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INTRODUCTION

70

Pedagogical beliefs serve as the foundation for the teacher’s entire
pedagogical activity. They comprise a set of assumptions or propo-
sitions about the teaching profession, the teacher, the student, and
the teaching and learning process. They impact the teacher’s plan-
ning, decision making, attitude to work, relationship with students
and colleagues, assessment practices, choice of content and materi-
al, and teaching techniques, among other elements. Those beliefs
result from a variety of sources (personal experience as a learner,
cultural background, working environment, etc.) and vary in rela-
tion to the stability of these sources.

Regardless of whether their beliefs are peripheral, and thus per-
sonal, implicit, complex, theoretically embraced (Phipps & Borg,
2009, p. 388) and hard to verbalize (Moscovici, 1984), or core, and
hence dominant, culturally-laden, immutable, and easy to verbalize
(Phipps & Borg, 2009, p. 388), all pedagogical beliefs strongly influ-
ence teachers’ entire pedagogical practice. These beliefs are gener-
ally in alignment, to a greater or lesser degree, with contemporary
or desirable teaching principles and, respectively, either help or
hamper a teacher and his/her students in achieving desired educa-
tional goals (Glusac, Mili¢ &Pilipovié, 2017). It is still an unresolved
question whether ineffective or incorrect teacher beliefs can be
changed and how. Some literature suggests that student teachers’
beliefs created prior to their formal education cannot be changed
(Borg, 2005; Kagan, 1992; Peacock, 2001), whereas other authors
(Busch, 2010; Cabaroglu & Roberts, 2000; Clarke, 2008) claim that
they are indeed susceptible to change. Along similar lines, there is
some evidence suggesting that practicing teachers’ beliefs are
immutable (Hall, 2005; Williams & Burden, 1997), even when they
are faced with scientifically correct and grounded explanations
(Pajares, 1992, p. 317), while some more recent research (Borg, 2011;
Glu$ac, 2016) proves that they are flexible. One key to changing
beliefs may be getting an opportunity to challenge them and discov-
er they are unsatisfactory in practice (Guskey, 1986; Pajares, 1992).
For this very reason, teacher preparation programs could be benefi-
cial in enabling students to confront their own beliefs in practice at
an early enough stage of their development, and thus challenge, and
hopefully, change them. As beliefs are constituents of a teacher’s
professional identity (Beijaard, Meijer & Verloop, 2004), it is of vital
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importance to deal with them properly as early as possible —
through teacher preparation programs.

STUDENT TEACHER BELIEFS

As observed by many researchers and theorists (e.g. Bangou, Flem-
ing & Goff-Kfouri, 2011; Borg, 2006; Borg, 2011), studies examining
EFL student teachers’ beliefs are still few and far apart and good
quality research and concept definitions are currently not suffi-
ciently available to enable the drawing of necessary conclusions
that would inform the actions of teacher educators.

One thing, however, is certain — student teachers’ pedagogical
beliefs are well established by the time they get to college (Buch-
mann, 1987; Florio-Ruane & Lensmire, 1990; Wilson, 1990). They are
developed during the many years students spend at school and
include views of the role of the teacher and student, the teaching
process, etc.; they shape teachers’ ideologies and even impact their
relational behavior. Even though these early beliefs are mainly
unarticulated for the vast majority of students, they are still
brought into teacher preparation programs.

Research conducted mainly in the 1990s and early 2000s indicates
that teacher preparation programs have little or no effect on the
beliefs of their participating students (Gutierrez Almarza, 1996; Pea-
cock, 2001; Pennington & Urmston, 1998; Urmston, 2003). Some
beliefs simply resist change and serve as filters of the information
students are exposed to, owing to which they acquire only the infor-
mation that complies with their existing beliefs (Kagan, 1992, p.
194). On the other hand, a growing body of modern-day research
(Cabaroglu & Roberts, 2000; Debreli, 2012; Graus & Coppen, 2015;
Kenyon, 2017; Kier & Lee, 2017; Sheridan, 2016; Wall, 2016) suggests
that many pre-existing beliefs may be shaken as new knowledge
needs to be accommodated, and carefully and purposefully designed
teacher preparation courses can help students in becoming good,
competent practitioners with adequate belief systems. Relevant
recent research suggests that such programs can alter students’
views on teaching methods and techniques (e.g. Graus & Coppen,
2015), their pedagogical beliefs (e.g. Sheridan, 2016), and even their
professional identities (e.g. Kier and Lee, 2017). In their study that
explored the effect of a teacher preparation program on student
teachers’ beliefs, Cabaroglu and Roberts (2000, p. 393) demonstrated
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that a change in beliefs can take different forms — it can be realized
as awareness, elaboration/polishing, addition, reordering, relabe-
ling, linking up, disagreement, or reversal. Not every student belief,
however, is susceptible to change, and such resistance comes in the
form of the consolidation/confirmation of existing beliefs, posed
change, and the absence of change.

It is of utmost importance for teachers, and even more so for stu-
dent teachers, to become aware of their beliefs at some point of
their careers as teachers for two primary reasons — they need to be
aware that their beliefs heavily influence their practice and that all
those beliefs that do not serve them well should be replaced or dis-
carded. The sooner teachers become aware that they hold a belief
that is of no use to them or their students, the better. Therefore,
those working with student teachers should make these students
confront their own beliefs as part of the course curriculum they
teach (Cabaroglu & Roberts, 2000, p. 399; Wall, 2016, p. 375), as any
attempt to change their beliefs once they become practicing teach-
ers may pose a threat to their personality (Glusac, Mili¢, & Pilipovic,
2017); many equate a change of beliefs with personal change (Yero,
2002). Moreover, disposing of any incorrect beliefs among students
would lead to their more successful professional preparation. As
pointed out by Kagan (cited in Valcke, Sang, Rots & Hermans, 2010,
p. 625), “Student teachers who fail to reconstruct their images of
self as teachers appropriately may encounter frustrations suffi-
ciently severe to terminate their teaching career before they really
had a chance to begin”.

Drawing on the model of the pedagogy of realistic teacher educa-
tion, Valcke, Sang, Rots and Hermans (2010, pp. 625-626) propose
several activities an effective teacher preparation program should
encompass: (1) engaging student teachers in as much actual practice
as possible; (2) giving candidate teachers ample opportunities to
share and discuss instructional practices with peers; (3) stimulating
discussions on the adoption of teaching and learning approaches;
(4) confronting students with dissonance; (5) providing early
apprenticeship opportunities; (6) asking students to reconsider
beliefs they hold through value clarification; (7) engaging students
in case studies. These activities are believed to help shape, reshape,
rethink, confirm, or discard the beliefs student teachers bring into
their teacher preparation courses. In the same vein, Wall (2016, pp.
375-377) advocates for enabling student teachers to learn to think,
know, act, and feel like a teacher through a myriad of reflective, col-

TATJANA LJ. GLUSAC, VESNA B. PILIPOVIC



ENGLISH LANGUAGE STUDENT TEACHERS’ PEDAGOGICAL BELIEFS...

laborative, individual, theoretical, and practical activities. Many
theorists and researchers (e.g. Debreli, 2012; Doyle, 1997; Sheridan,
2016; Valcke, Sang, Rots & Hermans, 2010) assert that field work is a
key ingredient of good quality teacher education. In addition, Sheri-
dan (2016, p. 4) proposes that an influential teacher education pro-
gram is authentic, is linked to relevant coursework, offers exposure
to various classes, and is supported by experienced teachers. Fur-
thermore, she claims that central to teacher education is also the
teacher educators’ understanding of how students learn to teach
and how they implement their views on teaching. Cabaroglu and
Roberts (2000, p. 389) claim that an effective teacher preparation
program that is capable of changing students’ pedagogical beliefs is
based on experiential learning and reflective practice. Moreover,
they suggest that students need to be obligated to confront their
pre-existing beliefs as early as possible, as well as to be provided
with numerous self-regulated learning opportunities (Cabaroglu &
Roberts, 2000, p. 399).

Modern-day research findings on the malleability of student
teachers’ beliefs are rather encouraging in that they enable teacher
educators to impact those beliefs by designing courses that should
help students discard incorrect beliefs and develop those that
should help them grow into good, competent practitioners in need
today.

The aim of this paper is twofold: first, it is the authors’ intention
to discover whether beliefs change in response to students’ expo-
sure to theoretical content and practical experience; second, the
authors aim to discover the variables that lead to belief change.

RESEARCH

TIME AND PARTICIPANTS

As the overarching aim of the study was to explore whether any
changes in beliefs occurred due to students’ participation in two
teacher preparation courses, the duration of the research was one
semester (February - June 2017).

The participants in the study were 11 fourth-year students of
English (four males and seven females) attending a private faculty in
Serbia. They ranged in age from 22 to 25 years. The mean value of
their success in their studies up to that point was 8.4 (10 being the
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maximum) and at the time the research was conducted they had
been learning English for 12.4 years on average. None of the stu-
dents then possessed experience in teaching a class of students, but
some had worked as private tutors.

CONTEXT

The participants were first acquainted with the principles of EFL
teaching methodology in their third year of study. During the
semester when the research was carried out, they had two simulta-
neous teaching-related courses: Theories of Second Language
Acquisition and Teaching Techniques. The aim of the former is to
familiarize students with factors influencing second/foreign lan-
guage learning mainly through providing them with information
related to different theoretical and empirical works. The course is
highly theoretical in nature and presupposes no field work. Howev-
er, it calls for students’ participation in discussions.

The second course presupposes learning about teaching tech-
niques suitable for students of different ages and with different
needs, as well as about those appropriate for teaching different
aspects of language. After laying important theoretical foundations,
the course enables students to get practical experience in planning
lessons, do micro-teaching, observe practicing teachers, and engage
in real classroom teaching. At the end of their field work, the stu-
dents were required to give a full 45-minute lesson while observed
by their teacher-mentor and a university teacher.

DATA SOURCES AND COLLECTION

This study combines qualitative and quantitative research tech-
niques. Following Valcke Sang, Rots, and Hermans’s (2010, p. 624)
suggestion regarding the most effective techniques for investigat-
ing teacher beliefs, a questionnaire was employed along with a
semi-structured interview.

Immediately before the courses began, the students were asked to
complete a Likert-type questionnaire. The questionnaire included
27 statements related to the issues that would be dealt with within
the two teacher preparation courses, such as the role of the teacher
and student, types and effects of teaching techniques, classroom
management, assessment practice, etc.

During the semester, the students participated in various discus-
sions, created their own lesson plans, carried out micro-teaching,
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and both gave and received feedback from peers related to the les-
son they presented to them. In May 2017, the students were expect-
ed to give an examination lesson to a class of students in the state
school in which they had previously conducted their observations.

At the end of the semester (on May 30, 2017), the students were
asked to complete the same questionnaire they had completed at
the beginning of the semester, as it was the researchers’ intention to
explore whether any change had occurred as a result of their expo-
sure to the teacher preparation courses.

As the questionnaires were not done anonymously, the research-
ers paired each participant’s two questionnaires for comparison and
marked those questions for which the answers had revealed a
change in belief. Four weeks after they completed the second ques-
tionnaire (on June 28, 2017), the first author conducted a
semi-structured interview with the students, using a scripted proto-
col aimed at revealing the causes that initiated changes in beliefs.
The researcher followed a topical trajectory by asking the same
main questions (e.g., Can you recall what triggered the change of this
belief during the semester?, Do you think that the teacher preparation
courses helped you change some of your beliefs?, etc.), but the interview-
er was also permitted to stray from the planned questions by asking
probes to prompt students’ recollection and discussion. The inter-
view presupposed that the researcher would show the interviewee
his/her two questionnaires, point to questions that signaled a
change in belief and ask the student to explain why the change had
occurred and what it had been prompted by.

The researchers acknowledge a certain dose of subjectivity as the
first author was simultaneously a researcher and teacher educator
to the participants.

DATA ANALYSIS

To achieve the stated objectives, the study included analysis at both
the group and individual level.

As the participants were asked to complete the same question-
naire twice, a paired-samples t-test using SPSS15 was performed to
find out whether any statistically significant differences were evi-
dent between the two groups of responses.

To analyze the obtained data on the individual level, the two
questionnaires for each participant were manually compared and
those answers that were characterized by a change of response were
marked. In deciding whether an entry belief had changed, the fol-
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lowing principles were used as guidance: answer options 1 and 2, as
well as 4 and 5, were considered to represent the same category —
disagreement or agreement, respectively. Hence, if in the initial test
a student endorsed 1 and in the second 2, no change was considered
to have occurred in his/her belief. Answer 3 represented a separate
category of response — uncertainty about the trustworthiness of the
statement; hence, if a student in the initial test endorsed any answer
from the other two categories and in the second chose option 3, his/
her belief was considered to have changed, resulting in uncertainty
at the time the second questionnaire was administered. The same
principle was applied if the chosen number option indicating the
level of agreement had decreased/increased in the second question-
haire.

Finally, the answers the students had given during interviews
were analyzed using an inductive approach. It required multiple
readings of transcripts, coding, clustering, defining codes, and sort-
ing extracted key phrases into established categories.

RESEARCH FINDINGS AND DISCUSSION

76

RESULTS OF QUESTIONNAIRES

A paired-samples t-test was performed to identify whether any
changes occurred in students’ beliefs owing to their exposure to
theoretical and practical courses they attended in between the two
questionnaires. Of the 27 questions, there are four with statistically
significant answers (questions 1 (t = -3.36, df = 10, p = 0.01), 3 (t =
2.16,df=10,p =0.05), 4 (t = 2.63, df = 10, p = 0.03) and 8 (t =-2.32, df =
10, p = 0.04)). These questions probed students’ beliefs about lesson
planning (questions 1 and 3), the role of the course book (question
4), and teaching grammar (question 8) (for the text of the corre-
sponding statements please refer to Table 2). The theoretical-prac-
tical course the students attended in between the two
questionnaires dealt extensively with lesson planning. The stu-
dents were first acquainted with the principles of planning a les-
son, then they were given samples of lesson plans to analyze, after
which they were expected to design two lesson plans on their own.
Both the theoretical considerations and practical work on lesson
planning seem to have impacted their beliefs regarding this issue.
The results of the part of the interview relating to lesson planning
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(see Table 2, questions 1, 2, and 3) reveal that this course made a
greater impact on students’ belief than did field work or the combi-
nation of the two sources.

Moreover, when working on their own lesson plans, students
appeared to rely heavily on the course book as the major source of
information and the only teaching resource. Such a finding was fol-
lowed by intensive discussions about the role of the course book in
language teaching and it was supported by numerous examples of
when and how a course book should be used and substituted by oth-
er teaching materials. Such discussions and examples seem to have
impacted students’ views of the course book significantly. Again, the
impact of the course, i.e. of how the issue was dealt with in the
course, affected the change of this belief more than field work itself
(see Table 2, statement 4).

Along the same lines, in planning their lessons, students dis-
played a tendency to employ grammar drills to a large extent. Such
an observation was followed by discussions and video clips featuring
teachers covering different grammatical aspects in more productive
and interesting ways. However, the results of the interview (see
Table 2, statement 8) show that field work was the factor that stim-
ulated students to change their pre-existing beliefs regarding this
issue, not the course.

Considered at the group level, the other 23 beliefs remained
unchanged, according to statistical measures. Such a finding cor-
roborates the results obtained by Cabaroglu and Roberts (2000, p.
389), which indicate that group-level statistics might give an
impression that no change occurs, while at the individual level, sig-
nificant changes might transpire. For this reason, we compared
individual results on both questionnaires and, if a change in
response was noted, the student was interviewed.

RESULTS OF THE INTERVIEW

The analysis of individual student’s results from the questionnaires
reveals a significant change of at least a few beliefs for each
respondent, the minimum number being 5 and the maximum 24.
The results show that there is not a single student whose entire
scope of entry beliefs remained intact at the end of the semester
(see Table 1). This can only indicate that teacher preparation cours-
es do have the capacity to impact student teachers’ entry beliefs.
Moreover, the group results show that beliefs about all 27 state-
ments changed at least once on the individual level. However, the

TATJANA Lj. GLUSAC, VESNA B. PILIPOVIC 77



78

3B0PHUK PAJZIOBA PUIO30SCKOT GAKYJITETA XLIX (1)

individual level analysis shows that some student beliefs about cer-
tain pedagogical issues remained nearly intact (see Table 2, state-
ments 17, 19, 20 and 27) despite their attendance in teacher
preparation programs. As noted by Cabaroglu and Roberts (2000, p.
93), the courses that these students attended may have only consol-
idated their beliefs or those beliefs may have been so deeply rooted
already that could not be changed, even when students were given
an opportunity to observe or experience teaching in a real class-
room.

As is evident in Table 1, when asked about the source of the
change of their beliefs, the respondents separated field work from
the rest of the course. As noted before, field work is indeed part of
the Teaching Techniques course, yet the students referred to it dur-
ing the interview as a separate activity, likely because of its con-
trasting nature in comparison to a typical university course; it gives
them an opportunity to learn in a different context and do practical
work in a real classroom.

The results obtained through the interview (see Table 1) reveal
that what influenced changes in beliefs to the greatest extent was
field work (53 beliefs). Such a finding corroborates the results of
similar research studies (Debreli, 2012, p. 372; Doyle, 1997, cited in
Clark-Goft, 2008, pp. 55-56; Valcke, Sang, Rots & Hermans, 2010, p.
625) showing that experiential and reflective learning that gives
students ample opportunities to observe, give and get feedback, dis-
cuss, and try out elements they encounter in their university cours-
es is indeed most effective.

The results also reveal that the second most influential factor was
one of the two courses the students attended, Teaching Techniques,
which is both theoretical and practical in nature (45 beliefs were
reported to have changed owing to the course). This finding reveals
that student teachers’ beliefs can be heavily influenced by the
opportunity to be acquainted with different teaching methodology
principles through theory that is supported by numerous real class-
room examples, video clips, discussions, lesson plan samples, dis-
cussions, individual work, and peer and teacher feedback. Such a
finding — that a teacher preparation course that includes enhanced
learning through various classroom experiences — is consistent
with the findings of other researchers (e.g. Clark-Goff, 2008, p. 146).
Furthermore, the results show that the course which was highly
theoretical in nature —Theories of Second Language Acquisition —
was not particularly influential on its own (4 reported changed
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beliefs), nor was it in combination with either field work (2 reported
changed beliefs) or Teaching Techniques (1 reported changed
belief). However, the student who had the greatest number of her
beliefs changed (S7) was influenced by a myriad of factors, but the
Teaching Techniques course appears to have had the greatest
impact, as it was indicated as a source for the changing of 17 of her

beliefs.

In summation, the results presented in Table 1 indicate that what
triggers change is highly individual, as well as that both courses and

practical work are effective for some students.

STUDENT

NUMBER OF
CHANGED BELIEFS

SOURCES OF CHANGE OF BELIEFS

5

Teaching techniques (2)
Field work (2)
Teaching techniques and field work (1)

13

Teaching techniques (3)
Field work (9)
Theories of language acquisition (1)

Teaching techniques (3)
Field work (4)

10

Field work (6)
Teaching techniques and field work (3)
Theories of language acquisition and field work (1)

11

Teaching techniques (4)
Field work (5)
Teaching techniques and field work (2)

Field work (6)

24

Teaching techniques (17)

Field work (2)

Teaching techniques and field work (4)
Theories of language acquisition (1)

16

Teaching techniques (5)

Field work (6)

Teaching techniques and field work (2)
Theories of language acquisition (1)

Teaching techniques and Theories of language acquisition (1)

Theories of language acquisition and field work (1)

TABLE 1:

NUMBER AND REPORTED SOURCE OF CHANGED BELIEFS
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8 Teaching techniques (3)
Field work (4)
Theories of language acquisition (1)

10

9 Teaching techniques (6)
Field work (2)
Teaching techniques and field work (1)

11

9 Teaching techniques (2)
Field work (7)

TABLE 1:

NUMBER AND REPORTED SOURCE OF CHANGED BELIEFS

The results showing the change of beliefs regarding the 27 ques-
tions from the questionnaire (Table 2) reveal that there is not a
single statement about which at least one student did not change
their belief. However, there are four beliefs (statements 17, 19, 20,
and 27) that remained relatively unchanged, as only one student
(S7) was indicated to have altered his/her beliefs regarding these
aspects of teaching. Again, the results indicate that what triggers
the change of one’s particular belief is highly individual. For some
students, observing or doing practical work was the most influen-
tial, whereas for others a course they attended was effective
enough to initiate change.

When the students were asked to recall the change of a specific
belief, all of them gave detailed accounts of classroom situations
that conflicted with the belief they had possessed up to that
moment. They all also reported that it was the effect of a certain
technique or strategy a teacher applied, or a change in students’
behavior or knowledge, that had triggered the change in their
beliefs. In other words, any educational decision that has a positive
outcome seems to trigger the evaluation of pre-service teachers’
pedagogical beliefs.

STATEMENT WHO CHANGED THIS SOURCE OF CHANGE

NUMBER OF STUDENTS

BELIEF

1. It is not necessary to plan $1,S2,54,55,57,S8, |Teaching techniques (6)
every lesson in detail. A teacher | S10, S11 Teaching techniques and field
can decide about some of its ele- work (2)

ments during the class. Total: 8

TABLE 2:

80

NUMBER OF STUDENTS WHO CHANGED A PARTICULAR BELIEF AND SOURCES OF CHANGE

TATJANA LJ. GLUSAC, VESNA B. PILIPOVIC




ENGLISH LANGUAGE STUDENT TEACHERS’ PEDAGOGICAL BELIEFS...

2.1tisacceptable for a teacher to
stray away from the lesson plan
to alesser or greater degree
from time to time.

S1, 83, S5,S57,S8

Total: 5

Teaching techniques (5)

3. The lesson always needs to
have the same structure so that
students can foresee what each

S2, S3, 54, S5, S6, S7,
S8, S9

Teaching techniques (3)
Field work (2)
Teaching techniques and field

stage of the lesson will be like. Total: 8 | work (3)

4, The course book is the major |S2, S3, S4, S5,57,S8, |Teaching techniques (5)
resource material and the teach- | S10 Teaching techniques and field
er needs to follow it strictly. Total: 7 | work (2)

5. The most important aspect of |S4, S7, S8, S9, S10 Field work (3)

language is grammar and it Teaching techniques and field
should be given most attention. Total: 5 | work (2)

6. It is best to ask students to do
writing assignments at home.

S7, S8, 59, S10

Teaching techniques (1)
Field work (2)
Teaching techniques and field

Total: 4 | work (1)
7.1t is possible to organize S3, 54, S5, 56,57, S8, |Field work (7)
speaking activities in large S11
classes. Total: 7
8. Grammar is best practiced S1, 54, S5,56,57,59, |Field work (8)
through drills. S10, S11

Total: 8

9. Reading comprehension is im-
proved by oral translation of the
text.

S2, 54, S8, 89, 510, S11

Total: 6

Teaching techniques (2)

Field work (3)

Teaching techniques and field
work (1)

10. Pronunciation is paramount
in learning a foreign language.

S2, 54, 57, S8, 510, S11

Teaching techniques (3)
Theories of language acquisition
@

Theories of language acquisition

Total: 6 | and field work (1)
11. The main aim of foreign lan- |S5,58 Teaching techniques (1)
guage learning is improving Field work (1)
one’s ability to communicate,
orally or in a written form. Total: 2
12. Homework is very helpful in |S1,52, S7 Teaching techniques (1)
improving knowledge. Total: 3 | Field work (2)

TABLE 2:
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13. It is not possible to organize
interesting lessons without the
use of technology.

54, S5, S8, S9

Total: 4

Field work (4)

14. The teacher’s role is to trans-

S2, 83,587,511

Teaching techniques (1)

ant experience, not an imposed
activity.

fer knowledge. Total: 4 | Field work (3)

15. The teacher should guide S2,S7 Teaching techniques (1)

and support students to learn on Field work (1)

their own. Total: 2

16. Every student is able to learn | S1, S2, S3, S7, S8 Field work (2)

a foreign language. Theories of language acquisition
(1)
Theories of language acquisition

Total: 5 | and field work (2)

17. It is important to know one’s | S7 Teaching techniques (1)

students for ensuring success in

learning. Total: 1

18. Punishing students is the S2,56,57,S8 Teaching techniques (1)

best way to discipline a class. Total: 4 | Field work (3)

19. 1t is important the teacher | S7 Teaching techniques (1)

ensure a comfortable, pleasant

and non-threatening working

atmosphere. Total: 1

20. Learning should be a pleas- | S7 Teaching techniques (1)

Total: 1

21. Students should learn in ac-
cordance with their capabilities.

S2, S5, 87, S8, S10, S11

Teaching techniques (2)
Field work (3)
Teaching techniques and Theo-

ferent work formats during a
single class.

Total: 6 | ries of language acquisition (1)
22. Learning about a foreign cul- | S2, S7 Teaching techniques (1)
ture is an important segment of Field work (1)
learning a foreign language. Total: 2
23. A teacher should employ dif- | S2, S7 Teaching techniques (1)

Total: 2

Field work (1)

24. The best way to assess stu-
dents’ knowledge is through a
test.

S3, 54, S5, S6, 57, S9,

S11

Total: 7

Teaching techniques (2)
Field work (5)

TABLE 2:
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25. It is difficult to constructa |S5,S7, S8 Teaching techniques (3)
good test. Total: 3

26. It is necessary to correct S6, S7, S8, S9, S10, S11 | Teaching techniques (2)
every mistake a student makes. Field work (2)

Teaching techniques and field
work (1)

Teaching techniques, field work
and Theories of language acquisi-
Total: 6 | tion (1)

27. The teacher should improve |S7 Teaching techniques (1)
his knowledge and skills con-
stantly. Total: 1

TABLE 2:  NUMBER OF STUDENTS WHO CHANGED A PARTICULAR BELIEF AND SOURCES OF CHANGE

As it became obvious from both the quantitative and qualitative
data analysis that student teachers’ beliefs were impacted by the
courses they attended, the researchers wanted to find out which
course was most impactful and what exactly the students learned
from them. As can be seen from Table 3, the most memorable learn-
ing experience for the students from the two courses was that
related to lesson planning, dealt with within the practical course
(Teaching techniques). Of the 11 respondents, 10 reported that
their beliefs about lesson planning changed, corroborating the
finding obtained by the statistical analysis conducted for the
purposes of this paper (see Section Results of questionnaires). Such a
finding may be explained by students previously having not been
thoroughly acquainted with the principles and practice of design-
ing lesson plans, in which case they may have had only vague ideas,
and not well-formed beliefs, about how these are created. Hence,
the impact the course had on their beliefs regarding lesson plan-
ning was significantly different in two questions (see Section
Results of questionnaires).

The results of the statistical analysis conducted (see Section
Results of questionnaires) also show that the students’ beliefs regard-
ing the role of the course book in language teaching (Table 2,
statement 4) and the ways to teach grammar (Table 2, statement 8)
changed significantly. Interestingly, only one student (Table 2, S3)
reported that one of the courses he attended impacted his belief
pertaining to the course book as a teaching resource, even though
the results for statement 4 presented in Table 2 reveal that five
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students reported that it was the Teaching Techniques course that
altered this belief. Neither course seems to have had a great impact
on students’ beliefs regarding teaching grammar, as it is obvious
from the results for statement 8 presented in Table 2 that all eight
students whose beliefs regarding grammar changed reported field
practice as the sole source of their altered views.

Regarding other effects from the courses that the students
reported, i.e., changes in their beliefs about techniques for teaching
language skills (S5), error correction (S7), or the student-teacher
relationship (S10), these appear to be individual as there were not
found to be statistically significant changes at the group level.

STUDENT EFFECTS OF COURSES

1 Lesson planning
2 Lesson planning
3 Lesson planning, the role of course book
4 Lesson planning
5 Lesson planning, techniques for teaching language skills
6 Techniques for teaching language skills
7 Lesson planning, error correction techniques
8 Lesson planning
9 Lesson planning
10 Lesson planning, student-teacher relationship
11 Lesson planning

TABLE 3:  REPORTED EFFECTS OF UNIVERSITY COURSES ON CHANGING BELIEFS

CONCLU-
SIONS

84

The results of the research this paper is based on undoubtedly indi-
cate that student teachers’ beliefs can change as a result of expo-
sure to different teacher preparation programs, especially if those
programs combine professional experience and specific course-
work (Sheridan 2016, p. 14). The most effective factor in changing
their beliefs is field work, closely followed by an experiential and
reflective course that enables students to try out what they learn in
theory, get and give feedback, observe practicing teachers, and
attempt real classroom teaching. The least effective factor in
changing students’ entry beliefs seems to be a purely theoretical
course, as it does not give students much chance to collaborate

TATJANA LJ. GLUSAC, VESNA B. PILIPOVIC




ENGLISH LANGUAGE STUDENT TEACHERS’ PEDAGOGICAL BELIEFS...

with peers, mentors, or teachers, or to get hands-on experience.
Most of our respondents reported a number of factors influencing
the changes in their beliefs, the most dominant being field work
and the least dominant being the primarily theoretical course they
attended.

Generally speaking, the results also show that all students’ beliefs
can be altered as not a single belief was found to have not changed
for at least one student during the semester. This indicates that ped-
agogical beliefs related to all educational issues can be changed dur-
ing a teacher preparation program. At the individual level, however,
a detailed analysis reveals that different students report different
variables that change their beliefs and some are found to remain
unchanged at the end of the semester.
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TATJAHA Jb. ['JIYIIALL
BECHA B. I[TUJIMIIOBUR

YHUBEP3WTET ,,YHUOH BEOTPA]
DAKYJITET 3A MTPABHE U [TOCJIOBHE CTYUJE ,,JIP JIA3AP BPKATHR
JIETAPTMAH 3A EHIJIECKU JE3UK

PE3VME [TEATOIIKA YBEPEH-A CTYJIEHATA EHIJIECKOT JE3UKA: TTOJIOXKHOCT
[TPOMEHU U U3BOPU ITPOMEHA

[lemaromka yBepemwa Ipe/iCTaB/bajy MPeTIoCTaBKe O PasInIUTHIM
eJleMeHTMa 0dpa30BHOT MPOLieca 1 CTOra yTUIy Ha LieJIOKYIIHY I1e-
JlaroOlIKy aKTUBHOCT HAacTaBHUKA. PejleBaHTHa JIMTepaTypa UCTUYE
Jla je HeOIIXOZHO IUTO paHuje OTKPUTHU IleJlarolika yBepemwa CTy/e-
HaTa KOju ce NIpUIIpeMajy 3a HaCTaBHWYKY I103UB, ajIU Aaje KOHTpa-
IVIKTOPHE JI0Kase y Be3U ca yTHIIajeM KOju Tporpamu 3a odyky dyay-
hux wHacTaBHMKa MMajy Ha NpPOMeHy yBepera CTyZeHATa Koju
Yy4ecTBYjy y TUM NporpaMuMa. Llnsb 0BOT pajia je fja MCIIUTa J1a JIv ce
yBepema CTyJleHaTa MOr'y IpOMEHUTH Kao pe3y/TaT BUXOBOT I10Xa-
hama pasmmuuTHX KypceBa y OKBUPY KOjUX Ce IpUIIpeMajy 3a Ha-
CTaBHUYKU I103UB, Ka0O 1 KOja BpCTa Kypca HajBUllle JOIPUHOCH II0-
MeHYTOj MPOMeHHU. 3a moTpede OBOT pajia CIPOBEZEH je MEIIOBUTH
METOZOJIOUIKY TIOCTYTIaK (YIIUMTHUK M MHTEPBjy) TOKOM JIETHET Ce-
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MecTpa 2017. rogvHe. Y30pakK je YMHUJIO 11 CTyZleHaTa MacTePCKUX
cryauja ca mpuBatHor ¢akyarera y Cpduju, Koju Cy TOKOM IIOMEHY-
TOT ceMecTpa roxahany yKyImHO TpU Kypca y OKBHPY KOJUX Cy ce
[pUIpeMany 3a HaCTABHUYKY I103MB. KBAaHTUTATHUBHU A€0 UCTpa-
)KUBaba pPeaIM30BaH je Ha [I0YeTKy U Ha Kpajy JIETHer CEMeCTpa I1o-
Moy YIUTHUKA Ca ETOCTENEHOM JIMKEPTOBOM CKasIOM, a TaKo 0-
dujeHu pesysnratu odpaheHu cy momohy craTuctuykor nakera SPSS
15. KBa/IMTaTUBHU [1e0 UCTPaXXUBama CIPOBElIEeH je IyTeM IIOJy-
CTPYKTYVCAHOT MHTEPBjya, a mojany godujeHn Ha Taj HauyuH odpa-
henu cy npumeHOM MHAYKTUBHOT MpUCTyma. [JodujeHN pesysniTaTti
II0Ka3Yyjy Aia TOCTOjY T€K HEKOIMKO CTaTUCTUYKY 3HaYajHUX IIPOMe-
Ha yBepemwa Ha HUBOY IpyIle, IOK IOJAlH 33 CBAKOT I10jeANHaYHOT
WCIIMTaHKKA yKasyjy Ha HU3 BeOMa 3HAYajHUX IIPOMEHA HUXOBUX
MeJlaromknx yBepemwa. Hajsehu ytuijaj va mpomeny mocrojehunx
yBepema CTyZeHaTa MMa IpaKca, IMOTOM TeOPHjCKO-TIPAKTUYHU
KypC, IOK HajMam¥ YYMHAK Ha IPOMEHY yBeperha NMa YHCTO TeOo-
PUjCKH KypC.

IelarollKa yBepemwa CTyIeHaTa; [IPeTX0/IHa yBepewa; IPOMeHa yBe-
pema; eHIJIECKU je3UK.
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