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Abstract

The self-regulation process, the importance of which is increasingly understood in educational environments, has
become an issue that needs to be emphasized for teachers who will teach students about self-regulation and guide
them in this regard. Therefore, this study aims to analyze teachers’ self-regulation levels and examine their
perceptions of self-regulation. General survey model is used in this study. The study group of the study consists of
123 teachers working in Kars. Self-Regulation Scale is used as a data collection tool to determine the self-
regulation levels of teachers in the study, moreover, an open-ended question is asked “What is self-regulation?
Explain" in order to determine teachers' perceptions on self-regulation. The results from the study show that the
self-regulation levels of the teachers participating in the study are at a medium level. Teachers have high levels of
self-reinforcement and low levels of self-monitoring and self-evaluation skills. There is no significant difference
between male and female teachers in terms of levels of self-regulation. It is also determined that teachers cannot
fully define self-regulation, but they have little knowledge about self-regulation processes.
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0z

Giin gectikge egitim ortamlarinda dnemi anlasilan 6z-diizenleme siireci, dz-diizenlemeyi dgrencilere dgretecek
olan ve bu konuda onlara rehberlik edecek olan ogretmenler agisindan iizerinde durulmast gereken bir konu
olmugstur. Bu nedenle bu ¢alismanin amaci 6gretmenlerin 6z-diizenleme seviyelerinin ve 6z-diizenlemeye iliskin
algilarimin belirlenmesi seklindedir. Bu arastirmada genel tarama modeli kullanilmistir. Arastirmanin ¢alisma
grubunu Kars ilinde gorev yapmakta olan 123 6gretmen olusturmaktadir Arastirmada gretmenlerin 6z-
diizenleme seviyelerini belirlemek amaciyla veri toplama aract olarak Oz-Diizenleme Olgegi kullamlmistir,
ogretmenlerin z-diizenlemeye yonelik algilarin belirlemek amaciyla da “Oz-diizenleme nedir? Aciklayiniz”
seklinde acik uglu bir soru yoneltilmistir. Calismadan elde edilen bulgular gostermektedir ki ¢calismaya katilan
ogretmenlerin dz-diizenleme seviyeleri iyi diizeydedir. Kadin ve erkek ogretmenler arasinda oOz-diizenleme

seviyeleri agisindan anlaml bir fark bulunmamaktadir. Ayrica ogretmenlerin 6z-diizenlemeyi tam olarak
tamimlayamadiklar: fakat oz-diizenleme siire¢leri hakkinda az da olsa bilgi sahibi olduklari belirlenmistir.

Anahtar Kelimeler: Oz diizenleme algisi, 6z diizenleme, 6gretmen

1. INTRODUCTION

When the educational environment is considered, researchers are interested in how students are
motivated for learning, how they can organize their own learning processes, and whether they use
learning strategies. The importance of the self-regulation process, which affects the mechanisms such
as motivation, performance skills and strategy selection for students, is becoming more and more
important day by day. Zimmerman (2000) views self-regulation as a repeating cycle in which individuals
intentionally guide their own thoughts, emotions, and behaviors to reach personal goals. Self-regulated
students are motivated to learn, can set their own goals, are aware of their own limitations, take
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responsibility for their own learning processes, can create a suitable learning environment, choose
learning strategies that are appropriate to their goals, know their strengths and weaknesses, are good at
problem solving, and are confident in their own abilities (Aydin & Demir Atalay, 2015; Gaskill &
Woolfolk Hoy, 2002; Rott, 2013; Zimmerman 2002).

The teacher, who is the person who carries out the educational process in the school environment, has
an important role in helping students gain self-regulation behaviors. Because teachers are models for
students. The better teachers understand the nature of self-regulation and how it develops, the better they
can be role models and guides for their students (Paris & Winograd, 2003). The fact that self-regulation
skill is such an important issue in a student's educational life suggests that students should be taught and
developed self-regulation skills. When the development process of self-regulation skills is examined, it
is seen that self-regulation, which begins in the 36th month of the child, continues to develop especially
in childhood and until the twenties (Kopp, 1982; Raffaelli, Crockett & Shen, 2005). Therefore, students’
self-regulation skills develop not only within the family but also, and importantly, through the support
and guidance of teachers. In this context, for teachers to act as effective role models and to foster self-
regulation in their students, they must themselves possess well-developed self-regulation skills.
Accordingly, examining the nature and level of teachers’ self-regulation skills is a critical issue.
Research conducted in this area is expected to contribute to the relevant literature, enhance the teaching
and learning process, and inform teacher education programs.

1.1. Self-Regulation

Self-regulated learning (SRL) is a multifaceted construct that includes cognitive, metacognitive,
motivational, emotional, and behavioral aspects of learning. It brings together various psychological
mechanisms that shape the way individuals approach and engage in learning. Because of this broad
scope, SRL has become a central topic of research in educational psychology (Panadero, 2017).
Zimmerman (2000) describes self-regulation as a recurring cycle in which learners actively generate
and regulate their own thoughts, emotions, and actions to achieve personal objectives. Within
educational contexts, SRL refers to students’ ability to organize and oversee their own learning
activities, particularly in classroom and school environments (Pintrich, 2000).

SRL includes processes such as setting goal-oriented purposes, planning and determining strategies in
line with this plan, implementation and self-evaluation. Therefore, students will need a guide when
performing these processes (Aydin & Demir Atalay, 2015). Florez (2011) emphasizes that effective
teaching of self-regulation to children fundamentally depends on the teacher’s own self-regulatory
capabilities. Children acquire the skills to manage their thoughts, emotions, and behaviors by observing
and internalizing the self-regulatory strategies exhibited by adults. According to Capa-Aydin, Sungur,
and Uzuntiryaki (2009), self-regulated teachers evaluate their teaching by taking into account their prior
performance, student responses, and the attainment of predetermined lesson goals. In addition, the
relevant literature shows that teachers with good self-regulation have a better level of performance and
success in their lessons (Gol & Royaei, 2013; Toussi, Boori & Ghanizadeh, 2011).

Ortube et al. (2024) stated in their study that the pedagogical skills of teacher candidates who learn SRL
also improve. Arcoverde et al. (2022) stated that teacher candidates should be encouraged to develop
their self-regulation skills in teacher education programmes. In this way, teacher candidates can manage
their own learning and develop the skills of their future students. Studies emphasise that teachers need
to be good SRL professionals in order to support students' self-regulation (Karlen et al., 2020; Ortube et
al., 2024).

1.2. Kanfer's Self-Regulation Model

The basis of this study is Kanfer's three-stage self-regulation model. Critical variables of self-regulation
are proposed in this model. These variables are (a) self-monitoring, (b) self-evaluation, and (c) self-
reinforcement (Kanfer, 1970, 1971; Kanfer & Hagerman, 1987; Kanfer & Karoly, 1972). As a result of
a series of experiments and laboratory observations on self-reinforcement in Kanfer's self-regulation
model, it was determined that self-regulation has a three-component structure (Kanfer & Hagerman,
1981). In this model, the first stage is self-monitoring. It is based on the person's conscious monitoring
and observation of himself. The second stage, self-evaluation, is the evaluation of one's own behavior
according to internal values or criteria. Self-reinforcement, on the other hand, uses external factors
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(verbal expressions, rewards, etc.) to motivate oneself (Brown, 1998). Studies on this subject emphasize
that self-monitoring and self-evaluation can be one of the main sources of teacher motivation (Cardelle-
Elawar and Lizarraga, 2010; Schunk and Zimmerman, 2003).

In Kanfer's self-regulation model, self-regulation is seen as a goal-oriented process. In addition, in this
model, it is stated that intrinsic and extrinsic motivation is effective in an individual's learning. In this
model, individuals set their learning goals, monitor their own behaviors, cognitions, and motivations,
and engage in self-control and self-regulatory processes (Eker, 2014). Therefore, these aspects are also
of importance for teachers’ self-regulation.

Pintrich (2000) states that all self-regulation models agree that students are in a position to direct their
own learning and assume that they use self-regulated activities together to access information in order
to be successful. Therefore, in this process, students set goals for their own learning, monitor and
regulate their behavior, and take initiative. In this process, teachers will both teach them self-regulation
processes through their own self-regulation and plan the teaching process according to self-regulation.
Teachers set goals in the teaching process, determine content according to this goal, and choose
appropriate teaching methods. In order to achieve their pedagogical goals, teachers must self-regulate
the teaching process and have professional motivation (Karlen, Hertel & Hirt, 2020). Effective teachers
are teachers who can achieve self-regulation processes in teaching (Ali & Yasmeen, 2019). Therefore,
teacher self-regulation is important in the educational process. However, it seems that the studies on this
subject in the literature are insufficient (Capa-Aydin, Sungur & Uzuntiryaki, 2009; Gol & Royaei, 2013;
Toussi, Boori & Ghanizadeh, 2011; Sdez-Delgado et al., 2022).

1.3. Research problem and research questions

When the studies on self-regulation are examined, it is seen that the studies generally focus on the self-

regulation skills of pre-service teachers (Bembenutty, 2007; Buzza & Allinotte, 2013; Cho, Cheon &
Lim, 2021; Jurisevic, Lavrih, Lisic, Podlogar & Zerak, 2021; Sumantri, Prayuningtyas, Rachmadtullah
& Magdalena, 2018; Senler, 2011), Although Kanfer’s self-regulation model forms the basis of this
study, there appears to be a scarcity of research exploring self-reinforcement, self-monitoring, and self-
evaluation processes specifically among teachers (Allinder et al., 2000). Most existing studies have
centered on students, and recent research on teachers in this context remains limited (Neilans & Israel,
1981; Spates & Kanfer, 1977; Wall, 1982).

This study is important in that it addresses not only teachers’ observable self-regulation behaviors but
also their perceptions of their own self-regulation skills. The level of self-regulation refers to the extent
to which teachers employ cognitive, behavioral, and motivational regulation strategies in their
professional practice. In this sense, self-regulated learning is commonly described as an active and
constructive process in which individuals set learning goals and monitor and regulate their cognition,
behavior, and motivation in order to achieve these goals (Pintrich, 2000; Panadero, 2017). By contrast,
perceived self-regulation reflects individuals’ self-reported evaluations of how frequently and
effectively they use self-regulation strategies (Vermunt, 1998; Roth et al., 2016). Considering these two
dimensions together is crucial, as individuals who perceive themselves as highly self-regulated may not
always demonstrate corresponding levels of self-regulatory behavior. Such discrepancies may influence
teachers’ capacity to serve as effective role models for students and to support the development of
students’ self-regulation skills. Consistent with this view, previous research has examined the degree of
alignment between self-reported self-regulation and behavioral process indicators, suggesting that these
measures do not always fully overlap (Siadaty, Gasevic & Hatala, 2016; Han & Ellis, 2023).

Therefore, it is considered essential to investigate teachers’ self-regulation levels and their perceptions
of self-regulation in order to contribute to the existing body of literature. In line with this aim, the study
seeks to answer the following sub-questions.

(1) What are the self-regulation levels of teachers?
(2) Do the self-regulation levels of teachers differ by gender?

(3) How do teachers perceive self-regulation?
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2. METHOD
2.1. Research Design

This study was conducted using the general survey model. Teachers’ self-regulation levels were assessed
using the Self-Regulation Scale developed by Aydin, Ozer Keskin, and Yel (2014).

In this study, teachers’ perceived self-regulation was explored through an open-ended question asking
participants to describe what self-regulation means to them (What is self-regulation? Explain). This
question aimed to reveal how teachers conceptualize and interpret the notion of self-regulation and the
meanings they attribute to it. Rather than assessing the extent to which teachers actually employ self-
regulatory strategies in practice, the question focuses on their perceptions and conceptual awareness of
self-regulation. In this respect, the qualitative data obtained from the open-ended responses were used
to represent teachers’ perceived self-regulation and were considered complementary to the quantitative
findings derived from the self-regulation scale.

2.2. Participants

The study group of the research consists of 123 teachers working in the province of Kars in Turkey. All
teachers who can be reached in the study and who want to voluntarily fill in the data collection tools are
included in the study. The data collection tools were applied to the teachers in their own working
environments by the researcher. There are teachers from 22 different branches and 58.5% (72 people)
of which are female and 41.5% (51) of which are male teachers. In addition, 81.3% (100 people) of
teachers have a professional seniority between 0 and 5 years and 18.7% (23 people) have a professional
seniority of more than 5 years. The teachers were informed about the study, and that they could withdraw
at any time.

2.3. Instruments

Both quantitative and qualitative data are collected from teachers in the study. The Self-Regulation
Scale, which is developed to determine the self-regulation levels of teachers, is used as a data collection
tool in the study. Quantitative data are collected from teachers with the Self-Regulation Scale.

Also, qualitative data has been achieved with Demographic information form. The demographic
information form includes questions about teachers' demographic characteristics and an open-ended
question "What is self-regulation? Please explain" to determine teachers' perceptions of self-regulation.
These obtained qualitative data are converted into quantitative data by content analysis and expressed
and evaluated as frequency (f) and percentage (%).

Self-Regulation Scale: The Self-Regulation Scale developed by Brown, Miller and Lawendowski (1999)
and adapted into Turkish by Aydin, Ozer Keskin and Yel (2014) is used as a data collection tool to
determine the self-regulation levels of teachers in the study. The basic structure of the scale is based on
the seven-stage self-regulation model of Miller and Brown (1991). This self-regulation model was
developed based on Kanfer's (1970) three-stage self-regulation model. As a result of the factor analysis
carried out in the study of adapting the scale to Turkish, it was determined that the scale had three factors
and was suitable for Kanfer's self-regulation model. In this way, the Turkish form of the scale is used
with three factors.

The scale consists of 51 items and three sub-dimensions as self-reinforcement (29 items), self-
monitoring (18 items) and self-evaluation (4 items). In addition, the scale has a 5-point Likert-type rating
in the range of "strongly agree" (5), "strongly disagree" (1). The reliability coefficient of the scale is
Cronbach Alfa .87.

The adaptation study of the self-regulation scale into Turkish is carried out with pre-service teachers.
Confirmatory factor analysis (CFA) is applied to the scale since it will be studied with in-service teachers
in this study. As a result of the CFA conducted on the scale with 154 teachers, it is determined that the
factor load values and scale procedural values of items 1, 12, 22, 23, 28 and 47 of the self-reinforcement
dimension for the self-regulation scale applied to the teachers are very low and these items are removed
from the scale. Accordingly, the sub-dimension of self-reinforcement is reduced to 23 items and the
self-regulation scale for teachers is analyzed as 45 items. As a result of CFA using Lisrell 8.8 (Joreskog
and Sorbom, 2006) program, it is determined that the model is acceptably compatible with the data
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(x2(933)=1750.41, p <.01; ¥2/df= 1.87, RMSEA=0.076, SRMR= 0.09, CFI=.90, IFI= .90). In addition,
the reliability coefficient of the 45-item scale is determined as Cronbach Alfa .75.

The 45-item self-regulation scale obtained by CFA was applied to the in-service teachers, the study
group of the research, and the obtained data was evaluated.

2.4. Research Ethics

This research was conducted in accordance with ethical principles throughout the conceptual
framework, application of data collection tools, data collection, analysis, and interpretation phases. The
ANKAD Editorial Board assumes no responsibility for any ethical violations encountered. All
responsibility lies with the authors. I hereby declare that this work has not been submitted for evaluation
to any academic publication platform other than ANKAD. All rules specified in the "Higher Education
Institutions Scientific Research and Publication Ethics Directive" were adhered to in this study. None
of the actions specified in the second section of the directive, "Actions Contrary to Scientific Research
and Publication Ethics," were taken. “Social and Human Sciences Scientific Research and Publication
Ethics Committee of Kafkas University” approved the data collection procedures. Ethics Committee’s
decision date: 20.10.2021. Issue 23, decision 19.

3. RESULTS
3.1. Self-regulation levels of teachers

According to the data obtained from the study, mean and standard deviation values are determined for
the whole and sub-dimensions of the self-regulation scale applied to determine the self-regulation levels
of the teachers (See Table 1).

Table 1. The descriptive statistics on the self-regulation levels of the teachers

N X S
Self-Reinforcement 123 4.07 41
Self-Monitoring 123 2.14 .60
Self-Evaluation 123 2.36 .69
General Self-Regulation 123 3.17 23

When Table 1 is examined, it is seen that the general self-regulation level of teachers is 3.17. When the
score range (highest value — lowest value/5) is calculated for the arithmetic average on the scales with a
5-point Likert structure, its value is 0.80. When Table 1 is examined with this score range, the value of
3.17 corresponds to the range of 2.61-3.4. In other words, it corresponds to the "I am undecided (3)"
option of the scale. Therefore, it can be said that the self-regulation levels of teachers are moderate.

When the sub-dimensions of the self-regulation scale are examined, it is seen that the average self-
reinforcement dimension of teachers is the highest compared to other sub-dimensions (4.07). When it is
evaluated with a five-point Likert scale, this value corresponds to the range of 3.41-4.2, namely “I agree
(4)”. Teachers therefore have a high level of self-reinforcement. In other words, teachers see extrinsic
rewards and verbal expressions as a means to motivate them.

When the dimensions of self-monitoring and self-evaluation are examined, it is understood that teachers
have a low average in these dimensions (Self-monitoring: 2.14; Self-evaluation 2.36). This finding
shows that teachers cannot observe their own behavior at a good level and cannot evaluate themselves
sufficiently.

3.2. The self-regulation levels of the teachers according to gender variable

MANOVA test is performed to determine whether the self-regulation levels of teachers differed by
gender variable. Self-reinforcement, self-monitoring, self-evaluation and general self-efficacy variables
are considered as dependent variables and gender is considered as independent variables in this analysis.
The normality, linearity, extreme values, Mahalanobis distance, variance-covariance matrix
homogeneity of the data are checked for the MANOVA test. It is seen that the data provide the
MANOVA assumptions. The descriptive statistics of self-regulation scores of teachers are given in
Table 2 and the results of MANOVA are given in Table 3.
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Table 2. The descriptive statistical results for the gender variable

N x S
Self-Reinforcement Female 72 4.08 45
Male 51 4.05 .36
Self-Monitoring Female 72 2.13 .63
Male 51 2.17 .56
Self-Evaluation Female 72 2.34 .68
Male 51 2.38 71
General Self-Regulation Female 72 3.16 25
Male 51 3.17 .19

Table 3. The results of MANOVA Test for the self-regulation levels of teachers according to gender
variable

Wilks” Lambda F p n
Self-Reinforcement 72 .001
Self-Monitoring .99 072 .68 .001
Self-Evaluation .76 .001
General Self-Regulation .87 .000

According to the findings obtained as a result of the MANOVA test in Table 3, the Wilks' Lambda value
shows that there is no significant difference between male and female teachers in terms of self-regulation
levels (F (3.119) = .072, p=97; Wilks’ Lambda=.99; Partial Eta squared=.002). It is seen that there is
no significant difference in terms of general self-regulation and sub-dimensions (p>.05). In addition,
when the average point values of female and male teachers are examined, it is understood that there is
no difference in terms of self-reinforcement, self-monitoring, self-evaluation and general self-regulation
levels of female and male teachers, in other words, the average values of female and male teachers are
very close to each other (See Table 2).

3.3. The perceptions of teachers about self-regulation

The responses to the open-ended question “What is self-regulation? Please explain.” were subjected to
content analysis and quantified. Of the 123 teachers in the study group, 24 left this question unanswered.
Thus, similar statements in the data obtained from 99 teachers in total are gathered under a single
expression and are expressed as frequency (f) and percentage (%) (Table 4).
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Table 4. The perceptions of teachers about self-regulation

Teachers' statements f %
It is the ability to be aware of one's own behavior and to control it. 23 18,6
It is the ability to evaluate oneself 18 14,6
It is the control of one's own behavior, self-knowledge and direction accordingly. 12 9,7
It is the ability to know oneself and act accordingly 7 5,6
It is the person's attempt to achieve the goals by setting goals. 6 4,8
It is the ability to regulate one's own behavior 6 4,8
It is the ability to control one's own learning and organize the learning 5 40
environment It’s the ability to know oneself ’
It is the control and regulation of the individual's own cognitive processes. 4 32
It is the regulation of behavior in accordance with social life 2 1,6
It is the awareness of self-sufficiency 2 1,6
It is the person's own principles and plans 2 1,6
It is to use different methods and techniques in training 2 1,6
It is to plan one's life by learning from mistakes 2 1,6
It is to put one's plans into practice respectively 1 0,8
It is to decide how the person will do the work 1 0,8
It is to maintain self-discipline and self-control 1 0,8
It is the plan, program created for the course and their evaluation 1 0,8
It is to live in a planned way 1 0,8
It is ability to choose the appropriate method and technique to achieve the 1 08
determined goals ’
It is the evaluation of the appropriate use of resources 1 0.8
No response 24 19,5
Total 123 100,0

It is tried to understand how teachers perceive self-regulation with the question "What is self-
regulation?" directed to teachers. Accordingly, when the responses of the teacher given in Table 4 are
examined, 80.4% of the teachers define self-regulation and 19.5% do not give any response. It is thought
that this is due to the fact that teachers do not have any knowledge of the concept of self-regulation or
do not want to answer the question. When the responses of teachers who define self-regulation are
examined, the highest percentage of teachers (18.6%) define self-regulation as "It is the awareness of
one's own behavior and the ability to control it". In addition, 14.6% of the teachers describe it as "It is
the ability to evaluate oneself" and 9.7% of the teachers describe it as "It is the ability to control one's
own behavior, know oneself and direct oneself accordingly”. When these answers are considered, it is
seen that teachers have knowledge about self-regulation processes, even if they cannot fully define self-
regulation, and they perceive self-regulation correctly, albeit incompletely.

When the other answers given by the teachers are examined, it is seen that the teachers use expressions
such as knowing oneself, setting goals, organizing their own learning process, choosing methods
appropriate to their goals, and being aware of their own competence. Moreover, it seems that teachers
have an idea about self-regulation processes. However, when considered that only one teacher uses each
expression, it seems that teachers know self-regulation in a limited way and perceive it as a single
process.

In addition, when some statements are examined, it is seen that a small number of teachers do not know
or misunderstand self-regulation. The examples of this situation are "It is to use different methods and
techniques in education" (1.6%), "The plan, program and their evaluation created for the lesson" (0.8%),
"It is to evaluate whether the resources are used appropriately” (0.8%). It is a pleasing result that the
number of teachers who do not know fully about self-regulation is low.

4. DISCUSSION AND CONCLUSION

The present study examines teachers’ levels of self-regulation and their perceptions, emphasizing the
pivotal role of self-regulation in effective teaching. The findings indicate that teachers, in general,
display a moderate degree of self-regulation. As emphasized by Aydin and Demir Atalay (2015),
teachers need to develop self-regulation skills in order to guide their students effectively throughout this
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process. In this sense, teachers with higher levels of self-regulation are better equipped to foster similar
skills in their students. Consistent with this view, Toussi, Boori, and Ghanizadeh (2011) reported that
teachers with strong self-regulation tend to achieve greater success in their instructional practices.
Likewise, Gol and Royaei (2013) demonstrated a positive relationship between teachers’ self-regulation
competencies and their job performance. Although Tillema and Kremer-Hayon (2002) highlight that
research on teachers’ self-regulation remains limited, the available evidence suggests that teachers who
recognize the significance of self-regulation are more inclined to instill this competence in their students.

In addition, it is determined that teachers' self-reinforcement levels, which are among the sub-
dimensions of self-regulation, are at a high level in the study. This shows us that teachers often need
verbal expressions and extrinsic rewards to motivate themselves. Therefore, we can say that teachers
who receive praise from their environment and are rewarded for their achievements are more motivated.
Derks, van Laar, and Ellemers (2009) state that people who practice self-reinforcement gain more in the
work environment by looking critically at their own performance and realize what appropriate behaviors
are required to be successful. Hayes, et al. (1986) states that it is important to receive feedback on the
accuracy of one's performance in order for the self-reinforcement process that motivates teachers to be
effective. This shows that teachers will be more productive when they receive external reinforcements
such as appreciation, reward, and praise in their profession.

Another conclusion from the study is that the self-monitoring and self-evaluation levels of teachers are
low. This shows that teachers have deficiencies in observing and evaluating themselves. Saez-Delgado
at all. (2022) determined that male teachers had the lowest averages in the self-regulation process in the
self-evaluation dimension. It is thought that teachers need to improve themselves in self-regulation and
take their duties more seriously. Allinder, Bolling, Oats, and Gagnon (2000) state in their study with
mathematics teachers that the performance of the students of the teachers who do self-monitoring is
higher than the students of the teachers who do not do self-monitoring. Oliver, Wehby, and Nelson
(2015) state in their studies that teachers' use of self-monitoring checklists helps classroom management
practices. People who monitor themselves observe their own behavior and record these observations to
decide how to achieve better performance (Bruhn, McDaniel & Kreigh, 2015). Therefore, a teacher who
follows him/herself performs better and his/her students are more successful. When self-evaluation is
considered, it is the comparison of one's own performance with the performance criteria to be reached
(Spates & Kanfer; 1977). Wiyono (2018) determines that self-evaluation increases teachers' motivation,
teamwork effectiveness, and teacher's development in school. In addition, the results of the study show
that self-evaluation is positively related to job satisfaction (Igbal, 2012; Zhang, Qing, Miau, & Peng,
2013). As a result, teachers' self-evaluation is an important issue in terms of their motivation, success
and job satisfaction as it can be understood from the relevant literature.

The findings of the research further reveal that teachers’ self-regulation levels do not significantly differ
in relation to gender. When previous studies addressing this issue are examined, their results appear to
be consistent with the findings of the present study. For example, Partovi and Tafazoli (2016) reported
no significant relationship between teachers’ gender and their self-regulation levels. In a similar vein,
Ghonsooly and Ghanizadeh (2013) also found that gender does not constitute a distinguishing factor in
teachers’ self-regulation capacities. Taken together, these findings suggest that teachers’ self-regulation
may be shaped more by professional experiences, instructional contexts, and individual learning
histories than by gender-related differences.

Another result obtained in the study is teachers' perceptions about self-regulation. As a result of the
study, it is seen that teachers cannot fully define self-regulation, but they have little knowledge about
self-regulation processes. People with self-regulation are successful people who know their own
responsibilities and are able to organize their own lives (Zimmerman, 1989). Therefore, the teacher
should be a good guide to the student in the learning process. Thus, teachers need to know self-regulation
and have self-regulation skills (Aydin & Demir Atalay, 2015). However, the result of this study shows
that teachers' knowledge about self-regulation is limited. Indeed, studies show parallelism with this.
Dignath-van Ewijk and Van der Werf, (2012) determine that teachers support students' autonomy in
their lessons, but do not teach them learning strategies in their study investigating whether teachers make
practices that increase self-regulation in their lessons. Perry, Hutchinson, and Thauberger (2008) state
in their study that teachers agree to support students to be self-regulated learners, but they do not know
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exactly how to do this. Therefore, the studies show that teachers have deficiencies in self-regulation and
should be supported in this regard.

5. FURTHER DIRECTIONS

Children spend most of their time with the teacher at school from pre-school to higher education. When
the educational process is considered, the student both receives the information and learns many
behaviors from the teacher. Therefore, a teacher who does not have self-regulation cannot be expected
to teach his/her student self-regulation behaviors. For this reason, teachers need to have self-regulation
skills and develop themselves in this regard. In addition, both the results of this study and the relevant
literature show that teachers with self-regulation are motivated in their work. This situation needs to be
taken into account. Teachers should try to overcome their deficiencies in self-regulation and should be
supported in this regard.
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GENISLETILMIS OZET
1. Giris

Egitim ortami diisiiniildiigiinde 6grencilerin dgrenme i¢in nasil motive olduklari, kendi 6grenme
siireglerini nasil diizenleyebildikleri, 6grenme stratejileri kullanip kullanmadiklar1 arastirmacilarin
ilgisini ¢ekmistir. Oz-diizenleme iizerine yapilan galismalarin genellikle dgretmen adaylarmin 6z-
diizenleme becerisi lizerine odaklandigi (Bembenutty, 2007; Buzza ve Allinotte, 2013; Cho, Cheon ve
Lim, 2021; Jurisevic, Lavrih, Lisic, Podlogar & Zerak, 2021; Sumantri, Prayuningtyas, Rachmadtullah
ve Magdalena, 2018; Senler, 2011) gériilmektedir. Ogretmenlerin 6z-diizenleme becerileri iizerine de
yeteri kadar ¢alisma olmadigi goriilmektedir.

Ozellikle bu ¢alismanin temelini olusturan Kanfer’in 6z-diizenleme modeli degiskenlerine gore yapilan
caligmalara bakildiginda 6gretmenlerin 6z-pekistirme, 6z-izleme ve 6z-degerlendirme siireclerinin
belirlenmesine yonelik yeterli diizeyde ¢alismaya rastlanmamistir (Allinder, Bolling, Oats ve Gagnon,
2000). Genellikle ¢aligmalarin 6grenci 6z-pekistirme, 6z-izleme ve 6z-degerlendirme siiregleri iizerine
odaklandig1 ve giincel ¢alismalar olmadig1 goriilmektedir (Neilans ve Israel, 1981; Spates ve Kanfer,
1977; Wall, 1982).

Bu nedenlerden dolay1 6gretmenlerin 6z-diizenleme seviyelerinin ve 6z-diizenlemeye iliskin algilarinin
belirlenmesi ve boylece ilgili literatiire katkida bulunulmasi gerektigi diislinlilmiistiir. Bu diisiince
dogrultusunda asagidaki alt problemlere cevap aranmugtir.

1. Ogretmenlerin &z-diizenleme seviyeleri nasildir?
2. Ogretmenlerin 6z-diizenleme seviyeleri cinsiyete gore farklilagsmakta midir?
3. Ogretmenler 6z-diizenlemeyi nasil algilamaktadir?

2. Yontem
2.1. Arastirma Modeli

Bu arastirmada genel tarama modeli kullanilmistir. Arastirmada Ogretmenlerin 6z-diizenleme
seviyelerini belirlemek amaciyla veri toplama araci olarak Oz-Diizenleme Olgegi (Aydin, Ozer Keskin
ve Yel, 2014) kullanilmistir, 6gretmenlerin 6z-diizenlemeye yonelik algilarini belirlemek amaciyla da
“Oz-diizenleme nedir? Aciklaymiz” seklinde acik uclu bir soru ydneltilmistir.

2.2. Calisma Grubu

Arastirmanin ¢alisma grubunu Kars ilinde gorev yapmakta olan 123 dgretmen olusturmaktadir.

2.3. Veri toplama araglari

Calismada 6gretmenlerden hem nicel hem de nitel veriler toplanmistir. Caligmada veri toplama araci
olarak 6gretmenlerin 6z-diizenleme seviyelerini belirlemek amaciyla gelistirilmis olan Oz-Diizenleme
Olgegi kullamlmistir. Calismada ayrica demografik bilgiler formu kullanilmistir. Bu formda
ogretmenlerin demografik oOzelliklerine iligkin anket sorular1 ve ogretmenlerin 6z-diizenlemeye
yénelik algilarini belirlemek amaciyla da “Oz-diizenleme nedir? Aciklaymiz” seklinde yoneltilen agik
uglu bir soru bulunmaktadir
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Oz-Diizenleme Olgegi

Calismada 6gretmenlerin 6z-diizenleme seviyelerini belirlemek icin veri toplama araci olarak Brown,
Miller ve Lawendowski (1999) tarafindan gelistirilmis, Aydin, Ozer Keskin ve Yel (2014) tarafindan
Tiirkgeye uyarlanmis olan Oz-Diizenleme Olgegi kullamlmistir. Olgek 51 maddeden, 6z-pekistirme
(29 madde), 6z-izleme (18 madde) ve Oz-degerlendirme (4 madde) seklinde ii¢ alt boyuttan
olusmaktadir. Oz-diizenleme &lgeginin Tiirkgeye uyarlama calismasi 6gretmen adaylari ile yapilmustir.
Bu ¢alismada 6gretmenlerle c¢alisilacagr igin 6lgege dogrulayici faktor analizi (DFA) yapilmistir. 154
ogretmen ile Olgege yapilan DFA sonucunda Ogretmenler i¢in 6z-diizenleme Olgeginin 45 madde
olarak analizleri yapilmigtir. Lisrell 8.8 (Joreskog ve Sorbom, 2006) programi kullanilarak yapilan
DFA sonucu modelin verilere kabul edilebilir diizeyde uyum sagladigi belirlenmistir (y2(33) =
1750.41, p <.01; y2/df= 1.87, RMSEA=0.076, SRMR= 0.09, CFI=.90, IFI= .90). Ayrica 0l¢egin
giivenirlik kat sayis1 Cronbach alfa .75 olarak belirlenmistir.

3. Sonug ve Tartisma

Bu caligmadan elde edilen bulgular degerlendirildiginde Ogretmenlerin genel 06z-diizenleme
seviyelerinin orta diizeyde oldugu belirlenmistir. Oz-diizenleme siirecinde 6gretmenin 6grencilerine
iyl bir yol gosterici olabilmesi i¢in 6z-diizenleme becerisine sahip olmasi gerekmektedir (Aydin ve
Demir Atalay, 2015). Dolayisiyla 6gretmenler ne kadar iyi diizeyde 6z-diizenlemeye sahip olurlarsa
ogrencilerine 6z-diizenlemeyi o kadar iyi sekilde 6gretebileceklerdir. Toussi, Boori ve Ghanizadeh

(2011) yaptig1 g¢aligmada 6z-diizenlemeye sahip Ogretmenlerin derslerinde daha basarili olduklarini
belirlemistir. Ayrica Gol ve Royaei (2013) de galigmalarinda 6gretmenlerin 6z-diizenleme becerileri ile
is performanslart arasinda pozitif bir iliski tespit etmistir. Tillema ve Kremer-Hayon, (2002),
ogretmenlerin 6z-diizenleme siirecleri hakkinda yapilan ¢calismalarin ¢ok az oldugunu fakat yapilan bu
caligmalarda 6z-diizenlemenin Onemine inanan G&gretmenlerin, bunu Ogrencilerine 6greteceklerinin
belirtildigini ifade etmistir.

Ayrica calisgmada dgretmenlerin 6z-diizenlemenin alt boyutlarindan olan 6z-pekistirme diizeylerinin
yiiksek seviyede oldugu belirlenmistir. Bu durum bize 6gretmenlerin genellikle kendilerini motive
etmek i¢in sozlii ifadelere ve digsal odiillere ihtiyag duyduklarimi gostermektedir. Dolayisiyla
¢evresinden Ovgiiler alan, yaptiklar1 basarilarin karsiligini alan 6gretmenlerin daha motive olduklarini
sOyleyebiliriz. Belle, Colletem ve Ellemers, (2009) kendi performansina elestirel bir gozle bakarak 6z-
pekistirme yapan kisgilerin is ortaminda daha fazla kazanim elde ettiklerini ve basarili olmak i¢in gereken
uygun davranislarin neler oldugunu fark ettiklerini belirtmektedir. Ogretmenleri motive eden &z-
pekistirme siirecinin etkili olabilmesi i¢in Hayes, vd. (1986) kisinin performansinin dogruluguna iliskin
geribildirim almasinin 6nemli oldugunu belirtmektedir. Bu durum &gretmenlerin mesleklerinde taktir,
odiil ve ovgii gibi digsal pekistirecler aldiklarinda daha verimli olacaklarini gostermektedir.

Calismadan elde edilen diger bir sonu¢ O0gretmenlerin 6z-izleme ve 6z-degerlendirme seviyelerinin
diisiik olmasidir. Bu durum o6gretmenlerin kendilerini gozlemleme ve degerlendirmede eksikleri
oldugunu gostermektedir. Saez-Delgado at all. (2022) erkek dgretmenlerin 6z-diizenleme siirecinde en
diisiik ortalamalarinin  6z-degerlendirme boyutunda oldugunu belirlemistir.  Ogretmenlerin 6z-
diizenleme konusunda kendilerini gelistirmeleri ve gorevlerini daha ciddiye almalar1 gerektigi
diistinilmektedir. Allinder, Bolling, Oats, ve Gagnon (2000) matematik 0gretmenleriyle yaptiklar
caligmada 6z-izleme yapan 0gretmenlerin 6grencilerinin matematik dersindeki performanslarinin 6z-
izleme yapmayan 6gretmenin 6grencilerine oranla daha yiiksek oldugunu belirtmektedir. Oliver, Wehby
ve Nelson (2015) ¢aligmalarinda dgretmenlerin kendini izleme kontrol listesi kullanmalarinin sinif
yonetimi uygulamalarima yardimecr oldugunu belirtmistir. Kendilerini izleyen kisiler, kendi
davranislarini1 gozlemler ve daha iyi bir performansa nasil ulagacagina karar vermek i¢in bu gozlemleri
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kaydeder (Bruhn, McDaniel ve Kreigh, 2015). Dolayisiyla kendini izleyen bir 6gretmen daha iyi bir
performans gostermekte ve Ogrencileri daha basarili olmaktadir. Oz-degerlendirmeye bakildiginda
kisinin ulagilmas1 gereken performans kriterleriyle kendi performansini karsilastirmasidir (Spates ve
Kanfer; 1977). Wiyono (2018), calismasinda 6z-degerlendirmenin 6gretmenlerin motivasyonunu, takim
calismasimin etkililigini ve 6gretmenin okuldaki gelisimini artirdigini belirlemistir. Ayrica yapilan
calisma sonuglar1 6z-degerlendirmenin is tatmini ile pozitif iliskili oldugunu gostermektedir (Igbal,
2012; Zhang, Qing, Miau, ve Peng, 2013). Sonu¢ olarak ilgili literatiirden de anlasilacagi gibi
Ogretmenlerin 6z-degerlendirme yapmalari motivasyonlari, basarilari ve is tatminleri agisindan énemli
bir husustur.

Caligsmada 6gretmenlerin 6z-diizenleme seviyelerinin cinsiyet degiskenine gore farklilasmadigi da tespit
edilmistir. Bu konuda yapilan ¢aligsmalara bakildiginda bu calismay1 destekler niteliktedir. Partovi ve
Tafazoli (2016), ¢alismalarinda 6gretmenlerin 6z-diizenleme seviyeleri ile cinsiyetleri arasinda herhangi
bir iligki bulmamistir. Benzer sekilde Ghonsooly ve Ghanizadeh (2013) de ¢alismalarinda 6gretmenlerin
0z-diizenleme seviyelerinin cinsiyet degiskenine gore farklilagmadigini tespit etmislerdir.

Calismada elde edilen diger bir sonu¢ dgretmenlerin 6z-diizenlemeye yonelik algilaridir. Calisma
sonucunda 6gretmenlerin 6z-diizenlemeyi tam olarak tanimlayamadiklar1 fakat 6z-diizenleme siirecleri
hakkinda az da olsa bilgileri oldugu gériilmektedir. Oz-diizenlemeye sahip kisiler kendi
sorumluluklarin1 bilen ve kendi yasamini diizenleyebilen basarili insanlardir (Zimmerman, 1989).
Dolayisiyla 6grenme siirecinde 6gretmenin dgrenciye iyi bir rehber olmasi gerekmektedir. Bunun i¢in
de Ogretmenlerin 6z-diizenlemeyi bilmesi ve 6z-diizenleme becerisine sahip olmasi1 gerekmektedir
(Aydin ve Demir Atalay, 2015). Fakat bu ¢alismanin sonucu da gostermektedir ki 6gretmenlerin 6z-
diizenlemeye yonelik bilgileri sinirl diizeydedir. Nitekim yapilan ¢aligmalar da bunu gostermektedir.
Dignath-van Ewijk ve van der Werf, (2012), 6gretmenlerin derslerinde 6z-diizenlemeyi artiran
uygulamalar yapip yapmadiklarini arastirdigi ¢aligmasinda, dgretmenlerin derslerinde Ggrencilerin
ozerkliklerini desteklediklerini fakat onlara 6grenme stratejilerini 6gretmediklerini belirlemistir. Perry,
Hutchinson ve Thauberger (2008), calismasinda 6gretmenlerin 6grencilerin 6z-diizenlemeli 6grenenler
olmalarimi destekleme konusunda hemfikir olduklarmi fakat bunu nasil yapacaklarimi tam olarak
bilmediklerini belirtmistir. Dolayisiyla yapilan ¢aligmalar da 6gretmenlerin 6z-diizenleme konusunda
eksiklerinin oldugunu ve bu konuda desteklenmeleri gerektigini gostermektedir.
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