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The purpose of this study is to examine the metacognitive awareness of social studies
teacher candidates by class levels and genders. The sample of the research is composed
of 414 social studies teacher candidates who continue their education at Muallim Rifat
Faculty of Education in Kilis 7 Aralik University and Kazim Karabekir Faculty of
Education in Atatiirk University in 2018-2019 academic years. This study was designed
according to non-experimental survey model from quantitative research approaches.
In this study, a likert type Metacognitive Awareness Inventory consisting of 52 items
was used. SPSS 22.0 package program has been used in analyzing the data. Data have
been evaluated by t test and ANOVA test. According to the findings, there was a
significant difference between the teacher candidates' metacognitive awareness scores
and their grade levels. Teacher candidates' metacognitive awareness scores increased
as class levels increased (136.90 in 1st grade, 174.99 in 2nd grade, 206.12 in 3th grade,
and 232.93 in the 4th grade). When the data were examined in terms of gender
variable, it was seen that male teacher candidates (188.61) had higher cognitive
awareness than female teacher candidates (186.62). However, this difference is not
statistically significant.
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Bu calismamn amaci, sosyal bilgiler 6gretmen adaylarmnin bilisotesi farkindaliklarim sinif
diizeylerine ve cinsiyetlerine gore incelemektir. Arastirmanin Orneklemini, 2018-2019
egitim-6gretim yili bahar déneminde Kilis 7 Aralik Universitesi Muallim Rifat Egitim
Fakiiltesi ve Atatiirk Universitesi Kazim Karabekir Egitim Fakiiltesi'nde 6grenimlerini
siirdiiren 414 sosyal bilgiler Ogretmen adayr olusturmaktadir. Nicel arastirma
yaklagimlarindan deneysel olmayan tarama modeline gore tasarlanan bu calismada veri
toplama araci olarak 52 maddeden olusan likert tipi Bilisotesi Farkindalik Envanteri
kullanilmustir. Verilerin analizinde ise SPSS 22.0 paket programi kullanilmustir. Veriler t
testi ve ANOVA testi ile degerlendirilmistir. Analizler sonucunda elde edilen bulgulara
gore, sosyal bilgiler 6gretmen adaylarinin bilisétesi farkindalik puanlar1 sinif diizeylerine
gore anlaml farklilik olusturmustur. Siruf diizeyleri arttik¢a 6gretmen adaylarimin bilisétesi
farkindalik puanlarinin da arttigr gézlemlenmistir (birinci simifta ortalama 136.90, ikinci
sinifta ortalama 174.99, tiglincli sinifta ortalama 206.12, dordiincii smnifta ortalama 232.93).
Veriler cinsiyet degiskeni agisindan incelendiginde erkek 6gretmen adaylarmin (ortalama
188.61) kadin Ogretmen adaylarina (ortalama 186.62) gore daha yiiksek bilisotesi
farkindaliga sahip oldugu goriilmiistiir. Ancak bu farkliligin istatistiksel olarak anlamli bir
farklilik olmadig; tespit edilmistir.
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Giris
Sosyal bilgiler egitimi araciligiyla 6grencilerin karsilasilan problemlerin ¢oziimii i¢in dogru
kararlar alma, bilgiye ulasma, Ogrenmeyi Ogrenme gibi becerilerin 6grencilerde gelistirilmesi
amaglanmaktadir. Bu becerileri ve sosyal bilgiler dersinin Ogretilerini etkili sekilde kazanmak igin
bilisotesi becerilerin ise kosulmas: dnemlidir. Bu nedenle sosyal bilgiler egitimi icerisinde dgrencilerin

bilisotesi  becerilerinin  gelistirilmesi ~ saglanmalidir. C)grencilerin bilisGtesi  becerilerinin

gelistirilmesinde ise kuskusuz 6gretmenlerin ayr1 bir yeri ve 6nemi vardir.

Uygarligin gelisimini {i¢ asamada siralayan Toffler (1980)'a gore, ilk asama tarim toplumunu,
ikinci agama sanayi toplumunu, tigiincii ve son asama ise bilgi toplumunu ifade etmektedir. 19. ve 20.
ylizyillarda yenidiinya, kendi diizenini olanca hizi ile kurarken bilim adina yapilmakta olan
faaliyetler de bu donemler igerisinde biiyiik ivme kazanmistir. Doga bilimlerinin hizla gelismekte
oldugu 19. yiizyilin son ¢eyreginde 6zellikle Ivan Pavlov, Sigmund Freud, Edward C. Tolman, Albert
Ellis, Jean Piaget, Edward Thorndike gibi belli bash bilim adamlar1 insan davramslarinin ardinda
yatan stirecleri agiklama gayreti icerisinde olmuslardir (Ciiceloglu, 2006). Ancak kuramsal manada alt
yapist bilissel psikolojiye dayandirilan bilisotesi kavraminin egitim psikolojisi literatiiriine girisi
Flavell sayesinde gerceklesmistir. Bellek otesi terimini ilk kez 1976’da kullanan Flavell, ¢cocuklarin ileri
bellek yetenekleri konusunda yaptig1 bir arastirmada bu kavrami kullanarak literatiire kazandirmistir
(Griffith ve Ruan, 2005; Ozcan ve Oktay, 2019). Bununla birlikte bilim diinyasinda bilisotesi kuraminin
kurucusu olarak Flavell isminin 6n plana ¢ikmasima ragmen ilk olarak Hart'in “bilme duygusu”na
yonelik ¢alismalarinda bilisotesinin temellerinin atildigini da ifade etmek gerekir (Hart, 1965; Hart,

1967).

Akin ve Abaci'ya (2011) gore son yillarda “metacognitive” kavrami egitim psikologlari
tarafindan ciddi bir arastirma konusu olarak goriilmdiis, iizerinde ¢alismalar yapilmis ve tartigsmalara
konu edilmistir. Bilissel deneyimler iizerine yapilan calismalar devam ettigi siirece bilisotesi
hakkindaki tartismalar da devam edecektir. Bu tartismalarin nedenlerinden biri de bu kavramin
karsilig1 olarak st bilis, bilis iistii, 6z diizenleme gibi bir¢ok ¢ok kavramin kullaniliyor olmasidir. S6z
konusu kavramlar arasinda bazi farkliliklar bulunmasina karsin hepsi de biligsel siiregleri diizenleme
ve kontrol etme {izerindeki rolii agiklamaktadir. Bu nedenle bilisétesi kavramini tanimlamak 6nem

arz etmektedir.

Flavell, Miller ve Miller (2002) bilisotesini bilissel ¢abanin ogelerini diizenleyen bilissel
etkinlik ya da bilgi olarak degerlendirmektedir. Yurdakul (2004) bireyin biligsel siireglerinin isleyisini,
yapisini ve Ozelliklerini igsel olarak gozlemlemesi, bu siireglerin farkinda olmasi ve bu siirecleri
kontrol etmesi olarak tamimlamustir. Demirel (2020) bilisotesini, “bireyin bir Ogrenme gorevi
oncesinde, gorev sirasinda ve gorev sonrasinda bilissel strateji ve gorevin gerekleriyle ilgili olarak

kendisiyle iletisim kurmasi” seklinde tamimlamistir. Tobias ve Everson’a (2009) gore bilisotesi
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hatirlama, ezberleme ve problem ¢ézme gibi 6grenme sirasinda gergeklesen diger biligsel siiregleri
koordine eden {iist diizey bir yiiriitme stirecidir. Akin ve Abaci (2011) bilis6tesini kisaca bireyin
diisiinme hakkinda diisiinmesi, Sahrang (2019) 6grencinin kendi diisiinme siirecini degerlendirmesi,
Aydm (2016) ise biligsel bilgilenme diizeyini bilmesi ve bilme eylemini yonetmesi olarak

tanimlamaktadar.

Bilisotesi kavram olarak icinde dikkati, ayrintili ve ayn1 zamanda metodik tekrarlari, bilgiyi
organize etmeyi ve ayrintilandirmay: barmdirmaktadir (Woolfolk, 1980). Baska bir ifadeyle bireyin
zihinsel siireci igerisinde gerceklesen bilgi akisinin bilingli bir sekilde islemesi biligotesi kavraminin
genel yapisini olusturmaktadir. Bu da bireyin bilissel siireclerinin en basta 6zelliklerini daha sonra
bunlarin yapisini ve isleyis siireclerini i¢sel olarak gozlemleyebilmesi ve bunlar1 kontrol edebilmesi,
bu stireglerin farkinda olabilmesidir (Demircioglu, 2008). Bilisotesi ile bilis genel manada birbirleriyle
baglantili olan fakat farkli sekillerde isleyen iki siirectir. Bilis bir seyin farkinda olma ve onu
anlayabilme iken bilisotesi bunlarin yaninda o seyi 6grenme seklinin farkinda olabilmedir (Blakey ve
Spence, 1990). Yani bilissel beceriler bir gorevi ya da amaci yerine getirebilmek icin gerekli olan yap1
taslarin1 olustururken, bilistesi beceriler ise, bir gorevin ya da amacin nasil gergeklestirildiginin
kavranmasiyla ilgilidir (Schraw, 1998). Bu cercevede bilis; anlama, algilama ya da hatirlama gibi
biligsel stiregleri igerir, bilisiistii ise insamin kendi algilamasi, anlamasi, hatirlamas1 gibi biligsel
siiregleriyle ilgili kendi diisiinmesini igeren bir konstriiksiyon olarak karsimiza ¢ikmaktadir (Garner

ve Alexander, 1989).

Biligotesi bilgi, bir bilissel girisim siirecini ve onun ¢iktilarini etkileyebilecek 6zelliklere sahip
ve birbirleriyle etkilesim igerisinde olan gesitli degiskenlerle ilgili temel bilgi ve inanglar1 igerir. Bir
Ogrenme ortaminda bu gibi bilgilerin kazandirilmasi, 6grenme sonucuna ve siireglerine dair
farkindalik olusturur (Akin ve Abaci, 2011). Bilisotesi farkindaligin 6grencilerin basarilar: {izerinde
etkili oldugu (Paris, Cross ve Lipson, 1984) 6grenmelerine ve ders calismaya yonelik davramislarina

etkili bir rehberlik sundugu bilinmektedir (Baker ve Brown, 1984).

Bilig6tesi, bireyin kendi 6grenmesine etkin katilmasini, 6grenmesi esnasindaki diisiinme ve
karar verme siireglerinin farkinda olabilmesini, Ogrenmesini kontrol edebilmesini ve
diizenleyebilmesini saglamaktadir. Boylece, bireyin daha nitelikli bir performans ortaya koymasin
saglayarak 6grenmesini kolaylastirir ve daha yiiksek bir akademik basari gostermesinde destekleyici
olur. Bunun yaninda, hizli karar verebilmek adina kendine olan giivenini gelistirir ve sorumluluk
kazandirir. Dolayisiyla bilisotesi farkindalik, bireyin problem ¢6zme davranisinin yaninda dgrenme
siireclerini de etkilemekte ve 6grenmedeki farkindalik diizeyini arttirmaktadir. Bu sayede, bilisotesi
becerilerinin farkinda olan ve yiiksek diizeyde bilisttesi stratejiye sahip olanlar, olmayanlara kiyasla
karsilagtiklar1 problemlerin ¢oziimiinde daha stratejik davranabilmektedirler. Ogrenme esnasinda

yapilan bir yanhishk hakkinda daha erken ve hazir bir sekilde diistiniir ve siirekli 6grenme
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stratejilerini gelistirmeye calisirlar. Calismalarin1 daha planli ve diizenli olarak yiiriitebilirler ve
dolayisiyla basarilarini da arttirabilirler (Swanson, 1990; Schraw ve Sperling-Dennison, 1994; Schraw

ve Graham, 1997; Kuiper, 2002).

Bilisbtesi kavrami, Ogrenmenin daha ¢ok bireysellesmesine 6n ayak olmustur. Artik
Ogrencilerin pasif 6grenme ortamlarindan ¢ikip okul iginde ve okul disinda aktif 6grenme ilkeleri
dogrultusunda 6grenme faaliyetleri icerisinde yer almalari, kendi 6grenme yollarii kesfedip buna
uygun dgrenme faaliyetleri gerceklestirmeleri gerekmektedir (Unal, 2010). Bununla birlikte egitim
faaliyetleri sonucunda ortaya konan ciktilarin nicelik ve nitelik olarak gelistirilmesi, egitimin
bireysellestirilmesi ve bireyin 6ziiniin gelismesine duyulan ihtiyaci giindeme getirmektedir. Bu agidan
da biligotesi kavramu gittikce daha da énem kazanmaktadir (Cikrikci, 2012). Ogrenmenin giiniimiizde
okulun disina tasmasi, uzaktan egitim modelinin giderek yayginlasmasi, ihtiya¢ hatta zorunluluk
haline gelmesi de bilisotesi farkindaliga duyulan ihtiyaci artirmaktadir. Yurdakul’a (2019) gore,
uzaktan egitime katilan kisilerde bulunmasi gereken temel Ozelliklerden biri de yiiksek bilisotesi
farkindalik becerileridir. Ciinkii uzaktan egitim modeliyle egitim alanlarin bu faaliyetlere yonelik
hedeflerine, calisma ve Ogrenme sekillerine, sistemin olanaklarindan nasil yararlanacaklarina

kendilerinin karar vermeleri gerekmektedir.

De Jager, Jansen ve Reezigt (2005) bilisotesi beceriler d6grencilerde kendiliginden gelismedigi
icin 6gretmenlerin bu konuda kilit rol oynadigini, akademik basaris1 diisiik 6grencilerin bu konuda
daha ¢ok Ogretmen destegine ihtiyag duydugunu, 6gretmenlerin 6grencilere kendi 6grenmelerinin
sorumlulugunu birakmadan 6nce onlara 6grenme siireclerini nasil diizenleyebileceklerini 6gretmeleri
gerektigini ifade etmektedir. Ancak Ogretmenlerin 0grencilere bilisotesi becerileri kazandirabilmesi
i¢in oncelikle bu becerilere kendilerinin sahip olmalar1 ve bunlar1 nasil &gretebileceklerini bilmeleri
gerekmektedir (Tiiysiiz, Karakuyu ve Bilgin, 2008). Bu noktada &zellikle 6gretmenlerin daha goreve
atanmadan O©nce aldiklar1 lisans egitimi ile bu becerileri kazanmalar1 son derece Onemli

goriinmektedir.

Bir toplumun gelecegi olan ¢ocuklar: yetistirerek bir anlamda gelecege yon verecek 6gretmen
adaylarinin sahip oldugu bilisotesi farkindaliklarinin ne diizeyde oldugunun belirlenmesi ve buradan
hareketle biligsel farkindaliklarinin gelistirilmesi ayri1 bir 6neme sahiptir. Bu 6neminden dolayi,
ogretmen adaylarmin bilisotesi bilgilerini, becerilerini ve stratejilerini inceleyen hem ulusal hem de
uluslararasi diizeyde bir¢ok arastirma (Gunstone ve Northfield, 1992; Okc¢u ve Kahyaoglu, 2007;
Tiiystiz, Karakuyu ve Bilgin, 2008; Giiven ve Belet, 2010; Baykara, 2011) bulunmaktadir. Ancak,
iiniversitelerin 6gretmenlik alanlarinda 6grenim gormekte olan bu 6grencilerin biligotesi hakkindaki
farkindaliklarin1 inceleyen simurli sayida arastirmaya (Baylor, 2002; Yildirim, 2010; Baykara, 2011;
Ozsoy ve Giinindi, 2011; Sapanci, 2012; Sezgin Memnun ve Akkaya, 2012; Deniz, Kiiciik, Cansiz,

Akgiin ve igleyen, 2014) rastlanmustir. Bununla birlikte alanda sosyal bilgiler 6gretmen adaylarinin
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bilisotesi farkindalik diizeylerinin tespitine yonelik calismalarin eksikligi hissedilmektedir. Bu
aragtirmanin amaci, yakin gelecekte toplumsal isleyisin devami igin gerekli olan bilgi, beceri ve
degerlerin aktarilmasinda onemli rol oynayacak olan sosyal bilgiler 6gretmen adaylarinin bilis6tesi

farkindaliklarini cinsiyet ve smif diizeyi degiskenleri agisindan incelemektir.
Aragtirmanin Problemi

Sosyal bilgiler 6gretmen adaylarinin bilisotesi farkindaliklari cinsiyet ve simf diizeyi

degiskenleri agisindan bir farklilik gostermektedir?
Yontem
Aragtirma Deseni

Arastirmada nicel arastirma desenlerinden tarama modeli kullanilmistir. Tarama modelleri,
arastirmacilarin daha biiyiik 6rneklem gruplar: iizerinde ¢alismalarina olanak saglayan bir arastirma
modelidir (Biiyiikoztiirk, Kilig Cakmak, Akgiin, Karadeniz ve Demirel, 2015). Bu model temel alinarak
tasarlanan arastirmalarda, arastirmacilar olaylari, bireyleri veya nesneleri herhangi bir sekilde
etkilemeye veya degistirmeye calismaz. Bu sayede arastirmaya deger bulunan olay, birey ve nesneler
kendi kosullar1 icinde var oldugu bicimde betimlenir (Karasar, 2015). Bu kapsamda arastirmada
sosyal bilgiler 6gretmen adaylarinin biligotesi farkindalik diizeylerinin oldugu gibi betimlenmesi

adima bu modelin kullanilmasi uygun goriilmiistiir.
Orneklem

Aragtirmanin Orneklemi seckisiz olmayan oOrnekleme yontemlerinden uygun ornekleme
yontemi ile belirlenmistir. Arastirmacilar bazen {izerinde kolayca arastirma yapabilecegi, verilerini
kolayca toplayabilecegi birey ve gruplari veri kaynagi olarak kullanabilecegi bir 6rnekleme yontemini
tercih edebilirler (Sénmez ve Alacapinar, 2018, s. 175). Bu durumda uygun 6rnekleme yontemi en sik
kullanilan 6rnekleme yontemidir (Canbazoglu Bilici, 2019, s. 72). Bu 6rnekleme yonteminde mevcut
ve goniillii olan veya Ornekleme kolaylikla dahil edilebilecek katilimcilar calismaya dahil edilir
(Chiristensen, Johnson ve Turner, 2015, s. 172). Uygun Ornekleme yonteminin zaman, ekonomi ve
isgiicli agisindan elverisli bir arastirma yiiriitiilmesine imkan saglamasi arastirmaciya arastirma

siirecinde kolayliklar tanimaktadir (Biiyiikoztiirk ve digerleri, 2015).

Aragtirmanin 6rneklemini, 2018-2019 egitim-6gretim yilinda Kilis 7 Aralik Universitesi ile
Atatiirk Universitesi'nin egitim fakiiltelerinde Sosyal Bilgiler Egitimi Anabilim Dalinin 1., 2., 3. ve 4.
smiflarinda 6grenimlerini siirdiiren 414 Ogretmen aday1 olusturmaktadir. Katilimc: &gretmen
adaylarinin 284'i erkek olup 130’u kadindir. Calismada yer alan 6gretmen adaylarinin yiizde, frekans

ve sinif diizeylerine iliskin betimsel degerler Tablo 1’de gosterilmistir.
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Tablo 1. Calismada yer alan katilimcilara iliskin betimsel degerler

Sinif Cinsiyet f %
1. sinaf Kadin 37 36,3
Erkek 65 67,7
2. smuf Kadin 31 29,8
Erkek 73 70,2
3. smuf Kadin 77 26
Erkek 27 74
4. sif Kadin 35 33,7
Erkek 69 66,3
Toplam Kadin 130 314
Erkek 284 68,6
Veri Toplama Araglan

Bilisotesi Farkindalik Envanteri: Arastirmada Schraw ve Dennison'un (1994) gelistirmis
oldugu, Tiirkceye uyarlanmasmmin Ak, Abaci ve Cetin (2007) tarafindan yapildigi bilisGtesi
farkindalik envanteri kullamlmistir. Bu 6lgek, 52 maddeden olusan begli likert tipi bir dlgektir. Olgegin
ozgilin formu kullanilarak elde edilen Cronbach Alfa i¢ tutarhik katsayisi .95’tir. Alt faktorlerin ig
tutarlik kat sayilari ise .88 ve .93 arasinda degisim gostermektedir (Schraw ve Dennison, 1994). Olgek
icin yapilan agimlayic faktor analizi sonucunda toplam varyansin %47’sini aciklayan 8 faktorlii bir
yap1 olusmustur. Olgegin Tiirkce ve Ingilizce formlarindan elde edilen puanlar arasindaki iliskinin
(:89) anlamh oldugu goriilmiistiir. Olgegin test tekrar test giivenirlik katsayisi .95, giivenirlik diizeyi
91 ve olgegin tiimiine iliskin ig tutarlik kat sayisinin ise (a) .95 oldugu tespit edilmistir. Olgekten
alinabilecek en yiiksek puan 260, en diisiik puan ise 52’dir. Olgekten alman toplam puan toplam soru
sayisina boliinerek katilimcilarin biligétesi farkindalik diizeyi hakkinda bilgi edinilebilir. Olgekten
almacak 2,5 puanin tizerindeki sonuglar yiiksek diizeyde bilisotesi farkindaliga isaret etmektedir

(Akin ve digerleri, 2007).

Kisisel Bilgi Formu: Arastirmacilar tarafindan hazirlanan kisisel bilgi formu, sosyal bilgiler

Ogretmen adaylarinin cinsiyet ve sinuf diizeylerinin belirlenmesi amaciyla kullanilmstir.
Verilerin Analizi

Verilerin ¢éziimlenmesinde SPSS 25.0 paket programindan yararlanilmistir. Sosyal bilgiler
Ogretmen adaylarinin bilisotesi farkindalik diizeylerini belirlerken betimsel istatistik yontemleri, t testi

ve iki yonlit ANOVA uygulanmustir.

Parametrik testlerin kullanilmasi i¢in degerlerin normal dagilim gostermesi, varyanslarin
homojen olmasi gerekmektedir (Alpar, 2006). Bu testin kullanilmasi i¢in gerekli olan 6n sartlarin
degerlendirmesi yapildiginda verilerin aralikli ve normal dagilima sahip oldugu (¢arpiklik -,182 ve
basikhik ,153) goriilmiistiir. Ayrica calisma grubunun homojenlik durumu Levene testiyle
incelenmistir, cinsiyet ve smif seviyelerine gore yapilan analizde p (.632) degerinin .05’ten biiyiik

oldugu goriilmiistiir.
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Arastirmanin Etik izinleri

Yapilan bu c¢alismada “Yiiksekogretim Kurumlar1 Bilimsel Arastirma ve Yaymn Etigi
Yonergesi” kapsaminda uyulmas: belirtilen tiim kurallara uyulmustur. Yonergenin ikinci boliimii
olan “Bilimsel Arastirma ve Yayin Etigine Aykir1 Eylemler” baslig1 altinda belirtilen eylemlerden

hicbiri gerceklestirilmemistir.
Bulgular

Sosyal bilgiler 6gretmen adaylarinin simf diizeyi ve cinsiyete gore, bilisotesi farkindalik
puanlar1 arasinda istatistiksel olarak anlamli farklilik olup olmadigimi tespit etmek i¢in analizler

yapilmstir. Elde edilen bulgulara bu boliimde yer verilmistir.

Sosyal bilgiler 6gretmen adaylarinin 6grenim gordiikleri smif seviyelerine gore bilisotesi

farkindalik puanlarmin aritmetik ortalamasi Tablo 2’de gosterilmistir.

Tablo 2. Sosyal bilgiler 6gretmen adaylarimin sumif seviyelerine gore bilissel farkindalik puanlarina ait betimsel
istatistik bulgulart

Siniflar n X ss En Diisiik En Yiiksek A.O/52
1.Simuf 102 136,90 7,906 115 154 2,63
2.Smuf 104 174,99 6,769 156 189 3,36
3.Smuf 104 206,12 7,439 186 222 3,96
4.S1f 104 232,93 7,573 212 248 4,47
Toplam 414 187,98 36,515 115 248 3,61

Tablo 2’deki biligotesi farkindalik puan ortalamalar1 dikkate alindiginda 6grenciler arasinda
puanlari en yiiksek olanlarin dordiincii sinuflar (ortalama =232,98), puanlar: en diisiik olan smiflarin
ise birinci smiflar (ortalama= 136,90) oldugu goriilmiistiir. Ayrica bilisotesi farkindalik puan
ortalamalarma bakildiginda smuf diizeyine gore alman puanlarin testten alinabilecek ortalama

degerden daha yiiksek oldugu goriilmiistiir.

Ogretmen adaylarmin cinsiyete gore bilisotesi farkindalik puan ortalamalarmin aritmetik

ortalamasi Tablo 3’te verilmistir.

Tablo 3. Sosyal bilgiler 6gretmen adaylarimin cinsiyetlerine gore bilissel farkindalik puanlarina ait betimsel
istatistik bulgulart

Cinsiyet n X ss En Yiiksek  En Diisiik A.O/52
Erkek 284 188,61 35,633 248 122 3,62
Kiz 130 186,62 38,476 247 115 3,58
Toplam 414 187,98 36,515 248 115 3,61

Biligotesi farkindalik puan ortalamalar1 dikkate aldiginda kadin 6gretmen adaylarin bilisotesi
farkindalik ortalamasmin 186,62; erkeklerin bilisotesi farkindalik puan ortalamasinn ise 188,61
oldugu goriilmektedir. Ayrica bilisttesi farkindalik puan ortalamalar: incelendiginde cinsiyete gore
her bir madde i¢in alinan puanlarin ortalama degerinin testten alinabilecek ortalama degerden daha

yliksek oldugu goriilmiistiir.
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Sosyal bilgiler 6gretmen adaylarinin cinsiyete gore bilisotesi farkindalik puanlari arasindaki

farkliligin ortaya koyulmasi amaciyla t testi yapilmistir. Analiz sonuglar1 Tablo 4’te gosterilmistir.

Tablo 4. Cinsiyet degiskeni acisindan bilisétesi farkindalik puan ortalamalarina iliskin t-testi analizi

Cinsiyet n X ss Sd P
Erkek 284 188,61 35,633 413 ,607
Kadin 130 186,62 38,476

Sosyal bilgiler 6gretmen adaylarinin cinsiyet degiskeni agisindan bilisotesi farkindalik puan
ortalamalari arasindaki farkliligin ortaya koyulmasina yonelik olarak Bagimsiz Orneklem t-Testi
yapilmistir. Tablo 4 dikkate alindiginda, sosyal bilgiler 6gretmen adaylarinin cinsiyetlerinin bilisttesi
farkindalik puan ortalamalar1 tizerindeki etkisinin erkek oOgrenciler lehine daha yiiksek degerde

olmasina ragmen bu farkliligin istatistiki olarak anlamli olmadig: goriilmektedir (p=,607).

Sosyal bilgiler 6gretmen adaylarmin siuf diizeyi degiskenine gore bilisotesi farkindalik
puanlar: arasindaki farkliligin ortaya koyulmas: amaciyla Tek Yonliit ANOVA testi yapilmistir. Bu

analiz sonucunda elde edilen bulgular Tablo 5'te gosterilmistir.

Tablo 5. Swnif diizeyi degiskeni acisindan bilisotesi farkindalik puan ortalamalarimin tek yonlii ANOVA testi
analizi

Kareler toplami Sd Kareler ortalamasi F P
Sinif Diizeyleri Arasinda 528024,691 3 176008,230 3187,547 ,000
Sinuf Diizeyleri Iginde 22639,154 410 55,217
Toplam 550663,845 413

Tablo 5’e bakildiginda, sosyal bilgiler 6gretmen adaylarinin smif diizeylerine gore bilisotesi
farkindalik envanterinden elde ettikleri puan ortalamalar1 arasinda istatistiki olarak anlaml farklilik

oldugu goriilmektedir (p=,000<0,05).

Sinif diizeylerine gore 6grencilerin sahip oldugu bilissotesi farkindalik ortalamalar1 arasindaki
bu anlamli farkliligin hangi smiflar lehine oldugunun belirlenmesi amaciyla Scheffe Testi
uygulanmistir. Bu analiz sonucunda elde edilen bilgiler Tablo 6’de verilmistir.

Tablo 6. Sunif Seviyelerine Gire Bilisitesi Farkindalik Puan Ortalamalar: Arasindaki Farklara Iliskin Scheffe
Analizi Sonuclar

Sinif Karsilastirilan sinif Karsilastirilan ortalama farki p
1. sinaf 2. smf -38,09 ,000
3. smuf -69,22 ,000
4. sinf -96,03 ,000
2. simif 1. stuf 38,09 ,000
3. smuf -31,13 ,000
4. sinf -57,94 ,000
3. sinif 1. stuf 69,21 ,000
2. smif 31,12 ,000
4. simif -26,82 ,000
4. simaf 1. sinaf 96,03 ,000
2. smif 57,94 ,000
3. siif 26,82 ,000
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Tablo 6’daki Scheffe analizi sonuglar incelendiginde bilistesi farkindalik puan ortalamalar:
acgisindan sinuf diizeyleri arasinda istatistiksel olarak anlamli farkliliklarin olustugu gortilmiistiir.
Anlamli bulunan farkliliklar incelendiginde 4. sinif 6grencileri ile 3. 2. ve 1. sinuf 6grencileri arasinda 4.
siif 0grencileri lehine, 3. sif 6grencileri ile 2. ve 1. simf 6grencileri arasinda 3. sif 6grencileri
lehine, 2. simf Ogrencileri ile 1. smif Ogrencileri arasinda 2. smif Ogrencileri lehine oldugu

goriilmektedir.

Sosyal bilgiler 6gretmen adaylarinin sinif diizeyi ve cinsiyete gore bilisotesi farkindalik puan
ortalamalar1 arasindaki farkliligin anlamhiligina iliskin ANOVA testi yapilmistir. Test sonucunda elde
edilen degerler Tablo 7’de gosterilmistir.

Tablo 7. Simif diizeyi ve cinsiyete gore bilisétesi farkindalik puanlarina iliskin iki yonlii ANOVA testine ait
bulgular

Kareler ortalamasi F P
Sinif Diizeyi 158700,272 2854,602 ,000
Cinsiyet 34,072 ,613 ,434
Sinuf Diizeyi * Cinsiyet 12,348 ,222 ,881

Tablo 7’ye gore, sosyal bilgiler 6gretmen adaylarmin cinsiyetinin biligétesi farkindalik puan
ortalamalar: {izerindeki etkisinin anlamli olmadig1 (p=434>0,05) ancak sinf diizeylerinin bilisotesi
farkindalik puan ortalamalar tizerindeki etkisinin anlamli oldugu (p=,000>0,05) ifade edilebilir. Yine
tabloya bakildiginda, cinsiyet-smnif diizeyi etkilesiminin bilig6tesi farkindalik {izerinde anlamli bir

etkiye sahip olmadig ifade edilebilir (p=881>0,05).
Sonug ve Oneriler

Biligotesi farkindaligin, akademik basarilarinin artmasinda, yasam boyu 6grenmede, yaratic
ve elestirel diisiinmede ve Ozgiliven olusturmada Onemli bir faktér oldugu diistiniilmektedir
(Camahalan, 2006; Sezgin Memnun ve Akkaya, 2009; Tok, Ozgan ve Dos, 2010). Egitim Ogretim
faaliyetleri siiresince planli bir calisma yiiriiten, kendi galismasini orgiitleyen, bir diizen igerisinde
siralamaya koyan, kendi sinirlarin bilen ve yapabileceklerini etkili sekilde degerlendiren 6grencilerin
daha basarili olacaklar1 soylenebilir (Cikrikci, 2012). Bu agidan bakildiginda gelecegin nesillerini
yetistirecek olan Ogretmen adaylarmin bilisotesi farkindalik diizeylerinin belirlenmesi 6gretmen
adaylarinin bilisotesi farkindaliklarinin gelistirilmesi adina kritik éneme sahiptir. Bu nedenle bu
arastirmada sosyal bilgiler 6gretmen adaylarmin bilisotesi farkindalik diizeyleri belirlenmeye
calisilmistir. Bu amagla, sosyal bilgiler 6gretmenligi programinda 6grenim gdrmekte olan toplam 414
Ogretmen adayinin bilisotesi farkindalik durumlarinin smif diizeyi ve cinsiyet degiskenine gore

karsilastirilmasi yapilmaistir.

Arastirmada elde edilen verilere gore sosyal bilgiler 6gretmen adaylarinin yiiksek derecede
bilistesi farkindahiga sahip olduklar (X=3,61) sdylenebilir. Oretmen adaylarinin biligotesi farkindalik

puanlar: sinif diizeylerine gore incelendiginde dordiincii sinif 6grencilerinin en yiiksek (ortalama=



Topkaya, Y., Sentiirk, M. ve Yilar, M. B.

232,93), birinci siif 6grencilerinin ise en diisiik (ortalama=136,90) bilisotesi farkindaliga sahip oldugu
goriilmektedir. Bu sonucun ortaya g¢ikmasinda Ogrencilerin 6grenim siiregleri igerisinde derslere
uyum saglayarak sistemli ders calisma aliskanliklar1 gelistirmeleri (Hamurcu, 2002) yine 6grenim
siireci igerisinde 0grenme stratejilerini ve bunlar1 kullanmay1 6grenmeleri (Celikkaya, 2012) etken
olabilir. Ciinkii 6grenme stratejileri simif diizeyi arttikca dogal yollardan kazanilan bir durum degil
caba ve egitim sonucu ortaya ¢itkan becerilerdir (Deniz, 2015). Arastirmanin bu bulgusuna benzer bir
sonug olarak Sezgin Memnun ve Akkaya (2009), yaptiklar1 aragtirmada simif diizeyi arttikca tistbiligsel
farkindaligin arttigini belirtmisleridir. Buna karsin literatiir incelendiginde Ozsoy ve Giinindi (2011),
yaptiklar1 arastirmada okul Oncesi 0gretmen adaylarinin simif diizeyleri ile iistbilis farkindalik
diizeyleri arasinda istatistiksel olarak anlamli farklilik olmadigini tespit etmistir. Yine Deniz ve
digerleri., (2014) tarafindan yapilan arastirmada matematik Ogretmen adaylarmin iistbilissel

farkindaliklarinin siif diizeyine gore anlaml bir farklilik gostermedigini tespit etmistir.

Sosyal bilgiler 6gretmen adaylarmnin bilisotesi farkindalik puanlari cinsiyet degiskeni
agisindan incelendiginde ise erkek Ogretmen adaylarmin daha yiiksek (x=188,61), kadin 6gretmen
adaylarinin ise daha diisiik (x=186,62) bilisotesi farkidaliga sahip olduklari sonucuna ulasilmistir.
Ancak bu istatistiksel olarak anlamli bir fark olusturmamaktadir. Literatiirde bilisotesi farkindalik
tizerinde cinsiyet degiskeninin anlaml fark olusturmadigi sonucuna ulasan ¢alismalar mevcuttur
(Sezgin Memnun ve Akkaya, 2009; Ozsoy ve Giinindi, 2011; Sarpkaya ve digerleri, 2011; Cikrikci,
2012; Deniz ve digerleri, 2014; Sahin, 2015). Ancak literatiirde kiz 6grencilerin daha yiiksek bilisotesi
farkindaliga sahip oldugunu gosteren arastirmalar da vardir (Sheorey ve Mokhtari, 2001; Iflazoglu

Saban ve Saban, 2008; Yavuz, 2009; Kiiciik Kilig, 2014; Deniz, 2015).

Arastirmada elde edilen verilere gore sosyal bilgiler 6gretmen adaylarinin cinsiyetleri ve sinif
diizeyleri arasinda bilisotesi farkindaliklar1 yoniinden anlaml bir iliski bulunmadig1 belirlenmistir. Bu
sonug cinsiyet ve smf diizeyinin sosyal bilgiler 6gretmen adaylarinin bilistesi farkindaliklarinin

yordayicisi olmadigini gostermektedir.

Sosyal bilgiler 6gretmen adaylarinin bilisotesi farkindalik diizeyleri daha da arttirilabilir.
Buna yonelik olarak ogretmen adaylarina bilisotesi Ogrenme stratejileri Ogretilmeli ve bunlar
gelistirebilecekleri cagdas yontem ve teknikleri kullanabilecekleri etkinlikler hazirlanmalidir (Deniz,
2015). C)grencilerin bilisotesi farkindaliklarimin gelistirilmesinde 6grencilerin 6grenme siirecinden
Once strateji planlamalar1 ve calisma sorular1 hazirlamalari, 6grenme siirecinde alinacak kararlarda
bilingli se¢imler yapmalari, 6grencilere kendilerini degerlendirme ve diisiincelerini yansitma firsatlari
verilmesi, Ogrenci davramnislarinin isimlendirilmesi, ogrencilerin rol ve taklit yapma imkani
saglanmasi ve giinliik tutmasi, 6gretmenlerin de 6grencilere rol model olmas: etkilidir (Costa, 1984).

Ogretmenler 6grencilere bu imkanlar1 saglayacak isbirlikli 6grenmeye (Tran ve digerleri, 2019),

10
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problem temelli 6grenmeye (Demirel ve Arslan Turan, 2010; Tosun ve Senocak, 2013; Yurdakul, 2004)

ve elestirel diisiinmeye dayali (Ku ve Ho, 2010) yontem ve teknikleri etkili sekilde kullanlabilir.

Bilisotesi farkindaliklar: yiiksek olan 6gretmenlerin 6grencilerin bilisotesi farkindaliklarini
da gelistirebilecegi diisiiniilebilir. Bu dogrultuda 6grencilerin yaratici ve elestirel diisiinme becerilerini
gelistirecegi; Ozgiivenlerini ve akademik basarilarim1 arttiracagi ifade edilebilir. Bu agidan
diisiiniildiigiinde Ogretmen adaylarmin bilisotesi becerilerin gelistirilmesine yonelik olanaklar
taninmasi fikri ortaya ¢ikmaktadir. Bu fikir dogrultusunda 6gretmen adaylarmin bilisotesi farkindalik

diizeylerini gelistirecek 6grenme ortamlari tasarlanmasi 6nerilmektedir.
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Introduction

Social studies education aims to develop students' skills such as accessing information,
learning to learn, decision making, and problem solving. It is important to employ metacognitive
skills in order to gain these skills and the teachings of social studies course effectively. For this reason,
it should be ensured that students' metacognitive skills are developed in social studies education.

Ensuring the development of students' metacognitive skills also depends on their teachers.

According to Toffler (1980), who enumerated the development of civilization in three stages,
the first stage refers to the agricultural society, the second stage to the industrial society, and the third
to the information society. While the new world was establishing its own order in the 19th and 20th
centuries, the activities carried out in the name of science also gained great momentum during these
periods. In the last quarter of the 19th century, when natural sciences were rapidly developing, major
scientists such as Ivan Pavlov, Sigmund Freud, Edward C. Tolman, Albert Ellis, Jean Piaget, Edward
Thorndike tried to explain the processes behind human behaviors (Ciiceloglu, 2006). However, the
introduction of the concept of metacognitive, which is theoretically based on cognitive psychology,
into the educational psychology literature was realized thanks to Flavell. Flavell, who first used the
term beyond memory in 1976, included this concept in the literature by using it in a research on
children's advanced memory abilities (Griffith and Ruan, 2005). Although the name Flavell is brought
to the fore as the founder of the metacognitive theory in the world of science, it is known that the
foundations of metacognitive were laid first in Hart's studies on the sense of knowing (Hart, 1965;

Hart, 1967).

According to Akin and Abaci (2011), the concept of "metacognitive” has been seen as a serious
research subject by educational psychologists in recent years and has been the subject of discussions.
As long as the studies on cognitive experiences continue, the discussions on metacognition will
continue. One of the reasons for these discussions is that many concepts are used as the equivalent of
this concept. Although there are some differences between these concepts, they all explain their role in
regulating and controlling cognitive processes. Therefore, it is important to define the concept of

metacognitive.

12
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Flavell, Miller and Miller (2002) evaluates the metacognitive concept as the cognitive activity
or knowledge that regulates the elements of cognitive effort. Yurdakul (2004) defines this concept as
an individual's internal observation, control and awareness of the functioning, structure and
characteristics of cognitive processes. Demirel (2020) defined metacognition as “communicating with
the individual regarding the cognitive strategy and the requirements of the task before, during and
after a learning task”. According to Tobias and Everson (2009), the metacognitive is a high-level
execution process that coordinates other cognitive processes during learning such as recall,
memorization, and problem solving. Akin and Abaci (2011) define metacognition briefly as thinking
about thinking, Sahrang (2019) evaluating the student's own thinking process, Aydin (2016) defining

the level of cognitive enlightenment and managing the act of knowing.

As a concept, metacognitive involves attention, detailed as well as methodical repetitions,
organizing and elaborating information (Woolfolk, 1980). In other words, the conscious processing of
the flow of information within the mental process of the individual constitutes the general structure of
the metacognitive concept. This means that the individual can internally observe the characteristics of
the cognitive processes, then the structure and functioning, and be able to control them and be aware
of these processes (Demircioglu, 2008). Metacognition and cognition are two processes that are
generally interrelated but operate in different ways. While cognition is being aware of and
understanding something, metacognition is also being aware of the way of learning that thing (Blakey
and Spence, 1990). In other words, while cognitive skills form the building blocks required to fulfill a
task or a goal, metacognitive skills are related to the comprehension of how a task or a goal is
accomplished (Schraw, 1998). In this respect, cognition includes cognitive processes such as
understanding, perception or remembering while metacognitive appears as a construction that
includes one's own thinking about cognitive processes such as perceiving, understanding, and

remembering (Garner and Alexander, 1989).

Metacognitive knowledge includes basic knowledge and beliefs about various variables that
interact with each other and have properties that can affect a cognitive initiative process and its
outcomes. Metacognitive knowledge includes basic knowledge and beliefs about various variables
that interact with each other and have properties that can affect a cognitive initiative process and its
outcomes. The acquisition of such information in a learning environment creates awareness of
learning outcomes and processes (Akin and Abaci, 2011). It is known that metacognitive awareness is
effective on students' achievement (Paris, Cross and Lipson, 1984) and provides effective guidance for

their learning and studying behavior (Beker and Brown, 1984).

Metacognitive enables individuals to participate effectively in their own learning, to be aware
of the thinking and decision-making processes during their learning, to control and regulate their

learning. Thus, it facilitates the individual's learning by providing a more qualified performance and
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supports a higher academic success. Besides, it improves the self-confidence of the individual in order
to make quick decisions and gives him responsibility. Therefore, it affects learning processes as well as
problem solving behavior and increases the level of awareness in learning. In this way,
those who are aware of their metacognitive skills and have a high level of metacognitive strategy can
act more strategically in solving the problems they encounter than those who do not. They think
earlier about a mistake made during learning and constantly try to develop learning strategies. They
can carry out their work in a more planned and regular manner and thus increase their success

(Swanson, 1990; Schraw and Sperling-Dennison, 1994; Schraw and Graham, 1997; Kuiper, 2002).

The metacognitive concept has led to more individualization of learning. Now, students need
to take part in learning activities carried out in line with active learning principles instead of passive
learning environments and discover their own learning ways and carry out learning activities
accordingly (Unal, 2010). In addition to this, the necessity of improving the quality and quantity of the
outcomes obtained as a result of the training activities brings out the need for individualization of
education. In this respect, the concept of metacognitive gains importance (Cikrikgi, 2012). The fact that
learning goes beyond the school today, the distance education model is becoming more widespread
and becoming a need and even a necessity increases the need for metacognitive awareness. According
to Yurdakul (2019), one of the basic features that should be found in people participating in distance
education is high metacognitive awareness skills. Because those who receive education with the
distance education model should decide on their own goals for these activities, their working and

learning styles, and how they will benefit from the possibilities of the system.

De Jager, Jansen and Reezigt (2005) states that because metacognitive skills do not develop
spontaneously in students, teachers play a key role in this issue, students with low academic success
need more teacher support in this regard, and teachers should teach students how to organize their
learning processes before releasing responsibility for their own learning. However, in order for
teachers to teach metacognitive skills to students, they must first have these skills themselves and

know how to teach them (Tiiysiiz, Karakuyu and Bilgin, 2008).

It is important to determine the level of metacognitive awareness of teacher candidates who
will shape the future by educating students. Because of this importance, there are many studies at
both national and international level examining the metacognitive knowledge, skills and strategies of
teacher candidates (Gunstone ve Northfield, 1992; Okg¢u ve Kahyaoglu, 2007; Tiiysiiz, Karakuyu ve
Bilgin, 2008; Giiven ve Belet, 2010; Baykara, 2011). However, there are limited studies examining
teacher candidates' awareness of metacognitive (Baylor, 2002; Yildirim, 2010; Baykara, 2011; Ozsoy ve
Giinindi, 2011; Sapanci, 2012; Sezgin Memnun ve Akkaya, 2012; Deniz, Kiiciik, Cansiz, Akgiin ve

Isleyen, 2014). The purpose of this study is to reveal the relationship between gender and class level of
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social studies teacher candidates' awareness, which is important in conveying the knowledge, skills

and values necessary for the continuation of social functioning.
Problem of the Research

How do social studies teacher candidates' metacognitive awareness differ according to grade

levels and gender variables?
Method
Research Design

In the research, survey model, one of the quantitative research designs, was used. Survey
models are a research model that allows researchers to study larger sample groups (Biiyiikoztiirk,
Kilig Cakmak, Akgiin, Karadeniz, & Demirel, 2015). In studies designed on the basis of this model,
researchers do not try to influence or change events, individuals or objects in any way. In this way,
events, individuals and objects that are worth researching are described as they exist in their own
conditions (Karasar, 2015). In this context, it was deemed appropriate to use this model in order to

describe the metacognitive awareness levels of social studies teacher candidates as they are.
Sampling

The sample of the study was determined by the appropriate sampling method, one of the non-
random sampling methods. Researchers may sometimes choose a sampling method that allows
individuals and groups to use a data source, on which they can easily research and collect data
(Sonmez and Alacapmar, 2018, p. 175). In this case, the appropriate sampling method is the most
frequently used sampling method (Canbazoglu Bilici, 2019, p. 72). In this sampling method,
participants who are present and volunteers or who can be easily included in the sampling are
included in the study (Chiristensen, Johnson and Turner, 2015, p. 172). The fact that the appropriate
sampling method enables the conducting of a research that is convenient in terms of time, economy
and workforce provides convenience to the researcher in the research process. (Biiyiikoztiirk et al.,

2015).

The sample of the study consists of 414 teacher candidates who continue their education in 1.,
2., 3. and 4. years of the Social Studies Education Department at the education faculties of Kilis 7
Aralik University and Atatiirk University in the 2017-2018 academic year. 284 of the participants are
boys and 130 of them are girls. Descriptive values for the percentage, frequency and grade levels of

the teacher candidates in the study are shown in the Table 1.
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Table 1. Descriptive values regarding the participants in the study

Grade Gender f %
1. Grade Female 37 36,3
Male 65 67,7
2. Grade Female 31 29,8
Male 73 70,2
3. Grade Female 77 26
Male 27 74
4. Grade Female 35 33,7
Male 69 66,3
Total Female 130 31,4
Male 284 68,6

Data Collection Tools

Metacognitive Awareness Inventory: In the research, metacognitive awareness inventory
developed by Schraw and Dennison (1994) and adapted to Turkish by Akin, Abact and Cetin (2007)
was used. This scale is a five-point Likert-type scale consisting of 52 items. The Cronbach Alpha
internal consistency coefficient obtained using the original form of the scale is .95. The internal
consistency coefficients of the sub-factors vary between .88 and .93 (Schraw and Dennison, 1994). As a
result of the exploratory factor analysis for the scale, an 8-factor structure that explains 47% of the total
variance was formed. It was observed that the relationship (.89) between the scores obtained from the
Turkish and English forms of the scale was significant. The test-retest reliability coefficient of the scale
was .95, the reliability level was .91, and the internal consistency coefficient for the whole of the scale
was (a) .95. The highest score that can be obtained from the scale is 260, and the lowest score is 52.
Information about the metacognitive awareness level of the participants can be obtained by dividing
the total score obtained from the scale by the total number of questions. Results above 2.5 points from

the scale indicate a high level of metacognitive awareness (Akin et al., 2007).

Personal Information Form: The personal information form prepared by the researchers was

used to determine the gender and class levels of social studies teacher candidates.
Data Analysis

SPSS 25.0 package program was used to analyze the data. Descriptive statistical methods, t
test and two-way ANOVA were used to determine the metacognitive awareness levels of social
studies teacher candidates. To use parametric tests, values should show normal distribution and
variances should be homogeneous (Seger, 2015). When the prerequisites required for the use of this
test were evaluated, it was seen that the data had intermittent and normal distribution (skewness -,
182 and kurtosis, 153). In addition, the homogeneity of the study group was examined with the
Levene test, and it was found that the p (.632) value was greater than 0.05 in the analysis made

according to gender and class level.
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Findings

Analyzes were conducted to determine whether there was a statistically significant difference
between metacognitive awareness scores of social studies teacher candidates according to grade level
and gender variable. The findings obtained as a result of the analysis are included in this section.
The arithmetic average of metacognitive awareness scores of social studies teacher candidates

according to their grade level is shown in Table 2.

Table 2. Descriptive values of teacher candidates’ metacognitive awareness scores according to grade levels

Grade levels n X Sd Highest Lowest A.M/52
1. Grade 102 136,90 7,906 115 154 2,63
2. Grade 104 174,99 6,769 156 189 3,36
3. Grade 104 206,12 7,439 186 222 3,96
4. Grade 104 232,93 7,573 212 248 4,47
Total 414 187,98 36,515 115 248 3,61

Considering the mean scores of metacognitive awareness in Table 2, it is seen that the classes
with the highest scores are the fourth graders (average = 232.98) and the classes with the lowest scores
are the first grades (average = 136.90). In addition, when the metacognitive awareness averages were
examined, it was seen that the average score obtained by class level was higher than the average value

that could be obtained from the test.

Descriptive values related to metacognitive awareness scores of teacher candidates according

to gender are given in Table 3.

Table 3. Descriptive values of teacher candidates’ metacognitive awareness scores by gender

Gender n X Sd Highest Lowest A.M/52
Male 284 188,61 35,633 248 122 3,62
Female 130 186,62 38,476 247 115 3,58
Total 414 187,98 36,515 248 115 3,61

When the average metacognitive awareness is examined, it is seen that the mean of
metacognitive awareness of girls is 186.62 and the average of metacognitive awareness of boys is
188.61. In addition, when the metacognitive awareness averages were examined, it was seen that the
average score obtained by gender was higher than the average value that could be obtained from the

test.

In order to reveal the difference between metacognitive awareness scores of social studies

teacher candidates according to their gender, t test was conducted.

Table 4. t-test analysis results of the mean scores of metacognitive awareness in terms of gender

Gender n X ss Sd P
Male 284 188,61 35,633 413 607
Female 130 186,62 38,476

In order to reveal the difference between the metacognitive awareness score averages of social

studies teacher candidates according to the gender variable, Independent Sample t Test was
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conducted. Considering Table 4, the effect of gender of social studies teacher candidates on their
metacognitive awareness scores is higher in favor of male students. However, it is seen that this

difference is not statistically significant (p =, 607).

One-Way ANOVA test was conducted to reveal the difference between metacognitive
awareness scores of social studies teacher candidates according to grade level variable. Analysis

results are shown in Table 5.

Table 5. One-Way ANOVA test analysis results of metacognitive awareness scores in terms of grade level
variable

Sum of Squares Sd Mean Square F P
Between Groups 528024,691 3 176008,230 3187,547 ,000
Within Groups 22639,154 410 55,217
Total 550663,845 413

When Table 5 is examined, it is seen that there is a statistically significant difference between
the average scores of social studies teacher candidates obtained from the metacognitive awareness

inventory according to their grade levels (p =, 000 <0.05).

Scheffe Test was applied to determine which classes favor this significant difference. The

information obtained as a result of this analysis is given in Table 6.

Table 6. Scheffe analysis results regarding the differences between metacognitive awareness scores according to
grade levels

Grade Compared Grade Compared Average Difference p
1. Grade 2. Grade -38,09 ,000
3. Grade -69,22 ,000
4. Grade -96,03 ,000
2. Grade 1. Grade 38,09 ,000
3. Grade -31,13 ,000
4. Grade -57,94 ,000
3. Grade 1. Grade 69,21 ,000
2. Grade 31,12 ,000
4. Grade -26,82 ,000
4. Grade 1. Grade 96,03 ,000
2. Grade 57,94 ,000
3. Grade 26,82 ,000

When the Scheffe analysis results in Table 6 were examined, it was seen that there are
statistically significant differences between class levels in terms of metacognitive awareness score
averages. When the differences found to be significant are analyzed, it is seen that between 4th grade
students and 3rd, 2nd and 1st grade students in favor of 4th grade students, between 3th grade
students and 2nd and 1st grade students in favor of 3th grade students, between 2th grade students

and 1st grade students in favor of 2th grade students among.

The ANOVA test was conducted to determine the significance of the difference between social
studies teacher candidates' mean scores for metacognitive awareness according to grade level and

gender. Analysis results are shown in Table 7.
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Table 7. Difference mean scores between metacognitive awareness scores by grade level and gender

Mean Square F P
Grade 158700,272 2854,602 ,000
Gender 34,072 ,613 434
Grade * Gender 12,348 ,222 ,881

According to Table 7, it can be stated that the effect of gender of social studies teacher
candidates on metacognitive awareness scores is not significant (p =, 434> 0.05), but the effect of grade
levels on metacognitive awareness scores is significant (p =, 000> 0.05). Again, looking at the table, it
can be stated that the gender-class level interaction does not have a significant effect on metacognitive

awareness (p =, 881> 0.05).
Discussion, Result and Suggestions

Metacognitive awareness is thought to be an important factor in increasing academic
achievement, lifelong learning, creative and critical thinking, and building self-confidence
(Camahalan, 2006; Sezgin Memnun and Akkaya, 2009; Tok, Ozgan and Dos, 2010). It can be said that
students who carry out a planned study during educational activities, organize their own work, put
them in order, know their own limits and effectively evaluate what they can do (Cikrikci, 2012). From
this point of view, determining the metacognitive awareness levels of teacher candidates who will
train the future generation is of critical importance for the development of metacognitive awareness of
teacher candidates. Therefore, in this study, it was tried to determine the metacognitive awareness
levels of social studies teacher candidates. For this purpose, a comparison of the metacognitive
awareness levels of 414 teacher candidates, who are studying in social studies teaching program,

according to class level and gender variable was made.

According to the data obtained in the study, it can be said that social studies teacher
candidates have a high degree of metacognitive awareness (X = 3.61). When teacher candidates '
metacognitive awareness scores are examined according to class levels, it is observed that fourth
graders have the highest (X' = 232.93) metacognitive awareness and first graders have the lowest (X =
136.90) metacognitive awareness. In the emergence of this result, students' adaptation to the lessons
and developing systematic study habits (Hamurcu, 2002) and learning to use learning strategies
during the learning process (Celikkaya, 2012) may be a factor. Because learning strategies are skills
that arise as a result of effort and education, not a situation that is acquired naturally as the grade level
increases (Deniz, 2015). Similar to this result obtained in the study, Sezgin Memnun and Akkaya
(2009) also stated in their study that metacognitive awareness increased as the grade level increased.
However, when the literature was examined, Ozsoy and Giinindi (2011) found in their study that
there was no statistically significant difference between the class levels of pre-school teacher
candidates and their metacognitive awareness levels. Again, in the study conducted by Deniz et al.,
(2014), it was found that the metacognitive awareness of mathematics teacher candidates did not

differ significantly according to grade level.
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When the metacognitive awareness scores of social studies teacher candidates were examined
in terms of gender variable, it was concluded that male social studies teacher candidates had higher
(188.61) metacognitive awareness and female social studies teacher candidates had lower (186.62)
metacognitive awareness. However, this does not make a statistically significant difference. There are
some studies in the literature that conclude that the gender variable on metacognitive awareness does
not make a significant difference (Sezgin Memnun and Akkaya, 2009; Ozsoy and Giinindi, 2011;
Sarpkaya et al., 2011; Cikrikci, 2012; Deniz et al., 2014; Sahin, 2015). However, there are some studies
in the literature that conclude that female students have higher metacognitive awareness (Sheorey and

Mokhtari, 2001; iﬂazoglu Saban and Saban, 2008; Yavuz, 2009; Kiiciik Kilig, 2014; Deniz, 2015).

According to the data obtained, it was determined that there was no significant relationship
between the gender and grade levels of social studies teacher candidates in terms of metacognitive
awareness. This result shows that gender and grade level are not predictor variables of social studies

teacher candidates' metacognitive awareness.

According to the data obtained in the direction of the third sub-problem of the study, it was
determined that there was no significant relationship between the gender and grade levels of social
studies teacher candidates in terms of metacognitive awareness. This result shows that gender and

grade level are not predictors of metacognitive social studies teacher candidates' awareness.

Metacognitive awareness levels of social studies teacher candidates can be increased. For this
purpose, metacognitive learning strategies should be taught to prospective teachers and activities
should be prepared in which they can use modern methods and techniques to develop them (Deniz,
2015). In developing students' metacognitive awareness, students should plan strategies and prepare
study questions before the learning process, make informed choices in decisions to be taken in the
learning process, give students the opportunity to evaluate themselves, give students the opportunity
to reflect their thoughts, naming student behaviors, providing students with the opportunity to act
and imitate, and keep a diary. It is also effective that teachers are role models for students (Costa,
1984). Teachers use collaborative learning (Tran et al., 2019), problem-based learning (Yurdakul, 2004;
Demirel and Arslan Turan, 2010; Tosun and Senocak, 2013) and critical thinking (Ku and Ho, 2010)

learning models and techniques can be used effectively.

Teachers with high metacognitive awareness can also improve their students' metacognitive
awareness. In this direction, it can be stated that students will improve their creative and critical
thinking skills, increase their self-confidence and academic success. When considered from this point
of view, the idea of providing teacher candidates with opportunities for the development of
metacognitive skills arises. In line with this idea, classroom environments can be designed to improve

the metacognitive awareness of teacher candidates.
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