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Ozet: Bu calismada, akran tasarimli iistbilissel ogretimin Tiirkge Ogretmeni adaylarmin
istbiligsel dinlemeye uygun ders plani hazirlama becerilerini nasil etkiledigi arastirilmistir.
Yontem olarak tekli aragsal durum calismasi kullanilmistir. Orneklem, amach &rnekleme ile
belirlenmistir. 6 haftalik uygulama siireci boyunca, aday 6gretmenler dinleme dersini gruplar
halinde planlamis ve sunmustur. Calismanin sonunda bireysel olarak bir ders plani
hazirlamislardir (n=38). Veriler, yar1 yapilandirilmis goriisme formu, ders plani degerlendirme
formu, ders plani 6rnekleri ve dinleme giinliikleri araciligiyla toplanmistir. Egitimin sonunda,
aday 6gretmenler istbilissel dinlemeye uygun ders plani hazirlama konusunda orta diizeyde bir
performans gostermistir. Aday 6gretmenlerin ¢ogu ders planlarinda dinlemeyi bir siire¢ olarak

planlamis ve goreve uygun en az bir strateji kullanarak uygun etkinliklerle biligsel ve meta-
bilissel stratejiler tasarlamistir. Sonug olarak, ii¢ farkli diizeydeki aday &gretmenlerin ders
planlarindaki temel unsurlar su sekilde oOzetlenmistir: Yiiksek performans gosterenler,
dinlemeden 6nce, dinleme sirasinda ve dinlemeden sonra iistbilissel stratejiler kullanmislardir;
bilissel strateji kullamimlar1 ve etkinlik tasarimlari cesitlilik gostermistir. Orta diizeyde
performans gosterenler dinleme sirasinda ve sonrasinda tiistbiligsel stratejileri ve goreve uygun
en az bir biligsel stratejiyi kullanmislardir. Diisiik diizeyde performans gosterenler ders
planlarinda dinleme sirasini takip etmisler ancak iistbiligsel ve biligsel stratejileri ders planina
entegre edememislerdir. Ogretmen adaylari, akran tarafindan tasarlanmis {istbiligsel 6gretim
uygulamasinin istbiligsel farkindaliklarina ve istbilissel dinleme i¢in ders plani hazirlama
becerielrine katkida bulundugunu bildirmislerdir.
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GIRIS

Ustbilisin kisinin dil 6grenme siirecine olumlu katkida bulundugu kabul edilen bir gériistiir (Flavell,
1979). Flavell (1976) meta bilisi 'kisinin kendi biligsel siire¢leri ve tirtinleri veya bunlarla ilgili herhangi bir
sey hakkindaki bilgisi' ve 'bu siirecleri, genellikle somut bir hedef veya amaca hizmet etmek tizere, dayandiklar:
bilissel nesneler veya verilerle iliskili olarak aktif olarak izleme ve dolayisiyla organize etme ve yénetme
kapasitesi' olarak tanimlar (s. 232). Ustbilissel farkindaligin iki bileseni vardir: meta biligsel bilgi ve meta
biligsel diizenleme. Meta biligsel bilgi, bir 6grencinin bir seyi nasil 6grendigi ve Ogrendiklerini nasil
uygulayacagi ile ilgilidir ve kisi, gorev ve strateji bilgisini igerir (Flavell, 1979). Meta biligsel diizenleme,
Ogrenme siirecinin nasil gergeklestiginin kontroliidiir. Planlama, izleme ve degerlendirme stratejileri genellikle
6grenme siirecini kontrol etmek i¢in kullanilir (Schraw, 1998).

Dinlemede 6grencilerin iistbiligsel farkindaliklarinin artirilmasi bir stiredir savunulmaktadir (Janusik &
Varner, 2020). Ustbilissel dinleme, dinleme siirecinde bilissel siirecler iizerinde aktif kontrol iceren daha iist
diizey bir diisiinme siirecidir (Mevarech & Kramarski, 2014). Dinlemeye yonelik iistbiligsel yaklagimin amaci,
Ogrencilerin 6grenme sorunlarini belirlemelerini (Vandergrift & Tafaghodtari, 2010) ve ¢esitli baglamlarda
O0grenmelerini diizenlemek icin uygun stratejileri bilingli bir sekilde kullanmalarini saglamaktir (Griffiths,
2015). Ogrenciler, iistbilissel strateji egitimi yoluyla kendi dinleme siireglerini nasil planlayacaklarimi,
izleyeceklerini ve degerlendireceklerini 6grenirler (Goh & Hu, 2013).

Gilintimiizde Hong Kong, Sanghay, Singapur ve Finlandiya gibi iilkelerdeki yiiksek performansli okul
sistemlerinin tlimii okul miifredatlarina iistbilisi dahil etmektedir (Perry vd., 2018). Cok sayida ¢alisma,
iistbilissel becerilerin disiplinler arasi olarak etkili bir sekilde ogretildigi coguklarin, bu becerilerin
Ogretilmedigi ¢ocuklara gore daha iyi ilerleme kaydetme egiliminde olduklar1 yoniinde giiclii iddialarda
bulunmaktadir (Baas vd., 2015). Su anda, iistbilissel yaklasimlara olan ilginin ¢ogu akademik caligmalarla
smirhdir. Bu, istbiligin smiftaki etkisinin smirli olacagi anlamina gelir; ancak 6gretmenler iistbiliste 'akict’
hale geldiklerinde, kendi deneyimleriyle faydalarini tam olarak anladiklarinda ve daha sonra kendi mesleki
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uygulamalarini gelistirmek i¢in 6zerklige ve destege sahip olduklarinda, iistbiligsel 6gretim yayginlagacak ve
ogrenciler lizerindeki potansiyel etkisi fark edilebilecektir (Perry vd., 2018).

Ogretmen adaylarmin kendi 6grenme ve 6gretme siiregleri iizerinde kontrol sahibi olmalarini saglayacak
pedagojik bilgi edinebilmeleri igin istbiligsel farkindalik gelistirmeleri onemlidir (Michalsky, 2024).
Ogrencilerin diisiinme becerilerini gelistirmeyi ve bunlar1 farkli beceriler veya disiplinler arasinda aktarmay1
amagclayan bir 6gretmen, 6grencilere belirli bir 6grenme gdrevini ne zaman, nasil ve ne sekilde yapacaklarini
ogretebilmelidir (Zohar & Schwartzer, 2005). Ogrencilerine dinleme becerileri baglaminda iistbilissel destek
saglayan bir dgretmen, 0grencilerin kendi dinleme siireglerini sorgulamalarina rehberlik edebilir ve kendi
diisiinme ve 6grenme siireglerini gézden gecirerek 6z diizenleme becerilerini gelistirmelerine yardimci olabilir
(Baas vd., 2015; Michalsky, 2017). Ancak arastirmalar, iiniversite diizeyindeki 6grencilerin ve daha ozel
olarak Ogretmen adaylarmin genellikle kendi baslarina istbiligsel stratejiler gelistiremediklerini
gostermektedir (Li & Zou, 2021; Michalsky, 2024; Wen & Jastek, 2023). Bu somut gergek bizi 6gretmen
egitimi konusunda diisiinmeye sevk etmektedir.

1.1. Akran Tasarimh Ustbilissel Dinleme Ogretimi

Akran tasarimli dinleme gorevlerinde 6grenciler, grup halinde dinleme siirecini tasarlarlar. Bu siirecte
grup iiyeleri gegici olarak 6gretmen roliinii istlenirler ve ortaklaga bir bigimde biitiin siif i¢cin dinlemede
istbilissel bilgiyi gelistirmeye yonelik dinleme plan1 hazirlar (Goh, 2010). Grupla dinleme projesi Liu (2005)
tarafindan Singapur’da Ingilizceyi ikinci dil olarak dgrenen Cinli 6grencilerin yogunlastirilmis Ingilizce
programlarinda uygulanmigtir. Bu programda 6grenciler kendilerine verilen dinleme gorevlerini planlamak
icin gruplar halinde ¢alismistir. Daha sonra hazirladiklari plana bagli kalarak biitiin sinif igin yapilacak dinleme
etkinliklerini planlamiglardir. Bu asamada grup {iyelerinin; kullanacaklari dinleme materyalleri, smnif
arkadaglarinin aligtirma yapmalarin istedikleri dinleme becerileri, smif arkadaslarini dinlemeye ve etkinlige
katilmaya motive eden stratejiler ve arkadaslarmin karsilagabilecekleri sorunlar hakkinda 6nemli kararlar
vermeleri gerekir. Akran tasarimli dinleme gorevleri kapsaminda sunulan grup projeleri 6gretmenlere,
ogrencilerin dinledigini anlamadan ne anladiklar1 hakkinda 6nemli bilgiler verir. Bu da dinlemenin sadece
metindeki bilgileri bulmak ve aligtirmalar1 ¢6zmekten ibaret olmadigini géstermektedir (Goh, 2010).

Sosyal biligsel 6grenme teorisi, 6grencilerin eksik ancak nispeten esit uzmanliga sahip oldugu akran
gruplarinda 6grenmenin daha iiretken oldugunu ileri siirmektedir. Boyle bir durumda, yeterli bilgi ve beceriye
sahip olan akranlar, daha fazla 6zerk olabilmek i¢in birbirlerine yardimei olabilirler. Sonug olarak, 6grenciler
kendilerinin ve baskalarinin deneyimlerinden ve bilgilerinden i¢gérii kazanarak bagimsiz 6grenen bireyler
haline gelirler (Vygotsky, 1987). Bu argiiman, iistbilissel farkindaligin, 6grencilerin 6zellikle daha yetenekli
olan akranlariyla diyalojik aligveriglere aktif olarak katildiklari sosyal ortamlarda is birlik¢i bir sekilde
gelistirilebilecegi varsayimiyla ortiismektedir. Bazi ¢aligmalar, siire¢ tabanli bir pedagojik dongiliye maruz
kalan akran gruplarinin (iki veya daha fazla) diyalojik etkilesimlerinin 6grencilerin iistbiligsel farkindaliklarini
birlikte sekillendirdigini gostermektedir (Mahdavi & Miri, 2017; Michalsky, 2024; Vandergrift &
Tafaghodtari, 2010; Wen & Jastek, 2023).

Smifta akranlar tarafindan tasarlanan uygulamalar, 6gretmen egitimi pedagojisine yararli ve uygun bir
yaklagimdir (Cabello & Topping, 2020; Dos Santos, 2020). Akranlar tarafindan tasarlanan sinif uygulamalar1
sirasinda, hizmet Oncesi 6gretmenler kendi diisiincelerini tartisma, sinif arkadaslarimin bakis agilarindan
cikarimlarda bulunma ve 6gretim sirasinda ortaya ¢ikan/cikabilecek sorunlara ¢éziim bulma sorumlulugunu
paylasma firsatina sahip olarak kendi 6grenme siireclerini gelistirebilirler (Khasawneh, 2023; Sokhom ve
digerleri, 2021). Bunun i¢in, grup tartigmasi, akran 6gretimi, akran geri bildirimi ve grup yansimasi yoluyla
bireysel ve isbirlik¢ci bir sekilde caligmalar1 gerekir. Boylelikle, 6gretmen egiticileri ve akranlartyla
etkilesimleri yoluyla, &grenciler (6gretmen adaylar1) anlayiglarini, bilgilerini ve performans g¢abalarini
kendileri deneyimleyerek, akranlarini gézlemleyerek veya geri bildirimleri dikkate alarak olusturabilirler (Dos
Santos, 2020; Wu & Schunn, 2020). Wen ve Jastek (2023) akranlar arasi kaliteli tartismalarin yeni fikir ve
anlayslarin gelistirilmesini saglayarak, problem ¢ozmeyi destekleyerek ve 6z-yansitma firsatlar1 sunarak
Ogrencilerin st bilislerini gelistirdigini belirtmistir.

1.2. Ustbilissel Dinleme Ders Plam

Literatiir, iyi organize edilmis ders planlarinin 6grenci basarisi ve 6gretim kalitesi agisindan daha iyi
sonuglar elde etmede etkili oldugunu gostermektedir (Drost &Levine, 2015; Lim vd., 2018). Bir ders plan,
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kavramlar1 veya belirli becerileri 6gretmek veya 6grencilerin kendi baglarina veya akranlartyla birlikte bilgiyi
kesfetmelerine olanak saglamak i¢in bir dersi yapilandirmay1 amaglar. Hem hizmet 6ncesi hem de deneyimli
o0gretmenler ders planinin 6nemini kabul etse de bir¢ogu bunu kavramakta zorluk ¢ekmektedir (Li & Zou,
2021; Lim vd., 2018). Iyi bir ders planin nasil yapilacag: konusunda 6gretmen egitimcileri arasinda bir fikir
birligi yoktur ve hizmet 6ncesi 6gretmenlere genellikle bi¢imlendirici ders planlar1 yerine hazir ders plani
formlar1 verilir (Drost &Levine, 2015; Lim vd., 2018). Ogretmenlerin ¢ogu kendilerini planlamada orta
diizeyde gérmektedir (Copriady, 2014). Ogretmenlerin bu durumu onlar1 profesyonellikten ve dgretimin
gerekliliklerinden uzaklastirir. Bu nedenle, 6gretmenleri ders planlama konusunda egitmek énemlidir (Mutton
vd., 2011). Caligmalar, hizmet dncesi 6gretmenlerin ve yeni 6gretmenlerin ders planlama becerilerinin gesitli
uygulamalarla gelistirilmesi gerektigini gostermektedir (Mutton vd., 2011). Bunu basarmak i¢in, egitimciler
belirli bir 6grenme gorevini 6gretmek i¢in en etkili yontemlere iligkin iistbiligsel farkindaliga sahip olmali ve
bunu ders planlarina yansitabilmelidir (Michalsky, 2024).

Dinlemede siire¢ odakli bir yaklasim dinleyicilerin bagimsiz iyi dinleyiciler olmalar1 i¢in 6nemlidir. Bir
dinleme miifredatina siire¢ odagimin dahil edilmesi, &grencilerin zorluklarmi belirleyerek ve bunlarin
iistesinden gelmenin yollarimi bularak kisisel bilgilerini kesfetmeleri igin firsatlar yaratabilir. Strateji egitimi
ile birlikte kisi bilgisinin kesfedilmesi, &grencilerin kendilerini daha hazirlikli ve daha az endiseli
hissetmelerine yol acabilir. Goh (2010) {istbiligsel Ogretimin Ogrencilerin dinleme gdrevlerindeki
karmasikliklarla basa c¢ikmalarina ve dinleme becerilerini gelistirmelerine yardimci oldugunu belirtir
(Vandergrift & Tafaghodtari, 2010). Dinlemeye yonelik iistbilissel yaklasimin amaci, 6grencilerin 6grenme
sorunlarimi tanimlayabilmelerini (Vandergrift & Tafaghodtari, 2010) ve gesitli baglamlarda 6grenmelerini
diizenlemek i¢in bilingli olarak uygun stratejileri kullanabilmelerini saglamaktir (Griffiths, 2015).

1.3. Calismanin baglam

Bu ¢alisma, 6gretmen adaylarinin dinleme derslerinde {istbilissel farkindaligini gelistirmeyi ve ders
planlarinda {stbiligsel yaklagim {izerine diisiinmelerini saglamay1 amaglamaktadir. Calismada pedagojik bir
dongiiye sahip akran tasarimli listbilissel 6gretim yaklagimi (Liu, 2005; Vandergrift, 1997) {istbilisi dinleme
derslerine entegre etme konusunda i¢gdrii kazanmalaria yardimci olmak i¢in benimsenmistir. Bu sekilde
pedagojik bilgilerini artiracaklar1 varsayilan 6gretmen adaylarindan, kendi 6grenmelerini yansitmalari i¢in
uistbiligsel stratejilerin entegre edildigi bir dinleme dersi plan1 hazirlamalari istenmistir. Tiirkiye'deki egitim
sistemi, kiiresel dil 6gretim standartlartyla uyum saglamak i¢in 6nemli reformlardan ge¢mistir, ancak bir¢ok
Ingilizce dil dgretimi (ELT) programu etkilesimli ve iletisimsel yontemler yerine hala ezbere ve kontrollii
uygulamaya vurgu yapmaktadir (Li&Zou, 2021; Perry vd., 2018). Tirkiye'deki hizmet 6ncesi 6gretmenler
genellikle pedagojik bilgi ve dil yeterlilifi konusunda derslerden ge¢cmektedir ancak kendi dinleme
anlayislarimi planlama, izleme ve degerlendirme gibi tstbilissel stratejilere maruz kalmalar1 genellikle
smirlidir. Bu nedenle, bu ¢aligmanin bulgularimin, ELT miifredatindaki 6nemli bir pedagojik boslugu ele aldigi
icin 6gretmen yetistirme programlari i¢in de genis etkileri vardir. Son yillarda ana dili 6gretiminde dinleme
becerisinin gelistirilmesiyle iistbiligsel 6gretim uygulamalari arasinda pozitif bir iligski oldugu ve tstbiligsel
stratejilerin dinleme derslerine entegre edilmesinin 6grenciler tizerindeki olumlu etkileri vurgulanmaktadir
(Cevikbas, 2016; Harmankaya, 2017; Kivrak, 2019).

Son revize edilen Tiirkce Ogretim Programinda, dinleme egitiminde {istbilissel farkindahigin bir
kazanim oldugu belirtilmis ve &gretmenlerin bundaki rolii agik¢a vurgulanmistir (Milli Egitim Bakanligi,
2024). Pek cok caligma iistbiligsel stratejilerin kullanimiyla dinleme becerilerinin gelisimi arasinda pozitif
yonlii bir etkinin oldugunu gostermektedir. Zeng & Goh (2018), iistbiligsel stratejilerin dinleyicilerin dinleme
stireclerini kendi Ogrenme bicimlerine uygun olarak diizenlemelerine olanak vererek bilgiyi daha
derinlemesine islemelerine yardimci oldugunu belirtir. Bu da dinleyicilerin yasam boyu 6grenen bagimsiz
dinleyiciler olmalarina katkida bulunmaktadir. Rahimirad & Moini (2015) 6grencilerin akademik dinleme
becerilerini gelistirmek icin iistbiligsel dinleme stratejilerinin dersin igerigine entegre edilmesi gerektigini
belirtmektedir. Bunun i¢in de &gretmenlerin istbiligsel uygulamalar1 sinif igi etkinliklere dahil etmesi ve
Ogrencilere bu stratejileri nerede, ne zaman ve nasil kullanacaklar1 konusunda rehberlik edebilmesi gerekir.
Yakin zamanli bir ¢aligmada 6gretmenlerin dinleme konusunda iistbiligsel farkindaliginin gelismesiyle
ogrencilerin dinledigini anlama ve iistbilissel dinleme becerileri arasinda pozitif bir iliski oldugu belirlenmistir
(Ermis, 2025). Baska bir deyisle 6grencilerin iistbilissel dinleme becerilerini gelistirebilmek icin oncelikle
Ogretmenin bu konuda kendini gelistirmis olmas1 gerekmektedir. Meslege baslayan bir 6gretmenin bu konuda
icgorii kazanabilmesi igin 6gretmenlik egitimi sirasinda gergek ders miifredatlari/planlari tizerinden stbiligsel
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dinleme stratejilerini uygulamaya yonelik deneyim kazanmalar1 énemlidir. Bu nedenle, dinleme derslerini
iistbiligsel stratejilere uygun olarak tasarlama ihtiyaci dogmustur. Birgok Tiirk¢e 6gretmeni, dinleme anlayisini
ve strateji kullanimini yeterince vurgulamayan bir sistemde egitildigi i¢in, dinlemeyi etkili bir sekilde nasil
ogretecekleri konusunda kendilerine giivenleri ve farkindaliklari olmayabilir. Ogretmen adaylar1 arasinda
iistbiligsel farkindaligin artmasi bir dalga etkisi yaratarak yalnizca kendi dil yeterliliklerini degil ayn1 zamanda
gelecekteki 6grencilerinin dinleme becerilerini de gelistirebilir. Bu dogrultuda, ¢alisma sorulari su sekildedir:

1. Egitim sonunda 6gretmen adaylarinin {istbilis tabanli dinleme ders plani hazirlama performanslari ne
diizeydedir?

2. Egitim sonunda 6gretmen adaylarinin iistbilis tabanli dinleme ders plani hazirlama davranislari
nasildir?

YONTEM
Arastirma Deseni

Bu calismada, 6gretmen adaylarinin iistbiligsel dinlemeye uygun ders plani hazirlama becerilerini ele
almak amaciyla tekli aragsal durum ¢aligmasi kullanilmigtir. Durum ¢alismasi, “¢cagdas bir olguyu (vaka)
derinlemesine ve gercek diinyast i¢inde inceleyen deneysel bir sorugturma” olarak tanimlanmaktadir (Yin,
2014, s.16). Yin (2014), durum ¢aligmalarinda nicel ve nitel yontemlerin birlikte kullanilabilecegini belirtmis
ve bu modeli Patton'a (2002) atifta bulunarak mantiksal model olarak adlandirmigtir. Yin (2014), nihai
sonuc¢larin mantiksal modellerle daha iyi agiklanabilecegini ve bu modeldeki analizin deneysel olarak
gozlemlenen olaylar1 teorik olarak ongdriilen olaylarla eslestirmekten olustugunu savunmustur. Mantiksal
model, “uzun bir zaman dilimi boyunca karmasgik bir olay veya olusum zincirini belirleyen ve islevsellestiren”
bir arag olarak tanimlanmaktadir (Yin, 2014, s. 155). Bu caligmada 6 haftalik deneysel bir siire¢ uygulanmistir.
Durum c¢alismasi, Ogretmen adaylarinin zorunlu olarak aldiklart dinleme egitimi kursundan sonra
tasarlanmigtir. Caligmanin amaci, 0gretmen adaylarinin akranlartyla birlikte tasarladiklar istbiligsel dinleme
Ogretimi uygulamalarinin bagimsiz olarak hazirladiklart ders planlarini nasil etkiledigini belirlemektir.
Caligmada, katilimcilarin genel diizeyini belirlemek i¢in nicel yontemler kullanilmis ve bunlar ¢alismanin
prosediir kisminda agiklanmistir. Diizeylendirme sonrasinda, 6gretmen adaylarinin ders plam1 hazirlama
davraniglari nitel veri analizi kullanilarak incelenmistir. Bu asamada tiggenleme teknigi ile veri ¢esitlendirmesi
yapilmigtir. Veri toplama siirecinde 6gretmen adaylarina bilgi verilmis ve izinleri alinmistir. Etik kurul onay1
alinmustir.

Katihmeilar ve Orneklem Secimi

Katilimcilar, Tiirkiye'deki bir devlet iiniversitesinde Tiirk¢e 6gretmenligi boliimiiniin 3. sinifina devam
eden Ogretmen adaylaridir. 3. smif 6gretmen adaylari, Tiirkge Ogretmenligi 3. smif Ogretmen egitimi
miifredatinda dinleme egitimi dersinin zorunlu olmasi (haftada 4 saat) nedeniyle 6rneklem olarak segilmistir.
Uygulamanin sonunda 38 6grenci iistbilissel dinleme ders plani hazirlama gorevini tamamlamistir. Bu nedenle,
orneklem ders plan1 hazirlama kriterini yerine getiren 6grenciler olarak belirlenmistir. Ornekleme dahil edilen
ogrenciler 19-22 yas arahgindadir. Bunlardan 12'si erkek ve 26's1 kadindir. Ogretmen adaylarinin higbiri daha
once dinleme dersiyle ilgili bir ders planlamamis ve mikro 6gretimle smifta sunum yapmamustir. Ustbiligsel
dinleme konusunda egitim almamustir.

Katilimeilar iki asamada segilmistir. Oncelikle, dgretmen adaylarmin iistbiligsel dinlemeyi yansitmak
icin hazirladiklar1 ders planlarmin genel etkisini degerlendirmek amaciyla, egitime katilan tiim katilimcilar
amacl ornekleme (n=38) kullanilarak degerlendirilmistir. Ikinci asamada, uygulamayr tamamlayan
katilimcilar hakkinda daha derin bir anlayis elde etmek i¢in maksimum cesitlilik drneklemesi kullanilmis ve
ders plam1 hazirlama diizeyleri farkli olanlarin davramglarina odaklanilmistir. Maksimum c¢esitleme ile
belirlenen grup, ders plani hazirlama diizeylerine gore kategorilere ayrilarak diisiik (n=3), orta (n=3) ve yliksek
(n=3) seviye olarak belirlenmistir. Bu diizeyleri belirlemek i¢in kullanilan yontem asagidaki sekilde
Ozetlenmistir.
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Durum Cahsmasi icin Katihmcilarin Se¢imi

Egitim calismasima katilan 38 katilimcinin son-test l¢limlerine dayanarak, her katilimcinin dokuz
kriterdeki 6l¢iim degerlendirmesinin aritmetik ortalamasi alinarak her katilimei igin bir ders plani hazirlama
performans puani elde edilmistir. Bir sonraki asamada, 38 katilimcinin bu ders plani hazirlama puanlarina
dayanarak grubun bu becerilerinin aritmetik ortalamasi ve standart sapmasi (aritmetik ortalama=1,760,
standart sapma=0,311) hesaplanmis ve her bir bireyin standart z puani bu degerler kullanilarak hesaplanmistir.
Bu z puani agisindan, -+1 z puani orta (normal), +1z ve iizeri yiiksek, -1z ve alt1 diisiik kategorinin sinirlart
olarak tanimlanmigtir. Bu sonuca gore 9 6grenci yiiksek performans, 24 6grenci orta performans ve 5 6grenci
diisiik performans gostermistir. Bunlar arasindan en yiiksek, en diisiik ve orta performansa sahip 9 6grenci
maksimum ¢esitlilik 6rneklemesi ile 6rneklem olarak secilmistir. Her dgrenciye bir kod verilerek kimlikleri
gizli tutulmustur. Tablo 1’de katilimcilarin ortalamalar1 ve diizeyleri gosterilmektedir.

Tablo 1

Katilimcilarin Ortalamalar: ve Diizeyleri

N Son-test dl¢iimii Zpuami Diizey N Son-testdlgiimi 7 puani Diizey
1 2,444 2203 yiksek 20 1,667 0301 orta
2 2,333 1,846 yiiksek 21 1,667 -0,301 orta
3 2333 1,846 yiksek 22 1,667 0301 orta
4 2,333 1,846 yiiksek 23 1,556 -0,660 orta
5 2,222 1,488 yiiksek 24 1,556 -0,660 orta
6 2,111 1,130 yiiksek 25 1,556 -0,660 orta
7 2,111 1,130 yiiksek 26 1,556 -0,660 orta
8 2,111 1,130 yiksek 27 1,556 -0,660 orta
9 2.111 1,130 yiksek 28 1,556 20,660 orta
10 1,889 0414  orta 29 1556 0,660 orta
11 1,889 0,414 orta 30 1,556 -0,660 orta
12 1,889 0,414 orta 31 1,556 -0,660 orta
13 1,889 0,414 orta 32 1,556 -0,660 orta
14 1,778 0,057 orta 33 1,556 -0,660 orta
15 1,778 0,057  orta 34 1444 1,016 diisiik
16 1,778 0,057 orta 35 1,333 -1,375  distk
17 1,667 0301 orta 36 1333 1375 diisiik
18 1,667 -0,301 orta 37 1,333 -1,375  disiik
19 1,667 0301 orta 38 1333 1375 diisiik

Tablo 1'e gore, ¢alismaya 38 katilime1 katilmistir. Katilimcilar, puanlarina gore kategorilere ayrilmis
ve en yiiksek puana sahip olan ilk {i¢ katilimei: n1 (z: 2.203), n2 (z: 1.846) ve n3 (z: 1.846) olarak belirlenmistir.
Orta aralikta yer alan {i¢ katilime1 da secilmistir: n19 (z: 1.667), n20 (z: 1.667) ve n21 (z: 1.667). Son olarak,
diisiik puan alan gruptan listenin sonundaki {i¢ katilimc1 belirlenmistir: n36 (z: -1.375), n37 (z: -1.375) ve n38
(z: -1.375). Maksimum ¢esitliligi saglamak ve derinlemesine analiz i¢in toplamda dokuz katilimci ¢alisma i¢in
belirlenmistir.

Prosediir
Bu caligmada, akran tasarimli Ustbilissel 6gretim uygulamalarinin, 6gretmen adaylarmin istbiligsel
dinlemeye uygun ders plani hazirlama becerilerini nasil etkiledigi incelenmistir. Calisma, dinleme egitimi

dersinde {istbiligsel dinlemeyi Orneklendiren toplam 6 haftalik (2 hafta teorik + 4 hafta pratik) ders
sunumlarindan sonra gerceklestirilmistir. Bu siire¢ su sekilde ilerlemistir:
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Ogretmen adaylari, Liu'nun (2005) akran tasariml {istbiligsel dgretim uygulamalarmi, iistbiligsel
dinleme dizisiyle uyumlu bir 6gretim tasarimi g¢ergevesi olarak kullanmiglardir. Bu cergevede planlama,
izleme/problem ¢6zme ve degerlendirme adimlari siireg tabanl pedagojik dongiiniin boliimlerini olusturmustur
(Vandergrift, 1997). Bu stratejiye dayali yaklagim, siire¢ tabanli iistbiligsel strateji uygulamalarimin
ogrencilerin gesitli dillerde lstbiligsel dinleme farkindaliklarii artirmadaki olumlu etkisinden etkilenmistir
(Amanvermez Incirkus, 2025; Bozorgian&Shamsi, 2023; Kobayshi, 2018; Vandergrift & Tafaghodtari, 2010).
Akran tasarimli istbilissel 6gretim uygulamalarinda 6gretmen adaylar1 grup olarak ¢aligmistir. Bu uygulamada
amag sinifta olusan gruplarin 6gretmenin yerini alarak tiim sinifta iistbilissel dinlemeyi destekleyecek bicimde
dinleme gorevlerini grup olarak planlamak ve sunmaktir.

Uygulamaya gecmeden dnce biligsel ve iistbiligsel dinleme stratejileri hakkinda teorik bilgi verilmistir.
Daha sonra 6gretmen adaylari, 4-5 kisilik 8 gruba ayrilmistir. Her gruba bir dinleme metni 6devi verilmis ve
meta-bilissel dinleme sirasini izleyerek 2 saatlik bir dinleme dersi planlamalari istenmigtir. Bu 2 saatlik (50+50
dk.) ders sunumunda, gruptaki her aday 6gretmen kendi bélimiiyle ilgili dinleme gorevini hazirlamis ve sinifta
15-20 dakikalik sunum yapmustir. Ogretmen aday1 sunum yaparken, smiftaki diger 6gretmen adaylar1 dgrenci
roliinde derse katilmistir. Ders sunumu tamamlandiktan sonra, 6grenci roliindeki 6gretmen adaylar1 derste
aldiklar1 notlar1 kullanarak sunum yapan gruba anlasilmasi zor ve dikkat dagitan unsurlar hakkinda geri
bildirimde bulunmustur. Bu asamada, smniftaki diger Ogrencilerin katiimiyla siire¢ tabanli tartigmalar
yapilmisgtir.

Uygulama prosediirii ders miifredatina entegre edilerek mevcut dersin dogal bir pargasi olarak kabul
edilmistir. Bu siireg boyunca katilimcilara herhangi bir miidahalede bulunulmanmgtir. Ogretmen adaylars,
belirlenen ¢ergevede dinleme gorevi i¢in kullanilacak biligsel yontemleri, teknikleri, stratejileri, etkinlikleri ve
materyalleri segmekten sorumlu olmustur. Veri toplama, 6gretmen adaylarinin katildigi derslerden sonra
gerceklesmistir ve degerlendirme uygulama sonunda bireysel/bagimsiz olarak olugturduklar1 ders planlarina
dayal1 olarak yapilmistir. Uygulama siirecini tamamladiktan sonra, her katilimcidan ortaokul 6grencileri i¢cin
uygun bir dinleme metninin yazili bir versiyonunu getirmeleri ve secilen dinleme metnine dayali bir iistbiligsel
dinleme ders plani hazirlamalar1 istenmistir. Bu uygulama, katilimeilarin etkinliklerini yiiriittiigii aym sinifta
gergeklesmlstlr Katilimcilara 40 dk. verilmis ancak katilimcilarin plani tamamlamalar1 yaklagik 50 dakika
siirmiistiir. Ogretmen adaylar1 ¢alismanmn amacmna uygun olarak asagidaki iistbilissel pedagojik déngii
adimlarini gergeve olarak kullanmustir:

Planlama: Planlama asamasinda 6gretmen adayinin oncelikle dinleme dersinin amacini belirleyerek
bu amaca uygun bir plan hazirlamasi, 6grencilerin hazirbulunuslugunu kontrol etmesi, bilgi eksiklerini
gidermesi ve planlama siirecine uygun bilissel stratejilere yer vermesi beklenir.

Izleme: izleme asamasinda dinleme sirasinda dinlemenin anlasilip anlasiimadigm kontrol edecek
biligsel ve iistbilissel stratejilere yer verilir.

Problem ¢ozme: Problem ¢6zme asamasinda dinleme sirasinda anlagilmayan bir durumla
karsilagildiginda hangi stratejilerden nasil yararlanilacagma yer verilir.

Degerlendirme: Degerlendirme agamasinda metni degerlendirme ve kendini degerlendirme tizerinde
durulur. Ozellikle dgrencinin bagimsiz 6grenme/anlama siirecine destek olacak kendini degerlendirebilecegi
etkinlikler hazirlanir ve bunlardan nasil yararlanacagi agiklanir. Sinif tartismalari, akranla 6grenme ve geri
doniit onemlidir.

Bu calisma, 09/09/2024 tarihinde Istanbul Medeniyet Universitesi Etik Kurulu (referans no. E-
38510686-050.04-2400059190) tarafindan onaylanmistir. Calisma etik standartlara uygun olarak
yiiriitilmistiir. Tiim katilimcilar, verilerin kullanilmasi i¢in yazili onam vermistir. Katilimcilar i¢in olasi
riskleri azaltmak amaciyla, calisma hakkinda gerekli bilgilendirme yapilmis ve goniilliiliigiin esas oldugu
bildirilmistir. Katilimcilara, prosediire dahil olsalar da istedikleri zaman verilerini geri gekme 6zgiirliiklerinin
oldugu sdylenmis ve ham verileri kontrol etme se¢enegi sunulmustur. Kisisel bilgilerin korunmasi igin veriler
anonimlestirilmistir ve verilerin aragtirmaci disinda 3. kisilerle paylasilmayacagi bilgisi verilmistir.

2029



Trakya Egitim Dergisi, 15(4) 2025, 2024—2060
Veri Toplama Araclari

Bu calismada yar1 yapilandirilmis goriisme formu, katilimcilarin olusturdugu ders plani iriinleri,
analitik ders plan1 degerlendirme formu/rubrigi (Ek-A) ve dinleme giinliikleri gibi birden fazla veri kaynagi
kullanilmigtir. Yar1 yapilandirilmis gériisme formu icin 10 sorudan olusan bir form hazirlanmistir. Formun
gegerliligi i¢in 4 tane Tiirkce egitimi alaninda uzmandan goériis alinmistir. Uzmanlardan gelen doniitle soru
sayist 6’ya digmiistiir. Bunda bazi sorularin ¢aligmanin odak noktasi olan akranla iistbiligsel 6gretim
konusundan uzaklagmasi etkili olmustur. Tekrar kontrolde bazi sorularin birlestirilerek daha kisa bir formda
sunulabilecegi belirtilmigtir. Bu siiregte aragtirmaci uzmanlarla goriisleri {izerine kisa toplantilar
gerceklestirerek goriisme sorularinin galigmanin amacia uygunlugunun gegerliligi saglanmistir. Formdaki
sorularin anlagilirligi i¢in 5 dgretmen adayi ile pilot uygulama yapilmistir. Nihai olarak 4 uzmanin onayi ile
formda 4 tane soru sorulmustur.

Goriismeler 10 ila 20 dakika stirmiis ve yiiz yiize gerceklestirilmistir. Diger veriler siifta toplanmaistir.
Veri toplama stirecinde, 6gretmen adaylarina bilgi verilmis ve izinleri alimmistir. Yar1 yapilandirilmis gériisme
formu uzman goriisiine dayanarak gelistirilmistir. Uzman goriisiinden sonra asagidaki sorular sorulmustur:

1. Akran tasarimli dinleme derslerinin istbiligsel farkindaligi gelistirdigini diisiiniiyor musunuz?
Nasil?

2. Akran tasarimli dinleme derslerine katilmak ders plani hazirlamanizi etkiledi mi? Nasil?
3. Akran tasarimli dinleme derslerine katilmak etkinlik hazirlamanizi etkiledi mi? Nasil?
4. Akran tasarimli dinleme derslerinde ders 6gretim siireci nasildi?

Analitik Ders Plani Degerlendirme Formunun (EK-A) Gecgerliligi ve Giivenirligi

Arastirmaci tarafindan, 6gretmen adaylarinin {istbbilissel dinleme acisindan hazirladiklar1 ders
planlarimi degerlendirmek i¢in analitik bir rubrik gelistirilmistir (Ek-A). Bu rubrigi olusturmanin motivasyonu,
literatiirde ¢alismada belirtilen 6grenme gorevi i¢in uygun bir degerlendirme aracinin bulunmamasidir.
Rubrikteki olciitler, rubrik olusturulmadan once ilgili literatiiriin analiz edilmesiyle olusturulmustur. (Goh,
2010; Milli Egitim Bakanligi, 2003; Tennessee Tennessee Educator Acceleration Model, 2018; Vandergrift
vd., 2006). Daha sonra, 6lgiitler icin 1-3 arasinda yeterlilik diizeyleri belirlenmis ve bu diizeyler nitel ve nicel
olarak yetersiz (1), kismen yeterli (2), yeterli (3) olarak ifade edilmistir. Yeterlilik diizeyleri belirlendikten
sonra, her oOlgiit i¢in bu diizeyleri karsilayan Ol¢iit tanimlar1 yapilmistir. Tanimlar arasindaki tutarliligi
saglamak amaciyla performans diizeyleri arasindaki farki acikca gosteren ifadeler belirlenerek vurgulanmistir.
Daha 6nce hazirlanmis ders planlari izerinde hazirlanan rubrik ile pilot uygulama yapilmis ve uzman goriisleri
almarak rubrik son haline getirilmistir. Rubrigin gecerliligi alaninda uzman 5 kisi ile degerlendirilmistir.
Rubrikte dinleme siirecine genel dinleme gorevleri ve iistbiligsel stratejiler dahil edilmistir.

Giivenirlik i¢in Onceki donemde hazirlanmis 30 ders plam iki degerlendirici tarafindan
degerlendirilmistir. Degerlendiriciler arasi uyumu belirlemek i¢in Pearson korelasyon analizi kullanilmis ve
giivenirlik elde edilmistir. Rubrikte dinlemeyi bir siire¢ olarak degerlendiren toplam dokuz kriter
bulunmaktadir. Degerlendiriciler arast uyum giivenirligi i¢in iki gézlemcinin degerlendirmeleri (G1-G2)
arasindaki iligski Pearson korelasyon katsayisi istatistikleri ile hesaplanmigtir. Dokuz kriterin degerlendirilmesi
icin korelasyonun istatistiksel olarak anlamli oldugu bulunmustur. Giivenirligi test edilen yapilandirilmig
degerlendirme formu (rubrik) goézlemciler aras1 uyum giivenirligine sahiptir. Giivenirlik testi i¢in yapilacak
istatistiksel islemlerin ikinci asamasi, gozlemcilerin ortalamalar1 arasinda fark olmamasi, yani hem
gozlemciler arasi iligki olmasi hem de fark olmamasidir. Bu amag iligkili grup t-testi teknigi ile test edilmistir.
T-testi anlamli degilse gdzlemciler arasinda fark olmadig1 sonucuna varilir. iki gdézlemcinin degerlendirme
formunda yer alan ders plan1 hazirlama becerisi i¢in dokuz oSlgiite iliskin degerlendirmeleri arasinda fark
olmadig1 goriilmiistiir. Her iki istatistiksel teknige gore de yapilandirilmig degerlendirme formunun (rubrigin)
gozlemciler arasi uyum giivenirligine sahip oldugu bulunmustur (Tablo 2).
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Tablo 2

Esdegerlik Testi icin Eslestirilmis t-Testi

N Ari(t:;rﬁk Ss r p t sd p

Pair 1 Bigimsel 6zellikler-G1 30 2.87 0.346 0.850 0,000 -1.000 29 0.326
Bi¢imsel 6zellikler-G2 30 2.90 0.305

Pair 2 Giris-G1 30 2.70 0.466 0.843 0,000 -1.439 29 0.161
Giris-G2 30 2.77 0.430

Pair 3 Planlama-G1 30 1.93 0.640 0.549 0.002 -1.293 29 0,206
Planlama-G2 30 2.13 1.008

Paird Ders isleme-G1 30 1.90 0.305 0.557 0.001 -1.439 29 0.161
Ders isleme-G2 30 1,97 0.183

Pair 5 Tzleme—Gl 30 2.27 0.583 0.775 0,000 -1.361 29 0.184
Izleme-G2 30 2.37 0.615

Pair 6 Problem ¢6zme-G1 30 1.37 0.490 0.709 0,000 1.000 29 0.326
Problem ¢6zme-G2 30 1.30 0.466

Pair 7 Dersi bitirme-G1 30 1.43 0.504 0.731 0,000 1.000 29 0.326
Dersi bitirme-G2 30 1.37 0.490

Pair & Metni degerlendirme-G1 30 1.67 0.479 0926 0,000 -1.000 29 0.326
Metni degerlendirme-G2 30 1.70 0.466

Pair 9 Kendini degerlendirme-G1 30 1.10 0.305 0.850 0,000 -1.000 29 0.326
Kendini degerlendirme-G2 30 1.13 0.346

Tablo 2 incelendiginde rubrigin tim bolimleri i¢in gozlemciler (O1-O2) arasinda fark olmadigi
goriilmektedir (p>.05). Baska bir deyisle rubrigin giivenirligi saglanmistir.

Analiz

Katilimcilarin genel seviyelerini degerlendirmek igin betimleyici istatistikler kullanilmigtir. Nitel
verileri analiz etmek igin betimleyici analiz ve igerik analizi kullanilmistir. Akran tasarimli 6gretimin
iistbiligsel dinlemeye uygun ders plani hazirlama becerisini nasil etkiledigine dair daha derin bir anlayis elde
etmek i¢in ders plan1 6rnekleri, goriismeler ve giinliik verileri {izerinde icerik analizi yapilmistir. Veri ¢esitliligi
elde etmek i¢in ders plan1 belgeleri, ders plani degerlendirme formlari, goriismeler ve giinliikler kullanilmistir.

Nitel Analizin Gecerliligi ve Giivenirligi

Nitel arastirmalarda gegerlilige katkida bulunmak igin kullanilan sekiz 6lgiit vardir (liggenleme,
ayrmtili ve yogun tanimlama, dis denetim, uzun vadeli katilim ve g6zlem, olumsuz durum analizi, arastirmaci
Onyargist ifsasi, katilime1 onayi ve akran degerlendirmesi). Bunlardan en az ikisinin karsilanmasi onerilir
(Creswell, 2013). Calismada gecerlilik, yar1 yapilandirilmis goériisme formu, katilimei tiriinleri, degerlendirme
formu ve katilimci giinliikkleri kullanilarak elde edilen veri g¢esitlemesiyle saglanmistir. Nitel verilerin
gecerliligi i¢in olusturulan kategoriler ve alt kategoriler baska bir uzman tarafindan degerlendirilmistir. Ham
veriler kontrol amagli olarak katilimcilara sunulmustur. Tutarlilik i¢in arastirma problemlerinin belirlenmesi,
arastirma tasariminin belirlenmesi, veri toplama, analiz ve raporlama siirecleri konusunda uzman goriisii
alimmistir. Kodlarin ve kategorilerin aktarilabilirligini saglamak i¢in dogrudan alintilar kullanilmstir.

Giivenirliligi saglamak i¢in birden fazla veri kiimesi kullanilmig ve bunlar birbirleriyle
iliskilendirilmistir. Gilivenilirlik icin Miles ve Huberman'in (1994) giivenilirlik formiili kullanilmistir ve
kodlamalar arasindaki uyum incelenmistir (giivenilirlik >%80). Iki bagimsiz degerlendirici uygun olan kodlar
icin 1, uygun olmayanlar i¢in 0 puan vermistir. Daha sonra giivenilirlik uyum katsayis1 hesaplanmistir.
Giivenilirlik dokuz katilimer i¢in rubrikte yer alan dokuz kriter (9*9=81) ve toplam kategori sayis1 (20) i¢in
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%92 olarak hesaplanmistir (Giivenilirlik katsayisi=Goriis  birligi/goriis  birligi+goriis  ayriligi*100
[93/93+8]*100).

Simirhhik

Bu calismanin akran tasarimli istbiligsel dinleme aktiviteleri Liu'nun (2005) ve Vandergrift'in (1997)
modeline gore yapilandirilmistir. Caligmanin bulgular1 katilimeilarla smirlidir.

BULGULAR

1.Arastirma sorusu: Birinci aragtirma sorusu, bu ¢alisma kapsaminda belirlenen ders plani hazirlama
Olciitlerine gore ustbiligsel O6gretim kapsaminda dinleme dersleri tasarlama konusunda derslere katilan
ogretmen adaylarinin performans diizeylerini belirlemeyi amaglamistir. Ogretmen adaylari hakkinda genel veri
elde edilmesi amaglandigindan veri kaybini 6nlemek amaciyla ders plani hazirlayan tiim 6gretmen adaylari
(n=38) degerlendirilmis ve her 6l¢iit i¢in genel durum degerlendirmesi yapilmistir.

Ogretmen adaylarinim iistbiligsel dinlemeye uygun ders plani1 hazirlama performanslarmin ne diizeyde
oldugunu belirlemek i¢in ders plan1 degerlendirme rubriginin performans diizeyi puan araliklar1 belirlenmistir.
Rubrikten alacak en yiiksek puan 27 en diisiik puan 9 dur. Rubrigin her bir 6lgiit i¢in kriter diizeyi 1-3 puan
arasinda tanimlanmistir. Her bir kriter i¢in aralik katsayisi 0,67 olarak belirlenmistir (Aralik katsayisi=en
yiksek puan-en diisiik puan/Kriter diizeyi [3-1/3=0,67]). Buna gore rubrigin performans araligi soyledir: 1-
1,67=distik / 1,68-2,35= orta / 2,36-3,03=yiiksek

Ogretmen adaylarinin her bir kriterden aldiklar1 toplam puanlar kisi sayisina béliinerek ortalama
bulunmus ve aralik degerine gore seviyeleri Tablo 3’te gosterilmistir.

Tablo 3
Ogretmen Adaylarimin Ustbiligsel Dinlemeye Uygun Ders Plani Hazirlama Performans Diizeyleri

Siirec Kriter Aralik katsayisi N Seviye
Dinleme Oncesi Bigimsel Ozellikler 1,31 38 diisiik
Derse Giris 2,6 38 yiiksek
Planlama 1,55 38 diisiik
Toplam Puan aralig1 1,82 38 orta
Dinleme Sirasi Ders Isleme 1,97 38 orta
Izleme 2,02 38 orta
Problem ¢6zme 1,65 38 diigiik
Toplam puan aralig 1,88 38 orta
Dinleme Sonrasi Dersi Sonlandirma 1,84 38 orta
Metni Degerlendirme 1,68 38 orta
Kendini Degerlendirme 1,18 38 diisiik
Toplam Puan araligi 1,56 38 disiik
Genel Toplam Puan Aralig 1,75 38 orta

Tablo 3, dgretmen adaylarinin (N=38) dinleme Oncesi toplam performanslarinin orta (1,82), dinleme
sirasindaki toplam performanslarinin orta (1,88) ve dinleme sonrasi toplam performanslarmin digiik (1,56)
oldugunu gostermektedir. Egitim sonrasinda oOgretmen adaylarinin istbiligsel dinleme igin ders plani
hazirlamadaki toplam performanslari orta diizeydedir (1,75).

2. Arastirma sorusu: Akran tasarimli {stbilissel 0gretim uygulamalarinin, 6gretmen adaylarmin
uistbiligsel 6gretime uygun dinleme ders planlarini nasil etkiledigini gostermek i¢in aragtirilmistir. Bunun igin
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en yiiksek, orta ve en diisiik ders plani hazirlama puanlarina sahip 9 6grencinin ders planlari, dinleme
giinliikleri ve yar1 yapilandirilmig gériisme formlart kullamlmistir. Ogretmen adaylarinm, akran tasarmmli
dinleme derslerinin iistbiligsel dinlemeye uygun ders plan1 hazirlamalarimi nasil etkiledigine iligskin goriisleri
Tablo 4'te gosterilmistir.

Tablo 4

Akran Tasarimli Pedagojik Dongiive dair Ogretmen Adaylarinin Goriisleri

Kategori Alt kategori f Alint1 6rnegi

Ustbilissel Mliskili 7 MI1. Bence gelistiriyor hocam ¢iinkii mesela arkadaslar da sunum yapt1 stirekli farkl

farkindalikla iligki farkli seyler yaptilar. Herkesin yaptig1 sey 6zgiindii. {1k olarak sunumlarda benzer
seyler yapilirken grup olarak sonrasinda ¢ok farkli seyler ortaya gikt.

Kismen iligkili 2 M2. Olabilir. Ogrencilerin diizeyine uygun bir pedagojik dongii secilirse ve ona gore
etkinlik tasarlanirsa.

Ustbiligsel dinleme sirasim =~ 9 F1. Yani pedagojik dongii kullanmak strateji kullanim farkindaligini da gelistiriyor.

takip etme Hangi stratejinin nerede, nasil daha etkin bigimde kullanilacagryla ilgili bir farkindalik
gelistirdi.

Ders plant  Zamani verimli kullanma 1 F2. Planli bir sekilde oldu mu hem zaman verimli kullaniliyor hem neyin nasil
hazirlama yapilacagi daha dnceden planlandig igin daha verimli hale geliyor.

Ozgiin olma 4 F1. Ogretmenin kendi planimi hazirlamasi daha iyi ¢linkii 6gretmen dgrencilerini
taniyor biliyor ve ona gore stratejisini hazirltyor ve dgrenci de dgretmenini tanidigi
i¢in daha iyi anladigini diistiniiyorum.

Kilavuz kitaptan bagimsiz = 2 F5. Hazir bir kilavuz yerine kendisi (6gretmen) kazandirmak istedigini en iyi sekilde

olma nasil kazandiracagini planliyor.

Sistemli olma 6 F4. Stratejiye (pedagojik dongiiye gore) sunum/ders plan1 hazirladigimizda elimizde
yonerge gibi bir sey oluyor. Yani bir farkindalik sagliyor bu stratejiler ne yapacaginla
ilgili.

Ogretmenin/égrencinin 6 F3. Yani 6gretmenin bir plana gore dersi islemesi 6grenci agisindan gergekten yararli.

kendini  degerlendirmesini Bir kere dgretmen neyi niye yaptiginin farkinda oluyor ve 6grenci de gretmenin bu

saglama planindan hareketle derste kendi gergeklestirebiliyor, aktif hale olabiliyor,
anlayabiliyor gercekten, neyi nerde yapacagini, kullanacagini 6grenebiliyor.
Etkinlik hazirlama Oprenci  diizeyine uygun 5 F5 Ogretmen etkinlikleri kendisi hazirladigi zaman 6grencinin seviyesine uygun
etkinlik hazirlama sekilde hem de stratejileri Ogreterek Ogretim yapabiliyor. Evet. Biz ilk grup
oldugumuz i¢in biraz amatdrce bir sey oldu ama daha sonra hem arkadaslarimizinkini
gordiigiimde anladim eksiklerimi hem de ¢ozerken yaparken hangisinde daha ¢ok
eglendigime de dikkat ettim. Hatta biitiin herkesin etkinlik kagitlarini topladim belki
isime yarar diye. Ve yas gruplarina gore neyi nerede kullanmam gerektigini de biraz
daha anladim.

Etkinlige uygun yonerge 2 F6. Daha 6ncesinde agikgasi ben etkinlik hazirlamayi1 bilmiyordum. Yo6nergeleri daha

hazirlama kapal1 yaziyordum veya daha diizgiin ciimlelerle ifade edemiyordum. Fakat bu dersten
sonra Etkinlik anlaminda hem arkadaslarimin da hazirladigi ¢alisma kagitlari
gordiikge daha fazla bilgilendim daha agik yonerge yazmaya basladim. Bu sebeple
faydali oldu benim igin.

Etkinlik sirasini belirleme 5 F3. Etkinlik kagidiyla kullanilan stratejinin birbiriyle uyumlu olmasi gerekiyor. Ben
eger stratejiyi bilmeseydim etkinlik kagidinda neyi nereye koyacagimi bilmiyordum.

Ogrenciyi aktif kilan etkinlik 5 F2. Ogrencinin derse katilmasini sagliyor ve dgrencinin hosuna gidiyor. Mesela drama

tasarlama yapildi, istasyon teknigi kullanilds, birsiirii teknik kullandik.

Akranla 6grenme 6 M2. Kendi bilmediginiz veya eksik oldugunuz konuda arkadasinizdan destek
aliyorsunuz. Bunun gibi bir¢ok faydali yonii oldugunu diisiiniiyorum.

Ders isleme siireci Sinfigi etkilesim 7 MI. Ders islenirken arkadaslarimiz bize soru soruyordu biz onlara soru soruyorduk
onlarin bana sen ne diigiiniiyorsun diye sormasi sinif i¢i etkilesimi sagladi.

Zevkli/ilgi ¢ekici 5 F2. hem 6gretmen hem &grenci olarak uygulamalara katildim ¢ok verimli gegti ve hig¢
stkilmadim.

Meslek hayatina katki 3 F5.dinleme egitimi dersinde yaptigimiz etkinlik de hem bizim meslek hayatimiza

hazirlik agisindan hem de nasil bir strateji kullanacagimiz agisindan yararli oldu.

Tablo 4'e gore, drneklemdeki yiiksek, orta ve diisiik performans gosteren 6gretmen adaylarinin verileri
analiz edildiginde, tiim katilimcilar akran tasarimli dinleme derslerinin {istbilissel farkindaligi1 gelistirdigini
bildirmistir. Katilimcilar, stbilissel 6gretimi dinleme ders planiyla nasil biitiinlestireceklerini daha iyi
anladiklarini vurgulamiglardir. Bunun da smif i¢i etkinlikleri tasarlama becerilerini gelistirdigi sdylenebilir.
Ayrica, bu derslerin mesleki gelisimlerine katkida bulundugunu ve gelecekteki dgrencileri i¢in etkili strateji
tasarimlarina iligkin farkindaliklarmin artmasim saglayarak 6z degerlendirme yapma imkani bulduklarini

belirtmislerdir.

Ogretme;p adaylarinin giinliikleri incelendiginde goriismelerden elde edilen verilerin desteklendigi
goriilmektedir. Ogretmen adaylar1 akran tasarimli pedagojik dongiiye dayali dinleme derslerinin ders plani
hazirlama, ders isleme ve etkinlik tasarlama becerilerine katki sagladigimi belirtmistir. Ornegin diisiik
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performans diizeyindeki F7 giinliiginde genel olarak dersleri sikici buldugunu, devamsizlik yaptigini
belirtmistir ancak derslere katildig1 kadariyla ve akranlariin yaptigi sunumlarla dersi sorgulamaya basladigini
derse karsi ilgisinin artigini, ders plani hazirlama ve ders isleme siirecini kavradigini belirtmis ve devamsizlik
yaptig1 i¢in pismanlik duymustur:

“Yani ben normal derste dersi pek dinlemiyordum dolayisiyla anlamiyordum da. Dersi biraz sikici
buluyordum. Daha sonra ama bunu niye yapryoruz falan diye sorguluyordum ne igimize yarayacak gibi. Daha
sonra biz sunum yapinca anladim ki hani aa bunlar burada bu sekilde kullanilacak hocanin anlattigr sey bu
sekilde oluyormus filan gibi o zaman kafamda oturdu. llerde 6gretmen olunca zaten bu benim ilk sunumumdu
¢tinkii her zaman hatirlayacagim. O yiizden ben yararl buldum. Bunun farkinda olsaydim sizin dersinize daha
¢cok katulrdim. Clinkii bunun ne isime yarayacagini biliyorum artik ilk basta anlamamistim.” (F7, dinleme
glinliigii).

Farkli seviyelerdeki (iist, orta ve alt) katilimcilarin iistbilissel dinleme ders planlar1 olusturmak igin
yaptiklan etkinlik tasarimlari incelendiginde, dinleme siirecini farkl isledikleri goriilmiistiir. Daha derin bir
anlayis1 kolaylastirmak i¢in, katilimcilar tarafindan hazirlanan ders planlari, degerlendirme 6lgiitiinde belirtilen
belirli 6l¢iitlere gore incelenmis ve bu bulgular gostermek i¢in asagida ornekler verilmistir. Sonuglar,
egitimden iist diizeyde faydalanarak yiiksek puan alan katilimcilarin iistbiligsel 6gretime uygun ders planlari
tasarlayabildiklerini gostermigtir.

Yiiksek Performans Gésteren Ogretmen Adaylarinin Ders Plani Hazirlama Durumu

Ogretmen adaylarinin ders planlarmin analizi, dinlemeden &nce, dinleme sirasinda ve dinlemeden
sonra biligsel ve {istbiligsel stratejileri ders planma entegre edebildiklerini gdstermektedir. Ogretmen
adaylarmin tamanmi dinlemeyi dinlemeden 6nce planlamistir. Ogretmen adaylarinin tamami, dgrencilerin
dinleme sirasinda metni anlay1p anlamadiklarini kontrol etmek icin birden fazla strateji kullanmustir. Ogretmen
adaylarinin tamami, dersin sonunda bir sinif i¢i etkilesim etkinligi tasarlamis, ayrica metinle ilgili sorular
yanitlamis ve metin degerlendirmesi ve 6z degerlendirme i¢in en az bir listbiligsel strateji kullanmistir. Asagida
ders planlarindan alintilar yer almaktadir.

“Dinlemeden once, 6grenciye bir dinleme hedefi belirlenir. Dinlemenin amaci ve nasiul yapilacagi
actklanmr.” (F2).

“Ilk dinlemenin sonunda, égrencilerin metni dinlerken yazdiklar: kelimeler ve tahminler kontrol edilir
ve yazdiklar: ciimleler okunur. Sézliik anlamlar Tiirkge sozliikten yazdirilir.” (F1).

“Dinlemeden énce, metinden ne ogreneceginize dair bir hedef belirleyin. Metni dinledikten sonra,
hedefinize ulasip ulasmadiginizi not edin.” (F2).

Orta Diizeyde Performans Gisteren Ogretmen Adaylarmin Ders Plant Hazirlama Durumu

Ogretmen adaylarmin ders planlar1 incelendiginde, dinleme dersini éncesinde, sirasinda ve sonrasinda
planladiklari, ancak hem genel dinleme hem de {istbilissel dinleme stratejilerinde eksiklikler oldugu
soylenebilir. Orta diizey dgrenciler dzellikle planlama stratejilerinde eksiktir. Izleme, problem ¢dzme, metin
degerlendirme ve 6z degerlendirme konusunda yeterlidirler. Asagida ders planindan alintilar yer almaktadir.

“Bu etkinlik, siirin dikkatle dinlenip dinlenmedigini ve ogrenciler tarafindan beklenen fikrin kavranip
kavranmadigini belirlemek icin kullanilmistir.” (F5).

“Ogrencinin kendini degerlendirebilmesi ve dinlemeden once, sirasinda ve sonrasinda nerede eksik
oldugunu ve nerede iyi oldugunu acik¢a gérebilmesi i¢in ogrenciye bir 6z degerlendirme formu doldurulur.”
(F6).
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Diisiik Performans Gosteren Ogretmen Adaylarinin Ders Plant Hazirlama Durumu

Ogretmen adaylarinin ders planlarina bakildiginda, dinlemeden dnce, dinleme sirasinda ve dinlemeden
sonra bilissel ve meta biligsel stratejileri dersin icerigiyle biitiinlestiremedikleri goriilmiistiir. Ogretmen
adaylar1 yalnizca dersin sonunda sorulari cevaplamakla ilgilenmis ancak sinif icgi etkilesimi, metin
degerlendirmeyi ve 6z degerlendirmeyi saglayacak herhangi bir etkinlik tasarlamamiglardir. Dolayisiyla
ogrencileri derste pasif kilan, ders 6gretim siireci ve etkinlik tasariminda 6gretim yontem ve tekniklerinin
sinirl ve birbirini tekrar edecek bicimde yapilandirildigi bir ders plani hazirladiklari sdylenebilir.

TARTISMA VE SONUC

Akran tasarimli pedagojik dongiiye dayali dinleme derslerinin Ogretmen adaylarmin {istbiligsel
dinlemeye uygun ders plan1 hazirlama becerilerini nasil etkiledigini inceleyen bu aragtirma sonunda 6gretmen
adaylarinin istbiligsel dinlemeye uygun ders plani hazirlama performanslart orta diizeyde bulunmustur. Bu
calismanin gelisimsel bulgusu, genel olarak 6gretmen egitiminde ve 6zel olarak dinleme egitiminde akran
tasarimli iistbiligsel 6gretimin, 6gretmen adaylarinin dinleme ders planlarina olumlu bir katki sagladigidir. Bu
bulgu, 6gretmen egitiminde acgik siire¢ tabanli listbiligsel destegin 6grenmeyi gelistirdigini géstermektedir.

Ogretmen adaylar1 ders planlari hazirlarken planlama stratejisi konusunda zorluk gekmislerdir. Bu
durum onlarin 6grenen bakis agisindan 6gretmen bakis agisina gegmede zorluk ¢ektiklerini gostermektedir.
Geleneksel yaklasimda, 6gretmen adaylarina ne 6gretecekleri soylenir. Ancak onceki aragtirmalarin sonuglari,
Ogretmen adaylarina hem 6grenen (6grenci) hem de 6gretmen olarak 6gretim siirecini nasil planlayacaklarinin
Ogretilmesi gerektigini ve 6gretmen adaylarinin bu konuda agik destege ihtiya¢ duydugunu gostermektedir
(Dignath & Veenman, 2021; Michalsky, 2024). Ogretmen adaylarinin ders planlari incelendiginde cogunun
derse baslamadan once biligsel dinleme stratejilerini (tahmin etme, soru sorma, gorsel kullanma vb.)
kullandiklar1 goriilmektedir. Ogrencilerin ¢ogu aslinda bu stratejileri kullanarak dinlemeyi planladiklarin
disiinmektedir. Ancak dinlemeyi planlamak belirli biligsel stratejileri kullanmak anlamina gelmemektedir.
Dinlemeyi planlamak, bu planlamayla 6grencilerin neyi basarabileceginin ve neyi bagaramayacagimin farkinda
olarak ilerlemenin somut bir gdstergesidir. Mutton (2011), 6gretmen adaylarinin veya yeni dgretmenlerin
¢ogunlukla planlama konusunda bilgi sahibi olmadiklarimi ve dersin amaglarina uygun planlama
yapamadiklarimi belirtmistir. Bu ¢aligmada da 6gretmen adaylarinin dinlemeyi planlama konusunda eksik
olduklar1 belirlenmistir.

Ogretmen adaylar1 dinleme sirasinda ve sonrasindaki iistbilissel stratejileri dinleme dncesi siirece gore
daha fark edilir bicimde kullanmislardir. Bu kullanimda, bu siireclerin ders planinda daha somut bir sekilde
goriiniir olmasmin etkili oldugu sdylenebilir. Ciinkii planlama stratejisi, dinleme sirasmda ve sonrasinda
kullanilan stratejilere gore daha soyut ve zihinseldir. Goh ve Hu (2013), ikinci bir dil 6grenen tiniversite
Ogrencilerinin dinlemede planlama stratejisine dnem vermediklerini bulmuslardir. Bunun nedeni, planlama
stratejisinin siire¢ odakli olmasi, ¢ogu O6grenci ve Ogretmenin ise anlama ¢iktilarina, yani basariy1 veya
basarisizligi somut olarak gosteren iirline odaklanmasidir. Bu calismada da benzer bir durumun oldugu
soylenebilir. Ogretmen adaylar1 planlama stratejisine fazla odaklanmamislardir. Planlama asamasimin
genellikle aceleye getirilerek yapilmasi ve etkinliklerde uygun semalarla pekistirilmemesi, katilimecilarin
planlama siirecine iligkin i¢gdrii kazanmalarin1 engellemis ve bunu dinleme planina nasil entegre edecekleri
konusunda yetersiz kalmalarina neden olmus olabilir. Bir diger neden ise iistbiligsel 6gretimin etkili olabilmesi
i¢in uzun bir siirece yayilmasi gerektigidir (Veenman vd., 2006; Robillos & Bustos, 2022). Ogretmen
adaylarinin bazi stratejilerde yeterli performans gosterememesi siirecin kisaligindan kaynaklaniyor olabilir.

Akran tasarimli tstbilissel 6gretim modeli, 6grencilerin kendi 6grenmelerini degerlendirmelerini
saglayarak 6grenmeyi hizlandirir (Baas vd. 2015). Akran tasarimli {istbiligsel 6gretimde, 6grenci ¢esitli gorev
tasarimlarina dahil olur ve 6grenmeye dair kanit ortaya koyan etkili sinif ici tartismalara katilir. Boylece,
ogrenciler birbirleri i¢in bir 6gretim kaynagi olarak etkilesime girerler. Bu etkilesimin sonucunda, kendi
ogrenmelerinin farkinda olarak hangi durumlarda harekete gececeklerini 6grenirler (Askell-Williams vd.,
2011). Universite 6grencileriyle yapilan ¢alismalarda, dil dgretmenlerinin dgrenme siirecinde dgrencilerin
giicli ve zayif yonlerini hakkinda konusmalarinin onlarin performans gelisimleri iizerindeki &nemi
vurgulanmaktadir (Banister, 2023; Yu ve Hu, 2017). Bu konugmalar sayesinde, 6grenci kendisi i¢in neyin
yararli oldugunu fark ederek kendi 6grenme siirecini diizenleyebilir. Ogretmen adaylariyla yapilan goriismeler,
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smif arkadaglarinin sunum sonrasi degerlendirmelerini dikkate aldiklarini géstermistir. Sinifta yapilan bu
yargilarin, takdirlerin veya anlagilmaz durumlarin belirtilmesinin, bir sonraki gérevde nelere dikkat etmeleri
gerektigi konusunda kendilerinde farkindalik yarattigini belirtmislerdir. Bu durum, sunum sonrasi
degerlendirmenin nasil ve hangi acilardan yapilmasi gerektiginin dnceden agiklanmasi, yani hedef siirlarinin
¢izilmis olmasindan etkilenmis olabilir. Bu, Carless & Boud'un (2018) akran geri bildirimini iyilestirmeye
yonelik ¢ergevesinin, yani akran geri bildiriminde net simirlarla hedefe yonelik dogru yargi veya takdirin (Wu
& Schunn, 2020) dgrencilerin duygularimi dogru bir sekilde yoneterek (akran geri bildirimini degerli olarak
gormelerini saglayarak) harekete gegmelerini saglayabilecegi goriisiinii desteklemektedir.

Ustbilissel 6gretim, dinleme becerilerinin gelistirilmesine katkida bulunabilen yararh bir pedagojik
yontemdir. Ustbilissel stratejilerin ~ 6gretilmesi, o6gretmenlerin  sinifta  dinleme becerilerine nasil
yaklasacaklarini ve bunlar1 nasil 6greteceklerini yeniden diisiinmelerine yardimei olur (Maftoon & Alamdari,
2016). Bu nedenle, hizmet 6ncesi dil 6gretmenlerinin, akademik, mesleki ve kisisel gelisimleri i¢in 6gretmen
egitim programlarinda {istbiligsel stratejilerin dinlemeyle nasil biitiinlestirilecegini gosteren agik, sistematik ve
stire¢ tabanli yaklagimlar1 deneyimleyerek 6gretim siirecini bir 6gretmenin bakis agisindan tasarlama pratigi
yapmalar1 gerekir. 21. yiiz yildaki egitim miifredatlar: iistbilis kavrami etrafinda sekillenmektedir. OECD
(2005), dgretmenlerin niteliginin ve etkisinin 6grenci 6grenimi lizerinde dogrudan bir etkiye sahip oldugunu
belirtmektedir. En son hazirlanan Tiirkge Ogretim Programi (Milli Egitim Bakanligi, 2024, s. 60, 69), dinleme
derslerinde 6grencilerin {istbiligsel farkindalik becerilerinin gelistirilmesini 6nemli bir hedef olarak belirlemis
ve bu sorumlulugu 6gretmenlere vermistir. Ogretmenlerin 6grencilerin iistbilissel farkindahiklarini etkili bir
sekilde gelistirebilmeleri i¢cin Oncelikle bunun 6nemini fark etmeleri ve iistbiligsel 6gretim stratejilerini
destekleyen ders planlari tasarlamalari gerekir. Ogretmen adaylarinm {istbiligsel dinleme farkindaliklart
izerine arastirmalar smirli olsa da bazi ¢alismalar, 6zellikle gelisen egitim politikalar1 1s18inda, gelecegin
egitimcilerinin  egitiminde  istbiligsel farkindaligin  gelistirilmesinin ~ 6nemini  vurgulamaktadir
(Aydasgil&Ozdemir, 2023; Melanlioglu, 2023). Bu nedenle, 6gretmen egiticilerinin ve dil 6gretecek olan
O0gretmen adaylarmin dstbilisin  Oneminin, tstbilisin dil becerileriyle nasil biitiinlestirileceginin ve
Ogretimlerini buna gore nasil planlayacaklarinin farkinda olmalar1 gerekir.

Sonu¢ olarak, bu calismadan elde edilen genel sonuglar, akran tasarimli istbilissel Ogretim
uygulamalarinin, 6gretmen adaylarinin iistbilissel dinleme stratejilerine iliskin farkindaliklarini artirmada
etkili oldugunu gdstermistir. Hazirlanan ders planlarmda girig, izleme, problem ¢dzme, bitirme, metin
degerlendirme ve 6z degerlendirme becerilerinde performans artis1 gozlenmistir. Uc farkli performans
diizeyindeki hizmet Oncesi Ogretmenler, akran tasarimli {istbiligsel &gretimin akademik ve mesleki
gelisimlerine olumlu katkida bulundugunu bildirmistir.

Gelecek arastirmalarda hizmet Oncesi 6gretmenlere uygulama deneyimi saglayan mikro Ogretim
uygulamalarinin, {istbiligsel 6gretime uygun hazirlanan ders planlarimi sinif i¢i uygulamalarla nasil daha etkili
bi¢imde birlestirecegi arastirilmalidir. Ogretmen egitimcileri, hizmet dncesi dgretmenlere standart ders plani
ornekleri sunmak yerine, bu dgretmenlerin kendi 6grenmelerini kontrol etmelerini ve kendi degerlendirme
araglarin1 gelistirmelerini saglayan bigimlendirici dersler ve araglar saglayabilirler. Aragtirmanin etkilerini
yayginlagtirmak i¢in deneysel ¢aligmalar yapilabilir.
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This research used a single instrumental case study to investigate how peer-designed
metacognitive instruction affects Turkish pre-service teachers' ability to prepare lesson plans
for metacognitive listening in L1. The participant sample was selected using purposive
sampling. During the six-week implementation process, pre-service teachers planned and
presented the listening lesson in groups. At the end of the study, they prepared a lesson plan
individually (n=38). Data were collected through a semi-structured interview form, a lesson

fundaamanvermez@hotmail.com plan evaluation rubric, lesson plan samples and listening diaries. At the end of the training, the

pre-service teachers showed a moderate level of performance, that is, most pre-service teachers
planned listening as a process in their lesson plans and designed cognitive and metacognitive
strategies with appropriate activities, using at least one strategy appropriate to the task.
Consequently, the key elements in the lesson plans of pre-service teachers across three different
levels are outlined as follows: High performers used metacognitive strategies before, during and
after listening and their use of cognitive strategies and activity designs varied. Moderate
performers used metacognitive strategies during and after listening and used at least one
cognitive strategy appropriate to the task. Low performers followed the listening sequence in
their lesson plans but failed to integrate metacognitive and cognitive strategies into the lesson
plan. The pre-service teachers reported that the peer-designed metacognitive teaching practice
contributed to their metacognitive awareness and lesson plans for metacognitive listening.
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INTRODUCTION

It is an accepted view that metacognition contributes positively to one's language-learning process
(Flavell, 1979). Flavell (1976) defined metacognition as “knowledge of one's own cognitive processes and
products or anything related to them” and the capacity to “actively monitor and consequently organize and
manage these processes in relation to the cognitive objects or data on which they are based, usually to serve a
concrete goal or purpose” (p. 232). Metacognitive awareness has two components: metacognitive knowledge
and metacognitive regulation. Metacognitive knowledge is related to how a learner learns something and how
to apply what s/he has learned and includes knowledge of the person, task and strategy (Flavell, 1979).
Metacognitive regulation is the control of how the learning process takes place. Planning, monitoring and
evaluation strategies are generally used to control the learning process (Schraw, 1998).

Increasing students' metacognitive awareness in listening has been advocated for some time (Janusik
& Varner, 2020). Metacognitive listening is a higher-level thinking process that involves active control over
cognitive processes in the listening process (Mevarech & Kramarski, 2014). The aim of the metacognitive
approach to listening is to enable students to identify learning problems (Vandergrift & Tafaghodtari, 2010)
and consciously use appropriate strategies to regulate their learning in a variety of contexts (Griffiths, 2015).
Students learn how to plan, monitor and evaluate their own listening processes through metacognitive strategy
instruction (Goh & Hu, 2013).

Today, high-performing school systems in countries such as Hong Kong, Shanghai, Singapore and
Finland all include metacognition in their school curricula (Perry et al., 2018). Numerous studies make strong
claims that when children across disciplines are effectively taught metacognitive skills, they tend to make
better progress than children who are not taught these skills (Baas et al. 2015). Currently, most of the interest
in metacognitive approaches is limited to academic studies. This means that the impact of metacognition in
the classroom will be limited, but once teachers become 'fluent' in metacognition, fully understand its benefits
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through their own experience and then have the autonomy and support to develop their own professional
practice, metacognitive teaching will become widespread and its potential impact on students can be realized
(Perry et al. 2018).

It is important for pre-service teachers to develop metacognitive awareness to develop pedagogical
knowledge that will enable them to have control over their own learning and teaching (Michalsky, 2024). A
teacher who aims to develop students' thinking skills and transfer them between different skills or disciplines
should be able to teach students what, when, and how to do a certain learning task (Zohar&Schwartzer, 2005).
A teacher who provides metacognitive support to his/her students in the context of listening skills can guide
students to question their own listening process and help them develop self-regulation skills by reviewing their
own thinking and learning processes (Baas et al., 2015; Michalsky, 2017). However, research shows that
university-level students, and more specifically pre-service teachers, are generally unable to develop
metacognitive strategies on their own (Li & Zou, 2021; Michalsky, 2024; Wen & Jastek, 2023). This concrete
fact prompts us to think about teacher education.

1.1. Peer-designed Metacognitive Listening Instruction

In peer-designed listening tasks, pre-service teachers design the listening process as a group. In this
process, members of the group take on the role of teachers for a short period of time and collaboratively create
a listening plan for the entire class, with the aim of fostering metacognitive expertise in listening. Peer-designed
listening tasks aim to provide pre-service teachers with an experiential learning experience. The group listening
project was implemented by Liu (2005) in an intensive English program for Chinese learners of English as a
second language in Singapore. In this program, students worked in groups to plan their listening tasks. They
then plan the listening activities for the whole class based on the plan they have prepared. At this stage, group
members must make crucial determinations regarding the listening materials that they will use, the listening
skills they wish their classmates to engage in, the strategies that will inspire their classmates to listen and
actively participate in the activity and the potential challenges that their classmates may face. This reveals that
listening is not only about finding information in the text and solving exercises (Goh, 2010).

Social cognitive learning theory suggests that learning is more productive in peer groups where
students have incomplete but relatively equal expertise. In such a situation, partners with sufficient knowledge
and skills can help each other move towards greater autonomy. Consequently, students gain insight from their
own and others' experiences and knowledge and become independent learners (Vygotsky, 1987). This
argument coincides with the assumption that metacognitive awareness may be collaboratively developed in
social settings, where students actively participate in dialogic exchanges with their peers, particularly those
who are more proficient. Some results also show that dialogic interactions of peer groups (two or more)
exposed to a process-based pedagogical cycle co-shape students' metacognitive awareness (Mahdavi & Miri,
2017; Michalsky, 2024; Vandergrift & Tafaghodtari, 2010; Wen & Jastek, 2023).

Peer-designed practices in the classroom are a useful and appropriate approach to teacher education
pedagogy (Cabello & Topping, 2020; Dos Santos, 2020). During peer-designed classroom practices, pre-
service teachers can improve their own learning processes by having the opportunity to discuss their own
thoughts, infer from the perspectives of their classmates, and share the responsibility for finding solutions to
problems that may arise during teaching (Khasawneh, 2023; Sokhom et. al, 2021). For this, they need to work
individually and collaboratively through group discussion, peer teaching, peer feedback and group reflection.
Thus, through their interactions with teacher educators and peers, students can construct their understanding,
knowledge and performance efforts by experiencing it themselves, observing their peers or taking feedback
into account (Dos Santos, 2020; Wu & Schunn, 2020). Wen & Jastek (2023) stated that peer-to-peer quality
discussions improve students' metacognition by enabling the development of new ideas and understandings,
supporting problem solving and providing opportunities for self-reflection.

1.2. Metacognitive Listening Lesson Plan
The literature indicates that well-organized lesson plans are effective in achieving better outcomes in
terms of student achievement and quality of teaching (Drost & Levine, 2015; Lim et al., 2018). A lesson plan

aims to structure a lesson to teach concepts or specific skills or to allow students to explore knowledge on their
own or with peers. While both pre-service and experienced teachers recognize the importance of lesson
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planning, many find it difficult to master (Li & Zou, 2021; Lim et al., 2018). There is no consensus among
teacher educators on how to make a good plan and pre-service teachers are often provided with ready-made
lesson plan forms rather than formative lesson plans (Drost & Levine, 2015; Lim et al., 2018) and most of
them consider themselves intermediate in planning (Copriady, 2014). This behavior of teachers distracts them
from professionalism and the requirements of teaching. Therefore, it is important to train teachers in lesson
planning (Mutton et al., 2011). Studies indicate that the lesson planning skills of pre-service teachers and
beginning teachers should be improved through various practices (Mutton et al.,, 2011). To achieve this,
educators must possess metacognitive awareness of the most effective methods for teaching a specific learning
task and be able to reflect on this in their lesson plans (Michalsky, 2024).

A process-oriented approach to listening is essential for developing effective, independent listeners.
By incorporating a focus on processes into a listening curriculum, students can explore their personal
knowledge, identify their challenges and discover ways to overcome them. This exploration, combined with
strategy training, can help students feel more prepared and reduce anxiety. Goh (2010) noted that
metacognitive instruction equips students to handle the complexities of listening tasks and enhances their
listening skills (Vandergrift & Tafaghodtari, 2010). The metacognitive approach to listening aims to help
students recognise their learning challenges (Vandergrift & Tafaghodtari, 2010) and consciously employ
suitable strategies to organise their learning in various contexts (Griffiths, 2015).

1.3. Context of the Study

This study aims to improve the awareness of pre-service teachers' metacognition in listening lessons
and to enable them to reflect on the metacognitive approach in their lesson plans. A peer-designed
metacognitive teaching approach with a pedagogical cycle (Liu, 2005; Vandergrift, 1997) was adopted to help
them gain insight into integrating metacognition into listening lessons. The pre-service teachers, who were
assumed to increase their pedagogical knowledge in this way, were asked to prepare a listening lesson plan for
a listening lesson in which metacognitive strategies were integrated to reflect on their own learning. Turkey’s
education system has undergone significant reforms to align with global language teaching standards, yet many
English language teaching (ELT) programs still emphasize rote memorization and controlled practice rather
than interactive and communicative methods (Li & Zou, 2021; Perry et al., 2018). Pre-service teachers in
Turkey typically undergo rigorous coursework in pedagogical knowledge and language proficiency, yet their
exposure to metacognitive strategies—such as planning, monitoring and evaluating their own listening
comprehension—is often limited. Therefore, this study's findings have broad implications for teacher training
programs as they address a key pedagogical gap in ELT curricula. Recent studies have highlighted the positive
relationship between the development of listening skills in mother tongue education and the use of
metacognitive teaching practices. Additionally, integrating metacognitive strategies into listening lessons has
been shown to have beneficial effects on students (Cevikbas, 2016; Harmankaya, 2017; Kivrak, 2019).

The last revised Turkish mother tongue curriculum determined that metacognitive awareness in
listening education was an outcome, and the role of teachers in this was clearly emphasized (Ministry of
National Education, 2024). Therefore, a need arose to design listening lessons with metacognitive strategies.
Since many Turkish teachers were themselves educated in a system that underemphasized listening
comprehension and strategy use, they may lack confidence and awareness of how to teach listening effectively.
Numerous studies have demonstrated the positive impact of metacognitive strategies on the development of
listening skills. According to Zeng and Goh (2018), these strategies enable listeners to process information
more deeply by helping them organize their listening approaches in alignment with their learning styles. As a
result, listeners become independent learners who are committed to lifelong learning. Rahimirad & Moini
(2015) emphasize that metacognitive listening strategies should be integrated into course content to enhance
students' academic listening skills. To achieve this, teachers need to incorporate metacognitive practices into
classroom activities and guide students on when, where and how to use these strategies effectively. A recent
study found a positive relationship between teachers' development of metacognitive awareness in listening and
students' listening comprehension and metacognitive listening skills (Ermis, 2025). In other words, for students
to improve their metacognitive listening skills, teachers need to first enhance their own understanding in this
area. For a teacher who is starting their profession to gain insight on this issue, it is important for them to gain
experience in applying metacognitive listening strategies through real course curricula/plans during teacher
education. The sample selection is thus well-justified as increasing metacognitive awareness among pre-
service teachers could create a ripple effect, improving not only their own language proficiency but also the
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listening skills of their future students. In line with this claim, the research questions for this study were as
follows:

1. What is the level of pre-service teachers' metacognition-based listening lesson plan preparation
performance at the end of the training?

2. How are pre-service teachers' metacognition-based listening lesson plan preparation behaviours at
the end of the training?

METHOD
Research Design

This research used a single instrumental case study to address the skill of preparing lesson plans that
are appropriate for metacognitive listening. A case study is defined as “an empirical inquiry that investigates
a contemporary phenomenon (the ‘case’) in depth and within its real world” (Yin, 2014, p.16). Yin stated that
quantitative and qualitative methods can be used together in case studies and named this model as a logical
model, referring to Patton (2002). Yin (2014) argued that final results can be better explained with logical
models and that the analysis in this model consists of matching empirically observed events with theoretically
predicted events. A logical model is defined as a tool that “stipulates and operationalizes a complex chain of
occurrences or events over an extended period of time” (Yin, 2014, p. 155). In this study, an six-week empirical
process was applied. The case study was designed after the six-week listening education course that the pre-
service teachers compulsorily attained. The study aimed to determine how the metacognitive listening
instruction practices that the pre-service teachers designed together with their peers affected the lesson plans
they prepared independently. Quantitative methods were also used to determine the general level of pre-service
teachers and the participants (See the Procedure section). After the levelling, the lesson plan preparation
behaviours of pre-service teachers were examined using qualitative data analysis. At this stage, data
diversification was done using the triangulation technique. During the data collection process, the pre-service
teachers were informed about the study and their permission was obtained. Ethics committee approval was
received before commencing with data collection.

Participants and Sampling

The participants were pre-service teachers attending the third year of the Turkish Language Teaching
(L1) department at a state university in Turkey. The third-grade pre-service teachers were selected as the
sample because the listening education course is compulsory (four hours per week) in the third-grade teacher
education curriculum of Turkish language teaching. At the end of the implementation, 38 students completed
the metacognitive listening lesson plan preparation task. Therefore, the sample included the students who
fulfilled the criterion of lesson plan preparation and were between the ages of 19-22 years. Twelve participants
were male and 26 participants were female. None of the pre-service teachers had planned a lesson related to
the listening lesson or made a presentation in the classroom with micro-teaching before the study. They did
not receive training on metacognitive listening.

Participants were selected in two stages. First, to evaluate the overall effectiveness of the lesson plans
prepared by pre-service teachers for teaching metacognitive listening, all participants involved in the training
were evaluated using purposive sampling (n=38). In the second stage, maximum diversity sampling was
employed to gain a deeper understanding of the participants who completed the implementation, focusing on
those with varying levels of lesson plan preparation. This group was categorized based on their levels of lesson
plan preparation: low (n=3), medium (n=3) and high (n=3). The method used to establish these levels is
outlined as follows.

Selection of Participants for the Case Study
Based on the post-test measurements of the 38 participants who participated in the training study, a

lesson plan preparation performance score was obtained for each participant by taking the arithmetic average
of the measurement assessment of each participant for nine criteria. In the next stage, the arithmetic mean and
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standard deviation (arithmetic mean=1.760, standard deviation=0.311) of these skills of the group were
calculated based on these lesson plan preparation scores of the 38 participants and the standard z score of each
individual was calculated using these values. In terms of this z-score, -+1 z-score was defined as medium
(normal), +1z and above was defined as high and -1z and lower was defined as the limits of the low category
(9 students showed high performance, 24 students showed medium performance and 5 students showed low
performance). Among these, the nince students with the highest, lowest and medium performance were
selected as the sample by maximum diversity sampling. Each student was assigned a code and their identities
were kept confidential. Table 1 shows the means and levels of the participants.

Table 1

Participants’ Means and Levels

N N  Post-test Z Level
Post-test measurements Z score  Level measurements score

1 2,444 2,203 high 20 1,667 -0,301 medium
2 2,333 1,846 high 21 1,667 -0,301  medium
3 2,333 1,846 high 22 1,667 -0,301 medium
4 2,333 1,846 high 23 1,556 -0,660 medium
5 2,222 1,488 high 24 1,556 -0,660 medium
6 2,111 1,130 high 25 1,556 -0,660 medium
7 2,111 1,130 high 26 1,556 -0,660 medium
8 2,111 1,130 high 27 1,556 -0,660 medium
9 2,111 1,130 high 28 1,556 -0,660 medium
10 1,889 0,414 medium 29 1,556 -0,660 medium
11 1,889 0,414 medium 30 1,556 -0,660 medium
12 1,889 0,414 medium 31 1,556 -0,660 medium
13 1,889 0,414 medium 32 1,556 -0,660 medium
14 1,778 0,057 medium 33 1,556 -0,660 medium
15 1,778 0,057 medium 34 1,444 -1,016  low
16 1,778 0,057 medium 35 1,333 -1,375  low
17 1,667 -0,301 medium 36 1,333 -1,375  low
18 1,667 -0,301 medium 37 1,333 -1,375  low
19 1,667 -0,301 medium 38 1,333 -1,375  low

In Table 1, 38 participants took part in the study. The participants were categorized based on their
scores, with the first three participants having the highest scores: nl (z: 2.203), n2 (z: 1.846) and n3 (z: 1.846).
Three participants in the middle range were also selected: n19 (z: 1.667), n20 (z: 1.667) and n21 (z: 1.667).
Finally, three participants from the low-scoring group included n36 (z: -1.375), n37 (z: -1.375) and n38 (z: -
1.375). In total, nine participants were selected for in-depth analysis to ensure maximum variation.

Procedure

This study examined the impact of peer-designed metacognitive instruction practices on the ability of
pre-service teachers to create lesson plans that promote metacognitive listening. The research was conducted
over six weeks, consisting of two weeks of theoretical instruction followed by four weeks of practical
applications, where a total of 24 hours was devoted to lesson presentations focused on metacognitive listening
in a listening education course. The process unfolded as follows:

Pre-service teachers used Liu's (2005) framework for peer-designed metacognitive instruction, which
aligns with the metacognitive listening sequence. This framework encompasses three key components, namely
planning, monitoring/problem-solving and evaluation, forming a process-based pedagogical cycle
(Vandergrift, 1997). This strategy-based approach was influenced by the positive impact of applying process-
based metacognitive strategies on enhancing students’ awareness of metacognitive listening in various
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languages (Amanvermez Incirkus, 2025; Bozorgian & Shamsi, 2023; Kobayshi, 2018; Vandergrift &
Tafaghodtari, 2010). In these peer-designed instruction practices, pre-service teachers collaborated in groups.
The objective was for the groups to take on the role typically held by the teacher, planning and presenting
listening tasks together to enhance metacognitive listening for the entire class.

Before the implementation, theoretical information about cognitive and metacognitive listening
strategies was provided. The pre-service teachers were then divided into eight groups, each consisting of four
to five members. Each group was assigned a listening text and tasked with planning a two-hour listening lesson
according to the metacognitive listening sequence. In this two-hour lesson (consisting of two segments of 50
minutes each), each pre-service teacher prepared a listening task related to their specific section and delivered
a 10-20 minute presentation to the class. While one pre-service teacher presented, the others assumed the role
of students in the lesson. After the presentations, the 'student' teachers provided feedback to the presenting
group, highlighting difficult and distracting elements based on notes that they had taken during the lesson. This
stage facilitated process-based discussions involving participation from other students in the class.

The implementation procedure was integrated into the course curriculum and was considered a natural
part of the existing coursework. Throughout this process, there was no intervention with the participants. The
pre-service teachers were responsible for selecting the cognitive methods, techniques, strategies, activities and
materials to use for the listening task. After they completed the implementation process, each teacher was
asked to provide a written version of a listening text that was appropriate for middle school students. This
implementation took place in the same classroom where the pre-service teachers conducted their activities.
They were given 40 minutes to prepare a meta-cognitive listening plan based on the chosen listening text, but
they took approximately 50 minutes to complete the plan. Data collection occurred after the lessons attended
by the pre-service teachers, and the evaluation was based on the lesson plans they independently created. In
line with the study's purpose, the pre-service teachers used the following metacognitive pedagogical cycle
steps as a framework:

Planning: During the planning phase, the preservice teacher is first expected to determine the purpose
of the listening lesson and develop an appropriate plan. They should assess students' readiness, address any
knowledge gaps and incorporate suitable cognitive strategies into the planning process.

Monitoring: In the monitoring phase, cognitive and metacognitive strategies are employed to check
comprehension during listening activities.

Problem-solving: During the problem-solving phase, strategies are explained for situations when
students encounter difficulties in understanding during listening.

Evaluation: The evaluation phase focuses on text evaluation and self-assessment. Self-assessment
activities are designed to support students' independent learning and comprehension, with clear instructions
provided on how to use these activities. Class discussions, peer learning and feedback are essential components
of this phase.

This study was approved by the Istanbul Medeniyet University Ethics Committee (reference no. E-
38510686-050.04-2400059190; dated 09/09/2024). The study was conducted following ethical standards. All
participants provided written informed consent for the publication of the data. To reduce risks to participants,
we informed them about the study and that their involvement was voluntary. Participants could withdraw at
any time, even after the interviews, and their data would remain confidential and not be shared with third
parties. They also had the opportunity to review the raw data collected, with anonymization and unique code
numbers used to protect personal information.

Data Collection Tools

In this study, multiple data sources such as semi-structured interview forms, lesson plan documents,
an analytical lesson plan evaluation form (Appendix A) and listening diaries were used. A semi-structured
interview form was created, originally consisting of 10 questions. To ensure its validity, feedback was obtained
from four experts in the field of Turkish language education. Their input led to a reduction in the number of
questions to six as some questions deviated from the study's focus on peer metacognitive instruction. Upon
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reevaluation, it was identified that certain questions could be combined for brevity. Throughout this process,
the researcher conducted brief meetings with the experts to gather their opinions and confirm the relevance of
the interview questions for the study's objectives. A pilot study was then carried out with five pre-service
teachers to assess the clarity of the questions. Ultimately, with the approval of the four experts, the interview
form was finalized to include just four questions. The interviews lasted 10 to 20 minutes and were conducted
face-to-face. Other data were collected in the classroom. During the data collection process, pre-service
teachers were informed and their permission was obtained. The semi-structured interview form was developed
based on expert opinion. After the expert opinion, the following questions were asked:

1. Do you think that peer-designed listening lessons develop metacognitive awareness? How?
2. Did participating in peer-designed listening lessons affect your lesson plan preparation? How?
3. Did participating in peer-designed listening lessons affect your preparation of activities? How?
4. How was the lesson teaching process in peer-designed listening lessons?

Validity and Reliability of the Analytical Lesson Plan Evaluation Form

An analytical rubric was developed by the researcher to assess the lesson plans prepared by the pre-
service teachers in terms of metacognitive listening (Appendix A). The motivation behind creating this rubric
stemmed from the absence of an appropriate assessment instrument for the indicated learning task in the
literature. The criteria were established by first analysing the pertinent literature before creating the rubric
(Goh, 2010; Ministry of National Education, 2003; Tennessee Educator Acceleration Model, 2018;
Vandergrift et al., 2006). Afterwards, three proficiency levels were determined for the criteria and these levels
were expressed qualitatively and quantitatively as insufficient (1), partially sufficient (2) and sufficient (3).
Once the proficiency levels were determined, the criteria definitions that meet these levels were made for each
criterion. To ensure consistency between the definitions, expressions that clearly showed the difference
between the performance levels were identified and emphasized. A pilot test was conducted with the prepared
rubric on previously prepared lesson plans and the rubric was finalised by taking expert opinions. The validity
of the rubric was assessed with five experts in the field. In the rubric, general listening tasks and metacognitive
strategies were included in the listening process.

For reliability, 30 lesson plans that were prepared in the previous semester were assessed by two
assessors. Pearson correlation analysis was used to determine the inter-rater agreement, and reliability was
obtained. The rubric has a total of nine criteria that assess listening as a process.

For inter-rater agreement reliability, the relationship between the assessments of two observers (O1-
02) was calculated using Pearson correlation coefficient statistics. The correlation was found to be statistically
significant for the assessment of all nine criteria. The structured assessment form, of which reliability was
tested, had inter-observer agreement reliability.

The second stage of the statistical procedures to be performed for the reliability test was that there
should be no difference between the averages of these observers, that is, there should be both no inter-observer
relationship and no difference. This aim was tested with the related group t-test technique. If the t-test is not
significant, it is concluded that there is no difference between the observers. It was seen that there was no
difference between the two observers' assessment of the participants for the nine criteria related to the lesson
plan preparation skill in the assessment form. According to both statistical techniques, the fully structured
assessment form was found to have inter-observer agreement reliability (Table 2).
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Table 2

Puaired t-test for Equivalence

Arithmetic Std.

N Mean Divergence f P ! sd p

Pair 1 Formal features-O1 30 2.87 0.346 0.850 0,000 -1.000 29 0.326
Formal features-O2 30 2.90 0.305

Pair 2 Introduction-O1 30 2.70 0.466 0.843 0,000 -1.439 29 0.161
Introduction-O2 30 2.77 0.430

Pair 3 Planning-O1 30 1.93 0.640 0.549 0.002 -1.293 29 0,206
Planning-O2 30 2.13 1.008

Pair 4 Teaching-O1 30 1.90 0.305 0.557 0.001 -1.439 29 0.161
Teaching-O2 30 1,97 0.183

Pair § Monitoring —O1 30 2.27 0.583 0.775 0,000 -1.361 29 0.184
Monitoring 02 30 2.37 0.615

Pair 6 Problem Solving-O1 30 1.37 0.490 0.709 0,000 1.000 29 0.326
Problem Solving-O2 30 1.30 0.466

Pair 7 Ending-O1 30 1.43 0.504 0.731 0,000 1.000 29 0.326
Ending-O2 30 1.37 0.490

Pair 8 Text Evaluation-O1 30 1.67 0.479 0.926 0,000 -1.000 29 0.326
Text Evaluation-O2 30 1.70 0.466

Pair Self-Evaluation-O1 30 1.10 0.305 0.850 0,000 -1.000 29 0.326
Self-Evaluation-O2 30 1.13 0.346

When Table 2 is examined, it is seen that there was no difference between the observers (O1-O2) for all
sections of the rubric (p>0.05). In other words, the reliability of the rubric was ensured.

Analysis

Descriptive statistics were used to evaluate the overall levels of the participants. To analyze the
qualitative data, descriptive analysis and content analysis were employed. A content analysis was conducted
on lesson plan samples, interviews and diary data to gain a deeper understanding of how peer-designed
teaching affects the preparation of lesson plans that are suitable for metacognitive listening. To achieve data
diversity, lesson plan documents, lesson plan evaluation forms, interviews and diaries were used.

Validity and Reliability of the Qualitative Analysis

Eight criteria are used to contribute to the validity of qualitative research (triangulation, detailed and
intensive description, external audit, long-term participation and observation, negative situation analysis,
researcher bias disclosure, participant approval and peer review). It is recommended that at least two of these
are met (Creswell, 2013).

Validity in the study was ensured through data diversification, achieved by using a semi-structured
interview form, participant products, an evaluation form, and participant diaries. The categories and sub-
categories that were created for the validity of the qualitative data were assessed by another expert. The raw
data were read and confirmed by the participants. For consistency, expert opinion was obtained on the
identification of the research problems, the determination of the research design, the data collection, the
analysis and the reporting processes. To establish credibility, multiple data sets were used and were associated
with each other. Direct quotations were used to ensure the transferability of the codes and categories.

For reliability, Miles and Huberman's (1994) reliability formula was used and the agreement between
the codings was examined (reliability >80%). Two independent assessors gave a score of 1 for the codes that
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were appropriate and 0 for those that were not. Reliability was then ensured by determining the coefficient of
agreement. Reliability was 92% (Reliability coefficient=Total items/total items/(Agreement+Disagreement)
[93/93+8]) for the nine criteria (9*9=81) and the total number of categories (20) for the nine participants.

Limitations

This study's peer-designed metacognitive listening activities were structured based on Liu’s (2005)
and Vandergrift's (1997) model. The study's findings are limited to the participants.

RESULTS

1. RQ: For the first research question, the study aimed to determine the level of performance of pre-
service teachers who participated in the courses on designing listening lessons per metacognitive teaching
according to the lesson plan preparation criteria determined within the scope of this study. Since it was aimed
to obtain general data about pre-service teachers, all the pre-service teachers who prepared lesson plans (n=38)
were evaluated to avoid data loss and a general situation assessment was made for each criterion.

The lesson plan assessment rubric was used to determine the performance level scores of the pre-
service teachers in producing metacognitive listening lesson plans. The highest score that could be obtained
from the rubric was 27 and the lowest score was 9. For each criterion of the rubric, the criterion level was
defined between 1 and 3 points. The range coefficient for each criterion was determined as 0.67 (Range
coefficient=highest score-lowest score/criteria level [3-1/3=0.67]). Accordingly, the performance range of the
rubric was as follows: 1-1.67=low; 1.68-2.35=medium; and 2.36-3.03=high. The total scores of the pre-service
teachers from each criterion were divided by the number of participants and the average was found and their
levels according to the interval value are shown in Table 3.

Table 3

Performance Levels of Pre-service Teachers in Preparing Lesson Plans for Metacognitive Listening

Process Criterion Coefficient of Range N Level
Before Listening Formal Features 1.31 38 low
Introduction 2,6 38 high
Planning 1,55 38 low
Range of Total Score 1,82 38 medium
During Listening Teaching 1,97 38 medium
Monitoring 2,02 38 medium
Problem-Solving 1,65 38 low
Range of total score 1,88 38 medium
After Listening Ending 1,84 38 medium
Text evaluation 1,68 38 medium
Self-evaluation 1,18 38 low
Range of Total Score 1,56 38 low
Range of Overall Total Score 1,75 38 medium

Table 3 shows that the pre-service teachers' (N=38) pre-listening total performance was moderate
(1.82), during listening total performance was moderate (1.88) and that their post-listening total performance
was low (1.56). After the training, the pre-service teachers' total performance in preparing lesson plans for
metacognitive listening was at a medium level (1.75).

2. RQ: To show how peer-designed metacognitive teaching practices affect pre-service teachers'
listening lesson plans for metacognitive teaching, lesson plans, listening diaries and semi-structured interview
forms of nine students with the highest, middle and lowest lesson plan preparation scores were used. The pre-
service teachers' opinions on how peer-designed listening lessons affected their preparation of lesson plans for
metacognitive listening are shown in Table 4.
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Table 4

Pre-service Teachers' Views on the Peer-designed Metacognitive Instruction

Category Subcategory Example of a quote
The Related M. I think it improves, because for example, my friends also made
relationship presentations and they did different things all the time. What
with everyone did was original. At first, similar things were done in the
metacognitive presentations, but then very different things emerged as a group.
awareness
Partially related M2. Perhaps if a pedagogical cycle appropriate to the level of the
students is selected and the activity can be designed accordingly.
Following the order of F1. Utilising pedagogical cycles enhances the consciousness of
metacognitive listening strategy use. It developed an awareness of which strategy to use
where and how to use it more effectively.
Preparing a Using time efficiently F2. As long as it is planned, both time is used efficiently and what to

lesson plan

Preparing
Activities

The Process of

Teaching
Lesson

the

Originality

Being independent of
the guidebook
Being systematic

Ensuring  that  the
teacher/student
evaluates
himself/herself

Preparing activities
appropriate  for the
student level

Preparing instructions
in accordance with the
activity

Determining the order
of activity

Designing  activities
that make the student
active

Peer Learning

Intra-class interaction

Interesting

Contribution to
professional life

do and how to do it is planned, it becomes more efficient.

F1. The teacher should prepare his/her own plan because the teacher
knows his/her students and prepares his/her strategy accordingly and
I think the student understands better because he/she knows the
teacher.

F5. Instead of a ready-made guide, he (the teacher) plans how to
teach what he wants to teach in the best way.

F4. When we prepare a presentation/lesson plan according to the
strategy (pedagogical cycle), we have something like a directive. In
other words, these strategies provide an awareness about what to do.
F3. I mean, it is really useful for the students when the teacher
conducts the lesson according to a plan. Once the teacher is aware of
what he/she is doing and why he/she is doing it, and the student can
realize it himself/herself in the lesson based on the teacher's plan,
he/she can become active, he/she can really understand, he/she can
learn what to do and where to do it.

F5. When the teacher prepares the activities himself/herself, he/she
can teach in accordance with the level of the student and also by
using teaching strategies. Yes. Since we were the first group, it was
a bit amateurish, but then I realised what I was missing when I saw
my friends' work, and I also paid attention to which one I had more
fun doing while solving. I even collected everyone's activity sheets
in case I could use them. And I understood a little more what and
where I should use according to age groups.

F6. Honestly, I didn't know how to prepare activities before. I was
writing instructions in a more closed way, or I couldn't express them
in proper sentences. But after this course, as I saw the worksheets
prepared by my friends, I became more knowledgeable in terms of
activities and I started to write clearer instructions. For this reason, it
was useful for me.

F3. The activity sheet and the strategy used should be compatible
with each other. If I did not know the strategy, I would not know
what to put where on the activity sheet.

F2. It makes the student participate in the lesson and the student likes
it. For example, drama was done, station technique was used, we
used many techniques.

M2. You get support from your friend on the subject you don't know
or lack. I think there are many useful aspects like this.

M1. While the lesson was being taught, our friends were asking us
questions, we were asking them questions, and they were asking me
what do you think, which provided in-class interaction.

F2. I participated in the practices both as a teacher and a student, it
was very productive and I was never bored.

F5. The activity we did in the listening education lesson was also
useful both in terms of preparing for our professional life and in terms
of what kind of strategy we will use.
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According to Table 4, after analysing the data from high-, medium- and low-performing pre-service
teachers in the sample, it was determined that all the participants reported that peer-designed listening lessons
enhanced their metacognitive awareness. They highlighted that they gained a better understanding of how to
integrate metacognitive teaching into listening lesson plans, which improved their ability to design classroom
activities. Additionally, they noted that these lessons contributed to their professional development and
facilitated self-assessment by increasing their awareness of effective design strategies for future students.

After examining the diaries of the pre-service teachers, it was seen that the data obtained from the
interviews are supported. The pre-service teachers stated that listening lessons based on the peer-designed
pedagogical cycle contributed to their skills in preparing lesson plans, lesson processing and designing
activities. For example, F7, who was at the low performance level, stated in her diary that she generally found
the lessons boring and was absent, but as she attended the lessons and the presentations made by her peers, she
started to question the lesson, her interest in the lesson increased and she understood the process of lesson plan
preparation and lesson processing and regretted her absenteeism:

“I mean, I didn't really listen to the lesson in the normal class, so I didn't understand it. I found the
lesson a bit boring. Afterwards, I was questioning why we were doing this, like what good is it going to do.
Later, once we made a presentation, I realized that, you know, these will be used here in this way, and what
the teacher explained was happening in this way, and so on, and then it made sense in my head. In the future,
when I become a teacher, this was my first presentation because I will always remember it. So I found it useful.
If I had been aware of this, I would have participated more in your class. Now I know what it will do for me, I
didn't understand it at first.” (F7, listening diary)

When examining the activity designs of the participants at different levels (higher, middle and lower)
to create metacognitive listening lesson plans, we observed various approaches to processing the listening
process. To facilitate a deeper understanding, the lesson plans prepared by the participants were reviewed
based on specific criteria outlined in the rubric, and examples are provided below to illustrate these findings.
The results indicated that the participants who benefited high-level from training were able to design lesson
plans appropriate for metacognitive teaching.

The Lesson Plan Preparation Status of High Performing Pre-service Teachers

An analysis of the lesson plans of the pre-service teachers shows that they were able to integrate
cognitive and metacognitive strategies in the lesson plan before, during and after listening. All the pre-service
teachers planned the listening prior to listening. Additionally, all the pre-service teachers used more than one
strategy to check whether the students understood the text during listening. Furthrmore, all the pre-service
teachers designed a classroom interaction activity at the end of the lesson, as well as answering questions
related to the text and using at least one metacognitive strategy for text evaluation and self-assessment.

“Before listening, a listening target is set for the student. The purpose
and how the listening will be done is explained.” (F2)

“At the end of the first listening, the words and predictions that the students wrote while listening to
the text are checked and the sentences they wrote are read. The dictionary meanings are printed from the
Turkish dictionary.” (F1)

“Before listening, set a goal about what you will learn from the text. After listening to the text, note
down whether you have achieved your goal.” (F2)

The Lesson Plan Preparation Status of Medium-performing Pre-service Teachers

After examining the lesson plans of the pre-service teachers, it can be said that they planned the
listening lesson as before, during and after, but there were deficiencies in both their general listening and
metacognitive listening skills. Intermediate learners are deficient in planning strategies. They are proficient in
monitoring, problem solving, text evaluation and self-evaluation.
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“This activity was used to determine whether the poem was listened to attentively and
whether the expected idea was grasped by the students.” (F5)

“A self-evaluation form is filled out for the student in order for the student to assessment
himself/herself and to clearly see where he/she is deficient and where he/she is good before, during and after
listening.” (F6)

The Lesson Plan Preparation Status of Low-performing Pre-service Teachers

After analyzing the lesson plans of the pre-service teachers, they could not integrate cognitive and
metacognitive strategies with the content of the lesson before, during and after listening. The pre-service
teachers only related to answering the questions at the end of the lesson but did not design any activities to
ensure classroom interaction, text evaluation and self-evaluation. It can be said that they made the students
passive in the course, and their teaching methods and techniques were quite limited in the course teaching
process and activity design.

DISCUSSION AND CONCLUSION

This study examined how peer-designed metacognitive instruction affects the ability of pre-service
teachers to prepare lesson plans that are appropriate for metacognitive listening. The developmental finding of
this study was that peer-designed metacognitive support in teacher education in general, and in listening
education in particular, made a positive contribution to pre-service teachers' listening lesson planning. This
finding demonstrates that explicit process-based metacognitive support in teacher education enhances learning.

The pre-service teachers had difficulties in planning strategies when preparing lesson plans. This
finding indicates that they had difficulty shifting from a learner perspective to a teacher perspective. In the
traditional approach, pre-service teachers are told what and how to teach. However, the results of previous
studies show that pre-service teachers should be taught how to plan the teaching process both as a learner (as
a student) and as a teacher and that pre-service teachers need explicit support in this regard (Dignath &
Veenman, 2021; Michalsky, 2024). When the lesson plans of pre-service teachers were analysed, it was seen
that most of them used listening strategies (prediction, asking questions, using visuals, etc.) before starting the
lesson. Most of the students actually think that they plan listening by using these strategies. However, planning
listening is not about using certain cognitive strategies. Planning listening is the first condition for progress by
being aware of what planning can and cannot achieve. Mutton (2011) stated that pre-service teachers or
beginning teachers are mostly not aware of planning and cannot plan in accordance with the objectives of the
lesson. In this study, it was determined that the pre-service teachers were deficient in planning.

It can be said that the improvement of the pre-service teachers' metacognitive processes during and
after listening was because this process is more concretely visible in the lesson plan. However, the planning
strategy is more abstract and mental than the during and after listening strategies. Goh & Hu (2013) found that
university students learning a second language do not attach importance to the planning strategy in listening.
This is because the planning strategy is process-oriented, whereas most students and teachers focus on the
comprehension outcomes, that is, the product that concretely shows success or failure. It can be said that there
was a similar situation in this study. The pre-service teachers did not focus much on the planning strategy. The
fact that the planning phase was generally rushed through and not reinforced with appropriate schemas in the
activities may have prevented the participants from gaining insight into the planning process and caused them
to be inadequate in terms of how to integrate it into the listening plan. Another reason is that it has been stated
that metacognitive teaching must be spread over a long period to be effective (Veenman et al., 2006; Robillos
& Bustos, 2022). The fact that the pre-service teachers’ did not perform adequately in some strategies may be
due to the shortened process.

The results of this study revealed that most of the participants believed that listening lessons with peer-
designed metacognitive instruction had positive outcomes. Although it is not correct to establish a direct causal
relationship between metacognitive awareness and listening performance (Goh & Hu, 2013), there are studies
have shown that exposure to process-based metacognitive instruction, that is, teaching students how to listen,
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contributes positively to their listening performance and metacognitive listening awareness (Mahdavi & Miri,
2017; Robillos & Bustos, 2022; Zeng & Goh, 2018).

The analysis of the qualitative data showed that the peer-designed metacognitive instruction
contributed to the pre-service teachers' metacognitive awareness, strengthened their lesson plans and activity
designs and assimilated various teaching strategies and practices through peers. It can be said that working
with peers, learning from peers, peer feedback and group reflections in the implementation procedure are
effective in the success of pre-service teachers in preparing lesson plans during and after listening (Dos Santos,
2020; Gonzales et al. 2018; Michalsky, 2024; Sokhom et al., 2021; Wen & Jastek 2023). Each pre-service
teacher went through the processes of content preparation, retention and transfer to realise his/her own
presentation. The pre-service teachers' individual and group learning experiences may have improved their
learning self-efficacy (Sokhom et al. 2021). Moreover, giving pre-service teachers teaching autonomy may
have improved their self-efficacy in planning the teaching process (Gonzalez et al. 2018).

A peer-designed model of metacognitive instruction accelerates learning by enabling learners to assess
their own learning (Baas et al. 2015). With peer-designed metacognitive instruction, the learner is involved in
various task designs and participates in effective classroom discussions that reveal evidence of learning. Thus,
students interact as a teaching resource for each other. As a result of this interaction, they learn in which
situations to take action as the owner of their own learning (Askell-Williams et al., 2011). In studies conducted
with university students, the importance of language teachers talking about each other's performances in the
learning process is emphasised by indicating their strengths and weaknesses (Banister, 2023; Yu & Hu, 2017).
This results from the fact that students may need a revision when they realize that it is useful. Interviews with
the pre-service teachers showed that they took into account the post-presentation assessments of their
classmates. They stated that these judgments, appreciations or indication of incomprehensible situations in the
class created awareness in them about what they should be careful about in the next task. This may have been
influenced by the fact that it was explained in advance how and in which aspects the post-presentation
assessment should be made, that is, the goal boundaries were drawn. This supports the view that Carless &
Boud's (2018) framework for improving peer feedback, that is, accurate judgment or appreciation (Wu &
Schunn, 2020) towards the target with clear boundaries in peer feedback can allow students to take action by
managing their emotions correctly (by making them view peer feedback as valuable).

Metacognitive teaching is a useful pedagogical method that can contribute to the development of
listening skills. Teaching metacognitive strategies helps teachers rethink how to approach and teach listening
skills in the classroom (Maftoon & Alamdari, 2016). Therefore, pre-service language teachers need to practice
designing the teaching process from a teacher's perspective by experiencing explicit, systematic and process-
based approaches that show how to integrate metacognitive strategies with listening into teacher education
programmes for their own academic, professional and personal development. Educational curricula in the 21*
century are being shaped around the concept of metacognition. The OECD (2005) stated that the quality and
influence of teachers have a direct impact on student learning. The latest Turkish language teaching program
(Ministry of National Education, 2024, p. 60, 69) has identified the development of students' metacognitive
awareness skills in listening lessons as an important objective, and this responsibility has been assigned to
teachers. For teachers to effectively enhance students' metacognitive awareness, they must first recognise its
significance and design lesson plans that promote metacognitive teaching strategies. Although research on the
metacognitive listening awareness of pre-service teachers is limited, some studies have highlighted the
importance of fostering metacognitive awareness in the training of future educators, particularly in light of
evolving educational policies (Aydasgil & Ozdemir, 2023; Melanlioglu, 2023, p. 137, 141-142). Therefore, in
teacher education, pre-service teachers need to be aware of the importance of metacognition in language
teaching, how to integrate metacognition with language skills and how to plan their teaching accordingly.

In conclusion, the general results obtained from this study indicated that peer-designed metacognitive
instructional practices were effective in increasing the pre-service teachers' awareness of metacognitive
listening strategies. In the prepared lesson plans, an increase in performance was observed in the skills of
introduction, monitoring, problem-solving, ending, text evaluation and self-assessment. The pre-service
teachers at all three performance levels reported that peer-designed metacognitive instruction contributed
positively to their academic and professional development. Future research in teacher education should
investigate how microteaching practices, which provide pre-service teachers with hands-on experience, are
more effective in helping them connect lesson plans to classroom practices. Rather than simply presenting pre-
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service teachers with standard lesson plan examples, teacher educators could create practical lessons that

empower these teachers to take control of their own learning and to develop their own assessment tools.
Experimental studies can be conducted to disseminate the effects of the research.
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Appendix A. Lesson Plan Evaluation Rubric for Teaching Metacognitive Listening

Process Sufficient (3) Partially sufficient (2) Insufficient (1)
All general information such as Most of the general information General information such as objectives
2 goals and achievements, duration, such as aims and objectives, and outcomes, duration, tools and
3 tools and equipment used, methods | duration, tools and materials used, materials used, methods and techniques
@ and techniques are included. What methods and techniques are are not included. The lesson has a
= to do at the beginning, middle and included. What to do at the structure but lacks starting and ending
g end of the lesson is clear. beginning, middle and end of the procedures.
2 lesson is clear.
The teacher does most of the The teacher does at least one of the | The teacher starts the lesson
= following before starting the following before starting the immediately. Does not make the content
g lesson: lesson: meaningful and interesting for the
.E = Explains the objectives of the Explains the objectives of the students before starting the lesson.
= 2 lesson to the students. Makes lesson to the students. Makes
E % students curious about the content. students curious about the content.
3 £ Draws attention to the listening Draws attention to the listening
= text. text.
Asks students to identify the The teacher verbally states the The teacher does not determine the
purpose of listening and write it purpose of listening. Does at least purpose of listening.
o0 down on the activity sheet. Does one of the following:
g 0 any of the following: Activates students' prior
2 = Activates students' prior knowledge. Checks students'
A ED_%D =) knowledge. Checks students' readiness. Reminds of the
g 285 E readiness. Reminds of the strategies to be considered during
3 g z2| s strategies to be considered during listening.
A Sl s listening.
The teacher utilises more than one The teacher asks questions that The teacher only makes the students
= g’ .’é" strategy that make students active make the student active during listen to the text during listening, and
55| S during listening. listening. the students are passive in this process.
5z | 8
CAa | &
- Identifies more than one strategy to | Indicates at least one strategy to The teacher does not specify any
g check the students' comprehension check the students' comprehension | strategies that will enable students to
a0 g of the text during listening. of the text during listening. check their understanding while
g o § . listening to the text.
S 2
1Z] B
3 & o0 o0 Indicates more than one problem- Indicates at least one problem- The teacher does not indicate any
%D § g L £ solving strategy for the problems solving strategy for the problems problem-solving strategies for the
= ] @ —Z that students will encounter during | that students will encounter during | problems that students will encounter
A =d| 2Ea listening. listening. during listening.
In addition to activities aimed at In addition to the activities for
understanding the text in the understanding the text in the The teacher only conducts activities to
= ‘%‘J o textbook, more than one: textbook, it includes at least one help students understand the content in
55| . Includes activities that will provide | activity that will provide in-class the textbook.
82| 2 in-class interaction. interaction.
(G m
The teacher gives place to at least The teacher includes at least one of | The teacher does not include any of the
two of the following activities: the following activities: following assessment processes:
§ Checking the correctness of the Checking the correctness of the Checking the correctness of the answers
S § answers answers Checking the accuracy of forecasts
5 7; Checking the accuracy of forecasts | Checking the accuracy of forecasts | Making connections with real life
B o Making connections with real life Making connections with real life
The teacher includes at least two of | The teacher includes at least one of | The teacher does not include any of the
the following assessment the following assessment following assessment processes:
o processes: processes: Checking whether the purpose of
£ Checking whether the purpose of Checking whether the purpose of listening has been achieved
§ listening has been achieved listening has been achieved Determining the effectiveness of the
ﬁ Determining the accuracy and Determining the accuracy and strategies used in the listening task
%D 0 E effectiveness of the strategies used effectiveness of the strategies used | Self-assessment/peer assessment
§ B= § in the listening task in the listening task Asking reflective questions
-‘_]2 §D T; Self-assessment/peer assessment or | Self-assessment/peer assessment or
5 &8 & asking reflective questions asking reflective questions
= |12 |2
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