity. (Jennings &

Greenberg, 2009; Noddings, 2005; Pianta et al., 2008)
3.5 Critical Pedagogy and Social Reconstructionism

Critical pedagogy frames education as inherently political and oriented toward emancipation, questioning
how schooling reproduces or resists social inequalities. Dialogue, conscientization, and praxis are

emphasized. (Freire, 1970; Giroux, 1988)

Social reconstructionism similarly emphasizes education’s role in addressing social problems and

building more just societies. (Counts, 1932; Ozmon & Craver, 2013)

Classroom practice can include dialogic discussion of social issues, culturally sustaining curriculum,
critical literacy, and participatory structures that share authority. (Freire, 1970; Ladson-Billings, 1995;
Paris, 2012)

Psychological implications (typical): moral purpose, critical consciousness, and a justice-oriented
professional identity, often paired with sensitivity to power dynamics in classroom interactions. (Freire,

1970; Giroux, 1988)
3.6 Standards, Accountability, and Implicit Philosophies

Even when teachers do not adopt a named philosophy, policy environments carry implicit philosophies,
often emphasizing measurable outcomes, standardization, and efficiency. These can encourage
compliance-oriented attitudes and constrain enactment of inquiry or dialogic practices. (Au, 2007;

Coburn, 2001)

When teachers experience strong external control, self-determination theory predicts reduced autonomy

and potentially reduced intrinsic motivation and well-being. (Deci & Ryan, 2000)

Table 1. Educational Philosophies, Psychological Tendencies, and Likely Practices

Philosophy (ideal type) View of | Teacher role Psychological | Likely
knowledge tendencies classroom
practices
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(often
associated)
Essentialism Stable core | Authority/expert Preference for | Explicit
knowledge clarity, order, | teaching,
mastery goals | structured
practice,
standard
assessments
(Hirsch,
1987; Ozmon
& Craver,
2013)
Perennialism Enduring Facilitator of “great | Emphasis on | Socratic
truths ideas” rationality, discussion,
disciplined close reading
inquiry (Adler, 1982;
Hutchins,
1936)
Progressivism/Pragmatism | Knowledge | Guide/co-inquirer Tolerance for | Projects,
tested in ambiguity, authentic
experience learner agency | problems,
reflection
(Dewey,
1916, 1938)
Constructivism Meaning Diagnostician/scaffolder | Curiosity Discussion,
constructed about thinking, | scaffolding,
growth formative
orientation assessment
(Bruner,
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1960;
Vygotsky,
1978)
Humanism/Care ethics Personal Caring mentor Relational Emotional
meaning, sensitivity, support,
relational belonging student voice
knowing focus (Noddings,
2005; Pianta
et al., 2008)
Critical pedagogy Knowledge | Co-learner/activist Moral purpose, | Critical
linked to | educator critical literacy,
power consciousness | dialogic
pedagogy

(Freire, 1970;
Giroux, 1988)

4. Mechanisms Linking Educational Philosophy to Teachers’ Psychological Attitudes

4.1 Epistemological Beliefs and Epistemic Cognition

Educational philosophy shapes how teachers conceptualize knowledge: whether it is certain or tentative,

simple or complex, handed down by authority or constructed through reasoning. Epistemological beliefs

have been theorized as multidimensional and related to learning and teaching preferences. (Hofer &

Pintrich, 1997; Schommer, 1990)

Teachers with more sophisticated epistemic beliefs may be more likely to support inquiry, discussion,

and justification because they view knowledge as constructed and evaluated through evidence and

argument, rather than as static facts. (Hofer & Pintrich, 1997; Kuhn, 1991)

4.2 Goals, Motivation, and Autonomy

Philosophies also imply different aims: mastery of established content, democratic participation, self-

actualization, or social transformation. These aims shape teacher goal orientations and perceived meaning

in work. (Dewey, 1916; Noddings, 2016)
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Self-determination theory suggests that when teachers experience autonomy, competence, and
relatedness, they show stronger intrinsic motivation and engagement; philosophical coherence can

support meaning and autonomy, while misalignment can produce controlled motivation. (Deci & Ryan,

2000)
4.3 Teacher Self-Efficacy and Agency

Self-efficacy refers to beliefs in one’s capability to organize and execute actions needed to manage

situations, influencing effort, resilience, and openness to innovation. (Bandura, 1997)

Teachers with philosophies that require complex facilitation, like inquiry or dialogic pedagogy, may need
stronger self-efficacy to persist through uncertainty and classroom unpredictability. Empirical work on
teacher self-efficacy shows associations with instructional choices, classroom management, and student

engagement. (Bandura, 1997; Tschannen-Moran & Hoy, 2001)
4.4 Mindset, Attributions, and Interpretations of Student Ability

Philosophical views of learning connect to beliefs about intelligence and ability. A constructivist or
developmental view often aligns with a growth mindset (belief that abilities can be developed), whereas

fixed-ability assumptions can support tracking and deficit interpretations. (Dweck, 2006)

Attribution theory suggests that how teachers explain success and failure (effort vs. ability vs. task
difficulty) affects expectations and responses to students; philosophies emphasizing development and

agency can encourage effort-based attributions and supportive feedback. (Weiner, 1985; Dweck, 2006)
4.5 Professional Identity, Moral Purpose, and Ethical Commitments

Teacher identity research emphasizes that teachers’ sense of “who I am as a teacher” shapes motivation
and practice, and identity is connected to values, narratives, and moral commitments. (Beijaard et al.,

2004)

Philosophies like care ethics and critical pedagogy explicitly frame teaching as ethical and political work,
which can strengthen moral purpose but also increase emotional burdens when contexts block enactment.

(Freire, 1970; Noddings, 2005; Sockett, 1993)

4.6 Teacher Emotions, Emotional Labor, and Classroom Climate
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Teachers’ emotions matter because they shape relationships, classroom climate, and instructional
responsiveness. Teaching involves emotional labor, managing feelings to meet professional expectations,

especially under accountability pressure. (Hargreaves, 1998)

Teacher emotions are linked to instructional decisions and management responses; for instance, stress
and burnout are associated with more controlling or reactive practices, whereas well-being supports
patience and responsiveness. (Jennings & Greenberg, 2009; Skaalvik & Skaalvik, 2017; Sutton &
Wheatley, 2003)

Table 2. Pathways from Philosophy to Psychological Attitudes

Philosophical Key appraisal | Likely psychological | Illustrative mechanisms

orientation (“what matters”) | attitude patterns

Essentialist Mastery of core | Strong role clarity, | Epistemic  certainty  supports
knowledge standards focus structured planning (Hirsch, 1987;

Hofer & Pintrich, 1997)

Progressivist Growth  through | Tolerance for | Meaning-based motivation,
experience ambiguity,  inquiry | autonomy orientation (Dewey,

stance 1938; Deci & Ryan, 2000)
Constructivist Thinking and | Curiosity, diagnostic | Sophisticated epistemic beliefs +
meaning-making | orientation formative stance (Black & Wiliam,

1998; Vygotsky, 1978)

Humanistic/care Dignity and | Relational sensitivity, | Relatedness needs, emotional
belonging empathetic authority | attunement (Noddings, 2005;
Jennings & Greenberg, 2009)

Critical pedagogy | Justice and | Moral purpose, | Power analysis shapes identity and
emancipation critical consciousness | discourse choices (Freire, 1970;

Giroux, 1988)

5. From Psychological Attitudes to Classroom Practices

5.1 Instructional Design and Pedagogical Decision-Making
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Teachers’ beliefs and attitudes shape how they select tasks, structure lessons, and respond to student
thinking. Teacher cognition research suggests that instructional choices reflect not only knowledge but

also beliefs about how learning happens and what counts as understanding. (Borg, 2003; Shulman, 1987)

For example, teachers who believe knowledge is constructed and learning is dialogic are more likely to
design lessons emphasizing explanation, reasoning, and discussion. Conversely, teachers prioritizing
efficient transmission of core knowledge may emphasize direct explanation, modeling, and practice. Both
can be effective depending on goals, content, and implementation, but they reflect different philosophical

and psychological orientations. (Bruner, 1960; Hirsch, 1987; Shulman, 1987)
5.2 Classroom Discourse, Questioning, and Authority

Philosophy and psychological attitudes shape classroom discourse norms: who speaks, whose knowledge
counts, and how disagreement is handled. Dialogic teaching emphasizes cumulative, exploratory talk and

teacher facilitation, requiring comfort with uncertainty and respect for student voice. (Alexander, 2008)

Teachers’ relational beliefs and emotional orientations influence whether they interpret student challenges
as “defiance” needing control or as communication needing understanding, leading to different

management and discourse strategies. (Noddings, 2005; Sutton & Wheatley, 2003; Weinstein et al., 2003)
5.3 Assessment, Feedback, and Learning Orientation

Assessment practices are strongly shaped by beliefs about learning. Formative assessment emphasizes
using evidence of student thinking to adapt teaching and provide feedback that moves learning forward,

often aligned with constructivist and progressivist orientations. (Black & Wiliam, 1998)

Feedback research suggests that feedback is most useful when it is specific, learning-focused, and timely;
teacher attitudes about ability (fixed vs growth) influence whether feedback emphasizes improvement

processes or labels. (Dweck, 2006; Hattie & Timperley, 2007)
5.4 Classroom Management and Conceptions of Discipline

Classroom management practices are linked to teachers’ beliefs about authority, student motivation, and
moral development. Some teachers adopt custodial orientations emphasizing control and compliance,
while others adopt humanistic orientations emphasizing student autonomy and relationship-building.

(Woolfolk Hoy & Weinstein, 2006; Weinstein et al., 2003)
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These orientations are not merely preferences; they reflect philosophical assumptions about the aims of
schooling and psychological attitudes about trust, agency, and the causes of behavior. (Noddings, 2005;
Weiner, 1985; Woolfolk Hoy & Weinstein, 2006)

5.5 Inclusive, Culturally Responsive, and Equity-Oriented Practices

Equity-oriented philosophies shape psychological attitudes toward difference: whether cultural and
linguistic diversity is framed as an asset or a deficit, and whether instruction is designed to affirm

identities and support access to rigorous learning. (Gay, 2010; Ladson-Billings, 1995)

Culturally responsive teaching emphasizes connecting instruction to students’ cultural knowledge and
experiences, and requires reflective awareness of bias and power relations, consistent with
reconstructionist and critical philosophical commitments. (Gay, 2010; Ladson-Billings, 1995; Paris,

2012)
5.6 Technology Integration and Pedagogical Beliefs

Technology integration is not determined by tools alone; it is shaped by teachers’ beliefs about learning
and control. Constructivist orientations may support using technology for collaboration, simulation, and
inquiry, whereas transmission-oriented approaches may use technology for practice and delivery.

(Ertmer, 2005)

Table 3. Psychological Attitudes and Observable Practice Indicators

Psychological attitude | Practice indicators (examples) Related research anchors

High  teacher  self- | Persistence with complex pedagogy; | Bandura (1997); Tschannen-
efficacy proactive management Moran & Hoy (2001)

Sophisticated epistemic | Open-ended questioning; emphasis on | Hofer & Pintrich (1997); Kuhn

beliefs justification and evidence (1991)

Growth  mindset/effort | Process feedback; re-teaching strategies; | Dweck (2006); Weiner (1985)

attributions “yet” language
Autonomy-supportive Choice, rationale-giving, responsive | Deci & Ryan (2000)
motivation scaffolding
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Care/relational Warmth, respect, restorative responses, | Noddings (2005); Pianta et al.

orientation belonging routines (2008)

Critical consciousness Inclusion of multiple perspectives; | Freire (1970); Giroux (1988)
critical literacy tasks

6. Contextual Moderators: When Philosophy Becomes Practice (or Doesn’t)
6.1 Policy, Accountability, and Instructional Pressures

Policy environments can reshape teachers’ work by narrowing instructional focus or prescribing routines,
which can weaken alignment between philosophy and practice. Accountability pressures have been
argued to influence curriculum and pedagogy, sometimes incentivizing test-aligned instruction. (Au,

2007; Coburn, 2001)

From a motivational perspective, high external control can reduce autonomy and contribute to stress,
undermining the enactment of learner-centered or inquiry-oriented philosophies. (Deci & Ryan, 2000;

Skaalvik & Skaalvik, 2017)
6.2 School Culture and Leadership

School culture shapes what practices are valued, supported, and safe to attempt. Leadership that supports
professional learning communities, inquiry, and trust can enable experimentation consistent with

constructivist or critical orientations. (Fullan, 2007; Spillane et al., 2002)

Conversely, cultures emphasizing compliance can push teachers to prioritize surface coverage over
deeper learning aims, even when teachers personally endorse broader educational purposes. (Coburn,

2001; Fullan, 2007)
6.3 Curriculum Materials and Instructional Infrastructure

Curriculum can act as a mediator between philosophy and practice. Well-designed materials can support
ambitious teaching, but rigid pacing guides may restrict responsiveness. Teachers’ interpretations of

materials depend on their beliefs and knowledge. (Remillard, 2005; Spillane et al., 2002)

6.4 Teacher Experience, Expertise, and Professional Learning
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Novices may hold aspirational philosophies but lack procedural knowledge and self-efficacy to enact
complex practices. Over time, experience and coaching can help align philosophy with practice,

especially when professional learning is job-embedded and reflective. (Darling-Hammond, 2006; Schon,

1983)

The “apprenticeship of observation” suggests that teachers’ prior experiences as students shape default
practice, sometimes overpowering newly learned philosophical commitments unless reflection disrupts

these scripts. (Lortie, 1975; Korthagen, 2004)
6.5 Cultural and Societal Norms

Philosophies of schooling vary across societies and communities, influencing expectations for authority,
discipline, and curricular aims. Teachers navigate these norms, and perceived mismatch can shape stress

and identity conflict. (Hofstede, 2001; Hargreaves, 1998)
6.6 Subject Area and Grade Level Differences

Subject cultures matter: what counts as knowledge in mathematics, science, literature, or civics differs,
and these disciplinary norms shape teachers’ philosophical stances and practices. (Shulman, 1987;

Grossman, 1990)

7. An Integrative Model and Research Agenda

7.1 Model Propositions and Hypotheses

Based on the reviewed literature, several propositions follow:

P1: Teachers’ educational philosophies predict differences in epistemological beliefs, moral purpose, and

autonomy orientation. (Hofer & Pintrich, 1997; Deci & Ryan, 2000; Sockett, 1993)

P2: Psychological attitudes (self-efficacy, mindset, emotions) mediate the relationship between

philosophy and classroom practices. (Bandura, 1997; Dweck, 2006; Sutton & Wheatley, 2003)

P3: Contextual moderators (policy pressure, leadership support, curriculum constraints) predict the

degree of alignment between philosophy and practice. (Coburn, 2001; Spillane et al., 2002; Fullan, 2007)
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P4: Reflective practice and professional learning can strengthen alignment by surfacing theories-in-use
and reshaping beliefs through experience and evidence. (Argyris & Schon, 1974; Schon, 1983;
Korthagen, 2004)

7.2 Proposed Study Design

To move beyond conceptual claims, a mixed-methods design can test mediation and moderation while

capturing teacher meaning-making. (Creswell & Plano Clark, 2018)
7.2.1 Quantitative Component

A cross-sectional (or ideally longitudinal) survey could measure:

Educational philosophy orientation (multi-dimensional scale, possibly adapted from existing

educational beliefs instruments). (Fives & Buehl, 2012)

o Epistemological beliefs (teacher epistemic belief measures). (Hofer & Pintrich, 1997; Schommer,

1990)
e Teacher self-efficacy (Teachers’ Sense of Efficacy Scale). (Tschannen-Moran & Hoy, 2001)

e Autonomous vs controlled motivation (work motivation aligned with self-determination theory).

(Deci & Ryan, 2000)

e Burnout/well-being (teacher burnout measures). (Maslach et al., 2001; Skaalvik & Skaalvik,
2017)

Classroom practice could be measured via teacher-reports plus observation ratings to reduce common-

method bias. (Podsakoff et al., 2003)
7.2.2 Qualitative Component

Semi-structured interviews could probe teachers’ philosophical narratives and dilemmas (e.g., “Describe
a time your beliefs conflicted with a policy requirement”). This approach aligns with teacher cognition

research emphasizing interpretation and context. (Borg, 2003; Kvale & Brinkmann, 2009)

Classroom observations could document discourse patterns, assessment moves, and management style,

linking enacted practice to stated beliefs. (Pianta et al., 2008)
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Quantitative results could identify patterns (e.g., clusters of philosophy/attitude profiles), while

qualitative data explains mechanisms and contextual constraints. Mixed-method integration strengthens

validity for complex phenomena like belief enactment. (Creswell & Plano Clark, 2018)

7.3 Measures and Data Sources

7.3.1 Table 4. Example Measures for a Philosophy—Attitude—Practice Study

Construct

Example operationalization

Source(s)

Educational philosophy

Survey: beliefs about aims, knowledge,

Fives & Buehl (2012); Ozmon

authority, equity & Craver (2013)

Epistemological beliefs | Multi-dimensional epistemic beliefs | Hofer & Pintrich (1997);
scale Schommer (1990)

Teacher self-efficacy Teachers’ Sense of Efficacy Scale | Tschannen-Moran &  Hoy
(TSES) (2001)

Motivation/autonomy Work motivation/autonomy measures Deci & Ryan (2000)

Teacher Burnout inventory; emotion experience | Maslach et al. (2001); Sutton &

emotions/burnout scales Wheatley (2003)

Classroom practice Observation  framework;  discourse | Alexander (2008); Pianta et al.
coding (2008)

7.4 Data Analysis Plan

Structural equation modeling can test mediation (philosophy — attitudes — practice), while multilevel

modeling can account for school-level context (leadership, policy climate). (Hox et al., 2017; Kline,

2016)

Qualitative thematic analysis can identify recurring philosophical justifications, emotional dilemmas, and

coping strategies, then connect these themes to quantitative profiles. (Braun & Clarke, 2006; Creswell &

Plano Clark, 2018)
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7.5 Ethical Considerations

Research on teachers’ beliefs and practices requires confidentiality and careful handling of evaluative
risk, because observation data can feel like surveillance. Ethical protocols should emphasize voluntary

participation, de-identification, and non-evaluative framing. (American Psychological Association, 2020)
8. Implications for Teacher Education and Professional Learning
8.1 Making Philosophy Explicit and Actionable

Teacher education can treat philosophy not as a slogan but as a living framework that predicts decisions.
Candidates can analyze how philosophical assumptions show up in lesson planning, assessment design,

and management responses. (Schon, 1983; Korthagen, 2004)
8.2 Reflective Practice and Theories-in-Use

Structured reflection can uncover contradictions between espoused beliefs and practices, helping teachers

revise routines. This aligns with reflective practitioner frameworks and organizational learning theory.

(Argyris & Schon, 1974; Schon, 1983)
8.3 Coaching for Psychological Mediators

Coaching can target mediators like self-efficacy and emotional regulation alongside pedagogy, because
complex instruction often fails when teachers feel unsafe, unskilled, or emotionally depleted. Programs

supporting social-emotional competence can improve classroom climate and teacher well-being.

(Bandura, 1997; Jennings & Greenberg, 2009)
8.4 Designing Contexts that Support Coherence

Leaders and policy designers can reduce misalignment by allowing principled flexibility, supporting
collaboration, and treating curriculum as guidance rather than control. Coherence improves when

teachers have agency and collective capacity. (Fullan, 2007; Coburn, 2001)
9. Conclusion

Educational philosophy shapes teaching not only through stated ideals but through psychologically active
attitudes, epistemological beliefs, self-efficacy, motivation, identity, and emotion, that guide everyday

classroom decisions. Because these attitudes mediate how teachers interpret students and curriculum,
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philosophical orientations have practical implications for instruction, assessment, classroom
management, and equity. However, alignment between philosophy and practice is not guaranteed; it is
moderated by policy pressures, school culture, curriculum infrastructure, and teachers’ professional
learning opportunities. Strengthening coherence requires reflective practice, supportive contexts, and
teacher education approaches that connect philosophical commitments to observable practices and
psychological skills. (Argyris & Schon, 1974; Bandura, 1997; Borg, 2003; Coburn, 2001; Deci & Ryan,
2000; Dewey, 1938; Freire, 1970; Fives & Buehl, 2012; Noddings, 2005)
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