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ABSTRACT

PRE-SERVICE AND IN-SERVICE EFL TEACHERS’ EPISTEMOLOGICAL
BELIEFS, TEACHING-LEARNING CONCEPTIONS AND SENSE OF SELF-
EFFICACY

Seyma YILDIRIM

Ph.D. Dissertation, Department of English Language Teaching
Supervisor: Assist. Prof. Dr. Adnan Bicer
August 2021, 191 pages

Study of beliefs has gained great importance since teachers’ beliefs affect
different things related to teaching and learning. Among the study of beliefs,
investigating epistemological beliefs have aroused interest since the late 1990s because
such studies provide one lens through which the teaching-learning process in teacher
education can be viewed. Teachers’ teaching-learning conceptions and their sense of
self-efficacy are considered to be among the important constructs which can be affected
from each other and their epistemological beliefs. Therefore, teachers’ epistemological
beliefs, teaching-learning conceptions and sense of self-efficacy should be investigated
since they are directly related to the effectiveness of teaching. In this regard, this current
study aims to investigate pre-service and in-service EFL teachers’ epistemological
beliefs, teaching-learning conceptions and sense of self-efficacy.

A mixed method research design was utilized to conduct the study. Quantitative
data were collected through the Turkish versions of Epistemological Beliefs
Questionnaire, Teaching and Learning Conceptions Questionnaire, Teacher Sense of
Efficacy Scale from 374 4™ grader pre-service teachers studying ELT in state
universities and 192 in-service teachers working at state schools. Qualitative data were
collected through open-response questions form 42 pre-service and 19 in-service
teachers who were volunteer to answer the questions. Descriptive statistical techniques,
Pearson correlation analysis, regression analysis, t test and content analysis was used in
order to analyse the data.

Findings of the study revealed that both pre-service and in-service teachers had

relatively more sophisticated beliefs in the learning process/expert knowledge and



learning effort dimensions of epistemological beliefs. Both groups adopted the
constructivist conception more than the traditional conception, and they felt efficacious
in instructional strategies, student engagement and classroom management respectively.
The results showed that there was a relationship among pre-service and in-service EFL
teachers’ epistemological beliefs, teaching-learning conceptions and sense of self-
efficacy. Some dimensions of epistemological beliefs made significant contributions to
pre-service and in-service EFL teachers’ constructivist conception and sense of self-
efficacy. Besides this, the constructivist conception made a significant contribution to
EFL pre-service and in-service teachers’ efficacy for classroom management, student
engagement and instructional strategies. The results also showed that in-service teachers
believed in innate-fixed ability and certainty knowledge more than pre-service teachers.
While pre-service teachers adopted constructivist conception more than in-service
teachers, in-service teachers adopted constructivist conception more than pre-service
teachers. In addition, in-service teachers felt more efficacious than pre-service teachers
on classroom management and instructional strategies. Considering the research process
and its results, several implications and suggestions were formulated for the main

stakeholders of language teacher education.

Keywords: Epistemological beliefs, teaching-learning conceptions, self-efficacy,

teacher training
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OZET

INGILIiZCEYi YABANCI DiL OLARAK OGRETEN HiZMET ONCESIi VE
HIiZMET iCi OGRETMENLERIN EPISTEMOLOJIK INANCLARI,
OGRENME-OGRETME YAKLASIMLARI VE OZ-YETERLIiK iINANCLARI

Seyma YILDIRIM

Doktora Tezi, Ingiliz Dili Egitimi Ana Bilim Dal
Damsman: Dr. Ogr. Uyesi Adnan Bicer
Agustos 2021, 191 sayfa

Ogretmenlerin inanglar1 6gretme ve 6grenme ile ilgili farkli seyleri etkiledigi
icin inanclarin incelenmesi biiyilk 6nem kazanmistir. Inang calismalar1 arasinda,
epistemolojik  inanglarin  arastirilmast  1990'larin ~ sonlarindan  itibaren merak
uyandirmistir ¢iinkil bu tiir calismalar 6gretmen egitiminde d6gretme-6grenme siirecinin
izlenebilecegi bir mercek saglar. Ogretmenlerin 6gretme-6grenme anlayislart ve 6z
yeterlik algilar1 birbirlerinden ve epistemolojik inanglarindan etkilenebilecek onemli
yapilar arasinda sayilmaktadir. Ogretmenlerin epistemolojik inanglari, &gretme-
o0grenme anlayiglart ve 0z yeterlik algilar1 0gretimin etkililigi ile dogrudan iligkili
oldugu i¢in arastirilmaya deger konulardir. Bu baglamda, bu ¢aligma, hizmet 6ncesi ve
hizmet i¢i Ingilizce Ogretmenlerinin epistemolojik inanglarini, Ogretme-dgrenme
anlayislarin1 ve 6z-yeterlik algilarini arastirmay1 amaglamaigtir.

Arastirmanin yiritiilmesi i¢cin karma yontem arastirma deseni kullanilmistir.
Nicel veriler devlet iiniversitelerinde Ingilizce gretmenligi boliimii okuyan 374 son
sinif Ogretmen adaymmdan ve devlet okullarinda gorev yapan 192 &gretmenden
Epistemolojik Inanglar Anketi, Ogretme ve Ogrenme Anlayislart Anketi, Ogretmen
Yeterlik Duygusu Olgegi'nin Tiirkge versiyonu araciligiyla toplanmustir. Nitel veriler,
sorular1 yanitlamaya goniillii olan 42 §gretmen aday1 ve 19 6gretmenden agik uglu soru
formu araciligiyla toplanmistir. Verilerin analizinde betimsel istatistiksel teknikler,
Pearson korelasyon analizi, regresyon analizi, t testi ve i¢erik analizi kullanilmistir.

Arastirmanin bulgulari, epistemolojik inanglarin 6grenme siireci-otorite/uzman
bilgisine siiphe ve 6grenme ¢abasi boyutlarinda hem hizmet dncesi hem de hizmet ici

ogretmenlerin nispeten daha karmasik inanglara sahip oldugunu ortaya koymustur. Her



vii

iki grup da yapilandirmaci anlayisi geleneksel anlayisa gore daha fazla benimsemekte
ve sirastyla 0gretim stratejilerinde, 6grenci katiliminda ve siif yonetiminde kendilerini
yeterli hissetmektedirler. Sonuglar, hizmet Oncesi ve hizmet i¢i Ogretmenlerin
epistemolojik inanglari, 6gretme-6grenme anlayislar1 ve 6z-yeterlik algilar1 arasinda bir
iliski oldugunu gostermektedir. Epistemolojik inanglarin bazi boyutlari, hizmet 6ncesi
ve hizmet ici Ingilizce 6gretmenlerinin yapilandirmaci anlayislarina ve oz-yeterlik
algilarma 6nemli katkilar saglamaktadir. Bunun yami sira, yapilandirmaci anlayzs,
hizmet 6ncesi ve hizmet i¢i 6gretmenlerin sinif yonetimi, 6grenci katilimi ve 6gretim
stratejileri konusundaki yeterligine 6nemli katki saglamaktadir. Sonuglar ayrica, hizmet
ici 6gretmenlerin, sabit yetenek ve bilginin kesinligine hizmet dncesi 6gretmenlerden
daha fazla inandiklarim1 gdstermektedir. Hizmet Oncesi Ogretmenler hizmet igi
Ogretmenlere gore yapilandirmaci anlayisi daha fazla benimserken, hizmet i¢i
ogretmenler de hizmet Oncesi Ogretmenlere gore geleneksel anlayisi daha fazla
benimsemektedirler. Ayrica, sinif yonetimi ve 6gretim stratejileri konusunda hizmet igi
Ogretmenler, hizmet dncesi 6gretmenlere gore kendilerini daha yeterli hissetmektedirler.
Arastirma siireci ve sonuglar1 gdz dniine alindiginda, Ingilizce 6gretmen egitiminin ana

paydaslar icin ¢esitli ¢cikarimlar elde edilmis ve Oneriler sunulmustur.

Anahtar kelimeler: Epistemolojik inanglar, 6gretme-6grenme anlayislari, 6z yeterlik,

Ogretmen egitimi
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CHAPTER |

INTRODUCTION

1.1. Introduction

This chapter makes a general introduction to the study. It starts with the
background of the study. Then it presents the statement of the problem, aim and
research questions, the significance of the study, limitations, and definitions of the key

concepts respectively.

1.2. Background to the study

Research in teacher education has shown that teachers’ behaviour in the
classroom and activities they use are determined by a set of theoretical framework
which is belief driven (Clark & Peterson, 1986; Richardson, 1996). This means their
conceptions about teaching and learning can be the result of their beliefs. Therefore,
anything related to teaching and learning such as student performance, classroom
atmosphere, techniques and strategies used, activities implemented might be influenced
by teachers’ beliefs.

When we consider the criticism directed to teacher education programs all over
the world and Turkey as well, we notice that current programs do not equip their
teachers with the 21* century skills which require being learner-centred and preparing
the learners to deal with shaping their futures. If we want to look for the reasons for this
failure, we have to start from the very beginning which is to explore the beliefs of
teachers even before they start teaching. Epistemological beliefs defined as individuals’
cognitions associated with knowledge and the nature of knowledge (Hofer & Bendixen,
2012) are also related to the teaching and learning process (Chan & Elliot, 2004).
Therefore, tracing pre-service and in-service teachers’ epistemological beliefs and
focusing on the relationship between epistemological beliefs and other constructs
related to teacher and teaching might give us opinions about their actions in the
classroom.

Bandura (1989) states that people’s thoughts, beliefs and feelings affect their
behaviour. This means what teachers think might influence how they perform in the
classroom. Self-efficacy defined as our belief in our capabilities (Bandura, 1994) shows



how well we can accomplish tasks in the classroom. Self-efficacy level was found to be
affecting different constructs related to classroom such as instructional strategies
(Eslami & Fatahi, 2008), academic achievements (Kotbas, 2018), problem-solving skills
(Behjoo, 2013). Therefore, investigating what affects self-efficacy levels of pre-service
and in-service teachers is important in order to see how successful a teacher education
program is (Woolfolk, 1990).

Although trainings influence teachers’ cognition, those trainings ignoring
teachers’ beliefs about knowledge and learning may not show the desired influence
(Borg, 2003). This means investigating pre-service and in-service teachers’ beliefs is
necessary in order to see what teaching-learning conceptions they adopt and how
efficacious they are in the language teaching process and accordingly how effective a

teacher training program is and what is needed in order to make things better.

1.3. Statement of the Problem

Teachers obtain a set of beliefs from various sources like individual personality,
prior learning experiences as students and teaching practices, and they bring those
beliefs to the classroom (Borg, 2003). There are a number of constructs affected by
teachers’ beliefs in the teaching process. According to Clark and Peterson (1986), their
beliefs affect teachers’ planning and decision-making processes, the approaches, tasks
and materials they use in the classroom and also the relationship with students. For this
reason, study of beliefs has gained great importance.

Among the studies of beliefs, studies in epistemological beliefs have aroused
interest since the late 1990s because such studies provide one lens through which the
teaching-learning process in teacher education can be viewed. Hofer and Pintrich
(1997) stated that “beliefs about learning and teaching are related to how knowledge is
acquired” (p. 116). This means epistemological beliefs meaning the nature of
knowledge and knowledge acquisition are related to teaching and learning conceptions.
While there are several studies on epistemological beliefs and teaching-learning
conceptions (Chan and Elliot, 2004; Cheng, Chan, Tang, and Cheng, 2009; Ketabi,
Zabihi & Momene, 2014) in different countries, there is a limited number of studies
conducted in Turkey (Aypay, 2010; Kirmiz1 & Irgatoglu, 2021; Sarigoban & Kirmizi,
2021; Tanriverdi, 2014; Yilmaz & Sahin, 2011).



Knowing teaching-learning conceptions that teachers hold is important because
this gives us information about what is happening in classrooms. Teachers’ conceptions
about teaching-learning have a crucial role in their decisions about techniques and
strategies they use. Therefore, investigating these conceptions will open the doors to the
classrooms and give us chance to see the real situation. There is a relationship between
teaching and learning conceptions and teachers’ beliefs about their preferred ways of
teaching-learning and the roles of teacher and students. (Chan & Elliott, 2004). If we
want to investigate teaching-learning conceptions, we have to start from the very
beginning, which requires questioning our beliefs about acquiring knowledge. For this
reason, in order to understand teaching-learning conceptions well, first, we have to
understand epistemological beliefs and the relationship between them.

Another prominent topic which has become popular with the emergence of
social cognitive theory is the sense of self-efficacy. It was defined as one’s own
evaluation of capabilities to organize and complete an action (Bandura, 1986). When we
define efficacy as our own evaluation of capability to complete an action, this action can
be considered as teaching in the field of education. Teacher sense of efficacy is about
teachers’ belief in their own capabilities to be successful in activities related to teaching
(Bandura, 1977). Accordingly, epistemological beliefs concerning how knowledge is
acquired and teaching-learning conceptions dealing with the way we learn things might
be among the factors affecting teachers’ self-efficacy. Different variables connected to
the sense of self-efficacy have been investigated by researchers such as attitudes
towards using innovative instructional strategies (Swars, 2005; Eslami & Fatahi, 2008),
students’ academic achievement (Ashton & Webb, 1986; Caprara, Barbranelli, Steca &
Malone, 2006; Tella, 2008), teachers’ commitment to teaching (Coladarci, 1992),
democratic values (Topkaya & Yavuz, 2011) and motivation (Guskey & Passaro 1994).
However, there has been little attempt to investigate the relationship between self-
efficacy and epistemological beliefs or self-efficacy and teaching-learning conceptions.

When the instructional beliefs of pre-service and in-service teachers are
examined, some differences can be noticed although both groups receive similar
education with similar curriculums. The differences might be resulting from various
factors like experience, environment, working conditions, student levels, the difference
between theory and practice, or there might be some other factors that affect their
beliefs. In order to find the reasons, the first thing to do must be to understand whether

there are any differences between their beliefs. For this reason, this study was carried



out with both pre-service and in-service teachers in an attempt to compare both groups
and see the differences.

Investigating the deficiencies in teacher training programs might be considered
as one of the steps to improve the quality and effectiveness of foreign language teaching
in Turkey. However, even if some deficiencies are found and necessary changes are
made, some other problems would arise when the most important components that
might be affecting these problems are not investigated. Teachers’ epistemological
beliefs giving information about the nature of knowledge and knowledge acquisition
might be considered among the primary topics to be investigated when their possible
effects on activities related to teaching and learning. Teachers’ teaching learning-
conceptions giving information about their preferred ways of teaching and learning and
their sense of self-efficacy meaning their beliefs about their capabilities to be successful
in teaching are also considered to be among the crucial topics that might be affected
from each other and from epistemological beliefs, and investigating these constructs
together might also contribute to improving the quality of teacher training and foreign
language teaching accordingly. For this reason, the present study aiming to investigate
epistemological beliefs, teaching learning-conceptions and a sense of self-efficacy
contributes to filling the gap in the current literature of ELT teacher education studies

and have various implications in the field.

1.4. Aim and Research Questions

Epistemological beliefs, teaching-learning conceptions, and self-efficacy issues
have traditionally been investigated separately or the relationship between two of them
has been investigated. Most of the studies about these topics especially the ones about
epistemological beliefs and teaching-learning conceptions have been conducted with
Science Education and Physical Education pre-service or in-service teachers. A small
amount of research conducted so far has dealt with investigating epistemological belief,
teaching-learning conceptions, and sense of self-efficacy in the EFL context. This may
be considered as a gap in the literature of language teacher education in Turkey. This
study attempts to bring three topics together and tries to show the relationship among
epistemological beliefs, teaching-learning conceptions, and the sense of self-efficacy.

Since the study is conducted with both pre-service and in-service teachers, the

difference between pre-service and in-service teachers’ epistemological beliefs,



teaching-learning conceptions, and self-efficacy is examined. Investigating the
differences between pre-service and in-service EFL teachers’ epistemological beliefs,
teaching-learning conceptions and sense of efficacy gives an idea to see the possible
differences in order to take further actions.

To do this following research questions are asked:

1- What are the pre-service EFL teachers’ epistemological beliefs, teaching-
learning conceptions and sense of self-efficacy?
2- What are the in-service EFL teachers’ epistemological beliefs, teaching-learning
conceptions and sense of self-efficacy?
3- Is there a relationship between pre-service EFL teachers’
a. epistemological beliefs and teaching-learning conceptions?
b. epistemological beliefs and sense of self-efficacy?
c. teaching-learning conceptions and sense of self-efficacy?
4- s there a relationship between in-service EFL teachers’
a. epistemological beliefs and teaching-learning conceptions?
b. epistemological beliefs and sense of self-efficacy?
c. teaching-learning conceptions and sense of self-efficacy?
5- Is there an effect of pre-service and in-service EFL teachers’ epistemological
beliefs on
a. their teaching-learning conceptions?
b. their sense of self-efficacy?
6- Is there an effect of pre-service and in-service EFL teachers’ teaching-learning
conceptions on their sense of self-efficacy?
7- Is there a significant difference between pre-service and in-service EFL
teachers’
a. epistemological beliefs?
b. teaching-learning conceptions?

c. sense of self-efficacy?

1.5. Significance of the Study

Literature review in this study shows that there has been considerable research

on epistemological beliefs, teaching-learning conceptions and self-efficacy in different



fields. Some of those research are about the relationship between epistemological
beliefs and teaching-learning conceptions (Chan & Elliot, 2004; Cheng, Chan, Tang, &
Cheng, 2009; Ketabi & Zabihi, 2014; Aypay, 2010; Tanriverdi, 2014; Yilmaz, 2011),
some are about different variables connected to sense of self efficacy (Swars, 2005;
Eslami & Fatahi, 2008; Ashton & Webb, 1986; Caprara, Barbranelli, Steca & Malone,
2006; Tella, 2008; Coladarct, 1992; Topkaya & Yavuz, 2011; Guskey & Passaro 1994),
and some are about the relationship between epistemological beliefs and self-efficacy
(Rakicioglu, 2005; Giirol, Altunbas & Karaaslan, 2010). However, the relationship
among epistemological beliefs, teaching-learning conceptions and self-efficacy has not
been focused on much in Turkey, which suggests that there is a need to study this
subject. Besides, the aforementioned studies have been conducted with either pre-
service or in-service teachers, but none has focused on both. In addition, most of the
studies related to epistemological beliefs and teaching-learning conceptions were
applied to Science and Physical Education pre-service or in-service teachers, and there
is no study investigating these three constructs together in EFL context. For this reason,
a study investigating pre-service and in-service EFL teachers’ epistemological beliefs,
teaching-learning conceptions and self-efficacy may contribute to the literature about

language teacher education field.

1.6. Limitations of the study

The primary limitation of this study is that only four universities gave
permission to collect data although the researcher applied to seven universities with a
permission request. Therefore, the number of the universities the pre-service teacher
participants attend is a limitation of the study. As a second limitation, although the
findings have been obtained from a variety of instruments, only one of them provided
qualitative data. Another limitation of the study is that this study focuses on perceptions
and views of pre-service and in-service EFL teachers; however, the findings may not
truly show what is actually happening in the classroom context. Finally, the instruments
used in the study consisted of 84 items in total, 20 in the Epistemological Beliefs
Questionnaire, 30 in the Teaching-Learning Conceptions Questionnaire, and 24
Teachers’ Sense of Efficacy Scale. Therefore, the participants might have lost their

attention while reading the items and filling in the forms.



1.7. Definitions of the key concepts

This section provides the definitions of some key concepts related to the
research.

Epistemological Beliefs: Epistemological Beliefs are a branch of philosophy
concerning what knowledge is and how people justify it (Hofer & Pintrinch, 1997).

Teaching-Learning Conception: It is defined as beliefs about teachers’
preferred ways of teaching and learning and the roles of teachers and students (Chan &
Elliott, 2004).

Self-Efficacy: It is defined as beliefs in one’s own capabilities to organize and
execute the courses of action (Bandura, 1997).

Teachers’ Sense of Self- Efficacy: Teacher sense of self-efficacy is defined as
teachers’ beliefs about their capabilities to be successful in teaching related activities

like engaging and motivating (Bandura, 1977).



CHAPTER I

REVIEW OF LITERATURE

2.1. Introduction

This chapter presents the literature review related to the research focus of the
present study. Firstly, epistemological beliefs and developmental approaches are
mentioned. It is followed by the relationship of epistemological beliefs to other
constructs, an alternative framework of personal epistemology and epistemological
beliefs measurement instruments. Secondly, teaching-learning conceptions are
explained deeply. Teaching-learning conceptions measurement instruments and the
relationship of teaching-learning conceptions to other constructs are mentioned. Finally,
teacher sense of self-efficacy, teacher efficacy measurement instruments, and the

relationship of teacher sense of self-efficacy to other constructs are touched on.

2.2. Epistemology and Epistemological Beliefs

The research investigating teachers’ and students’ beliefs about the nature of
knowing, how their knowledge is constructed, and defined ground on epistemology
which is defined by Hofer and Pintrinch (1997) as a branch of philosophy concerning
what knowledge is and how people justify it. The arousing interest in understanding
how people know and hold beliefs about knowing led the researchers to understand
what epistemological beliefs people held.

Piaget (1950) using the term genetic epistemology is considered as the initiator
of research in epistemology. Kitchener (1981) defines genetic epistemology as “the
study of the passage from states of lesser knowledge to states of knowledge (that are
judged to be) more advanced” (p. 402). Describing his theory of intellectual
development, Piaget was concerned with the real or psychological 'construction of
knowledge.

Regarding epistemology ‘“as a philosophical enterprise concerned with the
origin, nature, limits, methods, and justification of human knowledge and knowing” (p.
47). Hofer (2010) believes that personal epistemology includes individual
understandings of knowledge and knowing comprised by specific dimensions. In their
detailed overview on epistemological theories, Hofer and Pintrich (1997) explain three



groups of researchers investigating epistemology from different perspectives. The first
group of investigators deals with interpretations of educational experiences made by
individuals (Baxter Magolda, 1987, 1992; Belenky et al., 1986; Perry, 1970, 1981). The
second group concern with the analysis of thought and reasoning processes (King &
Kitchener, 1994; Kitchener & King, 1981; Kitchener, King, Wood, & Davison, 1989;
Kitchener, Lynch, Fischer, & Wood, 1993). The last and the most recent group focus on
epistemology as a system of more-or-less independent beliefs (Ryan, 1984a, 1984b;
Schommer, 1990, 1994b).

2.2.1. Epistemological Developmental Approaches

Each epistemological developmental approach is discussed with the following
sub-titles and a summary of the models of epistemological development in late

adolescence and adulthood is given in Table. 1.

2.21.1. Perry’s Work: The First Focused Attempt for Epistemological
Development

Almost all of the studies on epistemological beliefs have some connection to the
studies of Perry and his research team. He conducted annual interviews with a range of
college students in Harvard in the late 1950s and early 1960s. His aim was to
understand how students make meaning of their educational experiences, and he formed
an instrument named Checklist of Educational VValues (CLEV) with the aim of selecting
students for the initial interviews. After administrating the CLEV with randomly
selected 313 freshmen, he invited 31 of them (27 men, 4 women) to the annual
interview.

Perry and his team identified a sequence of nine positions constituting a scheme
of intellectual and ethical development. The second longitudinal study was launched in
order to validate the scheme with a random sample of 109 freshmen, and similar results
were reported. Although Perry was expecting that the students’ answers would be an
indicator of personality differences, he found out that the data obtained from two
longitudinal studies followed a directional pattern (Hofer, 2001). The nine positions of
the scheme were classified into four categories: dualism, multiplicity, relativism, and

commitment within relativism (Hofer & Pintrich, 1997):
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The first category Dualism includes Positions 1 and 2 concerning the dualistic
and absolutist view of the world. The knowledge is believed to be either right or wrong.
Authorities or teachers know the truth, and their role is to transfer it to the learner.
Position 3 and 4 are involved in Multiplicity. Position 3 shows a modification in dualism
having the idea of diversity and uncertainty. At Position 4, dualism is modified again.
Different viewpoints and the possibility of uncertainty are accepted by the individuals.
Relativism consists of Positions 5 and 6. Individuals start to believe that they can
actively make meaning at Position 5. Position 6 shows a major shift in the knowledge
being perceived as relative, contingent, and contextual. The final positions in the
category Commitment within Relativism show the shift from structural to more
qualitative development. There is a focus on engagement and responsibility in the last
category.

Perry made further research on connections among cognitive styles, learning
strategies, and development although he did not go on investigating the connections
between his conceptions of epistemological development and student learning;
however, he was the first one who claimed that how college students made meaning of
their experiences based on their education resulted from an evolving developmental
process not a reflection of personality (Hofer & Pintrich, 1997). On the other hand,
Perry (1970) mentions the limitations of the study as follows: Students were selected
from only one college as participants, the researchers who outlined the scheme were the
ones who interviewed, validation was conducted in relation to the data, and the scheme
was derived from the same data. Despite all the limitations, Perry’s scheme of
intellectual and ethical development has a significant place among the research of

epistemology since almost all of the models can be traced back to this work.

2.2.1.2. Women’s Ways of Knowing

Perry’s work (1970) on intellectual and ethical development was criticised since
all the participants were predominantly male students, and they were from an elite
college. Although Belenky et al. (1986) built their work on Perry’s work, they were
interested in women from diverse backgrounds. Their aim was to examine women as
knowers and learners and to understand how women view reality and draw conclusions
about truth, knowledge, and authority. They aimed not to report stages of development

but perspectives on ways of knowing. With this aim, they conducted interviews with
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135 women from different backgrounds, and as a result of these interviews, they
proposed five positions around the metaphor of voice.

In the position of silence, women’s voice was silenced by the voice of external
authority. Authorities were described by women as wordless authorities who rarely
made what they wanted or expected clear, but expected women to know it beforehand.
The next position is received knowledge which is parallel to Perry’s dualism.
Knowledge is perceived as either good or bad, true or false. In this position, women
believe that knowledge is produced outside the self, but they can speak about this
knowledge or reproduce it, unlike silence position. In the position of subjective
knowledge, women believe that knowledge is not produced outside the self, but the
source is the self. It is based on observations and experiences related to the immediate
environment. Subjective knowledge is dualistic as well. Clinchy (2002) states that even
though women cannot understand others’ opinions, they accept that others can hold
different opinions from their own. In the position of procedural knowledge, women can
reflect on the knowledge and systematically analyse the knowledge. Procedural
knowledge, according to Belenky et al. (1986), takes two forms; Separate Knowing and
Connected Knowing. The first one is about critical thinking. They question the
knowledge including their own knowledge and believe that everyone including
themselves may be wrong. The second one is about acceptance rather than criticism.
Empathy is valued in this respect. Understanding rather than judgement is important. In
the position of constructed knowledge, knowledge is constructed by the knower being a
part of the knowledge. This knowledge is an integration of subjective and objective
strategies of knowing. The person constructing the knowledge can reconstruct it
depending on the context.

Extending the work of Perry, Belenky et al (1986) contributed to the field
developing a model on how women view reality and draw conclusions about truth and
knowledge. While Perry’s work describes the nature of knowledge and truth, Belenky et
al focus on the source of knowledge and truth. Belenky et al (1986) state that a
“transformation of understanding of self begins to generalize and affect how women

think about truth, knowledge and expertise” (p. 138).
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2.2.1.3. Epistemological Reflection Model

Baxter Magolda (1992) conducted a study with the aim of quantifying students’
ways of thinking. She dealt with gender perspectives in her study while developing the
Epistemological Reflection Model. Her work is similar to Perry’s scheme in terms of
aiming at the epistemic assumptions affecting the college students’ interpretation of
educational experiences. Baxter Magolda started a longitudinal study with 101 (of
whom 51 were female and 50 were male) randomly selected college students. She
conducted open-ended interviews every year for five years and also gave the students
the Measure of Epistemological Reflection (MER). Baxter Magolda (1992) interpreted
seventy complete longitudinal sets in the development of this model. Baxter Magolda
(1992) came up with four qualitatively different “ways of knowing”.

According to the Epistemological Reflection Model, absolute knowers believe
that knowledge is certain, and the ones who know all the answers are authorities.
Transitional knowers find out that authorities do not know everything and they also
believe that knowledge can be uncertain. Independent knowers believe that authorities
cannot be the only ones who know everything, but that their opinions are also valid.
Contextual knowers have the ability to build individual perspectives through the
judgement of evidence in context.

While the researchers like Perry and Belenky et al. conducted their research on
epistemology with only one gender, Magolda studied both men and women
longitudinally. The findings of this study show consistency with those of Belenky et al.
Both studies concluded that there may be gender-related patterns in knowing. However,
she also concluded that although these patterns may be similar in both men and women,
they may appear in the beginning and then converge (Hofer, 2001). The findings also
show that the ways of knowing that are common among men are “impersonal” and
“individualist”, while women are found to be more “personal” and “interindividualist”

knowers (Hofer & Pintrich, 1997).

2.2.1.4. Reflective Judgment Model

King and Kitchener (1994) developed a model concerning the epistemic
assumptions that underlie reasoning. Their seven-stage developmental model was
developed through interviews conducted for fifteen years with people from high school
age through adulthood. They were asked about four ill-structured problems and
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expected to justify their views by responding to six follow-up questions. These
questions focused on knowledge and its source. The reflective judgment model shows
how people understand the process of knowing and how they justify their beliefs.

There are seven stages that describe the way people perceive and justify ill-
structured problems in this model. These seven stages consist of three levels: pre-
reflective level (Stages 1,2,3), quasi-reflective level (Stages 4,5), and reflective level
(Stages 6,7). At Stage 1, people consider knowledge as absolute and certain. They
believe that knowledge is provided through direct observation. What is seen is regarded
as the truth. Stage 2 is similar to Dualism in Perry’s model in terms of the importance of
authorities. The ones who know the truth are authorities in this stage. At Stage 3, there
is a temporary uncertainty allowing for judgments based on personal opinions.
However, this uncertainty disappears when absolute knowledge is obtained from
authorities. In a quasi-reflective level consisting of Stages 4 and 5, people start to
believe that they cannot know certainty. At Stage 4, knowledge is understood as an
abstraction. At Stage 5, since people filter their knowledge through their perceptions
and judgement, knowledge is seen as contextual and subjective. In the reflective
thinking level, people believe that they can actively construct knowledge. At Stage 6,
expert knowledge is critically evaluated since it is believed that knowledge is uncertain
and it is context-dependent. At the last stage, people believe that they can question
every judgment and evaluate every conclusion.

Hofer & Pintrich (1997) stated that the Reflective Judgment Model is the most
extensive developmental scheme with epistemological elements. The results of the
study show that higher-stage reasoning was more evident than lower-stage reasoning.
Another finding of the study is that there was a strong linear relationship between age
and stage. This means higher educational attainment was correlated with higher stages.
Although there was not a significant difference between males and females during the
first two testings, males scored at higher stages in the latter two testings. The reason can
be about the educational attainment of males who were more likely to attend post-
baccalaureate education (King & Kitchener, 1994).

Reflective judgment is thought to be very similar to critical thinking; however,
King and Kitchener (1994) claimed that they are different constructs even though they
are related. While critical thinking is mostly required for solving closed and well-
structured problems, reflective judgment deals with ill-structured problems. Also,

epistemic assumptions can be ignored in critical thinking. On the other hand, Hofer and
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Pintrich (1997) pointed out that there were several limitations of the study.
Epistemological beliefs do not get activated by only ill-structured problems which are
used in this study. The population of the study consists of only White students, and also
the problems which the students are asked about may not be a good reflection of real-

life problems.

2.2.1.5. Argumentative Reasoning

How people try to solve ill-structured problems has also been studied by Kuhn
(1991). Although the main purpose of the study was to understand how argumentative
thinking works and how and why people reason, results related to beliefs about
knowledge also came out. Kuhn (1991) conducted interviews with individuals from four
age groups: teens, 20s, 40s, and 60s. The gender and educational level were equally
represented in each group. The participants were interviewed twice and they were asked
about three social problems. The questions were about the reasons why prisoners
commit crimes again when they are released, the reasons why children fail in school,
and the reasons for unemployment. The participants were asked to justify their opinions
offering a counter-argument and proposing a solution for the problem.

Kuhn (1991) came up with three categories of epistemological views: absolutist,
multiplist, and evaluative. For Absolutists, knowledge is absolute and certain. Facts and
being an expert are the basis for knowing. Questioning the expertise and the certainty of
knowledge, Multiplists do not accept the idea that experts have the certain knowledge.
Since they value emotions and ideas, they believe that one’s own view cannot be less
valid than experts’ view. Although the evaluatists do not view knowledge as certain,
they believe in expertise see themselves as less certain than the experts. They also
believe that the ideas can be compared and evaluated (Hofer & Pintrich, 1997). Kuhn
was thought to be contributed to the literature on epistemology, not because of the
model she offered, but because of her simplified three-stage representation of Perry’s
scheme (Hofer & Pintrich, 1997). Some strengths of the study are the broad age range
of the participants and the problems related to everyday situations, and limitations of the
study are related to the uncertain elements that consist of the epistemological theories
(Hofer & Pintrich, 1997).



Table 1.

Models of epistemological development in late adolescence and adulthood
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Intellectual
and ethical Women's ways Epistemological Reflective Argumentative
development of knowing reflection judgment reasoning
(Perry) (Belenky et al.) (Baxter Magolda) (King and Kitchener) (Kuhn)
Positions Epistemological perspectives Ways of knowing Reflective judgment stages Epistemological views
Dualism Silence Received knowledge Absolute knowing Pre-reflective thinking Absolutists
Multiplicity Subjective knowledge Transitional knowing Multiplists
Quasi-reflective thinking
Procedural knowledge
() Connected knowing
Relativism (b) Separate knowing Independent knowing Evaluatists
Commitment within Constructed knowledge Contextual knowing Reflective thinking
relativism

Note. Stages and positions are aligned to indicate similarity across the five models.

Table 1. Hofer, B. K., & Pintrich, P. R. (1997). The development of epistemological theories: Beliefs about knowledge and

knowing and their relation to learning. Review of educational research, 67(1), 88-140.
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2.2.2. Multidimensional System of Epistemological Beliefs

While the approaches presented above consider knowledge as a single
dimension, Schommer (1990,1993) and Hofer and Pintrich (1997) proposed multi-
dimensions of epistemological beliefs. The following sections introduce these two

frameworks.

2.2.2.1. Schommer’s epistemological beliefs system

Perry’s work (1970) inspired many others about personal epistemology;
however, there were some contradictions in the existing literature. Schommer (1990)
drawing on the work of Perry proposed a model of beliefs that have more or less
independent dimensions, which made it different from the preceding models organized
into positions or stages. Schommer (1990) adapted some items from the original survey
of Perry (1970), and some items from the related studies (Dweck and Leggett, 1988;
Kitchener and King,1981; Ryan, 1984b; Schoenfeld, 1983, 1985), and suggested a new
framework with an aim to explain the nature of knowledge and how it is acquired. The
dimensions she proposed in the preliminary work were the structure, certainty, source
of knowledge, control, and speed of knowledge acquisition.

Developing a questionnaire with 63 short statements, Schommer (1990) in her
study wrote the statements characterizing epistemological beliefs in either the negative
or the positive extreme on the questionnaire. This means that the responses on the one
side of a traditional Likert scale were called “naive” while the responses on the other
side of the scale were labelled as “sophisticated”. Schommer-Aikins (2004) states that
“an individual who believes that knowledge is simple and certain and that learning is
quick and fixed at birth, is considered less mature” (p. 21). According to the factor
analysis performed in this and subsequent studies, Schommer (1990, 1993) proposed

four belief dimensions:

1. Knowledge is best characterized as isolated facts (simple knowledge),
2. Knowledge is unchanging (certain knowledge),
3. The ability to learn is fixed at birth (innate ability),

4. Learning occurs quick or not-at-all (quick learning).
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Schommer has conducted more studies on epistemological beliefs. Using her
questionnaire (EBQ), she investigated the relationship between beliefs about
knowledge, strategy use, and performance (Schommer, 1990), the relationship between
beliefs about knowledge, comprehension confidence, and performance (Schommer et
al.,, 1992), comparing the junior college and university students’ beliefs about
knowledge (Schommer, 1993a), comparing the beliefs about knowledge of gifted
students and others in ninth grade (Schommer & Dunnell, 1994), differences in beliefs
during high school years with a cross-sectional study (Schommer, 1993b), investigation
of adults’ beliefs about knowledge (Schommer, 1992). Schommer (2002) in her review
explained why dimensions are needed in epistemological research, and the indicators of
the sophistication level of epistemological beliefs as the quality of study strategies,
problem solving, comprehension, and interpretation.

Schommer’s studies have contributed to the field of epistemological beliefs in
three areas (Hofer & Pintrinch, 1997):

a) suggesting that epistemological beliefs may be a system of dimensions that are
relatively independent of one another,

b) initiating an empirical investigation of the study of several proposed dimensions,
and

c¢) initiating an important and insightful line of research that links epistemological

beliefs to issues of academic classroom learning and performance.

Schommer (1994) stated that epistemological beliefs are made up of more or less
independent dimensions, which means that a person might not be naive or sophisticated
in all the dimensions simultaneously. Schommer’s approach to the study of personal
epistemology was significant as it suggested that personal epistemology is a system of
beliefs. Some constructs like comprehension might be affected by this system of beliefs,
and some other constructs like educational background might affect this belief system.
This study has also led a group of researchers to work on the identification of the

relation between epistemology and learning.
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2.2.2.2. Hofer and Pintrich’s multi-dimensional theoretical framework

Hofer and Pintrich (1997) reviewed and criticised Schommer’s (1990)
multidimensional framework and proposed a theoretical framework of epistemological
beliefs called personal theories in their article. They criticised Schommer’s framework
stating that the definition of personal epistemology has only the dimensions about the
nature of knowledge, so two dimensions about the nature of learning should not be
included in personal epistemology. They also criticized the items in Schommer’s (1990)
questionnaire and claimed that they do not represent the content domain of
epistemological beliefs.

Hofer & Pintrich (1997) proposed four dimensions: certainty of knowledge and
simplicity of knowledge under nature of knowledge area; source of knowledge and

justification for knowing, under nature of knowing area.

e Nature of Knowledge is a progressive understanding moving from the view
of knowledge as absolute to a relativistic view and then to a contextual,
constructivist view.

o Certainty of knowledge is related to the degree to which one sees
knowledge as fixed or more fluid.

o Simplicity of knowledge is related to the degree to which one sees
knowledge as discrete, concrete, knowable facts or relative,
contingent, and contextual.

e Nature of Knowing is related the source of knowledge and the justification
for including evaluation of evidence, the role of authority, and the process of
justification.

o Source of knowledge is related to the knowledge originating outside
the self or being an active constructor of meaning.

o Justification for knowing is related to one’s assessments towards

knowledge claims, authority, and evidence for knowledge.

2.2.3. Studies on the Relationship between Epistemological Beliefs and Other
Constructs

Different studies have been conducted so far to investigate the relationship
between epistemological beliefs and other constructs such as conceptions of teaching
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and learning, self-efficacy, motivation, achievement or academic performance, and field
of study.

Chan and Elliot (2004) investigated the relationship between epistemological
beliefs and conceptions of teaching and learning. They found a correlation between the
dimensions ‘innate ability’, ‘authority knowledge’, ‘certain knowledge’ and ‘traditional
teaching’ conception. They also stated that there was a correlation between the
dimension ‘learning effort’ and ‘constructivist teaching’ conception. Chan (2004) also
pointed out that epistemological beliefs are related to conceptions about
teaching/learning and that teachers’ conceptions and class teaching are beliefs driven. In
another study, Chan (2004) concluded that epistemological beliefs were significantly
related to the deep and surface strategies adopted by students and those beliefs had a
predictive effect, and he found significant relations between epistemological beliefs and
learning strategies as well as between epistemological beliefs and conceptions of
learning.

The relationship between epistemological beliefs and strategy use has also been
investigated. Metallidou (2013) conducted a study with 160 middle school students and
found out that epistemological beliefs about the speed of learning and the ability to
learn significantly affected the use of cognitive and motivational regulation strategies.
Schommer-Aikins and Easter (2008) conducted research with an aim to examine the
individual differences in epistemological beliefs, ways of knowing, study strategies, and
academic performance among different cultural groups. They reported that there was a
meaningful relationship between epistemological beliefs and study strategies.

Another construct investigated in the studies related to epistemological beliefs as
a variable was self-efficacy beliefs. Yilmaz-Tuzun and Topcu (2008) investigated
preservice elementary science teachers’ epistemological beliefs and the relationships
among their epistemological beliefs, epistemological world views, and self-efficacy
beliefs. They found that there was a negative correlation between the dimension Innate
Ability and self-efficacy beliefs. In another study, Siinger (2007) analysed preservice
science teachers at elementary science teaching and secondary science teaching with
respect to their self-efficacy beliefs, epistemological beliefs, and attitudes towards
science teaching. He could not find any significant relationship between self-efficacy
beliefs and epistemological beliefs.

Paulsen and Feldman (1999) investigated student motivation and

epistemological beliefs and found out that college students' motivation to learn is related
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to their epistemological beliefs. Kizilgilines et al. (2009) also conducted a study with
1041 sixth grade elementary students in Turkey and investigated how epistemological
beliefs, achievement motivation, and learning approach related to achievement. The
results of their study showed that students who believed knowledge to be evolving and
handed down by authority were more likely to be self-efficacious in their learning.

In a study investigating gender, disciplinary differences, and academic
performance of first-year college students in terms of epistemological beliefs, Hofer
(2000) found that there was a link between academic performance and epistemic beliefs
in terms of certain knowledge dimensions. Schommer (1993a) also investigated
epistemological beliefs and academic performance of high school students and she
found that students performed better when they believed in quick learning, simple
knowledge, certain knowledge, and fixed ability less. However, the results changed
after general intelligence was added to the analyses and only quick learning predicted
academic performance. Schommer-Aikins, Duell, and Hutter (2005) conducted another
study with middle school students and they found that epistemological beliefs affect

mathematical performance and overall academic performance.

2.2.4. Epistemological Beliefs Measurement Instruments

There are a number of epistemological beliefs questionnaires developed by
different researchers. One of the most commonly used questionnaires was developed by
Schommer (1990). It is a 63-item questionnaire with 4 factors. The dimensions have 12
subsets. Participants are asked to rate their degree of agreement by pointing for each
item on a 5-point-scale from 1 (strongly disagree) to 5 (strongly agree). The low scores
obtained on the dimensions show sophisticated beliefs, and the high scores indicate the
naive beliefs of the participants. Deryakulu and Biiyiikoztirk (2002, 2005) adapted
Schommer’s scale into Turkish context. They conducted two studies at several Turkish
universities and formed the 34-item Turkish version of the scale consisting of three
dimensions: the belief that learning depends on effort, the belief that learning depends
on ability, and the belief that there is only one truth.

Another researcher who developed an Epistemological Beliefs Measurement
Instrument was Jehng (1991). He developed a 51-item epistemological beliefs
questionnaire with independent dimensions. Jehng, Johnson, and Anderson (1993)
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stated that one’s beliefs about learning may change if s/he gets further education. They
reduced Jehng’s (1991) original questionnaire into 34 items with 5 factors.

Wood and Kardash (2002) also developed a new questionnaire by blending the
items in Schommer’s and Jehng’s scales. The new questionnaire investigates
epistemological beliefs through five dimensions: on the speed of knowledge acquisition,
structure of knowledge, knowledge construction and modification, characteristics of
successful students, and attainability of truth

Schraw, Bendixen, and Dunkle (2002) developed a modified version of
Schommer’s questionnaire and called it the Epistemic Beliefs Inventory (EBI). This
new questionnaire contained 32 items based on the five factors proposed by Schommer
(1990). Cam, Topcu, Sulun, Guven, and Arabacioglu (2012) adapted this questionnaire
in the Turkish context after translating and validating it with Turkish pre-service
teachers. The three-factor model was found after factor analysis with dimensions:
certain knowledge, innate ability, and quick learning.

Chan and Elliott (2002, 2004) developed a questionnaire based on Schommer’s
63-item “Epistemological Beliefs Questionnaire”. They revised the original scale by
using factors analysis, adding new items, and changing the existing items. The new
scale consists of 30 items on a five-point Likert scale (5=completely agree—
1=completely disagree). It has five factors: Innate/ Fixed Ability, Learning Effort,
Learning Process/Expert Knowledge, and Certainty Knowledge. Aypay (2011) adapted
Chan and Elliott’s scale into the Turkish context. She conducted a study with 342 pre-
service teachers studying at a Turkish university. Turkish version of the scale consists

of the same items and factors as the original scale.
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Sample scales of Epistemological Beliefs

22

Designer of the
Scale
Scale

Items

Sub-scales

Epistemological Beliefs
Schommer (1990) ) )
Questionnaire (EBQ)

63

items

4 sub-scales

Innate Ability
Quick Learning
Simple Knowledge
Certain Knowledge

Jehng et al.
(1993) Scale

Epistemological Beliefs

34

items

5 sub-scales

certain knowledge
omniscient authority,
orderly process
innate ability

quick learning

Wood & Kardash  Epistemological Beliefs

(2000) Questionnaire

38

items

5 sub-scales

speed of knowledge
acquisition

structure of knowledge
knowledge construction and
modification

characteristics of successful
students

attainability of truth

Schraw et al.

Epistemic Belief Inventory
(2002)

32

items

5 sub-scales
Certain Knowledge
Innate Ability
Quick Learning
Simple Knowledge

Omniscient authority

Chan & Elliott
(2002)

Epistemological Belief

Instrument

30

items

4 sub-scales

Fixed/Innate Ability
Authority/Expert Knowledge
Certainty Knowledge

Learning/Effort Process
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2.2.5 Research on Epistemological Beliefs

To examine the research on epistemological beliefs that have been conducted so
far, an extensive literature search was performed to elicit empirical studies conducted in
Turkey and in other countries. The review indicated that there has been a number of
studies conducted in science and physical education fields and several studies in the
EFL context. The relevant studies conducted in the EFL context in Turkey and in other
countries are presented in the forthcoming sections.

2.2.5.1 Research on Epistemological Beliefs in EFL context in Turkey

Several studies were conducted with EFL students, pre-service and in-service
teachers on epistemological beliefs in the EFL context. The results of the literature
review have been shown in Table 3. The authors, date, aim of the study, participants,

and conclusions of each study are presented in the table.



24

Table 3.
Representative Studies on the Epistemological Beliefs in EFL Context in Turkey
Author(s) Aim Participants Conclusions
(Date)
Rakicioglu, A. to examine the epistemological 456 pre-service The pre-service EFL teachers’
S. (2005) beliefs, the  teacher-efficacy teachers sense of efficacy and personal
beliefs and the relationship epistemology were found to affect
between these beliefs their perceptions either positively
or negatively.
Pan, V. L. & to examine preservice English 237 pre-service Pre-service English Language
Yelken, T. Y. language teachers” teachers teachers have an advanced level
(2016) epistemological beliefs and study of epistemological beliefs, have
processes an idea about their own level and
these beliefs have an effect on
learning.
Munis, M. E. to examine the relationship 302 EFL EFL students had sophisticated
(2017) between  epistemological and university epistemological beliefs in terms
foreign language learning beliefs students of learning depending on effort
of university students. and ability. There was a
significant relationship between
students’  epistemological and
FLL beliefs.
Dere, Y. to investigate foreign language 155 EFL Students possessed both naive and
(2017) learning beliefs and university sophisticated epistemological
epistemological beliefs and the student beliefs.  Epistemological and
relationship between these beliefs language learning beliefs were
mostly uncorrelated.
Oner, U. to examine the relationship 347 in-service A significant difference was
(2019) between English teacher's teachers found between English teacher's
epistemological ~ beliefs  and epistemological ~ beliefs  and
teaching styles teaching styles.
Yalgin, F. to examine the relationship 472 pre-service Pre-service English  teachers
(2019) between epistemological beliefs, teachers preferred student and problem
curriculum  design orientations centred curriculum design
preferences, and teaching styles of orientations most, subject-centred
pre-service English teachers curriculum  design orientations
least. They had sophisticated
epistemological beliefs
Kirmizi, O. & to examine the relationship 105 pre-service The most important  sub-
Irgatoglu, A. between pre-service EFL teachers dimension of epistemological
(2021) teachers’ epistemological beliefs beliefs that predict teaching

Sarigoban, A.
& Kirmizi, O.
(2021)

and their approaches to teaching.

to investigate correlations
between and among pre-service

EFL teachers’ epistemological
beliefs, perceived engagement
levels, and instructional
preferences.

149 pre-service
teachers

approaches is the effort dimension
of epistemological beliefs

Teacher engagement plays an
important role in teachers’
instructional  preferences. The
ability to learn and source of
knowledge dimensions of
epistemological beliefs  affect
transmission-based teaching
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Table 3. shows that all of the studies conducted in Turkey focused on the
relationship between epistemological beliefs and other constructs. These constructs are
teacher-efficacy beliefs, study processes, foreign language learning beliefs, teaching
styles, curriculum design orientations preferences and teaching styles of pre-service
English teachers, perceived engagement levels, and instructional preferences. The
results indicated that there were slight or significant differences between these

constructs and at least one dimension of epistemological beliefs.

2.2.5.2 Research on Epistemological Beliefs in EFL context in other countries

Epistemological beliefs studies have also been conducted in other countries
especially with EFL students, pre-service and in-service teachers. The results of the
literature review have been shown in Table 4. The authors, date, country where the
study was conducted, the aim of the study, participants, and conclusions of each study

are presented in the table.
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Representative Studies on the Epistemological Beliefs in EFL Context in Other

Countries

Author(s) (Date) Country Aim Participants Conclusions

Ketabi, S. et al. (2014) Iran to investigate the 92 pre-service  There were
relationship between pre-  teachers significant positive
service EFL teachers’ relationships between
epistemological beliefs traditional teaching-
and their conceptions of learning conceptions
teaching and learning. and some dimensions

of epistemological
beliefs and significant
correlations between
constructivist
conceptions and some
dimensions of
epistemological
beliefs.

Ismail, A. A. M. (2017)  The United to investigate the 114 pre- EFL teachers with

Arab relationship between pre-  service naive epistemological
Emirates service EFL teachers’ teachers beliefs adopted
epistemological beliefs surface-level
and their assessment assessment
orientations. orientations while
those with
sophisticated
epistemological
beliefs showed
adopted deeper level
approaches to
assessment in
language settings
more.

Kahsay, M. T. (2019) Ethiophia  to examine the level of 136 EFL EFL students with
EFL students’ students sophisticated
epistemological beliefs epistemological
and learning strategy use beliefs were more
and the contribution of strategic in handling
epistemological beliefs learning situations
to their learning strategy through deploying
use appropriate higher

order cognitive and
metacognitive
learning strategies.

Mardiha, M. S. & Iran to explore the correlation 120 in-service  The correlation

Alibakhshi, G. (2020) between EFL teachers’ teachers between in-service
epistemological beliefs teachers’ perceptions
and their conceptions of of teaching and
teaching and learning. learning and

epistemological
beliefs is statistically
significant.

Soleimani, N. (2020) Iran to show English 200 in-service  EFL teachers’

language teachers’
epistemological beliefs,
teaching styles, and
possible between EB and
teaching styles.

teachers

teaching style is
informed by their
epistemological
beliefs
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As shown in Table 4, all of the studies conducted in other countries investigated
the relationship between epistemological beliefs and other constructs in a similar line
with the studies conducted in Turkey. These constructs are EFL teachers’ conceptions
of teaching and learning, pre-service EFL teachers’ assessment orientations, and
teaching styles. Different from the studies in Turkey, some of the studies conducted in
other countries investigated the impacts of educational level and gender on
epistemological beliefs and contributions of epistemological beliefs to learning strategy

use.

2.3. Teaching-Learning Conceptions

Teachers’ views or beliefs about teaching and learning have been investigated
intensely (Burns, 1996; Busch, 2010; Johnson, 1992; Kern, 1995; Peacock, 2001;
Richards & Lockhart, 1996; Smith, 1996) and have long been considered as a dynamic
affecting every aspect of their decisions about instruction. Chan and Elliott (2004) point
out that teaching and learning conceptions are related to teachers’ beliefs about their
preferred ways of teaching and learning and the roles of teachers and students.

Although sometimes called as student-centred and teacher-centred approaches
(Trigwell et al., 2005) or transmissive and progressive modes of learning (Chan &
Elliott, 2004), teaching and learning conceptions are often associated with two learning
models: traditional and constructivist conceptions (Chan and Elliott, 2004; Clements &
Battista, 1990; Clifford, 1992). While the former refers to the transmission of
knowledge from the teacher to students, the latter focuses on the construction of
knowledge based on students’ previous learning experiences with the guidance of the
teacher (Chan and Elliot 2004).
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Meighan and Meighan (1990) argue that when teachers accept learners as

“resisters” or “receptacles” or “raw materials”, they tend to teach in a teacher-centred

way; however, when they see learners as “clients” or “partners” or “individual

explorers” or “democratic explorers”, they teach in a learner-centred way. There are a

lot of differences between traditional and constructivist conceptions in terms of

constructs such as learning and teaching, teachers’ and learners’ role, motivation, and

evaluation. Table 5. illustrates how Traditional and Constructivist Models of Education

are different from each other according to Kohonen (1992).

Table 5

Traditional and Constructivist Models of Education

Dimensions

Traditional Model:

Behaviourism

Experiential Model:

Constructivism

1. View of Learning

Transmission of knowledge

Transformation of knowledge

2. Power Relation

Emphasis on teacher's authority

Teacher as "learner among learners"

3. Teacher's Role

Providing mainly frontal
instruction; professionalism as

individual autonomy

Facilitating learning (largely in small
groups; collaborative

professionalism)

4. Learner's Role

Relatively passive recipient of
information; mainly individual

work

Active participation, largely in

collaborative small groups

5. View of Presented as "certain", application ~ Construction of personal knowledge;
Knowledge problem-solving identification of problems
Static; hierarchical grading of Dynamic; looser organization of
6. View of subject matter, predefined content  subject matter, including open parts
Curriculum and product and integration
Emphasis on process; learning skills,
7. Learning Knowledge of facts, concepts and self-inquiry, social and

Experiences

skills; focus on content and product

communication skills

8. Control of Process

Mainly teacher-structured learning

Emphasis on learner; self-directed

learning

9. Motivation

Mainly extrinsic

Mainly intrinsic

10. Evaluation

Product-oriented: achievement
testing; criterion-referencing (and

norm referencing)

Process-oriented: reflection on
process, self- assessment; criterion-

referencing
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Table 5. Kohonen, V. (1992). Experiential language learning: Second language
learning as cooperative learner education. In D. Nunan (Ed.), Collaborative Language

Learning and Teaching. Cambridge: Cambridge University Press.

2.3.1. Traditional Conception

The belief that knowledge can be simply given to learners by the instructor
underlies the traditional conceptions of teaching and learning (Dewey 1897). In
traditional conception, knowledge is transmitted from the teacher to students as the
teacher is viewed as the source of knowledge (Chan and Elliot 2004). While the teacher
plays the dominant role in transmitting information, students are the passive receivers.
Traditional education also isolates the learners from social interaction (Dewey, 1987)
since they are passive and directed only by the teacher. In traditional conception,
learning is receiving information, especially from the teacher and textbooks to make
students learn well-defined concepts (Howard et al, 2000). According to Cohen (1988),
in traditional conception, while teachers are described as "tellers of truth who inculcate
knowledge in students™ (p. 15), students have the passive role of being "accumulators of
material who listen, read, and perform prescribed exercises” (p. 15). This means
teachers are the only authority who knows the subject well and convey it to the students
accurately and clearly.

When the second or foreign language teaching is the case, traditional approaches
give priority to grammar teaching as the basis of language proficiency, and grammar is
taught through direct instruction composed of repetitions and drills (Richards, 2006).
Such approaches employ several techniques that require memorization, question-and-
answer practice, and drilling. A typical lesson conducted with a traditional approach has
a three-phase sequence (Richards, 2006); Presentation (explanation of the new structure
by the teacher), Practice (use of new structure through drills and substitution exercises),
and Production (use of new structure in a different context). Such conceptions place the
teacher in the centre of the learning process giving them the responsibility to teach by
transferring the knowledge to learners. The one who actively talks interacts, and asks is
the teacher while students listen, get what they are given, and do not ask why.

Traditional approaches began to lose their popularity with the start of a reaction
to grammar-based instruction in the 1970s. With the realization of the necessity to learn



30

the knowledge and skills needed for communicative purposes, learning grammar being
the focus of language learning has been questioned (Richards, 2006).

2.3.2. Constructivist Conception

Constructivism emerged and became the dominant paradigm in education in the
1980s. In constructivist conception, active learning environments are created to permit
critical thinking, collaborating and discovering (Chan and Elliot 2004). In such an
environment, students are involved in higher-order thinking and they do activities like
reading, discussion, writing, having the emphasis on students’ exploration of their own
attitudes and values (Bonwell & Eison, 1991).

While the teacher is the authority who transmits the knowledge in traditional
conception, knowledge is created through the interaction of students with each other, or
through the interaction of students and teachers, and the teacher is a facilitator during
this constructions process in constructivist conception (Watkins, 1998). This conception
is considered as learner-centred since learners use sensory inputs and constructs
meaning out of those inputs in the learning process. Dewey (1987) points out that the
learner is not passive who receives but is involved in the learning process. In other
words, the learner is responsible for learning by being an active participant in the
learning process.

In language teaching, constructivism requires action-oriented learning,
cooperation between students and creativity. It is based on the student-centred learning
in which learners can use their own knowledge to develop or construct something
autonomously. Teachers play a facilitating role in the learning process by using
appropriate strategies and techniques. In a student-centred classroom, learning takes
place by learning how to learn and through experiments, solving real-life problems,
reflection, interaction, and discussion while traditional classrooms require the teacher to
transmit the knowledge to students. Constructivism is rooted in notions from cognitive
constructivism grounded in the work of Piaget (1970) and social constructivism

focusing on the social construction of knowledge proposed by Vygotsky (1978).

2.3.2.1. Piaget

According to Piaget’s theory of cognitive constructivism, people should
construct their own knowledge instead of being given the information directly (Piaget,
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1953). Learning is considered as a developmental process, which occurs through the
construction of new understandings. In this theory, children go through three distinct yet
interrelated processes; assimilation, accommodation, and equilibrium. Assimilation is
when new experiences are integrated into existing schema and accommodation is when
children change their schemas to accommodate the new information (Piaget, 1953).
Equilibrium is the outcome of these processes, which is the achievement of new
understandings, coherence, and cognitive stability (Piaget, 1953). Piaget's theory of
cognitive development suggests that children construct their knowledge cognitively by

passing through a series of stages (1953).

2.3.2.2. Vygotsky

Vygotsky (1978) underscored how effective the social environment is on
learning and knowledge construction. Children’s thinking and meaning-making are
socially constructed when they interact with their environment in which learning is
facilitated by parents, peers, teachers, and others around them. One of Vygotsky’s main
theories is the zone of proximal development which is described as the distance between
the learners’ actual developmental level and the level of their potential development,
which is achieved when the child is helped in learning a concept (Vygotsky, 1962). This
help may consist of active engagement, the pursuit of different paths to discover,
concept acquisition, and external and internal scaffolding. are central to the learning
process. While external scaffolding includes breaking down tasks into comprehensible
components, modelling, coaching, providing feedback, and appropriating responsibility
for learning to learners by the others, internal scaffolding means the learner’s reflection
and self-monitoring. In a school context, teachers can provide instructional support by
designing appropriate, authentic, and meaningful lessons and by scaffolding which is to

help learners achieve (Wood et al., 1976).

2.3.3. The Relationship of Teaching-Learning Conceptions to Other Constructs

The relationship between teaching-learning conceptions and other constructs has
been investigated in different studies so far. Chan and Elliot (2004) investigating the
relationship between epistemological beliefs and conceptions of teaching and learning

found a correlation between the dimensions ‘innate ability’, ‘authority knowledge’,
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‘certain knowledge’ and ‘traditional teaching’ conception. and a correlation between the
dimension ‘learning effort’ and ‘constructivist teaching’ conception.

Self-efficacy was another construct investigated with teaching styles. Heidari et
al, (2012) investigated the relationship between two key personality factors of teachers,
namely self-efficacy and teaching styles in an lIranian EFL context. They found a
significant relationship between teachers’ self-efficacy and their teaching styles and a
significant difference in teachers’ self-efficacy with regard to their teaching styles.

Tavakoli et al, (2015) conducted research to learn whether teachers’ traditional
and constructivist conceptions of teaching and learning may have any role to play in the
formation of teacher prejudice. The results showed significant positive correlations
between traditional conceptions of teaching and learning and teachers’ bias towards
perfectionism as well as their biases against the use of learners’ first language and their
risk-taking behaviour. They also found negative correlations between the constructivist
conceptions of language teaching and learning and teachers’ bias in favour of the
Western culture as well as their bias against learners’ use of the L1.

Another construct investigated in studies related to teaching and learning
conceptions was teacher burnout. Zabihi and Khodabakhsh (2017) conducted a study
with 74 teachers to find out the dominant type of teaching/learning conceptions among
the second language and to see if there is any relationship between L2 teachers’
teaching/learning conceptions and their burnout level. They found that teachers were
more inclined towards constructivist conceptions of teaching and learning and a
significant positive correlation between teachers’ total burnout level alongside two of its
subscales and their traditional conceptions of learning and teaching.

Yalgin (2019) investigate the relationship between epistemological beliefs,
curriculum design orientations preferences, and teaching styles of 472 pre-service
English teachers. He found out that pre-service English teachers adopted
facilitator/personal model/expert and delegator/facilitator/expert teaching styles, which
are categorized as student-centred teaching styles. He also found a significant
relationship between teaching styles and curriculum design orientations preferences.

In another study, Solemani (2020) investigated English language teachers’
epistemological beliefs, teaching styles, and possible relationships between
epistemological beliefs and teaching styles with a sample of 200 EFL teachers. The

results showed that the facilitator style is the dominant style of teaching and learners.
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She also found out that EFL teachers' teaching style is informed by their
epistemological beliefs.

Sarigoban and Kirmizi (2021) conducted research to see potential correlations
between and among pre-service EFL teachers’ epistemological cognitions, perceived
engagement levels, and instructional preferences. The results showed that teacher
engagement plays an important role in EFL teachers’ instructional preferences and that
the ability to lean and source of knowledge dimensions was influential on transmission-

based teaching.

2.3.4. Teaching-Learning Conceptions Measurement Instruments

Teaching and learning have been investigated through different instruments
which measure teaching and learning conceptions, teaching styles, or teaching practices
in various studies. One recent and most widely used instrument is the Teaching and
Learning Conceptions Instrument (TLCQ) designed by Chan and Elliott (2004). The
questionnaire has 30 items scored based on a Likert scale of 5 points (1=Never;
2=Rarely; 3=Sometimes; 4=0ften; 5=Always). There are two subscales in the
questionnaire: constructivist conceptions (12 items) and traditional conceptions (18
items). Aypay (2011) conducted a study with 342 pre-service teachers studying at a
Turkish university in order to adapt the scale into the Turkish context. Turkish version
of the scale consists of the same items and factors as the original scale.

Another instrument investigating teaching styles is the Teaching Styles
Inventory developed by Grasha (1996). There are 40 items and five subscales on the
scale which indicate five different: expert, formal authority, personal model, facilitator,
and delegator. Each item is scored on a 7-point Likert scale from 1 (strongly disagree)
to 7 (strongly agree). The scale was adapted into Turkish context by Uredi (2006).

Choi and Lee (2000) developed a scale named Teaching Practices Scale in order
to find out how frequently teachers use teaching practices. The scale consists of two
subscales: communicative and non-communicative teaching and 8 items scored based

on a 6-point rating scale (1 refers to Never, 6 refers to Always).
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Table 6.

Sample Scales of Teaching and Learning Conception

Designer of the Scale  Scale Items Sub-scales
2 sub-scales

Teaching and Learning

Chan & Elliott (2004)  Conceptions Instrument 30 items constructivist conceptions
(TLCQ) traditional conceptions
5 sub-scales
expert
Teaching Styles ) formal authority
Grasha (1996) 40 items
Inventory personal model
facilitator
delegator
2 sub-scales
) Teaching Practices ) oo
Choi and Lee (2000) 8 items communicative

Scale

non-communicative teaching

2.3.5 Research on Teaching-Learning Conceptions

The research on teaching-learning conceptions studies that have been conducted

so far has shown that there are several studies conducted in Turkey. Most of the

research in this field has been made in other countries. The relevant studies conducted

in the EFL context in Turkey and in other countries are presented in the forthcoming

sections.

2.3.5.1 Research on Teaching-Learning Conceptions in EFL context in Turkey

Several studies were conducted with pre-service and in-service EFL teachers on

the sense of self-efficacy in the EFL context. The results of the literature review have

been shown in Table 7. The authors, date, aim of the study, participants, and

conclusions of each study are presented in the table.
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Representative Studies on the Teaching-Learning Conceptions in Turkey

Author(s) Aim Participants Conclusions
(Date)
Canbay, O. & to determine the university 4 in-service The type of the institution where
Beceren, S. instructors’ conceptions of teachers the teachers work is not a strict
(2012) teaching in ELT departments factor that shapes the way how the
teachers teach and how they define
some of the components of
teaching.
Kaymakamoglu, to investigate the EFL teachers’ 10 in-service The findings showed that
S. E. (2017) beliefs, perceived practice and teachers traditional practice was more
actual classroom practice in frequent than communicative
relation to traditional and potentially constructivist practice
constructivist teaching
Yal¢in, F. to investigate the relationship 472 pre-service Pre-service English teachers
(2019) between epistemological teachers preferred student and problem
beliefs, curriculum design centred curriculum design
orientations preferences and orientations most, subject-centred
teaching styles of pre-service curriculum design orientations
English teachers least. They had sophisticated
epistemological beliefs
Dogan, C. to investigate the relationship 152 in-service They use both teaching practices.
(2020) between the levels of English teachers The frequency of employing
teachers’ self-efficacy beliefs communicative teaching practices
and their classroom practices. is higher. There is a significant
positive relationship between self-
efficacy and communicative
teaching practices, no significant
relationship was determined with
non-communicative teaching
practices
Ozdemir, M. to examine the perceived 323 in-service Efficacy in student engagement
(2020) levels of EFL instructors’ teachers could predict personal model,
overall self-efficacy beliefs facilitator, and delegator teaching
and self-efficacy beliefs for styles, and efficacy in instructional
student engagement, classroom strategies predicts personal model,
management, and instructional facilitator, and formal authority
strategies teaching styles.
Kirmizi, O. & to examine the relationship 105 pre-service Pre-service teachers moderately
Irgatoglu, A. between pre-service EFL teachers agreed with the sub-dimensions of
(2021) teachers’ epistemological epistemological beliefs. The most

Sarigoban, A. &
Kirmiz, O.
(2021)

beliefs and their approaches to
teaching.

to see potential correlations
between and among pre-service
EFL teachers’ epistemological
cognitions, perceived
engagement levels, and
instructional preferences

149 pre-service
teachers

important sub-dimension
predicting teaching approaches is
the effort dimension of
epistemological beliefs

The ability to learn and source of
knowledge dimensions of
epistemological beliefs affect
transmission-based teachin
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Table 7. shows that there are several studies related to teaching and learning
conceptions in the Turkish EFL context. The studies investigated the teaching and
learning conceptions of in-service and pre-service EFL teachers and the relationship
between teaching and learning conceptions and other constructs. These constructs are
teachers’ beliefs, perceived practice, epistemological beliefs, curriculum design
orientations preferences, self-efficacy beliefs perceived engagement levels. The studies
investigate teaching and learning conceptions with different names or perspectives such
as actual classroom practice in relation to traditional (teacher-centred) and constructivist
(learner-centred) teaching, teaching styles, classroom practices, instructional strategies,

and instructional preferences.

2.3.5.2 Research on Teaching-Learning Conceptions in EFL context in other
countries

Studies related to teaching and learning conceptions have also been conducted in
other countries with pre-service and in-service EFL teachers, especially in Iran. The
results of the literature review have been shown in Table 8. The authors, date, country
where the study was conducted, the aim of the study, participants, and conclusions of

each study are presented in the table.
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Table 8.
Representative Studies on the Teaching-Learning Conceptions in Other Countries
Author(s) Country Aim Participants Conclusions
(Date)
Heidari, F., Iran to examine the 102 in-service  There is a significant
Nourmohammedi, relationship between teachers correlation between
E. & Nowrouzi, H. self-efficacy and teachers’ teaching styles
(2012) teaching styles in an and their self-efficacy.
Iranian EFL context.
Ketabi, S., Zabihi, Iran to investigate the 92 pre-service  Most of the participants
R. & Ghadiri, M. relationship between teachers adopted traditional
(2013) pre-service EFL conceptions. There were
teachers’ significant positive
epistemological beliefs relationships between
and their conceptions of traditional
teaching and learning. teaching/learning
conceptions and some
dimensions of
epistemological beliefs.
Tavakoli, M., Iran to see whether teachers’ 124 in-service  The results showed the
Zabihi, R. & traditional and teachers prevalence of
Ghadiri, M. (2015) constructivist constructivist teaching
conceptions of teaching inclinations among Iranian
and learning affect English language teachers.
teacher prejudice.
Zabihi, R. & Iran to investigate the 74 in-service Teachers were more
Khodabakhsh, M. dominant type of teachers inclined towards
(2017) teaching/learning constructivist conceptions
conceptions among of teaching and learning.
second language
teachers
Sayed, M. M. & Iran to explore the 120 in-service  Iranian EFL teachers have
Goudarz, A. (2020). correlation between teachers high perceptions of
EFL teachers’ constructivists teaching
epistemological beliefs and learning.
and their conceptions of
teaching and learning.
Soleimani, N. Iran to investigate English 200 in-service  EFL teachers teaching
(2020) language teachers’ teachers style is predicted by their

epistemological beliefs,
teaching styles and
possible relationships
between EB and
teaching styles.

epistemological beliefs.
EFL teachers
predominantly practice
facilitator style of
teaching.

It can be seen from Table 8. that the studies conducted in other countries

investigated the teaching and learning conceptions of in-service and pre-service EFL

teachers and the relationship between teaching and learning conceptions and other
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constructs. Self-efficacy, epistemological beliefs, teacher prejudice and burn-out level are the

constructs investigated in the studies related to

2.4. Bandura’s Social Cognitive Theory

In social cognitive theory, people are in dynamic interaction with their
environments. What people do is not only producing but also contributing to cognitive
life circumstances (Bandura, 2006). According to Bandura (1989), personal factors,
behavioural factors, and environmental factors are three elements that work in a
bidirectional interaction in which they affect each other. This is called “triadic

reciprocal determinism” (Bandura, 1989, p. 2) (See Figure 1.).

Figure 1. Theoretical Model of Triadic Reciprocal Interaction

Behavior

Personal
Factors

Environment

Figure 1. Theoretical Model of Triadic Reciprocal Interaction. Bandura, A. (1997).
Self-efficacy: The exercise of control. W. H. Freeman and Company.

Behaviour, personal factors, and environment reciprocally interact with each
other, which results in individuals’ cognitive and psychological development.
According to this model, “what people think, believe, and feel affects how they
behave.” (Bandura, 1989, p. 3). There is an interaction between internal personal factors
and behaviour. Cognitive, affective, and biological events consisting of internal
personal factors shape behaviour. Similarly, behaviour can also affect thought patterns
and emotional reactions. There is another interaction between behaviour and the

external environment. This means that our behaviour can change the environmental
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conditions, and the environment can change our behaviour. There is also an interaction
between the external environment and internal personal factors. Even if we do not say
or do anything, our characteristics can affect the environment. Similarly, the
environmental factor has the power to affect our characteristics.

Behaviourist theories explaining human behaviour as observable acts governed
by stimulus-response sequences are considered to be different from Bandura’s social
cognitive theory emphasizing both environmental and behavioural variables in the
process of conceptualizing human change (Pajares, 2002).

Bandura (2001, 2006) suggests four main components of human agency:
intentionality, forethought, self-reactiveness, and self-reflectiveness. Intentionality is
defined as agency referring to our intentional actions (Bandura, 1997). Forethought
involves “the temporal extension of agency”, self-reactiveness is “the ability to
construct appropriate courses of action and to motivate and regulate their execution”
and self-reflectiveness is a “metacognitive capability to reflect upon oneself and
adequacy of one’s thoughts and actions” (Bandura, 2006, p.164-165).

The theory supports the idea that both intrinsic factors and environmental factors
are effective in shaping what we can do, and we consciously learn things and shape our
capabilities, which means human agency (Bandura, 2001). Bandura classifies human
agency as personal, proxy, and collective (2001). The first one is our conscious and self-
regulatory nature. The second one is about the social aspect of our lives. The last one is
about how we live in groups with our shared values and properties. Our self-efficacy
beliefs are determined with human agency (Bandura, 2001).

2.5. Self-efficacy

Self-efficacy is a concept based on Social Cognitive Theory and defined as
“beliefs in one’s capabilities to organize and execute the courses of action required to
produce given attainments” (Bandura, 1997, p. 3). After the publication of the article
titled “Self-efficacy: toward a unifying theory of behavioural change” (Bandura, 1977),
the self-efficacy concept started to gain importance. We can evaluate our own
capabilities to organize and complete an action. How we think, feel and behave is
determined by our self-efficacy beliefs.

When we have confidence in our capabilities, we can manage to deal with a

difficult task if we have a high sense of efficacy (Bandura, 1994). Thus, self-efficacy is
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an important concept, which leads to giving up in the face of a difficult task if we do not
have the belief that we will be successful (Pajares, 1996). Schunk (1990) states that if
we have a high sense of efficacy in a specific area, we tend to set higher goals and fail
less and even if we fail, we tend to search for new strategies.

The concept of self-efficacy is different from self-concept and self-esteem.
Pajares and Schunk (2001) point out that self-concept and self-esteem contain general
sums, and they are composed of different sources. However, self-efficacy is related to
how we see our competence rather than the exact level of competence. Jabbarifar (2011)
points out that since self-efficacy is task-specific, high efficacy in one task may not be
at the same level in another task. According to Bandura (1997) self-esteem is related to

how we value our-selves, but self-efficacy is related to how well we perform a task.

2.5.1. Sources of Self-Efficacy

According to Bandura (1977), people acquire their self-efficacy beliefs from
four sources (See Figure 2.):

Figure 2. Sources of Self-efficacy

Mastery/Enactive Social - Verbal
Experiences Persuasion

Vicarious/Modelling Physiological and
Experiences affective states

Figure 2. Sources of Self-efficacy. Bandura, A. (1997). Self-efficacy: The exercise of
control. W. H. Freeman and Company.
Bandura (1997) explains the process as follows:
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In processing the information from the four sources, there are two separate
functions. The first one is the types of information people attend to and use as indicators
of personal efficacy, and second function is “the combination of rules and heuristics

people use to integrate efficacy information from different sources (p. 55).

Mastery experiences are the most powerful source and play an important role in
both strengthening and weakening self-efficacy beliefs. Since they are the evidence of
people’s actual capabilities, mastery experiences are the most effective source (Bandura,
1997). Our experiences are accepted to be the essential sources for self-efficacy
formation. When we are successful, the enthusiasm to achieve again will increase and
we will have the belief of self-efficacy by believing in our capabilities. Similarly, when
we have failures, there will be a decrease in our expectations and self-efficacy. Bandura
(1994) states that “successes build a robust belief in a person’s efficacy and that failures
undermine it, especially if failures occur before a sense of efficacy is firmly
established” (p. 72).

Vicarious experiences are considered to be the second source of self-efficacy.
They refer to the experiences we gain in our social environment by observing the others
with whom we find similarities and take as a model (Bandura, 1997). Such experiences
contribute positively to the observer’s self-efficacy. According to Bandura (1997),
vicarious experiences "alter efficacy beliefs through the transmission of competencies
and comparison with the attainment of others™ (p. 79). If the target model experiences
failure, this decreases the motivation of the observer and plays a negative role in the
development of self-efficacy beliefs (Brown & Inouye, 1978).

Social/verbal persuasion is considered to be another means of strengthening
people’s self-efficacy beliefs. When we are encouraged by others about our capabilities
and potential to be successful, we can find ways to be successful. We can be persuaded
by others thanks to their feedback especially in the course of challenging situations.
Social/verbal persuasion may not be enough to gain self-efficacy, but it contributes to
the beginning of a task by encouraging (Bandura, 1994).

Physiological and affective states defined as “from which people judge their
capableness, strength, and vulnerability to dysfunction” by Bandura (1997, p. 79) refer
to our emotions and mood which affect our self-efficacy beliefs. Negative emotions

such as anxiety, and stress can negatively influence our belief in our capabilities and
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performance while positive emotions such as joy and pleasure positively contribute to
our self-efficacy beliefs.

2.5.2. Teacher Sense of Self-Efficacy

A teacher sense of self-efficacy is defined as teachers’ beliefs about their
capabilities to be successful in teaching-related activities like engaging and motivating
(Bandura, 1977). According to Duffin, French & Patrick (2012) teachers “need to be
confident in their abilities to enact effective instructional practices that result in
students’ learning, motivation, and other positive outcomes” (p. 827). Teacher sense of
self-efficacy involves the teachers’ belief in their capability to accomplish the tasks in
the teaching context (Tschannen-Moran et al., 1998). Therefore, having high levels of
self-efficacy is important for teachers to use a variety of instructional techniques and
strategies, to interact with students, and to cope with the problems occurred in the
classroom.

Teachers’ sense of efficacy affects the classroom environment created and the
learning tasks used by teachers (Bandura, 1997). Ashton (1984) states that teacher self-
efficacy is directly related to student achievement. A high level of self-efficacy is also
associated with enhancing student motivation (Ashton & Webb, 1986; Roeser,
Arbreton, & Anderman, 1993), increasing self-esteem (Borton, 1991), having more
positive attitudes toward school (Miskel, McDonald, & Bloom, 1983) and decreasing
classroom management problems (Chacon, 2005). All these studies show that teacher
self-efficacy has a direct influence on student outcomes.

Teachers are expected to be open to new ideas and be ready for the requirements
of the new era, which means taking action for personal and career development all the
time. Cousins and Walker (2000), Guskey (1988), and Stein and Wang (1988) point out
that high self-efficacy levels of teachers help them try new methods, adopt new ideas
and be open to innovations to conduct a more effective teaching process. Teachers who
have a high level of self-efficacy also use new techniques better and they are good at
classroom management and teaching tasks compared to the ones who have a low level
of self-efficacy (Ozder, 2011). Teachers with high efficacy levels are more enthusiastic
about their profession (Guskey, 1982), and more committed to their jobs (Evans &
Tribble, 1986; Coladarci, 1992). Ashton & Webb (1986) point out that teachers with

high efficacy are less critical about the mistakes made by students.
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2.5.3. Teacher Efficacy Measurement Instruments

There are several teacher efficacy measurement instruments that has been used
by researchers for many years. Bandura (1997) developed a teacher self-efficacy scale
which consists of 30 items and seven sub-scales; efficacy on decision making, school
resources, instructional efficacy, disciplinary efficacy, parental involvement,
community involvement, and efficacy to create a positive school climate. Each item on
the scale is measured on a 9-point scale ranging from 1-nothing to 9- a great deal. One
sample item from the scale is “How much can you do to get students to believe they can
do well in schoolwork?” This scale inspired other researchers to develop teacher
efficacy scales.

The teacher self-efficacy scale (TSE) involving 30 items was developed by
Gibson and Dembo (1984). There are two sub-scales in the scale: personal teaching
efficacy and general teaching efficacy. Each item on the scale is measured on a 6-point
scale ranging from strongly disagree to strongly agree. One sample item from the scale
is “When a student gets a better grade than he usually gets, it is usually because I found
better ways of teaching.”. This scale was used by many researchers and it was validated
in various contexts.

One recent and most widely used scale developed by Tschannen-Moran and Hoy
(2001) is the Ohio State Teacher Efficacy Scale (OSTES) or Teachers’ Sense of
Efficacy Scale (TSES). This scale has 24-item long and 12-item short versions. There
are three sub-scales in the scale; efficacy for student engagement, efficacy for
instructional strategies, and efficacy for classroom management. One sample item from
the scale is “How much can you help other teachers with their teaching skills”. The

most widely used teacher self-efficacy scales are given below (Table 9.).
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Designer of the Scale Scale Items Sub-scales
Bandura (1997) Teacher Self- 30 items 7 sub-scales
efficacy scale (TSS) efficacy to influence decision making
efficacy to influence school resources
instructional efficacy
disciplinary efficacy
efficacy to enlist parental involvement
efficacy to enlist community
involvement
efficacy to create a positive school
climate
Gibson & Dembo (1984)  Teacher self- 30 items 2 sub-scales
efficacy scale personal teaching efficacy
(TSE) general teaching efficacy
Tschannen Moran & Hoy Ohio State Teacher  a 24-item 3 sub-scales
(2001) Efficacy Scale long form efficacy in student engagement
(OSTES) or a 12-item efficacy in instructional strategies
Teachers’ Sense of  short form efficacy in classroom management
Efficacy Scale
(TSES
Skaalvik & Skaalvik Norwegian Teacher 24 items 6 sub-scales
(2007) Self-efficacy Scale instruction
(NTSES) adapting education to individual
students' needs
motivating students
keeping discipline
cooperating with colleagues and
parents coping with changes and
challenges
Dellinger, Bobbett, Teachers’ Efficacy 30 items 3 sub-scales

Olivier & Ellett (2008)

Beliefs System-Self
(TEBS- Self)

classroom management
communication/clarification
accommodation of individual

differences

2.5.4. The Relationship of Teacher Sense of Self-Efficacy to Other Constructs

The relationship between the sense of self-efficacy and other constructs has been

investigated by a number of researchers. Esen (2012) conducted a study to explore
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English language teacher’s general and professional sense of self-efficacy profile
according to their gender, school type, years of experience, department graduated, and
academic level, and to investigate whether the level teachers’ genecral self-efficacy
predict their English language teaching sense of self-efficacy level and to develop a
reliable and valid scale based on the English language teacher proficiency indicators
determined by the Ministry of National Education in order to obtain the professional
sense of self-efficacy data of English language teachers. She has found a positive and
meaningful correlation between each dimension of teachers’ professional sense of self-
efficacy and general self-efficacy, and that teachers’ professional sense of self-efficacy
can be highly predicted by general self-efficacy.

Another construct investigated in the studies related to self-efficacy as a variable
was instructional strategies. Eslami and Fatahi (2008) conducted a study to examine the
efficacy beliefs of non-native English speaking Iranian EFL teachers, their perceptions
of teaching efficacy in terms of personal capabilities to teach English as a Foreign
Language, and perceived English language proficiency level. They found that the more
efficacious the teachers felt, the more inclined they were to use communicative-based
strategies.

Kotbas (2018) investigated the relationships among pre-service EFL teachers’
English self-efficacy, teacher goal orientations, and academic achievements. He found
positive correlations between English self-efficacy and teacher goal orientation, English
self-efficacy and academic achievement, academic achievement, and goal orientations.

Problem-solving skills were also investigated as a variable in self-efficacy
studies conducted in the ELT context. Behjoo (2013) investigated the relationship
between self-efficacy, academic self-efficacy beliefs, problem-solving skills, and
foreign language achievement among prospective ELT teachers. He found a statistically
significant relationship among self-efficacy, academic self-efficacy, problem-solving
skills, and foreign language achievement of the prospective teachers.

Professional identity was another construct investigated in studies related to self-
efficacy. ilgér (2019) examined the relationship between English language teachers’
professional identity perceptions and self-efficacy beliefs. She found out that
participants’ professional identity perceptions were high, and their professional identity
perceptions differed significantly according to gender, age, years of teaching

experience, faculty graduated from and school type at which they work. She also found
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that there was a positive correlation between professional identity perceptions and self-
efficacy beliefs.

Tasc1 (2019) investigated EFL instructors’ self-efficacy beliefs and motivation
beliefs about both intrinsic and extrinsic dimensions. She found that instructor’s
instructional strategies and student engagement beliefs associate with intrinsic
motivation beliefs, and a relationship between intrinsic and extrinsic motivation
variables and self-efficacy.

Another construct investigated in the studies related to epistemological beliefs as
a variable was emotional intelligence and teacher knowledge. Karakas (2016)
investigated pre-service ELT teachers’ sense of self-efficacy, emotional intelligence
(EQ), and teacher knowledge in search of constituents of teacher identity. She found
that after completing the teaching practice, pre-service teachers’ sense of self-efficacy,
emotional intelligence, and teacher knowledge levels grew higher, so they were
developmental in nature. The teaching experience was found to have an important
impact on pre-service teachers’ sense of self-efficacy, emotional intelligence, and
teacher knowledge in teacher identity shaping.

Mizrak (2019) investigated the burnout levels and self-efficacy beliefs of
English instructors. The results of the study showed that there was a moderate and
negative correlation between instructors’ self-efficacy beliefs and their burnout levels,
which means enhancing teachers’ self-efficacy tends to have a positive influence on

diminishing teachers’ burnout.

2.5.5 Research on Self-Efficacy Beliefs

To examine the research on self-efficacy that has been conducted so far, an
extensive literature search was performed to elicit empirical studies conducted in
Turkey and in other countries. The review indicated that there has been a number of
studies conducted in different fields and several studies in the EFL context. The relevant
studies conducted in the EFL context in Turkey and in other countries are presented in

the forthcoming sections.

2.5.5.1 Research on Sense of Self-Efficacy in EFL context in Turkey

Several studies were conducted with pre-service and in-service EFL teachers on

the sense of self-efficacy in the EFL context. The results of the literature review have
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been shown in Table 10. The authors, date, aim of the study, participants, and

conclusions of each study are presented in the table.

Table 10.

Representative Studies on Self-efficacy in EFL contexts in Turkey

Author(s) Aim Participants Conclusions

(Date)

Atay, D. to investigate the change of pre- 78 pre-service  There was a positive change in the

(2007) service English language teachers beliefs regarding instructional
teachers' self-efficacy beliefs strategies and student engagement as
throughout practicum process. a result of practicum.

Kimav, A. to examine EFL teachers’ 127 in-service  Personal teaching efficacy did not

U. (2010) experiences with the teachers associate with emotional exhaustion.
interrelationship between
individual and collective
teacher efficacy and burnout

Sahin, F. E.  to investigate changes in pre- 27 pre-service  Instructional strategies had higher

and Atay, D.  service EFL teachers’ self- teachers values than classroom management

(2010) efficacy beliefs in their training and student engagement, but overall
years and induction year levels of self-efficacy beliefs

increased linearly from training years
and decreased slightly through the
end of induction year

Sekerci, S. to investigate whether English 257 in-service  The instructors have high self-

A. (2011) competency, years of teaching teachers efficacy beliefs and feel more
experience, graduate efficacious in classroom management
department and self-reported than using instructional strategies.
proficiency predict instructors’ Experience, English competency and
self-efficacy beliefs. self-reported proficiency were

predictors of instructors’ overall self-
efficacy beliefs.

Esen, G. to investigate the primary 345 in-service A positive and meaningful correlation

(2012) school teachers between each dimensions of teachers’
English language teacher’s professional sense of self efficacy
general and professional sense and general self-efficacy was found.
of self-efficacy profile English language teachers’

professional sense of self efficacy can
be highly predicted by the general
self-efficacy level of the teachers.

Incegay, G. to investigate teacher self- 36 pre-service  There was a significant relationship

and Dollar, efficacy beliefs of English teachers between classroom management and

Y. K. (2012) language teachers. teacher self-efficacy.

Aslan, E. to examine the teacher efficacy 28 in-service A relationship among self-efficacy

(2013) beliefs, self-reported English teachers beliefs, the use of pedagogical

proficiency level and use of
pedagogical strategies EFL
teachers

strategies, and self-reported language
proficiency was found.
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Author(s) Aim Participants Conclusions
(Date)
Ekizler, F. to investigate the relationship 181 pre- In-service EFL teachers had higher
(2013) between pre-service and in- service self-efficacy than pre-service EFL
service teachers’ levels of self-  teacher, 111 counterparts with relation to the
efficacy and teaching concerns  in-service variables of student engagement,
teachers instructional strategies and classroom
management.
Ulkiimen, H.  to understand whether EFL 285 in-service  Years of experience, university type,
A. (2013) instructors’ mastery experience, teachers mastery experience and
university type, major and years administration support predict self-
of experience, colleague and efficacy beliefs of EFL instructors
administration support predict and mastery experience was the most
self-efficacy beliefs of EFL significant predictor.
instructors
Onbasi. M, to investigate the association 98 in-service EFL teachers had moderate level of
(2014) between EFL teachers’ self- teachers 307 efficacy in teaching writing and felt
efficacy beliefs and writing pre-service the least efficacious in student
efficacy. teachers engagement. Experience was also the
predictor of their self-efficacy beliefs.
Tager, D. to investigate the predictors of 434 in-service The instructors have a rather high
(2015) Turkish EFL instructors’ self- teachers overall level of self-efficacy in terms
efficacy beliefs at the tertiary of classroom management and
level instructional strategies
Dolgun, H. to explore pre-service and in- 180 in-service  Self-efficacy beliefs of pre-service in-
(2016) service EFL teachers’ levels of  teachers 75 service EFL teachers are relatively
self- efficacy beliefs. pre-service high.
teachers
Karakas, M.  to explore pre-service ELT 207 pre- Pre-service teachers’ sense of self-
(2016) teachers' sense of self-efficacy,  service efficacy, emotional intelligence and
emotional intelligence and teachers teacher knowledge levels grew higher
teacher knowledge in search of after completing the teaching
constituents of teacher identity. practice.
Ercan- to investigate pre-service EFL 208 pre- Pre-service teachers had a high level
Demirel, E.  teachers’ self-efficacy beliefs in  service of self-efficacy for their future
(2017) consideration of gender and age  teachers teaching career.
variables
Kotbas, E. to investigate the relationships 495 pre- Positive correlations between English
(2018) among pre-service EFL service self-efficacy and teacher goal
teachers’ English self-efficacy,  teachers orientation, English self-efficacy and
teacher goal orientations and academic achievement, academic
academic achievements achievement and goal orientations
were found.
Dolgun, H. to investigate whether there 180 in-service  There was a very slight difference
and Caner, were similarities or differences  teachers 75 between the two groups in overall
M. (2019) between pre-service and in- pre-service score of self-efficacy in favour of
service EFL teachers’ self- teachers pre-service teachers.

efficacy in Turkey.
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Author(s) Aim Participants Conclusions

(Date)

Can, S. to investigate university 374 in-service  that instructors have a rather high level

(2019) preparatory school instructors' teachers of self-efficacy. there was a significant
self-efficacy beliefs in teaching relationship between instructors' self-
English and its interaction with efficacy beliefs and their language
their background characteristics, proficiency. and that there was a
reported proficiency level in significant relationship between
English and their perceived use teaching experience and self- efficacy.
of teaching strategies

Ilgor, B. to investigate the relationship 290 in-service the participants had high levels of self-

(2019) between English language teachers efficacy. there was a significant
teachers’ (ELT) professional difference between the self-efficacy
identity perceptions and self- beliefs of ELT teachers in terms of
efficacy beliefs gender, the faculty they graduated from

and current job title.

Mizrak, P. to investigate the burnout levels 59 in-service Instructors have almost high levels of

(2019) and self-efficacy beliefs of teachers self-efficacy, and there is a moderate
English instructors and the and negative correlation between
relationship between instructors’ instructors’ self-efficacy beliefs and
self-efficacy beliefs and burnout their burnout levels, which highlights
levels and examine to what extent that enhancing teachers’ self-efficacy
self-efficacy beliefs differ in tends to have a positive influence on
instructors experiencing burnout diminishing teachers’ burnout.

Serin, N. to find out if there is a significant 58 in-service There is a significant difference

(2019) difference between the self- teachers between the self-efficacy levels of
efficacy beliefs of native and native and non-native English teachers
non-native English language with regard to some variables such as
teachers and to determine if experience and nativeness.
experience and self-efficacy are
related or not.

Tascl, C. to investigate the overall beliefs 221 in-service Instructors’ motivation beliefs

(2019) of EFL instructors regarding teachers significantly correlate with their self-
motivation beliefs about both efficacy beliefs. there is a significant
intrinsic and extrinsic dimensions correlation between motivation and
and self-efficacy beliefs self-efficacy beliefs

Dogan, to determine the relationship 152 in-service  The levels of English teachers' self-

C.(2020) between the levels of English teachers efficacy beliefs are quite high. there is a
teachers’ self-efficacy beliefs and significant positive relationship
their classroom practices. between self-efficacy and

communicative teaching practices

Ustiinbas, U.  to examine teacher self-efficacy 53 in-service Both groups had high levels of self-

(2020) and metacognitive awareness of teachers 96 efficacy and metacognitive awareness,
preservice and in-service English  pre-service and there was a strong relationship
language teachers and if there is teachers between self-efficacy and
any relationship between their metacognitive awareness.
self-efficacy beliefs and
metacognition.

Yilmaz, A to reveal the relationship between 151 in-service  There is a statistically significant

(2020) teachers’ mind-sets and their teachers relationship between teacher mind-set

perceived self-efficacy beliefs.

scale total score, self-efficacy total
score, and its subscales such as efficacy
in instructional strategies and
classroom management.
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As shown in Table 10., there are a number of studies related to self-efficacy
beliefs in the Turkish EFL context. The studies conducted investigated the overall self-
efficacy beliefs of in-service and pre-service EFL teachers, the sources of self-efficacy
beliefs, and the relationship between self-efficacy beliefs and other constructs. These
constructs are individual and collective teacher efficacy, burnout, English competency,
years of teaching experience, graduate department, self-reported proficiency, use of
pedagogical strategies, teaching concerns, academic self-efficacy beliefs, problem-
solving skills, foreign language achievement, mastery experience, university type,
colleague and administration support, writing efficacy, willingness to use
communicative activities, emotional intelligence, teacher knowledge in search of
constituents of teacher identity, teacher goal orientations, use of teaching strategies,
motivation beliefs, classroom practices, metacognitive awareness, teachers’ mind-Sets.
Different from the studies in other countries, some of the studies conducted in Turkey
investigated the change of pre-service English language teachers' self-efficacy beliefs
throughout practicum process or training years and induction year, and also similarities
or differences between pre-service and in-service EFL teachers’ self-efficacy beliefs,
and the difference between the self-efficacy beliefs of native and non-native English
language teachers.

2.5.5.2 Research on Self-efficacy in EFL context in other countries

Self-efficacy studies have also been conducted in other countries with pre-
service and in-service EFL teachers. After the literature review, it has been found that
self-efficacy studies are conducted in Iran by a majority. The results of the literature
review have been shown in Table 11. The authors, date, country where the study was
conducted, the aim of the study, participants, and conclusions of each study are

presented in the table.
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Table 11.

Representative Studies on Self-efficacy in EFL contexts in other countries

Author(s) Country Aim Participants Conclusions

(Date)

Gerges, G. USA to identify and describe 32 pre-service  there were not any significant

(2001) the relationship, ifany,  teachers correlations between the
between the teacher variables of instructional
efficacy of pre-service variation and pre-service
teachers and teachers' sense of teaching-
instructional variation efficacy.

Wertheim, C.  Israel to examine efficacy 191 pre- there are low but statistically

& Leyser, Y. beliefs and choices of service teacher  significant, positive

(2010) differentiated correlations between personal
instructional strategies teacher efficacy and each of
needed for effective the instructional categories for
teaching in inclusive the willingness to use and
classrooms perceived effectiveness.

Akbari, S. & Iran to examine the 447 in-service  Experienced had greater level

Moradkhani, associations between teachers of total efficacy beliefs,

S. (2010) experience/academic efficacy in student
degree, experience and engagement, classroom
teacher efficacy with. management, and instructional

strategies than novice
teachers’ efficacy beliefs

Skaalvik, E. M. Norway to put forward any 2249 in- There was no positive

& Skaalvik, S. relationship between service relationship between self-

(2010) teacher-self efficacy, teachers efficacy beliefs and teacher
social context, job burn-out.
satisfaction and burn-
out

Sabokrouh, F. Iran to explore the 68 in-service Teachers attitude toward the

(2014) perceptions of Iranian teachers language and their confidence
EFL teachers’ regarding were related to their’ current
English language and English proficiency level and
English language English as an International
proficiency and their Language.
sense of efficacy
guantitatively.

Phan,N.T.T.& Vietham to investigate the 8 in-service Social persuasion was the

Locke, T. (2015) sources of self-efficacy  teachers most influential element, and

of EFL teachers

vicarious experiences and
physiological/affective states
were reported to be additional
sources of self-efficacy.




52

Author(s) Country  Aim Participants Conclusions
(Date)
Choi, E. & Lee, Korea to explore the link 167 in-service  Language proficiency and
J. (2016) between self-efficacy teachers self-efficacy beliefs were
and language interdependent, and teachers
proficiency have minimum threshold
levels of language proficiency
as one aspect of effective
teaching behaviour.
Crook, C. Thailand  to investigate specific 257 in-service  Two variables, perceived
(2016) teacher characteristics teachers English proficiency and
and self-efficacy beliefs longevity resulted in
of EFL teachers. statistically significant
individual contributions to
explain why perceived self-
efficacy varied.
Marashi, H. & Iran to investigate the link 110 in-service  There was a significant
Azizi-Nassab, F. among self-efficacy, teachers relationship between
(2018) language proficiency proficiency and self-efficacy

and classroom
management

scores but no correlation
between proficiency and
classroom management.

Table 11. shows that the studies conducted in other countries investigate the

overall self-efficacy beliefs of in-service and pre-service EFL teachers, the sources of

self-efficacy beliefs, the relationship between self-efficacy beliefs and other constructs.

These constructs are experience/academic degree, social context, job satisfaction, and

burn-out, pedagogical success, gender, learner satisfaction and achievement, job

satisfaction, the well-being of teachers and classroom management. Most of the studies

resulting with no, slight or significant relationship were mostly conducted with in-

service EFL teachers.
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CHAPTER 11

METHODOLOGY

3.1. Introduction

This chapter presents the methodological approach of the study. It elaborates on
the research design, sampling and participants, data collection tools, data collection
procedure, and data analysis. The methodological details are presented in the headings,

respectively. Table 12. summarizes the main elements of the methodology of the study.

Table 12.

Main Elements of Methodology

Research Design Quantitative (Correlational)

Sampling Strategy Convenience Sampling

Participants 374 Pre-service, 192 In-service Teachers

42 Pre-service, 19 In-service

e Epistemological Beliefs
Questionnaire (EBQ)

e Teaching and Learning Conceptions

Data Collection Tools Questionnaire (TLCQ)

e Teacher Sense of Efficacy Scale
(TSES)

e Open-Response Questions Form

e Descriptive Statistics

Data Analysis e Content Analysis

3.2. Research Design

For the current study, a mixed-method approach was employed. It is the most
suitable design to use when the researcher seeks to build on the strengths of both
qualitative and quantitative data (Creswell, 2009). Convergent parallel mixed methods
design in which both qualitative and quantitative data was collected together, analysed
separately, and compared to see the confirmation or disconfirmation of the results
(Creswell, 2009) was used. For the quantitative part, this research is a correlational
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study which aims to find out the pre-service and in-service EFL teachers’
epistemological beliefs, teaching-learning conceptions and sense of self-efficacy, the
relationship among these dimensions and the differences between pre-service and in-
service EFL teachers’ epistemological beliefs, teaching-learning conceptions and sense
of self-efficacy. According to Dornyei (2007) “...the quantitative inquiry is systematic,
rigorous, focused, and tightly controlled, involving precise measurement and producing
reliable and replicable data that is generalizable to other contexts” (p. 34). In
quantitative research, data collection procures are based on numerical data, which
requires the use of statistical methods.

In terms of design, this is a descriptive study since it gives descriptive
information about the pre-service and in-service EFL teachers’ epistemological beliefs,
teaching-learning conceptions, and sense of self-efficacy. Mackey & Gass (2005) state
that the distribution of variables is given in a descriptive study without considering the
existing cause and effect relationship among variables or other hypotheses. This study
can also be considered as correlational research because of the fact that the relationship
among the pre-service and in-service EFL teachers’ epistemological beliefs, teaching-
learning conceptions and sense of self-efficacy is investigated. In correlational design,
the researcher explains the relationship between two or more variables and whether one
variable predicts the score on another variable by using the correlational statistic
(Creswell & Creswell, 2017).

The analyses have been conducted to seek answers to the following research
questions:

1. What are the pre-service EFL teachers’ epistemological beliefs, teaching-learning
conceptions and sense of self-efficacy?

2. What are the in-service EFL teachers’ epistemological beliefs, teaching-learning
conceptions, and sense of self-efficacy?

3. Is there a relationship between pre-service EFL teachers’

a. epistemological beliefs and teaching-learning conceptions?

b. epistemological beliefs and sense of self-efficacy?

c. teaching-learning conceptions and sense of self-efficacy?

4. s there a relationship between in-service EFL teachers’
a. epistemological beliefs and teaching-learning conceptions?
b. epistemological beliefs and sense of self-efficacy?

c. teaching-learning conceptions and sense of self-efficacy?
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5. Is there an effect of pre-service and in-service EFL teachers’ epistemological
beliefs on
a. their teaching-learning conceptions?
b. their sense of self-efficacy?
6. Is there an effect of pre-service and in-service EFL teachers’ teaching-learning
conceptions on their sense of self-efficacy?
7. Is there a significant difference between pre-service and in-service EFL
teachers’
a. epistemological beliefs?
b. teaching-learning conceptions?

c. sense of self-efficacy?

3.3. Sampling and Participants

The aim of this study was to investigate the pre-service and in-service EFL
teachers’ epistemological beliefs, teaching-learning conceptions, and sense of self-
efficacy. This means, every prospective teacher studying at English Language Teaching
departments in Turkey, and every English language teacher working in schools teaching
English as a Foreign Language was considered as a potential participant for the study.

The study was conducted with two different groups. In the first group, the
quantitative data was collected from 405 prospective teachers; however, after the
estimation of missing value and extreme value analysis, 31 participants were not
included in the analysis. Therefore, the first group consists of 374 4™ grade students
studying at the English Language Teaching departments of four state universities in
Turkey. Among those 374 participants, 42 pre-service teachers voluntarily accepted to
answer the open-response questions. The development of epistemological beliefs,
teaching learning conceptions and sense of self-efficacy have been considered to be
completed substantially before the end of four-year training during which they receive
training on content knowledge, pedagogical content knowledge and general pedagogical
knowledge. In addition, data was collected towards the end of the spring term
considering the fact that prospective teachers have completed their practicum which
give them a chance to practice in the real school context. In the second group, 205 in-
service teachers participated in the study at the very beginning. Similarly, the number

has changed after the estimation of missing data and extreme value analysis, and 13
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participants were not included in the analysis. The second group consists of 192 in-
service teachers working in state schools in Gaziantep province. 19 of the 192 in-service
teachers were volunteers to answer the open-response questions.

The sample was chosen based on the convenience sampling method
(Biiyiikoztiirk, 2019). This method can be used when it is hard to select a random or
systematic non-random sample, so the researcher reaches a sample that is available and
easy to reach (Fraenkel, Wallen, & Hyun, 1993). Demographic information of the pre-
service teacher is displayed in Table 13, and demographic information of the in-service

teacher is displayed in Table 14.

Table 13.

Demographic Characteristics of Pre-Service EFL Teachers

N %
Gender Male 80 21,4
Female 294 78,6
Age 20-25 years old 351 93,8
26-30 years old 10 2,7
31-35 years old 9 2,4
36-40 years old 4 1,1
Total Number 374
Table 14.
Demographic Characteristics of In-Service EFL Teachers
N %
Gender Male 38 19,8
Female 154 80,2
Age 20-25 years old 14 7,3
26-30 years old 41 21,3
31-35 years old 47 24,5
36-40 years old 41 21,3
41-45 years old 25 13
46-50 years old 16 8,3
51-55 years old 8 4,2
Years of experience 0-5 years 43 22,4
6-10 years 48 25
10 years or above 101 52,6
Education Bachelors 175 911
Master 17 8,9

Total Number 192
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3.4. Data Collection Tools

The present study which aimed to investigate the pre-service and in-service EFL
teachers’ epistemological beliefs, teaching-learning conceptions, and sense of self-
efficacy, the relationship among these dimensions, and the differences between pre-
service and in-service EFL teachers’ epistemological beliefs, teaching-learning
conceptions, and sense of self-efficacy. A variety of data collection tools were used to
gather data in order to answer the research questions (Permissions obtained for the
usage of the questionnaires are presented in Appendices 1-2). Table 15. shows the data

collection instruments and the research questions they aimed at answering.

Table 15.
Data Collection Instruments
The aim of the research question Data Collection Instrument
e To investigate the pre-service and in-service 1. Epistemological Beliefs
EFL teachers’ epistemological beliefs, Questionnaire (EBQ)
teaching-learning conceptions, and sense of
self-efficacy 2. Teaching and Learning
e To examine the relationship between pre- Conceptions Questionnaire
service and in-service EFL teachers’ (TLCQ)

epistemological  beliefs, teaching-learning
conceptions and sense of self-efficacy
e To examine the effect of pre-service and in- 3. Teacher Sense of Efficacy
service EFL teachers’ epistemological beliefs Scale (TSES)
on their teaching-learning conceptions and
sense of self-efficacy
e To examine the effect of pre-service and in-
service EFL teachers’ teaching-learning

conceptions on their sense of self-efficacy

e Confirming/disconfirming preliminary

findings 1. Open-Response Questions
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3.4.1. Epistemological Beliefs Questionnaire (EBQ)

Epistemological belief scale (EBS) which was developed by Chan and Elliott
(2002, 2004) was used to collect data about in-service and pre-service EFL teachers’
epistemological beliefs. The scale is based on the 63-item Epistemological Belief
Questionnaire designed by Schommer (1990). Since they found out that Schommer’s
scale was not applicable in the Hong Kong context (Chan and Elliott, 2000), they
adapted the scale with four sub-scales Innate/Fixed Ability, Learning Effort/Process,
Authority/Expert Knowledge, and Certainty Knowledge. They developed the new scale
using factors analysis, adding new items, and changing the existing items. They
validated the scale with a sample of 385 Hong Kong teacher education students by
means of confirmatory factor analysis (GFI = 0.93; AGFI = 0.93; RMSEA = 0.058), and
they conducted a reliability analysis both for the whole instrument and for each one of
the factors. Cronbach Alpha coefficients ranged from .60 to .70., which means the
reliability of the four sub-scales was satisfactory and acceptable for research purposes
(Chan, 2000). The internal consistency of the scale was found to be 0.89 (Chan &
Elliott, 2004)

The Epistemological Beliefs Questionnaire (Chan & Elliot, 2002, 2004) was
adapted by Aypay (2009) to be used in the Turkish context (see Appendix 3). The 30-
item scale was tested with a Confirmatory Factor Analysis (CFA) by Aypay (2009). The
results of confirmatory factor analysis showed a good fit (NFI 0.64, CFl 0.77, RMSEA
0 .054). CFA results indicated that the factors structure of the instrument consisted of
four factors of beliefs (Innate/ Fixed Ability, Learning Effort, Learning Process/Expert
Knowledge, and Certainty Knowledge). When the overall reliability of the instrument
was tested with Cronbach Alpha, the reliability was found as.78. The Epistemological
Beliefs Questionnaire uses a 5-point Likert-type scale ranging from (1) strongly
disagree to (5) strongly agree. The items related to sub-scales of the instrument consist

of:

(a) Learning Process/Expert Knowledge (4, 6, 8, 9, 10, 11, 12, 14, 20, 22, 29)
(b) Innate/Fixed Ability (1, 18, 19, 21, 23, 24, 25, 30)

(c) Learning Effort (2, 15, 16, 27, 28)

(d) Certainty knowledge (2, 5, 7, 13, 17, 26)
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3.4.2. Teaching and Learning Conceptions Questionnaire (TLCQ)

Teaching and Learning Conceptions Questionnaire (TLCQ) was developed by
Chan and Elliot (2004). Chan (2004) points out that the scale was developed from two
sources. The first one is a literature review which gave insights into the different
perspectives about teaching and learning The second source, dialogues with students in
class and before teaching practice gave the authors a good chance to review prospective
teachers’ concerns, thoughts, and beliefs about teaching and learning. The questionnaire
was developed after conducting pilot studies with repeated processes of factor analysis,
item identification, and interview. The questionnaire includes thirty items which are
scored on a Likert scale of five points (1 = Never; 2 = Rarely; 3 = Sometimes; 4 =
Often; 5 = Always), having two factors measuring two different conceptions of teaching
and learning. The Cronbach alpha value of the whole scale was found to be 0.86.
Confirmatory factor analysis was conducted and the results showed a good fit (GFI
=0.93, AGFI = 0.91, RMSEA =0.54, RMR = 0.50).

Aypay (2011) adapted the Teaching and Learning Conceptions Questionnaire
(TLCQ) to be used in the Turkish context (see Appendix 4). The reliability of the
questionnaire was measured with the Cronbach Alpha coefficient. A Confirmatory
Factor Analysis was conducted to test the 30-item scale. The results, NFI 0.72, CFI
0.80., RMSEA 0.067 showed that there was a fit in the model. The overall reliability
was found to be .71, and the sub-scale reliabilities were .88 for the Constructivist
Conception and .83 for Traditional Conception. The items related to sub-scales of the

instrument consist of:

(@) Constructivist Conception (1, 3, 4, 6, 11, 15, 17, 19, 22, 25, 28, 30)
(b) Traditional Conception (2,5, 7, 8, 9, 10, 12, 13, 14, 16, 18, 20, 21, 23,24, 26,
27, 29)

3.4.3. Teacher Sense of Efficacy Scale (TSES)

Teacher sense of self-efficacy scale was developed by Tschannen-Moran and
Woolfolk Hoy in 2001. The aim of the scale is to evaluate teachers’ sense of efficacy.
When they decided to develop this scale, they took Bandura’s (1998) scale as a base.
The scale has both a long 24-item form and a 12-item short form. This research
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employed the 24-item long-form. The scale is composed of 24 items with three
subscales having 8 items. The items related to sub-scales of the instrument consist of:

(a) efficacy for student engagement (1, 2, 4, 6, 9, 12, 14, 22)
(b) efficacy for instructional strategies (7, 10, 11, 17, 18, 20, 23, 24)
(c) efficacy for classroom management (3, 5, 8, 13, 15, 16, 19, 21)

Analyses of both short and long forms indicated that TSES was reliable and
valid for assessing teacher efficacy construct. Both versions supported the three-factor
model with high subscale reliabilities which range from 0.87 to 0.91 for the longer
version and 0.81 to 0.86 for the shorter version. Internal consistency of the scale
reported by Tschannen-Moran and Woolfolk-Hoy, (2001) was .94, and Tsigilis et al.
(2007) also reported internal consistency as .97. They also cross-validated the validity
of the instrument through various studies using independent samples. The instrument’s
validity was also confirmed by Stewart et al. (2010).

With the assumption that the concept of teacher efficacy could be influenced by
the distinctive features of cultures, Cakiroglu and Cakiroglu (2002) conducted a study
comparing pre-service elementary teachers’ sense of efficacy beliefs in Turkey and
USA. The scale was adapted by Capa, Cakiroglu, and Sarikaya into the Turkish context
in 2005 (see Appendix 5). The original English version of the scale was translated into
Turkish by qualified individuals who were proficient both in English and Turkish and
they had been doing research on teacher efficacy for a long time. After this, they edited
and reviewed the scale again. The final version of the scale was field-tested by four high
school teachers in Turkey for linguistic clarity. The subscales of the scale were
measured with confirmatory factor analysis (CFA) and Rasch measurement. At the end
of the adaptation process, it was found that the coefficient alpha values for the Turkish
pre-service teachers were .82 for SE, .86 for IS, and .84 for Covariance Matrix (CM).
The reliability of efficacy scores was .93. with all items contributing to the reliability
with high item-total correlations. As the last step, the instrument was pilot tested with
97 pre-service teachers in an ELT program.

Baloglu and Karadag (2008) conducted a study and found out that the scale's
translation validity findings were in line with the original English items. The Turkish
translation of the scale was found to be matching up with its original English version.

They also found out that The Turkish items' language and meaning validity average was
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found to be 9.62 out of 10. This means that the Turkish version of the scale is
comprehensible. The scale uses a 9-point Likert-type scale ranging from 1=Nothing to
9= A Great Deal. In this study, the reduced form of the anchors with 5-point Likert-type
(ranging from 1= Not efficient, 2= Very little efficient, 3= A little efficient, 4= Quite
efficient and 5= Very efficient) used by Karakas (2016) who has found that the scale
with these anchors was also reliable (Alpha= 0.92) after the reliability analysis.

3.4.4.0pen-Response Questions

In order to strengthen the results of the present study, to get a deeper insight into
the topic, and to support quantitative data via qualitative data, an open-response
questions form (see Appendix 6) has been developed. According to Mack et al (2005),
qualitative research is “especially effective in obtaining culturally specific information
about the values, opinions, behaviours, and social contexts of particular populations” (p.
1). With this aim, the researcher wanted to reach qualitative data about pre-service and
in-service EFL teachers’ epistemological beliefs, teaching-learning conceptions, and
sense of self-efficacy. Open-response questions were designed by the researcher
considering research purposes with the help of the relevant literature and experts from
the field. The form consists of 9 questions which were written in Turkish and later
translated verbatim.

All the participants were informed about the aim of the study, scales and the
open-response questions form in detail. Among the 374 pre-service teachers who filled
in the scales, 42 pre-service teachers voluntarily accepted to answer the open-response
questions. 19 of the 192 in-service teachers were volunteers to answer the open-

response questions.

3.5. Data Collection Procedure

The data were collected towards the end of the 2019-2020 spring term. The
necessary approvals from universities and the Gaziantep Provincial Directorate of
National Education were received and presented in Appendices 7-11. The Turkish
versions of the Epistemological Beliefs Questionnaire (EBQ), Teaching and Learning
Conceptions Questionnaire (TLCQ), Teacher Sense of Efficacy Scale (TSES) were
administered to 374 pre-service and 192 in-service teachers via pen and paper. The
questionnaires were delivered to the pre-service teachers by colleagues who hold Ph.D.
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degrees in English Language Teaching so that the participants could get help from the
experts when they needed it. For the administration of the questionnaires, the researcher
arrived in the state schools which were chosen due to ease of access, and the data were
collected from the in-service teachers under the direct supervision of the researcher.
Open-Response Questions Form was also received by both pre-service and in-service
teachers who were volunteer to answer the questions right after the administration of the
questionnaires during the presence of experts. In order to prevent any

misunderstandings, the open-response questions were written in Turkish.

3.6. Data Analysis

Although this is a quantitative study, the data analysis of the study included both
quantitative and qualitative analysis methods. The reason is that all the participants were
asked to answer open-response questions, and 61 of the total participants accepted to
answer the questions. Quantitative analysis included the statistical analysis of the scales,
and the qualitative analysis included the analysis of the open-response questions. The

analyses and the research questions that the analyses address are shown in Table 16.
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Table 16.
Research Questions and Method of Analysis

Research Questions Method of Analysis

1. What are the pre-service EFL teachers’ epistemological

beliefs, teaching-learning conceptions and sense of self-

efficacy? Descriptive Analysis
2. What are the in-service EFL teachers’ epistemological

beliefs, teaching-learning conceptions and sense of self-

efficacy?

3. Is there a relationship between pre-service EFL teachers’
a. epistemological beliefs and teaching-learning conceptions?
b. epistemological beliefs and sense of self-efficacy?

c. teaching-learning conceptions and sense of self-efficacy? . .
Pearson Correlation Analysis

4. Is there a relationship between in-service EFL teachers’
a. epistemological beliefs and teaching-learning conceptions?
b.  epistemological beliefs and sense of self-efficacy?

c. teaching-learning conceptions and sense of self-efficacy?

5. Is there an effect of pre-service and in-service EFL teachers’
epistemological beliefs on
a. their teaching-learning conceptions?

b. their sense of self efficacy? Regression Analysis

6. Is there an effect of pre-service and in-service EFL teachers’

teaching-learning conceptions on their sense of self-efficacy?

7. Is there a significant difference between pre-service and in-

service EFL teachers’ T-test
a. epistemological beliefs?

b. teaching-learning conceptions?

c. sense of self-efficacy?

This study made use of the SPSS 23 package program to analyse quantitative
data. The first research question aimed to explore the pre-service and in-service EFL
teachers’ epistemological beliefs, teaching-learning conceptions, and sense of self-
efficacy. Descriptive statistical techniques were used in this respect and to learn about
the participants’ demographic information and also to examine whether the data set was

normally distributed for the following analyses. The second and third research questions
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tried to highlight the relationship between pre-service and in-service EFL teachers’
epistemological beliefs, teaching-learning conceptions, and sense of self-efficacy.
Pearson Correlation analysis was conducted to see the relationship. Pearson correlation
is conducted to understand the relationship between two continuous variables in a
dataset that is normally distributed (Biiyiikoztiirk, 2019). Regression analysis which is a
set of statistical methods used to estimate the relationship between a dependent and one
or more independent variables (Biiytikoztirk, 2019) was used to find the cause and
effect relationship in the fourth and fifth research questions. The last research question
is about the differences between pre-service and in-service EFL teachers’
epistemological beliefs, teaching-learning conceptions, and sense of self-efficacy. To
see the difference, an independent samples t-test comparing two independent groups
(Biiytikoztiirk, 2019) was conducted.

The qualitative data collected through open response questions were analysed
with content analysis. According to Merriam (2009), after simultaneous coding of raw
data, categories that capture relevant characteristics are constructed in the content
analysis process. Fraenkel et al. (1993) point out several reasons to use content analysis
such as obtaining descriptive information about a topic, formulating themes that help to
organize and make sense out of large amounts of descriptive information, checking
other research findings, obtain information useful in dealing with educational problems
and testing hypotheses. To make the data as reliable and valid as possible (Huberman &
Miles, 2002), the researcher consulted two colleagues who hold Ph.D. degrees in
English Language Teaching throughout the analysis of the qualitative data. The
thematic analysis pattern suggested by Braun and Clarke (2006) was used in this study.

The stages of the analysis pattern are presented in Figure 3.
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PHASE « DESCRIPTION OF THE PROCESS

Familiarising

yourself with your

data Transcribing data (if necessary), reading and rereading the data,

noting down initial ideas.

Generating initial

i +«Coding interesting features of the data in a systematic fashion across

the entire data set, collating data relevant to each code.

Searching for

+Collating codes into potential themes, gathering all data relevant to
themes

each potential theme.

+Checking in the themes work in relation to the coded extracts (Level
S0 znies | 1) and the entire data set (Level 2), generating a thematic ‘map” of the
analysis.

*Ongoing analysis to refine the specifics of each theme, and the overall
story the analysis tells; generating clear definitions and names for
each theme.

Defining and
naming themes

*The final opportunity for analysis. Selection of vivid, compelling
extract examples, final analysis of selected extracts, relating back of

Producing the

report the analysis to the research question and literature, producing a
scholarly report of the analysis.

Figure 3.Phases of Thematic Analysis

Figure 1. Phases of Thematic Analysis. Braun, V., & Clarke, V. (2006). Using thematic
analysis in psychology. Qualitative research in psychology, 3(2), 77-101.

The first step of qualitative analysis was reading all responses given by the
participants, which resulted in being familiar with the data. After this step, the
researcher generated initial codes and searched for the themes. The themes were
grouped into relative themes. The potential themes were reviewed so as to remove the
irrelevant ones and see the overlaps. The process of defining and naming the themes
was completed after reviewing the potential themes. Before the final report was
produced, the connections between the themes were checked to be logical and

meaningful so that maintain coherence throughout the whole analysis.
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3.7. Ethical Considerations

To avoid the discrepancies related to qualitative data, the researcher followed
some principles cited in the literature (Berg, 2001, pp. 54-60; Merriam, 2009, pp. 247-
248):

e informed consent

e anonymity and confidentiality
e (ata security

e honesty and trust

e objectivity

The researcher obtained the necessary permission from the universities and the
Provincial Directorate of National Education (See Appendices 7-11). Before the
administration of the questionnaires, the researcher gave information to each colleague,
who would help her collect data from pre-service teachers, about the aim of the study
and ethical issues as well. All the participants were also informed about the aim of the
study and the estimated duration to fill in the questionnaire. The researcher delivered a
consent form for the open-response questions and asked every volunteer to read and
sign it if they approved to answer the questions. They were also told that they had a
chance to decline participation any time they wished. All the participants were also
asked to feel free to ask for clarification when they needed it.

Ensuring anonymity and confidentiality were the principles that the researcher
paid attention to throughout the study. The participants were assured that any of the
participants would not be harmed since they participated or not participated in the
research. They were also told that their identity would never be revealed. For data
security, the researcher kept all the documents were stored in a locked cabinet. Honesty
was another principle that was taken into consideration by the researcher. This principle
requires being honest about the aim of the study and the procedure of data collection
and analysis. To make the data reliable and transparent, the researcher consulted two

colleagues who hold Ph.D. degrees in English Language Teaching during this process.
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CHAPTER IV

DATA ANALYSIS AND RESULTS

4.1. Introduction

In this chapter, the data gathered from the EBQ, TLCQ and TSES are presented.
The results based on the research questions are presented respectively.

4.2 Findings Related to the First Research Question
4.2.1. Pre-service EFL teachers’ epistemological beliefs

The first research question examines pre-service EFL teachers’ epistemological
beliefs, teaching-learning conceptions and sense of self-efficacy. In order to answer this
question, descriptive statistics were utilized. Table 17. presents the descriptive statistics

related to pre-service EFL teachers’ epistemological beliefs.

Table 17.

Pre-service EFL teachers’ epistemological beliefs

Mean
Std. (five point
N  Minimum Maximum Mean Deviation likertscale) Skewness Kurtosis
Learning
process/Expert 374 29,00 55,00 42,90 4,65 3,90 -0,02 0,13
knowledge
Innate-Fixed 374 2,56
- 8,00 34,00 20,54 4,76 0,18 -0,10
Ability
Learning
374 3,63
effort 9,00 25,00 18,16 3,09 -0,11 -0,13
Certainty
knowledge 374 6,00 26,00 14,93 3,22 2,48 -0,04 0,17

In order to determine whether the data fulfilled the prerequisites of parametric
tests, Skewness and Kurtosis values were examined, and it was found out that the data is

normally distributed since the Skewness and Kurtosis values are between -1 and +1 (See
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Appendix 12). For learning process/expert knowledge (dimension 1), the mean score is
3,90 and the standard deviation is 4,65. This shows the mean score for the items which
explain the importance of the learning process and questioning the information given by
experts. The mean score for the items related to innate-fixed ability (dimension 2) is
2,56 and the standard deviation is 4,76. The items related to innate-fixed ability
generally support the idea that learning ability is inborn. The mean score is 3,63 for the
items related to learning effort, and the standard deviation is 3,09. This shows the mean
score for the items which means that how much effort you make shows how much you
learn. For Certainty knowledge (dimension 4) which means knowledge is certain and

cannot be changed, the mean score is 2,48 and the standard deviation is 3,22.

4.2.2. Pre-service EFL teachers’ teaching-learning conceptions.

Table 18. presents the descriptive statistics related to pre-service EFL teachers’

teaching-learning conceptions.

Table 18.

Pre-service EFL teachers’ teaching-learning conceptions

Mean
Std. (five point

N Minimum  Maximum  Mean Deviation likertscale) Skewness  Kurtosis

Constructivist

] 36,63 60,00 53,26 521 -0,76 0,28
conception 374 4,43
Traditional 18,00 73,00 41,70 9,89 0,32 0,15
conception 374 ' ' ' ’ 2,3 ' ’

The Skewness and Kurtosis values are between -1 and +1. This means the data is
normally distributed (see Appendix 13). The mean score for the items related to
constructivist conception supporting the idea that learning should be student-centred
and knowledge is constructed by students (dimension 1) is 5,21 and the standard
deviation is 4,43. The mean score is 2,3 for the items related to traditional conception
(dimension 2) and the standard deviation is 9,89. These items show the importance of

transmission-based and teacher-centred instruction.
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4.2.3. Pre-service EFL teachers’ sense of self-efficacy

Table 19. presents the descriptive statistics related to pre-service EFL teachers’ sense of

self-efficacy.

Table 19.
Pre-service EFL teachers’ sense of self-efficacy

Mean
Minim Std. (five point Kurtosi
N um Maximum Mean Deviation likert scale)  Skewness S
Efficacy for
classroom 374 17,00 40,00 29,72 4,13 3,71 -0,04 -0,14
management
Efficacy for
student 374 19,00 40,00 30,55 3,64 -0,16 0,32
engagement 3,81
Efficacy for
instructional 374 20,00 40,00 30,82 3,76 3,85 -0,05 -0,22
strategies

The data is normally distributed when the Skewness and Kurtosis values
(between -1 and +1) are examined (see Appendix 14). For efficacy for classroom
management showing the use of classroom management techniques successfully
(dimension 1), the mean score is 3,71 and the standard deviation is 4,13. The mean
score for the items related to efficacy for student engagement meaning the success in
engaging students into lessons (dimension 2) is 3,81 and the standard deviation is 3,64.
The mean score is 3,85 for the items related to efficacy for instructional strategies
showing the use of various instructional strategies successfully (dimension 3), and the

standard deviation is 3,76.

4.3 Findings Related to the Second Research Question
4.3.1. In-service EFL teachers’ epistemological beliefs

The second research question examines in-service EFL teachers’

epistemological beliefs, teaching-learning conceptions, and sense of self-efficacy. Table
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20. presents the descriptive statistics related to pre-service EFL teachers’

epistemological beliefs.

Table 20.

In-service EFL teachers’ epistemological beliefs

Mean
Std. (five point

N  Minimum Maximum Mean Deviation likert scale) Skewness Kurtosis

Learning
process/Expert 192 29,75 53,00 43,23 4,10 3,93 -0,11 -0,12
knowledge
Innate-Fixed
N 192 11,00 35,00 21,90 4,68 2,73 0,31 -0,22
Ability
Learning effort 192 10,00 25,00 18,49 2,88 3,69 -0,09 -0,17
Certainty

192 9,00 26,00 16,42 3,44 2,73 0,24 -0,27
knowledge

When the Skewness and Kurtosis values were examined, it was found out that
the data is normally distributed since the values are between -1 and +1 (see Appendix
15). For learning process/expert knowledge (dimension 1), the mean score is 3,93 and
the standard deviation is 4,10. The mean score for the items related to innate-fixed
ability (dimension 2) is 2,73 and the standard deviation is 4,68. The mean score is 3,69
for the items related to learning effort, and the standard deviation is 2,88. For Certainty

knowledge (dimension 4), the mean score is 2,73 and the standard deviation is 3,44.

4.3.2. In-service EFL teachers’ teaching-learning conceptions.

Table 21. presents the descriptive statistics related to in-service EFL teachers’

teaching-learning conceptions.
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Table 21.
In-service EFL teachers’ teaching-learning conceptions
Mean
(five point
Std. likert
N Minimum Maximum Mean Deviation scale) Skewness Kurtosis
Constructivist
] 192 37,00 60,00 52,32 4,85 4,36 -0,25 -0,31
conception
Traditional
] 192 19,00 69,00 45,61 10,21 2,53 0,17  -0,57
conception

The Skewness and Kurtosis values are between -1 and +1, which means the data
is normally distributed (see Appendix 16). The mean score for the items related to
constructivist conception (dimension 1) is 4,36 and the standard deviation is 4,85. The
mean score is 2,53 for the items related to traditional conception (dimension 2), and the

standard deviation is 10,21.

4.3.3. In-service EFL teachers’ sense of self-efficacy.

Table 22. presents the descriptive statistics related to in-service EFL teachers’

sense of self-efficacy.
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In-service EFL teachers’ sense of self-efficacy
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Mean
Std. (five point

N Minimum  Maximum Mean Deviation likert scale) Skewness Kurtosis
Efficacy for
classroom 192 21,00 40,00 31,83 4,01 3,97 -0,27 -0,10
management
Efficacy for
student 192 19,00 39,00 30,34 3,81 3,79 -0,38 -0,15
engagement
Efficacy for
instructional 192 21,00 40,00 31,93 3,97 3,99 -0,32 0,09
strategies

The data is normally distributed when the Skewness and Kurtosis values
(between -1 and +1) are examined (see Appendix 17). For efficacy for classroom
management (dimension 1), the mean score is 3,97 and the standard deviation is 4,01.
The mean score for the items related to efficacy for student engagement (dimension 2)
Is 3,79 and the standard deviation is 3,81. The mean score is 3,99 for the items related to

efficacy for instructional strategies, and the standard deviation is 3,97.

4.4. Findings Related to the Third Research Question

The third research question aimed to highlight whether pre-service EFL
teachers’ epistemological beliefs, teaching-learning conceptions, and sense of self-
efficacy are related to each other. To test this, Pearson correlation coefficient analyses

were conducted.

4.4.1. The Relationship between pre-service EFL teachers’ epistemological beliefs
and teaching-learning conceptions

The analyses were conducted for every two variables one by one. Table 23.
shows the relationship between pre-service EFL teachers’ epistemological beliefs and

teaching-learning conceptions.
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Table 23.
The Relationship between pre-service EFL teachers’ epistemological beliefs and

teaching-learning conceptions

Learning Innate-
process/Expert  Fixed Learning Certainty Constructivist Traditional
knowledge Ability effort  knowledge  conception conception

Learning 1

process/Expert

knowledge

Innate-Fixed -,107" 1

Ability

Learning 412 ,040 1

effort

Certainty -,072 371 234 1

knowledge

Constructivist 430" -251° 217" -,261" 1
conception

Traditional -,201 /466 ,081 489" -,480 1

conception

*p<.05

The results indicate that the highest correlations are between certainty
knowledge and traditional conception (r=,49), followed by innate-fixed ability and
traditional conception (r=,47) and learning process/expert knowledge and constructivist
conception (r=,43). In addition, learning effort and constructivist conception are
significantly correlated (r=,22). On the other hand, there is a negative and significant
correlation between certainty knowledge and constructivist conception (r=-,26), innate-
fixed ability and constructivist conception (r=-,25), and learning process/expert
knowledge and traditional conception (r=-,20). The results show that the more
traditional conception the pre-service teachers adopt, the more they believe that
knowledge is certain and learning ability is fixed at birth. Similarly, pre-service teachers
favouring the constructivist conception believe that learning requires process and effort

and the information given by experts should be questioned.
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4.4.2. The Relationship between pre-service EFL teachers’ epistemological beliefs

and sense of self-efficacy

sense of self-efficacy is presented in Table 24.

Table 24.

The relationship between pre-service EFL teachers’ epistemological beliefs and

The Relationship between pre-service EFL teachers’ epistemological beliefs and sense

of self-efficacy

Learning

process/Expert

knowledge

Innate/Fixed

ability

Learning
effort

Certainty

knowledge

Efficacy for
classroom

management

Efficacy for
student

engagement

Efficacy for
instructional

strategies

Learning

process/Expert

knowledge
Innate-Fixed
Ability
Learning
effort
Certainty
knowledge
Efficacy for
classroom
management
Efficacy for
student
engagement
Efficacy for
instructional

strategies

-,107"
412"

-,072

,182

317

171

,040

*k

371

-,009

-,125"

,030

*k

,234

,020

197"

*

,128

-077

-,107"

-,022

,538

,570

,689

*p<.05

Learning process/expert knowledge and efficacy for student engagement has the

highest significant correlation (r=,32). Another significant correlation is between

efficacy for student engagement and learning effort (r=,20). However, efficacy for

student engagement is negatively correlated with innate/fixed ability (r=,13) and

certainty knowledge (r=,11). Besides this, efficacy for instructional strategies is seen
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significantly correlated with learning process/expert knowledge (r=,18) and also

correlated with learning effort (r=,13). The results reveal that the more efficacious in

student engagement the pre-service teachers are, the more they believe in the

importance of the learning process, learning effort, and questioning the information

given by experts, and the less they believe that learning ability is inborn and knowledge

Is certain. Similarly, pre-service teachers who are efficacious in instructional strategies

believe that the learning process and effort made to learn are important.

4.4.3. The Relationship between pre-service EFL teachers’ teaching-learning

conceptions and sense of self-efficacy

Table 25. shows the relationship between pre-service EFL teachers’ teaching-

learning conceptions and sense of self-efficacy

Table 25.

The Relationship between pre-service EFL teachers’ teaching-learning conceptions and

sense of self-efficacy

Efficacy for  Efficacy for  Efficacy for

Constructivist ~ Traditional classroom student instructional
conception conception ~ management  engagement strategies

Constructivist 1

conception

Traditional -,480" 1

conception

Efficacy for 202" -,013 1

classroom

management

Efficacy for 376" -,107" 538" 1

student

engagement

Efficacy for 253" -,011 570" 689 1

instructional

strategies

*p<.05
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The results indicate that the highest correlations are between constructivist
conception and efficacy for student engagement (r=,38), followed by constructivist
conception and efficacy for instructional strategies (r=,25), constructivist conception,
and efficacy for classroom management (r=,20). On the other hand, traditional
conception and efficacy for student engagement are correlated in a negative way
(r=,11). The results show that pre-service teachers who adopt constructivist conception
are more efficacious in student engagement, instructional strategies, and classroom

management.

4.5. Findings Related to the Fourth Research Question

The fourth research question aimed to highlight whether in-service EFL
teachers’ epistemological beliefs, teaching-learning conceptions, and sense of self-
efficacy are related to each other. To test this, Pearson correlation coefficient analyses

were conducted.

4.5.1. The Relationship between in-service EFL teachers’ epistemological beliefs
and teaching-learning conceptions

Correlations between in-service EFL teachers’ epistemological beliefs and
teaching-learning conceptions were calculated using Pearson Correlation Analysis as

seen in Table 26.
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Table 26.
The Relationship between in-service EFL teachers’ epistemological beliefs and

teaching-learning conceptions

Learning
process/
Expert Innate/Fix Learning  Certainty  Constructivist Traditional
knowledge ed ability effort knowledge  conception  conception

Learning 1

process/Expert

knowledge

Innate/Fixed -,044 1

ability

Learning ,301 ,057 1

effort

Certainty ,098 394 388" 1

knowledge

Constructivist 4627 -,178" ,058 -,118 1
conception

Traditional -173" 369" 122 429" -,488" 1

conception

*p<.05

The results show that the highest significant correlation is between the learning
process/expert knowledge and constructivist conception (r=,46). This is followed by the
correlations between certainty knowledge and traditional conception (r=,43) and
innate/fixed ability and traditional conception (r=,37). There is also a correlation
between innate/fixed ability and constructivist conception (r=,18), however; this is a
negative correlation. Besides this, the learning process/expert knowledge is negatively
correlated with traditional conception (r=,17). The results show that in-service teachers
holding constructivist conception believe that the learning process and making effort to
learn is more important than learning itself, and we should question the certainty
knowledge. In addition, in-service teachers who hold traditional conceptions believe
that there is a truth that cannot be changed, and we have an inborn ability to learn that

cannot be improved with effort.
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4.5.2. The Relationship between in-service EFL teachers’ epistemological beliefs
and sense of self-efficacy

Table 27. shows the relationship between in-service EFL teachers’
epistemological beliefs and teaching-learning conceptions.Table 27.

Table 27.

The Relationship between in-service EFL feachers’ epistemological beliefs and sense of

self-efficacy

Learning ) ) ) Efficacy for  Efficacy for Efficacy for
Innate/Fixed Learning  Certainty ) ]
process/Expert . classroom student instructional
ability effort knowledge )
knowledge management engagement  strategies
Learning
process/Expert 1
knowledge
Innate-Fixed
-0,044 1
Ability
Learning .
,301 0,057 1
effort
Certainty N "
0,098 ,394 ,388 1

knowledge
Efficacy for
classroom 207" -0,107 0,131 0,039 1
management
Efficacy for
student 159" -0,026 172" 0,072 667" 1
engagement
Efficacy for
instructional 0,121 -0,033 155" 0,07 664" 716"
strategies
*p<.05

The results indicate that there is a significant correlation between the learning
process/expert knowledge and efficacy for classroom management (r=,21). Another
correlation is between the learning process/expert knowledge and efficacy for student

engagement (r=,16). Learning effort significantly correlates with efficacy for student
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engagement (r=,17) and efficacy for instructional strategies (r=,16). The results show
that in-service teachers have a higher level of efficacy for classroom management and
student engagement when they believe in the importance of the learning process and
learning how to learn. Similarly, the more efficacious in student engagement and
instructional strategies the in-service teachers are, the more they believe that learning
requires making effort.

45.3. The Relationship between in-service EFL teachers’ teaching-learning
conceptions and sense of self-efficacy

The Relationship between in-service EFL teachers’ teaching-learning

conceptions and sense of self-efficacy is presented in Table 28.

Table 28.
The Relationship between in-service EFL teachers’ teaching-learning conceptions

and sense of self-efficacy

4 r Efficacy for  Efficacy for  Efficacy for
Constructivist Traditional ) ]
) ] classroom student instructional
conception  conception ]
management engagement  strategies

Constructivist

conception 1

Traditional

conception -, 488" 1

Efficacy for

classroom 293" -,064 1

management

Efficacy for

student 352" -,106 667 1
engagement

Efficacy for 1
instructional ,290 ,009 ,664 ,716

strategies

*p<.05
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When the correlation results are analysed, it is seen that constructivist
conception is correlated with all three dimensions of sense of self-efficacy. The highest
correlation is found with efficacy for student engagement (r=,35) followed by efficacy
for classroom management (r=, 29) and efficacy for instructional strategies (r=,29).
The results show that when in-service teachers adopt constructivist conception, they feel

efficacious in student engagement, classroom management, and instructional strategies.

4.6. Findings Related to the Fifth Research Question
4.6.1. The effects of pre-service and in-service EFL teachers’ epistemological
beliefs on their teaching-learning conceptions

The first multiple regression analysis was run to find out the effect of pre-service
and in-service EFL teachers’ epistemological beliefs on teaching-learning conception.
The effects of epistemological beliefs on teaching-learning conception were analysed

for every dimension separately.

4.6.1.1. The effects of pre-service EFL teachers’ epistemological beliefs on
constructivist conception (dimension 1)

Constructivist conception was the dependent variable of the analysis while
epistemological beliefs were the independent ones. R? explains how much variability in
the dependent variable are predicted by the independent variables. In the current study,
R? was found .27, which means the variables share 27% variance. In addition, the
results showed that learning process/expert knowledge, certainty knowledge and innate-
fixed ability have affected their constructivist conception (R=0,517; R?=0,26; F (4, 369)
=33,698; p<.05).

Table 29. displays the unstandardized regression coefficients and associated standard

errors, standardized coefficients, and significance of the slope with t values.
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Table 29.
The effects of pre-service EFL teachers’ epistemological beliefs on constructivist

conception (dimension 1)

Unstandardized Standardized

Coefficients Coefficients
Std.

B Error Beta t Sig.
(Constant) 4098 2,63 1560 000"
Learning process/Expert ,000
knowledge 0,39 0,06 0,35 6,92
Innate-Fixed Ability -0,15 0,05 -0,14 -2,89 ,004"
Learning effort 0,22 0,09 0,13 2,55 ,011*
Certainty knowledge -0,35 0,08 -0,22 -4.30 ,000°

a. Dependent Variable: Constructivist conception ~ *p<.05

The results display that learning process/expert knowledge (8=.35, p<.05),
certainty knowledge (8=-.22, p<.05), innate-fixed ability (3=-.14, p<,05) and learning
effort (B=.13, p<,05) made the significant contribution to pre-service EFL teachers’
constructivist conception. However, while learning process/expert knowledge and
learning effort positively contributed, certainty knowledge and innate-fixed ability
negatively contributed to constructivist conception. The results reveal that pre-service
teachers who believe that ability to learn is flexible and can be developed after birth
rather than being fixed at birth and that learning is a process requiring effort prefer a
constructivist approach. Similarly, they prefer the same approach when they believe that
knowledge is not certain. All these results show that pre-service teachers’

epistemological beliefs affect their constructivist conception.

4.6.1.2. The effects of in-service EFL teachers’ epistemological beliefs on
constructivist conception (dimension 1)

The dependent variable of the analysis was the constructivist conception, and the
independent variables were epistemological beliefs. In the current study, R2 was found

.25, which means the variables share 25% variance. In addition, the results showed that
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learning process/expert has affected in-service teachers’ constructivist conception
(R=0,502; R?=0,25; F (4, 187) =15,713; p<.05).

The unstandardized regression coefficients and associated standard errors,
standardized coefficients and significance of the effects of in-service EFL teachers’

epistemological beliefs on constructivist conception are shown in Table 30.

Table 30.
The effects of in-service EFL teachers’ epistemological beliefs on constructivist

conception (dimension 1)

Unstandardized Standardized

Coefficients Coefficients
Std.

B Error Beta t Sig.
(Constant) 34,05 3,74 9,11 ,000"
Learning process/Expert ,000”
knowledge 0,57 0,08 0,48 7,20
Innate-Fixed Ability 0,12 0,07 011  -163 106
Learning effort -0,06 0,12 -0,04 -0,53 ,597
Certainty knowledge -0,15 0,11 -0,11 -1,41 ,160

a. Dependent Variable: Constructivist conception ~ *p<.05

The results show that only learning process/expert knowledge made a significant
contribution to in-service EFL teachers’ constructivist conception (3=.48, p<.05). This
suggests that those who believe that learning is a process and it requires the rejection of

expert knowledge transferred to students by teachers, adopt a student-centred approach.

4.6.1.3. The effects of pre-service EFL teachers’ epistemological beliefs on
traditional conception (dimension 2)

Traditional conception was the dependent variable of the analysis while
epistemological beliefs were the independent ones. R? was found .35, which means the
variables share 35 % variance. In addition, the results showed that learning
process/expert knowledge, certainty knowledge and innate-fixed ability have affected
their traditional conception (R=0,596; R’=0,35; F (4, 369) =33,698; p<.05). The
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unstandardized regression coefficients and associated standard errors, standardized
coefficients, and significance of the effects of pre-service EFL teachers’ epistemological

beliefs on traditional conception are shown in Table 31.

Table 31.
The effects of pre-service EFL feachers’ epistemological beliefs on traditional

conception (dimension 2)

Unstandardized Standardized
Coefficients Coefficients
Std.

B Error Beta t Sig.
(Constant) 24,12 4,68 5,15 ,000"
Learning process/Expert
knowledge -0,35 0,10 -0,17 -3,52 000"
Innate/Fixed ability 0,66 0,09 0,32 7,03 ,000°
Learning effort 0,18 0,15 0,06 1,15 ,252
Certainty knowledge 1,06 0,14 0,35 7,38 ,000°

a. Dependent Variable: Traditional conception *p<.05

The results show that certainty knowledge (8=-.32, p<.05), innate-fixed ability
(B=.32, p<,05), and learning process/expert knowledge (B=-.17, p<.05) made the
significant contribution to pre-service EFL teachers’ conception. However, while
innate-fixed ability and certainty knowledge positively contributed, learning
process/expert knowledge negatively contributed to traditional conception. Believing
that knowledge is certain, learning ability is fixed at birth, and information given by
experts should be accepted without questioning results in adopting a transmission-based

approach.

4.6.1.4. The effects of in-service EFL teachers’ epistemological beliefs on
traditional conception (dimension 2)

The dependent variable of the analysis was the traditional conception, and the
independent variables were epistemological beliefs. In the current study, R? was found

.27, which means the variables share 27% variance. In addition, the results showed that
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learning process/expert has affected in-service teachers’ traditional conception
(R=0,521; R?=0,27; F (4, 187) =17,421; p<.05).

The unstandardized regression coefficients and associated standard errors,
standardized coefficients, and significance of the effects of in-service EFL teachers’

epistemological beliefs on traditional conception are shown in Table 32.

Table 32.
The effects of in-service EFL teachers’ epistemological beliefs on traditional conception

(dimension 2)

Unstandardized Standardized
Coefficients Coefficients

B Std. Error Beta t Sig.
(Constant) 38,14 7,76 4,92 ,000"
Learning
process/Expert -0,52 0,16 -0,21 -3,18 ,002"
knowledge
Innate/Fixed ability 0,48 0,15 0,22 3,22 ,002"
Learning effort 0,13 0,25 0,04 0,52 ,604
Certainty knowledge 1,03 0,22 0,35 4,71 ,000"

a. Dependent Variable: Traditional conception ~ *p<.05

The results show that certainty knowledge (3=-.35, p<.05), innate-fixed ability
(B=.22, p<,05), and learning process/expert knowledge (B=-.21, p<.05) made the
significant contribution to in-service EFL teachers’ conception. However, while innate-
fixed ability and certainty knowledge positively contributed, learning process/expert
knowledge negatively contributed to traditional conception. The belief in certainty
knowledge, innate learning ability, and expert knowledge results in adopting a teacher-

centred, transmission-based approach.

4.6.2. The effects of pre-service and in-service EFL teachers’ epistemological
beliefs on their sense of self-efficacy

The second multiple regression analysis was run to find out the effects of pre-

service and in-service EFL teachers’ epistemological beliefs on their sense of self-
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efficacy. The effects of epistemological beliefs on sense of self-efficacy was analysed
for every dimension separately.

4.6.2.1. The effects of pre-service EFL teachers’ epistemological beliefs on efficacy
for classroom management (dimension 1)

Efficacy for classroom management was the dependent variable of the analysis
while epistemological beliefs were the independent ones. In the current study, R? was
found .03, which means the variables share 3% variance. In addition, the results showed
that learning process/expert knowledge, certainty knowledge and innate-fixed ability
have affected their constructivist conception (R=0,201; R?=0,03; F (4, 369) =3,894;
p<.05).

Table 33. displays the unstandardized regression coefficients and associated

standard errors, standardized coefficients and significance of the slope with t values.

Table 33.
The effects of pre-service EFL teachers’ epistemological beliefs on efficacy for

classroom management (dimension 1)

Unstandardized Standardized

Coefficients Coefficients
Std.

B Error Beta t Sig.
(Constant) 23,79 2,38 9,99 ,000”
Learning process/Expert

0,18 0,05 0,20 3,53 .
knowledge ,000
Innate/Fixed ability 0,03 0,05 0,04 0,71 476
Learning effort -0,07 0,08 -0,05 -0,85 ,396

) -0,08 0,07 -0,07 -1,15

Certainty knowledge ,251

a. Dependent Variable: Efficacy for classroom management *p<.05
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The results show that only learning process/expert knowledge made a significant
contribution to pre-service EFL teachers’ efficacy for classroom management (3=.20,
p<.05). This suggests that pre-service teachers’ beliefs in the learning process result in

efficacy for classroom management.

4.6.2.2. The effects of in-service EFL teachers’ epistemological beliefs on efficacy
for classroom management (dimension 1)

The dependent variable of the analysis was efficacy for classroom management,
and the independent variables were epistemological beliefs. R* was found .04, which
means the variables share 4% variance. In addition, the results showed that learning
process/expert has affected in-service teachers’ traditional conception (R=0,245;
R?=0,04; F (4, 187) =2,985; p<.05).

The unstandardized regression coefficients and associated standard errors,
standardized coefficients, and significance of the effects of in-service EFL teachers’

epistemological beliefs on efficacy for classroom management are shown in Table 34,

Table 34.
The effects of in-service EFL teachers’ epistemological beliefs on efficacy for classroom

management (dimension 1)

Unstandardized Standardized

Coefficients Coefficients
Std.

B Error Beta t Sig.
(Constant) 24,02 3,46 6,94 ,000"
Learning process/Expert .
knowledge 0,17 0,07 0,18 2,38 ,018
Innate/Fixed ability -0,10 0,07 -0,12 -1,54 ,126
Learning effort 0,10 0,11 0,07 0,85 ;399
Certainty knowledge 0,05 0,10 0,04 0,50 ,616
a. Dependent Variable: Efficacy for classroom management *p<.05

The results show that only learning process/expert knowledge made a significant

contribution to in-service EFL teachers’ efficacy for classroom management (8=.18,
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p<.05). In-service teachers’ beliefs in the learning process affects how efficacious they

are in classroom management.

4.6.2.3. The effects of pre-service EFL teachers’ epistemological beliefs on efficacy
for student engagement (dimension 2)

Efficacy for student engagement was the dependent variable of the analysis
while epistemological beliefs were the independent ones. In the current study, R? was
found .11, which means the variables share 11% variance. In addition, the results
showed that learning process/expert knowledge, certainty knowledge and innate-fixed
ability have affected their constructivist conception (R=0,350; R?=0,11; F (4, 369)
=12,840; p<.05).

Table 35. displays the unstandardized regression coefficients and associated standard

errors, standardized coefficients, and significance of the slope with t values.

Table 35.
The effects of pre-service EFL teachers’ epistemological beliefs on efficacy for student

engagement (dimension 2)

Unstandardized Standardized
Coefficients Coefficients

B Std. Error Beta t Sig.
(Constant) 2209 2,01 11,00 ,000"
Learning process/Expert .
knowledge 0,20 0,04 0,26 4,68 ,000
Innate/Fixed ability -0,05 0,04 -0,07 -1,30 ,196
Learning effort 0,14 0,07 0,12 2,07 ,039"
Certainty knowledge -0,10 0,06 -0,09 -1,65 ,099
a. Dependent Variable: Efficacy for classroom management *p<.05

According to the results of the regression analysis, it is seen that learning
process/expert knowledge (3=.26, p<.05) and learning effort (8=.12, p<.05) made a
significant contribution to pre-service EFL teachers’ efficacy for student engagement.
Pre-service teachers’ beliefs in the learning process and learning effort affect how

efficacious they are in engaging students into lessons.
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4.6.2.4. The effects of in-service EFL teachers’ epistemological beliefs on efficacy
for student engagement (dimension 2)

The dependent variable of the analysis was efficacy for student engagement, and
the independent variables were epistemological beliefs. R? was found .02, which means
the variables share 2% variance. In addition, the results showed that learning
process/expert has affected in-service teachers’ traditional conception (R=0,208;
R?=0,02; F (4, 187) =2,124; p<.05).

The unstandardized regression coefficients and associated standard errors,
standardized coefficients, and significance of the effects of in-service EFL teachers’

epistemological beliefs on efficacy for student engagement are shown in Table 36.

Table 36.
The effects of in-service EFL teachers’ epistemological beliefs on efficacy for student

engagement (dimension 2)

Unstandardized Standardized
Coefficients Coefficients

B Std. Error Beta t Sig.
(Constant) 22,74 3,32 6,85 ,000"
Learning
process/Expert 0,11 0,07 0,12 1,55 ,124
knowledge
Innate/Fixed ability -0,03 0,06 -0,04 -0,49 ,624
Learning effort 0,17 0,11 0,13 1,59 ,115
Certainty knowledge 0,03 0,09 0,03 0,30 ,765
a. Dependent Variable: Efficacy for classroom management *p<.05

When the results were examined, it was seen that in-service EFL teachers’
epistemological beliefs did not have any significant contribution to efficacy for student
engagement, which means their epistemological beliefs do not affect their efficacy level

in student engagement.
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4.6.2.5. The effects of pre-service EFL teachers’ epistemological beliefs on efficacy
for instructional strategies (dimension 3)

Efficacy for instructional strategies was the dependent variable of the analysis
while epistemological beliefs were the independent ones. In the current study, R? was
found .03, which means the variables share 3% variance. In addition, the results showed
that the learning process/expert knowledge, certainty knowledge, and innate-fixed
ability have affected their constructivist conception (R=0,193; R?=0,03; F (4, 369)
=3,585; p<.05).

Table 37. displays the unstandardized regression coefficients and associated standard

errors, standardized coefficients, and significance of the slope with t values.

Table 37.
The effects of pre-service EFL teachers’ epistemological beliefs on efficacy for

instructional strategies (dimension 3)

Unstandardized Standardized
Coefficients Coefficients

B Std. Error Beta t Sig.
(Constant) 24,10 2,17 11,09 ,000"
Learning
process/Expert 0,11 0,05 0,14 2,46 014"
knowledge
Innate/Fixed ability 0,05 0,04 0,06 1,11 ,266
Learning effort 0,10 0,07 0,08 1,37 172
Certainty knowledge -0,06 0,07 -0,05 -0,94 ,350
a. Dependent Variable: Efficacy for classroom management *p<.05

The results show that only learning process/expert knowledge made a significant
contribution to pre-service EFL teachers’ efficacy for instructional strategies (3=.14,
p<.05). In other words, pre-service teachers’ beliefs in the importance of learning taking
place in process and questioning expert knowledge affect how efficacious they are in

instructional strategies.
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4.6.2.6. The effects of in-service EFL teachers’ epistemological beliefs on efficacy
for instructional strategies (dimension 3)

The dependent variable of the analysis was efficacy for instructional strategies,
and the independent variables were epistemological beliefs. R? was found .01, which
means the variables share 1% variance. In addition, the results showed that learning
process/expert has affected in-service teachers’ traditional conception (R=0,180;
R?=0,01; F (4, 187) =1,564; p<.05)

The unstandardized regression coefficients and associated standard errors,
standardized coefficients, and significance of the effects of in-service EFL teachers’

epistemological beliefs on efficacy for instructional strategies are shown in Table 38.

Table 38.
The effects of in-service EFL teachers’ epistemological beliefs on efficacy for

instructional strategies (dimension 3)

Unstandardized Standardized

Coefficients Coefficients
Std.

B Error Beta t Sig.
(Constant) 25,84 347 7,44 ,000"
Learning process/Expert
knowledge 0,08 0,07 0,08 1,05 ,297
Innate/Fixed ability -0,04 0,07 -0,05 -0,64 521
Learning effort 0,17 0,11 0,12 1,47 ,143
Certainty knowledge 0,04 0,10 0,04 0,42 ,679
a. Dependent Variable: Efficacy for classroom management *p<.05

The results show that in-service EFL teachers’ epistemological beliefs did not

have any significant effects on efficacy for instructional strategies.
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4.7. Findings Related to the Sixth Research Question
4.7.1. The effects of pre-service EFL teachers’ teaching-learning conceptions

on their sense of self-efficacy

The last multiple regression analysis was run to find out the effect of pre-service
EFL teachers’ teaching-learning conceptions on their sense of self-efficacy. The effects
of teaching-learning conceptions on sense of self-efficacy was analysed for every

dimension separately.

4.7.1.1. The effects of pre-service EFL teachers’ teaching-learning conceptions on
efficacy for classroom management (dimension 1)

Efficacy for classroom management was the dependent variable of the analysis
while teaching-learning conceptions were the independent ones. In the current study, R?
was found .05, which means the variables share 5% variance. In addition, the results
showed that constructivist conception has affected their efficacy for classroom
management (R=0,224; R*=0,05; F (2, 371) =9,800; p<.05).

Table 39. displays the unstandardized regression coefficients and associated

standard errors, standardized coefficients, and significance of the slope with t values.

Table 39.
The effects of pre-service EFL teachers’ teaching-learning conceptions on efficacy for

classroom management (dimension 1)

Unstandardized Standardized
Coefficients Coefficients
Std.

B Error Beta t Sig.
(Constant) 17,05 3,05 5,59 ,000"
Constructivist conception 0,20 0,05 0,26 4,42 ,000
Traditional conception 0,05 0,02 0,11 1,90 ,058
a. Dependent Variable: Efficacy for classroom management *p<.05

The results show that only constructivist conception made a significant

contribution to pre-service EFL teachers’ efficacy for classroom management (3=.26,
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p<.05), which means adopting a constructivist conception affects pre-service teachers’

efficacy for classroom management.

4.7.1.2. The effects of in-service EFL teachers’ teaching-learning conceptions on
efficacy for classroom management (dimension 1)

The dependent variable of the analysis was efficacy for classroom management,
and the independent variables were teaching-learning conceptions. R* was found .08,
which means the variables share 8% variance. In addition, the results showed that
constructivist conception has affected in-service teachers’ efficacy for classroom
management (R=0,307; R?=0,08; F (2, 189) =9,808; p<.05).

The unstandardized regression coefficients and associated standard errors,
standardized coefficients, and significance of the effects of teaching-learning

conceptions on efficacy for classroom management are shown in Table 40.

Table 40.
The effects of in-service EFL teachers’ teaching-learning conceptions on efficacy for

classroom management (dimension 1)

Unstandardized Standardized
Coefficients Coefficients
B Std. Error Beta t Sig.
(Constant) 15,10 4,31 3,50 ,001"
Constructivist .
) 0,28 0,07 0,34 4,33 ,000
conception
Traditional conception 0,04 0,03 0,10 1,31 ,191
a. Dependent Variable: Efficacy for classroom management *p<.05

The results show that only the constructivist conception made a significant
contribution to in-service EFL teachers’ efficacy for classroom management (3=.34,
p<.05). This means in-service teachers’ efficacy level for classroom management is
affected by their teaching-learning conceptions when they adopt the constructivist

approach.
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4.7.1.3. The effects of pre-service EFL teachers’ teaching-learning conceptions on
efficacy for student engagement (dimension 2)

Efficacy for student engagement was the dependent variable of the analysis
while teaching-learning conceptions were the independent ones. In the current study, R?
was found .14, which means the variables share 14% variance. In addition, the results
showed that constructivist conception has affected their efficacy for student engagement
(R=0,386; R?=0,14; F (3, 369) =32,417; p<.05).
Table 41. displays the unstandardized regression coefficients and associated standard

errors, standardized coefficients, and significance of the slope with t values.

Table 41.
The effects of pre-service EFL teachers’ teaching-learning conceptions on efficacy for

student engagement (dimension 2)

Unstandardized Standardized
Coefficients Coefficients
Std.

B Error Beta t Sig.
(Constant) 13,36 2,55 5,25 ,000"
Constructivist conception 0,30 0,04 0,42 7,74 ,000
Traditional conception 0,04 0,02 0,10 1,76 ,079
a. Dependent Variable: Efficacy for student engagement *p<.05

When the results were examined, it was seen that only the constructivist
conception made a significant contribution to pre-service EFL teachers’ efficacy for
student engagement (=.42, p<.05). When pre-service teachers favour constructivist

conception, their efficacy level for student engagement is positively affected.

4.7.1.4. The effects of in-service EFL teachers’ teaching-learning conceptions on
efficacy for student engagement (dimension 2)

The dependent variable of the analysis was efficacy for student engagement, and
the independent variables were teaching-learning conceptions. R? was found .12, which

means the variables share 12% variance. In addition, the results showed that
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constructivist conception has affected in-service teachers’ efficacy for classroom
management (R=0,359; R*=0,12; F (2, 189) =14,023; p<.05).

The unstandardized regression coefficients and associated standard errors,
standardized coefficients, and significance of the effects of teaching-learning

conceptions on efficacy for student engagement are shown in Table 42,

Table 42.
The effects of in-service EFL teachers’ teaching-learning conceptions on efficacy for

student engagement (dimension 2)

Unstandardized Standardized
Coefficients Coefficients

B Std. Error Beta t Sig.
(Constant) 12,72 4,02 3,16 ,002"
Constructivist .
conception 0,31 0,06 0,39 5,06 ,000
Traditional conception 0,03 0,03 0,09 1,10 273
a. Dependent Variable: Efficacy for student engagement *p<.05

The results show that only the constructivist conception made a significant
contribution to in-service EFL teachers’ efficacy for student engagement (3=.39, p<.05).
In other words, there is a cause-effect relationship between constructivist conception
and efficacy for student engagement dimensions. In-service teachers’ level of efficacy

for student engagement is affected by the constructivist conception they adopt.

4.7.1.5. The effects of pre-service EFL teachers’ teaching-learning conceptions on
efficacy for instructional strategies (dimension 3)

Efficacy for instructional strategies was the dependent variable of the analysis
while teaching-learning conceptions were the independent ones. In the current study, R?
was found .08, which means the variables share 8% variance. In addition, the results
showed that constructivist conception has affected their efficacy for instructional
strategies (R=0,282; R*=0,08; F (4, 369) =16,063; p<.05).

Table 43. displays the unstandardized regression coefficients and associated
standard errors, standardized coefficients, and significance of the slope with t values.
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Table 43.
The effects of pre-service EFL teachers’ teaching-learning conceptions on efficacy for

instructional strategies (dimension 3)

Unstandardized Standardized
Coefficients Coefficients t Sig.

B Std. Error Beta
(Constant) 16,19 2,74 5,92 ,000”
Constructivist .
conception 0,23 0,04 0,32 5,66 ,000
Traditional conception 0,05 0,02 0,14 2,53 012"
a. Dependent Variable: Efficacy for instructional strategies *p<.05

The results show that only the constructivist conception made a significant
contribution to pre-service EFL teachers’ efficacy for instructional strategies (3=.32,
p<.05).

4.7.1.6. The effects of in-service EFL teachers’ teaching-learning conceptions on
efficacy for instructional strategies (dimension 3)

The dependent variable of the analysis was efficacy for instructional strategies,
and the independent variables were teaching-learning conceptions. R* was found .11,
which means the variables share 11% variance. In addition, the results showed that
constructivist conception has affected in-service teachers’ efficacy for instructional
strategies (R=0,338; R?=0,11; F (2, 189) =12,191; p<.05).

The unstandardized regression coefficients and associated standard errors,
standardized coefficients, and significance of the effects of teaching-learning

conceptions on efficacy for student engagement are shown in Table 44.
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Table 44.
The effects of in-service EFL teachers’ teaching-learning conceptions on efficacy for

instructional strategies (dimension 3)

Unstandardized Standardized

Coefficients Coefficients
Std.
B Error Beta t Sig.
(Constant) 11,86 4,22 2,81 005"
Constructivist conception 0,32 0,06 0,39 4,94 ,000°
Traditional conception 0,08 0,03 0,20 2,53 012"
a. Dependent Variable: Efficacy for instructional strategies *p<.05

The results show that only constructivist conception made a significant
contribution to in-service EFL teachers’ efficacy for instructional strategies ($3=.39,
p<.05), which means there is a cause-effect relationship between constructivist

conception and efficacy for instructional strategies.

4.8. Findings Related to the Seventh Research Question

The seventh research question aimed to highlight whether there is a significant
difference between pre-service and in-service EFL teachers’ epistemological beliefs,
teaching-learning conceptions, and sense of self-efficacy. By means of the Independent
Samples t-Test analysis, pre-service and in-service EFL teachers’ epistemological

beliefs, teaching-learning conceptions, and sense of self-efficacy were compared.

48.1. The difference between pre-service and in-service EFL teachers’
epistemological beliefs

The difference between pre-service and in-service EFL teachers’

epistemological beliefs is presented in Table 45.
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Table 45.
The difference between pre-service and in-service EFL teachers’ epistemological beliefs
Group N X S sd t p
Learning pre-service teachers 374 42,90 4,65
process/Expert in-service teachers 564  -82 415
192 43,23 4,10
knowledge
Innate-Fixed pre-service teachers 374 20,54 4,76
- 564 -3,24 ,001
Ability in-service teachers 192 21,90 4,68
Learning effort pre-service teachers 374 18,16 3,09
564 -122 221
in-service teachers 192 18,49 2,88
Certainty pre-service teachers 374 14,93 3,22
) ) 564 -5,07 ,000
knowledge in-service teachers 192 16,42 3,44
*p<.05

When the results of the t-Test analysis are examined, it is seen that there is a
significant difference between pre-service and in-service EFL teachers’ epistemological
beliefs on two dimensions. There is a significant difference between pre-service and in-
service EFL teachers’ epistemological beliefs regarding innate-fixed ability dimension
(t (564) =-3,24, p<.05) and certainty knowledge dimension (t (564) =-5,07, p<.05). The
results show that in-service teachers (X=21,90) scored higher than pre-service teachers
(X= 20,54) on the innate-fixed ability dimension. Similarly, in-service teachers
(X=16,42) scored higher than pre-service teachers (X= 14,93) on the certainty
knowledge dimension. There is no significant difference between pre-service and in-
service EFL teachers’ epistemological beliefs regarding the learning process/expert
knowledge dimension (t (564) =-,82, p<.05) and learning effort dimension (t (564) =-
1,22, p<.05).

4.8.2. The difference between pre-service and in-service EFL teachers’ teaching-
learning conceptions

The difference between pre-service and in-service EFL teachers’ teaching-

learning conceptions is presented in Table 46.
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Table 46.
The difference between pre-service and in-service EFL teachers’ teaching-learning

conceptions

Group N X S sd t p
Constructivist pre-service teachers 374 53,26 5,21
. 564 2,08 ,038
conception in-service teachers 192 52,32 4,85
Traditional pre-service teachers 374 41,70 9,89
. . . 564 -4,40 ,000
conception in-service teachers 192 45,61 10,21

*p<.05

As shown in Table 30, the t-Test analysis indicates a significant difference
between pre-service and in-service EFL teachers’ teaching-learning conceptions. There
is a significant difference between pre-service and in-service EFL teachers’ teaching-
learning conceptions regarding constructivist conception dimension (t (564) =2,08,
p<.05) and traditional conception dimension (t (564) =-4,40, p<.05). The results show
that pre-service teachers (X=53,26) scored higher than in-service teachers (X=52,32) on
the constructivist conception dimension. In addition, in-service teachers (X=45,61)
scored higher than pre-service teachers (X=41,70) on the traditional conception

dimension.

4.8.3. The difference between pre-service and in-service EFL teachers’ sense of
self-efficacy

The difference between pre-service and in-service EFL teachers’ sense of self-
efficacy is presented in Table 47.
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Table 47.
The difference between pre-service and in-service EFL feachers’ sense of self-efficacy
Group N X S sd t p

Efficacy for pre-service teachers 374 29,72 4,13

classroom in-service teachers 564 -5,81 ,000
192 31,83 4,01

management

Efficacy for pre-service teachers 374 30,55 3,64

student in-service teachers 564 ,62 ,536
192 30,34 3,81

engagement

Efficacy for pre-service teachers 374 30,82 3,76

instructional in-service teachers 564 -3,29 ,001
] 192 31,93 3,97
strategies

*p<.05

When the results of the t-Test analysis are examined, it is seen that there is a
significant difference between pre-service and in-service EFL teachers’ sense of self-
efficacy on two dimensions. There is a significant difference between pre-service and
in-service EFL teachers’ beliefs regarding efficacy for classroom management
dimension (t (564) =-5,81, p<.05) and efficacy for instructional strategies dimension (t
(564) =-3,29, p<.05). The results show that in-service teachers (X=31,83) scored higher
than pre-service teachers (X= 29,72) on efficacy for the classroom management
dimension. Similarly, in-service teachers (X=31,93) scored higher than pre-service
teachers (X= 30,82) on efficacy for instructional strategies dimension. There is no
significant difference between pre-service and in-service EFL teachers’ beliefs

regarding efficacy for student engagement dimension (t (564) =-,62, p<.05).

4.9. Qualitative Findings

Qualitative data were based on open-ended questions voluntarily answered by
19 in-service and 42 pre-service teachers. After familiarizing herself with the data by
reading all responses given by the participants, the researcher generated initial codes
and searched for the themes. The process of defining and naming the themes was
completed after reviewing the potential themes. To make the data as reliable and
transparent as possible, the researcher consulted two colleagues who hold Ph.D. degrees

in English Language Teaching throughout the analysis of the qualitative data.



100

4.9.1. Qualitative Findings from Pre-service Teachers

Theme 1: Learning ability
Table 48.

Frequencies and Ratios by Codes under Theme 1 for Pre-Service Teachers

Theme 1 Codes Participants

n* %

inborn and can be developed after birth 19 46,3

inborn 13 31,7
Learning ability after birth 9 22
TOTAL 41 100

*n: number of participants that mentioned each category at least once

Table 48 shows the codes that emerged within the answers given by pre-service
teachers to the question related to learning ability. 19 pre-service teachers stated that
learning ability is inborn and can be developed after birth. 13 of the pre-service teachers
believed that learning ability is inborn, and the rest of the pre-service teachers (n: 9)
believed that learning ability is developed after birth. The following extracts exemplify

these opinions respectively;

“I think it is both inborn and can be developed after birth. We have genetically
determined abilities, but these can be developed with the effects of the
environment.” (Pre-service teacher 3)

“It is an inborn ability. People imitate the others around them, and start to learn
by repetition as of birth.” (Pre-service teacher 4)

“It is developed after birth because our learning style changes according to our

social differences.” (Pre-service teacher 34)
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Theme 2: The importance of reaching information on your own
Table 49.

Frequencies and Ratios by Codes under Theme 2 for Pre-Service Teachers

Theme 2 Codes Participants

n* %

The importance of reaching information ~ permanence 25 62,5
on your own usefulness 15 37,5
TOTAL 40 100

*n: number of participants that mentioned each category at least once

The pre-service teachers were asked about the more valuable one; getting the
information produced by the experts or reaching the information on your own, the
second theme emerged as the importance of reaching information on your own. All of
the in-service teachers mentioned the importance of reaching information on your own
with 2 different points Most of the pre-service teachers (n: 25) believed in the
permanence of information when reached by oneself and 15 of the pre-service teachers
mentioned the usefulness of the information when reached by oneself. The opinions of
in-service teachers about The importance of reaching information on your own are
exemplified respectively in the following excerpts;

“I believe in lifelong learning, so knowing how to know is a great advantage.”

(Pre-service teacher 19)

“If the student can learn on her/his own, the information s/he reaches will be

more useful because s/he needs to learn.” (Pre-service teacher 32)
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Theme 3: Learning Effort
Table 50.

Frequencies and Ratios by Codes under Theme 3 for Pre-Service Teachers

Theme 3 Codes Participants
n* %

requires a lot of effort 18 29,5
depends on the topic 18 29,5
depends on desire/interest 10 16,4

Learning effort depends on ability 9 14,8
depends on the techniques used 3 4,9
depends on readiness 3 4,9
TOTAL 61 100

*n: number of participants that mentioned each category at least once

Table 50. shows the codes related to Theme 3 Learning effort. 18 of the pre-
service teachers believed that learning requires a lot of effort. The other codes that
emerged within the same theme depend on the topic (n: 18), depends on desire/interest
(n: 10), depends on ability (n: 9), depends on the techniques used (n: 3), and depends on
readiness (n: 3).  The opinions of pre-service teachers about learning effort are

exemplified respectively in the following excerpts;

“It is not easy to process the input we take without making a great effort.” (Pre-
service teacher 25)

“Learning theoretical and scientific things requires time and effort, but we can
easily learn things to be used in our daily lives, so it depends on the topic.”
(Pre-service teacher 19)

“Some of the factors affecting the learning effort are interest and desire to
learn.” (Pre-service teacher 8)

“It does not require a lot of effort all the time. It depends on the students’

ability.” (Pre-service teacher 34)
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Theme 4: Certainty Knowledge
Table 51.

Frequencies and Ratios by Codes under Theme 4 for Pre-Service Teachers

Theme 4 Codes Participants
n* %
Uncertain 32 78
Certainty knowledge Certain 9 22
TOTAL 41 100

*n: number of participants that mentioned each category at least once

When the pre-service teachers were asked about the certainty knowledge, 32 of
them stated that is uncertain, and 9 of them stated that it is certain. Here are the two
extracts that exemplify these codes;

“I think it is certain because I always trust science and it can reach the

knowledge by questioning.” (Pre-service teacher 3)

“I do not believe in certainty knowledge because the universe is eternal and new

things are being discovered every day, so the thesis can be refuted.” (Pre-

service teacher 10)

Theme 5: Knowledge Constructed by Students
Table 52.

Frequencies and Ratios by Codes under Theme 5 for Pre-Service Teachers

Theme 5 Codes Participants
n* %
Knowledge constructed Possible through interaction 36 87,8
by students Possible if guided well 5 12,2
TOTAL 41 100

*n: number of participants that mentioned each category at least once
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Table 52. shows that pre-service teachers believed that it is possible for students
to construct the knowledge themselves. Two codes emerged within this theme. 36 of the
students believed that the construction of knowledge by students is possible through
interaction, and 5 of them stated that it is possible if the students are guided well. The

following extracts exemplify these opinions:

“I believe in the power of interaction and peer education. If the necessary
conditions are provided, knowledge can be constructed by students.” (Pre-
service teacher 1)

“If the teacher supports, informs about the process and motivates the students,

they can construct the knowledge.” (Pre-service teacher 21)

Theme 6: Effectiveness of Transferring Information to Students
Table 53.

Frequencies and Ratios by Codes under Theme 6 for Pre-Service Teachers

Theme 6 Codes Participants

n* %

Learning occurs with repetition and practice 22 55

Effectiveness Not enough for learning 12 30
of transferring Learning occurs with repetition 6 15
information to students TOTAL 40 100

*n: number of participants that mentioned each category at least once

The Theme Effectiveness of transferring information to students comprises of 3
codes emerged with the answers of the pre-service teachers. 22 of the pre-service
teachers stated that learning occurs with repetition and practice. 11 of the pre-service
teachers believed that transferring information is not enough for learning. 6 of them
believed that learning occurs with repetition. The following extracts respectively
exemplify the beliefs held by pre-service teachers about the effectiveness of transferring

information to students:
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’

“When the practice is combined with repetition, it helps to learn things better.’
(Pre-service teacher 35)

“Repetition and practice is not enough for learning. The students should be
active in the learning process. ” (Pre-service teacher 41)

“Repetition is the most important factor in learning. It reinforces and helps the
information to be permanent. (Pre-service teacher 37)

“This leads to memorizing not learning.” (Pre-service teacher 34)

Theme 7: Classroom Management
Table 54.

Frequencies and Ratios by Codes under Theme 7 for Pre-Service Teachers

Theme 7 Codes Participants
n* %
Very successful 14 33,3
Moderately 15 35,7
Classroom management y 4
Have some difficulties 13 31
TOTAL 42 100

*n: number of participants that mentioned each category at least once

Table 54 shows 3 different codes emerging within the Theme 7 Classroom
management. 14 of the pre-service teachers stated that they are very successful in
classroom management. Similarly, 15 of them are moderately good at classroom
management, and 13 of them stated that managing the classroom can sometimes be
difficult. The following extracts exemplify these:

“I think that I am really good at classroom management. I try to learn the
interests of problematic students, and | change the techniques that | use
considering the individual differences.” (Pre-service teacher 8)

“I try to manage and most of the time I can. However, I try to talk to the parents
when I cannot.” (Pre-service teacher 34)

“I have difficulties doing this. I try not to hurt them, but they do not care me. |

sometimes do not know what to do.” (Pre-service teacher 13)
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Theme 8: Student Engagement
Table 55.

Frequencies and Ratios by Codes under Theme 8 for Pre-Service Teachers

Theme 8 Codes Participants
n* %
Very successful 26 619
Moderately 14 33,3
Student engagement o
Have some difficulties 2 48
TOTAL 42 100

*n: number of participants that mentioned each category at least once

Theme 8 Student engagement comprises of 3 codes that emerged with the
answers of the pre-service teachers. 26 of the pre-service teachers are very successful in
student engagement. 14 of them stated that they are moderately successful, and 2 of
them have some difficulties in engaging students. The following extracts respectively

show how successful the pre-service teachers are:

“I can effectively engage the students in the lesson. I try different techniques
based on their interests and | communicate with parents to achieve student
engagment.” (Pre-service teacher 34)

“I often manage to do this by letting them to collaborate with the others, finding
their interests and encouraging them.” (Pre-service teacher 38)

“I think it is really hard to engage students. I always have some difficulties.’
(Pre-service teacher 15)
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Theme 9: Use of Instructional Strategies
Table 56.

Frequencies and Ratios by Codes under Theme 9 for Pre-Service Teachers

Theme 9 Codes Participants
n* %
Very successful 29 69
Use of instructional Moderately 11 26,2
strategies Have some difficulties 2 48
TOTAL 42 100

*n: number of participants that mentioned each category at least once

The pre-service teachers were asked about how successful they are to use
instructional strategies. Table 56. shows the codes related to Theme 9 Use of
instructional strategies. 29 of the pre-service teachers stated that they use instructional
strategies successfully while 3 of them use instructional strategies moderately. 1 of them
stated that it is difficult to use instructional strategies. The following extracts exemplify

these opinions respectively;

“I believe that I am really successful in using instructional strategies. I consider
their levels, interests, and expectations. I use different strategies.” (Pre-service
teacher 37)

“I am good at using instructional strategies moderately. | try to use several
techniques.” (Pre-service teacher 35)

“I have some difficulties using different strategies. It requires a lot of effort.”

(Pre-service teacher 22)
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4.9.2 Qualitative Findings from In-service Teachers

Theme 1: Learning ability
Table 57.

Frequencies and Ratios by Codes under Theme 1 for In-Service Teachers

Theme 1 Codes Participants
n* %
inborn and can be developed after birth 13 684
inborn 4 211
Learning ability after birth 2 105
TOTAL 19 100

*n: number of participants that mentioned each category at least once

Firstly, in-service teachers were asked about the sources of learning ability. As
shown in Table 57., 13 of the in-service teachers believed that language ability is both
inborn and can be developed after birth. 4 of the in-service teachers stated that learning
ability is inborn, while 2 of them believed that it is developed after birth. The following
extracts respectively exemplify the beliefs hold by in-service teachers about the source

of learning ability:

“Most of the learning ability is inborn, but it can be developed after birth within
the factors like family, environment and some others. ” (In-service Teacher 13)
“I think learning ability is inborn to a great extent. We cannot improve the
capacity that we brought when we were born.” (In-service Teacher 9)

“Learning ability is gained after birth because if someone tries very hard, s/he

can succeed in the courses that s/he has failed before.” (In-service Teacher 5)
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Theme 2: The importance of reaching information on your own
Table 58.

Frequencies and Ratios by Codes under Theme 2 for In-Service Teachers

Theme 2 Codes Participants
n* %
permanence 11 57,9
The importance of reaching information  usefulness S 26,3
on your own creativity 2 10,5
effort 1 5,3
TOTAL 19 100

*n: number of participants that mentioned each category at least once

When the in-service teachers were asked about the more valuable one; getting
the information produced by the experts or reaching the information on your own, the
second theme emerged as the importance of reaching information on your own. All of
the in-service teachers mentioned the importance of reaching information on your own
with different points emphasized, which led 5 different codes to emerge. 11 of the in-
service teachers believed the permanence of information when reached by oneself. 5 of
them stated that the information is more useful if you reach it on your own. The other
codes mentioned by the in-service teachers about the importance of reaching
information on your own were creativity and effort. The following extracts respectively
show what participants stated about the importance of reaching information on your

own:

“When someone learns the information with her/his own effort, this information
becomes permanent and life-long. ”” (In-service teacher 4)

“The information is more useful when you need it and learn it on your own.”
(In-service teacher 11)

“Getting the information produced by the experts ends up our creativity, so
reaching the information on your own is more valuable.” (In-service teacher 13)
“Reaching the information on your own is more valuable because it requires

effort.” (In-service teacher 15)
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Theme 3: Learning Effort
Table 59.

Frequencies and Ratios by Codes under Theme 3 for In-Service Teachers

Theme 3 Codes Participants
n* %

depends on ability 8 38,1

depends on desire 5 23,8

requires a lot of effort 5 23,8
Learning effort depends on the techniques used 2 9,5
depends on readiness 1 4,8

TOTAL 21 100

*n: number of participants that mentioned each category at least once

Table 59. presents the codes emerged under the Theme Learning effort. 8 of the
in-service teachers believed that learning effort depends on ability while 5 others
believed that it depends on desire. Another code is about the great effort required for
learning. 2 of the in-service teachers stated that learning effort depends on the
techniques used and 1 of them mentioned that learning effort depends on readiness. The
opinions of in-service teachers about learning effort are exemplified respectively in the

following excerpts;

“If you have this specific ability to learn the verbal things for example, you

learn them with little effort, so it depends on ability.” (In-service teacher 19)

“If the thing we will learn is among our interests, learning does not require a lot

of effort” (In-service teacher 5)

“Effort is the most important factor in the learning process. If one makes a great

effort, s/he can learn the things easily.” (In-service teacher 17)

“Everyone can learn anything by using the correct techniques.” (In-service
teacher 2)

“Readiness affects the effort in learning, so learning does not always require a

lot of effort.” (In-service teacher 7)
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Theme 4: Certainty Knowledge
Table 60.

Frequencies and Ratios by Codes under Theme 4 for In-Service Teachers

Theme 4 Codes Participants
n* %
Uncertain 14 73,7
Certainty knowledge Certain 5 26,3
TOTAL 19 100

*n: number of participants that mentioned each category at least once

Theme 4 emerged with the answers of the in-service teachers to the question
“Do you believe in the certainty knowledge and that experts can reach certain
information about everything”. While 14 of the in-service teachers stated that it cannot
be certain, 5 of them stated that knowledge is certain. The following extracts exemplify

these opinions respectively;

“I do not believe in the certainty knowledge because thanks to the developing
technology and experiments, certain knowledge can be claimed as uncertain.”
(In-service teacher 1)

“I believe in the certainty knowledge; we can reach it by trial and error.” (In-

service teacher 7)

Theme 5: Knowledge Constructed by Students
Table 61.

Frequencies and Ratios by Codes under Theme 5 for In-Service Teachers

Theme 5 Codes Participants
n* %
Possible through interaction 14 73,7
Knowledge constructed Very hard 5 26,3
by students TOTAL 19 100

*n: number of participants that mentioned each category at least once



112

When the in-service teachers were asked about the way to reach knowledge, two
themes emerged. One is Knowledge constructed by students and the other one is
Effectiveness of transferring information to students. 2 codes found within Theme 5 are
possible through interaction mentioned by 14 in-service teachers, very hard (to
construct knowledge by students) stated by 5 in-service teachers Here are three extracts

that exemplify these respectively:

“The students can construct knowledge themselves through interacting with the
others.” (In-service teacher 10)

“They can construct the knowledge by learning from and helping each other.
Each student has different intelligence types and perspectives, so they can
complete each other with the guidance of the teacher.” (In-service teacher 19)
“It can be constructed by the students, but it is very hard with our education
system because of the inability of teachers, classroom environment and students’

readiness level” (In-service teacher 14)

Theme 6: Effectiveness of Transferring Information to Students
Table 62.

Frequencies and Ratios by Codes under Theme 6 for In-Service Teachers

Theme 6 Codes Participants

n* %

Learning occurs with repetition and practice 12 63,2

Effectiveness Learning occurs with repetition 4 21
of transferring Learning does not occur 3 15,8
information to students TOTAL 19 100

*n: number of participants that mentioned each category at least once

Table 62. shows the Theme 6 Effectiveness of transferring information to
students which emerged with the answers of the question related to the way to reach
knowledge. 12 of the in-service teachers believed that learning occurs with repetition
and practice. 4 of the in-service teachers stated that learning occurs with repetition
while 3 of them stated that learning does not occur. The following extracts respectively

show how the opinions of in-service teachers differ:
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“They can learn the transferred information better thorough repetition and
practice, and these make the information permanent and learnt quickly.” (In-
service teacher 12)

“The information that is repeated is not forgotten” (In-service teacher 2)

“First of all, the information is not learnt but memorized when it is transferred.
For this reason, instead of transferring, we should show the way to reach

information and make the students use it.” (In-service teacher 19)

Theme 7: Classroom Management

Table 63.

Frequencies and Ratios by Codes under Theme 7 for In-Service Teachers

Theme Codes Participants

n* %

Very successful 10 52,6

Classroom Management Morerately o sl
Have some difficulties 1 52
TOTAL 19 100

*n: number of participants that mentioned each category at least once

Table 63. shows 3 different codes emerging within the Theme 7 Classroom

management. 10 of the in-service teachers stated that they are very successful in

classroom management.8 of them are moderately good at classroom management and 1

of them has some difficulties while managing the classroom. The following extracts

exempl

ify these:

“I can manage the classroom very well. I talk to the students, find out the reason
of the problem and look for the solutions with them” (In-service teacher 18)

“I can successfully manage by using a variety of activities. When | feel that they
are getting bored, I change the activity and the classroom atmosphere as well.”
(In-service teacher 17)

“I believe that I am good at managing the classroom even if it is really hard

sometimes. | cannot say | am very successful, but I can mostly manage by giving
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responsibilities to the problematic students like cleaning the board, making an
announcement, etc. ” (In-service teacher 13)
“Since my classrooms are very crowded, I have difficulty to do this and I give (-

) and (+) to manage their behaviours.” (In-service teacher 15)

Theme 8: Student Engagement
Table 64.

Frequencies and Ratios by Codes under Theme 8 for In-Service Teachers

Theme Codes Participants
n* %
Very successful 12 63,1
Moderately 6 316
Student Engagement y
Have some difficulties 1 53
TOTAL 19 100

*n: number of participants that mentioned each category at least once

Table 64. shows the Theme 8 Student Engagement which emerged with the
answers of the question related to how successful the in-service teachers are while
engaging students. 12 of the in-service teachers are very successful in classroom
management. 6 of them stated that they are moderately successful and 1 of them has
some difficulties in engaging students. The following extracts respectively show how

successful the in-service teachers are:

“I try very hard and manage to engage the students successfully by using a
variety of techniques or materials after I learn what motivates them.” (In-
service teacher 18)

“In order to understand why the student is not interested in the lesson, I talk to
the students and learn what is the problem. By doing so, | sometimes can find
solutions to engage them in the lesson.” (In-service teacher 12)

“I believe that I can mostly attract their attention by using games in my lessons.
But of course, it may not work all the time” (In-service teacher 16)

“Since the unsuccessful students have learned helplessness, it is not easy to

achieve student engagement.” (In-service teacher 19)
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Theme 9: Use of Instructional Strategies
Table 65.

Frequencies and Ratios by Codes under Theme 9 for In-Service Teachers

Theme 9 Codes Participants
n* %
Very successful 15 789
Use of instructional Moderately 3 158
strategies Have some difficulties 1 53
TOTAL 19 100

*n: number of participants that mentioned each category at least once

Table 65. shows the codes related to Theme 9 Use of instructional strategies. 15
of the in-service teachers stated that they use instructional strategies successfully while
3 of them use instructional strategies moderately. 1 of them stated that it is difficult to
use instructional strategies. The following extracts exemplify these opinions

respectively;

“Using different instructional strategies always help to conduct lessons
effectively, and I always manage to do it.” (In-service teacher 18)

“When I conduct my lessons in a traditional way, no one listens or participates,
so I try to use various instructional strategies, and change them often.” (In-
service teacher 19)

“ I cannot use different instructional techniques because the classes are very

crowded and I mostly try to manage the classroom.” (In-service teacher 15)
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CHAPTER V

DISCUSSION

5.1. Introduction

This chapter presents the discussion of findings from the qualitative and
quantitative data in the light of relevant literature. The chapter is organized according to
the research questions.

Section 5.2 presents the pre-service EFL teachers’ epistemological beliefs,
teaching-learning conceptions, and sense of self-efficacy (research question 1; What are
the pre-service EFL teachers’ epistemological beliefs, teaching-learning conceptions,
and sense of self-efficacy?).

Section 5.3 presents the in-service EFL teachers’ epistemological beliefs,
teaching-learning conceptions, and sense of self-efficacy (research question 2; What are
the in-service EFL teachers’ epistemological beliefs, teaching-learning conceptions,
and sense of self-efficacy?).

Section 5.4. presents the relationship between pre-service EFL teachers’
epistemological beliefs and teaching-learning conceptions, epistemological beliefs and
sense of self-efficacy, teaching-learning conceptions and sense of self-efficacy (research
question 3; Is there a relationship between pre-service EFL teachers’ epistemological
beliefs and teaching-learning conceptions, epistemological beliefs and sense of self-
efficacy, teaching-learning conceptions and sense of self-efficacy?).

Section 5.5. presents the relationship between in-service EFL teachers’
epistemological beliefs and teaching-learning conceptions, epistemological beliefs and
sense of self-efficacy, teaching-learning conceptions and sense of self-efficacy (research
question 4; Is there a relationship between in-service teachers’ EFL epistemological
beliefs and teaching-learning conceptions, epistemological beliefs and sense of self-
efficacy, teaching-learning conceptions and sense of self-efficacy?).

Section 5.6. presents the effects of pre-service and in-service EFL teachers’
epistemological beliefs on their teaching-learning conceptions and their sense of self
efficacy. (research question 5; Is there an effect of pre-service and in-service EFL
teachers’ epistemological beliefs on their teaching-learning conceptions? their sense of

self-efficacy?).
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Section 5.7. presents the effects of pre-service and in-service EFL teachers’
teaching-learning conceptions on their sense of self-efficacy (research question 6; Is
there an effect of pre-service and in-service EFL teachers’ teaching-learning
conceptions on their sense of self-efficacy?).

Section 5.8. presents the differences between pre-service and in-service EFL
teachers’ epistemological beliefs, teaching-learning conceptions, and sense of self-
efficacy? (research question 7; Is there a significant difference between pre-service and
in-service EFL teachers’ epistemological beliefs, teaching-learning conceptions, and

sense of self-efficacy?).

5.2. Pre-service EFL teachers’ epistemological beliefs, teaching-learning
conceptions and sense of self-efficacy

Pre-service EFL teachers’ epistemological beliefs

According to the descriptive statistics utilized to examine pre-service EFL
teachers’ epistemological beliefs, it is seen that the mean score for learning
process/expert knowledge (dimension 1) is 3,90. The mean score for the items related to
innate-fixed ability (dimension 2) is 2,56. The mean score is 3,63 for the items related
to learning effort, and the mean score for certainty knowledge (dimension 4) is 2,48.
These results show that pre-service teachers have relatively more sophisticated beliefs
in a learning process/expert knowledge and learning effort dimensions, which means
learning process and knowing how to learn is more important, and learning is possible
through putting an effort.

When the qualitative findings are examined, it is found that 46,3 % of the pre-
service teachers believe that learning ability is inborn and can be developed after birth.
When they were asked about the more valuable one; getting the information produced
by the experts or reaching the information on your own, all of the pre-service teachers
believe in the importance of reaching information on your own stating 2 different
reasons. Pre-service teachers were also asked whether learning requires effort and what
it depends on. They all believe in learning effort; however, they state different criteria
for learning efforts like the topic, desire, ability, techniques used, and readiness. When
they were asked whether knowledge is certain or not, 78% of them stated that is
uncertain while 22 % of them stated that is certain. The results obtained from qualitative
data show that pre-service teachers mostly believe in learning effort, learning process,
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uncertain knowledge, and learning ability which is inborn and can be developed after
birth. These results are also in line with the quantitative results.

These results are very similar to the results found by Yal¢in (2019) who
investigated pre-service EFL teachers’ epistemological beliefs found that pre-service
teachers believed in learning effort and uncertainty knowledge, which are also in line
with the results of the current study. The results found by Pan and Yelken (2016) also
show that pre-service EFL teachers hold sophisticated epistemological beliefs which
correspond to the learning process/expert knowledge and learning effort in the current
study.

The results of the current study contradict the results found by Ismail (2017). He
explored the relationship between pre-service EFL teachers’ epistemological beliefs and
their assessment orientations using Schommer’s Epistemological Beliefs Questionnaire.
In-service teachers hold naive epistemological beliefs on “source of knowledge”,
“certainty of knowledge”, “structure of knowledge” and “control of knowledge”
dimensions, while they hold sophisticated beliefs on only the “speed of knowledge
acquisition” dimension. The reason of this contradiction can be the differences in
contexts, scales, and a total number of participants.

This current study has similar results with the study conducted by Kirmizi1 and
Irgatoglu (2021) found that pre-service EFL teachers do not believe that their abilities
are fixed at birth and have doubts about whether scientists reach the truth if they try
hard. Pre-service EFL teachers partially agree that knowing how to learn is more
important, and they disagree with the items in the authority category.

The results of the current study contradict the results of the study conducted by
Rakicioglu (2005). She stated that knowledge is certain, and learning is quick and fixed
at birth for pre-service EFL teachers. The reason can be the fact that Rakicioglu (2005)
conducted her study with pre-service teachers from all four grades mostly consisting of
Freshman students, while all the pre-service teachers are senior students in the current
study. Perry (1977), King and Kitchener (1994) and Schommer (1997) state that the
more variety the students’ educational experiences show and their grade level goes up,
the more sophisticated epistemological beliefs they hold. The scale used by Rakicioglu
(2005) is also different from the scale used in this study.

The results are also different from the results found by Ketabi et al. (2014) who
stated that pre-service EFL teachers mostly believe in innate/fixed ability and certainty

knowledge. These different results might have resulted from the fact that language
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teachers in Iran do not have enough autonomy to make decisions or conduct any kind of
classroom action research or reflective teaching (Ketabi et al., 2014).

From the results, it can be concluded that pre-service teachers hold various
epistemological beliefs. However, they hold more sophisticated beliefs in the learning
process/expert knowledge and learning effort dimensions. In other words, they believe
that the learning process and learning how to learn is more important than information
transferred by experts and they also believe that putting an effort is necessary for

learning.

Pre-service EFL teachers’ teaching-learning conceptions

The quantitative results show that the mean score for constructivist conception is
4,43, while it is 2,3 for traditional conception. The qualitative findings show that 87,8 %
of the pre-service teachers believe in the knowledge constructed by students if there is
interaction and 12,2 % believe that students can construct knowledge if they are guided
well. When they were asked whether students can learn if the information is transferred
to students by the teacher, only 30% of pre-service teachers state that this is not enough
for learning. This result contradicts the quantitative findings showing a huge difference
between constructivist conception (4,43) and traditional conception (2,3). This can be
resulting from the difference between what teachers believe and what they actually do
in the classroom. Some studies (Calisir-Gerem & Yangin-Eksi, 2019; Farrell & Lim,
2005; Ng & Farrell, 2003; Uztosun, 2013) suggest that teachers’ beliefs about language
learning might be different from their actual classroom practice. Although the mean
score of constructivist conception is very high compared to traditional conception in the
current study, a relatively small number of teachers believe that information transfer is
not enough for learning, which is consistent with constructivist conception.

The results of the current study are in line with the results of the study conducted
by Yal¢in (2019) who found that pre-service EFL teachers preferred student and
problem centred curriculum design orientations (constructivist conception of teachers)
most and subject-centred curriculum design orientations (traditional conception of
teachers) least. Another study having similar results with the current study was
conducted by Sarigoban and Kirmizi (2021) who found that pre-service EFL teachers
use constructivist teaching strategies (M=4,34) rather than transmission-based

(traditional) teaching strategies (M=2,57).
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On the other hand, these results contradict the results found by Ketabi et al.
(2014). They found that pre-service EFL teachers tended to endorse traditional
conceptions about (M= 4.73) rather than constructivist conceptions (M= 3.86). Ketabi et
al. (2014) state that Iranian English teachers ignore focusing on four skills but prepare
students for the final exam which is in multiple-choice format and consists of questions
based on grammar, vocabulary, and reading comprehension. All the participants in this
study were reported to have informal teaching experience. Besides these informal
teaching experiences that can shape the pre-service teachers’ beliefs, we can also talk
about the effects of their own language learning experiences on their beliefs (Lortie,
1975) about teaching-learning conceptions as teacher candidates.

The results show that although pre-service teachers favour constructivist
conception more than traditional one, their statements about traditional conception
reveal that they also use some techniques peculiar to traditional, teacher-centred

conception.

Pre-service EFL teachers’ sense of self-efficacy

The quantitative results indicate that the mean score of efficacy for classroom
management is 3,71. The mean score for the items related to efficacy for student
engagement is 3,81 and the mean score of efficacy for instructional strategies is 3,85.
Supporting these results, qualitative findings indicate that 33,3% of the pre-service
teachers feel very efficacious, 35,7% feel moderately efficacious and 31% feel less
efficacious in classroom management. 61,9% of the pre-service teachers believe that
they feel very efficacious, 33,3 % feel moderately efficacious and 4,8% feel less
efficacious in student engagement. Finally, in terms of using instructional strategies,
69% of the pre-service teachers feel very efficacious, 26,2% feel moderately efficacious
and 4,8% feel less efficacious in classroom management.

These results support the results of the study by Daglioglu (2013) investigating
the differences in perceived self-efficacy and pedagogical beliefs of pre-service English
teachers found that the self-efficacy levels of pre-service English teachers considering
the instructional strategies, classroom management and student engagement factors
were high. The results showed that the participants had the highest mean score in
instructional strategies and the lowest mean score in student engagement.

Similarly, Dolgun (2016) conducted a study investigating pre-service and in-

service EFL teachers’ levels of self-efficacy beliefs in terms of instructional strategies,
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student engagement, and classroom management. She found that self-efficacy beliefs of
pre-service EFL teachers are relatively high. The highest mean score was found for
instructional strategies, which is also the case in the current study, while the lowest
mean score belonged to student engagement.

The results reveal that pre-service teachers feel efficacious in instructional
strategies most. It is followed by student engagement while they feel least efficacious in

classroom management.

5.3. In-service EFL teachers’ epistemological beliefs, teaching-learning conceptions
and sense of self-efficacy

In-service EFL teachers’ epistemological beliefs

According to the results of the quantitative findings, the mean score of learning
process/expert knowledge is 3,93. The mean score for the items related to innate-fixed
ability is 2,73 and it is 3,69 for the items related to learning effort. For certainty
knowledge, the mean score is 2,73. These results show that in-service teachers have
relatively more sophisticated beliefs in the learning process/expert knowledge and
learning effort dimensions like pre-service teachers. They value the learning process,
knowing how to learn, making an effort to learn.

Qualitative findings show that 68,4 % of the in-service teachers believed that
learning ability is inborn and can be developed after birth. When they were asked about
the more valuable one; getting the information produced by the experts or reaching the
information on your own, all of them opted for reaching the information on your own
stating different reasons. They all believed in the importance of learning effort
depending on different criteria. Finally, 73,7 % of the in-service teachers stated that
knowledge is uncertain while 26,3 % of them uttered the opposite.

The study conducted by Oner (2019) examined the relationship between English
teachers’ epistemological beliefs and teaching styles. The results indicated that in-
service teachers hold sophisticated beliefs on “learning effort” and “learning ability”
while they have naive beliefs on “certainty knowledge” dimensions. These results are
supported by the results of the current study. Similarly, Soleimani (2020) conducting a
study investigating the impact of teachers’ epistemological beliefs on their teaching
styles found that EFL teachers’ predominant epistemological belief is the learning
process. The results of the current study are in line with these results.
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It can be concluded that in-service teachers just like pre-service teachers hold
various epistemological beliefs. They hold more sophisticated beliefs in the learning
process/expert knowledge and learning effort dimensions than certainty knowledge and
innate-fixed ability. They hold the belief that learning takes place in a process and

expert knowledge should be questioned. They also believe that learning requires effort.

In-service EFL teachers’ teaching-learning conceptions

The mean score for the items related to constructivist conception was found as
4,36 while it was 2,53 for the items related to traditional conception. The qualitative
findings also reveal that 73,7 % of the in-service teachers believe that students can
construct their knowledge through interaction while 26,3 % found it very hard. While
the majority of the teachers believe in constructivist conception according to the
findings described above, their views contradict their answers related to the
effectiveness of transferring information to students. 63,2 % of them state that learning
occurs with repetition and practice and 21 % believe that learning occurs with
repetition, which is an indicator of traditional conception. The reason for this
contradiction can be the belief in theory but the difference in practice (Calisir-Gerem &
Yangin-Eksi, 2019; Farrell & Lim, 2005; Ng & Farrell, 2003; Uztosun, 2013).

These results are in line with the results obtained from the study conducted by
Tavakoli et al, (2015). They found that EFL teachers were more inclined towards
constructivist conception rather than traditional conception. Moreover, Zabihi and
Khodabakhsh (2017) in their study found that EFL teachers believed in constructivist
conception rather than traditional conception. Mardiha and Alibakhshi (2020)
conducted a study investigating teachers’ epistemological beliefs and conceptions of
teaching and learning. They also found that teachers mostly adopt constructivist
conceptions although they also have positive beliefs about traditional conception.

Kaymakamoglu (2017) explored the in-service EFL teachers’ beliefs, perceived
practice, and actual classroom practice in relation teacher-centred and learner-centred
teaching, and she found that most of the teachers adopted learner-centred teaching in
their classrooms. These results are also supported with the results of the current study.
The results of the study conducted by Dogan (2020) also indicate that English teachers
use communicative teaching practices more than non-communicative practices in the
classroom. The use of communicative practices and adopting a learner -centred

approach are the signs of having a constructivist conception.
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The results of the current study support the results of another study showing that
EFL teachers mostly practice the facilitator style of teaching which is the indicator of
student-centred and constructive practices of teaching (Soleimani, 2020). Oner (2019)
also found that the facilitator model was favoured by in-service teachers most. The
facilitator model was also adopted by the in-service teachers participated in the study
conducted by Ozdemir (2020). Grasha (1996) points out that facilitator teachers have
students explore options, let them take responsibility and actions independently, which
are also included among the characteristics of constructivist conception.

From the results, it can be concluded that in-service teachers mostly hold
constructivist beliefs as teaching-learning conception. However, it can be concluded

from their statements that they also use the strategies of traditional conceptions.

In-service EFL teachers’ sense of self-efficacy

As for the sense of self-efficacy, the mean score of the efficacy for classroom
management was found to be 3,97. The mean score for the items related to efficacy for
student engagement is 3,79 and the mean score is 3,99 for the items related to efficacy
for instructional strategies. According to the qualitative findings, 52,6 % of the in-
service teachers feel very efficacious, 42,1 % feel moderately efficacious and 5,3% feel
less efficacious in classroom management. 63,1% of the in-service teachers feel very
efficacious, 31,6% feel moderately efficacious and 5,3% feel less efficacious in student
engagement. Finally, in terms of using instructional strategies 78,9% of the in-service
teachers feel very efficacious, 15,8% feel moderately efficacious and 5,3% feel less
efficacious in classroom management.

Eslami and Fatahi (2008) used the Teacher Sense of Efficacy Scale (Tschannen-
Moran & Woolfolk Hoy, 2001) to examine the efficacy beliefs of non-native English
speaking Iranian EFL teachers found that The mean scores of the three subscales
indicate that the EFL teachers in Iran rated themselves as more efficacious in
instructional strategies than in managing the class and engaging students interactively.
Similarly, Tase¢1 (2019) found that in-service teachers had high self-efficacy scores. The
results showed that the participants had the highest mean score in instructional
strategies, while they had the lowest mean score in student engagement. ilgér (2019)
investigated the relationship between English language teachers’ professional identity
perceptions and self-efficacy beliefs, and found that the highest mean was for

instructional strategies domain while the lowest rated domain chosen by the teachers
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was classroom management. The study conducted by Yilmaz (2020) investigated the
relationship between teachers’ mindsets and their perceived self-efficacy beliefs, and
the results showed that in-service teachers felt most efficacious in instructional
strategies and least efficacious in student engagement.

Taser (2015) explored the predictors of Turkish EFL instructors’ self-efficacy
beliefs at the tertiary level. When the mean scores of each sub-scale were examined, it
was found that the highest mean score belonged to classroom management, while
student engagement has the lowest mean score. The results of the study conducted by
Can (2019) showed that in-service EFL teachers had a rather high level of self-efficacy.
Classroom management was the category in which instructors reported themselves as
most efficacious, and they felt least positive about using instructional strategies.

The results of the research conducted by Dogan (2020) to determine the
relationship between the levels of English teachers’ self-efficacy beliefs and their
classroom practices indicate that the levels of English teachers' self-efficacy beliefs
were quite high. English teachers were relatively more self-efficacious in student
engagement compared to instructional strategies and classroom management, and self-
efficacy related to classroom management had the lowest mean score.

The results of all these studies are supported by the results of the current study in
terms of in-service teachers’ high levels of sense of self-efficacy; however, there are
differences in the mean scores of sub-scales. Most of the studies and the current study
showed that in-service teachers felt slightly more efficacious in instructional strategies
compared to student engagement and classroom management sub-scales. The
qualitative findings also support these results. Most of the in-service teachers state that
they use a variety of instructional strategies in their lessons, while they have difficulties
in engaging students and managing the classroom.

The results reveal that in-service teachers have high levels of efficacy in all
dimensions. They feel efficacious in instructional strategies most, which is followed by

student engagement and classroom management.
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5.4. The relationship between pre-service EFL teachers’ epistemological beliefs
and teaching-learning conceptions, epistemological beliefs and sense of self-
efficacy, teaching-learning conceptions and sense of self-efficacy

The relationship between pre-service EFL teachers’ epistemological beliefs and

teaching-learning conceptions

The results of the Pearson correlation coefficient analysis showed the
relationship between pre-service EFL teachers’ epistemological beliefs and teaching-
learning conceptions. The results indicate that there are high correlations between
certainty knowledge and traditional conception, followed by innate-fixed ability and
traditional conception. These results confirm Ketabi et al. (2013) who examined the
relationship between 92 Iranian pre-service EFL teachers’ epistemological beliefs and
their conceptions of teaching and learning. The results also indicated that there is a
significant positive correlation between traditional conceptions of teaching and learning
and the participants’ innate/fixed ability beliefs and certainty knowledge. These results
are similar to the results found by Sarigoban and Kirmizi (2021) who conducted a study
to see potential correlations between and among 149 pre-service EFL teachers’
epistemological cognitions, perceived engagement levels, and instructional preferences
in the Turkish context. The findings indicate that there are positive correlations between
the source of knowledge and certainty knowledge and transmission-based teaching
(traditional conception). The results of the current study support the results of the study
conducted by Yalgimn (2019) who found that there was a significant relationship between
“There is only a single truth” (certainty knowledge) sub-dimension of epistemological
beliefs and subject centred curriculum design orientations which means a traditional
conception of teachers having the expert knowledge (Ornstein & Hunkins, 1993), and
there is a significant relationship between “There is only a single truth” sub-dimension
and expert/formal authority teaching style.

Another result of the correlation analysis of this research showed high
correlations between learning process/expert knowledge and constructivist conception,
followed by learning effort and constructivist conception. On the other hand, there is a
negative and significant correlation between certainty knowledge and constructivist
conception, innate-fixed ability and constructivist conception, and learning
process/expert knowledge and traditional conception, which also confirms by the results

found by Ketabi et al. (2013) that there was a significant positive correlation between
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pre-service teachers’ constructivist teaching conceptions and their Learning
Effort/Process as well as a negative correlation between constructivist conceptions and
two epistemological beliefs, i.e. Innate/Fixed Ability and Certainty Knowledge. The
findings also support the results found by Yalgin (2019). He found a positive
relationship between “Learning depends on effort” sub-dimension of epistemological
beliefs and student and problem centred curriculum design orientations. The results of
the current study are also similar to the results found by Kirmizi and Irgatoglu (2021).
They found significant positive correlations between the effort dimension and student-
and student—teacher interaction approaches.

Lortie (1975) states that prospective teachers mostly unconsciously internalize
the teaching models of their teachers during the many years when they were students,
which is called ‘apprenticeship of observation’. Learning prospective teachers’
epistemological beliefs and the relationship between their epistemological beliefs and
teaching-learning conceptions is crucial in order to change their perspectives as they
developed their apprenticeship of observation. Since the views of a prospective teacher
can be changed when s/he gets help to develop new behaviour by being modelled
(Korthagen, 2004), to learn her/his epistemological beliefs can be the first step to start
with.

The results show that there is a relationship between traditional conception and
two dimensions of epistemological beliefs which are certainty knowledge and innate-
fixed ability. In other words, the more pre-service teachers believe is transmission-based
teaching, the more they believe that we hold certain knowledge and our ability to learn
is fixed at birth. The results also reveal that there is a relationship between constructivist
conception and two dimensions; learning process/expert knowledge and learning effort,
which shows that pre-service teachers’ belief in constructivist conception is related to

their belief in the learning process and learning effort.

The relationship between pre-service EFL teachers’ epistemological beliefs and sense of

self-efficacy
The findings indicate that there is a significant correlation between learning

process/expert knowledge and efficacy for student engagement, and there is a
significant correlation between efficacy for student engagement and learning effort.
This means the more efficacious in student engagement the pre-service teachers are, the

more they believe that knowledge is get by learning to learn, and by making effort to
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learn. These results confirm the results found by Rakicioglu (2005) who investigated the
relationship between the epistemological beliefs and the teacher-efficacy beliefs held by
pre-service EFL teachers. She found that Innate Ability Factor is in a negative and
significant correlation with Teaching Efficacy, which means if you believe that learning
Is not an inborn ability but can be developed after birth with effort, you are more
efficacious in teaching.

Efficacy for student engagement is negatively correlated with innate/fixed
ability and certainty knowledge. This result is also in line with the results by Rakicioglu
(2005) that there was a significant negative correlation between Teaching Efficacy and
two factors of Epistemological Beliefs Questionnaire; Authority Quick Learning and
Certain Knowledge, which means the more pre-service teachers believe in acquiring
knowledge from authority, the less they believe in their teaching efficacy.

Besides this, efficacy for instructional strategies is significantly correlated with
learning process/expert knowledge and also correlated with learning effort. This result
is also supported by the results that Teaching Efficacy was found to be negatively
correlated with Authority-Quick Learning, Certain Knowledge, and Innate Ability
factors Rakicioglu (2005).

The positive relationship between efficacy for student engagement and two
dimensions of epistemological beliefs; learning process/expert knowledge and learning
effort and negative relationship between efficacy for student engagement and other two
dimensions; innate/fixed ability and certainty knowledge reveal that pre-service
teachers’ efficacy level in student engagement increases belief in the learning process
and learning effort increase when their belief in the learning process and learning effort
increase. And also their efficacy level in student engagement decreases when their
belief in certain knowledge and inborn learning ability increases. The results also
indicate that the pre-service teachers have higher levels of efficacy in instructional
strategies when they believe that the knowledge is not certain, and it can be acquired by
effort. In other words, the more they believe in knowledge that is certain and inborn, the

less efficacious they think they are in terms of instruction.

The relationship between pre-service EFL teachers’ teaching-learning conceptions and

sense of self-efficacy

The relationship between pre-service EFL teachers’ teaching-learning

conceptions and sense of self-efficacy was found with Pearson correlation coefficient
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analysis. The results indicate that the highest correlations are between constructivist
conception and efficacy for student engagement, followed by constructivist conception
and efficacy for instructional strategies, constructivist conception, and efficacy for
classroom management. Although there are no studies that examined the relationship
between pre-service EFL teachers’ teaching-learning conceptions and sense of self-
efficacy specifically, the results of a study conducted in Israel are supported by these
findings.

Wertheim and Leyser (2002) examined 191 Israeli prospective teachers’ efficacy
beliefs and choices of differentiated instructional strategies needed for effective
teaching in diverse and inclusive classrooms. The results of this study indicate that there
are low but statistically significant, positive correlations between personal teacher
efficacy and each of the instructional categories for the willingness to use and perceived
effectiveness. This means the higher the sense of personal self-efficacy, the more
preservice teachers were willing to use a variety of instructional approaches that support
the learning of students with diverse educational needs. A variety of instructional
approaches in this context includes frequently use individualized and diagnostic
teaching strategies; implement a variety of behaviour management techniques and
communicate with parents, professionals, students, which also reflect the characteristics
of constructive teaching concepts. The results of another study conducted by Gerges
(2001) in the USA to identify and describe the relationship between the teacher efficacy
of 32 pre-service teachers and the extent to which they vary their instructional practices
showed that there were not any significant correlations between the variables of
instructional variation and preservice teachers' sense of teaching-efficacy. The findings
of our study contradicts this result. The reason can be the fact that the number of the
participant is not high enough to represent the whole population, and the instruments
used to collect data are different in these studies.

On the other hand, traditional conception and efficacy for student engagement is
correlated in a negative way. This result also supports the aforementioned results that
there are high correlations between constructivist conception and efficacy for student
engagement since traditional and constructivist conceptions have converse practices in
student engagement.

Bandura (1997) suggests that efficacy beliefs can be shaped during early
learning, so learning pre-service teachers’ self-efficacy beliefs and the relationship

between pre-service EFL teachers’ teaching-learning conceptions and sense of self-
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efficacy is necessary to make the necessary intervention in shaping their efficacy
beliefs, which also affects the teaching-learning conceptions of pre-service teachers.
Woolfolk & Hoy (2000) claims that efficacy beliefs are resistant to change when they
are established. Therefore, learning the self-efficacy beliefs of pre-service teachers’ is
important.

It can be concluded from the results that the more constructivist conception pre-
service teachers adopt, the more efficacious they are in terms of student engagement,
instructional strategies, and classroom management. On the other hand, the results show
that the more traditional conception pre-service teachers adopt, the less efficacious they

are in terms of student engagement.

5.5. The relationship between in-service EFL teachers’ epistemological beliefs and
teaching-learning conceptions, epistemological beliefs and sense of self-efficacy,
teaching-learning conceptions, and sense of self-efficacy

The relationship between in-service EFL teachers’ epistemological beliefs and teaching-

learning conceptions

The findings indicate that there is a significant correlation between in-service
EFL teachers’ epistemological beliefs and teaching-learning conceptions. The highest
significant correlation is between the learning process/expert knowledge and
constructivist conception followed by the correlations between certainty knowledge and
traditional conception and the correlations between innate/fixed ability and traditional
conception. There is also a negative correlation between innate/fixed ability and
constructivist conception. This means the more constructivist conception in-service
teachers hold, the less they hold the idea that we have an inborn ability to learn which
cannot be changed later on. Besides this, the learning process/expert knowledge is
negatively correlated with traditional conception, which means the more traditional
conception in-service teachers hold, the less they hold the idea that learning depends on
the effort we make.

All these results support the studies conducted by Oner (2019), Mardiha and
Alibakhshi (2020), and Soleimani (2020). Oner (2019) investigated the relationship
between 347 English teachers’ epistemological beliefs and teaching styles in the
Turkish context, and he found a correlation between English teachers’ epistemological

beliefs and teaching styles. Mardiha and Alibakhshi (2020) also explored the correlation



130

between 120 Iranian EFL teachers’ epistemological beliefs and their conceptions of
teaching and learning. The results show that the correlation between the teachers’
epistemological beliefs and conceptions of teaching and learning is significant.
Similarly, Soleimani (2020) conducted a study in the Iranian context and investigated
200 Iranian English language teachers’ epistemological beliefs, teaching styles, and
possible relationships between epistemological beliefs and teaching styles. The results
indicated a significant relationship between the two variables. Although all these
research showed a correlation between in-service EFL teachers’ epistemological beliefs
and teaching-learning conceptions, they did not give information about the relationship
between each subscale.

Korthagen’s (2004) ideas that teachers’ actions are determined by their beliefs
about learning and teaching support the findings of this study indicating the significant
correlation between in-service EFL teachers’ epistemological beliefs and teaching-
learning conceptions. There are other researchers who believe that it is important to
understand teacher beliefs and ideas in order to understand teacher behaviour (Clark,
1986; Pajares, 1992).

The results show that in-service teachers who have traditional conceptions
believe that there is a truth that cannot be changed, and we have an inborn ability to
learn that cannot be improved with effort. In addition, in-service teachers holding
constructivist conception believe that the learning process and making effort to learn is
more important than learning itself, and we should question the certainty knowledge.
The negative correlation between innate/fixed ability and constructivist conception
shows that the more constructivist conception in-service teachers hold, the less they
hold the idea that we have an inborn ability to learn which cannot be changed later on.
Besides this, the negative correlation between the learning process/expert knowledge
and traditional conception indicates that the more traditional conception in-service
teachers hold, the less they hold the idea that learning depends on the effort we make.

The relationship between in-service EFL teachers’ epistemological beliefs and sense of

self-efficacy
Pearson correlation coefficient analysis was used to find the relationship

between in-service EFL teachers’ epistemological beliefs and teaching-learning
conceptions. The results indicate that there is a significant correlation between learning

process/expert knowledge and efficacy for classroom management and efficacy for
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student engagement. Besides this, learning effort significantly correlates with efficacy
for student engagement and efficacy for instructional strategies. There are no studies
that examined the relationship between in-service EFL teachers’ epistemological beliefs
and sense of self-efficacy specifically; however, a study conducted by Yilmaz (2020)
aims to reveal the relationship between 151 EFL teachers’ mindsets and their perceived
self-efficacy beliefs. The result indicates that if the teachers’ self-efficacy beliefs in
classroom management and instructional strategies scores increase, their mindset scores
also increase showing that they have growth mindsets. This result confirms the idea that
learning effort correlates with efficacy for instructional strategies, and learning
process/expert knowledge correlates with efficacy for classroom management because
teachers with growth mindsets believe that making effort in the learning process is
important, and student mistakes are part of the learning process (Lee, 1996).

The significant correlation between learning process/expert knowledge and two
dimensions; efficacy for classroom management and efficacy for student engagement
show that in-service teachers have a higher level of efficacy for classroom management
and student engagement when they believe in the importance of learning process and
learning how to learn. Similarly, the significant correlation between learning effort and
two dimensions; efficacy for student engagement and efficacy for instructional
strategies reveal the relationship between the belief in the importance of learning effort

and being more efficacious in engaging students and using instructional strategies.

The relationship between in-service EFL teachers’ teaching-learning conceptions and

sense of self-efficacy

When the correlation results are analysed, it is seen that constructivist
conception is correlated with all three dimensions of sense of self-efficacy. The highest
correlation is found with efficacy for student engagement followed by efficacy for
classroom management and efficacy for instructional strategies. These results confirm
the results found by Dogan (2020) who investigated the relationship between the levels
of 152 English teachers’ self-efficacy beliefs and their classroom practices. Classroom
activities are divided into two categories ‘communicative teaching practices’ which
corresponds to constructivist conception and ‘non-communicative teaching practices’
which corresponds to traditional conception in our study. The results indicated that there
was a positive relationship between the English teachers' self-efficacy perceptions and

communicative teaching practices they employed in the classroom.
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These results also support the results of the research conducted by Choi and Lee
(2017) who explored the relationship between 190 in-service teachers’ self-efficacy and
teaching practices in South Korea. They also specified teaching practices as
‘communicative teaching practices’ which focus on contextualized L2 communication
and student interaction, with a goal of developing communicative competence, and
‘non-communicative teaching practices’ which refer to practices that emphasize
grammar rules and translation/reading skills in a teacher-centred manner. They found
that each of the three efficacy sub-scales was significantly correlated with
communicative teaching. Higher efficacy beliefs in classroom management, student
engagement, and instructional strategies are likely to lead teachers to employ
communicative teaching.

Bandura (1997) supporting the positive effects of self-efficacy in the way
teachers teach and manage the classroom states that teachers having high self-efficacy
believe that if they make an effort to teach, they can manage to teach even when
working with the most difficult students, instruct them and influence their performance.

However, the results of the current study indicate that there is no correlation
between any of the dimensions of self-efficacy and traditional conception. Teachers
who feel less capable in classroom management, student engagement, and instructional
strategies are more prone to use traditional teaching strategies. The results are in line
with two studies conducted by Dogan (2020) and Choi and Lee (2017). Both studies
indicate that there is no significant relationship between self-efficacy beliefs of English
teachers and non-communicative teaching practices employed in the classroom.

The results show that the more efficacious the in-service teachers are the more
constructivist conception they adopt. On the other hand, there is no relationship between
holding a traditional conception and being efficacious in classroom management,

student engagement and instructional strategies.

5.6. The effects of pre-service and in-service EFL teachers’ epistemological beliefs
on their teaching-learning conceptions and their sense of self-efficacy

The effects of pre-service and in-service EFL teachers’ epistemological beliefs on their

teaching-learning conceptions

When the effect of pre-service and in-service EFL teachers’ epistemological

beliefs on teaching-learning conception was investigated, constructivist conception and
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traditional conception were the dependent variables of the analysis separately, and
epistemological beliefs were the independent ones. The results display that learning
process/expert knowledge, certainty knowledge, innate-fixed ability, and learning effort
made a significant contribution to pre-service EFL teachers’ constructivist conception.
However, while learning process/expert knowledge and learning effort positively
contributed, certainty knowledge and innate-fixed ability negatively contributed to
constructivist conception. The results also show that only learning process/expert
knowledge made a significant contribution to in-service EFL teachers’ constructivist
conception. Other dimensions do not have an effect on in-service teachers’ teaching-
learning conceptions.

When traditional conception was the dependent variable of the analysis, and
epistemological beliefs were the independent ones, certainty knowledge, and innate-
fixed ability made a positive and significant contribution, and learning process/expert
knowledge made a negative and significant contribution to pre-service and in-service
EFL teachers’ traditional conception.

These results support the results of the studies conducted by Donmoyer (2001)
stating that epistemological beliefs determine how a teacher reacts in a classroom, by
Schraw and Olafson (2003) who found that teachers’ beliefs predict the pedagogical
outcomes, by Cheng et al. (2009) who suggest that teachers’ sophisticated
epistemological beliefs have effects on designing activities that motivate critical
thinking and learners’ engagement, and by Sosu and Gray (2012) who investigated the
epistemic beliefs in teachers’ behaviours and their instructional preferences. They
employed regression analyses and results showed that teachers’ epistemic beliefs
significantly predicted teachers’ instructional preferences. Teachers who believed in
learning effort tended to adopt a constructivist approach.

Oner (2019) found that EFL teachers’ epistemological beliefs affect their
teaching styles. Similarly, Soleimani (2020) investigated English language teachers’
epistemological beliefs, teaching styles and possible relationships between EB and
teaching styles. The results supported by the current study showed that epistemological
beliefs significantly accounted for the changes in teaching styles. The results of this
current study are in line with the results of two studies. Kirmizi and Irgatoglu (2021)
investigated the relation between pre-service EFL teachers’ epistemological beliefs and
their approaches to teaching, and they found that the learning effort dimension predicts

teaching approaches of pre-service teachers. Sarigoban & Kirmizi1 (2021) found that
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although dimensions of epistemological beliefs do not predict constructivist conception,
the ability to learn and source of knowledge predict transmission-based teaching. The
instruments used in this study were the same as the ones used in the current study;
however, the number of the participants were far less than the participants in the current
study and only a small amount of them were senior ELT students, which can be the
explanation of the contradictory results.

From the results, it can be concluded that the pre-service teachers believing that
the ability to learn is flexible and can be developed after birth rather than fixed at birth
prefer a constructivist approach. Similarly, they prefer the same approach when they
believe that learning is a process. For the in-service teachers, those who believe that
learning is a process which requires the rejection of expert knowledge transferred to
students by teachers, adopt a student-centred approach. The results also show that
believing that knowledge is certain and learning ability is fixed at birth results in
adopting a teacher-centred, transmission-based approach while questioning the expert
knowledge and accepting that learning requires process results in adopting a student-

centred, constructive approach.

The effects of pre-service and in-service EFL teachers’ epistemological beliefs on their

sense of self-efficacy

When efficacy for classroom management was the dependent variable of the
analysis, and epistemological beliefs were the independent ones, only learning
process/expert knowledge made a significant contribution to pre-service and in-service
EFL teachers’ efficacy for classroom management. When efficacy for student
engagement and instructional strategies were the dependent variable of the analysis
separately, and epistemological beliefs were the independent ones, learning
process/expert knowledge and learning effort made a significant contribution to pre-
service EFL teachers’ efficacy for student engagement and instructional strategies.
However, in-service EFL teachers’ epistemological beliefs did not have any significant
contribution to efficacy for student engagement and instructional strategies.

Yilmaz-Tiiziin and Topgu (2008) investigated the relationships among pre-
service teachers’ epistemological beliefs, epistemological world views, and self-efficacy
beliefs. They found that the Innate Ability dimension of epistemological beliefs was
found to have a significant (negative) relationship with self-efficacy, which means the

less pre-service teachers believed in Innate Ability, the more they felt confident about
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their science teaching. Pre-service teachers assume that they can teach science
effectively when they accept students’ learning ability can be developed by teachers’
effective teaching practices and is not fixed at birth. This result supports that belief in
the learning process results in a high self-efficacy level.

The results reveal that if pre-service and in-service teachers do not believe in the
certainty of expert knowledge, but the learning process, they feel more efficacious in
managing the classroom. Pre-service teachers’ beliefs in learning taking place with
effort and in a process contribute to their success in engaging students and using
instructional strategies. However, in-service teachers’ efficacy in student engagement

and instructional strategies is not affected by their epistemological beliefs.

5.7. The effects of pre-service and in-service EFL teachers’ teaching-learning
conceptions on their sense of self-efficacy

When efficacy for classroom management, student engagement and instructional
strategies were the dependent variable of the analysis separately, and teaching-learning
conceptions were the independent ones, only constructivist conception made a
significant contribution to pre-service and in-service EFL teachers’ efficacy for
classroom management, student engagement, and instructional strategies.

Ozdemir (2020) explored whether self-efficacy for student engagement,
classroom management, and instructional strategies could predict teaching styles. She
found that both efficacy in student engagement and instructional strategies were
significant predictors of facilitator teaching style which has common characteristics
with constructivist conception. Choi and Lee (2017) also explored the relationship
between teachers’ self-efficacy and teaching practices. They found that the three
efficacy predictors together contributed to using communication-focused practices.
When the results of all these studies are considered, it can be concluded that
constructivist conception both affects and is affected by the self-efficacy levels of
service and in-service teachers.

The results show that if pre-service and in-service teachers adopt a student-
centred approach, their level of self-efficacy in classroom management, student
engagement and instructional strategies increase. However, traditional conception does

not have any effects on the self-efficacy levels of pre-service and in-service teachers.
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5.8. The differences between pre-service and in-service EFL teachers’
epistemological beliefs, teaching-learning conceptions and sense of self-efficacy

While epistemological beliefs, teaching-learning conceptions and sense of self-
efficacy have been investigated in the related literature, there has been lack of interest in
the comparison between pre-service and in-service teachers, particularly in language
teaching. Therefore, this study focused on the comparison of two groups in order to
enhance understanding of the difference.

When the results of the t-Test analysis are examined, it is seen that there is a
significant difference between pre-service and in-service EFL teachers’ epistemological
beliefs on innate-fixed ability and certainty knowledge dimensions. The results show
that in-service teachers scored higher than pre-service teachers on innate-fixed ability
and certainty knowledge dimensions.

There are a number of studies conducted to learn pre-service and in-service
teachers’ epistemological beliefs separately for two groups. However, to the best of the
researcher’s knowledge, there has been no study that examines the comparison of two
groups in terms of epistemological beliefs. Therefore, the discussions of the two groups
are made separately.

Most of the studies conducted with pre-service teachers show that they are more
inclined to the belief that learning requires a process and knowledge is not certain and
cannot be learned if transferred from experts to students. Learning process/expert
knowledge and learning effort (Pan & Yelken, 2016), learning effort, and uncertainty
knowledge (Yalgin, 2019) are the dimensions pre-service teachers mostly hold
sophisticated beliefs on. However, the current study has different results from some
other studies. Innate/fixed ability and certainty knowledge (Ketabi et al., 2014) and
control of knowledge (Ismail, 2017) are the dimensions pre-service teachers mostly
hold sophisticated beliefs on.

There is a significant difference between pre-service and in-service EFL
teachers’ teaching-learning conceptions regarding the constructivist conception
dimension and traditional conception dimension. The results show that pre-service
teachers scored higher than in-service teachers on the constructivist conception
dimension. In addition, in-service teachers scored higher than pre-service teachers on
the traditional conception dimension. According to the results of the study conducted by
Rakicioglu (2005), pre-service teachers believe that knowledge is certain, and learning
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is quick and fixed at birth. In-service teachers hold sophisticated beliefs on learning
effort and learning ability (Oner, 2019) and learning process (Soleimani, 2020)
dimensions.

Despite a number of studies investigating the teaching and learning conceptions
of pre-service and in-service EFL teachers separately, there is a limited number of
studies comparing the teaching and learning conceptions of both groups. Metruk (2020)
investigated the Slovak pre-service and in-service EFL teachers’ perceptions of a good
and effective language teacher. The results indicated that pre-service teachers favoured
traditional teaching more than in-service teachers. The results of the current study
contradict these results. The reason can be the different contexts, the number of
participants which is very low (74 pre-service teachers and 63 in-service teachers) in the
study conducted with Slovak participants, and the different aims of the studies.

When the literature reviewed, it has been found that the studies conducted to
find out the teaching-learning conceptions or teaching styles of the pre-service teachers
indicate that pre-service teachers mostly favour constructivist teaching (Sarigoban &
Kirmizi, 2021) and student and problem centred curriculum (Yalgin, 2019). The results
of a study conducted in Iran (Ketabi et al., 2014) indicate that pre-service teachers
tended to endorse traditional conceptions rather than constructivist conceptions, which
was explained by the researcher as ignoring the focus on four skills but on grammar,
vocabulary, and reading comprehension while teaching English.

Similarly, the results of the studies conducted in EFL context with in-service
teachers show that they are more inclined towards constructivist conception (Mardiha &
Alibakhshi, 2020; Tavakoli et al, 2015; Zabihi & Khodabakhsh, 2017), learner-centred
teaching (Kaymakamoglu, 2017), communicative teaching practices (Dogan, 2020) and
facilitator style of teaching which is the indicator of student-centred approach (Oner,
2019; Ozdemir, 2020; Soleimani, 2020).

There is a significant difference between pre-service and in-service EFL
teachers’ sense of self-efficacy on classroom management and efficacy for instructional
strategies dimensions. The results show that in-service teachers scored higher than pre-
service teachers on efficacy for classroom management dimension. Similarly, in-service
teachers scored higher than pre-service teachers on efficacy for instructional strategies
dimension.

On the difference between pre-service and in-service teachers’ sense of self-
efficacy, there are only a few studies conducted in the EFL context. The current study
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supports the results found by Ekizler (2003) who explored the relationship between pre-
service and in-service teachers’ levels of self-efficacy and teaching concerns. The
findings indicate that in-service teachers’ efficacy level in relation to instructional
strategies and classroom management was significantly higher than the pre-service
teachers’ efficacy in relation to instructional strategies and classroom management.
There was also a significant difference between pre-service and in-service EFL teachers
concerning student engagement although no significant difference between pre-service
and in-service EFL teachers’ efficacy for student engagement was found in the current
study. The reason why there is no significant difference between pre-service and in-
service EFL teachers’ efficacy for student engagement can be the fact that student
engagement is believed to be a more advanced task for teachers because it requires the
discovery of strategies to achieve in a gradual development (Tschannen Moran & Hoy,
2007).

This current study does not support the findings of Dolgun (2016) who
investigated pre-service and in-service EFL teachers’ levels of self-efficacy beliefs.
Analysis of data indicated that although pre-service teachers have higher overall self-
efficacy scores than in-service teachers, there is no statistically meaningful difference.
The different results may stem from the number of participants in both groups; 105 in-
service teachers and 75 pre-service teachers.

In a similar vein, there is a discrepancy between the findings of the current study
and the study conducted by Ustiinbas (2020) who examined teacher self-efficacy and
metacognitive awareness of preservice and in-service English language teachers. She
found no significant difference between the two groups in their self-efficacy beliefs.
The small number of participants; 96 pre-service EFL teachers and 53 English lecturers
might be the reason for the contrasting results.

The results show that in-service teachers hold the beliefs that knowledge is
certain and learning ability is fixed at birth more than pre-service teachers. They also
favour traditional conception more than pre-service teachers while pre-service teachers
adopt the constructivist conception more than in-service teachers. In addition, the
results indicate that in-service teachers are more efficacious in classroom management
and instructional strategies than pre-service teachers.

Overall, discussion about the difference between pre-service and in-service
teachers in their epistemological beliefs, teaching-learning conceptions, and sense of
self-efficacy could not be sufficiently related to existing research since there is a lack of
research. However, a comparison of the pre-service and in-service language teachers,
which is neglected in the related literature could lead to a need for further research.



139

CHAPTER VI
CONCLUSION

6.1. Introduction

This chapter presents conclusions drawn from the findings of the study. Besides,
the implications that the study has provided and the limitations of the study is shared,

and suggestions for further study is offered.

6.2. Conclusions

The current study aims to investigate the pre-service and in-service EFL
teachers’ epistemological beliefs, teaching-learning conceptions, and sense of self-
efficacy, the relationship among these dimensions and the differences between pre-
service and in-service EFL teachers’ epistemological beliefs, teaching-learning
conceptions, and sense of self-efficacy. To do this, a correlational research design was
used and the data was collected by employing four data collection tools;
Epistemological Beliefs Questionnaire (EBQ), Teaching and Learning Conceptions
Questionnaire (TLCQ), Teacher Sense of Efficacy Scale (TSES), and Open-Response
Questions Form.

The study was conducted with two different groups of participants chosen based
on the convenience sampling method. In the first group, the quantitative data was
collected from 374 4™ grade students studying at the English Language Teaching
departments, and 42 4™ grade students voluntarily accepted to answer the open-response
questions. The second group consists of 192 in-service teachers working in state schools
in Gaziantep province. 19 of the 192 in-service teachers were volunteer to answer the
open-response questions. After the data collection procedure, the analysis of the
guantitative data was utilized using descriptive statistical techniques, Pearson
Correlation analysis, regression analysis and t-test. The qualitative data collected
through open response questions was analysed with content analysis. The conclusion of

the research is explained regarding each research question.
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Research Question 1: What are the pre-service EFL teachers’ epistemological beliefs,

teaching-learning conceptions and sense of self-efficacy?

The findings of the study revealed that pre-service teachers have relatively more
sophisticated beliefs in the learning process/expert knowledge and learning effort
dimensions, which means learning process and knowing how to learn is more important,
and learning is possible through putting an effort. Both qualitative and quantitative
findings indicate that they adopt the constructivist conception more than the traditional
conception. As for the sense of self-efficacy beliefs, the study revealed that pre-service
teachers feel efficacious in instructional strategies, student engagement, and classroom

management respectively.

Research Question 2: What are the in-service EFL teachers’ epistemological beliefs,

teaching-learning conceptions, and sense of self-efficacy?

In-service teachers also have relatively more sophisticated beliefs in the learning
process/expert knowledge and learning effort dimensions compared to certainty
knowledge and innate-fixed ability dimensions. They give importance to the learning
process, knowing how to learn, and learning effort. They also favour the constructivist
conception more than the traditional conception according to the qualitative and
quantitative findings. In-service teachers feel efficacious in terms of instructional

strategies, student engagement, and classroom management respectively.

Research Question 3: Is there a relationship between pre-service EFL teachers’

epistemological beliefs and teaching-learning conceptions, epistemological beliefs, and

sense of self-efficacy, and teaching-learning conceptions and sense of self-efficacy?

The results indicate that there are high correlations between certainty knowledge
and traditional conception, followed by innate-fixed ability and traditional conception of
pre-service teachers. There is also a significant positive correlation between traditional
conceptions of teaching and learning and the participants’ innate/fixed ability beliefs
and certainty knowledge. Correlation analysis showed high correlations between
learning process/expert knowledge and constructivist conception, followed by learning
effort and constructivist conception. On the other hand, there is a negative and
significant correlation between certainty knowledge and constructivist conception,
innate-fixed ability and constructivist conception, and learning process/expert

knowledge and traditional conception.
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There are high correlations between constructivist conception and efficacy for
student engagement, followed by constructivist conception and efficacy for instructional
strategies, constructivist conception and efficacy for classroom management.
Traditional conception and efficacy for student engagement is correlated in a negative

way.

Research Question 4: Is there a relationship between in-service EFL teachers’

epistemological beliefs and teaching-learning conceptions, epistemological beliefs and

sense of self-efficacy and teaching-learning conceptions and sense of self-efficacy?

The results revealed that there is a significant correlation between in-service
EFL teachers’ epistemological beliefs and teaching-learning conceptions. The highest
significant correlation is between the learning process/expert knowledge and
constructivist conception followed by the correlations between certainty knowledge and
traditional conception and the correlations between innate/fixed ability and traditional
conception. There is also a negative correlation between innate/fixed ability and
constructivist conception. Besides this, the learning process/expert knowledge is
negatively correlated with traditional conception.

The results indicate that there is a significant correlation between learning
process/expert knowledge and efficacy for classroom management and efficacy for
student engagement. Learning effort significantly correlates with efficacy for student
engagement and efficacy for instructional strategies. Constructivist conception is
correlated with all three dimensions of the sense of self-efficacy. The highest correlation
is found with efficacy for student engagement followed by efficacy for classroom
management and efficacy for instructional strategies. There was a positive relationship
between the English teachers' self-efficacy perceptions and communicative teaching

practices they employed in the classroom.

Research Question 5: Is there an effect of pre-service and in-service EFL teachers’

epistemological beliefs on their teaching-learning conceptions and on their sense of the

self efficacy?
The results display that learning process/expert knowledge, certainty knowledge,

innate-fixed ability, and learning effort made a significant contribution to pre-service
EFL teachers’ constructivist conception. However, while learning process/expert

knowledge and learning effort positively contributed, certainty knowledge and innate-
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fixed ability negatively contributed to constructivist conception. The results also show
that only learning process/expert knowledge made a significant contribution to in-
service EFL teachers’ constructivist conception. Certainty knowledge and innate-fixed
ability made a positive and significant contribution, and learning process/expert
knowledge made a negative and significant contribution to pre-service and in-service
EFL teachers’ traditional conception.

Only learning process/expert knowledge made a significant contribution to pre-
service and in-service EFL teachers’ efficacy for classroom management. Learning
process/expert knowledge and learning effort made a significant contribution to pre-

service EFL teachers’ efficacy for student engagement and instructional strategies.

Research Question 6: Is there an effect of pre-service and in-service EFL teachers’

teaching-learning conceptions on their sense of self-efficacy?

Only constructivist conception made a significant contribution to pre-service and
in-service EFL teachers’ efficacy for classroom management, student engagement, and

instructional strategies.

Research Question 7: Is there a significant difference between pre-service and in-service

EFL teachers’ epistemological beliefs teaching-learning conceptions and sense of self-

efficacy?

There is a significant difference between pre-service and in-service EFL

teachers’ epistemological beliefs on innate-fixed ability and certainty knowledge
dimensions. In-service teachers scored higher than pre-service teachers on innate-fixed
ability and certainty knowledge dimensions.

There is also a significant difference between pre-service and in-service EFL
teachers’ teaching-learning conceptions regarding the constructivist conception
dimension and traditional conception dimension. The results show that pre-service
teachers scored higher than in-service teachers on the constructivist conception
dimension. In addition, in-service teachers scored higher than pre-service teachers on
the traditional conception dimension.

A significant difference was found between pre-service and in-service EFL
teachers’ sense of self-efficacy on classroom management and efficacy for instructional
strategies dimensions. In-service teachers scored higher than pre-service teachers on

efficacy for classroom management and instructional strategies dimensions.
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6.3. Implications of the Study

When the findings are taken into consideration, the present study has some
implications for the stakeholders of language teacher education. To start with, this study
investigated the epistemological beliefs of pre-service and in-service teachers
considering the importance of beliefs in teaching and learning. Exploring the teachers’
beliefs play a crucial role to understand classroom practices, change, and learning to
teach (Richardson, 1996) because teachers’ beliefs determine their classroom behaviour
and activities (Clark & Peterson, 1986; Pajares, 1992; Richardson, 1996).
Epistemological beliefs indicating how individuals come to know also affect cognitive
processes of thinking and reasoning (Hofer & Pintrich, 1997), and meta-cognitive
activities (Schommer, 1990), and they should also be investigated in order to better
understand the teaching and learning conceptions held by teachers (Chan & Elliot,
2004). Epistemological beliefs have been divided into two categories, ‘sophisticated
beliefs’ and ‘naive beliefs’ with respect to the four dimensions of epistemological
beliefs. Teachers with sophisticated beliefs believe that ability to learn is not fixed or
inborn but is acquired and improved with effort. On the contrary, teachers with naive
beliefs believe that knowledge is certain and transferred from an expert and that since
learning ability is inborn, it cannot be improved with effort. The results of this study
indicate that both pre-service and in-service teachers hold relatively more sophisticated
beliefs in the learning process/expert knowledge and learning effort dimensions
compared to certainty knowledge and innate-fixed ability dimensions.

One implication of this study is to explore the pre-service teachers’
epistemological beliefs before they start the teacher training program in order to take
further actions to change their beliefs. Although the literature shows that
epistemological beliefs are changeable over time through instruction (Conley et al.
2004; Kienhues et al., 2008; Sosu and Gray, 2012; Tanase & Wang, 2010), the
significant difference between pre-service and in-service EFL teachers’ epistemological
beliefs in this study show that in-service teachers scored higher than pre-service
teachers on innate-fixed ability and certainty knowledge dimensions, which means in-
service teachers’ belief in the certainty knowledge delivered by the authority is stronger.
These results show that, the teacher training in-service teachers received was not
effective to change their beliefs or there are some other factors affecting their beliefs in

a negative way. For these reasons, the epistemological beliefs of in-service teachers
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should also be investigated in order to help them hold more sophisticated beliefs with
some trainings.

According to the qualitative and quantitative findings, both groups favour the
constructivist conception more than the traditional one. However, qualitative findings
also show that both pre-service and in-service teachers favour strategies relying upon
traditional conception. The results also show that pre-service teachers scored higher
than in-service teachers on constructivist conception, while in-service teachers scored
higher than pre-service teachers on the traditional conception dimension. The results
indicate that there are high correlations between certainty knowledge and traditional
conception, followed by innate-fixed ability and traditional conception. If we consider
the results that there are high correlations between certainty knowledge and traditional
conception, followed by innate-fixed ability and traditional conception, we should take
actions in order to change their epistemological beliefs and accordingly their
preferences on teaching-learning conceptions. The results also show that there are high
correlations between learning process/expert knowledge and constructivist conception,
followed by learning effort and constructivist conception of both pre-service and in-
service teachers. While learning process/expert knowledge and learning effort positively
contributed, certainty knowledge and innate-fixed ability negatively contributed to
constructivist conception. Certainty knowledge and innate-fixed ability made a positive
and significant contribution, and learning process/expert knowledge made a negative
and significant contribution to pre-service and in-service EFL teachers’ traditional
conception. People who hold more sophisticated and relativistic beliefs also hold the
belief that alternative solutions can be constructed to solve problems (Kitchener, 1983;
King & Kitchener, 1994), which supports the result that sophisticated beliefs positively
contribute to constructivist conception.

Therefore, another implication is on the development of pre-service and in-
service EFL teachers’ training which should make both groups aware of their
epistemological beliefs and how epistemological beliefs influence their approaches to
teaching and learning. Instead of raising teacher candidates as passive technicians who
transmit knowledge produced by experts without questioning or create solutions for
their own context (Kumaravadivelu, 2003), reflective teachers who produce knowledge
and solve problems, and reflective practitioners who take the responsibility in school
change and in their own professional development (Zeichner & Liston, 1996) should be

raised with teacher education programs. For this reason, pre-service teacher education
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programs should be designed in a way that even if pre-service teachers start the
education program with naive epistemological beliefs, they should end up with holding
sophisticated beliefs that will be permanent when they become a novice and
experienced teachers. Designing an effective training program is necessary because the
biggest factor affecting the success of students is teacher quality (Darling-Hammond,
2000). It has been found that changing epistemological beliefs from naive to more
sophisticated is possible through relational pedagogy which gives importance to
students as knowers, their experiences, explicit reflections on their epistemological
beliefs, and constructivist teaching and learning conceptions (Baxter-Magolda, 1996;
Brownlee, 2004). In order to help pre-service teachers make their beliefs explicit,
teacher training programs should be designed in a way that student-teachers should
question, discuss, analyse, experience, reflect and evaluate instead of accepting
everything delivered by the experts in the field. According to Richardson (1996)
“beliefs are thought to drive actions; however, experiences and reflection on action may
lead to changes in and/or additions to beliefs (p. 107). In-service teachers, on the other
hand, should also be aware of their epistemological beliefs and encouraged to change
their naive beliefs and hold sophisticated ones. Since developing a system contributing
to good teachers and good teaching should be considered on a preferential basis,
changing the beliefs held by pre-service and in-service teachers should also be the first
step to implement an effective education system. Therefore, in-service training should
also focus on developing sophisticated epistemological beliefs and the constructivist
approach because these trainings are effective to help teacher behaviour change in a
positive way leading to long-term educational and institutional benefits (Hayes, 1995;
2000; Richards & Farrell, 2005). However, research conducted to evaluate the
effectiveness of in-service trainings have revealed that in-service teachers found such
trainings insufficient or irrelevant (Kog, 2016; Uysal, 2012; Uztosun, 2018). Therefore,
such training should be designed after a detailed needs analysis.

The findings indicate significant positive correlations between the dimensions of
self-efficacy; efficacy for instructional strategies, efficacy for student engagement,
efficacy for classroom management, and two dimensions of epistemological beliefs;
learning process/expert knowledge, learning effort. Efficacy dimensions, on the other
hand, are negatively correlated with innate/fixed ability and certainty knowledge. These
results also show how important to have sophisticated epistemological beliefs in order

to be efficacious teachers or teacher candidates. Learning process/expert knowledge was
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found to make a significant contribution to pre-service and in-service EFL teachers’
efficacy for classroom management. Besides, learning process/expert knowledge and
learning effort made a significant contribution to pre-service EFL teachers’ efficacy for
student engagement and instructional strategies. Teacher training and in-service training
programs should aim to improve the efficacy levels of pre-service teachers and in-
service teachers since high efficacy levels result in positive changes both in teachers and
students. Constructivist conception was also found to make a significant contribution to
pre-service and in-service EFL teachers’ efficacy for classroom management, student
engagement, and instructional strategies. For these reasons, in order to improve the
efficacy levels of both pre-service and in-service teachers, a positive change in their
epistemological beliefs should be aimed. This change will result in another change in
self-efficacy of both groups. Since self-efficacy is developmental and can be learned
(Chan,2007), training programs can help pre-service and in-service teachers develop
their self-efficacy. When they have higher efficacy, they will have the tendency to be
more open to new ideas, try new methods, and have more commitment to teaching
(Cousins and Walker, 2008).

6.4. Suggestions for Future Research

Based on the findings of this study, it is suggested that future research should
delve into epistemological beliefs, teaching-learning conceptions, and self-efficacy in
English language teaching field. It should be noted that the analysis in this study is
based on the self-reporting of pre-service and in-service teachers in the questionnaires
and open-response questions forms. Further investigation using more qualitative data
using observations or interviews is recommended. Through the observations, how
teachers conduct the lesson, what kind of approaches they use, what techniques and
strategies they make use of to manage the classroom and engage the students can be
learnt, and this will give the researchers ideas about teachers’ teaching-learning
conceptions and self-efficacy levels. Interviews with teachers also give detailed
information about their epistemological beliefs, teaching-learning conceptions, and
sense of self-efficacy. Another suggestion is about the implementation of an
instructional intervention to change or improve pre-service or in-service teachers’
epistemological beliefs, teaching-learning conceptions, and self-efficacy in future

research.
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Appendix 2. Permissions obtained for the usage of the Teachers’ Sense of Self-
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Appendix 3. Epistemological Beliefs Questionnaire

Sevili baretmender ve Oretiven adiylan,

Ba verl toplama aeacr sizlerin epistemololik inang. agrenmesbgretme yaklapmbain ve dzyetertik
seviyelerniain  belirlenmes| amaciyle  hoalanmagtr,  Anket  sonuglanndan  kigisel  amaglar  iin
yarnrlamilmayacadusdan forma iskm yarmanizn gerek yoktur. Siz degerl katlimerlanm anker sorularmi igrenbikle

cevaplamast, srugtirmanin sahikh sonug vermest sgasimcdan boyak Ooem tagsmakiadsr. Katlin gooallalik esaimna
bagh olup dilediginizde gekilebilirsiniz

Yardsm ve Katklarmaz igin tesekkis ederim,
Seyma YILDIRIM

ukurova Uwlversitesi
Sosyul Bilimler Enstitosu

Doktora Oprencisl
I Clnslyestiniz Kachin___ Erkek
2. Yagiuz
3. Oprenim Darunsinuez Lisans bgrencisi Lisans inezunu
Yiksek lisans mezuny Doktora merunu

4. Lisans progranvndan mezun oldafume ‘olacaging Universitenia sdi

S Mestekteki kedem yilimz 0.8 10 10 we Dewr)
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EPISTEMOLOJIK INANCLAR OLCEGI

Asafida epistemolojik inanglar hakkinda bazi gorslere yer verilmektedir. Latfen

her ifadeyi dikkatle okuyunuz. Ifadelere katilma derecenizi uygun segenedi
isaretleyerek gosteriniz.

I. Yetenek dogustan belirlenmis oldugundan, daha akilli olmak i¢in yapabilecegin
ok fazla bir sey yoktur,

—| Hig Katilmiyorum (1)

! Katlmiyorum (2)

“| Kararsizim (3)

= Katthiyorum (4)

1 Cok Kathiyorum (5)

2. Kigi ok gahigmazsa az dgrenir.

"

]

3. Bilimsel bilgi kesindir ve degismez.

4. Herkes nasil Ofrenecefini Ofrenmeye gereksinim duyar.

5. Alan uzmanlari ne soylerlerse soylesinler stiphe duymam,

6. Egier insanlar bir geyi hemen anlavamazlarsa, ¢abalamayi stirdtrmelidirler.

7. Okula “ortalama” bir yetenckle baglayan ogrenciler okul hayatlar boyunca
“ortalama” bir 6grenci olarak kalirlar,

IS AL AL L L

R A s

Selde e -

P EPREFN EFN IS

8. Bir Kigi yeterince ¢ok cabalarsa, dersin 6z0n0 anlar.

9. Akillihk yamitlars bilmek degil, fakat yanitlart nasil bulacagini bilmektir,

i

10. Nasil 6grenecegini bilmek, Kisinin sahip oldugu dzelliklerinden daha dnemlidir.

11, Alamnda vzman Kisilerin verdikleri dneriler bile sik sik sorgulanmahidr.

12. Bilgi edinme slirecini ve derslerin 6zn( anlamak bilgi edinmekten daha
nemlidir.

LI L N L

el A A A

NIRRT

Wl

13. Ogretmenlerin/ders verenlerin benim bildigimden gok daha fazlasin
bildiklerinin oldukga farkindayim ve kendi yargilanima glivenmek yerine onlarin
stylediklerinin daha Snemli olduguna katiliyorum.

o

14, Insanlar bilgi yerine anlama stirecine odaklanirlarsa, daha iyi Ogrenirler.

15. Bir eyi dgrenmek mcktcn.uzun zaman ve ¢aba ister.

L
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16. Ne kadar dgreneceiini en gok gosterdigin gaba belirler.

213
17. Bilim adamlari yeterince ok cabalarlarsa, neredeyse her konudaki gergekleri FI121'3]#43%
bulabilirler.
18. Gergekten akilli olan dgtrenciler, okulda bagarth olmak igin gok fazla galismak V121 37| 8|S
zorunda kalmazlar,
19. Ogrenme yetenegi dogustan getirilir. 1 12131415
20. Bazen ders kitaplarinda otoritelerin yazdiklari bilgilere inanmiyorum. O B T Y
2l Qggcnmc yeteneklerimiz dogustan belirlenmistir. L 121314 ]38
22, Alaninda uzman Kigilerin gergekte ne kadar bildikleri hakkinda sik sik O B S O T -
digtinriim,
23, Bazi insanlar iyi Ogreniciler olarak dogarlar, digerleri simirh yetenckleri iginde 1 123|445
sikisip kahrlar,
24, Benim bildigimden farkh bir gey sdyleseler dahi yine de alan uzmanlaring 112|345
inaniyorum.
25, Bazi gocuklar bazi dersleri’konulart dgrenmede dogustan yetencksizdirler. L2131 415
26. Bilim adamlan aragtirmay: stirdtriirlerse eninde sonunda gergekleri B R N
bulacaklardir,
27. llerlemek ¢ok fazla calisma ister, T B O
28. Herhangi biri yeterince ¢ok ¢aligirsa, zor kavramlari’konulari anlayabilir. 1 1213141 3
29, Tom dgrenme durumlarina uygulanabilecek bir dgrenme yontemi olabilecegine | 1 | 2 | 3 | 4 | 5§
inaniyorum, |
30, Bir kiginin dogustan getirdigi yetenefii onun yapabileceklerini sinirlandinr. F 12131418
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Appendix 4. Teaching-Learning Conceptions Questionnaire

OGRETME - OGRENME ANLAYISLARI OLCEGI

Asadida dretme ve 6grenme hakkinda baz goriglere yer verilmektedir. Litfen her
ifadeyi dikkatle okuyunuz. fadelere katilma derecenizi uygun segenegi isaretleyerek -~ i
gosteriniz, Nt <
El & >| E
s|E| 8| 2|5
= e o -
E|s| E| 2| S
-— -y N ‘5 -
= = = : ]
3| E|§| %%
| 5| 8| 5| 3
D] X]| ]| O
I.__Bir 8gretmen igin 8grencilerinin hislerini anlamak onemlidir, E 2131808
2. Ogretim, dgrencileri bilgiyi kegfetmeye cesaretlendirmek degil, L1213 1419
Ogrencilere dogru ve tam bilgi saglamaktir,
3. Ogrenme demek, dgrencilerin kegfetmek, tartigmak ve dilgineeleriniifade | 1| 21 3| 4 | 5
etmek igin bol firsatlara sahip olmalari demektir.
4. lyi simflar 6grencileri digtinmeye ve birbirleriyle etkilesmeye tegvik 11213145
edecek demokratik ve dzglr bir atmosfere sahiptir.
5. Oprenme, daretmenin Sgrettiklerini hatirlamak demektir. 1 12]314]8
6. Etkili ogretim, dgrencileri daha fazla tarigmalari ve etkinliklere V123 [4]S8
Katlmalar igin cesaretlendirir,
7. Ogretme igin gelencksel ders verme yontemi en iyi yontemdir, Clink( 23] 4] 8
daha fazla bilgi igermektedir,
8. Ogretme, basite ders konularint anlatmak, sunmak ve agiklamakur, 1 12131415
9. lyi dgretim, simfta en ¢ok Ggretmen konugtugunda olugur, 1 213|415
10._Ogrenme, ashinda tekrar ve uygulamadan olugur, 1121314158
1. Ogrencilerin fikirleri Snemlidir ve bu fikirler Ozerinde dikkatle 1 1213|1415
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12, Ogretmenler dgrencilerin yaptiklan seyler iizerinde daima kontrol sahibi 1123|458
olmahdirlar,
13. Bir dgretmenin baghea gorevi Ogrencilere bilgi vermek, onlara tekrarlarve | 1 | 2 1 3 | 4 | 5
uygulamalar yapturmak ve ne hatirladiklarini test etmektir,
14, Ders stresince dgrencilerin ilgisini ders Kitaplar tizerinde tutmak 1123|455
Snemlidir,
15, Her gocuk biriciktir ya da dzeldir ve kendi dzel gereksinimlerine uygunbir | 1 | 2 | 3 | 4 | 5
eftitim alma hakkina sahiptir,
16. lyi dgrenciler derste sessiz olurlar ve dgretmenin dgrettiklerini takip 23418
ederler.
17. Ogretimin oda@ bilgi aligverigi degil, grencilerin kendi deneyimleri ile 2|3 |4]5S
bilgiyi yaptlandirmalarina yardim etmektir.
I8. En iyisi 0gretmenlerin simfta olabildigi kadar ¢ok otorite uygulamalandir, | 1 | 2 [ 3 | 4 | 5
19. Farkl dgrencilere farkl amaglar ve beklentiler uygulanmahdir, L2 131418
20. Ogrenme esas olarak, olabildigi kadar ok bilgiyi dzlimlemeyi igerir. 2 RE-
21. Ogrcncilcrin kontrol altinda tutulmalari i¢in daima azarlanmalari gerekir. L O A R | I
22, lyi ogretmenler, yamitlar kendi baglarina ditgtintp bulmalart igin LT3 4]8
ogrencilerini daima cesaretlendirirler,
23. Bir dgretmenin gorevi, dgrencilerin yanhs dgrendikleri kavramlart kendi 1123415
kendilerine dilzeltmelerini saglamak degil, dgretmenin hemen
dozeltmesidir.
24, Ochncilcr kontrol altina almmadikga, drenme gergeklegemez. 12131418
25, lyi dgretmenler daima dgrencilerinin kendilerini dnemli hissetmelerini A O B O O
saglarlar,
26. Ogretmeyi 6grenmek, basitge ders anlatanlarin fikirlerini sorgulamadan 2|3 )% ]:8
uygulamak demektir,
27. Bir seyi daha sonra hatrlayabildigimde onu gergekten grenmigimdir. 11213418
28 Oretim, Orenciler arasmdaki bireysel farkhiliklarn uyacak Kadar esnek 13|34 8
olmahidw
29, Bir dgretmenin baghea roli, (\gmkilcl{l\ulgi aktarmakir 1 ]2 ]34 (5
30, l_sglcypgllclc fikirlering ifwde etmeler i5in pek ¢ok firsat verilmelidie HMEAEANENE
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Asafda dgretmen Ozyeterligi hakkinda bazy poriiglere yer verilmekiedir. e - g gl t
Litfen her ifadeyi dikkatle okuyunuz. Ifadelere katilma derecenizi uygun | . 3 d §, ) Sy %
seqenedi isaretleyerek gosteriniz, g : ‘E g 3 .g oy
2188438 3c
1. Caligmasi zor 0grencilere ulagmayt ne kadar bagarabilirsiniz? 1 2 3 I
| 2 3 1 5
2. Oprencilerin elegtirel dagonmelerini ne kadar saglayabilirsiniz?
3 St dersi olumsuz yonde etkileyen daveamglan kontrol clmeyi ne | 2 3 | 5
Kadar saglayabilirsiniz?
4. Derslere az ilgi gosteren Oftrencilert motive etmeyi ne kadar | 2 R} R s
saglavabilirsiniz?
A B %grcnci daveamglanyla ilgili beklentilerinizi ne kadar agik ortaya | 2 A Rl )
kovabilirsiniz? o
6. Ogrencileri okulda bagarih olabileceklerine inandimayr ne kadar | 2 3 1 5
_saglayabilirsiniz?
1 2 3 4 5
7. Ogrencilerin zor sorulaning ne kadar iyi cevap verebilirsiniz?
8. Simfta yapilan etkinliklerin dizenli yiramesini ne kadar i | 2 3 il 5
saglayabilirsiniz? e
9. i}gnmilcrin_oggnmcyc deer vermelerini ne kadar saglayabilirsiniz? | 2 3 Rl 8
10, Ogrettiklerinizin ogrenciler taralindan Kavranip Kaveanmadigini ne kadar | 1 2 3 4 s
iyt degerlendirebilirsiniz?
1 Ogrencilermizi iyi bir sekilde degerlendirmesine olanak saflayacak | 2 R) Rl s
sorular ne Olgide hazirlavabilirsiniz?
12. Oprencilerin yaratehgimn geligmesine ne Kadar yardimer olabiliesiniz? | | 2 3 4 | 5
13, Ogrencilerin simif kurallarina uymalaring ne kadar saglayabilirsiniz? | 2 3 4 | 5§

14 Racnricis hiv Advancinin daeal dlatea Sd w0 0077777700
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T TTRNINIININNE TN SANIE TVUAEANVRGN NERGE AN EURN T T RO SRRy aninrsimizy 2 J g 5
14, Baganisiz bir dgrencinin dersi daha iyl anlamasine ne kadar 2 3| 4| s
| saftlayabilirsiniz?
15, Dersi olumsuz yonde etkileyen ya da derste ghrlta yapan Ogrencileri ne 2 ] 4 |5
Kadar yatigtirabilirsiniz?
16. Farkh dgrenci gruplarma uygun simf yonetim sistemi ne kadar iyi 2 3 El 5
olugturabilirsiniz?
17, Derslerin her bir dgrencinin seviyesine uygun olmasimi ne kadar 2 3 4 5
saflayabilirsiniz? - o
I8, Farkh degerlendirme yontemlerini ne kadar kullanabilirsiniz? 2 3 1 5
19, Birkag problemli dgrencinin derse zarar vermesini ne kadar iyi 2 3 1 N
engelleyebilirsiniz? = 8
20. Oprencilerin kafasi kangt imda ne Kadar alternatif agiklama ya da omek 2 3 il 5
| saflayabilirsiniz? ,
215421 hige sayan davramglor gosteren ogrencilere ne Kidar iyi bag 2 3 4 N
edebilirsiniz? -
22, Cocuklanmm okulda bagarth olmalaring yardiner olmalan igin allelere 2 3 4 5
ne kadar destek olabilirsiniz? =
23 Sumfta farkh Ogretim yontemberini ne kadar iyi uygulayabilirsiniz? ~3 d | 4 5
24, Cok yetenekli Ogrencilere uygun Ogrenme ortamin ne Kadar 2 ) 4 5
salayabilirsiniz? B
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Appendix 6. Open-Response Questions Form

Sevgill Spretmenler ve Siretmen adaylon,

Agafuda sizlerin epistemolojik inang, Gfirenme-Sfretme yaklagimian ve dzyeterllk seviyelerinizin belirlenmest
amaciyla hazirlanmig olan sorutan Igtenlikle cevaplamaniz beklenmektedie. Yardim ve katkilaniniz igin tegekkin
edenm

Seyma YILDIRIM
Cukurova Universites
Ingltiz DIl Egitims

Doktora Ofrencisi

1. Slze gbre 0frenme yetenedl doflustan getirdifimiz bir dzellik midir yoksa sonradan edindigimiz bir dzellik
Mir? LOTEN NeACAIRENT DOINTOIEK MEIIAYIMIZ. 1ooviuicvovuossieisaisiatiss i isssshetoesos a0 4404648 e ke b

B LT T P R PP N PSR TSTR T P TRT

............... ST

2. Size gore daha degerti olan, otoriteden ediniien bilgive sahip olmak medir yoksa bilgivi nasil Ogrenecegini
ofirenmek midir? Litfen nedenlerini belirterek agiklayiniz, .....

....................

3. Size gore bir seyi 6grenmek ne kadar ¢aba gerektirie? LUtfen nedenlerini bellirterek agiklayiniz. ............

...........................

4. Bilginin kesinligine ve bilim adamlan ya da alan uzmanlarinin her konuda gergek bilgiye ulagabilecefine

Inanir misiniz? Litfen nedenlerini belirterek agiklayiniz.




Appendix 6. Open-Response Questions Form (continued)

6. mewemmmmm@mmmwgmmwm?
Lutfen nedenlerini belirterek agklayne.

7. Smifta problem yaratan Sgrencilerin dawramstann kontrol etmeyi ne kadar iyi saglayabilirsiniz? Bunu
saflayabilmek igin neler yaparsnz?

8. mnmenmmuWIﬁWM?wm
saflayabilmek icin neler yaparsing? -

9. Simfta farkh Sfretim yontemleri kullanarak Sfrencilerin Ofrettiklerinizi kavramasim ne kadar iyi
salayabilirsiniz? Bunu saglayabilmek igin neler yaparsing?

175
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Appendix 7. Permission obtained from Gaziantep Provincial Directorate of
National Education

13102009

i Qukisrova Umiversnes: Sewsal Bitimicr Emstoing Madistoganan 11 11 2019 wribh ve
42236 smayih yurse

Cukurova Cmiversitess Soeyal Bilumber Enamisd Ingds Dili Egmuns Anabubin Dali
Dokioes Ofronces Sevma YILDIRIM' Dr. Ogr Uyes Aduen BICER'™ dsnegmunininds
Yurimigs "Ogretmen Adyy un ve Ogyennenicns Epesacmobonk Inanglan, Oreame Opretme
Anlayighn ve Oz Yeterlikien™ komoly ket vypalom e pamnda. limiz Sahmbey
ve Schithamil fgesinde buluosn (& ¢ ortackaileds pivcy yagun mgiluce GErcimenicrine
yiinelk arastrma calwma sy, dgs yends belembmeloedy

Bu kapsanuta Cukurova Cniversitess Sosyel Bilionler Enctinitall Ingiliz DV Efition
Ansbilim Dah Doktors Ofsoncst Scyms YILDIRIM': Dr. Ogr Uvesi Adnan BICER'™
damgmach@inds aket pygulams socd, Bakanbuduner Yol se Efmm Tobnologlen Genel
Midiriagiinin 22082017 ookl ve 12607291 (01725) syl pocelgess kapsamanda
deperiendining olup; tmuecmn, acsdamasan btamodon ftibaron 15 gin igensinde
amstsna sonuglanm 2 kopys halnde CD cneade MOdribbbowioe bildirmes: sartyia,
llimiz Sshinbey ve Schithaeml doovmdc budunan (& v ortokallands pircy yapan mgiluce

Makammesea do oy gun picibdegD kdedc. (lurfarmrs arz odormm
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Appendix 8. Permission obtained from Canakkale 18 Mart University




Appendix 9. Permission obtained from Cukurova University
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] @ EGITIM rml!rrfi%ﬂ DEKANLIGI ‘
. S Yabana Diller Egitimi Bélin Baykanljn ]

Snn  HTETETI-D44Y
Fom : Uvgulama fzai (Seyma YILDIRIM

EGITIM FAKULTES! DEKANLIGINA

figi 9770517 - 28112018 arihli, 171668 sayls ve "Uygalama fzni (Seyma YILDIRIN
kol yaz,

iz Dili Efitimi Anabilim Dali dokrors éfrencisi Sevma YILDIRIM m, dargrmass
Dr. Ofr. ¢l Adnan BICER yivetiminde bazrladify “The relavonship berween EFL pre-
service and imvervice teachery' epistemological beliefs, teacking-leaming conceptions and sense
of selfefficacy (Ofrevnen adaylan ve fremenlesin lpdlmuln_lih manclan, &frenme-ograme
anlayeplan ve Gzyetertilikleri arasindaki iligki)® baghkh calypmasmus vygolamann fegilizee
j programy 4. Smaf &frenciberyle wyvgulama vapma edi ovgun bulosssage,
Creregind arz ederim,

#-tmzalider
Prof Dr, Takir BALCT
Blhim Baykan:
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Appendix 10. Permission obtained from Gaziantep University
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Cukurva Universitess Sosyal Bilimler Enstitgsl Ingiliz Dili Egatimi Anabilim Dalh
Dioktors drencist Seyma YILDIRIM'M okie belimilen galiymasio Bolimamibiz Ingilece
Opretmenbigs 4 somf dfrencileriyle wygulama yapmas: aygandur,

Geredni bilgdleringe arz cdenm
Dog.Dr., F.¥iliz Y TILFARLIOGLL
Yabaney Ditler Egitimi Bolumd Bagham
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16052019 S SARICAR
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Appendix 11. Permission obtained from Hatay Mustafa Kemal University

fi ouﬂl‘_l doklman mumarust bulunmayan dokimantar kontrolsite doklmandir.

HATAY MUSTAFA KEMAL ONIVERSITES]
SOSYAL VE RESERE BILIMLER BILIMSEL
ARASTIRMA VE YAYIN KTIGI KURULU

180

KARARLARI
5%—7 .
—TorLANTI AL -TOPLANTI SAYiSI NO '
Cniversitemiz Souyal ve ogeri Dillmler Bllmas] Armgiuma

KARAR-Y: Gukurove Oniversitest
YILDURIM tarafindan perguklegtirl

Prof. Dr. Seval YAVUZ bagkantiginda toplanarak v Vayin Eiigi K 13,06 3018 -ﬂi&'ﬁﬁ'

Ogretim ayesl Dr. Ogr. Oyesl Adnan BICER koordisetorligunde Jeyma
locek olan “The Relutionsahip Betwoen EFL Pre-Service and lnservice

Teachers' Epistemologieal Deliofy, Teaching-Learning € tons opd Sense of s
(Oftretmen Ad ) ’ oneep
Yeteriitikleri :"l::.r.u.‘:;:.;! orin Eplstomolojik Inanglars, Ogronme
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Appendix 12. Histograms for Sub-Scales of Epistemological Beliefs Scale for Pre-

service Teachers
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Learning Effort Sub-Scale
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Appendix 13. Histograms for Sub-Scales of Teaching-Learning Conceptions Scale

for Pre-service Teachers
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Appendix 14. Histograms for Sub-Scales of Sense of Self-Efficacy Scale for Pre-

service Teachers

Classroom Management Sub-Scale
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Instructional Strategies Sub-Scale
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Appendix 15. Histograms for Sub-Scales of Epistemological Beliefs Scale for In-

service Teachers
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Learning Effort Sub-Scale
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Appendix 16. Histograms for Sub-Scales of Teaching-Learning Conceptions Scale
for Pre-service Teachers

Constructivist Conception Sub-Scale
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Appendix 17. Histograms for Sub-Scales of Sense of Self-Efficacy Scale for Pre-
service Teachers

Classroom Management Sub-Scale
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