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ABSTRACT

In this study, it was aimed to examine the metacognitive characteristics and academic procrastination behaviors of
pre-service primary school teachers in terms of various variables and to determine which features of metacognition
have a predictive effect on academic procrastination behavior. Relational survey model was used in the study. The
sample of the study consisted of 1033 pre-service primary school teachers studying in different universities. The
collected data were analyzed using regression analysis. It was concluded that there was a positive, moderate-strong
relationship between the cognitive awareness metacognition characteristic and prospective primary school
teachers' mean academic procrastination behavior scores. The importance ranking of the metacognitive
characteristics of preservice primary teachers on academic procrastination behaviors was determined as cognitive
awareness, cognitive confidence, need for control, uncontrollability and danger, and positive beliefs. It was
concluded that the metacognitive characteristics of pre-service primary school teachers affect their academic
procrastination behaviors, and the metacognitive characteristic of cognitive awareness was found to be an
important predictor in affecting academic procrastination behaviors. Cognitive awareness was found to have an
effect on academic procrastination behavior, and it was predicted that if negative thoughts can be reduced,
academic procrastination behavior can be reduced.

Keywords: Academic procrastination, Metacognition, Pre-service primary school teachers

Ustbilis Ozellikleri ile Akademik Erteleme Arasindaki iliskinin Regresyon Analizi
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Bu arastirmada, sinif 6gretmeni adaylarinin Ustbilis 6zelliklerini ve akademik erteleme davranislarini gesitli
degiskenler agisindan incelemek ve Ustbilisin hangi 6zelliklerinin akademik erteleme davranisi Gzerinde yordayici
etkisi oldugunu belirlemek amaglanmistir. Arastirmada iliskisel tarama modeli kullaniimistir. Arastirmanin
orneklemini farkh Universitelerde egitim goren 1033 sinif 6gretmeni adayl olusturmaktadir. Toplanan veriler
regresyon analizi kullanarak analiz edilmistir. Sinif 6gretmeni adaylarinin biligsel farkindahk Ustbilis 6zelligi ile
akademik erteleme davranis ortalama puanlari arasinda pozitif yonli orta kuvvetli iliski oldugu sonucuna ulagiimistir.
Sinif 6gretmeni adaylarinin Ustbilis 6zelliklerinin akademik erteleme davranislari tizerindeki 6nem siralamasi; biligsel
farkindalik, bilissel giiven, dustinceleri kontrol ihtiyaci, kontrol edilmezlik ve tehlike, olumlu inanglar seklinde tespit
edilmistir. Sinif 6gretmeni adaylarinin Ustbilis 6zelliklerinin akademik erteleme davranisinda bulunmalarinda etki
ettigi sonucuna ulasilarak biligsel farkindalk Ustbilis 6zelligi akademik erteleme davranisi etkilemede 6nemli bir
yordayici olarak bulunmustur. Biligsel farkindaligin akademik erteleme davranisi Gzerinde etkisi oldugu tespit edilmis
ve olumsuz dislinceler azaltilabilirse akademik erteleme davranisinin azalabilecegi 6ngorilmustur.
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1. Introduction

Procrastination is defined as the deliberate act of
postponing actions that need to be completed for various
reasons, even though the person knows it will hinder their
productivity (Lay, 1986; Steel, 2002). Procrastination is
seen as a personality trait, and those who exhibit this
behavior avoid taking responsibility for extending the
desired process and avoiding decision-making behavior
(Milgram & Tenne, 2000). Procrastination can occur in all
areas of our lives, but it is also frequently seen in
individuals' academic lives (Hayat et al., 2020). Academic
procrastination is defined as an individual's attempt to
extend the time required to complete academic
assignments, performance and project assignments, and
exam preparation, either intermittently or continuously,
and experiencing anxiety, stress, and unhappiness at the
end of the process (Akbay & Gizir, 2010; Rothblum et al.,
1986). Academic procrastination causes an increase in
stress levels, a prevailing fear of failure, and increased
anxiety in individuals (Onwuegbuzie, 2000; Tice &
Baumeister, 1997). During this process, the individual uses
their own cognitive structures and acts on whether or not
to procrastinate academically. The concept of
metacognition comes to the fore, and individuals use their
metacognition to decide what to do and when to do it.
Metacognition involves the processes of using one's
ability to plan, monitor, evaluate, and regulate the
learning process while solving problems (Brown, 1987;
Karakelle, 2012; Sternberg & Davidson, 1983). However,
here it establishes a relationship between the newly
learned information and the old information, is affected
by the negative thoughts that arise, and affects the
individual's decision-making mechanisms in a cyclical
manner.

Metacognitive behavior, which has an important
effect in educational life, comes to the fore with the
individual controlling their own process. The use of
metacognition can affect individuals' behaviors by
reflecting on different areas. Planning, which is among the
causes of academic procrastination, and knowing what
can and cannot be done are concepts that can be directly
related to the concept of metacognition. The fact that
procrastination is a cognitive problem may cause the
individual to have irrational thoughts (Bridges & Roig,
1986). Academic procrastination is observed at all levels
of education. Studies conducted with university students
have shown that unrealistic thoughts cause academic
procrastination (Solomon & Rothblum, 1984). The
frequency of academic procrastination behavior causes an
increase in anxiety in individuals, and the persistence of
this behavior causes individuals to lose functionality in
their thought processes. People have certain thoughts
when evaluating events. Students' tendency to engage in
academic procrastination and frequently display
procrastination behavior may stem from their negative
use of metacognition. Carr and Biddlecomb (1994) argued
that students who use metacognitive abilities correctly

have higher academic achievement because they engage
in academic procrastination less frequently.

Based on the above information, researchers
considered it important to examine the relationship
between academic procrastination behavior and
metacognition and to determine which characteristics of
metacognition have a predictive effect on academic
procrastination behavior. At the same time, the sample
group must consist of individuals who may be exposed to
academic procrastination and who are in a position to
influence the academic success of others. In this context,
pre-service primary school teachers, who will prepare
individuals for academic life for the first time, have been
identified as the study group. Furthermore, identifying the
academic procrastination behaviors and metacognitive
levels of pre-service primary school teachers and
examining the relationship between these two
characteristics will enable us to list the measures that can
be taken to train qualified teachers. Thus, primary school
teachers will be able to contribute to the profession.
Furthermore, a review of the relevant literature reveals
that academic procrastination and metacognition have
been studied together (Aksu, 2022; Aydogan & Ozbay,
2012; Celikkaleli & Akbay, 2013; Giilep, 2017; Glirgan &
Gilndogdu, 2019; Vural & Glindiiz, 2019), but no research
has been conducted on pre-service primary school
teachers.

1.1 Academic Procrastination

Academic procrastination refers to behaviors that
create problems in one's academic life, such as delaying
academic responsibilities, waiting until the deadline, or
missing deadlines (Solomon & Rothblum, 1984; Tuckman,
2005). Academic procrastination is a problem related to
individual thoughts. It is related to feelings of inadequacy,
as individuals waste time finding different activities to
engage in instead of focusing on the task at hand and lack
discipline in their work (Fransizka et al., 2007). Celik et al.
(2015) argue that the amount of practical work,
assignments, and exams in the departments where
university students study is effective in the occurrence of
academic procrastination behavior. In their study,
Johnson and Bloom (1995) stated that the reason for
academic procrastination behavior is a lack of
responsibility-taking behavior. Research has found that
individuals may exhibit academic procrastination due to
poor time management and perfectionist behavior (Balkis
et al., 2006; irem et al., 2023).

Academic procrastination avoidance behavior has also
been associated with many reasons, such as anxiety levels
being higher than normal, feeling hopeless, thinking
“what if | fail,” and perfectionism (Cikrik¢i & Erzen, 2016).
Academic procrastination involves not only delaying the
task to be done but also the stress and anxiety
experienced by the individual (Celikkaleli & Akbay, 2013).
Various studies have concluded that individuals who
procrastinate on their academic work tend to make more
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mistakes, and that academic procrastination is related not
only to the academic process but also to the individual's
mood (Balkis & Duru, 2010; Yesil & Sahan, 2012).
Therefore, it is expected that the causes of academic
procrastination behavior will be identified and the
cognitive states that influence it will be revealed.

1.2 Metacognition

Cognition is a process that combines different stages
such as perception, awareness, attention, memory,
thinking, problem solving, and visualization, which are
related to how you think about information and how
much you remember it after understanding it (Hayes,
2011; Karakas, 2017). Metacognition is defined as
individuals' level of awareness about cognitive process
information and their ability to monitor these cognitive
processes effectively, making adjustments based on the
monitoring results to achieve consistency (Flavell, 1979).
The fundamental characteristic of metacognition is to be
aware of the events in our mind and to direct the
functions of the mind in accordance with the goal (Crick,
2000). Using metacognition, individuals manage the
higher-order thinking process by including planning,
monitoring, and evaluation when solving problems
(Sternberg & Davidson, 1983); they evaluate while
thinking about the learning process (Brown, 1987); and
individuals use their ability to regulate while being aware
of their thoughts and evaluating them (Schraw &
Moshman, 1995). Thus, metacognition is a higher-level
structure that manages cognitive systems involving more
complex processes such as problem solving, strategic
thinking, planning, and analysis, and can see these
systems from above as part of the system (Gamma, 2005;
Veenman et al., 2006).

Metacognition is divided into different aspects:
metacognitive regulation and control. Metacognitive
regulation and control are seen as a metacognitive act and
help individuals control their thinking and learning
(Schraw & Moshman, 1995). Thus, individuals facilitate
their cognitive performance and sustain their mental
processes by using regulatory strategies (Nietfeld et al.,
2005). The elements of metacognition developed by
Schraw et al. (2012) are presented in Figure 1:

Metacognition

Figure 1. The Elements of Metacognition (Schraw vd.,
2012)

Since it is known that an individual's different
perceptions will affect their own behavior, a direct
relationship can be established between planning, which
is one of the causes of academic procrastination behavior,
and the sub-dimensions of metacognitive knowledge and
metacognitive regulation, which are elements of
metacognition. In this context, it is considered important
to reveal the relationship between metacognition and
academic procrastination behavior.

1.3 The Purpose of the Research

The purpose of this study is to examine pre-service
primary school teachers' metacognitive characteristics
and academic procrastination behaviors in terms of
various variables and to determine which metacognitive
characteristics have a predictive effect on academic
procrastination behavior. The sub-problems formulated
in line with this purpose are listed as follows:

1- What are the metacognitive characteristics of pre-
service primary school teachers?
a. Do pre-service primary school teachers show
significant differences in their metacognitive
characteristics?
b. Do the mean scores of pre-service primary
school teachers' metacognitive characteristics
show significant differences according to the
gender variable?
c. Do the mean metacognitive characteristics
scores of pre-service primary school teachers differ
significantly according to the variable of the grade
they are studying?
2- What are the academic procrastination behaviors of
pre-service primary school teachers?
a. What is the level of the mean scores of academic
procrastination behaviors of pre-service primary
school teachers?
b. Do the mean scores of academic procrastination
behaviors of pre-service primary school teachers
differ according to the gender variable?
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c. Do the mean scores of pre-service primary
school teachers' academic procrastination
behaviors differ according to the variable of the
grade they are studying?
3- Is there a significant relationship between the
metacognitive characteristics of pre-service primary
school teachers and their academic procrastination
behaviors?
4- Do the metacognitive characteristics of pre-service
primary school teachers significantly predict their
academic procrastination behaviors?

2. Method

2.1 Research Model

This study employed a correlational survey model. The
correlational survey model is defined as a research model
that aims to determine the existence of relationships
between two or more variables and the degree of this
relationship (Fraenkel et al., 1993; Karasar, 2024). In this
research, the responses given by pre-service primary
school teachers to the scales were presented, their
metacognitive characteristics and academic
procrastination behaviors were described, and the
relationship between them was determined and
interpreted.

2.2 Population and Sample

The population of the study consists of pre-service
primary school teachers continuing their education in
different regions of the country. The maximum diversity
sampling method was preferred to determine a sample
representative of this population. The aim was to best
reflect the population through maximum diversity
sampling. In this context, the researchers tried to select a
sample group that would best reflect the teacher
candidates and collected the data in the fall semester of
the 2023-2024 academic year. The research was
conducted face-to-face and online via Google Documents
in order to reduce costs and time and to reach more
participants.

The researchers contacted different universities and
reached 1033 pre-service primary school teachers. It was
considered that the 1033 pre-service primary school
teachers reached, who were studying in different regions
and different grades of the country and residing in
different locations, could reflect the profiles of all pre-
service primary school teachers in the country. This
ensured maximum diversity in sample selection. The
characteristics of the pre-service primary school teachers
included in the study are presented in Table 1.

Table 1. Characteristics of Pre-service Primary School
Teachers Participating in the Study

Characteristics of the Working Group f %
Gender
Female 597 57.8
Male 436 42.2
Total 1033 100.0

Table 1. (Continuation)

Characteristics of the Working Group f %

Grade
1. Grade 280 27.1
2. Grade 267 25.8
3. Grade 210 20.3
4. Grade 276 26.7
Total 1033  100.0

Region
Marmara Region 157 15.2
Aegea Region 127 12.3
Mediterranean Region 121 11.7
Central Anatolia Region 228 22.1
Blacksea Region 164 15.9
Eastern Anatolia Region 114 11.2
Southeastern Anadolu Region 122 11.6
Toplam 1033 100.0

2.3 Data Collection Tools

The data for this study were collected using the
“Personal Information Form,” the “Metacognition Scale-
30,” and the “Aitken Academic Procrastination Scale.”
Information about the data collection tools used is
provided below.

2.3.1 Personal Information Form

Thisis an information form created by researchers that
reflects the demographic characteristics of participants,
including gender, grade level, and university attended.

2.3.2 Metacognition Scale-30

The Metacognition Scale-30 was developed by
Cartwright-Hatton and Wells (1997) and adapted into
Turkish by Tosun and Irak (2008). The scale was designed
to measure individuals' metacognitive characteristics and
provide self-reporting to the individual. The scale consists
of five dimensions and 30 items. The subscales of the scale
express the characteristics of metacognition (MC) and are
“positive beliefs,” “cognitive confidence,”
“uncontrollability and danger,” “cognitive awareness,”
and “need for control.” The scale is prepared in a four-
point Likert-type format. Scores between 30 and 120 can
be obtained on the scale, and an increase in the score
indicates an increase in pathological metacognitive
activity. The reliability coefficient (Cronbach's Alpha) of
the scale is 0,86. In this study, reliability calculations were
performed on the Metacognitive Scale-30 administered to
pre-service primary school teachers, and the scale was
found to be reliable. The results are presented in Table 2.

Table 2. Metacognition Scale-30 Reliability Calculation
Metacognitive Cronbach’s

Characteristics (MC) Items Alfa Reliability
Positive Beliefs 5 0.72 H|ghly
Reliable
" ) Highly
Cognitive Confidence 7 0.77 Reliable
Uncontrollability and 6 0.78 nghly
Danger Reliable
» Highly
Cognitive Awareness 6 0.65 Reliable
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Table 2. (Continuation)

Table 4. Result of Kolmogorov-Simirnov? Normality Test

Metacognitive ltems Cronbach’s Reliability*
Characteristics (MC) Alfa ¥
Need for Control 5 0.67 ng_hly
Reliable
Metacognition (The Extremely
Whole Scale) 30 0.85 Reliable

* Blylkoztirk vd., 2024

2.3.3 Aitken Academic Procrastination Scale

The Aitken Academic Procrastination Scale was
developed by Aitken (1982) and adapted into Turkish by
Balkis (2006). The scale aims to measure students'
academic procrastination. The scale adapted into Turkish
is unidimensional and consists of 16 items. The scale is
structured as a five-point Likert-type scale, and the scores
obtained from the scale range from 16 to 80. Individuals
who score high on the scale are interpreted as having a
tendency toward academic procrastination and exhibiting
this behavior. The reliability coefficient (Cronbach's
Alpha) of the scale is 0.82. In this study, reliability
calculations were performed on the Aitken Academic
Procrastination Scale applied to pre-service primary
school teachers, and the scale was found to be reliable.
The results are presented in Table 3.

Table 3. Reliability Calculation for the Aitken Academic
Procrastination Scale

Cronbach’s

Dimensions Items Alfa Reliability

Aitken Academic Extremely
1 .

Procrastination Scale 6 0.83 Reliable

*Blyukozturk vd., 2024

The ethical process in the study is as follows:

o Sivas Cumhuriyet University Rectorate Education
Sciences Research Proposal Ethical Evaluation Board
ethical committee approval obtained (Date:
09/25/2023, Number: E-50704946-100-338055)

. Informed consent was obtained from the
participants.

2.3 Data Analysis

The data collected in the study were analyzed using
the SPSS software package. Before proceeding to the
analysis of the research questions, the normality of the
distribution of the obtained data was examined.
Kolmogorov-Smirnov and Shapiro-Wilk tests were
performed to assess the normality of the data sets. Since
the number of data points in this study was 1033, the
Kolmogorov-Simirnov® test results and skewness and
kurtosis values were examined. The results of the
Kolmogorov-Simirnov®  Normality Test for the
subdimensions of the Aitken Academic Procrastination
Scale and the Metacognition-30 Scale administered to
pre-service primary school teachers are presented in
Table 4.

Scales Statistic Sig. Skewness  Kurtosis
Positive 073 200% 157 -598
Beliefs
Cognitive 061  .200% 284 -518
o Confidence
(:'J Uncontrolla
'S bility and .070 .200* -.006 -.503
‘2 Danger
S Cognitive
= .063 .200* -.393 .007
a Awareness
Q
& Need for 095 200+  -.081 -351
% Control
Metacognit
ion (The "
Whole .047 .200 -.298 .632
Scale)
Academic 089 200+  -.013 -537

Procrastination

Table 4 shows that the Kolmogorov-Simirnov?
normality analysis yielded a “significant” value greater
than 0.05, with skewness and kurtosis coefficients ranging
between +1 and -1. These results indicate that the data
follow a normal distribution. Based on these results, it was
decided to use parametric measurements in data analysis.

The responses of pre-service primary school teachers
to the data collection tools were analyzed using arithmetic
mean, independent groups t-test, one-way ANOVA,
Pearson correlation coefficient, and regression analysis.
Cohen's d and Cohen's f formulas were used to calculate
the effect size. According to Cohen's d, an effect size
between 0.2 and 0.5 is considered small; between 0.5 and
0.8 is considered medium; and greater than 0.8 is
considered large. For Cohen's f, an effect size between
0.24 and 1 was considered small, between 0.25 and 0.39
was considered moderate, and greater than 0.40 was
considered large. The Pearson correlation coefficient (r)
ranges from -1 to +1, indicating a positive relationship as
it approaches +1, a negative relationship as it approaches
-1, and a neutral relationship as it approaches 0. The Sig.
(2-tailed) value indicates a significant relationship.
Furthermore, if |r|<0.30, the relationship is interpreted as
weak; if 0.30<|r|<0.70, the relationship is interpreted as
moderate; and if |r|>0.70, the relationship is interpreted
as strong (Buylkoztirk et al., 2012). Findings related to
the sub-problems of the research are presented to the
reader with the help of graphs and tables.

3. Results

This study examined pre-service primary school
teachers' metacognitive characteristics and academic
procrastination behaviors in terms of various variables. It
aimed to determine which metacognitive characteristics
have a predictive effect on academic procrastination
behavior. This section lists the findings related to the sub-
objectives established in line with the research objective.
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3.1 Results of Regarding the Metacognitive
Characteristics of Pre-service Primary School Teachers

The responses of pre-service primary school teachers
to the items on the Metacognition-30 scale were
analyzed, and their mean scores for metacognitive
characteristics (MC) were calculated and presented in
Table 5.

Table 5. Mean Scores for Metacognitive Characteristics of
Pre-service Primary School Teachers

MC N X Min.  Max.  Std.

Positive Beliefs 1033 11.26 5.00  20.00  3.46
Cognitive 1033 13.09 600 2400 4.16
Confidence

Uncontrollability 1535 1610 700 2800 467
and Danger

Cognitive 1033 13.66 500 20.00 3.26
Awareness

Need for Control 1033 14.73 6.00 24.00 3.75
Metacognition

(The Whole 1033 70.87 30.00 120.00 13.16
Scale)

Table 5 shows the mean scores for metacognitive
characteristics among pre-service primary school teachers
and the overall mean metacognitive scores obtained from
the scale. Looking at the metacognitive characteristics of
pre-service primary school teachers, it was seen that the
metacognitive characteristic of “uncontrollability and
danger” had the highest mean score (18.10), while the
metacognitive characteristic of “positive beliefs” had the
lowest mean score (11.26). The mean metacognitive
score of prospective pre-service primary school teachers
for the entire scale was found to be 70.87. Considering
that the possible range on the scale is 30-120, it can be
interpreted that prospective pre-service primary school
teachers have a metacognitive score below the mean
((30+120)/2=75.00). The mean scores of pre-service
primary school teachers' metacognitive characteristics
were calculated to determine whether they differed
significantly. The scores were analyzed using ANOVA to
examine differences between groups and within groups,
as presented in Table 6.

Table 6. Comparison of Metacognitive Characteristics
Mean Scores

- Significant
Mc X F Difference
1- Positive Beliefs 11.26 2-3-4-5
2- Cognitive
Confidence 13.09 1-3-45
3- Uncontrollability 18.10 1-2-4-5
and Danger 435.32 .000
4- Cognitive 13.66 1-2-3.5
Awareness
5- Need for Control 14.73 1-2-3-4

F(4,1029)=435,322; p=0,000; = 0,25

Table 6 shows that there is a significant difference in
the mean scores of metacognitive characteristics among
pre-service primary school teachers (p<0.05). The Tukey
test revealed that the significant difference in mean
scores was present across all metacognitive
characteristics. The effect size of the difference between
the mean scores was calculated as 0.58, which is greater
than 0.40 < Cohen's f and therefore considered a large
effect. Based on these data, it was interpreted that the
mean scores of metacognitive characteristics of pre-
service primary school teachers differed significantly with
a large effect.

The mean scores of pre-service primary school
teachers' metacognitive characteristics were compared
using an independent groups t-test to determine whether
they differed according to the gender variable, and the
results are presented in Table 7.

Table 7. Comparison of Metacognitive Characteristics
Mean Scores Using the Independent Groups t-test

MC N X Std. t p
. . F 597 11.18 3.55
Positive Beliefs M 436 11.37 333 -.890 374
Cognitive F 597 1276 4.28 002
. -3.002
Confidence M 436 13.55  3.96 *
Uncontrollability F 597 1851 4.97 3.379 .001
and Danger M 436 17.54 418 *
iti F 597 13.83 3.37
Cognitive 1.932 057
Awareness M 436 13.44 3.09
F 597 14.66 3.92
Need for Control -.687 .500
436 14.82 3.50
iti F 597 7096 14.19
Metacognition 271 703
(The Whole Scale) M 436 70.74  11.62

*$(1031)=-3,002; p=0,002; 4?=0,09
*t(1031)=3.379; p=0,001; 1{2=0,01

Table 7 shows that the mean metacognitive scores of
female and male pre-service primary school teachers are
almost equal and that the difference between the mean
scores is not statistically significant (p>0.05). Similarly, it
was found that the difference in the mean scores of pre-
service primary school teachers' metacognitive
characteristics, such as “positive beliefs,” “cognitive
awareness,” and “need to control thoughts,” was not
significant according to the gender variable (p>0.05). It
was calculated that male pre-service primary school
teachers had higher mean scores (X= 13.55) for the
metacognitive characteristic “cognitive confidence” than
female pre-service primary school teachers (X=12.76) and
that this difference was statistically significant (p<0.05).
The effect size of the difference between the mean scores
was calculated as 0.20, and since this value is 0.2<Cohen's
d<0.5, it was determined to be a small effect. However, it
was calculated that the mean scores of female pre-service
primary school teachers for the metacognitive
characteristic of “uncontrollability and danger” (X= 18.51)
were higher than those of male pre-service primary school
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teachers (X= 17.54) and that this difference was
statistically significant (p<0.05). The effect size of the
difference between the mean scores was calculated as
0.21, and since this value is 0.2 < Cohen's d < 0.5, it was
determined to be a small effect. Based on these data, it
was determined that male pre-service primary school
teachers' mean scores for the metacognitive
characteristic of “cognitive confidence” were significantly
higher than those of female pre-service primary school
teachers with a small effect; however, the mean scores for
the metacognitive characteristic of “uncontrollability and
danger” were significantly higher for female pre-service
primary school teachers than for male pre-service primary
school teachers with a small effect.

The mean scores of pre-service primary school
teachers' metacognitive characteristics were calculated to
determine whether they differed significantly according
to the grade variable, and the differences between the
scores were analyzed using the ANOVA test and presented
in Table 8.

Table 8. Comparison of Metacognitive Characteristic
Mean Scores According to Grade Variable

MC N X F p
1. 280 11.29
- . 2. 267 11.15
Positive Beliefs 3 210 11.16 .333 .802
4, 276 11.42
1. 280 13.27
Cognitive 2. 267 13.28
2.2 .07
Confidence 3. 210 13.35 %6 076
4, 276 12.53
1. 280 17.73
ili 2. 267 18.44
Uncontrollability 1061 365
and Danger 3. 210 18.09
4. 276 18.14
1. 280 13.55
Cognitive 2. 267 13.78
Awareness 3. 210 13.40 1.056 367
4, 276 13.87
1 280 1457
2. 267 15.04
Need for Control 1.255 .288
3. 210 1488
4. 276 14.48
1. 280 70.43
Metacognition 2. 267 7171
(The Whole Scale) 3. 210 70.89 554 645
4. 276 70.47

Table 8 shows that the mean scores of pre-service
primary school teachers on metacognitive characteristics
and the mean score obtained from the entire scale do not
show a significant difference according to the variable of
the grade they teach (p>0.05). Based on these data, it is
interpreted that the mean scores of pre-service primary
school teachers on metacognitive characteristics do not
differ significantly according to the grade level they teach.

3.2 Results of Academic Procrastination Behaviors
Among Pre-service Primary School Teachers

The responses of pre-service primary school teachers
to the items on the Aitken Academic Procrastination
Behavior Scale were analyzed, and their mean academic
procrastination behavior scores were calculated and
presented in Table 9.

Table 9. Mean Scores for Academic Procrastination
Behavior of Pre-service Primary School Teachers

N X Min. Max. Std.

Academic
Procrastination
Behavior (APB)

1033 54.47 16.00 80.00 11.06

Table 9 shows the mean scores for academic
procrastination behavior among pre-service primary
school teachers. The mean score for academic
procrastination behavior among pre-service primary
school teachers was found to be 54,47. Considering that
this mean score falls within the 16-80 range of the scale,
it can be interpreted that pre-service primary school
teachers have academic procrastination behavior above
the mean value ((16+80)/2=48.00).

The mean scores of pre-service primary school
teachers’ academic procrastination behavior were
compared using an independent groups t-test to
determine whether they differed according to the gender
variable, and the results are presented in Table 10.

Table 10. Comparison of Academic Procrastination
Behavior Mean Scores Using the Independent Groups t-
test

APB N X Std. t p
M 597 55.87 11.26

4,806 .000
F 436 52.55 10.51

“t(1031)=-4,806; p=0,000; 2=0,02

Table 10 shows that the mean academic
procrastination scores of female pre-service primary
school teachers (X= 55.87) were higher than those of male
pre-service primary school teachers (X= 52.55), and this
difference was statistically significant (p<0.05). The effect
size of the difference between the mean scores was
calculated as 0.30, and since this value is 0.2< Cohen’s d
<0.5, it was determined to be a small effect. Based on
these data, it was interpreted that the mean scores of
female pre-service primary school teachers for academic
procrastination behavior are significantly higher than
those of male pre-service primary school teachers with a
small effect.

The mean scores of pre-service primary school
teachers' academic procrastination behavior were
analyzed using an ANOVA test to determine whether they
differed significantly according to the grade variable and
are presented in Table 11.
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Table 11. Comparison of Academic Procrastination
Behavior Mean Scores According to Grade Variable

APB N X F p
1. Grade 280 54.78

2. Grade 267 53.92

3. Grade 210 53.52 1.444 228
4. Grade 276 55.39

F(4,1029)=1.444; p=0.228

Table 11 shows that the mean scores for academic
procrastination behavior among pre-service primary
school teachers were calculated, and no significant
difference was found based on the variable of the grade
level they were studying (p>0.05). Based on these data, it
was interpreted that the mean scores for academic
procrastination behavior among pre-service primary
school teachers did not differ significantly according to the
variable of the grade level they were studying.

3.3 Results of Regarding the Relationship Between
Metacognitive Characteristics and Academic
Procrastination Behaviors Among Pre-service Primary
School Teachers

The relationship between the metacognitive
characteristics mean scores of pre-service primary school
teachers and their academic procrastination behavior
mean scores has been established. To reveal this
relationship, a correlation analysis was conducted, and
the results are presented in Table 12 based on the
“Pearson Correlation Coefficient.”

Table 12. Correlation Values Between Metacognitive

Characteristics Mean Scores and Academic
Procrastination Behavior Mean Scores
MC APB
Pearson Correlation .015
Positive Beliefs Sig. (2-tailed) .623
N 1033
Cognitive Pearson Correlation -.283™
Coifi e Sig. (2-tailed) .000
N 1033
Pearson Correlation .044
Uncontrollability . .
and Danger Sig. (2-tailed) .162
N 1033
Cognitive Pearson Correlation .348™
Awireness Sig. (2-tailed) .000
N 1033
Pearson Correlation .001
Need for Control Sig. (2-tailed) .976
N 1033
Pearson Correlation .017
Metacognition (The . .
. (2- .
Whole Scale) Sig. (2-tailed) 596
N 1033

Table 12 shows that no significant relationship was
found between the total mean metacognitive scores and
the mean academic procrastination behavior scores of
pre-service primary school teachers (p>0.01). However,
when examining metacognitive characteristics, a weakly
negative correlation (|r|<0.30) was calculated between
the mean scores of pre-service primary school teachers'
cognitive confidence metacognitive characteristics and
their mean scores on academic procrastination behavior,
and this correlation was found to be significant (p<0.01).
This result indicates an inverse relationship between
cognitive self-confidence metacognitive behavior and
academic procrastination behavior among pre-service
primary school teachers. It can be interpreted that the low
mean scores of pre-service primary school teachers on
cognitive self-confidence metacognitive characteristics
may cause an increase in the mean scores of academic
procrastination behavior, or the high mean scores on
cognitive self-confidence metacognitive characteristics
may cause a decrease in the mean scores of academic
procrastination behavior. Therefore, maintaining higher
mean scores in cognitive self-confidence metacognitive
characteristics among pre-service primary school teachers

may help them further reduce their academic
procrastination behavior.
A moderately strong  positive  correlation

(0.30<|r|<0.70) was calculated between the mean scores
of cognitive awareness metacognitive characteristics and
the mean scores of academic procrastination behavior
among pre-service primary school teachers, and this
correlation was found to be significant (p<0.01). This
result indicates a linear relationship between cognitive
awareness metacognitive characteristics and academic
procrastination behavior among pre-service primary
school teachers. It can be interpreted that the high or low
mean scores of pre-service primary school teachers on
cognitive awareness metacognitive characteristics may be
related to the high or low average scores on academic
procrastination behavior. Therefore, keeping the
cognitive awareness metacognitive characteristics of pre-
service primary school teachers lower may help them
further reduce their academic procrastination behavior.

3.4 Results of The Predictive Effect of Metacognitive
Characteristics of Pre-service Primary School Teachers on
Their Academic Procrastination Behavior

A multiple regression analysis was conducted to
examine whether the mean scores obtained from the
metacognitive characteristics of pre-service primary
school teachers influence academic procrastination
behaviors. Prior to conducting this analysis, the
assumptions of multiple regression analysis were
checked. Since the sample size in the study was 1033, this
sample size was considered sufficient for multiple
regression analysis. The existence of a linear relationship
between the dependent and independent variables was
checked, and a linear relationship was found for all
independent variables (r<0.30; p<0.05). The assumption
of no multicollinearity among the predictor variables was
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checked, and no multicollinearity was found (r<0.70).
Multicollinearity among the dependent and predictor
variables was checked, Mahalanobis and Cook distances
were calculated, and outliers for the variables were
checked. Three data points exceeding the Mahalanobis
distance value were excluded from the regression
analysis, and the outlier analysis showed that the
minimum and maximum values of the estimated errors
(3.14/2.80) were less than 3.3; The Mahalanobis distance
value was calculated as 19.95, which is less than 20.52,
and the Cook distance value was calculated as 0.24, which
is less than 1. In the multicollinearity analysis, the
independence of the estimated errors was calculated as
1.958 (1<D-W<3), and the estimated errors were found to
be independent and within acceptable limits for the
regression coefficients. For each predictor, the tolerance
value (1-R2>0.10), variance inflation factor (VIF<10), and
condition indices (Cl<30) were calculated, and it was
observed that there was no multicollinearity among the
predictors. A distribution graph was plotted for the
distribution assumption of the prediction errors, and the
normality of the prediction errors was calculated. The
analysis revealed that the relationship between the
prediction errors and the predicted scores of the
predicted variable was linear and that the distribution of
prediction errors was normal (p>0.05). As a result of these
assumption checks, it was determined that all
assumptions were met, and multiple regression analysis
was performed.

The results of the multiple regression analysis
conducted to examine whether the mean scores obtained
from the metacognitive characteristics of pre-service
primary school teachers affect their academic
procrastination behaviors are presented in Table 13.

Table 13. Regression Model and ANOVA Results

Sum of
R? F
Squares P
Regression 26307.754
Residual 98795.497 459 .210 54,535 .000
Total 125103.251

F(5, 1024)=54,535; p=0.05

Table 13 shows that the relationship between the
predictor variables and the predicted variable was
calculated as 0.459 and was determined to be moderate
since 0.30<|R|<0.70. The metacognitive characteristics
scores of pre-service primary school teachers explain 21%
of the variance in the academic procrastination behavior
scores of pre-service primary school teachers. When the
analysis results are examined, it is determined that the
model established regarding the prediction of the mean
scores of academic procrastination behaviors by the mean
scores obtained from the metacognitive characteristics of
pre-service primary school teachers is significant (p<0.05).
The relative order of importance of all predictors based on
the regression coefficient (B) and the multiple regression
model created are presented in Table 14.

Tablo 14. Multiple Regression Model

Variable Coeff. Std. B t p
Constant 49?"20 1.720 - 28:9 .000
Positive Beliefs -.078 .096 -.024 -814 416
Cognitive -
Confidence -.724 .082 -.273 3.820 .000

Uncontrollabilit

.059 .082 .025 718 473
y and Danger

Cognitive 1343 113 395 ¥ 000
Awareness 5
Need for -
o ~258 107 -088 .. 016

According to the standardized regression coefficient
(B) in Table 13, the relative order of importance of the
predictor variables on academic procrastination behavior
is as follows: Cognitive Awareness, Cognitive Confidence,
Need for Control, Uncontrollability and Danger, Positive
Beliefs. Based on the analysis results, the regression
equation predicting Academic Procrastination Behavior is
constructed as follows:

YAcademic Procrastination Behavior = 49,203 + (1,343)XCognitive

Awareness — (O,724)XCognitive Confidence — (0,258)XNeed for Control +
(0,059)XUncontrollability and Danger — (0,078)XPositive Beliefs

4, Discussion

The study examined the relationship between pre-
service primary school teachers' academic procrastination
behaviors and their metacognitive characteristics. In this
section, the results obtained from the sub-problems
created within the context of the research problem are
discussed.

4.1 Discussion Regarding the Metacognitive
Characteristics of Pre-service Primary School Teachers
The study revealed that pre-service primary school
teachers had low levels of negative metacognition. A
score above the mean on the metacognitions scale
indicates that the individual is unable to control their
negative thoughts, has weak problem-solving skills, and
believes they will be punished, while a low score on the
scale indicates that the individual has high confidence in
their memory and attention skills (Tosun & Irak, 2008). In
his study, Yilmaz (2023) found that psychologically
distressed individuals have high negative metacognition
and that this process increases the individual's anxiety.
When the studies in the literature are examined, it is seen
that no studies have been conducted on the mean
metacognition scores of pre-service primary school
teachers and that studies have been conducted with
different sample groups. Reviewing the findings of studies
in the literature, it can be interpreted that increased
metacognitive use contributes to the individual's
problem-solving skills. In his study with university
students, Kaysi (2013) concluded that students who use

9
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computers have lower negative metacognition than those
who do not use computers and may have more developed
problem-solving skills. Tuzcuoglu (2014) found that
students who participated in licensed sports had higher
negative metacognition than students who did not
participate in sports and evaluated the reason for this as
the fact that making decisions individually and as a team
developed their cognitive thinking skills.

When examining the metacognitive characteristics of
pre-service primary school teachers, they were found to
have the highest uncontrollability and threat (18.10) and
the lowest positive beliefs (11.26) metacognitive
characteristics. High levels of uncontrollability and danger
metacognitive characteristics indicate beliefs that anxiety
cannot be controlled and that if anxiety is not stopped, it
will harm the individual. Uncontrollability and danger
involve controlling one's anxiety while performing tasks.
High levels of uncontrollability and danger stem from the
individual's inability to control their anxiety, and excessive
anxiety can lead to feelings of failure (Tosun & Irak, 2008).
The high levels of uncontrollability and danger
metacognitive characteristics of pre-service primary
school teachers may be due to their excessive anxiety. In
his study with university students, Aksu (2022) concluded
that high levels of uncontrollability and danger
metacognition may stem from individuals' low beliefs in
their problem-solving abilities. Okgu and Kahyaoglu (2007)
reached the conclusion that primary school teachers had
low levels of uncontrollability and danger metacognition,
while Ozsoy and Giinindi (2011) reached the same
conclusion in their study with preservice preschool
teachers. It can be interpreted that the reason for the
change in the uncontrollability and danger metacognitive
characteristics in the studies may be due to changes in the
age and cultural elements of the sample group and
changes in the working conditions. Low positive belief
metacognitive characteristics are undesirable. Positive
belief metacognitive characteristics help with problem
solving and planning (Tosun & Irak, 2008). The reason for
the low positive belief metacognitive characteristics of
pre-service primary school teachers may be due to their
lack of confidence in their problem-solving abilities and
their anxiety about the future. Ornek (2023) found in their
study that individuals aged 18-25 had lower positive
beliefs than individuals in other age groups and that
positive beliefs increased with age. Aksu (2022) concluded
in his study with university students that worrying
negatively affects planning and problem-solving skills,
leading to low positive beliefs. Karabacak (2021)
determined that young people playing in professional
leagues have low positive beliefs and that the reason for
this is that they cannot control their worries. Based on the
results of the studies, it can be concluded that young
individuals have a low perception of positive beliefs.

The study revealed that the difference between the
average metacognitive mean scores of female and male
pre-service primary school teachers was not statistically
significant. This finding is consistent with the research
results of Balci (2007) and Akdag (2004), who found that
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metacognition does not vary according to gender among
pre-service teachers. However, Demir and Ozmen (2011)
and Gulep (2017) concluded in their studies that
metacognition differs according to gender. The reason for
the differing results of the studies may be due to the
sample group studied, age, culture, and the fact that the
study was limited to students from one or a few faculties
in one province. However, the study found that male pre-
service primary school teachers' cognitive confidence
metacognitive  characteristics mean scores were
significantly higher than those of female pre-service
primary school teachers, with a small effect size. Another
finding of the study was that female pre-service primary
school teachers' mean scores on the metacognitive
characteristics of uncontrollability and danger were
significantly higher than those of male pre-service primary
school teachers, with a small effect size. This finding may
be due to female pre-service primary school teachers'
lower ability to control their negative thoughts and their
higher perception of danger compared to male pre-
service primary school teachers. In their study, Asher and
Aderka (2018) commented that women's uncontrollability
and danger metacognitive characteristics are higher than
men's and that this situation may be due to the difficulty
individuals experience in expressing themselves in society.
In addition, it was revealed that the mean scores of pre-
service primary school teachers' metacognitive
characteristics did not differ significantly according to the
variable of the grade they taught. When the relevant
studies were examined, it was seen that there was no
differentiation in the different characteristics of
metacognition according to grade level (Demir & Ozmen,
2011; Nazik et al., 2014). In his research, Aksu (2022)
found that the metacognitive characteristics of “need to
control” and “cognitive awareness” were higher in
second-year university students than in first-, third-, and
fourth-year students. Unlike other studies, this research
worked with a single group of pre-service teachers, which
may explain why the mean metacognitive trait scores did
not differ according to the variable of the grade they were
studying.

4.2 Discussion Regarding the Academic Procrastination
Behaviors of Pre-service Primary School Teachers

The study revealed that pre-service primary school
teachers exhibit academic procrastination behavior. A
high tendency toward academic procrastination leads to
poor performance, unpreparedness for work, and
incomplete implementation (Balkis, 2006). A review of the
literature shows that no studies have been conducted
with pre-service primary school teachers, but studies have
been conducted with pre-service subject teachers,
academics, high school and university students. Studies
investigating the factors that increase academic
procrastination behavior have found that pre-service
social studies teacher' academic procrastination tendency
may increase irresponsible behavior (Bulut & Ocak, 2017),
reduce pre-service teachers' perception of success (Demir
& Kosterlioglu); increase the tendency of academics to
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procrastinate academically and increase their tendency
toward depression (irem, 2021); trigger fear of failure in
university students (Ozer & Altun, 2011); and may cause
low self-esteem in high school and university students
(Gakici, 2003) and low self-efficacy perception in high
school students (Aydogan & Ozbay, 2012). Therefore, it
can be interpreted that high academic procrastination
behavior may negatively affect pre-service primary school
teachers in many ways.

The study revealed that female pre-service primary
school teachers had significantly higher mean scores for
academic procrastination than male pre-service primary
school teachers, with a small effect size. Various studies
support this finding (Aksu, 2022; Seker & Saygi, 2013;
Washington, 2004). However, contrary to this, the
relevant literature contains results showing that male
students engage in more academic procrastination
behavior than female students (Celikkaleli & Akbay, 2013;
Gilep, 2017; Vural & Glindlz, 2019; Zakeri et al., 2013). In
this study, the reason why female pre-service primary
school teachers exhibit more academic procrastination
behavior than male pre-service primary school teachers
may be due to the responsibilities imposed on women by
society, the possibility of experiencing difficulties in
finding employment after graduation, and thoughts about
being punished for not fulfilling their responsibilities. In
her study with university students, Balkis (2006)
concluded that male students exhibited less academic
procrastination than female students due to the
prevalence of social role theory in society. According to
social role theory, while men behave more independently
and autonomously and can achieve high success, women
tend to procrastinate on their course responsibilities
because they take on more emotional roles and service
duties. Tangiz (2020) concluded that female university
students engage in academic procrastination due to their
anxiety about the future, their responsibilities towards
their families, and the fear of punishment if they fail to
complete their assigned tasks.

In the study, the mean scores of pre-service primary
school teachers' academic procrastination behavior did
not differ significantly according to the variable of the
grade they taught. Some studies conducted with pre-
service teachers (Cosar & Gedik, 2019; Kara & Yildiran,
2020) found that there was no difference in academic
procrastination behavior among pre-service teachers
according to their grade level. However, Aksu (2022)
found that first-year university students, and Kandemir
(2014) found that fourth-year university students,
exhibited higher levels of academic procrastination
behavior than students in other grades. The reason for the
lack of similarity between the studies may be due to the
differences in the fields of study of the groups involved in
the studies. In this study, no difference in academic
procrastination was observed at the grade level, as the
sample group consisted of pre-service primary school
teachers and the expected responsibilities of the students
were the same.

4.3 Discussion Regarding the Relationship Between
Metacognitive Characteristics and Academic
Procrastination Behaviors Among Pre-service Primary
School Teachers

The study revealed that there was no significant
relationship between pre-service primary school teachers'
metacognitive mean scores and their academic
procrastination behavior mean scores. Gilep (2017)
found no relationship between academic procrastination
behavior and metacognition in his study with high school
students. However, different research results have found
a highly significant negative correlation between
academic procrastination behavior and metacognition,
indicating that individuals with metacognitive skills exhibit
less academic procrastination behavior (Aksu, 2022;
Bedel, 2017; Glrgan & Glindogdu, 2019). However, when
examining the metacognitive characteristics of pre-
service primary school teachers, a weakly strong negative
relationship was found between the cognitive confidence
metacognitive characteristic and the mean scores of
academic procrastination behavior. This result reflects an
inverse relationship between the cognitive confidence
metacognitive characteristic and academic
procrastination behavior. A decrease in the cognitive
confidence metacognitive characteristic of pre-service
primary school teachers will lead to an increase in
academic procrastination behavior, while an increase in
the cognitive confidence metacognitive characteristic will
lead to a decrease in academic procrastination behavior.
Aksu (2022) supports this finding by concluding in his
study that there is a negative relationship between the
cognitive confidence metacognitive characteristic and
academic procrastination.

In addition, a moderately strong positive relationship
was observed between pre-service primary school
teachers' cognitive awareness metacognitive
characteristics and their mean scores for academic
procrastination behavior. This reflects a linear relationship
between cognitive awareness metacognitive
characteristics and academic procrastination behavior. An
increase in pre-service primary school teachers' cognitive
awareness metacognitive characteristics will lead to an
increase in their academic procrastination behaviors; a
decrease in cognitive awareness metacognitive
characteristics will lead to a decrease in their academic
procrastination behaviors. Degirmenci et al. (2021) and
Spada et al. (2014) concluded that the metacognitive
awareness feature positively affects procrastination
behavior, while Vural & Giindiiz (2019) and Bedel (2017)
concluded that the metacognitive awareness feature
negatively affects academic procrastination. The fact that
the sample characteristics of these findings in the
literature differ from those in this study may be
considered a reason for the difference in results. A high
level of cognitive awareness may cause the individual to
constantly struggle with their thoughts, leading to an
increase in perfectionist behaviors and anxiety levels
(Tosun & Irak, 2008). Studies that concluded that
perfectionist behaviors are effective in academic
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procrastination behavior and that reducing perfectionism
may also reduce the level of cognitive awareness
(Kandemir, 2014; Ozer & Altun, 2011) suggest that
reducing the metacognitive awareness characteristic of
cognitive awareness is necessary to reduce academic
procrastination behavior among pre-service primary
school teachers.

4.4 Discussion The Predictive Effect of Metacognitive
Characteristics of Pre-service Primary School Teachers on
Their Academic Procrastination Behavior

The order of importance of pre-service primary school
teachers' metacognitive characteristics on academic
procrastination behavior was determined to be: cognitive
awareness, cognitive confidence, need for control,
uncontrollability and danger, and positive beliefs. It was
observed that the metacognitive characteristics of pre-
service primary school teachers influenced their academic
procrastination behavior; cognitive awareness was found
to be significant in influencing academic procrastination
behavior. High cognitive awareness, which affects an
individual's age, indicates that they engage in thinking
(Tosun & Irak, 2008). Degirmenci et al. (2021), in their
study investigating the relationship  between
procrastination behavior and metacognition, concluded
that individuals with high levels of cognitive awareness
also had high levels of anxiety, which led to an increase in
procrastination behavior. Giilep (2017) found that an
increase in submissive behavior increases cognitive
awareness and that high school students may
procrastinate academically because of this. Safari (2022)
suggested that cognitive awareness is effective in
academic procrastination behavior and that
metacognitive beliefs should be changed to reduce
academic procrastination. Bedel (2017) and Wong (2012)
stated that cognitive awareness is an important predictor
of procrastination tendency. They suggested that if
positive thoughts replace negative thoughts in cognitive
awareness, academic procrastination behavior will
decrease. Reviewing the studies, it can be interpreted that
cognitive awareness has an effect on academic
procrastination behavior and that if negative thoughts can
be reduced, academic procrastination behavior may
decrease.

5. Conclusions and Recommendations

This study concluded that pre-service primary school
teachers exhibit low levels of negative metacognition and
academic procrastination behavior. It was found that
female pre-service primary school teachers exhibit higher
levels of academic procrastination behavior than males. A
moderately strong positive correlation was found
between pre-service primary school teachers' cognitive
awareness metacognitive trait and their mean academic
procrastination behavior scores. Pre-service primary
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school teachers' metacognitive trait scores explained 21%
of the variance in their academic procrastination behavior
scores. The order of importance of pre-service primary
school teachers' metacognitive traits on their academic
procrastination behavior was as follows: cognitive
awareness, cognitive confidence, need for control,
uncontrollability and danger, and positive beliefs. The
study concluded that pre-service primary school teachers'
metacognitive characteristics influence their academic
procrastination behavior and that cognitive awareness is
an important metacognitive characteristic affecting
academic procrastination behavior.

Various recommendations were made based on these
findings. In education faculties, which are part of the
professional preparation process, different practices can
be organized to reduce pre-service primary school
teachers' metacognitive  characteristics. It s
recommended that these practices be included in elective
courses on professional knowledge and field-specific
elective courses. In these courses, workshops can be
organized for teacher candidates to break negative
thought cycles and focus on the present moment by
observing their thoughts without judgment. Furthermore,
to strengthen the functional aspects of metacognition,
such as “planning,” and to increase “cognitive
confidence,” teacher candidates can be taught techniques
to recognize automatic thoughts that cause
procrastination, such as “l can't do it,” “it has to be
perfect” that cause procrastination. Mentoring systems
can be established where upperclassmen support
underclassmen in academic task planning and coping with
difficulties. This can both increase cognitive confidence
and normalize procrastination behavior, facilitating the
sharing of coping strategies. At the same time, seminars
can be organized by different experts in the faculties to
reduce academic procrastination behavior among pre-
service primary school teachers. These seminars can focus
on activities that develop metacognitive skills and address
academic procrastination behavior. To this end, it is
recommended that support be sought from the
educational sciences and guidance and psychological
counseling departments of education faculties. This result
should also be taken into account in preparing pre-service
teachers from different disciplines for the teaching
profession.

This study has some limitations. The sample group of
the research was limited to pre-service primary school
teachers. The reasons for academic procrastination
among teacher candidates studying in different
departments can be investigated by different researchers,
and the causes of this behavior can be revealed. The
results obtained can be compared with this study. This
research can be further expanded by adding a qualitative
research approach, and qualitative or mixed-method
research designs can be developed by different
researchers.
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Tirkge Metin

1. Giris

Erteleme, tamamlanmasi gereken eylemleri cesitli
sebeplerle ileri zamana atilmasi, kisinin verimliligine engel
olacagini bildigi halde bilingli bir sekilde yaptiklari eylemler
((Lay, 1986; Steel, 2002) olarak tanimlanir. Erteleme
davranisi bir kisilik 6zelligi olarak gorilmekte ve ve bu
davranisa sahip olanlar istenen siireci uzatma konusunda
sorumluluk alma isteginden ve karar verme davranigindan
kagmaktadirlar (Milgram & Tenne, 2000). Erteleme
davranisi hayatimizin her alaninda olabilmekle birlikte
bireylerin akademik hayatlarinda da siklikla goriilmektedir
(Hayat vd., 2020). Bireyin akademik olarak yapmasi
gereken odevlerin, performans ve proje 06devlerinin,
sinava calisilacak siirenin aralikli zamanlarda veya sirekli
olacak sekilde uzatmaya ¢abalamasi ve siirecin bitiminde
kaygi, stres, mutsuzluk yasamasi akademik erteleme
olarak nitelendirilir (Akbay & Gizir, 2010; Rothblum vd.,
1986). Akademik erteleme bireylerde stres seviyesinde
artisa, basarisizhk korkusunun egemen olmasina,
kaygilarinin artmasina neden olmaktadir (Onwuegbuzie,
2000; Tice & Baumeister, 1997). Birey bu siiregte kendi
biligsel yapilarini kullanir ve akademik erteleme yapip
yapmama noktasinda davranisa geger. Ustbilis kavrami 6n
plana cikar ve bireyler Ustbilislerini kullanarak neyi, ne
zaman yapacagina karar verir. Ustbilis, bireyin problem
¢Ozerken planlama, izleme yapma, 6grenme siirecini
degerlendirme ve dizenleme vyetenegini kullanma
sureglerini igerir (Brown, 1987; Karakelle, 2012; Sternberg
& Davidson, 1983). Ancak burada yeni 6grendigi bilgi ile
eski bilgisi arasindaki iliskiyi kurar, olusan olumsuz
disuncelerden etkilenir ve birer dongi halinde bireyin
karar verme mekanizmalarini etkiler.

Egitim yasaminda o©nemli bir etkisi olan Ustbilis
davranisi kisinin kendi slirecini kontrol etmesiyle 6n plana
cikmaktadir. Ustbilisi kullanma farkli alanlara yansiyarak
bireylerin davranislarini etkileyebilmektedir. Akademik
erteleme davranisinin sebepleri icinde yer alan planlama,
neyin yapilabilecegi ve yapilamayacagini bilme davranisi
Ustbilis kavrami ile de dogrudan iliskili kurulabilen
kavramlardir. Erteleme davranisinin bilissel bir sorun
olmasi bireyin akil disi diisiincelere sahip olmasina neden
olabilir (Bridges & Roig, 1986). Akademik erteleme
davranisi tim Ogretim kademelerinde goérilmektedir.
Universite ogrencileriyle yapilan calismalar
incelendiginde, akademik ertelemeye gercek¢i olmayan
disuncelerin neden oldugu goérulmistir (Solomon &
Rothblum, 1984). Akademik erteleme davranisinin
sikhginin bireylerde kayginin artisina neden olmasi ve bu
davranisin siirekli olmasi bireylerin diisiince sireglerinde
islevselligini yitirmektedir. Kisiler olaylari degerlendirirken
bazi disiincelere sahiptir. Ogrencilerin  akademik
erteleme davranisina basvurabilmeleri ve erteleme
davranisini siklikla gosterebilmeleri Gstbilislerini olumsuz

olarak kullanmalarindan kaynaklanabilmektedir. Carr ve
Biddlecomb (1994) (stbilis 6zelligini dogru kullanan
ogrencilerin akademik erteleme davranisinda daha az
bulundugu igin akademik basarilarinin yiiksek oldugunu
savunmustur.

Yukarida bahsedilen bilgilerden hareketle akademik
erteleme davranigi ile Ustbilis arasindaki iliskinin
incelenmesi ve Ustbilisin hangi 6zelliklerinin akademik
erteleme davranisi Uzerinde yordayicl etkisi oldugunu
belirlemek arastirmacilar tarafindan énemli gérilmustar.
Ayni zamanda Orneklem grubunun hem akademik
ertelemeye maruz kalabilecek bireylerden olusmasi hem
de bu bireylerin baskalarinin akademik basarilarina etki
edebilecek konumda olmalar gerekmektedir. Bu
baglamda gelecekte bireyleri akademik yasama ilk kez
hazirlayacak olan sinif 6gretmenleri adaylari ¢alisma
grubu olarak belirlenmistir. Bununla birlikte sinif
O0gretmeni adaylarinin akademik erteleme davranislari ve
Ustbilis diizeylerinin tespit edilmesi, bu iki 6zellik arasinda
var olan iliskinin incelenmesi nitelikli ©6gretmenler
yetistirilmesinde alinabilecek onlemleri bizlere
siralayabilecektir. Boylece sinif 6gretmenleri meslege
kazandirma adina katki saglayabilecektir. Ayrica ilgili
literatlr incelendiginde akademik erteleme ve ustbilis
konularinin beraber calisildigi (Aksu, 2022; Aydogan &
Ozbay, 2012; Celikkaleli & Akbay, 2013; Giilep, 2017;
Glrgan & Gilindogdu, 2019; Vural & Giindiz, 2019) fakat
sinif  6gretmeni adaylarina yonelik bir arastirma
yapilmadigi gorilmastir.

1.1 Akademik Erteleme

Akademik erteleme, akademik hayatindaki gérevlerini
geciktirmesi, son teslim glinline gére beklemesi veya
teslim tarihlerini kagirmasi gibi akademik yasamina
yonelik sorun olusturacak davraniglardir (Solomon &
Rothblum, 1984; Tuckman, 2005). Akademik erteleme
davranisi bireysel duslincelerle ilgili bir sorundur.
Bireylerin ilgilenmesi gereken asil is yerine farkh ugraslar
bularak zaman kaybetmesi, disiplinli ¢alismadan yoksun
kalmasi yetersizlik duygusuyla ilgilidir (Fransizka vd.,
2007). Celik vd. (2015) Universite 6grencilerinin okudugu
boélimlerdeki uygulama, 6dev, sinavin az veya ¢ok olmasi
akademik erteleme davranisinin gorilmesinde etkili
oldugunu savunmaktadir. Johnson ve Bloom (1995)
vaptigi calismada, akademik erteleme davranisinin
nedeninin sorumluluk alma davranisindaki eksiklik
oldugunu soylemistir. Arastirmalar bireylerin zaman
yonetiminin dogru olmamasindan ve mikemmeliyetgi
davranislari sergilemesinden dolayr akademik erteleme
davranisi gosterebileceklerini tespit etmistir (Balkis vd.,
2006; irem vd., 2023).
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Akademik erteleme kaginma davranisi, kaygi diizeyinin
normal seviyeden daha yiliksek olmasi, umutsuzluga
dismek, basaramazsam duslincesi, mikemmeliyetgilik
gibi bircok nedenle de iliskilendirilmistir (Cikrik¢i & Erzen,
2016). Akademik erteleme bireyin sadece yapacagi gorevi
geciktirmesini degil ayni zamanda bireyin yasayacagi stres
ve kaygl durumunu da igine almaktadir (Celikkaleli &
Akbay, 2013). Yapilan farkh arastirmalarda bireyin
akademik islerini ertelemesinden dolayl daha fazla hata
yapma egilimi oldugu sonucuna ulasiimis ve akademik
erteleme davranisi bireyin sadece akademik siireciyle
degil, ruh haliyle iliskili oldugu ifade edilmistir (Balkis &
Duru, 2010; Yesil & Sahan, 2012). Dolayisiyla akademik
erteleme davranis sebeplerinin tespit edilmesi ve bunu
etkileyen  bilissel  durumlarin  ortaya  konulmasi
beklenmektedir.

1.2 Ustbilis

Bilis; bilgiyi nasil dusindigin ve bilgiyi kavradiktan
sonra onu ne kadar hatirladiginla ilgili duyumsama,
algilama, dikkat, hatirlama, disiinme, problem ¢ozme,
imgeleme gibi farkli asamalarin bir arada toplandig
sirectir (Hayes, 2011; Karakas, 2017). Ustbilis ise
bireylerin, bilissel islem bilgileri hakkinda farkindalik
diizeyleri ve bu bilissel islemleri etkin olabilecek sekilde
izleyerek, izleme sonucunda diizenlemeler yaparak
uyumlu hale getirebilmesi olarak tanimlanir (Flavell,
1979). Ustbilisin temel 6zelligi zihnimizde olan olaylardan
haberdar olarak zihnin islevlerini amaca uygun olarak
yonlendirmektir (Crick, 2000). Birey Ustbilisi kullanarak
problemlerini ¢dzme asamasinda planlama yaparken,
izleme ve degerlendirmeyi dahil ederek Ust dizey
disinme slrecini yonetir (Sternberg & Davidson (1983);
O0grenme slrecine yonelik dusinirken ayni zamanda
degerlendirme yapar (Brown, 1987); birey distindiginiin
farkinda olarak degerlendirmeyle birlikte dizenleme
yetenegini kullanir (Schraw & Moshman, 1995). Boylece
Ustbilis, problem ¢6zme, stratejik disiinme, planlama,
analiz etme gibi daha karisik siiregleri iceren, bilissel
sistemleri yoneten ve bu sistemin bir pargasi olarak
yukaridan gorebilen (st dizeyde bir yapidir (Gamma,
2005; Veenman vd. 2006).

Ustbilis, Ustbilissel diizenleme ve kontrol olarak farkl
yonlere ayrilmaktadir. Ustbilissel diizenleme ve kontrol bir
Ustbilissel aktive olarak gorillr ve bireylerin diisinmesini
ve 6grenmesini kontrol etmesine yardimci olur (Schraw &
Moshman, 1995). Boylece bireyler diizenleyici stratejiler
kullanarak bilissel performanslarini kolaylastirirlar ve
zihinsel sireglerini sardirdrler (Nietfeld vd., 2005).
Schraw vd., (2012) tarafindan olusturulan Gstbilisin
unsurlari sekil 1'de sunulmustur:
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Ustbilis
(Metacognition)

Sekil 1. Ustbilis Unsurlari (Schraw vd., 2012)

Bireyin  farkh  algilarinin ~ kendi  davranislarini
etkileyecegi bilindiginden; akademik erteleme
davranisinin  sebeplerinden olan planlama, neyin

yapilabilecegini bilme davranisi Ustbilisin unsurlari olan
Ustbilissel bilginin ve Gstbilissel diizenlemenin alt boyutlari
ile de dogrudan iliski kurulabilir. Bu baglamda Ustbilis ile
akademik erteleme davranisi arasindaki iliskinin ortaya
konulmasi 6nemli gérilmuistir.

1.3 Aragtirmanin Amaci

Bu g¢alismanin amaci; sinif 6gretmeni adaylarinin
Ustbilis 6zelliklerini ve akademik erteleme davranislarini
cesitli degiskenler agisindan incelemek ve Ustbilisin hangi
ozelliklerinin akademik erteleme davranisi Uzerinde
yordayici etkisi oldugunu belirlemektir. Bu amag
dogrultusunda olusturulan alt problemler ise su sekilde
siralanmustir:

1-  Sinif Ogretmeni adaylarinin Ustbilis o6zellikleri
nasildir?
a.Sinif 6gretmeni adaylarinin Gstbilis 6zellikleri
arasinda anlamh bir sekilde farkllik géstermekte

midir?
b.Sinif  6gretmeni adaylarinin  Ustbilis  6zellik
ortalama puanlari cinsiyet degiskenine gore

anlamli bir sekilde farkhlik géstermekte midir?
c.Sinif  O6gretmeni adaylarinin  Ustbilis  6zellik
ortalama puanlari okuduklari sinif degiskenine gore
anlamli bir sekilde farkhlik géstermekte midir?
2-  Sinif 6gretmeni adaylarinin akademik erteleme
davranislari nasildir?
a.Sinif 6gretmeni adaylarinin akademik erteleme
davranis ortalama puanlari ne dizeydedir?
b.Sinif 6gretmeni adaylarinin akademik erteleme
davranis ortalama puanlari cinsiyet degiskenine
gore farklilasmakta midir?
c.Sinif 6gretmeni adaylarinin akademik erteleme
davranis ortalama puanlart  okuduklari  sinif
degiskenine gore farklilasmakta midir?
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3-  Sinif 6gretmeni adaylarinin Ustbilis 6zellikleri ile
akademik erteleme davranislari arasinda anlamli bir
iliski var midir?

4-  Sinif 6gretmeni adaylarinin Gstbilis o6zellikleri
akademik erteleme davraniglarini anlamh bir sekilde
yordamakta midir?

2. Yontem

2.1 Arastirma Modeli

Bu calismada iliskisel tarama modeli kullaniimistir.
iliskisel tarama modeli, iki veya daha fazla sayida yer alan
degisken arasindaki iliskilerin varligini ve bu degisimin ne
derecede oldugunu saptamayl amaglayan arastirma
modeli olarak tanimlanmaktadir (Fraenkel vd., 1993;
Karasar, 2024). Bu arastirmada sinif 6gretmeni adaylarinin
Olgeklere vermis olduklari yanitlar ortaya konulmus,
Ustbilis ozellikleri ve akademik erteleme davranislari

betimlenmis  ve  arasindaki iliski belirlenerek
yorumlanmistir.
2.2 Evren ve Orneklem

Arastirmanin evrenini, Ulkenin farkli bolgelerinde

O0grenimine devam eden sinif Ogretmeni adaylar
olusturmaktadir. Bu evrene uygun o&rneklemini
belirlemede maksimum cgesitlilik 6rnekleme yontemi
tercih edilmistir. Maksimum cesitlilik 6rneklemesi ile
evreni en iyi gsekilde yansitmak amaglanmistir. Bu
baglamda arastirmacilar sinif 6gretmeni adaylarini en iyi
yansitabilecek sekilde érneklem grubu se¢cmeye galismis
ve verileri 2023-2024 egitim-6gretim yil gliz doneminde
toplamistir. Arastirmanin uygulanmasi, maliyet, zaman,
daha fazla katiimciya ulasilabilmesi adina yiz yize
yapilmis ve “Google Documents” aracihgiyla da
katihmcilara gevrimigi ulasiimistir.

Arastirmacilar, farkli Gniversitelerle iletisime gegmis ve
1033 sinif 6gretmeni adayina ulasmislardir. Ulasilan 1033
sinif 6gretmeni adayinin Ulkenin farkh bolgelerinde ve
farkh sinflarinda egitim aliyor olmalari ile farkh yerlesim
yerlerinde ikamet ediyor olmalar (Glkedeki tim sinif
O0gretmeni  adaylarinin  profillerini  yansitabilecegi
disunilmistir. Bu sayede oOrneklem belirlemede
maksimum cesitlilik saglanabilmistir. Arastirmada yer alan
sinif  6gretmeni adaylarinin  6zellikleri Tablo 1’de
sunulmustur.

Tablo 1. Arastirmaya Katilan Sinif Ogretmeni Adaylarina
Ait Ozellikler

Calisma Grubuna Ait Ozellikler f %
Cinsiyet
Kadin 597 57.8
Erkek 436 42.2
Toplam 1033  100.0
Sinif
1. Sinif 280 27.1
2. Sinif 267 25.8
3. Sinif 210 20.3
4. Sinif 276 26.7
Toplam 1033  100.0

Tablo 1. (Devami)

Calisma Grubuna Ait Ozellikler f %

Bolge
Marmara Bolgesi 157 15.2
Ege Bolgesi 127 12.3
Akdeniz Bolgesi 121 11.7
ic Anadolu Bélgesi 228 22.1
Karadeniz Bolgesi 164 15.9
Dogu Anadolu Bolgesi 114 11.2
Giineydogu Anadolu Bolgesi 122 11.6
Toplam 1033 100.0

2.3 Veri Toplama Araglari

Bu arastirmanin verileri “Kisisel Bilgi Formu”, “Ustbilig
Olcegi-30” ve “Aitken Akademik Erteleme Olgegi”
kullanilarak  toplanmistir.  Kullanilan  veri toplama
araglarina yonelik bilgiler asagida sunulmustur.

2.3.1 Kisisel bilgi formu

Arastirmacilar tarafindan olusturulan katilimcilarin
demografik 6zelliklerini yansitan cinsiyet, okudugu sinif
diizeyi ve okudugu Universiteyi igeren bilgi formudur.

2.3.2 Ustbilis 6lcegi-30

Ustbilis Olcegi-30 6lgegi, Cartwright-Hatton ve Wells
(1997) tarafindan gelistirilmis ve Tosun ve Irak (2008)
tarafindan Tirkge’ye uyarlanmistir. Olgek, bireylerin
Ustbilis 6zelliklerini 6lgmek ve bireye 6z bildirimi saglamak
amaciyla hazirlanmistir. Olgek bes alt boyuttan ve 30
maddeden olusmaktadir. Olgegin alt boyutlari Gstbilisin
ozelliklerini ifade etmekte ve “olumlu inanglar”, “bilissel
glven”, “kontrol edilemezlik ve tehlike”, “bilissel
farkindalik” ve “kontrol ihtiyacidir” seklindedir. Olgek
dortli derecelemeli likert tipi seklinde hazirlanmistir.
Olgekten 30 ile 120 puan arasinda puan alinabilmekte ve
puanin yikselmesi patolojik tarzda ustbilissel faaliyetin
arttigini gosterir. Olcegin giivenirlik katsayisi (Cronbach's
Alpha) 0,86’dir. Bu ¢alismada sinif 6gretmeni adaylarina
uygulanan  Ustbilis  Olcegi-30’a iliskin  gilivenirlik
hesaplamasi yapilarak olcegin givenilir oldugu tespit
edilmistir. Sonuglar Tablo 2’de sunulmustur.

Tablo 2. Ustbilis Olgegi-30 Giivenirlik Hesaplamasi

Madde Cronbach’s

Boyut Sayisi Alfa Guvenirlik
Olumlu inanglar 5 0.72 Ol,,dng,a,
Guvenilir
Bilissel Giiven 7 077 ~ Oldukea
Guvenilir
Kontrol Edilemezlik Oldukga
ve Tehlike 6 0.78 Guvenilir
Biligsel Farkindahk 6 0.65 OI“dukg.a.
Guvenilir
Kontrol ihtiyaci 5 0.67 Ol..dng.a.
Guvenilir
L Yiksek
Ufth? (Olgegin 30 0.85 Derecede
Bltiina) -
Guvenilir

* Buyukoztirk vd., 2024
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2.3.3 Aitken akademik erteleme 6lgegi

Aitken Akademik Erteleme Olcegi, Aitken (1982)
tarafindan gelistiriimis ve Balkis (2006) tarafindan
Turkge’ye uyarlanmistir. Olgek, 6grencilerin akademik
ertelemelerini  6lgmeyi amaglamaktadir.  Tirkge'ye
uyarlanmig 06lgek tek boyutludur ve 16 maddeden
olusmaktadir. Olcek besli derecelemeli likert tipi seklinde
yapilandiriimis ve Olgekten alinan puanlar 16-80
araligindadir. Olgekten vyiiksek puan alan bireylerin
akademik erteleme egilimine sahip olduklari ve bu
davranisi  gosterdikleri  seklinde yorumlanmaktadir.
Olgegin giivenirlik katsayisi (Cronbach's Alpha) 0,82’dir. Bu
¢alismada sinif 6gretmeni adaylarina uygulanan Aitken
Akademik  Erteleme Olgegi'ne iliskin  giivenirlik
hesaplamasi yapilmig ve 6lgegin glvenilir oldugu tespit
edilmistir. Sonuglar Tablo 3’te sunulmustur.

Tablo 3. Aitken Akademik Erteleme Olgegi Giivenirlik
Hesaplamasi

Madde Cronbach’s L
Boyut Sayisi Alfa Guvenirlik
. . Yiiksek
Aitken Ak;;ldenj!k 16 0.83 Derecede
Erteleme Olgegi L
Glvenilir

*Buyukozturk vd., 2024

Calismada etik slireg su sekildedir:

e Sivas Cumhuriyet Universitesi Rektérligi Egitim
Bilimleri Arastirma Onerisi Etik Degerlendirme
Kurulu'ndan etik kurul onayr alindi (Tarih:
25.09.2023, Numara: E-50704946-100-338055)

e Katihmcilardan bilgilendirilmis onam alindi.

2.3 Veri Analizi

Arastirmada toplanan verilerin analizi SPSS paket
programi ile analiz edilmistir. Arastirma sorularinin
analizine ge¢gmeden once elde edilen verilerin dagihm
normalligi incelenmistir. Veri setlerinin normalligi igin
Kolmogorov-Simirnov® ve Shapiro Wilk testleri yapilmistir.
Bu calismada veri sayisi 1033 oldugundan Kolmogorov-
Simirnov® testi sonuglari ve carpiklik ve basiklik degerleri
incelenmistir. Sinif 6gretmeni adaylarina uygulanan
Aitken Akademik Erteleme Olgegi ve Ustbilis-30 Olgeginin
alt boyutlarina yonelik Kolmogorov-Simirnov? Normallik
Testi sonuglari Tablo 4’te sunulmustur.

Tablo 4. Kolmogorov-Simirnov® Normallik Dagilim
Sonuglari
-- . . Carpiklik  Basiklik
Olgekler Statistic Sig. Arali Aralig
Olumlu 073 .200* 157 -.598
.. Inanglar
g Bilissel 061 .200% 284  -518
2 Glven
‘:ﬁ Kontrol
3_—5 Edilemezlik .070 .200* -.006 -.503
% ve Tehlike
= Bilissel
* -
Farkindalik .063 .200 .393 .007

16

Tablo 4. (Devami)

- . . Carpiklik  Basiklik
Olgekler Statistic Sig. Aralig Aralig
Dustincelerini
Kontrol .095 .200* -.081 -.351
ihtiyaci
Ustbilis
(Olcegin .047 .200%  -.298 632
Bitiini)
Akademik 089 200+  -.013 -537
Erteleme
Tablo 4 incelendiginde, Kolmogorov-Smirnov?

normallik analizinde “significant” degerinin 0,05’ten
blyuk oldugu, carpiklik ve basiklk katsayilarinin +1 ile -1
araliginda oldugu gorilmustir. Bu sonuglar verilerin
normal dagihm gosterdigini isaret etmektedir. Bu sonuglar
dogrultusunda veri analizlerinde parametrik 6lglimlerin
kullanilmasina karar verilmistir.

Sinif 6gretmeni adaylarinin veri toplama araglarina
vermis oldugu yanitlar aritmetik ortalama, bagimsiz
gruplar t-testi, tek yonli ANOVA, Pearson korelasyon
katsayisi ve regresyon analizi kullanilarak analiz edilmistir.
Etki bayUklGgli hesabinda Cohen’s d ve Cohen’s f formila
kullanilmistir. Cohen’s d’e gére 0,2 ile 0,5 arasinda olursa
etki bayaklGga kuglk; 0,5 ile 0,8 arasinda orta; 0,8’den
biyuk ise blyulk etki olarak kabul edilmistir. Cohen’s f igin
ise, 10 ila 0,24 araliginda olmasi kigik, 0,25 ila 0,39
arahiginda olmasi orta ve 0,40’dan biiylik olmasi genis etki
olarak yorumlanmistir. Pearson korelasyon katsayisi ise (r)
-1 ila +1 arasinda deger almakta, +1’e yaklastik¢a pozitif
yonde artan bir iliskiyi, -1’e yaklastikca negatif yonde artan
bir iliskiyi, 0'a yaklastikga ise notr iliskiyi ifade eder ve Sig.
(2-tailed) degeri ile anlamli iliskiyi ifade eder. Ayni
zamanda |r|<0,30 ise zayif kuvvetle iliski, 0,30<|r|<0,70
araligi orta kuvvetle iliski ve |r|>0,70 araligi kuvvetli iliski
seklinde yorumlanir (Blyukoztirk vd, 2012). Arastirma alt
problemlerine iliskin bulgular grafik ve tablolar yardimiyla
okuyucuya sunularak agiklanmistir.

3. Bulgular

Bu c¢alismada sinif 6gretmeni adaylarinin  Ustbilis
ozellikleri ve akademik erteleme davranislari cesitli
degiskenler acgisindan incelenerek; Ustbilisin
ozelliklerinden hangilerinin akademik erteleme davranisi
lizerinde yordayici etkisinin oldugunu belirlemeye yonelik
bir arastirma yapilmistir. Bu bélimde arastirilan amag
dogrultusunda olusturulmus alt amaglara yonelik bulgular
siralanmugtir.

3.1 Sinif Ogretmeni Adaylarinin Ustbilis Ozelliklerine
iliskin Bulgular

Sinif 6gretmeni adaylarinin Ustbilis-30 6lceginde yer
alan maddelere verdikleri yanitlar analiz edilmis ve Ustbilis
ozelliklerine ait ortalama puanlari hesaplanarak Tablo
5’de sunulmustur.



Bebek and Karakas / Cumhuriyet International Journal of Education, 15(1): 1-25, 2026

Tablo 5. Sinif Ogretmeni Adaylarinin Ustbilis Ozellik
Ortalama Puanlari
Ustbilis N X Min. Max.  Std
Ozellikleri ’ ) )
Olumlu inanglar 1033 11.26 5.00 20.00 3.46
Bilissel Gliven 1033 13.09 6.00 24.00 4.16
Kontrol
Edilemezlik ve 1033 18.10 7.00 28.00 4.67
Tehlike
Bilissel
Farkindalik 1033 13.66 5.00 20.00 3.26
Dusncelerini 133 1473 600 2400 375
Kontrol lhtiyaci
Ustbilis (Toplam 1633 7087 3000 12000 13.16

Puan)

Tablo 5 incelendiginde, sinif 6gretmeni adaylarinin

Ustbilis  ozelliklerinin ortalama puanlari ve dlgegin
biutininden  alinan  Ustbilis  ortalama  puanlari
hesaplanmistir.  Sinif  6gretmeni adaylarinin  Gstbilis

ozelliklerine bakildiginda “kontrol edilemezlik ve tehlike”
Ustbilis 6zelliginin en yiksek ortalama puana (18,10);
“olumlu inanglar” Ustbilis 6zelliginin ise en diisiik ortalama
puana (11,26) sahip oldugu gérilmistir.  Olgegin
bitinine yonelik sinif 6gretmeni adaylarinin Ustbilis
ortalama puanlarinin 70,87 oldugu gorilmustir. Bu
ortalama puanin Olgekten alinabilecek 30-120 araligi
dikkate alindiginda, sinif 6gretmeni adaylarinin ortalama
degerin altinda ((30+120)/2=75,00) Ustbilise sahip
olduklari yorumu yapilabilir. Sinif 6gretmeni adaylarinin
Ustbilis ozellik ortalama puanlarinin anlamh bir sekilde
farklilasip farklilagmadigina iligkin ortalama puanlari
hesaplanarak ve puanlar arasi fark gruplar arasi ve grup igi
olacak sekilde ANOVA testi ile analiz edilerek Tablo 6’da
sunulmustur.

Tablo 6. Ustbilis Ozellik Ortalama Puanlarinin
Karsilastiriimasi

L - Anlamli
Ustbilis Ozellikleri X F Fark
1-Olumlu 11.26 2-3-4-5
Inanglar

2-Biligsel Gliven 13.09 1-3-4-5
3-Kontrol

Edllezmezllkve 18.10 435.32 000 1-2-4-5
Tehlike

4-Bilissel

Farkindalik 13.66 1-2-3-5
5-Duslncelerini 14.73 1-2-3-4

Kontrol ihtiyaci
F(4,1029)=435,322; p=0,000; 2= 0,25

Tablo 6 incelendiginde, sinif 6gretmeni adaylarinin
Ustbilis 6zellik ortalama puanlari arasinda anlamli bir
farkhihk oldugu bulunmustur (p<0,05). Ortalama puanlar
arasi anlamli farkin tim Ustbilis 6zellikleri arasinda oldugu
yapilan TUKEY testi ile tespit edilmistir. Ortalama puanlar
arasi farkin etki buydklugi 0,58 olarak hesaplanarak
0.40<Cohen’s f oldugundan genis etki olarak
hesaplanmistir. Bu veriler dogrultusunda, sinif 6gretmeni
adaylarinin Ustbilis 6zellik ortalama puanlari genis etki ile

anlamh bir sekilde farklihk gostermektedir seklinde
yorumlanmustir.

Sinif 6gretmeni adaylarinin Ustbilis 6zelliklerine ait
ortalama puanlarin cinsiyet degiskenine gore farklilasip
farklilagsmadigl bagimsiz gruplar t-testi ile karsilastiriimis
ve sonuglar Tablo 7’de sunulmustur.

Tablo 7. Ustbilis Ozellik Ortalama Puanlarinin Bagimsiz
Gruplar t-testi ile Karsilastiriimasi

Ustbilis _

Ozellikleri N X std. t P
Olumlu K 597 11.18 3.55

inanclar E 43 1137 333 00 374
. ) K 597 12.76 4.28 .
Bilissel Gliven E 436 1355 3.96 -3.002 .002
Kontrol K 597 1851 4.97

Edilemezlik 3.379  .001*
ve Tehlike E 436 17.54 4.8

Biligsel K 597 13.83 3.37

Hizse 1932 .057
Farkindalik E 436 13.44 3.09

Diglincelerini K 597 14.66 3.92

Kontrol -.687 .500
o E 436 1482 3.50

Ihtiyaci

Ustbilis K 597 7096 14.19

(Toplam £ 436 7074 1162 271 793
Puan)

*t(1031)=-3,002; p=0,002; 12=0,09
*t(1031)=3.379; p=0,001; ;2=0,01

Tablo 7 incelendiginde, kadin ve erkek sinif 6gretmeni
adaylarinin  Ustbilis ortalama puanlarinin neredeyse
birbirine denk oldugu ve ortalama puanlar arasi farkin
istatiksel olarak anlamli olmadig (p>0,05) goriilmektedir.
Ayni sekilde sinif 6gretmeni adaylarinin  Gstbilis
ozelliklerinden “olumlu inancglar”, “bilissel farkindalik” ve
“dislincelerini kontrol ihtiyacl” ortalama puanlar arasi
farkin cinsiyet degiskenine gére anlamli olmadigi (p>0,05)
tespit edilmistir. Erkek sinif 6gretmeni adaylarinin “bilissel
gliven” Ustbilis 6zellik ortalama puanlarinin (X= 13,55)
kadin sinif 8gretmeni adaylarindan (X= 12.76) yuksek
oldugu ve bu farkin istatistiksel olarak anlamli oldugu
(p<0,05) hesaplanmistir. Ortalama puanlar arasi farkin etki
blyikligli 0,20 olarak hesaplanmis ve bu deger
0,2<Cohen’s d<0,5 oldugundan kiiguk bir etki oldugu tespit
edilmistir. Bununla beraber kadin sinif 6gretmeni
adaylarinin “kontrol edilemezlik ve tehlike” Ustbilis 6zellik
ortalama puanlarinin (X= 18,51) erkek sinif 6gretmeni
adaylarindan (X= 17,54) yiksek oldugu ve bu farkin da
istatistiksel olarak anlamli oldugu (p<0,05) hesaplanmistir.
Ortalama puanlar arasi farkin etki bliytklGgi 0,21 olarak
hesaplanmis ve bu deger 0,2< Cohen’s d <0,5 oldugundan
kiicik bir etki oldugu tespit edilmistir. Bu veriler
dogrultusunda, erkek sinif 6gretmeni adaylarinin “bilissel
gliven” Ustbilis 6zellik ortalama puanlarinin kadin sinif
ogretmeni adaylarindan kiclk bir etki ile anlamh bir
sekilde yiksek oldugu; “kontrol edilmezlik ve tehlike”
Ustbilis 6zelliginin ise kadin sinif 6gretmeni adaylarinin
erkek sinif 6gretmeni adaylarindan kigik etki ile anlamh
bir sekilde ylksek oldugu tespit edilmistir.

Sinif 6gretmeni adaylarinin Ustbilis 6zellik ortalama
puanlarinin sinif degiskenine goére anlamli bir sekilde
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farkhlasip farklilasmadigina iliskin ortalama puanlari
hesaplanmis ve puanlar arasi fark ANOVA testi ile analiz
edilerek Tablo 8’de sunulmustur.

Tablo 8. Ustbilis Ozellik Ortalama Puanlarin  Sinif
Degiskenine Gore Karsilastirilmasi

Ustbilis _

Ozellikleri N X F P
1. 280 11.29

Olumlu 2. 267 11.15

inanglar 3. 210 11.16 333 802
4. 276 11.42
1. 280 13.27

- .. 2. 267 13.28

Bilissel Gliven 3 210 13.35 2.296 .076
4, 276 12.53

Kontrol 2 o5 64

_Ili_g:ﬁkmeezllk ve 3 210 18.09 1.061 .365
4. 276 18.14
1. 280 13.55

Bilissel 2. 267 13.78

Farkindalik 3. 210 13.40 1.056 367
4. 276 13.87

N 1. 280 1457

Dustincelerini 2. 267 15.04

Kontrol 1.255 .288

S 3. 210 14.88

Ihtiyaci
4. 276 14.48
1. 280 70.43

Ustbilis 2. 267 71.71

(Toplam Puan) 3. 210 70.89 554 645
4, 276 70.47

Tablo 8 incelendiginde, sinif 6gretmeni adaylarinin
Ustbilis  6zellik ortalama puanlarinin  ve 6lgegin
tamamindan alinan ortalama puanin okuduklari sinif
degiskenine gore anlamh bir farklilik gostermedigi
gorulmektedir (p>0,05). Bu veriler dogrultusunda, sinif
O0gretmeni adaylarinin Ustbilis 6zellik ortalama puanlarinin
okuduklart sinif diizeyine goére anlamh bir sekilde
farkhlagsmadigi gorilmektedir seklinde yorumlanmistir.

3.2 Sinif Ogretmeni Adaylarinin Akademik Erteleme
Davranislarina iligskin Bulgular

Sinif 6gretmeni adaylarinin Aitken Akademik Erteleme
Davranis 6lgeginde yer alan maddelere verdikleri yanitlar
analiz edilmis ve akademik erteleme davranis ortalama
puanlari hesaplanarak Tablo 9’da sunulmustur.

Tablo 9. Sinif Ogretmeni Adaylarinin Akademik Erteleme
Davranis Ortalama Puanlari

N X Min.  Max. Std.
Akademik
Erteleme 1033 54.47 16.00 80.00 11.06
Davranisl
Tablo 9 incelendiginde, sinif 0Ogretmenlerinin
akademik erteleme davranis ortalama puanlar

hesaplanmistir. Sinif 6gretmeni adaylarinin akademik
erteleme davranis ortalama puanlarinin 54,47 oldugu
gorialmustir. Bu ortalama puanin 6lgekten alinabilecek
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16-80 araligi dikkate alindiginda, sinif 6gretmeni
adaylarinin ortalama degerin ((16+80)/2=48,00) lizerinde
akademik erteleme davranisina sahip olduklari yorumu
yapilabilir.

Sinif  6gretmeni adaylarinin  akademik erteleme
ozelliklerine ait ortalama puanlarin cinsiyet degiskenine
gore farklilagip farklilagmadigi bagimsiz gruplar t-testi ile
karsilastiriimis ve sonuglar Tablo 10’da sunulmustur.

Tablo 10. Akademik Erteleme Davranis Ortalama
Puanlarinin Bagimsiz Gruplar t-testi ile Karsilastirilmasi
Akademik

Erteleme N X Std. t p
Davranisi
K 597 55.87 11.26
4,806 .000
E 436 52.55 10.51

“t(1031)=-4,806; p=0,000; r1?=0,02

Tablo 10 incelendiginde, kadin sinif 6gretmeni
adaylarinin  akademik erteleme davranis ortalama
puanlarinin (X= 55,87) erkek sinif 6gretmeni adaylarindan
(X= 52,55) yiiksek oldugu ve bu farkin da istatistiksel
olarak anlamh oldugu (p<0,05) hesaplanmistir. Ortalama
puanlar arasi farkin etki blytkligi 0,30 olarak
hesaplanmis ve bu deger 0,2< Cohen’s d <0,5 oldugundan
kiicik bir etki oldugu tespit edilmistir. Bu veriler
dogrultusunda, kadin sinif 6gretmeni adaylarinin
akademik erteleme davranis ortalama puanlarinin erkek
sinif 6gretmeni adaylarindan kigik bir etki ile anlamli bir
sekilde ylksektir seklinde yorumlanmistir.

Sinif  6gretmeni adaylarinin  akademik erteleme
davranis ortalama puanlarinin sinif degiskenine gore
anlamh bir sekilde farkhlasip farklilasmadigina iliskin
ortalama puanlari ANOVA testi ile analiz edilerek Tablo
11’'de sunulmustur

Tablo 11. Akademik Erteleme Davranis Ortalama
Puanlarin Sinif Degiskenine Gore Karsilastirilmasi
Akademik

Erteleme N X F p
Davranisl

1. Sinif 280 54.78

2. Sinif 267 53.92

3. Sinif 210 53.52 1.444 228
4. Sinif 276 55.39

F(4,1029)=1.444; p=0.228

Tablo 11 incelendiginde, sinif 6gretmeni adaylarinin
akademik erteleme davranis ortalama puanlari
hesaplanmistir ve okuduklari sinif degiskenine anlamh bir
farklilik olmadig tespit edilmistir (p>0,05). Bu veriler
dogrultusunda, sinif 6gretmeni adaylarinin akademik
erteleme davranis ortalama puanlari okuduklari sinif
degiskenine gore anlamli  bir sekilde farklihk
gostermemektedir seklinde yorumlanmistir.
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3.3 Sinif Ogretmeni Adaylarinin Ustbilis Ozellikleri ile
Akademik Erteleme Davranislari Arasindaki iliskiye
Yoénelik Bulgular iliskin Bulgular

Sinif 6gretmeni adaylarinin Ustbilis 6zellik ortalama
puanlariile akademik erteleme davranig ortalama puanlari
arasi iliski ortaya konulmustur. Bu iliskiyi ortaya koymak
icin korelasyon analizi yapilmis ve “Pearson Correlation
Katsayisi” esas alinarak sonuglar Tablo 12’de sunulmustur.

Tablo 12. Ustbilis Ozellik Ortalama Puanlari ile Akademik

Erteleme Davranis Ortalama Puanlari  Arasindaki
Korelasyon Degerleri
Akademik
Ustbilis Ozellikleri Erteleme
Davranig

Pearson Correlation .015
Olumlu inanglar Sig. (2-tailed) .623

N 1033

Pearson Correlation -.283™
Bilissel Gliven Sig. (2-tailed) .000

N 1033

Pearson Correlation .044
\'f:';zsllilf:"emez"k Sig. (2-tailed) 162

N 1033

Pearson Correlation .348™
Bilissel Farkindalik Sig. (2-tailed) .000

N 1033

Pearson Correlation .001
Dustincelerini . .
Kor$1trol ihtiyaci Sig. (2-tailed) 976

N 1033
N Pearson Correlation .017
;’3::;'5 (Toplam Sig. (2-tailed) 596

N 1033

Tablo 12 incelendiginde, sinif 6gretmeni adaylarinin
Ustbilis toplam ortalama puanlari ile akademik erteleme
davranis ortalama puanlari arasinda anlamli bir iligki tespit
edilememistir (p>0,01). Ancak Ustbilis ozelliklerine
bakildiginda; sinif 6gretmeni adaylarinin bilissel giiven
Ustbilis 6zellik ortalama puanlari ile akademik erteleme
davranis ortalama puanlari arasinda negatif yonde zayif
kuvvetle (|r|<0,30) bir iliski hesaplanmis ve bu iliskinin
anlamh oldugu tespit edilmistir (p<0,01). Bu sonug sinif
o0gretmeni adaylari agisindan bilissel gliven Ustbilis 6zelligi
ile akademik erteleme davranisi arasinda ters yonde bir
iliskiyi gostermektedir. Sinif 6gretmeni adaylarinin bilissel
giliven Ustbilis 6zellik ortalama puanlarindaki dustklik,
akademik erteleme davranis ortalama puanlarinin
ylkselmesine veya bilissel gliven Ustbilis 6zelligi ortalama
puanlarindaki ylikseklik, akademik erteleme davranis
ortalama puanlarinin diismesine sebep olabilmektedir
seklinde yorumlanabilir. Dolayisiyla sinif 6gretmeni
adaylarinin  bilissel gliven Ustbilis 6zellik ortalama
puanlarini daha yiksek tutabilmeleri, akademik erteleme
davranislarini  daha da azaltabilmelerine yardimci
olabilecektir.

Sinif 6gretmeni adaylarinin bilissel farkindalik Gstbilis
ozellik ortalama puanlari ile akademik erteleme davranis

ortalama puanlar arasinda pozitif yonde orta kuvvetle
(0,30<|r|<0,70) bir iliski hesaplanmis ve bu iliskinin
anlamh oldugu tespit edilmistir (p<0,01). Bu sonug sinif
o6gretmeni adaylarn acisindan bilissel farkindalk Ustbilis
ozelligi ile akademik erteleme davranisi arasinda dogrusal
yonde bir iliskiyi gostermektedir. Sinif 6gretmeni
adaylarinin biligsel farkindalik Ustbilis 6zellik ortalama
puanlarindaki ylkseklik veya dusuklik, akademik
erteleme davranis ortalama puanlarindaki yikseklik veya
dusukluk iliskili olabilmektedir seklinde yorumlanabilir.
Dolayisiyla sinif 6gretmeni adaylarinin bilissel farkindahk
Ustbilis Ozelliklerini daha dusik tutabilmeleri, akademik
erteleme davranislarini  daha da azaltabilmelerine
yardimci olabilecektir.

3.4 Sinif Ogretmeni Adaylarinin Ustbilis Ozelliklerinin
Akademik Erteleme Davranislarini Yordamasina iliskin
Bulgular

Sinif 6gretmeni adaylarinin Ustbilis 6zelliklerinden elde
edilen ortalama puanlarin  akademik erteleme
davraniglarini  etkileyip etkilemediginin incelenmesi
amaciyla c¢oklu regresyon analizi yapilmistir. Bu analizi
yapmadan once c¢oklu regresyon analizi varsayimlari
kontrol edilmistir. Calismada 6rneklem baydklaga 1033
oldugundan bu o6rneklem buayuklGgi coklu regresyon
analizi icin yeterli gorlilmistiir. Yordanan ve yordayici
degiskenler arasinda dogrusal bir iliski olup olmadigi
kontrol edilmis ve dogrusal iliski tim yordayicilar igin
saglanmistir (r<0,30; p<0,05). Yordayici degiskenler
arasinda ¢oklu baglantililik (multicollinearity)
bulunmamasi varsayimi  kontrol edilmis ve c¢oklu
baglantililikta bir sorun gérilmemistir (r<0,70). Yordanan
ve yordayici degiskenler arasinda c¢oklu normal dagihm
kontrol edilmis, Mahalanobis ve Cook mesafesi
hesaplanmis, degiskenlere ait ug¢ degerler kontrol
edilmistir. Mahalanobis mesafe degeri asan U¢ veri
regresyon analizinden ¢ikarilmis ve ug¢ deger analizi
sonucunda tahmini hatalarin minimum ve maksimum
degerlerinin (3,14/2,80) 3,3’ten kuglk; Mahalanobis
mesafe degeri 19,95 hesaplanarak 20,52’den kiglk ve
Cook mesafe degeri 0,24 hesaplanarak 1’den kiguk deger
aldigi  gorulmastir. Coklu-baglantililik incelemesinde
tahmini  hatalarin ~ bagimsizhgr 1,958 (1<D-W<3)
hesaplanmis ve tahmini hatalar bagimsiz ve regresyon
katsayilari icin tahmini hatalarin kabul edilebilir sinirda
oldugu gorilmistir. Her bir yordayici icin tolerans deger
(1-R%>0,10); varyans biyiitme faktérii (VIF<10) ve durum
indisleri (Cl<30) hesaplanarak yordayicilar arasinda ¢oklu
baglantilihk olmadigi gorilmistir. Tahmin hatalarinin
dagihmi varsayimi igin dagilim grafigi cizdirilmis ve tahmin
hatalarinin  normalligi hesaplanmistir. Yapilan analiz
sonucunda tahmini hatalarinin yordanan degiskenin
tahmini puanlari ile iliskisi dogrusal oldugu ve tahmin
hatalari dagiliminin normal dagilim gosterdigi (p>0,05)
hesaplanmistir. Bu varsayim kontrolleri sonucunda tim
varsayimlarin saglandig tespit edilerek ¢oklu regresyon
analizine gegcilmistir.

Sinif 6gretmeni adaylarinin Ustbilis 6zelliklerinden elde
edilen ortalama puanlarin  akademik erteleme
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davranislarini  etkileyip etkilemediginin incelenmesi
amaciyla yapilan g¢oklu regresyon analizi sonuglari Tablo
13’te sunulmustur.

Tablo 13. Regresyon Modeli ve ANOVA Sonuglari

Kareler

Toplami R? F P
Regresyon 26307.754
Artik 98795.497 459 210 54,535 .000
Toplam 125103.251

F(5, 1024)=54,535; p=0.00

Tablo 13 incelendiginde, yordayici degiskenler ile
yordanan degisken arasindaki iliski 0,459 olarak
hesaplanmis ve 0,30<|R|<0,70 oldugundan orta diizeyde
tespit edilmistir. Sinif 6gretmeni adaylarinin  Ustbilis
ozellikleri puanlari, sinif 6gretmeni adaylarinin akademik
erteleme davranis puanlarina iliskin varyansin %21’ini
aciklamaktadir. Analiz sonuglari incelendiginde, sinif
O6gretmeni adaylarinin Ustbilis 6zelliklerinden elde edilen
ortalama puanlarin akademik erteleme davraniglari
ortalama puanlarini yordamalarina iliskin kurulan modelin
anlamli oldugu belirlenmistir (p<0,05). Tiim yordayicilarin
regresyon katsayisina bagh (B) goreli énem sirasi ve
olusturulan coklu regresyon modeli ve Tablo 14'te
sunulmustur.

Tablo 14. Coklu Regresyon Modeli

. Kat

Degisken Sayl Std. B t p
Sabit 49.203 1.720 - 28.599 .000
Olumlu 078 .09  -024 -814  .416
Inanglar

Biligsel Gliven -724 .082 -273  -8.820 .000
Kontrol

Edilemezlik ve .059 .082 .025 718 473
Tehlike

Biligsel

Farkindalik 1.343 113 .395 11.885 .000
Dislncelerini

Kontrol -.258 .107 -.088 -2.412 .016
ihtiyaci

Tablo 13’de yer alan standardize edilmis regresyon
katsayisina (B) gore, yordayici degiskenlerin akademik
erteleme davranig lzerindeki goreli dGnem sirasi; biligsel
farkindalik, bilissel gliven, distincelerini kontrol ihtiyaci,
kontrol edilemezlik ve tehlike, olumlu inanclar seklindedir.
Analiz sonuglarina gore Akademik Erteleme Davranisinin
yordamasina iliskin regresyon esitligi asagidaki sekilde
olusturulmustur:

Y Akademik Erteleme Davranisi = 49,203 + (1:343))( Biligsel Farkindalik
- (0,724))( Biligsel Given — (0,258)X Diistincelerini Kontrol ihtiyaci +
(0,059))( Kontrol Edilemezlik ve Tehlike — (0,078))( Olumlu inanglar

4, Tartisma

Arastirmada, sinif 6gretmeni adaylarinin akademik
erteleme davranislar ile Ustbilisleri arasindaki iliski

20

incelenmistir.  Bu  bolimde, arastirma  problemi
baglaminda olusturulan alt problemlerden elde edilen
bulgular tartisiimistir.

4.1 Sinif Ogretmeni Adaylarinin Ustbilis Ozelliklerine
iliskin Tartisma

Arastirmada, sinif 6gretmeni adaylarinin  dusuk
diizeyde olumsuz Ustbilise sahip olduklari gorilmustir.
Ustbilis &lceginden alinabilecek puanin ortalamadan
yuksek olmasi bireyin olumsuz disilincelerini kontrol
edememesini, problem ¢dzme yeteneginin zayifligini,
cezalandirilacagina olan inancini igerirken; Olgekten
alinabilecek puanin diisiik olmasi bireyin bellek ve dikkat
yetenegine olan inancinin yliksek olmasini tanimlar (Tosun
& Irak, 2008). Yilmaz (2023) galismasinda psikolojik olarak
rahatsiz olan kisilerin olumsuz Gstbilisinin yiksek oldugu
ve bu sirecin bireyin kaygisini artirdigini tespit etmistir.
Literatirdeki cahsmalar incelendiginde sinif 6gretmeni
adaylarinin Ustbilis ortalama puanlarin yonelik calisma
yapilmadigi, farkl 6érneklem gruplariyla galisma yapildig
gorulmugstir.  Literatirdeki  ¢alismalarin  bulgularn
incelendiginde Ustbilis kullaniminin artmasinin bireyin
problem c¢6zme becerisine katki sagladigi yorumu
yapilabilir. Kaysi (2013) Universite 6grencileriyle yaptig
calismasinda bilgisayar kullanan 6grencilerin kullanmayan
ogrencilere gore olumsuz Ustbilisinin daha disiik oldugu
ve problem ¢6zme becerilerinin gelismis olabilecegi
sonucuna ulasmistir. Tuzcuoglu (2014) ise lisansli spor
yapan 6grencilerin olumsuz Ustbilislerinin spor yapmayan
Ogrencilere gore daha yilksek oldugunu tespit etmis ve
bunun sebebini de kararlarinin bireysel ve takim olarak
vermesinin bilissel agidan diisinme becerilerini gelistirdigi
yoninde degerlendirmistir.

Sinif  6gretmeni adaylarinin  Ustbilis  6zelliklerine
bakildiginda en yiksek kontrol edilmezlik ve tehlike
(18,10); en dusuk olumlu inanglar (11,26) ustbilis
ozelligine sahip olduklari gorilmustir. Kontrol edilmezlik
ve tehlike Ustbilis 6zelliginin yiksek cikmasi endisenin
kontrol edilemeyecegine dair inanclari ve
endiselenmelerinin durdurulamazsa kisiye  zarar
verecegine isaret etmektedir. Kontrol edilmezlik ve tehlike
insanin gorevlerini yerine getirirken endiselerini kontrol
etmesini igerir. Kontrol edilmezlik ve tehlikenin yiksek
olmasi bireyin endisesini kontrol edememesinden
dolayidir ve fazla endise bireyin basarisizlik duygusuna
yonelmesine neden olabilmektedir (Tosun & Irak, 2008).
Sinif 6gretmeni adaylarinin kontrol edilmezlik ve tehlike
Ustbilis  6zelliginin  ylksek olmasi kaygilarinin fazla
olmasindan kaynakh olabilir. Aksu (2022) {niversite
ogrencileriyle yaptig calismada kontrol edilmezlik ve
tehlike Ustbilis o6zelliginin yiksek oldugu sonucuna
ulasirken, bireylerin problem ¢6zme yetenegine dair
inanclarinin dislkliginden kaynaklanabilecegi
yorumunda bulunmustur. Ok¢u ve Kahyaoglu (2007)
ilkégretim 6gretmenleriyle; Ozsoy ve Ginindi (2011) ise
okul o©ncesi Ogretmen adaylariyla yaptigi calismada
kontrol edilmezlik ve tehlike dstbilis 6zelliginin disik
oldugu sonucuna ulasmistir. Kontrol edilmezlik ve tehlike
Ustbilis 6zelliginin calismalarda degisme sebebi 6rneklem
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grubunun yas, kultirel unsurlarin degismesi ve c¢alisma
durumunun degismesinden kaynakli olabilecegi yorumu
yapilabilir. Olumlu inanglar Ustbilis 6zelliginin dusik
olmasi ise istenmeyen bir durumdur. Olumlu inanglar
Ustbilis Ozelliginde, problem ¢dzmeye ve plan yapmaya
yardimci olan bir durumdur (Tosun & Irak, 2008). Sinif
O0gretmeni adaylarinin olumlu inanglar Ustbilis 6zelliginin
disuk olma sebebi problem ¢6zme vyeteneklerine
glivenmemelerinden ve gelecek kaygisi yasamalarindan
kaynakli olabilir. Ornek (2023) yaptigi calismasinda 18-25
yas araliginda yer alan bireylerin olumlu inanglarinin diger
yas grubunda yer alan bireylere goére daha diistik oldugu
ve yas arttikca olumlu inanglarin arttigini tespit etmistir.
Aksu (2022) duniversite ogrencileriyle gergeklestirdigi
¢alismasinda endiselenmenin plan yapma ve problem
¢6zme yetenegini olumsuz etkileyerek olumlu inanglarin
disuk olmasina neden oldugu sonucuna ulasmistir.
Karabacak (2021) profesyonel ligde oynayan genclerin

olumlu inanglarinin  disik oldugu ve sebebinin
endiselerini kontrol edemediklerinden kaynaklandigini
belirlemistir. Ulasilan calismalarin sonuglarina

bakildiginda geng bireylerin olumlu inanglara dair algisinin
disuk oldugu yorumu yapilabilir.

Arastirmada kadin ve erkek sinif 6gretmeni adaylarinin
Ustbilis ortalama puanlar arasi farkin istatiksel olarak
anlamh olmadigi gorilmustr. Bu bulgu Balci (2007)' nin ve
Akdag (2004)'in 6gretmen adaylari ile yaptigi Ustbilisin
cinsiyete gobre degismedigi arastirma sonuglariyla
benzerlik géstermektedir. Fakat Demir ve Ozmen (2011)
ve Gilep (2017) yaptigi arastirmalarda Gstbilisin cinsiyete
gore farklilastigi sonucuna ulasmislardir. Calismalarin
sonuglarinin  birbirinden farkhh olmasinin  nedeninin
calisilan orneklem grubu, yas, kiltir ve galismanin bir
ildeki bir veya birka¢ fakiltenin 6grencileriyle sinirli
kalmasindan dolayi olabilir. Bununla beraber arastirmada
erkek sinif 6gretmeni adaylarinin bilissel giiven Ustbilis
ozellik ortalama puanlarinin  kadin sinif  6gretmeni
adaylarindan kuigtk bir etki ile anlamli bir sekilde yliksek
oldugu sonucuna ulasilmistir. Bir diger bulgu olarak
arastirmada kadin sinif 6gretmeni adaylarinin kontrol
edilemezlik ve tehlike Ustbilis 6zellik ortalama puanlarinin
ise erkek sinif 6gretmeni adaylarindan kiglk etki ile
anlaml bir sekilde yiiksek oldugu sonucuna ulasiimistir. Bu
bulgu kadin sinif 6gretmeni adaylarinin erkek sinif
o0gretmeni adaylarina gore olumsuz diisiincelerini kontrol
etme yeteneklerinin az olmasindan ve tehlikeye yonelik
algilarinin yiiksek olmasindan kaynaklanabilir. Asher ve
Aderka (2018) gerceklestirdikleri calismada kadinlarin
kontrol edilmezlik ve tehlike Ustbilis 6zelliginin
erkeklerden daha yiksek oldugu ve bu durumun sebebinin
bireylerin toplumda kendilerini ifade etmelerinde
yasadiklari zorluktan kaynaklanabilecegi yorumunda
bulunmustur. Bunun yani sira arastirmada sinif 6gretmeni
adaylarinin Ustbilis 6zellik ortalama puanlarinin okuduklari
sinif degiskenine goére anlamh bir sekilde farklilik
gdstermemistir. ilgili calismalar incelendiginde Ustbilisin
farkh ozelliklerinde sinif diizeyine goére bir farkhlasma
olmadig gorilmistir (Demir & Ozmen, 2011; Nazik vd.,
2014). Aksu (2022) ise arastirmasinda “distinceleri

kontrol ihtiyaci” ve “bilissel farkindalik” Gstbilis 6zelliginin
Universite 2. sinif ogrencilerinde 1., 3. ve 4. sinif
ogrencilerinden daha yiksek oldugu bulgusuna ulasmistir.
Diger calismalarin aksine bu arastirmada tek bir 6gretmen
adayr grubu ile caligilmasi, Ustbilis ozellik ortalama
puanlarinin  okuduklari  sinif  degiskenine  gore
farklilasmamasinin nedeni olabilir.

4.2 Sinif Ogretmeni Adaylarinin Akademik Erteleme
Davranislarina iliskin Tartisma

Arastirmada sinif 6gretmeni adaylarinin akademik
erteleme davranisina sahip olduklari  gorilmustir.
Akademik erteleme egiliminin yiksek olmasi performans
disiiklugt yasanmasina, calismalara kargi hazirliksiz
olunmaya ve uygulamalarin eksik birakilmasina neden
olmaktadir (Balkis, 2006). Literatiir incelendiginde sinif
O0gretmeni adaylarn calisma vyapilmadigi fakat brans
o6gretmen adaylariyla, akademisyenlerle, lise ve lniversite

ogrencileriyle  ¢alismalarin  yapildigt  gorilmastdr.
Akademik erteleme davranisini artiran faktorlerin
arastirildigl  ¢alismalardan; sosyal bilgiler 06gretmen

adaylarinin akademik erteleme egilimine sorumsuzluk
davranisini artirabilecegi (Bulut & Ocak, 2017), 6gretmen
adaylarinin basari durum algisini disiirebilecegi (Demir ve
Kosterlioglu); akademisyenlerin akademik erteleme
egiliminin ve depresyon egiliminin artirabilecegi (irem,
2021); universite Ogrencilerinin basarisizlik korkusunu
tetikleyebilecegi (Ozer & Altun, 2011); lise ve Universite
Ogrencilerinin dustk benlik saygisina (Cakici, 2003) ve lise
ogrencilerinin diisiik 6zyeterlilik algisina neden olabilecegi
(Aydogan & Ozbay, 2012) yapilan arastirmalarla ortaya
konulmustur. Dolayisiyla akademik erteleme davranisinin
yuksek olmasi sinif 6gretmeni adaylarini bircok yénde
olumsuz etkileyebilecegi yorumu yapilabilir.

Arastirmada kadin sinif  6gretmeni adaylarinin
akademik erteleme davranig ortalama puanlarinin erkek
sinif 6gretmeni adaylarindan kiguk bir etki ile anlamli bir
sekilde ylksek oldugu gorilmdistar. Yapilan farkh
arastirmalar bunu desteklemektedir (Aksu, 2022; Seker &
Saygl, 2013; Washington, 2004). Ancak bunun aksine ilgili
literatrde erkek 6grencilerin kadin 6grencilere gére daha
fazla akademik erteleme davranisinda bulundugu
sonuglari yer almaktadir (Celikkaleli & Akbay, 2013; Glep,
2017; Vural & Gunduz, 2019; Zakeri vd., 2013). Bu
calismada kadin sinif 6gretmeni adaylarinin akademik
erteleme  davraniglarinin  erkek  sinif  6gretmen
adaylarindan fazla olmasinin nedeni toplumun kadinlara
yukledigi sorumluluklardan dolayi, mezuniyet sonrasi is
bulma  silirecinde sikinti  yasayabilme  ihtimali,
sorumluluklarini yerine getirmediginde
cezalandirilacagina dair distincelerinden kaynakli olabilir.
Balkis (2006) Universite 6grencileriyle yaptigi calismasinda
toplumdaki sosyal rol teorisinin etkin olmasindan dolayi
erkek oOgrencilerin kadin 6grencilere goére akademik
erteleme davranisinin daha az gorildigl sonucuna
ulasmistir. Sosyal rol teorisinde erkekler daha bagimsiz ve
o6zerk davranigslarda bulunurken ve yilksek basarisi
gosterebilirken; kadinlar daha ¢ok duygusal roller ve
hizmet gorevini Ustlendigi icin ders sorumluluklarini
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ertelemektedir. Tangiz (2020) Universite 6grencilerinin
gelecek kaygisi yasamalari, ailelerine karsi olan
sorumluluklari, verilen goérevi yerine getiremezlerse
cezalandirilma distincesinden dolayl kadin 6grencilerin
akademik erteleme davranigsinda bulundugu sonucuna
ulagmistir.

Arastirmada, sinif 6gretmeni adaylarinin akademik
erteleme davranis ortalama puanlar okuduklari sinif
degiskenine gore anlamh  bir sekilde farklilik
gostermemektedir. Ogretmen adaylar ile yapilan baz
calismalarda (Cosar & Gedik, 2019; Kara & Yildiran, 2020)
akademik erteleme davranisinda 6gretmen adaylarinin
sinif diizeyine gore farkhhk bulunmadigi sonuglarina
ulagilmistir.  Ancak Aksu (2022) yaptigi ¢alismasinda 1.
sinif Universite 6grencilerinin; Kandemir (2014) ise 4. sinif
Universite 6grencilerinin akademik erteleme davranisinda
bulunma diizeylerinin diger kademede okuyan 6grencilere
gore daha fazla oldugu sonucuna ulasmislardir. Yapilan
calismalarin birbiriyle benzerlik géstermemesinin sebebi
¢alisma yapilan gruplarin bransg farklliklarindan olabilir.
Yapilan bu arastirmada oOrneklem grubunun sinif
O0gretmeni adaylarindan olusmasi ve 06grencilerden
beklenen sorumlulugun ayni olmasindan kaynakli sinif
dizeyinde bir akademik erteleme farkhlasmasi
gorialmemistir.

4.3 Sinif Ogretmeni Adaylarinin Ustbilis Ozellik ve
Akademik Erteleme Davraniglari Arasindaki iliskiye
iliskin Tartisma

Arastirmada, sinif 6gretmeni adaylarinin  Ustbilis
ortalama puanlari ile akademik erteleme davranisi
ortalama puanlari arasinda anlamli bir iliski olmadigi tespit
edilmistir. Gililep (2017) lise 6grencileriyle yaptigi
¢alismasinda akademik erteleme davranisi ile Ustbilis
arasinda bir iliski bulunmadigi sonucuna ulagmistir. Farkh
arastirma sonuglarinda ise akademik erteleme davranisi
ile Gstbilis arasinda negatif yonlu yiksek diizeyde anlamh
iliski tespit edilmis ve Ustbilis becerisine sahip bireylerin
akademik erteleme davranisini daha az gosterdikleri
belirtmistir (Aksu, 2022; Bedel, 2017; Girgan &
Gindogdu, 2019). Ancak sinif 6gretmeni adaylarinin
Ustbilis 6zelliklerine bakildiginda; bilissel gliven ustbilis
ozelligi ile akademik erteleme davranis ortalama puanlari
arasinda negatif yonli zayif kuvvetli iliski oldugu sonucuna
ulasiimistir. Bu sonug bilissel gliven Ustbilis ozelligi ile
akademik erteleme davranisi arasinda ters yonde bir
iliskiyi bize yansitmaktadir. Sinif 6gretmeni adaylarinin
bilissel glven Ustbilis 06zelligindeki disls, akademik
erteleme davranislarinda artisa; bilissel gliven Ustbilis
ozelligindeki artis ise akademik erteleme davranisinin
azalmasinda etkili olacaktir. Aksu (2022)'da galismasinda
bilissel given Ustbilis o6zelligi ile akademik erteleme
arasinda negatif yonlu iliski oldugu sonucuna ulasarak bu
bulguyu desteklemektedir.

Bunun yani sira, sinif 6gretmeni adaylarinin bilissel
farkindalik Ustbilis 6zelligi ile akademik erteleme davranis
ortalama puanlari arasinda pozitif yonli orta kuvvetli iligki
oldugu goérilmistir. Bu durum bilissel farkindalik Gstbilis
ozelligi ile akademik erteleme davranisi arasinda dogrusal
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yonde iliskiyi bize yansitmaktadir. Sinif 6gretmeni
adaylarinin bilissel farkindalik Gstbilis 6zelligindeki artis,
akademik erteleme davranislarinin artmasina; bilissel
farkindalk Ustbilis 6zelligindeki azalis, akademik erteleme
davranislarinin azalmasina etkili olacaktir. Degirmenci vd.
(2021) ile Spada vd. (2014) calismalarinda bilissel
farkindalk ustbilis 6zelliginin, erteleme davranisini pozitif
yonlu etkiledigi sonucuna ulasirlarken; Vural ve Glndiz
(2019) ile Bedel (2017) bilissel farkindalik Ustbilis
ozelliginin akademik ertelemeyi negatif yonli etkiledigi
sonucuna ulasmislardir. Alan yazinindaki bu bulgularin
orneklem ozelliklerinin bu ¢alismadan farkli olmasi,
sonuglarin da farkhhginin bir sebebi olarak dislinilebilir.
Biligsel farkindalk diizeyinin yiiksek olmasi bireyin
distlinceleri Uzerinde surekli ugragmasini,
mikemmeliyet¢i davranislarinin ve endise seviyesinin
artmasina neden olabilmektedir (Tosun & lIrak, 2008).

Akademik erteleme davranisinda mikemmeliyetgi
davranislarin  etkili oldugu ve mikemmeliyetgiligin
azaltilmasiyla  biligsel ~ farkindalik  seviyesinin  de

azalabilecegi sonucuna ulasan c¢alismalar (Kandemir,
2014; Ozer & Altun, 2011) dikkate alindiginda, sinif
o6gretmeni adaylarinin akademik erteleme davranislarinin
azaltilabilmesi icin bilissel farkindalik tstbilis 6zelliginin de
azaltilmasi gerekmektedir.

4.4 Sinif Ogretmeni Adaylarinin Ustbilis Ozelliklerinin
Akademik Erteleme Davranislarini Yordamasina iligkin

Tartisma
Sinif  6gretmeni adaylarinin  Ustbilis  6zelliklerinin
akademik erteleme davranislari Ulzerindeki 6nem

siralamasi; bilissel farkindalik, bilissel giiven, distinceleri
kontrol ihtiyaci, kontrol edilmezlik ve tehlike, olumlu
inanglar seklinde oldugu tespit edilmistir. Sinif 6gretmeni
adaylarinin  Ustbilis 6zelliklerinin  akademik erteleme
davranisinda bulunmalarinda etki ettigi gorulerek; biligsel
farkindalk Gstbilis 6zelligi akademik erteleme davranisi
etkilemede 6nemli gérdlmdistir. Bireyin yasimi (izerinde
etkili olan bilissel farkindaligin beklenen dizeyden yiksek
olmasi  duslnceler Uzerinde ugrasilmasini  ifade
etmektedir (Tosun & lIrak, 2008). Degirmenci vd. (2021)
erteleme davraniginin Ustbilis ile iligkisini arastirdig
¢alismasinda biligsel farkindalik seviyesi yuksek olan
bireylerin endise seviyelerinin de yiksek olmasindan
dolayl erteleme davranisinda artis oldugu sonucuna
ulasmistir. Gulep (2017) boyun egici davranislarda artis
olmasinin bilissel farkindahgi artirdigi ve lise 6grencilerinin
bundan dolayi akademik erteleme yapabilecegi bulgusuna
ulasmistir. Safari (2022) bilissel farkindaligin akademik
erteleme davranisinda etkili oldugu ve akademik
ertelemenin azaltilabilmesi icin Gstbilissel inanglarin
degistirilmesini 6nermistir. Bedel (2017) ve Wong (2012)
bilissel farkindaligin erteleme egiliminin o6nemli bir
yordayicisi  oldugu gorisinl  belirtmislerdir.  Bilissel
farkindalikta olumsuz dislincelerinin yerine olumlu
disinceler yer alirsa akademik erteleme davranisinin
azalacagina dair oOneride bulunmuslardir. Yapilan
cahismalar incelendiginde bilissel farkindaligin akademik
erteleme davranisi lzerinde etkisi oldugu ve olumsuz
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distunceler azaltilabilirse akademik erteleme davranisinin
azalabilecegi yorumu yapilabilir.

5. Sonug ve Oneriler

Bu arastirma sonucunda sinif 6gretmeni adaylarinin
diisuk dizeyde olumsuz Ustbilise ve akademik erteleme
davranisina sahip olduklari sonucuna ulagilmistir. Kadin
sinif ~ 6gretmeni  adaylarinin  akademik  erteleme
davranislarinin erkeklerden daha yiiksek oldugu sonucuna
ulasiimistir. Sinif 6gretmeni adaylarinin bilissel farkindalik
Ustbilis 6zelligi ile akademik erteleme davranis ortalama
puanlari arasinda pozitif yonli orta kuvvetli iliski oldugu
sonucuna varilmistir. Sinif 6gretmeni adaylarinin Ustbilis
ozellik puanlari, akademik erteleme davranis puanlarina
iliskin varyansin %21’ini agiklamaktadir. Sinif 6gretmeni
adaylarinin  Ustbilis 6zelliklerinin akademik erteleme
davranislari  Gzerindeki 6nem siralamasi;  bilissel
farkindalik, bilissel giiven, disinceleri kontrol ihtiyaci,
kontrol edilmezlik ve tehlike, olumlu inanglar seklinde
siralanmigtir. Arastirmada sinif 6gretmeni adaylarinin
Ustbilis ©zelliklerinin akademik erteleme davranisinda
bulunmalarinda etki ettigi ve biligsel farkindalik Ustbilis
ozelligi akademik erteleme davranisi etkilemede 6nemli
oldugu sonucuna varilmistir.

Bu sonuglar dogrultusunda arastirmacilarca farkh
oneriler sunulmustur. Meslege hazirlik siiregleri olan
egitim fakulltelerinde, sinif 6gretmeni adaylarinin
Ustbiligsel  ozelliklerini  azaltmaya  yonelik  farkh
uygulamalar duzenlenebilir. Bu uygulamalara meslek
bilgisi secmeli derslerinde ve alan segmeli derslerinde yer
verilmesi  Onerilmektedir. Bu derslerde 6gretmen
adaylarina, olumsuz dislince dongulerini kirmalari ve
duslincelerini yargillamadan gozlemleyerek simdiki ana
odaklanmalari igin atélye c¢alismalari dizenlenebilir.
Ayrica Ustbilisin - "planlama" gibi islevsel yonlerini
guclendirmek ve "biligsel gliveni" artirmak igin, 6gretmen
adaylarina ertelemeye neden olan "basaramayacagim",
"miikemmel olmali" gibi otomatik diistincelerini tanima ve
bunlari daha gergek¢i ve yapici dislncelerle degistirme
tekniklerinin 6gretildigi (Bilissel Davranisci Terapi temelli)
uygulamali dersler eklenebilir. Yine st siniflardaki
ogrencilerin, alt siniflardaki 6grencilere akademik gorev
planlama ve zorluklarla basa ¢ikma konusunda destek
oldugu mentorluk sistemleri kurulabilir. Bu, hem biligsel
giiveni artinr  hem de erteleme davranisini
normallestirerek basa ¢ikma stratejilerinin paylasiimasini
saglayabilir. Ayni zamanda sinif 6gretmeni adaylarinin
akademik erteleme davranislarini  azaltmak icin
fakiiltelerde farkhh uzmanlar tarafindan seminerler
diizenlenebilir. Bu seminerlerin odaginda hem ustbilissel
ozellikleri gelistirmeye hem de akademik erteleme
davranislarina odaklanan etkinlikler yer alabilir. Bunun igin
egitim fakiltelerinin egitim bilimleri ve rehberlik ve
psikolojik danismanlik boliimlerinden destek istenmesi
onerilmektedir. Bu sonug, farkli branslardaki 6gretmen
adaylarinin 6gretmenlik meslegine hazirlanmasinda da
dikkate alinmalidir.

Bu c¢alismanin  bazi sinirhliklart  bulunmaktadir.
Arastirmanin érneklem grubu sinif 6gretmeni adaylari ile

sinirlandinimistir.  Farkli  bolimlerde 6grenim goren
O0gretmen adaylarinin akademik erteleme davranisinda

bulunma nedenleri farkli arastirmacilar tarafindan
arastirilabilir ve bu davranisin nedenleri ortaya
¢ikarilabilir. Elde edilecek sonuglar bu c¢alisma ile

karsilastirilabilir. Bu aragtirmaya nitel arastirma yaklagimi
eklenerek arastirma daha da genisletilebilir ve farkh
arastirmacilar tarafindan nitel ya da karma desenli
arastirmalar tasarlanabilir.
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