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Abstract Key Words
The rapid transformations experienced in the world have reshaped the Cognitive coaching
purpose of education as raising individuals who can take responsibility for Self-efficacy
their own learning process. The changing focus of education has defined Supervision approaches

different roles for teachers and given them an ‘educational leader’ identity
beyond the teaching role. It has become very important for teachers to adapt
to these changes by supporting their professional development with
contemporary supervision practices. This study focused on the cognitive
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coaching and aimed to reveal whether the cognitive coaching, as a About Article
professional development tool that has an effect on the development of

English teachers' self-efficacy perceptions. For this purpose, the fourteen- Sending date: 26.03.2025
week Cognitive Coaching training program was applied to fifteen English Acceptance date: 18.07.2025
teachers working at a private school in Canakkale between September and E-publication date: 31.08.2025

December 2022. This research is a single case study based on a pre/post test
design and an embedded mixed method involving both qualitative and
quantitative analysis was used as the research method. The database of the
study was structured through the Teacher Self-Efficacy Scale (short form)
used as a quantitative data collection tool and reflective journals, audio
recordings of individual interviews with the coach, video recordings of
lessons taken from each teacher before and after the training, and data
obtained from the cognitive coaching training evaluation form used as a
qualitative data collection tool. The results of the research reveal that
cognitive coaching training has a significant effect on increasing teachers'
self-efficacy perceptions and in this context, the cognitive coaching approach
can be used as a functional tool.
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Introduction

The innovation era called Education 4.0, which emerged as a result of the changes and
transformations experienced in the world, has defined new roles and areas of responsibility for both
teachers and students in educational phenomena and contexts. In this period where student-centered
innovations are emphasized, students need to effectively acquire and develop the ability to use
cognitive thinking processes such as critical thinking, problem solving, analysis, and inference in order
to respond to the changing needs of society. In this context, it is seen that new roles and areas of
responsibility are defined for teachers in the process of training the targeted human resources in order
to adapt to the transformations required by the age. Therefore, it becomes very important for teachers
to construct and assume a new identity as an educational leader. This means that in this innovative age,
a number of innovation-based changes are taking place, such as creating flexible teachers who have a
high sense of self-efficacy in education and who can easily adapt to change, structuring lessons and
curricula in a way that attracts students' attention and according to student differences, and providing a
positive learning environment that allows students to make mistakes, take risks, and ask questions
during the learning process (Pilevne, 2024).

It can be stated that contemporary supervision approaches have come to the fore in order to
realize the changes and innovations created by the Education 4.0 approach in educational
environments and contexts. Therefore, it becomes very important for teachers to acquire and realize
the functionality of supervision approaches by developing effective teacher professional development
practices. In the context of Education 4.0, the evolving focus on learning management creates a new
area of struggle and responsibility for teachers in order to respond to changes in the social and
economic fields in the process of raising competitive and innovative individuals (Puncreobutr, 2016:
92-93). To achieve this, reflective supervision practices that enable teachers to self-evaluate their
teaching practices need to be applied to learning management (Goker, 2017:4). Because, teachers can
develop professionally as long as they care about their own teaching practices. In this respect, teachers'
increasing their own competence and effectiveness, developing their planning skills, and defining their
thinking processes and behaviors well can be considered as the necessary outcome of the 'learning'
process, which has become the focal point in education with the constructivist approach in parallel
with the changes in the field of education (Kaya & Demir, 2014: 67). In this sense, it can be stated that
the education of teachers, which is the basic element that turns individuals into independent and
autonomous learners in the education process, is becoming increasingly important.

In the light of this information, it can be argued that reflective supervision practices, in which
roles and relationships are restructured, allow for the reconceptualization of the traditional supervision
approach, in which the teacher is in a passive position and the hierarchical structure is rigidly shaped
during the supervision process (Goker, 2017:4). Reflective supervision approaches, seen as a tool for
change in the understanding of supervision, can be applied through different methods and practices in
different educational contexts (Hatton & Smith, 1995). In this study, the focus is on the cognitive
coaching approach as a control tool that enables teachers to become practitioners who can set goals,
define success indicators, choose appropriate teaching strategies and reflect them in their own teaching
experiences and how the cognitive coaching approach, as an innovative supervisory practice in teacher
supervision, can be applied as a resource in the development of teacher self-efficacy perception in
educational contexts is examined. Within the scope of the research, the phenomenon of self-efficacy
was addressed in three sub-scale dimensions, namely (i) student participation, (ii) instructional
strategies and (iii) classroom management, and the effect of the cognitive coaching approach on the
development of English teachers' self-efficacy perception was investigated in the context of these three
sub-scales.

Cognitive coaching helps teachers gain awareness, increase their self-esteem, become
informed about teaching methods and strategies, and develop a self-control mechanism during the
teaching process (Costa & Garmston, 2002). In teacher education, cognitive coaching, which provides
an institutional framework for the acquisition of thinking skills, has an important effect on the
development of teachers' cognitive awareness and reflective thinking skills (Demir & Doganay, 2009:
717). In the context of constructivist theory, cognitive coaching, as a model that does not include
criticism and judgment but aims to encourage developmental, reflective and best learning practices,
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not only mediates greater solidarity and cooperation among teachers, but also contributes to the
effective use of thinking and reflection skills in teachers' own professional lives (Costa & Garmston,
2014).

Cognitive coaching is a theoretically based approach that focuses on developing and
enhancing teachers' cognitive activities through planned, goal-oriented coaching conversations (Costa
& Garmston, 2002). The theoretical structure of cognitive coaching is influenced by Bandura's self-
efficacy, Koestler's holonomy idea, Jung's individualization principle, Moslow and Roger's humanistic
psychology theory, linguistics and neurolinguistics, while its theoretical foundations are based on the
work of the cognitive coaching center, Vygotsky's social constructivist theory, and Dewey's
structuralist theory (Maskey, 2009). Constructivist approaches are based on the process in which
knowledge is constructed and given meaning by the individual as a result of his/her interaction with
his/her environment, in which knowledge is continuously and socially constructed. Therefore, the
constructivist approach refers to how personal experiences are effective in the process of structuring
and making sense of knowledge (Knowles et al., 2005; Lambert, 2002; Wenger, 1998). Based on this,
it can be predicted that the cognitive coaching approach reflects the process through which teachers
realize their personal learning in the context of social interaction through coaching interviews and
coaching practices. Because teachers construct their identity as members of a learning community
during the coaching process and, as a result, they continuously construct knowledge in the social
environment they are in, within the framework of interaction, solidarity and cooperation (Chan &
Pang, 2006).

The main purpose of cognitive coaching is to increase teacher self-efficacy and effectiveness
and, in this sense, to create autonomous individuals with high cognitive abilities, who can self-
monitor, control and define their own development areas by creating cognitive awareness. At this
point, the cognitive coaching approach is an important and powerful resource for the teacher to
develop (i) self-monitoring, (ii) self-management and (iii) self-modifying skills (Costa & Garmston,
2002: 127). Self-monitoring is explained as the ability to engage in on-the-spot reflection and make
rational decisions to expand or contract the plan. Self-management refers to the ability to make
strategic plans, estimate indicators of success, and draw conclusions based on past experiences. Self-
modifying is defined as the ability to evaluate, analyze and create meaning from past experiences and
then apply the acquired knowledge to future experiences (Costa & Garmston, 2002). In this context,
the cognitive coaching approach aims to change teachers' perceptions, thinking processes, beliefs and
attitudes, not their behaviors, and thus helps teachers independently discover the areas they need to
improve in their own practices and specialize in these areas in the context of their own needs (Knowles
& Swanson, 2011).

In this context, the cognitive coaching approach includes the metacognitive monitoring
process, which mediates the individual to observe, reflect and experience his/her own cognitive
processes by activating metacognitive processes, and allows the individual to monitor the conscious
and unconscious decisions he/she makes regarding the outcomes of the observation process through
the metacognitive control mechanism (Perfect & Schwarts 2002: 4). Cognitive coaching includes
cognitive awareness strategies that support the development of cognitive awareness, which helps the
teacher focus on the thought processes surrounding the teaching process and practice, based on the
development of metacognitive control mechanisms such as critical thinking, planning, teaching,
reviewing, reflecting, monitoring, and using new methods and techniques (Costa & Garmston, 2002).
Regarding the purpose of the cognitive coaching approach, it is seen that cognitive awareness and
cognitive awareness strategies produce very effective results in processes such as valuing oneself,
being aware of the knowledge and abilities one has, and developing motivation and skills (Louca,
2003: 10). Studies investigating the development of cognitive awareness strategies within the scope of
cognitive coaching training reveal that teachers' success in thinking and teaching processes increases
and they can carry out self-management processes more effectively (Bloom et al., 2003; Costa, 1984;
Costa & Kallick, 2004; Garmston et al., 1993; Showers, 1985; Waddell & Dunn, 2005).

The cognitive coaching approach encourages teachers to think about their own teaching
practices through metacognitive mechanisms within the context of a reflective environment within the
scope of acquiring new skills and enables teachers to plan and reflect to develop cognitive awareness
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(Smith, 1997; 2-4). Thus, cognitive coaching enables an important resource for teachers to develop
self-control skills as a superordinate concept encompassing self-monitoring, self-management and
self-modifying skills and in this sense, it provides an important resource for teachers to develop the
ability to control and monitor their behaviors and tendencies in order to set and achieve goals as
qualified and determined individuals. The cognitive coaching approach includes a cycle consisting of a
number of components to develop the teacher's self-control skills in the context of a reflective
environment and to create a framework for development areas such as critical thinking, critical
reflection, planning, and problem solving within the scope of metacognitive skills. The coaching cycle
helps coachees identify their own development areas by providing reflective practices through a series
of questions directed to the teacher by the cognitive coach and a carefully prepared training plan.
When the coached person identifies and becomes aware of his or her own strengths and weaknesses,
the possibility of developing and maintaining similar techniques increases. The cognitive coaching
cycle includes three main components: planning, observation, and reflective interviewing (Costa &
Garmston, 2002).

(i) Planning: Planning is the first stage of the coaching cycle, in other words, it is the pre-
observation interview. At this stage, the coach first asks the mentee a number of questions to
determine the possible outcomes expected at the end of the cognitive coaching training process, to
determine the goals, problems and needs, and to decide which approaches should be followed to
achieve the determined goals. The function of the questions asked in the planning phase is to enable
the teacher to decide on the behaviors to be observed during the lesson observation and to make
inferences about what kind of data will be collected during the observation in order to see the success
and suitability of the lesson planned to be observed for the purposes (Costa & Garmston, 2002).

(ii) Observation: Secondly, the observation phase focuses on collecting data about the
strengths of the targeted lesson or activity. The main purpose at this stage is to give the mentee the role
of both researcher and experimenter, helping him/her understand the meanings and functions
underlying the actions or inactions (Costa & Garmston, 2002). During the observation phase, it is very
important for the coach to collect data and avoid subjective attitudes in this process so that the coach
can see the strengths or weaknesses of the targeted task or lesson. While the coach is collecting
findings regarding the teaching behaviors determined in the planning interview during the observation,
data collection tools such as video recordings and audio recordings can be used to support the
professional and personal development of the teacher (Costa & Garmston, 1994).

(iii) Reflection Interview: Finally, in the reflection interview, the coach asks the mentee a
number of questions to help the mentee rethink and evaluate what happened in the lesson during the
observation. At this point, the coach wants the teacher to share his/her impressions and experiences
during the lesson observation in order to reveal in-depth evaluations about himself/herself. Thus, the
teacher is expected to compare whether the events during the lesson observation coincide with the
goals determined in the planning meeting. Afterwards, the teacher analyzes the individual learning
experiences gained during the observation and identifies new methods and techniques that he/she can
apply to his/her future teaching life (Costa & Garmston, 2002). At this stage, reflective feedback has
very important functions on the process and the teacher's performance. Because evaluating a teacher
without quality and qualified feedback can prevent the teacher from creating and achieving meaningful
goals for their own professional development. In this respect, effective feedback not only helps
teachers set and achieve new goals in their professional development, but also contributes to an
increased source of internal motivation and professional skills (Feeney, 2007: 192). As a result of this
coaching cycle, teachers have the opportunity to see and evaluate their self-reflection and organization
skills through their own behaviors and develop their self-efficacy perceptions (Bandura, 1993, 2006).

Self-efficacy is defined as an individual's belief in his or her ability to organize and execute a
plan of action to manage possible situations (Bandura, 1986). Teacher self-efficacy is the belief of
teachers about their individual and collective abilities to influence student learning (Klassen et al.,
2011). In other words, it is the belief system that teachers have about how much they can influence the
learning process and success of their students and how much difference they can make (Tschannen-
Moran, 2014: 128). When teachers feel little efficacy or realize that their perception of efficacy is low,
this can result in blame, hopelessness, and helplessness. However, studies on self-efficacy reveal that
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teachers with a strong and high sense of self-efficacy spend more energy on their work, can define
more interesting and different goals, and are highly motivated. In this respect, studies have shown that
teachers with a high sense of self-efficacy develop the ability to struggle and persist for a longer period
of time against obstacles to failure (Tschannen-Moran & Hoy, 2001: 786-788). In this context, it is
argued that teachers with a high sense of self-efficacy are more effective and successful in transferring
new methods and techniques and educational practices to the classroom environment, are more willing
to develop their educational skills, and are more focused on professional development as individuals
with a positive attitude (Edwards, 2015; Goker; 2017).

Studies on self-efficacy perception in the literature reveal that teacher self-efficacy perception
is a powerful structure that affects teachers' development, motivation, and teacher behaviors regarding
student outcomes. These studies show that high self-efficacy perception produces important results
within the framework of different variables such as student success, classroom management skills, and
motivation (Ashton & Webb, 1986; Coladarci, 1992; Hoy & Wollfolk, 1993; Hoy & Spero, 2005;
Ross, 1992; Tschannen-Moran et al., 1998; Tschannen-Moran & Hoy, 2001; Tschannen-Moran,
2014). Similarly, studies examining the relationship between cognitive coaching and teacher self-
efficacy perception reveal that cognitive coaching is an effective and functional source in the
development of teacher self-efficacy perception and that teachers experience gains related to
professional development, such as reflecting on their own teaching practices, adapting to the needs
arising from student differences, producing solutions, developing cognitive awareness and self-
management skills (Batt, 2010; Costa & Garmston, 2002; Joyce & Showers, 2002; Van Veen et al.,
2012; Von der Bengh et al., 2015). However, it is seen that there are not many studies in the Turkish
literature where cognitive coaching is applied to teachers in the context of reflective supervision and
the effects of its results on the development of teacher self-efficacy perceptions are examined (Goker,
2020; Goker & Uriin Goker, 2021). In other studies where cognitive coaching is discussed, the effects
of cognitive coaching on students and school administrators are examined (Bulut, 2009; Ceylan, 2011;
Demir, 2009; Demir & Doganay, 2010; Demir & Bal, 2011; Duman, 2013) and in this respect, it is
seen that the studies in the Turkish literature mainly focus on cognitive coaching to increase the
success of students and school administrators. Therefore, this study aims to shed light on the gap in the
Turkish literature and to support teachers by activating their cognitive processes through a cognitive
coaching approach. It is thought that this study will contribute to the literature as it will enable
teachers to realize and improve their self-efficacy levels by applying reflective teaching activities.

This research is based on the argument that teachers who received cognitive coaching training
developed a higher level of self-efficacy perception as individuals with a greater level of cognitive
awareness. In other words, this study suggests that teachers who receive cognitive coaching training
are the agents who can provide the most effective opportunities and achieve change for both
themselves and their students in a way that meets the requirements of innovative learning and teaching
environments that have emerged with Education 4.0. Because the changing focus of education towards
the learning process with Education 4.0 gives teachers a new identity and different areas of
responsibility as 'educational leaders' beyond the teaching role. In this respect, it is understood that
determining effective strategies to support the development of teachers through supervision practices
in order to achieve success in education is very important within the scope of the realization of the
leadership role of teachers (Slinger, 2004: 29-30). Therefore, it is thought that the cognitive coaching
approach has an important function as an effective supervision and professional development tool for
the development of teachers' leadership skills within the scope of Education 4.0, in helping teachers
exhibit behaviors that can easily adapt to the requirements of the age, in acquiring different practices
in teaching methods and techniques, in developing different professional attitudes, knowledge and
perspectives, in strengthening their planning and classroom management skills, and in becoming
innovative individuals focused on continuous development and change.

In short, the cognitive coaching approach, as one of the most effective and useful resources in
the professional development process, provides support to teachers in self-discovery and new
professional experiences by activating their cognitive processes such as problem solving, critical
thinking, and reflection (Costa & Garmston, 2002; Eger, 2006). In this respect, based on the idea that
cognitive coaching is an important approach in increasing teachers' perceptions of cognitive and

171



Ceyda PILEVNE, Siileyman
Journal of Education, Theory and Practical Research 2025, Vol 11, Issue 2, 167-189 Davut GOKER

emotional competence needed both in the acquisition of new teaching practices and in the professional
development process, the aim of this study is to reveal whether the cognitive coaching approach has an
impact on the self-efficacy development of English teachers and whether it creates an awareness of
their own professional development and experiences on a cognitive level, within the framework of
Costa and Garmston's (2014) Cognitive Coaching model.

In light of this information, it is thought that the cognitive coaching approach, which is the
main subject of this study, creates a rigorous and strong professional development context in order to
increase the effectiveness of teachers both at academic and behavioral levels and to develop their
cognitive and emotional competence levels. In this context, based on the fact that cognitive
development and teacher self-efficacy perception are interrelated, the problem situation of this
research reveals the effect of the cognitive coaching approach, which provides teachers with an
effective and efficient learning experience so that they can adapt to the rapid changes in the education
process, on the development of English teachers' self-efficacy perception levels. In this context, the
research questions that were determined and answered in relation to the purpose of the study were
determined as follows:

1. To what extent does cognitive coaching affect the development of English teachers'
perception of teacher self-efficacy as a whole?

2. To what extent does cognitive coaching contribute to the development of English teachers'
perception of self-efficacy in the context of (i) student engagement; (ii) instructional
strategies and (iii) classroom management?

Method

In this study, a mixed method was used as a research method, which includes both qualitative
and quantitative research methods and includes the collection, analysis and combination of qualitative
and quantitative data, thus allowing to present different solution methods in a holistic framework in
the process of seeking answers to the research questions. Within the scope of the purpose and
questions of this research, taking into account the collection of qualitative and quantitative data, the
timing of analysis and the type of data given weight, a simultaneous embedded mixed methods design
was used, which included the collection and analysis of quantitative and quantitative data at the same
time. In this context, through the simultaneous embedded mixed method, the results obtained
separately from the quantitative and qualitative components were combined and analyzed. In this
respect, it was aimed to make sense of possible inconsistencies related to each research problem by
placing emphasis on ensuring the verification, support or cross-validation of the findings, to ensure
that the results are based on the experiences of the participants, and to present the findings with a
holistic approach by presenting effective descriptions. On the other hand, this research, which treats
the cognitive coaching approach as a specific phenomenon, has a single group experimental design
based on a pre/post test design and is an attempt to reveal any possible effects on the development of
teachers' self-efficacy perceptions by examining the classroom teaching practices and skills of English
teachers before and after the implementation of cognitive coaching.

Study group

The target group of this research is English teachers. The research sample consists of 15
English teachers, 12 female and 3 male, between the ages of 24-43, who volunteered to participate in
the study and work at primary, secondary and high school levels in a private school in Canakkale in
the 2022-2023 academic year. The teachers who participated in the study were selected through
voluntary sampling method, but in the selection process, priority was given to the participant
teachers' closeness to the researcher and the environment in order to avoid any possible problems
during the cognitive coaching training and to facilitate the data collection process. In addition,
considering that both teacher and student needs will be shaped and differentiated according to the
level, different levels and different experience process variables have also been taken into account.
Thus, it is thought that the representative power of the sample is strengthened in order to make
accurate and effective inferences regarding the research results and to accurately define and reflect
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teacher needs and development areas. In addition, teachers who were asked to volunteer to
participate in the study were informed that, through cognitive coaching training, they would acquire
practices that would enable them to self-evaluate their teaching experiences, have the opportunity to
reflect on and develop their self-efficacy levels, and thus gain a great deal in developing and
changing their classroom teaching methods. Also, the necessary permission to conduct the research
was obtained from the school where the research took place.

Data Collection Tool

In this study, various qualitative and quantitative data collection tools were used in order to
present a holistic description of the cognitive coaching approach and the self-efficacy phenomenon
examined in the context of both qualitative and quantitative data. As a qualitative data collection tool
in the study;

(i) Cognitive coaching training evaluation form (CCTEF) prepared by the researcher and
applied to see the effect of cognitive coaching training on the development of English
teachers' self-efficacy perceptions and to measure their satisfaction with cognitive coaching
training;

(i1) Reflective diaries (RD) from teachers that enable teachers to think critically and reflect
deeply on teaching methods and techniques after class;

(iii) Video recordings (VR) of lessons from teachers as functional tools to capture and reflect
on every moment in the classroom environment;

(iv) Audio recordings (AR) of individual interviews with the coach, taken during the
interviews between the coach and the teacher within the scope of the training program,
were used.

The reason for the diversity of qualitative data collection tools is to be able to clearly
determine the views and opinions of teachers referring to the development points where consensus is
reached regarding the effectiveness of the training program and thus to be able to clearly evaluate the
data regarding the formation process of themes and codes. In this context, reflective diaries, audio
recordings of individual interviews with the coach, and the evaluation form are considered as powerful
data sources that reveal how and to what extent English teachers' self-efficacy perceptions are affected
by their experiences with (i) student engagement, (ii) instructional strategies, and (iii) classroom
management. Especially, reflective diaries contribute to improving one's self-awareness by enabling
the free transfer of consciousness and thus strengthening the teacher's memory through metacognitive
mechanisms (Richards & Lockhart, 1996). On the other hand, it is thought that video recordings of
lessons have an important function in creating and strengthening the database so that teachers can
develop a different perspective on themselves in the classroom environment and evaluate their
performance from an outside perspective and make effective and autonomous reflections.

In the study, the ‘Teacher Self-Efficacy Scale’ (TSES) (short form) (Tschannen-Moran &
Hoy, 2001) was used as a quantitative data collection tool to see and evaluate to what extent the
cognitive coaching process affects the self-efficacy levels of teachers and to analyze the validity of the
factors assumed to affect teacher self-efficacy perception in different educational contexts. TSES is
shaped around the assumption that teachers and prospective teachers will develop skills and
competencies that will produce more dynamic and autonomous situations in teaching. To measure the
validity of the scale, a pilot study was applied to 15 English teachers working in different schools in
Canakkale province between August 2022 and September 2022. In the pilot study, Cronbach's alpha
test was applied to measure the validity of TSES and the internal consistency coefficient of the scale
was found to be .75. According to Nunnally (1978) and DeVellis (2003), coefficients of .70 and above
are significant. Therefore, the validity coefficient measured for this study is consistent with the
coefficient stated and suggested by Nunnally (1978) and DeVellis (2003). In this study, a 14-week
cognitive coaching training program was used, which was developed by Goker (2017), based
generally on the reflective practice principles of Schon (1983), and applied by a cognitive coach to 15
English teachers participating in the study. Table 1 below shows the general scope of the 14-week
cognitive coaching training program and the timeline of the training program.
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Table 1. The timeline of the fourteen-week cognitive coaching training program

Stage Date Data collection
1 September-October, 2022 ¢ Quantitative data
(TSES) (pre-test)

e Qualitative data
-First video recordings (15 videos)

2 October-November, 2022 -15 hours of Cognitive Coaching training
¢ (Quantitative data
-Audio recordings
-Second video recordings (15 videos)

3 November-December, 2022 o Quantitative data (TSES (post- test)
e Qualitative data -CCTEF

Within the timeline shown in Table 1, a single case study group was created in the context of
the pre/post-test design of the study and data were collected through both quantitative and qualitative
methods during the cognitive coaching training process.

Data analysis

As mentioned before, a simultaneous embedded mixed methods design was used in this study.
First of all, SPSS 18 (Statistical Package for Social Sciences) was used to analyze the quantitative data
collected through pre-test and post-test results. Non-parametric Wilcoxon signed-rank test was applied
in the analysis of quantitative data. The Wilcoxon signed-rank test is a non-parametric statistical test
used to detect the before and after differences between variables in the same sample by calculating the
difference between the ranks of the variables (Biiytikoztiirk, 2019: 173-174). Since this study aimed to
compare the self-efficacy scores of 15 English teachers before and after the training, the non-
parametric Wilcoxon signed-rank test was used due to the small sample size and the dependency of the
groups. Thus, in order to test the significance of the difference between the scores in the two related
measurement sets and to reveal whether there is a significant difference between the self-efficacy
perceptions of English teachers before and after the cognitive coaching training, the data obtained after
the pre-test and post-test of the TSES applied before and after the cognitive coaching training were
analyzed with the Wilcoxon signed-rank test. On the other hand, in order to show whether the
differences between the pre-test and post-test results occurred randomly, the significance level was
determined as p<05 and the analyzes were examined in detail to describe the results. Table 2 below
shows the total quantitative data sources that constitute the database of the study.

Table 2. Total number of quantitative resources

Participants (teachers) N=15
Teacher self-efficacy scale (short form) 15 (30 pages)
Total 30 (pages)

In the qualitative data analysis process of the study, lesson video recordings, reflective diaries
kept by teachers, and the evaluation form in which teachers shared their thoughts on cognitive
coaching training were used.I n addition, audio recordings of the interviews between the coach and the
teacher were used in the qualitative database to see the effects of cognitive coaching training on
teacher self-efficacy perception, educational skills, teaching methods and techniques. Table 3 below
shows the total number of data for the qualitative database of the study.
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Tablo 3. Total number of qualitative resources

Participants (teachers) N=15

Lesson video recordings 30

Reflective diaries 15 (45 pages)
Cognitive coaching evaluation form 15 (45 pages)
Audio recordigs 30 (450 pages)
Total 90 (540 pages)

Firstly, as the first stage of the qualitative data analysis, within the scope of content analysis
(Patton, 2002), the reflective diaries and cognitive coaching training evaluation forms were read,
which included the thoughts shared by the English teachers regarding the development of their self-
efficacy perceptions in the context of cognitive coaching training (i) student engagement, (ii)
instructional strategies and (iii) classroom management, based on the three subscales included in
TSES. Then, the audio recordings of the interview sessions in which the reflective statements were
given, including the teacher, coach and researcher, were listened to and the necessary dialogues and
sharing were noted in detail to fully understand the content and identify the themes. In order to ensure
the reliability of the themes and codes based on the data sources, firstly three themes were created
based on the three subscales of TSES and then, based on the consensus reached as a result of the
interviews with the teachers and within the framework of the items included in TSES, certain codes
were tried to be determined. After completing the analysis of the dialogues and interactions in the
interview records, reflective diaries, and the content of the cognitive coaching training evaluation
form, themes and codes were classified by taking into account the similarities and differences patterns
within the scope of the TSES in relation to the purpose of the research.

Findings

In this study, which examines the relationship between cognitive coaching and teacher self-
efficacy, it is aimed to reveal how cognitive coaching can be used as an effective and powerful control
tool in the development of English teachers' self-efficacy perceptions and in gaining cognitive
awareness. For this purpose, firstly, within the scope of the first research question of the study, to what
extent the cognitive coaching approach affects the development of English teachers' self-efficacy
perceptions as a whole was examined. In this context, the quantitative findings obtained through the
TSES (short form) were analyzed and it was examined whether a statistically significant difference
was observed between the findings obtained through the pre/post test applied to English teachers
before and after the cognitive coaching training. The short form of the TSES developed by Tschannen-
Moran & Woolfolk Hoy (2001) examines and evaluates the phenomenon of teacher self-efficacy
within the scope of a total of 12 questions in the content of three subscale items: (i) student
engagement, (ii) instructional strategies and (iii) classroom management. In this context, in order to
analyze the extent to which cognitive coaching affects the self-efficacy perception of English teachers
as a whole, the scores and means of the three sub-scale items of the TSES were calculated and the
mean differences and significance values between the pre-test and post-test scores obtained are shown
in the table below.
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Table 4. Mean difference between pre/post test scores in the three subscales of TSES

Subscale Pre/Post-Test N Mean Rank Rank Score Z p
1 Negative Rank 0 .00 .00 -3416 .001
Student Positive Rank 15 8.00 120.00
Engagement Equal 0
Score 15
2 Negative Rank 0 .00 .00 -3.417 .001
Instructional Positive Rank 15 8.00 120.00
Strategies Equal 0
Score 15
3 Negative Rank 0 .00 .00 -3.419 .001
Classroom Positive Rank 15 8.00 120.00
Managenet Equal 0
Score 15
Arithmetic ~ Standard Mean 7 %
Mean Deviation  Differences P
Pre-test 61.33 16.25
Score Post-test 69,67 15.38 8.34 -3.408 .001
*p<.05

As shown in Table 4 above, the analysis results of the Wilcoxon signed-rank test reveal that
cognitive coaching has a strong effect on the self-efficacy perception scores of English teachers
measured in relation to each subscale item within the scope of the TSES (MD = 8.34, z=-3.408, p =
0.001). This difference in terms of mean ranks and total difference scores statistically supports the
functionality of cognitive coaching practice in the development of teacher self-efficacy perception. As
a result of the analysis, the post-test scores of English teachers whose self-efficacy levels increased
due to the effect of cognitive coaching training were significantly higher than the pre-test (MD =
8.34). In short, based on the quantitative findings, it is seen that there is a significant difference
between the self-efficacy perception levels of English teachers before the cognitive coaching training
and their self-efficacy perception levels after the training (z = -3.408; p < 0.05).

Within the scope of the second research question of the study, the extent to which cognitive
coaching affects the development of English teachers' self-efficacy perception in the context of three
subscales, namely (i) student engagement, (ii) instructional strategies and (iii) classroom management
skills, was first examined in the light of quantitative data. In this context, the effect of the cognitive
coaching approach on the development of teacher self-efficacy perception was discussed in the context
of the items of the three subscales of the TSES (short form), which was applied as a pre/post test. For
this purpose, firstly, the scores and weighted averages of each subscale were calculated to determine
the effect of the factors/questions included in each subscale item on the development of self-efficacy
perception. Afterwards, the qualitative findings obtained based on each of the three subscale items
were examined and a holistic analysis and description were presented. Firstly, the quantitative findings
regarding the development of teacher self-efficacy perception in the context of factors related to
student engagement were analyzed. Table 5 below presents the statistical results of the pre/post-test
Wilcoxon signed-rank test regarding the self-efficacy perception in student participation assessed in
four dimensions in the context of TSES.
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Table 5. Wilcoxon signed-rank test analysis of self-efficacy in student engagement

Item Pre/Post-test N  Mean Rank Rank Score Z p
2 Negative Rank 0 .00 .00 -3.447 .001
Positive Rank 15 8.00 120.00
Equal 0
Score 15
3 Negative Rank 0 .00 .00 -3.508 .000
Positive Rank 15 8.00 120.00
Equal 0
Score 15
4 Negative Rank 0 .00 .00 -3.455 .001
Positive Rank 15 8.00 120.00
Equal 0
Score 15
11 Negative Rank 0 .00 .00 -3.458 .001
Positive Rank 15 8.00 120.00
Equal 0
Score 15
Arithmetic ~ Standard Mean "
Mean Deviation Differences P
Pre-test 16.33 6.37
Score Post-test  26.87 437 10.54 -3.416 .001

*p<.05

As seen in Table 5, the results of the Wilcoxon signed-rank test analysis reveal that the
cognitive coaching approach measured by the TSES has a significant effect on the development of
teacher self-efficacy perception regarding student engagement (MD = 10.54, z = -3.416, p = 0.001).
The post-test scores of teacher self-efficacy levels regarding student engagement in cognitive coaching
practice are significantly higher than the pre-test (MD = 10.54). In this sense, the quantitative findings
obtained show that there is a significant difference between the self-efficacy levels of English teachers
regarding student engagement before the cognitive coaching training and their self-efficacy levels after
the training (z = -3.416; p < 0.05). When the findings obtained at the end of the analysis are examined,
it is seen that the development of self-efficacy perception in student engagement exhibits an equal
distribution with a ratio of 8.00 in total four items. According to these results, it is seen that teachers
have achieved a certain gain in terms of their own experience and professional life in the competence
acquisitions related to student engagement, which we evaluated in the dimensions of increasing the
interest of students with low interest (item 2), convincing the student that he/she will be successful in
school (item 3), helping the student understand the value of learning (item 4) and helping the student's
family to increase school success (item 11). Therefore, considering the significant difference between
the pre-test and post-test results applied in the cognitive coaching training process, it can be argued
that cognitive coaching is a powerful and effective control tool in the development of teacher self-
efficacy perception in the context of student engagement.

Secondly, the quantitative findings regarding the development of teacher self-efficacy
perception in the context of factors related to educational strategies were analyzed with the cognitive
coaching approach. Table 6 below presents the statistical results of the pre/post-test Wilcoxon signed-
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rank test regarding the perception of self-efficacy in educational strategies evaluated in four
dimensions in the context of TSES.

Table 6. Wilcoxon signed-rank test analysis of self-efficacy in instructional strategies

Item Pre/Post- test N  Mean Rank Rank Score Z p

5 Negative Rank 0 .00 .00 -3.442 .001
Positive Rank 15 8.00 120.00
Equal 0
Score 15

9 Negative Rank 0 .00 .00 -3.461 .001
Positive Rank 15 8.00 120.00
Equal 0
Score 15

10 Negative Rank 0 .00 .00 -3.501 .000
Positive Rank 15 8.00 120.00
Equal 0
Score 15

12 Negative Rank 0 .00 .00 -3.457 .001
Positive Rank 15 8.00 120.00
Equal 0
Score 15

Arithmetic Stan.da.rd . Mean 7 p*
Mean Deviation Differences
Pre-test 19.47 4.40
Score Post-test  31.13 277 11.66 -3.417 .001

*p<.05

As shown in Table 6 above, the analysis findings of the Wilcoxon signed-rank test reveal that
cognitive coaching has a significant effect on the development of teacher self-efficacy perception
regarding instructional strategies as measured by TSES (MD = 11.66, z = -3.417, p = 0.001). The
quantitative findings show that there is a statistically significant difference between the self-efficacy
levels of English teachers before the cognitive coaching training and their self-efficacy in instructional
strategies after the training (z = -3.417; p < 0.05). According to these data, it is seen that the post-test
scores of teachers who tried to increase their teacher self-efficacy levels regarding instructional
strategies were significantly higher than the pre-test (MD = 11.66).

When the findings obtained at the end of the analysis are examined, it is seen that the
development of self-efficacy perception in instructional strategies exhibits an equal distribution with a
ratio of 8.00 in total in four items. According to these findings, it is observed that English teachers
provide different gains in certain aspects of teaching methods and skills with cognitive coaching
training in terms of their self-efficacy acquisitions related to instructional strategies, which we
evaluated in terms of the extent to which teachers produce good questions for students (item 5), the
extent to which they use different assessment strategies (item 9), the extent to which they provide
different explanations and examples when students do not understand (item 10), and the extent to
which they apply alternative strategies to the classroom environment (item 12). Within the framework
of these scores, considering the significant difference between the pre-test and post-test analysis
findings applied in the cognitive coaching training process, it can be stated that cognitive coaching
training can be used as an effective tool for the development of teacher self-efficacy perception in the
context of instructional strategies.

Finally, the quantitative findings regarding the development of teacher self-efficacy perception
in the context of classroom management factors were analyzed with the cognitive coaching approach.
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Table 7 below presents the statistical results of the pre/post-test Wilcoxon signed-rank test evaluated
in four dimensions in the context of TSES.

Table 7. Wilcoxon signed-rank test analysis of self-efficacy in classroom management

Item Pre/Post- test N Mean Rank Rank Score Z p
| Negative Rank 0 .00 .00 -3.473 .001
Positive Rank 15 8.00 120.00
Equal 0
Score 15
6 Negative Rank 0 .00 .00 -3.416 .001
Positive Rank 4 7.50 105.00
Equal 1
Score 15
7 Negative Rank 0 .00 .00 -3.443 .001
Positive Rank 15 8.00 120.00
Equal 0
Score 15
8 Negative Rank 0 .00 .00 -3.447 .001
Positive Rank 15 8.00 120.00
Equal 0
Sccore 15
Arithmetic Standard Mean %
Mean Deviation  Differences P
Pre-test 17.53 5.78
Score Post- test  27.60 497 10.07 -3.419 .001

*p<.05

As seen in Table 7 above, the results of the Wilcoxon signed-rank test reveal that the cognitive
coaching approach has a strong effect on the development of teacher self-efficacy perception in
classroom management analyzed with TSES (MD = 10.07, z = -3.419, p = 0.001). According to the
findings, the post-test scores of teachers who tried to increase their self-efficacy levels regarding
classroom management skills were significantly higher than the pre-test (MD: 10.07). In this context,
within the scope of the statistical analysis conducted to answer the research question, it was clearly
revealed that there was a significant difference between the self-efficacy of English teachers in
classroom management before the cognitive coaching training and their competence levels after the
training (z = -3.419; p <0.05).

The findings obtained at the end of the analysis show that the development of the perception
of competence in classroom management exhibits an equal and high distribution with a mean rank of
8.00 in a total of three items. In this context, it is observed that English teachers experienced a
significant increase in the development of their self-efficacy perceptions regarding classroom
management, which we examined in terms of how much they can control disruptive behavior in the
classroom environment (item 1), how much they can calm down disruptive and noisy students (item
7), and how successfully they can establish a classroom management system with each group of
students (item 8), after the cognitive coaching training. This situation can be interpreted as the
participant teachers, who work at different levels and have different experiences and professional life,
produced solutions to the difficulties they experienced in the process of determining classroom rules
and transferring them to the real classroom environment with cognitive coaching training and were
able to build a classroom management system more successfully. Because during the fourteen-week
cognitive coaching training process, teachers were provided with a very comprehensive training that
included 15 hours of video recordings on effective classroom management skills, reflective interviews
with the coach, and presentations prepared by the coach.
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In terms of how effectively the teacher ensured that students adhered to classroom rules (item
6), it is observed that there is only a slight difference, with an average score of 7.50. However, this
difference is not substantial enough to create a meaningful distinction from the other related items.
The reason for this is that during the process of developing effective classroom management skills and
applying them in the classroom environment, a considerable amount of time was dedicated to creating
diverse materials or differentiating activities that cater to various learning models and interests of
students. This was done to ensure that students could remain engaged in the lesson without disrupting
its flow and to enable them to showcase their best performances during class. In summary, addressing
the research question in this context, considering the significant difference observed between the pre-
test and post-test results, it can be stated that the English teachers participating in the study were
successful in enhancing their classroom management skills. Additionally, cognitive coaching training
can be used as a supportive tool in the development of teachers' self-efficacy perceptions regarding
classroom management.

Finally, in order to summarize the quantitative findings related to the first and second research
questions, which are considered to be interrelated, the table below presents the results of the Wilcoxon
signed-rank test for the self-efficacy perceptions of teachers before and after cognitive coaching
training across the three subscales mentioned. Based on the statistically significant difference that
emerged between the pre-test and post-test results, it can be argued that the cognitive coaching
approach contributed to the development of teachers' self-efficacy perceptions within the scope of the
three subscales discussed in this research.

Tablo 8. Mean difference values between pre/post-test scores within the scope of TSES subscales

Scale Subscale Mean Difference P —value
TSES Student engagemet 10.54 .001
Insructional strategies 11.66 .001
Classroom managemen t 10.07 .001
*p<.05

As shown in Table 8, the results of the analysis of the Wilcoxon signed-rank test reveal that
cognitive coaching has a significant impact on teachers' perceptions of self-efficacy regarding each
subscale item measured within the context of the cognitive coaching (MD = 10.54, z = -3.416, p =
0.001). The findings presented in the table indicate that, as a result of cognitive coaching training,
English teachers' perceptions of self-efficacy concerning insructional strategies have improved
significantly. It can be inferred that the enhancement of insructional skills will assist teachers in
creating a classroom environment that facilitates the inclusion of all students, allows for the
differentiation of methods and techniques based on student diversity, and ultimately fosters a sense of
belonging among students. Of course, it is essential to recognize the interrelatedness of these three
dimensions, as student-centered teaching methods and techniques, effectively designed activities and
materials, as well as a well-managed classroom environment with clearly defined rules, should exhibit
continuity and coherence.

In order to evaluate the effect of the cognitive coaching approach on the development of
teacher self-efficacy perception in the light of qualitative findings, the findings obtained through
qualitative data collection sources CCEF, AR, VR and reflective diaries were examined. For this
purpose, firstly, the perception of self-efficacy within the scope of the TSES content was classified
into three sub-themes as (i) student engagement, (ii) insructional strategies and (iii) classroom
management. Then, in order to demonstrate the reliability of the codes, 12 codes were determined
based on qualitative data sources, taking into account the opinions of the teachers, the consensus
reached among the teachers, and the items included in TSES. Table 9 below provides a detailed
representation of the themes, codes and frequency of use, and exemplifies the qualitative findings to
support the codes identified for each of the three themes

For this purpose, the concept of self-efficacy within the context of the TSES was classified
into three sub-themes: (i) student engagement, (ii) insructional strategies, and (iii) classroom
management, along with 12 codes. Table 9 below presents a detailed depiction of the themes, codes,
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and data collection sources, along with illustrative qualitative findings that support the identified codes
for each of the three themes.

Tablo 9. Themes, codes and frequency of use regarding the development of teacher self-efficacy

Theme Code Frequency
Self-efficacy in - motivating students who show little interest in 2
student schoolwork and making them believe they can do it
engagement - increasing interest by taking into account student 7
differences 3
- helping students understand the value of learning
Total 12
Self-efficacy in -creating good questions for students 5
insructional -using different assessment strategies 5
strategies - providing alternative explanations and examples to 3
students who are confused
-applying different techniques in the classroom 6
- effective use of body language and voice 3
Total 22
Self-efficacy in - controlling disruptive behavior in the classroom 4
classroom - ensuring that students follow classroom rules 4
management - calming down a noisy or disruptive student 3
-establishing classroom management with each student 8
group
Total 19

Following the examination of the qualitative data sources presented in Table 9, which relate to
the three codes identified within the theme of self-efficacy acquisition in student engagement, it has
been observed that English teachers indicated that cognitive coaching positively contributed to self-
efficacy in student engagement. To better exemplify and explain this situation, various teacher
perspectives are provided below within the context of the three codes identified under this theme. For
instance, Teacher 1, in their reflective journal, emphasized the functionality of effective feedback in
motivating students who showed low interest in completing assignments and participating in class.
They articulated their thoughts as follows:

"l have seen that my students are more willing to participate actively in lessons and more
eager to complete the assignments I give, and that they put forth more effort to learn, thanks to
the effective feedback I utilized during the cognitive coaching training, which allowed me to
further activate and differentiate my approach. This realization taught me that I need to
provide different and creative feedback while considering student differences in my teaching
methods and techniques."

Similarly, Teacher 8 in the CCTEF emphasized the importance of differentiating teaching
methods and techniques, taking into account student differences, in order to increase the interest of
students who lack sufficient motivation at school:

"After watching the example lesson videos and presentations by cognitive coaches during the
cognitive coaching training, I gained significant insight into the area where [ struggled the
most in my teaching experience. The different activities I prepared and the various methods |
applied to enhance the motivation of students who do not actively participate in class were
very useful. I specifically observed how bringing together students with different learning
types in group work created interaction among them, which significantly increased their
interest. The sharing that took place among students in a group or pair work setting was truly
invaluable."

Teacher 11 also highlighted the importance of the moderate and guiding role displayed by the
teacher in strengthening students' beliefs in themselves and discovering the significance of learning in
the context of increasing student engagement in the CCTEF:
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"The most striking point [ noted in the videos I watched during the cognitive coaching
training, which I understood I should incorporate into my teaching methods, was the non-
persistent and non-intrusive guiding attitude exhibited by the teacher towards students with
low interest. The teacher’s approach of continuously asking questions to increase student
motivation and trying to maintain their interest by asking different questions, particularly
personalized ones, instead of insistently waiting for answers when they encounter a question
they cannot answer, not only fosters the student's belief in their abilities but also increases
their engagement. Consequently, my students began to recognize the importance of learning.
From this perspective, I realized that using this effectively in my lessons would not pose a
challenge.”

It is seen that the opinions that the English teachers who participated in the study reached a
consensus on regarding the development of their self-efficacy perceptions in student engagement after
cognitive coaching training are shaped in the context of various competence areas such as increasing
the motivation of students with low interest, taking into account the needs of students with different
intelligence types and preparing lesson plans, strengthening students' self-belief through the teacher's
constructive attitude in the classroom and ensuring that they understand the value of learning,
transferring different methods and techniques to the classroom environment by diversifying in-class
activities, and providing effective feedback to students to increase their success. In light of the
examples provided above, it is evident that, in general, the English teachers participating in the
research indicated that cognitive coaching is highly effective in the development of the perceptions of
self-efficacy in student engagement, thereby fostering awareness and competence in this regard.

Secondly, after examining the qualitative data sources related to the four codes identified
within the theme of self-efficacy acquisition in instructional strategies as shown in Table 9, it was
determined that English teachers noted that cognitive coaching significantly contributed to the
development of self-efficacy in instructional strategies. To better illustrate and elaborate on teachers'
development of self-efficacy in instructional strategies, various teacher expressions within the context
of the four codes identified under this theme are presented below. For instance, Teacher 13 reflected
on the importance of developing different questioning techniques by referencing the reality that each
student is an autonomous learner, considering the level differences among students:

"l realized that I needed to prepare my lesson plan more meticulously, thinking that each
student has different comprehension and learning levels. Because I learned that a lesson plan
prepared considering student diversity is crucial for the flow of the lesson and student
engagement. In this regard, I recognized that I must develop different questioning techniques
and use clearer instructions, taking into account that each student in the classroom is an
autonomous individual with different ways of learning and understanding.”

Teacher 9 also emphasized the necessity of developing different explanation and
exemplification strategies to assist students who struggle with comprehension in the CCTEF:

"At the end of the cognitive coaching training, I understood the importance of using different
explanation and exemplification techniques to manage situations arising from student level
differences and to ensure that the lesson is comprehensible for all students. From now on, [
need to continuously apply this technique in my lessons.”

Teacher 10 explained in the RD how helping students discover their own learning situations
impacts their learning process:

"I learned the effect of prompting students to think about their strong or challenging points
related to the topic for both their awareness of their own learning and their progress. In this
regard, I understood that the rating technique used to gauge the difficulty or ease of the topic
is very effective.”

The opinions that the English teachers who participated in the study reached a consensus on
regarding the development of their self-efficacy perceptions in instructional strategies after cognitive
coaching training show that they have made progress within the framework of different competence
areas such as understanding that different assessment strategies have an important function in students'
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participation in the lesson, discovering that the development of the ability to ask creative questions is
effective in making each student feel valued and increasing their motivation, using the technique of
using "imaginary reinforcement" as an educational strategy, giving examples to encourage each
student to participate in the lesson and developing different techniques and different assessment
strategies and thus helping students discover their own learning situations, and understanding that the
use of effective body language helps in attracting students' attention and increasing their motivation.In
summary, evaluating the impact of cognitive coaching on the development of teachers' perceptions of
self-efficacy in instructional strategies, it can be argued that cognitive coaching has a significant effect
on the development of teachers' perceptions of self-efficacy in their instructional strategies, thereby
leading to professional gains and awareness in this regard.

Lastly, after examining the qualitative data sources related to the four codes identified within
the theme of self-efficacy acquisition in classroom management as presented in Table 9, it has been
observed that English teachers indicated that cognitive coaching significantly contributed to their self-
efficacy in classroom management. To better exemplify and clarify the development of self-efficacy in
classroom management among teachers, various teacher perspectives extracted from reflective
journals and video recordings within the context of the four codes identified under this theme are
presented below. For instance, Teacher 14 pointed out in the reflective diary that having clear and
defined classroom rules is essential for managing noisy students and those who disrupt the flow of the
lesson, expressing this situation as follows:

"My greatest takeaway from the videos I watched during the cognitive coaching training
regarding acquiring competence in classroom management was the clear definition of
classroom rules. I think I need to improve in this area and establish clearer and more explicit
classroom rules to maintain order. Because the establishment of rules and students adhering
to them is quite impactful on the quality of the lesson. I also believe that rules are important
for preventing potential chaos in the classroom."”

Teacher 2 explained in the CCTEF her thoughts on the development of her perception of
competence in controlling disruptive behaviors in the classroom:

"I understood through the videos I watched during the training that developing competence in
classroom management is crucial for creating an effective classroom environment. At this
point, I learned that I need to be more attentive and strict in warning students who exhibit
disruptive behaviors, disrupt the flow of the lesson, and are inclined to talk during class. 1
realized that I could apply techniques such as changing seats and communicating one-on-one
with students who talk during class to discuss why they are doing so and the negative impacts
it has on them."

Teacher 9 expressed in the RD the importance of the teacher's stance in ensuring students
adhere to classroom rules and controlling disruptive behaviors:

"l understood from today’s training videos that the teacher's attitude and body language are
very important in managing the classroom. Of course, creating a moderate and flexible
classroom environment is important for ensuring students actively participate in class, but |
believe the first thing students notice is how the teacher behaves and what stance they take
when the order of the lesson is disrupted. Therefore, I realized that I need to develop a more
upright and strict stance towards students who disrupt the class order. I also observed that
even if it is very rare, the use of the native language by the teacher instead of the target
language while addressing students can have a greater impact on helping them regain focus."

It is observed that the common thoughts of the English teachers participating in the study
regarding the development of their self-efficacy perceptions in classroom management after the
cognitive coaching training are shaped around different competence and development areas such as
using teacher posture more effectively and establishing eye contact more frequently in the process of
preventing disruptive behaviors in classroom management and maintaining classroom order, thus
strengthening classroom management and ensuring both student compliance with the rules and
increasing the achievement of the course objectives, preventing potential problematic situations in the
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classroom by providing effective classroom management or offering effective solutions to problems,
and increasing student success by establishing teacher authority in the classroom. In this sense, based
on the qualitative findings derived from the teacher perspectives regarding self-efficacy acquisition in
classroom management, it can be asserted that cognitive coaching plays a significant role in the
development of English teachers' perceptions of self-efficacy in classroom management. In this
context, cognitive coaching training has been observed to provide teachers with cognitive awareness
across various contexts.

In summary, when the qualitative findings obtained to answer the second research question are
evaluated, it is observed that cognitive coaching training is quite effective in the development of
teachers' self-efficacy perceptions as a whole and, in parallel with the quantitative findings, the
development of the highest level of self-efficacy perception is within the scope of insructional skills.
Therefore, in line with the purpose of the cognitive coaching approach, it is observed that the cognitive
coaching training implemented within the scope of this research produces effective results in the
development of teachers' metacognitive skills and the acquisition of cognitive awareness. Thus, it can
be stated that cognitive coaching is an effective source in the development of teachers' overall self-
efficacy perception by contributing to the development of their self-management, self-monitoring and
self-modifying skills. As a conclusion, it is evident that cognitive coaching is a powerful resource in
helping English teachers discover their existing knowledge and internal resources, develop reflective
skills and reflective practices in utilizing that knowledge and resources, and ultimately increase their
perceptions of self-efficacy related to regulating, controlling, observing, and managing their cognitive
skills.

Discussion, Conclusion and Suggestions

From the perspective of achieving success in education and realizing educational goals, the
importance of supporting teachers' professional development is emphasized. In this study, focusing on
cognitive coaching as one of the innovative reflective supervision practices under the purview of
teacher oversight within the context of Education 4.0, the research aimed to explore whether the
cognitive coaching approach can be effectively utilized as a resource for the development of teachers'
perceptions of self-efficacy. The rapid changes and transformations emerging in today’s educational
system have unveiled the expanding responsibility areas of teachers within the classroom
environment, bringing forth innovations that instill a leadership identity in teachers beyond their
teaching role. In this context, it has become essential to support teachers ’professional development
through practices that are far removed from suppression and judgment, allowing them to enhance their
teaching, classroom planning, educational, and managerial skills. This research also aims to shed light
on how teachers can positively influence their perceptions and behaviors through cognitive coaching
training, thereby strengthening their roles as educational leaders within the classroom.

Initially, when examining the quantitative results concerning the extent to which cognitive
coaching training has affected the development of English teachers' perceptions of self-efficacy, it has
been concluded that cognitive coaching has a strong impact on the development of teachers' self-
efficacy perceptions. The significant difference observed between the pre-test and post-test results
supports the conclusion that the cognitive coaching approach serves as an effective supervisory tool in
the development of teachers' self-efficacy perceptions. In numerous studies, coaching practices have
been implemented as a professional development strategy embedded within teaching practices, aimed
at fostering quality and effective teaching practices and supporting teachers’ instructional skills. The
findings support the fact that the cognitive coaching approach, which is the main subject of this study,
produces effective and significant results in the development of knowledge and skills in the teaching
process of teachers, in experiencing cognitive awareness in all stages of this process such as planning,
teaching, analysis and implementation, and in developing their self-efficacy perceptions both
holistically and in the context of three sub-themes: student engagement, insructional strategies and
classroom management.

Subsequently, the quantitative and qualitative results related to the second research question
examined in conjunction with the research question reveal that the cognitive coaching approach has
effective outcomes on the development of teachers’ self-efficacy perceptions in three areas: (i) student
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engagement, (ii) instructional strategies, and (iii) classroom management. Particularly based on
qualitative data derived from teacher perspectives, the findings of this study align with the definitions
and objectives outlined by Costa and Garmston (2002) regarding the cognitive coaching approach.
Costa and Garmston (2002) articulated that the primary purpose of cognitive coaching is to enhance
teachers' self-efficacy perceptions and effectiveness, facilitating teachers' awareness, increasing their
appreciation, enriching their knowledge of teaching methods and techniques, and enabling the
development of (i) self-monitoring, (ii) self-management, and (iii) self-modifying skills. In this
context, depending on the content and purpose of Costa and Gramston's (2002) cognitive coaching
approach, this research also reveals, in the context of quantitative and qualitative results, that cognitive
coaching training provides significant gains in the development of English teachers' self-monitoring,
self-management and self-modifying skills, and as a result, has a strong and effective function in the
development of their self-efficacy perceptions. At the end of the study, the increase observed in the
development of self-efficacy perception, especially within the scope of instructional skills, can be
interpreted as the need to increase their professional competence and teaching skills in the context of
variables such as transferring new methods and techniques into the classroom environment, preparing
lesson plans and developing materials by taking into account student differences, and making lesson
presentations to increase student interest, since the average experience of the participating English
teachers being 6 years.

Similarly, studies in the literature examining the impact of cognitive coaching on teachers'
perceptions of self-efficacy also indicate that teachers experienced a significant increase in their self-
efficacy levels, demonstrating both professional and personal development through reflective
discussions, becoming more effective in using metacognitive skills and providing reflective feedback,
and thus engaging in self-development (Baker, 2008; Diaz, 2013; Edwards et al., 1998; Evans, 2005;
Gibson & Dembo, 1984; Lee, 2008; Loeschen, 2012; Maginnis, 2009). In addition to these studies,
other research examining cognitive coaching and teachers' perceptions of self-efficacy has shown the
significant outcomes of the cognitive coaching approach in providing opportunities for teachers to
reflect deeply on their teaching experiences and practices, leading to permanent changes and gains in
cognitive awareness through the activation of teachers’ cognitive processes and consequently
enhancing their perceptions of self-efficacy (Alicea, 2014; Brooks, 2000; Burnet, 2015; Corter &
Francis, 2001; Costa & Garmston, 2002; Edwards & Newton, 1995; Eger, 2006; Ellison & Hayes,
2009; Gonzalez Del Castillo, 2015; Goker, 2012; Goker, 2020; Maskey, 2009). In this regard, similar
to other coaching approaches, the cognitive coaching approach draws attention to the perceptions and
beliefs that influence teachers' decisions and serves as a tool for developing teachers' self-efficacy
perceptions, self-regulation mechanisms, and educational skills. The results obtained in this study
align with the outcomes of previous research.

Furthermore, the results obtained can also be linked to Hoy (1998), who associated the
development of teachers' self-efficacy perceptions with their reflections. Hoy posited that self-efficacy
leads to significant outputs in terms of strategizing and developing solutions to difficulties or problems
faced by students in their learning processes and creating strong resources for classroom motivation
and behaviors. In this regard, the development of English teachers' perceptions of self-efficacy
concerning their teaching processes and experiences, facilitated by the cognitive coaching training
implemented in this study, has yielded significant results regarding the increase in student success,
interest, and motivation in the context of student engagement, as well as in educational strategies, such
as planning, goal-setting, utilizing and developing new techniques and methods, and classroom
management, including stress management, problem-solving, and generating solutions.

Moreover, the results obtained regarding the development of teachers' perceptions of self-
efficacy in this study also align with the four expectation dimensions identified by Bandura (1997)
regarding the concept of self-efficacy. Bandura (1997) evaluates the concept of self-efficacy through
four dimensions: (i) mastery experiences, (ii) vicarious experiences, (iii) verbal persuasion, and (iv)
emotional and psychological states. When examining the impact of cognitive coaching on teachers'
self-efficacy acquisition within these four dimensions, it becomes evident that developments in self-
efficacy in student engagement and educational strategies are linked to mastery and vicarious
experiences. Mastery experiences contribute to teachers ’educational skills in raising student success
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and motivation, generating solutions to failures in the learning process, uncovering student creativity,
and fostering belief in their capabilities, ultimately resulting in an increase in self-efficacy perceptions
(Bandura, 1997). Vicarious experiences, gained through observing individuals and teaching practices,
correlate with the results achieved through the targeted activities, such as group work and paired work,
where student success and interest, as well as confidence in their capabilities, are observed (Bandura,
1997). Consequently, the findings in this study regarding cognitive coaching's impact on self-efficacy
acquisition in student engagement and educational strategies reflect Bandura's (1997) concepts of
mastery and vicarious experiences, particularly concerning motivating students who exhibit low
interest, building students' belief in their abilities, helping them value learning, and planning diverse
activities addressing student differences. Additionally, the use of verbal persuasion, as described by
Bandura (1997), aligns with the development of self-efficacy in educational strategies that involve
generating good questions for students, employing different assessment strategies, and presenting
alternative explanations and examples for students experiencing confusion. Finally, the experiences of
adjustment within the context of psychological and emotional states articulated by Bandura (1997) are
identified with the development of teachers' self-efficacy perceptions regarding classroom
management, particularly in controlling disruptive behaviors, calming disruptive students, and
establishing order within the classroom. This is due to the fact that adjustment experiences arise as a
result of psychological and emotional arousal, which is associated with whether or not feelings of
competency or incompetency are experienced, thereby relating to anxiety, stress, or excitement
perceptions.

When considering the importance of cognitive coaching and the development of teachers' self-
efficacy perceptions within the context of Education 4.0, it becomes evident that the new duties and
responsibilities defined for teachers as a result of innovative and leadership-based learning and
teaching environments proposed by Education 4.0 necessitate the cognitive development and
enhancement of teachers' self-efficacy perceptions. In this regard, it is stated that teachers with high
self-efficacy perceptions and cognitive development are the most effective agents in adapting to the
changes and transformations emerging in both digital and physical contexts and in successfully
fulfilling their new responsibilities, thereby seizing innovative learning opportunities for themselves
and their students as demanded by Education 4.0 (Goker & Uriin Goker, 2021: 875). This study also
observed that through cognitive coaching training, the role and impact of metacognitive mechanisms
in facilitating the teaching process led to teachers experiencing metacognitive awareness both
personally and professionally, ultimately resulting in the development of their self-efficacy
perceptions, thus acquiring the teacher image expected in the innovative age.

In summary, it has been observed that teachers with high self-efficacy perceptions develop
positive professional attitudes and perceptions in various contexts, and in this sense, they exhibit
behaviors such as willingness, consistency, and responsibility, contributing to the attainment of
desired student outcomes and enhancing student success and motivation through strong and effective
performances and practices, as seen in both previous studies and this research. Consequently, this
research has reached the conclusion that cognitive coaching training, which facilitates teachers'
awareness of their metacognitive processes, is highly effective in the development of teachers'
perceptions of self-efficacy. Additionally, the cognitive coaching approach has significant impacts on
the enhancement of teachers' self-efficacy perceptions and educational skills, leading to improvements
and new experiences in both their personal and professional lives.

In conclusion, it has been demonstrated that the cognitive coaching approach yields significant
outcomes in the context of student engagement, enhancing student success, interest, and motivation, as
well as in educational strategies related to planning, goal-setting, and the use of new techniques and
methods, and in classroom management concerning stress management, problem-solving, and
generating solutions. In this regard, cognitive coaching can be seen as a catalyst that assists teachers in
developing their cognitive skills to analyze and evaluate their teaching practices.

This study is believed to provide a foundation for English teachers to assess their beliefs and
capabilities regarding their adherence to the educational programs and content they utilize in their
teaching contexts and to foster development in their teaching methods and techniques. However, while
the results obtained at the end of this study provide significant insights for English teachers, they must
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also be evaluated within the limitations and sample size of this study. In this regard, considering its
potential contribution to the literature, it is recommended that future studies on cognitive coaching
develop a cognitive coaching training program that can be implemented with a larger sample size and
a longer duration or stages to gain a broader perspective on the development of English teachers'
perceptions of self-efficacy and educational skills. Subsequently, there may be a need for different
studies to measure the effectiveness of the cognitive coaching approach on teachers working in various
fields and to analyze specific changes related to different subject areas, thereby yielding more efficient
results. In addition, studies may be needed to develop different data collection tools to reveal the
change and awareness experienced by teachers who receive cognitive coaching training on the
cognitive plane and its reflection on their own educational skills and teaching practices, and to present
descriptions from different perspectives.
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Ingilizce Ogretmenlerinin Oz-Yeterlik Algilarinin Bilissel Kocluk
Yaklasimi Kapsaminda incelenmesi!
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Oz Anahtar Kelimeler
Diinyada yasanan hizli doniisimler, egitimin amacini, kendi 0Ogrenme Bilissel Kogluk
siireglerini yaratabilen ve kendi 6grenme siirecinin sorumlulugunu alabilen Oz-yeterlik
bireyler yetistirmek olarak yeniden bigimlendirmistir. Bu noktada egitimin Denetim Yaklagimlari

degisen odagi, 6gretmenlere farklilasan rol ve sorumluluklar tanimlamis ve
Ogretmenlere Ogretmenlik roliiniin Otesinde bir ‘egitim lideri” kimligi
yiiklemigtir. Bu baglamda, 6gretmenlerin yaganan degisimlere uyum saglamasi
icin egitsel becerilerinin gelistirilmesine olanak taniyan c¢agdas denetim

Mesleki Gelisim
Bilissel Beceri

uygulamalariyla desteklenmesi oldukca 6nemli hale gelmistir. Bu ¢ercevede, bu Makale Hakkinda
calismada bilissel kocluk yaklasimina odaklanilmis ve mesleki gelisim aract

olarak biligsel kogluk yaklasiminmn, Ingilizce Ogretmenlerinin &z-yeterlik Gonderim Tarihi: 26.03.2025
algilariin gelisimine bir etkisi olup olmadigini ortaya koymak amaglanmistir. Kabul Tarihi: 18.07.2025
Bu amag¢ dogrultusunda, hazirlanan on doért haftalik Biligsel Kogluk egitim E-Yayin Tarihi: 31.08.2025

programi, Canakkale ilinde bir 6zel okulda farkli kademelerde calisan on bes
Ingilizce 6gretmenine Eyliil-Aralik 2022 tarihleri arasinda uygulanmigtir. Bu
aragtirma on/son test tasarimina dayanan bir tek vaka ¢alismasidir ve aragtirma
yontemi olarak hem nitel hem nicel analizi igeren i¢ ice gegmis karma yontem
kullanilmistir. Caligmanin veri tabani, nicel veri toplama araci olarak kullanilan
Ogretmen Oz-Yeterlik Olgegi (kisa form) ve nitel veri toplama araci olarak
kullanilan yansitict gilinliikler, kogla yapilan bireysel goriismelerin ses kayitlari,
her bir 6gretmenden egitim Oncesi ve sonrasi alinan ders video kayitlart ve
biligsel ko¢luk egitimi degerlendirme formu ile elde edilen veriler araciligiyla
yapilandirilmistir.  Arastirmanin  sonuglari, biligsel kogluk  egitiminin
ogretmenlerin 6z-yeterlik algilarinin artmasinda onemli etkisi oldugunu ve bu
baglamda Dbiligsel kocluk yaklagimmin islevsel bir arag olarak
kullanilabilecegini ortaya koymaktadir.

! Bu calisma ‘Biligsel Koglugun ingilizce Ogretmenlerinin Oz-Yeterlik Gelisimine Etkisi> adli doktora tezinden iiretilmistir.
2 Dr., Canakkale Onsekiz Mart Universitesi, Egitim Bilimleri, Tiirkiye, ceyda_ekici@hotmail.com, https://orcid.org/0000-0002-7406-3106

3 Prof. Dr., Canakkale Onsekiz Mart Universitesi, Egitim Fakiiltesi, Egitim Bilimleri, Tiirkiye, sdgoker@comu.edu.tr, https://orcid.org/ 0000-
0003-3291-7879
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Giris

Diinyada yasanan degisim ve doniisiimler sonucunda ortaya g¢ikan ve bilgi ile biitlinlesen,
Egitim 4.0 olarak adlandirilan yenilik ¢ag, egitimsel olgularda ve baglamlarda hem &gretmenler hem
de ogrenciler icin yeni rol ve sorumluluk alanlari tanimlamistir. Ogrenci merkezli yeniliklerin
vurgulandigt bu doénemde, toplumun degisen ihtiyaclarina cevap verebilmek admna 6grencilerin
elestirel diistinme, problem ¢dzme, analiz etme, ¢ikarimda bulunma gibi biligsel diigiinme siireclerini
etkili bir bicimde edinmeleri ve kullanim becerisi geligtirmeleri gerekmektedir. Bu baglamda ¢agin
gerektirdigi s6z konusu doniigiimlere uyum saglayabilmek amaciyla hedeflenen insan giiciiniin
yetistirilmesi slirecinde oOgretmenler icin yeni rol ve sorumluluk alanlarmmin tanimlandigi
goriilmektedir. Dolayisiyla 6gretmenlerin bir egitim lideri olarak yeni bir kimlik insa etmeleri ve
tistlenmeleri olduk¢a onemli hale gelmektedir. Bu durum, yenilik¢i cagda, egitim alaninda yiiksek 6z-
yeterlik algisina sahip ve degisime kolay uyum saglayan esnek Ogretmenler yaratmak, dersleri ve
miifredatt Ogrencilerin 1ilgisi ¢ekecek bicimde ve Ogrenci farkliliklarina gore yapilandirmak,
ogrencilerin 6grenme siirecinde hata yapmalarina, risk almalarma ve soru sormalarina olanak tantyan

olumlu 6grenme ortamini saglamak gibi bir takim yenilik temelli degisimlerin yasanmasi anlamina
gelmektedir (Pilevne, 2024).

Egitim 4.0 yaklagimmin egitimsel ortam ve baglamlarda yarattig1 s6z konusu degisim ve
yenilikleri gerceklestirmek icin ¢agdas denetim yaklasimlarinin oldukca 6n plana ¢iktig belirtilebilir.
Dolayistyla etkili 6gretmen mesleki gelisim uygulamalar1 gelistirilerek denetim yaklagimlarinin
Ogretmenler tarafindan edinimi ve iglevselliginin farkina varilmasi olduk¢a 6nemli hale gelmektedir.
Egitim 4.0 baglaminda, 6grenme ydnetimi lizerine evrilen egitim odagi, rekabetgi ve yenilikci
bireylerin yetistirilmesi silirecinde, toplumsal ve ekonomik alanda yasanan degisikliklere cevap
verebilmek adina 6gretmenler icin yeni bir miicadele ve sorumluluk alanmi ortaya cikarmaktadir
(Puncreobutr, 2016: 92-93). Bunu gergeklestirmek igin, Ogretmene Ogretme pratiklerinde 06z
degerlendirme yapabilme olanagi taniyan yansitici denetim uygulamalarin 6grenme ydnetimine
uygulanmas1 gerekmektedir (Goker, 2017:4). Ciinkii 6gretmenler, kendi Ogretim pratiklerini
onemsedikleri siirece mesleki anlamda gelisim gosterebilirler. Bu agidan, 6gretmenlerin, kendi yeterlik
ve etkililiklerini arttirmasi, planlama becerilerini gelistirmesi, diisiinme siireclerini ve davraniglarin
iyl tanimlamasi, egitim alaninda yasanan degisimlere paralel olarak yapilandirmaci yaklasimla beraber
egitimde odak nokta haline gelen ‘Ggrenme’ siirecinin zorunlu sonucu niteligi olarak diistiniilebilir
(Kaya ve Demir, 2014: 67). Bu anlamda, egitim siirecinde bireyleri bagimsiz, 6zerk Ogrenen
konumuna getiren temel 6ge olan 6gretmenlerin egitiminin giderek dnemli hala geldigi belirtilebilir.

Bu  bilgiler 1s1ginda, rol ve iligkilerin yeniden yapilandirildigi yansitict denetim
uygulamalarinin, 6gretmenin edilgen konumda oldugu ve hiyerarsik yapinin denetim siirecinde kati bir
bicimde sekillendigi geleneksel denetim anlayisinin yeniden kavramsallastirilmasina olanak tanidigi
ileri stirtilebilir (Goker, 2017:4). Denetim anlayisinda bir degisim araci olarak goriilen yansitict
denetim yaklagimlari, farkli egitimsel baglamlarda farkli yontemler ve uygulamalar araciligiyla
uygulanabilir (Hatton ve Smith, 1995). Bu calismada ise 6gretmenleri hedef belirleyebilen, basari
gostergelerini tanimlayabilen, uygun oOgretim stratejilerini secebilen ve onlar1 kendi Ogretim
yasantilarina yansitabilen uygulayicilar olmasina olanak taniyan bir denetim araci olarak biligsel
kocluk yaklagimina odaklanilmis ve 6gretmen denetiminde yenilik¢i bir denetim uygulamasi olarak
biligsel kocluk yaklasiminin, egitimsel baglamlarda 6gretmen 6z-yeterlik algisinin gelisiminde bir
kaynak olarak nasil uygulanabilecegi incelenmistir. Arastirma kapsaminda 6z-yeterlik olgusu (i)
ogrenci katilmi, (ii) egitsel stratejiler ve (iii) sinif yonetimi olmak {izere toplam ii¢ alt Olgek
boyutunda ele almmus ve bilissel kogluk yaklasiminin ingilizce dgretmenlerinin 6z-yeterlik algismin
gelisimine etkisi s6z konusu ii¢ alt 6l¢cek baglaminda aragtirilmastir.

Biligsel kogluk, 6gretme siirecinde dgretmenin farkindalik kazanmasini, kendi begenisini
arttirmasini, 0gretim yontem ve stratejilerine iligkin bilgilenmesini ve kendi kendini kontrol etme
mekanizmasi gelistirmesine aracilik etmektedir (Costa ve Garmston, 2002). Ogretmen egitiminde,
Ozellikle diistinme becerilerinin edinim siirecine kurumsal ¢ergceve saglayan biligsel kocluk,
ogretmenlerin bilissel farkindalik ve yansitici diisiinme becerilerini gelistirilmesinde 6nemli bir etkiye
sahiptir (Demir ve Doganay, 2009: 717). Yapilandirmaci kuram baglaminda bilissel kogluk, elestiri ve
yargl icermeyen, gelisimsel, yansitict ve en iyi 6grenme pratiklerini tesvik etmeyi hedefleyen bir
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model olarak, 6gretmenler arasinda daha fazla dayanisma ve isbirligine aracilik etmesinin yani sira
ogretmenlerin kendi mesleki yasamlarinda diisiinme ve yansitma becerilerinin etkin bir bigimde
kullanilmasina da katki saglamaktadir (Costa ve Garmston, 2014).

Bilissel kocluk, planli, amag¢ yonelimli kogluk goriismeleri araciligiyla 6gretmenlerin bilissel
etkinliklerinin gelistirilmesine ve yiikseltilmesine odaklanan ve teorik temelleri olan bir yaklagimdir
(Costa ve Garmston, 2002). Bilissel koc¢lugun teorik yapis1 Bandura’nin 6z-yeterlik, Koestler’in
holonomi diisiincesi, Jungs’in bireysellesme ilkesi, Moslow ve Roger’in hiimanist psikoloji kuramu,
dilbilim ve norodilbilimden etkilenmekle birlikte, teorik temelleri bilissel kog¢luk merkezinin
caligmalarma, Vygotsky’nin toplum yapilandirmact kuramina, Dewey’in yapisalct kuramina
dayanmaktadir (Maskey, 2009). Yapilandirmaci yaklagimlar, bilginin siirekli ve toplumsal olarak
yapilandirildigi bu agidan da bireyin cevresiyle olan etkilesimi sonucu bilginin bireyin kendisi
tarafindan insa edildigi ve anlamlandirildig:i siirece dayanmaktadir. Dolayisiyla yapilandirmaci
yaklagim, bilginin yapilandirilma ve anlamlandirma siirecinde kigisel deneyimlerin ne kadar etkili
olduguna gonderimde bulunmaktadir (Knowles vd., 2005; Lambert, 2002; Wenger, 1998). Buradan
yola cikarak, biligsel kogluk yaklasiminin, kogluk goriismeleri ve kocluk pratikleri araciligiyla
Ogretmenlere sosyal etkilesim baglaminda kendi kigisel 0grenmelerini gerceklestirdikleri siireci
yansittig1 6ngoriilebilir. Clinkii 6gretmenler kogluk siirecinde bir 6grenme toplulugunun {iyesi olarak
kimlik insa etmekte ve bunun sonucunda etkilesim, dayanigsma ve isbirligi ¢ercevesinde bilgiyi i¢inde
olduklar1 toplumsal ¢evrede siirekli bicimde yapilandirmaktadir (Chan ve Pang, 2006).

Biligsel kocluk uygulamasinin temel amaci, 6gretmen 6z-yeterlik ve etkililiginin arttirilmasi
ve bu anlamda yiiksek biligsel yeteneklere sahip, kendi kendini denetleyebilen, kontrol edebilen ve
biligsel farkindaligini olusturarak kendi gelisim ve degisim alanlarin1 tanimlayabilen, 6zerk bireyler
yaratmaktadir. Bu noktada bilissel kocluk yaklagimi, 6gretmenin (i) 6z- gozetim, (ii) 6z-yOnetim ve
(iii) 6z-degisim becerilerini gelistirmesinde dnemli ve giiglii bir kaynaktir (Costa ve Garmston, 2002:
127). Oz-gdzetim, yerinde yansitmalarda bulunma yetenegi ve plani genisletmek veya daraltmak i¢in
dogru kararlar alma yetenegi olarak agiklanmaktadir. Oz-y&netim, stratejik planlama yapma, basari
gostergelerini tahmin etme ve ge¢mis deneyimlere dayanarak sonug¢ c¢ikarma yetenegini ifade
etmektedir. Oz-degisim ise gegmis deneyimleri degerlendirme, analiz etme ve anlam olusturma ve
sonrasinda elde edilen kazanimlar1 gelecek deneyimlere uygulama becerisi olarak tanimlanmaktadir
(Costa ve Garmston, 2002). Bu kapsamda, s6z konusu ii¢ beceri baglaminda biligsel kogluk yaklagimi,
Ogretmenlerin davraniglarini degil algisini, diisiinme siire¢lerini, inan¢ ve tutumlarini degistirmeyi
amaglamakta ve boylece 6gretmenlerin kendi uygulamalarinda gelistirmesi gereken alanlar1 bagimsiz
olarak kesfetmelerine ve s6z konusu alanlara iliskin olarak kendi gereksinimleri baglaminda
uzmanlagmaya aracilik etmektedir (Knowles ve Swanson, 2011).

Bu baglamda biligsel kogluk yaklagimi, iistbiligsel siireclerin harekete gegirilerek bireyin kendi
biligsel siireclerini gézlemlemesi, yansitmasi ve deneyimlemesine aracilik eden iistbiligsel gozetim
siirecini igermekte ve bireyin gbzlem siirecinin ¢iktilarina iligkin verdigi bilingli ve bilingsiz kararlari
uistbilissel kontrol mekanizmasiyla denetlemesine olanak tanimaktadir (Perfect ve Schwarts 2002: 4).
Bilissel kocluk, elestirel diisiinme, planlama, 6gretme, gozden gegirme, yansitma, denetleme, yeni
yontem ve teknikleri kullanma gibi {stbiligsel kontrol mekanizmalarinin gelisimine dayanarak,
Ogretmenin Ogretim siirecini ve pratigini ¢evreleyen diisiince siireglerine odaklanmasina yardimct olan
biligsel farkindaligin gelisimini destekleyen bilissel farkindalik stratejilerini icermektedir (Costa ve
Garmston, 2002). Bilissel kogluk yaklasiminin amacina iligkin olarak biligsel farkindalik ve biligsel
farkindalik stratejilerinin, kendine deger vermek, sahip olunan bilgi ve yeteneklerin farkinda olmak,
motivasyon ve beceri gelistirmek gibi silireclerde oldukca etkili sonuglar ortaya koydugu
goriilmektedir (Louca, 2003: 10). Bilissel farkindalik stratejilerinin biligsel kogluk egitimi kapsaminda
gelisiminin arastirildigr ¢alismalar, 6gretmenin diisiinme ve 6gretim siireglerinde basarilarinin arttigini
ve Oz-denetim siireclerini daha etkin gerceklestirebildigini ortaya koymaktadir (Bloom vd., 2003;
Costa, 1984; Costa ve Kallick, 2004; Garmston vd., 1993; Showers, 1985; Waddell ve Dunn, 2005).

Bilissel kogluk yaklasimi, yansitict ortam baglaminda 6gretmenleri yeni becerilerin edinilmesi
kapsaminda kendi 6gretim pratikleri hakkinda iist biligsel mekanizmalar aracilifiyla diislinmeye tesvik
etmekte ve Ogretmenlerin bilissel farkindalik gelistirmelerine yonelik planlama ve yansitma
yapmalaria olanak tanimaktadir (Smith, 1997; 2-4). Boylece biligsel kogluk, 6gretmenlerin 6z-
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gdzetim, 0z-yonetim ve 6z-degisim becerilerini kapsayan bir {ist kavram olarak 6z-denetim becerisi
gelistirmelerine ve bu anlamda 6gretmenlerin nitelikli ve azimli bireyler olarak, hedef belirlemek ve
hedefe ulasabilmek icin davramislarini ve egilimlerini kontrol etme ve denetleme yetenegi
gelistirmelerine onemli bir kaynak sunmaktadir. Bu noktada biligsel kogluk yaklagimi 6z-denetim
becerisini gelistirmek ve {stbilissel beceriler kapsaminda elestirel diisiinme, elestirel yansitma,
planlama, problem ¢6zme gibi gelisim alanlarmna iligkin bir ¢er¢eve yaratmak amaciyla bir takim
bilesenlerden olusan bir dongii icermektedir. S6z konusu kogluk dongiisii, biligsel kog tarafindan
Ogretmene yoneltilen bir takim sorular ve dikkatli bir bi¢imde hazirlanan egitim plani1 araciliiyla
yansitici pratikler sunularak, kogluk yapilan kisilerin kendi gelisim alanlarini belirlemelerine yardimct
olmaktadir. Kocluk yapilan kisi kendi giiglii ve zayif yonlerini belirleyip farkindalik kazandiginda,
benzer teknikleri gelistirme ve siirdiirme olasilig1 da artmaktadir. Biligsel kocluk dongiisii planlama,
gozlem ve yansitici gériisme olmak tizere ii¢ temel bilesen icermektedir (Costa ve Garmston, 2002).

(i) Planlama: Kogluk dongiisiiniin ilk agsamasi olarak planlama diger bir ifadeyle gozlem
Oncesi goriismedir. Bu asamada kog, Oncelikle danigsana bilissel kocluk egitim siireci sonunda
beklenen olasi ¢iktilar1 tanimlayarak amagclarin, problemlerin ve ihtiyaclarin belirlenmesine ve
belirlenen amaclara ulasmak i¢in hangi yaklasimlarin izlenmesi gerektigine karar vermeye yonelik bir
takim sorular sormaktadir. Planlama asamasindaki yoneltilen sorularin islevi, goézlemlenmesi
planlanan dersin basarisini ve amaglara uygunlugunu gérmek i¢in danisandan ders gozlemi sirasinda
gozlemlenecek davraniglarin karar verilmesi ve goézlem sirasinda ne tiir verilerin toplanacagina iligkin
ogretmenin ¢ikarimlarda bulunmasina olanak tanimaktadir (Costa ve Garmston, 2002).

(ii) Gozlem: ikinci olarak gézlem asamasinda, hedeflenen ders ya da etkinlige iliskin giiclii
yonler hakkinda veri toplanmasina odaklanilmaktadir. Bu asamada temel amag¢ danisana hem
arastirmacit hem de deneyci rolii verilerek eylem ya da eylemsizlik durumlarinin altinda yatan
anlamlar1 ve islevleri kavramasma aracilik etmektedir (Costa ve Garmston, 2002). Gozlem
asamasinda, kogun hedeflenen gorevin ya da dersin giiglii veya zayif yonlerini gdrebilmesi icin veri
toplama siireci ve bu siliregte 6znel tutumlardan kaginmasi oldukc¢a Onem tasimaktadir. Gozlem
sirasinda ko¢ planlama goriismesinde belirlenen 6gretim davranislarina yonelik bulgular toplarken
video kayitlari, ses kayitlar1 gibi veri toplama araglarin1 6gretmenin mesleki ve kisisel gelisimine
destek sunma kapsaminda kullanilabilir (Costa ve Garmston, 1994).

(iii) Yansitma Goriismesi: Son olarak yansitma goriigmesinde ise daniganin gézlem sirasinda
derste ne oldugunu yeniden diisiinmesi ve degerlendirmesine yardimci olmak amaciyla kog, danisana
bir takim sorular sormaktadir. Bu noktada kog, 6gretmenin kendine iliskin derin degerlendirmeler
ortaya koymasi icin ders gozlemi sirasindaki izlenim ve deneyimlerini paylagmasini istemektedir.
Boylece 6gretmenin ders gozlemi sirasinda yasananlarla planlama goriigmesinde saptanan hedeflerin
ortiislip Ortlismedigini karsilagtirmasi beklenmektedir. Sonrasinda danisan, gozlem sirasinda edindigi
bireysel 6grenme deneyimlerini analiz etmekte ve gelecekteki dgretim yasantisina uygulayabilecegi
yeni yontem ve teknikleri saptamaktadir (Costa ve Garmston, 2002). Bu asamada yansitict geri
bildirimlerin slire¢ ve &gretmenin performansi lizerinde olduk¢a onemli islevleri bulunmaktadir.
Ciinkii kaliteli ve nitelikli bir geri bildirim olmadan 6gretmeni degerlendirmek, 6gretmenin kendi
mesleki gelisimi i¢in anlaml1 hedefler yaratmasina ve gergeklestirmesine engel olusturabilir. Bu agidan
etkili geri bildirimler, 6gretmenlere mesleki gelisimlerinde yeni hedefler belirlemeyi ve onlara
ulagmay1 saglamanin yani sira artan bir i¢csel motivasyon kaynagima ve mesleki beceriye sahip
olmalarina da katki saglamaktadir (Feeney, 2007: 192). S6z konusu kog¢luk dongiisiiniin sonucunda,
ogretmenler kendini yansitma ve orgiitleme becerilerini, kendi davraniglart iizerinden gérme ve
degerlendirme firsat1 bulabilmekte ve 6z-yeterlik algilarini gelistirebilmektedir (Bandura, 1993, 2006).

Oz-yeterlik, bireyin olas1 durumlari yénetmek i¢in eylem planmi organize etme ve yiiriitme
becerisine olan inanc1 olarak tanimlanmaktadir (Bandura, 1986). Ogretmen 6z-yeterlilik kavrami ise
Ogretmenlerin 6grencinin 6grenme durumunu etkilemek icin sahip olduklar1 bireysel ve kolektif
yeteneklerine dair inanglaridir (Klassen vd., 2011). Baska bir ifadeyle, 6gretmenlerin, 6grencilerinin
Ogrenme siireci ve basarisini ne kadar etkileyebileceklerine ve ne kadar fark yaratabileceklerine iliskin
sahip olduklar inang dizgesidir (Tschannen-Moran, 2014: 128). Ogretmenler ¢ok az diizeyde yeterlik
hissettiklerinde ya da yeterlik algilarinin diisiik oldugunu fark ettiklerinde, bu durumun suglama,
umutsuzluk, caresizlikle sonuglanabilecegi diigiiniilmektedir. Ancak &z-yeterlik {izerine yapilan
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caligmalar, giicli ve yliksek yeterlik algisina sahip Ogretmenlerin islerinde daha fazla enerji
harcadiklarini, daha ilgi ¢ekici ve farkli hedefler tanimlayabildiklerini ve motivasyonlarinin yiiksek
oldugunu ortaya koymaktadir. Bu agidan, yiiksek 6z-yeterlik algisina sahip 6gretmenlerin, basarisizlik
engellerine karst daha uzun siire miicadele etme ve devam edebilme becerisi gelistirdikleri yapilan
caligmalarla ortaya konmaktadir (Tschannen-Moran ve Hoy, 2001: 786-788). Bu baglamda, 6z-
yeterlik algilar gelismis 6gretmenlerin, yeni yontem ve teknikleri, 6gretimsel pratikleri sinmif ortamina
aktarmakta daha etkili ve basarili olduklari, egitsel becerilerini gelistirmede daha istekli olduklar ve
bu anlamda da olumlu tutum sergileyen bireyler olarak daha fazla mesleki gelisim odakli olduklari
ileri siirilmektedir (Edwards, 2015; Goker; 2017).

Alanyazinda 6z-yeterlik algisina ilisgkin yapilan c¢aligmalar, 6gretmen 0z-yeterlik algisinin,
Ogretmenlerin gelisimini, motivasyonunu ve Ogrenci sonuglariyla ilgili 6gretmen davranislarim
etkileyen giiclii bir yap1 oldugunu ortaya koymaktadir. S6z konusu calismalar, yiiksek 6z-yeterlik
algisinin O0grenci basarisi, sinif yonetim becerisi, motivasyon gibi farkli degiskenler ¢ercevesinde
onemli sonuglar ortaya koydugu gostermektedir (Ashton ve Webb, 1986; Coladarci, 1992; Hoy ve
Wollfolk, 1993; Hoy ve Spero, 2005; Ross, 1992; Tschannen-Moran vd., 1998; Tschannen-Moran ve
Hoy, 2001; Tschannen-Moran, 2014). Benzer bicimde biligsel kogluk ve 6gretmen 6z-yeterlik algist
arasindaki iliskinin incelendigi caligmalar da biligsel koclugun, 6gretmen oz-yeterlik algisinin
gelisiminde etkili ve islevsel bir kaynak oldugunu ve 6gretmenlerin kendi 6gretim pratikleri tizerine
derinlemesine diisiinme, Ogrenci farkliliklarindan kaynakli gereksinimlere uyum saglama, ¢oziim
tiretme, biligsel farkindalik ve 6z-yonetim becerisi gelistirme gibi mesleki gelisim alantyla iligkili
kazanimlar yasadiklarin1 ortaya koymaktadir (Batt, 2010; Costa ve Garmston, 2002; Joyce ve
Showers, 2002; Van Veen vd., 2012; Von der Bengh vd., 2015). Ancak Tiirk alanyazin incelendiginde
yansitict denetim baglaminda biligsel ko¢lugun &gretmenler {izerinde uygulandigr ve sonuglarinin
ogretmen Oz-yeterlilik algilarinin gelisimi {izerine etkisinin incelendigi ¢ok sayida ¢aligmanin mevcut
olmadig1 goriilmektedir (Goker, 2020; Goker ve Uriin Goker, 2021). Bilissel koglugun ele alindigi
diger caligmalarda ise biligsel koclugun Ogrenciler ve okul yoneticileri {izerine etkisi incelendigi
(Bulut, 2009; Ceylan, 2011; Demir, 2009; Demir ve Doganay,2010; Demir ve Bal, 2011; Duman,
2013) ve bu agidan Tiirk alanyazindaki ¢caligmalarda agirlikli olarak biligsel koglugun 6grenci ve okul
yoneticilerinin basarilarina arttirmaya yonelik oldugu goriilmektedir. Bu baglamda bu c¢aligmanin,
Tiirk alanyazindaki bosluga 1s1k tutarak, biligsel kogluk yaklagimiyla 6gretmenlerin biligsel siirecleri
harekete gecirilerek desteklenmesine ve bu yolla onlara yansitict dgretim etkinlikleri uygulanarak
kendi 6z-yeterlik diizeylerini fark etme ve gelistirmelerine olanak taniyacagi i¢in dnemli oldugu ve
alanyazina katki saglayacagi diistiniilmektedir.

Bu aragtirma, biligsel kogluk egitimi alan Ogretmenlerin, daha fazla biligsel farkindalik
diizeyine sahip bireyler olarak daha yiiksek diizeyde oz-yeterlik algis1 gelistirdikleri savina
dayanmaktadir. Baska bir ifadeyle bu caligmada, biligsel kocluk egitimi alan 6gretmenlerin, Egitim
4.0’ la birlikte ortaya ¢ikan yenilik¢i 6grenme ve dgretme ortamlarinin gereksinimlerini saglayacak
bicimde hem kendileri hem de oOgrencileri i¢in en etkili firsatlar1 sunabilecek ve degisimi
gerceklestirecek aracilar oldugu diisiincesi ileri siiriilmektedir. Ciinkii Egitim 4.0 ile birlikte egitimin
O0grenme siirecine yonelik degisen odagi, dgretmenlere 6gretmenlik roliiniin Gtesinde ‘egitim lideri’
olarak yeni bir kimlik ve beraberinde farkli sorumluluk alanlan yiiklemektedir. Bu agidan egitimde
basariya ulasabilmek icin 6gretmenlerin gelisiminin denetim uygulamalar1 araciligiyla desteklenmesi
adina etkili stratejiler belirlemenin 6gretmenlerin liderlik roliiniin gerceklesmesi kapsaminda olduk¢a
degerli oldugu anlasilmaktadir (Slinger, 2004: 29-30). Bu nedenle Ogretmelerin Egitim 4.0
kapsaminda liderlik becerilerinin gelisimi amaciyla, biligsel kogluk yaklagiminin, 6gretmenlere ¢cagin
gerekliliklerine kolayca uyum saglayabilecek davranis sergilemelerinde, Ogretim yontem ve
tekniklerinde farkli uygulamalarin ediniminde, farkli mesleki tutum, bilgi ve bakis acisi
gelistirmelerinde, planlama ve sinif yonetim becerilerini giiclendirmede, siirekli gelisim ve degisim
odakli yenilik¢i bireyler olmalarinda etkili bir denetim ve mesleki gelisim araci olarak onemli bir
isleve sahip oldugu diistiniilmektedir.

Kisaca, bilissel kogluk yaklasimi, mesleki gelisim siirecinde en etkili ve yararli kaynaklardan
biri olarak, 6gretmenlerin problem ¢dzme, elestirel diisiinme, yansitmalarda bulunma gibi biligsel
siireclerini harekete gecirerek kendilerini kesfetmelerine ve mesleki acidan yeni deneyimler
yasamalarina bir destek sunmaktadir (Costa ve Garmston, 2002; Eger, 2006). Bu agidan, biligsel
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kogluk yaklagiminin, 6gretmenlerin hem yeni 6gretim pratiklerinin ediniminde hem de mesleki gelisim
siirecinde ihtiya¢ duyulan biligsel ve duygusal yeterlik algilarini arttirmada 6nemli bir yaklasim oldugu
diisiincesinden hareketle, bu ¢aligmanin amaci, Costa ve Garmston’un (2014) Biligsel Kogluk modeli
cercevesinde, biligsel kogluk yaklagimimin, Ingilizce égretmenlerinin 6z-yeterlik gelisimine bir etkisi
olup olmadigin1 ve kendi mesleki gelisim ve deneyimlerine bilissel diizlemde bir farkindalik yaratip
yaratmadigini ortaya koymaktir.

Bu bilgiler 1s18inda bu calismanin temel inceleme konusunu olusturan bilissel kogluk
yaklasiminin, 6gretmenlerin hem akademik hem de davranissal diizlemde etkililiklerini arttirmak ve
biligsel ve duygusal yeterlik diizeylerini gelistirmek amaciyla 6zenli ve giiclii bir mesleki gelisim
baglami yarattigi diisiillmektedir. Bu baglamda biligsel gelisim ve Ogretmen Oz-yeterlik algisinin
birbiriyle bagintili oldugu ger¢egine dayanarak bu arastirmanin problem durumu, egitim siirecinde
hizla yasanan degisimlere 6gretmenlerin uyum saglayabilmesi amaciyla 6gretmenlere etkili ve verimli
bir 6grenme deneyimi sunan biligsel kogluk yaklasiminin, Ingilizce dgretmenlerinin 6z-yeterlik algt
diizeylerinin gelisimine etkisini ortaya koymaktadir. Bu kapsamda, ¢alismanin amacina iligkin olarak
belirlenen ve yanit1 aranan aragtirma sorulari su sekilde belirlenmistir:

1. Bilissel kogluk, Ingilizce dgretmenlerinin 6gretmen 6z-yeterlik algismin gelisimine biitiin
olarak ne 6lgiide etki etmektedir?

2. Bilissel kogluk Ingilizce 6gretmenlerinin &z-yeterlik algilarmin gelisimine (i) 6grenci
katilimzy; (ii) egitsel stratejiler ve (iii) sinif yonetimi baglaminda gelisimine ne dl¢iide katki
saglamaktadir?

Yontem

Bu calismada, aragtirma yontemi olarak hem nitel hem de nicel arastirma yontemini kapsayan
ve nitel ve nicel verilerin toplanmasi, analiz edilmesi ve birlestirilmesini igeren ve boylece arastirma
sorularina yanit arama siirecinde farkli ¢oziim yollarmi biitiinciil bir ¢ercevede sunmaya olanak
tantyan karma yontem kullanilmigtir. Bu arastirmanin amaci ve sorulari kapsaminda nitel ve nicel
verilerin toplanmasi, analizinin zamanlamasi ve agirlik verilen veri tiirii dikkate alinarak, nicel ve nitel
verilerin ayn1 zamanda toplanip analizini igeren eszamanli i¢ ice ge¢mis karma ydntem tasarimi
kullanilmigtir. Bu baglamda es zamanl i¢ ice ge¢gmis karma yontem araciligiyla, bu ¢alismada nicel ve
nitel bilesenlerden ayri ayri elde edilen sonuglar birlestirilmis ve analiz edilmistir. Bdylece elde edilen
bulgularm dogrulama, destekleme veya capraz gecerliginin saglanmasina 6nem verilerek her bir
arastirma problemine iliskin olas1 tutarsizliklar1 anlamlandirmak, sonuglarin katilimec1 deneyimlerine
dayandigina emin olmak ve etkili betimlemeler ortaya koyarak, elde edilen bulgularin biitiinciil bir
yaklagimla sunulmasi amaglanmigtir. Diger taraftan, biligsel kogluk yaklagiminin belirli bir olgu olarak
ele alindig1 bu arastirma, 6n/son test tasarimina dayanan tek grup deneysel desene sahiptir ve Ingilizce
Ogretmenlerinin sinif i¢i 6gretim pratik ve becerileri biligsel kogluk uygulamasi dncesi ve sonrasi ele
alinip incelenerek, 6gretmenlerin 6z-yeterlik algilarinin gelisimine olast herhangi bir etkisini ortaya
cikarmaya yonelik bir girigimdir.

Arastirma Grubu

Bu arastirmanin hedef kitlesi Ingilizce dgretmenleridir. Arastirma &rneklemini, 2022-2023
egitim-6gretim yilinda, Canakkale ilinde bir 6zel okulda ilkokul, ortaokul ve lise kademlerinde gorev
yapan, 24-43 yas arasinda 12’si kadin 3’1 erkek olmak iizere calismaya goniillii olarak katilan toplam
15 Ingilizce Ogretmeni olusturmaktadir. Katilime1 dgretmenler, goniillii 6rnekleme yontemiyle
secilmis ancak s6z konusu sec¢im siirecinde, biligsel kogluk egitimi sirasinda olast herhangi bir sorun
yasamamak ve veri toplama siirecini kolaylagtirmak adina katilimcr 6gretmenlerin arastirmaciya ve
ortama iliskin yakinligina dncelik verilmistir. Ayrica hem 6gretmen hem de 6grenci gereksinimlerinin
kademeye gore bigimlenecegi ve farklilasacagi g6z oniinde bulundurularak farkli kademe ve farkli
deneyim siireci degiskenleri de dikkate alinmistir. Boylece arastirma sonucuna iligskin dogru ve etkili
cikarimlarda bulunmak ve 6gretmen gereksinim ve gelisim alanlarini dogru tanimlayabilmek ve
yansitmak amaciyla Orneklemin temsil giiciiniin kuvvetlendirildigi diisliniilmektedir. Ek olarak,
calismaya goniillii katilimc1 olmasi istenen 6gretmenlere, biligsel kogluk egitimi ile birlikte 6gretim
yasantilarina iliskin 6z-degerlendirmelerine olanak taniyan uygulama ve pratikler edinecekleri, 6z-
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yeterlik diizeyleri lizerine diisiinme ve gelistirme firsati1 yakalayacaklar1 ve boylece siif igi 6gretim
yontemlerini gelistirme ve degistirme adina biiyiik bir kazanim elde edecekleri belirtilmistir. Ayrica
arastirmanin gerceklestigi okuldan aragtirmanin uygulanmasi igin gereken izin alinmigtir.

Veri Toplama Araci

Bu ¢alismada hem nitel hem de nicel veriler baglaminda incelenen bilissel kogluk yaklagimi
ve Oz-yeterlik olgusuna iligkin biitlinsel bir betimleme ortaya koymak amaciyla, ¢esitli nitel ve nicel
veri toplama araglart kullanilmistir. Calismada nitel veri toplama araci olarak;

(i) Arastirmaci tarafindan hazirlanan ve bilissel kogluk egitiminin Ingilizce 6gretmenlerinin
Oz-yeterlik algilarinin gelisimine etkisini gérmek ve biligsel kocluk egitimine iligkin
memnuniyetlerini 6lgmek amaciyla uygulanan biligsel ko¢cluk egitim degerlendirme formu
(BKEDF);

(ii) Ogretmenlerin ders sonrasi dgretim yontem ve teknikleri iizerine elestirel yaklasimla
diislinmesine ve derin yansitmalarda bulunmasina olanak taniyan 6gretmenlerden alinan
yansitict giinliikler (YG);

(ii1)) Sinif ortamindaki her ani yakalamak ve sonrasinda derinlemesine diislinmek igin
kullanilabilecek islevsel araglar olarak 6gretmenlerden alinan ders video kayitlar: (DVK);

(iv) Egitim programinin igerigi kapsaminda kog¢ ve dgretmenin gergeklestirdigi goriismeler
sirasinda alinan kogla yapilan bireysel goriismelerin  ses kayitlart (KYBGSK)
kullanilmigtir.

S6z konusu nitel veri toplama araclariin gesitliliginin sebebi, egitim programinin etkililigine
iliskin uzlas1 saglanan gelisim noktalarima gonderimde bulunan 6gretmen gorils ve diisiincelerin net
bigimde belirlenmesi ve bodylece tema ve kodlarin olusum siirecine iligkin verilerin agikga
degerlendirilmesidir. Bu baglamda yansitict giinliikler, kogla yapilan bireysel goriismelerin ses
kayitlar1 ve degerlendirme formu, Ingilizce dgretmenlerinin 6z-yeterlik algilarini (i) 6grenci katilimi,
(i) egitsel stratejiler ve (iii) sinif yonetimine iliskin edindikleri deneyimler araciligiyla ne sekilde ve
ne Slciide etkiledigini ortaya koyan giiglii veri kaynaklar1 olarak diisiiniilmektedir. Ozellikle yansitict
giinliiklerin yapisi ve semast bilincin serbestge aktarimini saglayarak kisinin 6z-farkindaligini
gelistirmeye ve bdylece lstbiligsel mekanizmalar araciligiyla 6gretmenin hafizasim1 giliclendirmeye
katki saglamaktadir (Richards ve Lockhart, 1996). Diger taraftan ders video kayitlarinin da
ogretmenlerin  smif ortaminda kendilerine iligkin farkli bir bakis acist gelistirmeleri ve
performanslarini yabanci bir gozle degerlendirerek etkili ve 6zerk yansitmalarda bulunmalar1 amaciyla
veri tabaninin olusumda ve gii¢lendirilmesinde 6nemli bir isleve sahip oldugu diisiiniilmektedir.

Calismada nicel veri toplama araci olarak ise bilissel kogluk siirecinin dgretmenlerin 6z-
yeterlik diizeylerini ne 6l¢iide etkiledigini gérmek ve degerlendirmek amaciyla 6gretmen 6z-yeterlik
algisina etki ettigi varsayilan etmenlerin farkli egitsel baglamlarda gecerligini analiz etmek icin
‘Ogretmen Oz-yeterlik Olgegi’ OOYO (kisa form) (Tschannen-Moran ve Hoy, 2001) kullanilmistir.
S6z konusu olgek, 6gretmen ve Ogretmen adaylarinin 6gretimde daha dinamik ve 6zerk durumlar
iiretebilecek bir beceri ve yeterlilik gelistirecekleri varsaymmi etrafinda bicimlenmektedir. Olcegin
Tiirkgeye uyarlanmas1 siirecinde Canakkale ilinde farkli okullarda gérev yapan 15 Ingilizce
ogretmenine, Agustos 2022 ve Eyliil 2022 tarihleri arasinda OOYO’ nin gecerligini 6lgmek igin pilot
calisma uygulanmustir. Yapilan pilot ¢alismada OOYO’ nin gegerligini 6lgmek icin Cronbach's alpha
testi uygulanmis ve dlgegin i¢ tutarlilik katsayisinin .75 oldugu tespit edilmistir. Nunnally (1978) ve
DeVellis'e (2003) gore .70 ve iizeri katsayilar anlamlidir. Dolayisiyla bu arastirma igin Ol¢iilen
gegerlik katsayisi, Nunnally (1978) ve DeVellis (2003) tarafindan belirtilen ve Onerilen katsayi ile
uyumludur. Bu ¢aligsmada, genel olarak Schon (1983)’{in yansitici uygulama ilkelerine dayanan, Goker
(2017) tarafindan gelistirilen ve bilissel kog tarafindan arastirmaya katilan 15 Ingilizce 6gretmenine
uygulanan 14 haftalik bilissel kogluk egitim programi kullanilmistir. Asagida tablo 1’de 14 haftalik
biligsel kogluk egitim programinin genel kapsami ve egitim programinin zaman ¢izelgesi
gosterilmistir.
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Tablo 1. On dort haftalik bilissel kogluk egitim programi zaman ¢izelgesi

Asama Tarih Veri toplama
1 Eyliil-Ekim, 2022 e Nicel Veri
-00YO (6n test)

e Nitel Veri
-Birinci video kayitlari(15 video)

2 Ekim-Kasim, 2022 -15 saatlik Biligsel Kogluk Egitimi
. Nitel veri
-Kog ve 6gretmen arasindaki bireysel goriigmelerin ses
kaydi
-ikinci ders video kayitlari (15 Video)

3 Kasim- Aralik, 2022 e Nicel Veri
-00YO (son test)
e Nitel Veri
-BKEDF

Tablo 1°de gosterilen zaman c¢izelgesi cercevesinde, c¢alismanin On/son test tasarimi
baglaminda bir tek vaka calisma grubu olusturulmus ve bilissel kocluk egitim siirecinde hem nicel
hem de nitel yontemler araciligiyla veriler toplanmistir.

Verilerin Analizi

Bu calismada daha once de belirtildigi gibi hem nicel hem nitel yontemi kapsayan es zamanl
i¢c ice gecmis karma yontem deseni kullanilmistir. Oncelikle 6n test ve son test sonuglar1 araciligiyla
toplanan nicel verilerin analizi icin SPSS 18’den (Sosyal Bilimler igin Istatistiksel Paket)
yararlanilmistir.  Nicel verilerin analizinde parametrik olmayan Wilcoxon isaretli siralar testi
uygulanmigtir. Wilcoxon isaretli-siralar testi,  degiskenlerin kendi siralar1 arasindaki farki
hesaplayarak, ayn1 6rneklemde yer alan degiskenler arasindaki 6nceki ve sonraki farkliliklar: saptamak
icin kullanilan parametrik olmayan bir istatistik testidir (Biiyiikoztirk, 2019: 173-174). Bu
aragtirmada, 15 Ingilizce Ogretmeninin e@itim &Oncesi ve sonrast Oz-yeterlik puanlarinin
karsilastirilmas1 amaclandigi i¢in, 6rneklemin kiiclik olmasi ve gruplarin bagimli olmasindan dolay1
parametrik olmayan Wilcoxon isaretli siralar testi kullanilmistir. Boylece iliskili iki 6l¢lim setinde
ortaya ¢ikan puanlar arasindaki farkin anlamlihgi test edilerek, Ingilizce 6gretmenlerinin bilissel
kogluk egitimi dncesi ve sonrasi 6z-yeterlik algilar1 arasinda anlaml bir fark bulunup bulunmadiginm
ortaya koymak amaciyla, bilissel kogluk egitimi dncesi ve sonrasi uygulanan OOYO’nin &n test ve son
testin ardindan elde edilen veriler Wilcoxon isaretli siralar testiyle ¢ozlimlenmistir. Diger taraftan 6n
test ve son test sonuglar1 arasindaki farkliliklarin rastgele ortaya ¢ikip ¢ikmadigini da gostermek
amaciyla anlamlilik diizeyi p<05 olarak belirlenmis ve sonuglarin betimlenmesi i¢in analizler detayl
olarak incelenmistir. Asagida tablo 2’de calismanin veri tabanini olusturan toplam nicel veri
kaynaklar1 gosterilmistir.

Tablo 2. Toplam nicel kaynak sayis1

Katilimeilar (6gretmenler) N=15
Ogretmen 6z-yeterlik dlgegi (kisa form) 15 (30 sayfa)
Toplam 30 (sayfa)

Calismanin nitel veri analiz siirecinde ise, 6gretmen ders video kayitlari, 6gretmenlerin tuttugu
yansitict  giinliikler, Ogretmenlerin biligsel kogluk egitimine iligkin diislincelerini paylastiklari
degerlendirme formundan yararlanilmigtir. Bunlara ek olarak, ko¢ ve 0Ogretmenin karsilikli
gergeklestirdikleri goriismelerin ses kayitlart da nitel veri tabaninda kullanilmistir. Asagidaki tablo
3’te ¢aligmanin nitel veri tabanina iligkin toplam veri sayis1 yer almaktadir.
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Tablo 3. Toplam nitel kaynak sayist

Katilimcilar (6gretmenler) N=15

Ders video kayitlar 30

Yansiticr gilinliikler 15 (45 sayfa)
Biligsel kogluk egitim degerlendirme formu 15 (45 sayfa)
Kogla yapilan bireysel goriismelerin ses kayitlart 30 (450 sayfa)
Toplam 90 (540 sayfa)

Oncelikle nitel veri analizinin ilk asamasi olarak icerik analizi (Patton, 2002) kapsaminda
OO0YO’nin igerdigi ii¢ alt dlgege dayanarak Ingilizce dgretmenlerinin bilissel kogluk egitiminin (i)
ogrenci katilmi, (ii) egitsel stratejiler ve (iii) smif yOnetimi baglaminda 6z-yeterlik algilarinin
gelisimine iligskin paylastiklar1 diisiinceleri iceren yansitict giinliikler ve biligsel kogluk egitim
degerlendirme formlar1 okunmustur. Daha sonra 6gretmen, ko¢ ve aragtirmacinin yer aldigi yansitici
bildirimlerin verildigi goériisme oturumlarin ses kayitlar1 dinlenmis ve gerekli diyaloglar ve
paylasimlar hem icerigin tam olarak anlasilmasi hem de tema ve kodlarin belirlenmesi i¢in detayli
olarak notlar alinmistir. S6z konusu veri kaynaklarma dayanarak tema ve kodlarin giivenirligini
saglamak amaciyla, oncelikle OOYO’nin ii¢ alt 6lgedi temel alinarak ii¢ tema olusturulmus ve
sonrasinda ise 0gretmenlerle yapilan goriismeler sonunda varilan fikir birligine, onlarin paylastiklar
ve uzlasim sagladiklan diisiincelere dayanarak ve OOYO’nin igerdigi maddeler cercevesinde belirli
kodlar saptanmaya c¢alistlmigtir. Goriisme kayitlarindaki diyaloglarin ve etkilesimin, yansitici
giinliiklerin, biligsel kogluk egitim degerlendirme formunun igeriginin analizini tamamladiktan sonra
aragtirmanin amacma iligkin olarak ogretmen Oz-yeterlik 6lgme Olcegi kapsaminda biiyiik oranda
benzerlik ve farklilik driintiileri g6z oniine alinarak temalar ve kodlar siniflandirilmistir.

Bulgular

Biligsel kogluk ve Ogretmen oOz-yeterlik iligkisinin incelendigi bu calismada, biligsel
koglugun, Ingilizce 6gretmenlerin 6z-yeterlik algilarinin gelisiminde ve bilissel acidan farkindalik
kazanmalarinda etkin ve giliglii bir denetim aract olarak nasil kullanilacaginin ortaya konmasi
amaglanmigtir. S6z konusu amaca yonelik olarak, Oncelikle calismanin birinci arastirma sorusu
kapsaminda bilissel kogluk yaklasimmin Ingilizce dgretmenlerinin dz-yeterlik algilarinin gelisimine
biitiin olarak ne 6lgiide etki ettigi irdelenmistir. Bu kapsamda, ‘Ogretmen Oz-yeterlik Olgegi’ (kisa
form) araciligiyla ulasilan nicel bulgular analiz edilmis ve Ingilizce dgretmenlerine biligsel kogluk
egitim Oncesi ve sonrasi uygulanan 6n/son test araciligiyla elde edilen bulgular arasinda istatistiksel
acidan anlamli bir fark gozlenip gézlenmedigi incelenmistir. Tschannen-Moran ve Woolfolk Hoy’ un
(2001) gelistirdigi OOYO’ nin kisa formu, dgretmen &z-yeterlik olgusunu; (i) 6grenci katilimi, (ii)
egitsel stratejiler ve (iii) siif yonetimi olmak iizere ii¢ alt 6lgek maddesinin iceriginde yer alan toplam
12 maddelik sorular kapsaminda incelemekte ve degerlendirmektedir. Bu baglamda biligsel koglugun
Ingilizce dgretmenlerinin 6z-yeterlik algisina biitiin olarak ne &lgiide etki ettigini analiz etmek
amactyla, OOYO’nin séz konusu ii¢ alt dlgek maddesi kapsaminda puanlari ve ortalamalart
hesaplanmis ve asagidaki tabloda elde edilen 6n test ve son test puanlari arasindaki ortalama farklari
ve anlamlilik degerleri gosterilmistir.
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Tablo 4. OOYO iig alt 6lgek kapsami nda 6n/son test puanlari arasindaki ortalama fark

Sira Sira zZ p
Alt dlgek Ontest-Sontest N Ortalamasi Toplamu
1 Negatif Sira 0 ,00 ,00 -3,416 ,001
Ogrenci Pozitif Sira 15 8,00 120,00
Katilimi Esit 0
Toplam 15
2 Negatif Sira 0 ,00 ,00 -3,417 ,001
Egitsel Pozitif Sira 15 8,00 120,00
Stratejiler Esit 0
Toplam 15
3 Negatif Sira 0 ,00 ,00 -3,419 ,001
Sinif Yo6netimi Pozitif Sira 15 8,00 120,00
Esit 0
Toplam 15
Aritmetik  Standart Ortalamalar 7 %
Ortalama  Sapma Farki P
Ontest 61,33 16,25
Toplam Sontest 69.67 15.38 8,34 -3,408 .001
*p<.05

Yukarida tablo 4’te de gosterildigi gibi Wilcoxon isaretli siralar testinin analiz sonuglari,
OOYO kapsaminda her bir alt dlcek maddesine iligkin olarak dlciilen Ingilizce dgretmenlerinin 6z-
yeterlik algis1 puanlan tizerinde biligsel koglugun giiglii bir etkisi oldugunu ortaya koymaktadir (MD =
8,34, z = -3,408, p = 0.001). Sira ortalamalar1 ve fark puanlarmin toplamlar1 agisindan bu fark
istatistiksel olarak bilissel ko¢luk uygulamasinin 6gretmen 6z-yeterlik algisinin gelismesi siirecindeki
islevselligini destekler niteliktedir. S6z konusu analiz sonucunda biligsel kogluk egitiminin etkisiyle
oz-yeterlik diizeylerinde artis goriilen Ingilizce 6gretmenlerinin son test puanlari, 6n teste gére anlamli
diizeyde daha yiiksek ¢ikmustir (MD = 8,34). Kisaca ortaya ¢ikan nicel bulgulara dayanarak, Ingilizce
ogretmenlerinin biligsel kogluk egitimi uygulanmadan Onceki 6z-yeterlik algi diizeyleri ile egitim
sonras1 0z-yeterlik alg1 diizeyleri arasinda anlamli bir fark oldugu goriilmektedir (z = -3,408; p < 0,05).

Calismanin ikinci arastirma sorusu kapsaminda, bilissel koglugun Ingilizce dgretmenlerinin
0z-yeterlik algisiin (i) 6grenci katilimi, (ii) egitsel stratejiler ve (iii) sinif yonetim becerileri olmak
lizere li¢c alt Olgek baglaminda gelisimine ne Olgiide etki ettigi Oncelikle nicel veriler 1s181inda
irdelenmistir. Bu c¢ercevede, bilissel kogluk yaklagiminin 6gretmen 6z-yeterlik algisinin gelisimine
etkisi, on/son test olarak uygulanan OOYO’ nin (kisa form) (Tschannen-Moran ve Woolfolk Hoy,
2001) belirtilen ii¢ alt 6l¢egin maddeleri baglaminda ele alinmistir. Bu amag¢ dogrultusunda, dncelikle
her bir alt 6lcek maddesinin igerdigi etmenlerin/sorularin 6z-yeterlik algisinin gelisimine etkisini
belirlemek icin her bir alt 6l¢egin puanlar1 ve agirlikli ortalamalar1 hesaplanmistir. Sonrasinda ise her
bir ¢ alt 6lcek maddesine bagl olarak elde edilen nitel bulgular da incelenerek biitiinsel bir analiz ve
betimleme sunulmustur. Ilk olarak biligsel kogluk yaklasimmin, 6gretmen &z-yeterlik algisinin 6grenci
katilimina iliskin etmenler baglaminda gelismesine iliskin elde edilen nicel bulgular analiz edilmistir.
Asagidaki tablo 5°te OOYO baglaminda dort boyutta degerlendirilen 6grenci katilimindaki 6z-yeterlik
algisina iligkin 6n/son test Wilcoxon isaretli sira testinin istatistiksel sonuglari sunulmustur.
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Tablo 5. Ogrenci katilimindaki 6z-yeterlige iliskin Wilcoxon isaretli sira testi analizi

Sira Z p
Madde On test-Son test N Sira Ortalamas1  Toplamu
2 Negatif Sira 0 ,00 ,00 -3,447 ,001
Pozitif Sira 15 8,00 120,00
Esit 0
Toplam 15
3 Negatif Sira 0 ,00 ,00 -3,508 ,000
Pozitif Sira 15 8,00 120,00
Esit 0
Toplam 15
4 Negatif Sira 0 ,00 ,00 -3,455 ,001
Pozitif Sira 15 8,00 120,00
Esit 0
Toplam 15
11 Negatif Sira 0 ,00 ,00 -3,458 ,001
Pozitif Sira 15 8,00 120,00
Esit 0
Toplam 15
Aritmetik  Standart Ortalamalar 7 p*
_ Ortalama Sapma Farki
On test 16,33 6,37
Toplam Sontest  26.87 437 10,54 -3,416 .001
*p<.05

Tablo 5’te goriildiigii gibi, Wilcoxon isaretli sira testinin analizinin sonuglar;, OOYO ile
Olciilen biligsel kogluk yaklagiminin 6gretmen Oz-yeterlik algisinin 6grenci katilimina iligkin
gelisiminde 6nemli bir etkiye sahip oldugunu ortaya koymaktadir (MD = 10.54, z =-3.416, p = 0.001).
Bilissel kocluk uygulamasmin &grenci katilimina iligkin 6gretmen 6z-yeterlik diizeylerinin son test
puanlari, 6n teste gore anlamli 6lglide daha yiiksektir (MD = 10,54). Bu anlamda elde edilen nicel
bulgular, Ingilizce gretmenlerinin biligsel kogluk egitimi dncesi 6grenci katilimina iliskin 6z-yeterlik
diizeyleri ile egitim sonrasi 6z-yeterlik diizeyleri arasinda anlamli bir fark oldugunu gostermektedir (z
=-3,416; p < 0,05). Analiz sonunda elde edilen bulgulara bakildiginda 6grenci katiliminda 6z-yeterlik
algisinin gelisimi toplam dort madde de 8.00 oraniyla esit dagilim sergiledigi goriilmektedir. Bu
duruma gore O6gretmenlerin, diisiik ilgiye sahip Ogrencinin ilgisini arttirma (madde 2), dgrenciyi
okulda basarili olacagina inandirma (madde 3), dgrenciye dgrenmenin degerini anlamasina yardim
etme (madde 4) ve Ogrencinin ailesine okul basarisini arttirmak i¢in yardim etme (madde 11)
boyutlarinda degerlendirdigimiz 6grenci katilimina iligkin yeterlik edinimlerinde kendi deneyim ve
mesleki yasantilarma gore belirli bir kazanim elde ettigi goriilmektedir. Dolayisiyla biligsel kocluk
egitimi siirecinde uygulanan 6n test ve son test sonuclari1 arasinda ortaya ¢ikan anlamli fark dikkate
almarak, biligsel koc¢lugun 6grenci katilimi baglaminda 6gretmen 6z-yeterlik algisinin gelismesinde
giiclii ve etkili bir denetim araci oldugu ileri siiriilebilir.

Ikinci olarak biligsel kocluk yaklagimimin, dgretmen &z-yeterlik algisimin egitsel stratejilere
iligkin etmenler baglaminda gelismesine iliskin elde edilen nicel bulgular analiz edilmistir. Asagidaki
tablo 6’da OOYO baglaminda dort boyutta degerlendirilen egitsel stratejilerdeki 6z-yeterlik algisina
iligkin 6n/son test Wilcoxon isaretli sira testinin istatistiksel sonuglari sunulmustur.
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Tablo 6. Egitsel stratejilerdeki 6z-yeterlige iliskin Wilcoxon igaretli sira testi analizi

Sira Sira Z P
Madde Ontest-Sontest N  Ortalamasi Toplami
5 Negatif Sira 0 ,00 ,00 -3,442 ,001
Pozitif Sira 15 8,00 120,00
Esit 0
Toplam 15
9 Negatif Sira 0 ,00 ,00 -3,461 ,001
Pozitif Sira 15 8,00 120,00
Esit 0
Toplam 15
10 Negatif Sira 0 ,00 ,00 -3,501 ,000
Pozitif Sira 15 8,00 120,00
Esit 0
Toplam 15
12 Negatif Sira 0 ,00 ,00 -3,457 ,001
Pozitif Sira 15 8,00 120,00
Esit 0
Toplam 15
Aritmetik  Standart Ortalamal 7 p*
_ Ortalama Sapma ar Farki
On test 19,47 4,40
Toplam Son test 31,13 277 11,66 -3,417 .001
*p<.05

Yukaridaki tablo 6°da gosterildigi gibi, Wilcoxon isaretli sira testinin analiz bulgulari, OOYO
ile Olgiilen 6gretmen Oz-yeterlik algisinin egitsel stratejilere iliskin gelisiminde biligsel koglugun
onemli bir etkisi oldugunu ortaya koymaktadir (MD = 11.66, z = -3.417, p = 0.001). Ulasilan nicel
bulgular, ingilizce 6gretmenlerinin biligsel kogluk egitimi éncesindeki dz-yeterlik diizeyleri ile egitim
sonrast egitsel stratejilerdeki Oz-yeterlikleri arasinda istatiksel olarak anlamli bir fark oldugunu
gostermektedir (z = -3,417; p < 0,05). S6z konusu verilere gore, egitsel stratejilere iliskin 6gretmen 6z-
yeterlik diizeylerini artirmaya ¢aligan dgretmenlerin son test puanlart 6n teste gore anlamli bir farkla
daha yiiksek oldugu goriilmektedir (MD = 11,66).

Analiz sonunda elde edilen bulgular incelendiginde egitsel stratejilerde 6z-yeterlik algisinin
gelisiminin toplam dort madde de 8.00 oraniyla esit dagilim sergiledigi goriilmektedir. Bu duruma
gore Ogretmenlerin, 6grencilere ne Olgiide iyi sorular iirettigi (madde 5), farkli degerlendirme
stratejilerini ne kadar kullandig1 (madde 9), 6grenci anlamadiginda ne Olgiide farkli agiklamalar ve
ornekler sundugu (madde 10) ve sinif ortamina alternatif stratejileri ne kadar iyi uyguladigi (madde
12) boyutlarinda degerlendirdigimiz egitsel stratejilere iliskin 6z-yeterlik edinimlerinde Ingilizce
Ogretmenlerinin biligsel kogluk egitimiyle birlikte 6gretim yontem ve becerilerinde belirli agilardan
farkli kazanimlar sundugu goézlemlenmektedir. Bu acidan degerlendirdigimizde séz konusu puanlar
gergevesinde, biligsel kogluk egitimi siirecinde uygulanan 6n test ve son test analiz bulgular1 arasinda
ortaya ¢ikan anlamli fark g6z oniine alarak, biligsel kogluk egitiminin, egitsel stratejiler baglaminda
Ogretmen Oz-yeterlik algisinin gelismesi amaciyla etkili bir ara¢ olarak kullanilabilecegi belirtilebilir.

Son olarak bilissel ko¢luk yaklasiminin, 6gretmen 6z-yeterlik algisinin sinif yénetimine iligkin
etmenler baglaminda gelismesine iligkin ulagilan nicel bulgular analiz edilmistir. Asagidaki tablo 7°de
OO0YO baglaminda dort boyutta degerlendirilen 6n/son test Wilcoxon isaretli sira testinin istatistiksel
sonuclar1 sunulmustur.
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Tablo 7. Sinif yonetimindeki 6z-yeterlige iligkin Wilcoxon isaretli sira testi analizi

) Sira Z P
Madde On test-Son test N Ortalamasi Sira Toplami
1 Negatif Sira 0 ,00 ,00 -3,473 ,001
Pozitif Sira 15 8,00 120,00
Esit 0
Toplam 15
6 Negatif Sira 0 ,00 ,00 -3,416 ,001
Pozitif Sira 14 7,50 105,00
Esit 1
Toplam 15
7 Negatif Sira 0 ,00 ,00 -3,443 ,001
Pozitif Sira 15 8,00 120,00
Esit 0
Toplam 15
8 Negatif Sira 0 ,00 ,00 -3,447 ,001
Pozitif Sira 15 8,00 120,00
Esit 0
Toplam 15
Aritmetik Standart Ortalamalar 7 %
Ortalama Sapma Farki P
On test 17,53 5,78
Toplam Son test 27.60 427 10,07 -3,419 .001
*p<.05

Yukaridaki tablo 7°de gériildiigii gibi Wilcoxon isaretli sira testinin sonuglar, OOYO ile
analiz edilen smif yonetimde 6gretmen 6z-yeterlik algisinin gelisiminde bilissel kogluk yaklagiminin
giiclii bir etkisi oldugunu ortaya koymaktadir (MD = 10.07, z = -3.419, p = 0.001). Elde edilen
bulgulara gore, sinif yonetimi becerilerine iligkin 6z-yeterlik diizeylerini artirmaya c¢alisan
Ogretmenlerin son test puanlari, 6n teste gore anlamli diizeyde daha yliksek ¢ikmistir (MD: 10,07). Bu
cercevede, arastirma sorusunun yamiti icin yapilan istatiksel analiz kapsaminda, Ingilizce
ogretmenlerinin bilissel kogluk egitimi 6ncesindeki simif yonetimindeki 6z-yeterlik edimleri ile egitim
sonras1 yeterlik diizeyleri arasinda anlamli bir fark oldugunu agikca ortaya konmustur (z = -3,419; p <
0,05).

Analiz sonunda elde edilen bulgulara bakildiginda simif yonetiminde yeterlik algisinin
gelisiminin toplam iic madde de 8.00 sira ortalamasiyla esit ve yiiksek dagilim sergiledigi
goriilmektedir. Bu kapsamda 6gretmenlerin, sinif ortaminda rahatsiz edici davranisi ne kadar kontrol
edebildigi (madde 1), rahatsiz edici ve giiriiltii yapan 6grenciyi ne kadar sakinlestirebildigi (madde 7)
ve her bir 6grenci grubuyla sinif yonetim sistemini ne kadar basarili kurabildigi (madde 8)
boyutlarinda inceledigimiz sinif ydnetimine iliskin &z-yeterlik algilarmin gelisiminde Ingilizce
Ogretmenlerinin biligsel kogluk egitimi sonrasinda onemli bir artis yasadigi gozlemlenmektedir. Bu
durum farkli kademelerde calisan ve farkli deneyimlere ve mesleki yasantiya sahip olan katilime1
Ogretmenlerin sinif kurallar1 belirleme ve bunlar gergek sinif ortamina aktarma siirecinde yasadiklari
zorluklara bilissel kogluk egitimiyle beraber ¢oziim tirettikleri ve sinif yonetim sistemini daha basarili
olarak inga edebildikleri bigiminde yorumlanabilir. Ciinkii on dort haftalik bilissel kogluk egitim
siirecinde 6gretmenlere etkili smif yonetim becerilerine iligkin 15 saatlik video kayitlari, kogla yapilan
yansitict goriismeleri ve yine kogun hazirladigi sunumlart iceren oldukga kapsamli bir egitim
sunulmustur.

Diger yandan 6gretmenin, 6grencilerin sinif kurallarina uymasini ne kadar sagladigi (madde 6)
baglaminda diger maddelere gore cok az bir farkla 7.50 sira ortalamasina sahip oldugu goriilmektedir.
Ancak s6z konusu fark birbiriyle bagdasik olan diger maddelerden anlaml bir fark yaratacak kadar az
degildir. Ciinkii etkili sinif yonetim becerileri gelistirme ve bunlar1 sinif ortamina aktarma siirecinde
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biligsel kogluk egitimi boyunca farkli 6grenme modeline, farkli ilgiye sahip 6grencilerin dersin akigini
bozmadan derste kalmasina ve o dgrencilerin derste sergileyebilecekleri en iyi performanslarini ortaya
koymalarima aracilik eden farkli materyal gelistirme ya da etkinligi farklilagtirma teknikleri {izerine
oldukca biiyiik bir zaman harcanmistir. Bu kapsamda s6z konusu arastirma sorusunun yanitini
toparlamak gerekirse, On test ve son test sonuglari arasinda karsimiza ¢ikan anlaml fark gz oniine
alinarak, arastirmaya katilan Ingilizce dgretmenlerin simif yonetim becerilerini gelistirmede basarili
olduklar1 ve bu baglamda bilissel kogluk egitiminin, sinif yonetiminde dgretmen 6z-yeterlik algisinin
gelismesinde yardimei bir arag olarak kullanilabilecegi belirtilebilir.

Son olarak birbiriyle bagintili oldugu disiiniilen birinci ve ikinci arastirma sorusunun
yanitlarina iligkin buraya kadar agiklanan nicel bulgular1 6zetlemek amaciyla asagidaki tabloda biligsel
kocluk egitimi Oncesi ve sonrasi Ogretmenlerin Oz-yeterlik algismin so6z konusu ii¢ alt Slgek
kapsaminda 6n/son test Wilcoxon isaretli sira testinin bulgular1 sunulmaktadir. Biligsel kogluk egitimi
Oncesi ve sonrast uygulanan on test ve son test sonuglari arasinda ortaya ¢ikan istatiksel agidan anlaml
farka dayanarak, bilissel kogluk yaklasimiin arastirmanim amaci kapsaminda 6gretmen 6z-yeterlik
algisinin gelisiminde bahsedilen ii¢ alt 6l¢cek kapsaminda yardime1 oldugu savlanabilir.

Tablo 8. O0YO iic alt 5lcek kapsaminda &n/son test puanlari arasindaki ortalama fark degerleri

Olcek Alt Olgek Ortalama Fark P degeri
Ogretmen Ogrenci Katiliminda Yeterlilik 10,54 .001
oz-yeterlik Egitsel Stratejilerde Yeterlik 11,66 .001
Olgegi Sinif Yénetiminde Yeterlik 10,07 001

*p<.05

Tablo 8’de gosterildigi gibi Wilcoxon isaretli siralar testinin analiz sonuglar, OOYO
kapsaminda her bir alt dlgek maddesine bagl olarak oSlgiilen 6gretmen G6z-yeterlik algisina iliskin
olarak biligsel koclugun 6gretmen yeterlik algis1 puanlan iizerinde dnemli bir etkiye sahip oldugunu
ortaya koymaktadir (MD = 10.54, z = -3.416, p = 0.001). Tabloda yer alan bulgular, biligsel kogluk
egitiminin etkisiyle Ingilizce 6gretmenlerinin egitsel stratejilere iliskin 6z-yeterlik algisinin daha fazla
gelistigini gostermektedir. Egitsel becerilerin gelisiminin, 6gretmenlerin tiim 6grencileri derse dahil
edebilecek, 6grenci, farkliliklarini temel alarak kullandig1 yontem ve teknikleri farklilastirabilecek ve
boylece Ogrencilerin sinifa aidiyetlerini saglayacak bir smif ortami yaratmasina yardimci olacagi
diistiniilebilir. Elbette s6z konusu {i¢ boyutun birbiriyle bagmtili oldugu ve 6grenci merkezli 6gretim
yontem ve tekniklerin, etkili ve farkl tasarlanmig etkinlik ve materyallerin ve sinif kurallart agikca
belirlenmis, iyi yonetilen bir sinif ortami insa etmenin siireklilik ve bagdasiklik gostermesi gerektigi
unutmamalidir.

Biligsel kogluk yaklasiminin 6gretmen 6z-yeterlik algisinin gelisimine etkisini nitel bulgular
1s181inda degerlendirmek amaciyla nitel veri toplama kaynaklar1 olan BKEDF, KYBGSK, DVK ve
yansitict giinliikler araciligiyla elde edilen bulgular incelenmistir. Bu amag¢ kapsaminda dncelikle
OOYO igerigi kapsaminda 6z-yeterlik algis1 (i) 6grenci katilimi, (ii) egitsel stratejiler ve (iii) sif
yonetimi olmak {izere ii¢ alt tema biciminde siniflandirilmistir. Daha sonra ise kodlarin giivenirligini
sunmak amaciyla nitel veri kaynaklarina dayanarak, Ogretmenlerin uzlastiklar1 diisiinceler ve
ogretmenler arasinda varilan goriis birligi ve OOYO’nin igerdigi maddeler dikkate almarak 12 kod
saptanmistir. Asagidaki tablo 9’da s6z konusu tema, kod ve kullanim sikliginin detayli gdsterimi
sunulmus ve belirtilen ii¢ temanin her biri i¢in saptanan kodlar1 destekleyecek nitel bulgular
orneklendirilmistir.
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Tablo 9. Ogretmen 6z-yeterlik algis1 gelisimine iliskin tema, kod ve kullanim siklig1

Tema Kod Kullanim siklig1
Ogrenci - okul ddevlerine diisiik ilgi gdsteren d6grencileri 2
katiliminda motive etme ve yapabilecegine inandirma
oz-yeterlik -0grenci farkliliklarin1 dikkate alarak ilgiyi arttirma 7
edinimi -6grencilere 6grenmenin degerini anlamada 3
yardimc1 olma
Toplam 12
Egitsel -Ogrencilere iyi sorular iiretme 5
stratejilerde -farkli degerlendirme stratejileri kullanma 5
6z-yeterlik -zihin karigikli81 yasayan 6grencilere alternatif
edinimi aciklama ve 6rnekler sunma 3
-smufta farkli teknikler uygulama
-etkili beden dili ve ses kullanim1 6
3
Toplam 22
Sif -sinifta rahatsiz edici davraniglari kontrol etme 4
yonetiminde  -0grencilerin sinif kurallarina uymasini saglama 4
0z-yeterlik -giirtiltiicli ya da rahatsiz edici 6grenciyi 3
edinimi sakinlestirme
-her 6grenci grubuyla simif yonetim diizeni kurma 8
Toplam 19

[k olarak dgrenci katiliminda 6z-yeterlik edinimi temasi baglaminda Tablo 9°da saptanan iig
koda iliskin nitel veri kaynaklarmin incelenmesinin ardindan, Ingilizce &gretmenlerinin biligsel
koglugun o&grenci katiliminda 6z-yeterlik edinimlerine olumlu katki sagladigimi belirttikleri
gorilmiistir. Bu durumu daha iyi orneklendirmek ve acgiklamak amaciyla, s6z konusu tema
cergevesinde belirlenen ii¢ kod baglaminda farkli 6gretmen gériisleri asagida yer almaktadir. Ornegin,
Ogretmen 1 yansitict giinliigiinde, 6dev yapmada ve derse katilimda diisiik ilgi gosteren dgrencileri
motive etme baglaminda etkili geri bildirim kullaniminin islevselligine vurgu yaparak diisiincesini su
sekilde agiklamistir:

"Ogrencilerimin hem derslere daha etkin katiliminda hem de verdigim ddevleri yapmada daha
istekli olduklarint ve ogrenmek icin daha fazla ¢aba gosterdiklerini, biligsel ko¢luk egitimi
sirasinda daha da etkinlestirme ve farklilastirma firsati buldugum etkili geri bildirim
kullamimlarim sayesinde gormiis oldum. Bu kazamim benim igin ogretme ydntem ve
tekniklerimde 6grenci farkliklarini da dikkate alarak farkli ve yaratici geri bildirim sunmam
gerektigini 6gretti."
Benzer bicimde 6gretmen 8 de BKEDF’ de, okulda yeterli motivasyona sahip olmayan
Ogrencilerin ilgisini arttirmak i¢in Ogrenci farkliliklari goz Oniine alinarak Ogretin yontem ve
tekniklerinde farklilasmanin 6nemli oldugunu belirtmistir:

"Biligsel kogluk egitiminde izledigimiz ornek ders videolar: ve bilissel kogun ornek ders
sunumlart sonunda, ogretmenlik yasantimda en ¢ok zorlandigim konuda biiyiik kazamm elde ettim.
Derse cok fazla etkin katilim gostermeyen bu anlamda ilgisi diisiik ogrencilerin motivasyonunu
arttrmak icin hazirladigim farkll etkinlikler ve uyguladigim farkli yontemler ¢cok yararli oldu.
Ozellikle farkli égrenme tiiriine sahip ogrencileri grup calismasi baglaminda bir araya getirip
aralarinda bir etkilesim yaratmanin ogrencilerin ilgisini nasil da arttirdigint gézlemlemis oldum.
Grup c¢alismast ya da ikili ¢aliyma ortaminda ogrencilerin birbirleriyle yaptiklart paylasimlar
gercekten ¢ok degerliydi."

Ogretmen 11 de BKEDF’ de &grenci katilimimi arttirmada, dgretmenin sergiledigi 1ihmli ve
rehber roliin 6grencinin kendine ydnelik inancimi pekistirme ve Ogrenmenin Onemini kesfetmesi
baglaminda 6nemine deginmistir:

"Biligsel kog¢luk egitimi siirecinde izledigim videolarda en ¢ok ilgimi ¢eken ve ogretme
yontemlerime dahil etmem gerektigini anladigim en onemli nokta diisiik ilgiye sahip oOgrencilere

181



Ceyda PILEVNE, Siileyman
Egitim Kuram ve Uygulama Arastirmalar: Dergisi 2025, Cilt 11, Say1 2, 167-189 Davut GOKER

yonelik ogretmenin sergiledigi hi¢ de israrct ve zorlayici olmayan rehber roliindeki tutumdu.
Ogretmenin égrencinin motivasyonunu arttirmak icin siirekli onun cevaplayacagi sorular sormasi ve
cevaplayamadigr soru oldugunda 1srarla beklemek yerine farkly sorular sorarak ve ozellikle
kisisellestirilmis sorularla ilgisini tutmaya ¢alismasi, ogrencinin yapabildigine dair kendine inancini
saglamakla beraber ilgisini de arttirmaktadir. Béylece Ogrencilerim ogrenmenin onemini de fak
etmeye basladilar. Bu a¢idan bunu derslerimde etkin olarak kullanmanin bir zorluk yaratmayacagini
anlamis oldum."

Arastirmaya katilan Ingilizce &gretmenlerinin bilissel kogluk egitimi sonrasi Ogrenci
katilimindaki 6z-yeterlik algilarinin gelisimine iliskin uzlas1 sagladiklar1 diigiincelerin, diisiik ilgiye
sahip O0grencilerin motivasyonunu arttirma, farkli zeka tiirline sahip 6grenci gereksinimleri dikkate
alma ve ders plan1 hazirlama, 6gretmenin sinif i¢i yapici tutumu araciligiyla 6grencilerin kendilerine
iliskin inancini giiclendirme ve &grenmenin degerini anlamalarini saglama, smif ici etkinlikleri
cesitlendirerek farkli yontem ve teknikleri sinif ortamina aktarma ve dgrencilere basarilarimi arttirmaya
yonelik olarak etkili geri bildirimler sunma gibi cesitli yeterlik alanlar1 baglamida sekillendigi
goriilmektedir. Dolayisiyla yukarida verilen ornekler de dikkate alindiginda, genel olarak bilissel
koglugun, Ingilizce 6gretmenlerinin 6grenci katilimindaki 6z-yeterlik algilarinin gelisiminde oldukca
etkili oldugunu ve bu anlamda farkindalik ve yetkinlik gelistirdiklerini belirttikleri anlagilmaktadir.

Ikinci olarak, egitsel stratejilerde 6z-yeterlik edinimi temas1 baglaminda Tablo 9’da gosterilen
bes koda iliskin nitel veri kaynaklarinin incelenmesinin ardindan, ingilizce 6gretmenlerinin bilissel
koglugun egitsel stratejilerde Oz-yeterlik edinimlerine Onemli katki sagladigini  belirttikleri
saptanmigtir. Ogretmenlerin egitsel stratejilerde 6z-yeterlik gelisimlerini daha iyi 6rneklendirmek ve
detaylandirmak amaciyla, s6z konusu tema g¢ercevesinde belirlenen bes kod baglaminda 6gretmen
goriisleri asagida yer almaktadir. Ornegin; 6gretmen 13 dgrenciler arasindaki seviye farkliliklarmin
dikkate alinarak her bir 6grencinin 6zerk bir 6grenen oldugu gercegine génderimde bulunarak farkli
soru teknikleri gelistirmenin 6neminden yansitici giinliigiinde su sekilde bahsetmistir:

"Her ogrencinin farkli anlama ve ogrenme seviyesi oldugunu diistinerek ders planini daha
ozenli hazirlamam gerektigini anladim. Ciinkii 6grenci ¢esitliligi kapsaminda hazirlanan ders planinin
dersin isleyisinde ve 6grenci katilvminda ¢ok onemli oldugunu ogrendim. Bu agidan sinifta her bir
ogrencinin ozerk bir birey oldugunu, farklt 6grenme ve anlama big¢imi oldugunu dikkate alarak farkl
soru teknikleri gelistirmem ve daha ag¢ik yonerge kullanmam gerektigini fark ettim."”

Ogretmen 9 da anlama giicliigii ¢eken oOgrencilere yardimci olmada farkli agiklama ve
orneklendirme stratejilerinin gelistirilmesine BKEDF’ de dikkat ¢cekmistir:

"Bilissel kogluk egitimi sonunda d&grenci seviyelerinden kaynakli ortaya ¢ikan durumlar
yonetmek ve dersin biitiin 6grenciler icin anlagilir olmasin saglamak icin anlama giicligii yasayan
ogrencilere farkll aciklama ve orneklendirme tekniginin kullanmimimin gerekliligini anladim. Bundan
sonra derslerimde bu teknigi stirekli uygulamam lazim."

Ogrencilerin kendi 6grenme durumlarmi kesfetmelerine yardimer olmanin onlarin dgrenme
stirecine etkisini 6gretmen 10 yansitici giinliigiinde su sekilde agiklamistir:

"Hem ogrencilerin kendi 6grenmelerinin farkina varmalari hem de ilerleme saglamalart igin
ogrenciye konuya iliskin kendilerinin gii¢lii oldugu ya da zorlandiklart noktalar diisiindiirmenin
etkisini ogrendim. Bu anlamda kullanilan konunun zorluk ya da kolaylik derecesine iliskin ogrenciden
istenilen puanlama tekniginin ¢ok etkili oldugunu anladim."”

Arastirmaya katilan Ingilizce 6gretmenlerinin bilissel kogluk egitimi sonras1 egitsel
stratejilerdeki Oz-yeterlik algilarinin gelisimine iligkin fikir birligi sagladiklar1 diistinceler, farkli
degerlendirme stratejilerinin 6grencilerin derse katilimda onemli bir isleve sahip oldugunu anlama,
yaratic1 soru sorma becerisinin gelismesinin 6grencilerin her birinin kendilerini degerli hissetmesinde
ve motivasyonlariin artmasinda etkili oldugunu kesfetme, egitsel strateji olarak "hayali pekistireg"
kullanim teknigini kullanma, her bir 6grenciyi derse katilima tesvik etmede 6rneklendirme ve farkli
teknikler ve farkli degerlendirme stratejileri gelistirme ve bdylece Ogrencilerin kendi 6grenme
durumlarini kesfetmelerine yardimet olma ve etkili beden dili kullaniminin 6grencilerin ilgisini ¢ekme
ve motivasyonlarini arttirmada yardimci oldugunu anlama gibi farkli yeterlik alanlar1 ¢ergevesinde
gelisim sagladiklarin1 gostermektedir. Bu baglamda yukarida verilen 6rnek 6gretmen goriislerine de
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dayanarak, biligsel koclugun O6gretmenlerin egitsel stratejilerinde 6z-yeterlik algilarmin gelisimine
etkisini degerlendirmek gerekirse, bilissel koglugun 6gretmenlerin egitsel stratejilerindeki 6z-yeterlik
algilarinin gelisiminde olduk¢a etkili oldugunu ve dolayisiyla bu duruma iliskin mesleki anlamda
farkl bir kazanim ve biling gelistirdikleri belirtilebilir.

Son olarak sinif yonetiminde 6z-yeterlik edinimi temasi1 baglaminda Tablo 9’da gdsterilen dort
kodla iliskili olarak belirtilen nitel veri kaynaklarmin incelenmesinin ardindan, Ingilizce
ogretmenlerinin biligsel koglugun sinif yonetiminde 6z-yeterlik edinimlerine énemli katki sagladigini
belirttikleri gdzlemlenmistir. Ogretmenlerin simif ydnetiminde 6z-yeterlik gelisimlerini daha iyi
orneklendirmek ve anlamlandirmak amaciyla, s6z konusu tema g¢ercevesinde belirlenen dort kod
baglaminda yansitici giinliik ve video kayitlarindan ¢ikarilan farkli 6gretmen goriisleri asagida yer
almaktadir. Ornegin, 6gretmen 14 giiriiltii yapan ve dersin akisini bozan dgrenci ya da 6grencileri
yonetmek icin acgik ve net olarak simif kurallarinin belirlenmis olmasina bagli olduguna dikkat ¢ekerek
yansitict giinliigiinde bu durumu su sekilde ifade etmistir:

"Bilissel kogluk egitiminde sinif yonetiminde yeterlik edinimi konusunda izledigim videolardan
en biiyiik ¢tkarmmim sinif i¢i kurallarin acgik¢a tamimlanmast oldu. Bu konuda kendimi gelistirmem
gerektigi ve daha acgik ve net sumf kurallari belirleyerek sinif diizenini saglamam gerektigini
diigtiniiyorum. Ciinkii kurallarin belirlenmesi ve bu kurallara é6grencilerin uymast dersin niteligi
tizerinde olduk¢a etkili. Sinif icinde ortaya c¢ikmasi muhtemel kargasayr onlemek agisindan da
kurallarin onemli olduguna inaniyorum."

Ogretmen 2 BKEDF’ de yeterlik algisinin gelisiminin smifta rahatsiz edici davramslari kontrol
etme lizerine diisiincesini su sekilde agiklamistir:

"Sinif yonetiminde yeterlik gelistirmenin oOgretmenin etkin bir sinif ortami yaratmasinda
oldukg¢a onemli oldugunu egitim sirasinda izledigim videolar araciligryla anlamis oldum. Bu noktada
ozellikle sinifta rahatsiz edici davranis sergileyen, dersin akisint bozan ve konusma egilimi gosteren
ogrencileri uyarmada daha dikkatli ve kati olmam gerektigini 6grendim. Dersin diizenini saglamak
icin yer degisikligi yapma, ders disinda konusan ogrencilerle birebir iletisim kurarak nigin
konustuklarint ve bunun onlara olumsuz etkilerden bahsetmek gibi tekniklere bagvurabilecegimi
anladim."

Ogretmen 9 da sinif kurallarina 6grencilerin uymasini saglamada ve rahatsiz edici davranis
sergileyen Ogrencilerin kontrol etmede Ogretmen durusunun Onemini yansitici giinliiglinde ifade
etmistir:

"Sinif yonetimi saglarken ogretmenin tutumunun ve beden dilinin olduk¢a onemli oldugunu
bugiinkii egitim videolarindan anladim. Elbette 6grencilerin derse aktif katilimi saglamak icin ilimli ve
esnek bir ders ortami yaratmak énemli ancak dersin diizeni bozuldugu an dgretmenin nasil bir durus
ogrencilere yonelik daha dik ve kati bir durus davranis gelistirmem gerektigini fark ettim. Ayrica ¢ok
nadiren de olsan G&gretmenin hedef dil yerine ogrencileri uyarirken ana dil kullanmiminin da
ogrencilerin toparlanmasinda daha biiyiik etkisi oldugunu gézlemledim."

Arastirmaya katilan Ingilizce Ogretmenlerinin bilissel kogluk egitimi sonrasi smif
yonetimindeki 6z-yeterlik algilarinin gelisimine iligkin ortak goriis paylastiklart gesitli diisiincelerin,
smif yonetiminde rahatsiz edici davramislari engellemek ve smif diizenini saglamak siirecinde
Ogretmen durusunu daha etkili kullanma ve géz temasin1 daha sik kurma ve bdylece sinif yonetimi
giiclendirerek hem Ogrencilerin kurallara uymasini saglama hem de dersin amaclarina ulasmasini
arttirma, etkili simif yonetimi saglayarak smif ici olasi problem durumlarini engelleme ya da
problemlere etkili ¢éziimler sunma, sinifta 6gretmen otoritesi kurarak 6grenci basarisini arttirma gibi
farkli yeterlik ve gelisim alanlar1 etrafinda bigimlendigi goriilmektedir. Bu anlamda, yukarida
ornekleri verilen sinif yonetiminde 6z-yeterlik edinimine ilisgkin 6gretmen goriislerinden elde edilen
nitel bulgulara da dayanarak, biligsel koglugun ingilizce 6gretmenlerinin sinif yonetiminde 6z-yeterlik
algilarmin gelisimine etkisinin oldukca etkili oldugunu ve bu baglamda bilissel kogluk egitiminin
ogretmenlere farkli baglamlar ¢ergevesinde biligsel diizeyde farkindalik kazandirdigini belirtilebilir.

Kisaca ikinci aragtirma sorusunun yaniti i¢in elde edilen nitel bulgular degerlendirildiginde,
biligsel kogluk egitimin 6gretmenlerin 6z-yeterlik algilarinin biitlin olarak gelisiminde oldukea etkili
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oldugu ve nicel bulgularla da paralellik gostererek en yiiksek diizeyde 6z-yeterlik algisinin gelisiminin
egitsel beceriler kapsaminda oldugu gozlemlenmektedir. Dolayisiyla biligsel kogluk yaklagiminin
amacina uygun olarak, bu arasgtirma kapsaminda uygulanan bilissel kogluk egitiminin dgretmenlerin
iist biligsel becerilerinin gelisiminde ve biligsel farkindalik ediniminde etkili sonuglar ortaya koydugu
ve boylece biligsel koclugun Ogretmenlere 6z-denetim, 6z-gbzetim ve 0Oz-degisim becerilerinin
gelisimine katki saglayarak nihai hedef olarak 6z-yeterlik algisinin gelisimine etkili bir kaynak oldugu
belirtilebilir. Sonug olarak, bu ¢alisma kapsaminda, ingilizce 6gretmenlerinin sahip olduklari, var olan
bilgileri ve igsel kaynaklar1 kesfetmelerinde ve s6z konusu bilgi ve kaynaklar1 kullanma siirecinde
yansitma becerisi ya da yansitic1 pratikler gelistirmelerinde ve bunun sonucunda da kendi biligsel
becerilerini diizenleme, kontrol etme, gozlemleme ve yonetme yeteneklerini kapsayan o6z-yeterlik
algilarinin artmasinda biligsel ko¢lugun oldukga giiclii bir kaynak oldugu goriilmektedir.

Tartisma, Sonu¢ ve Oneriler

Egitimde bagariya ulagabilmek ve egitimsel amaglari gerceklestirmek icin Ggretmenlerin
mesleki gelisiminin desteklenmesinin 6neminden hareketle, bu calismada Egitim 4.0 baglaminda,
Ogretmen denetiminde yenilik¢i, yansitici denetim uygulamalarindan biri olan bilissel kocluk
yaklasimina odaklanilmis ve egitimsel baglamlarda biligsel kogluk yaklagiminin 6gretmen 6z-yeterlik
algisinin gelisiminde etkili ve islevsel bir kaynak olarak kullanilip kullanilmayacagi arastirilmastir.
Glinlimiiz egitim sisteminde hizla ortaya c¢ikan degisim ve doniisiimler, 6gretmenin sinif ortaminda
siirekli genisleyen sorumluluk alanlarini agiga ¢ikarmis ve beraberinde d6gretmene 6gretmenlik roliiniin
Otesinde egitim lideri kimligi agilayan yenilikleri getirmistir. Bu baglamda, dgretmenlerin mesleki
gelisimlerinin baskilama ve yargilamadan uzak, tamamen Ogretme, simf i¢i planlama, egitsel ve
yonetimsel becerilerinin gelistirilmesine olanak taniyan uygulamalarla desteklenmesi olduk¢a 6nemli
hale gelmistir. Bu arastirmada da, ogretmenlerin bilissel kogluk egitimiyle algi ve davranislarini
olumlu yonde etkileyerek, 0z-yeterlik ve etkililik algilarmi nasil gelistirecegine 151k tutmak ve
Ogretmenin smif icindeki egitim lideri roliinii gliglendirmek amacglanmaistir.

Calismada 6ncelikle incelenen biligsel kogluk egitiminin, ingilizce égretmenlerinin dgretmen
0z-yeterlik algisinin gelisimini biitiin olarak ne 6l¢iide etki ettigine iligkin elde edilen nicel sonuglar
incelendiginde, bilissel koglugun 6gretmen 6z-yeterlik algisinin gelisiminde gii¢lii bir etkisi oldugu
sonucuna ulagilmistir. Bu agidan uygulanan 6n test ve son test arasinda ortaya ¢ikan sonuglar arasinda
gozlemlenen anlamli fark, biligsel kogluk yaklasimmin 6gretmen 6z-yeterlik algisinin gelisiminde
etkili bir denetsel arag olduguna sonucunu desteklemektedir. Yapilan pek ¢ok calismada kogluk
uygulamalari, etkili ve onemli bir yetki kaynagi olarak, kaliteli ve nitelikli 6gretim pratiklerinin
gergeklesmesi ve Ogretmenin egitsel becerilerinin  desteklenmesi amaciyla sunulan 6gretim
uygulamalarinin igine yerlesik olarak konumlanan bir mesleki gelisim stratejisi olarak
uygulanmaktadir. Bu ¢alismanin temel inceleme konusu olan bilissel kogluk yaklagimimin bu anlamda
Ogretmenlerin 0gretim siirecinde bilgi ve beceri gelistirmesinde ve bu siirecin planlama, 6gretme,
analiz etme ve uygulama gibi tiim agsamalarinda biligsel farkindalik yasamasinda ve hem biitiin olarak
oz-yeterlik algilarii gelistirmesinde hem de 6grenci katilimi, egitsel stratejiler ve siif yonetiminde
0z-yeterlik olmak iizere {i¢ alt tema baglaminda gelisiminde etkili ve anlaml1 sonuglar ortaya koydugu
bulgularla desteklenmektedir.

Sonrasinda s6z konusu arastirma sorusuyla iligkili olarak incelenen ikinci arastirma sorusunun
nicel ve nitel sonuglar1 da biligsel kogluk yaklasiminin 6gretmen 6z-yeterlik algisint (i) 6grenci
katilmi, (ii) egitsel stratejiler ve (iii) smif yonetimi kapsaminda etkili sonuglari oldugunu
gostermektedir. Biligsel koglugun dgretmen 6z-yeterlik algisinin gelisimine etkisine yonelik 6zellikle
Ogretmen goriislerine dayanan nitel veriler 1s1ginda, bu calismada ulasilan sonuglarin, Costa ve
Garmston (2002)’ un biligsel ko¢luk yaklagimina yonelik yaptiklart tanimlama ve amaglarla da
ortiistiigii goriilmektedir. Costa ve Gramston (2002) biligsel koglugun temel amacini, 6gretmen Gz-
yeterlik algisinin ve etkililiginin arttirilmasi olarak agiklamislar ve 6gretme siirecinde O0gretmenin
farkindalik kazanmasina, kendi begenisini arttirmasina, Ogretim yontem ve tekniklerine iliskin
bilgilenmesine ve oOgretmenin (i) 0z-gdzetim, (ii) Oz-yonetim ve (iii) Oz-degisim becerilerini
gelistirmesine olanak taniyan bir yaklasim olarak tanimlamislardir. Bu baglamda Costa ve Gramston
(2002)’ nun biligsel kogluk yaklasimi igerigine ve amacina bagli olarak bu arastirma kapsaminda da
bilissel kogluk egitiminin, Ingilizce &gretmenlerinin 6z-gdzetim, ©z-ydnetim ve oOz-degisim
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becerilerinin gelisimine 6nemli kazanimlar sundugu ve bunun sonucu olarak da 6z-yeterlik algilariin
gelismesinde glclii ve etkili bir isleve sahip oldugu nicel ve nitel sonuglar baglaminda ortaya
konmaktadir. Caligma kapsaminda Ozellikle egitsel beceriler kapsaminda 6z-yeterlik algisinin
gelisiminde gdzlemlenen artis, katilimecr Ingilizce &gretmenlerinin ortalama deneyim yilmin 6
olmasina bagli olarak, ders ici yeni yontem ve tekniklerin sinif ortamina aktarimi, 6grenci farkliliklar:
dikkate alinarak ders plani hazirlama ve materyal gelistirme, 6grenci ilgisini arttirmaya yonelik ders
sunumu gergeklestirme gibi degiskenler baglaminda mesleki yeterliklerini ve 6gretim becerilerini
arttirmaya ihtiya¢ duyduklar1 biciminde yorumlanabilir.

Benzer olarak bilissel koclugun Ogretmen 0Oz-yeterlik algisina etkisinin incelendigi
alanyazinda yapilan ¢aligmalar da 6gretmenlerin 6z-yeterlik diizeyinde 6nemli bir artis yasadiklarini,
yansitict goriismeler araciligryla hem mesleki hem de kisisel gelisim gosterdiklerini, iistbiligsel
becerileri kullanmada ve yansitici geri bildirimler vermede ¢ok daha etkili olduklarini ve bu kapsamda
0z-gelisim yasadiklarini gostermektedir (Baker, 2008; Diaz, 2013; Edwards vd., 1998; Evans, 2005;
Gibson ve Dembo, 1984; Lee, 2008; Loeschen, 2012; Maginnis, 2009). S6z konusu calismalara ek
olarak, bilissel kocluk ve Ogretmen Oz-yeterlik algisin incelendigi diger calismalar da 6gretmenin
kendi 6gretim yasantisina ve deneyimine iligkin derinlemesine diisiinme firsati sunarak bir takim
yansitmalarda bulunmasinda ve bdylece Ogretmenin biligsel siirecleri harekete gecirilerek biligsel
farkindalik boyutunda kalic1 degisikler ve kazanimlar elde etmesinde ve sonucunda da 6z-yeterlik
algisinin gelismesinde biligsel kogluk yaklagiminin énemli sonuglar1 oldugunu ortaya koymaktadir
(Alicea 2014; Brooks, 2000; Burnet 2015; Corter ve Francis, 2001; Costa ve Garmston, 2002;
Edwards ve Newton 1995; Eger, 2006; Ellison ve Hayes, 2009; Gonzalez Del Castillo 2015; Goker,
2012; Goker, 2020; Maskey 2009). Bu acidan diger kogluk yaklagimlari gibi 6gretmenlerin kararlarini
etkileyen algi ve inanglara dikkat cekerek Ogretmenlerin Oz-yeterlik algilarini, 6z-denetim
mekanizmalarini ve egitsel becerilerini gelistirmeye yonelik bir arag olarak biligsel kogluk yaklagimina
iligkin bu aragtirma sonunda ulasilan sonuglarin, alanyazinda yapilan daha onceki calismalarin
sonuglartyla bagdasiklik gosterdigi ve bu agidan dnceki arastirma sonuglarinin iz diigiimiinii yansittigi
goriilmektedir.

Diger taraftan elde edilen sonuglar, Hoy (1998)’ un dgretmen 6z-yeterlik algisinin gelisiminin
Ogretmene yansimalartyla da iligkilendirilebilir. Hoy 6z-yeterligi, 6gretmenin 6grencinin 6grenme
sirecinde yasadigi zorluk ya da problemlere iligkin strateji belirleme ve gelistirme, smif igi
motivasyon ve davraniglara yonelik giiglii kaynaklar yaratma baglaminda énemli ¢iktilar sundugunu
ileri stirmiigtiir. Bu agidan bu calisma kapsaminda uygulanan bilissel kogluk egitimiyle birlikte
Ingilizce 6gretmenlerinin kendi dgretim siiregleri ve ogretmenlik yasantilarma iliskin 6z-yeterlik
algilarinin gelisiminin 6grenci katilimi1 baglaminda 6grenci basarisinin, ilgisinin ve motivasyonun
artmasi, egitsel stratejiler kapsaminda planlama, hedef belirleme, yeni teknik ve yontemlerin kullanimi
ve gelistirilmesi ve sinif yonetimi ¢ergevesinde de stres yonetimi, problem ¢ézme, ¢dziim liretme gibi
durumlar baglaminda olduk¢a 6nemli sonuglar1 oldugu goriilmektedir.

Ayrica bu aragtirma kapsaminda biligsel kog¢lugun ogretmenlerin 6z-yeterlik algilarinin
gelisimine iliskin elde edilen sonuglarin Bandura (1997) ‘nin 6z-yeterlik olgusuna yonelik belirledigi
dort beklenti boyutuyla da bagdastigi goriillmektedir. Bandura (1997)’ nin (i) uzmanlagma deneyimi,
(i1) dolayli deneyimler, (iii) sozlii iknalar ve (iv) psikolojik ve duygusal durumlara uyum deneyimi
olmak tizere toplam dort boyutta degerlendirdigi 6z-yeterlik olgusuna iliskin beklentiler ¢ergevesinde
biligsel koglugun ogretmen 0Oz-yeterlik edinimine etkisini inceledigimizde, 6grenci katiliminda ve
egitsel stratejilerde Oz-yeterlik gelisimini uzmanlasma ve dolayli deneyimlere iliskin elde edilen
gelisim alanlar1 oldugu anlasilmaktadir. Ciinkii uzmanlagsma deneyimleri, 6grenci basarisini ve
motivasyonu arttirma, 6grenme siirecindeki basarisizliklara ¢éziim iiretme, dgrencinin yaraticiligini
ortaya ¢ikarma ve yapabildigine dair inang gelistirme yoniinde 6gretmelerin egitsel becerilerine katki
sunmakta ve bdylece 6z-yeterlik algisindaki yiikselisle sonuglanmaktadir (Bandura, 1997). Kisilerin ve
Ogretim pratiklerinin gozlemlenmesiyle elde edilen dolayl deneyimler ise grup ¢alismasi, ikili ¢aligma
gibi hedeflenen etkinlikte 6grenci basarisinin ve ilgisinin, yapabildigine dair giiven ve inancin
gozlemlenmesiyle ulasilan sonuglarla bagintilidir (Bandura, 1997). Dolayisiyla bu galigmada biligsel
koglugun 6grenci katilimi ve egitsel stratejilerdeki 6z-yeterlik edinimine iliskin sonuglar, diisiik ilgi
gosteren 6grencileri motive etme, 0grencileri iyi yapabilecegine inandirma, 6grencilere 6grenmenin
degerini anlamada yardimci olma, 6grenci farkliliklarma yonelik farkli etkilikler planlama gibi
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boyutlar iizerinden bakildiginda Bandura’nin (1997) tanimladigi uzmanlagma ve dolayli deneyimlerin
icerigine gonderimde bulundugu goriilmektedir. Ayrica Bandura’nin (1997) 6z-yeterlik beklentisi
olarak tanimladig1 sozlii ikna kullanimmin da 6grencilere iyi sorular iiretme, farkli degerlendirme
stratejileri kullanma ve zihin karisiklig1 yasayan 6grencilere alternatif acgiklama ve Ornekler sunma
siireglerini iceren egitsel stratejilerdeki 6z-yeterlik gelisimiyle paralellik olusturdugu goriilmektedir.
Son olarak Bandura’nin (1997) 6z-yeterlik kavraminda tanimladigi psikolojik ve duygusal durumlar
baglaminda uyum deneyimleri ise 6gretmenin sinif yonetim becerisi baglaminda sinifta rahatsiz edici
davraniglart kontrol etme, rahatsiz edici Ogrenciyi sakinlestirme, sinifta diizen insa etme gibi
Ogretmenin sinif yonetiminde O6z-yeterlik algisini gelisimiyle 6zdeslik olusturdugu goriilmektedir.
Ciinkii uyum deneyimleri, psikolojik ve duygusal uyarilma sonucunda ortaya ¢ikmakta ve 6gretmenin
performans1 kapsaminda yeterlilik ya da yetersizlik hissine baglh olarak, kaygi, stres ya da heyecan
algisinin deneyimlenip deneyimlenmemesiyle iliskilendirilmektedir.

Biligsel kocluk ve 6gretmen 6z-yeterlik algisinin gelisiminin énemini Egitim 4.0 baglaminda
ele aldigimizda ise Egitim 4.0'm Onerdigi yenilik¢i ve liderlige dayali 6grenme ve Ogretmen
ortamlarinin sonucu olarak 6gretmenlere tanimlanan yeni gorev ve sorumluluk alanlarinin yerine
getirilmesi ve gorevlerin basariyla tamamlanmasi amaciyla 6gretmenlerin bilissel gelisimlerini ve 6z-
yeterlik algilarinin gelisimin olduk¢a 6nemli oldugu goriilmektedir. Bu agidan Egitim 4.0 ile birlikte
ortaya c¢ikan yenilikci cagda hem dijital hem de fiziksel baglamda ortaya c¢ikan degisim ve
doniistimlere 6gretmenlerin adapte olabilmelerinde ve yeni sorumluluklarini gerceklestirmede yiiksek
Oz-yeterlik algisina ve biligsel gelisime sahip &gretmenlerin 6z-yonetim becerileri olan 6grenenler
olarak, Egitim 4.0' m talep ettigi sekilde hem kendileri hem de Ogrencileri i¢in yenilik¢i 6grenme
firsatlarin1 yakalamada en etkin dzneler oldugu belirtilmektedir (Goker ve Uriin Goker, 2021: 875). Bu
arastirma kapsaminda da biligsel kocluk egitimi araciligiyla {istbilissel mekanizmalarin 6gretme
stirecini kolaylastirmadaki rolii ve etkisi dikkate alinarak, ogretmenlerin iistbilissel mekanizmalari
harekete gegirilerek hem kisisel hem de mesleki boyutta tistbilissel farkindalik yasadiklar1 ve sonunda

kazandiklari bulgular araciligiyla desteklenmektedir.

Kisaca, dgretmen 0z-yeterlik algis1 yiiksek Ogretmenlerin pek ¢ok farkli baglamda, olumlu
mesleki tutum ve algi1 gelistirdigi ve bu anlamda da istekli, istikrarli, sorumluluk sahibi olmak gibi
davraniglarin edinilmesinde ve pekistirilmesinde ve ayrica istendik 6grenci g¢iktilarinin ulagilmasinda,
Ogrenci basarisint ve motivasyonunun arttirllmasinda egitsel c¢iktilarla iliski olarak giiclii ve etkili
performans ve pratikler sunduklar1 hem yapilan 6nceki calismalarda hem de bu arastirmada
gbzlemlenmistir. Bu acidan bu arastirma sonunda da 6gretmenlerin iist biligsel siire¢lerinde farkindalik
kazanmasina olanak taniyan biligsel kogluk egitiminin, 6gretmen 0z-yeterlik algisinin gelisiminde
oldukga etkili oldugu sonucuna ulasilmig ve bilissel kogluk yaklagiminin, 6gretmenlerin 6z-yeterlik
algilarinin ve egitsel becerilerinin artmasinda ve bunun sonucunda hem kisisel hem de mesleki
yasamlarinda bir takim iyilesme ve yeni deneyimler yasamalarinda dnemli etkiler yarattigi bulgularla
ortaya konmustur.

Sonug olarak bilissel kogluk yaklagimimin, 6gretmenlerin kendi ogretim siiregleri ve
ogretmenlik yasantilarina iligkin 6z-yeterlik algilarinin gelisiminde 6grenci katilimi baglaminda
Ogrenci bagarisinin, ilgisinin ve motivasyonun artmasinda, egitsel stratejiler kapsaminda planlama,
hedef belirleme, yeni teknik ve yontemlerin kullaniminda ve siif yonetimi cercevesinde de stres
yoOnetimi, problem ¢dzme, ¢oziim liretme gibi durumlar baglaminda oldukc¢a 6nemli ¢iktilar ortaya
koydugu goriilmektedir. Bu anlamda biligsel koglugun, &gretmenlerin kendi Ogretim pratiklerini
coziimlemek ve degerlendirmek adina biligsel becerilerinin gelisimine yardimci olan bir katalizor
islevi gordigii belirtilebilir.

Bu calismanimn Ingilizce dgretmenlerine, kendi &gretim baglamlarinda kullandiklar egitim
programi ve igerigine uyma becerilerine ve yeteneklerine iligkin inanglarint degerlendirmeleri ve
Ogretim yontem ve tekniklerine iliskin gelisim gostermeleri icin bir temel sagladig: diisiiniilmektedir.
Ancak bu calisma sonunda elde edilen sonuglar, Ingilizce &gretmenleri igin 6nemli ¢ikarimlar
sunmakla beraber, s6z konusu sonuglar bu g¢aligmanin smirliliklar1 ve Orneklemi c¢ergevesinde
degerlendirilmektedir. Bu agidan alanyazina katki saglayacag: diisiiniilerek biligsel kogluk iizerine
yapilabilecek ileriki ¢alismalar igin Ingilizce 6gretmenlerinin 6z-yeterlik alg1 ve egitsel becerilerinin
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gelisimini daha biiyiik perspektiften géormek amaciyla, dncelikle farkli 6rneklem biiyiikligi ve daha
uzun egitim siiresi veya agsamalari planlanarak uygulanabilecek bir bilissel kogluk egitim programi
gelistirilmesi Onerilebilir. Sonrasinda bilissel kogluk yaklasiminin farkli alanlarda gorev yapan
Ogretmenler iizerindeki etkililigini 6l¢mek ve farkli konu alanina 6zgii degisiklikleri analiz etmek icin
biligsel kogluk yaklasiminin farkli alanlarda c¢alisan Ogretmenlerin 6z-yeterlik algi ve egitsel
becerilerinin gelisimine etkisini gérmek ve bdylece daha verimli sonuglar ortaya koymak amaciyla
farkli galigmalara ihtiya¢ duyulabilir. Ayrica biligsel kogluk egitimi alan Ogretmenlerin biligsel
diizlemde yasadiklar1 degisimi ve farkindalig1 kendi egitsel becerileri ve 6gretim pratikleri {izerindeki
yansimasini ortaya koymak ve farkli agilardan betimlemeler sunmak amaciyla farkli veri toplama
araglar gelistirilerek yapilabilecek galismalara da ihtiya¢ duyulabilir.
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