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Research Article

Understanding the internal processes of learning is a fundamental aspect of explaining
individual development and evaluating learning activities. This study aims to reveal the
mediating role of academic self-efficacy in the relationship between individuals’
reflections on their learning experiences and their learner autonomy. Data were
collected from 579 pre-service teachers using the Reflection-in-Learning Scale,
Academic Self-Efficacy Scale, and Autonomous Learning Scale. The mediation analysis
indicated a substantial correlation among these constructs, with academic self-efficacy
serving as a partial mediator between reflection-in-learning and learner autonomy.
Based on the findings, promoting reflective behaviors and enhancing academic self-
efficacy can substantially enhance learner autonomy and improve educational
outcomes. In this regard, it is recommended that teachers and academics focus on
reflective activities and strategies aimed at strengthening self-efficacy to promote
learner autonomy.
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Arastirma Makalesi

Ogrenmenin igsel siireclerini anlamak, bireysel gelisimi agiklamada ve 6grenme
etkinliklerini degerlendirmede temel bir unsurdur. Bu galisma, 6grenme deneyimleri
Uzerine yapilan yansitmalar ile ©6grenen ozerkligi arasindaki iliskide akademik
Ozyeterligin aracilik rolinli ortaya koymayr amaglamaktadir. Veriler, 579 6gretmen
adayindan Yansitici Ogrenme Anlayisi Olgegi, Akademik Ozyeterlik Olgegi ve Ozerk
Ogrenme Olgegi kullanilarak toplanmistir. Aracilik analizi sonucunda elde edilen
bulgular, bu yapilar arasinda guglii bir iliski bulundugunu ve akademik Ozyeterligin
o0grenmede yansitma ile 6grenen Ozerkligi arasinda kismi araci rol Ustlendigini
gostermistir. Bu bulgular temelinde, yansitici davranislar ile akademik ozyeterligin
desteklenmesinin 6grenen 6zerkligini anlamli 6lglide artirabilecegi ve egitim ciktilarini
iyilestirebilecegi ileri sirilebilir. Bu dogrultuda, 6gretmen ve akademisyenlerin 6grenci
ozerkligini artirmada yansitici etkinliklere ve akademik 6zyeterligi gelistirici stratejilere
odaklanmalari 6nerilmektedir.
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Introduction

Over the past few decades, the nature of the teaching-learning process and, consequently,
researchers’ focus have increasingly shifted toward examining student-led innovative methods. Due to
this change, both teachers’ and learners’ designated roles have also gradually evolved. The move from
teacher-centered to learner-centered education has been a game changer in terms of responsibility
ownership of the learning process (Agrahari, 2016; Borg & Alshumaimeri, 2019; Cakici, 2017; Derinalp et
al., 2025). This transition necessitated fostering learner autonomy, which is widely regarded as one of the
foremost objectives within the realm of education (Cotterall, 2000; Yiice, 2023). Among the several other
tools promoting learner autonomy, reflecting on one’s own learning earned a well-established place for
itself in the literature (Cotterall, 2000; King, 2011; Orakci, 2021; Thanh, 2019).

Learner autonomy can be defined as learners taking responsibility for their own learning in terms of
not only the content (what) but also the method (how to learn it) (Cakici, 2017). Reflection-in-learning, in
turn, can be conceptualized as being aware of one’s actions, in other words, knowing what to do and why
to do it (Chang, 2019). Hence, these two terms are inherently interconnected. When it comes to academic
self-efficacy, it refers to learners’ evaluation of their own competence in attaining educational objectives
effectively. In order for learners to judge their abilities and capacities to achieve the set goals, they need
to reflect on their actions. Although the literature offers abundant studies establishing the
interconnectedness of reflection and learner autonomy (Iwata et al., 2007; Porto, 2007; Villamizar &
Mejia, 2019), not many studies investigated the precise positioning of academic self-efficacy within this
particular framework (Nosratinia & Hossaini, 2018; Tilfarhoglu & Ciftci, 2011). Hence, the current study
set out to explore the mediating role of academic self-efficacy in linking reflection-in-learning and learner
autonomy, to delineate the relations between these concepts within the educational setting.

Learner Autonomy

The concept of learner autonomy, first brought up in the seminal report of Holec (1981), continues to
hold a central place in educational discourse. Yet, the definition of learner autonomy remains debatable.
The term has been investigated and represented from various aspects such as socio-cultural (Chirkov,
2009; Smith & Ushioda, 2009; Yildirim, 2013), technical (Benson, 1997; Oxford, 2003; Pennycook, 1997),
and psychological (Benson, 2007, 2011; Reinders, 2011). Different interpretations of the term led to
different definitions. Learner autonomy can be defined as “the ability” (Holec, 1981, p. 3) or “the capacity”
(Benson, 2011) to be responsible for one’s own learning, which involves “critical reflection, decision-
making, and independent action” (Little, 1991). Although there is no consensus regarding autonomy being
an ability or a capacity, a great number of scholars agree that autonomy entails learning to learn (Camilleri,
2000; Godwin-Jones, 2011; Jiménez Raya et al., 2007; Little, 2007; Terhune, 2013).

It is highly acknowledged that learner autonomy plays a vital part in the learning process and that it
helps learners to customize their learning experiences. Learner autonomy is closely related to learners’
capacity to select their own learning objectives, learning strategies, and evaluation procedures (Benson,
2011). At this point, it is important to highlight that reflection is an attribute that autonomous learners
can employ to constantly evaluate and enhance their learning processes (Moon, 2004). Reflection and
autonomous learning empower students to comprehend and control their own learning process, which
ultimately leads to more efficient learning and better academic performance in the long run. All these
factors point to the crucial value of autonomy and reflection in modern schooling settings, which makes
a significant contribution to both the academic and personal growth of individuals. Further evaluation of
educational practices and policies will be shaped by more research and application of the principles of
reflection and learner autonomy, improving learners’ capacity for lifelong learning.

Reflection-in-Learning

Locke (1847) defined reflection as the mind’s attention to its own operations. Reflection is a critical
activity for learning from experience, and according to Dewey (1933), more learning occurs in this activity
than in the experience itself. “Being reflective” in the learning process generally means making sense of
past experiences by relating them to current and future learning needs. Learners who are not aware of
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their active internal processes cannot be expected to make logical inferences about what governs their
learning (Nisbett & Wilson, 1977). In such a situation, knowledge cannot be operationalized and learning
can only occur superficially (Biggs & Tang, 2007). Reflection provides important feedback to guide learning
by helping self-awareness (Roberts, 2006) and enables information about the results and effects of
strategies employed according to predetermined learning goals (Beveridge, 1997; Rodgers, 2002).
Learners can elucidate their current understanding, identify their learning needs, and strategize on
bridging the gap between known and unknown material through reflections during the learning process
(Moon, 1999). In this respect, reflection can be conceived as one of the basic metacognitive skills or
cognitive regulation strategies necessary for the development of self-regulated learning (Boekaerts,
1997).

Reflection is considered an essential component of various learning frameworks. In Kolb’s (1984)
learning cycle, reflection is the key for learners to transform concrete experiences into abstract concepts.
Expanding on this, Gibbs (1988) developed a reflective cycle that includes both systematic thinking and
emotional awareness. Similarly, Boud et al. (1985) argue that learning is driven by experience and requires
self-reflection. In Mezirow’s (1991) transformative learning approach, reflection carries a critical quality.
Verification of prior learning or justification of beliefs is the main function of critical reflection. In
Zimmerman’s (2002) social cognitive self-regulated learning model, self-reflection involves processes that
take place after each learning effort. Lastly, Moon (2004) evaluates reflection as a part of the operation
of “internal experiences” that plays a vital role in facilitating meaningful learning of complex material.
Collectively, these perspectives suggest that while reflection serves different functions, it remains central
to effective learning, shaping both experiences and understanding in dynamic ways.

Academic Self-Efficacy

Since the emergence of the term self-efficacy in the 1970s (Bandura, 1977), the concept has gained
scholars’ attention widely. As in many other fields, the concept of self-efficacy has been popular in the
educational field ever since (Artino, 2012; Honicke & Broadbent, 2016; Schunk, 1994; Schunk & Pajares,
2002). Bandura (1997, p. 3) defines perceived self-efficacy as “beliefs in one’s capabilities to organize and
execute the courses of action required to produce given attainments”. From this perspective, academic
self-efficacy refers to one’s self-efficacy beliefs that are shaped toward academic aspects (Bong & Skaalvik,
2003). In other words, academic self-efficacy denotes one’s own judgment of their ability to successfully
accomplish educational goals (Bandura, 1977; Elias & MacDonald, 2007; Schunk, 1991).

Ample studies highlight that academic self-efficacy is important for learning and consequently
academic performance. The relationship between academic self-efficacy and academic performance has
been investigated across different learning environments and varying levels, including but not limited to
at elementary school level in France (Joét et al., 2011), at the high school level in Italy (Alivernini & Lucidi,
2011), at university level in Pakistan (Nasir & Igbal, 2019), and in all cases a significant positive relationship
was found. Regardless of the educational setting in which the studies were conducted, meta-analytic
studies report that there is a positive correlation between academic self-efficacy and academic
performance (Multon et al., 1991; Robbins et al., 2004; Talsma et al., 2018). In their meta-analysis study,
Robbins et al. (2004) analyze 109 studies and concluded that the best predictors for academic
performance are academic self-efficacy and academic motivation. These findings emphasize that
academic self-efficacy should be developed and supported in order to increase the effectiveness of
educational environments.

Interplay Between Reflection-in-Learning, Learner Autonomy, and Academic Self-Efficacy

Analysis of the literature reveals a well-established theoretical relationship between reflection and
learner autonomy (Benson, 2011; Dworkin, 1988; Holec, 1980; Kohonen, 1992; Ryan, 2022). According to
Holec (1980), deep reflection on beliefs and practices interacts with the learner’s expanding knowledge
base to foster the development of autonomy. This interaction involves the process of controlling the flow
of experience (Candy, 1991; Ridley, 2003), which extends beyond increasing learning awareness
(Kohonen, 1992), self-monitoring (Cotterall, 1995), making conscious choices, and advanced planning
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capabilities (Dam et al., 2011; Ryan, 2022). Indeed, once the process is understood, control becomes
easier. Ridley (2003) emphasizes that all types of reflection (metalinguistic and metacognitive) enable
individuals to develop the habit of solving problems on their own, leading them to gradually realize that
they have control over their developing knowledge. As individuals become more autonomous through
reflection, they find more opportunities for reflection that can trigger a deeper approach to learning.
However, Little (1997) and Noggle (1997) refer to the “quality” of autonomy and suggest that critical
reflection contributes to more robust autonomy.

Reflective thinking is widely recognized as an important predictor, as it encourages deeper cognitive
processing and self-regulation, thereby strengthening academic self-efficacy (Alt, 2015; Ghanizadeh,
2017; Karaoglan-Yilmaz et al., 2023; Phan, 2007). Reflective activities, including guided self-assessment
and journaling, enable students to recognize their strengths and areas needing improvement. This process
enhances self-regulated behaviors such as goal-setting, planning, and monitoring, while also increasing
confidence in achieving academic objectives (Guleker, 2015; Hidayati, 2015). Moreover, reflection fosters
a growth mindset, enabling students to perceive challenges as learning opportunities, thereby increasing
persistence in academic endeavors (Phan, 2014). Research supports that students engaging in reflection
develop higher metacognitive awareness and resilience, which leads to better academic outcomes (Arici,
2022; Lew & Schmidt, 2011; Sobral, 2001). The relationship between reflection, improved self-regulation,
and academic achievement highlights its importance in promoting effective learning strategies and
enhancing self-efficacy (Masui & de Corte, 2005).

Studies demonstrate that academic self-efficacy significantly contributes to the development of
learner autonomy. Elevated self-efficacy correlates with enhanced autonomous learning behaviors,
including goal-setting, self-monitoring, and independent problem-solving (Tilfarlioglu & Ciftci, 2011). Self-
efficacy increases motivation, enabling students to become more resilient and adaptable in the face of
challenges. This, by encouraging greater responsibility, contributes to students becoming more
autonomous (Bandura et al., 1996; Eakman et al., 2019; Gutiérrez & Tomas, 2019; Honicke & Broadbent,
2016). Zajacova et al. (2005) stated that self-efficacy instills a sense of confidence that promotes proactive
behaviors, thereby leading to challenges being seen as opportunities for growth and strengthening
autonomous learning behaviors. On the other hand, environments that foster self-efficacy by providing
positive reinforcement and promoting autonomy enhance this link, increase engagement and academic
achievement (Oriol-Granado et al., 2017). Therefore, a reciprocal influence between the two concepts can
be suggested.

While the literature suggests that there is a relationship between these concepts, there is no definitive
conclusion as to which concept influences the other. The current study attempts to elaborate on the
relationships between these three concepts in more detail and develop an in-depth understanding in this
regard. In this study, we propose that academic self-efficacy may serve as a mediator in the relationship
between reflection-in-learning and learner autonomy. To address the research objectives, we formulated
and subsequently examined the following hypotheses in order to explore these associations:

H1: Reflection-in-learning is positively associated with learner autonomy.

H2: Reflection-in-learning is positively associated with academic self-efficacy.

H3: Academic self-efficacy is positively associated with learner autonomy.

H4: Academic self-efficacy mediates the relationship between reflection-in-learning and learner
autonomy.

Method
Research Model

This study adopted a correlational research design. Correlational research is the study of the
relationship among two or more variables without any attempt to influence them (Fraenkel et al., 2012).

The objective was to explore the relationships between “reflection-in-learning”, “learner autonomy”, and
“academic self-efficacy”. To achieve this, a mediation model was tested based on these relationships.
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Sample

The population of the study consisted of pre-service teachers enrolled at a public university in
southeastern Turkey. The sample comprised 593 pre-service teachers who were accessible during the
data collection process and who voluntarily participated in the study. Convenience sampling, one of the
nonrandom sampling methods, was used to select the participants (Fraenkel et al., 2012). Although this
method is highly advantageous in terms of time and cost, it has certain limitations (Blylikoztirk et al.,
2024). Before data collection, the researchers obtained ethics committee approval from their affiliated
institution (dated 14.11.2022, no. E-73628654-604.01.01-258867). In the preliminary analysis, 14 cases
were excluded from the dataset due to outliers, and analyses were conducted using data from 579
participants. There were no missing data in the dataset. The distribution of participants by gender, class
standing, and department is shown in Table 1.

Table 1
Demographic Characteristics of the Sample
Variable Group f %
Gender Female 427 73.7
Male 152 26.3
Freshmen 213 36.8
. Sophomore 170 29.4
Class Standing Junior 142 24.5
Senior 54 9.3
Elementary Mathematics Teaching 147 25.4
English Language Teaching 145 25.0
D
epartment Primary School Teaching 146 25.2
Turkish Language Teaching 141 24.4

Data Collection Tools

Reflection-in-Learning Scale (RLS): The RLS was developed by Sobral (2000) and adapted into Turkish
by Elaldi and Semerci (2018) to assess university students’ reflective learning levels. The scale was
translated and back-translated by language experts, and minor revisions were made for clarity. The
adaptation study was conducted with 237 undergraduate students from a state university in Turkey. The
equivalence of the Turkish and English forms was supported by significant correlations between their
scores (r=.43- .70, p< .05). Validity evidence was obtained through exploratory and confirmatory factor
analyses (x%/sd= 3.49, RMSEA= .01, CFI= .93). Originally consisting of 14 items, the scale was reduced to
10 items during the adaptation process. Cronbach’s alpha indicated good reliability in both the original
(o= .81) and adaptation studies (a= .83). Split-half reliability was also acceptable (r= .71, p< .001). The
one-dimensional scale includes 10 items, rated on a seven-point Likert scale from 1 (Strongly disagree) to
7 (Strongly agree), with no reverse-coded items. Two illustrative examples of items are as follows:

e | mentally process what | know and what | need to know about the subject. (Item 5)
e | am aware of what | am learning and the goals of my learning. (Item 6)

Academic Self-Efficacy Scale (ASES): The ASES was developed by Jerusalem and Schwarzer (1981) to
assess students’ beliefs in their ability to successfully complete academic tasks. The scale was adapted
into Turkish by Yilmaz et al. (2007). The scale was translated from German into Turkish, reviewed by
language experts, and revised accordingly. After revisions, the scale was administered to 672
undergraduate students from three different state universities in Turkey. Yilmaz et al. (2007) conducted
exploratory factor analysis for validity. Regarding concurrent validity, participants completed a similar
scale, and the correlation between the scores was examined, revealing a moderately significant and
positive correlation (r=.435, p<.01). For reliability, Cronbach’s alpha coefficients were calculated, and the
scale showed good reliability (a=.79). The ASES is one-dimensional and consists of seven items, including
one reverse-scored item. It is rated on a four-point Likert-type scale ranging from 1 (Does not fit me at all)
to 4 (Completely fits me). Two illustrative examples of items are as follows:
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e | am always able to complete the tasks required during my university education. (Iltem 1)
e | remain calm during exams because | trust my intelligence. (Item 6)

Autonomous Learning Scale (ALS): The ALS aims to determine students’ autonomy in learning. The
scale was developed by Macaskill and Taylor (2010) and adapted into Turkish by Arslan and Yurdakul
(2015). During the adaptation process, translation and back-translation were carried out, and one of the
two negatively worded items in the original scale was positively worded in the Turkish version to ensure
consistency. The original five-point Likert scale, coded between “Very like me” and “Not at all like me”,
was adapted into Turkish with “Strongly agree” at one end and “Strongly disagree” at the other, to make
it more familiar in Turkish. During piloting, the English and Turkish versions of the ALS were administered
to 25 EFL teachers one week apart, confirming translation equivalence. Finally, the adapted version of the
scale was administered to 752 middle school students enrolled in three different public schools, and
confirmatory factor analysis showed that the two-dimensional model provided a good fit. Cronbach’s
alpha internal consistency reliability coefficient of the scale was calculated as .80 for the whole scale. The
ALS is two-dimensional and consists of 12 items with no reverse-scored items. Two illustrative examples
of items are as follows:

e |like to learn new subjects on my own. (Iltem 4)
e | never make excuses to start studying. (Item 11)

Data Analysis

The data analysis involved examining the responses of 593 participants, with no missing values
detected. Then, the assumptions for mediation analysis were tested. The first step was to investigate
outliers at both unidimensional and multidimensional levels. Z-scores and boxplots were used to identify
unidimensional outliers. For the Z-scores, a threshold of +3 was adopted, while for boxplots, any points
beyond 1.5xIQR were flagged as outliers (Field, 2013; Tukey, 1977). This process led to the exclusion of
12 outlier cases. To determine multidimensional outliers, Mahalanobis distances were calculated, and 2
additional cases not meeting the p< .001 criterion were excluded from the dataset (Tabachnick & Fidell,
2014). After addressing the outliers, normality was assessed using skewness and kurtosis values, which
fell within the acceptable range of %1, indicating a normal distribution. Further examination through
histograms and scatter plots showed no violations of normality. Finally, multicollinearity was checked
through correlation coefficients (< .8), VIF, and Tolerance values, while the independence of errors was
confirmed using the Durbin-Watson test.

To examine the relationships between variables, mediation analysis was conducted. Prior to the
mediation analysis, the relationships among the variables were examined using correlation coefficients
along with their descriptive statistics. Based on Hayes (2022), the PROCESS macro in SPSS (Version 27)
was used to perform the analysis. Model 4 of the macro was applied to test the hypothesized mediational
pathways. The mediation effect was considered statistically significant if the 95% confidence interval,
based on 5,000 bootstrap samples, did not include zero, as suggested by Hayes (2022).

The Validity and Reliability Analyses

Before starting the data analysis, the validity and reliability of the scores obtained from the scales were
tested. Confirmatory factor analysis (CFA) was conducted using the item scores of the scales, and the
original factor structures were assessed. To improve model fit, two error covariances were added to RLS
and ALS, and one to ASES during the first-order CFA. The fit indices are displayed in Table 2, showing a
good fit between the proposed models and the data (Hu & Bentler, 1999; Kline, 2011). For reliability,
Cronbach’s alpha and McDonald’s omega coefficients were calculated.
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Table 2
Validity and Reliability Analyses of the Scores
Validity Analysis Model-Data Fit Indices of CFAs
Scales X2 df x3/df RMSEA SRMR RMR AGFI GFI NFI CFI IFI
RLS 145.198 33 4.40 .07 .03 .08 91 .95 .93 .95 .95
ALS 248.644 51 4.87 .08 .05 .06 .89 .93 .89 .92 .92
ASES 43.783 13 3.36 .06 .03 .02 .95 .98 .95 .97 .97
Reliability Analysis  Cronbach’s o — McDonald’s w
Scales RLS ALS ASES
.871-.873 .858-.860 .785-.790
Findings

Preliminary Analyses

First, descriptive statistics and correlation analyses were conducted, as shown in Table 3. The analyses
revealed a strong positive correlation between both reflection-in-learning and learner autonomy (r= .65;
p< .01) and academic self-efficacy and learner autonomy (r= .57; p< .01). The relationship between
reflection-in-learning and academic self-efficacy was found to be positive and moderate (r= .44; p< .01)
(Cohen, 1988).

Table 3
Correlation Coefficients and Descriptive Statistics
1 2 M SD Skewness Kurtosis
1. Reflection-in-learning 1 51.13 10.00 -.257 -.260
2. Learner autonomy .654** 1 46.39 8.01 -.097 -.606
3. Academic self-efficacy A37** .568** 21.35 3.66 -.111 -.628

**p< .01 (2-tailed)

Next, assumptions of the mediation analyses were checked. Outliers were examined using Z scores,
boxplots, and Mahalanobis values, resulting in the removal of 14 cases from the dataset. Skewness of the
variables ranged between -0.1 and -0.26, and kurtosis ranged between -0.26 and -0.63. This indicates that
the normality criteria for all the variables were met (Field, 2013). Multicollinearity was checked using the
variance inflation factor (VIF) and tolerance values. The VIF values were found to be between 1 and 1.24,
and tolerance values ranged from .81 to 1, indicating that there was no multicollinearity between the
variables. Finally, the independence of residuals was examined using the Durbin-Watson test, with a value
of 1.99. Considering the results, it was determined that there were no multicollinearity or residual
problems, confirming all assumptions (Field, 2013).

The Results of Mediational Analysis

PROCESS Model 4 was applied to examine whether academic self-efficacy mediates the relationship
between reflection-in-learning and learner autonomy (see Table 4; Figure 1). The analysis revealed a
significant total effect of reflection-in-learning on learner autonomy without the mediator (path c; B=
.524; t(579)= 20.75; p< .001; 95% Cl=.474, .573). When academic self-efficacy was added as a mediator,
a significant direct effect remained (path c’; B= .401; t(579)= 15.71; p< .001; 95% Cl= .351, .451).
Furthermore, the indirect effect through academic self-efficacy was also significant (B=.122;95% Cl=.117,
.190).
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Table 4
Path Coefficients of the Model

95% ClI

Model Estimate (B) SE t p
Lower  Upper

Model without mediator

Path ¢ RL->LA .524 .03 20.75 <.001 474 .573
Model with academic self-

efficacy as the mediator

Path a RL->AS .160 .01 11.68 <.001 133 .187
Path b AS—>LA .763 .07 10.95 <.001 .626 .899
Path ¢’ RL->LA 1401 .03 15.71 <.001 .351 451

Indirect effect of AS 122 .02 117 .190

RL: Reflection-in-learning level of the students (independent variable); LA: Learner autonomy levels of students
(dependent variable); AS: Academic self-efficacy level of students (mediator).

The findings showed that higher reflection-in-learning levels were associated with higher academic
self-efficacy (path a; B=.160, p< .001), and in turn, higher academic self-efficacy led to increased learner
autonomy (path b; B= .763, p< .001). Based on the B values, in the absence of a mediator, learner
autonomy rises by .524 units for every one unit increase in reflection-in-learning, a significant effect (p<
.001). Additionally, learner autonomy increases by .763 units when academic self-efficacy rises by one
unit. These findings suggest that both reflection-in-learning and academic self-efficacy significantly
predict learner autonomy. Reflection-in-learning is also a significant predictor of academic self-efficacy.
After adding the mediator, the regression coefficient between reflection-in-learning and learner
autonomy decreased to .401, indicating that academic self-efficacy is a partial mediator in this
relationship.

Figure 1

Mediating Role of Academic Self-Efficacy in the Relationship Between Reflection-in-Learning and Learner
Autonomy

Academic Self-Efficacy

Learner Autonomy
R’adj = .42%

*p<.001

To assess the significance of the coefficients, the bootstrap method was applied, and parameter
estimation was performed using 5,000 samples. The 95% confidence interval was adopted, and it was
observed that these intervals did not include zero, indicating that the coefficients were significantly
different from zero. The proportion of variance explained by the model was R2= .42.

Discussion, Conclusion and Recommendations

In the current study, the aim was to investigate whether academic self-efficacy can mediate the
relationship between reflection-in-learning and learner autonomy. As the first hypothesis of the study,
reflection-in-learning was found to be positively related to learner autonomy and significantly predicted
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it. This finding conforms to the existing literature. Numerous studies in the literature have demonstrated
the effects of reflective activities, self-reflection processes and guided reflection in supporting learner
autonomy (Cinkara & Derinalp, 2025; Sener & Mede, 2022). While reflective learning activities allow
individuals to systematically evaluate their learning processes and experiences, these processes seem to
play a role in supporting autonomy. For example, Dam and Legenhausen (2011), in their study focusing
on reflection, evaluation, and assessment, emphasize the importance of encouraging reflection-in-
learning as it enhances learner autonomy. This study is supported by an empirical study conducted by
Sener and Mede (2022) with the participation of 41 students. In their mixed-method study, Sener and
Mede (2022) demonstrated that reflective practices enhanced students’ abilities to evaluate their own
learning processes and take responsibility, thereby leading to positive changes in learner autonomy.
Studies by Chu (2009), Naruse (2018), Orakci (2021) and Thanh (2019) also reveal that reflection-in-
learning supports learner autonomy.

As per the second hypothesis of the current study, it was found that reflection-in-learning is positively
related to academic self-efficacy. Results confirmed the hypothesis that reflection-in-learning significantly
predicts academic self-efficacy. This finding is in line with previous literature demonstrating that reflective
thinking plays an important role in students’ academic achievement (Karaoglan-Yilmaz et al., 2023; van
Velzen, 2016) and thus academic self-efficacy. For example, Uluginar-Sagir et al. (2016) investigated the
relationship between self-efficacy and reflective thinking. Their results showed that self-awareness can
help students better recognize their strengths and weaknesses and use learning strategies more
effectively. This self-awareness, which is often associated with reflection (Kanthan & Sengher, 2011; Lepp
et al., 2003), ultimately increases academic self-efficacy.

The third hypothesis postulates that there is a positive relationship between learner autonomy and
academic self-efficacy, which is not a surprising discovery as it is also consistent with previous studies. The
existing literature also reveals that there is a significant relationship between learner autonomy and
academic self-efficacy (Alkan & Arslan, 2019; Flannagan, 2007; Mickwitz & Suojala, 2020). In particular,
academic self-efficacy is recognized as a critical first step in the development of student autonomy (Fazey
& Fazey, 2001; Komarraju & Nadler, 2013). Moreover, Henri et al. (2018) defined self-efficacy as an aspect
of autonomy and stated that self-efficacy contributes to individuals’ autonomy in learning and decision-
making processes. In addition, Alkan and Arslan (2019), in their empirical study with the participation of
776 pre-service teachers from Turkey, reported that academic self-efficacy plays an important role in
predicting learner autonomy. These studies show that when students’ self-confidence and belief in their
ability to succeed increase, they are able to manage their own learning processes more independently,
and this improves their autonomy. In this context, academic self-efficacy stands out as a factor that
supports and strengthens learner autonomy.

As for the final hypothesis of the study, it was tested whether academic self-efficacy mediates the
relationship between reflection-in-learning and learner autonomy. The findings revealed that academic
self-efficacy plays a partial mediating role in the relationship between reflection-in-learning and learner
autonomy. Indeed, when academic self-efficacy was controlled as a mediating variable, a decrease in the
direct effect between reflection-in-learning and learner autonomy was observed. This finding indicates
that the effect of reflection on learner autonomy is not realized solely through academic self-efficacy. In
other words, reflective learning activities affect learner autonomy both directly and indirectly by
strengthening academic self-efficacy. The partial mediating role of academic self-efficacy reveals that
learner autonomy is not solely a self-belief-based construct; rather, it is a multidimensional construct that
operates in conjunction with awareness, responsibility-taking, and self-regulation processes developed
through reflection. This indicates that in the development of autonomy, the processes of “knowing what
one is doing” and “believing that one can do it” operate simultaneously.

Although the mediating role of academic self-efficacy between different variables in education such
as emotional intelligence and academic engagement (Bafios et al., 2023), family functioning and learning
engagement (Qi et al., 2023), academic achievement and academic engagement (Meng & Zhang, 2023)
has been addressed in the literature, the mediating role between reflection and learner autonomy has
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been relatively overlooked. The findings of this study suggest that individuals with high academic self-
efficacy will consequently use reflection strategies and be more autonomous in their learning. These
findings highlight the importance of educators developing strategies to strengthen students’ academic
self-efficacy. Increasing students’ self-efficacy levels may enable them to use reflection strategies more
effectively and thus support learner autonomy. This, in turn, contributes to students becoming more
successful and independent learners.

Considering the above findings, it can be concluded that reflection may also function as a catalyst
supporting autonomous learning in formal educational settings. Through reflective learning activities such
as self-assessment and guided reflection, students can make judgments about their progress and identify
gaps in their approach to learning and strategy development. By encouraging a reflective mindset,
teachers also foster better self-regulation in their students, enabling them to take more responsibility for
their learning. Again, this is in line with student-centered pedagogical approaches in which students are
seen as active actors in the learning process rather than merely recipients of information.

Moreover, the mediating role of academic self-efficacy means that reflective learning activities
probably have a positive impact on autonomy by strengthening students’ beliefs in their own abilities.
Thus, interventions aimed at developing such beliefs among students could be an additional way to
maximize the effects of reflective activities on autonomy. Therefore, teaching methodologies should
incorporate activities that enhance this self-efficacy, such as setting realistic goals, reinforcing positive
behaviors, and providing opportunities for successful task completion. These strategies will also facilitate
improvement in students’ academic performance and provide them with the necessary confidence to
engage in autonomous learning practices.

The policy implications therefore suggest that reflective learning practices can be incorporated into
the curricula of educational institutions for more autonomous learners. In terms of education, this process
calls for the implementation of policies that place greater emphasis on the development of metacognitive
skills, which play a vital role in lifelong learning and thus help to adapt to the requirements of the
professional context. Moreover, teacher education should include more elements, such as structured
journals, self-assessment forms, and concept mapping, to demonstrate how to put reflective processes
into practice; it should also provide opportunities for teachers and teacher candidates to develop
strategies for autonomous and empowering learning. This will help educators to support this process
effectively by providing examples of practical ways in which teachers can incorporate reflective activities
into lessons.

Limitations and Future Direction

It is important to acknowledge some limitations of the current study. First, the sample consists only of
pre-service teachers from a specific educational setting, which may affect generalizability to broader
populations. Future studies could benefit from diverse samples from different cultural and institutional
contexts to increase their external validity. The instruments, although statistically tested for reliability and
validity, may introduce biases such as social desirability or distortion of self-assessments, suggesting that
mixed-method approaches or objective measures should be considered in any validation of future studies.
Furthermore, the cross-sectional design limits causal interpretations, reinforcing the need for longitudinal
research to better understand the evolving dynamics between variables. In this study, academic self-
efficacy was found to be a single mediator; however, other measures such as motivation, cognitive
strategies or emotional regulation may also influence this relationship. In this context, exploring other
mediators would help develop more comprehensive and explanatory models.
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Tiirkge Siirimui

Giris

Gegtigimiz birkagc on yilda 6gretme-6grenme siirecinin dogasi ve buna bagl olarak arastirmacilarin
odagi, 6gretmen merkezli geleneksel ydontemlerden 6grenci merkezli yenilikgi ydntemlere evrilmistir. Bu
paradigma degisikligi hem Ogretmenlerin hem O0grencilerin Ustlendigi rolleri de kademeli olarak
donlstirmustir. Streg, 6grenme sorumlulugunun kimde oldugu konusunda biyik bir farkhlik yaratmis
(Agrahari, 2016; Borg ve Alshumaimeri, 2019; Cakici, 2017; Derinalp vd., 2025) ve egitim alaninda en
onemli hedeflerden biri olarak kabul edilen 6grenen 0Ozerkliginin tesvik edilmesini gerekli kilmistir
(Cotterall, 2000; Yiice, 2023). Ogrenen 6zerkligini destekleyen cesitli stratejiler arasinda, kisinin kendi
o6grenmeleri Gizerinde yaptigl yansitici degerlendirmeler (yansitici disiinme) alan yazininda 6nemli bir yer
tutmaktadir (Cotterall, 2000; King, 2011; Orakci, 2021; Thanh, 2019).

Ogrenen ozerkligi, bireylerin yalnizca 6grenme igeriklerinden (ne) degil, 8grenme yéntemlerinden
(nasil) de sorumlu olmalarini ifade eder (Cakici, 2017). Ogrenmede yansitma ise bireyin kendi eylemlerinin
farkinda olmasi, bir baska ifadeyle, neyi neden yapacagini bilmesi anlamina gelir (Chang, 2019). Bu iki
kavram dogasi geregi birbiriyle yakindan iliskilidir. Diger yandan akademik 6zyeterlik, bireylerin belirlenen
egitsel hedeflere ulasma konusundaki yetkinliklerine olan inanclaridir. Ogrenenlerin, hedeflere ulasma
konusundaki beceri ve kapasitelerini degerlendirebilmeleri icin gecmis yasantilar izerine diisiinmeleri,
yani yansitma yapmalari gerekir. Alan yazininda, yansitma ile 6§renen 6zerkligi arasindaki iliskiyi ortaya
koyan pek ¢ok g¢alisma bulunmakla birlikte (Iwata vd., 2007; Porto, 2007; Villamizar ve Mejia, 2019),
akademik 6zyeterligin bu kuramsal gergeve icerisindeki konumunu dogrudan ele alan galismalar sinirhdir
(Nosratinia ve Hossaini, 2018; Tilfarlioglu ve Ciftci, 2011). Bu amagcla, mevcut calisma, akademik
ozyeterligin 6grenmede yansitma ile 6grenen 6zerkligi arasindaki iliskide aracilik rolinli incelemeyi ve bu
yapilar arasindaki iliskileri ortaya koymayi amaglamaktadir.

Ogrenen Ozerkligi

ilk kez Holec’in (1981) raporunda tanitilan 6grenen 6zerkligi kavrami, uzun bir siiredir egitim
tartismalarinda ©6ne ¢ikan konulardan biri olmasina ragmen tanimi halen tartismalidir. Terim;
sosyokdlturel (Chirkov, 2009; Smith ve Ushioda, 2009; Yildirim, 2013), teknik (Benson, 1997; Oxford, 2003;
Pennycook, 1997) ve psikolojik (Benson, 2007, 2011; Reinders, 2011) acilardan ele alinmis; kavramin farkli
yorumlari, farkh tanimlamalara neden olmustur. Bireyin kendi 6grenmesinden sorumlu olma “becerisi”
(Holec, 1981) ya da “kapasitesi” (Benson, 2011) olarak tanimlanabilecek 6grenen o6zerkligi, “elestirel
yansitma, karar alma ve bagimsiz hareket etme”yi kapsar (Little, 1991). Bununla birlikte bircok arastirmaci,
Ogrenen Ozerkliginin 6grenmeyi 6grenmeyle iliskili oldugu konusunda goris birligi icindedir (Camilleri,
2000; Godwin-Jones, 2011; Jiménez Raya vd., 2007; Little, 2007; Terhune, 2013).

Ogrenme siirecinin temel boyutlarindan biri olan &grenen 6zerkligi, 6grenme deneyimlerinin
kisisellestirilmesiyle yakindan iliskilidir. Ogrenen &ézerkligi; 6grencilerin 6grenme hedeflerini, stratejilerini
ve degerlendirme yontemlerini belirleyebilme becerilerini ifade eder (Benson, 2011). Yansitma ise
o6grencilerin 6grenme sireglerini slrekli bicimde degerlendirme ve gelistirmelerine yardimci olan bir
aractir (Moon, 2004). Dolayisiyla daha yansitici ve 6zerk 6grenciler, 6grenme slreclerini daha kolay
anlayip yonetebilir ve daha yliksek akademik basari elde edebilir. Egitim uygulamalari ve politikalari, bu
etkinliklerin arastirilmasi ve hayata gegirilmesiyle iyilestirilerek bireylerin yasam boyu 6grenme becerileri
gelistirilebilir.

Ogrenmede Yansitma

Locke (1847), yansitmayi, zihnin kendi isleyisine odaklanmasi olarak tanimlar. Yansitma, deneyimden
6grenmede kritik bir etkinliktir ve Dewey’e (1933) gore bu etkinlikte gerceklesen 6grenme, deneyimin
kendisinden daha fazladir. Ogrenme siirecinde “yansitici olmak” genellikle gegmis deneyimleri, mevcut ve
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gelecekteki 6grenme gereksinimleriyle iliskilendirerek anlamlandirma anlamina gelir. Birgok 6grenci etkin
icsel slireglerinin farkinda olmadigindan, 6grenmelerini neyin yonettigine iliskin mantikli ¢ikarimlarda
bulunamaz (Nisbett ve Wilson, 1977). Béyle bir durumda bilgi islevsel hale gelemez ve 6§renme yalnizca
yuzeysel olarak gergeklesir (Biggs ve Tang, 2007). Yansitma, 6zfarkindaligi artirarak 6grenmeye yon veren
dnemli geri bildirimler saglar (Roberts, 2006). Ogrenciler, 6grenme siireci boyunca yaptiklari yansitmalar
yoluyla 6grenme hedeflerine gore kullandiklari stratejilerin sonug ve etkileri hakkinda bir kavrayis edinirler
(Beveridge, 1997; Rodgers, 2002). Boylelikle mevcut durumlarini netlestirebilir, bildikleri ile bilmedikleri
arasindaki farki kapatacak yeni stratejiler gelistirebilirler (Moon, 1999). Bu baglamda yansitma,
o6zdlzenlemeli 6grenmenin gelisimi icin gerekli temel Ustbilissel becerilerden veya bilissel diizenleme
stratejilerinden biri olarak degerlendirilebilir (Boekaerts, 1997).

Yansitma, gesitli 6grenme yaklasimlarinda temel bir unsur olarak kabul edilir. Kolb’un (1984) 6grenme
dongusiinde yansitma, 6grencilerin somut deneyimleri soyut kavramlara déniistirmesinin anahtaridir.
Bunu genisleten Gibbs (1988), hem sistematik dliisinmeyi hem de duygusal farkindaligi igeren bir yansitma
dongusi gelistirmistir. Benzer sekilde Boud ve digerleri (1985), 6grenmenin deneyimle yonlendirildigini ve
ozyansitma gerektirdigini savunur. Mezirow’un (1991) doénistirici 6grenme yaklasiminda da yansitma
belirleyici konumdadir. Onceki 8grenmenin dogrulanmasi ya da inanclarin gerekcelendirilmesi, elestirel
yansitmanin bir sonucu olarak ortaya ¢ikar. Zimmerman’in (2002) sosyal bilissel 6zdiizenlemeli 6grenme
modelinde 6zyansitma, her 6grenme gabasindan sonra gergeklesen siiregleri kapsar. Son olarak Moon
(2004), yansitmayi, karmasik igeriklerin anlamli bigimde 6grenilmesini kolaylastirmada etkin rol oynayan
“igsel deneyimler”in bir pargasi olarak ele alir. Bu yaklasimlar bir arada degerlendirildiginde, yansitmanin
farkh islevler Gstlenmesine karsin nitelikli 6grenmenin merkezinde yer almaya devam ettigi, 6grenme
yasantilarini ve anlamayi dinamik bicimlerde etkiledigi gorilmektedir.

Akademik Ozyeterlik

Ozyeterlik kavrami, 1970’lerde ortaya ¢ikisindan bu yana (Bandura, 1977), pek ¢ok alanda oldugu gibi
egitim alaninda da uzun bir siire arastirmacilarin ilgisini ¢ekmistir (Artino, 2012; Honicke ve Broadbent,
2016; Schunk, 1994; Schunk ve Pajares, 2002). Bandura (1997, s. 3), 6zyeterlik algisini “basariya ulasmak
icin gerekli eylemleri dizenleme ve yiriitme kapasitesine yonelik inanglar” biciminde tanimlar. Bu
cercevede akademik 6zyeterlik, bireyin akademik baglamda sahip oldugu 6zyeterlik inanglarini ifade eder
(Bong ve Skaalvik, 2003). Bir diger anlatimla akademik Ozyeterlik, kisinin egitim hedeflerini basariyla
gerceklestirebilme yeterligine iliskin 6zyargilaridir (Bandura, 1977; Elias ve MacDonald, 2007; Schunk,
1991).

Cok sayida calisma, akademik Ozyeterligin 6grenme ve dolayisiyla akademik basari Gzerinde etkili
oldugunu vurgulamaktadir. Akademik dzyeterlik ile akademik basari arasindaki iliski; Fransa’da ilkokul
(Joét vd., 2011), italya’da lise (Alivernini ve Lucidi, 2011), Pakistan’da Universite (Nasir ve Igbal, 2019)
olmak tizere farkh 6grenme diizey ve ortamlarinda arastirilmis ve tiimiinde pozitif yénla, anlamh bir iliski
saptanmistir. Yapilan meta analiz ¢alismalarina bakildiginda ise -egitim ortamindan bagimsiz olarak-
akademik Ozyeterlik ile akademik performans arasinda pozitif yonli bir iliski oldugu gorilmektedir
(Multon vd., 1991; Robbins vd., 2004; Talsma vd., 2018). Ornegin, Robbins ve digerlerinin (2004) yirittigi
meta analiz ¢alismasinda 109 arastirma incelenmis ve akademik basarinin en glgli yordayicilarinin
akademik ozyeterlik ve akademik motivasyon oldugu sonucuna ulasilmistir. Bu bulgular, akademik
ozyeterligin gelistirilmesinin ve desteklenmesinin egitim ortamlarinin etkililigini artirmada énemli bir
etken oldugunu ortaya koymaktadir.

Ogrenmede Yansitma, Ogrenen Ozerkligi ve Akademik Ozyeterlik Arasindaki iliski

Alan yazini incelendiginde, yansitma ile 6grenen 6zerkligi arasinda gli¢li bir kuramsal iliski oldugu
gorulir (Benson, 2011; Dworkin, 1988; Holec, 1980; Kohonen, 1992; Ryan, 2022). Holec’e (1980) gore,
inancglar ve uygulamalar Gzerine derinlemesine disiinmek, 6grenenin zamanla artan bilgi birikimiyle
etkileserek ozerkligin gelisimini destekler. Bu etkilesim, deneyim akisini kontrol etmeyi saglar (Candy,
1991; Ridley, 2003) ve 6grenme farkindaligini artirmanin (Kohonen, 1992), 6zizleme yapmanin (Cotterall,
1995), bilingli segimlerde bulunmanin ve gelismis planlama becerileri kazanmanin (Dam vd., 2011; Ryan,

910



Arici & Derinalp — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 55(2), 2026, 898-925

2022) zeminini hazirlar. Nitekim siire¢ bir kez anlasildiginda kontrol daha kolay hale gelir. Ridley (2003),
tim yansitma tirlerinin (Ustdilsel ve Ustbilissel) bireylerin kendi baslarina problem ¢ézme aliskanlig
kazanmalarina yardimci oldugunu ve bunun, artan bilgileri lizerindeki kontrollerini giderek daha fazla fark
etmelerini sagladigini ifade eder. Bireyler yansitma yoluyla daha &zerk hale geldikge derin 6grenmeyi
tetikleyebilecek yeni yansitma firsatlariyla karsilasirlar. Buna ek olarak Little (1997) ve Noggle (1997),
ozerkligin “kalitesine” atifta bulunur ve elestirel yansitmanin daha saglam bir oOzerklige katkida
bulundugunu ileri sirer.

Yansitici disinme, derin bilissel islemleme ve 6zdiizenlemeyi tesvik etmesi nedeniyle akademik
ozyeterligin 6nemli bir yordayicisi kabul edilmektedir (Alt, 2015; Phan, 2007; Ghanizadeh, 2017;
Karaoglan-Yilmaz vd., 2023). Rehberli 6zdegerlendirme ve giinlik tutma gibi yansitici etkinlikler,
ogrencilerin glgli ve zayif yonlerini fark etmelerini saglar. Bu sireg; hedef belirleme, planlama ve izleme
gibi 6zduzenleyici davraniglari gelistirerek akademik hedeflere ulasma konusundaki glveni de artirir
(Guleker, 2015; Hidayati, 2015). Ayrica, yansitma, 6grencilerin zorluklar bir 6grenme firsati olarak
gormelerini tesvik ederek gelisim odakh bir anlayis kazandirir ve akademik g¢abalarini stirdiirmelerini
destekler (Phan, 2014). Arastirmalar, yansitma sirecine katilan 6grencilerin daha ylksek Ustbilissel
farkindalk ve dayaniklilk gelistirdigini, bunun da akademik basariyi yikselttigini géstermektedir (Arici,
2022; Lew ve Schmidt, 2011; Sobral, 2001). Yansitma, 6zdiizenleme ve akademik basari arasindaki iliski,
yansitmanin etkili 6grenme stratejileri gelistirme ve 6zyeterligi artirmadaki dnemini ortaya koymaktadir
(Masui ve de Corte, 2005).

Arastirmalar, akademik Ozyeterlig§in 0grenen 0&zerkliginin gelisimine oOnemli katkilar yaptigini
gostermektedir. Yiksek ozyeterlik; hedef belirleme, 6zdenetim ve bagimsiz problem ¢ézme gibi gelismis
dzerk dgrenme davranislariyla iliskilidir (Tilfarlioglu ve Ciftci, 2011). Ozyeterlik, motivasyonu yiikselterek
ogrencilerin zorluklar karsisinda daha dayanikli ve uyumlu olmalarini saglar. Bu durum, daha fazla
sorumluluk almayi tesvik ederek 6grencilerin daha 6zerk hale gelmelerine olanak tanir (Bandura vd., 1996;
Eakman vd., 2019; Gutiérrez ve Tomas, 2019; Honicke ve Broadbent, 2016). Zajacova ve digerleri (2005),
Ozyeterligin proaktif davranislari tesvik eden bir gliven duygusu asiladigini, boylece zorluklarin gelisim
firsati olarak gorildigiinii ve dzerk dgrenme davranislarinin giiclendigini belirtmistir. Ote yandan,
destekleyici geri bildirim sunan ve 6zerkligi giiclendiren 6grenme ortamlari, 6zyeterligi gelistirerek bu
iliskiyi pekistirir; katilimi ve akademik basariyi artirir (Oriol-Granado vd., 2017). Dolayisiyla bu iki yapi
arasinda karsilikli bir etkiden s6z edilebilir.

Alan vyazini incelendiginde, 6grenmede vyansitma, Ogrenen Ozerkligi ve akademik 6zyeterlik
kavramlarinin iligkili oldugu gorilur ancak hangi yapinin digeri izerinde daha etkili olduguna iligkin kesin
bir yargiya varmak giictiir. Bu galisma, bu Ug¢ yapi arasindaki iliskileri daha ayrintili bir bicimde inceleyerek
biitincil bir anlayis gelistirmeyi amaglamaktadir. Calismada, akademik 6zyeterligin 6grenen ozerkligi ile
o6grenmede yansitma arasindaki iliskide araci degisken rolii Gstlenebilecegi 6ne siiriilmektedir.

Arastirmanin amaglari dogrultusunda, s6z konusu iliskileri incelemek (izere asagidaki hipotezler
gelistirilmis ve sinanmistir:

H1: Ogrenmede yansitma ile 6grenen dzerkligi arasinda pozitif yonli bir iliski vardir.
H2: Ogrenmede yansitma ile akademik dzyeterlik arasinda pozitif yonlii bir iliski vardr.
H3: Akademik 6zyeterlik ile 6grenen 6zerkligi arasinda pozitif yonla bir iliski vardir.
H4: Akademik 6zyeterlik, 6grenmede yansitma ile 6grenen 6zerkligi arasindaki iliskide araci degisken
rolli Ustlenmektedir.
Yontem

Arastirma Modeli

Bu arastirmada nicel arastirma ydntemlerinden iliskisel tarama modeli kullanilmistir. iliskisel tarama
modeli, iki ya da daha fazla degisken arasindaki iliskinin degiskenlere miidahale edilmeden incelendigi
arastirmalardir (Fraenkel vd., 2012). Arastirmanin amaci; “6grenmede yansitma”, “6grenen 6zerkligi” ve
“akademik 6zyeterlik” arasindaki iliskileri incelemek ve s6z konusu iliskileri temel alarak bir aracilik modeli

uygulamaktir.
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Orneklem

Arastirmanin evrenini, Glineydogu Anadolu Bolgesi'ndeki bir devlet Universitesinde 6grenim goren
O0gretmen adaylari olusturmaktadir. Bu evrenden veri toplama siirecinde erisilebilen ve géniillii olarak
arastirmaya katilan 593 06gretmen adayl arastirmanin Orneklemini olusturmaktadir. Katilimcilarin
belirlenmesinde, tesadifi olmayan o6rnekleme yontemlerinden kolayda o6rnekleme ydntemine
basvurulmustur (Fraenkel vd., 2012). Bu yontem zaman ve maliyet agisindan oldukca avantajli olsa da bazi
sinirliliklart bulunmaktadir (BlyUkoztirk vd., 2024). Veriler toplanmadan 6nce, arastirmacilarin bagli
bulunduklari kurumdan etik kurul onayi alinmistir (14.11.2022 tarih ve E-73628654-604.01.01-258867
sayili belge). On analiz siirecinde, aykiri degerler nedeniyle 14 katilimci verisi analiz disinda birakilmis ve
analizler 579 katihmcinin verileri kullanilarak gergeklestirilmistir. Veri setinde eksik veriye rastlanmamistir.
Katilimcilarin cinsiyet, sinif diizeyi ve program degiskenlerine iliskin dagihmlari Tablo 1’de gosterilmistir.

Tablo 1
Katiimcilarin Demografik Ozellikleri
Degisken Grup f %
Cinsiyet Kadin 427 73.7
Erkek 152 26.3
1. Sinif 213 36.8
Simif 2. Sinif 170 29.4
3. Sinif 142 24.5
4. Sinif 54 9.3
ilkdgretim Matematik Ogretmenligi 147 25.4
Ingilizce Ogretmenligi 145 25.0
Program Sinif Ogretmenligi 146 25.2
Tirkge Ogretmenligi 141 24.4

Veri Toplama Araglari

Yansitici Ogrenme Anlayisi Olgegi (YOAO): Sobral (2000) tarafindan iiniversite dgrencilerinin yansitici
dgrenme diizeylerini belirlemek amaciyla gelistirilen YOAQ, Elaldi ve Semerci (2018) tarafindan Tiirkgeye
uyarlanmistir. Olgegin uyarlanma siirecinde, dil uzmanlarinca geviri-geri ceviri prosedirleri uygulanmis;
ifadelerin anlasilirigini artirmak amaciyla kigik dizeltmeler yapilmistir. Uyarlama galismasi, Turkiye’deki
bir devlet Gniversitesinde 6grenim goren 237 lisans 6grencisiyle yiritilmustir. Dil es degerligi, Turkce ve
ingilizce formlar arasindaki anlamli korelasyonla gésterilmis (r= .43- .70, p< .05); yapi gecerligi, agimlayici
ve dogrulayici faktor analizleriyle test edilmistir (x2/sd= 3.49, RMSEA= .01, CFI=.93). 14 maddeden olusan
Olgek, uyarlama siirecinde 10 maddeye indirilmistir. Cronbach alfa katsayisi, 6zglin ¢alismada (o= .81) ve
uyarlama calismasinda (o= .83) iyi diizeyde bir i¢ tutarlilk gdstermistir. iki yari (split-half) giivenirligi de
kabul edilebilir dizeydedir (r= .71, p< .001). Tek boyutlu 6lgek, ters madde igermeyen 10 maddeden
olusmakta ve yedili Likert tipine gore derecelendiriimektedir (1= Hi¢ katilmiyorum, 7= Tamamen
katiliyorum). Maddelere iliskin iki 6rnek asagidaki gibidir:

e Konularlailgili ne bildigimi ve ne bilmem gerektigini zihinsel siirecten gegiririm. (Madde 5)
e Ne 6grendigimin ve 6grenmedeki amacimin ne oldugunun farkindayim. (Madde 6)

Akademik Ozyeterlik Olgegi (AOO): AOO, 6grencilerin akademik gorevleri basariyla yerine getirme
konusundaki inanglarini lcmek amaciyla Jerusalem ve Schwarzer (1981) tarafindan gelistirilmistir. Olcegin
Tirkceye uyarlamasi Yilmaz ve digerleri (2007) tarafindan yapilmistir. Uyarlama silrecinde 6lgek
Almancadan Turkgeye gevrilmis, dil uzmanlarinca incelenerek revize edilmistir. Revizyonlarin ardindan
olcek, Tirkiye'deki tg farkli devlet Gniversitesinden 672 lisans 6grencisine uygulanmistir. Yapi gecerligini
belirlemek icin agimlayici faktér analizi yapiimistir. Ayrica, es zaman gecerligi kapsaminda katilimcilara
benzer bir 6lgek uygulanarak iki 6l¢cek arasindaki korelasyon incelenmistir. Sonuglar, orta diizeyde, pozitif
yonlt anlamli bir iliski oldugunu gostermistir (r= .435, p< .01). Guvenirligi belirlemek amaciyla Cronbach
alfa katsayisi hesaplanmis ve 8lgegin giivenilir oldugu gérilmistir (a= .79). AOO, tek boyutlu bir yapiya
sahiptir ve biri ters puanlanan toplam yedi maddeden olusmaktadir. Olgek, 1 (Bana hi¢ uymuyor) ile 4
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(Bana tamamen uyuyor) araliginda derecelendirilen dortli Likert tipindedir. Maddelere iliskin iki 6rnek
asagidaki gibidir:
e Universite dgrenimimde her zaman yapilmasi gereken isleri basarabilecek durumdayim.
(Madde 1)
e Sinav ortamlarinda rahat bir tavir sergilerim ¢lnki zekama gliveniyorum. (Madde 6)

Ozerk Ogrenme Olgegi (0006): OO0, dgrencilerin dgrenme siireclerindeki 6zerklik diizeyini 6lgmeyi
amaclamaktadir. Olgcek, Macaskill ve Taylor (2010) tarafindan gelistirilmis; Arslan ve Yurdakul (2015)
tarafindan Tiirkgeye uyarlanmistir. Uyarlama siirecinde ceviri-geri geviri yapilmis ve 6zgiin 6lcekte yer alan
iki olumsuz maddeden biri, tutarliligi saglamak amaciyla Tiirkge versiyonda olumlu yapida kullaniimistir.
Ozgiin formda “Beni cok yansitiyor” ile “Beni hi¢ yansitmiyor” arasinda kodlanan begsli Likert tipindeki
olgek, anlasilirhg artirmak amaciyla Turkge formda “Kesinlikle katiliyorum” ile “Kesinlikle katilmiyorum”
biciminde diizenlenmistir. Pilot uygulamada, dlgegin ingilizce ve Tiirkge versiyonlari birer hafta arayla 25
ingilizce 6gretmenine uygulanmis ve geviri es degerligi dogrulanmistir. Son asamada, uyarlanan élgek, tig
farkh devlet okulunda 6grenim goren 752 ortaokul 6grencisine uygulanmis ve dogrulayici faktér analizi
sonuglari, iki boyutlu modelin iyi uyum gésterdigini ortaya koymustur (x2/sd= 3.91, RMSEA= .06, CFl=.96).
Olgegin tamami icin Cronbach alfa i¢ tutarlilik katsayisi .80 olarak hesaplanmistir. 000, iki boyutlu bir
yaplya sahiptir ve ters puanlanan madde igermeyen toplam 12 maddeden olugsmaktadir. Maddelere iliskin
iki 6rnek asagidaki gibidir:

e Yeni konular hakkinda kendi kendime bilgi edinmeyi severim. (Madde 4)
e Derse baslamak igin asla bahane Gretmem. (Madde 11)

Verilerin Analizi

Veri analizi, 593 katilimcinin yanitlari incelenerek gerceklestirilmis; eksik veri saptanmamistir.
Oncelikle, aracilik analizi igin gerekli varsayimlar test edilmistir. Bu amacla ilkin aykiri degerler tek ve ¢ok
boyutlu diizeylerde incelenmistir. Tek boyutlu aykiri degerleri belirlemede Z skorlari ve kutu grafiklerinden
yararlanilmistir. Z skorlari igin £3 esigi, kutu grafikleri igcinse 1,5xIQR siniri benimsenmistir (Field, 2013;
Tukey, 1977). Bu islemler sonucunda 12 aykiri deger veri setinden ¢ikarilmistir. Cok boyutlu aykiri degerleri
belirlemek amaciyla Mahalanobis uzakliklari hesaplanmis ve p< .001 dlgiitlinu karsilamayan 2 katilimci
verisi daha veri setinden cikarilmistir (Tabachnick ve Fidell, 2014). Aykiri degerler ele alindiktan sonra,
normallik, +1 araliginda kalan carpiklik ve basiklik degerleriyle belirlenmistir. Histogram ve dagihm
grafikleri ile yapilan analizde normallik varsayiminin ihlal edilmedigi gérilmistir. Son olarak ¢oklu
dogrusallik, korelasyon katsayilari (< .8), VIF ve Tolerance degerleri ile incelenmis; hatalarin bagimsizligi
Durbin-Watson testiyle belirlenmistir.

Degiskenler arasindaki iliskileri incelemek igin aracilik analizi yapilmigtir. Aracilik analizine gegmeden
once degiskenler arasi iligkiler, tanimlayici istatistikler ve korelasyon katsayilariyla incelenmistir. Analiz,
SPSS 27 paket programinda, Hayes (2022) tarafindan gelistirilen PROCESS makro kullanilarak
gerceklestirilmistir. Varsayilan aracilik yollarini test etmek igcin makronun Model 4’G uygulanmistir. Hayes
(2022) tarafindan onerildigi Uzere, 5.000 bootstrap orneklemesine dayali %95 given arahgi sifiri
icermediginde aracilik etkisi istatistiksel olarak anlamli kabul edilmistir.

Gegerlik ve Gilivenirlik

Veri analizine baslamadan once, 6lgeklerden elde edilen puanlarin gegerlik ve glivenirlikleri test
edilmistir. Olceklerin madde puanlari Gizerinden dogrulayici faktér analizi (DFA) yapilmis ve 6zgiin faktdr
yapilari degerlendirilmistir. Model uyumunu iyilestirmek icin birinci diizey DFA siirecinde YOAQ ve 000’ye
iki, AOO’ye bir hata kovaryansi eklenmistir. Tablo 2’de verilen uyum indeksleri, énerilen modellerin
verilerle iyi bir uyum gosterdigini ortaya koymaktadir (Hu ve Bentler, 1999; Kline, 2011). Givenirlik icin
Cronbach alfa ve McDonald omega katsayilari hesaplanmistir.
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Tablo 2
Gecerlik ve Giivenirlik Analizi Sonuglari
Gecerlik Analizi Model-Veri Uyum indeksleri
Olgekler X2 df x?/df RMSEA SRMR RMR AGFI GFI NFI CFl IFI
YOAOD 145.198 33 4.40 .07 .03 .08 91 .95 .93 .95 .95
0060 248.644 51 4.87 .08 .05 .06 .89 .93 .89 .92 .92
AOO 43.783 13 3.36 .06 .03 .02 .95 .98 .95 .97 .97
Glivenirlik Analizi  Cronbach a — McDonald w
Olgekler YOAD 00606 AGO
.871-.873 .858-.860 .785-.790
Bulgular
On Analizler

ilk olarak korelasyon analizi yapilmis ve sonuglar tanimlayici istatistiklerle birlikte Tablo 3’te
sunulmustur. Analizler, 6grenmede yansitma ile 6grenen 6zerkligi arasinda (r= .65; p< .01) ve akademik
Ozyeterlik ile 6grenen 6zerkligi arasinda (r= .57; p< .01) pozitif yonli, glgla bir iliski oldugunu ortaya
koymustur. Ogrenmede yansitma ile akademik 6zyeterlik arasinda ise pozitif yénli, orta diizeyde bir iliski
tespit edilmistir (r= .44; p< .01; Cohen, 1988).

Tablo 3
Korelasyon Katsayilari ve Tanimlayici istatistikler
1 2 M SD Carpikhk Basiklik
1. Ogrenmede yansitma 1 51.13 10.00 -.257 -.260
2. Ogrenen 6zerkligi .654** 1 46.39 8.01 -.097 -.606
3. Akademik 6zyeterlik A37** .568%* 21.35 3.66 -.111 -.628

**p< .01 (2-tailed)

izleyen asamada, aracilik analizlerinin varsayimlari kontrol edilmistir. Aykiri degerler; Z skorlari, kutu
grafikleri ve Mahalanobis degerleri kullanilarak incelenmis ve veri setinden 14 katilimci verisi gikarilmistir.
Degiskenlerin carpiklik degerleri -.1 ile -.26 arasinda, basiklik degerleri ise -.26 ile -.63 arasinda
bulunmustur. Bu durum tim degiskenler icin normallik kriterlerinin karsilandigini géstermektedir (Field,
2013). Coklu dogrusal baglanti, varyans sisirme faktori (VIF) ve tolerans degerleri araciligiyla kontrol
edilmistir. VIF degerleri 1 ile 1.24 arasinda, tolerans degerleri ise .81 ile 1 arasinda bulunmus ve
degiskenler arasinda ¢oklu dogrusal baglanti olmadigi belirlenmistir. Son olarak hata terimlerinin
bagimsizhigl Durbin-Watson testi ile incelenmis ve 1.99 degeri elde edilmistir. Sonuglar, ¢oklu dogrusal
baglanti veya hata terimlerine iligkin bir ihlal olmadigini ve varsayimlarin karsilandigini gdstermektedir
(Field, 2013).

Aracilik Analizi Sonuglan

Akademik ozyeterligin 6grenmede yansitma ile 6grenen 6zerkligi arasindaki iliskide araci degisken
etkisine sahip olup olmadigini belirlemek amaciyla PROCESS Model 4 uygulanmistir (bkz. Tablo 4; Sekil 1).
Analiz, araci degisken eklenmeden O6nce 6grenmede yansitmanin 6grenen 6zerkligi Gzerindeki toplam
etkisinin pozitif yonde anlamli oldugunu gostermistir (c yolu; B=.524; t(579)= 20.75; p< .001; %95 Cl=.474,
.573). Akademik 6zyeterlik araci degisken olarak eklendiginde, dogrudan etki anlamliligini korumustur (¢’
yolu; B= .401; t(579)= 15.71; p< .001; %95 Cl= .351, .451). Ayrica, akademik ozyeterlik araciligiyla
gerceklesen dolayli etkinin de anlamh oldugu gorilmistir (B=.122; %95 Cl=.117, .190).
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Tablo 4
Modele Ait Yol Katsayilari

95% CI

Lower  Upper

Model Estimate (B) SE t p

Araci degisken model

cyolu OY->00 524 03 2075 <001 .474 573
Akademik 6zyeterligin araci

degisken oldugu model

ayolu 0Y->A0 .160 .01 11.68 <.001 .133 .187
b yolu AO->00 .763 .07 10.95 <.001 .626 .899
c’yolu 0Y->00 401 .03 1571 <.001 .351 451

AQ’niin dolayli etkisi 122 .02 117 .190

OY: Ogrencilerin 6grenmede yansitma diizeyi (bagimsiz degisken); 00: Ogrencilerin dgrenen dzerkligi diizeyleri
(bagimli degisken); AQ: Ogrencilerin akademik &zyeterlik diizeyi (araci degisken).

Bulgular, 6grenmede yansitma diizeyi arttikga akademik 6zyeterligin arttigini (a yolu; B=.160, p< .001)
ve akademik 6zyeterlikteki artisin da 6grenen 6zerkliginde artisa neden oldugunu géstermektedir (b yolu;
B= .763, p< .001). B degerlerine gore, araci degisken olmadiginda 6grenen Ozerkligi, 6grenmede
yansitmanin her bir birimlik artisi icin .524 birim kadar artis gdostermektedir (p< .001). Diger yandan,
akademik o6zyeterlik bir birim arttiginda 6grenen o6zerkligi .763 birim artmaktadir. Bu bulgular hem
0grenmede yansitmanin hem de akademik 6zyeterligin 6grenen 6zerkligini anlamli bir bigimde yordadigini
ortaya koymaktadir. Ogrenmede yansitma, akademik &zyeterligin de anlamli bir yordayicisidir. Arac
degisken modele eklendiginde, 6grenmede yansitma ile 6grenen 6zerkligi arasindaki regresyon katsayisi
.401’e dismekte; bu da akademik ozyeterligin bu iliskide kismi araci degisken roll Gstlendigini
gostermektedir.

Sekil 1
Ogrenmede Yansitma ile Ogrenen Ozerkligi Arasindaki iliskide Akademik Ozyeterligin Aracilik Rolii

Akademik Ozyeterlik
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Katsayilarin anlamliligini test etmek icin bootstrap yontemi kullanilarak parametre tahmini yapiimis,
5.000 orneklem Gzerinden hesaplanan %95 gliven araliklarinin sifiri igermedigi gortlmastir. Bu durum,
katsayilarin istatistiksel olarak anlamh oldugunu gostermektedir. Modelin agikladigl varyans orani
R2=.42'dir.

Tartisma, Sonug ve Oneriler

Bu calismada, 6grenmede yansitma ile 6grenen 6zerkligi arasindaki iliskide akademik 6zyeterligin
aracilik edip etmedigi incelenmistir. Calismanin ilk hipotezi kapsaminda, 6grenmede yansitma ile 6grenen
ozerkligi arasinda pozitif bir iliski oldugu ve 6grenmede yansitmanin 6grenen 6zerkligini anlamh bigcimde
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yordadigi sonucuna ulasiimistir. Bu bulgu mevcut ¢alismalarla tutarhdir. Alan yazinindaki bir¢ok arastirma,
yansitici etkinliklerin, 6zyansitma siireglerinin ve rehberli yansitmanin 6grenen 6zerkligini desteklemedeki
etkilerini ortaya koymaktadir (Cinkara ve Derinalp, 2025; Sener ve Mede, 2022). Nitekim yansitici 6§renme
etkinlikleri, bireylerin kendi performanslarini ve 6grenme hedeflerine yonelik ilerlemelerini bagimsiz
bicimde gbzden gecirmelerine olanak taniyarak ézerkligi destekleyebilir. Ornegin, Dam ve Legenhausen
(2011); yansitma, degerlendirme ve 6lgmeye odaklanan galismasinda, 6grenme siirecinde yansitmayi
tesvik etmenin énemini vurgulamis ve bunun 6grenen 6zerkligini gliclendirdigini savunmustur. Bu goris,
Sener ve Mede'nin (2022) 41 o6grencinin  katiimiyla gergeklestirdigi ampirik calismayla da
desteklenmektedir. Sener ve Mede (2022), karma yontemli calismasinda, yansitici uygulamalarin
Ogrencilerin kendi 6grenme siireglerini degerlendirme ve sorumluluk alma becerilerini gelistirerek
Ogrenen ozerkliginde olumlu degisim sagladigini ortaya koymustur. Chu (2009), Naruse (2018), Orakci
(2021) ve Thanh’in (2019) calismalari da 6grenmede yansitmanin 6grenen ozerkligini destekledigini
gostermektedir.

ikinci hipoteze iliskin bulgular, 6grenmede yansitma ile akademik ézyeterlik arasinda pozitif bir iligki
oldugunu ve 6grenmede yansitmanin akademik 6zyeterligi anlaml bicimde yordadigini géstermistir. Bu
bulgu, yansitici disiinmenin 6grencilerin akademik basarisinda (Karaoglan Yilmaz vd., 2023; van Velzen,
2016) ve bunun sonucu olarak akademik 6zyeterliklerinde etkili oldugunu gosteren 6nceki galismalarin
sonuglariyla uyumludur. Ornegin, Uluginar-Sagir ve digerleri (2016), ézyeterlik ile yansitici diisiinme
arasindaki iligkiyi arastirmis ve 6zfarkindaligin, 6grencilerin gliclii ve zayif yonlerini daha iyi fark etmelerine
ve Ogrenme stratejilerini daha etkili kullanmalarina yardimci oldugunu belirlemistir. Genellikle
yansitmayla iliskilendirilen 6zfarkindalik (Kanthan ve Sengher, 2011; Lepp vd., 2003), sonug itibariyla
akademik 6zyeterligi artirmaktadir.

Ugiincii hipotezde, 6grenen dzerkligi ile akademik 6zyeterlik arasinda pozitif yonli bir iliski oldugu ileri
surtlmugtir. Bulgular bu hipotezi dogrulamaktadir. Alan yazini incelendiginde bu iki degisken arasinda
anlamli bir iliski oldugunu bulgulayan farkli ¢alismalarin oldugu goralar (Alkan ve Arslan, 2019; Flannagan,
2007; Mickwitz ve Suojala, 2020). Ozellikle akademik 6zyeterlik, grenci ézerkliginin gelismesinde kritik
bir baslangi¢ noktasi olarak kabul edilmektedir (Fazey ve Fazey, 2001; Komarraju ve Nadler, 2013). Henri
ve digerleri (2018), ozyeterligi, 6zerkligin bir boyutu olarak tanimlamis ve 6zyeterligin, bireylerin daha
bagimsiz 6grenme ve karar alma sireglerine katkida bulundugunu belirtmistir. Benzer bir bicimde Alkan
ve Arslan (2019), Turkiye’den 776 6gretmen adayiyla yirittagi ampirik calismada, akademik 6zyeterligin
6grenen Ozerkliginin anlamli bir yordayicisi oldugunu belirlemistir. Bu calismalar, 6grencilerin basarili
olabileceklerine dair ozgilivenleri arttiginda, kendi Ogrenme sireglerini daha bagimsiz bigimde
yonetebildiklerini ve bunun da ozerkliklerini gelistirdigini gostermektedir. Bu baglamda akademik
Ozyeterlik, 6grenen 6zerkligini destekleyen ve guglendiren bir faktor olarak 6ne gikmaktadir.

Calismanin son hipotezi dogrultusunda, akademik Ozyeterligin 6grenmede yansitma ile 6grenen
ozerkligi arasindaki iliskide araci bir rol oynayip oynamadigi test edilmistir. Elde edilen bulgular, akademik
ozyeterligin bu iliskide kismi araci rol Ustlendigini gostermistir. Nitekim akademik 6zyeterlik araci degisken
olarak modele dahil edildiginde, 6grenmede yansitma ile 6grenen 6zerkligi arasindaki dogrudan etkinin
azaldig1 gozlemlenmistir. Bu bulgu, 6grenmede yansitmanin 6grenen Ozerkligi Gzerindeki etkisinin tek
basina akademik Ozyeterlik Uzerinden gerceklesmedigini gostermektedir. Baska bir deyisle, yansitici
ogrenme etkinlikleri, akademik oOzyeterligi gliclendirerek 6grenen oOzerkligini hem dogrudan hem de
dolayli olarak etkilemektedir. Akademik 6zyeterligin kismi aracilik rolli, 6grenen 6zerkliginin yalnizca
6zinanca dayali bir yapi olmadigini; daha ¢ok yansitma yoluyla gelistirilen farkindalik, sorumluluk alma ve
o6zdlizenleme siiregleriyle birlikte isleyen ¢ok boyutlu bir yapi oldugunu goéstermektedir. Bu durum,
ozerkligin gelisiminde “ne yaptigini bilme” ile “bunu yapabilecegine inanma” siireglerinin es zamanl olarak
isledigine isaret etmektedir.

Duygusal zeka ile akademik katihm (Bafios vd., 2023), aile islevselligi ile 6grenmeye katihm (Qi vd.,
2023), akademik basari ile akademik katilim (Meng ve Zhang, 2023) gibi farkli degiskenler arasindaki
iliskilerde akademik 6zyeterligin araci roli ele alinmis olsa da 6grenmede yansitma ile 6grenen 6zerkligi
arasindaki iliskide Ustlendigi araci role iliskin alan yazininda bir bulgu rapor edilmemistir. Bu ¢alismanin
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bulgulari, akademik o6zyeterligi ylksek bireylerin yansitma stratejilerini daha fazla kullandiklarini ve
o6grenme siireglerinde daha 6zerk davrandiklarini géstermektedir. Bu bulgular, egitimcilerin, 6grencilerin
akademik oOzyeterliklerini guglendirmeye yonelik stratejiler gelistirmesinin dnemine isaret etmektedir.
Ogrencilerin dzyeterlik diizeylerinin artirilmasi, onlarin yansitma stratejilerini daha etkili kullanmalarini
kolaylastirarak 6g8renen 6zerkligini destekleyebilir. Bu da 6grencilerin daha bagimsiz ve basarili 6grenenler
olmalarina katki yapar.

Yukaridaki sonuglar degerlendirildiginde, yansitmanin 6rgiin egitim ortamlarinda da 6zerk 6grenmeyi
destekleyici bir katalizér islevi gérebilecegi sonucuna ulasilabilir. Ozdegerlendirme ve rehberli yansitma
gibi yansitici etkinliklerle 6grenciler, 6grenme sireglerindeki ilerlemelerini degerlendirebilir ve 6grenme
yaklagimlarindaki ya da strateji gelistirme siireclerindeki eksiklikleri belirleyebilirler. Ogretmenlerin
yansitici duslinmeyi tegvik etmesi, 6grencilerde 6zdizenlemeyi gelistirerek daha fazla 6grenme
sorumlulugu Ustlenmelerine imkan tanir. Bu yaklasim, 6grencilerin yalnizca bilgi alan degil, 68renme
slrecinin etkin 6zneleri olarak goruldigl 6grenci merkezli pedagojik yaklasimlarla da uyumludur.

Akademik Ozyeterligin aracilik roll, yansitici etkinliklerin, 6grencilerin kendi yeteneklerine olan
inanclarini giglendirerek 6zerklige olumlu bir etkisi olabilecegini ifade eder. Dolayisiyla bu tiir inanglari
gelistirmeye yonelik mudahaleler, yansitici etkinliklerin 6zerklik Gzerindeki etkilerini en Ust dizeye
¢ikarmanin bir yolu olabilir. Bu dogrultuda, 6gretim yaklasimlari; gercekci hedef belirleme, olumlu
davranislari pekistirme ve gorevleri basariyla tamamlama firsatlari sunma gibi akademik 6zyeterligi artirici
stratejiler barindirmalidir. Bu stratejiler, 6grencilerin akademik basarilarini artirmalarina yardimci olmanin
yani sira 6zerk 6grenme siireglerinde ihtiyag duyduklari 6zgiliveni de onlara kazandiracaktir.

Egitim politikalar acisindan bakildiginda, yansitici etkinliklerin 6gretim programlarina entegre
edilmesinin daha Ozerk 06grenenler yetistirilmesine katki saglayacagi aciktir. Yansitict 6grenme
uygulamalarinin entegrasyonu, yasam boyu 6grenmede hayati bir rol oynayan Ustbilissel becerilerin
gelistirilmesine oOncelik veren politikalari gerektirir. Bu politikalar, mesleki gerekliliklere uyumu da
kolaylastiracaktir. Bu nedenle 6gretmen egitiminde; yapilandirilmis ginliikler, 6zdegerlendirme formlari,
kavram haritalama gibi yansitici stireglerin nasil uygulamaya gegirilecegine iliskin unsurlara daha fazla yer
verilmeli; 6gretmen ve 6gretmen adaylarinin 6zerk ve yetkinlestirici 6grenmeye ydnelik stratejiler
gelistirmelerine imkan taninmaldir. Bu yolla egitimciler, 6gretmenlerin yansitici etkinlikleri derslerine
nasil dahil edebileceklerine iliskin pratik 6rnekler sunarak stireci etkin bicimde destekleyebilirler.

Sinirliliklar ve ileriki Arastirmalar

Bu arastirmanin bazi sinirliliklari bulunmaktadir. Oncelikle, érneklem belirli bir egitim ortamindan
gelen Ogretmen adaylarindan olusmaktadir. Bu durum bulgularin genellenebilirligini sinirlamaktadir.
Gelecek ¢alismalar, dis gegerligi artirmak amaciyla farkh kaltirel ve kurumsal baglamlardan katilimcilari
icerebilir. Kullanilan 6lgme araglari, gegerlik ve glivenirlik agisindan istatistiksel olarak test edilmis olsa da
sosyal begenirlik ya da 6zdegerlendirmelerin c¢arpitilmasi gibi yanhliklardan etkilenebilir. Bu durum,
yapilacak dogrulama calismalarinda karma yontem yaklasimlarinin veya nesnel oOlgimlerin dikkate
alinmasinin yararl olacagini géstermektedir. Ayrica, calismanin kesitsel tasarimi nedensel yorumlari
sinirlamakta; bu durum, degiskenler arasindaki dinamiklerin zaman icindeki gelisimini anlamak igin
boylamsal arastirma ihtiyacini ortaya koymaktadir. Bu ¢alismada akademik 6zyeterlik tek araci degisken
olarak ele alinmistir. Ancak motivasyon, bilissel stratejiler veya duygusal diizenleme gibi diger degiskenler
de bu iliskiyi etkileyebilir. Bu baglamda, farkli degiskenlerin eklenmesi daha kapsamli ve daha agiklayici
modellerin gelistiriimesini mimkin kilabilir.

Yazar Katki Orani
Yazarlar calismaya esit Ol¢lide katki sunmustur.
Etik Beyan

Bu arastirmanin planlanmasi, verilerin toplanmasi, analizi ve raporlanmasi asamalarinda,
Yiiksekogretim Kurumlari Bilimsel Arastirma ve Yayin Etigi Yonergesi’nde belirtilen etik ilke ve kurallara
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uyulmustur. Bilimsel Arastirma ve Yayin Etigi'ne aykin herhangi bir uygulamaya yer verilmemis,
arastirmaya katilan tiim bireylerden bilgilendirilmis onam alinmistir.

Catisma Beyani

Yazarlar ¢alisma kapsaminda herhangi bir kurum veya kisi ile ¢ikar ¢atismasi bulunmadigini beyan
etmektedir.
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