Investigation of Lifelong Learning Competency Beliefs of Preservice Teachers
from Different Departments using Latent Class Analysis

Serhat AYDIN
Karamanoglu Mehmetbey University

Giilenaz Selcuk
Celal Bayar University

Altan CAKMAK
Celal Bayar University

In this study, lifelong learning competency beliefs of 1242 preservice teachers from four different
departments at a state university in the west of Turkey were investigated using Latent Class Analysis
(LCA). As a result, it was found that these beliefs consisted of four different homogeneous sub-groups.
Then the probabilities of preservice teachers from different genders, years of study, department, age,
GPA, location, high school type, epistemological orientation and self-competency belief profiles to be in
these significant sub-groups were determined. Senior and self-competent preservice teachers were found
most likely to be in the “most competent group”.

INTRODUCTION

Lifelong learning has recently assumed one of the most privileged areas of educational studies in the
world and is defined as a concept which takes place anywhere. It transcends the limits of place, time, age
and educational level (Coskun and Demirel, 2012; Giile¢ et al., 2012). The term was explained as
“learning from cradle to grave” and has been stressed after the mid-1990s (EC, 2003; Toprak and
Erdogan, 2012; Teyfur, 2009). Lifelong learning is learning activities that develop individuals personally,
socially and professionally, develop their abilities and competencies in order to provide opportunities for
employment (Borat, 2010). Individuals need a lifelong learning approch to be able to keep pace with the
rapid changing society and operate efficiently in their professional lives (Uzunboylu and Hiirsen, 2011).
This approach serves the purpose of providing cooperation opportunities in educational settings to raise
an awareness of continuity in learning and foster citizens who consistently improve themselves (Giiler,
2004). The approach allows the individual to keep up with the information society and to actively
participate in real life (MEB, 2006). Although lifelong learning is a concept centered at individual
development (Erdamar, 2011: 220), it is also believed to serve social integration (Candy, 2003) and
economic development (DPT, 2001).

In recent years, the concept has been frequently pronounced and incorporated into strategical plans
and prospective policies of many governments. As a matter of fact, European Union (EU) has declared
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1996 as “lifelong learning year” and called the member and candidate countries to develop long-term
projects (Akbas and Ozdemir, 2002). In 2007, European Framework for key competencies in lifelong
learning was identified by EU Education and Culture Commission. This was an extension to the
recommendations made by European Parliament (Figel, 2007). In this report, key competencies were
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listed under eight headings such as “communication in native language”, “mathematics, science and
technology competency”, “digital competency”, “learning learning”, “social and citizenship competency”,
“initiative taking and entrepreneurship competency” and “cultural awareness and expression competency”
(European Commission (EC), 2007).

This sine qua non (essential) process of “continuously and adaptively learning” which has been
politically and strategically accepted as essential by international bodies such as EU should be delivered
via learning opportunities (Ozcan and Uzunboylu, 2012), transferred through teachers and delivered to all
students (Harpe and Radloff, 2001). In this chain of causality, a nation or worldwide adoption of
individual and social lifelong learning depends on the degree to which teachers are competent and had
been prepared accordingly (Chapman et al., 2003). Preservice teachers are expected to be information,
technology, communication and learning literate to be able to relieve the increasing pressure of the
society to foster “lifelong learning” students (Akkoyunlu, 2008; Demiralay and Karadeniz, 2008).

The existing body of research on lifelong learning competencies and related beliefs mostly
concentrated on how these competencies developed (Hart, 2006; Litzinger et al., 2001; Loads, 2007) or
should be improved (Nicolaescu, 2012; Harpe and Radloff, 2001; Soni, 2012; Steffens, 2015). In Turkey,
the number of studies on lifelong learning is constantly increasing and these studies usually concentrate
on teachers and university students. These studies range from government or corporate reports to primary
or secondary research papers. Methodically, they use versatile approaches ranging from comprehensive
literature reviews to scale development, and from descriptive methods to correlational or inferential ones.
Some of these studies addressed lifelong learning on its own right (Coskun and Demirel, 2012) and
examined levels of lifelong learning competency subdimensions of teachers (Ayra and Kosterelioglu,
2015; Selvi, 2011) or preservice teachers (Demirel and Yagci, 2012; Izci and Kog, 2012). Other
correlational studies revealed the degree to which some demographic variables such as gender (Adabas,
2016; Gencel, 2013; Konokman and Yelken, 2014; Kozikoglu, 2014; Sahin and Arcagok, 2014; Sahin et
al., 2010; Tunca et al., 2015; Yildirim, 2015), department and Grade Point Average: GPA (Gencel, 2013;
Karakus, 2013; Tunca et al., 2015) or school type (Kozikoglu, 2014) led to variation in lifelong learning
competencies and reported conflicting results. Some studies also examined the associations between self-
competency and lifelong learning competency beliefs (Ayra and Kdsterliogu, 2015).

Although, most of the previous studies examined sub-dimensions of lifelong learning competency
(beliefs) seperately (Gencel, 2013; Izci ve Kog, 2012; Sahin et al., 2010) or as a whole (Sahin ve
Arcagok, 2014; Yildirim, 2015), no studies were encountered yet which examine the existence of
significant and homogenous sub-groups of lifelong learning competency beliefs. If such sub-groups
(classes) i.e., distinct profiles could be discovered, this might provide new insight into what these profiles
meant and how they could be interpreted to understand the effects of demographic variables and other
beliefs structures on lifelong learning competency beliefs. It's possible to reveal whether such sub-groups
exist using latent class analysis.

In this context, the research problems in this study were stated as follows:

1. Are there significant and homogenous subgroups (latent classes) of preservice teachers’ lifelong
learning competency beliefs?

2. If there are, how is the membership of these latent classes predicted by demographic variables of
gender, years of study, department, age, GPA, location, high school type and location of origin?

3. If there are, how is the membership of these latent classes predicted by epistemological and self-
competency belief levels of the same preservice teachers?
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METHOD

Study sample
Firstly, the study sample is illustrated in Table 1.
TABLE 1
STUDY SAMPLE

Variable X:‘rlleeils)le Frequency Percentage (%)

Gender Female 753 60,6
Male 489 39,4

Year of study 1" Year 239 19,2
2" Year 197 15,9
3" Year 431 34,7
4™ Year 375 30,2

Program Type First 871 70,1
Second 371 29,9

Department Turkish Ed. 206 16,6
Science Ed. 323 26,0
S. Science Ed. 311 25.0
Primary Ed. 402 32,4

High school Anatolian 335 27,0
Anatolian 46 3,7
Teacher
Science 12 1,0
General 785 63,2
Vocational 64 5,2
-19 122 9,8

Age 20 -21 473 38,1
22-23 531 42,8
24+ 116 9,3
2.01-2.50 199 16,0

GPA 2.51-3.00 520 41,9
3.01-3.50 428 34,5
3.51-4.00 95 7,6
Metropolitan 423 34,1

Location Province 189 15,2
County 385 31,0
Town 103 8,3
Village 142 11,4
Total 1242 100

Instruments

In this study, possible significant and homogenous sub-groups of lifelong learning beliefs in the study
sample were investigated using latent class analysis. For that purpose, firstly the Scale for Lifelong
Learning Competencies that was developed by Uzunboylu and Hiirsen (2011) was used. This scale has a
reliability value of .95. The scale consisted of 51 items and six dimensions such as “self-direction
competence” (13 items), “learning to learn competence” (12 items), “sense of initiative and
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entrepreneurship competence” (10 items), “obtaining knowledge competence” (6 items), “digital
competence” (6 items) and “decision-making competence” (4 items) (Uzunboylu and Hiirsen, 2011).

Secondly, the Scale for Epistemological Beliefs that was developed by Schommer (1995) and adapted
into Turkish by Deryakulu and Biiyiikoztiirk (2005) and whose three-factor structure has been confirmed
by the authors (under review) was used. This scale has a reliability coefficient of 0.81 and consisted of
three sub-dimensions as “knowledge is acquired through effort”, “knowledge is acquired through ability”
and “there’s only a single truth”. Finally, the Teacher Self-Competency Scale that was developed by
Tschannen-Moran and Hoy (2001) and adapted into Turkish by Capa, Cakiroglu and Sarikaya (2005) was
used. This scale had a reliability coefficient of .94 for the whole scale and .87, .91 and .90 respectively for
its three sub dimensions as “student engagement”, “instructional strategies” and “classroom
management”.

Data Analysis

In this study, Latent Class Analysis (LCA) was used to identify possible significant and homogenous
sub-groups of lifelong learning beliefs in the study sample and then to specify the contributions of
demographic variables to predict these group memberships. In order to identify the best model to
represent the data, different number of classes (usually between 1-4 or 1-6) were tested and their
parameters were compared. Always more parsimonious and simpler models were sought. In this effort,
one criterion to select the best fitting model is to choose the solution which has the minimum Bayesian
Information Criteria (BIC) value (Magidson and Vermunt, 2001; 2004). Another criterion to select the
best fitting model might be to choose the solution which has the minimum Akaike Information Criteria
(AIC) value (Dias, 2006). Another criterion might be to choose the solution which has the minimum
ABIC or AAIC value (Nylund et al., 2007). One last criterion might be to choose the solution which has a
higher entropy value (Ramaswamy et al., 1993). In this study, all these criteria were tested but mainly
minimum BIC criterium was used as a reference. In order to determine the class membership probabilities
of preservice teachers in terms of epistemological and self-competency beliefs, these beliefs were divided
into two groups for each dimension(factor) as “high(above average)” and “low(below average)”.

FINDINGS

In this part of the study, the findings of the study were presented. Firstly, fit indices of different latent
class solutions for lifelong competency beliefs of preservice teachers were illustrated in Table 2. Then the
number of significant latent classes which define the homogeneous subgroups in the sample were
identified. The number and composition of these latent classes were interpreted both looking at the
statistical probabilities and theoretical structure. Then the probabilities of preservice teachers from
different genders, years of study, department, age, GPA, location, high school type, epistemological
orientation and self-competency belief profiles to be in these significant sub-groups were determined.

Identification of the Number and Compositions of Significant Latent Classes

In Latent Class Analysis (LCA) using Latent Gold software several fit indices, information criteria
and statistical significance levels were calculated. Fit indices and information criteria found in LCA are
presented in Table 2.
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TABLE 2
FIT INDICES OF DIFFERENT LATENT CLASS SOLUTIONS FOR LIFELONG LEARNING
COMPETENCY BELIEFS (V= 1242)

No of BIC AIC DIFF DIFF
Model Classes (LL) (LL) Npar Class.Err. Entropy (BIC) (AIC)
1 1 10362,20 10331,45 6 0,0000 1,00 - -
2 2 8388,50  8321,88 13 0,0333 0,87 1973,7  2009,57
3 3 8269,54  8167,05 20 0,0661 0,81 118,96 154,83
4 4 8175,57 8032,21 27 0,1199 0,80 93,97 134,84
5 5 8207,53  8033,29 34 0,1573 0,72 -31,96 -1,08
6 6 8245,07  8034,96 41 0,1574 0,72 -37,54 -1,67

Based on the minimum BIC criteria (BIC = 8175,5795) shown in Table 2, the best fitting model was
chosen as the four-class solution. An entropy value of 0,8094 for the four-class model was found
satisfactory (Blomeke, 2012) and supported the previous decision of choosing the four-class solution. In
the analysis, both min AIC and min BIC were used. According to the best-fitting four-class solution, the
probability of each preservice teacher to be classified in the four different classes were shown in Table 3.

TABLE 3
FINAL CLASS PROPORTIONS FOR THE FOUR-CLASS SOLUTION

Latent Class Proportion (%)

1 37.2
2 31.7
3 15.5
4 15.5

Across the sample, a classification into class 1 was most likely for a preservice teacher with a
probability of 37.2 %. A preservice teacher was classified into class 2 with a probability of 31.7 % and
into class 3 or 4 with a probability of 15.5 %. According to these findings one dominant latent class of
lifelong competency beliefs did not exist. Instead, there was a balanced distribution of preservice teachers
to four different latent classes.

The scale used in this study to determine preservice teachers’ lifelong competency beliefs consisted
of 51 items which focused on six dimensions such as “self-direction competence” (13 items), “learning to
learn competence” (12 items), “sense of initiative and entrepreneurship competence” (10 items),
“obtaining knowledge competence” (6 items), “digital competence” (6 items) and “decision-making
competence” (4 items) (Uzunboylu and Hiirsen, 2011). The compositions of the four classes formed
according to these six dimensions are shown in Figure 1.
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FIGURE 1
PROBABILITY OF LIFELONG LEARNING COMPETENCY BELIEFS EXPERIENCED BY
PRESERVICE TEACHERS
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Figure 1 illustrates that preservice teachers grouped in class 1 had highest levels of competency
beliefs in all six dimensions of lifelong learning. On the other hand, preservice teachers grouped in class 2
had lowest levels of beliefs in all six dimensions. Lifelong competency beliefs experienced by preservice
teachers in the third class were all low excluding “digital competence” and “obtaining knowledge”
dimensions. In contrast, preservice teachers from the fourth class had high levels of beliefs in all but
“digital competence” and “obtaining knowledge” dimensions. Class 2 is almost the reverse of class 1 and
similarly class 4 is the reverse of class 3.

Homogeneity or Heterogeneity Across Levels of Demographic Variables?

In the LCA explained above, competency beliefs in all six dimensions of lifelong learning were
treated as indicators of the analyses based on which the latent classes were identified. At this stage,
demographic properties of the preservice teachers such as gender were treated as “inactive” covariates in
the analysis. However, it’s also possible to specify the contribution of these variables in predicting the
group membership. For this aim, the demographic variables of gender, years of study, department, age,
GPA, location, high school type will be examined to predict group membership. The findings of this
addition are shown in Table 4.
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TABLE 4
PROBABILITY OF CLASS MEMBERSHIP PREDICTED BY DEMOGRAPHIC VARIABLES

Most Least

. Variable Only Digital Only Digital Total
Variable Z:::;Sble Level cog;;):stim C(énllapsesetzent Competent Incompetent Probability
Code o o Class 3 (%) Class 4 (%) (%)
(%) (%)
Female 1 38 32 14 15 100
Gender
Male 2 31 33 23 13 100
1™ Year 1 31 38 14 17 100
Yearof 2" Year 2 31 35 21 13 100
study 3" Year 3 36 30 19 15 100
4™ Year 4 47 25 13 15 100
Program First 1 34 35 16 15 100
Type Second 2 44 26 15 15 100
Turkish Ed. 1 43 25 15 16 100
Science Ed. 2 37 32 17 14 100
Department .
S. Science Ed. 3 36 30 15 19 100
Primary Ed. 4 36 36 17 12 100
Anatolian 1 39 29 22 10 100
Anatolian 2 31 37 30 1 100
Teacher
High school g o ce 3 23 29 22 26 100
General 4 42 29 16 13 100
Vocational 5 33 27 27 13 100
-19 1 35 36 16 13 100
20-21 2 34 34 13 18 100
Age
22-23 3 40 32 15 12 100
24+ 4 39 23 23 15 100
2.01-2.50 1 26 35 24 16 100
2.51-3.00 2 37 32 17 15 100
GPA
3.01-3.50 3 43 29 13 15 100
3.51-4.00 4 39 33 7 21 100
Metropolitan 1 40 28 16 15 100
Province 2 40 32 15 14 100
Location County 3 37 29 22 12 100
Town 4 31 35 7 26 100
Village 5 30 38 13 19 100
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First, homogeneity of the classes across genders might be examined. According to Table 4, almost the
same percentage of both genders are likely to be classified in the least competent class (class 2).
However, 7 % more females are likely to be classified in the most competent class (class 1) and 3 % more
females are likely to be classified in the only digital incompetent class (class 4). In addition, 8 % more
males are likely to be classified in class 3. In short, a higher percentage of females have top level beliefs
of lifelong learning competence. When homogeneity of the classes across different years of study is
examined, almost one half (47 %) of the senior preservice teachers are most likely to be classified in the
most competent class (class 1) and only a quarter of them in the least competent class (class 2). One third
of preservice teachers in each of 1% to 3" years of study could be classified in the most competent class
(class 1) and again one third of preservice teachers in each of 1% to 3" year of study could be classified in
the least competent class (class 2). At this point, it could be argued that in the 4™ year, preservice teachers
had experienced a leap in lifelong learning competency beliefs.

When homogeneity of the classes across different program types is examined, almost the same
percentage (15 %) of both program types were classified in the only digital competent class (class 3) or in
the only digital incompetent class (class 4). A considerably higher percentage of preservice teachers from
the second program type were in the most competent class (class 1) and a considerably lower percentage
of preservice teachers from the second program type were in the least competent class (class 2). This
seems like a contradiction because preservice teachers in the second program type had been admitted to
faculties of education with lower university entrance examination scores. Then homogeneity of the
classes across different program types was examined. According to Table 4, almost the same percentage
of preservice teachers from Science, Social Sciences and Primary Education departments were classified
in the four classes. In contrast, a considerably higher percentage (almost 10 %) of preservice teachers in
Turkish education department were in the most competent class (class 1) and a considerably lower
percentage (almost 10 %) of preservice teachers in this department were in the least competent class
(class 2). Turkish preservice teachers had considerably higher percentage of lifelong learning competency
beliefs. When homogeneity of the classes across different high school backgrounds is examined,
preservice teachers coming from general high schools had the highest probability (% 42) to be classified
in the most competent class (class 1) and preservice teachers coming from science schools had the lowest
probability (% 23) to be classified in the least competent class (class 2). Here, there seems to be another
contradiction. Science high schools admit best student in Turkey so preservice teachers from these school
are expected to have highest lifelong learning competency beliefs. However, in this study they were found
least likely to be classified in the most competent class (class 1) and it should be noted that they made up
only 1 % (N = 12) of the study sample so this finding might be skewed. In addition, older preservice
teachers at age 22 — 23 or +24 were considerably more likely (app. 5 % more) to be classified in in the
most competent class (class 1). Moreover, oldest preservice teachers at age +24 were considerably less
likely (at least 10 % less) to be classified in the least competent class (class 2). Other probabilities were
found to follow the usual class membership probabilities of the baseline 4-class model. Moreover,
preservice teachers having higher GPA’s were more likely to be classified in the most competent class
(class 1) and almost half of (43 %) those preservice teachers having a GPA between 3.01 - 3.50 were
classified in the most competent class. Finally, preservice teachers from urban regions (Metropolitan or
province) were considerably more likely (app. 10 % more) to be classified in in the most competent class
(class 1) than preservice teachers from rural areas (town or village).

Homogeneity or Heterogeneity Across Levels of Epistemological and Self-Competency Beliefs?

In the previous LCA competency beliefs in all six dimensions of lifelong learning were treated as
indicators of the analyses and demographic properties of the preservice teachers such as gender were
treated as “inactive” covariates in the analysis to predict group membership. The same procedures might
be conducted for epistemological and self-competency beliefs. At this stage, preservice teachers’ levels of
epistemological and self-competency beliefs will be examined to predict group membership. The findings
of these tests are shown in Table 5.
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TABLE 5
PROBABILITY OF CLASS MEMBERSHIP PREDICTED BY LEVELS OF
EPISTEMOLOGICAL AND SELF-COMPETENCY BELIEFS

Sub Variable Most Least Only Digital Only Digital  Total
Variable dimensions Levels competent Competent Competent Incompetent Probability

(Factors) Class 1 (%) Class 2 (%) Class3 (%) Class 4 (%) (%)

Low 14 56 18 12 100

Effort High 51 15 19 15 100

Epistemological .- Low 37 29 20 14 100
beliefs Ability High 69 9 4 18 100
. Low 36 30 20 14 100

Single Truth o 68 8 8 16 100

Encace Low 23 41 22 13 100

£as High 64 7 14 15 100

Self-competency Stratecies Low 22 41 23 14 100
beliefs & High 63 9 14 14 100
Manaeement Low 22 42 22 14 100

ANABEMEN High 61 10 15 14 100

First, homogeneity of the classes across different levels of sub dimensions of epistemological beliefs
might be examined. Table 5 illustrates that preservice teachers having high levels in all sub dimensions of
epistemological beliefs were dominantly classified (51, 69 and 68 % respectively) in the most competent
class (class 1). It’s also true that preservice teachers having low levels in “effort” sub dimension of
epistemological beliefs were dominantly classified (56 %) in the least competent class (class 2) whereas
that was not the case for “ability” and “single truth” sub dimensions (29 and 30 % respectively). Shortly,
having high levels of epistemological beliefs in all three sub dimensions led to higher lifelong learning
competency beliefs however the inverse only held for “effort” sub dimension.

Table 5 also demonstrates how homogeneous the classes are across different levels of sub dimensions
of self-competency beliefs. LCA findings reveal that preservice teachers having high levels in all sub
dimensions of self-competency beliefs were dominantly classified (64, 63 and 61 % respectively) in the
most competent class (class 1) and those having low levels in all sub dimensions of self-competency
beliefs were dominantly classified (41, 41 and 42 % respectively) in the least competent class (class 2).

RESULTS AND DISCUSSION

In this study, lifelong learning competency beliefs of 1242 preservice teachers from four different
departments were investigated with a different perspective using latent class analysis. In this method,
statistically significant and distinct subgroups of these beliefs were determined using several fit criteria
such as minimum BIC, minimum ABIC or maximum entropy. As a result of model fit comparisons, the
four-class solution was selected as the best model to explain the data at hand. In this solution, there were
four homogeneous classes which were named respectively as “most competent class™ (class 1, 37%),
“least competent class” (class 2, 31%), “only digital and information competent” (class 3, 16%) and “only
digital and information incompetent” (class 4, 16%).

After the latent classes were identified and named, the probabilities of different demographic groups
to be a member of these classes were determined. These analyses revealed that preservice teachers who
are i.) female, ii) older or in their last year of study, iii) in Turkish Education department, iv) graduates of
normal high schools, v) having higher GPAs and vi) from urban areas are most likely to be classified in
the “most competent class” (class 1). The composition of the “least competent class” (class 2) was quite
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the opposite of the “most competent class” (class 1). The other two classes, i.e. “only digital and
information competent” (class 3) and “only digital and information incompetent” (class 4) demonstrated a
heterogeneous and sample-alike composition.

Females having a higher probability to be classified in the “most competent class” (class 1) is
consistent with the results of some of the previous studies (Crick et al., 2004; Coskun and Demirel, 2012;
Coskun Diker, 2009; Demirel and Akkoyunlu, 2010; Gencel, 2013; Kilig, 2014; Yavuz Konokman and
Yelken, 2014; Leathwood and Francis, 2006; Sullivan, 2003; Sahin et al., 2010) but not with all (Sahin
and Arcagék, 2014). These conflicting results were interpreted in this study in favor of those who
reported that gender variable led to significant variation in lifelong competency beliefs in favor of
females. Research from other fields which report that gender is significant in motivation, communication
and intercultural values (Mwamwenda, 1992; Ainley, 2006; Chu, 2010), individual learning processes
(Kesici ve dig., 2009) and participation in economy (Eurostat, 2005) supports the inference that females
have an advantage. Preservice teachers who are in their last year of study (seniors) having a higher
probability to be classified in the “most competent class” (class 1) is consistent with the results of
previous studies (Coskun and Demirel, 2012; Karakus, 2013; Kirby et al., 2010; Oral and Taha, 2015).
Preservice teachers in Turkish Education department having a higher probability to be classified in the
“most competent class” (class 1) is consistent with results of some of the previous studies (Oral and Taha,
2015; Selcuk, 2016) but not with others (Arsal, 2011; Kozikoglu, 2014). Identifying the real effects of
this variable warrants further causal comparative studies. In this study, preservice teachers who are
graduates of general high schools were found to have higher probability to be classified in the “most
competent class” (class 1). Though, the previous literature about this variable is quite confusing ranging
from opposite results (Odemis, 2014; Tuncer and Tanas, 2011) to results arguing that this variable had no
effect (Selguk, 2016). This variable should also be further explored. Preservice teachers who are older
having a higher probability to be classified in the “most competent class” (class 1) is consistent with the
results of some of the previous studies (Hiirsen, 2011; Kilig, 2014) but not with others (Kavtelek, 2014).
Age variable seems to be acting together with other variables such as year of study. Preservice teachers
with higher GPAs having a higher probability to be classified in the “most competent class” (class 1) is
also consistent with the results of most of the previous studies (Coskun and Diker, 2009; Ekinci, 2008)
except one (Selguk, 2016). Despite the results of Selguk (2016), which might be criticized to be skewed
for this variable, the results of this study along with most of the previous ones support the fact that having
higher academic achievement is highly and positively correlated with having high lifelong learning
competencies. Preservice teachers from urban areas having a higher probability to be classified in the
“most competent class” (class 1) is consistent with the results of half of the previous studies (Hiirsen,
2011) but not with the other half (Selguk, 2016). This variable should also be interpreted with caution.

In terms of the same preservice teachers’ epistemological and self-competency beliefs it can be safely
argued that higher levels in all three dimensions of epistemological and again in all three dimensions of
self-competency beliefs seem to correlate with being classified in the “most competent class” (class 1).
Lower levels of these belief dimensions led to be classified in the “least competent class™ (class 2) except
the ability and single truth dimensions of epistemological beliefs. This finding is in line with previous
results (Ayra and Kosterelioglu, 2015; Ozgiftgi ve Cakir, 2015; Selguk, 2016).

As a conclusion, it can be safe to argue that only one third of all preservice teachers (37 %) have high
level of lifelong competency beliefs in all subdimensions (factors); digital and information obtaining
subdimensions might be most problematic areas of lifelong learning competency that should be dealt with
in teacher preparation. In terms of demographic variables; gender, year of study and GPA might be
argued to be positively and highly correlated with lifelong learning competency beliefs. Finally,
preservice teachers’ epistemological and self-competency beliefs are also highly correlated with lifelong
learning competency beliefs. Future studies might concentrate on demonstrating the effects of other
demographic variables.
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