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Abstract

The changing conception of education with the constructivist approach has remarked different roles
and domains of responsibility for teachers. In this context, it has become very significant for teachers
to be supported with contemporary supervision practices that enable them to improve their
professional development and instructional skills in order to adjust to the changes that have emerged
in today’s education system. This study focuses on the cognitive coaching approach from
contemporary supervision practices and aims to discover whether cognitive coaching approach can
be used as a functional source in the development of instructional skills of English teachers. Within
this scope, a fourteen-week Cognitive Coaching training program was implemented for fifteen English
teachers working at different levels in a private school in Canakkale during the fall semester of the
2022-2023 academic year. This research is a single case study based on a pre/post-test design and an
embedded mixed method involving both qualitative and quantitative analysis was used as the
research method. The database of the study was structured through the “Self-Assessment Tool for
Post-Lesson Reflection” used as a quantitative data collection tool and audio recordings of individual
interviews with the coach, video recordings of lessons taken from each teacher and data obtained with
the cognitive coaching training evaluation form used as a qualitative data collection tool. The results
of the research indicate that cognitive coaching is an effective source in the development of teachers’
instructional skills and suggest that cognitive coaching can be used as a powerful supervision tool.

Keywords: Cognitive coaching, instructional skills, professional development, supervision
practices.

Introduction

The globalizing and changing world has brought about many changes and
transformations in the socio-cultural, economic and technological levels, and the most forceful
and significant change in this entire process has been experienced in the education system that
integrates individuals into society. In this process, the focus of education has evolved on
learning management, and at this point, in order to increase the professional self-efficacy and
effectiveness of teachers, the transfer of new teaching methods and techniques to the classroom
environment and the acquisition of cognitive skills such as critical thinking, problem solving,
planning, evaluation, analysis and control have gained great importance (Ishak & Mansor,
2020). Unlike traditional education models, the changing focus of education on the learning
process with the constructivist approach has brought about a change in the roles and behaviors
of teachers. At this point, the changing focus of education has defined different roles and
responsibilities for teachers and given them an ‘educational leader’ identity beyond the
teaching role (Goker, 2017). Based on the fact that it is not the program but the teacher that
makes a difference in education, it is understood that determining effective strategies to
support the development of teachers in order to achieve success in education is very important
and valuable within the scope of realizing the leadership role of teachers (Pilevne, 2024).

Leadership is based on building relationships and developing collective capacity to
achieve desired goals. Therefore, the development of teachers’ leadership skills is related to the
development of self-confidence, teaching techniques and methods, professional attitudes,
knowledge and perspectives. As educational leaders, teachers are expected to focus on
continuous development and change in teaching methods and techniques, classroom
management, and to structure their perceptions of the profession in a more creative and

54



Tiirk Akademik Yaywnlar Dergisi (TAY Journal), 2026, 10(1), 53-98

innovative way, thus improving their perceptions of competence and effectiveness both
individually and professionally (Bloom et al., 2003). In this sense, it can be stated that
professional development programs that provide teachers with an effective and productive
learning experience are very important for teachers to adapt to the rapid changes and
transformations experienced in the education process. Especially, the innovative era defined
as Education 4.0 has led to a radical transformation of all existing understandings and
structures in the educational environment, creating a profound impact on different qualities
such as the development of students’ computer, information and communication, collaborative
work, and lifelong learning skills. Therefore, various assumptions have been made regarding
how teachers will adapt to the changes and innovations brought about by Education 4.0. In the
Education 4.0 approach, which aims to meet the needs of an innovative society, the concept of
‘learning’ is associated with each individual equipping themselves with the best qualities and
skills, in other words, creating qualities and skills appropriate to the needs of the age
(Katzenmeyer & Moller, 2009).

Abersek (2017) argued that Education 4.0 has created new challenges for both teachers
and students in the field of education, and emphasized the importance of developing qualities
such as thinking methods, deep analysis skills, and problem-solving techniques, especially for
teachers, in order to overcome these challenges. Similarly, Ishak and Mansor, (2020) based on
learning trends within Education 4.0, stated that learning management that responds to
Education 4.0 aims to prepare individuals to be creative and innovative, and therefore
emphasized the importance of teachers acquiring characteristics considered within the scope
of 21st-century skills such as leadership, collaboration, creativity, digital literacy, effective
communication, emotional intelligence, entrepreneurship, global citizenship, problem-
solving, critical thinking, and teamwork. Finally, Tanang and Abu (2014) argued that, as
students become more independent in their learning, teachers should assume a new role,
which they can define as “facilitators,” to guide and direct students in their learning processes.
They further argued that the greatest and most genuine contribution of teachers can make to
students’ learning process is to mediate in helping students acquire responsibility and
obligation for their own learning in order to develop and realize themselves.

Based on this, it can be argued that the innovative and leadership-based learning
contexts that have emerged with Education 4.0 create new tasks and responsibilities for
teachers to embrace and implement change in order to function effectively in both digital and
physical classroom environments, and that supporting the professional development of
teachers as active agents in this process has become crucial. In short, it can be stated that in
the Education 4.0 era, with the evolving focus on learning management in educational
contexts, it has become important to activate and disseminate teacher professional
development programs that include new techniques and methods within the framework of
contemporary educational supervision, in order to more effectively conceptualize this focus in
educational contexts. To achieve this, it can be argued that various contemporary supervision
practices that allow teachers to develop self-assessment and self-regulation skills in their
teaching practices will offer highly effective benefits in supporting the development of teachers’
instructional skills (Goker, 2017).
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In light of this information, it can be argued that reflective supervision practices, in
which roles and relationships are restructured, allow for a reconceptualization of the
traditional understanding of supervision, where the teacher is in a passive position and the
hierarchical structure is rigidly shaped in the supervision process (Goker, 2017). Reflective
supervision approaches, seen as a tool for change in the understanding of supervision, can be
applied through different methods and practices in different educational contexts (Hatton &
Smith, 1995; Smith, 1997). Knight (2009) emphasized that coaching practices, particularly
those focused on professional development in the context of education, are quite important in
terms of the guidance and support they provide to teachers in the process of acquiring and
applying new educational skills, practices, and methods. Coaching approaches discussed in
educational contexts generally focus on the teacher’s perspective and attitude towards
development, change, learning experiences, and coaching practice, and support the teacher
within the scope of these situations (Uriin Goker & Goker, 2021).

Goker (2022) pointed out that coaching approaches applied in educational contexts
have many functions, such as observing lessons and providing feedback, shaping effective
teaching techniques and methods, offering support and consultancy to teachers to improve
their planning and implementation skills, conducting problem-solving discussions, giving
seminars to teachers on new techniques and methods, providing leadership, helping teachers
improve their classroom management skills, and supporting teachers in designing and
determining systematic and organizational changes. Similarly, Borman and Feger (2006)
stated that coaching approaches involve an interactive process based on consultation and
collaboration built together between the coach and the teacher, and argued that coaching
practices have facilitative functions within the scope of aims such as revealing the teacher’s
potential, aligning behavior and thought patterns, and supporting the teacher in achieving
better results. In this context, the effectiveness and importance of coaching practices aimed at
improving teachers’ professional practices and skills, and thus raising learning outcomes to
higher levels, have been demonstrated through various studies (Biancarosa et al., 2010;
Kretlow & Bartholomew, 2010; Neuman & Cunningham, 2009; Snyde et al., 2015; Wehby et
al.,, 2012; Winton et al., 2015). While various coaching practices such as peer coaching,
educational coaching, and reflective coaching are considered effective practices within the
context of reflective supervision approaches, this study focuses on the cognitive coaching
approach among reflective supervision practices.

The cognitive coaching approach, as an effective professional development tool, is
thought to be a highly effective and functional resource in training a teacher profile who is open
to innovations in the teaching and learning process and aims to make a difference, attaches
importance to professional and personal development, is willing to acquire and implement new
teaching practices, and aims for the sustainability of these practices (Brooks, 2000). The
cognitive coaching approach includes a non-judgmental process that mediates the
development of teachers’ skills in the teaching process by focusing on increasing teachers’
cognitive competencies regarding the teaching practices and professional development and on
changes in latent cognitive behaviors (Costa & Garmston, 2014). The cognitive coaching
approach developed by Costa and Garmston (2002) is based on the structuralist theory of John
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Dewey (1984) and his ideas about reflective practices, which refer to the fundamental drivers
of teacher professional development.

Constructivist approaches are based on the premise that knowledge is continuously and
socially constructed, and that, in this respect, knowledge is constructed and interpreted by the
individual themselves as a result of their interaction with their environment. Therefore, the
constructivist approach refers to the significant influence of personal experiences in the
process of knowledge construction and interpretation (Knowles et al., 2011; Lambert, 2002).
At this point, it can be predicted that the cognitive coaching approach reflects the process by
which teachers achieve their own personal learning through social interaction via coaching
sessions and coaching practices. Because in the cognitive coaching process, teachers build their
identities as members of a learning community, and as a result, they continuously construct
knowledge within their social environment through interaction, solidarity, and cooperation,
and develop awareness of their own teaching experiences through self-assessment.

There are some studies in the literature that examine the effects of the cognitive
coaching approach within the framework of different variables such as (i) the development of
teachers’ reflection skills (Avant, 2012; Bjerken, 2013; Chang et al., 2014; Henry, 2012; Rinaldi,
2013); (ii) the formation of a professional school culture and climate (Knabel, 2008; Skytt et
al., 2014); (iii) the creation of collaboration and solidarity among teachers (Eger, 2006;
Sommer & Costa, 1993); (iv) increased job satisfaction in relation to professional development
(Batt, 2010; Donnelly & Fitzmaurice, 2011; Joyce & Showers, 2002; Kennedy & Smith, 2013;
Marable & Raimondi, 2007; McCloy, 2011; Rich, 2013; Van Veen et al., 2012; Van den Bengh
et al., 2015) and (v) teachers’ personal development (Beltman, 2009; Edwards, 2015;
Schlosser, 1998; McLymont, 2000). The findings of these studies, which examine the impact
of the cognitive coaching approach in the context of different variables, reveal that cognitive
coaching has significant consequences for students, teachers, trainers, administrators, and
consequently, the school environment as a whole. In short, based on the results of these
studies, it has been observed that cognitive coaching (i) increases teacher self-efficacy, (ii)
encourages professional communication and interaction among teachers, (iii) supports
innovations in the education and training process, and (iv) increases professional satisfaction.
In his study, Edwards (2015) reviewed previous work on the subject and emphasized that
cognitive coaching has a significant impact on teacher empowerment, enabling teachers to gain
autonomy, choice, responsibility, and participation opportunities in the decision-making
process. Edwards (2015) also showed in his study that cognitive coaching has important
outcomes in increasing student achievement, improving teacher self-efficacy and reflection
skills, creating a professional school environment, and ensuring effective communication
among teachers. In this context, it can be argued that the cognitive coaching approach, in
creating an effective professional development process, is expected to unleash a sustainable
transformation and improvement in teachers, both professionally and personally.

Cognitive coaching focuses on developing and enhancing teachers’ cognitive activities
through planned, goal-oriented coaching conversations and coaching cycle. The coaching cycle
helps coachees identify their own development areas by providing reflective practices through
a series of questions directed to the teacher by the cognitive coach and a carefully prepared
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training plan. The cognitive coaching cycle includes three main components: planning,
observation, and reflective interviewing (Costa & Garmston, 2014).

(i) Planning: Planning is the first stage of the coaching cycle, in other words, it is the
pre-observation interview. At this stage, the coach first asks the mentee a number of questions
to determine the possible outcomes expected at the end of the cognitive coaching training
process, to determine the goals, problems and needs, and to decide which approaches should
be followed to achieve the determined goals (Costa & Garmston, 2014).

(ii) Observation: The observation phase focuses on collecting data about the
strengths of the targeted lesson or activity. The main purpose at this stage is to give the mentee
the role of both researcher and experimenter, helping him/her understand the meanings and
functions underlying the actions or inactions (Costa & Garmston, 2014).

(iii) Reflection Interview: In the reflection interview, the coach asks the mentee a
number of questions to help the mentee rethink and evaluate what happened in the lesson
during the observation. At this point, the coach wants the teacher to share his/her impressions
and experiences during the lesson observation in order to reveal in-depth evaluations about
himself/herself (Costa & Garmston, 2014).

Within this framework, and in the context of the constructivist approach, which is one
of the theoretical foundations upon which this research is based, it is observed that the
cognitive coaching approach takes place in interviews between coaches and teachers where
classroom teaching methods and techniques, and applied teaching practices are shared within
a framework of collaboration and solidarity. Within the scope of this study, it can be considered
that coaches and teachers mutually influence each other in the process of constructing new
meanings based on their interactions, the social context in which their interactions take place,
and the experiences, exchanges of ideas, and reflections they share through conversations,
thereby enriching the teacher’s own teaching experiences. On the other hand, Costa and
Garmston (2014) also emphasized the importance of collaboration as one of the key concepts
in the cognitive coaching process, stating that collaboration is a crucial characteristic for
achieving quality and effective teaching in schools. Costa and Garmston (2002) argued that
cognitive coaching training programs offer opportunities for collaboration with others in terms
of content, planning, implementation practices, and professional development, and thus make
a significant contribution to the productivity and efficiency of the school.

The cognitive coaching approach encourages teachers to think and question their own
teaching practices through metacognitive mechanisms within the scope of acquiring new skills
through these coaching interviews (Brooks, 2000). In this context, the cognitive coaching
approach includes a metacognitive monitoring process that enables teachers to observe, reflect
and experience their own cognitive processes by activating metacognitive processes, thus
allowing teachers to monitor their conscious and unconscious decisions regarding the
outcomes of the observation process through the metacognitive control mechanism (Perfect &
Schwarts, 2002). Based on the function and content of the metacognition concept, it can be
argued that the primary goal of a cognitive coaching approach, which focuses on the
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development and functionality of metacognitive processes, is to train teachers with high
cognitive abilities and self-regulation skills.

In light of this information, it is seen that the cognitive coaching approach, which aims
to change teachers’ perceptions, thinking processes, beliefs and attitudes, not their behavior,
and to develop their self-control skills, helps teachers independently discover the areas they
need to improve in their own practices and specialize in the context of their own needs
(Knowles et al., 2011). Thus, with the cognitive coaching approach, teachers have the
opportunity to discover and become conscious of the cognitive development levels they need
to increase in order to meet the needs of the innovative and leadership-oriented new education
age through their own teaching practices (Uriin Goker & Goker, 2024).

The fundamental idea behind the cognitive coaching model is based on studies showing
that teachers with high conceptual and cognitive skills exhibit a more flexible approach in their
teaching styles, methods, techniques, and classroom practices, and adapt more quickly when
transferring their experiences to the educational environment (Costa & Garmston, 2002). In
previous studies examining the effect of cognitive coaching as a professional development tool
on teachers’ instructional skills and professional development, it has been revealed that
cognitive coaching is an approach that contributes to the teacher professional development
process and instructional skills (Batt, 2010; Carter & Francis, 2001; Costa & Garmston, 2014;
Donnelly & Fitzmaurice, 2011; Joyce & Showers, 2002; Kennedy & Smith, 2013; Marable &
Raimondi, 2007). These studies reveal that the cognitive coaching approach is a professional
development tool that provides support for teachers in processes such as thinking about their
own teaching techniques and methods, reflecting, taking student differences into account,
planning, and gaining competence in classroom management.

However, when the Turkish literature is examined, it is seen that there are not many
studies in which cognitive coaching is applied to teachers and its effects on the development of
teachers’ professional and instructional skills are examined (Goker, 2020; Uriin Goker &
Goker, 2021; Uriin Goker & Goker, 2024). The findings of these studies show that the cognitive
coaching approach offers teachers the opportunity to reflect deeply on their own teaching
experiences, contributes to the development of their reflective skills and thus their
instructional abilities, and has a significant impact on increasing professional satisfaction. In
other studies where cognitive coaching is discussed, the effects of cognitive coaching on
student achievement and school administrators are examined (Bulut, 2009; Ceylan, 2011;
Demir, 2009; Demir & Doganay, 2010; Demir & Bal, 2011). Studies examining the impact of
cognitive coaching on student achievement have shown that teachers who receive cognitive
coaching training are more focused on student success and experience a significant
improvement in student achievement. In this respect, the results of these studies support the
finding that teachers experienced an effective transformation in their teaching practices after
cognitive coaching training, created a calmer and more peaceful classroom environment
through new methods and techniques, made teacher-student interaction more open, and
contributed to the development of students’ problem-solving skills (Bulut, 2009; Ceylan, 2011,
Demir, 2009). On the other hand, studies examining the professional contributions of
cognitive coaching to teachers and administrators have supported research findings indicating
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that cognitive coaching provides professional benefits in terms of improving communication
skills, effective decision-making, acquiring and implementing new strategies, building trust
and collaborative relationships between administrators and teachers, and enabling teachers to
communicate more openly with administrators. In addition, the findings of the studies support
the idea that managers exhibit more competent attitudes and behaviors regarding leadership
and are successful in transforming their managerial roles into effective leadership behaviors
(Demir & Bal, 2011; Demir & Doganay, 2010).

Therefore, studies in the Turkish literature that address the cognitive coaching
approach appear to lack sufficient outcomes in providing teachers with opportunities for in-
depth reflection on their own teaching experiences, teaching techniques, and the acquisition
and use of classroom methods and techniques. In this context, it appears that the function of
cognitive coaching as an effective monitoring tool in enriching and developing the instructional
skills of teachers, who should assume the role of educational leaders as creators of an
educational environment that meets the needs of the age, has not been sufficiently researched.
In this context, this study aims to contribute to the literature by examining the effect of
cognitive coaching as an effective monitoring tool that helps teachers develop their cognitive
skills in order to analyze their own teaching practices and evaluate and enrich their
instructional abilities. This is because the cognitive coaching approach, as a supervisory
approach, is emphasized as improving individuals’ skills in using cognitive processes such as
thinking, problem-solving, and planning, thus contributing to the individual’s process of
constructing and structuring their thoughts. In this context, it is expected that this study will
shed light on a gap in the Turkish literature, facilitate teachers’ cognitive self-awareness
through a cognitive coaching approach, and help teachers identify areas they need to enrich
and develop regarding their teaching experiences. It is thought that this study will be an
important resource in the development process of both professional and instructional skills
and will contribute to the literature.

This study focuses on cognitive coaching as a professional development tool that
enables teachers to become practitioners who can set goals, define success indicators, choose
appropriate teaching strategies, and reflect them in their own teaching experiences. Within the
framework of this information, based on the fact that cognitive development and the
development of instructional skills are interrelated, the problem situation of this study reveals
the impact of cognitive coaching approach on the development of teachers’ insructional skills
as an effective professional development and supervision tool so that teachers can respond to
the changes and transformations experienced in education in the innovative age.

Overall, through an analysis of the qualitative and quantitative data collected, this study
aims to answer the following research questions:

1. To what extent does cognitive coaching affect the development of English teachers’
instructional skills as a whole?

2. To what extent does cognitive coaching contribute to the development of English
teachers’ instructional skills in terms of (i) planning; (ii) personal and professional qualities
and (iii) implementation?
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Method

In this research, a mixed method was used as a research method, which includes the
collection, analysis and combination of qualitative and quantitative data. Thus allowing to
present different solution methods in a holistic framework in the process of seeking answers
to the research questions. Within the scope of the purpose and questions of this research,
taking into account the collection of qualitative and quantitative data, the timing of analysis
and the type of data given weight, an embedded mixed methods design was used, which
included the collection and analysis of quantitative and quantitative data at the same time
(Creswell, 2014). In this respect, it was aimed to make sense of the possible inconsistencies
related to each research problem, to ensure that the results were based on the experiences of
the teachers and to present the findings with a holistic approach through effective descriptions.
In addition, this research has a single group experimental design based on a pre/post-test
design. In this study, English teachers’ classroom teaching practices and instructional skills
were examined before and after the application of cognitive coaching. From this point of, this
study is an attempt to reveal any possible effects of cognitive coaching on the development of
instructional skills of English teachers.

Participants

The target group of this research is English teachers. The research sample consists of
15 English teachers, 12 female and 3 male, who volunteered to participate in the study and
work at a private school in Canakkale province in the 2022-2023 academic year. The teachers
were selected using the voluntary sampling method. At this point, it was stated that English
teachers would be supported through applications and practices that would enable them to
self-evaluate their instructional skills and thus achieve a great gain in terms of developing and
changing their classroom teaching methods. On the other hand, the teachers who participated
in the study were selected through voluntary sampling method, but in the selection process,
priority was given to the participant teachers’ closeness to the researcher and the environment
in order to avoid any possible problems during the cognitive coaching training and to facilitate
the data collection process. In addition, considering that both teacher and student needs will
be shaped and differentiated according to the level, different levels and different experience
process variables have also been taken into account. Thus, it is assumed that the representative
power of the sample is strengthened in order to make a certain and powerful conclusion
regarding the research results and to exactly identify and project teacher needs and
development domains. Table 1 below includes demographic information about the
participants.
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Table 1.
Demographic Information of the Participants
Teacher Experience Gender Age Grade

1 20 Female 45 High school
2 10 Female 38 Primary school
3 6 Female 31 Middle school
4 2 Female 26 Middle school
5 5 Female 33 Middle school
6 2 Female 26 Middle school
7 10 Male 38 Middle school
8 15 Male 38 High school
9 3 Male 26 Primary school
10 3 Female 27 Primary school
11 4 Female 28 Primary school
12 5 Female 29 High school
13 18 Female 41 High school
14 9 Female 31 High school
15 3 Female 27 High school

As shown in the Table 1, a total of 15 English teachers between the ages of 24-43,
working at different levels and with different years of experience agreed to participate in the
study voluntarily. Additionally, the permission was obtained from the school to conduct the
research and each teacher read and signed the informed consent text indicating their voluntary
participation in the study.

Data Collection Tools

In this study, qualitative and quantitative data collection tools used to provide a holistic
explanation and description of the cognitive coaching approach and instructional skills
examined in the context of both qualitative and quantitative data are explained in the following
section.

Qualitative Data Collection Tools

In this study, the cognitive coaching training evaluation form, audio recordings of
teacher and coach interviews, and video recordings of lessons were used as qualitative data
collection tools and the purpose and function of each data collection tool are explained in
detail. The reason for the diversity of qualitative data collection tools is to be able to clearly
determine the views and thoughts of teachers referring to the development points where
consensus is reached regarding the effectiveness of the training program and thus to be able to
clearly evaluate the data regarding the formation process of themes and codes. In this context,
CCTEF, AR and VR are thought as forceful data sources that reveal how and to what extent
English teachers’ instructional skills are affected by their experiences with (i) planning, (ii)
personal and professional qualities, and (iii) implementation skills.

Cognitive coaching training evaluation form: Cognitive coaching training
evaluation form (CCTEF) was prepared by the researcher and used to assess the impact of
cognitive coaching training on English teachers’ instructional skills, specifically their planning
abilities, personal and professional qualities, and classroom management skills. This semi-
structured form aims to reveal English teachers’ satisfaction with cognitive coaching training
and in what ways this training contributed to their instructional and professional skills. In
other words, this form asks English teachers to share their thoughts and experiences in order
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to reveal the experiences and gains they have acquired during the cognitive coaching training
and to evaluate whether a change in teaching skills has occurred.

Video recordings: Video recordings of lessons are functional tools that can be used
to capture every moment in the classroom environment and then reflect on it in depth. Lecture
video recordings are considered an alienation tool used to gain an outside perspective on what
teachers might be doing in the classroom. It has been determined that lecture video recordings,
which include teachers’ observations, evaluations, and discussions about their own lessons and
classroom performance, serve as a stimulus for teachers’ critical thinking processes and have
a significant impact on the development of their educational skills (Kpanja, 2002). In this
research, two video recordings were taken from each of the 15 English teachers participating
in the study, one before and one after the Cognitive Coaching training program, resulting in a
total of 30 video lesson recordings collected as data. These videos were recorded by the
researcher herself using a telephone.

Audio recordings: Audio recordings (AR) taken during two semi-structured
interviews involving the coach, the researcher and the teacher within the scope of the training
program, were used. These interview sessions were conducted twice, once before and once after
the cognitive coaching training, with the aim of analyzing the previously collected video
recordings of the lessons from the teachers within the context of the Self-Assessment Tool for
Post-Lesson Reflection’ (SATPLR). In the first sessions of these interviews, teachers were
asked to conduct self-assessments of their own lessons and teaching skills within the context
of SATPLR and to describe the strengths and weaknesses of their lessons. In the second
sessions of interviews, teachers were asked to explore areas of development and change within
the context of SATPLR, aiming to help them gain awareness of their own teaching skills. Points
deemed important by the researcher, particularly those concerning the effectiveness of the
training program, were considered as data to be evaluated in the study.

Quantitative Data Collection Tools

In the study, the “Self-Assessment Tool for Post-Lesson Reflection” (SATPLR) (ELTE-
DELP, 2014) was used as a quantitative data collection tool in order to discover and utilize the
effect of cognitive coaching training on the development of teachers’ instructional skills.

Self-Assessment Tool for Post-Lesson Reflection (SATPLR): SATPLR was
designed to assist teachers and monitor their progress through coaching training, along with
pre- and post-lesson observation reflections. SATPLR consists of 26 items covering three basic
instructional skills: (i) planning; (ii) personal and professional qualities and (iii)
implementation. Within the scope of this research, a pilot study was conducted to measure the
validity of the SATPLR with 15 English teachers working in different schools in Canakkale
province between August 2022 and September 2022. In the pilot study, Cronbach Alpha test
was applied to measure the validity of the SATPLR and the internal consistency coefficient of
the scale was found to be .80. According to Nunnally (1978) and DeVellis (2003), coefficients
of .70 and above are significant. Therefore, the validity coefficient measured for this study is
consistent with the coefficient stated and suggested by Nunnally (1978) and DeVellis (2003).
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Data Collection Procedure

In this study, a 14-week cognitive coaching training program was implemented, which
was developed by Goker (2017), based generally on the reflective practice principles of Schon
(1983), and applied by a cognitive coach and the researcher to 15 English teachers attending
the study. The fourteen-week cognitive coaching program includes three stages: i) a pre-
interview for planning, ii) observation, and iii) a post-observation interview for reflective
feedback, similar to that described by Costa and Garmston (2002). Table 2 below shows the
general scope of the 14-week cognitive coaching training program and the timeline of the
training program.

Table 2.
The Timeline of the Fourteen-Week Cognitive Coaching Training Program

Stage Date Data collection

1 September-October, 2022 e Quantitative data (SATPLR /pre-test)
e Qualitative data
-First video recordings (15 videos)

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

3 November-December, 2022 e Quantitative data (SATPLR /post- test)
e Qualitative data —CCTEF

Within the timeline shown in Table 2, firstly, a single case study group was created in
the context of the pre/post-test design of the study and data were collected through both
quantitative and qualitative methods during the cognitive coaching training process in order
to introduce a holistic description of the cognitive coaching approach and instructional skills
of the teachers. Within this scope, a meeting was organized at the school’s conference hall with
15 English teachers who voluntarily participated in the research, along with the researcher and
coach. Subsequently, within the context of the study’s pre-test design, first video recordings of
the lesson were obtained from the teachers, and then individual interviews were conducted in
which the coach conveyed their observations about the lesson to the teacher, with the
researcher also participating. In addition, before the cognitive coaching training, teachers were
informed about the SATPLR, which was used as a quantitative data collection tool in the
research, and they were asked to evaluate themselves and make reflections based on the items
in this scale. Following the completion of the interviews, cognitive coaching training began. As
part of the training content, teachers participated in training sessions organized and
implemented by the coach and the researcher at the school at specific intervals. After the
cognitive coaching training was completed, the researcher obtained second video recordings
of the lesson from the teachers as part of the post-test design of the study. Following this,
second individual interview sessions were conducted with the coach, the researcher, and
teacher, within the scope of the items included in the SATPLR. In these sessions, teachers were
asked to conduct self-assessments and reflections on their own lessons. In other words, the
aim of these sessions is for teachers to analyze the areas for improvement in their own teaching
experiences after the training and to identify areas for development in their instructional skills.
Simultaneously with individual interviews, teachers were asked to re-evaluate themselves
using the SATPLR scale as part of the study’s post-test design. This scale, administered to
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English teachers through pre-test and post-test applications, measured the extent to which the
cognitive coaching process affected the development of teachers’ instructional skills. Thus, it
was observed whether there was a statistically significant difference between the first and last
measurements. Simultaneously, teachers were given the cognitive coaching training evaluation
form, a qualitative data collection tool in the study, and asked to share their thoughts on the
areas of development and change they experienced in their professional and instructional
skills. In short, during the data collection process, qualitative and quantitative data collection
tools were used simultaneously to enable teachers to gain cognitive awareness regarding their
own teaching experiences and educational skills. Furthermore, a point that deserves particular
attention during the implementation of this training is related to the atmosphere of the
environment in which the training takes place and the attitude of the coach and researcher.
Throughout the training, coaches and researchers acted as guides and observers, and
communicated effectively with teachers in a collaborative, understanding, and completely non-
judgmental environment.

Data Analysis

During the data analysis phase, SPSS 18 was used to analyze the quantitative data
collected through pre-test and post-test results. Non-parametric Wilcoxon signed-rank test
was implemented in the analysis of quantitative data to determine the before and after
distinctions between variables in the same sample by working out the difference between the
ranks of the variables (Biyiikoztiirk, 2019). Since this study sought to measure the
instructional skills scores of 15 English teachers before and after the training, the non-
parametric Wilcoxon signed-rank test was carried out due to the small sample size and the
dependency of the groups. Thus, in order to test the consequence of the difference between the
scores in the two related measurement sets and find out if there is a remarkable difference
between the instructional skills of English teachers before and after the cognitive coaching
training, the data obtained after the pre-test and post-test of the SATPLR applied before and
after the cognitive coaching training were analyzed with the Wilcoxon signed-rank test. On the
other hand, in order to show whether the differences between the pre-test and post-test results
occurred randomly, the significance level was determined as p<.05 and the analyzes were
examined in detail to describe the results. On the other hand, in the qualitative data analysis
process of the study, the cognitive coaching evaluation form, lesson video recordings, audio
recordings, reflective diaries kept by teachers were used.

As the first stage of qualitative data analysis, cognitive coaching evaluation forms
containing the opinions shared by English teachers regarding the development of their
instructional skills in cognitive coaching training were read within the scope of content analysis
(Patton, 2002). Then, the audio recordings of the interview sessions in which the reflective
statements were given, including the teacher, coach and researcher, were listened to and the
necessary dialogues were noted in detail to fully understand the content and identify the
themes. Afterwards, certain themes and codes were classified by taking into account the
similarities and differences patterns within the scope of the SATPLR in relation to the purpose
of the research. In order to ensure the reliability of the themes and codes based on the data
sources, firstly three themes were created based on the three subscales of SATPLR and then,
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based on the consensus reached as a result of the interviews with the teachers and within the
framework of the items included in SATPLR, certain codes were tried to be determined. After
the analysis of the interactions in the interview records and the content of the cognitive
coaching training evaluation form, themes and codes were classified by taking into account the
similarities and differences patterns within the scope of the SATPLR in relation to the purpose
of the research.

Ethical Permits of Research:

In this study, all the rules specified to be followed within the scope of “Higher Education
Institutions Scientific Research and Publication Ethics Directive” were complied with. None of
the actions specified under the heading “Actions Contrary to Scientific Research and
Publication Ethics”, which is the second part of the directive, have been taken.

Ethics Committee Permission Information:

Name of the committee that made the ethical evaluation = Canakkale Onsekiz Mart
University Ethics Committee

Date of ethical review decision = 23 June 2022
Ethics assessment document issue number = E-84026528-050.01.04-2200134567
Findings

This study aims to discover how the cognitive coaching approach can be used as an
efficient and forceful resource in the improvement of teachers’ instructional skills and their
cognitive awareness. Firstly, it was examined to what extent the cognitive coaching approach
affected the improvement of English teachers’ instructional skills as a whole, and then, to what
extent cognitive coaching affected the development processes of English teachers’ (i) planning
skills, (ii) personal and professional qualities, and (iii) implementation skills in quantitative
and qualitative dimensions. In this context, Wilcoxon signed-rank test was used to analyze the
quantitative data of the first research question and it was determined whether a statistically
meaningful difference was observed between the findings obtained through the pre-test and
post-test within the scope of SATPLR applied to English teachers before and after cognitive
coaching training. The table below shows the pre-test/post-test analyses obtained as a result
of the Wilcoxon statistical test applied for this purpose, and the mean differences and
significance values between the variables.
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Table 3.
Mean Difference between Pre/Post Test Scores in the Three Subscales of SATPLR
Subscales Pre-post test N Mean rank Rank score Z p*
(1) Planning Negative rank 0 .00 .00 -3.415 .001
Positive rank 15 8.00 120.00
Equal 0]
Score 15
(2) Personal and Negative rank 0 .00 .00 -3.419  .001
professional qualities  Positive rank 15 8.00 120.00
Equal o]
Score 15
(3) Implementation Negative rank 0 .00 .00 -3.411  .001
skills Positive rank 15 8.00 120.00
Equal o)
Score 15
Mean
M SD differences z p
S Pre-test 85.60 10.44 36.47 -3.408 .001
core Post-
ost-test 122.07 5.23
*p<.05

As seen in Table 3, the analysis findings of the Wilcoxon signed-rank test indicate that
the cognitive coaching approach has a remarkable effect on the overall development of
teachers’ instructional skills measured through the SATPLR (MD=36.47, Z=-3.408, p<.05).
The analysis findings demonstrate that the positive ranks obtained from the pre-post tests are
45, the negative ranks are zero, and also the average rank of the negative ranks is .00 and the
positive ranks are 8.00. The rank total is .00 for negative ranks and 120.00 for positive ranks.
It has been clearly seen that there is a statistically significant difference between the
development levels of English teachers before and after the cognitive coaching training in
terms of instructional skills (-3.408; p<.05). This difference, which emerged as a result of
quantitative data, shows that the cognitive coaching application caused an overall increase in
the development of English teachers’ instructional skills, and therefore, when the mean ranks
and the sum of the difference scores are taken into account, the cognitive coaching approach
has a significant effect on the development of teachers’ instructional skills. In other words, the
post-test scores of teachers who tried to improve their instructional skills were significantly
higher than the pre-test scores (MD=36.47).

Quantitative Data Analysis Results

Within the scope of the second research question of the study, the impact of the
cognitive coaching approach on the improvement of English teachers’ instructional skills has
been approached in the context of the sub-items of the SATPLR, which was applied as a pre-
test and post-test, and the extent to what cognitive coaching affected the development of
English teachers’ (i) planning skills; (ii) personal and professional qualities and (iii)
implementation skills has been presented through quantitative data.

Planning Skills
The quantitative findings regarding the extent to what the cognitive coaching approach
contributes to the development of teachers’ planning skills in terms of factors have been

presented. The content of planning skills, within the scope of SATPLR, consists of the aims and
objectives of the lesson (item 1), student needs (item 2), in-class activities (item 3), techniques
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used in the class (item 4), resources used in the class (item 5) and the applicability of the lesson
plan (item 6). The table below shows the pre-test and post-test Wilcoxon signed-rank test
results regarding the development of planning skills of fifteen English teachers before and after
cognitive coaching training, addressed in six dimensions in the context of SATPLR.

Table 4.

Wilcoxon Signed Rank Test Analysis of the Development of Planning Skills

Item  Pre-post-test N Mean rank Rank score Z p*
1 Negative Rank 0 .00 .00 -3.501 .000
Positive Rank 15 8.00 120.00
Equal 0
Score 15
2 Negative Rank 0 .00 .00 -3.461 .001
Positive Rank 15 8.00 120.00
Equal 0]
Score 15
3 Negative Rank 0 .00 .00 -3.473 .001
Positive Rank 15 8.00 120.00
Equal 0
Score 15
4 Negative Rank 0 .00 .00 -3.473 .000
Positive Rank 15 8.00 120.00
Equal 0
5 Negative Rank o) .00 .00 -3.624 .000
Positive Rank 15 8.00 120.00
Equal 0
Score 15
6 Negative Rank 0 .00 .00 -3.497 .001
Positive Rank 15 8.00 120.00
Equal 0
Score 15
Mean
M SD differences Z p
Score Pre-test 14.40 4.64 13.40 -3.415 .001
Post-test 27.80 1.78

As shown in Table 4, the analysis findings of the Wilcoxon signed-rank test show that
cognitive coaching practice has a remarkable impact on the improvement of teachers’ planning
skills measured by SATPLR (MD=13.40, Z=-3.415, p<.05). The quantitative findings in the
table indicate that the positive ranks obtained according to the pre/post test results were 9o,
and the negative ranks were 0. It was also observed that the average rank of the negative ranks
was 0.00 and the positive ranks were 8.00, with a total rank of .00 for the negative ranks and
120.00 for the positive ranks. According to the findings, it was statistically revealed that there
was a significant difference between the planning skills development levels of English teachers
before the cognitive coaching training and their planning skills development after the training
(-3.415; p<.05). Considering the mean ranks and the sum of the difference scores, the post-test
scores regarding the development levels of teachers’ planning skills are significantly higher
than the pre-test (MD=13.40).

Personal and Professional Qualities

Quantitative findings are presented regarding whether the cognitive coaching approach
helps teachers improve in terms of factors related to personal and professional qualities.
Within the scope of SATPLR, the content of personal and professional skills consists of the
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teacher’s agreement with the students (item 7), the teacher’s presence in the classroom (item
8), the teacher’s language proficiency (item 9), the teacher’s language awareness (item 10), the
teacher’s responsibility for the personal development of the students (item 11) and the teacher’s
attitude towards his/her own self-development (item 12).

Table 5.

Wilcoxon Signed Rank Test Analysis of the Development of Personal and Professional Qualities

Item  Pre-post-test N Mean rank Rank score Z p*
7 Negative Rank 03 .00 .00 -3.473 .001
Positive Rank 15P 8.00 120.00
Equal (o
Score 15
8 Negative Rank od .00 .00 -3.482 .000
Positive Rank 15¢ 8.00 120.00
Equal of
Score 15
9 Negative Rank 08 .00 .00 -2.236 .025
Positive Rank 5h 3.00 15.00
Equal 10t
Score 15
10 Negative Rank o) .00 .00 -3.247 .001
Positive Rank 13k 7.00 91.00
Equal 2l
Score 15
11 Negative Rank om .00 .00 -3.457 .001
Positive Rank 150 8.00 120.00
Equal 0°
Score 15
12 Negative Rank oP .00 .00 -3.482 .000
Positive Rank 154 8.00 120.00
Equal or
Score 15
Mean
M SD differences Z p
Score Pre-test 17.73 3.77 10.34 -3.419 .001
Post-test 28.07 1.66
*p<.05

As can be seen from Table 5 above, the results of the Wilcoxon signed rank test analysis
reveal that the cognitive coaching approach has a significant effect on the development of
teachers in terms of personal and professional qualities measured by SATPLR (MD=10.34, Z=-
3.419, p<.05). According to the quantitative findings in the table, the positive ranks obtained
according to the pre- and post-test results are equal at 78 and 12, while the negative ranks are
zero. It is also observed that the average rank of negative ranks is .00, while the positive ranks
range from 3.00 to 8.00, with a total rank of .00 for negative ranks and 120.00 for positive
ranks. The findings show that there is a statistically significant difference between the
development levels of personal and professional qualities of English teachers before and after
the implementation of cognitive coaching training (Z=-3.419; p<.05). When the sum of the
mean ranks and difference scores are examined, it is seen that the post-test scores regarding
the development levels of teachers’ personal and professional qualities are significantly higher
than the pre-test (MD=10.34).

However, when the statistical findings in Table 5 are examined, it is observed that the
lowest rank average and score in the development of personal and professional skills is the
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teacher’s language proficiency (item 9). In this respect, it can be interpreted that the item in
question has a low significance value and that cognitive coaching training does not have a
significant effect on the teacher’s language proficiency acquisition process. This situation can
be considered as showing that the fifteen English teachers who participated in the research
have the necessary skills and qualifications in terms of language proficiency in their fields and
that they are competent in using the language.

Implementation Skills

Firstly, the extent to which the cognitive coaching approach has an impact on the
development of English teachers’ practical skills as the last sub-dimension of educational skills
in the context of SATPLR is presented through quantitative findings. Within the scope of
SATPLR, the content of implementation skills consists of the structure/framework of the
lesson (item 13), textbooks and auxiliary resources in the context of the materials used in the
course (item 14), teaching tools and equipment (item 15), technical equipment (item 16), use
of instructions in the context of classroom management (item 17), questioning techniques
(item 18), timing (item 19), different interactions and the role of the teacher (item 20),
correcting student errors (item 21), providing feedback (item 22), classroom discipline (item
23), communication in the context of the learning climate (item 24), the nature of the
classroom (item 25) and student autonomy (item 26). Table 6 below shows the results of the
pre-test and post-test Wilcoxon signed-rank test regarding the development of application
skills addressed in fourteen dimensions in the context of SATPLR of fifteen English teachers
before and after cognitive coaching training.

Table 6.
Wilcoxon Signed Rank Test Analysis of the Development of Implementation Skills
Item  Pre-post-test n Mean rank Rank score Z p*

13 Negative Rank 02 .00 .00 -3.508 .000
Positive Rank 15P 8.00 120.00
Equal oc
Score 15

14 Negative Rank od .00 .00 -3.531 .000
Positive Rank 15¢ 8.00 120.00
Equal of
Score 15

15 Negative Rank 08 .00 .00 -3.372 .001
Positive Rank 14h 7.50 105.00
Equal 1
Score 15

16 Negative Rank ol .00 .00 1.000 .317
Positive Rank 1k 1.00 1.00
Equal 14!
Score 15

17 Negative Rank om .00 .00 -3.573 .000
Positive Rak 150 8.00 120.00
Equal 0°
Score 15

18 Negative Rank op .00 .00 -3.453 .000
Positive Rank 154 8.00 120.00
Equal or
Score 15
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Continue to Table 6

19 Negative Rank 0s .00 .00 3.462 .001
Positive Rank 15t 8.00 120.00
Equal ou
Score 15
20 Negative Rank ov .00 .00 -3.370 .001
Positive Rank 14% 7.50 105.00
Equal 1x
Score 15
21 Negative Rank oy .00 .00 -3.530 .000
Positive Rank 152 8.00 120.00
Equal 022
Score 15
22 Negative Rank o2b .00 .00 -3.416 .001
Positive Rank 14ac 7.50 105.00
Equal 12d
Score 15
23 Negative Rank 0ae .00 .00 3.345 .001
Positive Rank 14af 7.50 105.00
Equal 128
Score 15
24 Negative Rank oah .00 .00 -3.573 .000
Positive Rank 154 8.00 120.00
Equal 03
Score 15
25 Negative Rank 02k .00 .00 -3.345 .001
Positive Rank 143 7.50 105.00
Equal am
Score 15
26 Negative Rank oan .00 .00 -3.542 .000
Positive Rank 1520 8.00 120.00
Equal 02p
Score 15
Mean
M SD differences z p
Score Pre-test 37.53 7.61 28.67 -3.411 .001
Post-test 66.20 2.48
*p<.05

As shown in Table 6, the results of the Wilcoxon signed-rank test analysis reveal a
significant effect of cognitive coaching on the development of teachers’ implementation skills
measured by SATPLR (MD=28.67, Z=-3.411, p<.05). Quantitative findings from the pre- and
post-test results show that positive ranks are equal at 191 and 19, but negative ranks are zero.
Furthermore, the average rank of negative ranks is .00, while positive ranks range from 1.00
to 8.00, with a total rank of 0.00 for negative ranks and 120.00 for positive ranks. In the light
of the quantitative findings obtained, it is observed that there is a statistically significant
difference between the application skills levels of teachers before and after cognitive coaching
training (Z=-3.411; p<.05). When the mean ranks and the sum of the difference scores are
examined, it is seen that the post-test scores regarding the development of teachers’
application skills are significantly higher than the pre-test (MD=28.67).

However, it is seen that cognitive coaching has the lowest significance value in the
development of English teachers’ implementation skills, with an average score of -1.000
(p=.317>.05) in technical equipment usage skills (item 16). This situation can be interpreted
as meaning that the English teachers participating in the study have the ability to develop and
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implement materials to support teaching practices, considering variables such as their average
age and the private institution they work in, and that they apply transformation and
differentiation in materials through technological tools, taking into account student
differences.

Finally, in order to summarize the statistical analyses and quantitative findings
explained so far regarding the second research question, the table below presents the findings
of the pre-test and post-test Wilcoxon signed-rank test in three subscale dimensions within the
SATPLR of teachers’ educational skills before and after cognitive coaching training.

Table 7.

Mean Difference Values between Pre-Test and Post-Test Scores on the Three Subscale Dimensions of
the SATPLR

Scale Subscale Mean difference p*
Planning 13.40 .001
SATPLR Personal and Professional Development 10.34 .001
Implementation 28.67 .001
*p<.05

As can be seen from the Table 7 above, when the average differences between the pre-
test and post-test are taken into account, it is observed that cognitive coaching training has
produced very important results and changes in the improvement of instructional skills of
English teachers. As can be seen from the table above, when the average differences between
the pre-test and post-test are taken into consideration, it is observed that cognitive coaching
training has the highest average effect on the development of English teachers’ instructional
skills in application skills, and it also reveals very important results and changes in the
development of English teachers’ instructional skills as a whole.

Qualitative Data Analysis Results

After analyzing the quantitative data of the second research question and introducing
the findings, this part of the study presents the extent to what cognitive coaching training
impacts the development of English teachers’ instructional skills within the scope of, i)
planning skills, ii) personal and professional qualities and iii) implementation skills through
qualitative data. In this context, cognitive coaching training evaluation form (CCTEF) and
audio recordings (AR), which were used as qualitative data collection sources, have been
examined. The qualitative findings have been analyzed and described in order to reveal the
extent to which cognitive coaching training affected the development of English teachers’
instructional skills within the framework of SATPLR in three sub-dimensions: planning skills,
personal and professional qualities, and implementation skills. In order to find the answer to
the research question in question, 3 themes have been identified within the scope of SATPLR
and a total of 19 codes have been determined, including 5 codes related to planning skills, 4
codes related to personal and professional qualities, and finally 10 codes related to
implementation skills. The themes, codes and frequency have been shown in detail in Table 8
below.
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Table 8.
Themes, Codes and Data Collection Tools Regarding the Development of Educational Skills

Theme Codes f
Planning skills ~ Recognizing and meeting student needs 3
Implementing activities to engage students 3
Developing techniques to include different types of students in the 3
classroom
Using different resources based on student differences 1
Timing 5
Total 15
Personal and Establishing rapport with students and displaying a positive attitude 4
professional Gaining awareness of strengths and weaknesses and demonstrating self- 4
qualities improvement
Contributing to the social and emotional development of students 4
Having language proficiency and awareness 2
Total 14
Implementation Providing an appropriate and structured course framework 3
skills Using appropriate textbooks 3
Using the board effectively and preparing visual materials 2
Using clear and understandable instructions 3
Developing different questioning techniques 2
Using time management effectively and following the lesson plan 3
Providing effective feedback and evaluation 2
Using different approaches and techniques to correct student errors 2
Creating an effective classroom environment 2
Providing student-centered practices 4
Total 26

In the following sections, examples of qualitative data related to each theme are
presented to qualitatively support the answer to the research question.

Planning Skills

First of all, in order to qualitatively analyze the impact of cognitive coaching training
on the development of teachers’ planning skills, the findings obtained in the context of the five
codes shown in Table 8 under the theme of planning skills have been examined. When the
answers and thoughts of fifteen English teachers in the context of CCTEF and AR have been
examined, it is understood that cognitive coaching training makes a significant contribution to
the development of teachers’ planning skills. In order to better ensample and make sense of
teachers’ development in planning skills, different teacher opinions obtained through
qualitative data sources within the context of five codes specified within the framework of the
theme in question are given below.

Teacher 1, who touched upon the importance and function of the feedback they received
from the cognitive coach and the videos watched during the training in order to understand
the needs of the students and meet these different needs in the context of the development of
planning skills before and after the cognitive coaching training, explained this situation in
CCTEF as follows:

“In the cognitive coaching training, the sample lesson videos we watched to make my
planning skills more effective, to meet the needs and interests of the students, and to activate
the existing knowledge of the students, and the feedback I received from the coach were very
instructive for me. Because this situation was a struggle for me despite my professional
experience. It was really nice to learn some innovations that would make a difference and
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thus bring about changes in planning. I understood even better from the sample lesson video
that I needed to make calmer and slower transitions in my lesson plan.”

Teacher 4 emphasized the effect of effective use of timing skills on the lesson and
expressed it as follows in CCTEF:

“Before and after the cognitive coaching training, I experienced the biggest
development in my time management while preparing a lesson plan. Timing had a big
impact on the course and the duration of student participation in the lesson. Thanks to the
videos I watched, I acquired and reinforced different techniques and thus saw that I balanced
the teacher and student speaking time during the subject presentation. I developed a different
perspective on myself and my lesson presentation and realized how good timing makes it
easier for the teacher to conduct the lesson.”

On the other hand, teacher 15 also stated in CCTEF that the development of planning
skills has an important function in attracting student interest:

“The sample videos I watched helped me understand how effective planning skills are
in streamlining the lesson and helping students concentrate. Transferring the techniques I
learned to the classroom environment, which encourages students to stay engaged and
actively participate, greatly helped me create a student-centered lesson. Asking questions
based on students’ levels provides them with different perspectives and builds confidence in
their abilities. I can say that the mind maps we learned in cognitive coaching training were
especially beneficial in this regard.”

Based on the qualitative examples given, it is seen that cognitive coaching training
makes a significant contribution to the development of teachers’ planning skills and the
qualitative findings obtained in this context are coherent with the quantitative findings
presented in the previous section of the study. Therefore, based on the teachers’ opinions
stated above, and in the context of the codes in Table 7, it is observed that cognitive coaching
training offers significant gains and experiences in the development of teachers’ planning skills
in terms of recognizing and meeting student needs, using activities to attract students’
attention, developing techniques to include different types of students in the lesson, using
different resources and timing based on student differences.

Additionally, when we examine the findings in Table 7, it is understood that the codes
related to “timing” are the most frequently mentioned codes in the development of cognitive
coaching training in the planning dimension of English teachers’ instructional skills.

Personal and Professional Qualities

In order to qualitatively analyze the impact of cognitive coaching training on the
development of teachers’ personal and professional qualities, four codes were assigned under
the theme of personal and professional qualities in Table 7 and the findings obtained through
qualitative data sources have been examined. The answers and thoughts of fifteen English
teachers in the context of CCTEF and AR reveal that cognitive coaching training makes a
significant contribution to the development of teachers’ personal and professional qualities. In
order to better exemplify and detail the development of teachers’ personal and professional
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qualities, different teacher opinions obtained through qualitative data sources within the
context of four codes determined within the framework of the theme in question are presented
below.

Teacher 14, who emphasized the development of personal and professional skills within
the framework of establishing close relationships with students and demonstrating a positive
attitude and stance in the classroom, reflected this situation in CCTEF as follows:

“I believe that one of the most important factors in improving the quality of a lesson
is creating an effective classroom environment. Through the videos I watched before and
after the cognitive coaching training and the feedback I received, I realized how crucial this
is, and that establishing a good and genuine relationship with students has a significant
impact on the trust and solidarity that develops in the classroom. This environment of trust
increased both the quality of the lesson and the students’ potential. Furthermore, during this
process, I questioned my stance as a teacher in the classroom and learned that I needed to
take a clearer stance and use a more emphatic tone of voice.”

Teacher 9 evaluated the development of personal and professional skills in the process
of gaining self-awareness and discovering strengths and weaknesses, and stated in CCTEF:

“With the cognitive coaching training, I realized my strengths and weaknesses as a
teacher in my classes. I realized I needed to address my shortcomings in classroom
management skills, especially since I work with younger students. I began applying what I
learned about how to create a better and more effective classroom environment. I realized 1
needed to transition from one topic to another with a calmer and more relaxed demeanor. I
decided to focus on my own professional development and implement it in my classes going
forward.”

On the other hand, teacher 1, who evaluated the development of personal and
professional qualities together with cognitive coaching training within the framework of
contributing to the emotional, social and moral development of students, reflected this idea in
CCTEF as follows:

“Throughout my professional life, I believe that it is an important responsibility for a
teacher to contribute to the student’s personal and social development in addition to being
academically competent and competent, and I have constantly tried to realize this in my
teaching experience. Now, with this training, after the awareness I have experienced
regarding my own cognitive and emotional needs and developments, I have reinforced how
functional it will be for my students to develop an emotional and cognitive attitude in both
their social and academic lives.”

Based on the qualitative examples presented above, it is seen that cognitive coaching
training has significant effects on the development of teachers’ personal and professional
qualities and the qualitative findings obtained are coherent with the quantitative findings
presented in the previous section of the study. In this respect, in the context of the codes in
Table 7, it is observed that cognitive coaching training provides important awareness in the
development of teachers’ personal and professional qualities; establishing closeness with
students and displaying a positive attitude, gaining awareness of their strengths and
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weaknesses and demonstrating self-development, contributing to the social and emotional
development of students, and having language proficiency and awareness.

Furthermore, when we consider cognitive coaching training in terms of gains within
the scope of personal and professional qualifications, it is seen that the highest gains regarding
the personal and professional qualifications of English teachers in cognitive coaching are
realized in the context of three codes: “establishing a close relationship with students and
displaying a positive attitude”, “gaining awareness of their strengths and weaknesses and
demonstrating self-development” and “contributing to the social and emotional development

of students”.

Implementation Skills

In order to qualitatively analyze the effect of cognitive coaching training on the
development of teachers’ implementation skills, the qualitative data obtained within the
framework of ten codes determined under the application skills theme in Table 5 have been
examined. The responses and opinions of fifteen English teachers within the scope of CCTEF
and AR show that cognitive coaching training provides significant gains in the development of
teachers’ application skills. In order to better exemplify and make sense of teachers’
development in their practice skills, different teacher opinions obtained through qualitative
data sources are given below.

In terms of the development of Teacher 11, who addressed the effect of cognitive
coaching training on implementation skills in terms of the benefits it provides in classroom
management, touched upon the importance of effective use of instructions in CCTEF:

“I can say that cognitive coaching training contributed significantly to the
development of my implementation skills and allowed me to develop awareness on how to
plan the structure of my pre- and post-training course more effectively and clearly. Starting
the course with an effective warm-up activity, then determining the focus of the course,
conveying the target outcomes, and finally wrapping up what was learned in the course and
ending the course contributed to creating an effective framework. When I did my own self-
criticism, I realized that I was making sharp transitions in the course. Therefore, I realized
that I needed to make calmer transitions, especially in activities, in order to ensure integrity
in the course.”

When the effect of cognitive coaching training on the development of teachers’
implementation skills is evaluated within the scope of developing and using different
questioning techniques, it is seen that teachers benefited greatly from the videos they watched
throughout the process and were satisfied with their gains. For example, teacher 1 expressed
what he gained during this process in CCTEF as follows:

“In the videos I watched during this process, I found that developing different
questioning techniques was quite useful and effective in measuring and controlling the
student’s level of understanding. Especially in the context of the subject, content questions
help both to learn the subject clearly and to make comparisons between the native language
and the target language easily. In other words, I think they are very functional in the
student’s learning process. Another very important point for me was to extend the student’s
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speaking time through different questions. In this way, I create different thoughts in the
students’ minds and allow them to reflect them using the target language and develop their
communication skills.”

Finally, in the context of the development of implementation skills, teacher 2 explained
the outcome of the lesson being structured appropriately and effectively, having a clear
integrity framework, and the functioning of the lesson in CCTEF as follows:

"I can say that the cognitive coaching training significantly contributed to the
development of my application skills and allowed me to develop awareness of how to plan
my pre- and post-training course structure more effectively and clearly. Starting the course
with an effective warm-up activity, then determining the focus of the course, conveying the
target outcomes, and finally concluding the course by summarizing what was learned helped
me create an effective framework. When I self-criticized, I realized that I was making abrupt
transitions. Therefore, I realized that I needed to make calmer transitions, especially during
activities, to maintain cohesion in the course. By asking students for their outcomes at the
end of the course, I also encouraged them to reflect deeply and gain awareness of the course."

Based on the qualitative examples presented above, which appear to be coherent with
the quantitative findings, it appears that cognitive coaching training contributes greatly to the
development of teachers’ implementation skills. In this respect, in the context of the codes in
Table 7 based on teachers’ opinions, it is observed that cognitive coaching training creates
significant changes and outputs in developing important awareness and enriching experiences
in the development of teachers’ implementation skills; providing an appropriate and
structured lesson process and framework, using appropriate textbooks and support materials,
using the board effectively and preparing and using visual materials, using clear and
understandable instructions, developing different questioning techniques, using time
management effectively and adhering to the lesson plan, providing effective feedback and
evaluation, using different approaches and techniques in correcting student errors, creating an
effective, moderate and disciplined classroom environment and providing student-centered
practices.

Finally, in addition to this situation, when we evaluate cognitive coaching training in
terms of the development and gains it provides regarding implementation skills, it is seen that
the highest gain regarding implementation skills of English teachers is achieved in the context
of “offering student-centered outcomes”, followed by four codes with a small margin: “offering
an appropriate and structured lesson process and framework”, “using appropriate textbooks”,
“using clear and understandable instructions” and “using time management effectively and
adhering to the lesson plan”.

In light of the findings presented so far, it is understood that the cognitive coaching
approach is generally an effective tool in the development of English teachers’ instructional
skills and that the cognitive coaching approach provides a professional perspective by helping
teachers realize that their classroom behavior and practices affect all kinds of student behavior
and learning and the importance of being a teacher.
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Discussion and Conclusion

The rapid changes in today’s education system have brought about innovations that
have emerged with the increasing areas of responsibility of the teacher in the classroom
environment and have given the teacher the identity of an educational leader beyond the role
of a teacher. In this context, it is very important that the professional development of teachers
is supported by practices that are free from pressure and judgment and allow for the
development of teaching, classroom planning, educational and administrative skills. This
study focused on the cognitive coaching approach as a professional development tool and
aimed to reveal how cognitive coaching training strengthens English teachers’ instructional
skills within the scope of teaching methods and techniques applied in the classroom. Within
the scope of this purpose, it is aimed to activate the metacognitive mechanisms of English
teachers through cognitive coaching training, to enable them to experience cognitive
awareness in both personal and professional dimensions, and as a result, to develop their
educational skills by making self-evaluations regarding their own teaching methods and
techniques.

Costa and Gramston (2002) stated that the main purpose of cognitive coaching is to
increase teacher effectiveness and defined cognitive coaching as an approach that allows
teachers to gain awareness at a cognitive level, increase their own appreciation, gain
information about in-class teaching methods and techniques, and develop instructional skills
during the teaching process. Based on the content and purpose of Costa and Gramston’s (2002)
cognitive coaching approach, it is seen within the scope of this research that cognitive coaching
training provides significant gains in the development of English teachers’ skills in using
different classroom methods and techniques, and as a result, it has a strong and effective
function in the development of English teachers’ instructional skills examined within the scope
of three subscales as (i) planning, (ii) personal and professional qualities and (iii)
implementation skills. In this context, when the results regarding the extent to which cognitive
coaching training affects the teaching skills of English teachers as a whole are evaluated, it has
been concluded that cognitive coaching training has a holistic effect on the development of
English teachers’ teaching skills and in this respect, it makes significant contributions to the
development of their professional skills, the acquisition and implementation of classroom
practices.

In relation to the first research question, the results obtained within the scope of the
second research question, which we addressed through quantitative and qualitative data in the
context of three sub-scales of instructional skills, namely (i) planning, (ii) personal and
professional qualities and (iii) implementation, also reveal that the cognitive coaching
approach showed improvement in the three instructional skills of English teachers. However,
when the scores and difference averages in the three subscales are examined in detail, it is seen
that some different measurements emerge in some items. For example, when the statistical
findings regarding personal and professional qualifications are examined, it is observed that
the lowest rank average and score in the development of personal and professional skills is the
teacher’s language proficiency (item 9). The low significance value of this item can be
interpreted as cognitive coaching training having no significant effect on the language
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proficiency acquisition process of English teachers. This situation can be considered as an
indication that the fifteen English teachers who participated in the study have the necessary
skills and qualifications in language proficiency in their fields and that they are competent in
using the language, and it can actually be considered as an expected result.

Furthermore, when we examine the development of cognitive coaching within the scope
of English teachers’ implementation skills, it is seen that the lowest significance value is the
technical equipment usage skills (item 16), which received an average score of -1.000 (p>.05).
This can be explained by the fact that English teachers have the necessary equipment,
especially in the use of technology, and their proficiency levels are high in this sense. In this
context, it can be stated that English teachers transfer the textbooks or supplementary books
they use in the classroom to the classroom environment through technological devices, taking
into account student differences and needs, and apply transformation and differentiation in
the materials. In other words, considering variables such as the average age of the English
teachers participating in this study and the private school they work in, it can be argued that
they have the ability to develop and implement materials to support their teaching practices,
and that cognitive coaching training did not create a significant effect on the development of
these skills and did not reveal any change.

Previous studies examining the effects of the cognitive coaching approach on teachers’
instructional skills and the development of their professional skills are similar to the results of
this study (Batt, 2010; Carter & Francis, 2001; Costa & Garmston, 2002; Donnelly &
Fitzmaurice, 2011; Goker, 2020; Joyce & Showers, 2002; Kennedy, 2016; Kennedy & Smith,
2013; Marable & Raimondi, 2007; Uriin Goker & Goker, 2021; Uriin Goker & Goker, 2024).
These studies reveal that the cognitive coaching approach provides strong support for teachers
in processes such as reflecting on their own teaching techniques and methods, adapting to the
needs arising from student differences, producing solutions to problems, making effective
planning, gaining competence in classroom management and becoming self-managing
practitioners, and in this respect, it enables teachers’ professional development. Based on the
findings of this research, it can be argued that the results of this study exhibit similar patterns
to other studies in literature. The results of this study demonstrate that the cognitive coaching
approach is an effective model for developing English language teachers’ instructional skills.
In this context, it can be stated that the cognitive coaching approach affects English teachers’
classroom practices, learning processes and ability to analyse student differences, and provides
a professional perspective by helping them realize the importance of being a teacher.

On the other hand, as one of the research results regarding the development of
instructional skills of English teachers, the cognitive coaching approach appears to be an
effective source in the realization of the teacher’s professional development, the development
of instructional skills and teaching practices as a control tool in education by providing
effective and meaningful reflective practices. Because, an important area of development in the
cognitive coaching approach is the reinforcement of teachers’ reflection skills through
reflective practices. Quality and constructive reflective feedback is thought to guide teachers in
making decisions about what and how to teach in order to meet student needs and increase
success (Goker, 2017; Sergiovanni & Starrett, 2002). In this respect, it is predicted that the
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feedback in the reflection process should be related to the teacher’s learning and teaching
process, otherwise shallow and meaningless feedback will not contribute to the teacher’s
development and learning process over time. Therefore, it can be stated that constructive and
meaningful feedback is needed to support teachers in increasing both their reflective practices
and teaching practices, thus enabling them to set and achieve new goals. In this respect, one of
the results of this research is that the cognitive coaching approach, which allows teachers to
gain awareness of their metacognitive processes, it is seen that cognitive coaching has an
important function in the development of teachers’ cognitive skills in order to analyse and
evaluate their own teaching practices and instructional skills.

Many studies have shown that coaching practices are implemented as a professional
development strategy embedded within teaching practices, serving as an effective and
important source of authority for achieving high-quality and effective teaching practices and
supporting teachers’ instructional skills (Eger, 2006; Ellison & Haye, 2009; Denton &
Hasbrouck, 2009; Goker, 2017; Lin, 2012; Neumerski, 2013; Pollara, 2012; Uriin Goker &
Goker, 2024). These studies generally show that teachers who receive coaching support for
professional development experience significant and positive changes in their teaching
behaviors when provided with an appropriate program that includes dimensions of
responsibility, support, companionship, solidarity, and feedback. In this context, coaching
approaches, which are thought to contribute to the professional development of teachers, are
evaluated as a collaborative, interactive, and evidence-based approach for teachers. This
study’s main focus, the cognitive coaching approach, appears to offer teachers intensive,
comprehensive, and differentiated support, enabling them to incorporate new practices and
approaches into their own teaching experiences. In this sense, the findings of this study show
that it yields effective and meaningful results in helping teachers develop knowledge and skills
in the teaching process, experience cognitive awareness in all stages of this process such as
planning, teaching, analysing and implementing, and ultimately improve their instructional
skills. In other words, it can be argued that the cognitive coaching approach, which forms the
main subject of this study, contributes to the professional development of teachers by offering
them the ability to examine similar practice patterns and recognize the latent assumptions that
guide and direct their actions.

From this perspective, the results obtained at the end of this study regarding cognitive
coaching and the development of instructional skills prove that cognitive coaching, as a
powerful supervision and mentoring tool, has a positive effect on the development of
instructional skills and professional development of English teachers. In this sense, it is
observed that some changes and awareness have emerged in the development of instructional
skills of English teachers with cognitive coaching training. In this context, it can be stated that
for teachers to realize the acquisition and functionality of cognitive coaching as a supervisory
tool within the framework of contemporary supervision approaches, in order to implement the
changes and innovations created by the Education 4.0 approach in educational contexts, in
other words, it is quite important to support teachers, as agents who desire change, with a
cognitive coaching approach that includes innovative and reflective practices in fulfilling the
new tasks and responsibilities that Education 4.0 imposes on them.
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In conclusion, this study is considered to have made a theoretical contribution to the
educational sciences literature by revealing the effect of the cognitive coaching approach on
teachers’ instructional skills and professional development, and by developing new conceptual
models regarding the function of cognitive processes such as classroom planning and decision-
making, developing teaching strategies, analysis, self-assessment, and reflection.
Furthermore, the findings of this study regarding the contribution of improving teachers’ self-
assessment and reflective practice skills, thereby enhancing their professional awareness and
enabling them to plan their classroom teaching processes more consciously, can also be
evaluated within the context of contributions to the implementation process. In short, this
study is thought to provide a basis for English teachers to evaluate their beliefs about their
skills and abilities to adapt the educational content they use in their teaching contexts and to
make improvements regarding their teaching methods and techniques.

Recommendations

The results of this study, in which the cognitive coaching approach was used as a
powerful mentoring tool to support the development of English teachers’ instructional skills,
offer important implications for English teachers, but the results are evaluated within the
framework of the limitations and sample of this study. In this respect, it is suggested that a
cognitive coaching training program should be developed that can be implemented by planning
different sample sizes and longer training periods in order to see the development of English
teachers’ instructional skills from a larger perspective for future studies on cognitive coaching,
considering that it will contribute to the literature. Additionally, studies involving teachers
from different branches may be needed to measure the effectiveness of the cognitive coaching
approach on teachers working in different fields and to analyse changes specific to different
subject areas. Within the limitations of this study, it is suggested that further research be
conducted to examine the impact of the cognitive coaching approach on the development of
teachers’ instructional skills in the context of different variables such as different educational
environments, different professional experiences, or gender.

On the other hand, in the Turkish literature, studies investigating the impact of the
cognitive coaching approach on the development of teachers’ instructional skills and self-
efficacy perceptions (Goker, 2020; Uriin Goker & Goker, 2021; Uriin Goker & Goker, 2024;
Pilevne, 2024) and on increasing the effectiveness of school administrators and improving
student success (Akyildiz, 2015; Bulut, 2009; Ceylan, 2011; Demir, 2009; Demir & Doganay,
2010; Demir & Bal, 2011) are found. In this context, it is observed that cognitive coaching in
the Turkish literature is only examined within the scope of these variables. Therefore,
considering that it would contribute to the Turkish literature, there is a need for studies that
examine the impact of the cognitive coaching approach not only within these variables but also
in terms of the development of teachers’ reflection skills, the formation of a professional school
culture and climate, the creation of collaboration and solidarity among teachers, increased
professional satisfaction, and support for teachers’ personal development.
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Mesleki Gelisim Araci Olarak Bilissel
Kocluk Yaklasimi: Ingilizce
Ogretmenlerinin Egitsel Becerilerinin
Gelisiminin Incelenmesi

Ozet

Yapilandirmaci yaklasimla birlikte degisen egitim anlayisi, 6gretmenler icin farkl roller ve sorumluluk
alanlar1 tanimlamistir. Bu baglamda, 6gretmenlerin giinlimiiz egitim sisteminde ortaya cikan
degisimlere uyum saglayabilmeleri icin mesleki gelisimlerini ve egitsel becerilerini gelistirmelerini
saglayacak cagdas denetim uygulamalariyla desteklenmeleri oldukca 6nemli hale gelmistir. Bu ¢alisma,
cagdas denetim uygulamalarindan bilissel kocluk yaklasimina odaklanmakta ve bilissel koclugun
Ingilizce 6gretmenlerinin egitsel becerilerinin gelistirilmesinde islevsel bir kaynak olarak kullanilip
kullanilamayacagini kesfetmeyi amaglamaktadir. Bu amag kapsaminda, Canakkale’de 6zel bir okulda
farkli kademelerde calisan on bes Ingilizce 6gretmenine 2022-2023 6gretim yih giiz dénemi boyunca
on dort haftalik Biligsel Kogluk egitim programi uygulanmistir. Bu arastirma, 6én/son test desenine
dayali tek durum c¢alismasi olup, arastirma yontemi olarak nitel ve nicel analizlerin her ikisini de iceren
i¢ ice gecmis karma yontem kullanilmistir. Calismanin veri tabani, nicel veri toplama araci olarak
kullanilan Ders Sonras1 Oz Degerlendirme Olcegi ile elde edilen nicel veriler ve nitel veri toplama araci
olarak kullanilan kogla yapilan bireysel goriismelerin ses kayitlari, her bir 6gretmenden alinan ders
video kayitlar ve bilissel kocluk egitimi degerlendirme formu ile elde edilen nitel veriler kullanilarak
yapilandirlmigtir. Aragtirma sonuglary, biligsel koclugun 06gretmenlerin egitsel becerilerinin
gelistirilmesinde etkili bir kaynak oldugunu gostermekte ve giiclii bir denetim araci olarak
kullanilabilecegini 6nermektedir.

Anahtar Kelimeler: Biligsel kocgluk, egitsel beceriler, mesleki gelisim, denetim yaklagimlari.

Giris

Kiiresellesen ve degisen diinya, sosyokiiltiirel, ekonomik ve teknolojik diizeyde pek cok
doniisiimii beraberinde getirmis ve tiim bu siirecte en giiclii ve onemli degisim, bireyleri
toplumsal yasama hazirlayan egitim sisteminde yasanmistir. Bu siirecte egitimin odak noktasi
O0grenme yonetimine evrilmis ve 6gretmenlerin egitsel becerilerini ve etkililiklerini artirmak
amaciyla yeni 6gretim yontem ve tekniklerinin sinif ortamina aktarilmasi ve elestirel diisiinme,
problem ¢ozme, planlama, degerlendirme ve analiz etme gibi bilissel becerilerin
kazandirilmasi mesleki gelisim kapsaminda biiyiik 6nem kazanmistir (Ishak & Mansor, 2020).
Geleneksel egitim anlayisindan farkli olarak yapilandirmaci yaklasimla beraber, egitimin
ogrenme siirecine iliskin degisen odak noktasi, 6gretmenlerin rol ve davramglarinda da
degisime yol agcmigtir (Goker, 2017). Bu kapsamda egitimin degisen odagi, 6gretmenler icin
farkli rol ve sorumluluk alanlari tanimlamis ve onlara 6gretmenlik roliiniin 6tesinde bir “egitim
lideri” kimligi kazandirmigtir. Egitimde basariya ulagsmak icin Ogretmenlerin mesleki
gelisimlerini destekleyecek etkili stratejilerin belirlenmesinin, 6gretmenlerin liderlik roliintin
gerceklestirilmesi kapsaminda oldukc¢a degerli oldugu anlasilmaktadir (Pilevne, 2024).

Liderlik, istenilen hedeflere ulasmak icin iliskiler kurmaya ve ortak kapasitenin
gelistirilmesine dayanmaktadir. Bu nedenle 6gretmelerin liderlik becerilerinin gelisiminin, 6z
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giiven, 6gretim teknik ve yontem, mesleki tutum, bilgi ve bakis agilarinin gelisimiyle iligkili
oldugu belirtilebilir. Dolayisiyla birer egitim lideri olarak 6gretmenlerden hem bireysel hem de
mesleki diizlemde becerilerini gelistirme kapsaminda, smif ici Ogretim yontem ve
tekniklerinde, sinif yonetiminde siirekli gelisim ve degisim odakli davranmalarinin ve meslege
iliskin algilarini daha yaraticy, yenilikei bicimde yapilandirmalarinin beklendigi ileri siiriilebilir
(Bloom vd., 2003). Bu nedenle 6gretmenlerin, Egitim 4.0’1n getirdigi degisimlere ve yeniliklere
nasil uyum saglayacaklarina iligkin cesitli varsayimlar ortaya atilmistir. Yenilik¢i toplumun
ihtiyaclarimi karsilamay1 amaclayan Egitim 4.0 yaklagiminda, “6grenme” kavrami her bireyin
kendisinin en iyi nitelik ve beceriyle donatilmasiyla baska bir deyisle cagin ihtiyaclarina uygun
kalite ve becerilerin yaratilmasiyla iligkilendirilmektedir (Katzenmeyer & Moller, 2009).

Abersek (2017) Egitim 4.0’ 1n egitim alaninda hem 6gretmenler hem de 6grenciler icin
yeni miicadele alanlari iirettigini ileri slirmiis ve bu miicadele alanlarinin iistesinden gelmek
i¢in ozellikle 6gretmenlerin diislince yontemleri, derin analiz yapma becerisi ve problem ¢6zme
teknikleri gibi nitelikler gelistirilmesinin 6nemine vurgu yapmistir. Benzer bicimde Ishak ve
Mansor (2020), Egitim 4.0 kapsamindaki 6grenme egilimlerine dayanarak, Egitim 4.0’a cevap
veren Ogrenme yoOnetiminin, bireyleri yaratici ve yenilik¢i olmaya hazir hale getirmeyi
amacladigin belirtmis ve bu nedenle 6gretmenlerin liderlik, isbirligi, yaraticilik, dijital
okuryazarlik, etkili iletisim, duygusal zeka, girisimcilik, kiiresel vatandaglik, problem ¢6zme,
elestirel diisiinme ve grup calismasi gibi 21. ylizy1l becerileri kapsaminda ele alinan 6zellikleri
edinmesinin Onemine vurgu yapmistir. Son olarak Tanang ve Abu (2014), bu siirecte,
ogretmenlerin, 6grencilere 6grenme siireclerinde rehberlik etmek ve yol gostermek amaciyla
“kolaylastiric1” olarak tanimlayabilecek yeni bir rol listlenmeleri gerektigi savunmuglar ve
ogretmenlerin 6grencilerin 6grenme siirecine sunabilecekleri en biiyiik katkinin, 6grencilerin
kendilerini gerceklestirmek adina kendi 6grenme sorumluluklarini edinmesine aracilik etmek
oldugunu ileri siirmiislerdir.

Buradan hareketle, Egitim 4.0 ile birlikte aciga cikan yenilik¢i ve liderlige dayah
ogrenme baglamlarinin 6gretmenlerin hem dijital hem de fiziki sinif ortaminda islevlerini
siirdiirebilmeleri adina degisimi gerceklestirmek i¢in yeni gorev ve sorumluluklar: yarattigi ve
bu siirecin aktif 6zneleri olarak 6gretmenlerin mesleki gelisimlerinin desteklenmesinin 6nemli
hale geldigi savlanabilir. Kisaca, Egitim 4.0 ile birlikte egitimde yenilik¢i anlayisin ve 6grenme
yonetimi iizerine evrilen egitim odagmnin, egitimsel baglamlarda daha etkin sekilde
kavramsallagtirilmasi amaciyla cagdas egitim denetimi anlayis1 baglaminda yeni teknik ve
yontemleri iceren 6gretmen mesleki gelisim programlarinin etkinlestirilmesinin énemli hale
geldigi belirtilebilir. Bunu gerceklestirmek icin, ogretmenin 6gretme pratiklerinde 06z
degerlendirme ve 6z denetim becerilerinin gelisimine olanak taniyan farkh cagdas denetim
uygulamalarinin, 6gretmenlerin egitsel becerilerinin gelisimlerinin desteklenmesinde oldukca
etkili kazanimlar sunacag ileri siiriilebilir.

Bu bilgiler 1s181nda, rol ve iligkilerin yeniden yapilandirildigi yansitici denetim
uygulamalarinin, 6gretmenin edilgen konumda oldugu ve hiyerarsik yapinin denetim
sirecinde kati1 bir bicimde sekillendigi geleneksel denetim anlayiginin yeniden
kavramsallastirilmasina olanak tanidig1 6ne siirtilebilir (Goker, 2017). Knight (2009), 6zellikle
egitim baglaminda mesleki gelisim odakli olan kocluk uygulamalarinin, yeni egitsel
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becerilerin, pratik ve yontemlerin edinim ve uygulanmasi siirecinde 0gretmene sagladigi
rehberlik ve destek kapsaminda olduk¢a oOnemli oldugunu vurgulamigtir. Egitimsel
baglamlarda ele alinan kocluk yaklagimlar1 genel olarak, 6gretmenin gelisim, degisim,
ogrenme yasantilar1 ve kocluk uygulamasina iliskin bakis acis1 ve tutumu iizerine
odaklanmakta ve sdz konusu durumlar kapsamindan 6gretmeni desteklemektedir (Uriin
Goker & Goker, 2021). Bu calismada yansitici denetim uygulamalarindan biligsel kocluk
yaklasimina odaklanilmistir.

Etkili bir mesleki gelisim araci olarak biligsel kogluk yaklagimi, 6gretme ve 6grenme
siirecinde yeniliklere acik, fark yaratmay1 hedefleyen, mesleki ve kisisel gelisimine 6nem veren,
yeni Ogretim uygulamalarini edinmeye ve uygulamaya istekli ve bu uygulamalarin
siirdiiriilebilirligini hedefleyen bir 6gretmen profilinin yetistirilmesinde oldukca etkili ve
islevsel bir kaynak olarak diisiiniilmektedir (Brooks, 2000). Bilissel kogluk yaklagimi,
Ogretmenlerin 6gretim pratiklerine ve mesleki gelisimlerine yonelik biligsel ve duyussal
yeterliliklerini artirmaya ve biligsel davranislarda kalici degisimlere odaklanarak, 6gretim
siirecinde 6gretmenlerin becerilerinin gelistirilmesine aracilik eden, yargi icermeyen bir siireci
kapsamaktadir (Costa & Garmston, 2014). Costa ve Garmston (2002) tarafindan gelistirilen
biligsel kocluk yaklagiminin temel diisiincesi, 0gretmen mesleki gelisiminin temel itici
giiclerine gonderimde bulunan John Dewey’in (1984) yapisalct kuramina ve yansitici
uygulamalar hakkindaki fikirlerine dayanmaktadir.

Alan yazininda bilissel kocluk yaklasiminin, (i) 6gretmenlerin yansitma becerilerinin
gelisimi (Avant, 2012; Bjerken, 2013; Chang vd., 2014; Henry, 2012; Rinaldi, 2013); (ii)
profesyonel okul kiiltiirii ve ikliminin olusumu (Knabel, 2008; Skytt vd., 2014); (iii)
ogretmenler arasi is birligi ve dayanismanin yaratilmasi (Eger, 2006; Sommer & Costa, 1993);
(iv) mesleki gelisimle bagintili olarak mesleki doyumun artmasi (Batt, 2010; Donnelly &
Fitzmaurice, 2011; Joyve & Showers, 2002; Kennedy & Smith, 2013; Marable & Raimondi,
2007; McClay, 2014; Rich, 2013; Van Veen vd., 2012; Von der Bengh vd., 2015) ve (v) mesleki
gelisime etkisi kadar 6gretmenlerin kisisel gelisimi (Beltman, 2009; Edwards, 2015; Schlosser,
1998; McLymont, 2000) gibi farkl degiskenler cercevesinde etkisinin incelendigi ¢alismalar
goriilmektedir. Biligsel kog¢luk yaklagiminin farkh degiskenler baglaminda etkisinin incelendigi
soz konusu calismalarin bulgulari, bilissel koclugun oOgrenciler, 6gretmenler, egitmenler,
yoneticiler ve dolayisiyla bir biitiin olarak okul ortami iizerinde oldukca onemli sonuclar
oldugunu ortaya koymaktadir. S6z konusu calismalarin sonuglarina dayanarak, biligsel kogluk
yaklasiminin (i) 6gretmen 0z yeterlik algisini arttirdigy, (ii) 6gretmenler arasinda mesleki
iletisim ve etkilesimi tegvik ettigi, (iii) egitim ve 0gretim siirecinde ortaya cikan yenilikleri
destekledigi ve (iv) mesleki doyumu arttirdign goriilmektedir. Edwards (2015) yaptigi
calismasinda bugiine kadar konuyla ilgili yapilmig ¢alismalar: incelemis ve bilissel koclugun,
ogretmenlerin yetkilenmesinde onemli bir etkiye sahip oldugunu ve karar verme siirecinde
ogretmenin oOzerlik, secim, sorumluluk ve katilim firsati edinmesine olarak tanidigim
vurgulamistir.

Biligsel kocluk, planli, hedef odakl kocluk goriismeleri ve kocluk dongiisii araciligiyla
ogretmenlerin biligsel etkinliklerinin gelistirilmesine ve gliclendirilmesine odaklanmaktadir.
Kocluk dongiisti, biligsel kog¢ tarafindan o6gretmene yoneltilen birtakim sorular ve dikkatlice
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hazirlanmis bir egitim plani aracihigiyla yansitici pratikler sunarak, kocluk yapilan kisilerin
kendi gelisim alanlarini belirlemelerine yardimei olmaktadir. Bilissel kocluk dongiisii (i)
planlama; (ii) gozlem ve (iii) yansitici gortisme olmak iizere toplam ii¢ ana bilesen icermektedir
(Costa & Garmston, 2014). S6z konusu bilesenler cercevesinde, bu arastirmanin oturtuldugu
teorik temellerden biri olan yapilandirmaci yaklasim baglaminda biligsel kocluk yaklagiminin
sinif i¢i uygulanan 6gretim yontem ve tekniklerin, uygulanan 6gretim pratiklerinin is birligi ve
dayanisma cercevesinde paylasiminin yapildigi ko¢ ve 6gretmen arasindaki goriismelerde
gerceklestigi goriilmektedir. Diger yandan, Costa ve Garmston (2002), biligssel kogluk
siirecinin kilit kavramlarindan biri olarak is birligi olgusunun 6nemine vurgu yapmis ve is
birliginin, okullarda kaliteli ve etkili 6gretimin gerceklesmesi icin oldukca 6nemli bir 6zellige
sahip oldugunu belirtmisler ve ayni zamanda biligsel kocluk egitim programinin, igerik,
planlama, uygulama pratikleri ve mesleki gelisim gibi konular baglaminda baskalariyla is
birligi yapma firsatlar1 sundugunu ileri stirmiislerdir.

Biligsel kocluk yaklagimi, s6z konusu kocluk goriismeleri ile birlikte 6gretmenlerin yeni
beceriler edinim siirecinde iist-biligsel mekanizmalar aracihigiyla kendi 6gretim yontem ve
pratikleri iizerine diisiinmelerini ve sorgulamalarimi tesvik etmektedir (Brooks, 2000). Bu
baglamda biligsel kogluk yaklasimi, 6gretmenlerin iist-biligsel siireclerini harekete gecirerek
kendi bilissel siireclerini gozlemlemelerine, yansitmalarina ve deneyimlemelerine olanak
taniyan bir iist-biligsel izleme siirecini icermekte ve boylece 6gretmenlerin gozlem siirecinin
ciktilarina iligkin bilincli ve bilingsiz kararlarini iist-biligsel kontrol mekanizmasi araciligiyla
izlemelerine olanak tamimaktadir (Perfect & Schwarts, 2002).

Bu bilgiler 15181nda, 6gretmenlerin davraniglarini degil, algilarini, diistinme stireglerini,
inanglarii ve tutumlarini degistirmeyi ve boylece 6z farkindalik gelistirmelerini hedefleyen
biligsel kocluk yaklasiminin, 6gretmenlerin kendi egitsel pratiklerinde gelistirmeleri gereken
alanlar1 bagimsiz olarak kesfetmelerine ve kendi ihtiyaclar1 baglaminda uzmanlagmalarina
yardimelr oldugu goriilmektedir (Knowles vd., 2011). Boylece biligsel kocluk yaklagimiyla
ogretmenler, kendi 6gretim uygulamalar1 araciligiyla yenilik¢i ve liderlik odakl yeni egitim
cagmin ihtiyaclarim1 kargilayabilmek igin artirmalar1 gereken biligsel gelisim diizeylerini
kesfetme ve bilinclendirme firsatina sahip olmaktadirlar (Uriin Goker & Goker, 2024).

Bilissel kocluk modelinin temel diisiincesi, yliksek kavramsal ve bilissel becerilere sahip
olan oOgretmenlerin Ogretim bi¢imlerinde, uyguladiklar1 yontem ve tekniklerde, sinif ici
pratiklerinde daha esnek bir tutum sergiledikleri ve deneyimlerini egitim ortamina aktarirken
daha hizli uyum sagladiklarini ortaya koyan calismalara dayanmaktadir (Costa & Garmston,
2002). Biligsel koc¢lugun bir mesleki gelisim araci olarak 6gretmenlerin egitsel becerileri ve
mesleki gelisimleri {izerindeki etkisinin incelendigi onceki calismalarda, biligsel koclugun
ogretmenlerin mesleki gelisim siirecine ve egitsel becerilerine katki saglayan bir yaklagim
oldugu ortaya konmustur (Batt, 2010; Carter & Francis, 2001; Costa & Garmston, 2002;
Donnelly & Fitzmaurice, 2011; Joyce & Showers, 2002; Kennedy & Smith, 2013; Marable &
Raimondi, 2007). S6z konusu arastirmalar, biligsel kocluk yaklagiminin, 6gretmenlere kendi
ogretim teknik ve yontemleri hakkinda diisiinme, yansitma, 6grenci farkliliklarim dikkate
alma, etkili ders plan1 hazirlama, sinif yonetiminde yeterlilik kazanma gibi siireclerde destek
saglayan mesleki bir gelisim araci oldugunu ortaya koymaktadir.
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Ancak Tiirk alan yazini incelendiginde, bilissel koclugun 6gretmenlerin mesleki ve
egitsel becerilerinin gelisimi iizerindeki etkilerinin incelendigi cok fazla calismanin olmadig:
goriilmektedir (Goker, 2020; Uriin Goker & Goker, 2021; Uriin Goker & Goker, 2024). S6z
konusu caligmalarin bulgular, biligsel kogluk yaklagiminin, Ogretmenin kendi 6gretim
yasantisina ve deneyimine iligskin derinlemesine diisiinme firsati sundugunu, 6gretmenin
yansitma becerilerinin ve boylece egitsel becerilerinin gelisimine katk: sagladigini ve mesleki
doyumun artmasi noktasinda 6nemli etkiler yarattigini gostermektedir. Biligsel koclugun ele
alindig1 diger calismalara bakildiginda ise biligsel ko¢lugun 6grenci basarisi ve okul yoneticileri
iizerine etkilerinin incelendigi goriilmektedir (Bulut, 2009; Ceylan, 2011; Demir, 2009; Demir
& Doganay, 2010; Demir & Bal, 2011). Biligsel kocluk siirecinin 6grenci basarisi iizerine
etkisinin incelendigi calismalarda, bilissel kocluk egitimi alan Ogretmenlerin 6grenci
basarisina daha odakli olduklar ve 6grenci basarisinda 6nemli yiikselme goriildiigii ortaya
konmustur. Bu agidan 6gretmenlerin biligsel kocluk egitiminin ardindan 6gretim pratiklerinde
etkili bir doniisiim yasadiklari, yeni yontem ve teknikler araciligiyla daha sakin ve huzurlu sinif
ortami yarattiklari, 6gretmen ve 6grenci etkilesimini daha acik hale getirdikleri ve 6grencilerin
problem c¢6zme becerilerinin gelisimine katki sagladiklar1 bu g¢aligmalarin sonuglariyla
desteklenmistir. Diger taraftan bilissel koclugun 0gretmen ve yoneticilere mesleki agidan
sagladigl katkilarin incelendigi c¢alismalarda ise biligsel koclugun, oOgretmenlerin ve
yoneticilerin iletisim becerileri, etkili karar verme, yeni stratejileri edinme ve uygulama,
yOnetici ve ogretmen arasinda giiven ve is birligine dayal iligki insa etme, 6gretmenlerin
yoneticilerle daha acik iletisim kurma gibi nitelikler baglaminda mesleki fayda sagladiklar:
aragtirma sonuclariyla desteklenmistir. Ek olarak yoneticilerin liderlik ile ilgili daha yetkin
tutum ve tavir sergiledikleri ve yoneticilik rollerini etkili liderlik davramislarina doniistiirmede
basarili olduklar1 da calismalarin bulgulariyla desteklenmistir.

Bu nedenle biligsel kogluk yaklagiminin ele alindig: Tiirk alan yazindaki ¢alismalarin,
ogretmenin kendi 6gretim yasantisina, 6gretme deneyimine ve sinif i¢i yontem ve tekniklerin
edinim ve kullanim becerisine iligkin derinlemesine diisiinme firsat1 sunmada yeterli ¢iktilar
saglamadig goriilmektedir. Bu anlamda biligsel koglugun cagin gereksinimlerini karsilayacak
egitim ortaminin yaraticilar1 olarak egitim lideri rolii iistlenmesi gereken ogretmenlerin,
egitsel becerilerinin zenginlesmesi ve gelisimine iliskin kazanimlarin ortaya konmasinda etkili
bir denetim araci olarak islevinin yeterli diizeyde arastirilmadigi anlasilmaktadir. Bu baglamda
bu calismada, biligsel koclugun, 6gretmenin kendi 6gretim pratiklerini ¢oztimlemek ve kendi
egitsel becerilerini degerlendirmek ve zenginlestirmek adina bilissel becerilerinin gelisimine
yardimc1 olan bir denetim araci olarak etkisinin incelenmesi alan yazina saglayacag katki
olarak disiiniilmektedir. Ciinkii, biligsel kocluk yaklagiminin, denetsel bir yaklasim olarak,
bireyin diisiinme, problem cézme, planlama gibi bilissel siirecleri kullanim becerilerini
gelistirdigi ve boylece bireyin diisiincelerini insa etme ve yapilandirma siirecine katki sagladigi
vurgulanmaktadir. Bu baglamda, bu ¢alismanin Tiirk alan yazinindaki bosluga 1s1k tutmasi,
biligsel kocluk yaklagimiyla 6gretmenlerin bilissel farkindalik kazanmas1 ve kendi 6gretim
deneyimlerine iligkin zenginlestirmeleri ve gelistirmeleri gereken alanlari belirlemelerine
yardimel olmasi beklenmektedir. Kisaca, bu calismanin 6gretmenlerin hem mesleki hem de
egitsel becerilerin gelistirilmesi siirecinde onemli bir kaynak olacagi ve alan yazina katki
saglayacag diistiniilmektedir.

91



Cognitive coaching approach as a... Pilevne, C., & Goker S. D.

Bu calismada, 6gretmenlerin hedef belirleyebilen, basar1 gostergelerini tanimlayabilen,
uygun Ogretim stratejilerini segebilen ve bunlar1 kendi 6gretim deneyimlerine yansitabilen
uygulayicilar haline gelmelerini saglayan mesleki gelisim araci olarak biligsel kocluk ele
alinmaktadir. Bu bilgiler cercevesinde, biligsel gelisim ile egitsel becerilerin gelisiminin
birbiriyle iligkili oldugu gerceginden yola cikilarak, bu calismanin problem durumu,
ogretmenlerin yenilik¢i cagda egitimde yasanan degisim ve dontisiimlere cevap verebilmeleri
icin etkili bir mesleki gelisim ve denetim araci olarak biligsel kogluk yaklagiminin
ogretmenlerin egitsel becerilerinin gelistirilmesi siirecinde islevselligini ortaya koymaktadir.

Biitiin bu bilgilerden yola c¢ikarak, bu calismada nitel ve nicel verilerin analizi yoluyla
asagidaki arastirma sorularina yanit bulmak amaclanmaktadir:

1. Bilissel kocluk, Ingilizce 6gretmenlerinin egitsel becerilerinin gelisimini biitiin olarak
ne olciide etkilemektedir?

2. Bilissel kocluk, ingilizce 6gretmenlerinin (i) planlama, (ii) kisisel ve mesleki
nitelikler ve (iii) uygulama becerilerinin gelisimine ne 6l¢tide katki saglamaktadir?

Yontem

Bu calismada, arastirma yontemi olarak hem nitel hem de nicel arastirma yontemini
kapsayan karma yontem kullanilmigtir. Bu arastirmanin amaci ve sorular1 kapsaminda nitel ve
nicel verilerin toplanmasi, analizinin zamanlamasi ve agirlik verilen veri tiirii dikkate alinarak,
nicel ve nitel verilerin ayn1 zamanda toplanip analizini iceren es zamanli i¢ ice gegcmis karma
yontem tasarimi kullamlmigtir. Bu baglamda es zamanlh i¢ ice gecmis karma yontem
araciligiyla, nicel ve nitel bilesenlerden ayr1 ayr elde edilen sonuclar birlestirilmis ve analiz
edilmistir. Diger taraftan, biligsel kocluk yaklasiminin belirli bir olgu olarak ele alindig1 bu
arastirma, 6n/son test tasarimina dayanan tek grup deneysel desene sahiptir ve Ingilizce
ogretmenlerinin sinif i¢i 6gretim pratik ve becerileri biligsel kog¢luk uygulamasi 6ncesi ve
sonrasi ele alinip incelenmistir.

Arastirmanin calisma grubunu, 2022-2023 egitim-6gretim yilinda, Canakkale ilinde
bir 6zel okulda ilkokul, ortaokul ve lise kademlerinde gorev yapan, 24-43 yas arasinda 12’si
kadin 3’ii erkek olmak iizere calismaya goniillii olarak katilan toplam 15 Ingilizce 6gretmeni
olusturmaktadir. Katilimc1 o6gretmenler, goniilli oOrnekleme yontemiyle secilmis ve
aragtirmanin gerceklestigi okuldan arastirmanin uygulanmasi i¢in gereken izin ahmmagtir.

Bu calismada hem nitel hem de nicel veriler baglaminda incelenen bilissel kocluk ve
egitsel beceriler arasindaki bagintiya biitiinsel bir betimleme ortaya koymak amaciyla, nitel
veri toplama araci olarak biligsel kocluk egitim degerlendirme formu (BKEDF); ders video
kayitlar1 (DVK); kocla yapilan bireysel goriismelerin ses kayitlar1 (KYBGSK) kullanilmistir. Soz
konusu nitel veri toplama araglarinin ¢esitliliginin nedeni, egitim programinin etkililigine
iliskin uzlag1 saglanan gelisim noktalarina gonderimde bulunan Ogretmen goriis ve
diistincelerin net bicimde saptanmasi ve boylece tema ve kodlarin olusum siirecine iligkin
verilerin agik bir sekilde belirlenmesidir. Diger taraftan, bilissel kocluk egitiminin
ogretmenlerin egitsel becerilerinin gelisimi iizerindeki etkisini ortaya ¢ikarmak amaciyla bu
calismada nicel veri toplama araci olarak “Ders Sonras1 Degerlendirme icin Oz Degerlendirme
Olcegi” (DSODO) (ELTE-DELP, 2014) kullanmilmistir. DSODO, 6gretmenlere bilissel kocluk
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egitimi ile birlikte ders 6ncesi ve sonrasi gozlemler araciligiyla ilerlemelerine yardime1 olmak
icin tasarlanmais ve (i) planlama; (ii) kisisel ve mesleki nitelikler ve (iii) uygulama olmak iizere
iic temel 6gretim becerisini kapsayan 26 maddeden olusmaktadir.

Verilerin analizi asamasinda 0n test ve son test sonuclariyla toplanan nicel veriler SPSS
18 kullanilarak analiz edilmistir. Bu calismada 15 Ingilizce dgretmeninin egitim oncesi ve
sonrasli egitsel becerilerinde ortaya cikan puanlar olgiilecegi icin, 6rneklem biiyiikliigiiniin
kiiciik olmasi ve gruplarin birbirine bagimli olmasi nedeniyle parametrik olmayan Wilcoxon
isaretli siralama testi uygulanmistir. Bu nedenle, iki iligkili 6l¢iim setindeki puanlar arasindaki
fark sonuclarin test etmek ve Ingilizce 6gretmenlerinin bilissel kocluk egitimi 6ncesi ve sonrasi
egitsel becerileri arasinda anlamh bir fark olup olmadigini ortaya koymak amaciyla,
DSODO niin 6n test ve son testinden sonra elde edilen veriler Wilcoxon isaretli siralar testi ile
analiz edilmistir. Nitel veri analizinin ilk asamas1 olarak, Ingilizce 6gretmenlerinin bilissel
kocgluk egitiminde egitsel becerilerinin gelisimine iligskin paylastiklar goriisleri iceren biligsel
kocluk degerlendirme formlar igerik analizi kapsaminda okunmustur (Patton, 2002). Daha
sonra Ogretmen, kog¢ ve arastirmacinin da yer aldigi goriisme oturumlarinin ses kayitlari
dinlenerek, icerigin tam olarak anlasilmasi ve temalarin belirlenmesi i¢in gerekli diyaloglar
ayrintili olarak not almmustir. Son olarak da arastirmanin amacina uygun olarak DSODO
kapsaminda benzerlik ve farklilik oriintiileri dikkate alinarak belirli temalar ve kodlar
siniflandirilmigtir. Veri kaynaklarina dayal olarak olusturulan tema ve kodlarin giivenirligini
saglamak amaciyla 6ncelikle DSODO niin iic alt 6lcegine dayali olarak ii¢ tema olusturulmus,
ardindan 6gretmenlerle yapilan goriismeler sonucunda saglanan uzlasi ve fikir birligi dikkate
almarak ve yine DSODO’de yer alan maddeler cercevesinde belirli kodlar saptanmustir.

Arastirmanmn Etik izinleri:

Bu calismada “Yiiksekogretim Kurumlar: Bilimsel Arastirma ve Yayin Etigi Yonergesi”
kapsaminda uyulmasi gerektigi belirtilen tiim kurallara uyulmustur. Yonergenin ikinci boliimii
olan “Bilimsel Arastirma ve Yayin Etigine Aykir1 Eylemler” baghg altinda belirtilen eylemlerin
higbiri gerceklestirilmemistir.

Etik Kurul Izin Bilgileri:

Etik degerlendirmeyi yapan kurulun adi = Canakkale Onsekiz Mart Universitesi Etik
Kurulu

Etik Kurul Etik inceleme karar tarihi = 23 Haziran 2022
Etik degerlendirme belgesi konu numarasi = E-84026528-050.01.04-2200134567

Bulgular

Bu calismanin amaci, bilissel kocluk yaklasiminin, Ingilizce 6gretmenlerin egitsel
beceri ve biligsel farkindaliklarimin gelistirilmesinde etkili bir kaynak olarak nasil
kullanilabilecegini ortaya koymaktir. Bu amac¢ kapsaminda, nicel ve nitel veri analizler
cercevesinde oOncelikle bilissel kocluk yaklasiminin Ingilizce Ggretmenlerinin egitsel
becerilerinin gelisimine bir biitliin olarak ne olgilide etki etigi, ardindan biligsel koclugun
Ingilizce 6gretmenlerinin (i) planlama becerileri, (ii) kisisel ve mesleki nitelikler ve (iii)
uygulama becerilerinin gelisimine ne Olciide etki ettigi incelenmistir. Calismanin birinci
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aragtirma sorusu kapsaminda, Wilcoxon isaretli sira testinin analiz bulgulari, biligsel kocluk
yaklasimmin DSODO ile 6lciilen 6gretmenlerin egitsel becerilerinin genel gelisimi iizerinde
dikkate deger bir etkiye sahip oldugunu gostermektedir (MD=36.47, Z=-3.408, p<.05). Nicel
veriler sonucunda, 6gretmenlerin son test puanlari, 6n test puanlarindan anlamli derecede
yiiksek cikmustir (MD=36.47). Dolayisiyla sz konusu fark, bilissel kocluk egitiminin Ingilizce
ogretmenlerinin egitsel becerilerinin gelisimi iizerinde anlamli bir etkiye sahip oldugunu
gostermektedir.

Calismanin ikinci aragtirma sorusu kapsaminda, ilk olarak biligsel kocluk yaklagiminin
ogretmenlerin planlama becerilerinin gelisimine ne ol¢lide katki sagladigina iligkin nicel ve
nitel bulgular incelenmistir. Bu noktada DSODO kapsaminda planlama becerilerinin icerigi;
dersin amag ve hedefleri (madde 1), 6grenci ihtiyaclar1 (madde 2), sinif ici etkinlikler (madde
3), derste kullanilan teknikler (madde 4), derste kullanilan kaynaklar (madde 5) ve ders
planinin uygulanabilirligi (madde 6) bashklar cercevesinde ele alinmistir. Belirtilen alti
boyutta Wilcoxon isaretli sira testinin analiz bulgular, bilissel kocluk uygulamasinin Ingilizce
ogretmenlerin planlama becerilerinin gelisiminde dikkate deger bir etkiye sahip oldugunu
gostermektedir (MD=13.40, Z=-3.415, p<.05). Diger taraftan calismanin ikinci arastirma
sorusu baglaminda, biligsel kogluk yaklasiminin 6gretmenlerin kisisel ve mesleki niteliklerin
gelisimine etkisi, DSODO kapsaminda Ogretmenin ogrencilerle anlasmasi (madde 7),
Ogretmenin sinifta bulunmasi (madde 8), 6gretmenin dil yeterligi (madde 9), 6gretmenin dil
farkindalhigi (madde 10), 6gretmenin 6grencilerin kisisel gelisiminden sorumlu olmasi (madde
11) ve 0gretmenin kendi 6z gelisimine yonelik tutumu (madde 12) boyutlarinda elde edilen
nicel ve nitel bulgular araciligiyla incelenmigtir. Bu kapsamda, Wilcoxon isaretli sira testi
analiz sonuclari, bilissel kocluk yaklasiminin kisisel ve mesleki nitelikler acisindan Ingilizce
ogretmenlerinin gelisimi {lizerinde anlamh bir etkiye sahip oldugunu ortaya koymaktadir
(MD=10.34, Z=-3.419, p<.05). Son olarak yine calismanin ikinci arastirma sorusu baglaminda,
bilissel kocluk yaklasimimnin égretmenlerin uygulama becerilerinin gelisimine etkisi, DSODO
cercevesinde, dersin yapisi (madde 13), ders kitaplar1 ve yardimc1 kaynaklar (madde 14),
ogretim arac ve gerecleri (madde 15), teknik donanim (madde 16), siif yonetimi baglaminda
yonerge kullanimi (madde 17), soru sorma teknikleri (madde 18), zamanlama (madde 19),
farkl etkilesimler ve 6gretmenin rolii (madde 20), 6grenci hatalarinin diizeltilmesi (madde
21), geri bildirim saglanmas1 (madde 22), sinif disiplinini saglama (madde 23), olumlu
ogrenme iklimi yaratma (madde 24), sinifin dogas1 (madde 25) ve 6grenci 6zerkligi (madde
26) diizlemlerinde elde edilen nicel ve nitel bulgular araciligiyla irdelenmistir. Bu baglamda
Wilcoxon isaretli sira testi analizinin sonuclari, bilissel koclugun Ingilizce dgretmenlerin
uygulama becerilerinin gelisimi tiizerinde anlamli bir etkiye sahip oldugunu ortaya
koymaktadir (MD=28.67, Z=-3.411, p<.05).

Tartisma ve Sonuc¢

Gilinlimiiz egitim sisteminde yasanan hizli degisimlerin, 6gretmenlere sinif icinde
farklilasan rol ve sorumluluklar tanimladig1 ve sonucunda 6gretmene Ogretmen roliiniin
otesinde bir egitim lideri kimligi kazandirdig1 goriilmektedir. Bu baglamda 6gretmenlerin
mesleki gelisimlerinin baski ve yargidan uzak, yeni 6gretim yontem ve tekniklerin edinimine,
etkili simif planlamasina, egitim ve yonetim becerilerinin gelistirilmesine olanak taniyan
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uygulamalarla desteklenmesinin biiyiik 6nem tasidig1 belirtilebilir. Bu calismada bir mesleki
gelisim araci olarak biligsel kocluk yaklasimi ele alinmis ve bilissel ko¢lugun siif ortaminda
uygulanan ogretim yontem ve teknikler kapsaminda Ingilizce 6gretmenlerinin egitsel
becerilerini nasil ve ne oOlgiide gliclendirdigini ortaya koymak amaclanmistir. Bu amag
kapsaminda, bilissel kocluk egitimi ile Ingilizce 6gretmenlerinin iist-bilissel mekanizmalarimn
harekete gecirilerek hem kigisel hem de mesleki boyutta bilissel farkindalik yasamalarinin
saglanmasi ve bunun sonucunda kendi Ogretim yontem ve tekniklerine iligkin 6z
degerlendirmeler yaparak egitsel becerilerinin gelistirilmesi hedeflenmektedir.

Costa ve Gramston’un (2002) biligsel kocluk yaklasiminin igerigi ve amaci temel
alinarak bu arastirma kapsaminda, bilissel kocluk egitiminin, Iingilizce 6gretmenlerinin siif
ici yontem ve teknikleri edinim ve uygulama siirecindeki becerilerinin gelistirilmesinde 6nemli
kazanimlar sagladig1 ve sonuc olarak Ingilizce 6gretmenlerinin (i) planlama, (ii) kisisel ve
mesleki nitelikler ve (iii) uygulama becerileri olmak iizere ii¢ alt 6lcek kapsaminda incelenen
egitsel becerilerinin gelistirilmesinde giiclii ve etkili bir igleve sahip oldugu goriilmektedir. Bu
calismanin bulgular1 da bilissel koclugun Ingilizce Ggretmenlerinin egitsel becerilerinin
gelisimi {izerinde biitiinciil bir etkiye sahip oldugunu ve Ingilizce 6gretmenlerinin mesleki
becerilerinin gelisiminde, sinif i¢i uygulamalarinin ediniminde 6nemli katkilar sagladigini
ortaya koymaktadir.

Birinci arastirma sorusuyla bagintili olarak, egitsel becerilerin ii¢ alt boyutu olan (i)
planlama, (ii) kisisel ve mesleki nitelikler ve (iii) uygulama baglaminda nicel ve nitel veriler
araciligiyla ele aldigimiz ikinci arastirma sorusu kapsaminda elde edilen sonuclar da biligsel
kocluk yaklasimimin Ingilizce 6gretmenlerinin s6z konusu ii¢ alt beceri boyutunda 6nemli
ciktilar1 oldugunu ortaya koymaktadir. Ancak s6z konusu ii¢ alt 6lcek boyutunda yer alan baz
maddeler incelendiginde ortaya cikan puanlarin farkli anlamhlik degeri yansitmadigi
goriilmektedir. Ornegin, kisisel ve mesleki yeterliliklere iliskin istatistiksel bulgular
incelendiginde, kisisel ve mesleki becerilerin gelistirilmesinde en diisiik sira ortalamasi ve
puanin ogretmenin dil yeterliligi (madde 9) oldugu goriilmektedir. Bu maddenin diisiik
anlamhlik degeri, bilissel kocluk egitiminin Ingilizce 6gretmenlerinin dil yeterliligi edinme
siireci izerinde anlamli bir etkisi olmadig1 ve calismaya katilan on bes Ingilizce 6gretmeninin
kendi alanlarinda dil yeterliligi konusunda gerekli beceri ve yeterliliklere sahip olduklarinin
bir gostergesi olarak degerlendirilebilir. Ayrica, Ingilizce 6gretmenlerinin uygulama becerileri
kapsaminda biligsel koclugun gelisimi incelendiginde, en diisiik anlamhilik degerine sahip
maddenin teknik ekipman kullanim becerisi (madde 16) oldugu goriilmektedir. Bu durum,
Ingilizce 6gretmenlerinin 6zellikle teknoloji kullanimi konusunda gerekli donammma sahip
olmalar1 ve bu konudaki yeterlilik diizeylerinin yiiksek olmasiyla aciklanabilir. Bu baglamda,
Ingilizce 6gretmenlerinin smifta kullandiklar ders kitaplarini veya yardimea kitaplari, 6grenci
farkliliklarini ve gereksinimleri dikkate alarak teknolojik ekipmanlar aracihigiyla sinif ortamina
aktardiklar1 ve materyallerde doniisiim ve farkhilagtirma uyguladiklar: séylenebilir.

Diger taraftan, bilissel kog¢luk yaklasiminin oOgretmenlerin mesleki ve egitsel
becerilerinin gelisimi {lizerindeki etkilerinin incelendigi onceki ¢calismalar da bu ¢calismanin
sonuglarina benzerlik gostermektedir (Batt, 2010; Carter & Francis, 2001; Costa & Garmston,
2002; Donnelly & Fitzmaurice, 2011; Goker, 2020; Joyce & Showers, 2002; Kennedy, 2016;
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Kennedy & Smith, 2013; Marable & Raimondi, 2007; Uriin Géker & Goker, 2021; Uriin Goker
& Goker, 2024). Soz konusu aragtirmalar, biligsel kocluk yaklagiminin 6gretmenlere kendi
ogretim teknik ve yontemleri ilizerine diisiinme, Ogrenci farklilhiklarindan kaynaklanan
ihtiyaclara uyum saglama, sorunlara ¢oziim iiretme, etkili planlama yapma, sinif yonetiminde
yetkinlik kazanma ve 0z yonetim uygulayicilar1 olma gibi siireclerde giiclii bir destek
sagladigim1 ve bu baglamda ogretmenlerin mesleki gelisimlerine olanak sagladigini ortaya
koymaktadir. Bu arastirmanin bulgularina dayanarak, bu calismanin sonucglarimin da
literatiirdeki diger calismalarla benzer oriintiiler sergiledigi savlanabilir. Bu baglamda, bilissel
kocluk yaklasiminin Ingilizce 6gretmenlerinin simf ici uygulamalarini, 6grenme ve dgretmen
siireclerini ve O0grenci farkliliklarimi analiz etme becerilerini etkiledigi ve 6gretmen olmanin
onemini anlamalarina yardimei olarak profesyonel bir bakis agis1 sagladig: ileri siiriilebilir.

Ek olarak, Ingilizce 6gretmenlerinin egitsel becerilerinin gelisimine iliskin ulagilan
aragtirma sonugclarindan biri olarak biligsel kocluk yaklagiminin, etkili ve anlaml yansitici
pratikler sunarak, 6gretmenin mesleki gelisiminin gerceklesmesinde, 6gretim becerilerinin
gelistirilmesinde ve egitimde bir kontrol aract olarak Ogretim pratiklerinin
gerceklestirilmesinde etkili bir kaynak oldugu goriilmektedir. Ciinkii bilissel kocluk
yaklasiminda onemli bir gelisim alani, Ogretmenlerin yansitma becerilerinin yansitici
uygulamalar yoluyla giiclendirilmesidir. Bu baglamda, yansitma siirecindeki geri bildirimin
Ogretmenin 6grenme ve 0gretme siireciyle iligkili olmas1 gerektigi, aksi takdirde yiizeysel ve
anlamsiz geri bildirimin 6gretmenin zaman icgindeki gelisimine ve 6grenme siirecine katki
saglamayacagi ongoriilmektedir. Dolayisiyla 6gretmenlerin hem yansitici uygulamalarini hem
de ogretim uygulamalarim artirmada, dolayisiyla yeni hedefler belirleme ve bu hedeflere
ulagsmada destekleyici, yapic1 ve anlamh geri bildirimlere ihtiya¢ duyuldugu soylenebilir. Bu
baglamda, 6gretmenlerin meta-biligsel siireclerine iliskin farkindalik kazanmalarimi saglayan
biligsel kocluk yaklagiminin, ogretmenlerin kendi o6gretim uygulamalarimi ve oOgretim
becerilerini analiz edip degerlendirebilmeleri acisindan biligsel becerilerinin gelistirilmesinde
onemli bir islevi oldugu bu aragtirmanin sonuglarindan biridir.

Yapilan pek cok calismada kocluk uygulamalari, etkili ve 6nemli bir yetki kaynagi
olarak, kaliteli ve nitelikli 6gretim pratiklerinin gerceklesmesi ve Ogretmenin egitsel
becerilerinin desteklenmesi amaciyla sunulan 6gretim uygulamalarinin icine yerlesik olarak
konumlanan bir mesleki gelisim stratejisi olarak uygulanmaktadir (Denton & Hasbrouck,
2009; Eger, 2006; Ellison & Haye, 2009; Goker, 2017; Lin, 2012; Neumerski, 2013; Pollara,
2012; Uriin Goker & Goker, 2024). S6z konusu cahsmalar, genel olarak mesleki gelisim amach
kogluk destegi alan ogretmenlerin sorumluluk, destek, eslik, dayamisma ve geri bildirim
boyutlari iceren uygun program sagladiginda ogretimsel davranislarinda onemli ve pozitif
degisimlerin yasandigin1 gostermektedir. Bu kapsamda oOgretmen mesleki gelisimine katki
sagladig diisiiniilen koc¢luk yaklagimlari, 6gretmenler igin is birlikei, etkilesimsel ve kanita dayal
bir yaklagim olarak degerlendirilmektedir. Bu ¢alismanin temel inceleme konusu olan bilissel
kocluk yaklasiminin da oOgretmenlere, yogun, kapsamh ve farkhilastirnlmis destek saglayan
pratikler sunarak 6gretmenlerin kendi 6gretim yasantilarina iligkin yeni uygulama ve pratikleri
dahil etmelerine olanak tamigr goriilmektedir. Bu anlamda bu calismanin bulgular,
ogretmenleri Ogretim siirecinde bilgi ve beceri gelistirmesinde ve bu siirecin planlama,
ogretme, analiz etme ve uygulama gibi tiim asamalarinda bilissel farkindalik yasamasinda ve
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nihai olarak egitsel becerilerinin gelistirmesinde etkili ve anlaml sonuclar ortaya koydugunu
gostermektedir. Bagka bir ifadeyle, bu ¢alismanin temel inceleme konusunu olusturan bilissel
kocluk yaklasiminin, 6gretmene benzer uygulama bicimlerini inceleme ve onlar1 eyleme
yonelten ve yOneten gizli varsayimlari tanima yetenegi sunarak, 6gretmenlerin mesleki
gelisimlerinin artmasina katki sagladig: one siiriilebilir.

Tim bu bilgiler 151g1nda, bilissel kocluk ve egitsel becerilerin gelistirilmesine iliskin bu
calisma sonunda elde edilen sonuclar, giiclii bir denetim ve mentorluk araci olarak bilissel
koclugun, Ingilizce 6gretmenlerinin egitsel becerilerinin gelistirilmesi ve mesleki gelisimleri
iizerinde olumlu bir etkiye sahip oldugunu gostermektedir. Bu anlamda bilissel kocluk egitimi
ile Ingilizce Ogretmenlerinin 6gretim becerilerinin gelisiminde bazi degisimlerin ve
farkindaliklarin ortaya ciktig1 goriilmektedir. Bu kapsamda, Egitim 4.0 yaklagiminin egitim
baglamlarinda yarattigi degisim ve yenilikleri gerceklestirmek icin c¢agdas denetim
yaklagimlar baglaminda biligsel kogluk uygulamasinin bir denetim araci olarak, 6gretmenler
tarafindan edinim ve iglevselliginin farkina varilmasinin, bagka bir ifadeyle, Egitim 4.0'1n
ogretmenlere yiikledigi yeni gorev ve sorumluluklarin gergeklestirilmesinde, degisimi isteyen
birer 0zne olarak Ogretmenlerin, yenilik¢i ve yansitici pratikler iceren biligsel kogluk
yaklagimiyla desteklenmesinin olduk¢a 6nemli oldugu belirtilebilir.

Sonug olarak bu ¢alismanin, biligsel kogluk yaklasiminin 6gretmenlerin egitsel beceri
ve mesleki gelisim {lizerindeki etkisini ortaya koyarak, sinif i¢i planlama ve karar verme,
ogretim stratejileri gelistirme, analiz etme, 6z degerlendirme yapma, yansitmalarda bulunma
gibi biligsel siireclerin iglevine iligkin yeni kavramsal modeller gelistirilmesi kapsaminda
egitim bilimleri alan yazinina teorik acidan katki sagladigi diisiiniilmektedir. Ayrica bu
calismanin, 6gretmenlerin 6z degerlendirme ve yansitici uygulama becerilerini artirarak
mesleki farkindaliklarim gelistirmelerine ve 6gretmenlerin sinif igi 6gretim siireclerini daha
bilin¢li planlanmalarina katki saglamasina iliskin ulasilan sonuclar da uygulama siirecine
yonelik katkilar baglaminda degerlendirilebilir. Kisaca, bu cahsmanmn, Ingilizce
ogretmenlerinin, biligsel kog¢luk egitim aracihigiyla, 6gretim baglamlarinda kullandiklar egitim
iceriklerini uyarlama ve ogretim yontem ve tekniklerinde iyilestirmeler yapma konusunda
beceri ve yeteneklerine iliskin inanclarim1 degerlendirmeleri ve mesleki deneyimlerini
zenginlestirmeleri icin bir temel sagladigi diisiiniilmektedir.

Oneriler

Bilissel kocluk yaklasiminin Ingilizce 6gretmenlerinin egitsel becerilerinin gelisimini
desteklemek amaciyla giiclii bir mentorluk araci olarak ele alindig1 bu ¢alismanin sonuclar:
Ingilizce 6gretmenleri acisindan énemli ¢cikarimlar sunmakla birlikte, sonuclar bu calismanin
siirliliklar1 ve orneklemi cercevesinde degerlendirilmistir. Bu baglamda, bilissel kocluk
alaninda yapilacak ileriki calismalarda, Ingilizce Ogretmenlerinin egitsel becerilerinin
gelisimini daha genis bir perspektiften gorebilmek adina farkl 6rneklem biiytikliikleri ve daha
uzun egitim siireleri planlanarak uygulanabilecek bilissel kocluk egitim programinin
gelistirilmesinin literatiire katk: saglayacag1 ongoriilebilir. Ayrica, biligsel kocluk yaklagiminin
farkh alanlarda calisan 6gretmenler tizerindeki etkililigini 6lcmek ve farkli konu alanlarina
0zgii degisimleri analiz etmek igin farkhi branslardaki 6gretmenleri kapsayan calismalara
ihtiyac duyulabilir. Bu ¢alismanin sinirhiliklar1 kapsaminda, biligsel kocluk yaklagiminin,
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ogretmenlerin egitsel becerilerinin gelisimine etkisinin farkl egitim ortami, farklh mesleki
deneyim veya cinsiyet gibi farkli degiskenler baglaminda gelisimini inceleyen calismalarin
yapilmasi onerilebilir.

Diger yandan Tiirk alan yazininda, biligsel kogluk yaklagiminin, 6gretmenlerin egitsel
beceriler ve 6z-yeterlik algilariin gelisimine (Goker, 2020; Uriin Goker & Goker, 2021; Uriin
Goker & Goker, 2024; Pilevne, 2024) ve okul yoneticilerinin etkililigin artmasina ve 6grenci
basarisinin gelisimine (Akyildiz, 2015; Bulut, 2009; Ceylan, 2011; Demir, 2009; Demir &
Doganay, 2010; Demir & Bal, 2011) iliskin degiskenler kapsaminda etkisinin arastirildig
calismalara rastlanmaktadir. Bu baglamda Tiirk alan yazininda biligsel koglugun yalmizca soz
konusu degiskenler kapsaminda incelendigi goriilmektedir. Bu acidan Tiirk alan yazinina katki
saglayacag diisiiniilerek, biligsel kocluk yaklagiminin, s6z konusu degiskenlere ek olarak,
ogretmenlerin yansitma becerilerinin gelisimi, profesyonel okul kiiltiirii ve ikliminin olusumu,
ogretmenler arasi is birligi ve dayanismanin yaratilmasi, mesleki doyumun artmasi ve mesleki
gelisime etkisi kadar 6gretmenlerin kisisel gelisiminin desteklenmesi gibi farkli degiskenler
cercevesinde etkisinin incelendigi ¢alismalara ihtiya¢ duyulabilir.
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