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Abstract Keywords
This study was undertaken to investigate the relation between pre-service EFL Epistemological cognition
teachers’ epistemological beliefs and their approaches to teaching. The Teaching approaches
participants are 105 pre-service EFL teachers, selected based on a random ' g/f. p}; bili
nnate/fixed ability

sampling method. To measure pre-service EFL teachers’ epistemological
beliefs, The Epistemological Beliefs Survey, developed by Chan and Eliott Pre-service EFL teachers
(2004), was used. This survey conceptualizes epistemological beliefs under

four dimensions; namely “innate/fixed ability, learning effort/process, About Article
authority/expert knowledge, and certainty knowledge.” To measure, pre-
service EFL teachers’ approaches to teaching, the Approaches to Teaching Gelis Tarihi: 04.02.2021

Inventory, developed by Trigwell, Prosser, and Ginns (2005), was utilized. This
tool has three major subdimensions; “transmission-based, student-teacher
interaction, and student focus.” Descriptive and correlational statistical
analyses were used. The results indicated that pre-service EFL teachers
moderately agree with the sub-dimensions of epistemological beliefs and the
most important sub-dimension that predict teaching approaches is the effort
dimension of epistemological beliefs.
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Ingilizce Ogretmen Adaylarinin Epistemolojik Bilis ve Ogretim Yaklagimlar

Arasindaki Iliskinin Incelenmesi
Oz Anahtar Kelimeler

Bu calisma, Ogretmen adaylarinin epistemolojik inanglari ile Ogretim Epistemolojik bilis
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Introduction

Teachers should always seek to improve their teaching approaches. Teaching approaches and
epistemological convictions could even affect teaching. In this study, it is aimed to examine
the correlation between teaching approaches and the epistemological beliefs of future teachers.
In terms both of revealing insights on the educational process and offering an opinion on
approaches to teaching that they can use in the future, it is important to examine teaching
approaches. Because of the significance of the ties between philosophy and education in recent
years, studies focusing on topics of learning have been increasing and epistemology has
become a part of primary concepts in recent years. (Kaleci & Yazici, 2012).

Epistemology is claimed to be a discipline that examines, investigates, and explores the
existence, source, limitations, accuracy, reliability, and validity of knowledge and ways to
acquire and transmit this knowledge. With this content, epistemology helps to establish points
of view on the meaning, creation, and knowledge gathering, while at the same time allowing
the individuals to test their points of view. Owing to perceptions and encounters, people have
permanent opinions and convictions about knowledge and acquisition of it. These ideas and
values influence the epistemological beliefs of a person. It has been argued that
epistemological beliefs go beyond beliefs regarding knowledge, as they also cover beliefs
regarding learning and learning abilities in the processes of knowledge acquisition and use,
which all can be seen as a belief system. People may differ from each other in their beliefs in
the dimensions of epistemological beliefs. E.g., while someone thinks that knowledge has a
basic and fixed structure, on the other hand, he/she may believe it has a very complex structure
that includes numerous ideas (Ekinci, 2017)

Epistemic cognition is the capacity to construct, evaluate, and use knowledge by drawing on
determining what is known concerning what is believed, doubted or distrusted. It is also the
"capacity to use knowledge" (Greene & Yu, 2016). It's just what people do if they are committed
to knowledge and reality. In this case, teachers have their own epistemological beliefs and may
influence their student's epistemological perception (Fives et al., 2017; Buehl, 2008). Barnes et
al. (2020) stated teachers need to be aware of the aspects of this information to be successful in
facilitating the process of creating knowledge for the students.

Everybody has developed an epistemological conception either consciously or unconsciously.
This concept leads a person to establish a global view, continuous beliefs about the process of
acquisition of information and knowledge. For both teachers and students, this also appears
to apply. Some studies show that the characteristics of epistemological beliefs and teaching
behaviors are linked in the literature. There is a connection between student epistemological
beliefs and learning materials (Kizilgiines et al., 2009); that student reasoning is more
advanced and therefore has greater problem-solving capacity concerning information and
learning (Aksan & Sozer, 2007). In a study carried out by Kardash & Howell (2000) with
students studying at universities, it was found out that students who think that learning takes
place over time, depending on the effort they are putting into researching education materials,
make use of the more cognitive techniques that they use (Ekinci, 2017). Moreover,
epistemological beliefs of the students were revealed as having a positive relationship with
higher-level thought, whether directly or indirectly, with academic achievement, self-efficacy,
self-regulation, critical thought & metacognition attitudes towards schools and preferred
learning approaches (Tagkin, 2012).
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Teaching approaches tend to be highly critical. Teaching approaches can be categorized into
three major headings as a teacher-centered (based on teacher transmission), a student-centered
approach, and a teacher-student interaction approach (Tang et al., 2017). The key focus of the
teacher-centered approach focused on the teaching material, time, and conditions. This
ensures that teachers are in charge of what is to be learned. The teacher can use various
techniques to provide content such as lecture or memorization (Kikas et al., 2016). The second
approach, which focuses on students, involves student participation, and encourages students
in the learning process. This approach is based on the premise that students are individuals
who need guidance for physical, social, emotional, and intellectual development. It depends
on whether the experiences of the students are appreciated. Finally, student-teacher
interaction mediates the other two. The three methods are reportedly allocated qualitatively
along a teacher-oriented and learner-oriented spectrum. Evidence has shown that teachers can
take many even opposing teaching approaches (Greene & Yu, 2016).

Chan & Elliott (2004) claim that the teachers' preferred teaching approaches reflect their beliefs
about the way they learn and teach and that these beliefs include the significance given to the
position of teachers and students. The reason why epistemological beliefs in learning are
important is that beliefs are regarded as factors that guide actions (Karhan, 2007). The values
and value systems of teachers influence their teaching strategy and success by influencing their
teaching methods and principles in class (Cheng et al., 2009). This research study
conceptualizes epistemological beliefs in four dimensions: innate/fixed skills; learning process;
authority knowledge; and certainty knowledge suggested by Chan & Elliot (2004).

It is argued that the teaching approaches of teachers have evolved from conventional teaching
and learning concepts based on knowledge transfer in the concept of education design and
implementation to a constructivist interpretation, highlighting knowledge transition. These
two principles of teaching vary in their interpretations of the source of knowledge, the essence
of learning, and the role of teacher and student. Constructivist learning strategies involve
students in the process of understanding or creating information (Brovnlee et al., 2005).

It is proposed that the convergence of psychological and sociological theories having a decisive
role in an educational organization has a tendency focused on epistemological expectations
(Sengiil-Turgut, 2007). It is noted that the building blocks of both the construction techniques
and behavioral interventions focused on the issue of knowledge that made them different. The
constructivist epistemology does not focus on the intense acquisition of knowledge, but the
student's successful reconstruction of it. In this process, cognition is an adaptation mechanism
used within a particular context to make the actions of the person more objectionable. It
organizes the perceptions of the individuals and constructs meaning on them (Tezci & Uysal,
2004). The influence of the academic context of teachers is very essential through their
epistemological and scientific convictions on achievement. The responses of the students and
how they learn can contribute to the formation of environments. The student's method of using
resources, and his function in the classroom are important components in this context.

To sum up, based on constructivist philosophy, the constructionist approach emphasizes
constructing teaching environments. Such contexts foster critical thinking, exploration, and
collaboration. In such an atmosphere, students can discover the habits of solving real-life
issues, participating in group works, writing a document or novel, developing models,
investigating requests to find answers to research concerns. Besides, the creation of software
programs offered special opportunities for the critical thinking skills of students, and research
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has shown that these variables have some impact on their achievement; but the teacher's
epistemological belief is the primary determinant of the quality of the teachers (Howard et al.,
2000). Thus, it can be argued that since the teacher's epistemological conviction, which is the
key determinant factor involved in the design of learning environments, reveals some
thoughts on his/her classroom activities, for students to grow advanced epistemological
beliefs, teachers ought to have sophisticated beliefs about the essence and the basis of learning.
Sengtil-Turgut (2007) points out that, to promote the teaching process, a major reform and
observation of epistemological acceptability is needed for the preparation of the education and
restructure. This study attempts to assess the connection between teaching approaches and
epistemological beliefs.

There are also certain researchers in the literature that have analyzed the connection between
teaching approaches and epistemological beliefs based on a statistical model (Wang et al., 2015;
Sadi & Dagyar, 2015). This study discusses, however, the relation between dimensions of EBs
and teaching approaches.

To put constructivist teaching practices into force in schools, teachers' quality is considered
important. The pre-service teacher education programs are critical in providing these
qualifications. To introduce such strategies in classrooms, teachers are expected to graduate
after developing a constructivist teaching strategy. Therefore, an analysis of the relationship
between epistemological beliefs and teaching approaches may be a substantial contribution to
the understanding of the current situation as well as the arrangement of teacher education
programs.

It has been noted that teacher education programs are undergoing major amendments to
improve quality in education (Kirby et al., 2006). The key goal of these programs is the
perception of educational principles and contexts. The transition from teacher-oriented
education to student-centered education is one of those goals (Yenice, 2015). The studies
conducted on this issue indicate that the teaching approaches of teachers influence the learning
approaches of students (Dilekli & Tezci, 2016; Gibbs & Coffey, 2004). Students who are
educated with student-centered approaches have deep learning insight, while the students
educated with traditional approaches have more surface learning insight. Besides, it has been
stated that the teaching approaches of teachers influence the learning technique of the
students. There exist several types of teaching approaches. Three approaches described by
Martin & Balla (1991) are promoting active learning, facilitating the learning process, and
introducing new information. Trigwell et al. (2005) categorized approaches to learning as
teacher and student-centered approaches. Gow & Kember (1993) have also classified teaching
approaches as 'learning facilitation' and 'knowledge transmission'. Chan & Elliott (2004) reveal
that educators have two philosophical perspectives of teaching as constructivist and
traditional teaching concepts.

The conceptual perception of traditional teaching has developed around the objectivist
approach and has been determined by teacher-oriented perception or transmission of
knowledge. conventional teaching requires teaching with teacher-centered methods, which is
why learners are defined as recipients of passive knowledge. Teachers play a major part in the
transmission of information. Learners are knowledge processing artists concerning the
constructivist principle that is described as part of the student-centered approach. As a result,
in constructivist classes, a teacher is considered as a classroom designer where she encourages
learning, facilitates the learning process, and becomes the coach of learning. The constructivist
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theory states that knowledge is shaped by the experiences and beliefs of the learners
(Fenstermacher & Soltis, 2004). That is why teachers are considered as designers of the learning
environment in classrooms and enablers of learning. Teachers prepare successful learning
tasks for learners (Kim, 2005).

Teachers transmit knowledge to students in the traditional approach. Students are passive
while receiving information. Traditional classes are also driven by guidance or simple delivery
of knowledge. Students are supposed to accept any knowledge without asking questions.
During the learning process, there is little communication between students. Students learn
on their basis (Chan & Elliott, 2004). In the conventional or teacher-centered approach teachers
usually presume that learners have the same degree of experience and can retain knowledge
in the same.

In the constructivist classes students, on the other hand, act or work together in small groups
to communicate with others. The teacher enables the students to systematically develop their
meaning regarding prior learning, past experiences, and values. Students learn by doing.
Students always have a chance to communicate in constructivist classes. Constructivist
teachers are expected to sign learning settings to enable students to draw innovative ideas,
make inferences, and draw conclusions by solving problems (Gopnik & Wellman, 2012).

Teaching-learning approaches include the importance of teaching and thinking about
students' and teachers' roles (Chan and Elliott, 2004). The research learners in constructivist
classes are to be able to access and process the knowledge actively. With this vision, teachers
need to promote collaboration and provide more opportunities for students to take
responsibility (Schunk, 2015). By the way, learners with this perspective have several
significant benefits, such as resolving problems, developing a positive attitude towards
learning or educational achievement (Schunk, 2015). Teachers and learners with this view
should better accept modern education philosophies (Ornstein, 2015). Nevertheless, the
Teacher is the source of information in conventional or surface teaching approach, and the
students are passive recipients of knowledge. Teacher centered approaches are more likely to
be set to function within the conventional approach. Additionally, it can be claimed that
students with this perception are incapable of overcoming unstructured difficulties, devoting
themselves towards learning and academic achievement (Schunk, 2015). Traditional
philosophies are adopted by teachers with a traditional teaching approach perspective
(Ornstein, 2015). Numerous factors affect teaching approaches. These variables may be
correlated with epistemological beliefs, creativity, perceptions of nature, gender (Sadi &
Dagyar, 2015).

Teaching approaches of teachers affect the learning approaches of students (Gibbs & Coffey,
2004). There are therefore several studies have been conducted to develop and transform the
teaching approaches of teachers (Stigler & Hiebert, 2009; Ganser, 2000). The way teachers teach
can be influenced by several factors. Studies found out that various factors as understanding,
self-confidence, conviction, and behaviors influence teaching approaches (Fenstermacher &
Soltis, 2004). In his study, Ekinci (2010) points out that educational experiences affect teaching
approaches. One of the variables that influence the teaching approaches is the epistemological
beliefs.

Epistemological beliefs are one of the variables playing a role in teaching approaches (Aypay,
2011). Epistemology is a philosophical notion that represents the essence of understanding,
knowledge, and reasoning. Epistemological beliefs are taken up as a multidimensional
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framework, comprising the dimensions of knowledge, understanding, and learning (Aypay,
2011).

The epistemological beliefs of people may be at various rates of complexity. Some people who
have developed epistemological belief tendency think that knowledge does continue to be
developed, some of the knowledge might be discovered and only a very limited amount of
knowledge is changeless. Those people are always critical and consider effort as the most
relevant way to acquire information. However, people of naive belief, claim that a considerable
amount of knowledge is certain, a part of knowledge is to be sought, and only a small amount
of knowledge could change. These individuals become freer to get influenced by what they
experience. They, therefore, promote the view that talent is more critical than effort in the
creation of competence (Aypay, 2011). In terms of effort, natural capacity, and some expertise,
epistemological beliefs can be investigated (Deryakulu & Biiyiikoztiirk 2005).

Epistemological beliefs are crucial in the teaching process. They are associated with learning,
affect the decision-making process, and have implications for teaching. In some studies,
epistemological beliefs are reported to have some effect on learning methods, educational
efficacy, intense involvement in the learning process, persistence to challenging activities,
comprehension of written literature, and coping with some problems (Kapucu & Bahgivan,
2015; Aypay, 2011). Students with complex epistemological beliefs are expected to use more
professional cognitive data processing approaches, supervise more widely and more
accurately at which level they have learned the context, demonstrate higher academic
achievement, have more favorable behaviors toward schools, are more dedicated to the
education process, and produce more complex and diverse ideas. When the relation between
epistemological beliefs and teaching approaches is examined, a deep learning approach or
constructivist approach is more preferred to be used by learners with sophisticated beliefs.
Moreover, learners with naive epistemological beliefs like the traditional approach (Aypay,
2011). Additionally, epistemological beliefs are also expected to develop when a constructivist
approach is applied in class environments (Ishcik, 2012).

Epistemic cognition is the “ability to construct, evaluate, and use knowledge” by drawing on
one’s “dispositions, beliefs, and skills [to] determine what [is] actually known versus what one
believes, doubts, or distrusts” (Greene and Yu, 2016; 46). It is about what individuals do when
they are engaged in knowledge and truth. In that case, teachers occupy a peculiar place in that
they both have their personal epistemological beliefs and are likely to affect their students’
epistemological cognition (Fives et al., 2017; Buehl & Fives, 2016). According to Barnes et al.
(2020), for teachers to be effective in fostering students” knowledge construction process, they
must be aware of the dimensions of that knowledge.

It is possible to categorize teaching approaches under three main headings: (1) teacher-centred
approach (based on the transmission of the subject matter by the teacher), (2) student-centred
approach, and (3) student-teacher interaction approach (Kikas et al., 2016; Tang et al., 2017;
Trigwell, 2012). The main focus in teacher-centered approach is the content, time and
conditions of teaching, which means that teachers are in control of what is to be taught and
when and what are the specific conditions of teaching. The teacher may employ different
techniques to deliver the content such as lecturing or memorizing (Silinskas et al., 2016).

The second approach, student-centered approach, involves student engagement and assisting
students in the process of learning. This approach is based on the idea that students are
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independent individuals and they need guidance to develop physically, psychologically,
emotionally, and intellectually. This depends on the realization that students” experiences are
valued. Finally, student-teacher interaction, mediates the other two approaches.

As such, the present study aims at investigating the potential correlations between and among
the sub-dimensions of epistemological beliefs and teaching approaches. To this end, the
following research questions have been formulated:

Research questions:
1. What are pre-service EFL teachers” epistemological beliefs?
2. What are pre-service EFL teachers views regarding teaching approaches?

3. Is there a correlation among sub-dimensions of epistemological beliefs and teaching
approaches?

Method
Participants

The present study was conducted with 105 pre-service EFL teachers. The number of female
participants is 37 and the number of female participants is 68. The number of first grade
students is 46, 27 of whom are female and 19 are male. The number of second grade students
is 30. Twenty of them are female and 10 of them are male. The number of 3rd grade students
is 19. Eleven of them are female and eight of them are male students. The number of 4th grade
students is 10. There are no male students in the 4. grade students. Table 1 gives information
about the participants.

Table 1. Descriptive Statistics about the Participants

Gender Total
female male

1 grade 27 19 46

2 grade 20 10 30
Grade

3 grade 11 8 19

4 grade 10 0 10
Total 68 37 105

Data Collection Tools and Procedure

1. Epistemological Beliefs Survey (EBS): This survey was developed by Chan and Eliott (2004). It
includes five subscales, which are “Innate/Fixed Ability (8 items), Learning Effort/Process (11
items), Authority/Expert Knowledge (6 items), and Certainty Knowledge (5 items)”. The Cronbach’s
alpha value for the EBS was calculated as,761, indicating an acceptable level of reliability. The
results are presented in Table 2.

2. The Approach to Teaching Inventory (ATI) was developed by Trigwell, Prosser, and Ginns
(2005). It is a 22-item tool including three approaches to describe teaching: “(a) knowledge
transmission, (b) student—teacher interaction, and (c) student focus”. Knowledge transmission
involves the transmitting of knowledge by the teacher. Student-teacher interaction involves
teachers’ helping students in grasping facts and recognizing associations between them.
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Finally, student focus necessitates bringing the learner to the focus of instruction. ATI is a 5-
point Likert type scale. The reliability and validity of ATI has been ascertained in different
contexts (Trigwell, 2012). The Cronbach’s alpha value for ATI was calculated as ,778,
indicating an acceptable level of reliability. The results are presented in Table 2.

Table 2. Reliability Analysis

Variables Number of Cronbach’s alpha value
items

Epistemological beliefs 26 ,761
Innate 8 ,797
Learning effort 13 ,644
Authority 3 ,531
Certainty knowledge 6 ,443

Teaching philosophies 17 ,758
Transmission 7 ,625
Student-teacher interaction 5 ,778
Student focus 5 ,660

Total 47 ,693

Findings

In this section, initially the descriptive statistics regarding epistemological beliefs and teaching
approaches are presented. Descriptive statistics about epistemological beliefs are presented in
Table 3. As we can understand from Table 3, the general mean score for EBs is 3,2125, implying
that the participants are undecided about the items here. As for innate knowledge, pre-service
EFL teachers seem to disagree with the items in this category (M=2,4936). This shows that pre-
service EFL teachers do not believe that their abilities are fixed at birth or they are limited to
their innate abilities. They also do not seem to agree that some people are born as good
learners. These findings indicate that for the pre-service EFL teachers in the present study do
not value the innate aspect of knowledge and knowledge acquisition.

With regard to learning effort, the pre-service EFL teachers in the present study seem to have
agreed with the items here (M=3.8877). This shows that the pre-service EFL teachers in the
present study partially agree that knowing how to learn is more important, and it is not
possible to learn without putting an effort. Moreover, they partially agree that everyone needs
to learn how to learn and they need to focus on the process of understanding. Next, the pre-
service EFL teachers in the present study disagree with the items in authority category
(M=2.5481). They seem to depend on the advice coming from experts and do not believe that
knowledge is tentative or uncertain. Finally, when it comes to certainty knowledge, the pre-
service EFL teachers in the present study are undecided about the items in this category
(M=3.0404). They seem to have doubts about whether scientists will get the truth if they try
hard and whether there should be a teaching method that is applicable to all situations. They
do not seem to agree that scientific knowledge is certain and fixed.

Table 3. Descriptive Statistics about Epistemological Beliefs Findings

2021; 19 (2); Tktisadi Idari Bilimler Sayis1 | Sayfa 224



Kirmizi & Irgatoglu

Epistemological N Minimum Maximum Mean Std. Deviation
beliefs

Innate 105 1 5 2.4936 5.11241
Learning effort 105 1 5 3.8877 4.77980
Authority 105 1 5 2.5481 2.03331
Certainty knowledge 105 1 5 3.0404 2,9000
Total 105 1 5 3.2125 6,9961

The descriptive statistics regarding teaching approaches are presented in Table 4. This table
makes it clear that the participants opted more for student-teacher interaction (M=3,8877) rather
than knowledge transmission (M=2.4936) or student focus (M=2.5481). Depending on these results,
it can be said that, with regard to knowledge transmission, the pre-service EFL teachers in the
present study do not believe that the aim of teaching is not all about formal assessment and
do not believe that teaching is only for the sake of providing notes to students. They do not
think that teaching is only for good presentation of information to students. In terms of
student—teacher interaction, it can be said that the participants agree that teaching helps students
develop new ways of thinking and it is vital to monitor how students” understanding changes.
Furthermore, the pre-service EFL teachers in the present study partially agree that teaching
should enable students to question their own understanding of the subject matter.

Table 4. Descriptive Statistics Regarding Teaching Approaches

Approach to Teaching N Minimum  Maximum Mean Std. Deviation
Knowledge transmission 105 1 5 2.4936 5.11241
Student-teacher 105 1 5 3.8877 4.77980
Interaction

Student focus 105 1 5 2.5481 2.03331
Gender Differences

In order to see whether there are any gender differences in terms of the sub-dimensions of EBs
and teaching approaches, we conducted a T-test. The results are presented in Table 5. We can
understand from the table that there are gender differences in terms of two points. The first is
about knowing how to learn (p=,038, p<0,005). Male pre-service EFL teachers believe that
learning how to learn is more important than fact acquisition. The next difference is that female
pre-service EFL teachers believe that there is a definite answer to every problem (p=,008,
p<0,005).

Table 5. Gender Differences in EBS and Teaching Approaches.

Items gender f m t sig.
Knowing how to learn is more female 65 41324 -2,107 ,038
important than the acquired facts male 36 4,4444
(effort)
female 65 2,1324 2,709 ,008
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There is a definite answer to every male 36 1,7222
problem (authority)

Grade Level Differences

In order to see whether or not there are grade level differences in terms of EBs and teaching
approaches, Kruskall Wallis test was conducted. The reason why we conducted Kruskal Wallis
is that the number of the participants are not normally distributed and the number of 4th grade
students is rather low. The results are presented in Table 6. Table 6 indicates that there are
grade level differences in terms of whether teaching should be a way of helping students find
their ways in learning sources. Secondly, first and second grade students differ in terms of
whether they would provide students chances to discuss their understanding (p. ,021 <0.05).

Table 6. Grade Level Differences

item grade n mean F Sig. Dif.
level

10. Teaching should include helping 1 grade 46 45000 6,923 ,000 1-2

students find their own learning resources 2 grade 29  4,0345 1-3
3 grade 18 3,8333 1-4

4 grade 10 3,8000
16. I would make available opportunities 1 grade 46 4,369 3,389 ,021 1-2
for students to discuss their changing 2 grade 30 3,9000
understanding. 3 grade 18 4,2222

4 grade 10 4,3000

Correlation between Epistemic Beliefs and Teaching Approaches

In order to see the correlation between EBs and teaching approaches, correlation analysis was
conducted. The results are presented in Table 7. As we can understand from Table 7, there is
a moderate level of positive correlation between epistemological beliefs and teaching
approaches (r = .-269, p <.01).

Table 7. The Correlation between Epistemic Beliefs and Teaching Approaches

Epistemic Teaching approaches
Epistemic 1 ,269"
Teaching approaches 1

*. Correlation is significant at the 0.05 level (2-tailed).

Table 8 presents the results of correlation analysis pertaining to the sub-dimensions of EBs and
teaching approaches. The findings show that the innate dimension does not correlate with any
of the teaching approaches. However, significant positive correlations were observed between
the effort dimension and the teaching approaches. For example, a high level of correlation was
observed between effort and student-focus (r = .469, p < .01). The effort dimension also
correlated with student-teacher interaction (r =.398, p <.01).
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Table 8. The Correlation between Subdimensions of Epistemic Beliefs and Teaching

Approaches
innate effort authority certainty transmission student- student-
focus teacher
innate 1 -355" ,048 -,146 -,107 -,055 -,150
effort 1 -,002 ,278" ,181 ,469* ,398™
authority 1 ,137 ,133 -061 -,096
certainty 1 -,014 -,015 ,019
transmission 1 ,203" ,209°
student-focus 1 ,485"
student-
1
teacher

**_ Correlation is significant at the 0.01 level (2-tailed).
*. Correlation is significant at the 0.05 level (2-tailed).

Finally, multiple regression analysis was conducted to determine whether pre-service EFL
teachers are predicted by EBs. The results of the analysis of variance related to regression
analysis are shown in Table 9. Table 9 indicates that the model established for the prediction
of teaching approaches and EBs is meaningful (F(7,806)=29,754; p .000).

Table 9. The Results of Analysis of Variance Related to Prediction of Teaching Approaches

Model Sum of Squares df Mean Square F Sig.
Regression 929,055 4 232,264 7,806 ,000
Residual 2499,304 84 29,754

Total 3428,360 88

Table 10 presents the results of the regression analysis on EBs and teaching approaches.
According to the results, the only factor that predicts teaching approaches is effort (3 = .554).
The other sub-dimensions of EBs were not found to predict teaching approaches.

Table 10. The Results of Regression Analysis on EBS and Teaching Approaches

B Std. Error Beta t Sig.
(Constant) 33,088 8,340 3,968 ,000
innate ,062 ,126 ,050 ,493 ,623
effort ,716 ,132 ,554 5,414 ,000
authority -,071 ,280 -,024 -,254 ,800
certainty -,216 ,211 -,102 -1,026 ,308
R=,521; R2=, 271;

Discussion

The present study was designed to see the role of EBs on teaching approaches on the part of
pre-service EFL teachers. Findings indicated that pre-service EFL teachers have a moderate
level of EBs. This shows that pre-service EFL teachers do not assume that our abilities are fixed
at birth or we are limited to our innate abilities, nor do they agree that some people are born
good learners. The pre-service EFL teachers in the present study partially agree that knowing
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how to learn is more important, and it is not possible to learn without putting effort. What is
more, the pre-service EFL teachers provided partial support to the idea that everyone needs to
learn how to learn.

The second aim of the study was to see pre-service EFL teachers’ beliefs as to teaching
approaches. The findings indicated that pre-service EFL teachers gave a moderate level of
support to knowledge transmission and student focus. The approach that received the most
attention from pre-service EFL teachers was student-teacher interaction. This demonstrates
that one of the most important aims of teaching should be to help students find new ways of
thinking. They also reported that students” progress should be observed by teachers.

As for the variance analysis, some gender and grade level differences were observed. First of
all, gender differences were seen in two items. Male pre-service EFL teachers believe that
learning how to learn is more important that fact acquisition. The next difference is that female
pre-service EFL teachers believe that there is a definite answer to every problem. As for grade
level differences, it was seen that while 1. grade students believe that teaching should enable
students to find their way in learning resources 3. and 4. grade students seem to be undecided
about this item. Such a move is not something desirable and does not indicate a sophistication
in EBs.

The next aim of the study was to see the correlation between EBs and teaching approaches. A
rather low level of positive correlation was observed between EBs and teaching approaches.
The innate dimension did not correlate with any of the teaching approaches. However,
significant positive correlations were observed between the effort dimension and the teaching
approaches. For example, a high level of correlation was observed between effort and student-
focus. The effort dimension also correlated with student-teacher interaction. Finally, the
regression analysis indicated that the only sub-dimension of EBs that predicted teaching
approaches was effort dimension. This means that pre-service EFL teachers value the effort for
learning.

The present study did not find a high level of sophistication in terms of EBs. However, there
are some important points as to them. First of all, teacher education programs ought to be
aware of the factors that enable pre-service teachers to form EBs. The second point that
requires attention is that, as was suggested by Greene & Yu (2016), teachers’ EBs must be
supported for both pre-service and in-service teachers. For pre-service teachers, courses like
epistemology, the philosophy of science, etc can be added to the program. And in-service teachers
can be supported through in-service training programs. This is called epistemically informed
praxis by Fives et al. (2007).

Another important point as to EBs is that they are subject to change through instruction
(Kienhues et al., 2008; Sosu and Gray, 2012; Tanase & Wang, 2010). In particular, Sosu and
Gray (2012) indicated in their study that pre-service EFL teachers’ beliefs about ability, sources
of knowledge, certainty knowledge and learning process can be changed through instruction
provide that alternative instructional techniques are presented to them.

Conclusion

The present study was designed to see whether there are potential relations between and
among the dimensions of EBs and teaching approaches. The starting point for the study was
the consideration that EBs may play a role in determining pre-service EFL teachers” emerging
beliefs and approaches to teaching. The results showed that pre-service EFL teachers do not
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have very high EBs and they tend to opt for a rather student-teacher interaction model. And,
the dimension that predict pre-service EFL teachers’ teaching approaches was the effort
dimension of EBs.

Depending on these results, it can be claimed that the pre-service EFL teachers do not yet have
developed a clear understanding of constructivism, the prominent approach in education
today. Therefore, teacher education programs should pay more strict attention to the
implementation of constructivism in language education. In a similar vein, epistemic
cognitions are also highly important as they play a significant role in determining teachers’
actions. Moreover, epistemological beliefs are also expected to develop when a constructivist
approach is applied in class environments (Ishcik, 2012). Therefore, teacher education
programs should also integrate epistemological beliefs. To do this, courses like epistemology,
the philosophy of science, etc can be added to teacher education programs.

There are limitations to the study. In the first place, the present study is based on survey
method. Although valuable insights have been drawn from the results, it would also be a
better idea to integrate qualitative data to the study. Therefore, future studies can be based on
mixed-methods research. A second point that merits attention in terms of EBs is that they are
changeable over time. Hence, future longitudinal studies can also be designed to measure how
they change over time or whether teacher education programs have an influence on them or
not.
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