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Abstract 

This article reports a study about the extent to which the epistemological beliefs of students of pedagogy 
and sciences of the education change as they progress through their careers, and the extent to which these 
beliefs are differentiated by gender. It was conducted prior to the implementation of the European Higher 
Education Area. The study starts from the premise that the understanding of learning experiences is 
relevant to the student in a self-centered teaching. 1388 students of Complutense University of Madrid 
answered the Schommer’s questionnaire of epistemological beliefs. Results show that the beliefs during 
the first courses tend to be more naïve and simple than in the later years of the careers. Results also show 
differences by gender. 

Keywords: epistemological beliefs, European Higher Education Area, teacher training. 

Resumen 

El artículo, enmarcado en el momento previo a la entrada del Espacio Europeo de Educación Superior, 
presenta un estudio dirigido a conocer en qué medida las creencias epistemológicas de los estudiantes de 
titulaciones del área de conocimiento de Pedagogía y Ciencias de la Educación cambian conforme 
progresan en sus estudios. Así como, si existen diferencias entre las creencias epistemológicas de estos 
estudiantes en función de la variable género. Se parte de la premisa de que en una enseñanza centrada en 
el propio estudiante resulta relevante la comprensión de las experiencias de aprendizaje. Los participantes 
fueron 1388 estudiantes de la Universidad Complutense de Madrid. Se empleó el cuestionario de 
Creencias Epistemológicas de Schommer. Los resultados muestran que las creencias de los primeros 
cursos tienden a ser más ingenuas y simples que en los últimos cursos de las titulaciones. Asimismo,  los 
resultados encontrados muestran diferencias de género. 

Palabras clave: creencias epistemológicas, Espacio Europeo de Educación Superior, formación 
del profesorado.  
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One of the main challenges to the development of the European Higher Education 
Area (EHEA) is that authorities pursuit a University that is increasingly more efficient 
and effective. As a way to accomplish this goal, the new educative paradigm has 
focused the teaching activity on the importance of students. From this approach, the 
stress is in the way the student acquires, processes and handles information, rather than 
the way teachers introduces it. This position takes distance from the traditional vision of 
learning as attainment of knowledge, where the importance was set in the amount of 
learning, and it comes close to notion of learning as a construction of significance 
(Beltrán, 1999), in which the student constructs learning from his/her previous 
experiences and from the way he/she interprets, transforms and gives sense to what 
he/she learns. 

This is why, the formative process of university students from the perspective of 
the competences they are to acquire and develop is an approach that has to be 
considered as a subsequent condition to a previous cogitation from university 
institutions on the place that the knowledge itself of students as apprentices occupies. 
First, because the improvement of university studies must not be focused only to the 
structure and contents of the degrees, but also must pay prioritized attention to the 
relation established during the learning process between teachers and students. Second, 
because the current conditions of Higher Education promotes higher participation and 
diversity of students. Finally, because despite the fact of the learning experience being 
of special interest within the EHEA framework, it is biased by the students’ 
interpretation of the learning process itself (Sander, 2005). 

In this vein, in the last years there has been an increasing interest about the study 
of learning from the students’ point of view, which has allowed identifying different 
conditioning factors of the learning experience that are linked among each other 
(Rodríguez, 2005): epistemological beliefs (Chan, 2003; García-Ros & Pérez-González, 
2011; López-Aguado, 2010; Rodríguez & Cano, 2007; Schommer, 1990, 1993; 
Schommer, Calvert, Gariglietti, & Bajaj, 1997); notions of learning and strategies 
(Marton, 1981; Marton, Dall’Alba, & Beaty, 1993; Säljö, 1979); learning approach 
(Entwistle, McCune, & Walker, 2001; Marton, & Säljö, 1984) and academic results 
(Trigwell, & Prosser, 1991; Van Rossum, & Schenk, 1984). 

In this respect, the importance of epistemological beliefs in the academic learning 
is increasingly recognized (Phan, 2006; Schommer, Duell, & Hutter, 2005). Simply, the 
epistemological beliefs of students are understood to be correspondent with what 
students believe about their knowledge and learning (Woolfolk, Díaz, & Pineda, 2006). 
This way, finding out more about the way apprentices build their knowledge has direct 
incidence on the consideration that universities have, regarding different aspects of 
personal background that used to be overlooked or, in some cases, deduced (Sanders, 
2005). This understanding must be conceived as a social construct that goes beyond any 
ability or competence, and that allows students to think and act with flexibility from 
what they know. On the contrary, the lack of understanding predispose to a rigid, dual 
thinking, limited to memorization and routine. In this line we can found Perry’s 
assumptions (1968, 1970), which are the base for the main research that have taken 
place from a metacognitive perspective. From this line of research, one of the most 
significant contributions, aligned with Perkins (1995) and Stone (1999), is the elemental 
formulation that the lack of understanding of students is susceptible to be modified 
through a metacognitive work. According to researchers, this assumption is based on 
the consideration that epistemological beliefs are part of the underlying mechanism of 
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metacognition (Hofer & Pintrich, 1997; Ryan, 1984; Schoenfeld, 1988; Schommer, 
1990, 1993; Schommer, Crouse, & Rhoder, 1992; Schommer & Easter, 2006). 

Research on epistemological beliefs suggest that these beliefs determine a key 
role in the subjects’ learning (Hofer & Pintrich, 1997; Phan, 2006; Schommer, 1998; 
Woolfolk, Díaz, & Pineda, 2006). It is evident that this fact has been the root of several 
studies that have been carried out mostly in United States. These studies have used 
quantitative and quasi-experimental methodologies that have made easier the gathering 
of data for researchers through large scale evaluations (Cano & Cardelle-Ellawar, 
2004). In this respect, most of the studies on epistemological beliefs from metacognitive 
formulations have based their conclusions on the analysis of questionnaires applied to 
young and adult students. These questionnaires are based on the works of Perry (1970) 
and Schommer (1990). 
 Schommer (1990, 1993, 1994a, 1994b, 1998) has tried for years to solve the 
contradictory results found in the research on epistemological beliefs by proposing a 
new reconceptualization of the term, which is based on a multidimensional model. 
According to Schommer, epistemological beliefs had been so far represented in a one-
dimensional fashion, despite the fact that the dimensions found by researchers varied in 
terms of contents and elaboration. So, the representation of the epistemological beliefs 
did not capture the complexity of personal knowledge, which hindered the chance of 
shedding light about its bond with different aspects of learning (Duell & Shommer, 
2001). 

On his first works, Schommer first proposed a system of five beliefs. Later, he put 
his own model to the test, and from the factorial analysis of the Epistemological 
Questionnaire he modified his formulations, reducing the system to four dimensions or 
naively expressed beliefs. As follows, these four dimensions are: Fixed Ability (the 
ability to learn is inherent); Simple Knowledge (knowledge is better characterized as 
isolated data); Quick Learning (there is fast and full learning, or there is not learning at 
all); Certain Knowledge (knowledge is absolute and unequivocal).  

Schommer (1990, 1993, 1994b, 1997) found a link between the epistemological 
beliefs and several variables which are related to learning. These variables are the type 
of teaching student receives, academic performance and the learning approach. Finding 
scientific literature that reports the results of studies that corroborate the hypothesis 
formulated on Schommer’s works is relatively frequent (Cano, 1999; Chan, 2003; Cano 
& Cardelle-Elawar, 2004; Rodríguez, 2005; Rodríguez & Cano, 2007). 

Most of researchers that have studied the beliefs state that there is a progression in 
their development, which is specially seen on those subjects that have been educated 
(Hofer & Pintrich, 1997). Researchers that have been referenced to agree at indicating 
that the transformation of the construction of knowledge from subjects begins in a dual 
or objectivist standpoint (Pecharromán, 2004), going through a relativist standpoint in 
which knowledge and sources are challenged, until achieving a constructivist standpoint 
in which subjects may be considered as active constructors of significance. 

Schommer (1993) states that the belief in simple knowledge, in certain knowledge 
and in quick knowledge decreases as people grow old. But it is not clear whether beliefs 
change by themselves or as consequence of educative context (Schommer, 1994a). In 
upper levels, from a longitudinal study, Schommer, Calvert, Gariglietti and Bajaj (1997) 
found evidence that all four dimensions of epistemological beliefs changed as time went 
by. 

Later on, Schommer (1998) performed a research aiming to analyze the bond of 
age and education in the adults’ beliefs. The results of this study allowed Schommer to 
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conclude that education acted as a predictor of beliefs about structure and stability of 
knowledge (simple knowledge), while age was related to the ability to learn (fixed 
ability). So, adults with a greater educative experience believed more strongly that 
knowledge gets more complex and that it is in permanent evolution. In turn, as people 
grow older, they are more convinced that the ability to learn can be improved. 

A study conducted by Cano and Cardelle-Elawar (2004) confirms Schommer’s 
findings on the development of beliefs. The results of the study showed that the change 
in beliefs in learning happens in a fast fashion, or else does not happen at all. So, for 
example, the Quick Knowledge belief grew from a naïve belief towards half of 
secondary education and it decreased towards the end of high school education. As for 
Certain Knowledge and Simple Knowledge, researchers observed a downward trend 
between the beginning of secondary education and the end of high school. 

Despite the attempts to study the link among age, education and epistemological 
development, truth is that there are few studies on lower educative levels, and even less 
in upper educative levels (Hofer & Pintrich, 1997). However, the information gathered 
by these studies can support the current work, since the goal is to prove whether there is 
evolution of epistemological beliefs in university students as their courses progresses. 

None of the studies have found conclusive results that may determine the bond 
of gender in epistemological beliefs. Schommer (1993) analyzed the changes of beliefs 
in secondary education as well as gender differences. Results showed no difference 
between men and women regarding beliefs in certain and simple knowledge. However, 
there actually were differences in quick learning and fixed ability in terms of learning, 
so women believed less in these kinds of learning. 

 

Goals and hypothesis of the research 

The current study assumes that knowing the students’ conviction about learning 
may allow teachers to create and stimulate the development of competences from the 
start-up of educational programming, as well as new teaching methodologies. These 
assumptions and the works of Schommer taken into account, examining the evolution of 
epistemological beliefs of university students, as well as possible gender differences, is 
of great interest. For this, the next objective is defined as the examination of 
epistemological beliefs of university students, analyzing their relationship with the 
gender variable and with their evolution as they progress in their degrees.  

Now that the goal of the research has been formulated, and according with it, the 
following hypotheses are formulated: 
- Epistemological beliefs of university students with education courses, as well as with 

professorship formation, change as they advance in their degrees, in the same way 
that findings previously made (Schommer, 1993, 1998). 

- There are differences in epistemological beliefs of university students of degrees 
related with education and professorship formation, depending on the gender. 

 

Method 

Given the goals and aiming to prove the hypotheses formulated in this study, a 
descriptive and transversal design was used, since the data were gathered one sole time. 
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The depending variables that were studied were epistemological beliefs 
(Schommer, 1993: Fixed Ability, Simple Knowledge; Quick Knowledge and Certain 
Knowledge). The predictor variables of the study were gender and grade. This last 
variable was categorized into two cycles. 

Participants 

In order to carry out the study, a non-probabilistic sampling was performed, in 
which a sample was selected, according to availability criteria, and trying to make it as 
representative as possible. 

The sample was formed by 1388 students from Universidad Complutense de 
Madrid, and in specific, from two faculties: Education and Social Work. This sample 
was chosen due to the fact that the curriculum contents of these degrees have a 
significant study load in the pedagogical area. 

Now, we briefly introduce the basic characteristics of the participants that 
cooperated with the study. 
 Of a total of 1388 participants, 212 were men (15.3%) and 1176 were women 
(84.7%).  The majority of women in the study is validated by the percentage of women 
and men in every degree (eleven in total) that take part in the study. In each place where 
the study was carried out, the percentage of women in upper courses is over 90% 
superior to that of men. 

The age of participants range from 18 to 55. The age of 87.1% of the participants 
range between 18 and 24 (1204 subjects); the age of 10.8% of the participants range 
between 25 and 34 (149), while only 2.2% (30) are over 35. In most degrees offered in 
universities in which the study took place, the predominant age range between 18 and 
24, being its percentage over 80%.  

On the other hand, adjacent to the distribution of students per grade, over 75% 
(1047 students) are located in grades first and second. Subsequently, the percentage 
goes down in third grade (116 students), rises up again in fourth grade (169 students) 
and goes down again in fifth grade (56 students). 

Instruments 

The Schommer Epistemological Questionnaire (SEQ) gathers the individuals’ 
preferences about knowledge and learning. This instrument starts from a naïve 
perspective of the subject, attending to: control of acquisition of the learning, 
considering that the ability to learn is stable since birth, until understanding that 
learning can be modified; origin of knowledge, understood as a external imposition of 
authority, until understanding that the origin of knowledge is the result of a process of 
personal reasoning; speed of acquisition of learning, according to which learning can be 
acquired in an immediate or gradual fashion;  certainty of the knowledge, that can be 
understood as something absolute or provisional. To do so, the questionnaire presents a 
Likert global additive scale, whose items are formulated in positive and negative. The 
response range goes from 1 to 5, being 1 the lesser and 5 the major. Each score 
expresses the degree of agreement or disagreement the subjects have towards the 
formulated statement in each item. Low scores in a factor indicate that the level of 
naivety is low, and high scores indicate that the level of naivety is higher. 
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The questionnaire presents a total of sixty three items, grouped in twelve sub-
scales. These scales, likewise, are divided into 4 factors or dimensions: Inherent Ability 
(Fixed Ability), Quick Learning, Simple Knowledge and Certain Knowledge. 

The inner consistency of the SEQ was examined through Cronbach’s alpha. The 
results show a .67 value. This value may be considered acceptable, if the reference 
taken is the fact that the dependability of the instrument reflected by Schommer (1993) 
in a test-retest test showed a .7 value. Later on, a paper issued by Schommer and his 
team established that the inter-item dependability for the elements that compose each 
factor oscillate from .63 to .85 (Schommer et al., 1997). 

In any case, the alpha coefficient must be cautiously taken, since it depends on its 
one-dimensionality (homogeneity) (Cortina, 1993). Since the SEQ includes negatively 
expressed items, it supposes a trend to saturate in a different factor (Kelloway, Catano, 
& Soutwell, 1992), which allows the homogeneity assumption not to be respected. 

Once the dependability study of the SEQ was performed, a study on the 
dependability of the instrument was conducted. To do it, a factorial analysis was 
conducted, through the extraction of main components method of all twelve sub-scales 
that form the 4 dimensions of the SEQ. The analysis on the total of the explained 
divergence originated four factors whose squared saturations amounts of the extraction 
were over 1. Those factors explained 50.921% of the total divergence. Later on, a 
matrix of the factorial structure was obtained, through the extraction of main 
components method. Then, this matrix of factorial weighs was rotated through the 
varimax orthogonal method. This procedure allowed the obtaining of a factorial solution 
that is more adjusted to the results of the Schommer analyses (1993) (see Table 1). 

 
Table 1 
 
Matrix of SEQ Rotated Factors 

 
Subscales Fixed 

Ability 
Simple 

Knowledge 
Certain 

Knowledge 
Quick 

Knowledge 
Learning is quick (QUICK) .677*       
Don’t critize authority (CRIT) .660       
Concentrated effort is a waste of 
time (CONC) 

.587   -.388   

Ability to learn is innate 
(INNATE) 

.542       

Avoid integration (INTEG) .532       
Avoid ambiguity (AMBIG)   .789*     
Learn first time (FIRST)   .751     
Depend on authority (DEPEND) .337 .403     
Knowledge is certain (CERT)     .679*   
Seek single answers (SINGLE)     .583   
Can’t learn how to learn (LEARN)     -.321 .728* 
Success is unrelated to hard work 
(WORK) 

      .669 

Extraction method: main components. Rotation method: Varimax with Kaiser. *Elements that feature a 
higher degree of saturation. 

Procedure 
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The gathering of information took place in the first semester of 2008, in the last 
course prior to the implantation of the new study plans according to the EHEA. The 
implementation of the tests was carried out within the classrooms, during classes. Every 
student who took part in the study volunteered to it after their collaboration was asked. 

The implementation of the tests was carried out by the authors and by 
collaborators who were previously instructed about the guidelines, especially those 
related to the goal of the study, the voluntary aspect of the participation in the research 
and the confidentiality of the results. 

Subsequently, the authors encoded, sorted and recorded the answers in a digital 
database for the statistical procedures. 

Statistical analyses 

The statistical analyses were made through the SPSS statistical package for 
Windows, version 17.0. Through this software, the data were subject to different 
analyses: factorial analysis, used to validate the SEQ structure; average contrast analysis 
through the Student’s t parametric method; Divergence analysis or ANOVA. 

 
Results 

 
The referred data indicate an average profile of university students in a spectrum 

that groups students from first grade to fifth grade. Table 2 and figure 1 show the results 
obtained for each variable of study, considering the average scores and standard 
deviations found for the total of the participant sample: 

 
Table 2 

 
 Standard Averages and Deviations for Each SEQ  
 Dimension 

 
 Average Standard Dev. 

Fixed Ability 2.596 .320 
Simple Knowledge 2.860 .404 
Certain Knowledge 2.920 .308 
Quick knowledge 2.560 .368 
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2.59

2.86

2.92

2.562,6

2,7

2,8

2,9

3

 Figure 1. Averages found for each SEQ dimension. 
 

 
As observed, the average values in every factor go over 2.5. The Certain 

Knowledge factor, likewise, obtained the greater average for the total sample (2.92), 
while the Quick Knowledge factor obtained the lower average (2.56). 

Regarding the highest standard deviation, this is related to the Certain Knowledge 
factor (.404) and the lowest is related to the Certain Knowledge factor (.308). 
 
 
Progress in research and the epistemological beliefs 
 

In order to perform this study, an ANOVA F-test of a factor was previously 
performed, to contrast the trend comparisons as part of the inter-groups variation 
(grades). Tendencies refer to the lineal relation showed by the Epistemological Belief 
dependent variable for each grade. Results show that for a critical level of .05 there are 
differences in the Fixed Ability and Quick Knowledge factors. As for the tendencies that 
refer to factors Certain Knowledge and Simple Knowledge the authors of the study can 
state that there were not statistically significant relationships. Subsequently, the link 
between the SEQ factors with the grade variable was thoroughly analyzed, through a 
post hoc test of multiple comparisons from the Scheffé procedure. Results for all four 
factors are shown in Table 3 and Figure 2. 
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Table 3 
 
Multiple Comparisons: SEQ Averages with Regard to Different Grades 

 
Dependent
Variable  

(I) 
Grade 

(J) 
Grade 

Averages 
Dif. (I-J) 

Sig. Depen. 
Variable 

(I) 
Grade 

(J) 
Grade 

Averages 
Dif. (I-J) 

Sig. 

      Low. 
Limit 

Low. 
Limit 

      Low. 
Limit 

Low.
Limit 

 1 2 .038 .455 F2  1 2 .005 1.000 
Fixed 
Ability 

  3 .103* .037 Simple    3 .066 .620 

    4 .115* .002 Know-
ledge 

  4 -.011 .999 

    5 .094 .343     5 .128 .267 
  2 1 -.038 .455   2 1 -.005 1.000 
    3 .064 .448     3 .061 .723 
    4 .076 .143     4 -.016 .996 
    5 .055 .826     5 .123 .331 
  3 1 -.103* .037   3 1 -.066 .620 
    2 -.064 .448     2 -.061 .723 
    4 .012 .999     4 -.076 .645 
    5 -.008 1.000     5 .062 .924 
  4 1 -.115* .002   4 1 .011 .999 
    2 -.076 .143     2 .016 .996 
    3 -.012 .999     3 .077 .645 
    5 -.020 ,996     5 .139 .288 
  5 1 -.094 .343   5 1 -.128 .267 
    2 -.055 .826     2 -.123 .331 
    3 .008 1.000     3 -.062 .924 
    4 .020 .996     4 -.139 .288 
F3  1 2 .013 .973 F4  1 2 -.044 .455 
Certain    3 .002 1.000 Quick    3 -.019 .991 
Know-
ledge 

  4 .050 .462 Know-
ledge 

  4 .092 .078 

    5 .101 .240    5 .145 .089 
  2 1 -.014 .973   2 1 .044 .455 
    3 -.012 .998     3 .025 .981 
    4 .037 .791     4 .136* .002 
    5 .087 .418     5 .189* .011 
  3 1 -.002 1.000   3 1 .019 .991 
    2 .011 .998     2 -.025 .981 
    4 .048 .789     4 ,111 .175 
    5 .098 .424     5 ,164 .107 
  4 1 -.050 .462   4 1 -.092 .078 
    2 -.036 .791     2 -.136* .002 
    3 -.048 .789     3 -.111 .175 
    5 .050 .892     5 .053 .926 
  5 1 -.100 .240   5 1 -.145 .089 
    2 -.086 .418     2 -.189* .011 
    3 -.098 .424     3 -.164 .107 
    4 -.050 .892     4 -.053 .926 

*p < .05    
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2.635

2.597

2.88 2.875

2.814

2.89

2.935
2.92 2.933 2.884

2.6

Fixed Ability Simple Knowledge Certain knowledge

Figure 2. Average distribution for each SEQ factor with regard to the grade. 
 

 
For the first factor, Fixed Ability, a gradual drop from grades first to fourth may 

be observed. The difference between grades first and third is statistically significant, as 
well as the difference between grades third and fourth. Subsequently, in grade fifth, 
there is a subtle and non significant increase regarding the valuation in the remaining 
grades. 

As for the second factor, Certain Knowledge, the authors could not find any 
statistically significant differences among grades. It is possible to observe a downward 
trend in average scores, although in the transition from grades second to third a small 
increase in the students’ valuations is produced. 

Finally, in the fourth factor, Quick Knowledge, the subtle increase between grades 
first and second turns out intriguing, as well as the steep drop of the average between 
grades fourth and fifth. This drop is significant with regard to the scores obtained in 
grade second. 

 
 

Gender and epistemological beliefs 
 
First, the authors obtained average valuations and standard deviations for men and 

women in each SEQ factor. Results prove that both sexes coincided at giving the 
highest score to Certain Knowledge factor and the lowest to Quick Knowledge factor. 
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Table 4 
 
Description and Average Comparison for SEQ Factors with Regard to Gender 

 
 Average 

men 
Standard

Desv. 
men 

Avera-
ge 

women 

Stan-
dard 
Desv. 

women 

Levene 
test  

Sig. T test  Sig. 
(bilateral) 

Fixed 
Ability 

2.64 .322 2.58 .319 .000 .997 2.299 .022* 

Simple 
Knowledge 

2.78 .419 2.88 .400 .961 .327 -3.226 .001* 

Certain 
Knowledge 

2.89 .359 2.92 .298 8.702 .003 -1.265 .206 

Quick 
Knowledge 

2.63 .371 2.54 .366 .001 .970 3.427 .001* 

*p < .05    

 

2,5

2,6

2,7

2,8

2,9

3

 
Figure 3. Average comparison for each factor of the epistemological beliefs questionnaire with  
regard  to gender 
 

Aiming to prove whether genre may influence on the kind of epistemological 
belief shown by students, the authors decided to carry out an analysis of average 
contrast. To this end, a Student’s t was carried out, for independent samples. Results 
showed the link between gender and epistemological beliefs, since significant 
differences appeared on three of four factors, with a trust level of 95% (see table 4). 
First, in factor Fixed Ability, where average scores of men were superior to those of 
women. Second, in factor Simple Certain, where average valuations of women were 
superior to those of men. Finally, in factor Quick Knowledge, where average scores of 
men where superior to those of women. 
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Discussion 

The analysis of the students’ epistemological beliefs is a complex issue, since the 
authors assume its implicit character, difficult to verbalize and to accede. However, 
given the nature of this research, the authors decided to use direct and explicit measures, 
based on the SEQ. 

 The factorial structure of the Epistemological Beliefs questionnaire, applied to 
the sample composed by students from Universidad Complutense de Madrid, is quite 
similar to the one obtained by Schommer with American university students, and to that 
of Rodriguez (2005), with university students from Granada. 

The results of the SEQ application for the total of the sample of the study taken 
into consideration, it is possible to observe that the average valuation in every factor 
indicates that the students’ epistemological belief tend to simplicity and naivety. This 
evidence must be cautiously considered, given that about 75.4% of the sample is 
distributed between grades first and second of the surveyed degrees. 

It was possible to prove that the beliefs of students of first grades are more naïve 
that those of students from senior years, where beliefs are more complex and 
sophisticated. In general, the authors were able to identify gradual changes in most SEQ 
factors; therefore, it is possible to confirm the results of other studies (Rodríguez, 2005; 
Rodríguez & Cano, 2007; Schommer 1993, 1998). 

However, the changes found are of low magnitude, and in some factors there are 
regular variations in the averages with regard to the grades, which shows some degree 
of resistance to change from students. For instance, factor Simple Knowledge shows 
how beliefs in first grade are more naïve that in second and third grade. However, in 
fourth grade a return to naivety is produced. Another intriguing circumstance is the 
score evolution through all five grades for variable Quick Knowledge. In this case, 
beliefs remain naïve until third grade, and in fourth and fifth grade they steeply drop, 
turning into more sophisticated beliefs. In his study, White (2000) justified this 
situation, based on the guidelines that students have received throughout their lives, 
which come from external agents that mostly come from the family and school core, 
supported by factual information mainly gathered from textbooks. Therefore, it may be 
adequate that teaching programs offer opportunities for university students to explore 
and know their epistemological beliefs in order to begin the necessary processes for a 
deep change in these beliefs. This circumstance might mitigate the students’ naïve 
beliefs, and it would promote a greater flexibility regarding the chore of learning, and in 
consequence, their learning processes and strategies would be enriched. It is, in short, an 
attempt to achieve a quality education, student-centered. 

On the other hand, one of the goals of the research was to prove whether 
epistemological beliefs of men and women differ. Results found show that in factors 
Fixed Ability and Quick Knowledge women feature significantly more elaborated beliefs 
than men, who in turn feature more elaborated beliefs than women in factor Simple 
Certain. This results match with those of Schommer (1998), obtained from high school 
and university students. In his study, women featured more naïve beliefs in these two 
factors. As for Hofer’s results (2000) on gender differences in epistemological beliefs, 
he confirmed that men featured more naïve beliefs than women regarding certain 
knowledge and simple knowledge or authority-dependent. In this respect, Hofer’s 
findings contrast with those obtained by the authors of this study. 
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