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The aim of this study is to investigate the relationship between the problem solving
skills of the 6th and 7th grade students in the middle school and the cognitive
awareness with social-emotional learning. The sample of the study consisted of 295,
6th grade and 7th grade (195 girls, 100 boys) students selected using random sampling
method. As a measurement tool, Problem Solving Inventory for Children,
Metacognitive Awareness Inventory for Children and Social-Emotional Learning Scale
Short Form were used. According to the findings of the study; It is seen that scale
scores differ according to gender. Boys have more confidence in the problem-solving
process than girls; girls were found to have more self-determination in problem solving
processes. It is observed that girls have higher levels of social-emotional learning than
boys. Another finding obtained from the study is; It was found that problem solving
skills contribute to explaining social emotional learning scores, but the fact that
problem-solving skills and metacognitive awareness were considered together made a
significant contribution to the problem-solving skills. According to the results,
supporting problem solving skills increases social emotional learning, and at the same
time, high metacognitive awareness contributes positively to social emotional
learning. Therefore, it is thought that supporting these skills starting from pre-school
period will contribute positively to learning processes. In order to improve social
emotional learning, it can be suggested that metacognitive awareness should be
included in school guidance services, curricula, group guidance and counseling
activities as well as problem solving skills in order to increase effectiveness.
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Bu arastirmada, ortaokul 6. ve 7. sinif 6grencilerinin problem ¢ézme becerileri ve lst
bilisgsel farkindaliklarinin sosyal-duygusal 6grenmeleri ile iliskisinin incelenmesi
amaglanmistir. Arastirmanin 6rneklemini, segkisiz 6rnekleme yontemi kullanilarak
secilen 295 ortaokul 6. ve 7 sinif (195 kiz, 100 erkek) 6grencisi olusturmaktadir.
Arastirmada 6lgme araci olarak Cocuklar icin Problem Cézme Envanteri, Cocuklar igin
Ust Bilissel Farkindalik Olgegi ve Sosyal-Duygusal Ogrenme Olgegi Kisa Formu
kullanilmigtir. Arastirmadan elde edilen bulgulara gore; 6lgek puanlarinin cinsiyete
gore farklilastigi gortlmektedir. Erkeklerin kizlara gére problem ¢ozme siirecinde daha
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Anahtar Kelimeler: fazla glivene sahip olduklari gorilirken; kizlarin ise daha yiiksek oranda problem
Ust biligsel farkindalik, ¢ozme slreglerinde 06zdenetime sahip olduklari tespit edilmistir. Kizlarin erkek
Sosyal-duygusal 6grenme, Problem Ogrencilere gore daha yiiksek sosyal-duygusal 6grenme diizeylerine sahip olduklari
¢dzme becerisi. gorulmektedir. Arastirmadan elde edilen bir diger bulguda ise; sosyal duygusal

6grenme puanlarinin agiklanmasinda problem ¢6zme becerilerinin anlamh katki
sagladigl ancak problem ¢ozme becerileri ile Ust bilissel farkindaligin birlikte ele
alinmasinin problem ¢ézme becerilerinin etkisine gore daha yiiksek diizeyde anlaml
bir katki sagladigi tespit edilmistir. Elde edilen sonuglara gore problem ¢6zme
becerilerini desteklemek sosyal duygusal 6grenmeyi arttirmaktadir, ayni zamanda Ust
biligsel farkindahgin yiksek olmasi sosyal duygusal 6grenmeye olumlu katki
saglamaktadir. Bu nedenle okul Oncesi dénemden itibaren bu becerilerin
desteklenmesinin 6grenme stireglerine olumlu katkida bulunacagi dustnilmektedir.
Sosyal duygusal 6grenmeyi gelistirmeye vyonelik okul rehberlik hizmetlerinde,
miifredatlarinda, grupla rehberlik ve danisma g¢alismalarinda problem ¢ézme
becerilerinin yani sira etkililigi arttirmak adina Ust biligsel farkindaligin da yer almasi
onerilebilir.

Introduction

During secondary school where puberty begins, children are experiencing one of the important
stages of development which is characterized by rapid physical, psychological and social changes (Akcan-
Parlaz & Karademirci, 2012). When the cognitive and psychological characteristics of this period are
taken into consideration, many studies have been conducted by researchers including social emotional
learning skills (Durlak, Weissberg, Dymnicki, Taylor & Schellinger, 2011; Zins, Walberg & Weissberg,
2004), problem solving and metacognitive skills (Annevirtaa & Vaurasa, 2006; Di Leo & Muis, 2020; Lee,
Teo & Bergin 2009; Panaoura & Philippou, 2007; Pennequin, Questel, Delaville, Delugre & Maintenant,
2019). Considering the fact that today's children are changing faster, it is realised that they need to be
supported in problem solving and social skills. Considering the different developmental characteristics
that can occur according to gender during adolescence, before supporting adolescents in these areas, it
was thought that it is important to examine whether their problem solving, metacognitive awareness
and social emotional learning differ in terms of their gender, and the results obtained may lead to
problem-solving social emotional learning-based training programs prepared later.

The 11-13 age range in which abstract thinking begins is important also for the development of
metacognitive awareness (Lilly, 2020; Koriat, 1993). When both emotional and cognitive development
processes are taken into consideration, it is thought that the increasing awareness of secondary school
students will need to be supported positively. The characteristics seen during the abstract operations
stage are also among the executive functions and metacognition characteristics (Koriat, 1993).
According to Sternberg (1988), high level metacognitive skills, in which planning, monitoring and
evaluation are used, have an important function in solving an individual's problem. Although it is named
under different headings; it is seen that metacognition is generally consisted of two basic dimensions
which are the knowledge of the person's own cognitive processes and mood and monitoring and
controling one's own cognitive processes and mood (Schneider & Loffler, 2016). Metacognition involves
thinking about the mental processes like a person's own perception, understanding, remembering.
(Garner & Alexander, 1989). The teaching of metacognition is based on the assumption that when an
individual understands how his or her cognitive processes work, he / she can control these processes
and use them more effectively by rearranging them for more qualified learning (Hancock & Karakok,
2020; Ulgen, 2004).

Social emotional learning, which is one of the learning processes, can be evaluated as a set of skills
that students should gain during their school years for their future lives. On the other hand, studies on
developing social emotional learning skills are organized to develop attitude, behavior, cognition,
healthy social relations, individual well-being and academic skills (Norris, 2003; Taylor, Oberle, Durlak &
Weissberg, 2017) and it helps students to fulfill their developmental tasks and cope with developmental
difficulties by providing interaction between cognition, emotions and behaviors (Zins et al., 2007). There
are studies in which the increase in the skills of problem solving and self-esteem from social and
emotional learning skills explains not to participate in bullying (Totan & Kabakgi, 2010). There are also
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studies in which students with high social and emotional learning level develop positive attitudes
towards school (Kutluay & Celik, 2014; Weissberg, Durlak, Domitrovich & Gullotta, 2015). Metacognition
is used to monitor and regulate cognitive processes such as learning, problem solving, comprehension,
reasoning (Metcalfe & Shimamura, 1996). Problem solving is learned from childhood and during school
years they are developed (Miller & Nunn, 2001). Therefore, it is important and necessary to support
children's academic development as well as their social emotional development and problem solving
skills.

Teaching metacognitive strategies also allows students to explore appropriate problem-solving
processes and enable them to use these processes in different situations, leading them to a high-level
cognitive process (Victor, 2004). In the literature, while there are studies examining the relationships
between metacognitive awareness and problem solving (Cornoldi, Carretti, Drusi & Tencati, 2015; Jagals
& van der Walt, 2016; Lucangeli, Coi, & Bosco, 1997). Bakracevic Vukman (2005) examined
metacognitive functions developmentally in the process of solving fuzzy defined problems, and no
significant difference was found between the ages in metacognitive monitoring. Metacognitive
awareness, metacognitive regulation and accuracy in metacognitive decisions was significantly higher in
middle and young adults than in adolescents and the elderly. In the study conducted by Annevirtaa and
Vaurasa (2006), it was seen that students with high levels of metacognitive knowledge had higher
metacognitive skills in problem solving process at the beginning of the process. In the study they
conducted, Panaoura and Philippou (2007) found that there was a positive relationship between
metacognitive skills of students and their level of solving mathematical problems. In the study Panaoura
and Philippou (2007) conducted, it found that there was a positive relationship between metacognitive
skills of students and their level of solving mathematical problems. According to the results of the study
conducted by Lee, Teo and Bergin (2009), students who are more determined to solve problems better
distinguish the diversity between metacognitive elements. But there is a direct relationship between
metacognitive awareness and social emotional learning, no study examining the relationship was found.
Learning as a social process takes place in schools which are social places. Emotions help to improve
students' success in school by facilitating their learning (Jagers, Rivas-Drake & Williams, 2019;
Panayiotou, Humphrey & Wigelsworth, 2019). As a result of their meta-analysis, found that students'
social emotional learning skills, attitudes, positive social behaviors and academic performances
increased and behavioral problems and emotional problems decreased from pre-school to secondary
education and the school staff successfully implement social emotional learning approach (Durlak,
Weissberg, Dymnicki, Taylor and Schellinger, 2011; Lee, & Bong, 2017). There are studies showing that
students with high metacognitive awareness have insights about their own learning strategies and make
more effort to improve their performance and are more successful in this (Schaeffner, Chevalier, Kubota
& Karbach, 2021; Schraw & Dennisson, 1994; Theodosiou & Papaioannou, 2006).

Considering that metacognition facilitates coping with emotional and physiological reactions,
provides regulation of emotional responses (Delahaij, Van Dam, Gaillard & Soeters, 2011) and increases
motivation to new learning (Bartels & Magun-Jackson, 2009) is considered. In the literature, there are
no studies examining social emotional learning, problem solving and metacognitive awareness variables
together. Therefore, there is a need for research and supportive studies on the problem solving and
social-emotional learning skills of the 6th and 7th grade students living in the initial stage of adolescence
and on metacognitive awareness that is thought to increase these skills. In contrast to primary school
years, children face both academic performance anxiety and the process of puberty. That's why, it is
realized that supportive studies are needed especially in the first years of adolescence. For all these
reasons, the sample group of the research consists of 6th and 7th grade students. The aim of this study
is to investigate the relationship between secondary school students' problem solving skills and
metacognitive awareness and social emotional learning. In line with this purpose, the sub-goals
determined in the research are:

-Do students' problem solving skills, social learning and metacognitive awareness differ by gender?
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-Is there a significant relationship between students' problem solving skills, social emotional learning
and metacognitive awareness?

-Do students' problem solving skills and metacognitive awareness predict their social emotional
learning?

In line with the obtained results, the role of problem solving and metacognitive awareness for improving
students' social emotional skills will be explored. In this way, psycho education programs, counseling
and guidance activities to improve social emotional learning skills will be prepared and the results will
shed new light on other researchers.

Method

Research Model

The research was designed according to the relational survey method, it aims to investigate the
relationship between two or more variables. These models aim to see whether there is a co-change
between variables and to determine the degree of this change, if any (Heppner, Wampold & Kivlighan,
2013).

Participants

The study group of the study was selected with the appropriate sampling method which is one of the
non-random sampling methods. In the appropriate sampling, due to the limitations in terms of time and
labor, the sample was selected from easily accessible and applicable units (Baylkoztiirk, Cakmak, Akgin,
Karadeniz & Demirel, 2014). A total of 295 students (195 girls and 100 boys) aged between 11-13 years
and attending to a public secondary school in Bayrampasa district of istanbul participated in the
implemention which was conducted in 2018-2019 academic year.

Instruments

Problem Solving Inventory for Children (CPSI). CPSI is an inventory developed by Serin, Bulut-Serin and
Saygili (2010), which evaluates students' own perception about their problem solving skills in 4th, 5th,
6th, 7th and 8th grades. The inventory is a five-point Likert-type scale which totally consists of 24 items
and 3 sub-dimensions. Inventory sub-dimensions are Confidence in Problem Solving Skills, Self-Control
and Avoidance sub-dimensions, respectively. The total Cronbach's alpha value of the inventory is 0.80,
0.85 for the Confidence in Problem Solving Skills subscale, 0.78 for the Self-Control subscale, and 0.66
for the Avoidance subscale. The result found this study are follows; total Cronbach's alpha value of the
inventory is 0.77, 0.75 for the Confidence in Problem Solving Skills subscale, 0.74 for the Self-Control
subscale, and 0.74 for the Avoidance subscale. There are twelve items in the Confidence in Problem
Solving Skills subscale (1, 3, 5, 7,9, 11, 13, 15, 17, 19, 21, 23), seven items in the Self-Control subscale (2,
4, 6, 8, 10, 12, 14) and five items in the Avoidance subscale (16, 18, 20, 22, 24). All items in the self-
control and avoidance sub-dimensions are reversed during the calculation as they were negative. The
inventory is marked on a five-point Likert scale. For the whole inventory, minimum 24 and maximum
120 points can be obtained. The high total scores obtained from the inventory indicate that individuals
perceive themselves sufficient in problem solving (Serin et al., 2010).

Metacognitive Awareness Scale for Children. There are A and B forms of Metacognitive Awareness
Scale. There are 12 items in Form A prepared for 3rd, 4th and 5th grade students and there are 18 items
in form B developed for 6th, 7th, 8th and 9th grade students. Form B used in this research is marked on
a five-point Likert scale for each item. The highest score that can be obtained from the scale is 90, and
the lowest score is 18. Karakelle and Sarag¢ (2007) examined the reliability and validity of the scale for
Turkey and evaluated its usability. So it was determined that the qualifications can be used for research
purposes to decide whether the metacognitive knowledge level is high or low for the age ranges
covered by the scale. Form A Cronbach's Alpha value of the scale was found to be .80 and test-retest
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correlation value was .72 (N = 373, p <.01). The result found this study are follows; the Cronbach's Alpha
value of the scale was found to be .72.

Social-Emotional Learning Scale Short Form. Social-emotional learning scale was developed by Totan
(2011). There are long and short forms of the scale. There are 23 items and 5 sub-dimensions in the long
form, while in the short form there are 5 items that measure social-emotional learning. In this study,
short form of the scale was used. There is no item on the scale that is reversed. The total high scores of
the scale indicate the high ability of the respondent in the related field. Each item is marked on a five-
point likert scale. The highest score which an be obtained from the scale is 25 and the lowest score is 5.
The Cronbach's alpha value of the scale was .92 and the test-retest correlation value was .82 (Totan,
2011). The result found this study are follows; the Cronbach's Alpha value of the scale was found to be
.75.

Data Analysis

In the research, the data were analyzed using SPSS 16.0 program. Before starting the analysis, the data
set was arranged. It was checked whether the collected data met the basic assumptions of the
regression analysis. In order to evaluate these assumptions, it was examined whether there was
sufficient sample size, missing values, extreme values, normal distribution, multiple normality, linearity,
homogeneity and multiple linear connection. The normality of the distribution was evaluated using the
Kolmogorov Smirnov test. The data obtained from the Social-Emotional Learning (p =.27) metacognitive
awareness (p =.39) and problem solving (p =.08) inventories showed normal distribution (p>.05). The
condition of homogeneity of variances was tested with Levene. The value taken from the Levene Test is
p<.05. The variances are not equal; The fact that p>.05 is interpreted as the variances are equal
(Buytkoztirk, 2016).

Another assumption that is expected to be met in the research is to examine whether there is a multiple
linear connection. The multiple linear connection problem is a problem that occurs as a result of the
observed variables showing a very high level of significant correlation with each other, causing the study
of more variables than necessary and negatively affecting the regression analysis (Tabacknick & Fidell,
2015). A relationship of .90 and above between variables creates a multiple connection problem. At the
same time, the Vif and Tolerance values of the independent variables are examined to test whether
there is a multi-connection problem, and it is considered to be a multi-connection problem if the
tolerance value is less than .333 and the Vif value is greater than 3 (Field, 2009). When the relevant
values of the subscales of the independent variables analyzed in the study were examined, it was found
that there was no multicollinearity problem. After determining the normal distribution of the data, the
Independent Sample t-Test, one of the parametric test methods, was used to determine whether the
variables differed according to gender. The relationships between the variables subject to the study
were analyzed by calculating the Pearson moments correlation coefficient. Hierarchical regression
analysis was conducted to answer the main problem of the study. The results of the statistical
operations performed are presented in tables in the findings section.

Ethical Prosedure

Measuring tools were introduced to the sample group before data was collected. How to fill the scaeles
is explained. Scientificethical rules have been followed. Attention has been paid to the volunteerism of
the participants. Informed consent forms were distributed to volunteers and asked to fill the form. In
addition, the necessary permission document was obtained from parents.

Result

In this section, it was examined whether the scores obtained from the scales differed according to the
gender variable first. Then, the relationships between the scores obtained from secondary school
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students' social emotional learning, problem solving skills, and metacognitive awareness scales were
examined, and finally, hierarchical regression analysis was performed to determine whether social
emotional learning was predicted by problem solving and metacognitive awareness variable.

Table 1.
Examination of Scale Scores According to Gender Variable

Gender n X sd df t p
Problem solving Girls 195 35.57 8.094
skills-confidence Boys 100 43.39 7.086 293 3.022 .00*
Problem solving Girls 195 40.31 8.01
skills-self control Boys 100 37.65 8.132 293 2.04 .00*
Problem solving Girls 195 38.06 4.75
skills avoidance Boys 100 37.04 4.90 293 2.564 .35
. Girls 195 18.26 3.52
Metacognitive
awareness Boys 100 17.36 3.69 293 1.875 .06
Social-emotional Girls 195 12.57 4.36
learning Boys 100 9.37 3.94 293 2.867 .00*

*p<.05

When Table 1 was examined, it was seen that the problem-solving scale self-control and problem-
solving skills subscale scores differed significantly by gender (p<.05), but did not differ in the avoidance
subscale. According to the findings, it was seen that boys had more confidence in problem solving
process than girls; and girls had higher self-regulation in problem solving processes. In another finding; it
was seen that girls had higher social-emotional learning levels than boys. Metacognitive awareness did
not differ according to gender(p>.05).

Table 2.
Pearson Moment Correlation Coefficient Results to Determine the Relationship Between Social-Emotional
Learning, Problem Solving and Metacognitive Awareness

1. 2. 3. 4, 5.

Problem solving

skills-confidence 1 1 A71% .793* .734%*
Problem solving

skills-self control 1 1 A71% .793* .734%*
Problem solving skills

avoidance A71* A71* 1 -.80* -.460*
Metacognitive

awareness .793* .793* -0.80* 1 J91*
Social-emotional

learning .734% .734% -.460% 91%* 1
*p<.01

When Table 2 was examined, it was seen that there was a high positive and significant relationship
between confidence in problem solving skills & self-control and metacognitive awareness (r =.793,
p<.01). Similarly, there was a high level of positive and significant relationship between confidence in
problem solving skills and self-control and social-emotional learning (r =.734, p<.01). It could be seen
that there was a high level of negative and significant relationship between avoidance and
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metacognitive awareness (r =-. 80, p<.01), and a moderate, negative and significant relationship
between social-emotional learning (r =-. 460, p<.01). A high, positive and significant relationship was
found between metacognitive awareness and social-emotional learning (r =.91, p<.01). Accordingly, we
can say that social-emotional learning and metacognitive awareness increased as confidence in problem
solving skills and self-control increased. It could also be said that social-emotional learning would

increase as metacognitive awareness increased.

Table 3.

Hierarchical Regression Analysis of Predictors of Social Emotional Learning (Problem Solving and

Metacognitive Awareness)

Variables R R? F Sd B B t p Tolerance  VIF
1.Model Constant 39 .15 17.31 3/276 8.796 4,459 .00*
Problem
Solving/ .185 418 6.841 .00* .815 1.227
Confidence
Self-control .043 .058 946 .35 .809 1.236
Avodoince .073 .084 1.245 .21 .675 1.481
2.Model Constant .52 .27 4335 4/275 4.298 2.193 .03*
Problem
Solving/ 136 .306 5.146 .00* 748 1.337
Confidence
Self-control 039 .053 931 .35 -809 1.236
Avodoince .062 .071 1.141 .26 .675 1.482
Metacognition 110 355 6584 .00  .907  1.103

Awareness

*p<.01

When Table 3 was examined, in the first model, the problem-solving skills (confidence in problem
solving skills, self-control, avoidance) in the hierarchical regression analysis explains 15% of social
emotional learning scores [F (3 276) = 17.31; p<.01], and in the second model, it can be seen that
problem solving skills and metacognitive awareness explains 27% of social emotional learning scores [F
(4 275) = 43.35; p<.01). Adding metacognitive awareness variable to Model 1 seems to be a significant
contribution.

Discussion & Conclusion

In this study, the relationship between problem solving skills and metacognitive awareness and
social-emotional learning of secondary school students was researched. When the results obtained from
the study are examined, it is seen that the scores of the problem solving avoidance subscale and the
metacognitive awareness scale do not differ significantly according to gender. It is observed that
problem solving scale self-control and the subscale of confidence in problem solving skills differed
according to gender and that boys have more confidence in problem solving process than girls while
girls have higher self-regulation in problem solving processes. In another finding; it is seen that girls have
higher social-emotional learning levels than boys. While it was observed in the study that metacognitive
awareness did not differ according to gender, other studies conducted to examine the metacognitive
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awareness of secondary school students also concluded that the metacognitive awareness of students
did not change according to their gender (Jaleel & Premachandran, 2016; Talekar & Fernandes, 2016).
Another finding obtained from the research is the result that boys have higher scores on problem
solving skills than girls. A study examining problem-solving abilities according to gender supports the
findings of this study, and it was observed that the problem-solving skills of boys were higher than girls
(Gallagher, et al., 2016). Looking at the results obtained from the study, it was seen that female students
had higher social and emotional learning compared to boys. Roseberry (1997), on the other hand, found
that girls in the sixth, seventh and eighth grades have higher social emotional learning skills than boys.
Studies have shown that social-emotional skills differ according to gender and that girls show higher
social-emotional skills than boys (Erdogan, 2002; Roseberry, 1997; Yurdakavustu, 2012). As can be seen
in the literature similar to the results obtained from this research, it is emphasized that social emotional
learning skills differ in terms of gender. It can be predicted that this result will contribute to the planning
of the studies to increase the social emotional learning skills sensitively to the gender differences of
male and female students.

It is seen that there is a high positive and significant relationship between confidence in problem
solving skills & self-control and metacognitive awareness. Similarly, there is a high level of positive and
significant relationship between confidence in problem solving skills and self-control and social-
emotional learning. It can be seen that there is a high level of negative and significant relationship
between avoidance and metacognitive awareness, and a moderate, negative and significant relationship
between social-emotional learning. A high, positive and significant relationship is found between
metacognitive awareness and social-emotional learning. In addition, it can be said that social-emotional
learning will increase as metacognitive awareness increases. Another finding is that while problem
solving skills (confidence in solving skills, self-control, avoidance) explain 15% of social emotional
learning scores while problem-solving skills and metacognitive awareness explain 27% of social
emotional learning scores. This shows that metacognitive awareness has a mediating role in increasing
social-emotional learning scores. Social emotional learning, metacognitive awareness, problem solving
skills Although there are no studies that directly examine the relationship between social emotional
learning and metacognition, the main effect of metacognitive awareness on social learning is the
regulation of relationships with others in learning, and a person's high awareness of emotions and
thoughts with their cat and others (Salonen, Vauras & Efklides, 2005; Wigelsworth, Qualter, &
Humphrey, 2016). Metacognition also includes emotional and motivational thoughts. Metacognition
makes a significant contribution to the management of emotions and the healthy realization of social
and emotional learning and therefore, it is important to develop metacognitive awareness (Martinez,
2006). Emotions are also an important part of the problem solving process. In the process of problem
solving, emotions have an important role in self-regulation, focusing attention and predicting cognitive
processes. In the social context, additional functions of emotions such as interpersonal relationships and
social coordination of collaborative action emerge (Hannula, 2015).

While higher cognitive executive functions include problem solving, emotional executive functions
are relatively differently linked to prefrontal areas, but all executive functions continue to develop until
adolescence (Ardila, 2013; Loh, & Lee, 2019). Although we think that supporting executive function
areas will affect the development of children positively, there is no study that directly examines the
relationship between social emotional learning and metacognitive awareness when looking at the
relationship between executive functions. Metallidou (2009) found that metacognitive knowledge
increases the frequency of use of problem-solving strategies for classroom management and enables
appropriate strategies to be produced in a study conducted on teachers. According to the results of a
study examining the effect of secondary school students 'metacognitive awareness on problem solving,
it was observed that as students' metacognitive awareness increased, their problem solving abilities
increased (McKim & McKendree, 2020). Similarly, in the study by Karakelle (2012), metacognition and
problem solving were found to be significantly correlated with each other. In this context, perception of
solving problems and metacognitive awareness level appear as interrelated functions.

It is stated that individuals who solve problem effectively have independent and creative thinking, have
social competence, are confident and tolerate uncertainties (Dow & Mayer, 2004). According to the
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results of the study conducted by Akin and Cegen (2014) in order to evaluate metacognitive awareness
levels of secondary school students' reading strategies, problem solving strategy increases as general
reading strategy increases. When all these research findings are examined, it is concluded that as
metacognitive awareness increases, problem solving skills increase. On the other hand, when the
relationship between social-emotional learning and metacognition is examined, it is seen that
cooperative metacognitive awareness predicts problem solving as a result of the investigation of the
effect of collaborative metacognition teaching on mathematical reasoning in problem solving processes
conducted by Kramarski, Mevarech and Liebermann (2001). Desoete, Roeyers and Buysse (2001) in their
studies investigating the effect of metacognition on third grade students' problem solving processes,
revealed that metacognition, especially estimation and evaluation, had a significant effect on
mathematical problem solving processes of the students who were above the class average and
mathematical achievement level. In a study, it was seen that the development of social and emotional
skills in educational contexts contributed to the improvement of the academic performance of
adolescent students (Panayiotou, Humphrey & Wigelsworth, 2019). Murray-Harvey and Slee (2007), in
their research that examined the impact of supportive and stressful relationships with teachers,
students and families on the social / emotional and academic experiences of students at school with
data collected from twenty-one schools and 888 students in Australia, found that their supportive
relationships with their teachers and parents increased their academic performance and their social
&emotional levels, and their stressful relationships with their teachers and their families caused their
academic performance and their social & emotional adjustment levels to decrease. However,
researchers have shown that the increase in academic achievement leads to an increase in social &
emotional adjustment and an increase in bullying and psychological symptoms leads to a decrease in
social &emotional adjustment. When all the findings investigated in the literature are evaluated, it is
concluded that supported problem solving skills will positively affect social emotional learning, but
metacognitive awareness plays an important role in increasing this effect.

This study revealed the relationship between secondary school students' problem solving skills and
metacognitive awareness and social-emotional learning. Supporting problem-solving skills increases
social emotional learning and high metacognitive awareness contributes positively to social emotional
learning. For this reason, it is thought that supporting these skills from the preschool period will
contribute to the learning processes positively. The positive effect of problem solving and metacognitive
awareness becomes more understandable when considering the necessity and importance of the
contribution of social emotional learning to the lives of children as well as academic learning processes.
The involvement of metacognitive awareness in school guidance services, curricula, group guidance and
counseling activities aimed at improving social emotional learning may be suggested in order to increase
effectiveness as well as problem solving skills. In this study, problem solving skills were examined within
the scope of self-regulation, confidence in problem solving skills and avoidance sub-dimensions and the
relationship between these dimensions and social emotional learning was investigated. In different
studies, the relationship between the different components of problem solving and social emotional
learning can be investigated. This study is limited to 6th and 7th grade students, but similar studies can
be conducted with different samples at different grade levels from preschool to secondary education. It
is thought that experimental studies that test the effect of metacognitive awareness which has a
mediating role in this studyon problem solving and social emotional learning will provide useful results.
Finally, similar studies in different age groups may be suggested since they would explain the
developmental pattern.
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Tiirkge Siirimui

Girig

Ergenligin basladigl ortaokul déneminde cocuklar hizli bir sekilde fiziksel, psikolojik ve sosyal
degisimlerle karakterize edilen 6nemli gelisim evrelerinden birini yasamaktadirlar (Akcan-Parlaz ve
Karademirci, 2012). Bu donemin bilissel ve psikolojik 6zellikleri dikkate alindiginda arastirmacilar
tarafindan sosyal duygusal 6grenme becerileri (Zins, Walberg ve Weissberg, 2004; Durlak, Weissberg,
Dymnicki, Taylor ve Schellinger, 2011) problem ¢6zme ve Ust bilissel becerilerin (Annevirtaa ve Vaurasa,
2006; Panaoura ve Philippou, 2007; Lee, Teo ve Bergin 2009) yer aldigi bircok calisma yapimistir.
GiUnUmuz g¢ocuklarinin daha hizli bir degisim gegirdikleri ve bu siregte maruz kaldiklari teknolojik
gelismelerin etkisi g6z o©nine alindiginda problem ¢6zme becerileri ve sosyal becerilerinin
desteklenmesine ihtiya¢ duyduklari fark edilmektedir. Soyut disiinmenin basladigi 11-13 yas araligi st
bilissel farkindalik gelisimi icin de énem arz etmektedir (Koriat 1993). Hem duygusal gelisim hem de
bilissel gelisim sirecleri géz 6niine alindiginda ortaokul 6grencilerinin artan farkindaliklarinin olumlu
yonde desteklenmesine ihtiyag¢ duyacaklari distintiimektedir.

Soyut islemler déneminde gorilen 6zellikler, yonetici islevler ve Ust bilis 6zellikleri arasinda da yer
almaktadir (Koriat 1993). Sternberg’e (1988) gore ise, bireyin problem ¢6zmesinde planlama, izleme ve
degerlendirmenin kullanildig yliksek diizeyde bir yonetsel surectir. Farkl basliklar altinda isimlendirilmis
olsa da genel olarak (st bilisin; kisinin kendi biligsel stiregleri ve duygu durumuna iliskin bilgisi ile kisinin
kendi bilissel slireglerini ve duygu durumunu izlemesi ve kontrol etmesi olarak tanimlanan iki temel
boyuttan olustugu gériilmektedir. Ust bilis, insanin kendini algilamasi, anlamasi, hatirlamasi ve bunun
gibi zihinsel siregleri hakkinda diisiinmesini icerir (Garner ve Alexander, 1989). Ust bilisin 6gretimi,
bireyin kendi bilissel sireglerinin nasil isledigini anladiginda, bu siiregleri denetleyebilecegi ve daha
nitelikli bir 6grenme icin bu siiregleri yeniden dizenleyerek daha etkili kullanabilecegi varsayimina
dayanmaktadir (Ulgen, 2004).

Ogrenme siireglerinden biri olan sosyal duygusal égrenme, 6grencilere gelecek yasamlari igin okul
yillarinda kazandirilmasi gereken beceriler kiimesi olarak degerlendirilebilir. Buna karsilik sosyal duygusal
6grenme becerilerini gelistirme g¢alismalari ise tutum, davranis, bilis olusturmak, saglkli sosyal iliskileri,
bireysel iyi olusu ve akademik becerileri gelistirmek icin diizenlenmekte (Norris, 2003) ve 6grencilerin
bilisleri, duygular ve davranislari arasinda etkilesimi saglayarak onlarin gelisimsel goérevlerini yerine
getirmelerine, gelisimsel zorluklarla bas etmelerine yardim etmektedir (Zins ve dig., 2007). Sosyal ve
duygusal 6grenme becerilerinden problem ¢ézme ve kendilik degerini artirma becerilerindeki artisin
zorbaliga katilmamayi agikladigi (Totan ve Kabakgi, 2010), sosyal ve duygusal 6grenme dlzeyi yiiksek
olan 6grencilerin okula yonelik olumlu tutum gelistirdikleri galismalar mevcuttur (Kutluay ve Celik,2014).
Ust bilis, 8grenme, problem ¢6zme, kavrama, akil yiiriitme gibi bilissel siirecleri izlemek ve diizenlemek
icin kullanilir (Metcalfe ve Shimamura,1996). Problem ¢6zme cocukluktan itibaren 6grenilmekte, okul
yillarinda ise problem ¢6zme becerileri gelistiriimektedir (Miller ve Nunn, 2001). Bu yiizden ¢ocuklarin
akademik gelisimlerinin yani sira sosyal duygusal gelisimlerinin ve problem c¢6zme becerilerinin
desteklenmesi 6nemli ve gerekli gériilmektedir. Ust bilis stratejilerinin dgretimi de dgrencilerin uygun
problem ¢6zme sireglerini kesfetmelerine izin vererek ve bu siregleri farkli durumlarda kullanmalarini
saglayarak, 6grencileri Ust dizey bir bilissel stirece ulastirir (Victor, 2004).

Sosyal bir siire¢ olarak 6grenme, sosyal mekéanlar olan okullarda gerceklesmektedir. Duygular,
o6grencilerin 6grenmesini kolaylastirarak okuldaki basarisini arttirmaya yardim etmektedir. Durlak,
Weissberg, Dymnicki, Taylor ve Schellinger (2011), yaptiklari metaanaliz ¢alismasi sonucunda okul
oncesinden ortadgretime kadar 6grencilerin sosyal duygusal 6grenme becerilerinin, tutumlarinin, olumlu
sosyal davranislarinin ve akademik performanslarinin artis, davranis problemlerinin ve duygusal
sorunlarinin azalma gosterdigini, okul c¢alisanlarinin sosyal duygusal 6grenme yaklasimini basariyla
uygulayabildiklerini bulmuslardir. Bakracevic Vukman (2005) bulanik tanimli problemleri ¢6zme
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stirecinde Ust bilissel islevleri gelisimsel olarak incelemis, Gst bilissel izlemede yaslar arasinda anlamh bir
fark bulunamamistir. Ust biligsel farkindalik, st bilissel diizenleme ve (st bilissel kararlardaki isabet, orta
ve geng yetiskinlerde ergenler ve yasllardan anlamli derecede ylksek bulunmustur. Annevirtaa ve
Vaurasa (2006) tarafindan yapilan ¢alismada siirecin basinda yuksek diizeyde Ust bilissel bilgiye sahip
olan 6grencilerin problem ¢ézme siirecinde Ust bilissel becerilerinin daha ylksek oldugu gérilmistir.
Panaoura ve Philippou (2007) yaptiklari galismada Ogrencilerin Ust bilissel becerileri ile matematik
problemlerini ¢ozme diizeyleri arasinda olumlu yénde anlamli bir iliski oldugu tespit edilmistir. Lee, Teo
ve Bergin (2009) yaptiklari ¢calismanin sonucuna goére problem ¢6zmede daha kararh olan 6grenciler, st
bilis 6geleri arasindaki gesitliligi daha iyi ayirt etmektedir. Literatire bakildiginda sosyal duygusal
6grenme, problem ¢6zme ve Ust biligsel farkindalik degiskenlerini bir arada ele alarak inceleyen
¢alismaya rastlanamamistir. Sosyal bir siire¢ olarak 6grenme, sosyal ortam olan okullarda gergeklesir.
Duygular, 6grenmelerini kolaylastirarak 6grencilerin okuldaki basarisini artirmaya yardimci olur. (Jagers,
Rivas-Drake & Williams, 2019; Panayiotou, Humphrey & Wigelsworth, 2019). Yapilan meta analizler
sonucunda, okul dncesinden ortadgretime kadar 6grencilerin sosyal duygusal 6grenme becerilerinin,
tutumlarinin, olumlu sosyal davranislarinin ve akademik performanslarinin arttigi, davranis sorunlari ve
duygusal sorunlarinin azaldig ve okul personelinin sosyal duygusal 6grenmeyi basariyla uyguladiklari
bulunmustur (Durlak, Weissberg, Dymnicki, Taylor and Schellinger, 2011; Lee, & Bong, 2017). Ustbilissel
farkindahgi yuiksek 6grencilerin kendi 6grenme stratejileri hakkinda iggorilere sahip olduklarini ve
performanslarini gelistirmek icin daha ¢ok c¢aba sarf ettiklerini ve bunda daha basarili olduklarini
gosteren arastirmalar vardir (Schaeffner, Chevalier, Kubota & Karbach, 2021; Schraw & Dennisson, 1994;
Theodosiou & Papaioannou, 2006).

Tim bu bilgiler i1siginda ergenligin baslangic evresini yasayan 6.ve 7.sinif 6grencilerinin problem
¢6zme ve sosyal-duygusal 6grenme becerilerinin ve bu becerileri arttiracagl distnilen Gst bilissel
farkindalkla ilgili arastirmalara ve destekleyici ¢alismalara ihtiya¢ duyulmaktadir. Bu sekilde hem egitsel
hem de sosyal etkinliklerin diizenlenmesi ve yasama gegirilmesinde 6gretmen ve psikolojik danismanlara
fayda saglayabilecek sonuglar elde edilebilir. Bu dogrultuda arastirmanin amaci ortaokul 6grencilerinin
problem ¢o6zme becerileri ve Ust bilissel farkindaliklarinin sosyal duygusal 6grenmeleri ile iliskisinin
incelenmesidir.

Yontem

Calisma Grubu

Arastirmanin ¢alisma grubu segkisiz olmayan 6rnekleme yéntemlerinden biri olan uygun 6rnekleme
yontemi ile secilmistirUygun orneklemede, zaman ve is giicl agisindan var olan sinirliliklar nedeniyle
orneklem kolay ulasilabilir ve uygulama yapilabilir birimlerden secilmektedir (Buytlikozturk, Cakmak,
Akgiin, Karadeniz ve Demirel, 2014). 2018-2019 egitim-6gretim yilinda gergeklestirilen uygulamaya
istanbul ili Bayrampasa ilgesinde bir devlet ortaokulunda 6grenim gérmekte olan yaslari 11-13 arasinda
siniflar ise 6.-7 sinif diizeyleri arasinda degisen 195 kiz ve 100 erkek olmak tzere toplam 295 6grenci
katilmistir.

Veri Toplama Araglari

Cocuklar i¢in Problem ¢dzme Envanteri (CPGE): CPCE, 4., 5., 6., 7. ve 8. siniflarda 6grenim gérmekte
olan 6grencilerin problem ¢ézme becerileri konusunda kendilerini algilayislarini degerlendiren Serin,
Bulut-Serinve Saygili (2010) tarafindan gelistirilen bir envanterdir. Toplamda 24 maddeden ve 3
altboyuttan olusan envanter besli likert tip bir dlgektir. Envanter alt boyutlari sirasiyla “Problem Cézme
Becerisine Giiven”, “OzDenetim” ve “Kacinma” alt boyutlaridir. Envanterin toplam Cronbach Alfa
degeri0.80, Problem Cdzme Becerisine Giiven alt boyutu icin 0.85, Oz Denetim alt boyutuicin 0.78,
Kaginma alt boyutu i¢in 0.66’dir. Problem Cézme Becerisine Gliven altblgeginde (1, 3, 5, 7, 9, 11, 13, 15,
17, 19, 21, 23) on iki madde, Oz Denetim altdlgeginde (2, 4, 6, 8, 10, 12, 14) yedi madde, Kaginma alt
dlceginde (16, 18, 20, 22,24) bes madde bulunmaktadir. Ozdenetim ve kagcinma alt boyutlarindaki
maddelerin tamami olumsuz oldugundan hesaplama sirasinda ters ¢evrilmektedir. Envanter besli likert
tipi Olgek Uzerinden isaretlenmektedir. Envanterin tamami icin endislik 24, en yiksek 120 puan
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alinabilmektedir. Envanterden alinan toplam puanlarinyiiksekligi, bireylerin problem ¢6zme konusunda
kendini yeterli algiladiginigostermektedir (Serin vd., 2010).

Cocuklar igin Ust Bilissel Farkindalik Olgegi: Ust Bilissel Farkindalk Olgeginin A ve B formlari
bulunmaktadir. 3., 4. ve 5. sinif 6grencileriicin hazirlanmis A formunda 12 madde; 6. 7. 8. ve 9. sinif
ogrencileri icin gelistirilen B formunda ise 18 madde bulunmaktadir. Bu arastirmada kullanilan B formu
her madde igin begsli likerttipi dlgek tizerinden isaretlenmektedir. Olgekten alinabilecek en yiiksek puan
90, en diisiik puan ise 18’dir. Olgegin Tirkiye'deki gegerligi ve giivenirligi Karakelle ve Sara¢ (2007)
tarafindan incelenerek kullanabilirligi degerlendirilmis ve dlgegin kapsadig yasaraliklari igin Ust bilissel
bilgi diizeyinin ylksek ya da dusik olduguna karar vermekiizere arastirma amaciyla kullanilabilecek
niteliklere sahip oldugu belirlenmistir. Olgegin A formu Cronbach Alpha degeri. 80, test tekrar test
koreldsyon degeri. 72 olarak bulunmustur (N =373, p <.01).

Sosyal-Duygusal Ogrenme Olgegi Kisa Formu: Sosyal-duygusal 6grenme 6lcegi Totan (2011) tarafindan
gelistirilmistir. Olcegin uzun ve kisa formu bulunmaktadir. Uzun formda 23 madde 5 alt boyut
bulunurken kisa formda sosyal-duygusal 6grenmeyi 6lcen 5 madde bulunmaktadir. Bu arastirmada
dlcegin kisa formu kullanilmistir. Olcekteters puanlanan madde bulunmamaktadir. Olgek toplaminda
alinan yuksek puanlar ilgili alanda cevaplayicinin yeteneginin yiiksekligini ifade etmektedir. Her madde
besli likerttipi lcek lzerinden isaretlenmektedir. Olgekten alinabilecek en yiiksek puan 25, en disiik
puan ise 5’dir.Olgegin Cronbach Alpha degeri .92, test tekrar test korelasyon degeri .82 olarak
bulunmustur (p <.01).

Verilerin Analizi

Arastirmada verilerin analizi “SPSS 16.0” programi kullanilarak yapilmistir. Verilerin temizlenmesi ve
dizenlenmesinden sonra, dagihmin normalligi Kolmogorov Smirnov testinden faydalanilarak
degerlendirilmistir.  Sosyal-Duygusal 0grenme, (st bilissel farkindallk ve problem ¢6zme
envanterlerinden elde edilen veriler normal dagilim gostermistir(p>.05). Sosyal-duygusal 6grenme, Ust
bilissel farkindalik ve problem ¢6zme becerisi arasindaki iliskiyi belirlemek icin pearson momentler
korelasyon katsayisi ve hiyerarsik regresyon analizi kullaniimistir.

Bulgular
Bu bolimde olceklerden elde edilen puanlarin 6nce cinsiyet degiskenine gore farklilasip
farkhlasmadigi incelenmistir. Ardindan ortaokul 6grencilerinin sosyal duygusal 6grenme, problem ¢ézme
becerisi ve Ust bilissel farkindalik dlceklerinden elde ettikleri puanlar arasindaki iliskiler incelenmis, son
olarak da sosyal duygusal 6grenmenin problem ¢dzme ve Ust bilissel farkindalik degiskenleri tarafindan
yordanip yordanmadigini belirlemek tizere hiyerarsik regresyon analizi yapilmistir.

Tablo 1.
Olgek Puanlarinin Cinsiyet Dediskenine Gére incelenmesi
Cinsiyet n X ss df t p
Problem Kiz 195 35.57 8.094
¢Ozme-
Becerisine
given Erkek 100 43.39 7.086 293 3.022 .00
Kiz 195 40.31 8.01
Oz denetim Erkek 100 37.65 8.132 293 2.04 .00
Kiz 195 38.06 4.75
Kaginma Erkek 100 37.04 4.90 293 2.564 .35
Ust Bilissel Kiz 195 18.26 3.52
Farkindahk Erkek 100 17.36 3.69 293 1.875 .06
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Sosyal-
duygusal
0grenme Erkek 100 9.37 3.94 293 2.867 .00

Kiz 195 12.57 4.36

Tablo 1 incelendiginde problem ¢ézme 6lgegi 6zdenetim ve problem ¢ézme becerisine gliven alt
Olcek puanlarinin cinsiyete goére anlamh sekilde farkllastig (p<.05), ancak kaginma alt boyutunda
farkhlasmadigi gorilmektedir. Bulgulara gére erkeklerin kizlara gore problem ¢ézme slrecinde daha
fazla giivene sahip olduklari gériliirken; kizlarin ise daha yliksek oranda problem ¢dzme sireglerinde
o6zdenetime sahip olduklar tespit edilmistir. Bir diger bulguda ise; kizlarin erkek 6grencilere gére daha
yuksek sosyal-duygusal 6grenme diizeylerine sahip olduklari gérilmektedir.

Tablo 2.
Sosyal-Duygusal O§renme, Problem C6zme ve Ust Bilissel Farkindalik Arasindaki iliskiyi Belirlemek Uzere
Yapilan Pearson Moment Korelasyon Katsayi Sonuglari

1. 2. 3. 4, 5.
Problem ¢6zme
Becerisine
glven 1 1 171 .793 734
Ozdenetim 1 1 171 .793 734
Kaginma 171 171 1 -.80 -.460
Ust Bilissel
Farkindahk .793 .793 -0.80 1 91
Sosyal-
duygusal
O0grenme 734 734 -.460 91 1

Tablo 2 incelendiginde problem ¢6zme becerisine giiven ve 6zdenetim ile Gst bilissel farkindalik arasinda
yiksek dizeyde pozitif ve anlamli bir iliski oldugu gérilmektedir (r=.793,p<.01).Benzer sekilde problem
¢6zme becerisine giliven ve 6zdenetim ile sosyal-duygusal 6grenme arasinda yiiksek diizeyde, pozitif ve
anlaml bir iliski oldugu belirlenmistir(r=.734,p<.01).Kacinma ile Ust bilissel farkindalik arasinda yiiksek
diizeyde, negatif ve anlamli bir iliski oldugu (r=-.80,p<.01), sosyal-duygusal 6grenme arasinda orta
diizeyde, negatif ve anlamh bir iliski oldugu gériilmektedir(r=-.460,p<.01) .Ust bilissel farkindalik ile
sosyal-duygusal 06grenme arasinda ylksek dizeyde, pozitif ve anlamh bir iliski oldugu tespit
edilmistir(r=.91,p<.01).Buna gore problem c¢6zme becerisine given ve Ozdenetim arttikga sosyal-
duygusal dgrenmenin ve Ust bilissel farkindahgin arttigi séylenebilir.Ust bilissel farkindalik arttikca
sosyal-duygusal 6grenmenin artacagi da soéylenebilir.

Tablo 3.
Sosyal Duygusal Odrenmenin Yordayicilarina (Problem C6zme ve Ust Bilissel Farkindalik) Dair Hiyerarsik
Regresyon Analizi

Degiskenler R R? F Sd B B t p Tolerance  VIF
1.Model 39 .15 17.31 3/276 8.796 4.459 .00*

Problem

G6zme/ 185 418 6.841 .00*  .815  1.227
Becerisine

gliven
Oz denetim .043 .058 .946 .35 .809 1.236
Kaginma .073 .084 1.245 .21 .675 1.481
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2.Model .52 .27 43.35 4/275 4.298 2.193 .03*
Problem
Gozme/ 136 306 5.146 .00%*  .748  1.337
Becerisine
glven
Oz denetim 039 .053 .931 .35 -809 1.236
Kaginma .062 .071 1.141 .26 .675 1.482
Ust Bilissel
Farkindahk 110 .355 6.584 .00* .907 1.103

*p<.01

Tablo 3’de gorildiigu lGizere yapilan hiyerarsik regresyon analizinde birinci modelde problem ¢6zme
becerisi (¢c6zme becerisine gliven, 6zdenetim, kaginma) sosyal duygusal 6grenme puanlarinin %15’ini
[F(3 276)=17.313; p<.01] aciklarken; ikinci modelde problem ¢ézme becerisi ile birlikte Ust bilissel
farkindalik sosyal duygusal 6grenme puanlarinin %27'sini [F(4 725)=48.350; p<.01) acikladig
gorilmektedir. Model 1’e st biligsel farkindalik degiskeninin eklenmesinin anlamli bir katki sagladig
gorilmektedir.

Tartisma ve Sonug

Bu arastirmada ortaokul 6grencilerinin problem ¢6zme becerileri ve Ust bilissel farkindaliklarinin
sosyal-duygusal 6grenmeleri ile iliskisi incelenmistir. Arastirmadan elde edilen sonuglara bakildiginda
problem ¢6zme 06lgegi kaginma alt boyutu ve Ust bilissel farkindalik 6lgegi puanlarinin cinsiyete gore
anlamh derecede farklilasmadigl gorilmektedir. Problem ¢6zme 6lgegi 6zdenetim ve problem ¢dzme
becerisine gliven alt dlgek puanlarinin cinsiyete gére anlamli sekilde farkhlastigi erkeklerin kizlara goére
problem ¢ézme siirecinde daha fazla giivene sahip olduklari goriilirken; kizlarin ise daha yiiksek oranda
problem ¢ézme siireclerinde 6zdenetime sahip olduklari tespit edilmistir. Bir diger bulguda ise; kizlarin
erkek 6grencilere gore daha yuksek sosyal-duygusal 6grenme diizeylerine sahip olduklari gorilmektedir.
Arastirma da Ust bilissel farkindaligin cinsiyete gore farklilasmadigi goriliirken elde edilenbu bulgunun
aksine Ust bilissel farkindahigin cinsiyete gore farkhlastigini ortaya koyan galismalara rastlanabilmektedir.
Tosun ve Irak’in (2008) Universite 6grencilerine odaklanan galismasinda cinsiyet agisindan Ust bilisin
anlamli olarak farkhlastigi belirtiimektedir. Akin ve Cegen (2014) tarafindan ortaokul 6grencilerinin
okuma stratejileri Ust biligsel farkindalik duzeylerinin degerlendiriimesi amaciyla yapilan ¢alismanin
sonucuna gore ise benzer sekilde cinsiyete gére okuma stratejileri st bilissel farkindalik diizeyleri
istatistiksel olarak kiz o6grenciler lehine anlamli bir farklilik gostermistir.Kiz 6grencilerin lehine
sonuglanan bu bulgulardan farkhlasan baska bircalismada Rozendaal, Minnaert ve Boekaerts (2001) bilgi
isleme slireci agisindan; kiz 6grencilerin erkek 6grencilere gore ylizeysel diizeyde siireg stratejilerini daha
fazla, derin diizeyde sireg stratejilerini de daha az kullandiklarini bulmustur. Bu bulgunun yani sira
okuma sirecinde kendi kavramasini izleme ile ilgili olarak yapilan bir baska ¢calismada kadinlarin erkek
ogrencilere gore daha ylksek puanlar aldiklari goriilmektedir (Kolic-Vehovec ve Bajsanki, 2006).
Dolayisiyla st bilissel farkindalik, bu kavrama iliskin alt boyutlarin kullanimi ve Ust bilissel farkindalik
stratejilerinin kullanimi ile cinsiyet arasindaki iliskiyi ortaya koyan calismalarda heniiz tam bir fikir birligi
olmadigi soylenebilir. Arastirmadan elde edilen bir diger bulgu erkeklerin problem ¢6zme becerisine
given puanlarinin kizlardan daha yliksek oldugu sonucudur. Bu sonuca benzer bir bulguya Martinez
(2002)’in 7. ve 8. sinif 6grencilerine yonelik yapmis oldugu arastirmada rastlanmaktadir. Martinez (2002)
erkeklerin kizlara gére daha yuksek kendilik degeri puanlari aldigini agiklamaktadir.

Roseberry (1997) ise alti, yedi ve sekizinci sinifa devam eden kizlarin sosyal duygusal 6grenme
becerilerini erkeklerden daha yiksek bulmustur. Yapilan c¢alismalarda sosyal-duygusal becerilerin
cinsiyete gore farklilastigi ve kizlarin erkeklere gore daha yiliksek sosyal-duygusal beceriler gosterdigi
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belirlenmistir (Erdogan, 2002; Roseberry, 1997; Yurdakavustu, 2012). Goralduga lzere literatiirde bu
arastirmadan elde edilen sonugla benzer sekilde; sosyal duygusal 6grenme becerilerinin cinsiyet
yoniinden farklilastigl Gzerinde durulmaktadir. Bu sonucun, sosyal duygusal 6grenme becerilerini
arttirmaya doniik olarak gerceklestirilecek g¢alismalarin erkek ve kiz &grencilerin cinsiyet farklarina
duyarh olarak planlanmasina katki saglayacagi 6ngorulebilir.

Arastirmada yer alan degiskenler arasindaki iliski incelendigin ise; problem ¢ézme becerisine gliven
ve 6zdenetim arttik¢a sosyal-duygusal 6grenmenin ve Ust bilissel farkindahgin arttigi séylenebilir. Ayrica,
st bilissel farkindalik arttikga sosyal-duygusal 6grenmenin artacagl da séylenebilir. Elde edilen bir diger
bulgu ise, problem ¢ézme becerisi (¢c6zme becerisine gliven, 6zdenetim, kaginma) sosyal duygusal
6grenme puanlarinin %15’ini agiklarken; problem ¢ézme becerisi ile birlikte Ust bilissel farkindalk sosyal
duygusal 6grenme puanlarinin %27’sini agiklamaktadir. Bu durum (st bilissel farkindaligin sosyal-
duygusal 6grenme puanlarinin arttiriimasinda araci bir rolii oldugunu géstermektedir.

Gundelik hayatta karsilasilan problemleri ¢6zmede 6z-dizenleme siregleri kullaniimaktadir
(Brownlee, Leventhal ve Leventhal, 2000). Karmasik bir problemin ¢ozilebilmesi icin bilgiden daha ¢ok
gudilenmeye ve sonuca ulasilincaya kadar kisisel kaynaklari yoneterek problem ¢ézmeyi ¢abalamayi
surdiirmeye gerek vardir. Problem ¢6zme igin davranigsal sureclerle glidilenmeye ait inanglari
birlestirmek gerekmektedir (Zimmerman ve Campillo, 2003). Gerek giindelik hayatta karsilasilan
problemler igin gerekse de daha karmasik ve nadiren karsilagilan problemleri ¢gozmek icin 6zdenetim ve
problem ¢dzme becerisine giivenénemli bir 6ge olarak kendini gostermektedir. Bu arastirmada problem
¢6zme becerisi, 6zdenetim ve problem ¢6zme becerisine gliven alt boyutlari cercevesinde incelenmistir.
Ozdenetim ve problem ¢d6zme becerisine giiven 6z-diizenlemenin 6nemli gereklilikleri olarak
gorulmektedir. Zimmerman ve Campillo (2003), doéngisel 6z-diizenleme modelinde 6z-dizenlenmeyi
sosyal bilissel yaklasimin problem ¢6zmeyi agiklama bigimi olarak ele almaktadirlar. Bu nedenle problem
¢6zme becerisinin arastiriimasinda 6zdenetim ve gliven alt boyutlarinin ayri ele alinmasinin yararli
sonuglar elde edilmesini sagladig diistintiimektedir.

Problem ¢6zme becerilerinin sosyal duygusal 6grenme sireciyle iliskisinin arastirildigi ¢alismalar
incelendiginde; Ridley, Rausch ve Skiba (2010) problem ¢dzme becerilerinin gelistirilmesinin okul temelli
ruh saghgini korumada onemli bir faktor oldugunu belirterek cocuklarda problem ¢6zmenin
gelistiriimesinin ayni zamanda okula uyumunu arttiracagini vurgulamaktadir. Norris (2003) ise
ogrencilerin karar verme ve problem c¢6zme becerilerinin gelistiriimesinin, onlarin amaglarini
diizenlemelerine, sonuca dayali distinmelerine ve ¢atismayla, stresle ve giindelik yasam zorluklariyla bas
etme becerilerinin gelismesine yardim ettigini belirtmektedir. Problem ¢6zme becerilerinin sosyal
duygusal 6grenme programlarinda yer aldigi ¢calismalar incelendiginde; Dereli (2008)’ nin gergeklestirdigi
deneysel arastirmada, cocuklar icin sosyal beceri egitimi programinin (CISBEP) deney grubundaki
cocuklarin sosyal problem ¢ézme beceri diizeylerinin gelistirdigini tespit etmistir. Totan ve Kabasakal
(2012) 6.sinif Ogrencilerine problem ¢6zme becerileri egitimi vermis, arastirmanin bulgular
incelendiginde problem ¢6zme becerilerinin desteklenmesinin sosyal-duygusal 6grenme becerilerini
arttirdigini tespit etmislerdir.

Kabasakal ve Totan (2011), sosyal duygusal 6grenmenin ilkogretim ikinci kademedeki 6grencilerin
ruhsal belirtilerini azaltmadaki rollini incelenmislerdir. Arastirmacilar sonug olarak yiiksek diizeydeki
sosyal duygusal o6grenmenin Ogrencilerin ruhsal belirtilerini azaltmada etkili oldugu sonucuna
ulasmislardir. Hiyerarsik regresyon analizinde birinci modelde problem ¢6zme (problem c¢6zme
becerisine gliven, 6zdenetim, kaginma) sosyal duygusal 6grenme puanlarinin %15’ini agiklarken; ikinci
modelde problem ¢6zme becerisi ile birlikte (st bilissel farkindalik sosyal duygusal 6grenme puanlarinin
%27’sini acikladigi ve (st bilissel farkindalik degiskeninin eklenmesinin anlamli bir katki sagladigi
gorulmektedir. Metallidou (2009) 6gretmenler lizerinde yUruttigu bir arastirmada, Ust bilissel bilginin
sinif yonetimine iliskin problem ¢ozme stratejilerinin kullanim sikhgini arttirdigina ve uygun stratejiler
tretmeyi sagladigina iliskin sonuglar bulmustur. Larkin (1980) &grencilerin problem ¢dzmeyi
6grenebildiklerini, bu nedenle de problem ¢dézmenin okul egitim programlarinin bir pargasi olmasi
gerektigine dikkat cekmektedir. Benzer sekilde Karakelle (2012) tarafindan calismada Ust bilis, problem
¢ozme birbiriyle anlamli diizeyde iliskili bulunmustur. Bu cercevede, problemleri ¢dzme algisi ve (st
bilissel farkindalik diizeyi birbiriyle baglantili islevler olarak karsimiza gikmaktadir.
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Etkili problem ¢o6zen bireylerin bagimsiz ve yaratici dusindikleri, sosyal yeterlilikleri oldugu,
kendilerine glivenen, belirsizlikleri tolere edebilen kisiler oldugu belirtiimektedir (Dow ve Mayer, 2004).
Coutinho, WiemerHasting, Skowronski ve Britt (2005) problem ¢dzme becerileri ile diisiinme ihtiyaci
arasinda bir iligki belirlenmistir ancak bilisétesi farkindalik ile problem ¢ézme becerileri arasinda bir
iliskiye rastlanamamustir. Akin ve Cecen (2014) tarafindan ortaokul 6grencilerinin okuma stratejileri
tstbilissel farkindalik dizeylerinin degerlendirilmesi amaciyla yapilan galismanin sonucuna goére genel
okuma stratejisi arttikga problem ¢ozme stratejisi artmaktadir. Tum bu arastirma bulgulan
incelendiginde Gst bilissel farkindalik arttikga problem ¢6zme becerilerinin arttigi sonucuna
ulasiimaktadir.Ote yandan sosyal-duygusal 8grenmenin (st bilisle olan iliskisi incelendiginde Kramarski,
Mevarech ve Liebermann (2001) tarafindan gergeklestirilen isbirligine dayali Ustbilis 6gretiminin
problem ¢ozme sireglerindeki matematiksel muhakeme Uzerine etkisinin arastiriimasi sonucunda
isbirligine dayali Ust bilissel farkindaligin problem ¢ézmeyi yordadigi sonucu gorilmektedir. Teong (2000)
tarafindan yapilan ¢alismada ise kontrol siireglerini kullanan 6grencilerin kullanmayan 6grencilere oranla
daha basarili olduklari gorGlmuistir. Desoete, Roeyers ve Buysse (2001) lglnci sinif 6grencilerinin
problem ¢dzme sirecleri Uzerinde Ustbilisin etkisini arastirdiklari ¢alismalarinda matematiksel basari
seviyesi olarak sinif ortalamasinda ve sinif ortalamasinin {izerinde olan 06grencilerin matematiksel
problem ¢ozme sireglerinde Gstbilisin 6zellikle de tahmin ve degerlendirmenin anlamli diizeyde etkisinin
oldugunu ortaya koymuslardir. O'brien, Weissberg ve Shriver (2003) sosyal beceriler ve duygu yonetim
becerileri alaninda kazanilan yeterligin dogrudan olmasa bile dolayh olarak akademik basari lizerinde de
olumlu etkisi oldugunu belirtmektedirler. Bu beceriler 6ncelikle sosyal iliskileri ve sinif atmosferini
etkileyecegi icin 6grenme ve Ogretme silirecine ayrilan zamani arttiracaktir. Murray-Harvey ve Slee
(2007), Avustralya’da yirmi bir okul ve 888 6grenci tizerinden topladiklari veriyle 6gretmenler, 6grenciler
ve ailelerle olan destekleyici ve stresli iliskilerin 6grencilerin okuldaki sosyal/duygusal ve akademik
deneyimlerine olan etkisi inceledikleri arastirmalarinda, 6grencilerin 6gretmenleri ve aileleriyle olan
destekleyici iligkilerinin onlarin akademik performansini ve sosyal/duygusal diizeylerini artmasina,
ogrencilerin  6gretmenleri ve aileleriyle olan stresli iliskilerinin ise akademik performansini ve
sosyal/duygusal uyum dizeylerinin azalmasina neden oldugunu bulmuslardir. Bununla birlikte
arastirmacilar akademik basarinin artisinin sosyal/duygusal uyumun artisina, zorbalgin ve psikolojik
belirtilerin artisinin ise sosyal/duygusal uyumun azalisina neden oldugunu ortaya koymustur. Literatiirde
arastirilan tim bulgular degerlendirildiginde, desteklenen problem ¢ézme becerilerinin sosyal duygusal
o6grenmeyi olumlu sekilde etkileyecegi ancak bu etkinin arttirilmasinda Ustbiligsel farkindaligin 6nemli bir
rolli oldugu sonucuna ulasiimaktadir.

Bu galisma ortaokul 6grencilerinin problem ¢6zme becerileri ve Ust biligsel farkindaliklarinin sosyal-
duygusal 6grenmeleri ile iliskisini ortaya koymustur. Problem ¢6zme becerilerini desteklemek sosyal
duygusal 6grenmeyi arttirmaktadir ayni zamanda Ust bilissel farkindaligin yiiksek olmasi sosyal duygusal
6grenmeye olumlu katki saglamaktadir. Bu nedenle okul 6ncesi dénemden itibaren bu becerilerin
desteklenmesinin 6grenme siireclerine olumlu katkida bulunacagi distintilmektedir. Akademik 6grenme
sureglerinin yani sira sosyal duygusal 6§renmenin ¢ocuklarin yasamlarina yapacagi katkinin gerekliligi ve
onemi dusindldiginde; problem ¢ozme ve st bilissel farkindaligin olumlu etkisi daha anlasihr
olmaktadir.

Sosyal duygusal 6grenmeyi gelistirmeye yonelik okul rehberlik hizmetlerinde, mifredatlarinda,
grupla rehberlik ve danisma calismalarinda problem ¢ézme becerilerinin yani sira etkililigi arttirmak
adina Ust bilissel farkindahgin da yer almasi oOnerilebilir. Problem ¢6zme becerisi bu c¢alismada
o6zdlizenleme, problem ¢ozme becerisine gliven ve kaginma alt boyutlari kapsaminda incelenmis olup bu
boyutlarin sosyal duygusal 6grenme ile olan iliskisi arastiriimistir farkh ¢alismalarda problem ¢ézmenin
farkh bilesenlerinin sosyal duygusal 6grenme ile olan iliskisi arastirabilir. Bu calisma 6.ve 7.sinif
ogrencileriyle sinirhdir ancak okul 6ncesinden ortadgretime kadar farkh sinif seviyelerinde farkli
orneklemlerle benzer galismalar yapilabilir. Bu arastirmada araci roli incelenen st bilissel farkindaligin
problem ¢6zme ve sosyal duygusal 6grenmeye etkisinin sinandigl deneysel ¢alismalarin faydal sonuglar
saglayacagl disunidlmektedir.  Son olarak, gelisimsel orintlyl agiklayacagindan otird farkh yas
gruplarinda benzer ¢alismalarin yapilmasi 6nerilebilir.
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“Yiksekogretim Kurumlari Bilimsel Arastirma ve Yayin Etigi YOonergesinde’ yer alan tim kurallara
uyulmus ve yonergenin ikinci boéliminde yer alan “Bilimsel Arastirma ve Yayin Etigine Aykir
Eylemlerden” higbiri gergeklestiriimemistir.
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