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Oz

Bu aragtirmada bilisotesi farkindalik ile derin ve yiizeysel 6grenme arasindaki iliskide 6z kontrol-6z
yonetimin araci rolii incelenmistir. Arastirmaya 266 egitim fakiiltesi 6grencisi katilmigtir. Veriler
Bilisotesi Farkindalik Olgegi, Ozkontrol-Ozydnetim Olgegi ve Ogrenme Yaklasimlar1 Olgegi ile
toplanmistir. Bilisotesi farkindalik ile 6grenme yaklagimlari arasindaki iliskide 6z kontrol-6z
yoOnetimin araci rolii yapisal esitlik modellemesiyle incelenmis, bilisotesi farkindaligin derin
O0grenme yaklasimini olumlu, ylizeysel 6grenme yaklasimini ise olumsuz yonde yordadigi, 6z
kontrol-6z yonetimin bu iliskide araci rolii oynadig1 tespit edilmistir. Arastirma, bilisotesi farkindalik
ile 6grenme yaklasimlar1 arasindaki iliskinin anlasilmasina katki sunmus ve bu siiregte 6z kontrol-6z
yoOnetim becerisinin gelistirilmesinin 6nemini ortaya koymustur.
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Giris

Pek ¢ok Ogrenci icin iiniversite yagsami adaptasyon ve basariya yonelik kaygilar iceren bir
deneyim olmakla birlikte psiko-sosyal ve biligsel alanda ¢ok yonlii gelisim firsati sunan
onemli bir siirectir. Ancak iiniversite deneyimi tiim 6grenciler icin esit diizeyde yararhi ya da
gelisimi destekleyici bir siire¢ olarak tanimlanmamaktadir (Pascarella, 1996). Bunun 6nemli
nedenlerinden birisi {liniversite yasantisinin 6grenci gelisimi {izerindeki etkilerinin, bu
yasantilarin kendine has dogasinin 6tesinde 6grenci davraniglart sonucunda degisen dinamik
bir yapiya sahip olmasidir (Pintrich, 2000). Ogrencinin akademik yasamda karsisina ¢ikan
O0grenme firsatlarin1 nasil ele aldigi ve 6grenme materyallerine iligkin inang, tutum ve
davraniglari, egitimsel yasantilar1 bazi 6grencilerin gelisiminin 6nemli kaynaklar1 haline
getirirken, diger baz1 6grencilerin gelisimine katkida bulunmamakta, aksine iyilik halini
diisiiren bir deneyim haline gelebilmektedir (Piumatti ve Rabaglietti, 2005). Ogrencilerin
iniversitede egitimsel firsatlara yonelik tutum ve davranislart araciligiyla gelisim
potansiyelini etkileyen bu tiir 6nemli bir kavram, 6grenilmesi beklenen 6grenme materyalini
isleyis diizeyini ifade eden 6grenme yaklasimlaridir (study approachess) (Biggs, 1979;
Entwistle ve Ramsden, 1983). Ogrenme yaklasimlari kavrami ilk olarak Marton ve
Saljo’nun (1976) bir grup iiniversite 0grencisinin ¢alisma sirasindaki davraniglarini analiz
ettikleri arastirmalarinda o6grencilerin farkli 6grenme davranmig Oriintiileri gosterdiklerini
tespit etmeleriyle ortaya ¢ikmistir. Aragtirmacilar baslangigta derin ve ylizeysel olarak iki
farkli 6grenme davranis Oriintlisii belirlemislerdir. Derin yaklasim, 6grenmeye yonelik
olarak 6grenilen icerigin farkli unsurlari arasinda ve gegmis bilgilerle bag kurma, sorgulama,
elestirel yaklasma gibi 6grenme siirecini destekleyecek aktif biligsel eylemleri igerirken
yiizeysel yaklasim daha ¢ok eldeki bilginin derinlemesine analizini gerektirmeksizin ezbere
dayali tekrar, sentez ve analizden uzak climle climle 6zet ¢ikarma gibi ylizeysel akademik
davraniglar igermektedir (Prosser ve Trigwell, 1998). Derin yaklasimi benimseyen
ogrenciler anlama ve igerigin kazanilmasina yonelik ig¢sel bir motivasyona sahipken,
yiizeysel yaklasimi benimseyen Ogrencilerin davranislar1 genellikle digsal motivasyon
kaynaklar tarafindan sekillenir ve minimum cabayla akademik gorevi tamamlama cabasi
icerir (Appelhans ve Schmeck, 2002). Ogrenme yaklasimlar1 kuraminin ilerleyen yillarinda
o0grenme yaklastmi modeline 3. bir bilesen olarak stratejik yaklasim dahil edilmistir
(Entwistle ve Ramsden, 1983; Biggs, 1987). Stratejik yaklagim dogrudan 6grenmeye yonelik

eylemlerden farkli olarak degerlendirme yontemlerine uygun ¢alisma, ¢abanin ve zamanin
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ayarlanmasi, 6grenmenin planlanmasi gibi basar1 puanini artirmaya yonelik diizenleyici

davranislart icermektedir (Entwistle ve Ramsden, 1983).

Alan yazinda bazi istisnalar yer alsa da (Cassidy ve Eachus, 2000) halihazirdaki
calismalarin biiylik kismi yiizeysel yaklasim ile akademik basar1 arasinda olumsuz yénde bir
iliski (6rn., Bahar ve Okur, 2018; Enwistle ve Tait, 1990; Herrmann, Bager-Elsborg ve
McCune, 2017; Watkins, 2001) oldugunu belirtmektedirler. Derin yaklasim ile akademik
basar1 arasindaki iligki ise daha az desteklenmektedir. Baz1 calismalar derin yaklagim ile
akademik basar1 arasinda olumlu iligski belirtirken (Bahar ve Okur, 2018; Biyikli, 2016;
Brodersen, 2007; Trigwell ve Prosser, 1991; Watkins, 2001) digerleri olumsuz bir iligki
oldugunu (Karagiannopoulou ve Milienos, 2013) ya da iliski olmadiginmi belirtmektedir
(Diseth ve Martinsen, 2003; Rogaten, Moneta ve Spata, 2013). Ogrenme yaklasimlari ile
akademik basar1 arasinda one siiriilen gii¢lii kuramsal temele karsilik yapilan calismalarin
celigkili bulgularima ragmen derin yaklasimin elestirel diistinme (Chapman, 2001; Nelson
Laird, Seifert, Pascarella, Mayhew, Blaich, 2014), yansitic1 diisiinme (Heikkila ve Lonka,
2006), daha iyi anlama (Lindblom-Ylanne ve Lonka, 1999), {iniversite deneyimi sonucu
daha yiiksek seviyede kendine giiven, bilissel, psikososyal gelisim (Edmunds ve Richardson,
2009) dahil pek c¢ok istendik akademik degiskenle olumlu yonde, erteleme davranisi ve
digsal motivasyon (Heikkila ve Lonka, 2006) ile ise olumsuz yonde iliskili olduguna dair
bulgular yer almaktadir. Yiizeysel yaklasim ise erteleme davranisi, digsal diizenleme
(Heikkila ve Lonka, 2006) ile olumlu, basari hedef yonelimi ile olumsuz yonde

iliskilendirilmektedir (Elliot, McGregor ve Gable, 1999).

Alan yazinda 6grenme yaklasimlarinin 6grenme siireci iizerindeki etkilerine dair
zengin alan yazimi pek ¢ok arastirmaciyr farkli 6grenme yaklagimlarinin benimsenmesine
neden olan etkenleri aragtirmaya itmistir. Bu ¢alismalarin bulgular basariya iliskin sonucun
vurgulandigr ya da igerigin tekrarina dayali 6grenme iklimlerinin yiizeysel yaklasimin
benimsenmesine neden olurken merak ve diisiinmenin deger verildigi ve sorgulama,
arastirma, risk alma gibi 0geleri igeren egitimsel deneyimlerin 0grencilerin derin strateji
kullanmalarii tesvik edici oldugu seklindedir (Parpala, Lindblom-Ylidnne, Komulainen,
Litmanen ve Hirsto, 2010;_Ramsden, 2003; Richardson, 2005; Trigwell ve Prosser, 1991).
Bu bulgular, her ne kadar farkli 6grenme iklimlerinin 6grenme yaklasimlariyla iliskilerini
ortaya koymada yararli olsa da, aym1 0gretimsel iklim i¢indeki farkli 6grencilerin neden

farkli yaklagimlar benimsedigi sorusuna cevap verememekte ve dgrenme yaklasimlarinin
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benimsenmesinde etkili olan bireysel Ozelliklere yonelik caligmalara olan ihtiyaci ortaya

koymaktadir.

Alanyazinda 6grenme yaklasimlar ile siklikla iliskilendirilen 6grenci 6zelliklerine
iliskin bu tiir bir degisken bilisotesidir. Alan yazinda metabilis ya da {ist bilis olarak da
kullanilan biligotesi kavrami, 6grenme siirecine iliskin farkindaliga dayali olarak siirece
uygun sekilde strateji ve kosullar belirleyerek bireyin kendi 6grenme siirecini yonetmesi
olarak tanimlanabilir (Flawell, 1976; Paris, Lipson ve Wixon, 1983; Young ve Fry, 2008).
Metabilis kavramima yoOnelik calismalarin tarihgesi yami sira kavramin egitim, klinik
psikoloji, bilissel psikoloji gibi farkli alanlardaki kavramlagtirmalarini irdeleyen Norman ve
dig., (2019), alanlara gore farkli kavramlastirmalar yer alsa da, tiim metabilis faaliyetlerinin
temelinde bireyin kendi biligsel etkinliklerinin farkindaliginin yattigini, bu farkindalik
araciligiyla bireyin kendi biligsel etkinliklerini izledigi ve bu izleme silirecinin sonucunda
kontrol ettigini belirtmektedir (s. 34). Bu anlamda bilisotesi farkindalik bilis6tesisinin
onemli bir bilesenidir ve 6grencinin akademik davranislarini diizenleyerek basarisini artirma
cabalarinin yogun oldugu egitim psikoloji alaninda sik sik biligdtesini tanimlamak amaciyla
kullanilmaktadir (Norman ve dig.2019). Bu ¢ercevede bilisitesi farkindalik bireyin kendi
biligsel ve d6grenmeye ait giiclii ve zayif yonleri gibi 6zelliklerinin farkinda olmasi olarak
tanimlanir ve bireyin 6grenme siirecini uygun stratejiler araciligiyla diizenlemesi ve kontrol
etmesini iceren bilisOtesinin ana kaynagi olarak tamimlanir (Duffy ve dig., 2015).
Bilisotesinin akademik davraniglara etkisine yonelik 6zelikle son yillarda iilkemizde de pek
cok calisma gergeklestirilmis ve bu ¢alismalar iiniversite Ogrencilerinde bilisotesi
farkindaligin akademik basar1 (Giiler ve Sapanci, 2021; Sonat, 2018), hemgire
ogrencilerinde klinik stres (Sonat, 2018), 6z yonetimli 6grenme becerileri (Aydar, 2021),
benlik saygis1 ve 0z yeterlik (Bulus, Atan ve Tok, 2020) ve online egitim basaris1 ( Odabasi,
2021) gibi degiskenlerle anlamli iligkileri oldugunu ortaya koymustur.

Bilisotesi farkindaligin akademik agidan istendik bir kavram olarak tanimlanmasina
ragmen alanyazinda 6grenme yaklasimlart ile iligkileri birbirine tezat konumda iki ayri
caligma alan1  olusturmustur. Bunlardan ilkinde bilisotesi farkindalik 6grenme
yaklagimlarindan derin yaklagimla olumlu yonde iligkili olarak tanimlanmaktadir (Paris ve
dig., 1983). Bu ¢alismalardaki temel anlayis bireyin 6grenmeye iliskin kendi 6zelliklerine
yonelik farkindaliginin eldeki goreve uygun stratejilerin benimsenmesini saglayarak
ogrenmeyi tesvik edecegi seklindedir. Buna karsilik bazi caligmalarda artan bilisotesi

farkindaligin akademik kaygiy1 arttirdigi ve bu kaygidan kurtulmaya yonelik erteleme gibi
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stratejilerin benimsenmesine neden olduguna dair destekleyici bulgular sunan ¢aligmalar da

mevcuttur. Mesela, Spada, Nikcevic, Moneta ve Ireson (2006) 6grenme gorevine yonelik
kayg1 ve asir1 yiik algisinin 6grenme yaklasimlarindan ylizeysel yaklasimla olumlu yonde
iliskili oldugunu ve bu iliskinin biligotesi tarafindan agiklandigini belirtmektedirler. Yazarlar
bu iliskiyi asir1 kaygili bireylerde bilig6tesinin yetersizlik ve basarisizlik olasiligina vurgu
yapan bir i¢ ses haline gelerek kaygi diizeyini artirdig1 ve bireylerin bu kaygidan kurtulmak
amaciyla ruminasyon gibi adaptif olmayan kontrol stratejilerine basvurdugu seklinde
aciklamaktadirlar (ayrica bknz Spada ve Moneta, 2012; Wells, 1995). Benzer sekilde, Case
ve Gunstone (2002) oOgrencilerin kavram kazanimina agirlik veren bir egitim programi
aracilifiyla biligotesi becerilerini artirmaya yonelik ¢aligmalarinda bazi dgrencilerin bilgi
temelli yaklasimi benimsemeye devam ettiklerini ve bunun zaman baskisi ve asir1 yiik gibi
egitimsel unsurlarin biligdtesinin  gelisimine engel teskil etmesinin sonucu oldugunu

belirtmislerdir.

Alan yazindaki bu c¢eligkili bulgularin bir nedeni 6grencinin biligotesi farkindaliginin
sonucu artan kaygis1 ile basa c¢ikmak amaciyla gereksinim duydugu 6z kontrol ve 6z
yonetim gibi biligsel kaynaklarin yeterliligi ile iliskili olabilir. Alan yazinda genel olarak,
bireylerin biligsel, motivasyonel, duygusal ve davranigsal siireclerini bilingli bir sekilde
yonlendirmeleri ile ilgili siiregler 6z kontrol, 6z yonetim, 6z diizenleme ve 6z diizenlemeli
ogrenme, irade kontrolii gibi bir¢ok kavramla aciklanabilmekte, bu kavramlarin da ¢ogu
zaman birbirinin yerine kullanildig1 goriilmektedir. Oz kontrolii, bir 6z diizenleme stratejisi
olarak degerlendirenler (Hoyle ve Davisson, 2016) oldugu gibi 6z yonetimi, 6z kontrole
ulagmak icin izlenen bir siire¢ olarak agiklayanlar (Cooper, Heron ve Heward, 2014), 6z
diizenlemeyi bir eylemin ger¢eklesebilmesi i¢in daha ¢ok ortiik (bilingdisi) olarak isleyen,
buna karsin 6z kontrolii ise belirli bir niyetin gerceklestirilebilmesi i¢in bazi alt sistemlerin
ve slireglerin iradeye dayal1 olarak bastirilmasi gereken bir siire¢ olarak agiklayanlar (Kuhl,
2000), 6z diizenlemeyi bireyin belirli bir amaca ulagmak i¢in yiiriittigli bilingli ve bilingsiz
siiregleri, 6z yonetimi bu sistem igerisindeki bilingli siiregleri niteleyen bir beceri olarak
aciklayanlar vardir (Schmeichel ve Baumeister, 2004). Bu kapsamda 6z diizenlemenin
bilingli ve bilingsiz olarak gerceklesen genel bir kavrama atif yaptigi, 6z yonetimin bilingli
bir organize etme siirecini niteledigi, 6z kontroliin de 6z yonetim amaciyla belirli hedeflere
ulasmak i¢in gerceklestirilen bilingli bir tercih ve davramig Oriintiisiinii olusturdugu
sOylenebilir (McCullough ve Willoughby, 2009). Bu calismada, bireyleri akademik

gorevlerde basariya gotiiren bilingli ve kasitli davranislar irdelendiginden 6z kontrol ve 6z
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yonetim kavramlari siireglerine odaklanilmistir. Kasith, bilingli ve kontrollii davranis ve

tercihleri iceren 0z kontrol-6z yOnetim becerileri aracilifiyla bireyin kotii aligkanliklarini
iyileri ile degistirebilecegi, zor gorevlerin listesinden gelebilecegi, kisisel amaglarina ve
boylece daha etkili ve verimli bir yasama ulagabilecegi beklenmektedir (Cooper ve dig.,
2014). Bu kapsamda 6z kontrol-6z yonetim degiskeni bilisotesi farkindalik ile 6grenme
yaklagimlar1 arasindaki iliskide araci roliine sahip olabilir. Soyle ki, 6z yonetim siireci 6z
izleme (kendini izleme) (self-monitoring), 6z degerlendirme (kendini degerlendirme) (self-
evaluation) ve 0z pekistirme (kendini giiclendirme) (self-reinforcement) boyutlarindan
olusan bir dongiiyii kapsamaktadir (Cooper ve dig., 2014; Ercoskun, 2016; Mezo, 2009). Oz
izleme, bireyin davranislarini sistematik olarak gozlemledigi ve hedef davranisin ortaya
¢ikip ¢ikmadigim kaydeden bir siirectir. Oz degerlendirme siirecinde birey, belirledigi
performans standartlar ile gergeklestirdigi performansi karsilastirir ve bir sonuca ulasir. Oz
pekistirme asamasinda ise birey sahip oldugu performansin sonucunda kendisine acik veya
ortiik olarak odiil ya da ceza verir. Bu sonug, geribildirim dongiisiiniin tekrarlanmasini,
degistirilmesini ya da terk edilmesini etkiler (Cooper ve dig., 2014; Mezo, 2009). Bu siiregte
0z kontrol becerisi bireyin kendi kendini gézlem sonuglar1 ile performans beklentisi
arasindaki uyusmazlig1 azaltmayi saglama islevi géormektedir (Kanfer ve Karoly, 1972).
Basarisizliklar, ¢ogu zaman insanlarin gorevi terk etmek istemesine neden olabilir ve bu
nedenle bireyin calismaya devam etmesi i¢in kendini kontrol etmesi gerekir (Baumeister,
Bratslavsky, Muraven ve Tice, 1998). Ozellikle uzun vadeli hedeflere ulasmak i¢in bireyin
davranisina (acik, gizli, duygusal ve fiziksel) hakim olma ve diirtiilerini kisitlama ya da
engelleme yetenegi olarak nitelendirilen 6z kontrol-6z yonetim (APA, 2013, s. 520)
sayesinde Ogrencilerin tiniversite egitimi sirasinda kendilerinden beklenen kisisel ve mesleki
olarak gelisimlerini yonetme ve akademik olarak kendi ilerlemelerini ydnlendirmeleri
miimkiin olacaktir. Bu konudaki genis literatiir, 6z kontrolii de iceren 6z yonetim becerisi ile
akademik basar1 ve bu siiregte etkili olan ¢alisma davranis ve egilimleri arasinda giiclii
iligkiler oldugunu ortaya koymaktadir (Ning ve Downing, 2011). Oz ydnetim becerisi
yiiksek bireylerin zamani daha iyi yonettikleri (Yang ve Bliss, 2014); duygularin1 daha iyi
kontrol edebildikleri (Furtner, Rauthmann ve Sachse, 2010; Pekrun, Goetz, Titz ve Perry,
2002); daha 1yi akademik basar1 gosterdikleri (Tangney, Baumeister ve Boone, 2004; Yang
ve Bliss, 2014) goriilmiistiir. Oz yonetimin bilis ve bilisétesi ile iliskisi de cesitli arastirmalar
tarafindan ortaya konmustur. Ornegin bireyin kendi biligsel siireglerine iliskin bilgisi ve
bilisinin diizenlenmesi ile 6z yonetim, 0grenmeye isteklilik ve 6z kontrol degiskenleri

arasinda yiiksek diizeyde olumlu bir iliski oldugu ve ayn1 zamanda bilis bilgisi ve bilisin
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diizenlenmesinin bu degiskenleri anlamli bir sekilde yordadigi tespit edilmistir (Karatas,

2017). Ustelik 6z ydnetim becerisi duygularin diizenlenmesinde de onemli bir rol
oynamaktadir. Olumsuz duygularin 6zellikle akademik baglamda yonetilmesinin, 6rnegin
rahatlama veya gevseme gibi olumlu duygularin gelistirilmesinin bireyin c¢aligmasinin
kesilmesine yol agabilecek uyaranlari géz ardi edip odaklanmay1 sagladigi; olumsuz aktive
edici duygularin ise i¢sel motivasyonu azalttig1 belirtilmekte, gorgiil aragtirma sonucu da
olumlu akademik duygular ile algilanan 6z-diizenleme arasinda, olumsuz akademik duygular
ile algilanan dis kaynakli diizenleme arasinda anlamli olumlu bir iliskinin bulundugunu

ortaya koymaktadir (Pekrun ve dig., 2002, s. 97).

Yukaridaki alan yazin ¢ercevesinde bu calismanin amaci bilisotesi farkindalik ile
o0grenme yaklasimlar1 arasindaki iliskide 6z kontrol-6z diizenlemenin araci roliiniin
incelenmesidir. Ge¢gmis ¢alismalarin bilisotesi farkindalik ile akademik sonuglari hem derin
yaklagim gibi istendik akademik davraniglara baglayan bulgular1 (Biggs, 1988) hem artan
farkindaligin kaygi diizeyini artirarak yiizeysel yaklasimi artirabilecegine iliskin bulgulari
(Spada ve dig., 2006) 1s1ginda, bilisotesi farkindaligin 6grenme yaklasimlar iizerindeki
etkilerinin 6z kontrol-6z yonetim araciligiyla olacagi sOylenebilir. Artan bilisotesi
farkindalik 6z kontrol ve 6z yonetim gibi 6grencinin 6grenme gorevlerine iligkin ¢aba ve
sebat gibi basariyr destekleyici davramiglara yonelmesini saglayarak derin yaklagimi
beslerken, bu tiir akademik kaynaklara sahip olunmadigi durumda bilisétesinin olumlu
etkilerinin davraniga donistiirilememesinden dolay1r 6grenme yaklagimlarina olan etkisi
ortaya ¢ikmayabilir. Bu durumda bilisotesi farkindaligin dogrudan 6grenme yaklasimlarini
etkilemedigi, bilisotesi farkindaligin 6z kontrol ve 6z yoOnetim araciligiyla 6grenme
yaklagimlarmi destekledigi diisiiniilebilir. Ozetle, bu ¢alismanin temel hipotezleri asagida

siralanmustir:

1. Bilisotesi farkindalik 6grenme yaklagimlarindan derin yaklasimi olumlu, ylizeysel
yaklagimi ise olumsuz yonde yordayacaktir.
2. Biligotesi farkindaligin derin ve yiizeysel yaklasim tizerindeki etkisi 6z kontrol-6z

yonetim degiskeni araciligiyladir.
Yontem
Arastirma Deseni

Bu aragtirma nicel arastirma yaklagimiyla gerceklestirilmis ve iligkisel tarama desenine

uygun olarak yiiriitiilmiistiir. Iliskisel modeli, iki veya daha fazla degisken veya puan kiimesi
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arasindaki iligskinin derecesini tanimlamak ve O6l¢mek i¢in korelasyonel istatistiksel test

tekniklerinin kullanildig1 bir arastirma yaklasimidir. Bu yaklasimda degiskenler manipiile
edilmeden her bir kisi i¢in iki veya daha fazla puan ile iligski kurulur (Creswell, 2012, s.
338). Bu arastirmada 6gretmen adaylarinin bilisétesi farkindalik diizeyleri ile 6grenme
yaklagimlar1 arasindaki iliskide 6z kontrol-6z yonetimin etkisi incelendiginden iliskisel

model benimsenmistir.
Orneklem

Bu arastirmanin 6rneklemi kolayda yontem ile olusturulmustur. Kolayda ornekleme,
arastirmacinin katilimcilar1 aragtirmaya istekli ve miisait olduklar1 i¢in sectigi nicel bir
ornekleme yontemidir (Creswell, 2012, s. 145-146). Bu arastirmada, biligotesi farkindalik ve
O0grenme yaklasimlar1 arasindaki iligkide araci rolii incelenmek istenen 6z kontrol-6z
yonetim becerisinin bir gruba atfedilen Ozellikten daha ¢ok bireysel Ozelliklerle iliskili
oldugu varsayildigindan arastirma 6rneklemi kolayda orneklem yontemi ile belirlenmistir.
Veriler 2021-2022 egitim 6gretim yilinda toplanmistir ve drneklem bir devlet {iniversitesinin
Egitim Fakiiltesi’'nde Rehberlik ve Psikolojik Danigma (%43) ve Sosyal Bilgiler
Ogretmenligi (%52) (6grencilerin %5’i programini belirtmemislerdir) lisans programinda
O0grenim goren 6grencilerden olugsmaktadir. Arastirmaya 275 O0g8renci katilmis ancak veri
temizligi ve ug¢ degerlerin temizlenmesini takiben nihai 6rneklem 266 olarak belirlenmistir.
Nihai veri setindeki katilimeilarin 179°u kadin (%67) ve 87’si (%33) erkek 6grencidir.
Ogrencilerin % 20’si 1. smif, % 42°si 2. simf, % 8’1 3. simuf, % 20’si 4. smifta 6grenim

gormektedir (Ogrencilerin yaklasik % 10’u sinifini belirtmemistir).
Veri Toplama Araclan
Biligitesi Farkindalik Olgegi

Ogrencilerin Bilisdtesi farkindaliklarmi 6lgmek amaciyla Yurdakul (2004) tarafindan
gelistirilen Bilisotesi Farkindalik Olgegi kullamlmustir. Olgek, yamtlayanlarin madde ile
Olgiilmek istenen Ozellige ne derecede sahip olduklarini derecelemelerini igeren, 30
maddeden olusan, besli Likert tipinde tek boyutlu bir dl¢ektir. Arastirmacinin 6lgegin faktor
yapisini incelemek amaciyla gerceklestirdigi faktor analizi sonucunda 30 maddelik 6lcekte
yer alan faktor yiiklerinin .38 ile .59 arasinda degistigi, 6lgegin tek boyutlu bir yapiya sahip
oldugu belirlenmis, deneme uygulamasi sonrasinda elde edilen 6l¢egin i¢ tutarlilik katsayisi
.89 olarak tespit edilmistir. Olcekten alinabilecek en diisiik puan 30 iken en yiiksek puan
150°dir. Yiiksek puan biligotesi farkindaligin yiliksek oldugunu gostermektedir (Yurdakul,
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2004). Her ne kadar olcek baska calismalarda da kullanilmis olsa da, aslen ortaokul

ogrencilerine yonelik olarak gelistirildigi icin eldeki ¢alismada dncelikle 6l¢egin iiniversite
Ogrencileri i¢in uygunlugu test edilmistir. Bu amacgla Egitim Fakiiltesinin cesitli
béliimlerinden (PDR, Sosyal Bilgiler, Ingilizce, Simf, Matematik Ogretmeligi ve Ozel
Egitim) 464 (153 erkek, 148 kadin ve 62 cinsiyeti belirtmeyen) 6grenciden veri toplanmis ve
veriler faktor analizi ve dogrulayici faktdr analizi i¢in ayr1 dosyalar olusturmak amaciyla
rastgele ikiye boliinmiistiir. Olgegin yapr gecerliligini belirlemek amaciyla yapilan
acimlayici faktor analizinin ilk agamasinda verilerin uygunlugu test edilmistir. Bu analizde
Kaiser-Meyer Olkin degeri .94 olarak bulunmus ve manidar Barlett’s Kiiresellik testi degeri
(ki kare=4066.26,435) verilerin faktdr analizi i¢in uygun oldugunu gostermistir. Faktor
analiz sonuglar1 varyansin %64’tinii aciklayan 4 boyut gosterse de, hem Scree Plot’in tek bir
boyut oOnermesi, hem de diger boyutlarin anlamli bir boyut olusturmak yerine diger
boyutlara da yiiklenen pek ¢ok maddeye sahip olmasi nedeniyle faktor analizi tek bir boyuta
indirgenerek tekrarlanmistir. Bu analiz sonucunda biri disinda (.284) faktor yiikleri .38 ile
.64 arasinda degisen 30 madde toplam varyansin 50’ini agiklayan tek bir boyut
olusturmustur. Ac¢imlayic1 faktér analizini takiben AMOS ile dogrulayict faktor analizi
yapilmis ve birkac hata maddesi arasinda kovaryanslarin esitlenmesi sonucu 6l¢ek yapisina
ait uyum istatistiklerinin kabul edilir oldugu gériilmiistiir (x*/sd=688,42/398=1,73; RMSEA
= 0,053; RMR= 0.022; SRMR = 0,046; CFI = 0,93). Bu sonuglar 6l¢egin iiniversite
ogrencileri i¢in de uygun oldugunu ortaya koymaktadir. Olgegin bu arastirmanin drneklemi

icin Cronbach Alfa i¢ tutarlilik katsayisi ise .95 olarak hesaplanmaistir.
Ozkontrol-Ozyonetim Olgegi

Ogretmen adaylarmin sahip olduklar1 &zkontrol-dzydnetim beceri diizeylerini &lgmek
amaciyla Mezo (2009) tarafindan gelistirilen Ozkontrol-Ozyonetim Olgegi (Self-Control and
Self-Management Scale-SCMS) kullamilmistir. Olgegin Tiirkce’ye uyarlama c¢alismalari
Ercoskun (2016) tarafindan gergeklestirilmistir. Orijinal 6lgek, kendini giiclendirme (self-
reinforcing), kendini degerlendirme (self-evaluating) ve kendini izleme (self-monitoring)
olmak iizere ii¢ alt boyuttan olusmaktadir. Olgegin Ercoskun tarafindan gerceklestirilen
uyarlama caligmalar1 sirasinda oncelikle dil gecerligi incelenmis, ardindan yap1 gegerligi ve
giivenirlik incelemesi yapilmistir. Olgegin yap1 gegerligini incelemek amaciyla yapilan
acimlayici faktor analizi sonucunda ii¢ faktoriin toplam varyansin %54.09’unu agikladigi
goriilmistiir. Yapilan inceleme sonucunda dlgek maddelerinin alt boyutlar agisindan orijinal

dlcege uygun bir dagilim gosterdigi belirlenmistir. Olgegin yap1 gecerligini incelemek
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amaciyla ayrica dogrulayici faktor analizi uygulanmis ve 16 maddeli ve li¢ boyutlu modelin

iyi bir uyuma sahip oldugu (RMSEA = .052, NFI =.97, CFI = .98, GFI = .96, AGFI = .94 ve
RFI = .97) belirlenmistir. Olcekten en diisiik 0, en yiiksek 80 puan alinmaktadir. Alinan
yiiksek puan 6zkontrol-6zyonetim becerisinin yliksek oldugunu gostermektedir (Ercoskun,
2016). Bu calisma icin hesaplanan Cronbach Alfa i¢ tutarlilik katsayist kendini giiclendirme
alt boyutu i¢in .80, kendini degerlendirme alt boyutu i¢in .73, kendini izleme alt boyutu i¢in
.79, tiim 6l¢ek icin .86 olarak tespit edilmistir.

Ogrenme Yaklasimlar: Olgegi

Ogretmen adaylarinin sahip olduklar1 6grenme yaklasimlar;, Bigss’in 1987 yilinda
gelistirmis oldugu Ogrenme Yaklasgimlar Olgeginin (Study Process Quesionaire) 2001
yilinda tekrar gdzden gegirilmesi ile gelistirilmis olan Gozden Gegirilmis Ogrenme
Yaklasimlar1 Olgegi (R-SPQ-2F) (Biggs, Kember ve Leung, 2001) ile belirlenmistir.
Olgegin gdzden gecirilmis versiyonunun Tiirkge’ye uyarlamas1 Bati, Tetik ve Giirpmar
(2010) tarafindan yapilmistir. Ogrenme yaklagimlar1 dlgegi, derin yaklasim ve yiizeysel
yaklagim olmak iizere iki alt boyuttan, bu boyutlarin da kendi icerisinde iki alt belirleyicisini
igceren ikiser alt boyuttan olusmaktadir. Buna gore derin yaklasim boyutu derin motivasyon
ve derin strateji, ylizeysel yaklasim ise ylizeysel motivasyon ve ylizeysel strateji alt
dlceklerini icermektedir. Olgek her bir alt boyutu bes maddeden olusan toplam 20 maddelik
Likert tipi bir 6lgek olarak gelistirilmistir. Olgegin yap: gecerligini incelemek igin
gerceklestirilen dogrulayici faktor analizi sonucunda 20 maddeli ve dort alt boyutlu modelin
yeterli uyum gosterdigi (CFI= 0.95, SRMR= 0.047 ve RMSE A= 0.058) belirlenmistir.
Olgegin test-tekrar test teknigi ile belirlenen korelasyon katsayilarinin derin yaklasim boyutu
icin .69, yiizeysel yaklasim icin .60 oldugu gériilmiistiir. Olgegin derin ve yiizeysel alt
boyutlarindan en diisiik 10 en yiiksek 50 puan alinabilmektedir (Bati, Tetik ve Gilirpinar,
2010). Bu calisma i¢in hesaplanan Cronbach Alfa i¢ tutarlilik katsayisi derin yaklagim i¢in
.76, yiizeysel yaklasim i¢in .74 olarak belirlenmistir.

Mevcut drneklem kapsaminda her ii¢ 6lgek icin de hesaplanan Cronbach Alpha i
tutarlilik katsayilar1 gilivenilir aralikta kabul edilmektedir (Biiyiikoztiirk, 2007, s. 171;
Cohen, Maion ve Morrison, 2007, s. 506).

Verilerin Analizi

Bilisotesi farkindalik ile 6grenme yaklasimlari arasindaki iligkileri ve 6z kontrol-6z

yonetimin bu iliskideki aract roliinii belirlemek amaciyla yapisal esitlik modeli
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uygulanmugstir. Verilerin yapisal esitlik modeli i¢in gerekli sayiltilara uygun olup olmadigin

aragtirmak ve degiskenler arasindaki betimleyici analizleri ger¢eklestirmek amaciyla SPSS

21, onerilen hipotezlere yonelik yapisal esitlik modelini test etmek amaciyla ise AMOS 22

programi kullanilmistir.

Bulgular

Biligotesi farkindalik ve 6grenme yaklagimlari arasindaki iliskide 6z kontrol- 6z yonetimin

araci roliinii incelemek amaciyla yiiriitillen analiz siirecinde Oncelikle degiskenler arasi

iligkiler incelenmis, aritmetik ortalama ve standart sapma puanlari hesaplanmis ve elde

edilen degerler Tablo 1.de gosterilmistir. Bilisotesi farkindalik, 6z kontrol-6z yonetim ve

derin ve ylizeysel 6grenme yaklagimlari arasindaki iliskiler ise Tablo 2.de sunulmustur.

Tablo 1. Arastirmanin Temel Degiskenlerine Ait Betimleyici Istatistikler

Ort. Ss. Carpiklik  Std. Hata ~ Basiklik Std. Hata

Biligotesi 4,116 ,516 -,184 ,149 -,221 ,298
farkindalik
Oz kontrol 3,773 ,590 -,447 ,149 -,254 ,298
Oz
yonetim
Derin 3,500 ,470 -,059 ,149 -,122 ,298
yaklagim
Yiizeysel 2,568 ,494 ,302 ,149 -,026 ,298
yaklagim
Tablo 2. Arastirmanin Degiskenleri Arasindaki Iliskiler

Bilisotesi Oz yonetim Derin Yiizeysel

farkindalik ~ 6z-kontrol ~ yaklasim yaklasim
Bilisotesi farkindalik 1
Oz kontrol- Oz ,636*** 1
yonetim
Derin yaklagim LAT70%** LA36%** 1
Yiizeysel yaklasim -,324%%* -,395%** -, 4209%** 1

*x%p<(0.01
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Arastirmanin degiskenleri arasindaki ilgkilere yonelik yapilan analizler bilisotesi

farkindalikla en yiiksek iliskiye sahip degiskenin ¢aligmada araci1 degisken olarak tanimlanan
0z kontrol-6z yonetim degiskeni oldugunu (r=.64, p<.001), bilisdtesi farkindaligin ayni
zamanda derin yaklasimla da olumlu yonde manidar iliskiye sahip oldugunu (=47, p<.001),
yiizeysel yaklasimla iliskisinin olumsuz yonde ve manidar oldugunu ortaya koymaktadir
(r=-.32, p<.001). Oz kontrol-6z yonetim ile bagimli degiskenler arasindaki iliski de benzer
orlintiiler sergilemektedir; derin yaklasimla olumlu yonde manidar (r=.44, p<.001), ylizeysel
yaklagimla ise olumsuz yonde manidar bir iliski gozlenmektedir (r=-.39, p<.001). Son
olarak, derin yaklasim ile ylizeysel yaklasim arasindaki iliski olumsuz yonde ve manidardir

(1=-.43, p<.001).

Arastirmada One siiriilen modelin test asamasinda “Yapisal Esitlik Modelinden
(YEM)” yararlamilmistir. Yapisal esitlik modeli testinde genel olarak Orneklem
biiyiikliigliniin 201-300 araliginda olmasinin yeterli oldugu belirtilmekte (Comfrey ve Lee,
1992) ancak modelin karmagsiklig1 ve madde sayis1t goz onilinde bulunduruldugunda her bir
degisken i¢in minimum 5 (Gorsuch, 1983) katilimci bulunmasinin uygun oldugu
belirtilmektedir. Dogrulayict faktér analizi Oncesi kovaryansa dayali yapisal esitlik
modelinin temel sayiltilar test edilmistir. Bu amagla oncelikle 6l¢cek maddeleri ug¢ deger ve
normal dagilim yoniinden incelenmistir. Normallik smnamasinda kullanilan Carpiklik
(skewness) katsayilarmin -1,5 ve +1,5 arasinda, basiklik (kurtosis) katsayilarinin ise -3 ve +3
arasinda degerlere sahip oldugundan verinin normal dagilim sayltisin1 karsiladigi sonucuna
varilmistir (Hopkins ve Weeks,1990). Verilerin u¢ deger icerip igermedigi, kayip veriler,
dogrusallik ve ¢oklu baglanti (multicollineratiy) sayiltilarini karsilayip karsilamadigini
belirlemek amaciyla yapilan analizler verilerin dogrusallik sayiltisint karsiladigint ve ¢oklu
baglanti sorunu olmadigini gostermektedir (tolerance>.1 (.55-.83), VFI <3 (1.19-1.79))
(Morgan, Leech, Gloeckner ve Barrett, 2011). Veri setindeki kayip veri oran1 %1°den azdir
ve manidar olmayan Little MCAR testi (x* = 903,520, df = 980, p>.05) kayip verilerin
rastgele oldugunu ortaya koymaktadir. Buna karsilik veri setindeki degiskenlerin c¢oklu
normallik dagilimina sahip olmadigr (multi-nonnormality) goriilmektedir (cr>5, Bentler,
2005). Coklu normallik sayiltisinin ihmal edildigi durumlarda 6nerildigi iizere analizlerde
bootstrapping kullanilmistir (Byrne, 2010). Ayrica, alan yazinda ¢oklu normallik sayiltisinin
kargilanmadigt  durumlarda siklikla parselleme yontemi kullanilmaktadir (Little,
Cunningham, Shahar ve Widaman, 2002). Ancak parselleme eldeki degiskenin ¢cok boyutlu

oldugu durumlarda 6nerilmemektedir (Matsunaga, 2008). Her ne kadar alan yazinda siklikla
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ya sadece maddeler ya da parselleme tekniginden yararlanilsa da her iki yontemin de ayni

anda kullanildig1 6rnekler de mevcuttur (Matsunaga, 2008). Bu ylizden bu caligmada tek
boyutlu olan bilisotesi farkindalik degiskeninde parselleme kullanilmig, diger ortiik

degiskenlerin gostergeleri olarak da alt boyutlar ya da tiim maddeler kullanilmistir.

Analizlerde 6l¢lim ve model testlerinde alan yazinda da siklikla kullanilan uyum
istatistiklerinden (fit indices) x*/df-ratio, CFI, SRMR, RMR ve RMSEA ele alinmistir. Alan
yazinda 3’den kiiciik x*/df-ratio (Kline, 2011), .90 ve iizeri CFI degeri (Bentler, 1990),
.6’dan diisiik RMSEA degeri (Hu ve Bentler, 1999) ve .08 den diisiik SRMR (Browne ve
Cudeck, 1993) degerleri kabul edilir olarak tanimlanmaktadir.

Analizin ilk asamasinda 6l¢iim modelinin test asamasinda modele uygulanan DFA
sonucunda elde edilen uyum istatistikleri (modele ait indeksler) kabul edilir uyum
gostermistir. Ancak faktor yiikleri incelendiginde ylizeysel yaklasim degiskenine ait bir
maddenin (Bazi konular1 anlamasam bile {istiine tekrar tekrar giderek ezberleyerek
Ogrenirim) Ortiik degiskene yiikiiniin sifira yakin oldugu goriilmiis ve bu madde daha sonraki
analizlerden cikarilmistir. Nihai modelin uyum indeksleri x%sd= 517,189/293= 1,76;
RMSEA =.054, RMR 0 .041; SRMR = 0,061; CFI =0,91 seklindedir ve yukarida belirtilen
cut off degerleri ¢ercevesinde modele ait indekslerin kabul edilen degerler araliginda oldugu

goriilmektedir (Sekil 1).
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Sekil 1. Arastirma degiskenlerine ait ol¢iim modeli sonuglart
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Olgiim modelinin onaylanmasimi takiben hipotezin test edilmesi amaciyla

degiskenler arasindaki iligkilere yonelik olusturulan yapisal esitlik modeli analiz edilmistir.
Bu amagla ilk adimda bilisétesi farkindaligin 6grenme yaklagimlarina etkisi test edilmistir.
Modele ait indeksler (x*/sd=540,941/294=1,84; RMSEA = 0,056; RMR= 0.046; SRMR =
0,068; CFI = 0,91) model ile verilerin uyumunun kabul edilir oldugunu gostermektedir
(Sekil 2). Bu durumda arastirmanin ilk hipotezi olan biligotesi farkindaligin 6grenme
yaklagimlar1 {izerindeki etkileri dogrulanmistir. Bilisotesi farkindalik derin yaklasimdaki

varyansin %29’unu, ylizeysel yaklasimdaki varyasin da %16’ 11 agiklamaktadir (Tablo 2).
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Sekil 2. Bilisotesi farkindaligin derin ve yiizeysel yaklasim tizerindeki etkilerine yonelik yol

analizi

Tablo 3. Bilisétesi Farkindaligin Derin Ve Yiizeysel Yaklasim Uzerindeki Etkilerine Yonelik

Yol Analizi Sonuclart

B S.E. CR. () p
Biligotesi Farkindalik—»  Derin yaklagim 542 067 5.43 otk
Biligotesi Farkindalik—®  Yiizeysel yaklagim -.39 .084 -5.27 otk

Son olarak 6z kontrol-6z yonetim degiskeninin bilisotesi farkindalik ile derin ve

yiizeysel 0grenme yaklasimlari arasindaki iliskide araci roliinii belirlemek amaciyla 6z
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kontrol-6z yonetim degiskenin de yer aldigi yeni bir model olusturularak analiz tekrar

edilmistir. Oz kontrol-6z ydnetim degiskeninin araci degisken olarak eklendigi modele ait
indeksler (x*/sd=540,941/294=1,84; RMSEA = 0,056; RMR= 0.046, SRMR = 0,068; CFI =
0,91) model ile verilerin uyumunun kabul edilir oldugunu gostermektedir (Sekil 3).
Bootstrap sonucunda elde edilen parameter degerleri incelendiginde 6z kontrol-6z yonetim
degiskeninin modele eklenmesinden sonra bilisotesi farkindaligin hem derin, hem ylizeysel
yaklagim {izerindeki dogrudan etkilerinin arttk manidar olmadigi, ancak 6z kontrol-6z
yonetim degiskeni {izerinden her iki degisken iizerinde de dolayl: etkilerinin manidar oldugu
goriilmektedir (derin yaklasim icin B = .64, %95 BCA CI [2.8, 2.56], yiizeysel yaklasim i¢in
B =-.70, %95 BCA CI [-3.097, -.319], (Tablo 4). Bu sonuglar arastirmanin ikinci hipotezini
desteklemekte, Ozkontrol-6zyonetim degiskeninin bilisdtesi farkindalik ile 6grenme
yaklagimlarindan hem derin yaklasm hem de yiizeysel yaklagim iizerinde aracilik etkisinin
oldugunu gostermektedir. Nihai sonuglara gore bilisdtesi farkindalik 6zkontrol-6zyonetim
degiskenindeki varyansin %67’ini, Dbilisotesi farkindalik ve 6zkontrol-6zydnetim
degiskenleri birlikte derin yaklagimdaki varyansin %48 11, ylizeysel yaklagimdaki

varyansin ise %39’unu aciklamaktadir.
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Sekil 3. Oz kontrol-6z yonetim degiskeninin bilisétesi farkindaligin derin ve yiizeysel

vaklagim arasindaki iligklerde araci roliinii iceren modele yonelik yol analizi
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Tablo 4. Arac1 Degiskeni Igeren Yapisal Model Analiz Sonuglar

B S.E. C.R. (1) p
Bilisotesi Farkindalik-=> Oz kontrol-6z yonetim  .821 .060 12.56 oAk
Oz kontrol-6z yénetim -=> Derin yaklasim 785 148 3.80 oAk
Biligotesi Farkindalik  -— Derin yaklagim -112 103 =718 473
Oz kontrol-6z yonetim - Yiizeysel yaklasim — -.854  .249 -4.271 ok
Bilisotesi Farkindalik - Yiizeysel yaklasim ~ .317  .193 1.88 060

Tartisma ve Sonug¢

Bu arastirmada, bilisotesi farkindalik ile derin ve yiizeysel yaklasim arasindaki iliskide 6z
kontrol-6z yonetimin araci rolii incelenmis ve iki hipotez test edilmistir. Oncelikle
arastirmanin degiskenleri arasindaki iligkiler incelendiginde hem bilisétesi farkindalik hem
0z kontrol-6z yonetim ile derin 6§renme yaklagimi arasinda olumlu yonde, bu ii¢ degisken
ile yiizeysel 6grenme yaklagimi arasinda ise olumsuz yonde bir iliskinin var oldugu
goriilmiistiir. Arastirmanin degiskenleri arasindaki bu iligkiler genel olarak literatiirde ilgili
degiskenler arasindaki olumlu iliskiyi isaret eden teori ve arastirma sonuglariyla (Eley, 1992;
Karatag, 2017; Paris ve dig., 1983) tutarlilik gostermektedir. Eley’in (1992) Avustralya
ogrencileri ile gerceklestirdigi erken tarihli bir ¢alismada bilisotesi odak ile derin yaklagim
arasinda olumlu bir iliski oldugu; Karatas’in (2017) Tiirkiye’den 6gretmen adaylari ile
yiiriittiigli ¢alismada da 6gretmen adaylarinin, bilisdtesi farkindaligin alt boyutlar1 olarak
kavramsallastirilan bilisin bilgisi ve bilisin diizenlenmesi diizeylerinin 6z yonetimli
ogrenmeye hazirbulunuslugun alt boyutlarindan 6z yonetim ve 6z kontrol ile iligkili oldugu;
bilisotesi farkindaligin 6z yonetimli 6grenmeye yonelik hazirbulunuslugun bir yordayicisi
oldugu tespit edilmistir. Biggs’in (1988) arastirmasi ise bilisdtesi farkindalik ile derin
ogrenme arasindaki iliskiyi uygulamali arastirma sonuglar1 ile desteklemektedir. Arastirma
sonucuna gore biligotesi calisma becerilerinin Ogretilmesi yoluyla bilisdtesi farkindaligin
gelistirilmesi, derin ve basar1 odakli 6grenme yaklagiminin olumlu yonde gelisimini
saglamaktadir. Bilisotesi farkindalik ile ylizeysel 6grenme yaklagimi arasindaki iliskiyi ele
alan caligmalarda ise, uyumsuz bilisétesinin (kisinin kendi bilissel deneyimleri hakkindaki
olumsuz inanglar1) ylizeysel O6grenme yaklasimini destekledigi (Spada ve dig., 2006),
yiizeysel 0grenme ile bilisotesinin tiim boyutlar1 (Spada ve Moneta, 2012) ya da 6zellikle
bazi olumsuz egilimlerini yansitan boyutlar1 (Kontrol edilemezlik ve tehlikeye iliskin

diisiinceler hakkinda olumsuz inanglar, bilissel giiven eksikligi ve diisiinceleri kontrol etme
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ihtiyacina iligkin inanglar) arasinda olumlu yonde bir iliski oldugu goriilmektedir (Spada ve

Moneta, 2014). Buna gore bireylerin kendi biligsel yapilar1 hakkindaki olumsuz inanglari
arttikca yiizeysel 0grenme egilimleri de artmaktadir. Tiirkiye’de ortaokul Ogrencileri ile
matematik dersi kapsaminda yapilan bir ¢alismada ise (Bulut, 2021) derin 6grenme ve
stratejik 6grenme yaklasimlar ile bilisotesi farkindalik diizeyleri arasinda olumlu bir iligki
tespit edilmisken yiizeysel 6grenme yaklagimi ile bilisotesi farkindalik diizeyleri arasinda bir
iligki tespit edilememistir. Bu arastirmanin sonuglari, genel olarak 6grenme yaklasimlari ile
bilisotesi farkindalik arasindaki iliskiyi isaret eden caligmalarla tutarlilik gostermekle
birlikte Bulut (2021)’un arastirma sonuglart ile kismen g¢elismektedir. Bu farklilik
arastirmada incelenen yas grubunun farkli olmasindan kaynaklaniyor olabilir. Bu ¢alisma

ayrica aradaki iliskide rol alan diger siire¢ler hakkinda da bilgi vermektedir.

Arastirmada test edilen ilk hipotez kapsaminda bilisotesi farkindalik ile ©6grenme
yaklagimlar1 arasindaki iligki incelenmis ve hipotez dogrulanmistir. Buna gore biligotesi
farkindalik derin 6grenme yaklagimini olumlu, yiizeysel 6grenme yaklagimini ise olumsuz
yonde yordamaktadir. Arastirmanin ikinci hipotezi ise bu iliskide 6z kontrol-6z yonetim
kaynaginin araci etkisini tespit etmeyi amaclamis ve bu hipotez de dogrulanmistir. Arastirma
sonucunda bilisotesi farkindalik ile derin ve yilizeysel 6grenme yaklagimlari arasindaki
iliskide 6z kontrol-6z yonetim degiskeni analize dahil edildiginde bilisétesi farkindaligin
derin ve ylizeysel 6grenme yaklasimlar {izerindeki etkisinin ortadan kalktig1, bu etkinin 6z
kontrol-6z yonetim degiskeni araclhifiyla gerceklestigi belirlenmistir. Arastirmada elde
edilen sonuglar, 6grenme ve basar1 elde etme siirecinde bilisotesi farkindaligin sagladigi
avantajlarin ortaya cikabilmesi i¢in 6grencilerin 6z kontrol-6z yonetim becerilerine sahip
olmalar1 ve bu yonde desteklenmeleri gerektiginin altin1 ¢izmektedir. Bu ¢ikarim
alanyazinda elde edilen diger bulgular1 da desteklemektedir. Biirgler, Hoyle ve Hennecke
(2021) giindelik yasam i¢indeki 6z kontrol ¢atismalarinda bilisdtesinin 6nemini aragtirdiklari
caligmalarinda bilisotesi diizeyi yiiksek bireylerin bu tiir catigmalart 6nlemeye yonelik daha
fazla strateji kullandiklarini ortaya koymustur. Diger bir ¢aligmada ise Wang, Binning, Del
Toro, Quin ve Zepeda, (2021) bilisotesi, ilgi ve 6zkontrol arasndaki etkilesimleri boylamsal
bir ¢alismayla incelemislerdir. Dort yili kapsayan caligmanin genis aralikli ilk kisminda
bilis6tesi ve 6zkontrolun birbirinin eksikligini telafi edebildigi, diger bir deyisle bilisotesi ya
da o6zkontrol degiskenlerinden birisine ait yliksek puanlarin 6grencinin derse katilimini
yordamada yeterli oldugu goriiliirken, caligmanin ii¢ hafta aralikli daha kisa siirede elde

edilen verileri igeren ikinci kisminda 6zkontrolun 6grenci katilimina olan olumlu etkisinin
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sadece bilisotesi yliksek Ogrenciler icin gegerli oldugu ve bilisotesi puanlart diisiik

ogrencilerde 6zkontrolun derse katilim diizeyini belirlemede iglevsel olmadig: goriilmiistiir.

Arastirmacilar  bilisotesinin - 6zkontrolun etkilerini destekledigini ve Ogrenci
katiliminin  siirekliligi i¢in ‘beceri ve iradenin’ ortak bilesenine ihtiyag oldugunu

vurgulamiglardir.

Ozkontrol-6zydnetimin bilisdtesi farkindalik ile derin yaklasim arasindaki araci
etkisi yilizeysel 0grenme icin de gecerli bulunmustur. Bilisotesi farkindaligin ylizeysel
o0grenmeyi olumsuz yonde yordadigi bu iliskide 6z kontrol-6z yonetim degiskeninin aract
rolliniin tespit edilmesi, bu konudaki arastirma sonuglarinin daha iyi anlasilmasia katki
saglayabilir. Ornegin Spada ve digerleri (2006) yaptiklari arastirmada sinav kaygist ile
yiizeysel 6grenme arasinda olumlu bir iligski oldugu ve bilisotesinin bu iliskide araci rolii
iistlendigini belirlemislerdir. Bu arastirmanin sonuglari ¢ergevesinde, bilisdtesinin, yiizeysel
O0grenme tercihinin olusmasindaki araci roliinii gerceklestirmesi iizerinde 6z kontrol-6z
yonetim eksikliginin de rol oynayabilecegi sdylenebilir. Ayrica Case ve Gunstone nun
(2002) caligmalari, zaman baskist ve asir1 yiikk gibi 6z kontrol-6z yonetim gerektiren
durumlarda 6grencilerin bilisdtesi becerilerini gelistirmeyi amacglayan bir programda bile
bilgi temelli yaklagimi benimsemeye devam ettiklerini, bu faktorlerin bilis6tesinin
gelisiminde bir engel olusturdugunu ortaya koymustur. Her iki calisma da kaygi artisi,
zaman baskisi, asir1 yiik gibi 6grenenin 6z kontrol-6z yonetim kaynaklarini ise kosmasini
gerektiren zorlu durumlarda bu becerinin eksikliginin yiizeysel O6grenme gibi olumsuz
sonuglarla karsilasma ihtimalinin yiikseldigine isaret etmektedir. Oysa iiniversite egitimi,
ogrencilerin bagimsiz bir kisilik yapist gelistirmeleri, kisisel ve mesleki olarak kendi
gelisimlerini yonetecek yeterlige ulagmalari beklenen bir asamadir. Ogrencilerin bu
donemde kisisel ve sosyal acidan c¢esitli yeterliklerini gelistirirken ayn1 zamanda akademik
olarak da kendi ilerlemelerini yonlendirmeleri beklenir. Bu da 6grencilerin kendi kendini
izleme ve degerlendirme yoluyla kendi 6grenmelerini kontrol edebilen 6ngoriilii (proaktif)
ve 0z disiplinli 6grenciler olmalarint gerektiren farkli talepler getirir (Ning ve Downing,
2015). Ozellikle cesitlenen, karmasiklasan ve bireysellesen 6grenme ortamlarindan etkili bir
sekilde yararlanilabilmesi, bireylerin 6grenme siirecini kendi ilgi ve ihtiyaglar1 ¢er¢evesinde
sekillendirmelerini ve bunun i¢in yilizeysel bir 6grenme yaklasimi yerine derin 6grenme
yaklagimint  benimsemelerini ve uygulamalarimi gerektirmektedir. Bu c¢alismanin
sonuclarindan anlagilmaktadir ki kendi biligsel isleyisinin ve 0grenme siirecinin giiglii ve

zayif yonleri gibi oOzelliklerinin farkinda olan ve Ogrenme siirecini uygun stratejiler
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araciligiyla diizenleyebilme ve kontrol edebilme potansiyeline sahip olan bilisotesi

farkindalig1 yiiksek bireyler (Duffy ve dig., 2015) ancak 6z kontrol-6z yonetim becerisi ile
bu siireci desteklerlerse, 6grenilen igerigin farkli unsurlar arasinda ve ge¢mis bilgilerle bag
kurma, sorgulama, elestirel yaklasim gibi derin 6grenme yaklagiminin icerdigi (Prosser ve
Trigwell, 1998) davranislar1 sergileyebilirler. Oz kontrol-6z yonetim bu beklentinin
gerceklestirilmesine 6z izleme (self-monitoring), 6z degerlendirme (self-evaluation) ve 6z
pekistirme (self-reinforcement) siirecleri ¢ergevesinde gelisen dongiisel ve somut bir gelisim
modeli sunarak katki saglayabilir. Ogrencilerin yiizeysel 6grenme gibi bu tiir olumsuz
sonuglarla karsilasmamalar1 i¢in 6z kontrol-6z yonetim siirecinin alt boyutlarinda
kullanilabilecek stratejeiler konusunda yetistirilmeleri, 6gretim siirecinin bu stratejileri
ogretecek ve gelistirecek sekilde yapilandirilmasi gerekir. Oz kontrol-6z ydnetimin alt
asamalarinda izlenebilecek somut adimlarin 6gretilmesi ve kalict bir diisiinme ve davranis
Oriintiistine doniistliriilmesine yonelik siireclerin nasil yapilandirilacagi konusunda daha ¢ok
uygulamali arastirma yapilmasi Onerilebilir. Gelecekte ele alinabilecek bir bagka calisma
konusu ise bilisotesi ile 6zkontrol-6zyonetimin 6grenme yaklasimlari tizerindeki etkilerinin
disik 6z yeterlilik ya da yiiksek kaygiya sahip gibi akademik kaynaklari daha diisiik
ogrencilerde daha belirgin olup olmadig konusudur. Ozkontrol-6zydnetim becerileri artan
bilisotesi farkindaligin bu 6grencilerde yaratabilecegi kaygiy1 engelleyici bir isleve sahip

olabilir.

Ek olarak, bilisotesi farkindalik, 6z kontrol-6z yonetim ve Ogrenme yaklasimlari
konusundaki literatiir, burada tespit edilen iliskiyi etkileyebilecek ¢ok cesitli degiskenlerin
de var olabilecegini gostermektedir. Ornegin duygular, dgrencilerin ilgi, motivasyon,
Ogrenme stratejileri ve diizenlemenin i¢ ve dig kontrolii gibi 6z-dlizenlemeli 6grenmesinin
temel bilesenleri ile yakindan i¢ i¢e gdriinmektedir. Ogrencilerin 6z-diizenleme ve akademik
performans yeterliliklerinin gercekci bir hesabinmi elde etmek, duygularini hesaba katmay1
gerektirebilir (Schutz ve Davis, 2000). Cesitli arastirmalar biligdtesinin algilanan stres
yaninda olumsuz duygu (anksiyete ve depresyon) ile olumlu ve anlamli bir sekilde iliskili
oldugunu ve iist bilisin algilanan stres ve olumsuz duygu arasindaki iliskinin diizenleyicisi
oldugunu (Spada, Nikcevic, Moneta ve Wells, 2008) ortaya koymustur. Ayrica, olumlu
akademik duygular ile algilanan 6z-diizenleme arasinda, olumsuz akademik duygular ile
algilanan dis kaynakli diizenleme arasinda anlamli olumlu bir iliskinin bulundugu (Pekrun
ve dig., 2002) ortaya konmustur. Oz diizenleme ve 6z kontrolii birbirinden farkli sekilde

kavramsallastiran teoriye gore Oz-diizenleme olumlu duygularla iligkili goriiliirken 6z
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kontrol ise daha olumsuz duygularla iliskili goriilmektedir (Kehr, Bles ve von Rosenstiel,

1999). Benzer sekilde akademik 6z yeterlik inancinin derin 6grenme ile olumlu, yiizeysel
ogrenme ile olumsuz bir iliskiye sahip oldugu (Herrmann ve dig, 2017); yine 6z degerin
derin 6grenme ile olumlu iligkisinin ¢esitli arastirmalar tarafindan ortaya kondugu (Watkins,
2001) goriilmektedir. Bu arastirmada incelenen degiskenlerle duygu, 6z yeterlik inanci, 6z
deger algis1 arasindaki iliskilerin ¢esitli aragtirmalarla ortaya konulmus olmasi, incelenen
modelde bu degiskenlerin roliiniin de aragtirilmasinin faydali olabilecegine isaret etmektedir.

Sonraki arastirmalarda bu iliskilerin incelenmesine yonelik modeller test edilebilir.

Sonug olarak bu ¢alisma, daha Once birbirleriyle ve farkli degiskenlerle iliskisi
bagimsiz olarak incelenmis olan biligotesi farkindalik, 6grenme yaklagimlari (derin ve
yiizeysel) ve 6z kontrol-6z yonetim arasindaki iligkileri biitiinciil bir model igerisinde
incelemesi ve biligotesi farkindaligin 6grenme yaklagimlarin1 yordama siirecinde 6z kontrol-
0z yOnetimin araci rollinii ampirik olarak tespit etmesi acisindan literatiire bir katki
sunmustur. Bununla birlikte arastirma bazi sinirliliklar ¢ergevesinde degerlendirilmelidir.
Oncelikle daha 6nce de soz edildigi gibi bilisotesi farkindalik, 6z ydnetim, 6z kontrol, 6z
diizenleme gibi kavramlarin birbiriyle iliskisinde literatiirde herkesin iizerinde anlagabildigi
ortak kavramlastirma yer almamakta ve ¢cogu kez bu kavramlar birbirine entegre sekilde
kullanilmaktadir (bkz. Zeidner, Boekaerts ve Pintrich, 2005). Bu nedenle calismada ele
alinan kavramlarin farkli calismalarda farkl sekillerde kavramsallastirilabilecegi géz oniinde
bulundurulmalidir. Bu durum arastirmalarda elde edilen sonuglarin karsilastirilmasinda da
kismi bir sinirlilik olusturmaktadir. Ikinci olarak arastirmanin drnekleminin hem sayr hem
de caligilan grubun homojen yapist acisindan iyilestirmeye agik olmasi model uyumuna
yonelik bulgularin farkli ve daha genis Orneklemlerle test edilerek genellenebilirligi

artirmay1 agik kilmaktadir.
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Introduction

For many students, university life is an experience filled with anxiety of adaptation and not
being able to success, although is also offers valuable opportunities in terms of multi-
dimensional development in psycho-social and cognitive areas. However, university
experience is not equally beneficial or supportive of development for all students
(Pascarella, 1996). One of the main reasons for this is that the effects of university life have
a dynamic structure that also changes as a result of student behaviors beyond the unique
nature of these experiences (Pintrich, 2000). While the ways students deal with the
opportunities they face in academic life along with their beliefs, attitudes and behaviors
regarding learning materials make educational experiences important resources for the
development of some students, for other students these factors can cause experiences that
further diminish the well-being of students rather than supporting (Piumatti and Rabaglietti,
2005).

One such important concept that affects the development potential of students
through their attitudes and behaviors towards educational opportunities at university is
learning approaches (Biggs, 1979; Entwistle & Ramsden, 1983). Learning approaches refer
to the level of processing the learning material expected to be learned. The concept of
learning approaches first emerged when Marton and Saljo (1976) found that students
showed different learning behavior patterns while studying. Researchers initially identified
two different learning behavior patterns; namely deep and surface learning approaches. Deep
approach includes active cognitive actions that support the learning process, such as
connecting different parts of the content and linking with past information, questioning, and
using critical thinking. On the other hand, surface approach consists of mostly superficial
academic behaviours without requiring in-depth analysis of the information at hand such as
rote repetition and summarizing the content in verbatim (Prosser & Trigwell, 1998). While
students who adopt deep approach have an intrinsic motivation to gain understanding and
master the content, the behaviors of students who adopt the surface approach are usually
shaped by external motivation sources and include an effort to complete the academic task
with minimal effort (Appelhans & Schmeck, 2002). In the later years of learning approaches
theory, the strategic approach was included as a third component in the learning approach
model (Entwistle & Ramsden, 1983; Biggs, 1987). The strategic approach differs from the

actions aimed at direct learning in that it includes regulative behaviors aimed at increasing
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the achievement grade such as working in accordance with assessment methods, arranging

effort and time, and planning learning (Entwistle & Ramsden, 1983).

Although there are some exceptions in the literature (Cassidy & Eachus, 2000), most
of the current studies have found a negative relationship between the surface approach and
academic achievement (e.g. Bahar & Okur, 2018; Enwistle & Tait, 1990; Herrmann, Bager-
Elsborg & McCune, 2017; Watkins, 2001). The relationship between deep approach and
academic achievement is less supported. While some studies indicate a positive relationship
between deep approach and academic achievement (Bahar & Okur, 2018; Biyikli, 2016;
Brodersen, 2007; Trigwell & Prosser, 1991; Watkins, 2001), others report a negative
relationship (eg, Karagiannopoulou & Milienos, 2013) or no relationship (Diseth &
Martinsen, 2003; Rogaten, Moneta & Spata, 2013). Although, in spite of a strong theoretical
foundation, there exist some contradictory findings regarding the relationship between deep
aproach and academic achievement, there are also ample evidence showing a positive
relationship between deeep aproach and many desirable academic variables including
critical thinking (Chapman, 2001; Nelson Laird, Seifert, Pascarella, Mayhew, & Blaich,
2014), reflective thinking (Heikkila & Lonka, 2006), , deep level of understanding
(Lindblom-Ylanne & Lonka, 1999), self-confidence and cognitive and psychosocial
development (Edmunds & Richardson, 2009) in addition to the studies showing a negative
relationship between procrastination and extrinsic motivation (Heikkila & Lonka, 2006).
The surface approach, on the other hand, is positively associated with procrastination
behavior and external regulation (Heikkila & Lonka, 2006), and negatively associated with
achievement goal orientation (Elliot, McGregor, & Gable, 1999). The rich literature
supporting the effects of study approaches on the learning process has led many researchers
to investigate the factors that prompt the adoption of different learning approaches. The
findings has shown that a learning climate based on repetition of the content as well as an
emphasis on success helps adoption of a surface approach, while where curiosity and
thinking are valued, and educational experiences involving experiences such as questioning,
inquiry and risk taking are valued encourage students to use deep strategies (Parpala,
Lindblom-Yldnne, Komulainen, Litmanen and Hirsto, 2010; Ramsden, 2003; Richardson,
2005; Trigwell and Prosser, 1991). Although these findings are useful in revealing the
relationships between different learning climates and learning approaches, they cannot

answer the question of why different students in the same instructional climate adopt
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different approaches and highlights the need for studies on individual characteristics playin

role in adopting learning approaches.

One such variable related to student characteristics, which is often associated with
learning approaches in the literature, is metacognitive. The concept of metacognition can be
defined as the individual's management of his own learning process by determining
strategies and conditions appropriate based on awareness of the learning process (Flawell,
1976; Paris, Lipson, & Wixon, 1983; Young & Fry, 2008). In this sense, metacognitive
awareness is an important component of and is frequently used to define metacognition in
the field of educational psychology, where efforts to increase student success by regulating
their academic behaviors are the main focus. In this framework, metacognitive awareness is
defined as the individual's awareness of his/her own cognition, learning strengths and
weaknesses, and is defined as the main source of metacognition, which includes the
individual's regulation and control of the learning process through appropriate strategies
(Duffy et al., 2015). In recent years, many studies have been carried out in our country
regarding the effect of metacognition on academic behaviors, and these studies have shown
that metacognitive awareness in university students are positively related to academic
success (Giiler and Sapanci, 2021; Sonat, 2018), clinical stress in nurse students (Sonat,
2018), self-directed learning skills (Aydar, 2021), self-esteem and self-efficacy (Bulus, Atan
& Tok, 2020) and online education success (Odabasi, 2021).

Although metacognitive awareness is defined as an academically desirable concept,
its relations with learning approaches have created two separate fields of study in conflict
with each other. In the first line of the research, metacognitive awareness is defined as
positively related to the deep approach (Paris et al., 1983). The basic understanding in these
studies is that the individual's awareness of his/her own characteristics related to learning
support the learning process by helping adoption of appropriate strategies for the task at
hand. On the other hand, there are also studies providing evidence that increased
metacognitive awareness also increases academic anxiety and causes the adoption of
unhealthy strategies such as procrastination to relieve from this anxiety. For example, Spada,
Nikcevic, Moneta, and Ireson (2006) state that the perception of anxiety and overload
feeling toward the learning task is positively related to the surface approach, and this
relationship is explained by the metacognition. In order to explain this relationship, the
authors theorized that for individuals with excessive anxiety metacognitive awareness

becomes an inner voice emphasizing the possibility of inadequacy and failure; prompting
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these individuals to adopt non-adaptive control strategies such as rumination in order to

relieve the anxiety (see also Spada & Moneta, 2012; Wells, 1995). Similarly, Case and
Gunstone (2002) stated that in their studies to increase students' metacognitive skills through
an education program that focuses on concept acquisition, some students continue to adopt
the knowledge-based approach and this is the result of educational factors such as time

pressure and overload that hinder the endorsement of metacognitive activities.

One reason for these contradictory findings in the literature may be related to the availability
of cognitive resources such as self-control and self-management that the students need in
order to cope with the increased anxiety as a result of metacognitive awareness. In the
literature, the processes related to consciously regulating the cognitive, motivational,
emotional and behavioral processes of individuals can be explained with many concepts
such as self-control, self-management, self-regulation, self-regulated learning and will-
control. Also, these concepts are often used interchangeably. There exist different
conceptualizations where self-control is considered as a self-regulation strategy (Hoyle &
Davisson, 2016) and self-management as a process to achieve self-control (Cooper, Heron,
& Heward, 2014), self-regulation is defined as more implicit (Cooper, Heron, & Heward,
2014) where self-control is defined as a process in which some subsystems and processes
must be suppressed voluntarily in order to reach a goal (Kuhl, 2000), self-regulation as the
conscious and unconscious processes carried out by the individual to achieve a certain goal
and self management as a skill that qualifies conscious processes within this system
(Schmeichel & Baumeister, 2004). In this context, it can be said that self-regulation refers to
a general concept that occurs consciously and unconsciously, whereas self-management
describes a conscious organizing process and self-control is a conscious choice and behavior
pattern realized to achieve certain goals for the purpose of self-management (McCullough &
Willoughby, 2009). This study focuses on the processes of self-control and self-
management concepts, since conscious and deliberate behaviors that lead individuals to
succeed in academic tasks are examined. It is expected that, through self-control-self-
management skills, which include deliberate, conscious and controlled behaviors and
preferences, the individual can replace his bad habits with good ones, overcome difficult
tasks, achieve personal goals and thus a more effective and productive life (Cooper et al.,
2014). In this context, self-control-self-management variable may have a mediating role in
the relationship between metacognitive awareness and learning approaches. Specifically, the

self-management process includes a cycle consisting of self-monitoring (self-monitoring),
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self-evaluation (self-evaluation) and self-reinforcement (Cooper et al. ., 2014; Ercoskun,

2016; Mezo, 2009). Self-monitoring is a process in which an individual systematically
observes his or her behavior and records whether the target behavior occurs. In the self-
evaluation process, the individual compares the performance standards he/she sets with the
performance he/she performs and reaches a conclusion. In the self-reinforcement stage, the
individual gives himself an explicit or implicit reward or punishment as a result of his
performance. The result affects the repetition, modification or abandonment of the feedback
loop (Cooper et al., 2014; Mezo, 2009). In this process, self-control skills function to reduce
the discrepancy between the individual's self-observation outcomes and performance
expectation (Kanfer & Karoly, 1972). Failures often increase the will to abandon the task.
Therefore, the individual needs to control himself in order to continue working (Baumeister,
Bratslavsky, Muraven, & Tice, 1998). In particular, thanks to self-control-self-management
(APA, 2013, p. 520), which is characterized as the ability to control the overt, hidden,
emotional and physical behaviors and to restrain or inhibit impulses, students able to
manage their personal and professional development expected from them during their
university education and to direct their academic progress. The extensive literature on this
subject reveals that there are strong relationships between self-management skills, including
self-control, and academic achievement and studying behaviors and tendencies (Ning &
Downing, 2011). Individuals with high self-management skills are described as better at
time management (Yang & Bliss, 2014), at controling their emotions (Furtner, Rauthmann,
& Sachse, 2010; Pekrun, Goetz, Titz, & Perry, 2002) and they have higher academic success
(Tangney, Baumeister, & Boone, 2004; Yang & Bliss, 2014).

The relationship of self-management with cognition and metacognition has also been
revealed by various studies. For example, there is a high level of positive correlation
between the individual's knowledge and regulation of his/her own cognitive processes and
self-management, willingness to learn and self-control variables, and that metacognition and
regulation significantly predict these variables (Karatas, 2017). Moreover, self-management
skill also plays an important role in the regulation of emotions. Managing negative emotions
especially in an academic context, such as developing positive emotions like relaxation,
allows the individual to ignore the stimuli that may lead to interruption and focus. It is stated
that negative activating emotions reduce intrinsic motivation, and empirical research reveals
that there is a significant positive relationship between positive academic emotions and

perceived self-regulation, and between negative academic emotions and perceived extrinsic
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regulation (Pekrun et al., 2002, p. 97). On the ground of existing literature, the aim of this

study is to test the mediating role of self-control-self-management in the relationship
between metacognitive awareness and learning approaches. In light of the findings of
previous studies that connect metacognitive awareness and academic results to desired
academic behaviors such as deep approach (Biggs, 1988) and the findings that increased
awareness can increase the surface approach by increasing the level of anxiety (Spada et al.,
20006), the effects of metacognitive awareness on learning approaches can be examined in
terms of self-control-self management variable. While increasing metacognitive awareness
fosters a deep approach by enabling the student to turn to behaviors that support success
such as effort and persistence regarding learning tasks, in the absence of academic resources
such as self-control and self-management, the positive effects of metacognition may not be
transformed into behavior, so the theorized effect on learning approaches may not emerge.
In this case, it can be thought that metacognitive awareness does not directly affect learning
approaches, but metacognitive awareness supports learning approaches through self-control

and self-management. In summary, the main hypotheses of this study are listed below:

1. Metacognitive awareness will positively predict the deep approach and negatively
predict the surface approach.
2. The effect of metacognitive awareness on deep and surface approach will be

through self-control-self-management variable.

Method

This research was carried out with a quantitative research approach and was carried out in
accordance with the relational screening design. The relational model is a research approach,
where correlational statistical testing techniques are used to identify and measure the degree
of association between two or more variables or sets of scores. In this approach, two or more
points are associated for each person without manipulating the variables (Creswell, 2012, p.
338). In this study, the relational model was adopted since the effect of self-control-self-
management in the relationship between pre-service teachers' metacognitive awareness

levels and learning approaches was examined.
Participants

The sample of this study was constructed by convenience method. Convenience sampling is
a quantitative sampling method in which the researcher chooses the participants because

they are willing and available to research (Creswell, 2012, p. 145-146). In this study, since it
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is assumed that the self-control-self-management skill, whose mediator role is to be

examined in the relationship between metacognitive awareness and learning approaches, is
associated with individual characteristics rather than a characteristic attributed to a group,
the research sample was determined by the convenience sampling method. The data were
collected in the 2020-2021 academic year, and the sample consisted of students studying in
the undergraduate program of Guidance and Psychological Counseling (43%) and Social
Studies Teaching (52%) (5% of the students did not specify the program) at the Faculty of
Education of a state university. 275 students participated in the study, but the final sample
was determined as 266 after data cleaning and exclusion of extreme values. Of the
participants in the final dataset, 179 (67%) were female and 87 (33%) were male students.
Twenty percent of the students were freshman, 42% were junior, 8% were sophomore and

20% were senior (about 10% of the students did not specify their class levels).
Measurument Tools
Metacognitive Awareness Scale

The Metacognitive Awareness Scale developed by Yurdakul (2004) was used to measure
students' metacognitive awareness. The author reported that the factor loads in the 30-item
five-point Likert-type scale ranged from .38 to .59, and the scale had a one-dimensional
structure. The internal consistency coefficient of the scale was .89. The score can be
obtained from the scale ranges from 30 to 150, where high scores indicate high
metacognitive awareness (Yurdakul, 2004). Although the scale was used in other studies,
since it was originally developed for secondary school students, the suitability of the scale
for university students was tested in the present study prior to main analysis. For this
purpose, data were collected from 464 students (153 male, 148 female and 62 students did
not report their gender) from various departments of the Faculty of Education (PDR, Social
Studies, English, Primary School, Mathematics and Special Education Teaching). Two
separate data files for factor analysis and confirmatory factor analysis were created by
randomly dividing the data. In the first stage of the analysis, which was carried out to
determine the construct validity of the scale, the suitability of the data for the factor analysis
was tested. The Kaiser-Meyer Olkin value was .94, and the significant Barlett's test of
sphericity (chi-square=4066.26,435) confirmed that the data were suitable for factor
analysis. Although the initial factor analysis results showed 4 dimensions explaining 64% of
the variance, the factor analysis was repeated by reducing it to a single dimension since

Scree Plots suggested a single dimension and additional dimensions had many items loaded
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on other dimensions instead of creating meaningful structures. This analysis resulted a

structure with a single dimension with factor loadings ranging from .38 to .64, exclusing one
factor load with a .284 value. The one factor scale with 30 items explained 50% of the total
variance. Following the factor analysis, confirmatory factor analysis was performed with
AMOS. Although initial analysis suggested some modifications, after adding paths
between the covariances of several error items, the fit statistics of the scale structure were
acceptable (x*/sd=688.42/398=1.73; RMSEA = 0.053; RMR= 0.022; SRMR = 0.046; CFI =
0.93). These results confirmed that the scale is also valid for university students. The
Cronbach Alpha internal consistency coefficient of the scale for the sample of this study was

95.
Self-Control-Self-Management Scale

The Self-Control and Self-Management Scale (SCMS) developed by Mezo (2009) was used
to measure the self-control and self-management skill levels of pre-service teachers. The
adaptation studies of the scale into Turkish were carried out by Ercoskun (2016). The
original scale consists of three sub-dimensions: self-reinforcing, self-evaluating and self-
monitoring. During the adaptation studies of the scale by Ercoskun, first the language
validity was examined, then the construct validity and reliability were examined. As a result
of the exploratory factor analysis performed to examine the construct validity of the scale,
three factors explaining 54.09% of the total variance was obtained. In order to examine the
construct validity of the scale, confirmatory factor analysis was also performed and it was
found that the 16-item and three-dimensional model had a good fit (RMSEA = .052, NFI
=.97, CFI = .98, GFI = .96, AGFI = .94 and RFI = .97). The Cronbach Alpha internal
consistency coefficient calculated for this study was .80 for the self-empowerment sub-
dimension, .73 for the self-assessment sub-dimension, .79 for the self-monitoring sub-
dimension, and .86 for the whole scale. A minimum score of 0 and a maximum score of 80
can be obtained from the scale. A high score indicates that self-control and self-management

skills are high (Ercoskun, 2016).
Learning Approaches Scale

The learning approaches of the pre-service teachers were measured by the Revised Learning
Approaches Scale (R-SPQ-2F) (Biggs, Kember and Leung, 2001), which is the revised
form of Study Process Quesionaire developed by Bigss in 1987. The revised version of the
scale was adapted into Turkish by Bati, Tetik, and Glirpinar (2010). Learning approaches

scale consists of two sub-dimensions, namely deep approach and surface approach, each
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containing two additional sub- dimensions. Accordingly, the deep approach dimension

includes deep motivation and deep strategy, and the surface approach includes surface
motivation and surface strategy subscales. The scale was developed as a 20-item Likert-type
scale with five items in each sub-dimension. As a result of the confirmatory factor analysis
performed to examine the construct validity of the scale, it was determined that the 20-item
and four-sub-dimensional model showed sufficient fit (CFI= 0.95, SRMR= 0.047, and
RMSEA= 0.058). The correlation coefficients of the scale, determined by the test-retest
technique, were found to be .69 for the deep approach dimension and .60 for the surface
approach. The lowest 10 and the highest 50 points can be obtained from the deep and
surface sub-dimensions of the scale (Bati, Tetik, & Giirpinar, 2010). The Cronbach Alpha
internal consistency coefficient calculated for this study was determined as .76 for the deep
approach and .74 for the surface approach. The Cronbach Alpha internal consistency
coefficients calculated for all three scales in the current sample are considered to be in the

reliable range (Biiyiikoztiirk, 2007, p. 171; Cohen, Maion, & Morrison, 2007, p. 506).
Data Analyses

Structural equation model was applied to determine the mediating role of self-control-self-
management in the relationships between metacognitive awareness and learning approaches.
SPSS 21 was used to test the assumptions required for the structural equation model and to
perform descriptive analyzes, and the AMOS 22 program was used to test the structural

equation model for the proposed hypotheses.
Findings (Results)

In the analysis process carried out to examine the mediating role of self-control-self-
management in the relationship between metacognitive awareness and learning approaches,
first of all, the correlations between the variables were examined, the arithmetic mean and
standard deviation scores were calculated (Table 1). The relationships among metacognitive
awareness, self-control-self-management and deep and surface learning approaches are

presented in Table 2.
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Table 1. Descriptive Statistics of the Main Variables of the Study

M Ss. Skewness  Std. Hata  Kurtosis Std. Hata
Metacognitive 4,116 ,516 -,184 ,149 -,221 ,298
awareness
Self control- 3,773 ,590 -,447 ,149 -,254 ,298
self
management
Deep learnnig 3,500 ,470 -,059 ,149 -, 122 ,298
Surface 2,568 ,494 ,302 ,149 -,026 ,298
learning

Table 2. Relationships Between the Variables of the Study

Metacognitive Sel control-self Deep Surface
awareness management learnnig learning
Metacognitive awareness 1
Self control-self management ,636*** 1
Deep learnnig LATQ*E* LA36%%* 1
Surface learning -, 324%%* -,395%** -,420%** 1

*4%p<(0.01

According to the results, the wvariable having the highest correlation with
metacognitive awareness 1s the self-control-self-management variable, which is defined as
the mediator variable in the study (r=.64, p<.001). Metacognitive awareness has a significant
positive relationship with deep approach. (r=.47, p<.001), and its relationship with the
surface approach is negative and significant (r=-.32, p<.001). The relationship between self-
control-self-management and dependent variables exhibit similar patterns; a significant
positive relationship is observed with the deep approach (r=.44, p<.001), while a negative
significant relationship is observed with the surface approach (r=-.39, p<.001). Finally, the
relationship between the deep approach and the surface approach is negative and significant

(r=-.43, p<.001).

Structural Equation Model (SEM) was used for testing the model proposed in the
research. For the structural equation model test, generally a sample size in the range of 201-
300 is recommended (Comfrey & Lee, 1992), but considering the complexity of the model

and the number of items, it is desirable to have a minimum of 5 participants for each
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variable (Gorsuch, 1983). Before the confirmatory factor analysis, the basic assumptions of

the structural equation model based on covariance were tested. For this purpose, first of all,
the scale items were examined for extreme values and normal distribution. Since the
skewness coefficients used in the test of normality had values between -1.5 and +1.5, and
the kurtosis coefficients had values between -3 and +3, it was concluded that the data met
the normal distribution assumption (Hopkins and Weeks, 1990). The analyses performed to
determine whether the data contain outliers, missing data, violantion of linearity and
multicollinearity assumptions, show that the data meet the linearity assumption and there is
no multicollinearity problem (tolerance>.1 (.55-.83), VFI <3 ( 1.19-1.79)) (Morgan, Leech,
Gloeckner, & Barrett, 2011). The rate of missing data in the dataset is less than 1%, and the
non-significant Little MCAR test (x> =903,520, df= 980, p>.05) reveals that the missing data
is random. On the other hand, it is seen that the variables in the data set do not have multiple
normality distribution (multi-nonnormality) (cr>5, Bentler, 2005). In cases where the
assumption of multiple normality is not met, bootstrapping is recommended (Byrne, 2010).
In addition, parcellation method is frequently used in cases where the multiple normality
assumption is not met in the literature (Little, Cunningham, Shahar, & Widaman, 2002).
However, parcellation is not recommended in cases where the variable at hand is
multidimensional (Matsunaga, 2008). Although only the items or the parcelling technique
are often used in the literature, there are also examples where both methods are used
simultaneously (Matsunaga, 2008). Therefore, parcelling was used in the one-dimensional
metacognitive awareness variable in this study, and sub-dimensions or all items were used
as indicators of other latent variables. In the analysis, the fit indices x*/df-ratio, CFI, SRMR,
RMR and RMSEA, which are frequently used in the literature in measurement and model
tests, were utilized. In the literature, x*/df-ratio less than 3 (Kline, 2011), CFI value of .90
and above (Bentler, 1990), RMSEA value less than .6 (Hu and Bentler, 1999), and SRMR

less than .08 (Browne and Cudeck, 1993) values are defined as acceptable.

In the first stage of the analysis, the fit statistics (indices of the model) obtained from
DFA during the testing phase of the measurement model showed an acceptable fit. However,
an item belonging to the surface approach variable had a loadings on the latent variable with
a value close to zero. Therefore, this item was excluded from further analysis and the
analysis was repeated. The fit indices of the final model were x*/df= 517.189/293= 1.76;
RMSEA =.054, RMR = 0.041; SRMR = 0.061; CFI is =0.91 indicating that the indexes of
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the model are within the accepted range of values in light of the cut off values mentioned

above (Figure 1).
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Figure 1. Measurement model of research variables

After the measurement model was approved, the structural equation model was
analyzed in order to test the model. For this purpose, the effect of metacognitive awareness
on learning approaches was analyzed in the first step. The fit indices
(x*/sd=540.941/294=1.84; RMSEA = 0.056; RMR= 0.046; SRMR = 0.068; CFI = 0.91)
were acceptable (Figure 2). In this case, the effects of metacognitive awareness on learning
approaches have been confirmed. Metacognitive awareness explains 29% of the variance in

the deep approach and 16% of the variance in the surface approach (Table 2).
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Figure 2. Path analysis of the effects of metacognitive awareness on deep and surface

approach

Table 3. Path Analysis Results for the Effects of Metacognitive Awareness on Deep and

Surface Approach

B S.E. CR.t) p
Metacognitive awareness >  Deep learnnig 542 .067 543 oA
Metacognitive awareness =2  Surface learnnig -.39 .084 -5.27 otk

Finally, in order to determine the mediator role of the self-control-self-management
variable in the relationship between metacognitive awareness and deep and surface learning
approaches, a new model including the self-control-self-management variable was created
and the analysis was repeated. The indices of the model, in which the self-control-seltf-
management variable is added as a mediator variable (x*/sd=540.941/294=1.84; RMSEA =
0.056; RMR= 0.046, SRMR = 0.068; CFI = 0.91), is accepted (Figure 3). When the
parameter values obtained by Bootstrap are examined, it is seen that the direct effects of
metacognitive awareness on both the deep and the surface approach are no longer significant
after the self-control-self-management variable is added to the model, but the indirect effects

on both variables through the self-control-self-management variable are significant ( f = .64,
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95% BCA CI [2.8, 2.56] for the deep approach, f = -.70, 95% BCA CI [-3.097, -.319] for

the surface approach, (Table 4). These results support the second hypothesis of the study,
that the self-control-self-management variable has a mediating effect on both the deep
approach and the surface approach.. According to the final results, metacognitive awareness
explained 67% of the variance in the self-control-self-management variable, while the
metacognitive awareness and self-control-self-management variables together explained

48% of the variance in the deep approach and 39% of the variance in the surface approach.

Table 4: Results of Structural Model Analysis Including Mediator Variable

B S.E. CR. (V) p
Metacognitive awareness =2 Self control-self management .821 .060 12.56 ook
Self control-self management—> Deep learning 785 148 3.80 ook
Metacognitive awareness > Deep learning -112 .103 =718 473
Self control-self management = Surface learning -.854 .249 -4.271 oAk

Metacognitive awareness —> Surface learning 317 193 1.88 060
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surface approach
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Discussion

In this study, the mediating role of self-control-self-management in the relationship between
metacognitive awareness and deep and surface approach was examined and two hypotheses
were tested. First of all, when the relationships between the variables of the research were
examined, it was seen that there was a positive relationship between both metacognitive
awareness, self-control-self-management and deep learning approach, and a negative
relationship between these three variables and surface learning approach. These
relationships between the variables of the study are generally consistent with the theory and
research findings in the literature (Eley, 1992; Karatas, 2017; Paris et al., 1983). In an early
study by Eley (1992) with Australian students, there was a positive relationship between
metacognition and deep approach. In the study conducted by Karatas (2017) with pre-
service teachers from Turkey, it was also found that the levels of knowledge of cognition
and regulation of cognition, which were conceptualized as sub-dimensions of metacognitive
awareness, were related to self-management and self-control sub-dimensions of readiness
for self-directed learning, and metacognitive awareness was a predictor of readiness for
self-directed learning. Biggs' (1988) research supports the relationship between
metacognitive awareness and deep learning with applied research results; the development
of metacognitive awareness through teaching metacognitive study skills support
development of a deep and success-oriented learning approach. On the other hand, studies
testing the relationship between metacognitive awareness and surface learning approach
show that maladaptive metacognition (negative beliefs about one's own cognitive
experiences) supports the surface learning approach (Spada et al., 2006), and there exist
positive relationships between all dimensions of metacognition and surface approach (Spada
& Moneta, 2012) or specifically the dimensions reflecting negative tendencies (negative
beliefs about thoughts about uncontrollability and danger, lack of cognitive confidence, and
beliefs about the need to control thoughts) and surface approach (Spada & Moneta, 2014).
Accordingly, as individuals' negative beliefs about their own cognitive structures increase,
their surface approach tendencies also increase. In a study conducted with middle school
students in Turkey within the scope of mathematics course (Bulut, 2021), a positive
relationship was found between deep learning and strategic learning approaches and
metacognitive awareness levels, but no relationship was found between surface learning
approach and metacognitive awareness levels. In this respect, the results of this research are

consistent with the studies that point out the relationship between learning approaches and
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metacognitive awareness in general, but they are partially inconsistent with the research

results of Bulut (2021). This difference may be due to the different age group examined in
the study.

This study also provides information about other processes involved in the
relationship.Within the scope of the first hypothesis tested in the research, the relationship
between metacognitive awareness and learning approaches was examined and the hypothesis
was confirmed. Accordingly, metacognitive awareness predicted the deep learning approach
positively and the surface learning approach negatively. The second hypothesis of the study
aimed to determine the mediating effect of the self-control-self-management in this
relationship, and this hypothesis was also confirmed. The effect of metacognitive awareness
on deep and surface learning approaches disappeared when the self-control-self-
management variable was included in the analysis in the relationship between metacognitive
awareness and deep and surface learning approaches, and this effect was through the self-
control-self-management variable. The results obtained in the research underline the need
for students to have self-control-self-management skills and to be supported in this direction
in order to reveal the advantages of metacognitive awareness in the process of learning and
achievement. This conclusion also lend further support for the other findings in the
literature. Biirgler, Hoyle, and Hennecke (2021), in their study investigating the importance
of metacognition in self-control conflicts in daily life, revealed that individuals with high
metacognitive level use more strategies to prevent such conflicts. In another study, Wang,
Binning, Del Toro, Quin, and Zepeda (2021) examined the interactions between
metacognition, interest and self-control in a longitudinal study. In the first part of the study,
which spanned four years, it was seen that metacognition and self-control can compensate
for each other's deficiencies, in other words, high scores of one of the metacognition or self-
control variables were sufficient to predict the student's participation in the lesson, while the
second part of the study, which included the data obtained in a shorter period of three weeks,
showed that the positive effect of self control on student participation was only valid for
students with high metacognition scores and self-control was not functional in determining
the level of participation in students with low metacognition scores. Researchers emphasized
that metacognition supports the effects of self-control and that a common component of

'skill and will' is needed for the continuity of student participation.

The mediating effect of self-control-self-management between metacognitive

awareness and deep approach was also valid for surface learning. Determining the mediator
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role of the self-control-self-management variable in this relationship where metacognitive

awareness negatively predicts surface learning may contribute to a better understanding of
the research results on this subject. For example, Spada et al. (2006) determined that there is
a positive relationship between test anxiety and surface learning, and that metacognition
plays a mediating role in this relationship. Within the framework of the results of this
research, it can be concluded that the lack of self-control-self-management may also play a
role in the effect of metacognition on surface learning preference. In addition, Case and
Gunstone's (2002) study revealed that students continue to adopt a knowledge-based
approach even in a program that aims to improve their metacognitive skills in situations that
require self-control and self-management such as existence of time pressure and feeling of
overload, and that these factors create an obstacle to the development of metacognition.
Both studies indicate that in challenging situations such as increased anxiety, time pressure,
and overload, which require the learner to employ self-control-self-management resources,
the lack of this skill increases the probability of application of undesirable academic
behaviours such as surface learning. However, during university education students are
expected to develop an independent personality structure and reach the competence to
manage their personal and professional development. During this period, students are
expected to direct their academic progress while improving their various personal and social
competencies. This puts different demands on students to be proactive and self-disciplined
learners who can control their own learning through self-monitoring and assessment (Ning
& Downing, 2015). In particular, effective use of diversified, complex and individualized
learning environments requires individuals to shape the learning process within the
framework of their own interests and needs, and to adopt and implement a deep learning
approach instead of a surface learning approach. This study suggest that individuals with
high metacognitive awareness who are aware of their own cognitive functioning and features
such as the strengths and weaknesses of the learning process and have the potential to
regulate and control the learning process through appropriate strategies (Duffy et al., 2015),
can only exhibit behaviors reflecting deep learning approach if this process is supported by
self control and self management skills. Self-control-self-management can contribute to the
realization of this expectation by presenting a cyclical and concrete development model that
develops within the framework of self-monitoring, self-evaluation and self-reinforcement
processes. In order for students not to resort nonadaptive academic behaviours such as
surface learning, they should be trained on strategies that can be used in the sub-dimensions

of the self-control-self-management process, and the teaching process should be structured
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in a way that teaches and develops these strategies. More applied research can be

recommended on how to structure the processes for teaching concrete steps that can be
followed in the sub-stages of self-control-self-management and transforming them into a
permanent pattern of thinking and behavior. Another subject of study that can be addressed
in the future is whether the effects of metacognition and self-control-self-management on
learning approaches are more pronounced in students with lower academic resources, such
as low self-efficacy or high anxiety. Self-control-self-management skills may have a
preventive function against the anxiety that increased metacognitive awareness can create in

these students.

In addition, the literature on metacognitive awareness, self-control-self-management,
and learning approaches indicates that there may be a wide variety of variables that may
affect the relationship identified here. For example, emotions seem to be closely intertwined
with key components of students' self-regulated learning, such as interest, motivation,
learning strategies, and internal and external control of regulation. Obtaining a realistic
account of students' self-regulation and academic performance competencies may require
taking their emotions into account (Schutz & Davis, 2000). Various studies have revealed
that metacognition is positively and significantly associated with negative emotions (anxiety
and depression) as well as perceived stress, and metacognition is the regulator of the
relationship between perceived stress and negative emotions (Spada, Nikcevic, Moneta, &
Wells, 2008). In addition, there is a significant positive relationship between positive
academic feelings and perceived self-regulation, and between negative academic feelings
and perceived extrinsic regulation (Pekrun et al., 2002). According to the theory, which
differentiates self-regulation and self-control, self-regulation is associated with positive
emotions, while self-control is associated with more negative emotions (Kehr, Bles, & von
Rosenstiel, 1999). Similarly, academic self-efficacy belief has a positive relationship with
deep learning and a negative relationship with surface learning (Herrmann et al., 2017).
Again, it is seen that the positive relationship between self-worth and deep learning has been
revealed by various studies (Watkins, 2001). The fact that the relationships between the
variables examined in this study and emotion, self-efficacy belief, and self-worth perception
have been revealed by various studies indicates that it may be useful to investigate the role
of these variables in the model examined. Models for examining these relationships can be

tested in future studies.



S.Ozgiingdr, & G, Yildirim / Pamukkale University Journal of Education, 57, 103-130, 2023 123
As a result, this study has contributed to the literature by examining the relationships

between metacognitive awareness, learning approaches (deep and surface) and self-control-
self-management in a holistic model, whose relations with each other and with different
variables have been examined independently before, and empirically determining the
mediating role of self-control-self-control in the relationship of learning approaches and
metacognitive awareness. However, the research should be evaluated within the framework
of some limitations. First of all, as mentioned before, there is no common conceptualization
that everyone can agree on in the literature in terms of concepts such as metacognitive
awareness, self-management, self-control, and self-regulation, and these concepts are often
used in an integrated manner (see Zeidner, Boekaerts, & Pintrich, 2005). For this reason, it
should be considered that the concepts discussed in the study can be conceptualized in
different ways in different studies. This situation creates a partial limitation in the
comparison of the results obtained in the studies. Secondly, because the sample of the
research is open to improvement in terms of both the number and the homogeneous structure
of the study group, it is recommended to test the model with different and larger samples to

increase the generalizability.
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