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ABSTRACT 

PRE-SERVICE AND IN-SERVICE EFL TEACHERS’ EPISTEMOLOGICAL 

BELIEFS, TEACHING-LEARNING CONCEPTIONS AND SENSE OF SELF-

EFFICACY  

 

ġeyma YILDIRIM 

 

Ph.D. Dissertation, Department of English Language Teaching  

Supervisor: Assist. Prof. Dr. Adnan Biçer 

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
th

 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 
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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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ÖZET 

ĠNGĠLĠZCEYĠ YABANCI DĠL OLARAK ÖĞRETEN HĠZMET ÖNCESĠ VE 

HĠZMET ĠÇĠ ÖĞRETMENLERĠN EPĠSTEMOLOJĠK ĠNANÇLARI, 

ÖĞRENME-ÖĞRETME YAKLAġIMLARI VE ÖZ-YETERLĠK ĠNANÇLARI  

 

ġeyma YILDIRIM 

 

Doktora Tezi, Ġngiliz Dili Eğitimi Ana Bilim Dalı  

DanıĢman: Dr. Öğr. Üyesi Adnan Biçer 

Ağustos 2021, 191 sayfa 

 

Öğretmenlerin inançları öğretme ve öğrenme ile ilgili farklı şeyleri etkilediği 

için inançların incelenmesi büyük önem kazanmıştır. İnanç çalışmaları arasında, 

epistemolojik inançların araştırılması 1990'ların sonlarından itibaren merak 

uyandırmıştır çünkü bu tür çalışmalar öğretmen eğitiminde öğretme-öğrenme sürecinin 

izlenebileceği bir mercek sağlar. Öğretmenlerin öğretme-öğrenme anlayışları ve öz 

yeterlik algıları birbirlerinden ve epistemolojik inançlarından etkilenebilecek önemli 

yapılar arasında sayılmaktadır. Öğretmenlerin epistemolojik inançları, öğretme-

öğrenme anlayışları ve öz yeterlik algıları öğretimin etkililiği ile doğrudan ilişkili 

olduğu için araştırılmaya değer konulardır. Bu bağlamda, bu çalışma, hizmet öncesi ve 

hizmet içi İngilizce öğretmenlerinin epistemolojik inançlarını, öğretme-öğrenme 

anlayışlarını ve öz-yeterlik algılarını araştırmayı amaçlamıştır. 

Araştırmanın yürütülmesi için karma yöntem araştırma deseni kullanılmıştır. 

Nicel veriler devlet üniversitelerinde İngilizce öğretmenliği bölümü okuyan 374 son 

sınıf öğretmen adayından ve devlet okullarında görev yapan 192 öğretmenden 

Epistemolojik İnançlar Anketi, Öğretme ve Öğrenme Anlayışları Anketi, Öğretmen 

Yeterlik Duygusu Ölçeği'nin Türkçe versiyonu aracılığıyla toplanmıştır. Nitel veriler, 

soruları yanıtlamaya gönüllü olan 42 öğretmen adayı ve 19 öğretmenden açık uçlu soru 

formu aracılığıyla toplanmıştır. Verilerin analizinde betimsel istatistiksel teknikler, 

Pearson korelasyon analizi, regresyon analizi, t testi ve içerik analizi kullanılmıştır. 

Araştırmanın bulguları, epistemolojik inançların öğrenme süreci-otorite/uzman 

bilgisine şüphe ve öğrenme çabası boyutlarında hem hizmet öncesi hem de hizmet içi 

öğretmenlerin nispeten daha karmaşık inançlara sahip olduğunu ortaya koymuştur. Her 
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iki grup da yapılandırmacı anlayışı geleneksel anlayışa göre daha fazla benimsemekte 

ve sırasıyla öğretim stratejilerinde, öğrenci katılımında ve sınıf yönetiminde kendilerini 

yeterli hissetmektedirler. Sonuçlar, hizmet öncesi ve hizmet içi öğretmenlerin 

epistemolojik inançları, öğretme-öğrenme anlayışları ve öz-yeterlik algıları arasında bir 

ilişki olduğunu göstermektedir. Epistemolojik inançların bazı boyutları, hizmet öncesi 

ve hizmet içi İngilizce öğretmenlerinin yapılandırmacı anlayışlarına ve öz-yeterlik 

algılarına önemli katkılar sağlamaktadır. Bunun yanı sıra, yapılandırmacı anlayış, 

hizmet öncesi ve hizmet içi öğretmenlerin sınıf yönetimi, öğrenci katılımı ve öğretim 

stratejileri konusundaki yeterliğine önemli katkı sağlamaktadır. Sonuçlar ayrıca, hizmet 

içi öğretmenlerin, sabit yetenek ve bilginin kesinliğine hizmet öncesi öğretmenlerden 

daha fazla inandıklarını göstermektedir. Hizmet öncesi öğretmenler hizmet içi 

öğretmenlere göre yapılandırmacı anlayışı daha fazla benimserken, hizmet içi 

öğretmenler de hizmet öncesi öğretmenlere göre geleneksel anlayışı daha fazla 

benimsemektedirler. Ayrıca, sınıf yönetimi ve öğretim stratejileri konusunda hizmet içi 

öğretmenler, hizmet öncesi öğretmenlere göre kendilerini daha yeterli hissetmektedirler. 

Araştırma süreci ve sonuçları göz önüne alındığında, İngilizce öğretmen eğitiminin ana 

paydaşları için çeşitli çıkarımlar elde edilmiş ve öneriler sunulmuştur. 

 

Anahtar kelimeler: Epistemolojik inançlar, öğretme-öğrenme anlayışları, öz yeterlik, 

öğretmen eğitimi 
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CHAPTER I 

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
st
 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 
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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 (Kotbaş, 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; Kırmızı & Irgatoğlu, 2021; Sarıçoban & Kırmızı,  

2021; Tanrıverdi, 2014; Yılmaz & Sahin, 2011).  
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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 (Coladarcı, 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 
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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, 
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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- 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?  

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 
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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; Tanrıverdi, 2014; Yılmaz, 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; Coladarcı, 1992; Topkaya & Yavuz, 2011; Guskey & Passaro 1994), 

and some are about the relationship between epistemological beliefs and self-efficacy 

(Rakıcıoğlu, 2005; Gürol, Altunbaş & 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.  

 



7 

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). 

 

  



8 

CHAPTER II 

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 
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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. 

 

2.2.1.1. 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 Values (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). 
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Table 1.  

Models of epistemological development in late adolescence and adulthood  

Intellectual 

and ethical 

development 

(Perry) 

Women's ways 

of knowing 

(Belenky et al.) 

Epistemological 

reflection 

(Baxter Magolda) 

Reflective 

judgment 

(King and Kitchener) 

Argumentative  

reasoning  

(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  

Relativism  

Procedural knowledge  

(a) Connected knowing 

(b) Separate knowing  Independent knowing  Evaluatists 

Commitment within 

relativism 

Constructed knowledge  

 

Contextual knowing  

 

Reflective thinking 

   

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 “naïve” 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 naïve 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. 

 

 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. 

 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, Sünger (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. Kızılgüneş 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 

naïve beliefs of the participants. Deryakulu and Büyüköztürk (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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Table 2.  

Sample scales of Epistemological Beliefs 

Designer of the 

Scale 
Scale Items Sub-scales 

Schommer (1990) 
Epistemological Beliefs 

Questionnaire (EBQ) 

63 

items 

4 sub-scales  

Innate Ability 

Quick Learning 

Simple Knowledge 

Certain Knowledge 

Jehng et al. 

(1993) 

Epistemological Beliefs 

Scale 

34 

items  

5 sub-scales  

certain knowledge 

omniscient authority, 

orderly process 

innate ability 

quick learning 

Wood & Kardash 

(2000) 

Epistemological Beliefs 

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. 

(2002) 
Epistemic Belief Inventory 

 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.  
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Table 3.  

Representative Studies on the Epistemological Beliefs in EFL Context in Turkey  

Author(s) 

(Date) 

Aim 

 

Participants 

 

Conclusions 

 

Rakıcıoğlu, A. 

Ş. (2005) 

to examine the epistemological 

beliefs, the teacher-efficacy 

beliefs and the relationship 

between these beliefs 

456 pre-service 

teachers 

The pre-service EFL teachers‟ 

sense of efficacy and personal 

epistemology were found to affect 

their perceptions either positively 

or negatively. 

 

Pan, V. L. & 

Yelken, T. Y. 

(2016) 

 

 

 

 

to examine preservice English 

language teachers‟ 

epistemological beliefs and study 

processes 

 

 

 

237 pre-service 

teachers 

 

 

 

 

 

Pre-service English Language 

teachers have an advanced level 

of epistemological beliefs, have 

an idea about their own level and 

these beliefs have an effect on 

learning. 

 

Munis, M. E. 

(2017) 

 

 

 

 

 

 

to examine the relationship 

between epistemological and 

foreign language learning beliefs 

of university students. 

 

 

 

 

302 EFL 

university 

students 

 

 

 

 

 

EFL students had sophisticated 

epistemological beliefs in terms 

of learning depending on effort 

and ability. There was a 

significant relationship between 

students‟ epistemological and 

FLL beliefs. 

 

Dere, Y. 

(2017) 

 

 

 

 

to investigate foreign language 

learning beliefs and 

epistemological beliefs and the 

relationship between these beliefs 

 

 

155 EFL 

university 

student 

 

 

 

Students possessed both naïve and 

sophisticated epistemological 

beliefs. Epistemological and 

language learning beliefs were 

mostly uncorrelated. 

 

Öner, U. 

(2019) 

 

 

 

to examine the relationship 

between English teacher's 

epistemological beliefs and 

teaching styles 

 

347 in-service 

teachers 

 

 

 

A significant difference was 

found between English teacher's 

epistemological beliefs and 

teaching styles. 

 

Yalçın, F. 

(2019) 

 

 

 

 

 

 

to examine the relationship 

between epistemological beliefs, 

curriculum design orientations 

preferences, and teaching styles of 

pre-service English teachers 

 

 

 

472 pre-service 

teachers 

 

 

 

 

 

 

Pre-service English teachers 

preferred student and problem 

centred curriculum design 

orientations most, subject-centred 

curriculum design orientations 

least. They had sophisticated 

epistemological beliefs 

 

Kırmızı, Ö. & 

Irgatoğlu, A. 

(2021) 

 

 

 

to examine the relationship 

between pre-service EFL 

teachers‟ epistemological beliefs 

and their approaches to teaching. 

 

 

105 pre-service 

teachers 

 

 

 

 

The most important sub-

dimension of epistemological 

beliefs that predict teaching 

approaches is the effort dimension 

of epistemological beliefs 

 

Sarıçoban, A. 

& Kırmızı, Ö. 

(2021) 

 

 

 

 

 

to investigate correlations 

between and among pre-service 

EFL teachers‟ epistemological 

beliefs, perceived engagement 

levels, and instructional 

preferences. 

 

 

149 pre-service 

teachers 

 

 

 

 

 

 

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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Table 4.  

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 

relationship between pre-

service EFL teachers‟ 

epistemological beliefs 

and their conceptions of 

teaching and learning. 

92 pre-service 

teachers 

There were 

significant positive 

relationships between 

traditional teaching-

learning conceptions 

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 

Arab 

Emirates 

to investigate the 

relationship between pre-

service EFL teachers‟ 

epistemological beliefs 

and their assessment 

orientations. 

114 pre-

service 

teachers 

EFL teachers with 

naive epistemological 

beliefs adopted 

surface-level 

assessment 

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 

EFL students‟ 

epistemological beliefs 

and learning strategy use 

and the contribution of 

epistemological beliefs 

to their learning strategy 

use 

 

136 EFL 

students 

EFL students with 

sophisticated 

epistemological 

beliefs were more 

strategic in handling 

learning situations 

through deploying 

appropriate higher 

order cognitive and 

metacognitive 

learning strategies. 

Mardiha, M. S. & 

Alibakhshi, G. (2020) 

Iran to explore the correlation 

between EFL teachers‟ 

epistemological beliefs 

and their conceptions of 

teaching and learning.  

 

120 in-service 

teachers 

The correlation 

between  in-service 

teachers‟ perceptions 

of teaching and 

learning and 

epistemological 

beliefs is statistically 

significant. 

Soleimani, N. (2020) Iran to show English 

language teachers‟ 

epistemological beliefs, 

teaching styles, and 

possible between EB and 

teaching styles. 

200 in-service 

teachers 

EFL 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 

Knowledge 

Presented as "certain", application 

problem-solving 

Construction of personal knowledge; 

identification of problems 

6. View of 

Curriculum 

Static; hierarchical grading of 

subject matter, predefined content 

and product 

Dynamic; looser organization of 

subject matter, including open parts 

and integration 

7. Learning 

Experiences 

Knowledge of facts, concepts and 

skills; focus on content and product 

Emphasis on process; learning skills, 

self-inquiry, social and 

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 
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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 Iranian 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. 

Yalçın (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. 

Sarıçoban and Kırmızı (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=Often; 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 Üredi (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 

Chan & Elliott (2004)  

Teaching and Learning 

Conceptions Instrument 

(TLCQ) 

30 items 

2 sub-scales  

constructivist conceptions 

traditional conceptions 

Grasha (1996) 
Teaching Styles 

Inventory 
40 items 

5 sub-scales 

expert 

formal authority 

personal model 

facilitator 

delegator 

Choi and Lee (2000) 
Teaching Practices 

Scale 
8 items 

2 sub-scales  

communicative 

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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Table 7.  

Representative Studies on the Teaching-Learning Conceptions in Turkey  
Author(s) 

(Date) 

Aim Participants Conclusions 

Canbay, O. & 

Beceren, S. 

(2012) 

to determine the university 

instructors‟ conceptions of 

teaching in ELT departments 

4 in-service 

teachers 

The type of the institution where 

the teachers work is not a strict 

factor that shapes the way how the 

teachers teach and how they define 

some of the components of 

teaching.  

 

Kaymakamoğlu, 

S. E. (2017) 

 

to investigate the EFL teachers‟ 

beliefs, perceived practice and 

actual classroom practice in 

relation to traditional and 

constructivist teaching 

 

10 in-service 

teachers 

 

The findings showed that 

traditional practice was more 

frequent than communicative 

potentially constructivist practice 

    
Yalçın, F. 

(2019) 

to investigate the relationship 

between epistemological 

beliefs, curriculum design 

orientations preferences and 

teaching styles of pre-service 

English teachers 

 

472 pre-service 

teachers 

Pre-service English teachers 

preferred student and problem 

centred curriculum design 

orientations most, subject-centred 

curriculum design orientations 

least. They had sophisticated 

epistemological beliefs 

 

Doğan, Ç. 

(2020) 

to investigate the relationship 

between the levels of English 

teachers‟ self-efficacy beliefs 

and their classroom practices.  

152  in-service 

teachers 

They use both teaching practices. 

The frequency of employing 

communicative teaching 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 

 

Özdemir, M. 

(2020) 

to examine the perceived 

levels of EFL instructors‟ 

overall self-efficacy beliefs 

and self-efficacy beliefs for 

student engagement, classroom 

management, and instructional 

strategies 

323  in-service 

teachers 

Efficacy in student engagement 

could predict personal model, 

facilitator, and delegator teaching 

styles, and efficacy in instructional 

strategies predicts personal model, 

facilitator, and formal authority 

teaching styles.  

 

Kırmızı, Ö. & 

Irgatoğlu, A. 

(2021) 

 

 

 

 

 

to examine the relationship 

between pre-service EFL 

teachers‟ epistemological 

beliefs and their approaches to 

teaching. 

 

 

 

105 pre-service 

teachers 

 

 

 

 

 

 

Pre-service teachers moderately 

agreed with the sub-dimensions of 

epistemological beliefs. The most 

important sub-dimension 

predicting teaching approaches is 

the effort dimension of 

epistemological beliefs 

 

Sarıçoban, A. & 

Kırmızı, Ö. 

(2021) 

to see potential correlations 

between and among pre-service 

EFL teachers‟ epistemological 

cognitions, perceived 

engagement levels, and 

instructional preferences 

149 pre-service 

teachers 

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)  

(Date) 

Country Aim Participants Conclusions 

 

Heidari, F., 

Nourmohammedi, 

E. & Nowrouzi, H. 

(2012) 

 

 

Iran 

 

to examine the 

relationship between 

self-efficacy and 

teaching styles in an 

Iranian EFL context. 

 

 

102 in-service 

teachers  

 

There is a significant 

correlation between 

teachers‟ teaching styles 

and their self-efficacy. 

Ketabi, S., Zabihi, 

R. & Ghadiri, M. 

(2013) 

Iran to investigate the 

relationship between 

pre-service EFL 

teachers‟ 

epistemological beliefs 

and their conceptions of 

teaching and learning.  

92 pre-service 

teachers  

Most of the participants 

adopted traditional 

conceptions. There were 

significant positive 

relationships between 

traditional 

teaching/learning 

conceptions and some 

dimensions of 

epistemological beliefs. 

 

Tavakoli, M., 

Zabihi, R. & 

Ghadiri, M. (2015) 

Iran to see whether teachers‟ 

traditional and 

constructivist 

conceptions of teaching 

and learning affect 

teacher prejudice. 

 

124 in-service 

teachers 

The results showed the 

prevalence of 

constructivist teaching 

inclinations among Iranian 

English language teachers.  

Zabihi, R. & 

Khodabakhsh, M. 

(2017) 

Iran to investigate the 

dominant type of 

teaching/learning 

conceptions among 

second language 

teachers 

 

74 in-service 

teachers  

Teachers were more 

inclined towards 

constructivist conceptions 

of teaching and learning.  

Sayed, M. M. & 

Goudarz, A. (2020).  

Iran to explore the 

correlation between 

EFL teachers‟ 

epistemological beliefs 

and their conceptions of 

teaching and learning.  

 

120 in-service 

teachers  

Iranian EFL teachers have 

high perceptions of 

constructivists teaching 

and learning. 

Soleimani, N. 

(2020) 

Iran to investigate English 

language teachers‟ 

epistemological beliefs, 

teaching styles and 

possible relationships 

between EB and 

teaching styles. 

200 in-service 

teachers 

EFL teachers teaching 

style is predicted by their 

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 

 

 

 

 

 

 

 

 

 

 

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 

Behavior 

Environment Personal 
Factors 
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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 



40 

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 

 

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:   

 

SELF-
EFFICACY 

Mastery/Enactive 
Experiences 

Vicarious/Modelling 
Experiences  

Physiological and 
affective states 

Social - Verbal 
Persuasion  
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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 (Özder, 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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Table 9. Sample Scales of Teacher Self-Efficacy  

Designer of the Scale Scale Items Sub-scales 

Bandura (1997)  Teacher Self-

efficacy scale (TSS)  

30 items 7 sub-scales  

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-

efficacy scale 

(TSE)      

30 items  2 sub-scales  

personal teaching efficacy   

general teaching efficacy  

Tschannen Moran & Hoy 

(2001)  

Ohio State Teacher 

Efficacy Scale  

(OSTES) or  

Teachers‟ Sense of 

Efficacy Scale 

(TSES 

a 24-item 

long form  

a 12-item 

short form  

3 sub-scales  

efficacy in student engagement  

efficacy in instructional strategies  

efficacy in classroom management 

Skaalvik & Skaalvik 

(2007) 

Norwegian Teacher 

Self-efficacy Scale 

(NTSES)   

24 items 6 sub-scales  

instruction  

adapting education to individual 

students' needs  

motivating students  

keeping discipline  

cooperating with colleagues and 

parents coping with changes and 

challenges 

Dellinger, Bobbett, 

Olivier & Ellett (2008)  

Teachers‟ Efficacy   

Beliefs System-Self 

(TEBS- Self) 

30 items 3 sub-scales  

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‟ general 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. 

Kotbaş (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. İlgör (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. 

 Taşçı (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. Karakaş (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. 

 Mızrak (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) 

(Date) 

Aim Participants Conclusions 

 

Atay, D. 

(2007) 

 

to investigate the change of pre-

service English language 

teachers' self-efficacy beliefs 

throughout practicum process. 

 

 

78 pre-service 

teachers 

 

There was a positive change in the 

beliefs regarding instructional 

strategies and student engagement as 

a result of practicum.  

Kimav, A. 

U. (2010)  

to examine EFL teachers‟ 

experiences with the 

interrelationship between 

individual and collective 

teacher efficacy and burnout 

  

127 in-service 

teachers 

Personal teaching efficacy did not 

associate with emotional exhaustion. 

Şahin, F. E. 

and Atay, D. 

(2010)  

to investigate changes in pre-

service EFL teachers‟ self-

efficacy beliefs in their training 

years and induction year 

27 pre-service 

teachers 

Instructional strategies had higher 

values than classroom management 

and student engagement, but overall 

levels of self-efficacy beliefs 

increased linearly from training years 

and decreased slightly through the 

end of induction year 

 

Şekerci, S. 

A. (2011) 

to investigate whether English 

competency, years of teaching 

experience, graduate 

department and self-reported 

proficiency predict instructors‟ 

self-efficacy beliefs. 

257 in-service 

teachers 

 

The instructors have high self-

efficacy beliefs and feel more 

efficacious in classroom management 

than using instructional strategies. 

Experience, English competency and 

self-reported proficiency were 

predictors of instructors‟ overall self-

efficacy beliefs.  

 

Esen, G. 

(2012) 

to investigate the primary 

school  

English language teacher‟s 

general and professional sense 

of self-efficacy profile  

345 in-service 

teachers 

A positive and meaningful correlation 

between each dimensions of teachers‟ 

professional sense of self efficacy 

and general self-efficacy was found. 

English language teachers‟ 

professional sense of self efficacy can 

be highly predicted by the general 

self-efficacy level of the teachers. 

 

Inceçay, G. 

and Dollar, 

Y. K. (2012) 

 

to investigate teacher self-

efficacy beliefs of English 

language teachers.  

36 pre-service 

teachers 

There was a significant relationship 

between classroom management and 

teacher self-efficacy.  

Aslan, E.  

(2013)  

to examine the teacher efficacy 

beliefs, self-reported English 

proficiency level and use of 

pedagogical strategies EFL 

teachers 

 

 

 

28  in-service 

teachers 

A relationship among self-efficacy 

beliefs, the use of pedagogical 

strategies, and self-reported language 

proficiency was found. 
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Author(s) 

(Date) 

Aim Participants Conclusions 

Ekizler, F. 

(2013) 

to investigate the relationship 

between pre-service and in-

service teachers‟ levels of self-

efficacy and teaching concerns 

181 pre-

service 

teacher, 111 

in-service 

teachers 

In-service EFL teachers had higher 

self-efficacy than pre-service EFL 

counterparts with relation to the 

variables of student engagement, 

instructional strategies and classroom 

management.  

 

Ülkümen, H. 

A.  (2013)  

to understand whether EFL 

instructors‟ mastery experience, 

university type, major and years 

of experience, colleague and 

administration support predict 

self-efficacy beliefs of EFL 

instructors 

 

285 in-service 

teachers 

Years of experience, university type, 

mastery experience and 

administration support predict self-

efficacy beliefs of EFL instructors 

and mastery experience was the most 

significant predictor. 

Onbaşı. M, 

(2014) 

to investigate the association 

between EFL teachers‟ self-

efficacy beliefs and writing 

efficacy. 

98 in-service 

teachers 307 

pre-service 

teachers 

EFL teachers had moderate level of 

efficacy in teaching writing and felt 

the least efficacious in student 

engagement. Experience was also the 

predictor of their self-efficacy beliefs.  

 

Taşer, D. 

(2015) 

to investigate the predictors of 

Turkish EFL instructors‟ self-

efficacy beliefs at the tertiary 

level 

434  in-service 

teachers 

The instructors have a rather high 

overall level of self-efficacy in terms 

of classroom management and 

instructional strategies 

    

Dolgun, H. 

(2016) 

to explore pre-service and in-

service EFL teachers‟ levels of 

self- efficacy beliefs. 

 

180 in-service 

teachers 75 

pre-service 

teachers 

Self-efficacy beliefs of pre-service in-

service EFL teachers are relatively 

high. 

Karakaş, M. 

(2016) 

to explore pre-service ELT 

teachers' sense of self-efficacy, 

emotional intelligence and 

teacher knowledge in search of 

constituents of teacher identity. 

 

207 pre-

service 

teachers 

Pre-service teachers‟ sense of self-

efficacy, emotional intelligence and 

teacher knowledge levels grew higher 

after completing the teaching 

practice.  

Ercan-

Demirel, E. 

(2017)  

to investigate pre-service EFL 

teachers‟ self-efficacy beliefs in 

consideration of gender and age 

variables 

 

208 pre-

service 

teachers 

Pre-service teachers had a high level 

of self-efficacy for their future 

teaching career.  

Kotbaş, E. 

(2018) 

to investigate the relationships 

among pre-service EFL 

teachers‟ English self-efficacy, 

teacher goal orientations and 

academic achievements 

 

495  pre-

service 

teachers 

Positive correlations between English 

self-efficacy and teacher goal 

orientation, English self-efficacy and 

academic achievement, academic 

achievement and goal orientations 

were found. 

 

Dolgun, H.  

and Caner, 

M. (2019) 

to investigate whether there 

were similarities or differences 

between pre-service and in-

service EFL teachers‟ self-

efficacy in Turkey.  

 

 

180 in-service 

teachers 75 

pre-service 

teachers 

There was a very slight difference 

between the two groups in overall 

score of self-efficacy in favour of 

pre-service teachers.  
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Author(s) 

(Date) 

Aim Participants Conclusions 

Can, S. 

(2019) 

to investigate university 

preparatory school instructors' 

self-efficacy beliefs in teaching 

English and its interaction with 

their background characteristics, 

reported proficiency level in 

English and their perceived use 

of teaching strategies 

 

374 in-service 

teachers 

that instructors have a rather high level 

of self-efficacy.  there was a significant 

relationship between instructors' self-

efficacy beliefs and their language 

proficiency. and that there was a 

significant relationship between 

teaching experience and self- efficacy.    

İlgör, B. 

(2019) 

to investigate the relationship 

between English language 

teachers‟ (ELT) professional 

identity perceptions and self-

efficacy beliefs  

290 in-service 

teachers  

 

 the participants had high levels of self-

efficacy. there was a significant 

difference between the self-efficacy 

beliefs of ELT teachers in terms of 

gender, the faculty they graduated from 

and current job title.  

 

Mızrak, P. 

(2019) 

to investigate the burnout levels 

and self-efficacy beliefs of 

English instructors and the 

relationship between instructors‟ 

self-efficacy beliefs and burnout 

levels and examine to what extent 

self-efficacy beliefs differ in 

instructors experiencing burnout 

 

59 in-service 

teachers 

Instructors have almost high levels of 

self-efficacy, and there is a moderate 

and negative correlation between 

instructors‟ self-efficacy beliefs and 

their burnout levels, which highlights 

that enhancing teachers‟ self-efficacy 

tends to have a positive influence on 

diminishing teachers‟ burnout. 

Serin, N. 

(2019) 

to find out if there is a significant 

difference between the self-

efficacy beliefs of native and 

non-native English language 

teachers and to determine if 

experience and self-efficacy are 

related or not. 

 

58 in-service 

teachers 

There is a significant difference 

between the self-efficacy levels of 

native and non-native English teachers 

with regard to some variables such as 

experience and nativeness.  

Taşçı, Ç. 

(2019) 

to investigate the overall beliefs 

of EFL instructors regarding 

motivation beliefs about both 

intrinsic and extrinsic dimensions 

and self-efficacy beliefs 

 

221 in-service 

teachers 

Instructors‟ motivation beliefs 

significantly correlate with their self-

efficacy beliefs.  there is a significant 

correlation between motivation and 

self-efficacy beliefs 

Doğan, 

Ç.(2020) 

to determine the relationship 

between the levels of English 

teachers‟ self-efficacy beliefs and 

their classroom practices.  

152 in-service 

teachers 

The levels of English teachers' self-

efficacy beliefs are quite high. there is a 

significant positive relationship 

between self-efficacy and 

communicative teaching practices 

 

Üstünbaş, Ü. 

(2020)  

to examine teacher self-efficacy 

and metacognitive awareness of 

preservice and in-service English 

language teachers and if there is 

any relationship between their 

self-efficacy beliefs and 

metacognition. 

 

53 in-service 

teachers 96 

pre-service 

teachers 

Both groups had high levels of self-

efficacy and metacognitive awareness, 

and there was a strong relationship 

between self-efficacy and 

metacognitive awareness.  

Yılmaz, A 

(2020) 

to reveal the relationship between 

teachers‟ mind-sets and their 

perceived self-efficacy beliefs.  

151 in-service 

teachers 

There is a statistically significant 

relationship between teacher mind-set 

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) 

(Date) 

Country Aim Participants Conclusions 

Gerges, G. 

(2001) 

USA to identify and describe 

the relationship, if any, 

between the teacher 

efficacy of pre-service 

teachers and 

instructional variation 

 

32 pre-service 

teachers 

there were not any significant 

correlations between the 

variables of instructional 

variation and pre-service 

teachers' sense of teaching-

efficacy. 

Wertheim, C. 

& Leyser, Y.  

(2010) 

Israel to examine efficacy 

beliefs and choices of 

differentiated 

instructional strategies 

needed for effective 

teaching in inclusive 

classrooms 

 

191 pre-

service teacher 

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. 

Akbari, S. & 

Moradkhani, 

S. (2010)  

    Iran to examine the 

associations between 

experience/academic 

degree, experience and 

teacher efficacy with.  

447 in-service 

teachers 

Experienced had greater level 

of total efficacy beliefs, 

efficacy in student 

engagement, classroom 

management, and instructional 

strategies than novice 

teachers‟ efficacy beliefs  

Skaalvik, E. M. 

& Skaalvik, S. 

(2010)  

Norway to put forward any 

relationship between 

teacher-self efficacy, 

social context, job 

satisfaction and burn-

out 

2249 in-

service 

teachers 

There was no positive 

relationship between self-

efficacy beliefs and teacher 

burn-out. 

Sabokrouh, F. 

(2014) 

Iran to explore the 

perceptions of Iranian 

EFL teachers‟ regarding 

English language and 

English language 

proficiency and their 

sense of efficacy  

quantitatively.  

68 in-service 

teachers 

Teachers attitude toward the 

language and their confidence 

were related to their‟ current 

English proficiency level and 

English as an International 

Language.  

Phan, N. T. T. & 

Locke, T. (2015)  

Vietnam to investigate the 

sources of self-efficacy 

of EFL teachers 

8 in-service 

teachers 

Social persuasion was the 

most influential element, and 

vicarious experiences and 

physiological/affective states 

were reported to be additional 

sources of self-efficacy.  
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Author(s) 

(Date) 

Country Aim Participants Conclusions 

Choi, E. & Lee, 

J. (2016)  

Korea to explore the link 

between self-efficacy 

and language 

proficiency  

167 in-service 

teachers 

Language proficiency and 

self-efficacy beliefs were 

interdependent, and teachers 

have minimum threshold 

levels of language proficiency 

as one aspect of effective 

teaching behaviour.  

 

Crook, C. 

(2016)  

Thailand to investigate specific 

teacher characteristics 

and self-efficacy beliefs 

of EFL teachers.  

257 in-service 

teachers 

Two variables, perceived 

English proficiency and 

longevity resulted in 

statistically significant 

individual contributions to 

explain why perceived self-

efficacy varied.  

 

Marashi, H. & 

Azizi-Nassab, F. 

(2018)  

Iran to investigate the link 

among self-efficacy, 

language proficiency 

and classroom 

management 

110 in-service 

teachers 

There was a significant 

relationship between 

proficiency and self-efficacy 

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 III 

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 

 

 

 

Data Collection Tools 

 Epistemological Beliefs 

Questionnaire (EBQ) 

 Teaching and Learning Conceptions 

Questionnaire (TLCQ) 

 Teacher Sense of Efficacy Scale 

(TSES) 

 Open-Response Questions Form 

 

Data Analysis 

 Descriptive Statistics 

 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 Dörnyei (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. 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? 
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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
th

 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 

(Büyüköztürk, 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 91,1 

 

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  

 To investigate the pre-service and in-service 

EFL teachers‟ epistemological beliefs, 

teaching-learning conceptions, and sense of 

self-efficacy 

 To examine the relationship between pre-

service and in-service EFL teachers‟ 

epistemological beliefs, teaching-learning 

conceptions and sense of self-efficacy 

 To examine the effect of pre-service and in-

service EFL teachers‟ epistemological beliefs 

on their teaching-learning conceptions and 

sense of self-efficacy 

 To examine the effect of pre-service and in-

service EFL teachers‟ teaching-learning 

conceptions on their sense of self-efficacy 

 

 

1. Epistemological Beliefs 

Questionnaire (EBQ) 

 

2. Teaching and Learning 

Conceptions Questionnaire 

(TLCQ) 

 

 

3. Teacher Sense of Efficacy 

Scale (TSES) 

 

 

 

 

 

 

 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, CFI 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: 

 

(a) 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, Çakıroğlu and Çakıroğlu (2002) conducted a study 

comparing pre-service elementary teachers‟ sense of efficacy beliefs in Turkey and 

USA. The scale was adapted by Çapa, Çakıroğlu, and Sarıkaya 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.  

Baloğlu and Karadağ (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 Karakaş (2016) who has found that the scale 

with these anchors was also reliable (Alpha= 0.92) after the reliability analysis. 

 

3.4.4.Open-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‟ 

a. epistemological beliefs? 

b. teaching-learning conceptions? 

c. sense of self-efficacy? 

T-test 

 

 

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 (Büyüköztürk, 2019). Regression analysis which is a 

set of statistical methods used to estimate the relationship between a dependent and one 

or more independent variables (Büyüköztürk, 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 

(Büyüköztürk, 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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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.  

 

•Transcribing data (if necessary), reading and rereading the data, 
noting down initial ideas.  

Familiarising 
yourself with your 

data 

 

• DESCRIPTION OF THE PROCESS  PHASE 

 

•Coding interesting features of the data in a systematic fashion across 
the entire data set, collating data relevant to each code.  

Generating initial 
codes 

 

•Collating codes into potential themes, gathering all data relevant to 
each potential theme.  

Searching for 
themes 

•Checking in the themes work in relation to the coded extracts (Level 
1) and the entire data set (Level 2), generating a thematic „map‟ of the 
analysis.  

Reviewing themes 

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

Producing the 
report 
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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):  

 

 informed consent  

 anonymity and confidentiality  

 data security  

 honesty and trust  

 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 

 

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 

  N Minimum Maximum Mean 

Std. 

Deviation 

Mean 

(five point 

likert scale) Skewness Kurtosis 

Learning 

process/Expert 

knowledge 

 

374 29,00 55,00 42,90 4,65 

 

3,90 -0,02 0,13 

Innate-Fixed 

Ability 

374 
8,00 34,00 20,54 4,76 

2,56 
0,18 -0,10 

Learning 

effort 

 

374 
 

9,00 

 

25,00 

 

18,16 

 

3,09 

 

3,63 

 

 

-0,11 

 

-0,13 

Certainty 

knowledge 

 

374 

 

6,00 

 

26,00 

 

14,93 

 

3,22 

 

2,48 

 

-0,04 

 

0,17 
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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 

 

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. 

 

  N Minimum Maximum Mean 

Std. 

Deviation 

Mean 

(five point 

likert scale) Skewness Kurtosis 

Constructivist 

conception 

 

374 
36,63 60,00 53,26 5,21 

 

4,43 
-0,76 0,28 

Traditional 

conception 

 

374 
18,00 73,00 41,70 9,89 

 

2,3 
0,32 0,15 
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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 

 

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 

 

N 

Minim

um Maximum Mean 

Std. 

Deviation 

Mean 

(five point 

likert scale) Skewness 

Kurtosi

s 

Efficacy for 

classroom 

management  

 

374 17,00 40,00 29,72 4,13 

 

3,71 -0,04 -0,14 

Efficacy for 

student 

engagement 

 

374 19,00 40,00 30,55 3,64 

 

 

3,81 

-0,16 0,32 

Efficacy for 

instructional 

strategies 

 

374 20,00 40,00 30,82 3,76 

 

3,85 -0,05 -0,22 
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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 

 

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. 

 

  

  N Minimum Maximum Mean 

Std. 

Deviation 

Mean 

(five point 

likert scale) Skewness Kurtosis 

Learning 

process/Expert 

knowledge 

192 29,75 53,00 43,23 4,10 3,93 -0,11 -0,12 

Innate-Fixed 

Ability 
192 11,00 35,00 21,90 4,68 2,73 0,31 -0,22 

Learning effort 192 10,00 25,00 18,49 2,88 3,69 -0,09 -0,17 

Certainty 

knowledge  
192 9,00 26,00 16,42 3,44 2,73 0,24 -0,27 
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Table  21.  

In-service EFL teachers’ teaching-learning conceptions 

 

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. 

  

  N Minimum Maximum Mean 

Std. 

Deviation 

Mean 

(five point 

likert 

scale) Skewness Kurtosis 

Constructivist 

conception 
192 37,00 60,00 52,32 4,85 4,36 -0,25 -0,31 

Traditional 

conception 
192 19,00 69,00 45,61 10,21 2,53 0,17 -0,57 
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Table 22. . 

In-service EFL teachers’ sense of self-efficacy 

 

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. 

 

  N Minimum Maximum Mean 

Std. 

Deviation 

Mean 

(five point 

likert scale) Skewness Kurtosis 

Efficacy for 

classroom 

management  

 

192 21,00 40,00 31,83 4,01 

 

3,97 -0,27 -0,10 

Efficacy for 

student 

engagement 

 

192 19,00 39,00 30,34 3,81 

 

3,79 -0,38 -0,15 

Efficacy for 

instructional 

strategies 

 

192 21,00 40,00 31,93 3,97 

 

3,99 -0,32 0,09 
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Table 23.  

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

teaching-learning conceptions 

  

Learning 

process/Expert 

knowledge 

Innate-

Fixed 

Ability 

Learning 

effort 

Certainty 

knowledge  

Constructivist 

conception 

Traditional 

conception 

Learning 

process/Expert 

knowledge 

1           

Innate-Fixed 

Ability 

-,107
*
 1     

Learning 

effort 

,412
*
 ,040 1    

Certainty 

knowledge  

-,072 ,371
*
 ,234

*
 1   

Constructivist 

conception 

,430
*
 -,251

*
 ,217

*
 -,261

*
 1  

Traditional 

conception 

-,201
*
 ,466

*
 ,081 ,489

*
 -,480

*
 1 

*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 

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

sense of self-efficacy is presented in Table 24. 

 

Table 24.  

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 

1             

Innate-Fixed 

Ability 

-,107
*
 1      

Learning 

effort 

,412
**

 ,040 1     

Certainty 

knowledge  

-,072 ,371
**

 ,234
**

 1    

Efficacy for 

classroom 

management  

,182
*
 -,009 ,020 -,077 1   

Efficacy for 

student 

engagement 

,317
*
 -,125

*
 ,197

*
 -,107

*
 ,538

*
 1  

Efficacy for 

instructional 

strategies 

,171
*
 ,030 ,128

*
 -,022 ,570

*
 ,689

*
 1 

*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  

  

Constructivist 

conception 

Traditional 

conception 

Efficacy for 

classroom 

management  

Efficacy for 

student 

engagement 

Efficacy for 

instructional 

strategies 

Constructivist 

conception 

1     

Traditional 

conception 

-,480
*
 1    

Efficacy for 

classroom 

management  

,202
*
 -,013 1   

Efficacy for 

student 

engagement 

,376
*
 -,107

*
 ,538

*
 1  

Efficacy for 

instructional 

strategies 

,253
*
 -,011 ,570

*
 ,689

*
 1 

*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 

knowledge 

Innate/Fix

ed ability 

Learning 

effort 

Certainty 

knowledge  

Constructivist 

conception 

Traditional 

conception 

Learning 

process/Expert 

knowledge 

1           

Innate/Fixed 

ability 

-,044 1     

Learning 

effort 

,301
*
 ,057 1    

Certainty 

knowledge  

,098 ,394
*
 ,388

*
 1   

Constructivist 

conception 

,462
*
 -,178

*
 ,058 -,118 1  

Traditional 

conception 

-,173
*
 ,369

*
 ,122 ,429

*
 -,488

*
 1 

*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. 

 



78 

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 teachers’ epistemological beliefs and sense of 

self-efficacy 

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 

  

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 

1 
      

Innate-Fixed 

Ability 
-0,044 1 

     

Learning 

effort 
,301

*
 0,057 1 

    

Certainty 

knowledge  
0,098 ,394

*
 ,388

*
 1 

   

Efficacy for 

classroom 

management  

,207
*
 -0,107 0,131 0,039 1 

  

Efficacy for 

student 

engagement 

,159
*
 -0,026 ,172

*
 0,072 ,667

*
 1 

 

Efficacy for 

instructional 

strategies 

0,121 -0,033 ,155
*
 0,07 ,664

*
 ,716

*
 1 

*p<.05  



79 

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.  

 

4.5.3. 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 

  
Constructivist 

conception 

Traditional 

conception 

Efficacy for 

classroom 

management  

Efficacy for 

student 

engagement 

Efficacy for 

instructional 

strategies 

Constructivist 

conception 

 

1 

    

Traditional 

conception 

 

-,488
*
 

 

1 

   

Efficacy for 

classroom 

management  

 

,293
*
 

 

-,064 

 

1 

  

Efficacy for 

student 

engagement 

 

,352
*
 

 

-,106 

 

,667
*
 

 

1 

 

Efficacy for 

instructional 

strategies 

 

,290
*
 

 

,009 

 

,664
*
 

 

,716
*
 

1 

*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
2
 explains how much variability in 

the dependent variable are predicted by the independent variables. In the current study, 

R
2
 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
2
=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 

Coefficients 

Standardized 

Coefficients 

t Sig. B 

Std. 

Error Beta 

(Constant) 40,98 2,63 
 

15,60 ,000
*
 

Learning process/Expert 

knowledge 
0,39 0,06 0,35 6,92 

,000
*
 

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 (ß=.35, p<.05), 

certainty knowledge (ß=-.22, p<.05), innate-fixed ability (ß=-.14, p<,05) and learning 

effort (ß=.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
2
=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 

Coefficients 

Standardized 

Coefficients 

t Sig. B 

Std. 

Error Beta 

(Constant) 34,05 3,74 
 

9,11 ,000
*
 

Learning process/Expert 

knowledge 
0,57 0,08 0,48 7,20 

,000
*
 

Innate-Fixed Ability -0,12 0,07 -0,11 -1,63 ,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 (ß=.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
2
 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
2
=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 teachers’ epistemological beliefs on traditional 

conception (dimension 2) 

  

Unstandardized 

Coefficients 

Standardized 

Coefficients 

t Sig. B 

Std. 

Error Beta 

(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 (ß=-.32, p<.05), innate-fixed ability 

(ß=.32, p<,05), and learning process/expert knowledge (ß=-.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
2
 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
2
=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 

Coefficients 

Standardized 

Coefficients 

t Sig. B Std. Error Beta 

(Constant) 38,14 7,76 
 

4,92 ,000
*
 

Learning 

process/Expert 

knowledge 

-0,52 0,16 -0,21 -3,18 

 

,002
*
 

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 (ß=-.35, p<.05), innate-fixed ability 

(ß=.22, p<,05), and learning process/expert knowledge (ß=-.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-



85 

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
2
 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
2
=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 

Coefficients 

Standardized 

Coefficients 

t Sig. B 

Std. 

Error Beta 

(Constant) 23,79 2,38 
 

9,99 ,000
*
 

Learning process/Expert 

knowledge 
0,18 0,05 0,20 3,53 

 

,000
*
 

Innate/Fixed ability 0,03 0,05 0,04 0,71 ,476 

Learning effort -0,07 0,08 -0,05 -0,85 ,396 

Certainty knowledge  

 

-0,08 

 

0,07 

 

-0,07 

 

-1,15 

 

 

,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 (ß=.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
2
 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
2
=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 

Coefficients 

Standardized 

Coefficients 

t Sig. B 

Std. 

Error Beta 

(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 (ß=.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
2
 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
2
=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 

Coefficients 

Standardized 

Coefficients 

t Sig. B Std. Error Beta 

(Constant) 22,09 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 (ß=.26, p<.05) and learning effort (ß=.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
2
 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
2
=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 

Coefficients 

Standardized 

Coefficients 

t Sig. B Std. Error Beta 

(Constant) 22,74 3,32 
 

6,85 ,000
*
 

Learning 

process/Expert 

knowledge 

0,11 0,07 0,12 1,55 ,124 

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
2
 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
2
=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 

Coefficients 

Standardized 

Coefficients 

t Sig. B Std. Error Beta 

(Constant) 24,10 2,17 
 

11,09 ,000
*
 

Learning 

process/Expert 

knowledge 

0,11 0,05 0,14 2,46 ,014
*
 

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 (ß=.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
2
 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
2
=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 

Coefficients 

Standardized 

Coefficients 

t Sig. B 

Std. 

Error Beta 

(Constant) 25,84 3,47 
 

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
2
 

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
2
=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 

Coefficients 

Standardized 

Coefficients 

t Sig. B 

Std. 

Error Beta 

(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 (ß=.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
2
 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
2
=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 

Coefficients 

Standardized 

Coefficients 

t Sig. B Std. Error Beta 

(Constant) 15,10 4,31 
 

3,50 ,001
*
 

Constructivist 

conception 
0,28 0,07 0,34 4,33 ,000

*
 

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 (ß=.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
2
 

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
2
=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 

Coefficients 

Standardized 

Coefficients 

t Sig. B 

Std. 

Error Beta 

(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 (ß=.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
2
 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
2
=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 

Coefficients 

Standardized 

Coefficients 

t Sig. B Std. Error Beta 

(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 (ß=.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
2
 

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
2
=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 

Coefficients 

Standardized 

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 (ß=.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
2
 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
2
=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. 

 

  



96 

Table 44.  

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

instructional strategies (dimension 3) 

  

Unstandardized 

Coefficients 

Standardized 

Coefficients 

t Sig. B 

Std. 

Error Beta 

(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 (ß=.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.  

 

4.8.1. 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 

process/Expert 

knowledge 

pre-service teachers 374 42,90 4,65 

564 -,82 ,415 in-service teachers 
192 43,23 4,10 

Innate-Fixed 

Ability 

pre-service teachers 374 20,54 4,76 
564 -3,24 ,001 

in-service teachers 192 21,90 4,68 

Learning effort pre-service teachers 374 18,16 3,09 
564 -1,22 ,221 

in-service teachers 192 18,49 2,88 

Certainty 

knowledge  

pre-service teachers 374 14,93 3,22 
564 -5,07 ,000 

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 

conception 

pre-service teachers 374 53,26 5,21 
564 2,08 ,038 

in-service teachers 192 52,32 4,85 

Traditional 

conception 

pre-service teachers 374 41,70 9,89 
564 -4,40 ,000 

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 teachers’ sense of self-efficacy 

  Group N    X         S sd t p 

Efficacy for 

classroom 

management  

pre-service teachers 374 29,72 4,13 

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

Efficacy for 

student 

engagement 

pre-service teachers 374 30,55 3,64 

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

Efficacy for 

instructional 

strategies 

pre-service teachers 374 30,82 3,76 

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

*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.  
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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* % 

Learning ability 

  

inborn and can be developed after birth 19 46,3 

inborn 13 31,7 

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 

on your own 

 

permanence 25 62,5 

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* % 

Learning effort 

 

requires a lot of effort 18 29,5 

depends on the topic 18 29,5 

depends on desire/interest 10 16,4 

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* % 

Certainty knowledge  

Uncertain 32 78 

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  

by students  

 

Possible through interaction 36 87,8 

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* % 

Effectiveness  

of transferring  

information to students  

Learning occurs with repetition and practice 22 55 

Not enough for learning 12 30 

Learning occurs with repetition 6 15 

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* % 

Classroom management 

Very successful 14 33,3 

Moderately 15 35,7 

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 I change the techniques that I 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. I 

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* % 

Student engagement 

Very successful 26 61,9 

Moderately 14 33,3 

Have some difficulties 2 4,8 

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 I 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* % 

Use of instructional 

strategies 

Very successful 29 69 

Moderately 11 26,2 

Have some difficulties 2 4,8 

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. I 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) 

  



108 

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* % 

Learning ability 

 

inborn and can be developed after birth 13 68,4 

inborn 4 21,1 

after birth 2 10,5 

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* % 

The importance of reaching information 

on your own 

 

 

permanence 11 57,9 

usefulness 5 26,3 

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* % 

Learning effort 

 

depends on ability 8 38,1 

depends on desire 5 23,8 

requires a lot of effort 5 23,8 

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* % 

Certainty knowledge  

 

Uncertain 14 73,7 

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* % 

Knowledge constructed  

by students  

Possible through interaction 14 73,7 

Very hard 5 26,3 

TOTAL 19 100 

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

Effectiveness  

of transferring  

information to students  

Learning occurs with repetition and practice 12 63,2 

Learning occurs with repetition 4 21 

Learning does not occur 3 15,8 

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* % 

Classroom Management 

Very successful 10 52,6 

Moderately 8 42,1 

Have some difficulties 1 5,2 

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 

exemplify 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 I 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. I cannot say I 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* % 

Student Engagement 

Very successful 12 63,1 

Moderately 6 31,6 

Have some difficulties 1 5,3 

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, I 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* % 

Use of instructional 

strategies 

Very successful 15 78,9 

Moderately 3 15,8 

Have some difficulties 1 5,3 

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 Yalçın (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 naïve 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 Kırmızı and 

Irgatoğlu (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 

Rakıcıoğlu (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 Rakıcıoğlu (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 Rakıcıoğlu 

(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 (Çalışır-Gerem & Yangın-Ekşi, 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 Yalçın (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 Sarıçoban and Kırmızı (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 Dağlıoğlu (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 Öner (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 naïve 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 (Çalışır-Gerem & 

Yangın-Ekşi, 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.  

 Kaymakamoğlu (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 Doğan (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). Öner (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 Özdemir (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, Taşçı (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. İlgör (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 Yılmaz (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.  

Taşer (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 Doğan (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 Sarıçoban and Kırmızı (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 Yalçın (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 



126 

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 Yalçın (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 Kırmızı and Irgatoğlu (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 Rakıcıoğlu (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 Rakıcıoğlu 

(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 Rakıcıoğlu (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-



129 

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 Öner (2019), Mardiha and 

Alibakhshi (2020), and Soleimani (2020). Öner (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 
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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 Yılmaz (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 Doğan (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 Doğan (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.  

Öner (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. Kırmızı and Irgatoğlu (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. Sarıçoban & Kırmızı (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. 

Yılmaz-Tüzün and Topçu (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.  

Özdemir (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 (Yalçın, 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 

Rakıcıoğlu (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 (Öner, 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 (Sarıçoban & 

Kırmızı, 2021) and student and problem centred curriculum (Yalçın, 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 (Kaymakamoğlu, 2017), communicative teaching practices (Doğan, 2020) and 

facilitator style of teaching which is the indicator of student-centred approach (Öner, 

2019; Özdemir, 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 Üstünbaş (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.  
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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
th

 grade students studying at the English Language Teaching 

departments, and 42 4
th

 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 

quantitative 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 „naïve 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 naïve 

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 naïve 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 naïve 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 (Koç, 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 3. Epistemological Beliefs Questionnaire 
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Appendix 3. Epistemological Beliefs Questionnaire (continued) 
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Appendix 3. Epistemological Beliefs Questionnaire (continued) 
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Appendix 4. Teaching-Learning Conceptions Questionnaire  
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Appendix 4. Teaching-Learning Conceptions Questionnaire (continued) 
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Appendix 5. Teacher Sense of Self-Efficacy Scale  
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Appendix 5. Teacher Sense of Self-Efficacy Scale (continued) 
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Appendix 6. Open-Response Questions Form 
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Appendix 6. Open-Response Questions Form (continued) 
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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      

 

 

 

 

 

 

 

 

 

 

 

 

 

Certainty Knowledge 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 
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Appendix 17. Histograms for Sub-Scales of Sense of Self-Efficacy Scale for Pre-

service Teachers 
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Instructional Strategies Sub-Scale 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

  


