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Abstract: This study aimed to determine teachers' views regarding their guidance role in the implementation
of metacognitive learning strategies. It was designed as a phenomenological study using a qualitative approach.
Participants were selected via convenience sampling, a type of purposive sampling. The study group consisted
of teachers from various subject arecas working at the secondary school level (19 female, 5 male). Data were
collected using a semi-structured form designed to elicit detailed responses. The data were evaluated through
content analysis, with calculations of frequencies, percentage distributions, and mean values for the identified
themes. The findings revealed that key teacher guidance behaviors included providing emotional support,
offering feedback, making corrections, discussing answers to questions, supporting students' self-directed
learning efforts, and using advance organizers. Conversely, guidance was found to be limited regarding
practices such as having students write thinking journals and engaging in "think-aloud" exercises. Teachers
emphasized dimensions such as learning to learn, cognitive awareness, learning strategies, and assessment in
their views on metacognitive learning. Furthermore, it was determined that they provided guidance on the
regulation of metacognition, active learning, and learning to learn during metacognitive learning activities. On
the other hand, factors such as low motivation, individual differences, a high number of foreign national
students, limited time, dense curriculum content, and overcrowded classrooms were identified as challenges to
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implementation. Teachers stated that metacognitive learning strategies contributed to students' educational,
affective, and cognitive development.

Keywords: Metacognitive Learning Strategies, Learning Strategies, Teacher, Student, Guidance

Oz: Arastirmada, 6gretmenlerin iistbilissel ogrenme stratejilerinin uygulanmasinda 6gretmenin rehberlik
roliine iliskin goriislerinin belirlenmesi amaglanmistir. Bu arastirma, nitel desenle kurgulanmis fenomenolojik
bir ¢alismadir. Katilimcilar, amagli 6rnekleme yontemlerinden kolay ulasilabilir durum o6rneklemesi ile
belirlenmistir. Calisjma grubunu, ortaokul diizeyinde gorev yapan farkli branglardaki o&gretmenler
olusturmaktadir (19 kadin, 5 erkek). Arastirma verileri yapilandirilmis ve derinlemesine yanitlarin elde
edilmesini saglamak amaciyla kullanilan yar1 yapilandirilmis form araciligiyla toplanmistir. Veriler igerik
analizi yapilarak, temalara iliskin frekans, ylizde dagilimlari ve ortalama degerler hesaplanarak
degerlendirilmistir. Bulgular, 0&grencilerin istbiligsel stratejileri kullanmalarina yonelik  6gretmen
rehberliginde; duygusal destek verme, doniit saglama, diizeltme yapma, sorularin yanitlari iizerinde konusma,
ogrencilerin kendi kendine 6grenme c¢abalarini destekleme ve 6n orgiitleyiciler kullanma davraniglarinin 6ne
ciktigin1 gostermigtir. Buna karsilik, diisinme giinliikleri yazdirma ve konu iizerinde sesli diisiinme
uygulamalarinda rehberligin smirli kaldigi belirlenmistir. Ogretmenlerin iistbilissel 6grenmeye iliskin
goriiglerinde 6grenmeyi 6grenme, bilissel farkindalik, dgrenme stratejileri ve degerlendirme boyutlarin
vurguladiklart goriilmiistiir. Ayrica {stbilissel 6grenme uygulamalarinda iistbilisin diizenlenmesi, aktif
O6grenme ve Ogrenmeyi 0grenme konularinda rehberlik ettikleri belirlenmistir. Diger yandan motivasyon
diisiikligli, bireysel farkliliklar, yabanci uyruklu &grenci sayisinin fazlaligi, sinirli siire, yogun igerik ve
kalabalik smiflarm uygulamada sorun olusturdugu saptanmistir. Ogretmenler, {istbilissel Ogrenme
stratejilerinin 6grencilerin egitsel, duyussal ve biligsel gelisimlerine katki sagladigini belirtmislerdir.

Anahtar Kelimeler: Ustbilissel Ogrenme Stratejisi, Ogrenme Stratejisi, Ogretmen, Ogrenci, Rehberlik.
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Structured Abstract:

In the learning and teaching process, students' learning characteristics and capacities vary as they
develop cognitively. When children's cognitive development is evaluated in terms of metacognitive thinking
skills, it is observed that they are able to generate alternative solutions to various problems presented during
the concrete operational stage. Upon reaching the formal operational stage, they acquire significant
metacognitive gains, including the development of analytical thinking skills such as analysis and synthesis
(Bacanli, 2010, p. 69; Santrock, 2018, p. 7; Slavin, 2017, p. 37). Furthermore, research provides evidence
suggesting that young children may possess more metacognitive skills than is commonly assumed (Lyons &
Ghetti, 2010, pp. 245-263). In this context, metacognition—a crucial strategy for the transition from novice to
expert in the learning process—is defined as an individual's awareness of and control over their own thinking
processes (Flavell, 1979, pp. 906-911). According to Flavell (1987), a successful learner possesses a robust
knowledge base that encompasses not only strategies for accomplishing cognitive tasks and goals but also the
skills to plan, monitor, and evaluate learning processes (Rahman et al., 2010, pp. 347-351).

Research has demonstrated the importance of metacognitive learning strategies for students' cognitive
development and academic success. Furthermore, students' metacognitive awareness regarding how they learn
enhances their metacognitive control and contributes to the achievement of educational goals (Kuhn, 2000, pp.
178-181). However, students' metacognitive awareness of the challenges encountered while learning course
content may not be sufficient to help them select appropriate study strategies (Cao & Neiltfeld, 2007, pp. 31—
46); this indicates a need for guidance in this area. It is of great importance to determine teachers' perspectives
on guiding students in the application of metacognitive learning strategies. In this context, the study sought
answers to the following questions:

1. What are the teachers' views on the concept of metacognitive learning?
2. What are the teachers' views on the implementation of metacognitive learning strategies?

3. What are the teachers' views on the challenges encountered while implementing metacognitive learning
strategies?

4. What are the teachers' views on the effects of metacognitive learning strategies?
5. What are the teachers' views on the effective implementation of metacognitive learning strategies?

6. What are the mean scores obtained from the "Teacher Guidance Form Regarding the Implementation of
Metacognitive Learning Strategies"?

Method

The study was designed using the phenomenological approach—a qualitative research design that
aims to examine in depth individuals' experiences regarding a specific phenomenon and the meanings they
attribute to those experiences (Creswell, 2013, p. 42; Yildirim & Simsek, 2016, p. 69).

Study Group

Participants were selected using the purposive sampling method. Purposive sampling is a method that
allows the researcher to select a sample consisting of individuals possessing specific characteristics capable of
answering the research questions (Patton, 2015, p. 283). Nineteen female and five male teachers from various
subject areas at the middle school level participated in the study.

Data Collection Tools and Process

Data for the study were collected using both semi-structured and structured interview forms. A
literature review was conducted to prepare the interview questions. Subsequently, the researchers developed a
semi-structured interview form and a "Guidance Form on the Implementation of Metacognitive Learning
Strategies for Teachers." The structured interview form consisted of 34 questions with three response options:
"Yes" (3), "Partially" (2), and "No" (1). Expert opinions (n=3) were sought to ensure the validity of both
measurement tools; experts evaluated whether the questions represented the concept under study and covered
the relevant dimensions of that concept (Yildinm & Simsek, 2016, p. 284). Based on expert feedback,
adjustments were made to certain items to rectify semantic or grammatical errors and address deficiencies. A
pilot study (n=4) was conducted using the finalized interview forms. This process allowed for the re-evaluation

www.turkishstudies.net/education



620 H. Senay Sen - Safiye Saric1 Bulut - Basak Beydogan Tangor

of the questions and the realistic determination of the time required for administration. The actual data
collection was carried out subsequently. To ensure the internal validity of the results, participants were
informed about the purpose of the study prior to the interviews, and necessary measures were taken to enable
them to express themselves freely.

Data Analysis

After the data were collected, they were meticulously examined by the researchers. Subsequently,
during the transcription of the collected data, each participant was assigned a code (e.g., T1, T2), and the data
were transferred to a digital format. To ensure external validity, direct quotes from the participants' statements
were included. This approach aimed to minimize bias and enhance objectivity (Yildirnm & Simsek, 2016, p.
277).

Findings

Teachers expressed their views on the concept of metacognitive learning, which encompasses
elements such as learning how to learn, metacognitive awareness, selecting appropriate strategies, and
evaluating learning. Regarding the implementation of metacognitive learning strategies, they highlighted
practices related to the regulation of metacognition, active learning, and learning guidance. Furthermore, the
teachers emphasized the various challenges they encountered while implementing these strategies. These
challenges included low student motivation, individual student differences, the number of international
students in the class, limited time for implementation, the density of course content, overcrowded classrooms,
and technological inadequacies. Teachers also noted challenges such as the learned helplessness students
developed toward mathematics and the inability of parents to support the learning process. The study revealed
that these practices had a positive impact on students' academic achievement and increased student motivation,
while also fostering self-awareness and self-confidence. Additionally, positive effects on critical thinking,
analytical thinking, learning-to-learn, and problem-solving skills were highlighted. It was also noted that all
these practices improved communication skills. Finally, recommendations for teachers regarding the effective
implementation of metacognitive learning strategies included: guiding students, structuring instruction
according to individual differences, providing in-service training on metacognition, organizing the curriculum
to foster metacognition, improving the learning environment, reducing class sizes, and informing parents about
"learning to learn." Recommendations based on the research findings:

* Allocating more time for practical activities.

* Planning lesson schedules to allow teachers to incorporate various practices or activities into their
lessons.

* Enabling teachers to guide students in the effective use of metacognitive strategies and reducing
class sizes.

* Organizing in-service training programs for teachers on metacognitive learning strategies.

Keywords: Metacognitive Learning Strategy, Learning Strategy, Teacher, Student, Guidance.
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Résumé Structuré:

Dans le processus d'apprentissage et d'enseignement, les caractéristiques et les capacités
d'apprentissage des éléves varient a mesure que se développe leur cognition. Lorsque le développement cognitif
des enfants est évalué sous 'angle des habiletés de pensée métacognitives, on observe que, durant le stade des
opérations concrétes, ils sont capables de générer des solutions alternatives a divers problémes qui leur sont
présentés. Parvenus au stade des opérations formelles, ils acquicérent des gains métacognitifs significatifs,
notamment le développement d'habiletés de pensée analytique telles que 1'analyse et la synthése (Bacanli, 2010,
p. 69 ; Santrock, 2018, p. 7 ; Slavin, 2017, p. 37). Par ailleurs, des recherches indiquent que de jeunes enfants
pourraient posséder davantage d'habiletés métacognitives qu'on ne le suppose généralement (Lyons & Ghetti,
2010, pp. 245-263). Dans ce contexte, la métacognition, stratégie déterminante pour passer du statut de novice
a celui d'expert dans le processus d'apprentissage, se définit comme la conscience qu'a un individu de ses
propres processus de pensée et le controle qu'il exerce sur eux (Flavell, 1979, pp. 906-911). Selon Flavell
(1987), l'apprenant efficace dispose d'une base de connaissances solide qui comprend non seulement des
stratégies pour accomplir des tiches et atteindre des objectifs cognitifs, mais aussi les habiletés nécessaires
pour planifier, superviser et évaluer les processus d'apprentissage (Rahman et al., 2010, pp. 347-351).

Les recherches ont montré l'importance des stratégies d'apprentissage métacognitives pour le
développement cognitif et la réussite scolaire des éléves. De plus, la conscience métacognitive des éléves quant
a leur maniére d'apprendre renforce leur contrdle métacognitif et contribue a l'atteinte des objectifs éducatifs
(Kuhn, 2000, pp. 178—181). Toutefois, la conscience métacognitive qu'ont les €léves des difficultés rencontrées
lors de l'apprentissage des contenus disciplinaires peut ne pas suffire a les aider a choisir des stratégies d'étude
appropriées (Cao & Neiltfeld, 2007, pp. 31-46), ce qui souligne un besoin d'accompagnement dans ce domaine.
Il est donc trés important de cerner le point de vue des enseignants sur I'accompagnement des éléves dans la
mise en ceuvre des stratégies d'apprentissage métacognitives. Dans ce contexte, I'étude a cherché a répondre
aux questions suivantes :

1. Quelles sont les opinions des enseignants sur le concept d'apprentissage métacognitif ?

2. Quelles sont les opinions des enseignants sur la mise en ceuvre des stratégies d'apprentissage
métacognitives ?

3. Quelles sont les opinions des enseignants sur les difficultés rencontrées lors de la mise en
ccuvre de ces stratégies ?

4. Quelles sont les opinions des enseignants sur les effets de ces stratégies ?

5. Quelles sont les opinions des enseignants sur la mise en ceuvre efficace de ces stratégies ?

6. Quels sont les scores moyens obtenus au « Formulaire d'accompagnement des enseignants
relatif & la mise en ceuvre des stratégies d'apprentissage métacognitives » ?

Méthode

L'étude a été congue selon l'approche phénoménologique, un devis de recherche qualitatif qui vise a
examiner en profondeur les expériences des individus relatives a un phénoméne donné et les significations
qu'ils attribuent a ces expériences (Creswell, 2013, p. 42 ; Yildirnm & Simsek, 2016, p. 69).

Groupe d'étude

Les participants ont été choisis par échantillonnage raisonné (intentionnel), méthode qui permet au
chercheur de constituer un échantillon d'individus présentant des caractéristiques précises et aptes a répondre
aux questions de recherche (Patton, 2015, p. 283). Dix-neuf enseignantes et cinq enseignants de diverses
disciplines du collége ont participé a I'étude.
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Outils et procédure de collecte des données

Les données ont été recueillies au moyen de formulaires d'entretien semi-structuré et structuré. Une
revue de la littérature a été menée pour élaborer les questions d'entretien. Les chercheurs ont ensuite congu un
formulaire d'entretien semi-structuré et un « Formulaire d'accompagnement des enseignants relatif a la mise en
ceuvre des stratégies d'apprentissage métacognitives ». Le formulaire structuré comptait 34 questions assorties
de trois modalités de réponse : « Oui » (3), « En partie » (2) et « Non » (1). L'avis de trois experts (n = 3) a été
sollicité pour assurer la validité des deux instruments de mesure ; les experts ont vérifié si les questions
représentaient le concept étudié et couvraient les dimensions pertinentes de celui-ci (Yildirim & Simsek, 2016,
p. 284). Sur la base de leurs retours, certains items ont été ajustés afin de corriger des erreurs sémantiques ou
grammaticales et de combler des lacunes. Une étude pilote (n = 4) a été menée avec les formulaires définitifs,
ce qui a permis de réévaluer les questions et de déterminer de maniére réaliste le temps nécessaire a la passation.
La collecte effective des données a eu lieu ensuite. Afin d'assurer la validité interne des résultats, les
participants ont été informés de I'objectif de I'étude avant les entretiens, et les mesures nécessaires ont été prises
pour leur permettre de s'exprimer librement.

Analyse des données

Une fois les données recueillies, les chercheurs les ont examinées minutieusement. Lors de la
transcription, un code a ensuite été attribué a chaque participant (p. ex. T1, T2) et les données ont été converties
au format numérique. Pour assurer la validité externe, des citations directes tirées des propos des participants
ont été incluses. Cette démarche visait a limiter les biais et a renforcer I'objectivité (Yildinnm & Simsek, 2016,
p. 277).

Résultats

Les enseignants ont exprimé leurs opinions sur le concept d'apprentissage métacognitif, qui recouvre
des éléments tels qu'apprendre a apprendre, la conscience métacognitive, le choix de stratégies appropriées et
I'évaluation de I'apprentissage. Concernant la mise en ceuvre des stratégies d'apprentissage métacognitives, ils
ont mis en avant des pratiques liées a la régulation de la métacognition, a l'apprentissage actif et a
I'accompagnement de I'apprentissage. Les enseignants ont en outre souligné les diverses difficultés rencontrées
lors de cette mise en ceuvre : faible motivation des éléves, différences individuelles, nombre d'éléves
internationaux dans la classe, temps limité, densité des contenus, classes surchargées et insuffisances
technologiques. Ils ont également signalé des difficultés comme l'impuissance apprise développée par les
¢éléves a I'égard des mathématiques et 'incapacité des parents a soutenir le processus d'apprentissage. L'étude
a révélé que ces pratiques avaient un effet positif sur la réussite scolaire des éléves et accroissaient leur
motivation, tout en favorisant la conscience de soi et la confiance en soi. Des effets positifs sur la pensée
critique, la pensée analytique, l'apprendre a apprendre et la résolution de problémes ont aussi été mis en
évidence. Il a été noté que l'ensemble de ces pratiques améliorait également les habiletés de communication.
Enfin, les recommandations formulées a l'intention des enseignants pour une mise en ceuvre efficace des
stratégies d'apprentissage métacognitives comprenaient : accompagner les éléves, structurer 1'enseignement
selon les différences individuelles, offrir une formation continue sur la métacognition, organiser le programme
de maniére a favoriser la métacognition, améliorer 1'environnement d'apprentissage, réduire les effectifs des
classes et informer les parents sur « apprendre a apprendre ». Recommandations fondées sur les résultats de la
recherche :

. Consacrer plus de temps aux activités pratiques.

. Planifier les emplois du temps de maniére a permettre aux enseignants d'intégrer diverses
pratiques ou activités a leurs cours.

. Permettre aux enseignants d'accompagner les éléves dans l'usage efficace des stratégies
métacognitives et réduire les effectifs des classes.

. Organiser des programmes de formation continue destinés aux enseignants sur les stratégies
d'apprentissage métacognitives.

Mots-clés: stratégie d'apprentissage métacognitive, stratégie d'apprentissage, enseignant, éléve,
accompagnement.
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Resumen Estructurado:

En el proceso de aprendizaje y ensefianza, las caracteristicas y capacidades de aprendizaje del
alumnado varian a medida que se desarrolla su cognicion. Cuando el desarrollo cognitivo de los nifios se evaliia
en términos de habilidades de pensamiento metacognitivo, se observa que, durante la etapa de las operaciones
concretas, son capaces de generar soluciones alternativas a diversos problemas que se les plantean. Al alcanzar
la etapa de las operaciones formales, adquieren logros metacognitivos significativos, entre ellos el desarrollo
de habilidades de pensamiento analitico como el analisis y la sintesis (Bacanli, 2010, p. 69; Santrock, 2018, p.
7; Slavin, 2017, p. 37). Ademas, las investigaciones aportan evidencia de que los nifios pequefios podrian
poseer mas habilidades metacognitivas de lo que comtinmente se supone (Lyons & Ghetti, 2010, pp. 245-263).
En este contexto, la metacognicion, estrategia fundamental para pasar de novato a experto en el proceso de
aprendizaje, se define como la conciencia que un individuo tiene de sus propios procesos de pensamiento y el
control que ejerce sobre ellos (Flavell, 1979, pp. 906-911). Segtin Flavell (1987), el aprendiz exitoso posee
una soélida base de conocimientos que abarca no solo estrategias para cumplir tareas y metas cognitivas, sino
también las habilidades para planificar, supervisar y evaluar los procesos de aprendizaje (Rahman et al., 2010,
pp. 347-351).

La investigacion ha demostrado la importancia de las estrategias de aprendizaje metacognitivas para
el desarrollo cognitivo y el éxito académico del alumnado. Asimismo, la conciencia metacognitiva de los
estudiantes sobre como aprenden refuerza su control metacognitivo y contribuye al logro de los objetivos
educativos (Kuhn, 2000, pp. 178—181). Sin embargo, la conciencia metacognitiva de los estudiantes sobre las
dificultades que encuentran al aprender los contenidos de una asignatura puede no ser suficiente para ayudarles
a clegir estrategias de estudio adecuadas (Cao & Neiltfeld, 2007, pp. 31-46); esto indica la necesidad de
orientacion en este ambito. Resulta de gran importancia conocer las perspectivas del profesorado sobre la
orientacion al alumnado en la aplicacion de estrategias de aprendizaje metacognitivas. En este contexto, el
estudio busco respuestas a las siguientes preguntas:

L. (Cuales son las opiniones del profesorado sobre el concepto de aprendizaje metacognitivo?

2. (Cuales son las opiniones del profesorado sobre la implementacion de estrategias de
aprendizaje metacognitivas?

3. (Cuales son las opiniones del profesorado sobre las dificultades encontradas al implementar
estas estrategias?

4. (Cuales son las opiniones del profesorado sobre los efectos de estas estrategias?

5. (Cuales son las opiniones del profesorado sobre la implementacion eficaz de estas
estrategias?

6. (Cuales son las puntuaciones medias obtenidas en el «Formulario de orientacion al
profesorado sobre la implementacion de estrategias de aprendizaje metacognitivas»?

Método

El estudio se disefié con un enfoque fenomenologico, un disefio de investigacion cualitativa que busca
examinar en profundidad las experiencias de las personas en torno a un fenémeno concreto y los significados
que atribuyen a dichas experiencias (Creswell, 2013, p. 42; Yildirim & Simsek, 2016, p. 69).

Grupo de estudio

Los participantes se seleccionaron mediante muestreo intencional, método que permite al investigador
conformar una muestra de individuos con caracteristicas especificas capaces de responder a las preguntas de
investigacion (Patton, 2015, p. 283). Participaron en el estudio diecinueve profesoras y cinco profesores de
diversas areas de la educacion secundaria basica.

Instrumentos y proceso de recoleccion de datos

Los datos se recopilaron mediante formularios de entrevista semiestructurada y estructurada. Se
realizd una revision de la literatura para elaborar las preguntas de la entrevista. Posteriormente, los
investigadores elaboraron un formulario de entrevista semiestructurada y un «Formulario de orientacion al
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profesorado sobre la implementacion de estrategias de aprendizaje metacognitivasy. El formulario estructurado
constaba de 34 preguntas con tres opciones de respuesta: «Si» (3), «Parcialmente» (2) y «No» (1). Se recabd
la opinion de tres expertos (n = 3) para garantizar la validez de ambos instrumentos de medicidn; los expertos
evaluaron si las preguntas representaban el concepto estudiado y cubrian las dimensiones pertinentes del mismo
(Yildirim & Simsek, 2016, p. 284). A partir de sus observaciones, se ajustaron algunos items para corregir
errores semanticos o gramaticales y subsanar deficiencias. Con los formularios definitivos se realizé un estudio
piloto (n = 4), lo que permiti6 reevaluar las preguntas y determinar de manera realista el tiempo necesario para
su aplicacion. Después se llevo a cabo la recoleccion de datos propiamente dicha. Para garantizar la validez
interna de los resultados, se informo a los participantes sobre el propoésito del estudio antes de las entrevistas y
se adoptaron las medidas necesarias para que pudieran expresarse con libertad.

Analisis de datos

Una vez recopilados, los datos fueron examinados minuciosamente por los investigadores.
Posteriormente, durante la transcripcion, se asignéd un coédigo a cada participante (p. ej., T1, T2) y los datos se
pasaron a formato digital. Para asegurar la validez externa, se incluyeron citas textuales de las declaraciones
de los participantes. Este procedimiento tuvo como fin minimizar el sesgo y aumentar la objetividad (Yildirim
& Simsek, 2016, p. 277).

Hallazgos

El profesorado expres6 sus opiniones sobre el concepto de aprendizaje metacognitivo, que abarca
elementos como aprender a aprender, la conciencia metacognitiva, la seleccion de estrategias adecuadas y la
evaluacion del aprendizaje. En cuanto a la implementacion de las estrategias de aprendizaje metacognitivas,
destacaron practicas relacionadas con la regulacion de la metacognicion, el aprendizaje activo y la orientacion
del aprendizaje. Asimismo, subrayaron las diversas dificultades que encontraron al implementar estas
estrategias: baja motivacion del alumnado, diferencias individuales, nimero de estudiantes internacionales en
el aula, tiempo limitado, densidad de los contenidos, aulas masificadas e insuficiencias tecnoldgicas. También
sefialaron dificultades como la indefension aprendida que el alumnado desarrolla hacia las matematicas y la
incapacidad de las familias para apoyar el proceso de aprendizaje. El estudio reveld que estas practicas tenian
un efecto positivo en el rendimiento académico del alumnado y aumentaban su motivacion, al tiempo que
fomentaban la autoconciencia y la autoconfianza. Ademas, se destacaron efectos positivos en el pensamiento
critico, el pensamiento analitico, el aprender a aprender y la resolucion de problemas. También se observé que
todas estas practicas mejoraban las habilidades de comunicacion. Por ultimo, las recomendaciones dirigidas al
profesorado para una implementacion eficaz de las estrategias de aprendizaje metacognitivas incluyeron:
orientar al alumnado, estructurar la ensefianza segtn las diferencias individuales, ofrecer formacion en servicio
sobre metacognicion, organizar el curriculo para fomentar la metacognicion, mejorar el entorno de aprendizaje,
reducir el nimero de estudiantes por aula ¢ informar a las familias sobre «aprender a aprender».
Recomendaciones basadas en los resultados de la investigacion:

. Dedicar mas tiempo a las actividades practicas.

. Planificar los horarios de clase de modo que el profesorado pueda incorporar diversas
practicas o actividades en sus lecciones.

. Posibilitar que el profesorado oriente al alumnado en el uso eficaz de las estrategias
metacognitivas y reducir el nimero de estudiantes por aula.

. Organizar programas de formacion en servicio para el profesorado sobre estrategias de
aprendizaje metacognitivas.

Palabras clave: estrategia de aprendizaje metacognitiva, estrategia de aprendizaje, docente,
estudiante, orientacion.
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CTpyKTypHpOBaHHAasi AHHOTAIUS:

B mporiecce o0ydeHHs W MPEMOAABAHUS XAPAKTCPUCTUKH M CIIOCOOHOCTH YYAIIMXCS K YUYCHHUIO
pasnuyaroTcs Mo Mepe MX KOTHUTHBHOTO pa3BUTHs. Eciy olleHuBaTh KOTHUTHBHOE Pa3BUTHE JE€TEH ¢ TOUKU
3PEHHUSI METAKOTHUTUBHBIX HABBIKOB MBIIIUICHHUS, MOXKHO 3aMETHUTh, YTO Ha CTaJIUU KOHKPETHBIX OTlepalinii OHU
CcrocOOHBI BRIPAa0aTHIBATh aIbTCPHATUBHBIC PEIICHUS PA3ITMYHBIX MPEIbIBIAEMBIX HM 3a/1a4. [10 mocTimkeHuN
cTamun (OpMaNFHBIX OIEpalii OHH TPHOOPETAIOT 3HAYUTEIBHBIC METAKOTHHUTHUBHBIE HOBOOOPa30BaHMUS,
BKITIOYAsl Pa3BUTHE HABBIKOB aHATUTHYCCKOTO MBINIICHHS, TAKUX Kak aHanm3 u cuHte3 (Bacanli, 2010, p. 69;
Santrock, 2018, p. 7; Slavin, 2017, p. 37). Kpome Toro, HMcClieoBaHHsS CBHUAETEIECTBYIOT O TOM, UTO
MaJIeHbKHE JeTH MOTYT o0Nanath Ooliee pa3BUTHIMH METaKOTHUTHBHBEIMH HABBHIKAMH, UM TIPHHSATO CUUTAThH
(Lyons & Ghetti, 2010, pp. 245-263). B 3ToM KOHTEKCTE METaKOTHUIHS — Ba)KHEHIIIast CTpaTeTHs Imepexo/a
OT HOBHMYKA K 3KCIEPTY B MPOIECCEe YUCHHS — OMPEIESNIICeTCS KaK OCO3HAHWE HMHIMBHIOM COOCTBEHHBIX
MBICIIUTENBHBIX TIporieccoB U KoHTposib Hax HumHu (Flavell, 1979, pp. 906-911). Ilo ®xeiienny (Flavell,
1987), ycnemnpiii o0yuaroniuiicss o0iagaeT npouHoit 6a30i 3HaHWHN, OXBATHIBAIOIIEH HE TOJBKO CTpaTeTUu
BBITIOJTHEHMsSI KOTHUTHUBHBIX 3aJ]ad M JOCTH)KCHHS IIeJied, HO W YMEHUS IJIaHUPOBaTh, OTCIEKHBATH U
olieHnBaTh npouecchl yyenus (Rahman et al., 2010, pp. 347-351).

HccnenoBanusi MpOAEMOHCTPUPOBAIM 3HAYUMOCTh METAaKOTHUTHMBHBIX CTPATErHil y4YeHUs [UIst
KOTHUTHUBHOTO Pa3BUTHS W aKaJeMHYeCKOW YCHENIHOCTH YydJamuxcs. bosee TOro, MeTakOorHUTHBHas
OCBEIOMJIEHHOCTh YYaIlUXCS O TOM, KaK OHM Y4YaTcs, YCWIMBAeT MX METAKOTHUTHBHBIH KOHTPONIb H
CHOCOOCTBYeT AOCTIDKeHHIO oOpaszoBatenmpHbIX Tieneir (Kuhn, 2000, pp. 178-181). Bmecre ¢ Ttem
METAaKOTHUTHBHOW OCBEIOMJIEHHOCTH YYAIIMXCS O TPYIAHOCTSIX, BO3HUKAIOMINX MPU OCBOCHHUHU COJEPKAHUS
MpeMeTa, MOXKET OBITh HEIOCTATOYHO IS BRIOOpA MOAXOoAMmuX yueOHbIX cTpaTeruii (Cao & Neiltfeld, 2007,
pp- 31-46); 3T0 yKa3BIBaeT HA MOTPEOHOCTH B PYKOBOJICTBE B JaHHOH 001acTu. [1o3TOMy Upe3BEIYaitHO Ba)KHO
BBISIBUTH B3IJISI/IBI YUHUTENEH Ha TO, KAK HAIPABIATh yYaIUXCs B IPUMEHEHUH METaKOTHUTUBHBIX CTPATErUii
yueHusi. B 3ToM KOHTeKcTe ncciieoBaHue ObIJIO HAIEJICHO HA MOUCK OTBETOB Ha CJIETYOLIHE BOIPOCHI:

1. KakoBs!I B3rI/161 yunTeIeH Ha MOHATHE METAKOTHUTUBHOTO yUeHHA?
2. KaxoBBI B3rIIs1161 yUUTENICH HA peai3aIii0 METAKOTHUTUBHBIX CTPATETHil YIeHUs?
3. KakoBbl  B3risapl  y4wTened Ha TPYOHOCTH, BO3HHUKAIOIIME NPU  pealn3anuu

METAaKOTHUTHBHBIX CTPaTEeruii yueHus?

4. KakoBb! B3rimsi/ip! yuutesei Ha 3(heKTbl MeTaKOTHUTUBHBIX CTPATETHi y4eHHs?

5. KakoBbl B3rimsiel yuureneil Ha 3 (heKTHBHYIO peanu3alio METAaKOTHUTHBHBIX CTpaTEerHi
yueHus?

6. KakoBbl cpennue Oamipl, MOJTyYeHHbIE MO «AHKETE I1€AarornieckKoro CONpPOBOXKICHHS

peajim3daiui METaKOTHUTUBHBIX C’I‘paTel"I/Iﬁ yueHus i y‘lHTeJ’IGﬁ»?
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Meton

HccnenoBaHne BBITOJIHEHO B PaMKaX (pEHOMEHOJIOTHYECKOro MOAX0/1a — KadyeCTBEHHOIO JM3aiiHa,
HalleJICHHOT0 Ha yIIyONEHHOEe M3y4YeHHEe ONbITa MHAWBHIOB, CBA3aHHOTO C KOHKPETHBIM (PEHOMEHOM, U
CMBICIIOB, KOTOPBIE OHH 3TOoMY onbITy npuaatot (Creswell, 2013, p. 42; Yildirim & Simsek, 2016, p. 69).

I'pynna yyacTHMKOB

YdacTHUKE OTOMpaIMCh METOAOM IICJICHANIPABICHHON BBHIOOPKH. JTO METOH, ITO3BOJISIOMIAN
uccie0Bareo chopMUPOBATh BBIOOPKY M3 JIML, OOJaJarolIMX ONpeNeNIEHHBIMU XapaKTePHCTHKaMHU H
CIIOCOOHBIX OTBETUTH Ha HcclienoBaTenbckue Bompockl (Patton, 2015, p. 283). B uccienoBanuu npuHsuH
ydacTue IeBATHA/UATD YUYUTEIBHHIL U IATEPO YUUTENEH pa3HbIX MPEeAMETHBIX 001acTeli OCHOBHOM IIKOJIBI.

HNHceTpymMeHTHI 1 mponeaypa cOopa JaHHBIX

JlaHHbIe COOMPAITUCH C TOMOIIBIO IOy CTPYKTYPHUPOBAHHOM U CTPYKTYPUPOBAaHHOM ()OPM HHTEPBEIO.
JIJiss OATOTOBKM BOTIPOCOB OBLI MPOBEAEH 0030p JUTEpaTyphl. 3aTeM HCCIIeA0BaTeNIn pa3padboTanu Gopmy
MOJMYCTPYKTYPUPOBAaHHOTO HMHTEPBBIO M «AHKETYy TIEIAarorHieckoro COIMPOBOKACHUS — pealu3alliu
METaKOTHUTHUBHBIX CTPAaTeruil yUeHUs A yautenein». CTpykTypupoBaHHas ¢popma BKIodana 34 Bompoca ¢
Tpems BapuaHTamu otBeta: «da» (3), «Hactuuaro» (2) u «Her» (1). it obecrieueHNs] BaTUIHOCTH 000UX
W3MEPUTEIFHBIX MHCTPYMEHTOB OBUIH MPHUBIICYCHBI TPU dKCHepTa (n = 3); OHMW OICHUBAIH, OTPAXKAIOT JIN
BOIIPOCHI M3y4aeMOe IOHITHE W OXBATHIBAIOT JI ero peneBanTHbIe n3MepeHus (Yildinim & Simsek, 2016, p.
284). C yuéroM 3aMedYaHHMd SKCIEPTOB B OTACIBHBIC IYHKTHI OBUIM BHECEHBI MPAaBKHU I YCTPAaHCHHUS
CMBICIIOBBIX U TPaMMaTHYECKHX OINMOOK M BOCIIOJHEHUs HelocTaTkoB. C OKOHYATEJIbHBIMH BapHaHTAMU
¢opm OBIIO MPOBEJCHO MWIOTHOE HccienoBaHue (N = 4), 4TO MO3BOJMIO HOBTOPHO OLCHUTH BOIPOCH U
PEaTMCTUYHO ONPENIENNTh BpeMsi, He00XoauMoe Jis npoBezeHus. OCHOBHOI cOOp JaHHBIX OBUT OCYIECTBIEH
nocie 3toro. Jlns oOecriedeHHss BHYTpPEHHEH BaJMIHOCTH pE3YJIbTATOB YYaCTHUKOB JIO HMHTEPBBIO
MH(OPMHUPOBAIIM O LIENH HCCIENOBaHUS M MPUHUMAIM HEOOXOJUMBIE MEpbl, YTOOBI OHH MOTJIM CBOOOJIHO
BBIPa)KaTh CBOM MBICIIH.

AHaJIHU3 JaHHBIX

IMocne cObopa AaHHbIe OBLIH THIATEIBHO H3Y4EHBI HCCICOBATEIIMHU. 3aTEM MPU TPAHCKPUOHUPOBAHUU
KKJOMY YYaCTHUKY mpucBaunBaics koj (Hampumep, T1, T2), a jaHHbIe IEPeBOAMINCH B I(POBOI opMmart.
Just obecrieueHrss BHEIIHEH BATUIHOCTA B TEKCT OBUIM BKIIOUEHBI MPSMbBIC IUTAThl U3 BBHICKA3bIBAHUMN
y4acTHUKOB. Tako# moxo 1 ObLI HATIPaBJICH HA MUHUMH3ALIMIO IPEB3SITOCTH U MOBBIINICHHE 00BEKTUBHOCTH
(Yildirim & Simsek, 2016, p. 277).

PesyabTaTthl

Yuutens BbICKa3ald CBOHU B3rjigAbl Ha MMOHATUC METAKOTHUTHUBHOI'O YYCHHS, BKIIHOYAIOUICC TaKUEC
3JIEMECHTBI, KaK YMCEHHUE YUYUTLHCA, MCTAKOTHUTHBHAA OCO3HAHHOCTD, BI)I60p NoAXOAAIINX CTpaTeFI/Iﬁ u
OLICHUBAHUE YYCHMUH. OTHOCHUTEIILHO pcainsaiiii MCETAKOTHUTHUBHBIX CTpaTEFI/Iﬁ YU€HUA OHU BBLACIHIINA
IMpaKTUKHW, CBA3AHHBIC C perynﬂuneﬁ MCTAKOTHUIIMH, AKTUBHBIM o6yqu1/1eM n neaaroru4cCKuM
COIIPOBOXKIECHUEM yueHHs. KpomMe Toro, yuuresns mog4epKHyIIN pasHOOOpa3HbIe TPYAHOCTH, C KOTOPBIMU OHH
CTJIKMBAINCh: HU3KYI0O MOTHBALMIO YYallUXCs, WHIWBHAyaJIbHBIE DPA3JIM4Ms, KOJINYECTBO WHOCTPAHHBIX
ydammxcst B KJacce, OTPaHMYEHHOCTb BPEMEHHM, HACBHIIIEHHOCTh COJEPXAHUS Kypca, NMEperoIHeHHOCTD
KJIaCCOB M TEXHOJIOTHYECKYI0 HEOOECIe4eHHOCTh. YUHTEeNs TakKe OTMETWIM TaKHe TPYAHOCTH, Kak
BBIyUeHHast OECIIOMONIHOCTh YYAIIMXCS IO OTHOLICHWIO K MAaTeMaTHKE W HECHOCOOHOCTh pOIMTENeH
MOAACPKMUBATE MPOLECCC YUYCHUS. HCCJ’[C}IOB&HI/IC TOoKa3aJio, 4TO 3TU MNMPAKTHUKH IOJOXUTCIBHO BJIMAIN Ha
AKAACMHUYCCKYIO YCHEBAEMOCTh YYallIUXCA W TOBBIIAJIA WX MOTHUBAIUIO, OJHOBPEMCHHO CHOCOGCTByﬂ
CaMOCO3HAHHUIO ¥ YBEPEHHOCTH B cebe. BhImn Takke 0TMEdeHBI TOI0KUTENbHBIE 3()(DEeKThI U1 KPUTHIECKOTO
MBIIIJICHUA, AaHATUTUYCCKOT'O MBIIIJICHUA, YMEHUA YUUTHCA YU HABBIKOB PCIICHUA HpO6J’I€M. OTMeueHo U TO,
YTO BCC OTH NPAKTUKH YJIyYIDaJId KOMMYHHUKATHUBHBIC HABBIKU. HaKOHeH, PEKOMCHIAAIINU YUYUTEIAM I10
3¢ GEeKTHBHON peanu3alii METaKOTHUTHUBHBIX CTPATETWH YYeHHS BKIIOYAIHM: HAIPABICHHE YYaIuXcCs,
CTPYKTYpHpOBaHHE OOy4eHHs C Y4YETOM WHIUBUIYAIBHBIX pa3JIMudid, OpPraHW3aLUI0 IOBBIICHUS
KBAIM(UKAIUK 110 METAaKOTHHWIMH, BBICTpaMBaHWE Yy4YeOHOH NporpaMMbl Tak, 4YTOOBl OHAa pa3BHBaJA
METaKOTHMIMIO, YJyYlIeHHe o00pa30BaTeNbHONH Cpenbl, COKpAalleHHE HAalOJHIEMOCTH KIJIACCOB H
nH(GOpMHUpOBaHHE pojHTENIell 00 «YMEHHM YYHThCS». PekoMeHnaluu, OCHOBAaHHBIE Ha pe3yJbTaTax
UCCIIEI0BaHHUSA:
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° Brigenate OoJlblie BPEMEHU Ha NPAKTUYCCKUE 3aHATHUSA.

. [TmarupoBaTh pacmucaHue Tak, YTO0BI YUUTENS MOIJIM BKIIOYATh B yPOKH Pa3sHOOOpa3HbIC
MPaKTHKH ¥ BUBI ACATCIHHOCTH.

. ObecnieunTh YYHUTEISIM BO3MOXKHOCTh ~ HANPABIATH  ydamuxcs B A(P(HEKTHBHOM
HCIIOJIB30BaHUY METAKOTHHTHBHBIX CTPaTeTrHil M COKPATUTh HANIOJIHAEMOCTh KIIACCOB.

. Opranm3oBaTh I  Y4YHTENEH  NPOrpaMMBbl  TOBBIMICHUS  KBATM(HUKAIMK MO
METaKOTHUTHBHBIM CTPATETHSIM YUCHHUSL.

KiroueBble ¢JI0BAa: METaKOIrHUTHBHAS CTpaTerusd y4CHusd, CTpaTerud y4CHus, y4YUTCIib, yqamnﬁcsl,
MEAArornaeCKoC CONMpPOBOKACHHUC.

TR IR:

ST $1R fR1ef0T 1 vifghan  faenfial 21 Uiee 1 fRward SR e 3o TR A
& 1Y T It o1t €| 51d ol o TS fABT BT Heidh TGS (metacognitive) FRid-
HIal & o H b STl &, 1 G SN § b o1 WichaTee Sfawil H 3 URqd &1 7S fafdy Fwansii
& dPfeud JHIYH ST H3- H el gid ¢ | HIaRe WfhaTdAd a1 d% Uga- IR 9 Hgwaquf
SHTIGHIHS ITATRTT UTe R @, [T fI=AT0T 3R TRAWUT S fIzayunees fRid-aieral &1 faery
GfRYFIT 8 (Bacanly, 2010, p. 69; Santrock, 2018, p. 7; Slavin, 2017, p. 37) | 39 ifafRad, MY T Weg
TR Rl § off Tabd 39E o SI wrel Bf TAII: A SR aTeh &7 R ol SRR BIere 8
THd & (Lyons & Ghetti, 2010, pp. 245-263) | 39 g T, ST (metacognition), S ST Ufehar &
e V vy 571 & YA B T Fuifaes M B, ) e @1 ot Ric-ufsansii & ufa
SRl 3R 3 IR FE0r & =g & gfRH1fSd fam ST § (Flavell, 1979, pp. 906-911) | T3 (Flavell,
1987) & TR, TtheT JFATHB! &b U Geg TH-3MYUR Sidl ¢, Ford 7 Pad SIS Braf 3R aedi
D R B DI UFaT, Sfees AT ufsharsit & Ao 999, 36! AR a3 3R ST Jedid
B & DI o I § (Rahman et al., 2010, pp. 347-351) |

et A faenfial & SemTere A iR Qe Twaar & o ifimrers siftrm urifaar
%Wﬁw&hm%sﬂ%&m et ot 5u fawa § SIfRRiTeTes SRl o d o3 IiRad
8, 3% TGS R0 ) ST & 3R Afére deat o Uit H TRTeM it 8 (Kuhn, 2000, pp. 178—
181) | fo5R 4R, ursg-arh drad wHg o arelt wfg=rgal & ufa faeanffal &) siftdgreae SrRedar
I8 ST AU g H TeTadr &4 & fort Uafed 9 81 (Cao & Neiltfeld, 2007, pp. 31-46); T8
mﬁmﬁwﬁgﬁam%wﬁ%ﬂﬂmmwﬁm%&ﬂqmﬂﬁw
Wﬂﬂhﬁhﬁﬁ%ﬁﬂﬁﬁﬁfﬁﬁ%@aﬁwwﬁu&mwm% 39 Aoy H, sremae A
fafafad ol & S T

1. SRRIIMTHD ARTH BT SITYRUT TR et & 1 foaR g2
2. SRS HfrTH JuHifaat & prafaas R et & w1 faar g2

ﬁ%nv%'& SRR SfATH YU &1 AR HRa THT 3 aTelt FAIfad! TR Rt &

4. SIS UfTH JuHfaat & UHTa! TR et & 1 foaR 82
5, SIS ST XU & YuTd Sraf-aaH 1R Riere] & a1 fiaR 82

" IIRRGIAIES AT Uit & srafagd & dey § Rigre anfes= ygar @ ura
ﬁwww%v
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gsfa

T DI URYSARIRAT (phenomenological) SUNTH & SMYR W A eud far T, S Th
OIS MY by § 3R et Iexd 6t fafkiy ufvae & ddy & safeadl & srgwal qur I
ﬁﬂ-l?ﬁﬁa\_rﬁ Gf?‘faﬁ%, WWW\EW% (Creswell, 2013, p. 42; Yildinnm & Simsek, 2016, p. 69) |

YT T

ﬁmﬁwmm(purposive sampling)m@ﬁﬁl'["ml u‘s’wﬁ?ﬁﬁﬁr%\—sﬁ

Nyedt I fIRY faRwdrstt ard, My-usl &1 IW & § Fam afaaal o1 T g ST gfaem Tt 7

%z%,éms,%ésan 3t # Areafie fgeg wR R fAfte favg-ast o) I3 afger ok ufd gy
HT fermm |

3T IS & IUSVT 3R ufehar

3T & 3ipg TR 3R Wi, TH UPR & IleTepR YU & H1eqd J U fbd U
TITHR-IY TR B & forw qrig-geien o1 718 | dasTd Memdian 3 ueh el e uus
T 3D T oot & srafaaa & ey # e arfeei= yoar fawfya foran Wi
U= 7 34 U 9, 5% 9 SR 3: g (3), " 31l wu A (2) 3R Y (1) | S ATOH-IUHRON
D1 Y YR HA & forg i faRiwRt (n=3) Pt I it 12; faRiw=il 3 Yoo fovan fos wer sreqgnefi=
3IYROT T YA HRd § a1 et 3R I AR & afdd AETH! b1 THed § a7 gt (Yildinm &
Simsek, 2016, p. 284) | AR & FTAl & YR W $S Tl T AT I BRI Ffed! Bl GURA 3R
Bl BT G B & [T FurEIeH b MU Sifaw =U faU U WeThR U0 & 91 T Uriee (eqg-
(n=4) a1 a1, o sl &1 iR SR TR & AU srawae Wi &1 gutdwRe ik gyg
B3| IRATID ST TUE SHD d1G T 7T | GRUME T SHidRes d4dT FAd H- & o Wemah R 9 gd
UG T 37T P ILRT BT BRI &1 TS 3R I= W 0 I 30+ R oad o3t § Ferd 5
¥ forg 3mawaes Sur feu U

3T fazayor

ST UHA BH & Sl MYBATsH A IUDT JEAAT Y TRIE0T foraT | TUYTT ThiAd sel & ufdead
P IR UAD UfaHTH B Uh IS (B T1, T2) feam T 3R Se1 ! feiied wu & wimiaid foar mar|
STRT e AT B & o ufauiirt & Sy I Teer SgRvr wiferd {6 e 39 ef¥ewivr &1 Sg=
UaRIg &1 YAdH HAT 3R IS B dGHT AT (Yildirim & Simsek, 2016, p. 277) 1

Preed (aftor)

gl = SIS SRTH B SEYRIT R 30+ f[daR oaq fovy, o e da,
SRS SR ], ST UMl &1 709 3R ST &1 Tedic oY aw Ifdferd gl
RIS SR YU & drafaa & &y & I8 T & FawH, afsa ity &k
- AR 9 ot yutsi @l Ywifed a1 3Hab Srefral fRiab! 3 g7 UMl Bl ar PRd Ty
A 3rg fafdy gHfad! W oo fean| 37 grifadl | el t fa oxom, safeara e, san o
RIS faanefal ot S, srai-ag & ferg i THd, UTed-arail &1 Ui, it Hig areit Bam
3R dep-e! srafand aftifera off | Rremsl 3 wfora & ufa faenfiat o fawfyd < g3 sragmaar
(learned helplessness) dUT SHTED] BT HTTH-Ufehar & TganT g o Srgrefar St ﬁﬁf{h F1 Y IE
foran| sremae ¥ Udhe gafl fb 371 uutsht &1 faenfiat &t Qe Iuafel R IHRIAS gHTd T8 3R
D! RO ¢, Y B M-SRl 3R STefayr o1 +ft 9 iy | 39 sifafvad sraraqrets fid,
fazavuITerss fofam, W Wem 3R THE-qHTM DI W JHRIAS THIE! o1 W Y@ifed faar m|
Tg | g T o 3 et mersit 3 o diret O guR faan siad:, siesee sty Yoeifadl &
guTat erafaae & day | Rt & fou gemdl § 9 wffid 9: faenfial o1 anfexi= wn, Riemr o
Hfaard Earst & AR WiTd H1, HUHIH W AATHIe URIEG0 UGH B3], TISADhH D
R & AP & oggd Wdd H1, SRRH-URA & JUR FHRA1, HET BT AHR geHT 3R
YT BT R ARe=" & vy & ferd =11 =My-Fep el R srenia sr=im:
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. IR Taraiedl & forg 3ifere vy sirdfed HRAT

. UI6-THY-IROT &1 39 YR Faifea &1 i Riee 3ma urel # fafay warsh o
nfafafery Y gffferd o I |

. fRrerent &Y SIS JuMHIfaaT & guTdt Iuan # faenfial o1 anfasf= o & 9am
AT TUT BT BT HR M|

. et & forw SifdERTTES UfTH UMl TR FareTel= Ui SrdhH mifod
S

B e SRR D HfeRTH Iurifa, iftrma o, Rieres, femdf, Anfazf

Yapilandirilmis Ozet:

Ogrenme ve ogretme siirecinde, dgrenciler bilissel olarak gelistikce O6grenme ozellikleri ve
kapasiteleri de farklilik gdsterir. Cocuklarin biligssel gelisimi {istbiligsel diisiinme becerileri agisindan
degerlendirildiginde, somut islemler doneminde ortaya konulan cesitli problemlere alternatif ¢dziimler
iiretebildikleri goriilmektedir. Soyut islemler donemine ulastiklarinda ise analiz ve sentez yapma gibi analitik
diisiinme becerilerinin gelisimi de dahil olmak {izere 6nemli iistbilissel kazanimlar elde ederler (Bacanli, 2010,
s. 69; Santrock, 2018, s. 7; Slavin, 2017, s. 37). Ayrica arastirmalar, kiigiik ¢ocuklarin yaygin olarak
varsayilandan daha fazla iistbilissel beceriye sahip olabilecegine dair kanitlar sunmaktadir (Lyons & Ghetti,
2010, ss. 245-263). Bu baglamda, d6grenme siirecinde acemilikten ustaliga gegiste 6nemli bir strateji olan
tistbilis, bireyin kendi diisiinme siireclerine dair farkindaligi ve bu siiregleri kontrol etmesi olarak tanimlanir
(Flavell, 1979, ss. 906-911). Flavell'e (1987) gore iyi bir &grenen; biligssel gorevleri ve hedefleri
gergeklestirmeye yonelik stratejilerin yani sira dgrenme siire¢lerini planlama, izleme ve degerlendirme
becerilerini de igeren giiglii bir bilgi birikimine sahiptir (Rahman ve dig., 2010, ss. 347-351).

Arastirmalar, Ustbiligsel 6grenme stratejilerinin 6grencilerin biligsel gelisimi ve basarisi agisindan
O6nemini ortaya koymustur. Ayrica, 6grencilerin nasil 6grendiklerine dair tistbiligsel farkindaliklari, {istbiligsel
kontrollerini artirmakta ve egitimsel hedeflere ulagsmalarina katki saglamaktadir (Kuhn, 2000, ss. 178-181).
Bununla birlikte, o6grencilerin ders igerigini O&grenirken karsilagtiklari zorluklara iligskin {istbiligsel
farkindaliklari, uygun ¢aligma stratejilerini se¢melerine yardimci olmak igin yeterli olmayabilir (Cao &
Neiltfeld, 2007, ss. 31-46); bu durum, 6grencilerin bu alanda rehberlige ihtiya¢ duyduklarini géstermektedir.
Ogretmenlerin, dgrencilere iistbilissel 6grenme stratejilerini uygulama konusunda rehberlik etmeye iliskin
bakis acilarini belirlemek biiylik 6nem tagimaktadir. Bu baglamda, arastirmada su sorulara cevap aranmuistir:

1. Ogretmenlerin iistbilissel dgrenme kavramimna iliskin goriisleri nelerdir?

2. Ogretmenlerin iistbiligsel 6grenme stratejilerinin uygulanmasina iliskin gériisleri nelerdir?

3. Ogretmenlerin iistbilissel 6grenme stratejilerini uygularken karsilastiklari zorluklara iliskin
goriisleri nelerdir?

4. Ogretmenlerin iistbiligsel 6grenme stratejilerinin etkilerine iliskin goriisleri nelerdir?

5. Ogretmenlerin iistbilissel 6grenme stratejilerinin etkili bir sekilde uygulanmasina iliskin goriisleri
nelerdir?

6. "Ustbiligsel Ogrenme Stratejilerinin Uygulanmasina iliskin Ogretmen Rehberlik Formu'ndan elde
edilen ortalama puanlar nelerdir?

Yontem

Arastirma bireylerin belirli bir olguya iliskin deneyimlerini ve bu deneyimlere yiikledikleri anlamlari
derinlemesine incelemeyi amaclayan nitel bir arastirma deseni olan fenomenolojik yaklagim kullanilarak
tasarlanmigtir (Creswell, 2013, s. 42; Yildirim & Simsek, 2016, s. 69).

Calisma Grubu

Katilimcilar, amagli 6rnekleme yontemi kullanilarak secilmistir. Amacgli 6rnekleme, aragtirmacinin
arastirma sorularin1 yanitlayabilecek nitelikteki belirli 6zelliklere sahip bireylerden olusan bir 6rneklem
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secmesine olanak taniyan bir yontemdir (Patton, 2015, s. 283). Calismaya ortaokul kademesinde farkli
branslarda gorev yapan 19 kadin, 5 erkek 6gretmen katilmistir.

Veri Toplama Araglar ve Siireci

Calismada veriler, yar1 yapilandirilmig ve yapilandirilmis gériisme formlari kullanilarak toplanmustir.
Gorlisme sorularini hazirlamak amaciyla bir literatlir taramasi yapilmistir. Ardindan arastirmacilar, yari
yapilandirilmis  bir  goriisme formu ile "Ogretmenlere Yoénelik Bilisiisti Ogrenme Stratejilerinin
Uygulanmasma Iliskin Rehberlik Formu"nu olusturmuslardir. Yapilandirilmis goriisme formu 34 sorudan ve
“Evet” (3), “Kismen” (2) ve “Hayir” (1) olmak iizere ii¢ se¢enckten olugmaktadir. Her iki 6l¢gme aracinin da
gegerliligini saglamak amaciyla uzman goriislerine bagvurulmus (n=3); arastirmacilar, sorularin arastirmada
ele alman kavrami temsil edip etmedigini ve ilgili kavramm boyutlarint kapsayip kapsamadigim
degerlendirmislerdir (Yildirim & Simsek, 2016, s. 284). Uzman geri bildirimleri dogrultusunda, anlamsal veya
dilbilgisel hatalar1 ya da eksiklikleri gidermek amaciyla bazi maddeler iizerinde diizenlemeler yapilmistir.
Nihai hale getirilen goriigme formlar1 icin bir pilot uygulama (n=4) gerceklestirilmistir. Bu siire¢, sorularin
yeniden degerlendirilmesine ve uygulama siiresinin gerg¢ekei bir sekilde belirlenmesine olanak tanimistir. Daha
sonra asil uygulamalar gergeklestirilmistir. Sonuglarin i¢ gecerliligini saglamak amaciyla, goriisme dncesinde
katilimcilara arastirmanin amaci hakkinda bilgi verilmistir. Katilimeilarin  kendilerini rahatga ifade
edebilmelerini saglamak igin gerekli 6nlemler alinmistir.

Verilerin Analizi

Veriler toplandiktan sonra arastirmacilar tarafindan titizlikle incelenmistir. Ardindan, toplanan
verilerin dokiimii yapilirken her bir katilime1 O1, O2 vb. seklinde kodlanmis ve veriler bilgisayar ortamina
aktarilmigtir. Dis gegerliligi saglamak adina katilimcilarin ifadelerinden dogrudan alintilara yer verilmistir.
Boylece, nesnellik agisindan yanliliklarin azaltilmasi amaglanmistir (Yildirim & Simsek, 2016, s. 277).

Bulgular

Ogretmenler Ogrenmeyi Ogrenme, bilissel farkindalik, uygun stratejileri secme ve grenmeyi
degerlendirme gibi unsurlari iceren iistbilissel 6grenme kavramina dair goriislerini ifade etmislerdir. Ustbilissel
Ogrenme stratejilerinin uygulanmasi baglaminda; iistbiligin diizenlenmesi, aktif grenme ve 6grenme rehberligi
ile ilgili uygulamalara dikkat ¢ekmiglerdir. Ayrica 6gretmenler, {istbiligsel 6grenme stratejilerini uygularken
cesitli zorluklarla karsilastiklarini vurgulamiglardir. Bu zorluklar arasinda; 6grencinin motivasyonunun diisiik
olmast, d6grencilerin bireysel farkliliklari, siniftaki uluslararasi 6grenci sayisi, uygulamalar i¢in kisitl zaman,
ders igeriginin yogunlugu, kalabalik smiflar ve teknolojik yetersizlikler yer almigtir. Ogretmenler ayrica,
Ogrencilerin matematik dersine karsi gelistirdikleri 6grenilmis ¢aresizlik ve velilerin 6grenme siirecini
destekleyememesi gibi zorluklari da belirtmislerdir. Calisma sonucunda; bu uygulamalarin 6grencilerin
akademik basarisi iizerinde olumlu bir etkiye sahip oldugu, 6grenci motivasyonunu artirdigi, ayrica 6z
farkindalik ve 6z giiveni gelistirdigi ortaya konulmustur. Bunun yani sira; elestirel diisiinme, analitik diisiinme,
6grenmeyi 6grenme ve problem ¢dzme becerileri tizerindeki olumlu etkileri de vurgulanmistir. Ayrica tiim bu
uygulamalarin iletisim becerilerini gelistirdigi belirtilmistir. Son olarak, istbiligsel 6grenme stratejilerinin
etkili bir sekilde uygulanmasina yonelik 6gretmen Onerileri arasinda; 6grencilere rehberlik edilmesi, gretimin
bireysel farkliliklara gore yapilandirtlmasi, 6gretmenlere iistbilis konusunda hizmet i¢i egitim verilmesi,
miifredatin istbilisi gelistirecek sekilde diizenlenmesi, 6grenme ortaminin iyilestirilmesi, 6grenci sayilarinin
azaltilmasi ve velilere 6grenmeyi 6grenme konusunda bilgi saglanmasi yer almigtir. Arastirma bulgularina
dayali 6neriler:

» Uygulamali ¢caligmalara daha fazla zaman taninmasi.

+ Ogretmenlerin derslerine farkli uygulama veya etkinlikleri dahil edebilmelerine olanak taniyacak
sekilde ders saatlerin planlanmasi.

+ Ogretmenlerin, 6grencilere iistbilissel stratejileri etkili bir sekilde kullanmalar1 konusunda rehberlik
edebilmesi ve sinif mevcutlarinin azaltilmast.

+ Ogretmenlere yonelik iistbiligsel 6grenme stratejileri konusunda hizmet igi egitim programlart
diizenlenlenmesi.

Anahtar Kelimeler: Ustbilissel Ogrenme Stratejisi, Ogrenme Stratejisi, Ogretmen, Ogrenci,
Rehberlik.
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Introduction

In the learning-teaching process, students' learning characteristics and capacities vary
alongside their cognitive development. When children's cognitive development is evaluated in terms
of metacognitive thinking skills, it is observed that during the concrete operational stage, they are
able to generate alternative solutions to various problems; upon reaching the formal operational
stage, they achieve significant metacognitive gains as their analytical thinking skills—along with the
ability to analyze and synthesize—develop (Bacanli, 2010, p. 69; Santrock, 2018, p. 47; Slavin, 2017,
p. 37). Furthermore, studies provide evidence suggesting that even young children may possess more
metacognitive skills than previously assumed (Lyons & Ghetti, 2010, pp. 245-263). In this context,
metacognition—an important strategy for transitioning from novice to expert in learning—can be
defined as an individual's awareness and control of their own thinking processes (Flavell, 1979, pp.
906-911). Metacognition generally relates to an individual's awareness of their own cognitive
structure and learning characteristics; metacognitive development can be described as the transition
to controlling one's own learning (Cubukcu, 2009, pp. 559-563) or as "thinking about thinking."
According to Flavell (1987), a successful learner possesses a strong knowledge base—encompassing
the cognitive tasks to be solved and strategies for achieving goals—as well as the skills to plan,
monitor, and evaluate their learning processes (Rahman et al., 2010, pp. 347-351). In fact, activities
such as planning, monitoring, and evaluating within the learning process are inherently
metacognitive (Abbas, 2017, pp. 576-596). Planning involves selecting appropriate strategies and
securing effective resources to achieve goals. Monitoring entails the individual observing and
redirecting their own activities to regulate learning. Evaluation involves examining the progress
made toward goals—that is, being aware of one's own actions (Cross & Paris, 1988, pp. 576-596;
Mahdavi, 2014, pp. 529-535). These elements are key components of metacognition.

To solve problems, students generally need to understand how their minds work and perceive
how they perform key cognitive tasks such as remembering, learning, and problem-solving
(Downing et al., 2009, pp. 609—621). The concept of metacognition relates to students' knowledge,
awareness, and control regarding their learning processes (Akinct & Abaci, 2011, p. 13).
Furthermore, metacognition—considered a key player in mental processes—can be defined as the
capacity to be aware of and reflect upon one's own thinking, placing it at the core of cognitive
competence (Kuhn, 2022, pp. 73-86). Metacognition, which encompasses enabling students to
process information more successfully and fostering awareness of how they process that information,
also assists them in effectively carrying out academic tasks (Williams & Atkins, 2009, p. 18). This
is because an individual's knowledge regarding their own learning influences future study choices
and learning performance (Metcalfe, 2009, pp. 159-163; Rawson & Dunlosky, 2007, cited in
Callender, Franco-Watkins & Roberts, 2016, pp. 215-235). Therefore, it is important to structure the
teaching-learning process in a way that fosters the development of metacognitive skills and for
teachers to provide guidance to students throughout this process (Senemoglu, 2017, p. 336). The 21st
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century demands a transformation that enables students to overcome challenges by applying higher-
order thinking skills (Hassan et al., 2016, pp. 1069-1078). The fact that teachers—who play a pivotal
role in facilitating this transformation—assist students in developing metacognitive awareness is a
significant factor in the students' cognitive development (Fisher, 1998, pp. 1-15); furthermore,
instructional strategies are considered key skills of effective teachers (Santrock, 2018, p. 7; Slavin,
2017, p. 37).

Studies demonstrate the importance of metacognitive learning strategies for students'
cognitive development and academic success (Akyol et al., 2010, pp. 1-21; Kocak & Boyaci, 2010,
pp. 767-772; Fooladvand et al., 2017, pp. 313-322; Tachie, 2019, pp. 1-12; Abdullayeva et al., 2025,
pp. 206-214; Ishak et al., 2025, pp. 81-101; Fu & Qi, 2025, pp. 3845-3856). Furthermore, students'
metacognitive awareness regarding how they learn enhances their metacognitive control and
contributes to the achievement of educational goals (Kuhn, 2000, pp. 178-181). However,
metacognitive awareness regarding the difficulties encountered in learning course content may not
be sufficient for students to select appropriate study strategies (Cao & Neiltfeld, 2007, pp. 31-46).
This indicates that students require guidance in this regard. In this context, it is important to determine
teachers' views on providing guidance to students during the implementation of metacognitive
learning strategies. This study sought answers to the following questions:

1. What are the teachers' views on the concept of metacognitive learning?

2. What are the teachers' views on the implementation of metacognitive learning
strategies?

3. What are the teachers' views on the difficulties encountered while implementing

metacognitive learning strategies?

4. What are the teachers' views on the effects of metacognitive learning strategies? 5.
What are the teachers' views regarding the effective implementation of metacognitive
learning strategies?

6. What are the mean scores on the “Form for Teachers’ Guidance on the
Implementation of Metacognitive Learning Strategies”?

METHOD
Research Model

This study was conducted using the phenomenology approach—a qualitative research design
that aims to examine in depth individuals' experiences regarding a specific phenomenon and the
meanings they attribute to those experiences. This approach seeks to uncover the shared meanings
and essential nature of these experiences by examining individuals' direct and subjective encounters
with the phenomenon (Creswell, 2013, p. 42; Yildirirm & Simsek, 2016, p. 69).

Study Group

The participants in the study were selected using the purposive sampling method. Purposive
sampling is a method that enables the researcher to select a sample from individuals who possess
specific characteristics and are capable of answering the research questions. This method is preferred
in qualitative research to obtain in-depth information and insights (Patton, 2015, p. 244). Purposive
sampling is considered one of the fundamental data collection strategies in qualitative research
because it offers the opportunity to examine participants' experiences and perceptions in a rich,
detailed manner (Merriam & Tisdell, 2016). The demographic characteristics of the participants are
presented below.
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Table 1: Demographic Characteristics of the Participants

f %
Gender Woman 19 79.16
Man 5 20.83
Subject Area Mathematics 13 54.16
Turkish 7 29.16
Social Studies 2 8.33
Science 2 8.33
Teaching 15 years and above 10 41.66
Experience
11-15 years 8 33.33
1-5 years 3 12.50
6-10 years 3 12.50

As shown in Table 1, 79.16% of the participants are female teachers, and 20.83% are male
teachers. Mathematics and Turkish teachers constitute the majority. Regarding seniority, 10 teachers
have 15 or more years of experience, 8 have 11-15 years, 3 have 610 years, and 3 have 1-5 years.

Data Collection Tools, Procedure, and Ethics

The study was conducted with the approval of the Gazi University Ethics Committee (E-
77082166-604.01-1143930). Data were collected using semi-structured and structured interview
forms. A literature review was initially conducted to prepare the interview questions. Subsequently,
the researchers developed the semi-structured interview form and the “Form on Teachers’ Guidance
Regarding the Implementation of Metacognitive Learning Strategies.” During the development of
the structured interview form, the literature was examined in line with the study's objective and the
relevant conceptual framework. Items were then created and evaluated by the researchers for their
alignment with the study's purpose and their clarity. The structured interview form consists of 34
questions designed to determine teachers' views on "learning to learn" and learning strategies. The
form includes questions such as: "Do you talk to your students about 'learning to learn' during your
lessons?", "Do you provide information to your students about study strategies during your lessons?",
and "Do you discuss how your students can plan their own learning during your lessons?" Each
question is answered using three options: "Yes" (3), "Partially”" (2), and "No" (1). To ensure the
validity of both measurement tools, expert opinions (n=3) were obtained, and the researchers
evaluated whether the questions represented the research concept and covered the dimensions of the
relevant concept (Yildirim & Simsek, 2016, p. 284). Based on feedback from the experts, revisions
were made to address any semantic or grammatical errors or deficiencies, as well as to incorporate
any suggestions. A pilot implementation was conducted with four participants to evaluate the
feasibility of the form—developed based on expert opinions—and the extent to which its content
was understandable to participants. Following this pilot, the necessary assessments were made, and
the form was finalized before proceeding to the actual implementation.

To ensure the credibility of the results regarding internal validity, participants were informed
about the research objective prior to the interviews. Necessary measures were taken to enable
participants to express themselves comfortably. It was observed that participants answered questions
sincerely during the interviews.

Participants completed the structured interview form in approximately 20 minutes, while the
semi-structured interviews lasted an average of 25-30 minutes. During the process, participants were
asked questions such as "Could you elaborate on what you mean?" or "Could you provide an
example?" Once collected, the data were meticulously examined by the researchers. Subsequently,
during the transcription process, each participant was assigned a code (e.g., P1, P2, etc.), and the data
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were transferred to a digital format. To address external validity, direct quotes from the participants
were included; this approach aimed to minimize bias and ensure objectivity (Yildinnm & Simsek,
2016, p. 277).

Coding procedures were carried out for the collected qualitative data. During this process,
three researchers coded the qualitative data independently of one another. Following the completion
of this step, the researchers convened to compare the codes they had generated and to evaluate them
in terms of meaning and scope. In instances where there were disagreements regarding codes, the
participants' statements were re-examined, and the meaning and content of the codes were discussed.
A final coding structure was established after these evaluations. Thematic coding was performed by
grouping related codes, and tables were created. Inter-coder agreement was calculated using Miles
and Huberman’s formula—Reliability = (Agreement / (Disagreement + Agreement)) x 100—
yielding a reliability score of 92.5%. For the data obtained via the closed-ended questionnaire,
arithmetic means were calculated, tabulated, and interpreted.

FINDINGS

Data regarding the first sub-question of the study, “What are the teachers' views on the
concept of metacognitive learning?”, are presented below.

Table 2: Teachers' Views on the Concept of Metacognitive Learning

Theme Subtheme f %
Learning to Learn Planning the Learning Process 7 12.72
Self-Directed Learning 6 10.90
Regulating Learning 4 7.27
Making Learning Effective 3 5.45
Managing the Learning Process 3 5.45
Facilitating Learning 2 3.63
Cognitive Awareness Awareness of Knowledge 10 18.18
Accessing Knowledge 7 12.72
Researching Information 2 3.63
Transferring Knowledge 2 3.63
Learning Strategies and _Selecting Appropriate Strategies 5 9.09
Evaluation Evaluating Learning 4 7.27
Total 55 100

As shown in Table 2, teachers' views regarding the concept of metacognitive learning
strategies are grouped under three themes: learning to learn, cognitive awareness, and learning
strategy and assessment. The "learning to learn" theme includes sub-themes such as planning the
learning process (f=7), self-directed learning (f=6), and regulating learning (f=4). The "cognitive
awareness" theme comprises sub-themes of awareness of knowledge (f=10), accessing knowledge
(f=7), researching knowledge (f=2), and transferring knowledge (f=2). Additionally, the "learning
strategy and assessment" theme includes selecting an appropriate strategy (f=5) and evaluating
learning (f=4). It is evident that the teachers' views on the concept of metacognitive learning are
primarily centered around the concepts of "learning to learn" and "cognitive awareness."

Furthermore, looking at some of the statements in which teachers expressed their views on
the concept of metacognitive learning: for instance, (T19) defined metacognition by stating,
"Metacognitive learning refers to the student managing their own learning process, it means
knowing what, why, and how to learn." (T24) expressed their view as follows: "Metacognitive
learning is the student facilitating their own learning through chosen methods, finding solutions by
becoming aware of the learning process, and making their learning permanent.” Another participant
(T21) provided this explanation regarding the concept of metacognition: "It is the student's ability to
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manage their own learning process, test how they can learn better on their own, and incorporate
those methods into the learning process.”

The second question addressed in the study was, “What are the teachers' views regarding
the implementation of metacognitive learning strategies?” The data obtained in this regard were
interpreted using the frequency and percentage values presented in Table 3.

Table 3: Teachers' Views on the Implementation of Metacognitive Learning Strategies

Theme Subtheme f %
Metacognitive Monitoring 15 18.29
Regulation Evaluation 13 15.85
Planning 10 12.19
Active Learning Student-Centered Learning 6 7.31
Project-Based Learning 5 6.09
Mastery Learning 4 4.87
Problem-Based Learning 4 4.87
Use of Concept Maps/Mind Maps 3 3.65
Critical Thinking 2 2.43
Learning Guidance Use of Advance Organizers 10 12.19
Think-Aloud 6 7.31
Providing Motivation 4 4.87
Total 82 100

An examination of teachers' views on the implementation of metacognitive learning
strategies reveals themes of metacognitive regulation, active learning, and learning guidance. The
metacognitive regulation theme comprises the sub-themes of monitoring (f=15), evaluation (f=13),
and planning (f=10). Within the active learning theme, approaches such as student-centered learning
(f=6), project-based learning (f=5), and mastery learning (f=4) come to the fore. Finally, the learning
guidance theme includes the sub-themes of using advance organizers (f=10), think-aloud strategies
(n=6), and fostering motivation (f=4).

A look at some examples of teachers' views on implementing metacognitive learning
strategies reveals that Participant (O17) prioritizes their use, stating: "I strive to implement
metacognitive learning strategies. I frequently employ strategies such as discussion, assessment, and
interpretation to enable students to connect pieces of information, grasp both the big picture and
specific details, and actively engage in the learning process." Similarly, another participant, (023),
shared their perspective as follows: "I frequently implement metacognitive learning strategies to help
students manage their learning processes more effectively and gain a deeper understanding of their
own learning. In my lessons, I solicit feedback from students regarding the extent of their
understanding of the topics covered. I assist them in self-assessment by guiding them on which
questions to focus on if they feel they have not grasped a concept. I ask them to explain what they
have learned in their own words, and I place importance on midterms, assignments, and projects.”
On the other hand, Participant (O12) highlighted the challenges of implementing metacognition in
the classroom, noting: "/ struggle to implement metacognitive learning strategies because the student
body at my school consists largely of foreign nationals."”

The research data collected regarding the third question, “What are the teachers’ views on
the difficulties they encounter while implementing metacognitive learning strategies? ", are presented
in Table 4 below.
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Table 4: Difficulties Teachers Encounter in Implementing Metacognitive Learning Strategies

Theme Subtheme f %
Student Low Student Motivation (Lack of Interest, 18 30.00
Inability to Focus)
Individual Differences Among Students 6 10.00
(Learning Style, Learning Pace)
Number of Foreign Students 3 5.00
Curriculum Limited Time 11 18.33
Content Overload 5 8.33
Learning Environment Overcrowded Classrooms 10 16.66
Technological Insufficiencies 2 3.33
Prejudice Learned Helplessness Toward 3 5.00
Mathematics
Parent Parents’ Inability to Support the Learning 2 3.33
Process
Total 60 100

As shown in Table 4, teachers' views regarding the difficulties encountered in implementing
metacognitive learning strategies are categorized into five main themes: students, the curriculum, the
learning environment, prejudice, and parents. Under the student theme, low student motivation
(f=18), individual student differences (f=6), and the number of foreign national students (f=3) were
cited as difficulties. Other difficulties mentioned include limited time (f=11) and content density
(f=5) regarding the curriculum; overcrowded classrooms (f=10) and technological inadequacies (f=2)
regarding the learning environment; learned helplessness regarding mathematics (f=3) regarding
prejudice; and a lack of parental support for the learning process (f=2).

Regarding teachers' views on the difficulties encountered in implementing metacognitive
learning strategies, one example is the statement by (T18): “Students’ lack of interest in the lesson
and the fact that they spend their time on virtual games make it difficult for me to implement
metacognitive learning strategies.” Similarly, (T21) stated, “I face difficulties due to students' low
levels of readiness, their lack of sufficient patience, and the disruptive behavior of some students in
the learning environment,” while (T14) shared the view that “Large class sizes pose a significant
challenge when implementing metacognitive learning strategies. Additionally, low student
motivation and the inability of parents to support their children's learning processes—due to a lack
of sufficient knowledge on the subject—are among the other difficulties experienced.”

Another question addressed in the study was: “What are the teachers' views regarding the
effects of metacognitive learning strategies?” The data obtained are presented in Table 5, including
frequency and percentage values.
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Table 5: Teachers' Views on the Effects of Metacognitive Learning Strategies

Theme Subtheme f %
Supporting Educational ~ Positive Contribution to Academic 24 33.80
Development Achievement
Supporting Affective Fostering Motivation (Interest, Curiosity, Self- 10 14.08
Development Directed Learning, Willingness)
Self-Awareness 8 11.26
Self-Confidence 3 4.22
Autonomy 2 2.81
Supporting Cognitive Critical Thinking 8 11.26
Development Analytical Thinking 5 7.04
Learning to Learn 5 7.04
Problem Solving 3 4.22
Supporting Effective Communication with Students 3 4.22
Communication
Total 71 100

Teachers' views regarding the effects of metacognitive learning strategies were categorized
into four themes: supporting educational development, supporting affective development, supporting
cognitive development, and supporting communication. Sub-themes such as positive contribution to
academic achievement (f=24) emerged under the theme of supporting educational development,
while motivation (f=10), self-awareness (f=8), and self-confidence (f=3) emerged under the theme
of supporting affective development. Sub-themes such as critical thinking (f=8), analytical thinking
(f=5), and learning to learn (f=5) were included under the theme of supporting cognitive
development. Additionally, the sub-theme of effective communication with the student (f=3) was
identified.

Some examples of teachers' views regarding the effects of metacognitive learning strategies
are as follows: “When metacognitive learning strategies are implemented, there is an increase in
students' academic achievement. Most importantly, since students' problem-solving skills also
improve, they are able to offer solutions to other problems they encounter in life” (T19). “I observe
improvements in my students' analytical thinking and reasoning abilities” (T17). “Implementing
metacognitive learning strategies in lessons contributes positively to students managing their
learning processes more consciously and thinking more deeply. These strategies boost student
motivation, support cognitive and affective development, and enhance academic achievement.
Students participating in the learning process experience increased self-efficacy and self-confidence.
Their critical thinking skills improve, and their stress levels decrease” (T23).

The fifth research question is, “What are the teachers' views regarding the effective
implementation of metacognitive learning strategies?” and the data obtained are presented in Table
6.
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Table 6: Teachers' Views on the Effective Implementation of Metacognitive Learning Strategies

Theme Subtheme f %
Teacher Guiding Students (Raising Awareness, 14 26.41
Developing Learning-to-Learn Skills,
Providing Feedback)
Structuring Instruction According to Students” 9 16.98
Individual Differences
Providing In-Service Training for Teachers on 4 7.54
Metacognition
Curriculum Structuring the Curriculum to Foster 13 24.52
Metacognition
Learning Environment Improving the Learning Environment 5 9.43
Reducing Class Size 4 7.54
Parent Informing Parents About Learning to 4 7.54
Learn/Metacognition
Total 53 100

An examination of the teachers' views regarding the effective implementation of
metacognitive learning strategies—presented in Table 6—reveals that these views cluster around the
themes of the teacher, the curriculum, the learning environment, and parents. The "teacher" theme
encompasses the sub-themes of guiding students (f=14), structuring instruction according to students'
individual differences (f=9), and providing in-service training to teachers on metacognition (f=4).
Additionally, sub-themes were identified regarding structuring the curriculum to foster
metacognition (f=13), improving the learning environment (f=5), reducing class sizes (f=4), and
informing parents about "learning to learn" (=4).

Regarding the excerpts of teachers' views on the effective implementation of metacognitive
learning strategies, for instance, (T3) states, “To ensure students become self-aware and understand
what they can achieve, we must frequently incorporate activities that boost their confidence in this
regard”; (T9) notes, “Students should be informed about metacognitive learning strategies”; and
(T23) remarks, “For the more effective implementation of metacognitive learning strategies, it is
necessary to first raise awareness, start with small steps, provide opportunities for practice, offer
regular feedback, consider individual differences, develop students' time management skills, utilize
digital tools, and enhance intrinsic motivation.”

The final question addressed in the study was: “What is the distribution of the mean scores
on the ‘Teachers’ Guidance on the Implementation of Metacognitive Learning Strategies’ form?”
The arithmetic means for the items are presented sequentially in Table 7 for each question and
subsequently interpreted.

Table 7: Distribution of Mean Scores on the Form Regarding Teachers' Guidance on the
Implementation of Metacognitive Learning Strategies

X
1 Do you talk with your students about learning to learn in your classes? 2.70
Do you talk with your students about how they can further improve their learning potential 2.58
or learning skills in your classes?
3 Do you engage in discussions or activities that increase your students’ awareness of learning 2.66
(e.g., “Canllearn?”, “What are my deficiencies?”, “How can I learn better?”) in your classes?
4 Do you provide opportunities for your students to evaluate their own learning (e.g., “I have 2.62

learned this” or “I could have done better”) in your classes?

Turkish Studies — Educational Sciences, 21(3)



The Teacher's Guiding Role in the Application of Metacognitive Learning Strategies 641

5 When your students encounter a problem while learning a topic, do you ask them questions 2.75
about the steps they have taken or could take to solve the problem?

6 Do you talk with your students about the difficulties they encounter in the learning process 2.58
while studying in your classes?

7 Do you encourage or support your students’ efforts to improve their own learning processes 291
(e.g., taking notes, reviewing more) in your classes?

8 Do you provide emotional support to your students during the learning process (e.g., 2.95

motivating them, supporting their achievement motivation, reinforcement) in your classes?

9 Do you guide your students regarding study strategies (e.g., how they can study) in your 2.79

classes?

10 Do you provide feedback aimed at improving your students’ metacognitive learning skills in 2.58
your classes?

11 Do you make an effort to help your students improve their metacognitive skills in your 2.50
classes?

12 Do you guide your students in taking their own class notes in your classes? 245

13 Do you conduct educational activities that encourage your students to provide examples 2.79
related to the topic or explain what they think in your classes?

14 Do you provide feedback and corrections after your students give their answers in your 2.95
classes?

15 Do you discuss the answers to questions with your students after administering exams in your 2.95
classes?

16 Do you think aloud while teaching topics in your classes? 2.37

17 Do you ask your students to keep thinking journals (i.e., writing down how they arrived at the 1.79
answer to a question/problem) in your classes?

18 Do you guide your students on how they can regulate their own learning processes based on 2.37

the feedback you provide regarding their classroom performance or exam results?

19 Do you explain to your students how they should think or which steps they should follow 2.75
when taking exams in your classes?

20 Do you include activities that enable your students to collaborate with one another in your 2.45
classes?

21 Do you give your students sufficient time to internalize (understand) the feedback you provide 2.54
in your classes?

22 Do you provide your students with information about the importance of metacognitive 2.50
learning strategies and how they can be applied in your classes?

23 Do you model how to use metacognitive strategies and draw your students’ attention to these 2.66
behaviors in your classes?

24  Before beginning to teach a new topic, do you ask questions that encourage your students to 2.83
think about what they already know about the topic?

25 At the beginning of your lessons, do you inform your students about the objectives of the 2.83
topic to be covered (i.e., the competencies or characteristics they are expected to acquire)?

26 Do you make an effort to use advance organizers (i.e., establishing connections between prior 291
and new knowledge) when teaching topics in your classes?

27 Do you guide your students in using organizational strategies (e.g., creating tables or graphs, 2.70
providing examples, reviewing) to learn new information meaningfully in your classes?

28 Do you provide a general summary of the topics covered that day at the end of your lessons? 2.62

29 Do you guide your students regarding different ways of learning (e.g., reading aloud, taking 2.66
notes, reviewing) in your classes?

30 Do you use strategies to capture your students’ attention before teaching a topic (e.g., starting 2.75
with a story, asking questions, preparing slides) in your classes?

31  When your students encounter an educational problem, do you ask them to think about what 2.75
they already know and do not know before attempting to solve it?

32 Do you engage in discussions that encourage your students to reflect on and evaluate their 2.66
own learning processes (e.g., “What did I do?” and “How could I have done better?”) in your
classes?
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33 Do you talk with your students about planning their own learning (e.g., studying by writing 2.66
or reading aloud) in your classes?

34 Do you talk with your students about reflecting on their own learning processes (e.g., planning 2.58
and monitoring the learning process, allocating study time, and evaluating whether the
outcomes achieved are sufficient)?

According to Table 7, it was observed that teachers frequently employ strategies such as
providing emotional support during the learning process (e.g., motivating students, fostering the
drive to succeed, and using reinforcement); giving feedback and making corrections following
student responses; discussing exam answers; encouraging or supporting students' efforts to improve
their own learning processes (e.g., taking notes, reviewing material more frequently); and making an
effort to use advance organizers (linking prior knowledge with new information) during instruction.
Conversely, the strategies least frequently implemented by teachers include—in descending order—
having students keep reflection journals (writing down how they arrived at the answer to a question
or problem); thinking aloud while covering a topic, and providing guidance on self-regulating
learning processes and creating personal study notes (such as incorporating questions and activities
that foster student collaboration).

DISCUSSION

This study examined teachers' views regarding teacher guidance in the implementation of
metacognitive strategies. Almost all teachers stated that metacognitive learning strategies make
positive contributions to students' cognitive and affective development. Similarly, Perry et al. (2019,
pp. 483-500) note that there is strong evidence showing metacognition has a highly positive impact
on students when taught effectively in schools. Metacognition is viewed as a predictor of learning
and achievement in school (Dent & Koenka, 2016, pp. 425-474; Ohtani & Hisasaka, 2018, cited in
Eberhart et al., 2025, pp. 1-45). This is because a student employing metacognitive strategies acts
systematically, monitors their own learning progress, flexibly adapts strategies to their learning, and
reflects on their own learning (Eberhart et al., 2025, pp. 1-45). An examination of teachers' views on
the concept of metacognitive learning highlights several themes: learning to learn (planning the
learning process, self-directed learning, regulating learning, making learning effective, managing the
learning process, and facilitating learning), cognitive awareness (awareness of knowledge, accessing
knowledge, researching knowledge, and transferring knowledge), selecting appropriate strategies,
and evaluating learning. Consistent with the findings of this study, the educational benefits of
metacognitive strategies such as self-awareness and self-monitoring have been previously noted
(Papleontiou-Louca, 2003, pp. 9-30). Furthermore, educational activities conducted by teachers
regarding metacognitive strategies foster student awareness. This awareness shifts the responsibility
for "learning how to learn" from teachers to students and cultivates positive self-perception and
motivation among students (Paris & Winograd, 1990, pp. 123-145). Another study, consistent with
the findings of the present research, highlights dimensions such as awareness, planning, engagement
in learning, and implementation (Nisan & Temel, 2023, pp. 480-504). Moreover, a review of existing
studies on metacognition (Flavell, 1979, pp. 906-911; Jacobs & Paris, 1987; Cross & Paris, 1988,
pp. 576-596; Mahdavi, 2014, pp. 529-535; Georghiades, 2004, pp. 365-383) reveals a parallel
between the participants' views on metacognition and research findings in the literature. Additionally,
the study indicates that teachers consider metacognitive learning strategies—specifically those
involving the regulation of metacognition, active learning, and learning guidance—to be significant
in the school setting. Similarly, Dangremond Stanton et al. (2021) emphasized the importance of
teachers supporting metacognitive strategies to enhance student achievement, noting that it is crucial
for teachers to encourage aspects such as the monitoring and control of learning. Likewise, Palladino
et al. In their study (2025, pp. 9-23), they demonstrated that metacognitive monitoring and control
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skills significantly predict children's English achievement. The assessment of learning was identified
as one of the prominent elements in the study's findings. This finding aligns with Flavell’s (1979, pp.
906-911) emphasis on assessment. According to Flavell, assessment is a crucial component of the
learning process, and the feedback provided through assessment contributes to the enhancement of
an individual's learning.

In this study, difficulties encountered during the implementation of metacognitive learning
strategies emerged across themes involving the student, the curriculum, the learning environment,
biases, and parents; specifically, low student motivation, individual differences, and a high number
of foreign national students in classrooms stood out. Regarding the curriculum, limited time and
dense content were cited as challenges; regarding the learning environment, overcrowded classrooms
and technological inadequacies were noted. Additionally, learned helplessness—particularly
concerning mathematics—and the inability of parents to support the learning process were identified
as further difficulties in implementation. Teachers state that the challenges they face in applying
metacognitive strategies are primarily linked to external or environmental factors. Similarly, in a
study conducted by Naqvi et al. (2023, pp. 302-317), participants—comprising school principals and
teachers—identified factors such as teacher reluctance, time constraints, and low student motivation
as barriers to developing communication, collaboration, critical thinking, and creativity skills in
education. Colognesi et al. (2024, pp. 1-19) also found that reasons for teachers not implementing
metacognitive strategies in the classroom included prioritizing the delivery of lesson content, time
limitations, and a perceived lack of competence in this area. Teachers; They reported implementing
practices such as providing emotional support (e.g., motivating, fostering the drive to succeed,
reinforcement), offering feedback and corrections, discussing exam answers, encouraging or
supporting students' efforts to improve their own learning processes (e.g., taking notes, reviewing
material more frequently), and making an effort to use advance organizers (linking prior knowledge
with new information) during instruction. Similarly, the study by Blakey & Spence (1990, pp. 1-5)
highlights the necessity of creating metacognitive environments to foster the development of
students' problem-solving and learning skills, noting that metacognitive strategies enhance these
skills. Strategies implemented least frequently include having students keep "thinking journals"
(writing down how they arrived at the answer to a question or problem) and "thinking aloud" while
covering a topic. Likewise, according to Du Toit & Kotze (2009, pp. 57-67), journal keeping and
thinking aloud are among the strategies least utilized by teachers and students. Furthermore, teacher
guidance regarding students' self-regulation of their learning processes and the creation of their own
study notes—such as incorporating questions and activities that facilitate student collaboration—
remains limited. These findings are also corroborated by other studies (Borkowski & Muthurkrishna,
1992, pp. 477-501; Blakey & Spence, 1990, pp. 1-5).

According to teachers, metacognitive learning strategies support students' educational,
affective, and cognitive development, as well as their communication skills. Furthermore, these
strategies have been found to contribute positively to academic achievement, boost motivation, foster
self-awareness and self-confidence, and have beneficial effects on critical thinking, analytical
thinking, learning-to-learn skills, and effective communication. Research supporting these findings
can be found in the literature (Karaman & Durukan, 2014, pp. 187-202; Kaya & Kozu Cakir, 2023,
pp. 1-10; Dikbas & Hasirci, 2008, pp. 69-76; Bas, 2012, pp. 49-71; Yangin, 2014, pp. 1-18).
Additionally, teachers believe that metacognitive learning strategies support students' educational,
emotional, and cognitive development and their communication (Goziitok, 2019, pp. 687-692). It is
understood that effective feedback provided by teachers within the framework of metacognitive
strategies has various positive effects on students' academic development (e.g., positive attitudes
toward the lesson, academic achievement, and the development of metacognitive awareness) (Cetin
& Sahin, 2015, pp. 39-67). In their study, Baggeci et al. (2013, pp. 551-566) also found that
increasing metacognitive awareness contributes positively to students' academic achievement.

www.turkishstudies.net/education



644 H. Senay Sen - Safiye Saric1 Bulut - Basak Beydogan Tangor

Regarding the effective implementation of metacognitive learning strategies, the teachers
participating in this study... There are views regarding various topics such as the teacher, the
curriculum, the learning environment, informing parents, providing guidance to students, structuring
instruction according to students' individual differences, and providing in-service training to teachers
on metacognition. Undoubtedly, it is clear that teachers need to be trained to successfully implement
instructional models in their classrooms (De Jager et al., 2005, pp. 179-196). Furthermore, the study
found that teachers hold views and offer suggestions concerning structuring the curriculum to foster
metacognition, improving the learning environment, reducing class sizes, and informing parents
about "learning to learn."

The study’s original contribution lies in its in-depth examination of teachers' views and
implementation processes regarding metacognitive learning strategies. In this context, the study goes
beyond merely addressing teacher behaviors; it evaluates concrete guidance practices, encountered
challenges, and areas of limited application alongside contextual conditions. The findings highlight
dimensions such as the regulation of metacognition, active learning, and teacher guidance within
these practices. Furthermore, the results indicate that when supporting students' metacognitive
learning processes, teachers place greater emphasis on practices such as providing emotional support,
offering feedback, making corrections, discussing answers to questions, encouraging students' self-
directed learning efforts, and using advance organizers. Conversely, it appears that certain guidance
practices—such as the use of thinking journals, think-aloud techniques, and strategies aimed at
helping students regulate their own learning processes—are employed to a more limited extent.
Insights regarding the challenges teachers face—including low student motivation, limitations
stemming from the curriculum, parents, and the learning environment, as well as various
preconceptions—can serve as a guide for practitioners and policymakers. This is because the study
demonstrates that for metacognitive learning strategies to be effectively utilized in the classroom,
one must consider not only the teacher's guidance role but also the learning environment, the
curriculum, and student characteristics.

CONCLUSION and RECOMMENDATIONS

Teachers expressed their views on the concept of metacognitive learning, covering topics
such as learning to learn, cognitive awareness, selecting appropriate strategies, and evaluating
learning. Regarding the implementation of metacognitive learning strategies, practices involving
the regulation of metacognition, active learning, and learning guidance were highlighted.
Furthermore, teachers emphasized the various challenges they encounter when applying these
strategies. These challenges include low student motivation, individual student differences, the
presence of foreign national students in classrooms, limited time for these practices, dense
curriculum content, overcrowded classrooms, and technological inadequacies. Teachers also
identified difficulties such as students' learned helplessness regarding mathematics and the
inability of parents to support the learning process. On the other hand, teachers noted the positive
effects of implementing metacognitive learning strategies on students. It was concluded that
these practices contribute positively to academic achievement and enhance motivation, as well
as fostering qualities such as self-awareness and self-confidence. Additionally, positive impacts
on critical thinking, analytical thinking, learning to learn, and problem-solving skills were
highlighted. It was also stated that these practices improve communication skills. Finally,
teachers' recommendations for the effective implementation of metacognitive learning strategies
included providing guidance to students, structuring instruction according to individual
differences, offering in-service training on metacognition, structuring the curriculum to foster
metacognition, improving the learning environment, reducing class sizes, and informing parents
about "learning to learn." The qualitative data from the study indicated that teachers most
frequently implemented metacognitive strategies such as providing emotional support during the
learning process, offering feedback, making corrections, discussing answers to questions,
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encouraging students' self-directed learning efforts, and using advance organizers. Conversely,
the least implemented strategies included having students write reflection journals, using "think-
aloud" techniques, guiding students in creating their own lecture notes and organizing their
learning processes, and incorporating activities that foster student collaboration.

Recommendations based on the research findings:
»  QGreater emphasis could be placed on practical applications within in-class activities.

* Class schedules could be planned to allow teachers to incorporate diverse practices
or activities into their lessons.

» In-service training programs regarding metacognitive learning strategies could be
organized for teachers.

» C(lass sizes could be reduced to enable teachers to provide guidance to students on
the effective use of metacognitive strategies.

* Informative educational meetings could be planned with parents at schools to help
students apply metacognitive strategies more effectively.

Limitations

This study has certain limitations. The research is limited to 24 participants from various
subject areas working in middle schools, and a convenience sampling method was employed to select
them. Therefore, the study's specific context and limitations must be considered when generalizing
the findings to other groups of teachers or educational levels. Data were collected using structured
and semi-structured interview forms designed to identify the teacher's guidance role in the
implementation of metacognitive strategies. Although expert opinion and a pilot study were utilized,
comprehensive validity and reliability analyses regarding the forms' psychometric properties were
not conducted; this factor should be taken into account when interpreting the findings. The small size
of the participant group limits the generalizability of the study's findings. Future research involving
larger samples could validate the insights gained here. Finally, due to the study's cross-sectional
nature, it was not possible to determine how teachers' guidance practices regarding metacognitive
learning strategies evolve over time; consequently, longitudinal studies could be conducted to
examine changes in metacognitive guidance practices.
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Ustbiligsel Ogrenme Stratejilerinin Uygulanmasinda Ogretmenin Rehberlik Rolii

Giris

Ogrenme dgretme siirecinde dgrencilerin bilissel gelisimleriyle birlikte dgrenme 6zellikleri
ve kapasiteleri de farklilasmaktadir. Cocuklarin biligsel gelisimi iistbiligsel diisiinme becerileri
acgisindan degerlendirildiginde, somut islemler doneminde kurgulanmis cesitli problemlerde
alternatif ¢6ziim yollan iiretebildikleri; soyut islemler donemine ulastiklarinda ise analiz ve sentez
yapabilme ile analitik diisiinme becerilerinin gelismesiyle birlikte {istbilissel agidan Onemli
kazanimlar elde ettikleri goriilmektedir (Bacanli, 2010, s. 69; Santrock, 2018, s. 47; Slavin, 2017, s.
37). Ayrica yapilan galigmalar kii¢iik cocuklarin da varsayilandan daha fazla iistbiligsel beceriye
sahip olabilecegine yonelik kanitlar sunmaktadir (Lyons & Ghetti, 2010, ss. 245-263). Bu baglamda
o0grenme konusunda acemilikten ustaliga gegiste kullanilabilecek dnemli bir strateji olan iistbilis
bireyin kendi diisinme siireclerinin farkinda olmasi ve kontrol etmesi seklinde tanimlanabilir
(Flavell, 1979, ss. 906-911). Ust bilis genel olarak bireyin kendi bilis yapis1 ve 6grenme dzelliklerine
iligkin farkindalig1 ile ilgilidir ve iistbiligsel gelisim kisinin kendi 6grenmesinin kontroliine gegis
(Cubukcu, 2009, ss. 559-563) ya da diistinmeyi disiinme seklinde ifade edilebilir. Flavell (1987)’e
gore iyi bir 6grenci, ¢oziilmesi gereken bilissel gorev ve hedeflere ulagsma stratejilerini igeren giiclii
bir bilgi tabanina ve ayni zamanda &grenme siireclerini planlama, izleme ve degerlendirme
becerilerine sahiptir (Rahman ve dig., 2010, ss. 347-351). Aslinda 6grenme siirecinde planlama,
izleme ve degerlendirme gibi faaliyetler dogasi1 geregi iistbiligseldir (Abbas, 2017, ss. 576-596).
Planlama, uygun stratejilerin se¢ilmesini ve hedeflere ulasmak i¢in etkili kaynaklarin saglanmasini
igerir. Izlemede dgrenmeyi diizenlemek icin, bireyin kendi faaliyetlerini gdzlemlemesi ve yeniden
yonlendirmesi soz konusudur. Degerlendirmede ise hedeflere dogru kaydedilen ilerlemenin
incelenmesi yani kisinin kendi yaptiklariin farkinda olmasi beklenir (Cross & Paris, 1988, ss. 576-
596; Mahdavi, 2014, ss. 529-535). Bu basliklar iistbilisin 6nemli bilesenleridir.

Ogrencilerin sorunlar1 ¢dzmek icin genellikle zihinlerinin nasil isledigini anlamalar1 ve
hatirlama, 6grenme ve problem ¢ozme gibi énemli biligsel gorevleri nasil gergeklestirdiklerini
algilamalar1 gerekir (Downing ve dig. 2009, ss. 609-621). Ustbilis kavrami, 6grencilerin 6grenme
stireclerine yonelik bilgisi, farkindalig1 ve kontrolii ile iliskilidir (Akinc1 & Abaci, 2011, s. 13). Diger
yandan zihinsel siire¢ler agisindan 6énemli bir oyuncu olarak diisiiniilen iistbilis biligsel yeterliligin
merkezinde, diisiincenin farkinda olma ve onu diislinme kapasitesi olarak belirtilebilir (Kuhn, 2022,
ss. 73-86). Ogrencilerin bilgiyi daha basarihi bir sekilde islemesini saglamak ve bilgiyi nasil
isledikleri konusunda farkindaliklarin1 gelistirmeyi kapsayan iistbilis, aynm1 zamanda &grencilerin
akademik gorevleri etkin bir sekilde yerine getirmelerine yardim eder (Williams & Atkins, 2009,
s.18). Clinkii kisinin kendi 6grenmesi hakkindaki bilgisi, gelecekteki ¢aligma tercihlerini ve 6grenme
performansini etkiler (Metcalfe, 2009, ss. 159-163; Rawson & Dunlosky, 2007, akt. Callender,
Franco-Watkins & Roberts, 2016, ss. 215-235). Bu nedenle 6grenme-0gretme siirecinin istbilis
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becerilerinin gelistirilmesine yardimci olacak bicimde diizenlenmesi ve 6gretmenlerin bu siirecte
ogrencilere rehberlik yapmasi onemlidir (Senemoglu, 2017, s. 336). 21. ylizyil 6grencilerin {ist
diizey diigsiinme becerilerini uygulayarak zorluklarin iistesinden gelebilmesini saglayacak bir
doniisiim gerektirmektedir (Hassan ve dig. 2016, ss. 1069-1078). Bu doniisiimiin saglanmasinda
onemli rolii olan Ogretmenlerin, &grencilerin iistbiligsel farkindalik gelistirmelerine yardimci
olmalar1 6grencilerin biligsel gelisimlerinde 6nemli bir faktordiir (Fisher, 1998, ss. 1-15) ve aym
zamanda Ogretim stratejileri etkili 6gretmen becerileri arasinda yer almaktadir (Santrock, 2018, s. 7;
Slavin, 2017, s. 37).

Yapilan ¢alismalar iisbilissel 6grenme stratejilerinin 6grencilerin bilissel gelisimi ve basarisi
agisindan dnemini ortaya koymaktadir (Akyol ve dig., 2010, ss.1-21; Kogak & Boyaci, 2010, ss. 767-
772; Fooladvand ve dig. 2017, ss. 313-322; Tachie, 2019, ss. 1-12; Abdullayeva ve dig., 2025,
$5.206-214; Ishak ve dig. 2025, ss. 81-101; Fu & Qi, 2025, ss. 3845-3856). Bunun yaninda
ogrencilerin nasil bildiklerine yonelik iistbiligsel farkindaliklari onlarin iistbiligsel kontrollerini artirir
ve egitsel hedeflerin gerceklesmesine katki saglar (Kuhn, 2000, ss. 178-181). Ancak 6grencilerin
ders igerigini 6grenmede karsilagtiklar giicliiklere iliskin tistbiligsel farkindaliklari, onlarin ¢alisma
stratejilerinin dogru secebilmesi icin yeterli olamayabilir (Cao & Neiltfeld, 2007, ss. 31-46).
Ogrencilerin bu konuda rehberlige ihtiyaglari oldugunu ortaya koymaktadir. Bu baglamda
ogretmenlerin 6grencilerin listbilissel 6grenme stratejilerini uygulama siirecinde rehberlik yapmasina
iligkin goriislerinin belirlenmesi 6nemlidir. Calismada asagidaki sorulara cevap aranmustir:

1. Ogretmenlerin iistbilissel 6grenme kavramina yénelik goriisleri nedir?
2. Ogretmenlerin iistbilissel dgrenme stratejilerinin uygulanmasina yonelik goriisleri nedir?

3. Ogretmenlerin iistbilissel grenme stratejilerini uygularken karsilastiklar giigliiklere yonelik
goriisleri nedir?

4. Ogretmenlerin iistbiligsel 5grenme stratejilerinin etkilerine yénelik goriisleri nedir?

5. Ogretmenlerin {istbiligsel 6grenme stratejilerinin etkin uygulanmasina yonelik goriisleri
nedir?

6. “Ogretmenlerin Ustbilis Ogrenme Stratejilerinin Uygulanmasina Iliskin Rehberligi Formu”
ortalama puanlar1 nasildir?

YONTEM
Research Model

Bu arastirma, bireylerin belirli bir olguya iliskin yasantilarini ve bu yasantilara yiikledikleri
anlamlar1 derinlemesine incelemeyi amaglayan nitel arastirma desenlerinden fenomenoloji
yaklagimiyla gergeklestirilmistir. Bu yaklasimda, bireylerin bir olguya iliskin dogrudan ve 6znel
yasantilar1 incelenerek, bu yasantilarin ortak anlamlarmin ve temel 6ziiniin ortaya c¢ikarilmasi
amaglanmaktadir. (Creswell, 2013, s. 42; Yildirnm & Simsek, 2016, s. 69).

Calisma Grubu

Arastirmada, katilimcilar amagli 6rnekleme yontemi ile olusturulmustur. Amagh 6rnekleme,
aragtirmacinin belirli 6zelliklere sahip ve arastirma sorularini yanitlayabilecek kisilerden 6rneklem
secmesini saglayan bir yontemdir. Bu yontem, nitel arastirmalarda derinlemesine bilgi ve goriis elde
etmek amaciyla tercih edilir (Patton, 2015, s. 244). Amaclh ornekleme, katilimcilarin deneyimlerini
ve algilarini zengin bir sekilde inceleme olanagi sundugu igin, nitel arastirmalarin temel veri toplama
stratejilerinden biri olarak kabul edilmektedir (Merriam & Tisdell, 2016). Katilimcilarin demografik
ozellikleri agsagida sunulmustur.
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Tablo 1: Katilimcilarin Demografik Ozellikleri

f %
Cinsiyet Kadin 19 79.16
Erkek 5 20.83
Alan Matematik 13 54.16
Tiirkce 7 29.16
Sosyal Bilgiler 2 8.33
Fen Bilgisi 2 8.33
Kidem 15 yil ve iizeri 10 41.66
11-15 yil 8 33.33
1-5 yil 3 12.50
6-10 yil 3 12.50

Tablo 1’de goriildiigii gibi, katilmecilarin %79,16’s1 kadin ve 9%20,83’1 ise erkek
ogretmenden olugsmaktadir. Matematik ve Tiirk¢e 6gretmenlerinin cogunlukta oldugu goriilmektedir.
Kidem agisindan 10 6gretmen 15 yil ve tizeri, 8 6gretmen 11-15 y1l, 3 6gretmen 6-10 yil, 3 6gretmen
ise 1-5 yillik deneyime sahiptir.

Veri Toplama Araclar, Islem ve Etik

Calisgma Gazi tniversitenin Etik Komisyonunun (E-77082166-604.01-1143930) izni
almarak gerceklestirilmistir. Arastirmada veriler yar1 yapilandirilmis ve yapilandirilmis goriisme
formlart kullanilarak toplanmigtir. Goriisme sorulari hazirlanirken oOncelikle literatlir taramasi
yapilmistir. Ardindan arastirmacilar tarafindan yar1 yapilandirilmis goériisme formu ve
“Ogretmenlerin  Ustbilis Ogrenme Stratejilerinin  Uygulanmasina Iliskin Rehberligi Formu”
olusturulmustur. Yapilandirilmis gériisme formu gelistirilirken ¢alismanin amaci ve ilgili kavramsal
cerceve dogrultusunda literatiir incelenmistir. Sonrasinda maddeler olusturulmus ve aragtirmacilar
tarafindan ¢aligmanin amacina uyumu ve maddelerin anlasilabilirligi agisindan degerlendirilmistir.
Yapilandirilmis goriisme formu, 6gretmenlerin 6grenmeyi 6grenme ve 0grenme stratejilerine iliskin
goriislerini belirlemeye yonelik 34 sorudan olugsmaktadir. Formda; “Derslerinizde 6grencilerinizle
o0grenmeyi 6grenme hakkinda konusur musunuz?”, “Derslerinizde 6grencilerinize ders calisma
stratejileri hakkinda bilgi verir misiniz?” ve “Derslerinizde 6grencilerinizin kendi 6grenmelerini
planlamalariyla ilgili konugmalar yapar misiniz?”” gibi sorular yer almaktadir. Her bir soru, “Evet”
(3), “Kismen” (2) ve “Hayir” (1) olmak iizere {i¢ secenek iizerinden yanitlanmaktadir. Her iki lgme
aracinin gegerliginin saglanabilmesi i¢in uzman goriisii alinarak (n=3), sorularin arastirma kavramini
temsil edip etmedigi, ilgili kavramin boyutlarini kapsayip kapsamadig (Yildinm & Simsek, 2016, s.
284) arastirmacilar tarafindan degerlendirilmistir. Uzmanlardan gelen doniitlere gére bazi maddeler
iizerinde anlamsal ya da gramatik hata ya da eksiklikler ve varsa Onerilere gore revize yapilmistir.
Uzman goriisleri dogrultusunda diizenlenen formun uygulanabilirliginin ve iceriginin katilimcilar
tarafindan anlagilabilirliginin  degerlendirilmesi igin dort katilimer ile plot uygulama
gerceklestirilmistir. Bu uygulama sonrasinda yine gerekli degerlendirmeler yapilmis ve forma son
hali verildikten sonra asil uygulamaya gec¢ilmistir.

Caligmada i¢ gegerlik agisindan sonuglarin inanilirligi i¢in katilimeilara goériisme dncesinde
arastirma amaci hakkinda bilgi verilmistir. Katilimcilarin kendilerini rahat bir sekilde ifade
edebilmeleri i¢in gerekli tedbirler alinmistir. Goriisme esnasinda katilimeilarin sorular igtenlikle
cevapladiklar goriilmustiir.

Katilimeilar yapilandirilmis goriisme formunu yaklasik 20 dakikada doldurmuslardir. Yart
yapilandirilmis goriismeler ise ortalama 25-30 dakika stirmiistiir. Siiregte katilimcilara; “Ne demek
istediginizi biraz daha agiklayabilir misiniz?” ya da “Ornek verebilir misiniz?” gibi sorular da
yoneltilmistir. Veriler toplandiktan sonra aragtirmacilar tarafindan titizlikle incelenmistir. Sonrasinda
toplanan veriler yazili hale déniistiiriiliirken her bir katilime1 O1, O2. vb. gibi kodlanmis ve ardindan
veriler bilgisayar ortamina aktarilmistir. D1 gecerlik i¢in ise katilimcilardan dogrudan alintilara yer
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verilmistir. Boylece objektiflik agisindan dnyargilar azaltilmaya calisilmistir (Yildirim & Simsek,
2016, s. 277).

Toplanan nitel veriye iliskin kodlama islemleri gerceklestirilmistir. Bu siirecte ii¢ arastirmact
nitel verileri birbirinden bagimsiz bir sekilde kodlamistir. Bu islemin tamamlanmasindan sonra
arastirmacilar bir araya gelerek olusturduklari kodlar1 karsilagtirmiglar, anlam ve kapsam agisindan
degerlendirmislerdir. Goriis ayriligi bulunan kodlarda ise katilimci ifadeleri yeniden incelenmis,
kodun anlami ve icerigi tartisilmistir. Tiim bu degerlendirmelerden sonra nihai kodlama yapisina
ulagtlmistir. Kod listelerinde birbiriyle iliskili olanlar dikkate alinarak tematik kodlama yapilmis ve
tablolar olusturulmustur. Kodlayicilarin goriis birligi Miles ve Huberman’in Giivenirlik = (Goriis
Birligi / (Gortis Ayriligr + Goriis Birligi)) x 100 formiilityle ile hesaplanmis ve giivenirlik .92.5
bulunmustur. Kapali uclu sorulardan olusan form yoluyla elde edilen veriler ig¢in aritmetik
ortalamalar1 hesaplanmuis, tablo haline getirilerek yorumlanmustir.

BULGULAR

Arastirmanin “Ogretmenlerin iistbilissel 6grenme kavramina yonelik goriisleri nedir?”
birinci alt sorusuna iligkin veriler, asagida sunulmustur.

Tablo 2: Ogretmenlerin Ustbilissel Ogrenme Kavramina Y énelik Goriisleri

Tema Alt tema f %
Ogrenmeyi 6grenme Ogrenme siirecini planlama 7 12.72
Kendi kendine 6grenme 6 10.90
Ogrenmeyi diizenleme 4 7.27
Ogrenmeyi etkili yapma 3 5.45
Ogrenme siirecini yonetme 3 5.45
Ogrenmeyi kolaylastirma 2 3.63
Bilissel farkindalik Bilginin farkindalig 10 18.18
Bilgiye ulagma 7 12.72
Bilgiyi aragtirma 2 3.63
Bilgiyi aktarma 2 3.63
Ogrenme stratejisi ve Uygun stratejiyi segme 5 9.09
degerlendirme Ogrenmeyi degerlendirme 4 7.27
Toplam 55 100

Tablo 2’de goriildiigli gibi, 6gretmenlerin {istbilissel 6grenme stratejiler kavramina iliskin
goriisleri 6grenmeyi 6grenme, bilissel farkindalik, 6grenme stratejisi ve degerlendirme olmak iizere
iic temada toplanmistir. Ogrenmeyi 6grenme temasinda dgrenme siirecini planlama (f=7), kendi
kendine 6grenme (f=6), 6grenmeyi diizenleme (f=4) gibi alt temalar yer almaktadir. Biligsel
farkindalik temasinda bilginin farkindaligi (£=10), bilgiye ulasma (f=7), bilgiyi arastirma (f=2) ve
bilgiyi aktarma (f=2) alt temalar1 vardir. Bunun yaninda 6grenme stratejisi ve degerlendirme
temasinda ise uygun stratejiyi segme (f=5), 6grenmeyi degerlendirme (f=4) oldugu goriilmektedir.
Ogretmenlerin iistbiligsel 6grenme kavramina yonelik gériislerinin daha ok “6grenmeyi 6grenme”,
“biligsel farkindalik” kavramlari merkezinde yogunlastig1 anlagilmaktadir.

Ayrica Ogretmenlerin {istbiligsel 6grenme kavramina yonelik goriiglerini ifade ettigi
ciimlelerden bazi alintilara bakildiginda; 6rnegin (O19) iistbilisi “Ustbilissel dgrenme dgrencinin
kendi 6grenme siirecini yonetmesini ifade eder. Neyi, nicin ve nasil 6grenmesi gerektigini bilmesi
anlamina gelir” olarak agiklamstir. (024) goriisiinii “Ustbilissel 6grenme ogrencinin ogrenmeye
iligkin se¢tigi yontemlerle kendi kendine dgrenmesini kolaylastirmasi, 6grenme siirecini fark ederek
¢oziimler bulmasi ve 6grenmesini kalici hale getirmesidir” olarak ifade etmistir. Bir bagka katilimc1
ise {istbilis kavramna iliskin “Ogrencinin kendi égrenme siirecini yonetebilmesi ve kendi kendine
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daha iyi nasil ogrenebildigini test edip, o yontemleri 6grenme siirecine dahil etmesidir” (021)
aciklamasini yapmustir.

Arastirmada cevap aranan ikinci soru “Ogretmenlerin iistbilissel 6grenme stratejilerinin
uygulanmasina yonelik goriisleri nedir?” olmustur. Buna gore elde edilen veriler Tablo 3’de frekans
ve ylzde degerleri verilerek yorumlanmustir,

Tablo 3: Ogretmenlerin Ustbilissel Ogrenme Stratejilerinin Uygulanmasina Ydnelik Goriisleri

Tema Alt tema f %
Ustbilisi diizenleme izleme 15 18.29
Degerlendirme 13 15.85
Planlama 10 12.19
Aktif 6grenme Ogrenci merkezli 5grenme 6 7.31
Proje tabanli 6grenme 5 6.09
Tam 6grenme 4 4.87
Probleme dayali 6grenme 4 4.87
Kavram/zihin haritasi kullanma 3 3.65
Elestirel diigsiinme 2 2.43
Ogrenme rehberligi On érgiitleyici kullanma 10 12.19
Sesli diisiinme 6 7.31
Motivasyon saglama 4 4.87
Toplam 82 100

Ogretmenlerin {istbilissel &grenme stratejilerinin uygulanmasina yonelik —gériisleri
incelendiginde; dstbilisi diizenleme, aktif O6grenme ve Ogrenme rehberligi temalart oldugu
goriilmektedir. Ustbilisi diizenleme temasinda izleme (f=15), degerlendirme (f=13), planlama (f=10)
alt temalar1 bulunmaktadir. Aktif 6§renme temasinda 6grenci merkezli 6grenme (f=6), proje tabanlt
ogrenme (£=5), tam dgrenme (f=4) gibi temalar 6n plana ¢ikmaktadir. Ogrenme rehberligi temasinda
ise On orgitleyici kullanma (f=10), sesli diisiinme (n=6) ve motivasyon saglama (f=4) alt temalar1
vardir.

Ogretmenlerin iistbilissel 6grenme stratejilerini uygulamalarina yonelik gériislerinin yer
aldig1 6rneklerden bazilarina bakildiginda; (O17)’in “Ustbilissel 6grenme stratejilerini uygulamaya
gayret ediyorum. Ogrencilerin bilgiler arasinda baglant: kurabilmeleri hem biitiinsel hem de parca
parca detaylari yakalayabilmeleri ve siirece aktif olarak dahil olmalari i¢cin 6grencilerle konusma,
degerlendirme ve yorumlama gibi stratejileri siklikla kullantyorum” ifadesi ile iistbilissel 6grenme
stratejilerini kullanmaya &nem verdigi anlasiimaktadir. Benzer sekilde bir diger katilimci olan (O 23)
ise goriisiinii, “Ogrencilerin 6grenme siireclerini daha etkili bir sekilde yonetmelerine ve kendi
ogrenmelerini derinlemesine anlamalarina yardimci olmak amaciyla siklikla iistbiligsel ogrenme
stratejilerini uyguluyorum. Derslerimde o68rencilerden dgrendikleri konularda neyi ne kadar
anladiklarina yonelik doniit alirim. Ogrencilere anlamadiginizi diisiiniiyorsaniz hangi sorulara
odaklanmalisimiz gibi icerikler ile kendilerini degerlendirmelerine yardimct olurum. Ogrendiklerini
kendi kelimeleriyle anlatmalarini isterim, ara sinav, édev ve projelere énem veririm” olarak
paylasmistir. Ancak diger yandan bir baska katilimci olan (012) ise, “Calistigim okulun biiyiik
oranda yabanct uyruklu oOgrencilerden olusmasi nedeniyle iistbilissel ogrenme stratejilerini
uygulama konusunda zorlaniyyorum” ifadesi ile siifta iistbilisi uygulamada yasadig zorluga dikkat
¢ekmistir.

“Ogretmenlerin iistbilissel ogrenme stratejilerini uygularken karsilastiklar: giicliiklere
yonelik goriigleri nedir?” liglincii sorusuna iligkin toplanan arastirma verileri asagida Tablo 4’de
verilmistir.
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Tablo 4: Ogretmenlerin Ustbilissel Ogrenme Stratejilerini Uygulamada Karsilastiklar1 Giicliikler

Tema Alt tema f %
Ogrenci Ogrencinin motivasyon diisiikliigii (ilgisizlik, odaklanamama) 18 30.00
Ogrencilerin bireysel farkliliklar1 (6grenme stili, 5grenme hizi) 6 10.00
Yabanci uyruklu 6grenci sayisi 3 5.00
Ogretim programi _ Siirenin sinirli olmasi 11 18.33
Icerik yogunlugu 5 8.33
Ogrenme ortami Kalabalik siniflar 10 16.66
Teknolojik yetersizlikler 2 3.33
Onyargi Matematige yonelik 6grenilmis ¢aresizlik 3 5.00
Veli Velinin 6grenme siirecini destekleyememesi 2 3.33
Toplam 60 100

Tablo 4’de goriildiigli gibi, 6gretmenlerin iistbilissel 6grenme stratejilerini uygulamada
karsilastiklar1 giigliiklere yonelik goriisleri 6grenci, 6gretim programi, 6grenme ortami, dnyargi ve
veli olmak iizere 5 ana temada toplanmustir. Ogrenci temasinda; dgrencinin motivasyon diisiikliigii
(f=18), dgrencilerin bireysel farkliliklar1 (f=6) ve yabanci uyruklu 6grenci sayisi (f=3) karsilasilan
giigliikler arasinda belirtilmistir. Ogretim programi agisindan siirenin smirli olmasi (f=11) ve igerik
yogunlugu (f=5), 6§renme ortami agisindan kalabalik siniflar (f=10), teknolojik yetersizlikler (f=2),
Onyargi acisindan matematik dersine yonelik 6grenilmis caresizlik (f=3) ve velinin 6grenme siirecini
desteklememesi (f=2) belirtilen diger giigliikklerdir.

Ogretmenlerin iistbilissel 6grenme stratejilerini uygulamada karsilastiklar1 giigliiklere
yonelik goriislerinden bazilarina bakildiginda; 6rnegin (O18)’in “Ogrencilerin derse olan ilgilerinin
yetersizligi ve zamanlarint sanal oyunlarla gegirmeleri iistbiligsel ogrenme stratejilerini uygulamami
zorlastirryor” ifadesi bulunmaktadir. (021)’in ise; “Ustbilissel 6grenme stratejilerin uygularken
ogrencilerin hazirbulunusluk diizeylerinin diisiik olmasi, yeteri kadar sabirly olmamalar: ve bazi
ogrencilerin 6grenme ortamint bozucu davramglarimin olmast nedenleriyle giicliik yasiyorum”™
dedigi ve (O14) ise “Swmif mevcutlarimn fazla olmas iistbilissel 6grenme stratejilerini uygularken
onemli bir giicliik. Bunun yaninda ogrencilerin motivasyonlarumin diisiik olmasi, velilerin bu konuda
yeterli bilgiye sahip olmamalarindan dolayr cocuklarinin 6grenme siireglerini destekleyememeleri
de yasanmilan diger zorluklar arasinda” gorusiinii paylastigi goriilmektedir.

Arastirmada cevap aranan bir diger soru; “Ogretmenlerin iistbilissel 6grenme stratejilerinin
etkilerine yonelik goriisleri nedir?” olmustur. Elde edilen verilerin Tablo 5’de frekans ve yiizde
degerleri ile birlikte verilmistir.

Tablo 5: Ogretmenlerin Ustbilissel Ogrenme Stratejilerinin Etkilerine Yonelik Goriisleri

Tema Alt tema f %
Egitsel gelisimi Akademik bagariya olumlu katki 24 33.80
destekleme
Duyussal gelisimi Motivasyon saglama (ilgi, merak, kendi 10 14.08
destekleme kendine 6grenme, istek)
Oz farkindalik 8 11.26
Ozgiiven 3 4.22
Ozerklik 2 2.81
Bilissel gelisimi Elestirel diigiinme 8 11.26
destekleme Analitik diiglinme 5 7.04
Ogrenmeyi 6grenme 5 7.04
Problem ¢6zme 3 4.22
Tletisimi destekleme Ogrenci ile etkili iletisim 3 422
Toplam 71 100
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Ogretmenlerin iistbiligsel dgrenme stratejilerinin etkilerine yonelik goriisleri egitsel gelisimi
destekleme, duyussal gelisimi destekleme, bilissel gelisimi destekleme ve iletisimi destekleme olmak
iizere 4 temada toplanmistir. Egitsel gelisimi destekleme temasinda akademik basartya olumlu katki
(f=24), duyussal gelisimi destekleme temasinda motivasyon saglama (f=10), 6z farkindalik (f=8),
Ozgiiven (f=3) gibi alt temalar olusmustur. Elestirel diislinme (f=8), analitik diigiinme (f=5),
O0grenmeyi 6grenme (f=5) gibi alt temalar biligsel gelisimi destekleme temasinda yer almistir. Bunun
yaninda 6grenci ile etkili iletisim (f=3) alt temas1 bulunmaktadir.

Ogretmenlerin iistbilissel grenme stratejilerinin etkilerine yonelik goriislerinin yer aldig
orneklerden bazilar1 ise sunlardir: “Ustbilissel 6grenme stratejileri uygulandiginda égrencilerin
akademik bagarilarinda artis oluyor. En onemlisi de 6grencilerin problem ¢ozme becerileri de
gelistigi icin hayatta karsilastiklar: diger problemlere ¢éziim onerileri sunabiliyorlar” (019).
“Ogrencilerimin analitik diisiinme ve muhakeme yeteneklerinin gelistigini gézlemliyorum” (O17).
“Derslerde iistbiligsel ogrenme stratejilerini uygulamak ogrencilerin 6grenme siireglerini daha
bilingli bir sekilde yonetmelerine, daha derinlemesine diisiinmelerine olumlu katki sagliyor. Bu
stratejiler ogrencilerin motivasyonunu artirryor, bilissel ve duyussal gelisimini destekliyor ve
akademik basarilar: artiyor. Ogrenme siirecine katilan égrencilerde ézyeterlik ve ozgiiven artisi
oluyor. Ogrencilerin elestirel diisiinme becerileri gelisiyor ve stres diizeyi azaltyor” (023).

Aragtirmanin besinci sorusu, “Ogretmenlerin iistbilissel 6grenme stratejilerinin etkin
uygulanmasina yonelik gériisleri nedir?” ve elde edilen veriler Tablo 6’da goriilmektedir.

Tablo 6: Ogretmenlerin Ustbilissel Ogrenme Stratejilerinin Etkin Uygulanmasina Y 6nelik
Goriigleri
Tema Alt tema f %
Ogretmen Ogrenciye rehberlik yapma (farkindalik 14 26.41
kazandirma, Ogrenmeyi Ogrenme becerisi
kazandirma, geri bildirim verme)

Ogrencilerin  bireysel farkliliklarma gore 9 16.98
Ogretimi yapilandirma
Ogretmenlere iistbilis konusunda hizmet ici 4 7.54
egitim verme
Ogretim programi Ogretim programmin iistbilisi gelistirecek 13 24.52
sekilde yapilandirilmasi
Ogrenme ortami Ogrenme ortaminin iyilestirilmesi 5 9.43
Ogrenci mevcudunun azaltilmasi 4 7.54
Veli Velilerin 6grenmeyi O0grenme/istbilis 4 7.54
konusunda bilgilendirilmeleri
Toplam 53 100

Tablo 6°da yer alan, 6gretmenlerin {istbilissel 6grenme stratejilerinin etkin uygulanmasina
yonelik goriisleri incelendiginde; 6gretmen, 6gretim programi, 6grenme ortami ve veli temalarinda
toplandig1 anlasiimaktadir. Ogretmen temasinda 6grenciye rehberlik yapma (f=14), 6grencinin
bireysel farkliliklarina gére 6gretimi yapilandirma (f=9), 6gretmenlere iistbilis konusunda hizmet i¢i
egitim verme (f=4) alt temalar1 bulunmaktadir. Bunun yaninda 6gretim programinin istbilisi
geligtirecek sekilde yapilandirilmast (f=13), &grenme ortaminin iyilestirilmesi (f=5), 6grenci
mevcudunun azaltilmasi (f=4) ve velilerin 6grenmeyi 6grenme hakkinda bilgilendirilmeleri (f=4) alt
temalar1 olusturulmustur.

Ogretmenlerin iistbiligsel grenme stratejilerinin etkin uygulanmasina yonelik goriislerine
iliskin alintilara bakildiginda 6rnegin; (O3) “Ogrencilerin kendilerinin farkinda olup, neleri
basarabileceklerini anlamalari icin, bu konuda giiven duygularin artiracak etkinliklere ¢okca yer
vermeliyiz”; (09)un “Ogrencilere iistbilissel ogrenme stratejileri hakkinda bilgilendirmeler
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yapumali” ve (023)’iin ise “Ustbilissel 6grenme stratejilerinin daha etkin uygulanmast icin bu
konuyla ilgili oncelikle farkindalik yaratmak, kiigiik adimlarla baslamak, uygulama firsati vermek,
diizenli geribildirimde bulunmak, bireysel farkliliklar: dikkate almak, ogrencide zaman yonetimi
becerilerini gelistirmek, dijital ara¢lar kullanmak ve i¢sel motivasyonu artirmak gerekir” ifadeleri
bulunmaktadir.

Arastirmada yer alan son soru; “Ogretmenlerin Ustbilis Ogrenme Stratejilerinin
Uygulanmasina Iliskin Rehberligi Formu ortalama puanlart dagihmi nasildir?”  olmustur.
Maddelere iliskin aritmetik ortalamalar her bir soru bazinda Tablo 7°de sirasiyla sunulmus ve
ardindan yorumlanmustir.

Tablo 7: Ogretmenlerin Ustbilis Ogrenme Stratejilerinin Uygulanmasina Iliskin Rehberligi Formu
Ortalama Puanlar1 Dagilimi

X
1 Derslerinizde 6grencileriniz ile 6grenmeyi 6grenme hakkinda konusur musunuz? 2.70
2 Derslerinizde 6grencileriniz ile kendi &grenme potansiyellerini ya da 6grenme 2.58
becerilerini nasil daha cok iyilestirebileceklerine iliskin konugmalar yapar misiniz?
3 Derslerinizde &grencilerinizin  6grenme farkindaliklarini  (6grenebiliyor muyum, 2.66

eksikliklerim neler, nasil daha iyi Ogrenebilirim gibi) artiran konusmalar ya da
etkinlikler yapar misiniz?

4 Derslerinizde ~ 6grencilerinize ~ 6grenme  konusunda  kendi  kendilerini 2.62
degerlendirmelerini (6grenebildim ya da daha iyisini yapabilirim gibi) saglayacak
firsatlar verir misiniz?

5 Derslerinizde 06grencilerinize konulart &grenirken yasayabilecekleri bir problem 2.75
oldugunda ¢oziim icin hangi adimlarn izlediklerine ya da izleyebileceklerine iliskin
sorular sorar misiniz?

6 Derslerinizde &grencilerinize ders calisirken 6grenme siireciyle ilgili karsilagtiklari 2.58
zorluklarinin neler oldugu hakkinda konusur musunuz?

7 Derslerinizde dgrencilerinizin kendi d6grenme siireclerini iyilestirme ¢abalarini (not 2.91
cikartmak daha ¢ok tekrar yapmak gibi) tesvik eder ya da onlara destek olur musunuz?

8 Derslerinizde 6grencilerinize 6grenme siirecinde duygusal destek (motive etme, 2.95
basarma giidiisiinii destekleme, pekistirme gibi) verir misiniz?

9 Derslerinizde dgrencilerinize ders galisma stratejileri hakkinda (nasil ¢alisabilecekleri 2.79

gibi) rehberlik yapar misiniz?

10  Derslerinizde 6grencilerinizin st bilissel 6grenme becerilerini gelistirmeye yonelik 2.58
doniitler verir misiniz?

11 Derslerinizde dgrencilerinizin iist biligsel becerilerini gelistirmelerine yardime1 olmak 2.50
icin ¢aba harcar misiniz?

12 Derslerinizde 6grencilerinizin kendi ders notlarini olusturmalart igin rehberlik yapar 2.45

mistniz?

13 Derslerinizde 6grencilerinizin islenen konuya iliskin 6rnek verme veya ne 2.79
diisiindiiklerini agiklamaya yonelik egitsel aktiviteler yapar misiniz?

14  Derslerinizde dgrencilerinizin verdikleri cevaplar sonrasinda doniit verir ve diizeltme 2.95
yapar misiniz?

15  Derslerinizde 6grencilerinize yaptiginiz smavlardan sonra sorularin cevaplari iizerinde 2.95
konusur musunuz?

16  Derslerinizde konularinizi islerken kendiniz sesli diigiiniir miisiiniiz? 2.37

17  Derslerinizde &grencilerinize diisiinme giinliikleri (bir soru/problemin cevabini nasil 1.79
buldugunu yazili olarak ifade etme) yazdirir misiniz?

18  Derslerinizde dgrencilerinizin siif i¢i performanslar1 ya da sinav sonuglarina yonelik 2.37

verdiginiz doniitlere gdre kendi Ogrenme siireglerinde nasil bir diizenleme
yapabilecekleri hakkinda rehberlik yapar misiniz?

19  Derslerinizde dgrencilerinize yapilan sinavlarda nasil diisiinmeleri ya da hangi adimlar1 2.75
izlemeleri gerektigi konusunda aciklamalar yapar misiniz?
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20 Derslerinizde 6grencilerinizin birbirleri ile is birligi yapabilecekleri etkinliklere yer 2.45
verir misiniz?

21  Derslerinizde Ogrencilerinize verdiginiz geribildirimi icsellestirmeleri 2.54
(anlayabilmeleri) i¢in onlara yeterli zaman verir misiniz?

22 Derslerinizde Ogrencilerinize iist biligsel 6grenme stratejilerinin 6nemi ve nasil 2.50
uygulanabilecegi hakkinda bilgi verir misiniz?

23 Derslerinizde 6grencilerinize {ist biligsel stratejileri nasil kullanabileceklerine iliskin 2.66
kendiniz 6rnek davraniglar sergiler ve 6grencilerinizin buna dikkatini ¢eker misiniz?

24 Derslerinizde 6grencilerinize yeni bir konu anlatmaya baslamadan once bu konuyla 2.83
ilgili daha dnceden ne biliyor olduklarini diisiindiirecek sorular sorar misiniz?

25 Derslerinize baglarken 6grencilerinizi isleyeceginiz konunun hedeflerinden 2.83
(kazandiracagi Ozelliklerden) haberdar eder misiniz?

26  Derslerinizde konularinizi islerken 6n orgiitleyicileri (eski bilgiler ile yeni bilgiler 291
arasinda bag kurma) kullanmaya dzen gdsterir misiniz?

27  Derslerinizde 6grencilerinizin yeni bilgileri anlamli bir bigimde 6grenebilmesi i¢in 2.70
orgiitleme stratejilerini (tablo, grafik yapma, oOrnekler verme, tekrar etme gibi)
kullanmalarina rehberlik eder misiniz?

28  Dersinizin bitiminde o giin islediginiz konularin genel bir dzetini yapar misiniz? 2.62

29  Derslerinizde dgrencilerinize farkli 6grenme yollari (sesli okuma, not gikartma, tekrar 2.66
yapma gibi) hakkinda rehberlik yapar misiniz?

30 Derslerinizde 6grencilerinizin dikkatini anlatacaginiz konuya ¢ekmek igin stratejiler 2.75
(bir 6ykii anlatarak baglamak, soru sormak, slayt hazirlamak gibi) kullanir misiniz?

31 Derslerinizde 6grencileriniz egitsel bir problem ile karsilagtiginda onu ¢6zmek igin 2.75
daha 6ncesinde ne bilip bilmediklerini diisiinmelerini séyler misiniz?

32 Derslerinizde O6grencilerinizin kendi 6grenme siireglerini degerlendirmelerine (ne 2.66
yaptim, nasil daha iyi yapabilirdim gibi) yonelik diiglinmeleri i¢in konusmalar yapar
mistiz?

33 Derslerinizde 6grencilerinizin kendi dgrenmelerini planlamalariyla (yazarak caligma, 2.66
sesli okuyarak ¢alisma gibi) ilgili konusmalar yapar misiniz?

34  Derslerinizde o&grencilerinizi kendi 6grenme siiregleri hakkinda diistinmeleri 2.58

konusunda (6grenme siirecinin planlanmasi, izlenmesi, ayrilacak calisma zamani,
ulasilan sonuglarin yeterli olup olmadig1 gibi) konusmalar yapar misiniz?

Tablo 7’e gore Ogretmenler 6grenme siirecinde duygusal destek verme (motive etme,
basarma giidiislinli destekleme, pekistirme gibi), 6grencilerin verdikleri cevaplar sonrasinda doniit
verme ve diizeltme yapma, sinavlardan sonra sorularin cevaplar iizerinde konusma, 6grencilerin
kendi 6grenme siireclerini iyilestirme ¢abalarini (not ¢ikartmak daha ¢ok tekrar yapmak gibi) tesvik
etme ya da onlara destek olma, ders islerken 6n orgiitleyicileri (eski bilgiler ile yeni bilgiler arasinda
bag kurma) kullanmaya 6zen gdsterme vb. gibi {istbiligsel stratejileri ¢cogunlukla uyguladiklar
goriilmiistiir. Ogrenmelerin en az uyguladiklari stratejiler arasinda ise, sirastyla diisiinme giinliikleri
(bir soru/problemin cevabini nasil buldugunu yazili olarak ifade etme) yazdirma, konu iglerken sesli
diisiinme, 6grencilerin kendi 6grenme siireclerini diizenlemede ve kendi ders notlarini olusturmada
rehberlik yapma (soru ve dgrencilerin birbirleri ile is birligi yapabilecekleri etkinliklere yer verme)
basliklar1 6ne ¢ikmaktadir.

TARTISMA

Bu ¢alismada 6gretmenlerin {istbiligsel stratejilerin uygulanmasinda dgretmen rehberligine
iliskin goriisleri incelenmistir. Ogretmenlerin tamamma yakini iistbiligsel 6grenme stratejilerinin,
ogrencilerin biligsel ve duyussal gelisimleri {izerinde olumlu katkilar1 oldugunu belirtmistir. Benzer
sekilde Perry ve dig. (2019, ss. 483-500) istbilisin okullarda etkili bir sekilde &gretildiginde,
Ogrenciler lizerinde ¢ok olumlu bir etkiye sahip oldugunu gosteren giiclii kanitlar oldugunu
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belirtmektedir. Ustbilis okulda 6grenme ve basarmin bir 6ngdriiciisii olarak goriilmektedir (Dent &
Koenka, 2016, ss. 425-474; Ohtani & Hisasaka, 2018, akt. Eberhart ve dig., 2025, ss. 1-45). Ciinkii
iistbiligsel stratejileri kullanan 6grenci planh bir sekilde hareket eder, kendi 6grenme ilerlemesini
izler, stratejilerini esnek bir sekilde kendi 6grenmesine uyarlar ve kendi 6grenmesi tizerine diisiiniir
(Eberhart ve dig. 2025, ss. 1-45). Ustbiligsel 6grenme kavramma iliskin dgretmen goriislerine
bakildiginda; 6grenmeyi 6grenme (6grenme siirecini planlama, kendi kendine 6grenme, 6grenmeyi
diizenleme, 6grenmeyi etkili yapma, 6grenme siirecini yonetme ve 6grenmeyi kolaylastirma), biligsel
farkindalik (bilginin farkindaligi, bilgiye ulasma, bilgiyi arastirma, bilgiyi aktarma), uygun stratejiyi
segcme ve 0grenmeyi degerlendirme temalar dikkat gekmektedir. Bu ¢aligmanin bulgularina benzer
sekilde 6z farkindalik ve 6z izleme gibi istbiligsel stratejilerin egitimsel faydalari belirtilmistir
(Papleontiou-louca, 2003, ss. 9-30). Bunun yaninda 6gretmenlerin iistbilis stratejileri ile ilgili yaptig1
egitsel faaliyetler 6grencilerin farkindaliklarini tegvik etmektedir. Bu farkindalik ise 0grenmeyi
O0grenme sorumlulugunu 6gretmenlerden Ogrencilere aktarir ve 6grencilerde olumlu 6z algi ve
motivasyonu gelistirir (Paris & Winograd, 1990, ss. 123-145). Bir bagka calismada da bu ¢alismanin
bulgulartyla benzer sekilde farkindalik, planlama, 6grenme daveti, uygulama gibi boyutlar
vurgulanmaktadir (Nisan & Temel, 2023, ss. 480-504). Ayrica iistbilis baglaminda rastlanan bazi
calismalara goz atildiginda (Flavell, 1979, ss. 906-911; Jacobs & Paris, 1987; Cross & Paris, 1988,
ss. 576-596; Mahdavi, 2014, ss. 529-535; Georghiades, 2004, ss. 365-383) katilimcilarin iistbilig
hakkindaki goriisleri ile literatiirdeki aragtirma sonuglari arasinda paralellik oldugu goriilmektedir.
Diger yandan arastirmada Ogretmenler tarafindan okullarda iistbiligsel 6grenme stratejilerinin;
iistbilisi diizenleme, aktif 6grenme ve 6grenme rehberliginde 6nemli olduguna isaret edilmistir.
Benzer sekilde Dangremond Stanton ve dig. (2021, fe3) de, 6grencilerin basarilarinin artirilmasinda
Ogretmenlerin st biligsel stratejileri desteklemelerinin Onemine vurgu yaparak, bu baglamda
O0grenme stratejilerinin, 6grenmenin izlenmesini ve kontrolii gibi asamalarin 6gretmenler tarafindan
tesvik edilmesinin énemli oldugunu dile getirmislerdir. Benzer sekilde Palladino ve dig. (2025, ss.
9-23) yiiriittiikleri calismada {istbilissel izleme ve kontrol becerilerinin cocuklarin Ingilizce
basarilarim  anlamli olarak yordadigini gdstermislerdir. Ogrenmenin degerlendirilmesi, bu
calismanin bulgularinda 6ne ¢ikan unsurlardan biri olarak belirlenmistir. Bu bulgu, Flavell’in (1979,
ss. 906-911) degerlendirmeye iliskin vurgusuyla da ortiismektedir. Flavell’e gore degerlendirme,
Ogrenme siirecinin dnemli bir bileseni olup degerlendirme yoluyla saglanan geri bildirimler, bireyin
O0grenmesini gelistirmesine katki saglamaktadir.

Yapilan bu arastirmada {istbiligsel 6grenme stratejilerinin uygulanmasinda 6grenci, 6gretim
programi, 6grenme ortami, Onyargl, veli temalarinda yasanan giigliikler ve 6zellikle 6grencinin
motivasyon diisiikliigii, bireysel farkliliklar, siniflarda yabanci uyruklu 6grenci sayisinin fazla olmasi
one gikmustir. Ogretim programi agisindan sinirli siire ve igerik yogunlugu, 6grenme ortami agisindan
kalabalik siniflar, teknolojik yetersizlikler, 6zellikle matematik dersine yonelik 6grenilmis ¢aresizlik
ve velinin 6grenme siirecini destekleyememesi uygulamada yasanan diger giicliikler olarak ifade
edilmistir. Ogretmenler iist biligsel stratejilerin uygulanmasinda temelde digsal/cevresel faktdrlere
bagl giicliiklerle karsilastiklarini belirtmektedirler. Benzer sekilde Naqvi ve dig. (2023, ss. 302-317)
yiiriittiikleri ¢aligmada okul miidiirleri ve 6gretmenlerden olusan katilimcilar tarafindan egitimde
iletisim, is birligi, elestirel diisiinme yaraticilik becerilerinin gelistirilmesinin Oniindeki engeller
arasinda Ogretmenlerin isteksizligi, vakit kisithiligi ve Ogrencilerin diigitk motivasyonu gibi
sebeplerin oldugunu dile getirmislerdir. Colognesi ve dig. (2024, ss. 1-19) de 6gretmenlerin sinifta
iist biligsel stratejileri uygulamamalarinin nedenleri arasinda ders igeriginin sunulmasiin 6ncelikli
oldugunu diisiinmeleri, zamanin sinirli olmasi ve kendilerini bu konuda yetersiz gérmelerinin yer
aldigin1 bulmuslardir. Ogretmenler; duygusal destek (motive etme, basarma giidiisiinii destekleme,
pekistirme gibi), doniit/diizeltme, sinavlardan sonra sorularin cevaplart iizerinde konusma,
ogrencilerin kendi 6grenme siireclerini iyilestirme ¢abalarini (not ¢ikartmak, daha ¢ok tekrar yapmak
gibi) tesvik etme ya da onlara destek olma, ders islerken 6n orgiitleyicileri (eski bilgiler ile yeni
bilgiler arasinda bag kurma) kullanmaya 6zen gosterme vb. uygulamalar yaptiklarini sdylemislerdir.
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Benzer sekilde Blakey & Spence (1990, ss. 1-5)’in ¢alismasinda da 6grencilerin problem ¢ézme ve
O0grenme becerilerinin gelisimini tesvik etmek i¢in iistbiligssel ortamlar olusturulmasinin gerekliligi
ve lstbiligsel stratejilerin O6grencilerin 6grenme becerilerini artirdigl belirtilmektedir. En az
uygulanan stratejiler arasinda, diisiinme giinliikleri (bir soru/problemin cevabini nasil buldugunu
yazili olarak ifade etme) yazdirma, konu islerken sesli diisiinme gelmektedir. Benzer sekilde Du Toit
& Kotze (2009, ss. 57-67)’e gore de giinliikk tutma ve yiiksek sesle diisiinme, 6gretmenler ve
Ogrenciler tarafindan en az kullanilan stratejiler arasinda yer almaktadir. Ayrica dgrencilerin kendi
Ogrenme stireclerini diizenlemede ve kendi ders notlarini olusturmada 6gretmen rehberligi (soru ve
Ogrencilerin birbirleri ile is birligi yapabilecekleri etkinliklere yer verme) sinirli kalmaktadir. Bu
bulgular diger calismalarda da belirtilmektedir (Borkowski & Muthurkrishna, 1992, ss. 477-501;
Blakey & Spence, 1990, ss. 1-5).

Ogretmenlere gore iistbilissel dgrenme stratejileri, dgrencilerin egitsel, duyussal, bilissel
gelisimini ve iletisimi desteklemektedir. Ayrica bu stratejilerin akademik basariya olumlu katki
sagladigi, motivasyonu artirdigi, 6z farkindalik kazandirdigi, 6zgiiven verdigi, elestirel diistinme,
analitik diigiinme, 6grenmeyi 0grenme ve etkili iletisim konularinda da olumlu etkileri oldugu
bulunmustur. Alan yazinda bu sonuglar1 destekleyen arastirmalara rastlanmaktadir (Karaman &
Durukan, 2014, ss. 187-202; Kaya & Kozu Cakir, 2023, ss.1-10; Dikbas & Hasirci, 2008, ss. 69-76;
Bas, 2012, ss. 49-71; Yangin, 2014, ss. 1-18). Ayrica 6gretmenler listbilissel 6grenme stratejilerinin
Ogrencilerin egitsel, duygusal, biligsel gelisimlerini ve iletisimlerini destekledigine inanmaktadir
(Géziitok, 2019, ss. 687-692). Ogretmenler tarafindan iist biligsel stratejiler icinde verilen etkili
doniitlerin, 6grencilerin akademik gelisimleri iizerinde ¢esitli olumlu etkileri (6rnegin derse yonelik
olumlu tutumlar, akademik basar1 ve iist biligsel farkindaligin gelismesi) oldugu anlasilmaktadir
(Cetin & Sahin, 2015, ss. 39-67). Baggeci ve dig. (2013, ss. 551-566) da yaptiklar1 arastirmalarinda
iist biligsel farkindaligin artirllmasinin 6grencilerin akademik basarilarinin tizerinde olumlu katkiya
sahip oldugunu bulmuslardir. Bu aragtirmaya katilan 6gretmenlerin iistbiligsel 6grenme stratejilerinin
etkin uygulanmasina yonelik; 0gretmen, 6gretim programi, 6grenme ortami, veli bilgilendirilmesi,
Ogrenciye rehberlik yapma, Ogrencinin bireysel farkliliklarina gore Ogretimi yapilandirma ve
Ogretmenlere iistbilis konusunda hizmet i¢i egitim verilmesine iligkin ¢esitli basliklarda goriisleri
bulunmaktadir. Kuskusuz o6gretmenlerin 6gretim modellerini smiflarinda basarili bir gekilde
uygulamak icin egitilmeleri gerektigi agiktir (De Jager ve dig. 2005, ss.179-196). Bunun yaninda
arastirmada Ogretmenlerin; 6gretim programinin istbilisi gelistirecek sekilde yapilandirilmasi,
Ogrenme ortaminin iyilestirilmesi, siniflarda 6grenci mevcudunun azaltilmasi ve velilerin 6grenmeyi
ogrenme hakkinda bilgilendirilmelerine iliskin goriis ve 6nerileri oldugu bulunmustur.

Caligmanin 6zgiin katkist O0gretmenlerin iistbiligsel Ogrenme stratejilerine yonelik
gorilislerinin ve uygulama siireglerinin derin bir sekilde ele alinmig olunmasidir. Bu baglamda
ustbiligsel stratejilere yonelik sadece Ogretmen davraniglari ele alinmamig, somut rehberlik
uygulamalari, karsilagilan giigliikler ve sinirli kaldig1 yonler de ele alinarak baglamsal kosullarla
birlikte degerlendirilmistir. Bulgular uygulamalarda {istbilisi diizenleme, aktif 6grenme, 6gretmen
rehberligi gibi boyutlar1 6n plana ¢ikarmigtir. Ayrica bulgular 6gretmenlerin 6grencilerin iistbiligsel
ogrenme siireglerini desteklerken 6zellikle duygusal destek verme, doniit saglama, diizeltme yapma,
sorularin yanitlari iizerinde konugma, 6grencilerin kendi kendine 6grenme ¢abalarini destekleme ve
on orgitleyiciler kullanma gibi uygulamalara daha fazla yer verdiklerini gostermektedir. Buna
karsilik diisiinme giinliikleri, sesli disinme ve Ogrencilerin kendi Ogrenme siire¢lerini
diizenlemelerine yonelik bazi rehberlik uygulamalarinin daha sinirh kaldigi goriilmektedir. Bu
stirecte Ogretmenlerin karsilastiklar1 giicliikleri 6grencilerin motivasyon dusiikliigli, 6gretim
programindan, veliden ve O6grenme ortaminda kaynaklanan smirliliklart ve gesitli Onyargilari
belirtmeleri uygulayic1 ve karar alicilara rehberlik edebilir. Ciinkii ¢alisma iistbiligsel 6grenme
stratejilerinin sinif ortaminda etkili bigimde kullanilabilmesi i¢in 6gretmenin rehberlik roliiniin yani
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sira 6grenme ortaminin, 6gretim programinin ve dgrencilerin dzelliklerinin de dikkate alinmasi
gerektigini ortaya koymaktadir.

SONUC ve ONERILER

Ogretmenler iistbilissel 6grenme kavramina iliskin 6grenmeyi 6grenme, bilissel farkindalik,
uygun stratejiyi secme ve dgrenmeyi degerlendirme konularinda goriis bildirmislerdir. Ustbilissel
O0grenme stratejilerini uygulamalarina yonelik olarak istbilisi diizenleme, aktif 6grenme ve 6grenme
rehberligine yonelik uygulamalara isaret edilmistir. Bunun yaninda 6gretmenler iistbiligsel 6grenme
stratejilerini uygularken cesitli giicliiklerle karsilastiklarint vurgulamislardir. Bunlar arasinda
Ogrencinin motivasyonunun diisiik olmasi, 6grencilerin bireysel farkliliklari, smiflarda yabanci
uyruklu Ogrencilerin sayisi, bu uygulamalar icin siirenin sinirli olmasi ve ders iceriklerinin
yogunlugu, kalabalik siniflar, teknolojik yetersizlikler yer almaktadir. Ayrica Ogretmenler
ogrencilerdeki matematik dersine iligkin Ogrenilmis c¢aresizlik ve velinin 6grenme siirecini
destekleyememesi gibi giicliikleri de ortaya koymuslardir. Ogretmenler diger yandan iistbilissel
O0grenme stratejilerinin uygulanmasinin 6grenci lizerindeki olumlu etkilerini de belirtmislerdir. Bu
uygulamalarin 6zellikle 6grencilerin akademik basarilarinda olumlu katkilar sagladigi, 6grencideki
ulagtlmistir. Ayrica G6grencilerde elestirel diisiinme, analitik diisiinme, 0grenmeyi Ogrenme ve
problem ¢6zme konularindaki olumlu etkileri vurgulanmistir. Tiim bu uygulamalarin iletisim
becerilerini de gelistirdigi belirtilmigtir. Son olarak istbiligsel 0grenme stratejilerinin  etkin
uygulanmasina yonelik 6gretmenlerin Onerilerinde 6grenciye rehberlik yapma, onlarin bireysel
farkliliklarina gore 6gretimi yapilandirma, 6gretmenlere iistbilis konusunda hizmet i¢i egitim verme,
Ogretim programinin Ustbilisi  gelistirecek sekilde yapilandirilmasi, O6grenme ortaminin
iyilestirilmesi, 6grenci mevcudunun azaltilmasi ve velilere 6grenmeyi 6grenme konusunda bilgiler
verilmesi yer almistir. Calismanin nitel verileri ise 6gretmenlerin en fazla 6grenme siirecinde
duygusal destek verme, doniit verme, diizeltme yapma, sorularin cevaplari hakkinda konusma,
ogrencilerin kendi kendine 6grenme cabalarini tesvik etme, 6n orgiitleyiciler kullanma tstbilissel
stratejilerini uyguladiklarim1 gostermistir. En az uygulanan stratejiler arasinda ise diigiinme
giinliikleri yazdirma, sesli diisiinme, 6grencilerin kendi ders notlarmi olusturmada ve 6grenme
stireclerini diizenlemede rehberlik yapma ve 6grencilerin birbirleri ile is birligi yapabilecekleri
etkinliklere yer verme olarak belirtilmistir.

Arastirma bulgular1 baglaminda oneriler:
e Derslerde sinif i¢i etkinliklerde uygulamalara daha fazla yer verilebilir.

e Ogretmenlerin derslerine farkli uygulama veya etkinlikleri dahil
edebilmelerine olanak taniyacak sekilde ders saatleri planlanabilir.

e Ogretmenlere yonelik iistbilissel 6grenme stratejileri konusunda hizmet ici
egitim programlari diizenlenlenebilir.

e Ogretmenlerin dgrencilere iistbilissel stratejilerin etkin kullanilabilmesine
yonelik rehberlik yapabilmesi i¢in sinif mevcutlar1 azaltilabilir.

e Ogrencilerin iistbiligsel stratejileri daha etkili uygulayabilmesi igin veliler ile
okullarda bilgilendirici egitim toplantilar1 planlanabilir.
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Simirhliklar

Bu caligmanin bazi sinirliliklart bulunmaktadir. Arastirma ortaokulda goérev yapan farkli
branslardaki 24 katilimciyla sinirlidir ve katilimcilarin belirlenmesinde kolay ulasilabilir durum
orneklemesi kullanilmistir. Bu nedenle, arastirmadan elde edilen bulgularin farkli 6gretmen gruplari
ve egitim kademelerine aktarilmasinda arastirmanin mevcut baglami ve smurliliklart dikkate
alimmalidir. Arastirmanin verileri, Ustbiligsel stratejilerin uygulanmasinda 6gretmenin rehberlik
roliinii belirlemeye yonelik olarak gelistirilen yapilandirilmis ve yari yapilandirilmis goriisme
formlar1 araciligiyla elde edilmistir. Her ne kadar uzman goriisii ve pilot uygulamadan yararlanilmig
olmakla birlikte formun psikometrik 6zelliklerine iliskin daha kapsamli gecerlik ve gilivenirlik
analizleri gerceklestirilmemistir. Formdan elde edilen bulgularin yorumlanmasinda bu durumun
dikkate alinmasi gerekmektedir. Katilimc1 grubunun kiigiik bir sayida olmasi bu ¢aligmada elde
edilen bulgularin genellenebilirligini simirlandirmaktadir. Genis 6rneklemler {izerinde yapilacak
ileriki arastirmalar ile bu ¢aligmada elde edilen bilgiler test edebilir. Son olarak bu ¢aligmanin kesitsel
nitelikte olmasindan dolay1r &gretmenlerin {istbiligsel 6grenme stratejilerine yonelik rehberlik
uygulamalarinin zaman iginde nasil degistigi ortaya konulamamistir. O nedenle boylamsal
calismalarla Ustbiligsel rehberlik uygulamalarindaki degisimin incelenmesi belirtilebilir.
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ETiK BEYANLAR
Arastirma ve Yaymn Etigi

Yazar(lar), bu makalenin 6zgiin bir ¢alisma oldugunu ve bilimsel aragtirma ve yayin etigi
ilkelerine uygun olarak hazirlandigini1 beyan eder. Makale daha 6nce herhangi bir yerde
yayimlanmamig olup baska bir dergide degerlendirme siirecinde degildir. Caligmada
kullanilan tim kaynaklar akademik kurallara uygun bigimde atiflanmistir. Yazar(lar),
calismanin intihal, veri uydurma, veri tahrifi veya manipiilasyon icermedigini; arastirma
bulgulariin bilimsel diiriistliik ilkelerine uygun sekilde sunuldugunu beyan eder.

Yazar Katkisi

Tim yazarlar ¢aligmanin tasarlanmasi, yiiriitiilmesi, analizi ve makalenin hazirlanmasina
onemli Olcilide katkr saglamistir. Tiim yazarlar makalenin son halini okuyup onaylamis ve
yayimlanmasini kabul etmistir.

Cikar Catismasi

Yazar(lar), bu makalenin yayimlanmasina iligskin herhangi bir ¢ikar ¢atismasi bulunmadigini
beyan eder.

Finansal Destek

Bu aragtirma herhangi bir kamu kurumu, ticari kurulus veya kar amaci giitmeyen kurulus
tarafindan finansal olarak desteklenmemistir.

Yapay Zeka Kullamim Beyani

Makalenin hazirlanmasi siirecinde yapay zeka araclarindan yalnizca dil diizenleme, geviri
destegi ve anlatim iyilestirmesi amaciyla sinirh 6lgiide yararlanilmig olabilir. Yapay zeka
araclari tarafindan yapilan ¢eviri ve dil diizenlemeleri yazar(lar) tarafindan dikkatle kontrol
edilmistir. Yapay zeka araglar1 calismanin bilimsel igeriginin, aragtirma tasariminin,
analizlerinin veya akademik sonuglarinin olusturulmasinda kullanilmamistir. Makalenin
igerigine iliskin tiim akademik sorumluluk yazar(lar)a aittir.

Telif Haklar1 ve izinler

Yazar(lar), telif hakki gerektiren materyaller kullanilmissa gerekli izinlerin alindigint ve
caligmanin herhangi bir fikr miilkiyet hakkini ihlal etmedigini beyan eder.

Yazar Onay1

Tiim yazarlar makalenin son halini okuduklarini, onayladiklarini ve yayimlanmasini kabul
ettiklerini beyan eder.
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