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Abstract: Lifelong learning encompasses all learning experiences that an individual engag-
es in throughout their life. So, it is important to examine not only individuals’ tendencies to
participate in lifelong learning (LLL) activities, but also the effects of these processes on in-
dividuals. The study aimed to uncover experimental evidence regarding how LLL contrib-
utes to the development of meaningful learning self-awareness. This study was conducted on
365 participants in vocational training courses. This study offers implications for the effect of
LLL on meaningful learning self-awareness. A correlational quantitative research design was
adopted, and purposive sampling was used to select participants. Data were collected using
the Lifelong Learning Scale and the Meaningful Learning Self-Awareness Scale. Descriptive
statistics were calculated to determine the levels of the variables, while ANOVA tests were
conducted to examine whether these variables differed according to demographic character-
istics such as education level and labour status. The results showed that participants’ lifelong
learning and meaningful learning self-awareness levels differed significantly according to
education level, while lifelong learning levels also differed significantly according to labour
status. Overall, the findings suggest that lifelong learning tendencies play an important role
in enhancing individuals’ awareness of meaningful learning processes and may contribute to
more conscious and reflective learning experiences. In addition, Pearson correlation analysis
was used to investigate the relationship between lifelong learning and meaningful learning
self-awareness, and simple linear regression analysis was conducted to examine the predic-
tive role of lifelong learning. The findings revealed a moderate, positive, and statistically
significant relationship between lifelong learning and meaningful learning self-awareness
(r = .566, p < .01). Regression analysis further indicated that lifelong learning significantly
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predicts meaningful learning self-awareness (B = .566, p < .01) and explains approximately
32% of the variance in this variable (R? = .320).

Keywords: Lifelong Learning, Vocational Training, Adult Education, Meaningful Learning,
Self-Awareness

Introduction

Lifelong learning (LLL) has increasingly come to the forefront of educational research and
policy discourse, attracting sustained attention from international organizations and national
governments. Although the concept emerged in the early twentieth century, it regained prom-
inence in the 1960s under terms such as continuing education, adult education, and éducation
permanente, particularly through the initiatives of the Council of Europe, UNESCO, and
the OECD (Jallade & Mora, 2001). Since then, LLL has evolved into a central framework
guiding educational reforms aimed at expanding learning opportunities across the lifespan.

Traditionally, LLL has been closely associated with adult education, which historically fo-
cused on providing learning opportunities outside formal schooling and responding to labour
market demands. Contemporary policies continue to reflect this orientation, as evidenced by
the rapid growth of vocational and certificate programs designed to enhance employability
and workforce adaptability. In this respect, LLL is frequently conceptualized within a human
capital paradigm emphasizing economic productivity and competitiveness (Field, 2006).

However, the intellectual foundations of LLL extend beyond employability. Earlier formula-
tions of “lifelong education” emphasized collective responsibility, democratic participation,
and social transformation (Faure et al., 1972). Adult education has long been viewed as a
vehicle for democratic engagement and empowerment, fostering egalitarian and dialogical
learning environments (English & Mayo, 2012). The conceptual shift from “lifelong educa-
tion” to “lifelong learning” reflects a broader transformation from state-centered educational
provision to individualized responsibility for skills development, with significant social and
financial implications across different social classes (Biesta, 2015; English & Mayo, 2012).

In parallel with these policy transformations, LLL has been associated with personal de-
velopment outcomes such as cognitive growth, problem-solving ability, and self-awareness
(Debbarma & Shivam, 2024). Despite numerous of research on participation patterns, access
barriers, and policy frameworks in LLL (Kim et al., 2004; Field, 2006), empirical evidence
concerning its qualitative learning outcomes remains comparatively limited. In particular, the
relationship between LLL participation and deeper constructs such as meaningful learning
and self-awareness has received insufficient systematic investigation. Much of the literature
prioritizes structural determinants of participation rather than examining how adult learn-
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ers experience and internalize learning processes within vocational and certificate programs.
Moreover, the potential influence of demographic variables—such as educational attainment
and labour market status—on these psychological and cognitive outcomes remains underex-
plored.

This gap is significant for both theoretical and practical reasons. If LLL is to function not
merely as an instrument of employability but as a mechanism for fostering resilience, demo-
cratic agency, and transformative learning, its impact on meaningful learning and self-aware-
ness must be more rigorously examined. Understanding these relationships is particularly
crucial in contexts where individuals increasingly bear responsibility for their own skill de-
velopment and career sustainability.

Therefore, this study aims to investigate the relationship between participation in LLL—
specifically within vocational and certificate programs—and the development of meaning-
ful learning and self-awareness among adult learners. It further examines how demographic
variables, including education level and labour status, shape these outcomes. By addressing
this underexplored dimension of LLL, the study contributes to the literature by shifting the
analytical focus from participation and access toward deeper learning processes and reflec-
tive development in adult education contexts.

Theoretical Framework

This study is grounded in the assumption that lifelong learning (LLL), meaningful learning,
and self-awareness constitute an interrelated developmental system in adult learning. The
theoretical basis integrates three main aspects those are; lifelong learning theory, meaningful
learning and self-awareness theory, and adult developmental concepts.

The European Commission (2001) defines lifelong learning as intentional learning activities
undertaken throughout life to enhance knowledge, skills, and competencies for personal,
social, and professional development. Similarly, Watson (2003) emphasizes that LLL equips
adults with the skills and awareness required to navigate changing life conditions. Within
this framework, LLL is not merely participation in education, but an ongoing developmental
orientation. To clarify the relationship between LLL and meaningful learning self-awareness,
related concepts must first be explained.

Self-awareness, a central construct in adult development, is conceptualized as both aware-
ness of oneself and one’s relationship with others and society, and as a process of internal
growth rather than a discrete, performative skill (Jaakkola et al., 2022). It involves reflec-
tive recognition of internal states, emotions, values, strengths, and limitations (Carden et
al., 2022; Church, 1997; Showry & Manasa, 2014). Developmental theorists such as Kegan
(1982) and Laske (1999) frame self-awareness as a structural transformation in adult mean-
ing-making capacity.
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Meaningful learning represents the cognitive mechanism connecting LLL and self-aware-
ness. Drawing on Ausubel’s (1968) theory, meaningful learning occurs when new infor-
mation is integrated into existing cognitive structures rather than memorized mechanically.
Nesbit et al., (2004) contributes to discussions of meaningful learning and adult education
by proposing a systematic evaluation framework for digital learning objects that promotes
learner engagement, pedagogical quality, and collaborative professional development, which
are essential components of effective e-learning for adult learners. Marton et al. (1984) dis-
tinguish between surface/reception learning and deep/discovery learning, the latter aligning
with meaningful learning. This construct emphasizes internal cognitive restructuring, reflec-
tion, and knowledge construction. From this perspective, self-awareness functions as both a

precondition and an outcome of meaningful learning processes.
Interrelationship between lifelong learning, meaningful learning, and self-awareness

Existing literature suggests that LLL environments may foster meaningful learning, which in
turn supports reflective processes and identity development. Lau (2006) highlights that LLL
requires appropriate attitudes and self-regulated learning skills, reinforcing metacognitive
awareness. Empirical research indicates that participation in LLL is associated with profes-
sional growth, community engagement, and autonomy (Ullman et al., 2011). The research
by Skaniakos and Piirainen (2019). emphasizes that professional and personal experiences
intertwine, helping participants develop self-understanding and professional competence.

Talmage and Knopf (2018) found that older adults engaged in university-based lifelong learn-
ing articulated reflective “big and beautiful questions” that connected curiosity with wisdom,
suggesting that participation fosters self-awareness and meaningful, purpose-driven learning in
later life. Meaningful learning—understood as the integration of new knowledge into existing
cognitive structures in ways that foster deep understanding (Ausubel, 1968) —is central to this
developmental perspective. Self-awareness, defined as the capacity to reflect on one’s beliefs,
behaviours, and learning processes, is widely recognized as essential for personal and profes-
sional growth (Klimoski & Hu, 2011; London, et al., 2022). In rapidly changing social and
technological contexts, adults are expected not only to update their skills but also to cultivate
reflective capacities that enable adaptability and resilience (Caffarella, 2001).

Vocational education and training (VET) constitute a key institutional context for adult LLL.
State-supported vocational programs not only provide professional qualifications but also
opportunities for reflective development and personal awareness (Coelli & Tabasso, 2019).
Moreover, research in professional fields demonstrates that LLL awareness enhances deci-

sion-making and reflective competence (Acar et al., 2023).

Gender-focused studies further demonstrate that participation in lifelong learning can fos-
ter empowerment and self-awareness, particularly among women (Stromquist, 2004). These
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findings suggest that LLL may operate as a transformative developmental space rather than
solely a skills-acquisition mechanism. Although numerous studies examine: determinants of
LLL participation, competencies required for lifelong learning, or the outcomes of profes-
sional training, there is limited empirical research directly examining how participation in
LLL activities fosters meaningful learning and self-awareness simultaneously, particularly
within vocational education contexts.

Many studies focus on individuals who already display high levels of self-directedness or
self-awareness (London et al., 2022), rather than investigating whether structured LLL par-
ticipation itself cultivates these qualities. Additionally, research often analyse meaningful
learning and self-awareness as separate outcomes without analysing their developmental in-
terconnection.

Thus, it can be said that the literature lacks:

1. An integrated model linking LLL participation, meaningful learning processes, and
self-awareness development.

2. Empirical examination of how demographic variables interact with these constructs
in vocational adult education settings.

3. Evidence clarifying whether vocational training environments function as develop-
mental spaces beyond skill acquisition.

This study adopts an integrated developmental perspective, proposing that participation in
lifelong learning—particularly vocational training—creates cognitive and reflective condi-
tions that promote meaningful learning, which in turn enhances self-awareness.

By examining how demographic variables influence LLL tendencies and how participation
in vocational training courses contributes to meaningful learning and self-awareness, this
research addresses the identified gap and contributes:

- A clarified conceptual linkage between LLL, meaningful learning, and self-aware-
ness,

- Empirical evidence from vocational education contexts,
- Adevelopmental interpretation of adult learning beyond labor-market adaptation.

Hence, understanding LLL as a reflective and meaning-making process shifts adult education
planning from participation metrics toward developmental outcomes. Strengthening lifelong
learning competencies may therefore enhance not only professional adaptability but also
reflective capacity and personal growth.
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This framework positions adult vocational education as a potential site of transformative
development, thereby expanding the conceptual scope of lifelong learning research.

Hypotheses

This article aims to examine how the variables of education level and labour status influence
the interrelation among LLL, meaningful learning, and self-awareness. To achieve this, the
following hypotheses were formulated to guide the study:

H1: There is a positive and significant relationship between lifelong learning and meaningful
learning self-awareness.

H2: Lifelong learning and meaningful learning self-awareness differ significantly across par-
ticipants’ education levels.

H3: Lifelong learning and meaningful learning self-awareness differ significantly across par-
ticipants’ labour status.

Methodology

In this study, it was aimed to examine the relationship between LLL and meaningful learn-
ing self-awareness and to evaluate whether these two concepts differ in terms of some de-
mographic variables. A correlational research model was used to examine the relationship
between learners’ meaningful learning self-awareness and LLL. Correlational studies are a
basic tool that aims to determine the direction and degree of these relationships by analys-
ing the relationships between two or more variables and to reach meaningful results in the
data analysis process (Hedges & Rhoads, 2010; Steinkamp & Machr, 1983). In the study,
quantitative research methods were used and statistical analyses were used to determine the
relationships between variables and to test the differences between groups.

The primary reason for choosing a correlational research model in this study is to examine
the relational structure between lifelong learning and meaningful learning self-awareness.
The aim of the study is not to establish a causal relationship between the variables, but rather
to reveal how these variables change together and in what direction they are related. In this
respect, the correlational model offers an approach consistent with the research questions and
hypotheses.

Furthermore, correlational designs are frequently used in many studies in the fields of adult
education and lifelong learning to examine the relationships between individuals’ learning
tendencies, awareness levels, and cognitive processes. Since this study is exploratory in na-
ture, the findings obtained through correlational analyses are intended to form a basis for

future experimental or longitudinal research. Therefore, the chosen research model is consis-
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tent with the aim and scope of the study. In this context, firstly, the sample of the study, data
collection tools, and the data collection process and analysis used are explained in detail.

Sample of the study

This study was conducted with 365 participants with different demographic characteristics.
98.6% of the participants were female, and only 1.4% were male. In terms of marital status,
78.1% of the participants were married, 9.3% were single, 6.8% were widowed, and 5.8%
were divorced. In terms of age groups, 81% of the participants are between the ages of 40-69.
The 50-59 age group (35.3%) is particularly prominent. Considering the course attendance
period, 70.1% of the participants attended courses for 4 months or longer. In terms of labour
status distribution, 46.8% of the participants are housewives and 38.1% are retired. In terms
of education level, 42.5% of the participants are bachelor’s degree graduates, and 34.2% are
high school graduates. The rate of master’s and doctoral graduates is 7.1%. Table 1 shows the
demographic characteristics of the participants.

Table. 1 Demographic Characteristics of the Participants (N = 365)

Variable Category f %
Female 360 98.6
Gender
Male 5 1.4
Married 285 78.1
Single 34 9.3
Marital Status Widowed 25 6.8
Divorced 21 5.8
20-29 8 22
30-39 28 7.7
40-49 90 24.7
Age Group 50-59 129 353
60-69 77 21.1
70 and above 33 9.0
. Less than 4 months 109 29.9
Course Attendance Period
4 months or longer 256 70.1
Housewife 171 46.8
Retired 139 38.1
Labour Status Employed 33 9.0
Unemployed 22 6.1
Primary School 24 6.6
Secondary School 35 9.6
High School 125 342
Education Level Bachelor’s Degree 155 42.5
Master’s/Doctorate 26 7.1
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The sample for this study consisted largely of female participants (98.6%). This is directly
related to the structural characteristics and target audience of the institution where the re-
search was conducted (BELMEK Vocational Training Courses). Since these courses primar-
ily offer vocational and personal development programs for women, the gender distribution
of the sample reflects the natural structure of the population. However, this homogeneous
gender distribution limits the generalizability of the findings to male participants and adult
learner groups with a more balanced gender distribution. Therefore, the results should be
evaluated particularly in the context of lifelong learning tendencies and meaningful learning
self-awareness among adult women. Working with more balanced and diversified samples in

future research will strengthen the generalizability of the findings.

BELMEK vocational training courses were chosen as the application area for this research.
The institution was selected because of its accessibility to researchers, its structured training
programs for adult learners within the scope of non-formal education, and its large number
of trainees. During the data collection period, there were approximately 1,200 active adult
trainees at BELMEK.

The required sample size was determined using the sample size calculation method employed
for finite populations. Assuming a 95% confidence level and a 5% sampling error, the min-
imum sample size required for the research was determined to be approximately 291 indi-
viduals. To increase the representativeness of the research and to ensure greater inclusion of
participants with diverse demographic characteristics, data was collected from a total of 365

adult trainees who voluntarily participated in the data collection process.

Participation in the research was entirely voluntary, and no incentives were offered to partic-
ipants. Announcements of participation were made through the institution’s official commu-
nication channels. This approach ensured the inclusion of adult learners with diverse char-
acteristics within a single institutional context; however, it should be considered that the

generalization of the findings to all adult learning environments may be limited.
Data collection tools

The data of the study were collected using the “Lifelong Learning Scale” and “Meaningful
Learning Self-Awareness” scales. These scales are measurement tools with validity and reli-
ability studies. These instruments used in data collection play an important role in answering
the main research questions of the study. Both scales are self-report instruments; therefore,
they capture participants’ perceived competencies and awareness rather than objective per-
formance. The reliance on self-report data is a limitation, as it reflects perceptions of learning

rather than directly measured learning outcomes.

193



194

Deniz YALCINKAYA | Osman OZDEMIR

Lifelong learning scale

The Lifelong Learning Scale, originally developed by Wielkiewicz and Meuwissen (2014),
is a 16-item scale that aims to assess individuals’ lifelong learning competencies. The scale
has a Likert-type structure ranging from “I1-Never” to “5-Always”. The scale, which was
adapted into Turkish by Engin, Kor, and Erbay (2017), was tested on 727 university students.
Exploratory and confirmatory factor analyses revealed that the scale retained its original un-
idimensional structure. A single-factor structure explaining 52.65% of the total variance was
formed. Kaiser-Meyer-Olkin (KMO) value was found to be 0.95, and Bartlett’s Test of Sphe-
ricity was found to be significant at p<0.001 level. These values indicate that there is a data
set suitable for factor analysis. Cronbach’s Alpha internal consistency coefficient of the scale
was calculated as 0.93. This high reliability coefficient indicates that the Turkish version of
the scale is a reliable measurement tool. The final version of the scale was validated with a
total of 15 items. In the present study, the internal consistency of the scale was retested, and
the Cronbach’s Alpha coefficient was calculated as .86. This finding indicates that the scale
produces reliable results in a different adult sample as well.

Meaningful learning self-awareness scale

The scale developed by Meydan (2018), based on David P. Ausubel’s meaningful learning
theory, was designed to measure students’ awareness in learning processes. The scale consists
of 24 items in five sub-dimensions. These sub-dimensions are: (i) Cognitive self-regulation
and transfer, (ii) Analysing newly learned subject, (iii) Comparing and relating between pre-
liminary and newly learned knowledge, (iv) Reviewing preliminary information, (v) Evalu-
ating the newly learned information. The scale was prepared in a five-point Likert-type scale.
The scale reached a five-factor structure explaining 59.45% of the total variance. Factor
loadings were above 0.50, which shows that the scale is compatible with its theoretical struc-
ture. The KMO value was calculated as 0.89, and Bartlett’s test was significant at the p<0.001
level. These values indicate that the sample size is sufficient, and the data set is suitable for
factor analysis. The overall Cronbach Alpha coefficient of the scale was found to be 0.913.
The reliability coefficients of the sub-dimensions are 0.859, 0.848, 0.782, 0.661, and 0.883,
respectively. These values indicate that both the general and sub-dimensions of the scale are
reliable. In the item analysis results of the scale, it was found that the corrected item-total
correlations were between 0.35 and 0.64.

In this study, the Cronbach Alpha internal consistency coefficient of the Cognitive self-reg-
ulation and transfer sub-dimension of the Meaningful Learning Self-Awareness scale is cal-
culated as .88, analyzing the newly learned subject sub-dimension is .90, comparing and
relating between preliminary and newly learned knowledge is .85, reviewing of preliminary
information is .77 and evaluating the newly learned information is .88. The total Cronbach
Alpha internal consistency coefficient of the Meaningful Learning Self-Awareness scale is
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.94. KMO value is found to be 0.93 and Bartlett’s Test of Sphericity was found to be signif-
icant at p<0.001 level.

While the fact that both measurement tools are self-report-based, generating data based on
individuals’ perceptions and evaluations, is a limitation that should be considered, self-report
scales are known to be a widely accepted method in studies examining individual awareness
and learning processes in the fields of adult education, lifelong learning, and self-awareness.
In this context, it can be said that the measurement tools used are sufficient in terms of va-
lidity and reliability and provide appropriate measurements in line with the objectives of the
research.

Data collection process

The data collection process involved adult learners enrolled in vocational courses at Belmek
(Ankara Metropolitan Municipality, Belmek Vocational Training Courses). BELMEK was
opened in 1994 with the slogan “Every house will be a workshop” in order to spread the
awareness of culture, art and aesthetics in society, to contribute to the protection and devel-
opment of our cultural richness, to equip our women with new knowledge and skills, to make
them professional, to strengthen their family economies, to give our women the habit of liv-
ing together and working in a planned manner, to reinforce the sense of friendship, solidarity
and trust in society, and to ensure the efficient use of free time.

A purposive sampling method was used, targeting participants who met the inclusion criteria
of being over 18 years old and actively enrolled in courses during the data collection period.
The scales were administered to assess attitudes, skills, and knowledge relevant to the vo-
cational training context. Data collection occurred during scheduled sessions at the training
centers, where participants were provided with clear instructions and assured of confidential-
ity. Each participant completed the scales in approximately 10-20 minutes. Informed consent
was obtained before participation, and ethical approval was secured from the relevant com-
mittee.” The data was gathered by 365 participants at Belmek. Following the data cleaning
process, no forms were found to be incomplete or contain errors that could affect the analysis
process. Therefore, the entire dataset was included in the analysis process, and the research
analyses were performed using data from 365 valid participants.

Data analysis procedure

The data collected in the study were analysed in line with the research objectives. Since
the study was designed based on a correlational model, the analyses focused on identify-
ing relationships among variables rather than making causal inferences. Initially, the dataset
was screened for missing or erroneous values, and the necessary data cleaning procedures
were performed. Subsequently, descriptive statistics were calculated to summarize the de-
mographic characteristics of the participants. Frequency and percentage distributions were
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used to describe variables such as gender, age, education level, and labour status. The internal
consistency reliability of the scales used in the study was evaluated using Cronbach’s Alpha
coefficient. In addition, Kaiser—Meyer—Olkin (KMO) and Bartlett’s Test of Sphericity were
conducted to examine the suitability of the data for factor analysis and to assess construct
validity. The KMO test evaluates the adequacy of the sample for factor analysis, whereas
Bartlett’s test determines whether the correlation matrix significantly differs from an identity
matrix.

To test H1, which examines the relationship between lifelong learning and meaningful learn-
ing self-awareness, Pearson correlation analysis was conducted.

To test H2, which investigates whether lifelong learning and meaningful learning self-aware-
ness differ according to participants’ education levels, one-way analysis of variance (ANO-
VA) was performed.

To test H3, which examines whether lifelong learning and meaningful learning self-aware-
ness differ according to labour status, one-way ANOVA was also conducted.

When the ANOVA results indicated a statistically significant difference between groups,
Scheffe post-hoc test was applied to determine between which specific groups the differences
occurred. All statistical analyses were performed using SPSS 22.0, and the level of signifi-
cance was set at p < .05.In this study, the Cronbach Alpha internal consistency coefficient of
the Lifelong Learning Scale is calculated as 0.86. Kaiser-Meyer-Olkin (KMO) value is found
to be 0.88, and Bartlett’s Test of Sphericity was found to be significant at p<0.001 level.

Ethical considerations

In order to collect data from participants attending vocational training courses at Belmek, a
petition was submitted to the Ankara Metropolitan Municipality, Belmek Vocational Training
Courses Vocational Training Branch Directorate, with a letter of the decision of the ethics
committee. After obtaining approval for the study, the questionnaire form consisting of the
scales was shared with the said directorate via a link. The officials at the directorate shared
this survey link with the participants and thus enabled the willing participants to answer the
questionnaire.

Written informed consent was obtained from all participants after providing detailed infor-
mation about the study’s purpose, procedures, and their rights, including the right to with-
draw without any hesitation.

Participants’ data were anonymized, and all personal identifiers were removed to ensure confiden-
tiality. Data was securely stored and accessible only to authorized researchers. Participation in this
study was entirely voluntary, and no participant faced any force or undue influence.
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Ethical approval: This study was approved by the Scientific Ethics Review Board of Selcuk
University (Approval No: 2024/06 Date: 28/05/2024). All procedures were conducted fol-
lowing the ethical standards outlined by the Declaration of YOK (Higher Education Council)
in Tiirkiye.

Findings

Findings section presents the findings obtained from the statistical analyses conducted to test
the hypotheses of the study. In total, three hypotheses were formulated to examine the rela-
tionships between lifelong learning and meaningful learning self-awareness, as well as the
potential differences in these variables across participants’ education levels and labour status.

First, descriptive statistics of the variables included in the study are presented to provide
a general overview of participants’ lifelong learning tendencies and meaningful learning
self-awareness levels. Subsequently, correlation and regression analyses are reported to test
H1, which examines the relationship between lifelong learning and meaningful learning
self-awareness. Finally, ANOVA analyses are presented to test H2 and H3, which investigate
whether lifelong learning and meaningful learning self-awareness differ according to partici-
pants’ education levels and labour status. The findings are presented in tables and interpreted
sequentially in line with the research hypotheses. Table 2 provides the descriptive statistical
results for the scales used in the study, offering a detailed overview of the participants’ life-
long learning and meaningful learning self-awareness.

Table 2. Descriptive Data of the Scales

Variable Sub-dimensions n Min Max X Ss
Lifelong Learning 365 1.93 5.00 3.77 .56
Cognitive Self-Regulation and 365 1.00 5.00 410 48
Transfer
Analyzing
365 2.13 5.00 4.19 46
Newly Learned Subject
Meaningful Learning Comparing ar}d Relating
Between Preliminary and Newly
Self-Awareness Learned 365 175 500 410 .56
Knowledge
Reviewing of Preliminary

. 365 1.67 5.00 4.16 47
Information

Evaluating the Newly Learned
Information
Total Mean Score 365 1.92 5.00 4.13 42

365 1.00 5.00 393 75
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In the study, arithmetic mean ranges were considered in interpreting the scale scores. Ac-
cordingly, 1.00—1.80 was considered very low, 1.81-2.60 low, 2.61-3.40 medium, 3.41-4.20
high, and 4.21-5.00 very high. The average scores obtained in accordance with this classifi-
cation were interpreted. According to Table 2, the mean total score for the lifelong learning
scale is 3.77 (Ss=.56), and it is seen that the participants have a generally high tendency in
this sense. The mean score for the cognitive self-regulation and transfer sub-dimension of the
meaningful learning self-awareness scale is 4.10 (Ss=0.48). This rate shows that the partici-
pants use this skill at a high level. In analysing the newly learned subject sub-dimension, the
mean score is 4.19 (Ss=0.46). This dimension stands out as one of the highest sub-dimension
scores. The mean of the sub-dimension of comparing and relating between preliminary and
newly learned knowledge is 4.10 (Ss=0.56). This reveals that the participants are success-
ful in making associations during learning. The mean score in the reviewing of preliminary
information sub-dimension is 4.16 (Ss=0.47). This rate shows that the participants attach
importance to reevaluating their prior knowledge. The mean score of 3.93 (Ss=0.75) in eval-
uating the newly learned information sub-dimension is relatively low compared to the other
sub-dimensions. The total mean score of all sub-dimensions is 4.13 (Ss=0.42), indicating that
the participants’ self-awareness of meaningful learning is quite high. In general, it is seen
that the participants have a strong tendency in both lifelong learning and meaningful learning
self-awareness; especially analytical thinking, association, and evaluation skills come to the
fore.

According to the correlation analysis, there is a moderate positive statistically significant
relationship between the two variables (r = .566, p < 0.01). The fact that the obtained rela-
tionship is statistically significant (p <.01) reveals that the link between these two variables
is not coincidental and reflects a strong relationship. This finding can be interpreted as the
level of lifelong learning increases; the participants’ self-awareness of meaningful learning
also increases. The analysis of the data of 365 participants in the study shows that individ-
uals’ predisposition towards lifelong learning is directly related to their capacity to make
sense of and consciously direct the learning process. In conclusion, this finding suggests that
developing lifelong learning skills can increase individuals’ ability to process and evaluate
information more consciously and meaningfully in their learning processes.

Table 3 presents the results of the ANOVA analysis, which examines whether there are sig-
nificant differences in participants’ lifelong learning and meaningful learning self-awareness
levels across participant education levels (primary school, high school, bachelor’s degree,
master’s, and Phd degree).

Table 3. Descriptive and ANOVA Results for Participants’ Lifelong Learning and Meaning-
ful Learning Self-Awareness Levels by Participant Education Levels
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Participant S Mean
Scales Education Levels " X D DF Squares F p
Primary School 59 3.50 .63 3 2409  8.011 .001
High School 125 3.76 .54 361 396
Lifelong Learning s
Total Mean Score Bachelor’s Degree 155 3.84 51 364
Master’s and Phd 2% 406 50
Degree
Total 365 377 .56
Primary School 59 397 .60 3 .664 3.843 .010
. High School 125 412 .38 359 173
Meaningful
Learning Self- R
Bachelor’s Degree 155 4.17 .36 362
Awareness Total
M )
ean Score Master’s and Phd 2% 423 34
Degree
Total 365 413 42

Note. p <.05 was accepted as the level of statistical significance. *p <.05. Lifelong Learning:
F(3, 361) = 8.011, p < .001; Meaningful Learning Self-Awareness: F(3, 359) = 3.843, p =
.010. Post-hoc comparisons were conducted using the Scheffé test.

Table 3 shows the ANOVA analysis results examining the differences between lifelong learn-
ing and meaningful learning self-awareness levels according to the participants’ educational
levels. According to the ANOVA results, participants’ lifelong learning levels show a sig-
nificant difference according to their education levels (F[3, 361]=8.011, p<.001). When the
mean scores are analysed, it is seen that lifelong learning scores increase as the level of
education increases. The average score for primary school graduates was calculated as 3.50,
and for master’s or doctorate graduates as 4.06. According to the Scheffe test results, there
are significant differences between primary school graduates and groups with other education
levels. The difference between primary school graduates and high school graduates (MD=
-.25733, p=.033), the difference between primary school graduates and university graduates
(MD= -.33561, p=.001), and the difference between primary school graduates and master’s
and doctorate graduates (MD= -.56338, p =.000) are statistically significant.

The participants’ meaningful learning self-awareness levels also showed a significant differ-
ence according to their education levels (F[3, 359]=3.843, p=.010). Mean scores show that
the higher the educational level, the higher the level of meaningful learning self-awareness.
The mean score of primary school graduates was calculated as 3.97, while the mean score of
master’s or doctorate graduates was calculated as 4.23. According to the Scheffe test results,
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significant differences were found especially between primary school graduates and univer-
sity graduates (MD -.19916, p =.022).

The findings show that education level is effective on both lifelong learning and meaningful
learning self-awareness. It is seen that individuals with higher levels of education have higher
levels of lifelong learning and meaningful learning skills. This situation reveals that educa-
tion has an important role in developing individuals’ learning skills. Table 4 below shows
ANOVA results for participants’ lifelong learning and meaningful learning self-awareness

levels by participants’ labour status.

Table 4. Descriptive and ANOVA Results for Participants’ Lifelong Learning and Meaning-
ful Learning Self-Awareness Levels by Participants’ Labour Status

Scales and Participants’ labour " X sD DF Mean F »
status Squares
Housewife 171 364 57 5 1449 4798 000
UnemployedorJob 5 409 39 358 302
Seeking
Works én the Public 16 402 54 363
ector
Lifelong Learning Works in the Private
Total Mean Score Sector 9 399 42
Ownls) h1§/her own 10 374 69
usiness
Retired 139 385 .52
Total 365 377 .56
Housewife 171 407 46 5 326 1.863 .100
UnemployedorJob o 57 35 356 75
Seeking
Works én the Public 16 421 45 361
Meaningful ector
Learning Self- Works in the Private
Awareness Total Sector 9 3.98 14
Mean Score i
Owns h1§/her own 10 426 0
business
Retired 139 417 37
Total

365 413 42
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When Table 4 is examined, the total lifelong learning scores of the participants show a signif-
icant difference according to their labour status (F[5, 358] =4.798, p <0.001). These findings
indicate that individuals’ labour status may affect their lifelong learning levels. Unemployed
or job-seeking individuals have the highest lifelong learning total score (= 4.09). This group
seems to be more open to learning activities and adopts lifelong learning. According to the
results of the Scheffé test conducted to examine the differences between the groups, the
difference between housewives and unemployed or job-seeking participants (MD= -.45025,
p=.037) and the difference between housewives and retired participants (MD= -.21098, p=
.048) are statistically significant. These findings may suggest that housewives have limited
access to learning opportunities; unemployed or job-seeking participants and retired partic-
ipants show a higher propensity towards lifelong learning than housewives. No significant
difference was observed among other labour status groups.

Participants’ meaningful learning self-awareness total scores do not show a It is understood
that these groups have a positive attitude towards learning activities. Participants working in
the private sector (= 3.98) have the lowest mean. This may indicate that private sector em-
ployees spend less time learning due to work intensity. Although there is no significant dif-
ference, there is a striking difference between self-employed individuals and those working
in the private sector. Significant difference according to their labour status (F[5, 356] = 1.863,
p = 0.100). However, when the averages between the groups are analyzed, self-employed
participants had the highest average (= 4.26). This suggests that participants’ awareness of
learning may be higher in independent work environments. Participants who are unemployed
or looking for a job (= 4.27) and participants working in the public sector (= 4.21) also show
high averages.

As a result, in terms of LLL, there is a significant effect of the participants’ labour sta-
tus variable. In particular, unemployed or job-seeking participants exhibit a higher level of
learning awareness. Housewives, on the other hand, have the lowest level of lifelong learn-
ing. Although there is no significant effect of labour status in terms of meaningful learning
self-awareness, it is noteworthy that self-employed individuals and unemployed individuals
have high scores. The low averages of private sector employees should be taken into con-
sideration. The relationship between participants lifelong learning and meaningful learning
self-awareness levels is shown in Table 5.

Table 5. Correlation Analysis Results

Lifelong Learning Meaningful Learning Self-Awareness
Pearson Correlation Sig. (2-tailed) n
Total Mean Score 566%* .000 365

** Correlation is significant at the 0.01 level (2-tailed); **p<0.01, *p<0.05
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Table 5 shows the relationship between participants’ lifelong learning levels and their mean-
ingful learning self-awareness. According to the correlation analysis, there is a moderate
positive statistically significant relationship between the two variables (r = .566, p < 0.01).
This finding can be interpreted as the level of lifelong learning increases, the participants’
self-awareness of meaningful learning also increases. In conclusion, this finding suggests
that developing lifelong learning skills can increase individuals’ ability to process and evalu-
ate information more consciously and meaningfully in their learning processes.

Further insights into how lifelong learning predicts participants’ meaningful learning
self-awareness are explored in Table 6.

Table 6. Simple Linear Regression Analysis Between Variables

B SHB p t V4
Constant 2.524 125 - 20.248 .000
1- Lifelong Learning 425 .033 .566 13.029 .000

n=365, R=.566, R*=.320, p<.01

Note. Dependent variable is Meaningful Learning Self-Awareness

Table 6 presents the findings of the simple linear regression analysis showing the extent to
which lifelong learning predicts participants’ meaningful learning self-awareness. It is seen
that lifelong learning variable significantly predicts meaningful learning self-awareness (f =
.566, p < .01). The lifelong learning variable explains approximately 32% of the change in
the level of meaningful learning self-awareness (R2=.320). In conclusion, it can be said that
lifelong learning shows a strong association with meaningful learning self-awareness, and
the positive relationship between these two variables emphasizes the importance of lifelong
learning skills in learning processes.

Discussion

It is important to acknowledge that the present study employed a cross-sectional, non-ran-
dom, convenience sample. Therefore, the findings should be interpreted as associative rather
than causal, and generalizations to all adult learners should be made cautiously.

The development of self-awareness is a lifelong journey that involves the intentional initi-
ation and continuous expansion and deepening of both the substance of self-awareness and
the methods or practices employed in its pursuit (London et al. 2022). The writers explain
this progression that, over time, individuals develop an understanding of the importance and
essence of self-awareness, mastering its processes and engaging with them in increasingly

refined and meaningful ways. This progression allows for deeper self-insight and a greater
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understanding of the interplay between internal and external self-awareness. Frameworks
from adult development, learning, and motivation theories offer valuable perspectives for
comprehending this evolving process.

The research and studies (Coelli & Tabasso, 2019; Kwang et al., 2005; Skaniakos & Piirainen
(2019); Thwe & Kalman, (2023) are consistent with the findings of our study. According to
the findings, it is reasonable to interpret the following results:

Finding 1: Differences in LLL and meaningful learning self-awareness levels were ex-
amined according to participants’ educational attainment

Analysis of mean scores indicates that LLL levels increase with higher educational attain-
ment, demonstrating a significant effect of education on LLL tendencies. Scheffé test results
show statistically significant differences between primary school graduates and individuals
with higher education levels, secondary, university, and postgraduate groups.

These findings align with Rasheed et al. (2019), who identify theory-based, educational,
and individual strategies as central to developing self-awareness. Although educational ori-
entation is increasingly associated with lifelong participation among self-aware individu-
als, empirical research directly examining the role of LLL in fostering meaningful learning
awareness remains limited (London et al., 2022).

Similarly, Senturk and Duran (2020) emphasize the importance of attitudes, competencies,
and skills related to LLL, noting that interest in lifelong learning, persistence, and regulatory
skills vary by age and education level, while LLL tendencies do not differ significantly by
working mode or professional seniority.

Overall, the findings confirm that educational attainment significantly influences both LLL
and meaningful learning self-awareness. Higher education levels are associated with stronger
meaningful learning skills and greater LLL capacity, highlighting education’s central role in
supporting lifelong and meaningful learning processes.

Finding 2: Total lifelong learning scores of the participants show a significant difference
according to their labour status

Labour status is linked to lifelong learning. The unemployed or job seekers are more con-
scious of learning compared to housewives, who have the lowest awareness of continuing
learning. The other considerable finding was that the self-employed and unemployed partici-
pants scored higher than all, but this is as expected due to labour status not being a significant
predictor of meaningful learning; however, it was present. Private sector employees rated
themselves on the lower end.
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Finding 3: The level of lifelong learning increases; the participants’ self-awareness of
meaningful learning also increases

As LLL levels increase, participants’ self-awareness of meaningful learning also rises, in-
dicating that LLL skills enhance individuals’ ability to engage with, evaluate, and process
information more consciously. This direct relationship between LLL and self-awareness is
consistent with adult development theories (Kegan, 1982; Laske, 1999).

The positive and significant association between participation in LLL activities and mean-
ingful learning self-awareness aligns with previous research. Monitoring adult engagement
in education reveals gains in personal and professional skills (Kim et al., 2004), while studies
show that strong LLL habits improve clinical decision-making and self-awareness (Demir et
al., 2023; Ullmann et al., 2011). Meaningful learning has also been described as a continuum
extending from professional development to transformative social engagement (Pesonen &
Piirainen, 2019).

Supporting these findings, the OECD (2007) emphasizes that LLL fosters personal growth,
confidence, and skill development. Continuous professional development grounded in
self-awareness further contributes to personality development and pedagogical think-
ing (Kusnere, 2019), while self-directed learning is identified as essential for adult learn-
ing in complex contexts (Murray, 2015). Additional evidence confirms that LLL promotes
self-awareness, empowerment, and meaningful learning through positive adult education and
constructivist approaches (Cobos-Sanchiz et al., 2022; Rambla & Kovacheva, 2023).

Overall, participants demonstrate strong tendencies in both LLL and meaningful learning
self-awareness, particularly in analytical and evaluative skills. Correlation analysis reveals a
moderate, positive, and statistically significant relationship between these variables, confirm-
ing that LLL plays a critical role in enhancing meaningful learning self-awareness in adult
education contexts.

3.1 Unemployed or job-seeking individuals have the highest lifelong learning total score

Unemployed or job-seeking participants demonstrated the highest lifelong learning (LLL)
scores, followed by public sector employees, while private sector employees showed the
lowest scores, possibly due to time constraints. Although these differences were not sta-
tistically significant, the notably higher learning awareness among unemployed individuals
suggests strong motivation toward learning.

These findings align with the TurkStat Adult Education Survey (2023), which reports a clear
association between labour status and participation in LLL. The survey indicates that stu-
dents, followed by unemployed individuals and housewives, show the highest participation
in non-job-related learning, consistent with the present results. It also reports an overall de-
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cline in participation in both job-related and non-job-related training between 2016 and 2022,
with slight increases only among employed individuals in off-the-job training, underscoring
the influence of labour status on LLL participation.

In contrast, international evidence differs. Watson (2003) notes that in Australia, unemployed
and low-skilled individuals face greater barriers to education and training, and are less likely
to complete programs or gain employment benefits, highlighting contextual differences in
how labour market conditions shape lifelong learning engagement.

3.2 Self-employed individuals achieved the highest average, indicating that independent
work environments may foster greater awareness of learning

Self-employed individuals recorded the highest mean scores, suggesting that independent
work contexts may foster greater learning awareness. Although labour status did not have
a statistically significant effect on meaningful learning self-awareness, self-employed and
unemployed participants showed notably high levels. This finding supports Preston’s (2006)
argument that low participation in formal adult education among working-class groups may
be influenced by factors beyond the availability of provision.

The results also indicate that unemployed, job-seeking, and public-sector participants demon-
strate high learning awareness, highlighting the role of labour status in lifelong learning ori-
entation. Consistent with this, Coelli and Tabasso (2019) report that adult education enhances
job and employment satisfaction, with participation driven by professional advancement,
skill development, career transitions, and personal interest, reinforcing the influence of la-
bour status on lifelong learning engagement.

3.3 Housewives have the lowest level of lifelong learning

The sample is overwhelmingly female (98.6%), making the results largely reflective of wom-
en’s participation in LLL. Prior research indicates gender-based differences in LLL, with
men more engaged in vocational and workplace learning, and women more involved in com-
munity- and caregiving-oriented education (Leathwood & Francis, 2017). Accordingly, gen-
der appears as a significant factor influencing LLL participation in this study.

Housewives—representing 46.8% of vocational training participants—exhibit the lowest
LLL levels. This may stem from family responsibilities, time constraints, limited education-
al access, and lower educational attainment. The significant association between education
level and meaningful learning self-awareness further suggests that housewives’ lower LLL
levels are closely linked to educational disadvantage.

These findings are consistent with Milovanovitch (2016), who highlights the need for ac-
cessible, gender-sensitive vocational education and training systems to facilitate women’s
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integration into LLL and the labour market. Similarly, Jenkins (2006) demonstrates that adult
learning participation supports women’s transition from labour-market inactivity to paid em-
ployment. Although women’s engagement in vocational training is high, the long-term im-
pact of such participation on LLL development and employment outcomes requires further
examination.

Leathwood & Francis (2017) further emphasize the importance of coherent and responsive
education systems that enable re-engagement in formal learning. This issue extends beyond
pedagogy to equity and social justice, as access to education yields substantial social, eco-
nomic, and personal benefits that should be universally available.

The writers conducted some interviews in their study, and the quotations from the wom-
en participants show us how this kind of training caused them to develop self-esteem and
self-awareness:

“For example, one suggested, ‘its making me realize that I'm not stupid.’ Another
said, ‘It made a whole lot of difference to how I feel about myself since I learned to
read better. You feel better when you learn to do a lot of things for yourself, you know.’
Others talked about how they were more able to make decisions and be their own per-
son after many years of focusing on the needs of others. For example, one suggested,
‘It helped me to realize things about myself, be more mature, make up my own mind.’
Another said, ‘I'm not afraid to voice my opinion now, even if I'm wrong. I speak up a
lot more now. Before I came to the programme, I would never have done that because
1 didn 't want to make trouble.” Others commented on how they were taken more se-
riously by others, for example, ‘I'm being taken more seriously at work now. I'm not
Jjust a woman who left school and then had lots of kids.” ‘I want to become something
now — before I just thought I was a nobody” (Leathwood & Francis, 2017: 104).

These quotations above from the participants’ own words can support thee definition of
self-awareness; “Self-awareness consists of a range of components, which can be developed
through focus, evaluation and feedback, and provides an individual with an awareness of
their internal state (emotions, cognitions, physiological responses), that drives their behav-
iours (beliefs, values and motivations) and an awareness of how these impacts and influences
others” (Carden et al, 2022).

The study reveals that participants demonstrate strong tendencies in both LLL and mean-
ingful learning self-awareness, with analytical thinking, association, and evaluation skills
particularly prominent. This finding is consistent with Foley (1993, 1999), who reports that
women develop not only practical skills and knowledge through every day and home-based
learning, but also self-awareness, value clarity, and the ability to analyse contextual and
structural factors, make informed judgments, and act in line with their goals.
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A notable finding, when compared with studies examining demographic variables in LLL,
is that employed and working-class individuals constitute the smallest proportion of partic-
ipants. This pattern may be explained by participation barriers such as time constraints and
difficulties in balancing work, family, and education (Belanger & Valdivieso, 1997; Chisholm
et al., 2004; Darkenwald & Merriam, 1982).

Overall, the results suggest that labour status influences LLL levels. Unemployed, job-seek-
ing, and retired individuals show higher tendencies toward LLL, whereas housewives appear
to have more limited access to learning opportunities. No statistically significant differences
were observed among other occupational groups.

Finding 4: Participants’ meaningful learning self-awareness total scores do not show a
significant difference according to their labour status

The findings suggest that self-employed individuals may demonstrate relatively higher learn-
ing awareness. Unemployed participants or those seeking employment ( X = 4.27) and pub-
lic sector employees (" X = 4.21) also display high mean scores, indicating a positive atti-
tude toward learning activities. Private sector employees have the lowest mean (" X = 3.98),
which may be associated with limited time for learning due to work intensity. Although no
statistically significant difference was found, the gap between self-employed individuals and
private sector employees is noteworthy.

Meaningful learning self-awareness refers to the ability to monitor and regulate one’s own
learning processes (Novak, 2010). Grounded in constructivist learning theory (Ausubel,
2000), it is influenced by learning strategies, motivation, and prior knowledge. This aligns
with Zimmerman’s (2002) self-regulated learning framework, which highlights individual
agency over occupational status.

Overall, employment status does not inherently determine meaningful learning self-aware-
ness; rather, intrinsic motivation, cognitive strategies, and prior educational experiences ap-
pear to be more decisive. Future research should examine indirect factors such as job satis-
faction, work—life balance, and industry type.

Conclusion

The participants of LLL and meaningful learning, especially analytical thinking, association,
and evaluation skills, are quite high on the scales. At the end of this study, it can be said that
the effective and important effect of LLL on meaningful learning self-awareness revealed
that there is a positive relationship between both variables and that LLL skills are vital in
acquiring the fundamental parts of learning processes. Our results appear to have important
implications for adult education programs.
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In conclusion, the process of LLL facilitates the exploration, understanding, and develop-
ment of one’s inner world. This leads to increased self-awareness and a deeper connection
with oneself. LLL, meaningful learning, and self-awareness are inextricably linked, with ed-
ucation level and labour status serving as pivotal variables. This leads to increased awareness
and a deeper level of knowing oneself. Meaningful learning, LLL, and awareness of oneself
go together, and labour level and educational level serve as key factors. By knowing and
valuing individualized needs and barriers, one can build participatory strategies that allow
one to survive in a changing environment. In the future, a culture of awareness and LLL will
become a key in closing educational and labour level gaps, and in creating a fair and flexible
society to lead an equal and democratic environment for adults.

Limitations and further research

The study’s non-random convenience sample, composed predominantly of female and
non-working participants, limits the generalizability of the findings. In addition, the reliance
on self-report scales restricts the ability to draw causal conclusions. Future research should
employ longitudinal or experimental designs with more balanced and diverse samples to ex-
amine the causal direction between LLL and meaningful learning self-awareness.

Future research could explore additional variables, such as job satisfaction, work-life bal-
ance, and socio-cultural background, to further understand their indirect influence on mean-
ingful learning and self-awareness through LLL.

Ethical Approval: This study was approved by the Scientific Ethics Review Board of the
Selcuk University (Approval No: 2024/06 Date: 28/05/2024). All procedures were conduct-
ed following the ethical standards outlined by the Declaration of YOK (Higher Education
Council) in Tirkiye.
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Yetiskin Egitiminde Yasam Boyu Ogrenme ve Anlamh
Ogrenme Oz-Farkindahgi: Mesleki Egitim Kursiyerleri ile
Bir Calisma

Genisletilmis Ozet
Giris

Yasam boyu 6grenme (YBO), son yillarda egitim politikalar1 ve akademik literatiirde
merkezi bir kavram haline gelmistir. Kokeni 20. yiizyilin baslarina uzanan YBO, 1960’1l
yillarda Avrupa Konseyi, UNESCO ve OECD gibi kuruluslarin ¢alismalariyla yeniden
yapilandirilmistir. Temel amact, bireylerin yasamlarinin tiim evrelerinde 6grenme firsatlari-
na erisimini saglayarak 6grenmeyi siireklilik tasiyan bir siire¢ olarak konumlandirmaktir. Bu
yaklagim, 6grenmeyi yalnizca orgiin egitimle sinirlamaz; bireyin gereksinimlerine yonelik,
amagcli ve uygulamaya doniik bir siire¢ olarak ele alir.

YBO tarihsel olarak yetiskin egitimiyle yakindan iliskilidir. Yetiskin egitimi baslangicta
orgiin egitim diginda kalan bireylerin bilgi ve becerilerini gelistirmeyi hedeflemis, dzellikle is
giicli piyasasinin taleplerine yanit verme islevi tistlenmistir. Glinlimiizde mesleki kurslar, ser-
tifika programlari ve hizmet igi egitimlerin artis1 bu iliskinin gostergesidir. Bununla birlikte
YBO yalnizca istihdam odakli degildir; demokratik katilimin giiclendirilmesi ve toplumsal
dontigiimiin desteklenmesi gibi daha genis hedefleri de kapsamaktadir.

“Yasam boyu egitim” anlayisindan “yasam boyu 6grenme” anlayisina gecis, sorumlulugun
kamusal alandan bireye kaymasi seklinde yorumlanmaktadir. Bu durum 6zellikle finansal
yiikiimliiliikler agisindan sosyal siniflar arasinda farkli etkiler yaratmaktadir. Dolayisiyla
YBO, pedagojik oldugu kadar sosyal politika ve toplumsal adalet baglaminda da degerlendi-
rilmelidir.

YBO, bireysel gelisimin yani sira 6z-farkindalik, problem ¢ézme ve bilissel esneklik gibi
yeterliklerin gelisimini destekler. Ancak literatiirde ¢ogunlukla yetiskinlerin programa
katilimm etkileyen degiskenler incelenmis; YBO’niin 6z-farkindalik ve anlamli 6grenme
iizerindeki dogrudan etkileri sinirl bicimde ele alinmistir.

Oz-farkindalik, bireyin giiclii ve zayif yonlerini tanimasi, davramslarim degerlendirmesi ve
hedef belirlemesi agisindan kritik bir yeterliktir. Kiiresellesme ve dijital doniisiim ¢caginda
bireylerin bilgi ve becerilerini siirekli giincelleyebilmeleri, anlamli 6grenme kapasitesi ve
oz-farkindalik diizeyleriyle yakindan iliskilidir.
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Bu calisma, YBO ile anlamlh &grenme ve 6z-farkindalik arasindaki iliskiyi incelemeyi
amaglamaktadir. Egitim diizeyi ve ¢alisma durumu gibi demografik degiskenlerin, mesleki
kurslara katilan yetiskinlerin anlamli 6grenme ve 6z-farkindalik diizeyleri tizerindeki etkisi
analiz edilmektedir.

Literatiir Taramasi / Kavramsal Cerceve

YBO, anlamli 6grenme ve Oz-farkindalik karsilikli olarak birbirini besleyen gelisimsel
bir yap1 olusturur. Avrupa Komisyonu (2001), YBO’yii bireyin kisisel, sosyal ve mesleki
gelisimini destekleyen kasitli 6grenme etkinlikleri olarak tanimlar. Watson’a (2003) gore ise
YBO, degisen yasam kosullarma uyum icin gerekli biling ve becerileri gelistiren dinamik bir
stirectir.

Oz-Farkindalik Kavram

Oz-farkindalik, bireyin yalnizca igsel siireglerinin degil, toplumsal iliskilerinin de bilincinde
olmasidir. Jaakkola ve ark. (2022) 6z-farkindalig1 gelisimsel bir siire¢ olarak tanimlarken;
Church (1997), Carden ve ark. (2022) ile Showry ve Manasa (2014) bireyin duygu, diisiince
ve degerlerini yansitma kapasitesine vurgu yapmaktadir. Kegan (1982) ve Laske (1999)
oz-farkindalig1 yetiskin gelisim kuramlariyla iliskilendirir. Karmasik ve belirsiz ¢evresel
kosullarda 6z-degerlendirme kapasitesi, mesleki ve kisisel uyum ig¢in belirleyicidir.

Anlamh Ogrenme Kavram

Anlamli 6grenme, yeni bilgilerin mevcut biligsel yapilarla iliskilendirilmesi siirecidir (Nesbit
et al., 2004). Bu yaklasim Ausubel’in (1963, 1968) bilissel 6grenme kuramina dayanir. Aus-
ubel’e gore 6grenme, bilgiyi pasif bigimde almak yerine, aktif olarak yapilandirmayi igerir.
Lau (2006), YBO’niin géniillii ve siirekli 6grenme tutumunu gerektirdigini belirtmektedir.

Anlamli 6grenmenin gerceklesebilmesi igin 6z-farkindalik énemli bir 6n kosuldur. Ogrenenin
kendi 6grenme siirecini izlemesi ve bilgiyi deneyimleriyle iliskilendirmesi, bilissel derinligi
artirtr. Alt ve Raichel’in (2022) calismalarina gore, 6grenci merkezli ve yansitict 6grenme
yaklagimlart yagsam boyu dgrenme becerilerini gelistirerek anlamli 6grenmeyi destekleme-
ktedir.

Mesleki Egitim ve YBO iliskisi

Mesleki egitim (VET), YBO baglaminda hem mesleki yeterlilik hem kisisel gelisim
acisindan 6nemlidir. Devlet destekli programlar bireylere profesyonel nitelik kazandirirken
0z-farkindaligi da desteklemektedir. Coelli ve Tabasso (2019), mesleki egitime katilim ile
YBO siiregleri arasinda giiclii bir iliski bulundugunu belirtmektedir.
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YBO, Anlamh Ogrenme ve Oz-Farkindahk iliskisi

YBO, bireylerin degisime uyum saglamasini kolaylastirirken; anlamli 6grenme bilginin uy-
gulanabilirligini artirir. Kusnere (2019), Murray (2015), Rambla ve Kovacheva (2023) ile
Cobos-Sanchiz ve ark. (2022), YBO niin yansitic1 diisiinme siireclerini giiglendirdigini ve
Oz-farkindaligi artirdigini vurgulamaktadir.

Demografik degiskenler, YBO egilimleri iizerinde belirleyicidir. Egitim diizeyi, cinsiyet ve
calisma durumu 6grenme ¢iktilart agisindan 6nem tagimaktadir (Kwang ve ark., 2005).

Ampirik Bulgular ve Cinsiyet Boyutu

Aragtirmalar YBO ile 6z-farkindalik arasinda pozitif iliski oldugunu géstermektedir. Acar ve
ark. (2023), hemsirelerde YBO farkindaliginin klinik karar verme becerilerini gii¢clendird-
igini ortaya koymustur. Ullman ve ark. (2011) ile Pesonen ve Piirainen (2019), anlamli
dgrenmenin mesleki gelisimi destekledigini belirtmektedir. Thwe ve Kalman (2023) ise YBO
yeterliklerinin 6z-farkindalik tizerindeki etkisini vurgulamaktadir.

Cinsiyet temelli calismalar, YBO’niin kadinlarin 6z-farkindalik gelisiminde &nem-
li rol oynadigini gostermektedir (Foley, 2004; Stromquist, 2004). Rasheed ve ark. (2019),
0z-farkindalik gelisimi i¢in kuramsal ¢erceve, egitimsel miidahale ve bireysel girisim olmak
iizere {i¢ strateji onermektedir.

Arastirmanin Konumlandirilmasi

Bu calisma, literatiirdeki boslugu ele alarak YBO ile anlamli dgrenme ve 6z-farkindalik
arasindaki iliskiyi demografik degiskenler baglaminda incelemektedir. Mesleki kurslara
katilimin gelisimsel etkilerini analiz etmek, yetiskin egitimi politikalarinin etkililigini deger-
lendirmek acisindan 6nem tagimaktadir.

Yontem
Arastirma Modeli

Bu arastirmada yasam boyu dgrenme (YBO) ile anlamli grenme-6z-farkindalik arasindaki
iligski incelenmis ve bu degiskenlerin egitim diizeyi ile ¢alisma durumuna gore farklilasip
farklilasmadig1 analiz edilmigtir. Nicel arastirma yaklasimi benimsenmis ve iligkisel (ko-
relasyonel) arastirma modeli kullaniimistir. Nedensel ¢ikarim yapilmamis, yalnizca degisken-
ler arasi iliskiler degerlendirilmistir.
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Calisma Grubu

Arastirma, Ankara Biiyliksehir Belediyesi’ne bagli BELMEK Meslek Edindirme Kurs-
lar’'nda egitim alan 365 yetiskin katilimcr ile gergeklestirilmistir. Katilimeilarin biiyiik
cogunlugu kadindir (%98,6). Yas grubunda 40—69 araligi (%81) one ¢ikmaktadir. Katilim-
cilarm %46,8’1 ev hanimi, %38,1°1 emeklidir. Egitim diizeyinde lisans mezunlari (%42,5) ve
lise mezunlar1 (%34,2) ¢ogunluktadir. Orneklem amagl 6rnekleme yéntemiyle belirlenmis
ve katilim goniilliiliik esasina dayalidir.

Veri Toplama Araglari
Arastirmada iki 6lgek kullanilmistir:

1. Yasam Boyu Ogrenme Olgegi (tek boyutlu, Likert tipi). Bu calismada Cronbach
Alfa degeri.86’dir.

2. Anlamh Ogrenme Oz-Farkindalik Ol¢egi (5 alt boyutlu, 24 maddelik). Toplam
Cronbach Alfa degeri.94 tiir.

Her iki dlgek de 6z-bildirim temellidir ve gegerlik-giivenirlik analizleri (KMO ve Bartlett
testleri) uygun sonuglar vermistir.

Veri Analizi

Veriler SPSS 22.0 programinda analiz edilmistir. Tanimlayici istatistikler, Cronbach Alfa
giivenirlik analizi, Pearson korelasyon analizi, bagimsiz drneklem t-testi ve ANOVA uygul-
anmistir. Anlamlilik diizeyi p < .05 olarak kabul edilmistir.

Bulgular

Arastirma bulgularina gére katilimeilarin yasam boyu dgrenme (YBO) diizeyleri yiiksektir
(X=3.77). Anlamli 6grenme 6z-farkindalik 6lgeginin toplam ortalamasi ise 4.13 olup old-
ukga yiiksek bir diizeye isaret etmektedir. Alt boyutlar incelendiginde en yiiksek ortalamanin
“yeni 6grenilen konuyu analiz etme” (X=4.19) ve “on bilgileri gozden gecirme” (X=4.16)
boyutlarinda oldugu goriilmektedir. “Yeni 6grenilen bilgiyi degerlendirme” boyutu (X=3.93)
diger alt boyutlara gore gorece daha diigiik kalmistir. Genel olarak katilimcilarin hem yasam
boyu 6grenme egilimlerinin hem de anlamli 6grenme 6z-farkindalik diizeylerinin yiiksek
oldugu; ozellikle analiz etme, iliskilendirme ve bilissel 6z-diizenleme becerilerinin dne ¢ik-
tig1 goriilmektedir.
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Korelasyon analizi sonucunda YBO ile anlamli grenme 6z-farkindalik arasinda orta diizey-
de, pozitif ve istatistiksel olarak anlamli bir iliski bulunmustur (r=.566, p<.01). Bu bulgu,
yasam boyu 6grenme diizeyi arttikga anlamli 6grenme 6z-farkindalik diizeyinin de arttigini
gostermektedir.

Basit dogrusal regresyon analizi sonuglarina gére yasam boyu 6grenme, anlamli 6grenme
oz-farkindaligin anlamli bir yordayicisidir (B=.566, p<.01). YBO degiskeni, anlaml1 6grenme
oz-farkindalik diizeyindeki varyansin yaklasik %32°sini agiklamaktadir (R?>=.320). Bu du-
rum, yasam boyu 6grenme becerilerinin 6grenme siireclerinin bilingli ve anlamli yiiriitiilm-
esinde 6nemli bir rol oynadigini géstermektedir.

Egitim diizeyine gore yapilan ANOVA analizinde, hem yasam boyu 6grenme (F=8.011,
p<.001) hem de anlamli 6grenme &z-farkindalik (F=3.843, p=.010) diizeylerinde anlamli
farklilik bulunmustur. Egitim diizeyi arttik¢a her iki degiskenin ortalama puanlarinin da art-
tig1 goriilmektedir. Ozellikle ilkokul mezunlari ile diger egitim diizeyleri arasinda anlaml
farklar tespit edilmistir. Bu bulgu, egitim diizeyinin 6grenme egilimleri ve farkindalik gelisi-
minde belirleyici oldugunu gostermektedir.

Calisma durumuna gore yapilan analizde, yasam boyu 6grenme diizeyleri anlamli farklilik
gostermistir (F=4.798, p<.001). Issiz veya is arayan bireyler en yiiksek YBO ortalamasina
sahipken, ev hanimlari en diisiik ortalamaya sahiptir. Ev hanimlari ile igsiz/is arayan ve eme-
kli gruplar arasinda anlamli fark bulunmustur. Buna karsilik, anlamli 6grenme 6z-farkindalik
diizeyleri ¢alisma durumuna gore anlamli farklilik géstermemistir (p>.05). Ancak ortalama-
lar incelendiginde serbest calisanlar ve igsiz bireylerin daha yiiksek, 6zel sektor calisanlarinin
ise daha diisiik ortalamaya sahip oldugu goriilmektedir.

Genel olarak bulgular, yasam boyu 6grenmenin anlamli 6grenme 6z-farkindalig: ile giicli
bir iliski i¢inde oldugunu; egitim diizeyinin her iki degisken iizerinde etkili oldugunu ve
calisma durumunun 6zellikle yasam boyu 6grenme iizerinde belirleyici rol oynadigini ortaya
koymaktadir.

Sonuc¢

Aragtirma bulgulari, katilimcilarin hem yasam boyu 6grenme (YBO) hem de anlaml
ogrenme o6z-farkindalik diizeylerinin yiiksek oldugunu géstermektedir. Ozellikle analitik
diistinme, iliskilendirme ve degerlendirme becerilerinin 6ne ¢ikmasi, yetiskin dgrenenlerin
6grenme siireglerine bilingli ve yapilandirilmis bigimde yaklastiklarini ortaya koymaktadir.
Caligmanin temel sonucu, YBO ile anlamli 6grenme 6z-farkindaligi arasinda pozitif ve an-
laml1 bir iligki bulundugunu ve YBO becerilerinin §grenme siirecinin temel bilesenlerinin ka-
zanilmasinda kritik rol oynadigini géstermesidir. Bu durum, yetigkin egitimi programlarinin
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yalnizca bilgi aktarimina degil, 6grenmeyi 6grenme ve 6z-farkindalik gelistirme boyutlarina
da odaklanmasi gerektigini ortaya koymaktadir.

Yasam boyu O6grenme siireci, bireyin i¢ diinyasini kesfetmesini, anlamlandirmasimi ve
gelistirmesini desteklemektedir. Bu siire¢, 6z-farkindaligin artmasina ve bireyin kendisiyle
daha derin bir bag kurmasina katki saglamaktadir. Bulgular, yasam boyu 6grenme, anlaml
6grenme ve oz-farkindaligin birbirinden ayrilmaz bigimde iliskili oldugunu; egitim diizeyi ve
calisma durumunun ise bu iliskiyi etkileyen temel degiskenler arasinda yer aldigini goster-
mektedir.

Egitim diizeyi, bireylerin 6grenme egilimleri ve farkindalik gelisimi iizerinde belirleyi-
ci bir rol oynamakta; daha ytiksek egitim diizeyi, daha giiclii yasam boyu 6grenme ve an-
lamli 6grenme kapasitesi ile iliskilendirilmektedir. Calisma durumu ise 6zellikle yasam
boyu dgrenme egilimlerini etkilemektedir. Bu bulgular, bireysel gereksinimlerin ve yapisal
engellerin dikkate alindig1 kapsayici ve katilimer yetiskin egitimi stratejilerinin gelistirilmesi
gerektigine isaret etmektedir.

Sonug olarak, yasam boyu 6grenme kiiltiiriiniin giiclendirilmesi; egitim ve istihdam diizeyleri
arasindaki esitsizliklerin azaltilmasinda, daha esnek ve adil bir toplum yapisinin olusturul-
masinda énemli bir aragtir. Oz-farkindalik temelli ve bireysel farkliliklar1 gdzeten yetiskin
egitimi politikalari, degisen diinyaya uyum saglayabilen, demokratik katilimi yiiksek ve
O6grenmeyi yasamin ayrilmaz bir pargasi olarak benimseyen bireylerin yetismesine katki
saglayacaktir.
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