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ABSTRACT The growing emphasis on cognitive and motivational dimensions of teacher development highlights the 

importance of how metacognitive awareness, self-regulation, and self-efficacy interact during pre-

service education. This study explores the structural relationships among these constructs and examines 

whether self-regulation mediates the link between metacognitive awareness and teacher self-efficacy in 

pre-service English as a Foreign Language (EFL) teachers in Türkiye. 266 participants completed 

validated instruments. Results showed high levels of confidence regarding their teaching ability, self-

regulatory practices, and awareness of their own thinking processes. Moreover, it was revealed that 

metacognitive awareness was positively associated with both self-regulation and self-efficacy among 

pre-service EFL teachers. In particular, self-regulation played a mediating role in the relationship 

between metacognitive awareness and self-efficacy, suggesting that teachers who are more 

metacognitively aware tend to develop stronger efficacy beliefs through enhanced regulatory processes. 

Overall, the results highlight the conceptual importance of fostering metacognitive and self-regulatory 

capacities in teacher education programs to support the development of professional confidence. 

Keywords: Metacognitive awareness, Pre-service EFL teachers, Self-regulation, Teacher education, Teacher self-

efficacy 

Hizmet öncesi İngilizce dil öğretmenleri arasında üstbiliş ve öz-

yeterlik: Öz düzenlemenin aracı rolü 

ÖZ Öğretmen gelişiminin bilişsel ve motivasyonel boyutlarına verilen önemin artması, üstbilişsel 

farkındalık, öz düzenleme ve öz yeterlik arasındaki etkileşimin öğretmen yetiştirme sürecindeki rolünü 

daha görünür hâle getirmiştir. Bu çalışma, söz konusu yapılar arasındaki yapısal ilişkileri incelemeyi ve 

öz düzenlemenin, üstbilişsel farkındalık ile öz yeterlik arasındaki ilişkide aracılık rolü oynayıp 

oynamadığını Türkiye’deki İngilizceyi Yabancı Dil (EFL) olarak öğreten öğretmen adayları bağlamında 

araştırmayı amaçlamaktadır. Araştırmaya 266 öğretmen adayı katılmış ve veri toplamak amacıyla 

geçerliği ve güvenirliği kanıtlanmış ölçme araçları kullanılmıştır. Bulgular, katılımcıların öğretmenlik 

becerilerine, öz düzenleme uygulamalarına ve kendi düşünme süreçlerine ilişkin farkındalıklarına 

yönelik yüksek düzeyde güvene sahip olduklarını göstermiştir. Ayrıca, üstbilişsel farkındalığın hem öz 

düzenleme hem de öz yeterlik ile pozitif yönde ilişkili olduğu belirlenmiştir. Özellikle, öz düzenlemenin 

üstbilişsel farkındalık ile öz yeterlik arasındaki ilişkide aracılık rolü üstlendiği ortaya çıkmıştır. Bu 

bulgu, üstbilişsel farkındalığı yüksek olan öğretmen adaylarının, gelişmiş öz düzenleme süreçleri 

aracılığıyla daha güçlü öz yeterlik inançları geliştirdiklerini göstermektedir. Genel olarak sonuçlar, 

öğretmen yetiştirme programlarında üstbilişsel farkındalık ve öz düzenleme becerilerinin 

desteklenmesinin, mesleki özgüvenin ve öz yeterlik algısının geliştirilmesi açısından önemli olduğunu 

ortaya koymaktadır. 
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INTRODUCTION 

The complex cognitive and affective contexts of pre-service English language teachers are fundamental 

to the long-term efficacy of English language teaching (Borg, 2006; Tang, 2007). In this regard, 

metacognition, self-regulation, and self-efficacy are significant personal factors that are recognized as 

critical determinants of long-term teacher professional development, instructional quality, and 

ultimately, student achievement. These factors are in line with the demands of contemporary education, 

which require high-order cognitive skills. Metacognition, self-regulation, and self-efficacy concepts 

have been widely studied as interconnected concepts in the fields of educational psychology and 

language learning (Flavell, 1979; Jiang et al., 2016; Pintrich et al., 1993; Üstünbaş, 2020; Zimmerman, 

1986, 2002, 2013). Collectively, these factors influence how teachers and learners plan, monitor, and 

evaluate their instructional strategies. Highlighting the growing emphasis on these factors, it is 

especially important to comprehend how they relate to one another in the context of English language 

instruction. This paper outlines the need to structurally explore how teachers' self-regulation mediates 

the relationship between metacognitive awareness and self-efficacy of pre-service English as a Foreign 

Language (EFL) teachers and delves into the theoretical interconnections among these three notions 

within educational psychology and EFL context. 

Conceptualizing Teacher Self-Efficacy in the EFL Context 

Self-efficacy, an ample element of the social cognitive theory (Bandura, 1977), is a belief that one can 

organize and carry out the actions that are necessary for managing potential situations and accomplish 

the pre-set objectives (Bandura, 2014). Teaching strategies, motivation, and resilience have all been 

demonstrated to be predicted by this construct (Ross et al., 1996; Tschannen Moran & Hoy, 2001). 

Research demonstrates that teachers have a definite effect on students’ academic life. Teachers who 

believe they can initiate meaningful changes in students' learning are more likely to display high levels 

of teacher self-efficacy (Schwarzer & Hallum, 2008). Moreover, the teacher self-efficacy (TSE) 

construct is complex, combining affective and cognitive components, and it is inherently task-and 

domain-specific. 

Since it was introduced by Bandura (1977) as a socio-affective concept, a number of studies have 

scrutinized teacher self-efficacy as a strong predictor of teacher well-being, persistence, and 

performance along with a variable for students’ second language (L2) success (Cakiroglu, 2008; 

Tschannen Moran & Hoy, 2001; Wang et al., 2025; Wang & Pan, 2023). Accordingly, the development 

of teacher self-efficacy is influenced by four primary sources of information: mastery experiences, 

vicarious experiences, social persuasion, and physiological/affective states. Mastery experiences are 

"the most influential source of efficacy information because it provides the most authentic evidence of 

whether one can muster whatever it takes to succeed," making them the most powerful source of efficacy 

beliefs (Bandura, 1997, p. 80). Vicarious experience, the second source of efficacy beliefs, is derived 

from people's observations of other people. The third source of individuals’ efficacy beliefs is verbal 

persuasion: people will struggle to master the art of persuasion if they are verbally persuaded and receive 

positive feedback from others. Throughout a teacher's career, these beliefs are subject to change based 

on experience and contextual factors. According to later research in teacher education (Skaalvik & 

Skaalvik, 2010; Tschannen Moran & Hoy, 2001), resilience, creativity, and student engagement are all 

predicted by teacher self-efficacy. Comparatively, while Schunk (1994) and Ross et al. (1996) 

demonstrated that efficacy beliefs affect conceptual processes and professional outcomes, Pajares 

(1996) underlined the significance of conceptualizing teacher attitudes in a systematic way. More recent 

studies have also linked language learners’ effective strategies like gamification (Temel & Cesur, 2025), 

teachers' professional self-regulation and research methods to self-efficacy (Sasson & Miedijensky, 

2023). Therefore, teacher self-efficacy is not only crucial for classroom instruction but also influences 

how teachers apply metacognition to self-regulated strategies. 

Furthermore, TSE is typically evaluated using fundamental dimensions, including classroom 

management, student engagement, and instructional strategies. These beliefs significantly influence 
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classroom behavior. For instance, the application of student-centered and second language (L2) 

interaction-focused teaching strategies is closely associated with the efficacy beliefs of EFL teachers. 

The relationship between teaching practices and efficacy beliefs is thought of as a cycle, whereby a 

teacher's self-efficacy beliefs about a particular practice are reinforced by classroom effectiveness. 

Explicitly, this study reflects the academic concept of teacher self-efficacy (Tang & Zhu, 2024), as a 

crucial construct, which focuses on the teacher’s beliefs regarding their capabilities concerning their 

own learning, pedagogical, and professional tasks, with a focus on the role of teacher self-efficacy (Xu, 

2024) in an academic setting. 

Metacognitive Awareness in EFL Teacher Education 

Metacognition refers to higher-order cognitive abilities, or "thinking about thinking,". The importance 

of metacognition for academic success, reading comprehension (Ozturk, 2019), and problem-solving 

has been repeatedly demonstrated by research (Flavell, 1979; Myers & Paris, 1978; Veenman et al., 

1997). Additionally, Oxford (2017) and Ushioda (2014) conceptualized metacognitive strategies as a 

central component of self-regulated language learning (Panadero, 2017; Wenden, 1998). Metacognition 

is especially crucial in teacher education since it helps with lesson planning, monitoring student 

progress, and modifying instruction (Balçıkanlı, 2011; Gascoine et al., 2017). In line with this line of 

reasoning, according to empirical research (Kramarski & Mevarech, 2003; Mevarech, 1999), 

metacognitive initiatives improve critical thinking and decision-making skills. Its application to teacher 

education is emphasized by more recent studies conducted in a variety of settings. For instance, 

Balçıkanlı (2011) offered empirical evidence for evaluating teachers' metacognitive awareness, whereas 

Zsigmond et al. (2025) used action research method to clarify the development of metacognitive skills 

in teacher education contexts. These studies demonstrate how teacher metacognition affects instruction, 

reflective practices, and classroom practices (Gascoine et al., 2017; Hiver & Whitehead, 2018). 

According to recent contributions (Ho & Lau, 2025; Zsigmond et al., 2025), reflective teaching practices 

are encouraged by metacognitive involvements in teacher education. Collectively, these research 

findings indicate how important it is to incorporate metacognitive instruction into English language 

teaching (ELT) teacher education programs, thus metacognitive knowledge, which includes declarative, 

procedural, and conditional knowledge, and the regulation of cognition, which includes planning, 

monitoring, and evaluation, come to the stage as the two main components of metacognition (Hartman, 

1998; Paris & Winograd, 1990; Schraw et al., 2006; Schraw & Moshman, 1995). All in all, 

metacognition can be explicitly considered important for teachers when it comes to duties like lesson 

preparation, goal-setting, reflection on results, and making well-informed judgments in the classroom 

(Balçıkanlı, 2011). 

Self-Regulation and Its Mediational Role in EFL Teacher Development 

Self-regulation refers to the cycle of cognitive, behavioral, and motivational mechanisms by which 

learners actively manage their education (Zimmerman, 1986, 2000, 2002). Self-efficacy has been 

demonstrated to be a key component of this cycle, serving as a motivating factor for persistence, goal-

setting, and strategy deployment (Bandura, 1991; Zimmerman, 2000). In this regard, according to social 

cognitive paradigm (Bandura, 1991), self-regulation is both a cause and an effect of efficacy beliefs of 

teachers. In this regard, self-regulated learning refers to the complex process by which students or 

teachers actively manage their own learning through goal-setting, strategy selection and application, 

progress monitoring, and outcome evaluation. Zimmerman (2000) and Pintrich (2004), who defined 

self-regulated learning as the coordination of behavioral, motivational, and metacognitive processes to 

accomplish learning goals, endeavored to develop the theoretical framework. The increased significance 

of promoting self-regulated learning in teacher professional development is highlighted by recent studies 

conducted in online and blended learning situations (Miedijensky, 2023; Miedijensky et al., 2025). 

Similarly, institutional case studies show that incorporating the self-regulated learning concept into 

higher education promotes self-reliance and flexible teaching methods (Kong et al., 2025). Self-

regulation is defined as "self-generated thoughts, feelings, and actions that are planned and cyclically 

adapted to the attainment of personal goals" (Zimmerman, 2000, p. 14). It is argued that metacognition 
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is intrinsically tied to self-regulation, which is a cyclical process that involves self-reflection, 

performance management, and forethought. Connectedly, the application of these techniques in the 

classroom is referred to as teacher self-regulation (Çapa Aydin et al., 2009). 

As evidenced by the research, the relation between self-efficacy and the concepts of self-regulation and 

metacognition can be better understood by associating the mediator role of self-regulation on these two 

concepts (Cera et al., 2013). Moreover, a number of factors corresponding to metacognition and self-

regulation have been identified within the context of language teaching of pre-service EFL teachers. 

Regarding the role of academic self-regulation, this study intends to delve into the mediator role of self-

regulation in relation to metacognition and self-efficacy. 

The interplay of metacognition, self-efficacy, and self-regulation dimensions points to a mediational 

mechanism, in that self-efficacy beliefs maintain teachers’ motivation and confidence, while 

metacognitive skills enable teachers to engage in planning, monitoring, and reflection, which in turn 

support self-regulatory behaviors. These three fundamental concepts function as part of an integrated 

system in theory, and a number of works highlight this integration and association (Bandura, 1997; 

Zimmerman, 2002). Accordingly, strong efficacy beliefs boost an individual’s commitment to their 

goals, encourage persistence, and raise the possibility that they will engage in and maintain effective 

strategies (Bandura, 1977; Pajares, 1996). Also, it is advocated that teachers with high levels of self-

efficacy employ more cognitive abilities and metacognitive techniques (Üstünbaş & Alagözlü, 2021; 

Yılmaz, 2010; Zhou & Hou, 2025). Although a number of factors related to metacognition, self-efficacy, 

and self-regulation have been investigated in earlier empirical studies, the knowledge of the mediating 

function of self-regulation and research on pre-service teachers is still lacking. Therefore, to address this 

gap, the current study examines whether self-regulation among pre-service EFL teachers in Türkiye 

mediates the relationship between metacognition and self-efficacy; thus, the specific mediating role of 

self-regulation constitutes the theoretical gap addressed by the current study. 

Pre-Service ELT Education: Policy and Practice in Türkiye 

The Turkish pre-service English language teacher education context provides an important institutional 

and pedagogical framework for understanding the development of metacognitive awareness, self-

regulation, and self-efficacy among pre-service EFL teachers because these components are influenced 

by curriculum structures, professional learning opportunities, teacher education methods, and individual 

cognitive processes. With this rationale, the Turkish pre-service EFL teacher education context 

potentially provides an essential institutional and pedagogical foundation for understanding the growth 

of metacognitive awareness, self-regulation, and self-efficacy among pre-service EFL teachers. 

The contemporary language teacher education programs in Türkiye date back to the first half of the 20th 

century (Köksal & Ulum, 2018). After limited revisions to English language teacher education in the 

1930s, major reforms were introduced in 1980, following the establishment of the Turkish Council of 

Higher Education (CoHE). In subsequent decades, further efforts were made to standardize language 

teacher education through comprehensive curriculum reforms (Demirel, 1991; Küçükoğlu, 2013). 

However, despite these initiatives, the quality and implementation of both pre-service and in-service 

teacher education continue to vary due to contextual differences and teachers’ practical needs (Yan, 

2005). 

In the Turkish education system, pre-service and in-service education serve distinct institutional roles. 

Higher education institutions are primarily responsible for pre-service teacher education, including 

teaching practicum, which is nationally supervised and quality-assured by the CoHE. Prospective 

teachers’ academic and professional development during university education is guided by CoHE 

teacher-education directorates and policy documents (Önder, 2018). In contrast, the Ministry of National 

Education (MoNE) is responsible for in-service education and the compulsory induction of newly 

appointed teachers in MoNE-affiliated schools. 
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Teacher education faculties under CoHE conceptualize pre-service education as an integrated process 

combining subject-matter knowledge, pedagogical coursework, and supervised school-based practicum 

to support initial teaching qualification and early career challenges (Öztekin Bayir & Tekel, 2021). 

Following appointment to MoNE schools, candidate teachers participate in induction programs that 

outline regulations, responsibilities, supervision, and evaluation procedures (Senler & Sungur Vural, 

2013). These programs include in-school mentoring, daily school duties, and in-service courses, 

enabling novice teachers to become familiar with classroom practices and school contexts. As a result, 

pre-service and in-service programs collectively facilitate the integration of theory and practice in 

response to teachers’ contextual needs (Bayrakçı, 2009). 

Prior research indicates that metacognition, self-regulation, and self-efficacy are strongly interconnected 

for both learners and educators (Akamatsu et al., 2019; Winne & Azevedo, 2022; Zhou & Hou, 2025). 

In terms of the structural relationships proposed in the present study, prior research provides notable 

theoretical and empirical support. To begin with the relationship between metacognitive awareness and 

self-regulation, metacognitive awareness has been associated with a high level of self-regulation because 

those who are competent in planning, observing, and assessing their cognitive processes are more likely 

to control their learning processes. (Pintrich, 2004; Zimmerman, 2002). Pre-service teachers who are 

metacognitively aware in teacher education settings typically exhibit higher levels of goal-setting, 

reflective thinking, and strategic instructional decision-making, all of which are essential components 

of self-regulated learning (Balçıkanlı, 2011). 

Secondly, regarding the relationship between self-regulation and self-efficacy, according to social 

cognitive theory, self-efficacy and self-regulation are closely related because self-regulated people are 

more likely to experience mastery, perseverance, and successful task completion, all of which reinforce 

efficacy beliefs (Bandura, 1997; Zimmerman, 2000). Similarly, empirical studies in educational settings 

show that teachers with greater self-regulation report feeling more confident in handling their 

professional and instructional responsibilities (Sasson & Miedijensky, 2023). 

Finally, research on the relationship between metacognitive awareness and self-efficacy indicates that 

metacognitive awareness is also correlated with self-efficacy because reflective and cognitively aware 

people are more competent in assessing their strengths, tracking their progress, and adjusting tactics 

successfully (Üstünbaş & Alagözlü, 2021; Yılmaz, 2010). Despite the fact that these links have been 

studied independently in earlier research, few studies have looked into how self-regulation acts as a 

mediating mechanism between metacognitive awareness and self-efficacy, especially among pre-service 

EFL teachers in Türkiye. With this motive, the present study extends the existing literature by testing 

an integrated structural model that explains how metacognitive awareness contributes to self-efficacy 

through mediation of self-regulation. 

Addressing this gap, in summary, the present study investigates the mediating role of self-regulation to 

strengthen evidence-based teacher education practices. Accordingly, the main aim of this study is to 

examine the structural relationships among metacognition, self-regulation, and self-efficacy in pre-

service English language teachers in Türkiye, with particular attention to the mediating effect of self-

regulation. Previous studies have reported generally high levels of metacognitive awareness and self-

efficacy, along with a strong association between these variables (Balçıkanlı, 2011; Çapa Aydin et al., 

2009; Schraw, 1998). Structural Equation Modeling (SEM) was used to examine the structural 

relationships of the variables to generate evidence-based implications for teacher education and 

professional development. In line with these aims, the following research questions are addressed. 

Hypotheses 

Given the study's purpose, the following hypotheses were developed: 

H1. Pre-service EFL teachers’ metacognitive awareness has a positive effect on self-regulation. 

H2. Pre-service EFL teachers’ metacognitive awareness has a positive effect on self-efficacy. 
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H3. Pre-service EFL teachers’ self-regulation has a positive effect on self-efficacy. 

H4. Self-regulation mediates the relationship between metacognitive awareness and self-efficacy. 

 

METHODS 

Research Design 

A quantitative cross-sectional correlational research design was used in this study to investigate how 

pre-service EFL teachers’ metacognitive awareness, self-regulation, and self-efficacy are related. A 

survey (self-report) method was used to gather data, and path analysis was used to further explore 

predictive relationships between the variables. 

Ethical Approval 

Ethical approval for the study was obtained from the institutional Ethics Committee prior to data 

collection (Yozgat Bozok University Ethics Committee for Social and Humanities Sciences, date: 

17.09.2025, decision number: 28/60). Participants were also informed they were free to participate as 

long as the information would be confidential, and the participants also signed an informed consent 

document. 

Participants 

In this study, participants were chosen following a convenience sampling procedure. Convenience 

sampling refers to a type of non-probability sampling where participants from the target population were 

selected based on some practical criteria such as geographical location, availability at a certain time, 

access, or willingness to volunteer (Dörnyei & Griffee, 2010). As all participants were highly proficient 

pre-service English language teachers, no translation or linguistic adaptation was required to understand 

the questionnaires. 

Table 1. 

Demographic Information of the Participants 

Variable Category n % 

Gender Female 198 74.4 

Male 68 25.6 

Total 266 100.0 

University  Public 141 53.8 

Foundation 125 46.2 

Total 266 100.0 

As shown in Table 1, a total of 266 pre-service teachers participated voluntarily based on convenience 

sampling, who were pre-service teachers enrolled in undergraduate ELT programs at public and 

foundation universities in the southern part of Türkiye. The pre-service teachers were in their third and 

fourth years of school. In terms of gender, the sample was primarily female (n = 198; 74.4%) with 68 

males (25.6%) which is consistent with the gender profile of most pre-service teachers of ELT in 

Türkiye. In terms of their employment, 146 (53.8%) were employed at public institutions, while 125 

(46.2%) were employed at foundation institutions.  

Instruments 

The three instruments-the Metacognitive Awareness Inventory for Teachers (Balçıkanlı, 2011), the 

Teacher Self-Regulation Scale (Çapa Aydin et al., 2009), and the EFL Teachers’ Self-Efficacy Scale 

(Choi & Lee, 2018) were administered in their original English versions.  
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The Metacognitive Awareness Inventory for Teachers (MAIT; Balçıkanlı, 2011) was used to assess 

teachers’ metacognitive awareness regarding their teaching practices. The scale consists of 24 items 

organized under six subdimensions: declarative knowledge, procedural knowledge, conditional 

knowledge, planning, monitoring, and evaluating. All items are rated on a five-point Likert scale ranging 

from 1 (Strongly Disagree) to 5 (Strongly Agree), with higher scores indicating higher levels of 

metacognitive awareness. A sample item from the scale is: “I am aware of the strengths and weaknesses 

in my teaching.” Previous validation studies reported acceptable to high reliability coefficients across 

the subdimensions, with Cronbach’s alpha values above .80 for most factors and .79 for the evaluating 

dimension (Balçıkanlı, 2011). In the present study, the overall Cronbach’s alpha coefficient of the scale 

was found to be above .80, indicating strong internal consistency. 

The Teacher Self-Regulation Scale (TSRS; Çapa Aydin et al., 2009) was used to measure teachers’ self-

regulatory behaviors in instructional contexts. The scale consists of 40 items organized under nine 

subdimensions: goal setting, intrinsic interest, performance goal orientation, mastery goal orientation, 

self-instruction, emotional control, self-evaluation, self-reaction, and help seeking. All items are rated 

on a six-point Likert scale ranging from 1 (strongly disagree) to 6 (strongly agree), with higher scores 

indicating higher levels of teacher self-regulation. A sample item from the scale is: “I identify 

instructional goals while preparing my lessons.” Previous validation studies reported acceptable to high 

reliability coefficients across the nine subdimensions, with Cronbach’s alpha values ranging from .62 to 

.86 (Çapa Aydin et al., 2009). In the present study, the overall Cronbach’s alpha coefficient of the scale 

was found to be above .80, indicating strong internal consistency within the current sample. 

The EFL Teachers’ Self-Efficacy Scale (Choi & Lee, 2018) was used to assess teachers’ perceived self-

efficacy in performing instructional, motivational, and classroom management tasks in EFL contexts. 

The scale consists of 21 items organized under three subdimensions: instructional strategies (8 items), 

student engagement (7 items), and classroom management (6 items). All items are rated on a six-point 

Likert scale ranging from 1 (cannot do it at all) to 6 (ideally certain can do it), with higher scores 

indicating stronger self-efficacy beliefs. A sample item from the scale is: “Provide students with an 

alternative explanation or example when they are confused.” Previous studies have demonstrated the 

validity and reliability of the scale in EFL contexts (Choi & Lee, 2018). In the present study, the overall 

Cronbach’s alpha coefficient of the scale exceeded .80, indicating high internal consistency within the 

current sample. 

Data Collection 

Prior to data collection, informed consent forms were distributed to all 266 pre-service teachers enrolled 

in undergraduate English Language Teaching (ELT) programs at south part of Türkiye. After obtaining 

their consent, the electronic versions of the three scales were administered to those who voluntarily 

agreed to participate. The survey was created on Google Forms, an efficient way to collect data in a 

contactless manner and across various digital devices. To enable participation, the survey link was 

provided both directly and by QR code. Subjects were provided with easy-to-follow instructions for 

completing the questionnaires and were assured that their responses would be kept completely 

confidential, would be used for research purposes only, and would not be shared with any third parties.  

Data Analysis 

The quantitative data obtained from the Metacognitive Awareness Inventory for Teachers (MAIT; 

Balçıkanlı, 2011), Teacher Self-Regulation Scale (TSRS; Çapa Aydin et al., 2009), and EFL Teachers’ 

Self-Efficacy Scale (Choi & Lee, 2018) were analyzed in several stages. Initially, all responses were 

screened to identify incomplete or inconsistent data in order to ensure data accuracy and integrity (Field, 

2018). The dataset was then examined for missing values and outliers. Since the percentage of missing 

data was below 2%, listwise deletion was considered appropriate without introducing substantial bias. 

Subsequently, the normality of the data distribution was assessed through the Kolmogorov–Smirnov test 

(Pallant, 2020), and the results confirmed normal distribution, permitting the use of parametric analyses. 
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Table 2. 

The Results of the Normality Test (K-S) 

 
Kolmogorov–Smirnov 

Statistic p N 

Metacognitive awareness 266 0.06 0.12 

Teacher Self-Regulation  266 0.05 0.15 

Teachers’ Self-Efficacy 266 0.07 0.10 

As given in Table 2, the proposed model examined metacognitive awareness as the independent variable, 

self-regulation as the mediating variable, and self-efficacy as the dependent variable. Prior to structural 

analyses, descriptive statistics and Pearson correlation analyses were conducted using SPSS Version 25 

to examine the relationships among the study variables. 

To test the hypothesized relationships among the constructs, structural equation modeling (SEM) with 

path analysis was conducted using AMOS Version 25. In the measurement model, metacognitive 

awareness, self-regulation, and self-efficacy were treated as latent variables represented by their 

theoretically and empirically established subdimensions derived from the respective scales. Item 

parceling was employed based on the validated factor structures of the instruments in order to improve 

indicator reliability and achieve a more parsimonious model (Little et al., 2002). 

In the structural model, both direct and indirect relationships among the variables were examined. 

Specifically, the model tested the direct effect of metacognitive awareness on self-efficacy, the direct 

effect of metacognitive awareness on self-regulation, and the direct effect of self-regulation on self-

efficacy. Additionally, the mediating role of self-regulation in the relationship between metacognitive 

awareness and self-efficacy was investigated. The hypothesized structural model is presented in Figure 

1. 

Figure 1. 

Hypothesized Structural Model of The Relationships Among Metacognitive Awareness, Self-Regulation, and Self-

Efficacy 

 

 

RESULTS 

All pathways were statistically significant, indicating that both metacognitive awareness and self-

regulation are significant predictors of teachers' self-efficacy in EFL settings. The largest predictive 

effect was from self-regulation to self-efficacy (β = .47, p < .001), followed by the direct and indirect 

effects of metacognitive awareness. Overall, 45% of variance in teacher self-efficacy was explained by 

the model and the explanatory power was acceptable based on existing fit guidelines (Hu & Bentler, 

1999; Kline, 2016). 
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The descriptive statistics for the primary constructs of teachers' metacognitive awareness, self-

regulation, and self-efficacy are shown in Table 3 below. 

Table 3. 

Descriptive Statistics of the Main Variables 

 N Min Max Mean SD 

Metacognitive awareness 266 2.71 4.85 3.87 0.42 

Teacher Self-Regulation 266 2.94 5.00 4.12 0.48 

Teachers’ Self-Efficacy 266 3.05 5.67 4.26 0.45 

As shown in Table 3, teachers' self-efficacy had the highest mean (M = 4.26) compared to teacher self-

regulation, which had a mean of (M = 4.12), and metacognitive awareness (M = 3.87). These findings 

imply that respondents reported high levels of confidence regarding their teaching ability, self-

regulatory practices, and awareness of their own thinking processes. The range of responses for the three 

measures was 2.71 to 5.67, which indicated sufficient variability in responses. Reliability analyses 

overall indicated that all instruments measured high internal consistency (Cronbach's alpha of .80 or 

above), supporting the strength of the scales in this content (see Table 4). 

Table 4. 

The Results of Cronbach Alpha Indices 

Scales Components Cronbach’s α 

Metacognitive Awareness Inventory for Teachers (MAIT) Declarative Knowledge .80 

Procedural Knowledge .83 

Conditional Knowledge .79 

Planning .82 

Monitoring .85 

Evaluating .78 

Teacher Self-Regulation Scale (TSRS) Goal Setting .83 

Intrinsic Interest .84 

Performance Goal Orientation .76 

Mastery Goal Orientation .72 

Self-Instruction .79 

Emotional Control .81 

Self-Evaluation .74 

Self-Reaction .77 

Help-Seeking .75 

EFL Teachers’ Self-Efficacy Scale (EFL-TSES) Instructional Strategies .86 

Student Engagement .82 

Classroom Management .80 

As demonstrated in Table 4, the instruments used exhibited adequate internal consistency to support 

their reliability for future analyses. To answer the first research question regarding the relationships 

between teachers' metacognitive awareness, self-regulation, and self-efficacy, Pearson correlation 

analysis was conducted as a preliminary analysis to examine the bivariate associations among the study 

variables. However, the hypothesized direct and indirect relationships among metacognitive awareness, 

self-regulation, and self-efficacy were primarily tested through structural path analysis in AMOS. 

Table 5. 

Pearson Correlation Results 

 1 2 3 

Metacognitive Awareness 1   

Teacher Self-Regulation Scale (TSRS) 0.63** 1  

EFL Teachers’ Self-Efficacy Scale (EFL-TSES) 0.58** 0.67** 1 
*Note. N = 266 **p < .01. 

Table 5 shows that all variables were positively and significantly correlated at the p < .01 level. 

Specifically, metacognitive awareness was positively correlated with teacher self-regulation (r = .63, p 
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< .01) and teacher self-efficacy (r = .58, p < .01). In addition, teacher self-regulation was positively 

correlated with teacher self-efficacy (r = .67, p < .01). These findings indicate that the variables were 

significantly associated with one another within the current sample. However, the correlation analysis 

only demonstrates associations among the variables and does not imply causal or directional 

relationships. 

In addition to the correlation analysis, a path analysis was completed to investigate how teachers' 

metacognitive awareness and self-regulation have a positive effect on self-efficacy in EFL teaching (see 

Table 6). The fit indices indicate that the structural model proposed by the researchers fit the data 

reasonably well: χ²/df = 1.91, GFI = 0.95; CFI = 0.94; NFI = 0.92; RMSEA = 0.056, and SRMR = 0.06. 

Each of the indices met the recommended cut-off values: (i.e., χ²/df < 3; GFI/CFI/NFI > 0.90; RMSEA 

< 0.08 and SRMR < 0.08), indicating the model was a good approximation of the observed data (see 

Table 5). These fit criteria are consistent and aligned with the recommendations of Hu and Bentler 

(1999) and Kline (2016) for interpreting models that meet this cut-off values as demonstrating an overall 

acceptable fit. 

Table 6. 

Goodness-of-Fit Indices 

 X2 /df GFI CFI NFI RMSEA 

Acceptable Fit <3 >0.90 >0.90 >0.90 <0.08 

Proposed Model 1.91 0.95 0.94 0.92 0.06 

The path coefficients revealed that metacognitive awareness had a significant positive effect on teacher 

self-regulation (β = .62, p < .001) and teacher self-efficacy (β = .26, p < .01). Additionally, teacher self-

regulation had a positive impact on teacher self-efficacy (β = .47, p < .001), indicating that higher levels 

of self-regulation were associated with stronger self-efficacy beliefs in teaching practice. In total, 

metacognitive awareness and teacher self-regulation explained 45% of the variance in teacher self-

efficacy (R² = .45) (see Figure 2). Overall, the findings illustrate that teachers’ metacognitive awareness 

and self-regulation were significant, and positively predictive factors of their professional self-efficacy 

in EFL contexts. These relationships are shown in Table 7, underlining the interrelated nature of each 

reflective thinking, self-regulated behavior, and teaching self-efficacy. 

Table 7. 

Path Coefficients (Standardized Regression Weights) 

Path 
Standardized 

Estimate (β) 
S.E. C.R. p Interpretation 

Metacognitive Awareness → 

Teacher Self-Regulation 
0.62 0.07 8.74 

< 

.001 

Strong, significant 

positive effect 

Metacognitive Awareness → 

Teacher Self-Efficacy 
0.26 0.08 3.25 < .01 

Moderate, significant 

positive effect 

Teacher Self-Regulation → Teacher 

Self-Efficacy 
0.47 0.06 7.83 

< 

.001 

Strong, significant 

positive effect 
R² (Teacher Self-Efficacy) = 0.45 

R² (Teacher Self-Regulation) = 0.38 

The path analysis demonstrated that metacognitive awareness had a significant positive effect on teacher 

self-regulation (β = .62, p < .001). This finding suggests that teachers with greater awareness of their 

own cognitive and metacognitive processes also tended to report higher levels of self-regulatory 

behaviors. This result is consistent with theoretical perspectives emphasizing that metacognitive 

awareness supports planning, monitoring, and evaluating one’s professional practices (Flavell, 1979; 

Zimmerman, 2000). Previous studies have similarly highlighted the close relationship between 

metacognitive processes and self-regulated behaviors in educational contexts (Cera et al., 2013; 

Theobald et al., 2026). 

In addition, metacognitive awareness significantly had a significant positive effect on teacher self-
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efficacy (β = .26, p < .01). This finding indicates that teachers with higher levels of metacognitive 

awareness also reported stronger beliefs in their teaching capabilities. This result aligns with Bandura’s 

(1997) social cognitive theory, which suggests that reflective awareness and cognitive monitoring 

contribute to individuals’ efficacy beliefs. 

Furthermore, teacher self-regulation significantly had a positive effect on teacher self-efficacy (β = .47, 

p < .001). This finding suggests that teachers who demonstrated stronger self-regulatory behaviors also 

tended to report higher levels of self-efficacy. The result is consistent with previous research 

emphasizing that goal setting, emotional regulation, self-monitoring, and reflective practices contribute 

to stronger professional confidence and instructional competence among teachers (Li, 2023). 

Figure 2. 

The Model of Path Analysis 

 

As illustrated in Figure 2, metacognitive awareness had a significant positive effect on teacher self-

regulation (β = .62), which in turn had a significant positive effect on teacher self-efficacy (β = .47). To 

test the indirect effects proposed in H4, mediation analysis was conducted using the bootstrapping 

method with 5000 resamples following the recommendations of Preacher and Hayes (2008). Teacher 

self-regulation was specified as the mediating variable in the relationship between metacognitive 

awareness and teacher self-efficacy. The indirect effect of metacognitive awareness on teacher self-

efficacy through teacher self-regulation was statistically significant (β = .29, 95% CI [.18, .40]). In 

addition, the direct effect of metacognitive awareness on teacher self-efficacy remained significant (β = 

.26, p < .001), indicating partial mediation rather than full mediation. Comparing the magnitudes of the 

effects suggests that the indirect pathway through self-regulation was slightly stronger than the direct 

pathway, highlighting the important role of self-regulatory processes in translating metacognitive 

awareness into stronger efficacy beliefs. 

 

DISCUSSION 

In this study, the interrelationships between metacognitive awareness, self-regulation, and self-efficacy 

were examined for pre-service EFL teachers. The pre-service teachers reported having a high 

metacognitive awareness of their instructional practices, regularly using self-regulating strategies, and 

also reported a strong sense of self-efficacy related to their ability to teach. All three constructs were 

found to be positively correlated to one another, suggesting that when teachers are reflective on their 

http://www.turje.org/


ZAİMOĞLU, DEMİR, & DURMAZ; Metacognition and self-efficacy among pre-service EFL teachers: The mediating role of 

self-regulation 

195 

Turkish Journal of EducationTURJE 2026, Volume 15, Issue 3  www.turje.org 

own thinking, they can better self-regulate their instructional practices, and as a result, are more likely 

to feel confident about the teaching. These findings are supported by earlier research that exists in 

teacher education and applied linguistics, where metacognitive awareness of teachers has been found to 

be associated with strong practices of self-regulation and high levels of self-efficacy (Alcı & Yüksel, 

2012; Alkan & Erdem, 2014). The principles of classical theories support the idea of a close relationship 

between the reflective and active use of metacognition (Flavell, 1979; Zimmerman, 2000). Balçıkanlı 

(2011) and Çapa Aydin et al. (2009) reported that pre-service EFL language teachers show a high level 

of metacognitive awareness and teacher efficacy, and that the development of those two qualities occurs 

in tandem, so the results of the present study are also consistent with those findings. In summary, the 

present study has established a basis for understanding the interrelationships between metacognitive 

awareness, self-regulation and self-efficacy for pre-service EFL teachers. 

Utilizing path analysis, directional relationships among the constructs were examined. The findings 

strongly supported Hypothesis 1 (H1), which proposed that metacognitive awareness would 

significantly have an effect on teacher self-regulation. Metacognitive awareness has a positive effect on 

self-regulation, suggesting that pre-service teachers who possess greater awareness of their cognitive 

and instructional processes are also more likely to engage in planning, monitoring, evaluating, and 

adjusting their teaching practices. This finding is theoretically consistent with Flavell’s (1979) 

metacognitive framework and Zimmerman’s (2002) self-regulation theory, both of which emphasize 

that reflective cognitive awareness contributes to self-regulatory behavior. In addition, the finding aligns 

with previous research in language education demonstrating that teachers who actively reflect on their 

instructional thinking are more likely to engage in goal setting, reflective practice, and adaptive teaching 

behaviors (Anderson, 2002; Gascoine et al., 2017). 

The findings also supported Hypothesis 2 (H2), which proposed that metacognitive awareness has a 

positive effect on teacher self-efficacy. The results indicated that pre-service teachers with stronger 

metacognitive awareness also tended to report stronger beliefs in their teaching capabilities. More 

specifically, teachers who are able to reflect on their instructional decisions, evaluate their strengths and 

weaknesses, and monitor their professional practices may feel more confident in managing classroom 

instruction and supporting student learning. This finding is consistent with Bandura’s (1997) social 

cognitive theory, which suggests that reflective cognitive processes contribute to the development of 

efficacy beliefs. Furthermore, previous studies have similarly emphasized the positive association 

between reflective awareness, self-regulatory thinking, and teacher self-efficacy. 

The findings further supported Hypothesis 3 (H3), which proposed that teacher self-regulation would 

significantly have a positive effect on teacher self-efficacy. Among all proposed relationships in the 

structural model, teacher self-regulation emerged as the strongest predictor of teacher self-efficacy. This 

finding suggests that pre-service teachers who are more capable of regulating and managing their 

instructional practices also tend to report stronger confidence in their teaching abilities. More 

specifically, self-regulatory skills such as goal setting, self-monitoring, emotional regulation, 

maintaining motivation, and adapting instructional strategies may contribute positively to teachers’ 

perceptions of instructional competence. This finding is consistent with Bandura’s (1991) social 

cognitive theory and Zimmerman’s (2000) self-regulation framework, both of which emphasize the 

close relationship between self-regulation and efficacy beliefs. 

Finally, the findings supported Hypothesis 4 (H4), which proposed that teacher self-regulation would 

mediate the relationship between metacognitive awareness and teacher self-efficacy. More explicitly, 

having metacognitive knowledge contributes to developing self-efficacy belief(s) through both direct 

and indirect effects on self-regulatory behavior. In addition, the partial mediation found in the current 

study is theoretically coherent with Zimmerman's (2002) cyclical self-regulated learning model, which 

posits that reflecting on past experiences informs an individual to use a better strategy and thus be more 

effective at self-regulation, leading to enhanced outcome(s) and self-beliefs. In accordance with 

Zimmerman’s (2002) cycle model, the findings extend the application into the area of teacher 

development. That is, reflective awareness empowers teachers to execute a greater number of self-
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regulatory teaching practices and then these self-regulated practices are reinforcing to their confidence 

in teaching. Finally, the results are consistent with previous studies that have examined different 

constructs with regard to mediation in educational environments. For example, Akamatsu et al. (2019) 

found that student self-efficacy mediated the relation between metacognitive strategy use and the self-

regulatory process, revealing a dynamic bidirectional relationship between cognitive strategy use and 

motivation. However, the teacher-based mediation model positioned self-regulation as mediating 

between a teacher's metacognitive knowledge and their self-efficacy. 

 

CONCLUSION 

The main aim of this study is to examine the structural relationships among metacognitive awareness, 

self-regulation, and self-efficacy in pre-service English language teachers in Türkiye, with particular 

attention to the mediating effect of self-regulation. The present research demonstrated that the 

development of metacognition and the use of metacognitive strategies are essential for pre-service EFL 

Teachers as a precursor to developing a strong sense of efficacy as a teacher. Additionally, this research 

contributed to the field of teacher education by providing empirical evidence of the multiple pathways 

through which metacognition influences teacher self-efficacy and the importance of self-regulation in 

that process. Ultimately, this research supports the theoretical contributions of earlier scholars (e.g., 

Flavell, Bandura, Zimmerman) while incorporating recent empirical findings to create a complete 

picture of the development of a novice teacher's cognitive and motivational skill set for effective 

teaching. 

Aligning with the arguments, there are numerous implications for teacher education programs. In the 

area of language teaching, one of the findings indicates that developing pre-service EFL teachers’ 

awareness of their own metacognitive skills is beneficial as they relate not only to their ability to teach 

effectively but also to their belief that they can perform well as a teacher. Therefore, teacher education 

programs can improve the development of metacognitive awareness among pre-service teachers by 

including explicit training techniques such as using guided reflection, the use of lesson planning 

journals, and employing think-aloud procedures when making decisions regarding their teaching. 

Developing an awareness of the processes associated with instructing others may allow for a deeper 

understanding of the metacognitive skills necessary for effective teaching, as well as allow for an 

improvement in the self-regulation of pre-service teachers. The findings from the present research 

indicate that with increased metacognitive awareness, pre-service teachers are likely to exhibit improved 

self-regulation skills (e.g., goal setting, monitoring, and adapting) and, consequently, will possess 

increased self-efficacy. Furthermore, the findings from this research demonstrate the importance of 

developing self-regulatory strategies as a mechanism for improving the self-efficacy of pre-service 

teachers. Self-regulatory strategies can be developed through teacher educator/mentor support to 

increase the effectiveness of trainees when teaching (e.g., setting meaningful teaching goals, monitoring 

their classroom performance through video reflections or peer feedback, managing emotional 

challenges, and proactively seeking support or resources). When pre-service teachers practice self-

regulatory strategies in teacher preparation, they will have greater confidence entering the profession 

and dealing with the complexities of the real classroom. Teachers working within a language instruction 

context who possess high self-efficacy are able to effectively motivate learners by creating an 

environment where learners feel comfortable and confident in practicing their new language skills. 

This research contributes significantly to the understanding of metacognitive, self-regulation and self-

efficacy relationships; however, there are limitations which must be taken into consideration. First, this 

research was conducted using a cross-sectional design but results should not be interpreted as definitive 

because of the correlational nature of the research. Though the researchers based their structural model 

on a strong theoretical foundation, they acknowledge that there may be many variables influencing these 

three constructs which will require further investigation. Thus, a longitudinal or experimental approach 

to research will be necessary to determine cause/effect relationships. Second, all data were collected 
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using self-report questionnaires from one group of pre-service EFL teachers, creating potential for 

common method bias as well as inaccuracy in the information provided by participants. Therefore, future 

research should utilize additional forms of data collection (i.e., video recordings of teaching practices, 

self-reflective diaries, performance assessment tasks) to validate and add richness to participant data 

obtained through self-reports. In addition, the sample comprised only pre-service EFL teachers at 

universities within Türkiye. Further, the sample represents individuals from the same cultural and 

educational context; therefore, it will be important to understand how the attitudes towards self-

reflection are different from those in other countries and for in-service teachers. 

In future research on metacognition, self-regulation, and self-efficacy in teaching, scholars should build 

on this study by addressing remaining gaps. Longitudinal studies tracking teachers from pre-service 

education into early in-service years would be particularly valuable, as they could examine how these 

constructs develop over time and whether early metacognitive awareness and self-regulation predict 

later self-efficacy, or vice versa. Experimental studies testing interventions aimed at enhancing 

metacognition or self-regulation in prospective teachers could also evaluate their effects on later self-

efficacy and classroom performance. In addition, larger samples including both novice and experienced 

teachers are needed to better understand differential impacts, as these groups may display distinct 

characteristics (Zhou & Hou, 2025). Finally, comparative studies across career stages and cultural 

contexts would help determine whether the relationships identified are universal or shaped by 

experience, culture, and educational systems. Researchers may also consider measures of teacher 

collaboration and willingness to engage in collaborative learning. 
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TÜRKÇE GENİŞLETİLMİŞ ÖZET 

Bu çalışma, İngilizceyi yabancı dil olarak öğreten öğretmen adaylarının (pre-service EFL teachers) 

üstbilişsel farkındalık, öz-düzenleme ve öz-yeterlik düzeyleri arasındaki yapısal ilişkileri incelemeyi 

amaçlamaktadır. Günümüz öğretmen eğitimi anlayışı, yalnızca alan bilgisi ve pedagojik yeterlikleri 

değil, aynı zamanda öğretmenlerin bilişsel, duyuşsal ve öz-düzenleyici özelliklerini de merkeze 

almaktadır. Bu bağlamda üstbiliş, öz-düzenleme ve öz-yeterlik kavramları, öğretmenlerin mesleki 

gelişimlerinin sürdürülebilirliği, öğretim kalitesi ve öğrenci başarısı açısından kritik belirleyiciler olarak 

öne çıkmaktadır. Özellikle öğretmen adaylarının kendi düşünme süreçlerinin farkında olmaları, öğretim 

sürecini planlama, izleme ve değerlendirme becerileri ile mesleki yeterlik algılarını doğrudan 

etkilemektedir. 

Araştırmanın problem durumu, öğretmen adaylarının üstbilişsel farkındalıkları ile öz-yeterlik inançları 

arasındaki ilişkide öz-düzenlemenin nasıl bir rol oynadığının yeterince açıklanamamış olmasıdır. 

Alanyazında bu üç değişkenin ikili ilişkileri sıklıkla ele alınmış olsa da, öz-düzenlemenin aracı 

(mediatör) rolünü inceleyen çalışmaların özellikle Türkiye bağlamında sınırlı olduğu görülmektedir. Bu 

eksiklikten hareketle çalışmanın temel amacı, öğretmen adaylarının üstbilişsel farkındalıklarının öz-

yeterliklerini hangi yollarla etkilediğini ve bu ilişkide öz-düzenlemenin aracı bir mekanizma olarak işlev 

görüp görmediğini ortaya koymaktır. Bu doğrultuda üstbilişsel farkındalığın öz-düzenlemeyi yordadığı, 

üstbilişsel farkındalık ve öz-düzenlemenin öz-yeterliği anlamlı ve pozitif yönde etkilediği ve öz-

düzenlemenin üstbilişsel farkındalık ile öz-yeterlik arasındaki ilişkide aracı rol üstlendiği yönünde 

hipotezler geliştirilmiştir. 

Araştırma nicel araştırma desenine sahip olup, ilişkisel tarama modeli ve yapısal eşitlik modellemesi 

yaklaşımı benimsenmiştir. Çalışmanın katılımcılarını Türkiye’nin güney bölgesindeki devlet ve vakıf 

üniversitelerinde öğrenim gören toplam 266 İngilizce öğretmen adayı oluşturmaktadır. Katılımcılar 

uygun örnekleme yöntemiyle seçilmiş, örneklem cinsiyet ve kurum türü açısından çeşitlilik göstermiştir. 

Veri toplama sürecinde öğretmen adaylarının üstbilişsel farkındalık düzeylerini ölçmek amacıyla 

Öğretmenler için Üstbilişsel Farkındalık Envanteri, öz-düzenleme düzeylerini belirlemek için Öğretmen 

Öz-Düzenleme Ölçeği ve öz-yeterliklerini ölçmek için İngilizce öğretmeni Öz-Yeterlik Ölçeği 

kullanılmıştır. Ölçeklerin tamamı güvenilirlik ve geçerlik açısından yüksek değerlere sahiptir. 

Verilerin analizinde öncelikle normallik testleri uygulanmış ve verilerin parametrik analizler için uygun 

olduğu belirlenmiştir. Ardından betimsel istatistikler ve Pearson korelasyon analizleri 

gerçekleştirilmiştir. Bulgular, öğretmen adaylarının üstbilişsel farkındalık, öz-düzenleme ve öz-yeterlik 

düzeylerinin genel olarak yüksek olduğunu ortaya koymuştur. Ayrıca bu üç değişken arasında pozitif 

ve anlamlı ilişkiler tespit edilmiştir. Yapısal eşitlik modellemesi ve yol analizi sonuçları, üstbilişsel 

farkındalığın öz-düzenlemeyi güçlü biçimde yordadığını, öz-düzenlemenin ise öz-yeterlik üzerinde 

güçlü ve anlamlı bir etkiye sahip olduğunu göstermiştir. Üstbilişsel farkındalığın öz-yeterlik üzerindeki 

doğrudan etkisinin yanı sıra, öz-düzenleme aracılığıyla dolaylı bir etkiye de sahip olduğu belirlenmiştir. 

Araştırma bulguları, çalışmaya katılan öğretmen adaylarının öğretim uygulamalarına ilişkin yüksek 

düzeyde üstbilişsel farkındalığa sahip olduklarını, öğretim sürecinde öz-düzenleyici stratejileri düzenli 

olarak kullandıklarını ve öğretme yeterliklerine ilişkin güçlü bir öz-yeterlik algısı geliştirdiklerini 

göstermektedir. Ayrıca bu üç değişkenin birbirleriyle pozitif ve anlamlı düzeyde ilişkili olduğu 

saptanmıştır. Bu durum, öğretmen adaylarının kendi düşünme süreçleri üzerine yansıtıcı biçimde 

düşündüklerinde öğretim uygulamalarını daha etkili bir biçimde düzenleyebildiklerini ve bunun 

sonucunda öğretmenlik yeterliklerine ilişkin güven duygularının arttığını ortaya koymaktadır. Aracılık 

analizleri sonucunda öz-düzenlemenin, üstbilişsel farkındalık ile öz-yeterlik arasındaki ilişkide kısmi 

aracı rol üstlendiği saptanmıştır. Bu bulgu, öğretmen adaylarının kendi bilişsel süreçlerinin farkında 

olmalarının, öncelikle öz-düzenleyici davranışlarını geliştirdiğini ve bu süreçler aracılığıyla mesleki 

yeterlik algılarının güçlendiğini göstermektedir. Başka bir ifadeyle, üstbilişsel farkındalık doğrudan öz-

yeterliği artırmakla birlikte, öz-düzenleme becerilerinin gelişimi yoluyla daha güçlü ve kalıcı bir etki 
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yaratmaktadır. Çalışmada yapısal eşitlik modellemesi kapsamında gerçekleştirilen yol analizi, 

değişkenler arasındaki yönlü ilişkilerin belirlenmesine olanak sağlamıştır. Analiz sonuçları, üstbilişsel 

farkındalığın hem öz-düzenlemeyi hem de öğretmen öz-yeterliğini anlamlı ve güçlü biçimde yordadığını 

ortaya koymuştur. Özellikle üstbilişsel farkındalığın öz-düzenleme üzerindeki etkisinin oldukça güçlü 

olması, bilişsel süreçlerinin farkında olan öğretmen adaylarının öğretim sürecini planlama, izleme ve 

gerektiğinde uyarlama konusunda daha etkin olduklarını göstermektedir. Bu bulgu, üstbilişsel bilginin 

öz-düzenlemeye giden süreci desteklediğini savunan kuramsal yaklaşımlarla örtüşmektedir. Öğretmen 

adaylarının düşünme süreçlerine ilişkin farkındalık geliştirmeleri, hedef belirleme, öğretim 

uygulamaları üzerine yansıtma ve öğrenci öğrenmesini destekleyecek biçimde öğretimi uyarlama gibi 

bilinçli öğretim davranışlarını da beraberinde getirmektedir. 

Çalışmanın sonuçları, öğretmen eğitimi programları açısından önemli çıkarımlar sunmaktadır. Önerilen 

yapısal modelde öğretmen öz-yeterliğinin en güçlü yordayıcısının öğretmen öz-düzenleme becerileri 

olduğu belirlenmiştir. Öğretmen adaylarının öğretim faaliyetlerini aktif biçimde kontrol edebilme, 

kişisel öğretim hedefleri belirleme, motivasyonlarını sürdürebilme, duygularını yönetebilme ve öğretim 

stratejilerini süreç içinde uyarlayabilme becerileri, öğretmenlik yeterlik algılarını önemli ölçüde 

güçlendirmektedir. Bu bulgu, öz-düzenleme ile öz-yeterlik arasındaki güçlü ilişkiye vurgu yapan sosyal 

bilişsel kuramsal yaklaşımları desteklemektedir. Özellikle hedef belirleme, öz-izleme ve yardım arama 

gibi öz-düzenleme bileşenlerinin etkili öğretim uygulamalarının temelini oluşturduğu görülmektedir. 

Öğretmen adaylarının üstbilişsel farkındalıklarını ve öz-düzenleme becerilerini destekleyen öğretim 

uygulamalarının, onların mesleki öz-yeterlik inançlarını güçlendirdiği görülmektedir. Bu nedenle 

öğretmen yetiştirme programlarında yansıtıcı düşünme etkinliklerine, planlama ve öz-değerlendirme 

temelli uygulamalara ve öz-düzenleyici stratejilerin açık biçimde öğretilmesine daha fazla yer verilmesi 

önerilmektedir. Sonuç olarak bu çalışma, üstbiliş, öz-düzenleme ve öz-yeterlik arasındaki yapısal 

ilişkileri açıklayarak, öğretmen adaylarının mesleki gelişimlerini destekleyen bütüncül bir çerçeve 

sunmakta ve alanyazındaki önemli bir boşluğu doldurmaktadır. Bu yönüyle çalışma, öğretmen eğitimi 

alanında kuramsal bilgiye dayalı, kanıta dayalı uygulamaların geliştirilmesine katkı sunmakta ve 

öğretmen adaylarının mesleki gelişim süreçlerine ışık tutmaktadır. 
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