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ABSTRACT

The aim of this study is to measure preservice EFL teacher’s approaches to
learning in a higher education context: (i) to identify approaches to learning;
(ii) to examine the correlation between scales; (iii) to evaluate the relationship
between preservice EFL teachers’ gender and academic year, and their approaches
to learning. The study reported in the current article concerns preservice EFL
teachers’ learning a language. The sample consisted of 146 preservice EFL teachers.
A revised version of the Approaches to Studying Inventory (Entwistle and Tait, 1994)
was administered. Of the five approaches, the Deep Approach appeared to
have the greatest score, while the lower score in the Surface Approach is a positive
result. Some scales were positively correlated with each other. There was also
an effect for gender and academic year evident.

Introduction
To understand how best to design curricula that develop preservice EFL
teachers’ skills and abilities as future teachers, it is essential to gain a clear
insight into how they learn. As Ramsden (1985) indicates, making changes
to curricula without considering the learning contexts, together with the
meaning of pupils’ learning, for preservice teachers, is not effective. Ramsden
(1992) also emphasises that within the learning context, the quality of pre-
service teacher learning is determined by preservice teachers’ approach to,
and perception of, the learning task and is also influenced by their prior
learning experiences.

The general aim of this paper is to examine preservice EFL teachers as
learners, and the learning approaches that they adopt. In the first section
(theoretical background) I begin with an examination of the studies which have
contributed to the literature on approaches to learning. The focus of the next
four sections is on the research. First, I outline the research questions which
relate the approaches to learning to foreign language learning. Second, the design
of the research and the measurement instruments are discussed. Third, the
results for each of the hypotheses are discussed. Finally the conclusions of
the study are discussed.
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Approaches to learning
Biggs (1993: 6) observes that the term ‘approaches to learning’ has come to
have two different meanings. First, ‘approaches to learning’ defines the
processes adopted prior to learning, which directly determine the outcome
of learning; second, approaches to learning can mean the ‘predispositions to
adopt particular processes’. These are studied through instruments which
ask preservice teachers how they usually go about learning. Biggs (1993: 10)
also observes that a predisposition to differing learning approaches is the
individual preservice teacher’s way of achieving balance in the system as per-
ceived by the preservice teacher. Thus, a preservice teacher will be predisposed
to use either deep or surface strategies for particular tasks in that context.

The present study examined five approaches to learning which have
been identified in previous research. These are the Deep Approach, Surface
Approach, Strategic Approach, Clarity of Direction in Studying, and Academic
Self-confidence towards Studying.

The Deep Approach is characterised by preservice teachers who (i) seek
to understand the issues and interact critically with the content of particular
teaching materials, (ii) relate ideas to previous knowledge and experience
and (iii) examine the logic of the arguments (Entwistle and Ramsden, 1983;
Marton, Hounsell and Entwistle 1984).

The Surface Approach is characterised by preservice teachers who (i) try
simply to memorise parts of the content of teaching materials and accept the
ideas and information given without question, (ii) concentrate on memorising
facts without distinguishing any underlying principles or patterns and (iii) are
influenced by assessment requirements. (Entwistle and Ramsden 1983; Marton
et al 1984). So, the focus is on the facts rather than arguments, memorisation
of information and procedures, and an unreflective acceptance of material. It
should be noted that the ‘deep’ and ‘surface’ approaches are not mutually exclu-
sive options. It is possible that preservice teachers adopt mixed approaches
to learning.

A third scale, the Strategic Approach, was included to measure the tactical
approach that students adopt to maximise their success. The Strategic Approach
relates to determination to excel, effort in studying, organisation in studying,
and time management.

A fourth scale, Clarity of Direction in Studying, relates to knowing what
course and subjects they want to study, and choosing subjects in which they can
succeed. The final scale, Academic Self-confidence towards Studying relates
to understanding the subjects, finding the set work easy, making sense of
new information and ideas, learning course material easily, and achieving
high standards. Academic Self-confidence has received attention both as an
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outcome of college attendance, and as a mediating influence on students’
academic achievement (Hackett, Betz, Casas and Rocha-Singh 1992). It has
generally been operationalised in the undergraduate literature by asking stu-
dents to rate their academic abilities, separated into discrete scale items such
as mathematics, writing and computer skills relative to the abilities of their
peers (Astin and Sax 1994).

LINKS TO GENDER

Gender, as with other directly observable variables, is an example of one of
the variables in which learners may differ. The findings concerning gender
differences in approaches to learning are unclear.

As we will see below in the section on ‘Measuring approaches to learning’,
standardised questionnaires have been developed to measure the learning
approaches of large groups of students. The Approaches to Studying Inventory
(ASI) and the Study Processes Questionnaire (SPQ) were two of the scales
developed to measure the learning approaches described above. Wilson, Smart
and Watson (1996) reviewed works using either the ASI or the SPQ. Studies
using the SPQ offer a far from definitive picture on gender difference (Wilson
et al 1996: 60). By comparison, research using versions of the ASI identifies
no mean gender differences on the learning approaches to studying scale
(Richardson 1993; Wilson et al 1996). The exception to this is that Gledhill
and Van der Merwe (1989) reported male students scoring higher on repro-
ducing (Surface Approach) and achieving (Strategic Approach) orientations
and female students scoring higher on meaning (Deep Approach) orientation.
Two studies administering the Revised Approaches to Studying Inventory
(RASI) found male students scoring higher on Deep Approach and female
students scoring higher on Surface Approach (Duff 1999; Sadler-Smith and
Tsang 1998). However, at the scale level, replicated gender differences are
found on four of the ASI scales. First, females score higher than male students
on fear of failure (Miller, Finley and McKinley 1990; Richardson 1993).
Second, females score higher than male students on relating ideas (Miller et al
1990). Third, female students score higher than male students on improvi-
dence (Miller et al 1990); and fourth, male students score higher than female
students on extrinsic motivation (Miller et al 1990).

Research conducted at the undergraduate level has shown that despite
objective evidence of equivalence in prior academic aptitude and perfor-
mance, women entering higher education have lower academic self-confidence
than their male peers (Felder, Felder, Mauney, Hamrin and Dietz 1995).
Further, for most women, this gender gap in academic self-confidence increases
over the course of the undergraduate years (Jagacinski and LeBold 1981).
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Two studies of graduate science and engineering students reported signifi-
cant gender differences, favouring male students, in students’ academic 
self-confidence (Etzkowitz, Kemelgor, Neuschat and Uzzi 1992). Focusing
on students across a variety of graduate programs, Hurtado (1994) found
similar gender differences in students’ academic self-confidence, as reported
at time of program entry and in a follow-up survey nine years later.

Reviewing the gender differences in approaches to learning literature,
Wilson et al (1996) report methodological problems with prior research.
According to him, a common methodological issue concerns sampling bias,
with a number of studies reporting less than satisfactory response rates. A
second issue is that many studies do not provide any specification of sample
characteristics in terms of gender, academic year or discipline of study. As
approaches to learning are known to vary as a function of year and discipline
of study (Biggs 1987), it is possible that any gender-related differences could
be attributable to the differential distribution of male and female preservice
teachers across years or disciplines of study. A final methodological problem
concerns the use of inappropriate statistical procedures.

ACADEMIC YEAR DIFFERENCES

The general education psychology literature contains a number of articles that
examine preservice teachers’ development as teachers. Research has suggested
that preservice teachers pass through different stages in their development
(for example, Maynard and Furlong 1993). Much of the work on students’
stages of development has stemmed from the work of Fuller (1969), who
identified different concerns of students at different stages during their
development as teachers.

Different concerns of preservice teachers’ learning at different stages dur-
ing their development have also been studied. For example, Spezzini and
Oxford (1998) studied differences between perceived proficiency and actual pro-
ficiency of foreign language preservice teachers. This indicated that during the
foreign language teaching methodology course, the preservice teachers devel-
oped greater realism about their own abilities and about the need for further
language development. This investigation showed how motivations change
over time for learning a foreign language, and they provide specific ideas for
improving preparation programs for foreign language teaching candidates.

The literature also reveals that the role of belief changes in preservice ESL
teacher education. Peacock (2001), for example, conducted a longitudinal
study and found developmental changes in preservice ESL teachers’ beliefs
about second language learning. Developmental changes were subsequently
tracked in groups of trainees as they went through their second and third years
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of study. No significant changes were found. Cabaroglu and Roberts (2000)
report one aspect of a naturalistic inquiry into development in preservice
teachers’ beliefs on learning with a set of change process categories observed.

However, a review of the related literature shows that there is still a shortage
of empirical studies that investigate different concerns of preservice teachers’
learning at different stages during their learning. This study will examine
whether there are academic year differences in approaches to learning among
preservice EFL teacher education students.

RELEVANCE OF THE APPROACHES TO LEARNING FOR FOREIGN LANGUAGE
LEARNING

The influence of learner differences in language learning has been much
emphasised (see, for example, Skehan 1990), and a number of theories which
aim to describe and explain these differences are already available (for example,
traditional social-psychological theory and methodology, Gardner, Tremblay
and Masgoret 1997; or social constructionist approaches, Peirce 1995; Siegal,
1996). Oxford (1990: 140) states that ‘the affective side of the learner is
probably one of the very biggest influences on language learning success or
failure’. In their review of the affective variables and their role in second lan-
guage learning, Gardner and MacIntyre (1993) desmonstrate the relationship
between learners’ attitudes and motivation and describe how language anxiety
impedes language learning.

More recently, however, there has been renewed discussion about the
individual differences in language learning and the nature of language learning
motivation, and interest has arisen in other paradigms for understanding L2
motivation (for example, Oxford 1996). However, theoretical models that
could provide new insights and a deeper understanding of individual learning
differences are still needed. The concept of approaches to learning has the
potential to explain individual differences in learning a foreign language.
Approaches to learning were developed primarily to explain learning. They
may be useful in explaining differential achievement among language learners,
for example, if they can explain why, in a classroom which seems to offer
similar learning opportunities, some language learners make more progress
than others.

Preservice teachers’ approaches to learning a foreign language is also
potentially significant for investigating the education of foreign language
teachers because preservice teachers begin their foreign language teaching
experiences with relatively well-developed approaches, which provide a frame-
work within which, as individuals, they react to events. The approaches they
have shape patterns of their cognition, affect, and behaviour. We need to
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understand how preservice teachers think about themselves, their tasks, and
their performance because these orientations may affect preservice teachers’
teaching in the future, as well as their immediate success. The review of related
research shows that no study has been conducted on preservice teachers’
approaches to learning, while engaged in the process of learning a foreign
language. Thus, the present research will contribute to a better understanding
of the goals of this group, as well as assessing the usefulness of the approaches
to learning in studying language learners’ learning more generally.

Although, surprisingly, empirical studies in foreign language education do
not appear to examine preservice teachers’ approaches to learning, the attrib-
utes we would expect from preservice EFL teachers through their studies
would be those which are characteristic of a Deep Approach to learning and
would include advanced problem-solving skills in which knowledge, once
assimilated and understood, can be applied to new situations. The primary
goal, then, of the present study was to explore preservice EFL teachers’
approaches to learning and the change in approaches in terms of academic
year and gender.

The study reports on preservice EFL teachers’ learning a language. It is
designed to contribute to our understanding of learners’ differing approaches
while learning a foreign language. This study is exploratory and adapts pro-
cedures developed by researchers working in the area of approaches to learning.
The review of literature has been selective, and focuses mainly on the
approaches to learning proposed to explain differences in preservice EFL
teachers’ learning behaviour. It should be noted that the Turkish teacher
education system may be different from that in other countries, and thus
not all of the issues discussed will necessarily apply to other contexts.

The study set out:

• to identify approaches to learning

• to examine the correlation between scales in the Revised Approaches to
Studying Inventory (RASI) measuring approaches to learning; and

• to examine if there are gender and academic year differences in approaches
to learning among preservice EFL teacher education students.

Method
SAMPLE AND ADMINISTRATION

The study was conducted at a four-year full-time preservice EFL teacher
education program at a Turkish university for those who wish to teach
English in secondary schools. The objective of the program is to help students
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achieve adequate mastery of the English language, and to provide them with
knowledge and sufficient practical skills for teaching English as a foreign
language. In Turkey, senior high school students can enter undergraduate
EFL teacher education programs depending on their score on the university
entrance examination test, which is administered by the Student Selection
and Placement Center. The English teacher education programs are intended
for English teachers who will teach Grades 6 through 11. They are offered by
departments of English teacher education, a division of the Department of
Foreign Languages. The basic components of this program consist of English
language development, linguistics, and professional courses including foreign
language teaching methodology. Through elective courses, students are pro-
vided with opportunities to pursue individual interests in various cultural
and professional subjects. There is a yearly intake of approximately 200.

The sample consisted of 146 preservice EFL teachers (female n=96, male
n=50; first-year n=56, second-year n=30, third-year n=60). The gender break-
down per year is first-year female n=35, male n=21; second-year female
n=24, male n=6; third-year female n=37, male n=23. The mean age was
21.2 years with a range from 18 to 24 years. All of the participants are native
speakers of Turkish but the medium of instruction in the program is English.

The questionnaire from the RASI (see below) was administered during
the course of a normal class in Week 2 of Term 2, 2002. The questionnaires
were administered at the beginning or end of a lecture, with the permission
of the lecturers. The purpose of the questionnaire and the study was
explained briefly to the preservice EFL teachers. It was indicated that the
questionnaires were anonymous and only group data would be reported.
Generally, the preservice teachers took about 15 minutes to complete the
questionnaire. Trained research assistants administered the research.

MEASURING APPROACHES TO LEARNING

Standardised questionnaires have been developed to measure the learning
approaches of large groups of students. The ASI, which was developed by
Entwistle and his colleagues, (Entwistle, Hanley, and Hounsell 1979; Entwistle
and Ramsden 1983) is probably the most widely used questionnaire on student
learning in higher education (Richardson 1994). It was influenced by the
work of Biggs (1976), Marton and Säljö (1976) and Pask (1976). A number
of revisions were made to the original ASI taking current literature on student
learning into account (Tait, Entwistle and McCune 1998). An outline of the
development of this inventory is given in Entwistle and Tait (1994) and
Waugh and Addison (1998).

The RASI (Entwistle and Tait 1994) comprises 38 self-report items
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designed to measure preservice teacher approaches to learning in a higher
education context. A Rasch analysis (Waugh and Addison 1998) using data
from an Australian university showed the instrument could be further revised.
Waugh (1999) revised the questionnaire to include 40 attitude items and 
40 corresponding behaviour items.

The Revised Approaches to Studying Inventory has five scales, which measure
a Deep Approach, a Surface Approach, a Strategic Approach, Clarity of
Direction in Studying and Academic Self-confidence towards Studying. The
present study uses 40 attitude items (see Waugh 1999). Scales, number of
items, sub-scales and sample items are summarised in Appendix 1.

As stated by Waugh (1999), the response categories were in an ordered
format to provide a better measurement structure: (1) almost never or never,
(2) sometimes but mostly not, (3) usually though not always and (4) all the
time or nearly all the time. No neutral category was included because this
encourages a variety of responses such as ‘don’t know’, ‘don’t care’, ‘can’t answer’
and ‘neutral’, making interpretation unclear, as well as providing a poor
measurement structure. The instrument has undergone extensive validation
using samples of preservice teachers in higher education and produces scores
that demonstrate satisfactory internal consistency, reliability and construct
validity across a range of samples (Ramsden and Entwistle 1981; Duff 1997,
1999). This study applied the Revised Approaches to Studying Inventory to
EFL learning. This decision was made following a review of the relevant lit-
erature, and examination of available instruments used in studies on
approaches to learning. This instrument was found to be the most appropriate
for assessing approaches to foreign language learning in a Turkish context.

DATA ANALYSIS

Statistical analyses were conducted on all 146 preservice EFL teachers. Non-
parametric, two-independent samples, and non-parametric, K independent
samples evaluated the effect of gender and academic year respectively. Relations
among all variables included in the study were explored using Pearson product-
moment correlations.

Results
In this section the results are presented and discussed. The areas of interest, on
which the goals for this study and the ensuing research questions are based,
will frame the discussion. These are: (a) preservice EFL teachers’ differing
approaches to learning a foreign language, (b) relations among approaches
to learning, (c) gender differences, and (d) academic year differences.
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A PRESERVICE EFL TEACHERS’ DIFFERING APPROACHES TO 
LEARNING A FOREIGN LANGUAGE

The mean scores for the five approaches to learning scales and their sub-scales
for all preservice EFL teachers in the study are summarised in Appendix 2.
The reliability of the scale for preservice EFL teachers, using Cronbach’s
alpha, is .7572.

In Turkey, foreign language teacher education is seen as a process which
prepares preservice teachers for employment or postgraduate study by
empowering them with the transferable skills required by the Ministry of
Education. The foreign language higher education sector has also been
proactive in its recognition of the changing agenda of higher education and the
growing emphasis on preservice teacher-centered learning. Partly in response
to these changes, teaching practices have evolved which aim to develop the
preservice teacher as a deep learner, rather than a surface learner.

Furthermore, it is widely believed that foreign language education attracts
a relatively high proportion of preservice teachers who employ a Deep
Approach (Peacock 2001). Mean scores indicate that the preservice EFL
teachers reported a higher mean for the Deep Approach (M=2.13;
SD=0.36), followed by the Strategic Approach (M=02.04; SD=0.43). It is
clear that these preservice teachers are determined to understand the issues
and interact critically. Moreover, the preservice EFL teachers seem to have a
well-developed strategic sense of what is needed to be successful.

The preservice EFL teachers reported lower scores for the Surface
Approach (M=1.92, SD=0.38), which is actually positive because partici-
pants reported lower scores for concentrating on memorising facts without
distinguishing any underlying principles or patterns and for being influ-
enced by assessment requirements.

However, the preservice EFL teachers rated Academic Self-confidence
towards Studying (M=1.47, SD=0.45) and Direction in Studying (M=1.12,
SD=0.46) as low. The scores for these two scales refer to ‘sometimes but
mostly not’. This finding implies that the preservice EFL teachers are not
clear what course and subjects they want to study and choose subjects in which
they can succeed, and are not confident about understanding the subjects,
making sense of new information and ideas, learning course material easily,
and achieving high standards.

B RELATIONS AMONG APPROACHES TO LEARNING

In examining the associations between the variables, correlations were calculated.
Results from these analyses, presented in Appendix 3, indicate fairly strong
relations among some variables. The Deep Approach was related positively
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to both the Strategic Approach (p<0.00) and Academic Self-confidence at
(p<0.00). Therefore, the preservice EFL teachers who were more oriented
toward wanting to learn and understand were more likely to report using
strategies related to setting goals, working hard and being well organised,
and also to feeling academically competent in studying their courses. Besides
the Deep Approach, the Strategic Approach was related positively to the
Surface Approach (p<0.05) and Academic Self-confidence (p<0.00). This
finding indicates that the preservice EFL teachers who rely on memory and rote
learning without understanding were more likely to report that they would
think about, or highlight, their desire to involve setting goals, working hard
and being well organised. Furthermore, the preservice EFL teachers who
reported a greater determination to excel, effort in studying, organisation in
studying and time management prior to studying were more likely to feel
academically competent. Direction in Studying, choosing subjects in which
they can succeed, is correlated with Academic Self-confidence (p<0.04),
indicating that generally, the preservice EFL teachers who agree that they
choose their own courses would feel they can learn course material easily,
achieve high standards and make sense of new information and ideas.

C GENDER DIFFERENCES

As noted before, previous research studies investigating gender differences in
approaches to learning in higher education have found evidence to suggest
differences exist. Investigations have typically taken the form of quantitative
measurements of approaches to learning using either the SPQ or the ASI.

The effect of gender on the choice of the approaches to learning scales
was explored in a non-parametric, two-independent samples test. As shown
in Appendix 4, a statistically significant gender effect was observed on
Surface Approach, Direction in Studying and Academic Self-confidence.
Some sub-scales of the Surface Approach were also significant. These are
‘relying on memorising’ and ‘concern about coping’.

Female preservice EFL teachers had a consistently higher mean score for
the Surface Approach (female, M=2.03, SD=0.32; male, M=1.71, SD=0.40).
They had higher scores on ‘relying on memorising’ (female, M=2.19, SD=0.65;
male, M=1.67, SD=0.81) and ‘concern about coping’ (female, M=2.39,
SD=0.49; male, M=1.94, SD=0.67).

Male preservice EFL teachers also had a higher mean score for ‘Direction
in Studying’ (female, M=1.06, SD=0.42; male, M=1.24, SD=0.51) and
‘Academic Self-confidence towards Studying’ (female, M=1.39, SD=0.42;
male, M=1.63, SD= 0.46) scales. So, male preservice EFL teachers, demon-
strate higher ‘Direction in Studying’ and perceived confidence in their skills
and abilities.
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D ACADEMIC YEAR DIFFERENCES

Changes in the preservice EFL teachers’ approaches to learning from first to
third academic years were examined. It was expected that some academic year
changes, as they moved into a higher level, would be found. Non-parametric
K independent samples were used to assess academic year differences
(Appendix 5).

The analysis found a statistically significant academic year effect on
Deep Approach, Strategic Approach, Direction in Studying and Academic
Self-confidence towards Studying.

The third-year preservice EFL teachers had a consistently higher mean
score for the Deep Approach (first-year M=2.11, SD=0.37; second-year
M=1.90, SD=0.39; third-year, M=2.25, SD=0.27), Strategic Approach
(first-year M=2.06, SD=0.39; second-year M=1.75, SD=0.45; third-year,
M=2.15, SD=0.39), Direction in Studying (first-year M=1.05, SD=0.48;
second-year M=0.82, SD=0.26; third-year, M=1.33, SD=0.41) and
Academic Self-confidence (first-year M=1.43, SD=0.39; second-year M=1.19,
SD=0.39, third-year, M=1.65, SD=0.43). They appear to be improving in
confidence and clarity of direction in studying as they report higher academic
self-concern in the third-year. These preservice EFL teachers are more likely
to fulfil their potential. This confidence decreased significantly, and worryingly,
in the second-year preservice teachers.

The second-year preservice EFL teachers had a consistently lower mean
score for the Deep and Strategic Approaches, Direction in Studying and
Academic Self-confidence. It is difficult to explain why second-year preservice
EFL teachers would have a reduced mean score for these approaches.
However, second-year preservice teachers report higher Surface Approach and
some of its sub-scales. For example, they report higher difficulty in making
sense and concern about coping. Kember and Gow (1991) suggest that student
approaches to learning, particularly the adoption of the Surface Approach,
may be influenced by variables such as heavy workloads, surface assessment
demands, didactic teaching styles, or over-lecturing. Tutors need to be sensitive
to this in their teaching.

Conclusion
The results of the present study indicate the preservice EFL teachers who
participated in this study employ the Deep Approach, which means that the
preservice EFL teachers in this study are determined to understand the
issues and interact critically. The Deep Approach was found to be related
positively to both the Strategic Approach and Academic Self-confidence.
Therefore, the preservice EFL teachers who were more oriented toward
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wanting to learn and understand were more likely to report using strategies
for setting goals, working hard and being well organised and also feeling
academically competent in studying their courses. Similarly, as with the
studies of Duff (1999) and Sadler-Smith and Tsang (1998), male preservice
teachers had a significantly higher mean score for some sub-scales of the
Deep Approach. The analysis also determined that the third-year preservice
EFL teachers had a higher mean score for the Deep Approach.

In this study, the preservice teachers reported lower Surface Approach
scores, a result which is correlated with the Strategic Approach. The study
indicates female preservice EFL teachers are more likely to adopt a Surface
Approach than are male preservice EFL teachers. The third-year preservice
EFL teachers had a lower mean score for the Surface Approach.

The preservice EFL teachers scored the Strategic Approach as the second
highest, which shows their greater determination to excel, to make an effort in
studying and to manage their time prior to studying. The Strategic Approach
was correlated with academic competence as well. Male preservice teachers had a
consistently higher mean score for some sub-scales of the Strategic Approach.
The analysis determined that the third-year preservice EFL teachers had a
consistently higher mean score for the Strategic Approach.

Disappointingly, the preservice EFL teachers rated Direction in Studying
very low. They do not seem to have knowledge about what course and subjects
they want to study, or in choosing subjects in which they can succeed. This
may be explained by the highly centralised nature of Turkish higher education.
Direction in Studying is correlated with Academic Self-confidence. This
indicates that generally, the preservice EFL teachers who agree that they
choose their own courses would feel they can learn the course material easily,
achieve high standards, and make sense of new information and ideas. Male
preservice teachers also had a higher mean score for Direction in Studying.
The analysis also determined that the third-year preservice EFL teachers had
a consistently higher mean score for Direction in Studying.

The preservice EFL teachers showed poor Academic Self-confidence.
The mean score for Academic Self-confidence was slightly above ‘almost
never’. This scale showed significant correlations with Deep Approach,
Strategic Approach and Direction in Studying. As to gender and year effect,
male and third-year preservice EFL teachers had higher scores.

There is an increasing emphasis today on the quality of the educational
experience being provided to preservice EFL teachers who now operate with
increasing competition, and increasing emphasis on quality EFL teacher
education must equip them to survive in this environment. It must foster
among preservice teachers an understanding of change in organisations, and
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the capabilities to be able to adapt to, and to embrace, change. Thus it is
essential to create an educational environment that develops preservice
teachers as active, independent and lifelong learners. This involves acquiring
skills and strategies, which allow them to learn effectively throughout their
lives (Kelly, Davey and Haigh 1999). To achieve these high quality learning
outcomes educators need to understand preservice teacher learning, and in
particular, how preservice teachers set about their learning tasks, their intentions
and approaches and how these impact on the quality of their learning outcomes.

Therefore, the potential value of preservice teacher learning research to
applied fields cannot be overstated. The higher education literature identifies
the approach to learning as a significant factor affecting the quality of student
learning (Marton and Säljö 1976; Entwistle and Ramsden 1983; Ramsden
1992). Research needs to inform educationalists on how preservice teachers
learn with a view to improving teaching/learning systems. However, research
to date on preservice EFL teacher learning in teacher education is limited,
despite a clear need for research to be conducted within specific disciplinary
settings (Lucas 2000).

The current study is informed by the approaches to learning literature,
which is one of the dominant paradigms in the education literature for
examining preservice teacher learning processes. Therefore, this preliminary
study examined the work of major contributors such as Biggs and Entwistle,
who have looked at both the immediate orientations of learning strategies
and at the more permanent phenomena of approaches and learning styles.

Although, like many other educationalists, Entwistle and Ramsden (1983)
accept that students should not be labelled as ‘deep’ or ‘surface’, a general
consensus exists in higher education (Entwistle and Ramsden 1983) that the
encouragement of a Deep Approach is more desirable than a Surface Approach.
That is, emphasising the understanding of concepts is preferable to the
reproduction of facts.

A contribution of this study, despite its limited sample size, is that it not
only draws attention to the learning approaches present in Turkish preservice
EFL teacher education, but also points to the need for learning institutions
and their teaching staff to become more sensitive to preservice teachers’
learning style preferences, and differences that may exist, in order to maximise
preservice teacher learning. Ultimately, these approaches determine the quality
of the learning outcome.

The current study is exploratory in nature and its findings are tentative and
must be interpreted with caution. The small number of preservice teachers
in the preservice EFL teacher education program limited the analysis which
could be undertaken. To address these limitations, the survey approach used in
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this study will be extended over time in the same program and to other partner
institutions. In addition, preservice teachers from different international
groups will be interviewed to identify and explore the factors which influence
their learning approaches. At a time when many educators face an increas-
ingly international preservice teacher body, this study will enhance educators’
understanding of the learning of international preservice teachers in different
countries. Clearly, further investigation of environmental and cross-cultural
factors is required before generalisations about differences can be made with
confidence.
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Appendix 1

Scales, Number of items (#), Sub-scales and sample items

Scale # Sub-scale and sample item

Deep Approach 10 Looking for meaning
‘I set out to understand the meaning of what has to be learnt.’
Active interest/critical stance
‘I set out to think about ideas from the course when I’m doing
other things.’
Relating and organizing ideas
‘I set out to relate ideas to other topics and other courses
whenever possible.’
Using evidence and logic
‘I aim to follow the argument and see the reasoning behind each
main aspect.’

Surface Approach 10 Relying on memorising
‘I expect to repeat and copy out things to help me remember
them.’
Difficulty in making sense
‘I aim to make sense of what I have to remember.’
Unrelatedness
‘I aim to see the overall picture, irrespective of whether I
remember facts and details.’
Concern about coping
‘I expect to worry about whether I will be able to cope with the
course work properly.’

Strategic Approach 10 Determination to excel
‘I know what I want to get out of my course and I’m determined to
achieve it.’
Effort in studying
‘I aim to put a lot of effort into making sure I have the most
important study details at my finger tips.’
Organised studying
‘I aim to be systematic and organized in the way I go about
studying.’
Time management
‘I aim to make use of my time during the day for studying.’

DS 4 ‘I know what course and subjects I want to study and I choose
them.’

AS 4 ‘I expect to be able to learn the course material easily.’

Note: DS, Clarity of Direction in Studying; AS, Academic Self-confidence towards Studying
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Appendix 2

The Revised Approaches to Studying Inventory score summaries

Scale Sub-scale M SD

Deep Approach 2.13 0.36
Looking for meaning 2.33 0.5
Active interest 1.95 0.56
Relating ideas 2.13 0.51
Using evidence and logic 2.11 0.44

Surface Approach 1.92 0.38
Relying on memorising 2.01 0.75
Difficulty in making sense 1.68 0.53
Unrelatedness 1.45 0.65
Concern about coping 2.23 0.59

Strategic Approach 2.04 0.43
Determination to excel 2.26 0.59
Effort in studying 2.1 0.64
Organised studying 2.28 0.44
Time management 1.61 0.65

Direction in Studying 1.12 0.46
Academic Self-confidence 1.47 0.45
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Appendix 3

Inter-correlations between scales

Statistic
Scale S 1 2 3 4 5

1 Deep Approach R -0.10 0.58 0.03 0.47
P – 0.22 0.00** 0.75 0.00**

2 Surface Approach R 1.00 0.16 0.05 -0.13
P – 0.05* 0.59 0.11

3 Strategic Approach R 1.00 0.04 0.46
P – 0.59 0.00**

4 Direction in Studying R 1.00 0.17
P – 0.04*

5 Academic Self-confidence R 1.00
P –

** p< .01 P = Pearson Correlation
* p< .05 R = sig (2-tailed)
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Appendix 4

Non-parametric two-independent samples for gender differences in 
preservice teachers’ approaches to learning

Scale Sub-scale Gender M SD MR SR U P

Deep Approach F 2.10 0.36 70.00 6,720.00 2,064.00 0.16
M 2.19 0.36 80.22 4,011.00

Looking for meaning F 2.30 0.50 70.88 6,804.00 2,148.00 0.28
M 2.39 0.50 78.54 3,927.00

Active interest F 1.92 0.56 70.73 6,790.00 2,134.00 0.26
M 2.02 0.57 78.82 3,941.00

Relating ideas F 2.12 0.49 72.53 6,962.50 2,306.50 0.69
M 2.15 0.53 75.37 3,768.50

Using evidence F 2.06 0.45 69.03 6,627.00 1,971.00 0.07
M 2.21 0.41 82.08 4,104.00

Surface Approach F 2.03 0.32 84.43 8,105.00 1,351.00 0.00
M 1.71 0.40 52.52 2,626.00

Relying on memorising F 2.19 0.65 82.77 7,946.00 1,510.00 0.00
M 1.67 0.81 55.70 2,785.00

Difficulty in making sense F 1.69 0.53 75.12 7,211.50 2,244.50 0.50
M 1.65 0.54 70.39 3,519.50

Unrelatedness F 1.48 0.71 74.81 7,182.00 2,274.00 0.59
M 1.38 0.52 70.98 3,549.00

Concern about coping F 2.39 0.49 83.82 8,046.50 1,409.50 0.00
M 1.94 0.67 53.69 2,684.50

Strategic Approach F 2.05 0.44 75.66 7,263.50 2,192.50 0.39
M 2.02 0.41 69.35 3,467.50

Determination to excel F 2.19 0.60 69.31 6,653.50 1,997.50 0.09
M 2.38 0.55 81.55 4,077.50

Effort in studying F 2.16 0.64 77.22 7,413.00 2,043.00 0.13
M 1.99 0.63 66.36 3,318.00

Organised studying F 2.28 0.45 74.26 7,129.00 2,327.00 0.76
M 2.27 0.42 72.04 3,602.00

Time management F 1.65 0.64 76.62 7,355.50 2,100.50 0.21
M 1.53 0.66 67.51 3,375.50

Direction in Studying F 1.06 0.42 67.46 6,476.50 1,820.50 0.02
M 1.24 0.51 85.09 4,254.50

Academic self-confidence F 1.39 0.42 66.40 6,374.00 1,718.00 0.00
M 1.63 0.46 87.14 4,357.00



74 Prospect Vol. 18, No. 2  August 2003

LEYLA TERCANLIOGLU

Appendix 5

Non-parametric K independent samples for academic year differences in
preservice teachers’ approaches to learning

Scale Sub-scale Year M SD MR Chi-Square df P

Deep Approach 1 2.11 0.37 69.69 16.86 2 0.00
2 1.90 0.39 50.03
3 2.25 0.27 88.16

Looking for meaning 1 2.21 0.50 64.49 20.25 2 0.00
2 2.10 0.45 54.71
3 2.54 0.43 90.70

Active interest 1 1.99 0.58 75.90 4.15 2 0.13
2 1.76 0.61 59.76
3 2.01 0.52 77.83

Relating ideas 1 2.14 0.52 73.29 15.39 2 0.00
2 1.82 0.53 48.76
3 2.28 0.41 85.46

Using evidence 1 2.09 0.48 70.63 5.17 2 0.08
2 1.95 0.48 61.60
3 2.20 0.37 81.80

Surface Approach 1 1.99 0.34 79.88 3.67 2 0.16
2 1.94 0.43 77.66
3 1.85 0.39 65.66

Relying on memorising 1 2.05 0.69 74.81 1.43 2 0.49
2 1.83 0.86 65.34
3 2.06 0.74 76.17

Difficulty in making sense 1 1.64 0.51 71.58 0.61 2 0.74
2 1.76 0.44 78.57
3 1.67 0.58 72.85

Unrelatedness 1 1.60 0.61 83.29 5.23 2 0.07
2 1.40 0.63 69.31
3 1.34 0.68 66.51

Concern about coping 1 2.32 0.51 78.41 7.82 2 0.02
2 2.37 0.60 86.83
3 2.08 0.63 62.66

Strategic Approach 1 2.06 0.39 74.94 16.45 2 0.00
2 1.75 0.45 46.53
3 2.15 0.39 85.00

Determination to excel 1 2.38 0.57 81.93 14.24 2 0.00
2 1.86 0.64 48.10
3 2.34 0.51 77.84

Effort in studying 1 2.11 0.62 73.25 20.82 2 0.00
2 1.62 0.72 44.95
3 2.32 0.49 87.30

Organised studying 1 2.28 0.41 72.79 6.06 2 0.05
2 2.10 0.48 58.52
3 2.36 0.43.43 81.27
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Appendix 5 Continued

Non-parametric K independent samples for academic year differences in
preservice teachers’ approaches to learning

Scale Sub-scale Year M SD MR Chi-Square df P

Time management 1 1.60 0.60 72.67 4.77 2 0.09
2 1.40 0.63 60.10
3 1.72 0.68 80.63

Direction in Studying 1 1.05 0.48 67.87 30.44 2 0.00
2 0.82 0.26 42.72
3 1.33 0.41 93.30

Academic Self-confidence 1 1.43 0.39 71.28 20.89 2 0.00
2 1.19 0.39 45.59
3 1.65 0.43 88.81




