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Anahtar Kelimeler
Dil 6grenimi
Oz-diizenlemeli
ogrenme

Ogrenci Szerkligi
Ingilizceyi yabanct dil
olarak 6grenmek

oz
Calisma, Ingilizceyi yabanct dil olarak 6grenen
Sgrencilerin 6z-duzenlemeli 6grenme becerileri
ile cinsiyet ve Ingilizce yeterlilik diizeyi arasinda
anlamli  bir iliski olup olmadigini ortaya
ctkarmaya calismaktadir. Arastirmanin verileri
yogun bir hazirlik programinda 6grenim géren
96 temel ve 88 dst-orta dizey Ogrenciden
toplanmustir. Bu ¢alismada S2R  modelinin
Onerdigi  Bilissel, Duyussal, Sosyo-kiltirel
Interaktif, Meta-Bilissel, Meta-Duygusal, Meta-
Sosyo-kiiltirel Interaktif olmak tizere 6 alt
baslik altinda 35 maddeden olusan Oz-
Diizenlemeli Dil Ogrenme Stratejisi Kullanim
Olgegi ile veri toplanmistir. Verilerin analizi
SPSS 24 programi ve Bagimsiz degisken t testi
kullanilarak yapilmustir. Arastirmanin sonuglat,

ABSTRACT

The study tries to find out if there is a significant
relationship between self-regulated learning skills
of EFL students in terms of gender and English
proficiency level. The data of the research were
collected from 96 elementary and 88 upper -
intermediate level students studying in an intensive
preparatory program. The instrument used in the

study was The Self-Regulated Language Learning
Strategy Usage Scale which consists of 35 items
under 6 subheadings as Cognitive, Affective,
Socio-cultural Interactive, Meta-Cognitive, Meta-
Emotional, = Meta-Socio-cultural  Interactive,
suggested by the S2R model. Data analysis was
petformed using SPSS 24 program and
Independent variable t test. The results of the study
revealed that there was no difference between the

E:Xg‘iz;gslearmng iki Ogrenci grubu arasinda 6z dizenlemeli two student groups in terms of the use of self-
Self-regulated Ogrenme stratejilerinin kullanimi agisindan bir  regulated learning strategies. Based on the results
learning fark olmadigini ortaya koymustur. Elde edilen obtained, some inferences were made about
Learner autonomy sonuglara dayanarak Ggrencilerin sinif diginda  students becoming more autonomous by using
EFL learning Oz-dizenlemeli Ogrenme stratejilerini - self-regulated learning strategies outside the
kullanarak daha 6zerk hale geldikleri yoniinde — classtoom.
bazi ¢ikarimlarda bulunulmustur.
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Introduction

Learner autonomy is a widely investigated phenomenon, and it is explained as learners taking responsibility for
their own learning. As Andrade & Bunker (2009) state, central to the idea of autonomy is freedom of choice —
learners choose what, where, and how to learn and self-regulation offers learners the opportunity to become
autonomous. Learning is no more confined to classrooms so the physical "brick and mortar" classroom is losing
its domination as the place of learning (Nguyen, 2015:311). What is more, rapid developments in technology
and the usefulness of online learning have made distance education easy (McBrien et al., 2009) and enhanced
teachers' ideas on forming student-oriented and flexible learning environments (Becirovié¢ et al.,, 2021; Kim,
Hannafin, 2005). Contrary to face-to-face instruction, online education is learner-centered, and much
autonomous effort is needed for favorable outcomes (Artino, 2010).

It is highly probable that the three factors of language proficiency, language learning skills, and an intrinsic value
for learning the language could be the key to autonomous language learning: that being a situation where learners
enjoy what they do, feel in control of their own learning, and take steps to manage or regulate the subjects they
undertake to learn (Nakata, 2010). Hence, this study attempts to explore self-regulated language learning of two
groups of university level EFL students who are getting distance language education at the time of the study.

Literature Review
Self-regulated learning

Self-regulation can be defined as the thoughts, feelings and actions that are planned and adapted in order to
achieve the personal goals. Thus, self-regulated learning involves self-directed processes in which students
monitor, control and evaluate their affects, cognition and behavior (Pintrich, 2005). Self-regulated learning has
also been specifically defined as ‘the ability of learners to control the factors or conditions affecting their
learning’ (Dembo, Junge, & Lynch, 2006, p. 188). The cognitive element of self-regulation refers to the use of
learning strategies to understand and remember information; the metacognitive component is related to
planning, setting goals, monitoring, and evaluating; motivation involves self-motivation, taking responsibility
for one’s successes and failures, and developing self-efficacy, which results in increased effort and persistence;
behavior consists of seeking help and creating a positive learning environment for study (Dembo et al., 2000).
The concept of self-regulated learning places less emphasis on choices and more on leading learners toward
being effective without reliance on teacher structure. It focuses on how learners can take control of the learning
process.

One popular cyclical model discusses three distinct phases: Forethought and planning, performance monitoring,
and reflections on performance (Pintrich & Zusho, 2002; Zimmerman, 2000). During the forethought and
planning phase, students analyze the learning task and set specific goals toward completing that task. Next, in
the performance monitoring phase, students employ strategies to make progress on the learning task and
monitor the effectiveness of those strategies as well as their motivation for continuing progress toward the goals
of the task. In the final reflection on performance phase, students evaluate their performance on the learning
task with respect to the effectiveness of the strategies that they chose. During this stage, students also must
manage their emotions about the outcomes of the learning experience (Zumbrunn, 2011).

According to Zimmerman (1990), self-regulated learning is an endless cycle with a continuous feedback loop,
because self-regulated students can ‘select and use self- regulated learning strategies to achieve desired academic
outcomes on the basis of feedback about learning effectiveness and skill’ (p.6). On the basis of the learning cycle
phases, Zimmerman (1998) compares the attributes of naive or novice learners and skillful self-regulated
learners. Novice learners are trapped by the vicious circle characterized by unclear and distant goals, low self-
efficacy beliefs, unfocused plans, self-evaluation avoidance, low ability attribution, and negative self-reactions.
In contrast, skillful self-regulated learners are benefited by the virtuous circle (i.e. specific goals, high self-efficacy
beliefs, self-monitoring, strategy attribution, and positive self- reactions) that helps them to control their own
learning, select appropriate learning strategies, and motivate themselves without relying on teachers or other
external agents of instruction. Therefore, it is the teachers’ responsibility to help students understand and derive
the benefits of the cyclical self-regulatory phases and to deter them from negative self-reactions that lower self-
efficacy beliefs, as Zimmerman (2008) argues. There is a potential for self-regulated language learning research
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to offer teachers practical solutions on goal attainment and learning methods for both successful and
unsuccessful language learners in the EFL contexts (Nakata, 2011).

Self-regulated learning strategies

According to Oxford (2011) the Strategic Self-Regulation (S2R) Model is comprised of three major dimensions:
cognitive, affective and sociocultural-Interactive (SI).

e Cognitive Strategies help the learner construct, transform, and apply L2 knowledge. The S2R Model includes
six cognitive strategies as "Using the Senses to Understand and Remember, Activating Knowledge, Reasoning,
Conceptualizing with Details, Conceptualizing Broadly, and Going beyond the Immediate Data." (Oxford, 2011,
p. 46).

e Affective Strategies offer the learner some assistance with creating positive feelings and manner, and keep
motivated. There are two affective strategies in the S 2R Model which are "Activating Supportive Emotions,
Beliefs, and Attitudes, and Generating and Maintaining Motivation." (Oxford, 2011, p. 64)

e SI Strategies help the learner with communication, sociocultural contexts, identity, and power. They enable

learners to interact and collaborate with others, ask for help, maintain social interaction when knowledge gaps
occur as well. Three strategies included in the new model are "Interacting to Learn and Communicate,
Overcoming Knowledge Gaps in Communicating, Dealing with Sociocultural Contexts and Identities" (Oxford,
2011, p. 88). Apart from these three major strategies, three types of meta-strategies are included in each
dimension; metacognitive, meta-affective, and meta-SI strategies:

e Metacognitive Strategies provide the learner to control cognitive strategy use. These strategies are extremely
employed by proficient L2 learners at the whole stages of proficiency. There are eight metacognitive strategies
in the new model as "Paying Attention to Cognition, Planning for Cognition, Obtaining, and Using Resources
for Cognition, Organizing for Cognition, Implementing Plans for Cognition, Orchestrating Cognitive Strategy
Use, Monitoring Cognition, Evaluating Cognition" (Oxford, 2011, p.45).

e Meta-Affective Strategies facilitate learner control of affective strategy use. L2 learners are considered as both
being cognitive information-processing mechanisms and having certain feelings, beliefs, attitudes, and
motivations. The eight meta-affective strategies included in the model are "Paying Attention to Affect, Planning
for affect, Obtaining and Using Resources for Affect, Organizing for Affect, Implementing Plans for Affect,
Orchestrating Affective Strategy Use, Monitoring Affect, and Evaluating Affect" (Oxford, 2011, p. 63).

® Meta-SI Strategies enable the learner to control SI strategy use. There are eight meta-SI strategies as "Paying

Attention to Contexts, Communication, and Culture, Planning for Contexts, Communication, and Culture,
Obtaining and Using Resources for Contexts, Communication, and Culture, Organizing for Contexts,
Communication, and Culture, Implementing Plans for Contexts, Communication, and Culture, Orchestrating
Strategies for Contexts, Communication, and Culture, Monitoring for Contexts, Communication, and Culture,
and Evaluating Contexts, Communication, and Culture" (Oxford, 2011, p. 87).

“A self-regulating learner is theorized to be highly active cognitively and metacognitively” (Winne, 2011, p. 19).
Investigating the relationships between SRL and L2 proficiency, Fukuda (2018) states that there are six factors
that are significantly different between the low- and high-proficiency groups: (1) self-efficacy, (2) intrinsic goal
orientation, (3) task anxiety, (4) metacognitive strategies, (5) effort regulation, and (6) coping with problems.
Self-efficacy and intrinsic goal orientation are considered the cores of the SRL (Pintrich, 2000) that provoke the
cognitive strategies leading the process of SRL. On the contrary, test anxiety is known to have a negative
influence on achievement (Zheng & Cheng, 2018); the less anxious learners feel, the better scores they might
attain. As the results in Fukuda (2018) shows, less-proficient learners have significantly lower levels of self-
efficacy, intrinsic goal orientation, metacognitive strategies, effort regulation, and coping skills, and a higher
level of test anxiety.

In terms of the gender and SRL, Zimmerman and Martinez-Pons (1990) found differences across gender and
giftedness. Females significantly had higher goal-setting and planning, and keeping records and monitoring as
compared to males. Gifted students significantly had higher organization and planning, keeping records and
monitoring, seeking teacher assistance, and reviewing notes.
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When the studies in the literature are examined, it is seen that students with low language proficiency have
deficiencies in language learning, have low self-efficacy and have problems in self-evaluation, students with high
language proficiency have high self-efficacy, follow their learning and use various self-regulated learning
strategies (Kitsantas & Zimmerman, 2002). Therefore, this study aimed at investigating self-regulated learning
strategies of students with low language proficiency and high language proficiency to see if there is a difference
in their use of self-regulated learning strategies. This study tried to fill the gap in the literature by comparing
elementary and upper-intermediate EFL students studying in an intensive preparatory program at a state
untversity.

In the light of the studies mentioned above, this study tried to answer the following research questions:

1. What are the mostly used self-regulated learning strategies by elementary and upper intermediate level
EFL students in the prep class?

2. Is there a statistical difference in the use of self-regulated learning strategies in terms of gender?

3. Is there a statistical difference in the use of self-regulated learning strategies between elementary and
upper-intermediate level of EFL learners?

Methodology
Research design

The present research was designed as a descriptive study with a quantitative approach. The data were collected
from 96 elementary and 88 upper-intermediate level learners studying English in an intensive language learning
program of a state university via Strategic Self-Regulation (S2R) Model by Oxford (2011) and adapted by Koksal
and Dundar (2018).

Participants

The study was conducted in the 2019-2020 Spring Term at Anadolu University, School of Foreign Languages
(AUSFL). The programme is delivered in four language levels ranging from Beginner to Intermediate. These
levels are determined according to the Global Scale of English (GSE). The students are placed into these levels
by means of standardized tests prepared by AUSFL. The participants of the study were 96 students studying
English in elementary level (C) and 88 students in upper-intermediate level (A). The participants belonged to
Anadolu University and Eskisehir Technical University at the time of the study. Because of Covid 19, all students
were having distance education. The students were attending live lessons, watching videos related to course
topics, and following the updates via a learning management system peculiar to the university. Their ages ranged
from 18-21 (see Table 1).

Data Collection

The data were collected via a questionnaire that was adapted by Koksal and Dtndar (2018). The questionnaire
was sent to students in all elementary and upper-intermediate levels via Google forms. Although the
questionnaire was sent to 310 students, only 184 of them answered the questions.

The Instrument

The Strategic Self-Regulation (S2R) Model developed by Oxford (2011) and adapted by Koksal and Dtindar
(2018) was used as an instrument of the study. In the light of strategies proposed by Oxford's (2011) Model, 53
items were generated by the researcher and administered to 305 L2 learners studying at the department of FLE.
Subsequently, validity and reliability analyses of the scale were carried out on the collected data. Adapted Self-
Regulated L2 Learning Strategy Use Scale was composed of 35 items grouped into 6 factors as Cognitive
Strategies, Affective Strategies, SI Strategies, Metacognitive Strategies, Meta-affective Strategies, Meta-SI
Strategies, which are proposed by the S2R Model. The questionnaire also included a brief demographic
information to find out students’ department, age, gender and language level.
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Validity and reliability

The Cronbach's Alfa coefficient was calculated to determine the reliability of the scale. The model is found to
be at an acceptable level as the overall reliability of the measurement model is established by having a Cronbach’s
alpha statistic of .85. As a result of validity and reliability analyses of the scale, the final form of the instrument
was composed of a total of 35 items and designed as a 4-point Likert-type scale having “never (1), sometimes
(2), usually (3), and always (4)" options. There were no negative statements involved in the instrument. The Self-
Regulated L2 Learning Strategy Use Scale is a valid and reliable measuring instrument for finding out the self-
regulated L2 learning strategy use of language learners based on their own responses. Items of the scale aims to
determine the extent of strategy categories employed by L2 learners. As the total score that can be obtained
from the scale is 140; participants getting scores higher than 70 is considered as high strategy users; whereas
below 70 is regarded as low strategy users. Moreover, findings related to the reliability and validity results reveal

that the scale has a satisfactory structure to find out L2 learners' preferences about strategies (Koksal & Diindar,
2018).

Table 1. Demographic Information

Category N Yo

18 18 9,8

19 65 35,3
Age

20 68 37,0

21 and above 33 17,9

Male 102 55,4
Gender

Female 82 44,6

A 88 47,8
Level of Prep School

C 96 52,2

1st year 162 88,0
Year at Prep School

2nd year 22 12,0

o Anadolu University 65 35,3

University . - . -

Eskisehir Technical University 119 64,7

Engineering Faculty 70 38,0

Administration and Economy Faculty 31 16,8

Science Faculty 24 13,0
Faculty . :

Communication Science Faculty 19 10,3

Aviation Faculty 12 6,5

Other 28 15,4

Administration 15 8,2

Chemistry 15 8,2

Economy 14 7,6

Electrical Engineering 12 6,5

Material Science Engineering 11 6,0
Department* — - -

Civil Engineering. 11 6,0

Public Relations and Advertising 10 5,4

Environmental Engineering 9 4.9

Industrial Engineering 8 43

Statistics 7 3,8

Note. The 10 departments with the most students enrolled
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Data Analysis

In order to evaluate the self-regulated foreign language learning strategies of English preparatory class university
students, the data collected through Google forms were entered into the IBM SPSS Statistics 24 program and
made ready for data analysis. First, the students' self-regulated foreign language learning strategies use scale
scores were analyzed on an item basis, and the mean and standard deviation values were calculated. Whether
the scale scores showed a normal distribution or not was also determined. Z values were found by dividing the
kurtosis-skewness values of the data by the standard error values. For the data to show normal distribution, Z
values for n<50 were -1.96<2<1.96; For 50<n<300, it was expected to be -3.29<Z<3.29 (Kim, 2013). In
addition, the data were analyzed by normality test. Since it was stated that the Shapiro-Wilk test could be used
for 3<n<5000 (Royston, 1995), the Shapiro-Wilk test results of the data were taken into account. In addition,
scatter charts of the data were created. Whether the data showed a normal distribution or not was determined
by looking at the kurtosis-skewness Z values, the results of the Shapiro-wilk test and the distribution graphs
together. The kurtosis-skewness Z values of the data and the Shapiro-Wilk test results are given in the findings
section. While students' self-regulated foreign language learning strategies usage scale scores, gender and
preparatory class levels were analyzed with the T test, scale scores and ages were analyzed with the Kruskal-
Wallis test.

Findings and Discussion

When the data collected within the scope of this quantitative research aiming to evaluate the self-regulated
foreign language learning strategies of English preparatory class students were analyzed, findings were obtained
about the self-regulated foreign language learning strategies used by the students and how the level of use of
these strategies differed according to demographic variables.

The first research question aimed to find out the Self-regulated learning strategies of elementary and upper-
intermediate level learners.

Table 2. Average Scores of Self-Regulated Language Learning Strategy Usage Scale

Total Scores Item Scores

X Sd. X Sd.
Cognitive Strategies 7,94 1,91 2,65 0,64
Affective Strategies 8,88 1,69 2,96 0,56
Socio-Cultural Interactive Strategies 13,61 2,65 2,72 0,53
Meta Cognitive Strategies 27,82 4,58 3,09 0,51
Meta- Affective Strategies 27,86 5,79 2,79 0,58
Meta-Socio-cultural Interactive Strategies 14,90 3,08 2,98 0,62
Total 101,01 14,69 2,89 0,42

When Table 2 is examined, "metacognitive strategies” used by students have the highest average score (X=3.09;
Sd.=0.51), while “cognitive strategies” have the lowest average score (X =2.65; Sd.= 0.64). In addition, it is seen
that the total item average of the students' scores is 2.89 (X=2.89; Sd.=0.42). Accordingly, it can be said that
the level of using self-regulated foreign language learning strategies of participating students is at a high level.

Before making the analyzes to reveal the relationships between the students' self-regulated foreign language
learning strategies use scale scores and demographic variables, the kurtosis-skewness Z values of the data, the
results of the Shapiro-wilk test, and the distribution charts were revealed. It was accepted that the total and
subscale scores of the self-regulated foreign language learning strategies usage scale showed a normal
distribution by evaluating the skewness Z, kurtosis Z, and Shapiro-wilk p values together according to the
categories of the gender variable. Then, it was seen that the total and subscale scores of the self-regulated foreign
language learning strategies usage scale show a normal distribution by evaluating together the skewness Z,
kurtosis Z and Shapiro-wilk p values according to the preparatory class levels.
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The findings obtained as a result of the analyzes made between the students' self-regulated foreign language
learning strategies use scale scores and the variables of gender and preparatory class level are given in Tables 3

and 4.
Table 3. T-Test Results Between Self-Regulated Foreign Language Learning Strategies Use Scale and Gender

Gender N X Sd. t df P
Male 102 7,86 1,87

Cognitive Strategies -0,612 182 0,541
Female 82 8,04 1,97
Male 102 8,82 1,63

Affective Strategies -0,508 182 0,612
Female 82 8,95 1,78
Male 102 13,45 2,67

Socio-Cultural Interactive Strategies -0,932 182 0,352
Female 82 13,82 2,62
Male 102 27,40 4,61

Meta Cognitive Strategies -1,370 182 0,172
Female 82 28,33 4,51
Male 102 27,94 5,66

Meta- Affective Strategies -0,215 182 0,830
Female 82 27,76 5,98
Male 102 14,75 3,23

Meta-Socio-cultural Interactive Strategies -0,722 182 0,471
Female 82 15,09 2,89

Self-Regulated Foreign Language Learning pale 102 100,24 14,48

Strategies -0,798 182 0,426
Female 82 101,98 14,97

When Table 3 is examined, it is seen that there is no significant difference among the cognitive strategies
subscale, affective strategies subscale, socio-cultural interactive strategies subscale, meta cognitive strategies
subscale, meta-affective strategies subscale, meta-socio-cultural interactive strategies subscale and all scale scores
(p>0.05). With this result, it can be said that the self-regulated foreign language learning strategies used by the
students do not differ according to their gender.

Table 4. T-Test Results Between Self-Regulated Foreign Language Learning Strategies Use Scale and Prep Class Level

Level N X Sd. t df P
A Level 88 8,11 2,00
Cognitive Strategies 1,180 182 0,240
C Level 96 7,78 1,82
A Level 88 8,90 1,67
Affective Strategies 0,132 182 0,895
C Level 96 8,86 1,72
A Level 88 13,36 2,58
Socio-Cultural Interactive Strategies -1,231 182 0,220
C Level 96 13,84 2,70
A Level 88 2811 4,83
Meta Cognitive Strategies 0,847 182 0,398
C Level 96 27,54 4,34
A Level 88 2791 6,31
Meta- Affective Strategies 0,113 182 0,910
C Level 96 27,81 5,30
A Level 88 15,07 321
Meta-Socio-cultural Interactive Strategies 0,699 182 0,485
C Level 96 14,75 2,97
- ; ; A Level 88 101,47 16,31
Self- Re.gulated Foreign Language Learning 0,401 132 0,689
Strategies C Level 96 100,59 13,10
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When Table 4 is examined, it is seen that there is no significant difference among students' English preparatory
class levels and self-regulated foreign language learning strategies use, cognitive strategies subscale, affective
strategies subscale, socio-cultural interactive strategies subscale, meta cognitive strategies subscale, meta-
affective strategies subscale, meta-socio-cultural interactive strategies subscale and all scale scores (p>0.05).
Accordingly, it can be said that the self-regulated foreign language learning strategies used by the students do
not differ according to the preparatory class level.

The results of the study revealed that there was no difference between the two student groups in terms of the
use of self-regulated learning strategies. The students in both levels used a variety of self-regulated learning
strategies. The study's findings contrasted with previous studies that showed high-level language learners to be
more proficient at self-regulated learning strategies. For example, Mezei (2008) claimed that higher level
language learners are more aware of their learning processes, and they know how to regulate their learning
behaviors. From this point of view, it can be said that today's students are more autonomous, they can manage
their language learning outside the classroom, they are especially competent in the use of technology, and thus
they can plan, follow and evaluate their language learning themselves.

The participants of the study were getting language education online using ICT tools. Thus, technology-
enhanced learning environments provide opportunities for, and foster the development of, SRL abilities
(Carneiro, Lefrere, & Steffens, 2007); and on the other hand, technology-enhanced learning environments are
best used by learners with SRL abilities, and SRL enhances learning outcomes (Hannafin & Hannafin, 2010;
Winters, Greene, & Costich, 2008). This study revealed that the language learners were using technology to
engage in out-of-class activities to regulate different aspects of their language learning experience by watching
movies, serials, listening to songs, reading books and magazines and playing games.

In terms of the use of strategies, metacognitive strategies were found to be higher than other strategy types since
metacognitive strategies guide the planning, implementation, monitoring, and evaluation of cognitive
(cognition-regulating) strategies. As Oxford (2011) states metacognitive strategies were viewed as guiding the
use of all other strategies in the past. However, in a more articulated and more precise manner, meta-strategies
(meta-cognitive, meta-affective, meta-motivational, meta-social strategies) guide the use of cognitive, affective,
motivational, and social strategies, respectively. This finding is in line with Hamamct (2012) who carried out a
study with higher level language learners and stated that metacognitive strategies have the highest average
followed by cognitive strategies. Cognitive strategies were found to be the least used strategy types since they
involve strategies such as analyzing, comparing, synthesizing, and reasoning (e.g., figuring out a rule from
multiple instances of a linguistic feature). Since the students were getting online language education, they might
have had special training on using cognitive strategies.

Many studies (Barnard-Brak et al., 2010; Shea, Bidjerano, 2010) have shown that e-learning is highly learner-
centered, where learners have to suppose more autonomy and responsibilities as well. Finding that learners like
to interact is somehow expected as the nature of learning is social (Hamzi¢, Bec¢irovi¢, 2021), and during the
COVID-19, it is more likely that learners yearn for social relatedness owning to the physical lack of contact
from classmates and teachers (Wong, 2020).

In terms of the relationship between SRL use and gender, this study revealed that there are no significant
differences between the genders. This finding is in contrast with the study of Omur and Cubukcu (2017) who
found that female students had higher self-regulated points than male students in terms of the relationship
between self-regulation strategies and motivation levels. Altay & Saracaloglu (2017) also found that females use
self-regulated learning strategies and they are more inclined to make a plan, set an objective, use relevant
strategies, evaluate their work, and motivate themselves while learning. This contradictory finding may stem
from Covid-19 since all education was carried online, students had to interact online, they might have learned
how to regulate their own learning,.

Conclusions, recommendations and limitations

The aim of the study was to reveal the self-regulated learning strategies of elementary and upper-intermediate
level learners and to find if there was a significant difference in terms of the use of self-regulated learning
strategies between the two groups of English learners. Moreover, this study also aimed at investigating if there
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was a significant difference regarding the gender of the students. Results of the study indicated that there was
not a significant difference between the two groups of learners in terms of using self-regulated learning
strategies. Furthermore, there was not a significant difference between the two groups of learners regarding
their gender.

Based on the results, some implications were mentioned in terms of training learners to be autonomous by
applying self-regulated language learning strategies outside language classes. Firstly, giving explicit instruction
on the use of self-regulated learning strategies may be beneficial for L2 learners especially on the use of ICT
tools for self-regulated language learning under the umbrella of metacognitive strategies (Sahin-Kizil & Savran,
2016). There is also a need to conduct studies to determine what sort of training is needed and how it should
be carried out (Celik, Arkin & Sabriler, 2012). Furthermore, applying online tasks and projects that enhance
learner autonomy and encourage the use of strategies can be done. This study can also be enlarged through new
research studies that analyze the relationships between self-efficacy, SRL and academic achievements. Moreover,
new research studies can be designed by applying different types of data collection methods. In addition,
longitudinal studies on how autonomous learning and self-regulation processes evolve and change in the course
of language learning may shed new light on the dynamic nature of these constructs (I ormos and Csizer,
2014). As Mezei (2008) states, more classroom-based studies are needed to determine how students can start to
become self-regulating and autonomous, and how far this capacity is teachable because, according to McKeachie
(2000), “new self-regulatory skills are difficult to perfect. But with practice these skills can become habitual”
Teachers can also be of assistance to students in various ways: either with the help of motivational strategies
(Dérnyed, 2001), scaffolding their learning by teaching learners what self-regulation is through collaborative
project work (Randi & Corno, 2000), or providing students with an ample amount of practice and feedback
(Winne, 2011). Furthermore, students need to be encouraged throughout the learning process so that they can
become more self-regulated and autonomous — as Dérnyei (2005) points out, it is not automatic for learners to
take ownership of their actions; they need to be supported. Teachers, undoubtedly, play a very important role
in transforming students into highly self-regulated or autonomous learners (T'suda & Nakata, 2013).

Last but not the least, understanding the strategy use of L2 learners can make language educators become aware
of their learners' way of dealing with the target language, and language education programs can be designed
according to learners' need on this issue.

The suggestions that can be drawn from the study are that language educators can directly teach and model the
use of all types of self-regulated learning strategies in language teaching, train students on their own work and
give them feedback, and enable students to use all types of self-regulated learning strategies, especially cognitive,
affective and sociocultural-Interactive (SI) ones and independent work through reflective practices. Thus, L2
learners can gain awareness on the use of self-regulated learning strategies.

This study has several limitations. Firstly, the study was designed as a descriptive study with a quantitative
approach. The data were collected from 96 elementary and 88 upper-intermediate level learners studying English
in an intensive language learning program of a state university via Strategic Self-Regulation (S2R) Model by
Oxford (2011) and adapted by Koksal and Dundar (2018). The data of the study might have been collected
from students with different levels of language proficiency. Secondly, the data were collected via an online
questionnaire. Interviews might have been carried out with students in terms of using self-regulated strategies.
Lastly, the researcher did not apply a qualitative data collection process. More triangulated qualitative research
connected to learning processes could play an increasingly significant role in investigating self-regulated language
learning strategies. Eliminating these limitations can contribute to forthcoming research studies.
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GENISLETILMIS OZET

Ogrenen 6zerkligi genis capta arastirilan bir olgudur ve égrenenlerin kendi 6grenmelerinin sorumlulugunu
almast olarak acgiklanmaktadir. Andrade ve Bunker'in (2009) 6zerklik fikrinin merkezinde se¢im Ozgtrligi
oldugunu belirttigi gibi; 6grenciler neyi, nerede ve nasil 6greneceklerini segerler ve 6z diizenleme 6grencilere
6zerk olma firsatint sunar. Oz diizenleme, kisisel hedeflere ulasmak icin planlanan ve uyarlanan diisiince, duygu
ve eylemler olarak tanimlanabilir. Dolayistyla 6z-diizenleyici 6grenme, 6grencilerin kendi duygulanimlarin,
bilislerini ve davranislarini izledikleri, kontrol ettikleri ve degerlendirdikleri 6z-yonetimli siiregleri icerir (Pintrich,
2005). Oz-diizenleyici 6grenme ayni zamanda 6zel olarak '6grencilerin 6grenmelerini etkileyen faktétleri veya
kosullari kontrol etme yetenegi' olarak da tammlanmaktadir (Dembo, Junge ve Lynch, 2000, s. 188).

Literatiirdeki ¢alismalar incelendiginde dil yeterliligi diistik 6grencilerin dil 6grenmede eksiklikleri oldugu, 6z
yeterliklerinin disiik oldugu ve 6z degerlendirmede sorunlar yasadiklari, dil yeterliligi yiiksek olan 6grencilerin
Oz yeterliklerinin yitksek oldugu, 6grenme ve cesitli 6z diizenlemeli 6grenme stratejilerini kullandiklar
gorilmiustir (Kitsantas ve Zimmerman, 2002). Dolayisiyla bu ¢alismanin amact bir devlet iniversitesinin yogun
hazirlik programinda 6grenim géren temel ve orta-uist diizey 6grencilerinin 6z-diizenlemeli 6grenme stratejileri
kullanimlarint karsilastirmaktir.

Bu arastirma nicel yaklasima sahip betimsel bir ¢alisma olarak tasarlanmistir. Veriler, bir devlet Gniversitesinin
yogun dil 6grenme programinda Ingilizce Ggrenimi goren 85 temel ve 105 dst-orta seviyedeki 6grenciden
Stratejik Oz Diizenleme (S2R) Modeli ile Oxford (2011) tarafindan gelistirilen ve Kéksal ve Diindar (2018)
tarafindan uyarlanan bir anket araciligi ile toplanmustir. Oz Diizenlemeli ikinci dil Ogrenme Stratejisi Kullanim
Olgegi, S2R Modeli tarafindan 6nerilen Bilissel Stratejiler, Duyussal Stratejiler, SE Stratejileri, Ustbilissel
Stratejiler, Ust Duyussal Stratejiler, Meta-SI Stratejileri olmak iizere 6 faktérde gruplandirilmis 35 maddeden
olusmustur. Ankette ayrica 6grencilerin bolim, yas, cinsiyet ve dil seviyelerini 6grenmeye yonelik kisa bir
demografik bilgi de yer almustir.

Aragtirma 2019-2020 Bahar Déneminde Anadolu Universitesi Yabanci Diller Yiiksekokulu'nda (AUSFL) Kovid
19 nedeniyle uzaktan egitim goren 6grencilerle yapilmustir. Uzaktan 6grenim siiresince 6grenciler tiniversiteye
Ozel bir 6grenme yOnetim sistemi Uzerinden canli derslere katiip, ders konularyla ilgili videolar izleyip
giincellemeleri takip etmislerdir.

Anket Google formlari araciligiyla tim temel ve orta-lst seviyedeki 6grencilere génderilmistir. Anket 310
6grenciye gonderilmis olmasina ragmen bunlardan sadece 184'4 sorulart yanitlamustir.

Arastirmanin sonuglari, iki 6grenci grubu arasinda 6z diizenlemeli 6grenme stratejilerinin kullanimt acisindan bir
fark olmadigini ortaya koymustur. Her iki seviyedeki 6grenciler cesitli 6z-dlzenlemeli 6grenme stratejileri
kullanmuslardir. Arastirmanin bulgulary, tist diizey dil 6grenenlerin 6z-diizenlemeli 6grenme stratejilerinde daha
yetkin olduklarini gsteren 6nceki ¢alismalarla ¢elismektedir. Glinimiiz 6grencilerinin daha 6zerk olduklari, dil
ogrenimlerini sinif disinda da yonetebildikleri, 6zellikle teknoloji kullaniminda yetkin olduklari ve bu sayede dil
6grenimlerini kendilerinin planlayip takip edebildigi ve degerlendirebildigi séylenebilir.

Arastirmanin katihimeilart dil egitimini BIT araglarini kullanarak cevrimici olarak almakta olduklarindan
teknolojiyle zenginlestirilmis 6grenme ortamlart 6z dizenlemeli 6grenme yeteneklerinin gelistirilmesi igin
firsatlar saglar ve bu becerilerin gelisimini tesvik eder (Carneiro, Lefrere ve Steffens, 2007). Ote yandan,
teknolojiyle zenginlestirilmis 6grenme ortamlart en iyi 6z-diizenlemeli 6grenme yeteneklerine sahip 6grenciler
tarafindan kullaniir ve 6z-diizenlemeli 6grenme, 6grenme sonuglarini gelistirir (Hannafin ve Hannafin, 2010;
Winters, Greene ve Costich, 2008). Bu calisma, dil 6grenenlerin film, dizi izleyerek, sark: dinleyerek, kitap ve
dergi okuyarak ve oyun oynayarak dil 6grenme deneyimlerinin farkli yonlerini diizenlemek icin siuf dist
etkinliklere katilmak icin teknolojiyi kullandiklarini ortaya ¢ikarmistir.

Strateji kullanimi acisindan ist-biligsel stratejilerin diger strateji tlrlerine gore daha yiiksek oldugu gérilmistir;
cunkd Ust-bilissel stratejiler bilissel (bilissel diizenleyici) stratejilerin planlanmasina, uygulanmasina, izlenmesine
ve degerlendirilmesine rehberlik etmektedir. Oxford'un (2011) belirttigi gibi, tist-bilissel stratejiler ge¢miste diger
tiim stratejilerin kullanmimina yol gésterici olarak goriilmekteydi. Ancak daha agik ve net bir sekilde meta stratejiler
(meta-bilissel, meta-duygusal, metamotivasyonel, metasosyal stratejiler) sirastyla bilissel, duygusal, motivasyonel
ve sosyal stratejilerin kullanimina rehbetlik eder. Bu bulgu, Hamamei'nin (2012) ist dizeyde dil 6grenenletle
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yaptigt arastirmada en yiliksek ortalamanin tist-bilissel stratejilerde oldugunu ve bunu bilissel stratejilerin izledigini
belirttigi bulgusu ile 6rtiismektedir. Biligsel stratejilerin, analiz etme, karsilastirma, sentezleme ve akil yiiriitme
(6rnegin, dilsel bir 6zelligin birden fazla 6rneginden bir kural bulma) gibi stratejileri icermesi nedeniyle en az
kullanilan durum  stratejisi tiirleri oldugu bulunmustur. Ogrenciler cevrimici dil egitimi aldiklart icin biligsel
stratejileri kullanma konusunda 6zel egitim almus olabilirler.

Bir¢ok calisma (Barnard-Brak ve digerleri, 2010; Shea ve Bidjerano, 2010), e-6grenmenin olduk¢a 6grenci
merkezli oldugunu ve Ogrencilerin daha fazla 6zerklik ve sorumluluk Gstlenmeleri gerektigini géstermistir.
Ogrenmenin dogast sosyal oldugundan (Hamzié¢ ve Bedirovié, 2021) égrencilerin etkilesimde bulunmaktan
hoslandiklarini bulmak bir sekilde beklenen bir durumdur ve COVID-19 sirasinda 6grencilerin sinif arkadaslar
ve 6gretmenlerle fiziksel temas eksikliginden dolay1 sosyal iliskilere sahip olmay: 6zlemeleri daha olasidir (Wong,
2020).

Oz diizenlemeli 6grenme kullanimi ile cinsiyet arasindaki iliski agisindan bu calisma, cinsiyetler arasinda anlaml
bir farklilik olmadigint ortaya koymustur. Bu bulgu, Omiir ve Cubuke¢u'nun (2017) 6z-diizenleme stratejileri ile
motivasyon diizeyleri arasindaki iligki agisindan kiz 6grencilerin 6z-diizenleme puanlarinin erkek 6grencilere gére
daha yiiksek oldugunu tespit eden galismasiyla celismektedir. Altay ve Saracaloglu (2017) da kadinlarin 6z-
diizenlemeli 6grenme stratejilerini kullandiklarini ve 6grenirken plan yapma, hedef belirleme, ilgili stratejileri
kullanma, islerini degerlendirme ve kendilerini motive etme konusunda daha yatkin olduklarini bulmuslardir. Bu
celigkili bulgu, Kovid-19'un ortaya c¢tkmasindan sonra tim egitimin cevrimici olarak gerceklestirilmesi,
Ogrencilerin ¢evrimici etkilesimde bulunmak zorunda kalmast ve kendi 6grenmelerini nasil diizenleyeceklerini
Ogrenmis olmalarindan kaynaklantyor olabilecegini akla getirmektedir.
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