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ingilizce Ogretmenlerinin Ustbilissel Farkindaliklari

Naile CANLI', Turan PAKER?

Ozet

Bu calismanin amaci, hizmet ici Ingilizce égretmenlerinin (st
bilissel farkindalik dudzeylerini ve Ust bilissel stratejileri 6gretim
uygulamalarina nasil entegre ettiklerini arastirmak ve
kararlarini etkileyen faktorleri belirlemektir. Sirali aciklayici bir
arastirma deseni kullanilarak, Ogretmenler icin Ust Bilissel
Farkindalik Envanteri (OUFE) Tdrkiye'de 54 ingilizce
Ogretmenine uygulanmustir. Nicel veriler Kruskal-Wallis H testi
ve Mann Whitney U testi kullanilarak analiz edilirken, nitel
veriler icerik analizi yoluyla incelenmistir. Sonuclar, Ust bilissel
farkindalik duzeyleri ve alt boyutlarinda énemli demografik
farkliliklar oldugunu gdstermistir. Nitel bulgular, Ingilizce
Ogretmenlerinin Ust bilissel farkindaliklarinin hem olumlu hem
de olumsuz yonlerini ve 6gretim yaklasimlari Uzerindeki etkisini
ortaya koymustur. Bu ¢calisma, ust bilissel farkindalik, 6gretim
teknikleri ve baglamsal faktorler arasindaki karmasik iliskiyi
vurgulayarak, duygusal ve pratik zorluklarin Ustesinden
gelmek icin budtunsel 6gretmen egitimi ve destegine olan
ihtiyaci vurgulamaktadir. Bu ¢alisma, 6gretmenlerin ust bilissel
becerilerini gelistirmeyi ve onlari 6grenci merkezli égretimi
gelistirmek icin gerekli araglarla donatmayr amacglayan
ogretmen egitimi ve desteginde butuncul bir yaklasima
duyulan ihtiyaci vurgularken, ayni zamanda hizmet oncesi
ogretmen egitimi ve uygulamasi igcin ¢ikarimlar Uzerine
kapsamli bir tartisma sunmaktadir.
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Giris

Ogretmenler, gunimuzun gerekliliklerinden énce, ylUksek dlzeyde
olan ulusal 6gretim kriterlerini karsilamali ve ayni zamanda basarili
ogrenme ciktilari elde etmenin yani sira etkili bir sinif egitimi ydrutmek
icin gerekli becerileri kazanmalidir. Ogretim sureci, konu bilgisini
ogretilebilir ve cesitli 6grenenlere uygun hale getirmek icin 6gretim
yaklasimlarinin  ve etkinliklerinin  gelistiriimesini  gerektirirken,
ogretmenlerden ayni zamanda bir “mufredat vizyonu” olusturmalari da
beklenmektedir. (Zumwalt ve Craig, 2008). Bunu basarmak icin
ogretmenler, 6grencilerin ilgi alanlarini, ihtiyaclarini, deneyimlerini ve
sosyal-egitimsel gecmislerini dikkate alan etkinlikleri, gorevleri ve
dersleri belirleme, duzenleme ve planlama yetkinligini gelistirmelidir
(Leiva ve digerleri, 2017). Ayni derecede dnemli olarak, égretmenler,
calismalarini  surekli olarak gdzden gecirmek, gelistirmek ve
ogrencilerin kendi 6grenme stratejilerini gelistirmelerine ve Ust duzey
dusunme becerilerine ulasmalarina yardimci olmak icin kendi 6gretim
tekniklerini yansitabilmelidir (Darling-Hammond ve Bransford, 2005).
Bunun gerceklesmesi icin, 6gretmenlerin karmasik ve zorlu égretim
goreviyle yuzlesebilmeleri icin Ustbilissel farkindalik kazanmalari
gerekmektedir.

Ogretmen Ustbilisinin, dgretmenin 6Jretim ve 6Jrencinin dgrenim
sureci Uzerinde onemli bir etkisi oldugu dusunulmektedir (Prytula,
2008; 2012). Son on yilda, Ustbilisin basaril 6grenme (McCormick, 2003)
ve verimli egitim (Ben-David ve Orion, 2013; Fathima, Sasikumar, ve
Roja, 2014) icin gerekli olduguna dair artan bir anlayis s6z konusudur.
Yetenekler, stratejiler ve bilissel gérevlerle baglantili dusunce sureci
olarak tanimlanan ust bilis kavrami bu acidan énemlidir (Veenman ve
digerleri, 2006; Wernke ve digerleri, 2011). Ogrencilerin Ust bilissel tarzda
olma veya dusunme firsatlarini tesvik etmek icin &gretmenlerin
oncelikle kendilerinin ust bilissel olmalari gerekir; bu da é6gretmenlerin
kendi Ust bilis duzeylerinin ve &zelliklerinin bilincinde olmalari gerektigi
anlamina gelir (Jiang ve digerleri, 2016; Kallio ve digerleri, 2017). Sonuc¢
olarak, ogretmenler oncelikle pedagojik uygulamalarina iliskin bir
meta-perspektif edinmelidir. Bu nedenle, 6gretmenlerin ve 6gretmen
adaylarinin Ust bilis yetkinliklerine iliskin arastirmalar yapilarak bu
kavrama ve nasll isledigine dair farkindalik duzeyleri belirlenmelidir. Bu
sayede 6gretmenler, 6gretme ve 6grenme becerilerini gelistirebilecek,
bilissel stillerini, 6grenme stratejilerini ve bunlari Ust bilis yoluyla nasil
duzenleyeceklerini  belirleme konusunda kendi o6grenmelerine
yardimci olabileceklerdir (Bozkurt, 2013; Farrell ve Bennis, 2013).
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Alanyazinda ust bilis, Ust bilissel farkindalik ve Ust bilissel 6gretim
ayrintili bir sekilde ele alinmistir.
Alanyazin Taramasi

Ust Bilis ve Ust Biligsel Farkindalik

Ust bilis kavrami ilk olarak 1970'lerin sonunda Flavell tarafindan ortaya
atilmis ve "dusunme hakkinda dusunme" (Flavell, 1979, s. 906) ya da
daha genis bir anlamda, 6grenmeyi en Ust duzeye cikarmak icin Kisinin
kendi bilissel surecini anlama, kontrol etme ve manipule etme yetenegi
olarak tanimlanmistir. Ayrica, bilissel izleme sUrecini iki ana bilesenin
veya birbirine bagli olgunun eylemlerini ve etkilesimlerini icerecek
sekilde ele almistir: bilgi (kisinin dusuncesinin farkinda olmasi) ve
duzenleme (kisinin dusUnme sUrecini yonetme becerisi) (Flavell, 1979).
Ust bilissel bilgi kendi basina bildirimsel, islemsel ve kosullu bilgiden
olusur (Paris, Cross ve Lipson, 1984). Ardindan, icerik bilgisi olarak da
bilinen bildirimsel bilgi (BB), kisinin kendi beceri ve performansina
iliskin bilgi ve algisini icerir. Ayrica yas, cinsiyet, 1Q, motivasyon, kisilik ve
egitim gecmisi gibi degiskenlerin égrenmeyi nasil ve ne olcude
etkiledigine dair bilgi ve gorUsleri de icerir (Haukas, 2018). Gorev bilgisi
olarak da adlandirilan islemsel bilgi (iB), kisinin bir gérevi nasil yerine
getirecegine dair farkindaligi ve amacina etkili bir sekilde ulasma
olasihigi ile ilgilidir (Veenman, 2016). Son olarak, kosullu bilgi (KB) veya
stratejik bilgi, hedeflerine etkili bir sekilde ulasmak icin belirli stratejileri
ne zaman, nerede ve neden uygulayacaklarini belirleme yetenegidir
(Veenman ve digerleri, 2006).

Ust bilisin  duzenlenmesi, kisinin planlama, isleme, izleme ve
degerlendirmeye iliskin becerileri uygulayarak catismalari ¢dzme,
hatalari belirleme ve engelleri kontrol etme becerisine odaklanir
(Shimamura, 2000). Uygun stratejileri ve kaynaklari ilgili gorevlere
uygulama potansiyeli planlama olarak adlandirilir. Ogrenenlerin gérev
performanslarini ve hedefe ulasmalarini takip etme becerileri izlenir ve
ogrenenlerin duzenleme sureclerini ve 6grenme sonuclarini analiz
etme becerileri degerlendirmeye dahil edilir. Duzenleme islevi, Ust
bilissel bilgi ve Ustbilissel deneyimler 6z-duzenlemeli 6grenmenin tum
yonleridir (Zimmerman ve Risemberg, 1997). Odrenme, 6Jrenme
stratejilerinin  etkililigini izlemek, duzeltmek, analiz etmek ve
gerektiginde degisiklikler yapmak icin kontrol sahibi olduklari bilincli
bir surec¢ haline geldiginden, égrencilerin ézerk olmalarina izin verir
(Shimamura, 2000). Ustbilissel farkindalikta 6gretmenlerin birincil
sorumluluklarindan biri 6grencilere destek ve rehberlik saglamaktir
(Kallio ve digerleri, 2017). Ust bilissel farkindalik (UBF), 6grenmeyi
mumkun kilan ve égrenenlerin daha 6zgur dusunmelerini ve bdylece
hedeflerine ulasmalarini saglar.

Ogretmenler, 6grencileri icin dgrenmenin rol modelleri olarak hizmet
ettiklerinden, kendi Kkisisel Ust bilis stratejilerinin farkinda olmalari
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onemlidir; bu da 6grencilerini Ust bilissel farkindaliga yonlendirmelerini
saglayacaktir (Leiva ve digerleri, 2017; Kallio ve digerleri, 2017).
Egitimcilerde Ust bilissel farkindaligin bir diger avantaji da onlarin
ogretme performanslarini artirmayi1 hedeflemelerine olanak saglamasi
(Darling-Hammond, 2006) ve mesleki gelisimlerine katkida
bulunmasidir (Bulut, 2018). Ogretme ve dJrenme slrecine getirdigi
faydalara ragmen, alandaki mevcut az sayida arastirma, 6gretmenlerin
(hizmet dncesi veya hizmet ici) Ust bilisi tanimlayamadiklarini veya ¢cok
basit ve kisith bir anlayisa sahip olduklarini ve bunun da égretimlerini
Ust bilis icin planlamada ve/veya sinifta Ust bilissel olarak 6gretmede
basarisiz girisimlerle sonuclandigini gdsteren olumsuz sonuclar
vermistir (Fisher, 2002; Perry, Hutchinson veThauberger, 2008; Kerndl
ve Abergek, 2012; Ozturk, 2016; 2017; 2020).

Ustbilissel Ogretim

Ust bilissel 6gretim, Ust bilis icin ve Ust bilisle 6gretim yoluyla ilgilidir.
Ogretimlerinde Ustbilisi kullanan 6gretmenler kendi dusuncelerini
yansitirlar. “Ust bilissel 6gretim, oturumlardan énce, oturumlar sirasinda
ve sonrasinda ogretimsel etkililiklerini artirmak icin  6gretimsel
hedefleri, 6gretim yaklasimlarini, siralamayi, kaynaklari, égrencilerin
kisiliklerini  ve ihtiyaclarini, mufredat konularini, o6gretimi ve
degerlendirmeyle ilgili kaygilari dikkate almay! gerektirir" (Hartman,
2001, s.149). Son arastirmalara goére etkili 6gretmenler “daha Ust
bilisseldir” (Duffy wvd. 2009) veya genis bir yelpazedeki sinif
degiskenligine yanit olarak hem 6z hem de baglamsal modifikasyonu
gerektiren ‘uyarlanabilir Ust bilis’'e sahiptir (Manasia, 2015).

Hartman (2001) &gretmen Ust bilisini iki ayri bilesenle aciklayarak
tartismaktadir: Birincisi, ders boyunca kisinin dusuncelerini, eylemlerini
ve sonuclarini planlama, izleme ve degerlendirme veya yansitma
surecini iceren stratejiler olan yénetici yonetim stratejileri; ikincisi ise
“hangi bilgilere/stratejilere/becerilere sahip oldugunuzu, bunlari ne
zaman ve neden kullanacaginizi ve nasil kullanacaginizi iceren stratejik
bilgidir” (s.50).

Kim ve Stormont’a (2020) gdre, 6gretmen Ust bilisi kisisel degiskenler,
gorev degiskenleri ve strateji degiskenlerinden olusmaktadir. Bu
kavramlar asagidaki gibi tanimlanmaktadir:

(a) Kisisel degiskenler: Bu kavram, kisinin kendi guclu ve zayif
yonlerini  bilmesini  gerektiren &z farkindalikla ilgilidir.
Ogretmenlerin  kisisel degiskenleri, o6Jretim becerileri ve
yeteneklerinin hem avantajlarinin hem de dezavantajlarinin
farkinda olduklarini gdstermektedir.

(b) Goérev degiskenleri: Bu degisken, gdrevleri potansiyel olarak
etkileyen kosullar ve faktorlere iliskin farkindahgin yani sira
gorevlerin kapsami ve taleplerine iliskin farkindahgi da igerir.
Ogretmenler, 6gretim godrevlerini yerine getirmek icin gerekli
kosullarin yani sira ogretim sureclerindeki cesitli pedagojik
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gorevlerin kriterlerini ve basarili bir gdrevin nasil olmasi
gerektigini bilmelidir.

(c) Strateji degiskenleri: Belirli gorevlerin ele alinmasinda ve
tamamlanmasinda hangi bilissel stratejinin ve bunlarin
potansiyel kullanim bilincinin belirlenmesi, strateji degiskeni
olarak adlandirilir. Ogretmenlerin siniftaki cesitli durumlarla basa
cikmak icin kullandiklari pedagojik bilgi ve stratejileri icerir. Bu tur
bilgilerin Ust bilissel boyutu, ne zaman ve nasil uygulanacagini
anlamaktir.

Kavramin her iki aciklamasi da gdz énunde bulunduruldugunda,
ogretmen ust Dbilisi, égretmenlerin égrencilerle olan verimliligini
optimize etmek icin ders O&ncesinde, sirasinda ve sonrasinda
ogretimlerini  kendi kendilerine duzenlemelerini gerektiren bir
uygulama olarak anlasilabilir. Ogretmenler derslerini dizgUn bir sekilde
organize etmeli, sureci duzenli olarak denetlemeli ve gozlemlemeli,
gerektiginde degisiklikler yapmali ve bir ders tamamlandiginda nasil
yurutuldugunu degerlendirmelidir. Daha sonra, sUreci degerlendirmeli
ve performanslarini artirmak icin planlar yapmaldirlar. Ust bilissel
olarak &gretmek ayni zamanda repertuarlarinda hangi &gretim
tekniklerinin oldugunu, neleri icerdiklerini, bunlari ne zaman ve neden
uygulayacaklarini ve nasil kullanacaklarini bilmeyi gerektirir (Mbato ve
Triprihatmini, 2022). Bu tur Ust bilis, derse etkili bir sekilde hazirlanmak,
ders sirasinda veya sonrasinda bir 6gretim stratejisinin amaclandigi gibi
basarili  olmadigr durumlarda degisiklik yapmak ve alternatif
yaklasimlari degerlendirmek icin gereklidir (Hartman, 2001). Ayrica, son
yirmi yil boyunca, psikoloji ve egitim alanindaki arastirmacilar, 8grenme
surecini anlama ve tanimlamada ust bilisin dGnemli rolunu kabul etmis
ve basarili 6grenme ciktilarina ulasmada son derece 6nemli oldugunu
savunmuslardir (Yildiz ve Akdag, 2017).

Ogretmenlerin mesleki gelisimi, Ust bilis kullanimini gerektirir ve
ogrencilerin yeterliligini etkiledigi icin bir 6gretmende bulunmasi
gereken kritik bir niteliktir. Ancak, bu alanda ogretmenler Uzerine
yapilan arastirmalarin sinirli olmasi, alana, 6gretmenlere ve program
gelistirme uzmanlarina katki saglamak icin 6gretmenlerin Ustbilissel
farkindalik  duzeylerinin  belirlenmesi  ihtiyacini  dogurmaktadir
(Memnun ve Akkaya, 2009; Ozturk, 2017; 2020). Dil 6gretmeni egditimi ve
ogretim arastirmalari ile ilgili calismalarda, oncelikle Ust bilisin genel
yoénleri ve ilgili kavramlara odaklanan nicel yontemler kullanilmistir
(Nahrkhalaji, 2014; Oz, 2015; 2016; Saricoban, 2015; Sevimel ve Subasi,
2018). Ornegdin, Nahrkhalaji (2014), Ustbilisin ingilizce dégretmenlerinin
(N=50) performansini nasil etkiledigini ve cinsiyet, egitim ve
ogretmenlik deneyiminin Ust bilis duzeyleri Uzerine etkisini
arastirmistir. Sonuclar, egitim gecmisi ve 0gretim deneyiminin gruplari
farklilastirmada dnemli oldugunu gdstermistir. Bununla birlikte, diger
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calismalar bu arka plan faktérlerinin ingilizce 6gretmen adaylarinin st
bilisi Gzerinde anlamli bir etkisi olmadidini ortaya koymustur (Oz, 2016;
Saricoban, 2015). Bu nedenle, bu calismanin amaci, Iingilizce
ogretmenlerinin  Ust  bilis farkindalik duzeylerini  ve  strateji
entegrasyonunu arastirarak dil égretmeni egitimindeki bir boslugu
gidermektir. Onceki calismalar Ust bilisin genel yénlerini incelemek icin
dncelikle nicel yontemler kullanirken, bu calisma Iingilizce
ogretmenlerinin Ust bilis stratejilerini 6gretim uygulamalarina nasil
dahil ettiklerini arastirmak ve kararlarini etkileyen faktérleri belirlemek
icin karma bir yontem yaklasimi kullanmistir. Bu nedenle, calismamiza
rehberlik eden arastirma sorulari sunlardir:

(1) ingilizce &dretmenlerinin Ust bilissel farkindalik dUzeyleri
toplam boyut ve alt boyut envanteri acisindan ne
durumdadir?

(11 Ogretmenler icin Ust bilissel Farkindalik envanterinin genel
boyutu ve alt boyutlari acisindan, ingilizce 6gretmenlerinin Ust
bilissel farkindalik duzeylerinde yas, cinsiyet, egitim derecesi
veya o6gretmenlik deneyimine bagli olarak anlamli bir farklilik
var midir?

() ingilizce d3retmenlerinin Ust bilissel stratejiler konusundaki
farkindalik ve anlayis duzeyleri ne durumdadir?

(IV) ingilizce o6gretmenleri Ust bilissel stratejilerini  dJretim
uygulamalarina nasil entegre ediyorlar?

(V) ingilizce 6gretmenlerinin égretimlerinde Ust bilissel stratejileri
uygulama kararlarini etkileyen faktorler nelerdir?

Yontem

Arastirma Deseni

Bu calismada, Turkiye'deki hizmet ici ingilizce 6gretmenlerinin
algillanan Ustbilissel farkindalik duzeylerini incelemek icin sirali
aciklayici karma yoéntem deseni benimsenmistir. Bu c¢alismada
kullanilan arastirma deseni, ilk asamada nicel verilerin sistematik olarak
toplanmasini ve analiz edilmesini, sonraki asamada ise nitel verilerin
toplanmasini ve analiz edilmesini icermektedir. Bu sirali yaklasim, ilk
nicel bulgulardan elde edilen i¢ goruler Uzerine insa edilerek arastirma
konusunun kapsamli bir sekilde incelenmesine olanak tanimaktadir
(Creswell, 2009). Nicel veriler, ingilizce 6gretmenlerinin demografik
dzelliklerinin, uygulanan OUFE envanterinin genel boyutu ve alt boyutu
uzerinde anlamli bir fark yaratip yaratmadigini bulmak amaciyla
kesitsel anket tasarimi yoluyla toplanmistir. Kesitsel calisma yaklasimi,
ayni anda daha fazla sayida katilimcidan veri toplanmasina olanak
tanidigi ve degiskenlerin etkilenmeden goézlemlenmesini sagladigi icin
secilmistir (Creswell, 2009).
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Katilimcilar

Bu calismada veri toplamak icin, yansiz secim saglamak amaciyla basit
rastgele ornekleme proseduru uygulanmistir. Bu calisma, Turkiye'nin
cesitli illerinde calisan 54 Iingilizce 6gretmeni ile yUrGtUlmustar.
Katilimcilarin %79,6'si kadin (N = 43) ve %20,4'U erkektir (N = T1).
Katilimcilarin yaslari 20 ile 74 arasinda degismekte olup Tablo T'de
sunulmustur. Ogretmenlerin  %66,7'si (N =36) lisans derecesine
sahipken, %29,6'si (N = 16) yuksek lisans ve %3,7'si (N = 2) doktora
derecesine sahiptir. Tum katilimcilar aktif ogretmen olarak
calismaktadir ve 6gretmenlik deneyimleri sirasiyla 1-3 yil (N = 9), 4-6 yil
(N=7),7-9 yil (N=13),10-15yil (N =12) ve 15+ yil (N =13).

Tablo 1

Katilimcilarin Demografik Bilgileri

Degiskenler Demografik Ozellikler Frekans Yuzdelik
Cinsiyet Kadin 43 79,6%
Erkek 1 20,4%
Yas 20-30 19 352%
31-40 25 46,3%
41-50 7 13,0%
51-60 2 3,7%
61-75 1 1,9%
Deneyim 1-3 il 9 16,7%
4-6 yI 7 13,0%
7-8 yil 13 241%
10-15 yil 12 22,2%
15+ yil 13 241%
Egitim Lisans derecesi 36 66,7%
YUksek lisans derecesi 16 29,6%
Doktora derecesi 2 3,7%
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Veri Toplama ve Analiz

Arastirma sorulariyla uyumlu olarak, mevcut calismada demografik
form, Ogretmenler icin Ust bilissel Farkindalik Envanteri (OUFE) ve yazili
goérusme formlari (YGF) dahil olmak Uzere c¢esitli veri toplama araclari
kullanilmistir. OUFE 6lcegdini uygulamadan énce Balcikanli'dan (2011) e-
posta yoluyla izin alinmistir. Veri toplama araci iki boélumden
olusmaktadir. OJretmenlerin yas, cinsiyet, egditim ve &dretmenlik
deneyimi gibi demografik bilgilerine iliskin maddeler birinci bélumde,
OUFE ise ikinci boélumde yer almaktadir. Balcikanli (2011) tarafindan
gelistirilen OUFE nicel veri toplamak icin kullaniimistir. Balcikanli (2011),
OUFE'i Schraw ve Denisson (1994) tarafindan gelistirilen Ust bilissel
Farkindalik Envanterinin (UFE) 52 maddelik versiyonunu 6gretmenlerin
ust bilissel farkindalik duzeylerini 6zel olarak &élcmek amaciyla
uyarlayarak gelistirmistir. OUFE, 24 maddeden olusan 5'li Likert tipi bir
Olcektir. Envanter alti alt boyut icermektedir. Envanter (a) bildirimsel
bilgi, islemsel bilgi ve kosullu bilgi alt boyutlarini iceren Kkisinin bilis
bilgisini ve (b) planlama, izleme ve degerlendirme alt boyutlarini iceren
bilisin duzenlenmesini olgcmektedir. S6z konusu alt boyutlar icin
Cronbach Alpha guvenirlik degerleri .79 ile .85 arasinda degismektedir.
Baslangicta, mUmkun oldugunca ¢ok sayida katilimciyr dahil etmek ve
cesitlidemografik baglamlarda calisan 6gretmenlerden bilgi almakiicin
OUFE, Google Forms araciligiyla cevrimici kullanim icin 6zellestirilmistir.
Ayrica, OUFE 6lcegdini doldurmadan dénce, tum katilimcilar bu calismaya
katilimlarinin tamamen goéonullu oldugu ve tum bilgilerin gizli kalacagi
konusunda bilgilendirilmistir. OUFE'i basariyla tamamlamak icin
katilimcilarin bir onay formunu onaylayarak katilimlarini teyit etmeleri
gerekmistir. Katilimcilarin tarafsiz yanitlar verebilmelerini saglamak icin
onlara ust bilis veya uUst bilissel farkindalik konusunda herhangi bir
egitim verilmemistir. Hicbir 6gretmen calisma disinda birakilmamistir.
Toplanan nicel verilerin analizinde, veri dagilimi normal olmadigi icin
parametrik olmayan testler kullaniimistir. Yas, egitim ve 6gretmenlik
deneyimi acisindan alt boyutlar arasindaki farklari belirlemek icin
Kruskal-Wallis H testi ve Mann-Whitney U testi kullaniimistir. Anlamlilik
duzeyi p<.05 olarak alinmistir. Envanterdeki tum maddeler pozitif
oldugu icin ters kodlama yapilmamistir.

Ogretmenler icin Ust bilissel Farkindalik Envanteri (OUFE) 6lceginin
nicel bulgularini karsilastirmak icin, mevcut alanyazinin kapsamli bir
incelemesine dayanarak ve OUFE olcegdinin alti alt boyutuna uygun
olarak goérisme sorulari gelistirilmistir. Ayrica, ingiliz Dili Egitimi
programlarinda gérev yapan c¢ok sayida akademisyenden uzman
goérusu alinmis ve toplam 15 gdérusme sorusundan olusan yazili
goérusme formu alti gonullu katilimciya verilmistir. Yazilh gérusme
formlari ve cevaplari tamami ingilizce olarak gerceklestirilmis ve gizliligi
saglamak icin katilimcilara O1, 02, O3, O4, O5 ve O6 seklinde kod adi
verilmistir. Gérdsme sorulari, OUFE dlcedinden elde edilen bulgular
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desteklemek ve ingilizce 63retmenlerinin Ust bilissel stratejileri nasil
algiladiklari ve ogretim yontemlerine nasil dahil ettikleri hakkinda
ayrintili bilgi toplamak icin kullaniimistir. Sorular ayrica bu algilarin
ogretim kararlarint nasil etkiledigini anlamaylr amaclamistir. Nitel
verileri analiz etmek ic¢in, kullanisli gorsel haritalar ve kod frekans
tablolar saglayan MAXQDA surum 24.4.1 kullanilarak icerik analizi
yapimistir (Creswell, 2016).

Bulgular
Nicel Bulgular

ingilizce Ggretmenlerinin Ustbilissel Farkindalik Diizeyleri

ingilizce 6gretmenlerinin Ustbilissel farkindalik dizeyleri arastirilirken,
Ustbilissel farkindalik duzeylerinin boyutlari incelenmistir. Tablo 2'deki
ortalama puanlar (max:20, min:1) dikkate alindiginda, 6gretmenlerin
bildirimsel bilgi (X =18,22), islemsel bilgi (X =17,04), kosullu bilgi (X =17,57),

planlama (X =16,70), izleme (X =17,57), dederlendirme (X =16,96) ve
toplam envanter (X =17,34) ile ilgili Ust bilissel farkindalik dlzeylerinin
yuksek oldugu acikca goérulmektedir. Ancak, planlama ve

degerlendirme stratejileri, ingilizce 6gdretmenlerinin  Ustbilissel
farkindalik duzeyleri arasinda en dusuk duzeydedir
Tablo 2.

Ingilizce Ogretmenlerinin Ustbilissel Farkindalik Duzeyleri

Alt Boyutlar X Std. Sapma
Bildirimsel Bilgi 18,22 1,90
Islemsel Bilgi 17,04 1,99
Kosullu Bilgi 17,57 1,88
Planlama 16,70 2,81
izleme 17,57 2,38
Dederlendirme 16,96 2,52
Toplam 17,34 1,79

Demografik Degiskenler Acisindan ingilizce Ogretmenlerinin Ust
Bilissel Farkindalik Diizeyleri
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Arastirmanin ikinci alt amaci, ingilizce éJretmenlerinin Ustbilissel
farkindalik duzeylerini toplam boyut ve alt boyut envanterine gdre yas,
cinsiyet, egitim derecesi ve 6gretmenlik deneyimine gore incelemektir.
Yas degiskenine gore ingilizce dgretmenlerinin Ustbilissel farkindalik
duzeylerinin sonuclari Tablo 3'te sunulmustur. Tablo 3'teki Kruskal
Wallis H testi sonuclari incelendiginde, 6gretmenlerin bildirimsel (X
=19,12, P=,001) ve islemsel bilgiye (X =18,52, P =,001) ek olarak planlama
(X =17,61, P =,001), izleme (X2 =15,77, P =,003), dederlendirme (X =9,80, P
=,044) ve toplam envantere (X =69,62, p=,000) iliskin gorusleri arasinda
anlamli farkhliklar vardir. Ancak, 6gretmenin kosullu bilgisine iliskin
goruslerde anlamlh bir farkhilik yoktur (X =11,53, P =055). Hangi yas
degiskeninin alt boyutlara ve toplam envantere gdre anlamli farklilik
gosterdigini belirlemek icin non-parametrik Mann-Whitney U testi
uygulanmistir. Tablo 3'te goéruldugu uzere, 41-50 yas araligindaki
ogretmenlerin Ustbilissel farkindalik duzeyleri diger yas araliklarina
gore daha yuksek olmakla birlikte, tUm yas araliklarinin Ustbilissel

farkindalik duzeyleri yuksektir.

Tablo 3

Ingilizce Ogretmenlerinin Ust Bilissel Farkindaliklarinin Yas Degiskenine
Gore Sonuclari

Alt Boyutlar Yas N Medyan Z X P
Bildirimsel 20-30 76 45Db -2,39 19,12 0,0071*
Bilgi 31-40 100 50b 0,25
41-50 28 50a 3,26
51-57 8 45ab -0,74
58-74 4 5,0 ab 0,46
islemsel Bilgi 20-30 76 4 ab -0,33 18,52 0,001*
31-40 100 4b -1,84
41-50 28 5a 3,66
51-57 8 4 ab -1,31
58-74 4 5ab 0,68
Kosullu Bilgi 20-30 76 4,0 -2,20 11,53 0,055
31-40 100 5,0 0,15
41-50 28 5,0 2,49
51-57 8 45 0,12
58-74 4 5,0 0,85
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Planlama 20-30 76 4 bc -2,32 17,61 0,001*
31-40 100 4c -0,49
41-50 28 5a 3,08
51-57 8 5abc 1,80
58-74 4 4 abc -0,18

izleme 20-30 76 50b -0,79 15,77 0,003*
31-40 100 45b -0,85
41-50 28 50a 3,10
51-57 8 45ab 0,07
58-74 4 4,0 ab -1,87

Dedgerlendirme 20-30 76 4,0 ab -1,01 9,80 0,044*
31-40 100 4,0 ab -0,22
41-50 28 50a 2,54
51-57 8 4,0 ab -0,44
58-74 4 35b -1,34

Toplam 20-30 456 4b -3,63 69,62 0,000*
31-40 600 4b -1,26
41-50 168 5a 7,37
51-57 48 4b -0,24
58-74 24 4b -0,55

p*<0,05

Cinsiyet degiskenine goére Iingilizce 6dretmenlerinin  Ustbilissel
farkindalik duzeylerinin sonugclari Tablo 4'te sunulmustur. Tablo 4'teki
Kruskal Wallis H testi sonucglari incelendiginde, kadin ve erkek
égretmenlerin bildirimsel (X =4,98, P =,059) ve kosullu bilgi (X =5,10, P
=024) ile toplam envanter (X =710, P =008) hakkindaki go6rusleri
arasinda erkek o&gretmenler lehine anlamli  farkhliklar oldugu
goérulmektedir. Ote yandan, HIIO islemsel bilgi (X =186, P =173),
planlama (X =0,12, P =,732), izleme (X =0,02, P =,901) ve dederlendirme (X
=0,35, P =552) hakkindaki gorusleri cinsiyet degiskenine goére
degismemistir. Ortalamalarda da goruldugu gibi, erkek d6gretmenler
envanterin  toplam ve alt boyutlarina iliskin olarak kadin
ogretmenlerden daha yuksek duzeyde Ustbilissel farkindalik
gostermektedir.

Tablo 4

Ogretmenlerin Ust Bilissel Farkindaliklarinin Cinsiyet Degiskenine Gére
Sonuclari
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pP*<0.05
Alt Boyutlar Cinsiyet N Medyan Z X p
Bildirimsel Erkek 1 5 1,89 4,98 0,059*
ilgi Kadin 43 5 -1,89
islemsel bilgi Erkek 1 5 1,25 1,86 0,173
Kadin 43 4 -1,25
Kosullu bilgi Erkek 1 5 2,02 510 0,024*
Kadin 43 4 -2,02
Planlama Erkek 1 4.5 0,32 0,12 0,732
Kadin 43 4 -0,32
izleme Erkek 1 5 -0,11 0,02 0,901
Kadin 43 5 0,1
Dederlendirme Erkek 1 4 0,55 0,35 0,552
Kadin 43 4 -0,55
Toplam Erkek 1 5 2,41 7,10 0,008*
Envanter Kadin 43 4 -2,41

Egitim dediskenine goére Iingilizce o6gretmenlerinin  Ustbilissel
farkindalik duzeylerinin sonuclari Tablo 5'te sunulmustur. Tablo 5'teki
Kruskal Wallis H testi sonuclari incelendiginde, 6gretmenlerin kosullu
bilgi (X =7.08, P =.029) acisindan anlamli farkliliklar bulunurken,
bildirimsel bilgi (X =0.09, P =.954) veya islemsel bilgi (X =2,35, P =309)
acisindan anlaml bir farklilik bulunmamaktadir. Ayrica, planlama (X
=7,02, P =,030), izleme (X =14,22, P =,001) ve toplam envanter (X =20,65,
p=,000) konularinda anlaml farkliliklar goézlenirken, degerlendirme (X
=554, P =,063) konusunda anlamli bir farklilik bulunmamaktadir. Hangi
egitim degiskeninin alt boyutlara ve toplam envantere gére anlamli
farklilik gosterdigini belirlemek icin non-parametrik Mann-Whitney U
testi uygulanmistir. Tablo 5'teki ortalamalar incelendiginde, doktora
derecesine sahip &6gretmenlerin lisans ve yuksek lisans derecesine
sahip égretmenlere kiyasla kosullu bilgi, planlama, izleme ve toplam
envantere iliskin goruslerinin anlamli duzeyde daha dusuk oldugu
goérulmektedir.
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Tablo 5
Ogretmenlerin Ust Bilissel Farkindaliklarinin Egitim Dediskenine Gére
Sonuclari
Alt Boyutlar EQitim N Medyan Z X P
Bildirimsel Lisans 36 5 0,22 0,09 0,954
S Derecesi
BILGI
Yuksek 16 5 -0,15
Lisans
Derecesi
Doktor 2 5 -0,19
Derecesi
islemsel Bilgi Lisans 36 45 1,15 2,35 0,309
Derecesi
YUksek 16 4.0 -0,73
Lisans
Derecesi
Doktor 2 4.0 -1,10
Derecesi
Kosullu Lisans 36 50a 1,59 7,08 0,029*
o Derecesi
Bilgi
YUksek 16 40a -0,75
Lisans
Derecesi
Doktor 2 35b -2,15
Derecesi
Planlama Lisans 36 4 a 1,87 7,02 0,030*
Derecesi
Yuksek 16 4 ab -1,08
lisans
derecesi
Doktor 2 4 b -2,04
Derecesi
izleme Lisans 36 4.5 ab 1,26 14,22 0,001*
Derecesi
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YUksek 16 50a 2,40
Lisans
Derecesi

Doktor 2 35b -2,65
Derecesi

Dedgerlendirme Lisans 36 4 -0,63 5,54 0,063
Derecesi

YUksek 16 5 1,40
Lisans
Derecesi

Doktor 2 4 -1,81
Derecesi

Toplam Lisans 36 5a 1,18 20,65 0,000*
Derecesi

YUksek 16 5a 0,48
lisans
derecesi

Doktor 2 4 b -411
Derecesi

pP*<0,05

Ogretmenlik deneyimi degiskenine gére ingilizce dJretmenlerinin
Ustbilissel farkindalik duzeylerinin sonuclari Tablo 6'da sunulmustur.
Tablo 6'da belirtildigi gibi, 6gretmenlerin 6gretmenlik deneyiminin
islemsel bilgi (X=5,66, P=226), izleme (X=531, P=257), dederlendirme
(X=5,87, P=,209), bildirimsel bilgi (X =15,21, P =,004), kosullu bilgi (X =10,84,
P =028), planlama (X =19,99, P =,001) ve toplam envanter (X =48,52, P
=,000) uzerinde etkisi vardir. Farklihigin kaynagini bulmak icin
parametrik olmayan Mann-Whitney U testi yapiimis ve bildirimsel bilgi,
kosullu bilgi, planlama ve toplam envanter acisindan 15 yildan fazla
deneyime sahip 6gretmenler lehine anlamli bir farklilik oldugu ortaya
cikmistir.

Tablo 6
Ogretmenlerin Ust Bilissel Farkindaliklarinin Deneyim Dediskenine Gére
Sonuglari

Alt Boyutlar Ogretmenlik N Medyan Z X p
Deneyimi
1-3 vl 9 5ab -0,53 15,21 0,004*
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Bildirimsel
Bilgi

islemsel Bilgi

Kosullu Bilgi

Planlama

izleme

Dederlendirme

4-6 yil
7 -9yl
10-15 yil
15 + il
1-3 vyl
4-6 yil
7 -9yl
10-15 yil
15 + il
1-3 il
4-6 yil
7 -9 yas
10-15 yil
15 + il
1-3 il
4-6 yil
7 -9 yas
10-15 yil
15 + il
1-3 il
4-6 yil
7 -9yl
10-15 yil
15 + il
1-3 il
4-6 yil
7 -9yl
10-15 yil

13
12
13

13
12
13

13
12
13

13
12
13

13
12
13

13
12

N. Canli ve T. Paker
4 b
5ab
5ab

5a

4 ab
4 b
5ab
5ab
5a
4 ab
4 b
4 b
4 b
5a
50
4.5
4.5
4.5
50

N A
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-2,60
-0,74
125
2,03
0,37
1,06
-014
1,21
1,82
-0,43
1,86
-0,03
-0,75
2,60
0,66
-2,50
1,70
-0,36
3,45
-0,01
117
-0,04
-0,87
1,80
-0,71
am
0,63
-0,95

5,66

10,84

19,99

5,31

587

0,226

0,028*

0,001*

0,257

0,209
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15+ yil 13 5 1,79
Toplam 1-3 vyl 9 4 b -0,24 48,52 0,000*
4-6 yil 7 4C -4.20
7 -9yl 13 4 b -0,80
10-15 yil 12 5bc -1,21
15 + il 13 5a 5,48

pP*<0,05
Nitel Bulgular

Ustbilissel Stratejiler Hakkinda Farkindalik ve Anlayis

Nitel analiz yaparken, ingilizce d63retmenlerinin Ust bilissel stratejileri
ogretim uygulamalarina entegre etme yollarini arastirmay! ve bu
stratejileri kullanirken karar alma sureclerini etkileyen faktorleri
belirlemeyi amacladik. Sonuclarimizi sunarken, temel fikirleri 6zetledik
ve ilgili oldugunda, alintilarinin bir bolumune atifta bulunduk.

Bildirimsel Bilgi

ingilizce d3retmenlerinin bildirimsel bilgisine yonelik arastirma, Ust
bilissel farkindaliklari, 6z degerlendirme uygulamalari ve duygusal
yatirim ile mesleki mesafe arasindaki denge konusunda &énemli i¢
goruler ortaya koymustur. Sekil 1, 6gretimde Ust bilissel uzmanhgin
algilanan onemini (N=4), 6z degerlendirme ve yansitmayi (N=3), zaman
yoénetimi ve bireysellestirilmis ilgiyi (N=1) ve profesyonel mesafeyi
korurken duygusal yatirimi yonetmeyi (N=1) gésteren bildirimsel bilgi ile
ilgili temalarin sikligini temsil etmektedir.

Sekil 1
Bildirimsel Bilginin Ortaya Cikan Temalari
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Bildirimsel Bilgi Frekans

= Ogretimde Ustbilissel
Uzmanlik

m Oz Degerlendirme ve Oz
Digsundm
Zaman Yonetimi ve
Bireysellestirilmis ilgi

Duygusal Yatirim ve Mesleki
Mesafe

GoérUsmelerden yola cikarak birkac temel cikarimda bulunulabilir. i1k
olarak, dort ingilizce égretmenlerinin Ust bilissel kavraminin ve bunun
ogrenci 6grenmesini  kolaylastirmadaki rolunun net bir sekilde
bildiklerini géstermektedir. Ornedin O4:“Bana gére bir 6gretmen, Ust
bilissel becerileri herkesten daha iyi kullanabilmesi gereken Kkisidir
cunku farkli altyapilardan farkli insanlara égretmenlik yapmak ¢cok
detayli dusunulmesi gereken bir seydir” seklinde gdérusunu
belirtmektedir. Buna ek olarak, mesleki gelisim ve 6grenci 6grenimini
desteklemek icin surekli 6z degerlendirme ve Ust bilissel farkindaligin
gerekliligi de belirgin bir sekilde ortaya cikmistir. O6 soyle aciklyor:
“Ogrencilerimizin yasam boyu &grenen bireyler olarak gelisimini
desteklemek istiyorsam, kendim de yasam boyu &grenen bir birey
olmaliyim. Oz dederlendirmeler, yaratici kalmamiza ve sinifimizda
vasadigimiz deneyimlerde anlam bulmamiza yardimci olur. Oz
degerlendirme yoluyla anlam yaratma becerisi, 6grenme slrecimizin
onemli bir parcasidir.”

Ayrica ingilizce égretmenlerinin 6gretimlerini planlama, izleme ve
degerlendirme dahil olmak Uzere kendi bilissel sureclerine iliskin
farkindalklari  da bulunmustur. Uc¢ ingilizce &dretmeni, 6z
degerlendirme, meslektaslarindan ve &grencilerden gelen geri
bildirimler ve o6gretim ciktilari Uzerine dusunme gibi c¢esitli yollarla
guclt ve zayif yonlerini fark edebileceklerini belirtmistir. Ornegdin O3,
“Guclu ve zayif yonlerimi degerlendirirken, derinlemesine dusunmeye,
meslektaslarimdan ve égrencilerden gelen geri bildirimlere ve 6gretim
ciktilarina dayali 6z degerlendirmeye guvenirim” seklinde gorus
belirtmistir. Bununla birlikte, meslege olan tutku ile mesleki mesafeyi
korumayi dengelemenin hem guclu hem de potansiyel bir zayiflik
oldugu vurgulanmistir. O6 “Meslegime olan tutkum sitphesiz en blyuk
gucumdur. Bunun her derse ve égrencilerle yaptigim her konusmaya
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yansidigina inaniyorum. Onlar icin gercekten en iyisini istedigimi ve her
derste elimden gelenin en iyisini yapmaya calistigimi hissedebilirler, bu
da elbette onlari daha ¢ok ¢cabalamaya ya da en azindan disiplinli
kalmaya motive eder.” olarak gorus belirtmistir. Bu dusunce,
ogretmenin bir tur Ust bilissel farkindalik olarak kabul edilebilecek
ogretme konusundaki derin baglliginin ve tutkusunun, onun égretim
uygulamalarini ve ogrenci katillmini olumlu yonde etkiledigini
gostermektedir. Bununla birlikte, ayni tutkunun “mesleki mesafeyi
korumakta zorlandiklari” ve genellikle “siniftaki sorunlari eve
tasidiklari” icin bir zayiflik olabilecegini de kabul ediyorlar. Bu gorus,
ogretmenlerin  duygusal ve mesleki sinirlarin  bulaniklasabilecegi
durumlarda karsilasabilecekleri potansiyel zorluklari vurgulamaktadir.
Bir yandan, dgretmenlerin kendi 6gretim sureclerini anlamalari ve
yoénetmeleri anlamina gelen Ust bilissel farkindalik, etkinliklerini artirir
ve motive edici bir 6renme ortamini tesvik eder. Ote yandan, bu derin
duygusal yatirim, tukenmislige ya da mesleki sorumluluklari o6zel
hayattan ayirmakta zorlanmaya yol acabilir. Bu ikilem, 6gretmenlerin
ogrencilerine olan tutkularini ve bagliliklarini surdurdrken, 6z bakim ve
sinir belirleme stratejileri gelistirmeleri gerektigi vurgulamaktadir.
Ayrica, oOgretmen yetistirme programlarinin  yalnizca ogretim
becerilerini degil, ayni zamanda &gretmenleri meslegin ¢cok yonlu
taleplerine hazirlamak icin duygusal dayaniklilik ve 6z farkindaligi da
icermesi gerektigini ima etmektedir.

islemsel Bilgi

islemsel bilgiyi kesfederken odak noktasi, 6grencilerin 6grenmesini
kolaylastirmak icin ogretmenler tarafindan kullanilan tekniklere ve
stratejilere kayar. Sekil 2'de gosterilen veriler, mesleki gelisim arayisi
(N=5), c¢cok modlu ogretim yaklasimlari (N=2), baglamsal
degerlendirmeler, 6n bilgilerin etkinlestirilmesi, 6grenci merkezli
yaklasimlar, uyarlanabilir 6gretim ve teknoloji destekli 6gretim (her biri
N =2) ile ilgili temalarin yuksek siklikta oldugunu gostermektedir.

Sekil 2
Islemsel Bilginin Ortaya Cikan Temalari
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islemsel Bilgi Frekans
1
2
5
2 |

2

= Mesleki Gelisim 5

= Cok Modlu Yaklagim
Baglamsal Degerlendirmeler
On Bilginin Etkinlestiriimesi

= Ogrenci Merkezli Yaklagim

= Uyarlanabilir Ogretim

m Teknoloji Destekli Ogretim

ingilizce 6gretmenlerinden besi, Milll Egitim Bakanhdi'nin (MEB)
hizmet ici egitim oturumlarina katilarak, MOOC'lara katilarak, mesleki
geribildirim alarak ve 6z degerlendirme yaparak pedagojik becerilerini
surekli olarak degerlendirdiklerini ve gelistirdiklerini belirtmislerdir.
ingilizce 6gretmenlerinin dJretim teknikleri secimi ayni zamanda
ogrencilerin 6grenme stillerinden, ders icerigi hedeflerinden ve yas
gruplarindan da etkilenmistir. Yaygin teknikler arasinda on bilgiyi
degerlendirmek i¢cin beyin firtinasi, gercekci konusma ortamlari
yaratmak icin rol yapma ve son olarak dikkati ve kelime edinimini
artirmak icin gorsel araclar yer almuistir. isbirlikci 6grenme stratejileri,
oncelikle belirli 6grenme hedeflerine goére yonlendirilen &gretim
yontemleriyle, ogrencilerin is birligi yapmasina ve birbirlerinden
ogrenmesine olanak saglamistir.

Ayrica Iingilizce égdretmenleri, dJrencinin anlayisini izlemenin ve
ogretim yaklasimlarint buna goére ayarlamanin onemi konusunda
keskin bir farkindalik sergilemistir. O1, "Dersi daha etkilesimli aktiviteler,
goérsel araclar ve ekstra video icerecek sekilde uyarliyorum, bu da
[6grencilerin] daha iyi kavramalarini ve katilimlarin artmasina yol
actl.” Olarak goérus belirtmistir. O2 de bunu yineleyerek sunlari
belirtmistir: “Eger égrettiklerimi 6grenmislerse, dersten keyif almislarsa
ve ders sirasinda aktif bir rol ustlenmislerse motive oluyorum ve baska
teknikler aramiyorum. Ancak hicbir sey 6grenmemislerse ve en
onemlisi ders sirasinda sikilmislarsa teknigimi degistiriyorum.”

Buna ek olarak, ingilizce o6gretmenlerinin dJretim surecindeki
kararlarini  sekillendirmek icin  surekli 6z degerlendirme ve
derinlemesine dusunmeye guclu bir baglilik gdsterdiklerini ifade
etmislerdir. O3'Un belirttigi gibi “Oncelikle yillik ve haftalik ders
planlarima uygunlugumu kontrol ederim. Ogrencilerden aldigim geri
bildirimleri degerlendiriyor ve derste anlasiimayan noktalari tespit
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edip ek etkinlikler hazirliyyorum.” O1 konuyu sdyle aciklamistir: “Bazen
ogrencilerin donutlerinden ya da dersle ilgili bir sinavdan sonra ne
kadar égrendiklerini gordugumde yontemimi sorguluyorum. Acaba
konuyu yanlis zamanda mi anlattim ya da yanlis noktadan mi
basladim diye dustunuyorum.” Bu ifadeler, 6gretmenlerin, 6grencilerin
ogrenme ciktilarini iyilestirmek icin égretim uygulamalarini surekli
olarak degerlendirme ve ayarlama ihtiyacina iliskin islemsel bilginin
farkindaligini gostermektedir.

Sonuc¢ olarak, gdérusme verileri, ingilizce 6gretmenlerinin islemsel
stratejileri ve bunlarin 6gretim uygulamalarindaki dnemi konusunda
yuUksek duzeyde farkindalik sergiledigini gostermektedir. Aktif olarak 6z
dusunum surecine katilmakta, 6grencilerin kavrayisini izlemekte ve
derslerin  etkinligini  artirmak ve  &grencilerin  6grenmesini
kolaylastirmak icin 6gretim stratejilerini degistirmektedirler.

Kosullu Bilgi

Kosullu bilginin incelenmesi, 6gretmenlerin motivasyonu surdurmek
ve zorlu ortamlara uyum saglamak icin kullandiklari stratejileri
vurgulamistir. Sekil 3'te gdsterilen ana temalar arasinda geri bildirime
dayali lyilestirme (N=6), basa cikma stratejileri (N=2) ve motivasyon
stratejileri (N=2) yer almaktadir.

Sekil 3
Kosullu Bilginin Ortaya Cikan Temalari

Kosullu Bilgi Frekans

» Geribildirim Odakli
iyilestirme

m Basa Cikma Stratejileri

= Motivasyonel Stratejiler

ingilizce 63retmenlerinden besi geri bildirime dayall iyilestirmeye
basvurduklarini bildirdi. Ozellikle yeterli idari ve 6Jrenci destedinden
yoksun olduklari dezavantajli okullarda calisanlar, kendi kendilerini
motive etme, baskalarindan ilham alarak heveslerini koruma ve
ogrenciler Uzerindeki potansiyel etkilerine odaklanma gibi stratejilere
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basvurmuslardir. Ornegdin O1, “Dezavantajli bir okulda ¢alisiyorum ve
daha onceki okullarimda beni motive edecek idareci ve ogrenci
bulabilirken, bu okulda hi¢ yok, bu yluzden kendimi tukenmis
hissediyorum. Daha ¢ok okuyarak, dunyada iyi seyler yapan, bilime
katkida bulunan insanlari gérerek, kticuk dunyamda ve etki alanimda
ogrenmeye acik ¢ok az sayida ogrenciye bakarak kendimi motive
etmeye calisiyorum.” seklinde gorus bildirmistir. Bu duygu, daha az
destekleyici ortamlarda motivasyonu surdurmenin  zorlugunu
vurgulayabilir. Bu tur ortamlarda ogretmenler i¢sel guc¢ bulmakta
zorlanir ve motivasyonlarini korumak icin dissal ilham kaynaklarina
yonelirler. Genellikle mesleki gelisime, olumlu rol modelleriyle
etkilesime girmeye ve yaptiklarl isin daha genis etkisi Uzerinde
dustnmeye yoénelirler. O1 tarafindan paylasilan bu deneyim, yeterli
kaynaklara sahip olmayan okullarda calismanin duygusal ve mesleki
yukunun yani sira, bu zorluklara ragmen égrencilerin hayatlarinda fark
yaratmaya devam etmek i¢cin gereken dayanikliik ve ozveriyi
vurgulamaktadir. Bu tur durumlarda, kisinin temel amacini ve 6gretme
motivasyonunu hatirlamasi, baghhgin surddrtlmesi acisindan c¢ok
onemlidir. Pek cok egitimciicin bu zorluk anlari, genellikle mesleklerine
duyduklari ilk tutku ve bagliliklarinin kaybolabilecegi noktay! isaret
eder. Ogretmenler, temel amaclarini akillarinda tutarak ister egitime
duyduklari tutku ister 6grencilerin hayatlarinda bir fark yaratma arzusu,
isterse de kisisel buyume ve gelisime olan bagliliklari olsun, bu kariyer
yolunu secme nedenleriyle yeniden bagdlanti kurabilirler. O2'nin
yaklasimi ayni zamanda bu motivasyonu korumaya yonelik pratik
stratejileri de vurgulamaktadir. Kendisi soyle gdérus belirtmistir: “Zorlu
gunlerde kendimi motive etmek icin sik sik kendime &grencilerin
hayatlari Gzerinde yaratabilecegim potansiyel etkiyi hatirlatiyorum ve
meslektaslarimdan destek ariyorum, ancak bu her zaman tim
motivasyonsuzluk duygularini hafifletmeyebilir. Kendime her seyin
gececegini  hatirlatyyorum.” Bu  yansima, amag¢ duygularini
pekistirmeye yardimci olur ve motivasyon artirici bir rol oynayabilir.
Ayrica, meslektaslarindan destek almak da kullandiklari bir diger
stratejidir. Meslektaslarla bir araya gelmek sadece duygusal destek
saglamakla kalmiyor, ayni zamanda motivasyonsuzluk duygularinin
Ustesinden gelmede cok degerli olabilecek bir topluluk ve ortak
deneyim duygusunu da tesvik ediyor. Ancak O2, bu stratejilerin faydal
olabilecegini dusunse de motivasyon kaybi duygularini ortadan
kaldiramayabilecegini kabul etmektedir. Bu duygularin gecici
oldugunun ve "her seyin gececeginin" kabul edilmesi, zorluklarin
yolculugun bir parcasi oldugunu ve azmin kilit 6nem tasidigini hatirlatir.
Bu zihniyet, 6gretmenlerin cabalarinin ve karsilastiklari zorluklarin daha
buyuk ve anlamli bir surecin parcasi oldugunu bilerek zorlu donemleri
direncli bir sekilde asmalarina yardimci olabilir. Genel olarak, net bir
amac¢ duygusunu surdurmek, destek sistemlerinden yararlanmak ve
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zorluklarin gecici oldugu bakis acisini benimsemek, ogretmenlik
mesleginde bagliigl ve hevesi surdurmeye katkida bulunan ve "ne
zaman" ve "neden" oldugunu bilme konusundaki kosullu bilgilerini
destekleyen stratejilerdir.

Planlama

Ingilizce 63retmenlerinin planlama stratejileri, dJretim hedeflerini
belirlemek ve yeni bilgileri derslere dahil etmek icin cesitli faktorleri
dikkate almayi icermektedir. Sekil 4'te gosterilen veriler, baglamsal
faktorlerle ilgili temalarin yuksek siklikta oldugunu ve mufredat
uyumunun esit siklikta gozlemlendigini gostermistir (her biri N = 3).
sekil 4

Ortaya Cikan Planlama Temalari

Planlama Frekans

= Baglamsal Faktorler

= Miifredat Uyumu

ingilizce 6gretmenleri mufredat hedeflerini, égrenci ihtiyaclarini ve
onceki derslerden alinan geri bildirimleri dikkate alarak belirli hedefler
belirlediklerini ifade etmislerdir. Buna ek olarak, zaman kisithhgi ve
ogrenci cesitliliginin, her sinif icin farkli 6gretim stillerini gerektirmesi
nedeniyle hedef belirlemeyi zorlastirdigi ifade edilmistir. Ayrica, mesleki
gelisim ve ogrencilerin sinif hedeflerinin belirlenmesine dahil edilmesi
de etkili planlamanin kritik bilesenleri olarak vurgulanmistir.

ingilizce 6gretmenlerinin UcU, dersleri icin planlama yaparken ve ézel
ogretim hedefleri belirlerken sinifin demografik 6zelliklerini, akademik
duzeylerini ve konu derinligini dikkate aldiklarini ifade etmistir. O3,
“Ders hedeflerini mufredata dayali olarak belirliyorum” diye
paylasmistir. Ayrica, zamanin kisith olmasi, égrencilerin cesitliligi ve her
sinifin farkli 6gretim stillerini gerektirmesi nedeniyle hedef belirleme
sureclerini etkilemektedir. O1 hayal kirikhgini soéyle ifade etmistir:
“Zamanin kisitl olmasi ve égrenci gesitliligi hedef belirleme sdrecimi
etkiliyor cinkud her sinifin farkli égretim stillerine ihtiyaci var ve bu
bazen bir yik gibi geliyor.” Benzer bir sekilde, O6, 6gretimi 6Jrencilerin
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ilgi ve ihtiyaclari ile uyumlu hale getirmek icin “6grencileri sinif
hedeflerini belirleme surecine dahil etmenin” éneminin altini giziyor
ancak ekliyor: "..[bu] bazen zor olabiliyor cunku &égrencilerin ilgi ve
ihtiyaclari strekli degisiyor, bu da hedefleri ilgili ve ulasilabilir tutmayi
zorlastiriyor. Ayrica tutarli ve etkili bir 6gretim stratejisini surdurdrken
farkli &égrenci ihtiyacglarini dengelemek dikkatli bir planlama ve
esneklik gerektiriyor ki bu da is yukumuuz dusunuldugunde zorlayici
olabiliyor. Bu alintilar, sinirli 6gretim suresinin kisitlamalari dahilinde
cesitli 6gretim yaklasimlarinin taleplerini dengelemek icin devam eden
mucadeleyi ve karmasikligl yansitmaktadir.

izleme

Ingilizce 63retmenlerinin izleme stratejileri, sinif yénetimi ve d6grenci
ogrenimi icin 6gretimi duzenlemeyi icermektedir. Sekil 5, ilerleme hizi
ve zaman yonetimi (N=3), hedef belirleme ve 6grenme planlari (N=2) ve
ogrencinin kavrama ve katiliminin izlenmesinden (N=2) olusan temalari
temsil etmektedir.

Sekil 5
Ortaya Cikan izleme Temalari

izleme Frekans

m Hiz ve Zaman Yonetimi

= Hedef Belirleme ve Ogrenme
Planlari

= Ogrenci Anlayisinin ve
Katiliminin izlenmesi

Gorusmeler, dersler sirasinda ilerleme hizinin ve zaman yénetiminin
izlenmesine yonelik cesitli stratejileri ortaya cikarmistir. Ortaya c¢ikan
onemli temalardan biri, deneyimin zaman ydnetimiyle ilgili Ust bilissel
becerilerin gelistiriimesindeki 6nemli roludur. Ornedin O4, zamani
etkin bir sekilde yénetmede deneyimin rolunu yuksek duzeydeki Ust
bilisleriyle iliskilendirmis ve zaman algilarinin deneyimle birlikte dnemli
olcude gelistigini belirtmistir. “Zaman algim gelistigi icin ve yillar
icinde edindigim deneyimle zamani zihnimde ybnetebiliyorum, bu da
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bir dst bilis becerisidir.” Bu anlayis, sezgisel bir zaman yonetimi anlayisi
gelistirmede deneyimsel 6grenmenin 6nemini vurgulamaktadir. Bu
icsellestirilmis zamanlama duygusu, 6gretmenlerin dersleri daha akici
ve uyumlu bir sekilde ilerletmelerini saglayarak, sik sik saat kontrolune
gerek kalmadan dersin her bir bolumune uygun ilginin gdésterilmesini
saglayabilir.

Ayrica, gérusmeler boyunca yinelenen bir baska tema da ogretim
tekniklerinin 6grencinin kavrama ve katilimina gére ayarlanmasiydi. O2,
ogrencilerin anlamasini saglamak icin beden dilini gézlemlemenin,
sorular sormanin ve ek aciklamalar ya da érnekler sunmanin kritik rolu
Uzerinde durmustur. Ogretmenler her dersin cok ilgi cekici
olmayabilecedinin bilincinde olarak, &grenciler zorlandiginda veya
sikildiklarinda farkli yaklasimlar denemeye istekli olmuslardir. O],
‘edindigim bazi yeni bilgiler okulumun standartlarina uygun
olmayabilir” diye belirtmis ve bunlari deneyerek, etkili olup
olmadiklarini gdzlemleyerek ve gerekli duzenlemeleri yaparak
ogretimlerine dahil etme suUrecini tanimlamistir. Bu gercek zamanli
duzenlemeler, &grenci katilimini  surdurmek ve  anlamayi
kolaylastirmak icin cok énemlidir. O2: "Beden dilini gézlemlemeyi,
sorular sormayi ve ek aciklamalar veya ornekler sunmayi iceren
ogretim tekniklerini 6grencinin kavramasina ve Kkatilimina gore
ayarlhyorum.” seklinde  goérisunld  belirtmistir.  OJretmenlerin
ogrencilerden gelen gercek zamanl geri bildirimlere dayanarak
tekniklerini surekli olarak ayarladiklari bu uyarlanabilir yaklasim,
ogretmenlerin  6grencileriyle 6grenme yolculuklarinin  neresinde
olduklarina dair bir kdépru kurmalarina olanak taniyarak etkilesimli ve
duyarli bir sinif ortamini tesvik edebilir ve egitimi daha etkili ve kisisel
hale getirebilir.

Degerlendirme

Ingilizce égretmenlerinin degerlendirme stratejileri incelendiginde,
ogretim yaklasimlarinin uyarlanmasi (N=5), butunsel degerlendirme,
bicimlendirici degerlendirme entegrasyonu (N=3) ve etkililigin
sorgulanmasi (N=2) gibi ana temalar ortaya ¢cikmistir.

sekil 6

Ortaya Cikan Degerlendirme Temalari
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Degerlendirme Frekans

= Ogretim Yaklasiminin
5 Uyarlanmasi

= Bicimlendirici Degerlendirme
Entegrasyonu

Etkililigin Sorgulanmasi

Ingilizce ogretmenleriyle yapilan gorusmelerde, ogretim
yaklasimlarinin uyarlanmasi, degerlendirme surecinde temel bir strateji
olarak &ne cikmaktadir. Bu strateji, &grenci geri bildirimi ve
performansina dayali olarak &égretim ydntemlerinin surekli olarak
yansitilmasina ve degistiriimesine dayanmaktadir. Ornedin O2, 6Jretim
hedeflerini belirlerken “mdufredat hedeflerini, 6grenci ihtiyacglarini ve
onceki derslerden alinan geri bildirimleri dikkate almanin” dneminin
altini cizmektedir. Bu yaklasim, hedeflerin statik olmadigini, surekli geri
bildirime dayali olarak gelistigini ve etkili 6gretimin dinamik dogasini
vurgulamaktadir.  Bu  uyarlanabilirlik, 6gretim  ydntemlerinin
ogrencilerin farkli ihtiyaclarina cevap verecek sekilde guncel ve etkili
kalmasini saglamaktadir.

Ayrica, bicimlendirici degerlendirmenin entegrasyonu gdérusmelerde
éne cikan bir diger temadir. OJrencilerin anlayisini gelistirmek ve
ogretim stratejilerini buna goére ayarlamak icin sinavlar, etkilesimli
etkinlikler ve teknoloji tabanli aracglar gibi tekniklerin kullanildigi

belirtilmistir. Ornegdin O5, degerlendirme hedeflerinin
sekillendirilmesinde “6grencilerin seviyesi ile ders kitabi” arasindaki
etkilesimi vurgulamaktadir.” Bu gozlem, bicimlendirici

degerlendirmelerin hem ogrencilerin becerileri hem de kullanilan
ogretim materyalleri ile uyumlu hale getirildigini géstermektedir. Etkili
bicimlendirici degerlendirme, bilgiyi basitce 6lcmenin otesine gecer;
ogrencilerin 6grenme surecleri Uzerinde dusunmeleri ve Ust bilissel
uygulamalara katilmalari icin firsatlar yaratmay icerir. Ayrica, soru
sorma tekniklerinin etkinligi de degerlendirmede bir baska strateji
olarak belirtiimektedir. Daha az bahsedilse de soru sormanin, ingilizce
ogretmenleriicin 6grencilerin anlamalarini incelemek, tartismayi tesvik
etmek ve daha fazla egitime ihtiyac duyulabilecek alanlari belirlemek
icin bir arac olarak hizmet etmektedir.

295


https://doi.org/10.9779/pauefd

PAUEFD, 63, 271-306 [2025] N. Canli ve T. Paker
https://doi.org/10.9779/pauefd. 1429378

Tartisma

Bu calismanin bulgulari hem nicel hem de nitel verilerden yararlanarak
ingilizce 6gretmenleri arasinda Ust bilissel farkindaligin ddzeyine ve Ust
bilissel stratejilerin  entegrasyonunu iliskin  kapsamli bir anlayis
sunmaktadir. Genel olarak, nicel analiz, ingilizce 6gretmenlerinin
ozellikle bildirimsel bilgide yUksek duzeyde Ust bilissel farkindaliga
sahip oldugunu ortaya koymaktadir. Bu bulgu hem hizmet 6ncesi hem
de hizmet ici 6gretmenlerle yapilan dnceki arastirmalarla tutarhidir
(Batdi, 2016; Oz, 2016; Ozturk, 2020). Bildirimsel bilgi kisinin kendi
yetenekleri ve performansi hakkindaki farkindaligi ve muhakemesi ile
ilgilidir ve sonuc olarak, bu calismadaki ingilizce 6gretmenlerinin kendi
guclu ve zayif yonleri ile 6gretim performanslari hakkinda guclu bir
farkindalik gdésterdikleri sonucuna varabiliriz. Ayrica nicel bulgular,
Ingilizce 6gretmenlerinin planlama ve degerlendirme stratejilerinde en
dusuk seviyeleri sergilediklerini gdstermistir. Ancak, planlama ve
degerlendirme stratejileri ve bunlarin ingilizce 6gretmenlerinin
ogretim uygulamalari Uzerindeki etkisi incelendiginde, etkili planlama
nitel bulgularda da kritik bir husus olarak ortaya cikmistir. Bununla
birlikte, ingilizce dJretmenleri, strekli 6z dederlendirme ve éJrenci
performansina dayali 6gretim yaklasimlarinin uyarlanmasini iceren
coklu degerlendirme stratejileri hakkinda bilgi sahibi olduklarini
gostermislerdir. Buna ek olarak, bicimlendirici degerlendirmeler ve
etkili sorgulama teknikleri, ogretmenlerin surekli geri bildirim
saglamalarina ve yontemlerini duzenlemelerine olanak taniyan temel
bilesenlerdi. Benzer sekilde arastirmalar, &z degerlendirmeye
odaklanan yansimalar gibi degerlendirme stratejilerinin 6gretmenlerin
mesleki gelisimini olumlu yénde etkiledigini gdstermistir (Amalia ve
digerleri, 2020; Arslan, 2019; Davis ve McDonald, 2019; Mattew ve
digerleri, 2017; Tosriadi ve digerleri, 2018).

Nicel analiz ayni zamanda demografik &zellikler arasinda onemli
farkliliklar ortaya koymustur. 15 yildan fazla é6gretmenlik deneyimi olan
41-50 vyaslarindaki ingilizce &gdretmenleri daha yuksek dUzeyde
Ustbilissel farkindalik goéstermistir. Ogretmenlik deneyimi islemsel
bilgiyi, izleme ve degerlendirmeyi o6nemli &lcude etkilemezken,
bildirimsel bilgi, kosullu bilgi, planlama ve genel envanter Uzerinde
etkisi  olmustur. Bu baglamda, nitel bulgular da deneyimli
ogretmenlerin izleme stratejilerini daha etkili bir sekilde kullandiklarini,
sik sik saat kontrolUu yapmadan derslerin temposunu etkili bir sekilde
ilerletmelerine olanak taniyan sezgisel bir zaman ydnetimi anlayisi
sergilediklerini gdstermistir. Bu sonuclar, Bulut (2018) tarafindan sinif ve
okul oncesi 6gretmenlerinin Ust bilissel duzeyleri Uzerine yapilan
arastirmayla karsilastirildiginda farklilik goéstermektedir. Bulut'un
calismasi, deneyimin islemsel bilgi ve kosullu bilgi veya izleme,
degerlendirme ve toplam envanter Uuzerinde etkili olmadigini,
bildirimsel bilgi ve planlama Uzerinde ise etkili oldugunu gostermistir.
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Bu tutarsizliklar, karsilastirilabilir sonuclar elde etmek icin cesitli
alanlarda calisan &gretmenlerle benzer veri toplama yoénteminin
kullanildigi daha fazla arastirmaya ihtiya¢ oldugunu gostermektedir.
Ancak genel bir karsilastirma yapildiginda, her iki veri setinden de daha
az yillik deneyime sahip ingilizce 6gretmenlerinin, daha deneyimli
ingilizce 6gretmenlerine kiyasla biraz daha dusUk Ustbilissel farkindalik
duzeylerine sahip olduklari sonucuna varilabilir. Sonuc¢ olarak,
ogretmen egitimi programlari, égretmen adaylarinin  Ustbilissel
farkindalik konusundaki yeterliliklerini izlemeye ve guclendirmenin
yanisira égrencilerin 6z duzenlemelerini tesvik etmeye odaklanarak
gelistirilmelidir (Kallio, ve digerleri, 2017).

Ayrica cinsiyet rollerinin incelenmesinde, bazi arastirmalarda cinsiyetin
ustbilissel farkindalik duzeylerini etkilemedigi vurgulanirken (Memnun
ve Akkaya, 2009; Oz, 2016; Ozturk, 2020; Saricoban, 2015), diger
arastirmacilarin bulgularinda (Bulut, 2018; Nahrkhalaji, 2014; UstUnbas
ve Alagozlu, 2021) cinsiyet acisindan farklilik gosterdigi goérulmuastuar.
Calismamizdaki bulgular, erkek &gretmenlerin envanterin hem alt
boyutlarinda hem de toplaminda dnemli bir rol oynadigini ve daha fazla
farkindaliga sahip oldugunu gdstermistir. Bu durumun bir sonucu
olarak bu alanda daha detayli bir calismaya ihtiya¢ duyulmaktadir.

Nitel analiz sonuclari, 6gretmenlerin Ustbilissel farkindaliklarinin hem
olumlu hem de olumsuz &ézelliklerini ve bunun &égretim yaklasimlari
Uzerindeki  etkisini ortaya cikarmaktadir. Bulgular, ingilizce
ogretmenlerinin  meslegine olan derin tutku ve baghliklarini,
ogretimlerini ve ogrenci katilmini olumlu yénde etkileyen temel bir
guc olarak vurgulamaktadir. Yansitma tekniklerini kullandiklarinda ve
mesleki gelisim arayisina girdiklerinde dégretmenlerin guclU Ustbilissel
farkindaliklari ya da kendi 6gretim sureclerini anlama ve ydénetme
becerileri islemsel bilgilerine yansimaktadir. Onlar ayni zamanda
becerilerine ek olarak cesitli basa c¢ikma stratejileri kullanarak
ogrencileri icin motive edici bir é6grenme ortami sagladiklarinda
Ustbilissel farkindaliklari kosullu bilgilerine yansimaktadir. Bu durum,
ogretimin planlanmasi, degerlendirilmesi ve duzenlenmesi gibi
alanlarda ileri duzey Ustbilissel farkindaliga sahip &gretmenlerin
ogrenme sUreci Uzerinde daha buyuk bir etkiye sahip oldugunu
gosteren onceki calismalari desteklemektedir (Griffith, Bauml ve
Quebec-Fuentes, 2016; Ustlnbas ve Alagozld, 2021).

Bununla birlikte, nitel analiz, 6gretmenlerin égretime olan mesleki ve
duygusal baghliklarini dengelemede karsilastiklari potansiyel zorluklari
da ortaya cikarmaktadir. Ogretmenin tutkusunun “mesleki mesafeyi
koruma” mucadelesine ve “siniftaki sorunlari eve tasima” egilimine yol
acabilecegini  kabul etmesi, ogretmenligin karmasik dogasini
vurgulamaktadir. Bu ikilem, 6gretmenlerin bir yandan &grencilerine
olan tutkularini ve bagliliklarini sudrdururken diger yandan da
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kendilerini koruma ve sinirlarini belirleme stratejileri gelistirmeleri
gerektigine isaret etmektedir.

Bu sonug, lyilik halinin saglanmasinin yasamin Kkisisel ve mesleki
yonlerinin  uyumlu hale getirmeyi icerdigini gosteren &nceki
arastirmalarla uyumludur (Bhatt, 2023); bu da duygu duzenleme
becerilerini gelistirmenin, ingilizce égretmenleri arasinda éJretmen
dayanikliigini artirmak ve potansiyel tukenmisligi azaltmak icin etkili
bir strateji olabilecedini éne surmektedir (Li, 2023; Polat ve iskender,
2018; Xie, 2021). Bu baglamda, sosyal ve duygusal égretimin hizmet
dncesi ingilizce 63retmenligi egitimi ve mesleki gelisim programlarina
entegre edilmesi, 6gretmenleri meslegin duygusal taleplerine daha lyi
hazirlayabilir (Donahue-Keegan vd., 2019; Cochran ve Peters, 2023).

Ayrica bulgular, okul iklimi, zaman kisitlamalari ve 6grenci ¢esitliligi gibi
baglamsal faktérlerin égretmenler icin hedef belirleme sureclerinde
onemli zorluklar olusturdugunu ortaya koymaktadir. Her sinif farkli
ogretim tarzlari gerektirmekte ve tutarli ve etkili bir 6gretim stratejisi
surdururken farkli 6grenci ihtiyacglarini dengelemek dikkatli planlama
ve esneklik gerektirmektedir. OJretmenler, mevcut sinirll dJretim
suresi icinde ogrencilerinin gelisen ihtiyaclarini ve ilgi alanlarini
karsilamak icin ogretim yaklasimlarini uyarlamanin getirdigi yukten
duyduklari hayal kirikligini dile getirmislerdir. Bu durum, é6gretmenlerin
hem mufredat hedeflerine bagl kalirken hem is yuklerini yonetirken,
ogretimlerini  kisisellestirmeye calisma suUrecinde  karsilastiklari
sUregelen mucadeleyi vurgulamaktadir. Onceki arastirmalar, dgretmen
oz-yeterligi ile okul iklimi, 6grenci motivasyonu, is yuku ve idari destek
eksikligi gibi baglamsal faktorler arasinda bir korelasyon oldugunu ve
bu faktorlerin é6gretmenlerin 6z yeterliliklerini nasil etkiledigini ve
ogretim surecinde Ustbilissel farkindaliklarini nasil engelledigini ortaya
koymustur (Chen ve Yeung, 2015; Knoblauch ve Chase, 2015; Ma ve
Cavanagh, 2018; UstUnbas ve AlagdzId, 2021).

Bu bulgularin cikarimlari iki yénludur. ilk olarak, 6gretmen yetistirme
programlarinin yalnizca ogretim becerilerini gelistirmeye
odaklanmamasi, ayni zamanda &6gretimin duygusal ve 6z duzenleyici
yonlerini de ele almasli gerektigini gostermektedir (King ve Chen, 2019).
Arastirmalar, égretmen adaylarinin kendilerine ogretilen kuramsal
bilgiler ile karsilastiklari gercek ogretim uygulamalari arasinda bir
kopukluk oldugunu bildirmislerdir (Ustinbas ve Alag6zit, 2021). Bu
nedenle, 6gretmenlerin duygusal dayaniklilik, 6z farkindalik ve etkili
sinir  belirleme yoéntemleri gelistirmek icin gerekli becerilerle
donatilmasi, onlarin mesleklerinin karmasik zorluklarini yonetmelerine
ve tukenmislik yasama olasiliklarini azaltmalarina yardimci olabilir
(Cochran ve Peters, 2023; Li, 2023).

Ikinci olarak, bulgular 6gretmenlere Ustbilissel farkindalik ve égretim
planlama becerilerini gelistirmeleri icin yeterli destek, kaynak ve

298


https://doi.org/10.9779/pauefd

PAUEFD, 63, 271-306 [2025] N. Canli ve T. Paker
https://doi.org/10.9779/pauefd. 1429378

mesleki gelisim firsatlari saglamanin énemini vurgulamaktadir. Egitim
kurumlari, o6gretmenlerin kendi ogretim surecleri hakkinda daha
yuksek bir Ustbilissel farkindalik duzeyi gelistirmelerine ve yasadiklari
zaman kisitlamalari dahilinde farkh égrenci ihtiyaclarina gore uyarlama
stratejilerine  yardimci olarak, ogretmenlerin daha etkili ve
kisisellestirilmis 6grenme deneyimi saglama kapasitelerini artirabilir
(Salari ve Farahian, 2022).

Sonug¢

Bu arastirmanin odak noktasl, hizmet ici ingilizce égretmenlerinin
Ustbilissel farkindalik duzeylerini arastirmak, Ustbilissel stratejilerini
ogretim uygulamalarina nasil entegre ettiklerini anlamak ve bu
stratejileri uygulama kararlarini etkileyen faktorleri belirlemektir. Sonug
olarak bu calismanin bulgulari 6gretmenlerin Ustbilissel farkindalik,
ogretim teknikleri ve ogretim deneyimlerini etkileyen baglamsal
kosullar arasindaki karmasik iliskiyi vurgulamaktadir. Ogretmenlerin
mesleki tutkulari ve baghliklari degerli olsa da bulgular ayni zamanda
ogretmen egitiminde daha butuncul bir yaklasima ve karsilastiklari
duygusal ve pratik zorluklari ele almak icin destege ihtiya¢c oldugunu
ortaya koymaktadir. Egitim kurumlari, ogretmenlerin Ust bilissel
becerilerini gelistirerek ve onlari gerekli yontem ve araclarla donatarak,
ogrencilerin  farkli ihtiyaclarini karsilayan yuksek Kkaliteli, &grenci
merkezli &gretim sunma konusunda &gretmenleri daha lyi
destekleyebilir. OJretmenlerin Ustbilissel farkindalidi, 6grencilerin ve
ogretmen adaylarinin Ust bilissel becerilerine daha fazla 6nem verilen,
hala nispeten kesfedilmemis bir arastirma konusudur (Memnun ve
Akkaya, 2009; Tanner, 2012; Oz, 2016).

Sinirhliklar ve ileri Aragtirmalar icin Oneriler

Bu calismanin bulgularina dayanarak arastirmalara ydnelik cesitli
onerilerde bulunulabilir. Bu calismanin dikkate deger sinirliliklarindan
biri, katilimcli sayisinin az olmasi ve hizmet ici ingilizce 6gretmenlerine
odaklanilmasidir; bu durum, sonuclarin genellenebilirligini
etkilemektedir. Bu konuyu ele almak icin gelecekteki calismalar,
ogretmenlerin ustbilissel farkindaliklarina iliskin alanyazini
zenginlestirmek icin daha buyuk bir érneklem ve farkli 6gretmenlik
alanlarini icerebilir. Buna ek olarak, nitel arastirmamiz kadin hizmet ici
ogretmenleri kapsamaktadir, dolayisiyla bulgularin hem kapsamini
hem de gecerliligini artirmak icin gelecekteki arastirmalara erkek
hizmet ici 6gretmenlerin de dahil edilmesi dnerilmektedir. Ayrica farkli
arastirma ydéntemlerinin kullanilmasi daha kapsamli i¢c goruler
saglayabilir. Ornegdin, 6dretmenlerin Ust bilissel farkindaliklarini ve
kullandiklari stratejileri daha iyi anlamak icin sinif ici performanslarini
algillanan farkindaliklariyla karsilastirarak gdzlemsel ve boylamsal
calismalar yapilabilir. Dil 6gretimini ve 6gretmen egitimi programlarini
gelistirebilecek farkliliklari ve olasi faktorleri anlamak icin hizmet 6ncesi
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ve hizmet ici ingilizce dégretmenlerinin Ust bilissel farkindahklarini
karsilastiran arastirmalara da ihtiyac vardir.

Etik Kurul izin Bilgisi: Bu arastirma, Pamukkale Universitesi Etik
Kurulu'nun 08/01/2024 tarihli 0l/10 sayili karari ile alinan izinle
yaratualmauastdar.
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Abstract

The purpose of this study was to investigate in-service English
language teachers' (ELTs) metacognitive awareness levels and
how they integrate metacognitive strategies into their teaching
practices and to identify the factors influencing their
judgements. Using a sequential explanatory research design,
the Metacognitive Awareness Inventory for Teachers (MCAI) was
administered to 54 ESLTs in Turkey. Quantitative data were
analyzed using Kruskal-Wallis H test and Mann Whitney U test,
while qualitative data were examined through content analysis.
The results showed that there were significant demographic
differences in metacognitive awareness levels and sub-
dimensions. Qualitative findings revealed both positive and
negative aspects of the metacognitive awareness of CLTs and its
impact on their teaching approaches. This study highlights the
complex relationship between metacognitive awareness,
teaching techniques and contextual factors, emphasizing the
need for holistic teacher training and support to overcome
emotional and practical challenges. This study highlights the
need for a holistic approach to teacher education and support
that aims to develop teachers' metacognitive skills and equip
them with the necessary tools to enhance student-centered
teaching, while also providing a comprehensive discussion on
the implications for pre-service teacher education and practice.
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Introduction

Teachers, prior to the requirements of today's era, must meet high
national teaching criteria while also gaining the skills necessary to
run effective classroom instruction in addition to achieving successful
learning outcomes. While the teaching process necessitates the
development of instructional approaches and activities in order to
make subject knowledge teachable and relevant to a diverse range of
learners, teachers are also expected to construct a "curriculum vision"
(Zumwalt & Craig, 2008). To achieve this, teachers must develop the
competence to identify, arrange and plan activities, tasks, and lessons
that take into consideration the learners' interests, needs, experiences,
and socio-educational background (Leiva et al,, 2017). Equally essential,
teachers must be able to reflect on their own teaching techniques in
order to continuously review and improve their work and assist
students in developing their own learning strategies and achieving
high-order thinking abilities (Darling-Hammond & Bransford, 2005). For
this to happen, it is necessary for teachers to acquire metacognitive
awareness to be able to face the complex and demanding task of
teaching.

Teacher metacognition is considered to have a substantial impact on
the process of teacher teaching and student learning (Prytula, 2008;
2012). Over the last decade, there has been a growing understanding
that metacognition is essential for successful learning (McCormick,
2003) and efficient instruction (Ben-David & Orion, 2013; Fathima,
Sasikumar, & Roja, 2014). The notion of metacognition, which is defined
as the thought process linked with abilities, strategies, and cognitive
tasks, is significant from this perspective (Veenman et al., 2006; Wernke
et al.,, 2011). To promote students' opportunities to be or think in a
metacognitive fashion, teachers first need to be metacognitive
themselves, which means that they have to be conscious of their
metacognition levels and characteristics (Jiang et al,, 2016; Kallio, et al.,,
2017). As a result, teachers should first acquire a meta-perspective on
their pedagogical practices. Therefore, research on the competence of
metacognitions among teachers and teacher candidates should be
conducted to identify their level of awareness of the concept and how
it operates. By doing so, teachers will be able to improve their teaching
and learning abilities, allowing them to assist their learning in
identifying their own cognitive styles, learning strategies, and how to
regulate them through metacognition (Bozkurt, 2013; Farrell & Bennis,
2013).

Literature Review

Metacognition and Metacognitive Awareness
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The concept of metacognition was first put forth by Flavell in the late
1970s, defining it as "thinking about thinking" (Flavell, 1979, p. 906) or in
a broader sense, one’s ability to understand, control, and manipulate
their own cognitive process to maximize learning. Furthermore, he
viewed the cognitive monitoring process as involving the actions and
interactions of two main components or interconnected phenomena:
knowledge (awareness of one's thinking) and regulation (the ability to
manage one's thinking process) (Flavell, 1979). Metacognitive
knowledge on its own, consists of declarative, procedural and
conditional knowledge (Paris, Cross, & Lipson, 1984). Next, declarative
knowledge (DK), also known as content knowledge, involves one's
knowledge and perception regarding their own skills and performance.
It also contains information and views about how and to what extent
variables such as age, gender, IQ, motivation, personality, and
educational background impact learning (Haukas, 2018). Procedural
knowledge (PK), also referred to as task knowledge, relates to one's
awareness in the process of how to handle a task and their likeliness to
reach its aim effectively (Veenman, 2016). Finally, conditional
knowledge (CK), or strategic knowledge, is the ability to determine
when, where and why to apply certain strategies to effectively
accomplish their goal (Veenman et al., 20006).

Regulation of metacognition focuses on one’s ability to resolve conflicts,
identify errors, and control obstacles by applying skills regarding
planning, processing, monitoring, and assessment (Shimamura, 2000).
The potential in applying proper strategies and resources to relevant
tasks is referred to as planning. The ability of learners to maintain track
on their task performance and goal attainment is monitored and the
ability of learners to analyze their regulatory processes and learning
results is included in the evaluation. The regulation function,
metacognitive knowledge, and metacognitive experiences are all
aspects of self-regulated learning (Zimmerman & Risemberg, 1997).
They allow learners to become autonomous as the learning becomes a
conscious process in which they have control to monitor, correct,
analyze the effectiveness of the learning strategies and conduct
changes when necessary (Shimamura, 2000). One of the primary
responsibilities of teachers in SRL is to provide support and guidance to
students (Kallio, et al., 2017). Metacognitive awareness (MA) is what
makes learning possible and enables learners to think more freely, and
thus, achieve their objectives.

As teachers serve as role models of learning for their students, it is
important that they are aware of their own personal metacognitive
strategies which in turn will enable them to guide their students
towards MA (Leiva et al., 2017; Kallio et al,, 2017). An additional advantage
of metacognitive awareness in educators is that it enables them to
aspire to enhance their teaching performance (Darling-Hammond,
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2006) and contributes to their professional development (Bulut, 2018).
Despite the benefits it brings to the teaching and learning process, few
existing research in the field has yielded unfavorable results, indicating
that teachers (pre-service or in-service) are either unable to describe
metacognition or have a very simplistic and constrained understanding
resulting in unsuccessful attempts to plan their instruction for
metacognition and/or to teach metacognitively in the classroom
(Fisher, 2002; Perry, Hutchinson, & Thauberger, 2008; Kernd| & Abersek,
2012; Ozturk, 2016; 2017; 2020).

Teaching Metacognitively

Teaching metacognitively is concerned with teaching for and with
metacognition. Teachers who use metacognition in their teaching
reflect on their own thinking. It entails considering instructional goals,
teaching approaches, sequencing, resources, students' personalities
and needs, curricular issues, instruction, and assessment-related
concerns before, during, and after sessions to enhance their
instructional effectiveness” (Hartman, 2001, p.149). Effective teachers,
according to recent research, are "more metacognitive" (Duffy et al,,
2009) or possess ‘adaptive metacognition, (Manasia, 2015) which entails
both self and contextual modification in response to a wide range of
classroom variability.

Hartman (2001) further discusses teacher metacognition by explaining
it in two separate components: the first being executive management
strategies, which are strategies that involve the process of planning,
monitoring, and evaluating or reflecting on one's thoughts, actions, and
outcomes throughout the lesson, and the second being strategic
knowledge, which involves “what information/strategies/skills you have,
when and why to use them, and how to use them” (p.50).

According to Kim and Stormont (2020), teacher metacognition
comprises personal variables, task variables and strategy variables. They
define these concepts as follows:

(a) Personal variables: This notion is related to self-awareness, which
entails knowing one's own strengths and weaknesses. Teachers'
personal variables show that they are aware of both the
advantages and disadvantages of their teaching skills and
abilities.

(b) Task variables: This variable involves awareness about the scope
and demands of tasks in addition to awareness of the
circumstances and factors that potentially affect the tasks.
Teachers should be familiar of the requirements necessary to
meet teaching tasks, as well as the criteria for various
pedagogical tasks in teaching processes, and what a successful
one should look like.
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(c) Strategy variables: Determining which cognitive strategy and
consciousness of their potential use in addressing and
completing specific tasks, is referred to as the strategy variable. It
involves pedagogical information and strategies that teachers
employ to deal with various situations in the classroom. The
metacognitive dimension of such information is understanding
when and how to implement it.

Keeping in mind both explanations of the concept, teacher
metacognition can be understood as the practice of requiring teachers
to self-regulate their instruction prior to, during, and after conducting
lessons to optimize their efficacy with students. Teachers should
properly organize their lessons, verify, and monitor the process on a
regular basis while making modifications as needed, and evaluate how
a lesson is conducted when it is completed. Thereafter, they should
consider the process and make plans to enhance their performance.
Teaching metacognitively also entails knowing what instructional
techniques they have in their repertoire, what they include, when and
why to implement them, and how to employ them (Mbato &
Triprihatmini, 2022). This form of metacognition is required for effective
lesson preparation, shifting gears during or after a lesson when a
teaching strategy isn't succeeding as intended, and while considering
alternate approaches (Hartman, 2001). Besides, over the course of the
past two decades, researchers in the field of psychology and education
have recognized the significant role of metacognition in understanding
and defining the process of learning. and have considered it to be of
utmost importance in achieving successful learning outcomes (Yildiz &
Akdag, 2017).

Teachers' professional growth requires the use of metacognition and is
a critical requirement to have in a teacher as it affects the efficacy of
students. However, the research on teachers in this area is limited
leading to a requirement to establish the level of MA of teachers to
contribute to the field, teachers, and program development specialists
(Memnun & Akkaya, 2009; OztlUrk, 2017; 2020). Regarding language
teacher education and teaching research, studies have primarily
employed quantitative methods focused on the general aspects of
metacognition and its related concepts (Nahrkhalaji, 2014; Oz, 2015;
2016; Saricoban, 2015; Sevimel & Subasi, 2018). For instance, Nahrkhalaji
(2014) explored how MA affected EFL teachers' performance (N=50) and
whether gender, education, and teaching experience influenced their
MA levels. The results indicated that educational background and
teaching experience were important in differentiating groups.
However, other studies found no significant effect of these background
factors on the metacognition of pre-service EFL teachers (Oz, 2016;
Saricoban, 2015). Hence, the purpose of this study is to address a gap in
language teacher education by exploring MA levels and strategy
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integration among in-service ISELTs. While previous studies have
primarily used quantitative methods to examine general aspects of
metacognition, this study will employ a mixed-method approach to
investigate how ISELTS incorporate metacognitive strategies into their
teaching practices and identify the factors that influence their
decisions. Therefore, the research questions guiding our study are:

(1) What are the levels of in-service English language teachers’
metacognitive awareness in terms of the total dimension and
sub-dimension inventory?

(11 In terms of the overall dimension and sub-dimension of the
MAIT inventory, are there any significant differences in MA
levels among in-service English language teachers depending
on their age, gender, degree of education, or teaching
experience?

() What is the level of awareness and understanding of
metacognitive strategies among in-service English language
teachers?

(IV)  How do in-service English language teachers integrate
metacognitive strategies into their teaching practices?

(V)  What factors influence in-service English language teachers'
decisions to implement metacognitive strategies in their
instruction?

Methodology
Research design

This study adopted a sequential explanatory mixed method design to
examine the perceived metacognitive awareness levels of INSELT's in
Turkey. The research design employed in this study involves the
systematic collection and analysis of quantitative data in the initial
phase, followed by the collection and analysis of qualitative data in the
subsequent phase. This sequential approach allows for a
comprehensive exploration of the research topic, building upon the
insights gained from the initial quantitative findings (Creswell, 2009).
The quantitative data were collected via cross-sectional survey design
with the aim to find whether EFL teachers’ demographic features have
a significant difference on the overall dimension and sub-dimension of
the conducted MAIT inventory. The cross-sectional study approach was
chosen because it enables for data gathering from a larger number of
participants at once and provides the observation of variables without
influencing them (Creswell, 2009).

Participants

For data collection in this study, simple random sampling procedure
was applied to ensure unbiased selection. This study was conducted
with 54 ISELTs who were employed in various cities across Turkey. 79.6%

276


https://doi.org/10.9779/pauefd

PUIJE, 63, 271-306 [2025]

N. Canh & T. Paker

https://doi.org/10.9779/pauefd. 1429378

were females (N = 43) and 20.4% were males (N = 11). The ages of the
participants ranged from 20 to 74 and were presented in Table 1. While
66.7% (N = 36) of teachers had a bachelor's degree, 29.6% (N =16) had a
master’'s degree and 3.7% (N = 2) had a PhD degree. All the participants
actively work as in-service teachers, with teaching experiences of 1-3
years (N =9), 4-6 years (N =7), 7-9 years (N =13), 10-15 years (N =12), and
15 + years (N =13) respectively.

Table 1

Demographic Information of the Participants

Variables Demographic N Percentage
Characteristics

Gender Female 43 79.6%
Male 1 20.4%

Age 20-30 19 352%
31-40 25 46.3%
41-50 7 13.0%
51-60 2 3.7%
61-75 1 1.9%

Experience 1-3 years 9 16.7%
4-6 years 7 13,0%
7-8 years 13 24.1%
10-15 years 12 22.2%
15+ years 13 24.1%

Education Bachelor's degree 36 66.7%
Master's degree 16 29.6%
Doctor's degree 2 3.7%

Data Collection

In alignment with the research questions, the current study employed
various data collection instruments, including a demographic form, the
MAIT scale, and written interview forms (WIF). Before administering the
MAIT scale, permission was obtained via email from Balcikanli (2011).
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The data collection tool of the MAIT scale consisted of two sections.
ltems regarding demographic information such as teachers' age,
gender, education, and teaching experience were in the first part, while
the Metacognitive Awareness Inventory for Teachers (MAIT) developed
by Balcikanli (2011), was in the second part. Balcikanli (2011) developed
MAIT through modifying the 52-item version of Metacognitive
Awareness Inventory (MAI) developed by Schraw and Denisson (1994),
to specifically measure the metacognitive awareness levels of teachers.
The MAIT is a 5-point Likert-type scale that consists of 24 items. The
inventory includes six sub-dimensions. It measures (a) the knowledge
of one's cognition which includes the subdimensions of declarative
knowledge, procedural knowledge, and conditional knowledge, and (b)
the regulation of cognition which includes the subdimensions of
planning, monitoring, and evaluating. The Cronbach Alpha reliability
values vary between .79 and .85 for the mentioned sub-dimensions.

Initially, the MAIT was customized for online use via Google Forms to
include as many participants as feasible and to get information from
teachers working in various demographic contexts. Furthermore,
before filling out the MAIT scale, all participants were informed with a
document that their participation in this study was completely
voluntary, and all information would remain confidential. To
successfully complete the MAIT, participants were required to confirm
their participation by approving a consent form. To ensure that
participants could provide unbiased replies, they were not given any
training in metacognition or metacognitive awareness. No teachers
were excluded from the study.

In analyzing the collected quantitative data, since the data distribution
was not normal, non-parametric tests were used. Kruskal-Wallis H test
was conducted, and Mann-Whitney's U test was used to determine the
differences between the subdimensions in respect to age, education,
and teaching experience. The significance level was taken as p<.05. All
the items in the inventory were positive, therefore, reverse coding was
not applied.

To compare the quantitative findings of the MAIT scale, interview
guestions were developed based on a thorough review of the existing
literature and in accordance with the six subdimensions of the MAIT
scale. Furthermore, expert opinions from multiple scholars who are
employed in ELT programs were sought resulting in a total of 15
interview questions that were given as written interview forms to six
voluntary participants. The WIF's and answers were all conducted in
English and the participants were assigned pseudonyms of T1, T2, T3, T4,
T5 and T6 to ensure confidentiality. The interview questions were used
to supplement the findings from the MAIT scale and to collect detailed
information about how ISELTs perceive and incorporate metacognitive
strategies in their teaching methods. The questions also aimed to
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understand how these perceptions influence their instructional
decisions. To analyze the qualitative data, content analysis was
conducted (Creswell, 2016) using MAXQDA version 24.4]1, which
features useful visual maps and codes frequency tables.

Results
Quantitative Findings
The Levels of EFL Teachers’ Metacognitive Awareness

When exploring the MA levels of ISELTs, the dimensions of MAIT were
investigated. When the mean scores (max:20, min:1l) in Table 2 are
considered, it can be clearly seen that the levels of teachers
metacognitive awareness about the declarative knowledge (X =18.22),
procedural knowledge (X =17.04), conditional knowledge (X =17.57),
planning (X =16.70), monitoring (X =17.57), evaluation (X =16.96) and total
inventory (X =17.34) are high. However, planning and evaluation
strategies were the lowest among the levels of ISELTs' Metacognitive

Awareness.
Table 2

The Levels of EFL Teachers’ Metacognitive Awareness

Sub-Dimensions X Std. Deviation
Declarative Knowledge 18.22 1.900
Procedural Knowledge 17.04 1.990
Conditional Knowledge 17.57 1.889
Planning 16.70 2.812
Monitoring 17.57 2.383
Evaluation 16.96 2.525
Total 17.34 1.791

The Levels of EFL Teachers’ Metacognitive Awareness in terms
Demographic Variables

The second sub-objective of the research was to investigate the levels
of ISELTs' Metacognitive Awareness according to the total dimension
and sub-dimension inventory by age, gender, degree of education and
teaching experience.
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Table 3 presents the results of the levels of ISELT's Metacognitive
Awareness in terms of age variable. When the Kruskal Wallis H test
results in Table 3 are examined, there are significant differences
between the opinions of teachers’ declarative (X =19.12, P=.001) and
procedural knowledge (X =18.52, P =.001) in addition to planning (X
=17.61, P =.001), monitoring (X =15.77, P =.003), evaluating (X =9.80,
p=.044) and the total inventory (X =69.62, P =.000). However, there are
no significant differences on the opinions of teacher's conditional
knowledge (X =11.53, P =.055). The non-parametric Mann-Whitney U test
was applied to determine which age variable differed significantly
according to the sub-dimensions and total inventory. As seen in Table
3, teachers aged between 41-50 have a higher level of awareness about
the MAIT according to the other age levels although all age ranges have
high levels of Metacognitive Awareness.

Table 3

The Results of EFL Teachers’ Metacognitive Awareness in terms of Age
Variable

Sub- Age N Median Z X P
Dimensions
Declarative 20-30 19 45Db -2.39 19.12 0.001*
Knowledge 31-40 25 50b 0.25

41-50 7 50a 3.26

51-57 2 45ab -0.74

58-74 1 50ab 0.46
Procedural 20-30 19 4 ab -0.33 18.52 0.001*
Knowledge 31-40 25 4b 184

41-50 7 5a 3.66

51-57 2 4 ab -1.31

58-74 1 5ab 0.68
Conditional 20-30 19 4.0 -2.20 11.53 0.055
Knowledge 31-40 25 5.0 0.5

41-50 7 50 2.49

51-57 2 4.5 0.12

58-74 1 50 0.85
Planning 20-30 19 4 bc -2.32 17.61 0.0071*

31-40 25 4C -0.49

41-50 7 5a 3.08

51-57 2 5abc 1.80

280


https://doi.org/10.9779/pauefd

PUIJE, 63, 271-306 [2025] N. Canli & T. Paker
https://doi.org/10.9779/pauefd. 1429378

58-74 1 4 abc -0.18
Monitoring 20-30 19 50b -0.79 15.77 0.003*
31-40 25 45b -0.85
41-50 7 50a 3.10
51-57 2 45ab 0.07
58-74 1 4.0 ab -1.87
Evaluating 20-30 19 4.0 ab -1.01 9.80 0.044*
31-40 25 4.0 ab -0.22
41-50 7 50a 2.54
51-57 2 4.0 ab -0.44
58-74 1 35b -1.34
Total 20-30 19 4b -3.63 69.62 0.000*
31-40 25 4b -1.26
41-50 7 5a 7.37
51-57 2 4b -0.24
58-74 1 4b -0.55

*p< .05

Table 4 presents the results of the levels of ISELTS Metacognitive
Awareness in terms of gender variable. By examining the Kruskal Wallis
H test results in Table 4, we can observe significant differences between
male and female teachers’ opinions about declarative (X =4.98, P =.059)
and conditional knowledge (X =5.10, p=.024) and the total inventory (X
=7.10, P =.008) in favor of male teachers. On the other hand, the teachers’
opinions on procedural knowledge (X =1.86, P =173), planning (X =0.12, P
=.732), monitoring (X =0.02, P =.901) and evaluation (X =0.35, P =.552) has
not changed according to gender variable. Male teachers show a higher
level of MS regarding the total and sub-dimensions of inventory than
female teachers, as shown in the medians.

Table 4

The Results of Teachers’ Metacognitive Awareness in terms of Gender
Variable

Sub- Gender N Median Z X o
Dimensions
Declarative Male 1k 5 1.89 498 0.059*
knowledge

Female 43 5 -1.89
Procedural Male 1k 5 1.25 1.86 0.173
knowledge

Female 43 4 -1.25
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Conditional Male 1k 5 2.02 510 0.024*

knowledge
Female 43 4 -2.02

Planning Male n 45 0.32 012 0.732
Female 43 4 -0.32

Monitoring Male n 5 -0MNn 0.02 0.901
Female 43 5 on

Evaluation Male 1k 4 0.55 0.35 0.552
Female 43 4 -0.55

Total Male 1k 5 2.41 7.10 0.008*

Inventory
Female 43 4 -2.41

pP*<0.05

Table 5 presents the results of the levels of ISELTS Metacognitive
Awareness in terms of education variable. In examining the Kruskal
Wallis H test results in Table 5, there are significant differences between
the opinions of teachers’' conditional knowledge (X =7.08, P=.029) while
there is no significant difference in their declarative knowledge (X =0.09,
p=.954) or procedural knowledge (X =235, P =309). In addition,
significant differences are observed in planning (X =7.02, P =.030),
monitoring (X =14.22, P =.001), and the total inventory (X =20.65, P =.000)
while there are no significant differences in evaluating (X =5.54, P =.063).
The non-parametric Mann-Whitney U test was applied to determine
which education variable differed significantly according to the sub-
dimensions and total inventory. By examining the medians in Table 5,
the teachers who have a PhD degree have significantly lower opinions
of conditional knowledge, planning, monitoring, and total inventory
compared to teachers who have their bachelor's and master’'s degrees.

Table 5

The Results of Teachers’ Metacognitive Awareness in terms of Education
Variable

Sub- Education N Median Z X P
Dimensions

Declarative Bachelor's 36 5 0.22 0.09 0.954
Degree

knowledge
Master's 16 5 -0.15
Degree
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Procedural

Knowledge

Conditional

Knowledge

Planning

Monitoring

Evaluating

Total

Doctors
Degree

Bachelor’s
Degree

Master's
Degree

Doctors
Degree

Bachelor’s
Degree

Master's
Degree

Doctors
Degree

Bachelor’s
Degree

Master's
degree

Doctors
Degree

Bachelor’s
Degree

Master's
Degree

Doctors
Degree

Bachelor’s
Degree

Master's
Degree

Doctors
Degree

Bachelor’s
Degree

Master's
degree

2

36

16

36

16

36

16

36

16

36

16

36

16

N. Canh & T. Paker

5

4.5

4.0

4.0

50a

40a

35b

4 ab

4b

45 ab

50a

35b

5a

5a

283

-0.19

115

-0.73

-1.10

1.59

-0.75

-215

1.87

-1.08

-2.04

-1.26

2.40

-2.65

-0.63

1.40

-1.81

118

0.48

2.35

7.08

7.02

14.22

554

20.65

0.309

0.029*

0.030*

0.001*

0.063

0.000*
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Doctors 2 4 b -4.11
Degree

*p< .05

Table 6 presents the results of the levels of ISELTS Metacognitive
Awareness in terms of teaching experience variable. As indicated in
Table 6, the teaching experience of teachers has no effect on the
procedural knowledge (X =5.66, p=.226), monitoring (X =5.31, p=.257),
evaluation (X =5.87, p=.209) while it has an effect on the declarative
knowledge (X =15.21, p=.004), conditional knowledge (X =10.84, p=.028),
planning (X =19.99, p=.001) and the total inventory (X =48.52, p=.000). The
non-parametric Mann-Whitney U test was performed to find the source
of the difference and revealed a significant difference in favor of
teachers with more than 15 years of experience regarding their
declarative knowledge, conditional knowledge, planning and total
inventory.

Table 6

The Results of Teachers’ Metacognitive Awareness in terms of Experience
Variable

Sub- Teaching N Median Z X P
Dimensions Experience

Declarative 1-3 years 9 5ab -0.53 15.21 0.004*
Knowledge

4-6 years 7 4 Db -2.60

7 -9 years 13 5ab -0.74

10-15years 12 5ab 1.25

15 + years 13 5a 2.03
Procedural 1-3years 9 4 0.37 5.66 0.226
Knowledge

4-6 years 7 4 -1.06

7 -9 years 13 4 -0.14

10-15years 12 4 -1.21

15 + years 13 5 1.82
Conditional 1-3years 9 4 ab -0.43 10.84 0.028*
Knowledge

4-6 years 7 4 Db -1.86

7 -9 years 13 5ab -0.03

10-15years 12 5ab -0.75
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15 + years 13 5a 2.60
Planning 1-3 years 9 4 ab 0.66 19.99 0.0071*
4-6 years 7 4 Db -2.50
7 -9 years 13 4 b -1.70
10-15years 12 4b -0.36
15 + years 13 5a 3.45
Monitoring 1-3 years 9 50 -0.01 5.31 0.257
4-6 years 7 4.5 -1.17
7 -9 years 13 4.5 -0.04
10-15years 12 4.5 -0.87
15 + years 13 50 1.80
Evaluating 1-3years 9 4 -0.71 5.87 0.209
4-6 years 7 4 -11
7 -9 years 13 4 0.63
10-15years 12 4 -0.95
15 + years 13 5 179
Total 1-3 years 9 4 b -0.24 48.52 0.000*
4-6 years 7 4 C -4.20
7 -9 years 13 4 Db -0.80
10-15years 12 5bc -1.21
15 + years 13 5a 548

*p< .05

Qualitative Findings

Awareness and Understanding of Metacognitive Strategies

In conducting qualitative analysis, we aimed to investigate the ways in
which ISELTs integrate metacognitive strategies into their teaching
practices and to identify the factors that influence their decision-
making processes when it comes to using these strategies. In
presenting our results, we summed up key ideas and, when relevant,
cited a small portion of their experts.

Declarative Knowledge
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The investigation into the Declarative Knowledge (DK) of ISELTs
revealed significant insights into their metacognitive awareness, self-
assessment practices, and the balance between emotional investment
and professional distance. Figure 1 represents the frequency of themes
related to DK which indicates the perceived importance of
metacognitive expertise in teaching (N = 4), self-assessment and
reflection (N = 3), time management and individualized attention (N =
1), and managing emotional investment while maintaining professional
distance (N = 1).

Figure1

Emerging Themes of Declarative Knowledge

Declarative Knowledge Frequency

1

AN

= Metacognitive Expertise in
Teaching

Self-Assessment and
4 Reflection

= Time Management and
Individualized Attention

m Emotional Investment and
Professional Distance

Based on the interviews, several key insights can be drawn. Firstly, four
ISELTs display a clear understanding of the concept of Metacognitive
Awareness and its role in facilitating student learning. For instance, T4
notes, “For me, a teacher is someone who should be able to use
metacognitive skills much better than anyone because teaching to
different people from different backgrounds is something to be
thought about in a very detailed way.” In addition, the necessity of
continuous self-reflection and MA for professional growth and
supporting student learning was evident. Te explains, “If | want to
support our students' development as lifelong learners, then | have to
commit to being a lifelong learner myself. Reflection helps us stay
creative and find meaning in the experiences we have in our
classroom. This ability to make meaning through reflection is an
essential part of our learning process.”

Furthermore, ISELTS' awareness of their own cognitive processes,
including planning, monitoring, and evaluating their teaching, was
found. Three ISELTs discussed they could recognize their strengths and
weaknesses through various means, such as self-evaluation, feedback
from colleagues and students, and reflection on teaching outcomes.
For instance, T3 stated “When assessing my strengths and weaknesses,
I rely on reflection, feedback from colleagues and students, and self-
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evaluation based on teaching outcomes.” However, balancing passion
for the profession with maintaining professional distance was
highlighted as both a strength and a potential weakness. T provides
an insightful perspective on this relationship by explaining “The passion
for my profession is undoubtedly my greatest strength. | believe it
reflects in each lesson and each talk | have with the students. They can
feel that | really want the best for them and try my best in each lesson,
which of course motivates them to also try hard or at least stay
disciplined.” This sentiment suggests that the teacher's deep
commitment and passion for teaching, which could be considered a
form of Metacognitive Awareness, positively influence her instructional
practices and student engagement. However, they also acknowledge
that this same passion can be a weakness, as they "struggle to maintain
professional distance” and often "take the problems from the
classroom home." This insight highlights the potential challenges
teachers may face where emotional and professional boundaries can
blur. On one hand, the teacher's Metacognitive Awareness —their
understanding and management of their own teaching processes—
enhances their effectiveness and fosters a motivating learning
environment. On the other hand, this deep emotional investment can
lead to burnout or difficulty in separating professional responsibilities
from personal life. This duality emphasizes the need for teachers to
cultivate strategies for self-care and boundary-setting while
maintaining their passion and commitment to their students.
Furthermore, it also implies that teacher training programs should
include not only instructional skills but also emotional resilience and
self-awareness to prepare educators for the multifaceted demands of
the profession.

Procedural Knowledge

In exploring Procedural Knowledge (PK), the focus shifts to the
techniques and strategies employed by teachers to facilitate student
learning. The data displayed in Figure 2 indicated a high frequency of
themes related to seeking professional development (N = 5),
multimodal approaches to teaching (N = 2), contextual considerations,
activating prior knowledge, student-centered approaches, adaptive
instruction, and technology-enhanced instruction (N = 2 each).
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Figure 2

Emerging Themes of Procedural Knowledge

Procedural Knowledge Frequency
= Professional Development

Multimodal Approach

Contextual Considerations

Activating Prior Knowledge

Five of the ISELTs have stated to continuously reflect on and develop
their pedagogical skills through participating in the Ministry of National
Education’s (MoNE) in-service training sessions, attending MOOCS,
seeking collegial feedback, and conducting self-assessment. ISELTs
selection of instructional techniques was also influenced by students’
learning styles, lesson content objectives, and age groups. Common
techniques included brainstorming to assess prior knowledge, role-play
to create realistic speaking environments, and visual aids to enhance
attention and vocabulary acquisition. Cooperative learning strategies
enabled students to collaborate and learn from one another, with
teaching methods primarily driven by specific learning objectives.

Furthermore, ISELTs displayed a keen awareness of the importance of
monitoring student understanding and adjusting instructional
approaches accordingly. T1 stated, “/ adapt the lesson to include more
interactive activities and visual aids, and extra video, which appeared
to lead to improved understanding and participation.” T2 echoed this,
noting, “If they have learned what | taught and have had fun from the
lesson and have taken an active role during the class, | get motivated
and don't look for other techniques. However, if they haven't learned
anything and, most importantly, if they get bored during the lesson, |
change my technique.”

Additionally, ISELTs expressed a strong commitment to ongoing self-
assessment and reflection to inform instructional decisions. As T3
noted, “I check my compliance with my annual and weekly lesson
plans as a priority. | evaluate the feedback | receive from students and
identify points that are not understood during the course and prepare
additional activities.” Tl elaborated, “Sometimes | question my method
when | see how much the students have learned from their feedback
or after a quiz on the lesson. | wonder if | explained the subject at the
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wrong time or started from the wrong point.” These statements
demonstrate the teachers' procedural awareness of the need to
continuously evaluate and adjust their teaching practices to improve
student learning outcomes.

In conclusion, the interview data suggest that ISELTs demonstrate a
high level of awareness regarding procedural strategies and their
importance in teaching practices. They actively participate in self-
reflection, monitor student comprehension, and modify instructional
strategies to improve the efficacy of lessons and facilitate student
learning.

Conditional Knowledge

The exploration of Conditional Knowledge (CK) highlighted the
strategies teachers employ to maintain motivation and adapt to
challenging environments. Key themes depicted in Figure 3 included
feedback-driven improvement (N=6), coping strategies (N=2), and
motivational strategies (N=2).

Figure 3

Emerging Themes of Conditional Knowledge

Conditional Knowledge Frequency

= Feedback-Driven Improvement
Coping Strategies

= Motivational Strategies

Five of the ISELTs reported on relying on feedback-driven
improvement. Those especially in disadvantaged schools, where they
often lacked adequate administrative and student support, relied on
strategies such as self-motivation, maintaining enthusiasm by seeking
inspiration from others, and focusing on their potential impact on
students. For example, Tl shared, “I work in a disadvantaged school,
and while in my previous schools, | could find administration and
students to motivate me, in this school there is none, so | feel
exhausted. | try to motivate myself by reading more, seeing people who
are doing good things in the world, contributing to science, and by
looking at the very few students who are open to learning in my little
world and in my area of influence.” This sentiment can underscore the
challenge of maintaining motivation in less supportive environments.
In such settings, teachers struggle to find inner strength and tend to
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external sources of inspiration to stay motivated. They often turn to
professional development, engaging with positive role models, and
reflecting on the broader impact of their work. The experience shared
by T1 highlights the emotional and professional toll of working in under-
resourced schools, as well as the resilience and dedication required to
continue making a difference in students lives despite these
challenges. In such circumstances, remembering one’s core purpose
and motivation for teaching is crucial for sustaining commitment. For
many educators, these moments of difficulty often mark the point at
which their initial passion and dedication for their profession can fade.
By keeping their core purpose in mind, teachers can reconnect with the
reasons they chose this career path in the first place—whether it's a
passion for education, a desire to make a difference in students' lives or
a commitment to personal growth and development. T2's approach
also highlights practical strategies for maintaining such motivation. She
states, “to motivate myself on challenging days, | often remind myself
of the potential impact | can have on students' lives and seek support
from colleagues, although this may not always alleviate all feelings of
demotivation. | remind myself that everything shall pass.” This
reflection helps reinforce their sense of purpose and can act as a
motivational boost. Additionally, seeking support from colleagues is
another strategy they employ. Engaging with peers not only provides
emotional support but also fosters a sense of community and shared
experience, which can be invaluable in overcoming feelings of
demotivation. However, T2 acknowledges that while these strategies
can be helpful, they may not eliminate feelings of demotivation. The
recognition that these feelings are temporary and that “everything
shall pass” serves as a reminder that difficulties are part of the journey,
and that perseverance is key. This mindset may help teachers to
navigate through tough periods with resilience, knowing that their
efforts and challenges are part of a larger, meaningful process. Overall,
maintaining a clear sense of purpose, leveraging support systems, and
adopting a perspective that challenges are temporary are strategies
that seem to contribute to sustaining commitment and enthusiasm in
the teaching profession and support their CK of knowing “when” and
“‘why”.

Planning

ISELTS' planning strategies involved considering various factors to set
teaching goals and incorporate new knowledge into lessons. The data
illustrated in Figure 4 indicated a high frequency of themes related to
contextual factors and curriculum alignment were observed with equal
frequency (N = 3 each).
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Figure 4

Emerging Themes of Planning

Planning Frequency

= Contextual Factors

Curriculum Alignment

ISELTs expressed setting specific goals by considering curriculum
objectives, student needs, and feedback from previous lessons. In
addition, time constraints and student diversity were stated to make
goal-setting difficult as it necessitated different teaching styles for each
class. In addition, professional development and involving students in
setting class goals were also highlighted as critical components of
effective planning.

Three ISELTs expressed that when planning and setting specific
teaching goals for their lessons they consider a range of factors,
including class demographics, academic levels, and the depth of the
subject matter. T3 shared, “I determine the lesson objectives based on
the curriculum.” Furthermore, time constraints and student diversity
affect goal-setting processes as each class requires different teaching
styles. T1 expressed her frustration by stating, “Time limits and student
diversity affect my goal-setting process because each class needs
different teaching styles which sometimes feels like a burden.” In a
similar vein, T6 underscores the importance of “involving students in
setting class goals” to align teaching with students’ interests and needs
but adds, “.. [it] can sometimes be difficult because students’ interests
and needs are constantly evolving, making it challenging to keep goals
relevant and achievable. Also, balancing diverse student needs while
maintaining a coherent and effective instructional strategy requires
careful planning and flexibility, which can be demanding considering
our workload”". These excerpts reflect the ongoing struggle and
complexity to balance the demands of varied teaching approaches
within the constraints of limited instructional time.

Monitoring

ISELTS' monitoring strategies involved adjusting teaching for classroom
management and student learning. Figure 5 represents the themes
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identified which consist of pacing and time management (N=3), goal
setting and learning plans (N=2), and monitoring student
comprehension and engagement (N=2).

Figure 5

Emerging Themes of Monitoring

Monitoring Frequency

= Pacing and Time Management
Goal-Setting and Learning Plans

= Monitoring Student
Comprehension and Engagement

The interviews revealed diverse strategies for monitoring pacing and
time management during classes. One prominent theme that
emerged is the significant role of experience in enhancing
metacognitive skills related to time management. For example, T4
correlated the role of experience to their high level of metacognition in
effectively managing time noting that their perception of time has
improved considerably with experience. She explained, “Since my
perception of time has improved and also with the experience gained
over the years, | can manage time in my mind, which is a skill of
metacognition.” This insight highlights the importance of experiential
learning in developing an intuitive sense of time management. This
internalized sense of timing can enable teachers to pace lessons more
fluidly and adaptively, ensuring that each part of the lesson receives
appropriate attention without the need for frequent clock-checking.

Furthermore, another recurring theme across the interviews was the
adjustment of teaching techniques Iin response to student
comprehension and engagement. T2 elaborated on the critical role of
observing body language, asking questions, and providing additional
explanations or examples to ensure students' understanding. Teachers
recognized that not every lesson might be highly engaging and were
willing to try different approaches when students struggled or became
bored. T1 stated the following, “some of the new knowledge | acquire
may not be suitable for the standards of my school,” and described a
process of incorporating them into their teaching by experimenting,
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observing whether it is effective, and making necessary adjustments.
These real-time adjustments are pivotal for maintaining student
engagement and facilitating comprehension. T2 elucidated, “I adjust
teaching techniques based on student comprehension and
engagement which involve observing body Ilanguage, asking
questions, and providing additional explanations or examples.” This
adaptive approach, where teachers continuously adjust their
techniques based on real-time feedback from students, can foster an
interactive and responsive classroom environment by allowing
teachers to form a bridge with their students on where they are in their
learning journey, making education more effective and personalized.

Evaluation

In examining the evaluation strategies of the ISELTs, key themes
included adapting instructional approaches (N=5), holistic evaluation,
formative assessment integration (N=3), and questioning effectiveness
(N=2).

Figure 6

Emerging Themes of Evaluation

Evaluation Frequency

» Adapting Instructional Approach
Formative Assessment Integration

= Questioning Effectiveness

From the ISELTs interviews, adapting instructional approaches stands
out as a fundamental strategy in the process of evaluation. This strategy
is grounded in the continuous reflection and modification of teaching
methods based on student feedback and performance. For example, T2
underscores the importance of “considering curriculum objectives,
student needs, and feedback from previous lessons” when establishing
teaching goals. This approach highlights the dynamic nature of
effective teaching, where goals are not static but evolve based on
ongoing feedback. This adaptability ensures that instructional methods
remain relevant and effective, catering to the diverse needs of students.

Furthermore, the integration of formative assessment is another
prominent theme across the interviews. Techniques such as quizzes,
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interactive activities, and technology-based tools were stated to be
employed to enhance student understanding and adjust teaching
strategies accordingly. For instance, T5 highlights the interplay
between “the level of the students and the coursebook” in shaping
assessment goals. This observation demonstrates aligning formative
assessments with both the students’ abilities and the instructional
materials used. Effective formative assessment goes beyond simply
measuring knowledge; it involves creating opportunities for students to
reflect on their learning process and engage in metacognitive
practices. Additionally, the effectiveness of questioning techniques is
noted as another strategy in evaluation. Although less frequently
mentioned, questioning seems to serve as a tool for ISELTs to examine
students' comprehension, stimulate discussion, and identify areas
where further instruction may be needed.

Discussion

The findings of this study offer a comprehensive understanding of
Metacognitive Awareness and integration of metacognitive strategies
among ISELTs by drawing on both quantitative and qualitative data.
Overall, the quantitative analysis reveals that ISELTs possess high levels
of Metacognitive Awareness, particularly in Declarative Knowledge. This
finding is consistent with previous research conducted with both pre-
service and in-service teachers (Batdi, 2016; Oz, 2016; Ozturk, 2020).
Declarative Knowledge relates to one's awareness and judgement of
one's own talents and performance; as a result, we may conclude that
the ISELTs in this study, show strong awareness of their own strengths,
weaknesses, and teaching performance. Furthermore, quantitative
findings indicated that the ISELTs exhibited the lowest levels in their
Metacognitive Awareness strategies of planning and evaluation.
However, in examining planning and evaluation strategies and their
influence on ISELTS' instructional practices, effective planning also
emerged as a critical aspect in qualitative findings. However, ISELTs
demonstrated knowledge on multiple evaluation strategies involving
continuous self-reflection and adaptation of instructional approaches
based on student performance. Additionally, formative assessments
and effective questioning techniques were key components, enabling
teachers to provide ongoing feedback and adjust their methods. In a
similar vein, research has shown that evaluation strategies such as
reflections focused on self-evaluation have positively influenced
teachers’ professional development (Amalia et al., 2020; Arslan, 2019;
Davis & McDonald, 2019; Mattew et al,, 2017; Tosriadi et al., 2018).

Quantitative analysis also revealed significant differences across
demographics. ISELTs aged 41-50 with more than 15 years of teaching
experience showed higher levels of Metacognitive Awareness. While
teaching experience did not significantly affect PK, monitoring, and
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evaluation, it had an impact on their declarative knowledge, conditional
knowledge, planning, and the overall inventory. In this vein, qualitative
findings also suggested that experienced teachers perceived to employ
monitoring strategies more effectively as they demonstrated an
intuitive sense of time management that allowed them to pace lessons
effectively without frequent clock-checking. These results hold
differences in comparison to research conducted by Bulut (2018) on the
metacognitive levels of classroom and preschool teachers. His study
showed that experience was not effective on procedural knowledge
and conditional knowledge or monitoring, evaluation, and the total
inventory, while it was effective on declarative knowledge and
planning. These inconsistencies suggest that further research using
similar data collection method with teachers working in a variety of
fields is needed to obtain comparable results. However, in overall
comparison we can infer from both of our data sets that ISELTs with
fewer years of experience had slightly lower Metacognitive Awareness
levels than the more experienced ISELTs. As a result, teacher education
programs should be enhanced by focusing on monitoring and
strengthening teacher trainees' competence in Metacognitive
Awareness, as well as fostering learners' self-regulation (Kallio, et al,,
2017).

Furthermore, in examining gender roles, some studies have
found that gender does not influence Metacognitive Awareness
(Memnun & Akkaya, 2009; Oz, 2016; Ozturk, 2020; Saricoban, 2015), other
researchers' findings (Bulut, 2018; Nahrkhalaji, 2014; Ustlnbas &
Alagozlu, 2021) contradict this, and the results of these studies vary in
terms of the significance of gender. The findings in our study have
shown male ISELTs to play a significant role and have greater
awareness in both the sub-dimensions and the total of the inventory.
As a result of this predicament, a more detailed study is required in this
area.

The qualitative analysis results uncover both favorable and
unfavorable features of the ISELTs' Metacognitive Awareness and its
impact on their approaches to teaching. Findings highlights the ISELT's
deep passion and commitment to their profession as a key strength
that favorably influence their teaching and student engagement. The
teacher's strong Metacognitive Awareness, or understanding and
management of their own teaching processes, is reflected in their
Procedural Knowledge through employing reflection techniques and
seeking professional development and their Conditional Knowledge by
employing various coping strategies in addition to their perceived
ability to foster a motivating learning environment for their students.
This supports previous studies indicating that teachers who possess
advanced Metacognitive Awareness in areas such as planning,
evaluation, and adjustment of teaching have a greater impact on the
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learning process (Griffith, Bauml, & Quebec-Fuentes, 2016; Ustlnbas &
Alagozla, 2021).

Nevertheless, qualitative analysis also uncovers potential
challenges that teachers face in balancing their professional and
emotional commitment to teaching. The teacher's acknowledgement
that their passion can lead to a struggle to "maintain professional
distance" and a tendency to "take the problems from the classroom
home" emphasizes the complex nature of teaching. This dichotomy
signals the need for teachers to develop strategies for self-preservation
and establishing limits, all while maintaining their passion for and
commitment to their students.

This conclusion aligns with prior research, which indicates that
ensuring wellness involves harmonizing personal and professional
aspects of life (Bhatt, 2023), suggesting that cultivating emotion
regulation skills might be an effective strategy for enhancing teacher
resilience and reducing potential burnout among EFL teachers (Li,
2023; Polat and iskender, 2018; Xie, 2021). In this vein, integrating social
and emotional instruction into pre-service EFL teacher education and
professional development programs may better prepare teachers for
the emotional demands of the profession (Donahue-Keegan et al., 2019;
Cochran & Peters, 2023).

Furthermore, the findings reveal that contextual factors such as
school setting, time constraints, and student diversity pose significant
challenges for teachers in their goal-setting processes. Each class
requires different teaching styles and balancing diverse student needs
while maintaining a coherent and effective instructional strategy
requires careful planning and flexibility. Teachers expressed frustration
at the burden of adapting their teaching approaches to meet the
evolving needs and interests of their students within the limited
instructional time available. This highlights the ongoing struggle that
teachers face in trying to personalize their instruction while adhering to
curriculum objectives and managing their workload. Prior research has
demonstrated a correlation between teacher self-efficacy and
contextual factors, such as the school climate student motivation,
workload, and lack of administrative support, and how these factors
influence their self-efficacy and hinder their Metacognitive Awareness
in the teaching process (Chen & Yeung, 2015; Knoblauch & Chase, 2015;
Ma & Cavanagh, 2018; UstUnbas & AlagozIU, 2021).

The implications of these findings are twofold. First, they suggest that
teacher training programs should not only focus on developing
instructional skills but also address the emotional and self-regulatory
aspects of teaching (King & Chen, 2019). Research has shown that pre-
service teachers have reported a disconnect between the theoretical
knowledge they were taught and the actual teaching practices they
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encountered (Ustlinbas & Alagozlu, 2021). Therefore, equipping
teachers with the necessary skills to develop emotional resilience, self-
awareness, and effective boundary-setting methods could help them
manage the complex challenges of their profession and reduce the
likelihood of experiencing burnout (Cochran & Peters, 2023; Li, 2023).

Secondly, the findings highlight the importance of providing teachers
with adequate support, resources, and professional development
opportunities to enhance their metacognitive awareness and
instructional planning skills. By assisting teachers to develop a higher
level of metacognitive awareness about their own teaching processes,
as well as strategies for adapting instruction to diverse student needs
within time constraints, educational institutions may enhance teachers’
capacity to provide more effective and personalized learning
experiences (Salari & Farahian, 2022).

Conclusion

The focus of this research was to explore the metacognitive awareness
levels of in-service English language teachers, understand how they
integrate metacognitive strategies into their teaching practices, and
identify factors influencing their decisions to implement these
strategies. Ultimately, the findings of this study emphasize the intricate
relationship between teachers' metacognitive awareness, their
instructional techniques, and the contextual circumstances that
influence their teaching experiences. While the teachers’ passion and
commitment are valuable assets, the findings also reveal the need for a
more holistic approach in their teacher training and support to address
the emotional and practical challenges they encounter. By nurturing
teachers’ metacognitive abilities and equipping them with the
requisite tools and methods, educational institutions can better
support teachers in delivering high-quality, student-centered
instruction that meets the diverse needs of learners. Teachers’
metacognitive awareness is still a relatively unexplored topic of
research where greater attention has been paid to students' and pre-
service teachers’ metacognitive awareness (Memnun & Akkaya, 2009;
Tanner, 2012; Oz, 2016).

Limitations and Suggestions for Further Research

Based on the findings of this study, several recommendations for
further research can be made. One notable limitation of this study is the
small number of participants and its focus on in-service English
language teachers, which may affect the generalizability of the results.
To address this issue, future studies could involve larger sample sizes
and different professions to enrich the literature regarding teachers'
metacognitive awareness. Additionally, our qualitative investigation
comprised of female in-service teachers, therefore, it is recommended
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that future research also include male in-service teachers to enhance
both the breadth and validity of the findings. Furthermore, employing
different methodologies could provide more comprehensive insights.
For example, observational and longitudinal studies could be
conducted to better understand teachers' metacognitive awareness
and the strategies they employ by comparing their classroom
performance with their perceived awareness. Research comparing pre-
service and in-service EFL teachers' metacognitive awareness is also
needed to understand differences and possible factors that may
improve language teaching and teacher education programs.
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