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Bu gcalismada, ortaokul Ogrencilerinin basari yonelimlerinin ve okuma stratejileri
biliststu farkindaliklarinin sinif, cinsiyet, anne baba egitim durumlar degiskenlerine
gore incelenmesi ve basari yonelimleri ile okuma stratejileri biliststt farkindaliklari
arasindaki iligkinin belirlenmesi amaglanmaktadir. Arastirmada iligkisel tarama modeli
kullanilmigtir. Arastirmaya 2014-2015 6gretim yilinda Sivas Merkez'de ortaokula
devam eden 618 &grenci katilmistir. Arastirmanin verileri Basari Yénelimleri Olcegi ve
Okuma Stratejileri Bilissel Farkindalik Olgegi ile toplanmistir. Arastirma verilerinin
analizinde Aritmetik Ortalama, Standart Sapma, Mann Whitney U Testi, Kruskal Wallis
Testi ve Spearman Brown Korelasyon Katsayisi kullanilmistir. Arastirma sonucunda
Ogrencilerin basari yonelimleri ve okuma stratejileri bilististi farkindalik duzeylerinin
sinif diizeyi ve cinsiyete gore anlaml farklilik gosterdigi belirlenmistir. Anne-baba
egitim durumuna gore basari yonelimleri alt boyutlarinda farkhhk gorilirken okuma
stratejileri biliststu farkindalik alt boyutlarinda farklilik gériilmemistir.
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This study aims at analyzing secondary school students’ achievement goal orientations
and metacognitive awareness of reading strategies in terms of such variables as their
school class, gender and the educational background of their parents and learning the
correlation between their achievement goal orientations and metacognitive awareness
of reading strategies. A relational screening model was used to conduct the research.
A total of 618 students attending three different secondary schools in central Sivas
participated in the study. The research data was collected using the Achievement Goal
Orientations Scale and Metacognitive Awareness Inventory of Reading Strategies. The
arithmetic average, standard deviation, Mann-Whitney U Test, Kruskal-Wallis Test and
Spearman-Brown correlation coefficient were used in the course of analyzing the
survey data. The research results showed that the students’ achievement goal
orientations and metacognitive awareness of reading strategies differ significantly in
terms of their class and gender. In terms of the educational background of their
parents, no difference was found out in the sub-dimension of metacognitive
awareness of reading strategies, while a difference was seen in the sub- dimension of
their achievement goal orientations.
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Giris
Ogrenme digsal ve icsel etkenlerin birbiriyle etkilesimli rol oynadigi karmasik bir siirectir. Ogrenme
Uzerindeki bireysel farkliliklarin etkisi, bu sirecin anlagilabilmesi ve vyapilandirilabilmesi igin, bu
farkliliklarin tanimlanmasini gerektirmektedir. “Neden bazi 6grenciler 6grenme etkinliklerine daha istekli
katiirken ve daha c¢ok c¢aba gosterirken, digerleri dissal yaptirimlarla isteksiz bu etkinliklere

katilmaktadirlar ve daha az ¢aba gostermektedirler?” sorusu her zaman egitimcilerin yanit aradiklar bir
soru olmustur. Bu soru aslinda 6grenmenin en dnemli boyutlarindan biri olan giidiiye isaret etmektedir.

Psikologlar glidly, davranisi zaman icinde harekete gegiren, yonlendiren ve siirdiiren igsel bir sireg
olarak tanimlamaktadirlar (Slavin, 2009). Gudi uzun yillar psikoloji ve egitim alanlarinda 6nemli bir yapi
olarak kabul edilmis olmasina ragmen son yillarda akademik 6grenmeye iliskin arastirmalarin odak
noktasi haline gelmistir (Anderman & Dawson, 2011). Gid kuramlarinin gelisimi, 6grenme kuramlarinin
gelisimi gibi davranisciliktan bilissellige dogru uzanan bir c¢izgi izlemektedir. Gidi kuramlari ilk
zamanlarda dirtd, icgidu gibi kavramlara dayandirilirken son zamanlarda nedensel yiklemeler, 6z
yeterlik, kontrol diistinceleri ve amag gibi kavramlara dayandirilmaktadir (A¢ikgbz, 2007). Bir dizi gidi
kurami 6grenci gidisiini ve basarisini anlamamizi artirsa da bunlardan biri olan basari hedef kurami
dogrudan ogrencilerin akademik ise katilma gerekgelerine iligkin algilarina odaklanmakta (Urdan &
Maehr, 1995). Bu konuda Ames (1992), uzun yillardir 6grenme hedefleri tGzerinde etkili olan ¢evresel
faktorlerin bilindigini ancak 6grencilerin kendileri, gorevleri ve digerleri hakkindaki diisiincelerinin de
farkh 6grenme hedeflerini etkiledigini soylemektedir. Son dénemlerde akademik ortamlarda 6grenci
gldisl Gzerine arastirmanin en aktif alanlarindan biri basari hedef kuramidir (Kaplan & Maehr, 2007;
Pintrich, Conley & Kempler, 2003).

Hedef kurami farkh tirdeki hedeflerin basari durumundaki davranislari nasil etkiledigini (Midgley et
al., 1998; Pintrich, Conley & Kempler, 2003) ve 6grencilerin akademik islere katilmalarini saglayan
gerekgelerini (Elliot, McGregor & Gable, 1999; Kaplan & Maehr, 2007; Mattern, 2005; Schunk, Pintrich &
Meece, 2010) agiklamaktadir. Diger bir deyisle hedef yonelimleri insanlarin ¢esitli hedeflere neden ve
nasil ulasmak icin galistiklarini tanimlamaktadir (Kaplan & Maehr, 2007).

Arastirmacilar temelde iki basari yonelimi tanimlamislardir. Bunlar: a) yetenegi gelistirmeye yonelik
olan 6grenme yonelimi, b) yetenegi ispatlama veya yeteneksiz gérinmekten kaginmaya yonelik olan
performans yonelimidir (Matos, Lens & Vansteenkiste, 2007; Midgley et al., 1998). Alan yazinda
6grenme yonelimi, ustalik ya da is yonelimi olarak; performans yonelimi, beceri yénelimi, ego yonelimi
olarak da adlandiriimaktadir (Midgley et al., 1998). Ogrenme yénelimli 6grenciler anlama, yetkinliklerini
arttirma, bilgi edinme ve yeni beceriler gelistirmeyi hedefleyerek Ustbilissel becerilerini kullanarak kendi
o6grenmeleri icin daha fazla caba gosterirler. Bu 6grenciler; kendilerini dnceki durumlariyla kiyaslayarak
ne kadar yol aldiklari hakkinda degerlendirme becerisine sahip olurlar (Eliot & Dweck, 1988; Matos, et
al.,, 2007). Ogrenme yénelimli 6grenciler daha etkili 6grenme stratejilerini kullanmakta, derse karsi
olumlu tutuma sahip olup, zorlayici etkinlikleri tercih etmekte, basarinin g¢abaya bagl oldugunu
diistinmektedirler (Arslan, 2011).

Performans hedef yoneliminde ise 6grenciler kendi yeteneklerini géstermek ya da kanitlamak igin,
baskalarina gére yeteneksiz gériinmekten kaginarak akademik islere katilmaktadirlar (Anderman &
Midgley, 1997). Performans yoneliminde sosyal kiyaslama belirgin hale geldiginden o6grenciler,
yeteneklerine odaklanmaktadir. Ogrenme hedeflerinin temelinde basari ihtiyacinin, performans
hedeflerinin temelinde ise hata korkusunun yattigi belirtiimektedir (Elliot, 1999).

Elliot vd. (1999), performans-6grenme ikili yapisinin bir gézden gecirilmis halini sunan Ug¢lu basari
yonelimi yapisini gelistirmislerdir. Bu ¢ercevede, performans yonelimi yapisi yaklasma ve kaginma olmak
lizere ikiye ayrilmis ve ¢ bagimsiz hedef yonelimi betimlenmistir: performans-yaklasma yonelimi
baskalarina gore yeterlige ulasmaya; performans kaginma baskalarina gore yetersizlikten kaginmaya;
o6grenme yonelimi isi 6grenme ve yeterligin gelisimine odaklanmaktadir (Elliot et al., 1999; Elliot &
McGregor, 2001). Elliot ve McGregor’in (2001) daha sonraki ¢alismalarinda basari yonelimleri gergevesi
tekrar gézden gecirilerek 6grenme yéneliminde de yaklasma ve kaginma boyutlari énerilmistir. Ogrenme
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yonelimi yaklasma odaginda isi iyice 6grenme, derinligine anlama ve 6z-gelisim standartlari 6nemliyken,
0grenme yonelimi kagcinma odaginda isi iyice ©6grenememekten, hatali olmaktan kaginma
hedeflenmektedir. Performans yonelimi yaklasma odaginda ise en iyi olmaya, baskalarini gegmeye
odaklanilirken, performans yonelimi kaginma odaginda sinifta en kotl dereceyi almama, bagkalarina
gore daha asagi bir nitelikte olmaktan kaginma dnemli gérilmektedir (Elliot & McGregor, 2001; Schunk,
Pintrich & Meece, 2010).

Basari yonelimleri ile gesitli 6grenme Urinleri arasindaki iliskilerin incelendigi ¢ok sayida arastirma
bulunmaktadir. Arastirma sonuglari 6grenme yoneliminin basariyi saglayan ve 6z diizenlemeli 6grenme
icin gerekli olan ¢ok sayida glidu iliskili degiskenlerle iliskili oldugunu gostermektedir (Ames, 1992;
Kaplan & Midgley, 1997). Yapilan arastirmalar 6grenme yoneliminin bilissel ve bilististl strateji kullanimi
(Matos, Lens & Vansteenkiste, 2007), derin isleme, siireklilik ve ¢aba (Elliot, McGregor & Gable, 1999;
Phan, 2009) akademik basari, denetim odagi (Bulus, 2011) gibi degiskenlerle pozitif iliskisini ortaya
koymaktadir. Performans yaklasma yoneliminin ise ylzeysel isleme, sireklilik, ¢caba ve sinav
performansinin pozitif yordayicisi; performans kaginma yoéneliminin ylzeysel islemenin, dizensizligin
pozitif yordayicisi ve derin isleme ve sinav performansinin negatif yordayicisi oldugu saptanmistir (Elliot,
McGregor & Gable, 1999).

Etkili 68renmede gilidiiniin yani sira okudugunu anlama becerisi de anahtar bir role sahiptir. Demirel
(2003), okumanin; temel egitimin ilk yillarindan itibaren bireylere kazandirilan, 6grenme ve biitiin
derslerdeki basarida etkili olan temel becerilerden biri oldugunu belirtmektedir. Okuma islemi gozlerin
ve ses organlarinin gesitli hareketleri ve zihnin yazili sembolleri anlamasiyla olusur. Okuma yoluyla, yazar
ve okuyucu arasinda bir bag kurulur ve yazarin iletmek istedigi mesajin ne oldugunu anlamasi istenir
(Cite in: Kog, 2007). Glinimuzde iyi okuyucu olmak tek basina yeterli olarak goriilmemekte (Lau & Chan,
2003), okuma eyleminin temel amacinin okudugunu anlama oldugu ifade edilmektedir. Akyol (2006),
okuma ve okunandan anlam kurma becerilerini kazandirmanin insanin hayatini anlamli hale getirmesine
yapilan en biiylk katki olarak, egitim programlarinda ve 6gretim siirecinde yerini aldigini belirtmektedir.
GUnimizde okumanin en 6nemli konusu okunandan anlam kurma yani okunani yapilandirmadir (Cite in:
Kog, 2007).

Okuma surecinde birey ayni anda pek ¢ok zihinsel aktiviteyi gerceklestirmekte ve bu aktiviteleri
dogru olarak kontrol edebilmesi de onun okudugunu anlamasina yardimci olmaktadir (Ruddell, 1997).
Bireyin okudugunu anlama sirecinde zihninde var olan bilgileriyle metindeki bilgiler etkilesime girerek
zihninde yeni bir yapi olusturur (Anderson & Pearson, 2003). Birey okuma sirecinde kelimeleri kendi
anlam yapilari iginde tanima, metne iliskin ¢ikarimlarda bulunma, metni anlam bakimindan yapilandirma
ve on bilgileriyle okuduklari arasinda bag kurma becerilerini kullanabilmelidir (Wilson & Bai, 2010).

Baydik’a (2011) gore 6grencilerin okuduklarini anlamalarina yardimci olabilecek okuma stratejilerini
kullanmalari olduk¢a 6nemlidir. Bu stratejiler arasinda 6grencinin okudugunu anlama sirecini takip
etmesi, onbilgilerini harekete gecirerek okuma siirecine dahil etmesi, okudugu metnin icerigi hakkinda
ipuglarindan yararlanarak tahminlerde bulunmasi, metnin icindeki anlamlari ve diizenlemeleri beyninde
netlestirmesi, okuma hizini kendine gére ayarlamasi, metindeki 6nemli yerleri isaretleyerek altlarini
cizmesi, gerekli gordigi yerleri not almasi sayilabilir. Ayrica metinde okudugu bilgileri zihninde
canlandirabilmesi, metin yapisi hakkinda bildiklerini kullanabilmesi de baslica okuma stratejileri olarak
one ¢ikmaktadir. Birey okuma siirecinde bu stratejileri kullanarak anlamli okuma yapip yapmadigini
kontrol eder ve kendi 6grenmesine yonelik denetim gercgeklestirir. Okuma sonrasinda ise sorun
oldugunu belirledigi durumlari belirleyerek diizeltmek icin gerekli tedbirleri alir (Phakiti, 2003). Keer
(2004), iyi okuyucularin bir okuma hedeflerinin oldugunu, okuma sirasinda anlamayi denetlediklerini ve
okuma sureglerini yansittiklarini, okuma hatalarinin Ustesinden gelmek igin uygun stratejileri
kullandiklarini ifade etmektedir. Bu stratejiler bilissel ve Gstbilissel stratejilerdir (Cite in: Kog, 2007).

Bilististt, kisinin kendi bilisi hakkindaki bilgisi, (Flavell, 1979), kendi bilissel siireglerinin farkinda
olmasi (Kuhn 2000), bu siregleri kontrol edebilmesi (Flavell, 1979) ve bildiklerini degerlendirmesi
(Taylor, 1999; Cite in: Akin, 2006) seklinde tanimlanmaktadir. Baker ve Brown (1984), bilisustund, bir isi
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etkilice yerine getirmek icin gerekli olan becerilere, stratejilere ve kaynaklara iliskin farkindalik ve isin
basarili sekilde tamamlanmasini saglayacak 6z-diizenleme mekanizmalarini kullanma becerisi olarak
tanimlamaktadirlar (Noushad, 2008). Bilis bireylerin zihinsel 6grenmelerini igerirken Ustbilis, 6grenmeyi
izleme, kontrol etme ve degerlendirme siireglerini igerir (Akin & Abaci, 2011; Cakiroglu, 2007). Doganay
(1997), bilissel farkindaligi, 6grencinin bilgi edinme sirecinde; sirecin sirekli planlanmasi,
degerlendirilmesi, gbzlemlenmesi, 6grencinin 6grenme siirecine aktif olarak katilmasi ve kendi 6grenme
sirecini kontrol altinda tutmasi gibi davranislara yansiyan bir diisiinme sireci olarak tanimlamaktadir
(Cite in: Doganay & Demir, 2011).

Bilististi (Ust bilis) kavrami 40 yil 6nce ilk ortaya ciktigindan beri, kaliteli 6grenmenin 6nemli bir
parcasi olarak gorillr ve 6grencilerin birgok farkl bilissel yetenegi kontrol etmelerini saglar (Bruning,
Schraw & Norby, 2014). Bilisustiinin, bilisin bilgisi ve bilisin dizenlenmesi olmak Uzere iki temel
kategoriye ayrilabilecegi ifade edilmektedir. Bilisin bilgisi, bireylerin kendi bilisleri veya genel bir kavram
olarak bilis hakkinda ne bildiklerini ifade eder (Akin, Abaci & Cetin, 2007). Bilisin bilgisi, aciklayici,
prosedirel (islemsel) ve durumsal bilgi olmak (zere bilisistli farkindaligin Gg¢ farkh tdrina
kapsamaktadir. Aciklayici bilgi kisinin kendi 6grenme ve performansini etkileyen faktorler hakkindaki
bilgisini; prosedirel-islemsel bilgi islemsel becerilerin uygulanmasi hakkindaki bilgiyi; durumsal bilgi ise
cesitli bilissel eylemlere ne zaman ve nasil bagvurulacagini bilmeyi icermektedir. Ornegin, islemsel bilgide
stratejilerin nasil uygulanacagi yer alirken, durumsal bilgi farkh durumlarda hangi stratejilerin
kullanilacagi ile ilgilidir (Schraw & Moshman, 1995).

Bilisin diizenlenmesinin de genel olarak (¢ bilesene sahip oldugu disindlir: Planlama, dizenleme ve
degerlendirme (Bruning, Schraw & Norby, 2014). Planlama, uygun stratejilerin segimini ve etkili
performans icin bilissel kaynaklarin tahsis edilmesini icerir. Okumaya baslamadan 6nce tahminlerde
bulunmak, stratejileri ardisiklandirmak ve bir géreve baslamadan 6nce dikkat veya zamani segici bicimde
diizenlemek gibi o6zellikler planlamayla ilgilidir (Blank, 2000, Cite in: Akin, Abaci & Cetin, 2007).
Diuzenleme, izleme ve 6g§renmeyi kontrol etmek icin gereken kendini sinama becerilerini igerir. Tahmin
yapma, okurken duraklama, eylemleri siralama ve uygun iyilestirme stratejilerini segme de bu kategoride
yer alir (Bruning, Schraw & Norby, 2014). Degerlendirme 6grenme Urlninin ve diizenleme sirecinin
degerlendirilmesini icerir (Schraw & Moshman, 1995). Karatay (2009), bilisselligin, metni anlama
siirecinde okurun okuma eylemini 6nceden planlamasi, okuma sirasinda kavradigini diizenlemesi ve
okuma sonrasinda da degerlendirmesi ile ilgili sahip oldugu bilgi oldugunu ifade etmektedir. Bilislistu
farkindahk ise okudugunu kavramaya iliskin okurun sahip oldugu bu bilgiyi zamaninda ve yerinde
isletebilme, etkin kullanabilme becerisi olarak tanimlanmaktadir. Bilislistl, 6grenme, elestirel disiinme
ve problem ¢ozme gibi pek cok bilissel siire¢ lzerinde etkili oldugu igin, bilististl ile bu sireglerin
iliskisinin incelendigi pek ¢ok arastirma bulunmaktadir (Karakelle, 2012; Ku & Ho, 2010; Oluk & Basoncill,
2009; Sarac, Onder & Karakelle, 2014; Temizkan, 2008). Bu arastirmalar bilisiisti becerilerin
6grenmedeki 6nemini ortaya koymakta ancak, sadece bilislisti bilgi ve 6zdiizenlemenin 06grenci
basarisini artirmada yeterli olmadigi kabul edilmektedir. Ayni zamanda 6grencilerin bilislistl becerilerini
kullanmak igin giidilenmeleri gerekmektedir (Zimmerman, 1990; Bandura et al. 1996, Cite in: Noushad,
2008). Ogrencilerin egitim siirecinde basarili olabilmeleri igin sinif icinde giidiilenmelerinin dnemi
(Matos, Lens & Vansteenkiste, 2007) gliniimiizde daha fazla vurgulanmakta ve basari motivasyonu
teorisi egitim arastirmalarinda kullanilan en temel teorilerden biri olarak kabul edilmektedir.

Ogrenme hedefleri, cocuklarin grenme isleri izerinde gecirdikleri zamanin miktarini, zorluklarla
ylzlesme kararlihgini ve en 6nemlisi 6grenmeye katilimin kalitesini artirmaktadir (Ames, 1992). Basari
yonelimlerine iliskin yurt icinde yapilmis arastirmalar incelendiginde, arastirmalarin genellikle lniversite
ogrencilerini kapsadigi (Akin & Arslan, 2014; Arslan, 2011; Bulus, 2011; Kayis, 2013; Kigikoglu et al.,
2010) gorulmektedir. Bu durum, diger egitim kademelerindeki 6grencileri kapsayan ¢alismalara ihtiyag
oldugunu gostermektedir. Okudugunu anlama becerisi, her kademede biitlin derslerdeki basariyi
etkileyen 6nemli bir beceridir. Ogrencilerin kendi okuma siireglerine iliskin bilisiistii farkindaliklarinin pek
cok 6grenme Urlni Uzerindeki etkileri bilinmektedir. Ortaokul 6grencilerinin basari yonelimlerinin ve
okuma stratejileri bilististli farkindalklarinin incelenmesi sonucu elde edilen bulgularin program
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gelistirme c¢alismalarina katki sunacagi dustnllmektedir. Ayrica iki 6zelligin sinif dizeyine goére
incelenmesi ortaokul kademesindeki 6grencilerin destek duydugu alanlarin belirlenmesinde de énemli
gorulmektedir.

Bu arastirmada ortaokul 6grencilerinin basari yonelimlerinin ve okuma stratejileri bilisiisti
farkindaliklarinin sinif, cinsiyet ve anne baba egitim durumlari degiskenlerine gore incelenmesi; basari
yonelimleri ile okuma stratejileri bilisistli farkindaliklari arasindaki iliskinin  belirlenmesi
amaclanmaktadir. Arastirmada su sorulara yanit aranmaktadir:

a) Ortaokul 6grencilerinin basari yonelimleri sinif diizeyi, cinsiyet ve anne baba egitim durumuna
gore anlamli diizeyde farkhlik gostermekte midir?

b) Ortaokul 6grencilerinin okuma stratejileri bilististi farkindaliklari sinif diizeyi, cinsiyet ve anne
baba egitim durumuna goére anlaml diizeyde farklilik géstermekte midir?

c) Ortaokul 6grencilerinin basari yonelimleri ile okuma stratejileri biliststi farkindalklari arasinda
anlamli bir iliski bulunmakta midir?

Yontem

Bu boliimde arastirma modeli, calisma grubu, veri toplama araglari, verilerin toplanmasi ve verilerin
analizi yer almaktadir.

Arastirma Modeli

Arastirma iki ve daha ¢ok sayida degisken arasinda birlikte degisimin varligi ve/veya derecesini arastiran
genel tarama modellerinden korelasyonel tarama modeli (Karasar, 2004) kullanilarak yapilmistir.

Calisma Grubu

Bu arastirmaya 2014-2015 6gretim yili 1. déneminde Sivas ili Merkez ilgede bulunan (g ortaokulda
0grenim gormekte olan toplam 618 6grenci katilmistir. Basit segkisiz 6rnekleme yénteminin kullanildig
bu arastirmada o6grencilerin 157’si 5. sinif, 120’si 6. sinif, 146’s1 7. sinif ve 195’i 8. sinifta 6grenim
gormektedir. Sivas merkezinde bulunan okullarda 6grenim goren 23.577ortaokul 6grencisinden 0.05
anlamlilik diizeyinde d= +0.03 6rnekleme hatasi (Yazicioglu & Erdogan, 2014) temel alinarak 618 6grenci
ornekleme alinmistir. Tablo 1’de 6rnekleme iliskin betimsel istatistikler sunulmaktadir.

Tablo 1.

Ornekleme iliskin Betimsel Istatistikler.

Degiskenler Frekans (f) Yiizde (%)

Cinsiyet Kiz 308 49.8
Erkek 310 50.2

Sinif 5. Sinif 157 25.4
6. sinif 120 194
7. Sinif 146 23.6
8. Sinif 195 31.6

Anne Egitim ilkokul 208 33.7

Durumu Ortaokul 203 32.8
Lise 131 21.2
Universite 76 12.3

Baba Egitim ilkokul 73 11.8

Durumu Ortaokul 123 19.9
Lise 259 41.9
Universite 163 26.4
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Veri Toplama Araglari

Veriler arastirmacilar tarafindan &grencilere uygulanan “Basari Yonelimleri Olcegi” ve “Okuma

vy

Stratejileri Bilissel Farkindalik Olcegi” kullanilarak toplanmistir.

Basari yonelimleri élgegi

Basari Yonelimleri Olgegi’nin orijinali Midgley vd. (1998) tarafindan Goal Orientations Scale adiyla
gelistirilmistir. Akin ve Cetin (2007) tarafindan Tiirkce’ye Basari Yonelimleri Olcegi adiyla uyarlanmistir.
Olgegin orijinal formu 5’li likert tipinde olup, ilk 6’si 6grenme yénelimi (OY ), ikinci 6’si performans-
yaklagma yonelimi (PYAY) ve son 6’si da performans-kaginma yonelimini (PKY) belirlemeye yonelik 18
maddeden olusmaktadir. Arastirmada kullanilan Basari Yonelimleri Olgegi orijinal dlcekteki gibi ¢ alt
boyuttan ancak 17 maddeden olugsmaktadir. Olgekte verilen segenekler 1 (Kesinlikle Katilmiyorum)’'dan 5
(Tamamen Katiliyorum)’a kadar puanlanmistir. Uyarlanmis 6lgegin dilsel esdegerligi, yapi gecerligi,
madde analizi Cronbach Alpha i¢ tutarliik katsayisi ve test-tekrar test givenirlikleri saglanmistir.
Cronbach Alfa ig tutarlilik katsayisi OY igin .77, PYAY icin .79 ve PKAY icin .78 olarak tespit edilmistir (Akin
ve Cetin, 2007). Bu arastirmada Cronbach Alpha katsayisi OY icin .81, PYAY icin .81 ve PKAY icin .84
olarak hesaplanmistir.

Okuma stratejileri bilissel farkindalik éicegi

Okuma Stratejileri Bilissel Farkindalik Olgegi Karatay (2009) tarafindan gelistirilmistir. ilkégretim
diizeyine 381, orta O6gretim diizeyinde 466 ve Universite diizeyinde 491 6grenciden elde edilen veriler
tizerinde dogrulayici faktér analizi yapilmistir. Olgek, kisilerin okudugunu anlama stratejileri ile ilgili
bilissel farkindalik diizeyini dlgmeye yénelik 32 maddeden olusan, {ic boyutlu bir 6lgektir. Olgekte
okumayi planlama stratejilerine yonelik 9 madde, dizenleme stratejilerine yonelik 14 madde ve
degerlendirme stratejilerine yénelik 9 madde bulunmaktadir. Olgegin, yapilan uygulamalardan elde
edilen Cronbach Alpha glivenirlik katsayilari, planlama stratejileri icin .68, diizenleme stratejileri igin .84,
degerlendirme stratejileri icin .80 ve Olgegin toplami igcin .92 olarak bulunmustur. Bu arastirmada
Cronbach Alpha giivenirlik katsayisi planlama icin .76, dizenleme igin .82, degerlendirme icin .81, 6lgegin
toplami i¢in .92 olarak hesaplanmistir.

Verilerin Toplanmasi

Arastirmanin verileri 2014-2015 o6gretim yili gz déneminde Sivas il merkezinde bulunan
ortaokullarda 6grenim goren 5, 6, 7 ve 8. sinif diizeyindeki 6grencilere 6lgeklerin uygulanmasiyla
toplanmistir. Olgekler toplamda 631 6grenciye uygulanmis ancak 13 veri gerekli 6zellikleri tasimadigi icin
calismadan cikariimistir.

Verilerin Analizi

Puanlarin normal dagilim ozelligi Kolmogorov-Smirnov (K-S) Testi ile incelenmistir. Kolmogorov-
Smirnov Testi sonucuna gore ortaokul o6grencilerinin basari yonelimlerinin ve bilisisti okuma
stratejilerinin cinsiyet, sinif diizeyi ve anne baba egitim durumuna gore farklilasip farklilasmadigini
belirlemek igin Kruskal Wallis Testi ve Mann Whitney U Testi yapilmistir. Basari yonelimleri ve okuma
stratejileri bilisisti  farkindahk arasinda iliski olup olmadigini belirlemek igin Spearman Brown
Korelasyon Katsayisi kullaniimistir.
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Bulgular

Arastirma verilerinin analizi sonucu ulasilan bulgular, arastirma sorularinin sirasina gore asagida
sunulmaktadir.

Ortaokul Ogrencilerinin Basari Yonelimlerine iliskin Bulgular

Ortaokul 6grencilerinin sinif diizeyine gore basari yonelimleri arasinda manidar bir fark olup olmadigi
Kruskal Wallis Testi ile test edilmis ve sonuglari Tablo 2’de gosterilmistir.

Tablo 2.
Ortaokul Ogrencilerinin Basari Yénelimlerinin Sinif Diizeyine Gére Kruskal Wallis Testi Sonuglari.
B _
.a.\sarl_ . Siniflar N X Ss X P Anlamh Fark
Yoénelimleri
5.5inif 157 26.58 3.55 *5 6
Ogrenme 6.Sinif 120 24.49 4.48 *5-7
o 24.663 .00*
Yonelimi 7.Sinif 146 24.60 4.72 *5-8
8.Sinif 195 24.44 5.23
" 5.5inif 157 26.71 3.68
$elz|°rma”5 6.Sinif 120 25.48 4.51 4323 ) Yok
m . .
axlasma 7.5mif 146 2574 481 °
Yonelimi
8.Sinif 195 25.64 4.90
perf 5.5inif 157 18.27 5.85 *5-6,*5-7
K:rlgrrnn;ans 6Snf 120 16.64 535 e 00+ *5-8, %67,
a¢inma 7.5mf 146 1432 595 ' ' *7-8
Yonelimi
8.Sinif 195 15.84 6.44
*p<.05

Ortaokul 6grencilerinin basari yonelimleri 6grenme yonelimi (X?=24.663; p<.05) ve performans
kaginma yénelimi (X?=34.597; p<.05) alt boyutunda sinif diizeyine gére manidar farklilik géstermektedir.
Manidar farkhhgin hangi gruplar arasinda oldugunu saptamak amaciyla Mann Whitney U testi
yapilmistir. Bu farklihgin 6grenme yonelimleri alt boyutunda 5-6, 5-7 ve 5-8. siniflar arasinda performans
kagcinma alt boyutunda ise 5-6, 5-7, 5-8, 6-7 ve 7-8. siniflar arasinda oldugu gorilmektedir. Ortaokul
Ogrencilerinin cinsiyete gore basari ydonelimleri arasinda manidar bir fark olup olmadigi Mann Whitney U
testi ile test edilmis ve sonuglari Tablo 3’te gosterilmistir.

Tablo 3.
Ortaokul Ogrencilerinin Basari Yénelimlerinin Cinsiyete Gére Mann Whitney U Testi Sonuglari

Cinsiyet N X Ss u P
Ogrenme Kiz 308  25.55 4.39 41645.500 .01*
Yonelimi Erkek 310 24.52 4.87
Performans Kiz 308 26.30 4.37 42022.500 .01*
Yaklasma Erkek 310 25.51 4.67
Performans Kiz 308 15.59 6.35 42181.000 .01*
Kaginma Erkek 310 16.91 5.83

*p<0.05

Ortaokul 6grencilerinin basari yonelimleri 6grenme yonelimi (U=41645.500; p<.05), performans
yaklasma yonelimi (U=42022.500; p<.05), ve performans kacinma yonelimi (U=42181.000; p<.05) alt
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boyutlarinda cinsiyete gére manidar farklihk gostermektedir. Bu farklihk 6grenme ve performans
kaginma yoneliminde kiz 6grenciler, performans yaklagsma yoneliminde erkek 6grenciler lehinedir.
Ortaokul 6grencilerinin anne egitim durumuna gore basari yonelimleri arasinda manidar bir fark olup
olmadig Kruskal Wallis Testi ile test edilmis ve sonuglari Tablo 4’te gosterilmistir.

Tablo 4.

Ortaokul Ogrencilerinin Basari Yénelimlerinin Anne E§itim Durumuna Gére Kruskal Wallis Testi Sonuglari.
Basari Anne Egitim Anlamli
Yonelimleri Durumu N X Ss )(2 P Fark

ilkokul 208 25.03 4.26
Ogrenme Ortaokul 203 25.18 4.73 3.025 .39 Yok
Yénelimi Lise 131 25.23 4.85
Universite 76 24.29 5.18
ilkokul 208 25.73 4.64
5:5:;22”5 Ortaokul 203 2572 475 1824 61 Yok
. e Lise 131 26.35 4.13
Yonelimi o .
Universite 76 26.11 4.33
Performans ilkokul 208 16.32 5.92 *ilkokul-
Kaginma Ortaokul 203 16.75 6.25 9.797 .02* Gniversite
Yonelimi I'_.ise 131 16.49 6.06
Universite 76 14.32 6.22
*p<0.05

Tablo 4’te gorildugi gibi, ortaokul 6grencilerinin basari yonelimleri performans kaginma yonelimi alt
boyutunda anne egitim durumuna gére manidar farkhlik (X?=9.797; p<.05) géstermektedir. Bu farkliligin
hangi gruplar arasinda oldugunu belirlemek amaciyla Mann Whitney U testi yapilmistir. Farkhhgin ilkokul
ve (niversite mezunu anne egitim durumlari arasinda oldugu gortlmektedir. Anneleri Gniversite mezunu
olan 6grencilerin performans kaginma yonelimlerinin anneleri ilkokul mezunu olan 6grencilere gore
daha disiik oldugu goriilmektedir. Ogrenme yonelimi (X?=3.025; p>.05) ve performans yaklasma
yonelimi  (X%=1.824; p>.05) alt boyutlarinda anne egitim durumuna goére manidar farkhilik
bulunamamistir. Ortaokul 6grencilerinin baba egitim durumuna goére basari yonelimleri arasinda
manidar bir fark olup olmadigi Kruskal Wallis Testi ile test edilmis ve sonuglari Tablo 5’te gosterilmistir.

Tablo 5.

Ortaokul Ogrencilerinin Basari Yénelimlerinin Baba E§itim Durumuna Gére Kruskal Wallis Testi Sonuglar
Basari Baba Egitim Anlamh
Yonelimleri Durumu N X Ss X P Fark
Ogrenme ilkokul 73 25.71 3.79 2.560 46 Yok
Yonelimi Ortaokul 123 24.77 4.81

Lise 259 24.84 4.73

Universite 163 25.21 4.79
Performans ilkokul 73 25.89 4.62 121 .99 Yok
Yaklasma Ortaokul 123 25.87 4.85
Yonelimi Lise 259 26.01 4.41

Universite 163 25.77 4.49
Performans ilkokul 73 16.89 5.73 11.755 .01* *{lkokul-
Kagcinma Ortaokul 123 16.90 5.97 Universite
Yonelimi Lise 259 16.73 5.81

Universite 163 14.72 6.68

*p<0.05
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Ortaokul 6grencilerinin basari yonelimleri performans kaginma yénelimi (X2=11.755; p<.05) alt
boyutu ortalamalari baba egitim durumuna goére manidar farklilik géstermektedir. Bu farkhligin hangi
gruplar arasinda oldugunu belirlemek amaciyla Mann Whitney U testi yapilmigtir. Farkliligin ilkokul ve
{iniversite mezunu baba egitim durumlari arasinda oldugu gériilmektedir. Ogrenme yénelimi (X?=2.560;
p>.05) ve performans yaklasma yonelimi (X?=.121; p>.05) alt boyutlarinda baba egitim durumuna gore
manidar farkhlk bulunamamuistir.

Ortaokul Ogrencilerinin Okuma Stratejileri Bilisiistii Farkindaliklarina iliskin Bulgular

Ortaokul ogrencilerinin sinif dizeyine gore okuma stratejileri bilisisti farkindaliklari arasinda
manidar bir fark olup olmadigi Kruskal Wallis testi ile test edilmis ve sonuglari Tablo 6’da gosterilmistir.

Tablo 6.
Ortaokul Ogrencilerinin Okuma Stratejileri Bilisiistii Farkindaliklarinin Sinif Diizeyine Gére Kruskal Wallis
Testi Sonuclari.

Okuma Stratejileri

Bilisiistii Farkindalik Siniflar N X Ss X P Anlamli Fark

Planlama 5Smnif 157 36.61 6.02

¥C _ £ *C _
6.5iif 120 33.76 6.98 >=6%5-7

7smf 146 3359  6ag 2280 00 *5-8,
8.Smif 195 33.75 6.58

Dizenleme 5.5inif 157 57.42 8.48 *5 . 6,*5-7
6.Sinif 120 52.74 9.77 30.353 00* *5-8
7.5nf 146 52.03 8.97 ' ’
8.Simif 195 53.14 9.89

Degerlendirme 5.Sinif 157 35.47 7.11 *5-6,*5-7
6.Simif 120 32.80 6.86 91241 00 *5-8

7.S5mnif 146 31.94 7.03
8.Sinif 195 32.75 7.41

*p<0.05

Tablo 6 incelendiginde, 0&grencilerin okuma stratejileri biliststi farkindaliklarinin  planlama
(X%=22.870; p<.05), dizenleme (X?=30.353; p<.05) ve degerlendirme (X?=21.241; p<.05) alt
boyutlarinda sinif diizeyine gore anlamli farkhlik gosterdigi goriilmektedir. Manidar farkhhgin hangi
gruplar arasinda oldugunu saptamak amaciyla Mann Whitney U testi yapilmistir. Bu farkliliklarin
planlama alt boyutunda 5-6, 5-7 ve 5-8. siniflar arasinda, diizenleme alt boyutunda 5-6, 5-7 ve 5-8.
siniflar arasinda, degerlendirme alt boyutunda 5-6, 5-7 ve 5-8. siniflar arasinda oldugu gorilmektedir.
Ortaokul 6grencilerinin cinsiyete gére Okuma Stratejileri Bilististli Farkindaliklari arasinda manidar bir
fark olup olmadigi Mann Whitney U Testi ile test edilmis ve sonuglari Tablo 7’de gosterilmistir.

Tablo 7’de gorildigl gibi, 6grencilerin okuma stratejileri bilististi farkindahklari planlama
(U=42048.000; p<.05), dizenleme (U=40584.500; p<.05) ve degerlendirme (U=41964.500; p<.05) alt
boyutlarinda cinsiyete gore kiz 6grenciler lehine manidar farklilik géstermektedir.
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Tablo 7.
Ortaokul Odrencilerinin Okuma Stratejileri Bilisiistii Farkindaliklarinin Cinsiyete Gére Mann Whitney U
Testi Sonuglari

OSBF Cinsiyet N X Ss u P
Okumayi Kiz 308 35.12 6.36 42048.000 .01*
Planlama Erkek 310 33.77 6.79
.. Kiz 308 55.06 9.53 40584.500 .00*
Diizenleme
Erkek 310 52.72 9.38
Kiz 308 33.96 7.23 41964.500 .01*

Degerlendi
eseriendirme Erkek 310 32.56 7.21

*p<0.05

Ortaokul 6grencilerinin anne egitim durumuna goére Okuma Stratejileri Bilististi Farkindaliklar
arasinda manidar bir fark olup olmadigi Kruskal Wallis Testi ile test edilmis ve sonuglari Tablo 8'de
gosterilmistir.

Tablo 8.
Ortaokul Odgrencilerinin Okuma Stratejileri Bilisiistii Farkindaliklarinin Anne Eg§itim Durumuna Gére
Kruskal Wallis Testi Sonuglari

OSBF Anne Egitim N X Ss X p
Durumu

Planlama ilkokul 208 33.82 6.38
Ortaokul 203 34.58 6.40 4.420 22
Lise 131 34.89 7.04
Universite 76 34.99 6.93

Diizenleme ilkokul 208 53.40 9.06
Ortaokul 203 54.35 9.72 2.200 .53
Lise 131 53.93 9.70
Universite 76 53.89 10.05

Degerlendirme ilkokul 208 32.41 6.99
Ortaokul 203 33.58 7.05 5.994 A1
Lise 131 33.89 7.31
Universite 76 33.64 8.24

*p>0.05

Tablo 8e gore, ortaokul oOgrencilerinin okuma stratejileri bilististli farkindaliklari anne egitim
durumlarina gore planlama, dizenleme ve degerlendirme alt boyutlarinda manidar farklilik
gostermemektedir (p>.05).

Ortaokul o6grencilerinin baba egitim durumuna gore Okuma Stratejileri Bilististi Farkindaliklari
arasinda manidar bir fark olup olmadigl Kruskal Wallis Testi ile test edilmis ve sonuglari Tablo 9’da
gosterilmistir.
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Tablo 9.
Ortaokul Ogrencilerinin Okuma Stratejileri Bilisiistii Farkindaliklarinin Baba Egitim Durumuna Gére
Kruskal Wallis Testi Sonuglari

OSBF Baba Egitim N X Ss X P
Durumu

Planlama ilkokul 73 33.99 6.19 3.131 .37
Ortaokul 123 33.80 6.45
Lise 259 34.59 6.71
Universite 163 34.88 6.76

Dizenleme ilkokul 73 54.42 8.68 1.892 .59
Ortaokul 123 53.00 9.17
Lise 259 54.00 9.75
Universite 163 54.14 9.81

Degerlendirme ilkokul 73 32.77 6.87 3.069 .38
Ortaokul 123 32.59 6.84
Lise 259 33.34 7.59
Universite 163 33.85 7.15

*p<0.05

Tablo 9’da goruldugi gibi ortaokul 6grencilerinin okuma stratejileri biliststli farkindaliklari baba
egitim durumlarina gore planlama, dizenleme ve degerlendirme alt boyutlarinda manidar farkhhk
gostermemektedir (p>.05).

Ortaokul 6grencilerinin basari yonelimleri ve okuma stratejileri bilististli farkindaliklari arasinda iligki
olup olmadigi Spearman Brown Korelasyon Katsayisi ile test edilmis sonuglar Tablo 10’da gosterilmistir.

Tablo 10.
Ortaokul Odrencilerinin Basari Yénelimleri ve Okuma Stratejileri Bilisiistii Farkindaliklari Arasindaki
Korelasyon

(0)% PY PK P DU DE
oy 1
PY ,A04%* 1
PK ,210%* ,176%* 1
P ,591%* | 287** ,162%* 1
DU ,555%* ,318** ,176** [ 774%* 1
DE ,5A5** ,266%* ,196%* ,766** [ 782%* 1

*p<0.05, **p<0.01

Tablo 10 incelendiginde, 6grenme yonelimi ile planlama arasinda pozitif yénde orta dizeyde (r=.59),
diizenleme arasinda pozitif yonde orta dizeyde (r=.55), degerlendirme arasinda pozitif yonde orta
diizeyde (r=.55) iliskinin oldugu goriilmektedir. Performans yaklasma yonelimi ile planlama arasinda
pozitif yonde dlsik diizeyde (r=.29), diizenleme arasinda pozitif yonde orta dizeyde (r=.32),
degerlendirme arasinda pozitif yonde dusik dizeyde (r=.27) iliski bulunmustur. Performans kaginma
yonelimi ile planlama arasinda pozitif yonde diisik diizeyde (r=.16), diizenleme arasinda pozitif yonde
diistk diizeyde (r=.18), degerlendirme arasinda pozitif ydonde diisiik diizeyde (r=.20) iliski bulunmustur.

Tartisma, Sonug ve Oneriler

Bu arastirmada ortaokul o6grencilerinin basari yonelimleri ve okuma stratejileri biliststi
farkindaliklari sinif diizeyi, cinsiyet, anne baba egitim durumu degiskenlerine gére incelenmis, basari
yonelimleri ile okuma stratejileri bilististi farkindaliklari arasindaki iliski saptanmistir.
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Ortaokul 6grencilerinin basari yonelimleri 6grenme yonelimi ve performans kaginma yonelimi alt
boyutunda sinif diizeyine gére manidar farkhlk (p<.05) bulunmaktadir. Bu farklilik 6grenme yonelimleri
alt boyutunda 5-6, 5-7 ve 5-8. siniflar arasinda 5. sinif lehinedir. Performans kaginma alt boyutunda ise 5-
6, 5-7, 5-8, 6-7 ve 7-8. siniflar arasinda oldugu gorilmektedir. 6, 7 ve 8. siniflarin performans kaginma
ortalamalan 5. sinif 6grencilerine goére daha dustktir. 7. sinif 6grencilerinin performans kaginma
yonelimlerinin 6. ve 8. sinif 6grencilerine gore daha disik oldugu bulunmustur. Kog ve Karabag'in (2013)
ortaokul 6grencileriyle yaptiklari ¢alismada da basari yonelimi alt boyutlarinda puan ortalamalarinin
siniflar arasinda manidar farkhlik gésterdigi bulunmustur. Ogrenme yénelimi alt boyutunda 6-7 siniflar
arasindaki fark 6. siniflar lehine, 7-8 siniflar arasinda performans kaginma yoneliminde 7. siniflar lehine
anlamli farkhlik gostermekte ve bu calismayla paralellik goéstermektedir. Performans yaklasma
ybneliminde siniflar arasinda manidar farklihk bulanamamistir bu da yine Ko¢ ve Karabag'in ( 2013)
yaptiklari ¢alismayla paralellik géstermektedir. Ortaokul 6grencilerinin 6grenme yoénelimlerinin sinif
diizeyi arttikga azalmasinin, bu dénemdeki 6grencilerin benlik saygilarinin dalgalanmalar géstermesi ve
bulug baslangicinda en dislk dizeyde olmasi (Slavin, 2009) ile iliskili oldugu dusindlebilir.

Kigukoglu vd. (2010), Kayis (2013) ve Togluk (2009) tarafindan yapilan Gniversite 6grencilerinin
basari yonelimlerinin incelendigi c¢alismalarda, basari yonelimlerinin sinif diizeyine goére farkhlik
gosterdigi saptanmakla birlikte, arastirmalarin bulgulari arasinda tutarlilik bulunmamaktadir.

Ortaokul 6grencilerinin basari yénelimleri 6grenme yonelimi, performans yaklasma yonelimi ve
performans kaginma yénelimi alt boyutlarinda cinsiyete gére manidar farkhlk (p<.05) gostermektedir.
Bu farklihk 6grenme ve performans kacinma yoéneliminde kiz 6grenciler lehine iken, performans
yaklasma yoneliminde erkek 6grenciler lehinedir. Bu sonu¢ Ko¢ ve Karabag'in ( 2013) calismasiyla
paralellik gostermektedir. Kiglkoglu vd.. (2010) Universite O6grencilerine yaptigl calismada basari
yonelimlerinin alt boyutlarinda performans ydnelimi boyutunda kizlar lehine manidar sonug
bulunmustur. Odaci vd. (2013) Universite 6grencilerine yaptigi calismada basari yonelimlerinin alt
boyutlarinda performans kaginma boyutunda erkekler lehine manidar farklilik bulunmustur ve diger alt
boyutlarda manidar farkhilk bulunamamistir. Togluk’un (2009) ¢alismasinda 6grenme yaklasma yonelimi
ve 6grenme kaginma yonelimi alt boyutlarinda cinsiyet degiskenine gore istatistiksel olarak manidar fark
bulunmustur. Akin’in (2006) calismasinda basari yénelimlerinin cinsiyet degiskenine gére her g alt
boyutta da manidar farklilk gosterdigi gorilmektedir.

Ortaokul 6grencilerinin basari yonelimleri performans kaginma yonelimi alt boyutunda anne ve baba
egitim durumuna gore anlamh farkliik gostermektedir. Anne ve babalari Universite mezunu olan
ogrencilerin performans kaginma yénelimlerinin anne ve babalari ilkokul mezunu olan 6grencilere goére
daha disuk oldugu gorilmektedir. Anne ve babanin egitim diizeyi arttikga 6grencilerin baskalarina gore
yetersizlikten, basarisizliktan kaginma diizeylerinin azaldigi soylenebilir.

Ortaokul ogrencilerin  okuma stratejileri bilististi farkindaliklari  planlama, diizenleme ve
degerlendirme alt boyutlarinda sinif dizeyine gére manidar farklilik (p<.05) gostermektedir. Bu
farkliliklarin planlama alt boyutunda 5-6, 5-7 ve 5-8. siniflar arasinda, diizenleme alt boyutunda 5-6, 5-7
ve 5-8. siniflar arasinda, degerlendirme alt boyutunda 5-6, 5-7 ve 5-8. siniflar arasinda 5. sinif lehine
oldugu goriilmektedir. Akin ve Cegen (2014) tarafindan yapilan arastirmada ise bu bulgunun tersine 5.
sinif 6grencilerinin okuma stratejileri bilististi farkindaliklari 6., 7. ve 8. siniflara gére anlamli diizeyde
diistik bulunmustur. Kana (2014), 5. ve 6. siniflarin okuma stratejileri bilistist farkindaliklarini inceledigi
arastirmada, 6. sinif 6grencilerinin okuma stratejileri bilististi farkindaliklarinin 5. sinifa gére anlamli
diizeyde yiiksek bulmustur. Ogrencilerin bilisiistii gelisimleri agisindan bakildiginda da arastirmanin bu
sonucunun tutarsizlik gosterdigi soylenebilir.

Ogrencilerin okuma stratejileri bilististii farkindaliklari planlama, diizenleme ve degerlendirme alt
boyutlarinda cinsiyete gore kiz 6grenciler lehine manidar farklilik (p<.05) gostermektedir. Bu bulgu ile
Topuzkanamis (2009), Ozercan (2010) ve Karatay'in (2010) elde ettikleri bulgular tutarlilik
gostermektedir. Erdem’in (2012) Universite 6grencilerinin okuma 6ncesi, okuma siireci ve okuma
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sonrasinda okuma stratejilerini kullanma dizeylerini arastirdigi calismasinda cinsiyete goére manidar
farklilik bulunamamigtir.

Ortaokul 6grencilerinin okuma stratejileri bilisusti farkindaliklari annebaba egitim durumlarina goére
manidar farklilik (p>.05) géstermemektedir. Ozercan’in (2010) calismasinda baba egitim durumuna gére
manidar farklilik bulunamamistir. Ancak anne egitim diizeyine gére manidar farklilik bulunmustur.
Farkhhk Universite mezunu, lise mezunu ve ortaokul mezunu anne egitim durumlariyla okuma-yazma
bilmeyen anne egitim durumu arasinda oldugu ve her Uglinde de okuma-yazma bilmeyen anne egitim
durumu aleyhine oldugu gorilmektedir.

Ogrencilerin basari ydnelimleri ve okuma stratejileri bilisiistii farkindaliklari arasinda manidar iliski
bulunmaktadir. Bu iliskinin 6grenme yonelimi ile planlama arasinda .59 pozitif yonde orta diizeyde,
diizenleme arasinda ,55 pozitif yonde orta diizeyde, degerlendirme arasinda .55 pozitif yonde orta
diizeyde iliski bulunmustur. Bu sonug alan yazinda yer alan ¢alismalarda elde edilen sonuglarla (Ames &
Archer, 1988; Garcia & Pintrich, 1991; Matos, Lens & Vansteenkiste, 2007) tutarlihk gostermektedir.
Ogrenme yénelimli dgrenciler 6grenmeye, anlamaya, beceri gelistirmeye ve bilgiye hakim olmaya
odaklandiklari (Kaplan & Maehr, 2007) icin bilisisti farkindalklarinin da yiiksek oldugu séylenebilir.
Performans yaklasma yonelimi ile planlama arasinda .29 pozitif yonde disik dizeyde, dizenleme
arasinda .32 pozitif yonde orta diizeyde, degerlendirme arsinda .27 pozitif ydnde disuk diizeyde iliski
bulunmustur. Bu sonug performans yaklasma yéneliminin de 6grenme Urinleri izerinde olumlu etkisinin
olabilecegi goriisu (Elliot & Harackiewicz, 1996; Elliot & Moller, 2003) ile tutarlilik géstermektedir. Ames
(1992), performans yaklasma yonelimli o6grencilerin isler hakkinda olumlu duslincelere sahip
olduklarinda planlama ve izleme stratejilerinin faydasi hakkinda bilisisti degerlendirmeler
yapabildiklerini belirtmektedir. Arastirmada performans kaginma ydnelimi ile planlama arasinda ,16
pozitif yonde diisiik diizeyde, diizenleme arasinda .18 pozitif yonde disik diizeyde, degerlendirme
arasinda .20 pozitif yonde dusik dizeyde iliski bulunmustur. Performans kaginma yoneliminde
ogrenciler 6grenme odakh degil, baskalarina gore yetersiz olmaktan kaginmaktadirlar. Arastirmada
ulasilan sonuglara gore su oneriler getirilebilir:

Ogrencilerin basari yonelimlerinin ve okuma stratejileri bilisiisti farkindaliklarinin biitiin egitim
kademelerinde boylamsal olarak incelenmesinin, ihtiyaglarin belirlenmesi agisindan program gelistirme
calismalarina katki sunacagi dustinilmektedir.

Ogrencilerin 6grenme yénelimlerini ve okuma stratejileri bilististi farkindaliklarini gelistirecek
kosullarin incelendigi deneysel calismalara ihtiya¢ duyulmaktadir.

Ogrencilerin 8grenme hedefleri, sinif 6grenme cevresinden etkilenmektedir (Ames & Archer, 1988).
Bu nedenle hizmet Oncesi ve hizmet i¢i egitimde Ogretmenlerin olumlu sinif 6grenme cevresini
olusturabilmeleri icin gerekli becerileri kazanmalari saglanmalidir.

497



Canan KOG, Aysel ARSLAN — Pegem Egitim ve Ogretim Dergisi, 5(5), 2015, 485-508

Extended Abstract

Introduction

“Why are some students more enthusiastic about participating in learning activities, whereas others
participate only reluctantly and for external rewards and show a lot less effort?” This is a question
educators have always tried to answer. This question is in fact about motivation, one of the most
important aspects of learning.

Psychologists define motivation as an internal process that initiates, guides and maintains behavior
over time (Slavin, 2009). Motivation has long been an important field of study within the disciplines of
psychology and pedagogy, and has recently been the focus of many studies on academic learning
(Anderman & Dawson, 2011).

In their course of development, theories of motivation have followed a trajectory similar to that
followed by theories of learning, from behavioral to cognitive theories. Initially, theories of motivation
were based on concepts such as stimulation and instinct, whereas more recent theories make use of
concepts such as causal attribution, self-efficacy, ideas of control and purpose (Ag¢ikgbz, 2007). This
concept forms the basis of many contemporary theories of motivation. Although there are a number of
theories of motivation that are useful in understanding student motivation and achievement, the
achievement goal theory focuses directly on students’ perceptions of reasons for engaging in academic
work (Urdan & Maehr, 1995). Ames (1992) notes that the impact of environmental factors on learning
goals have long been known, but students’ ideas about themselves, their tasks and other people also
affect learning goals. Currently, the achievement goal theory constitutes one of the most active areas of
research on student motivation in academic environments (Kaplan & Maehr, 2007; Pintrich, Conley &
Kempler, 2003).

Goal theory explains how different types of goals affect achievement oriented behavior, and the
reasons behind student engagement in academic work (Elliot, McGregor & Gable, 1999; Kaplan &
Maehr, 2007; Mattern, 2005; Midgley et al.. 1998; Pintrich, Conley & Kempler, 2003; Schunk, Pintrich &
Meece, 2010). In other words, goal orientation describes why and how individuals strive for different
goals (Kaplan & Maehr, 2007).

Researchers have identified two basic types of achievement goal orientation: a) learning orientation,
which aims to develop a skill, and b) performance orientation, which aims to demonstrate skill or avoid
looking unskilled (Matos, Lens ve Vansteenkiste, 2007; Midgley et al., 1998). Learning orientation is also
referred to as mastery orientation or task orientation in the literature, and performance orientation is
sometimes referred to as skill orientation or ego orientation (Midgley et al., 1998).

Students with learning orientation aim to understand, improve their mastery, acquire new
knowledge and develop new skills, and spend more effort for their own learning by using metacognitive
strategies. These students compare their current level of learning to past levels, and develop the skills to
assess their progress (Eliot & Dweck, 1988; Matos et al., 2007). Students with learning orientation use
more effective learning strategies, have more positive attitudes towards courses, prefer challenging
activities and associate achievement with effort (Arslan, 2011).

Students with performance goal orientation, on the other hand, engage in academic work to show or
demonstrate their own skills, or to avoid looking unskilled compared to others (Anderman & Midgley,
1997). Because social comparison becomes a prominent concern in performance orientation, students
focus on their skills.

Elliot et al. (1999) developed a three-pronged model of achievement goal orientation, revising
the performance-learning dichotomy. In this model, performance orientation is divided into two, as
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avoidance orientation and approach orientation, and three independent goal orientations are identified:
performance approach orientation focuses on performing well compared to others; performance
avoidance orientation focuses on avoiding performing badly compared with others; and learning
orientation focuses on learning and developing mastery (Elliot et al., 1999; Elliot & McGregor, 2001). In
their later work, Elliot and McGregor (2001) revised their achievement goal orientation model, and also
divided learning orientation into approach and avoidance dimensions. Learning approach orientation
focuses on developing mastery, in-depth learning and self-development, whereas learning avoidance
orientation aims to avoid deficient or faulty learning. Performance approach orientation focuses on
being the best and outperforming others, whereas performance avoidance orientation focuses on
avoiding receiving the lowest grades in the class, or being outperformed by everyone else (Elliot &
McGregor, 2001; Schunk, Pintrich & Meece, 2010).

There are many studies examining the relationship between achievement goal orientations and
various types of learning outcomes. These studies show that learning orientation is associated with
many motivation-related variables that lead to success and that are necessary for self-regulated learning
(Ames, 1992; Kaplan & Midgley, 1997). Studies show that there is a positive relationship between
learning orientation and variables, such as the use of cognitive and metacognitive strategies (Garcia &
Pintrich, 1991; Matos, Lens & Vansteenkiste, 2007), deep processing, perseverance and effort (Elliot,
McGregor & Gable, 1999; Phan, 2009), academic achievement, and locus of control (Bulus, 2011).
Performance approach orientation, on the other hand, has been found found to be a positive predictor
of shallow processing, perseverance, effort and exam performance; and performance avoidance
orientation has been found to be a positive predictor of shallow processing and irregularity and a
negative predictor of deep processing and exam performance (Elliot, McGregor & Gable, 1999).

Another characteristic that plays an important role in effective learning is reading comprehension.
Demirel (2003) describes reading as one of the most basic skills, and the one taught from the first years
of elementary education onwards that affects learning and academic achievement in all subjects. The
act of reading consists of various movements of the eyes and the vocal organs, and the mental
comprehension of written symbols. Reading creates a connection between the author and the reader,
with the reader being expected to comprehend the message intended by the author (Cited by Kog,
2007). In contemporary approaches, being a good reciter is no longer seen as sufficient (Lau & Chan,
2003); comprehension is underlined as the main purpose of reading. Akyol (2006) notes that teaching
the skills of reading and reading comprehension is included in all education programs and learning
processes because it makes the biggest contribution to leading a meaningful life. Reading
comprehension and structured reading are the most important areas of focus in contemporary
approaches to reading (Cited by Kog, 2007).

During the process of comprehension, knowledge that already exists in the reader’s mind interacts
with the knowledge contained in the text, and a new mental structure is created (Anderson & Pearson,
2003). In the process of reading, readers should be able to recognize connotations of the words, make
inferences about the text, recreate the structure of meaning of the text, and make connections between
their prior knowledge and what they read (Wilson & Bai, 2010).

According to Baydik (2011), it is very important for students to use reading strategies that facilitate
reading comprehension. These skills include the ability to follow the progress of reading comprehension,
activate and involve prior knowledge in the process of reading, use clues to make inferences about the
content of the text, crystallize the meanings and arrangements within the text in his/her mind, adjust
the reading speed, underline important passages, and take notes when necessary. The ability to replay
the content of the text in one’s own mind and the ability to utilize prior knowledge about the structure
of the text can be identified as the main reading strategies. During the act of reading, able readers check
reading comprehension using these strategies, and regulate their own learning. After reading, they
identify problem areas and take corrective action (Phakiti, 2003).
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Keer (2004) describes good readers as those who have a reading goal, who check their
comprehension during reading, reflect upon the process of reading, and use proper strategies to deal
with reading errors. These strategies can be cognitive or metacognitive (Cited by Kog, 2007).

Metacognition refers to an individual’s knowledge about themselves (Flavell, 1979, awareness of
their own cognitive processes (Kuhn, 2000, the ability to control these processes and their assessment
of knowledge (Taylor, 1999; Cited by Akin, 2006). Baker and Brown (1984) define metacognition as the
awareness of the skills, strategies and resources required to perform a task in an effective manner, and
the skill to use self-regulation mechanisms that ensure successful completion of the task (Noushad,
2008). Cognition involves mental learning, whereas metacognition involves processes of tracking,
checking and assessing learning (Akin & Abaci, 2011; Cakiroglu, 2007). Doganay (1997) defines
metacognitive awareness as a process of thinking, reflected in behaviors such as the constant planning,
assessment and observation of the process of learning, and active participation in and self-regulation of
this process (Cited by Doganay & Demir, 2011).

The concept of metacognition, since it was coined about 40 years ago, is seen as an important part of
high quality learning and helps students control multiple cognitive skills (Bruning, Schraw & Norby,
2014). Metacognition is usually divided into two categories: knowledge about cognition and regulation
of cognition (Akin, Abaci & Cetin, 2007). Knowledge about cognition refers to an individual’s knowledge
about cognition in general or their own cognition. Knowledge of cognition involves three different types
of metacognitive awareness: declarative knowledge, procedural knowledge and conditional knowledge.
Declarative knowledge refers to an individual’s knowledge about factors that affect their own learning
and performance, procedural knowledge refers to knowledge about the performance of procedural
skills, and situation knowledge refers to knowledge about when and how to take various cognitive
actions. For example, procedural knowledge is about how to use certain strategies, whereas situational
knowledge is about which strategies to use in which situations (Schraw & Moshman, 1995).

Regulation of cognition also consists of three components: Planning, regulation and assessment
(Bruning, Schraw & Norby, 2014). Planning involves the selection of appropriate strategies and the
allocation of cognitive resources for effective performance. Making guesses prior to reading, prioritizing
strategies, and selective organization of time or attention prior to starting a task, are all examples of
planning (Blank, 2000, Cited by Akin, Abaci & Cetin, 2007). Regulation involves self-testing skills that are
required for monitoring and checking learning. Making inferences, taking breaks during reading,
ordering actions and selecting appropriate improvement strategies are included in this category
(Bruning, Schraw & Norby, 2014). Assessment involves the evaluation of the learning outcome and the
process of regulation (Schraw & Moshman, 1995). Karatay (2009) defines cognition as knowledge
possessed by a reader about planning prior to reading, regulation of comprehension during reading, and
evaluation after reading. Metacognitive awareness, on the other hand, is defined as the ability of the
reader to activate and utilize this knowledge of reading comprehension in a timely and appropriate
manner. Because metacognitive learning affects many cognitive processes such as critical thinking and
problem solving, there are many studies examining the relationship between metacognition and these
processes (Karakelle, 2012; Ku & Ho, 2010; Oluk & Basdnciil, 2009; Sara¢, Onder & Karakelle, 2014;
Temizkan, 2008). These studies demonstrate the importance of metacognitive strategies in learning, but
admit that metacognitive knowledge and self-regulation are not the only determinants of student
achievement. Students also need to be motivated to use metacognitive skills (Zimmerman, 1990;
Bandura et al. 1996, Cited by Noushad, 2008). The importance of classroom motivation for students’
academic achievement (Matos, Lens & Vansteenkiste, 2007) has received much emphasis in recent
studies, and achievement motivation theory underlies a great deal of educational research.

Learning goals increase the amount of time students spend on learning tasks, improve their
determination in the face of challenges and, most importantly, improve learning engagement (Ames,
1992). Studies conducted in Turkey on achievement goal orientations usually focus on university
students (Akin & Arslan, 2014; Arslan, 2011; Bulus, 2011; Kayis, 2013; Ki¢likoglu et al. 2010;). This shows
that studies involving students at other levels of education are also needed. Reading comprehension is

500



Canan KOG, Aysel ARSLAN — Pegem Egitim ve Ogretim Dergisi, 5(5), 2015, 485-508

an important skill that affects academic achievement in all sorts of subjects and at all levels of
education. It is well known that a student’s metacognitive awareness of their own reading processes
affects learning outcomes. Findings from a study on middle school students’ achievement goal
orientations and metacognitive awareness of reading strategies are expected to contribute to the
development of education programs. In addition, analysis of these two characteristics by grade would
help identify the areas on which middle school students require additional support.

This purpose of this study was to examine the variation in middle school students’ achievement goal
orientations and metacognitive awareness of reading strategies by the variables of grade, gender and
parental education, and to analyze the relationship between achievement goal orientations and
metacognitive awareness of reading strategies. This study seeks answers to the following questions:

1) Do middle school students’ achievement goal orientations vary significantly by grade, gender
and parental education?

2) Does middle school students’ metacognitive awareness of reading strategies vary significantly by
grade, gender and parental education?

3) Is there a significant relationship between middle school students’ achievement goal
orientations and metacognitive awareness of reading strategies?

Method
Research Design

This study uses correlational survey design, which is a research design that examines the presence
and/or level of co-variation between two or more variables (Karasar, 2004).

Participants

This study was conducted with the participation of a total of 618 students who were attending, in
the fall semester of the 2014/15 academic year, three different middle schools in the central district of
the province of Sivas. Simple random sampling was used to select the participants, which included 157
fifth graders, 120 sixth graders, 146 seventh graders and 195 eighth graders. There were a total of
23,577 middle school students in the central district of Sivas, which required a sample size of 618
students with a level of significance of 0.05 and sampling error d= +0.03 (Yazicioglu & Erdogan, 2014).

Instruments

Goal Orientations Scale and Cognitive Awareness of Reading Strategies Scale were used as data
collections instruments for the study.

Goal Orientations Scale was originally developed by Midgley et al. (1998), and adapted for use in
Turkey by Akin and Cetin (2007) under the name Basari Yonelimleri Olcegi. The original scale consists of
18 five-point Likert items. Six of these items measure learning orientation (LO), six measure
performance approach orientation (PApO), and the remaining six measure performance avoidance
orientation (PAvO). The Turkish version of the Goal Orientations Scale used in the present study similarly
contains three dimensions, but has only 17 items. Cronbach’s alpha reliability coefficient was found to
be .81 for LO, .81 for PApO, and .84 for PAvVO.
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Cognitive Awareness of Reading Strategies Scale was developed by Karatay (2009). This scale
consists of a total of 32 items and three dimensions measuring individuals’ levels of cognitive awareness
regarding reading comprehension strategies. The scale contains nine items on reading planning
strategies, 14 items on regulation strategies and nine items on assessment strategies. Cronbach’s alpha
reliability coefficient was found to be .76 for planning, .82 for regulation, .81 for assessment and .92 for
the whole scale.

Data Collection

Data for the study were collected by administering the scales to 5th, 6th, 7th and 8th graders
attending the middle schools in the central district of Sivas in the fall semester of the 2014/15 academic
year. The scales were administered to a total of 631 students. Of those, 13 were discarded because they
did not fit the required criteria.

Data Analysis

Kolmogorov-Smirnov (K-S) test was used to test the normality of the distribution of the scores.
Following the Kolmogorov-Smirnov test, the Kruskall Wallis test and Mann Whitney U test were used to
examine whether middle school students’ achievement goal orientations and metacognitive reading
strategies varied by gender, grade and parental education. To examine the relationship between
achievement goal orientations and metacognitive awareness of reading strategies the Spearman Brown
correlation coefficient was used.

Results

Learning orientation (X?=24.663; p<.05) and performance avoidance orientation (X?=34.597; p<.05)
dimensions of middle school students’ achievement goal orientations were found to vary significantly by
grade. To identify the source of this significant variation, a Mann Witney U test was conducted. It was
found that significant differences existed between the learning orientation scores of 5th and 6th, 5th
and 7th, and 5th and 8th graders, and between the performance avoidance orientation scores of 5th
and 6th, 5th and 7th, 5th and 8th, 6th and 7th, and 7th and 8th graders.

Learning orientation (U=41645.500; p<.05), performance approach orientation (U=42022.500;
p<.05), and performance avoidance orientation (U=42181.000; p<.05) dimensions of middle school
students’ achievement goal orientations were found to vary significantly by gender. Female students
received higher scores for learning orientation and performance avoidance orientation, and male
students received higher scores for performance approach orientation.

Performance avoidance orientation (X2=9.797; p<.05) dimension of middle school students’
achievement goal orientations was found to vary significantly by mother’s level of education. To identify
the source of this variation, a Mann Whitney U test was conducted. It was found that the variation
resulted from differences between the students whose mothers were primary school graduates and
those whose mothers were college graduates. Students whose mothers were college graduates were
found to receive lower scores for performance avoidance orientation compared to students whose
mothers were primary school graduates. Learning orientation (X2=3.025; p>.05) and performance
approach orientation (X2=1.824; p>.05) dimensions were not found to vary significantly by the mothers’
level of education.

The mean scores for performance avoidance orientation (X2=11.755; p<.05) dimension of middle
school students’ achievement goal orientations were found to vary significantly by father’s level of
education. To identify the source of this variation, a Mann Whitney U test was conducted. It was found
that the variation resulted from differences between students whose fathers are primary school
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graduates and students whose fathers are college graduates. Learning orientation (X?=2.560; p>.05)
and performance approach orientation (X?=.121; p>.05) dimensions were not found to vary significantly
by the fathers’ level of education (p>.05).

Planning (X?=22.870; p<.05), regulation (X?=30.353; p<.05) and assessment (X?=21.241; p<.05)
dimensions of the students’ metacognitive awareness of reading strategies were found to vary
significantly by grade. To identify the source of this significant variation, a Mann Whitney U test was
conducted. In each of the planning, regulation and assessment dimensions, significant differences were
found between 5th and 6th, 5th and 7th, and 5th and 8th graders. To see whether the students’
metacognitive awareness of reading strategies varied significantly by gender, a Mann Whitney U test
was conducted. It was found that female students received significantly higher scores for planning
(U=42048.000; p<.05), regulation (U=40584.500; p<.05) assessment (U=41964.500; p<.05) dimensions
compared with the male students.

Planning, regulation and assessment dimensions of middle school students’ metacognitive
awareness of reading strategies did not vary by their mothers’ levels of education (p>.05). Planning,
regulation and assessment dimensions of middle school students’ metacognitive awareness of reading
strategies did not vary by the fathers’ levels of education either (p>.05).

A significant relationship was found to exist between students’ achievement goal orientations and
their metacognitive awareness of reading strategies. There were positive and moderate correlations
between learning orientation on the one hand and planning (r=.59), regulation (r=.55), and assessment
(r=.55) on the other. Performance approach orientation had a positive and weak correlation with
planning (r=.29), a positive and moderate correlation with regulation (r=32), and a positive and weak
correlation with assessment (R=27). Performance avoidance orientation had a positive and weak
correlation with each of planning (r=.16), regulation (r=18), assessment (r=20).

Discussion, Conclusion and Implementation

Learning orientation and performance avoidance orientation dimensions of middle school students’
achievement goal orientations vary significantly by grade (p<.05). Fifth graders received significantly
higher scores for learning orientation compared with other grades. Performance avoidance mean scores
of the 6th, 7th and 8th graders were lower compared with the 5th grade students. Performance
avoidance orientation scores of the 7th grade students were found to be lower compared with that of
the 6th and 8th grade students. In their study conducted with middle school students, Ko¢ and Karabag
(2013) also found significant inter-grade differences in the mean scores for the dimensions of
achievement goal orientation. Paralleling with the findings of the present study, it was found that the
6th graders received higher scores for learning orientation compared with the 7th graders, and the 7th
graders received higher scores for performance avoidance orientation compared with the 8th graders.
The present study did not find any significant differences between the performance approach
orientation scores received by different grades, which is another finding shared with Ko¢ and Karabag
(2013). The lower scores received by higher grades for learning orientation may be due to fluctuations in
the self- esteem of students in this age group, which usually plunges at the onset of adolescence (Slavin,
2009).

Studies on the achievement goal orientations of college students, conducted by Kigikoglu et al.
(2010), Kayis (2013) and Togluk (2009) found that achievement goal orientations varied significantly for
students attending different years of college, but their detailed findings were not consistent with one
another.

Learning orientation, performance approach orientation, and performance avoidance orientation
dimensions of middle school students’ achievement goal orientations vary significantly by gender
(p<.05). Female students receive higher scores for learning orientation and performance avoidance
orientation, and male students receive higher scores for performance approach orientation. This finding
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paralleled Kog¢ and Karabag’s (2013) findings. Kiglikoglu et al. (2010), in their study conducted with
college students, found that female students received higher scores for the performance orientation
dimension of achievement goal orientation. Odaci et al. (2013), in another study conducted with college
students, found that male students received higher scores for the performance avoidance dimension of
achievement goal orientation, and no gender related differences in the other dimensions. Togluk (2009)
found statistically significant differences between genders in learning approach orientation and learning
avoidance orientation. Akin (2006), on the other hand, found all three dimensions of achievement goal
orientation to vary significantly by gender.

The performance avoidance dimension of middle school students’ achievement goal orientation
varied significantly by mother’s level of education and father’s level of education. The students whose
mothers/fathers were college graduates received lower scores for performance avoidance orientation
compared to students whose mothers/fathers were primary school graduates. These findings showed
that as the parents’ levels of education increase, students’ levels of avoiding failure and incompetence
decline.

Planning, regulation and assessment dimensions of middle school students’ metacognitive
awareness of reading strategies vary significantly according to grade. In all the dimensions, 5th graders
received higher scores compared with the other grades. Akin and Cegen (2014) found, in contrast to the
findings of the present study, that 5th graders had significantly lower levels of metacognitive awareness
of reading strategies compared with the 6th, 7th and 8th grade students. In a study on the
metacognitive awareness of reading strategies among 5th and 6th grade students, Kana (2014), found
that 6th graders received significantly higher scores compared with 5th graders. The findings of the
present study were also inconsistent with the expectations about the students’ metacognitive
development.

Planning, regulation and assessment dimensions of metacognitive awareness of reading strategies
vary significantly by gender, with female students receiving higher scores. This finding were consistent
with the findings of Topuzkanamis (2009), Ozercan (2010), Karatay (2010), Akin and Cetin (2014) and
Kana (2014). In a study on college students’ use of reading strategies prior to, during and after reading,
Erdem (2012) failed to find any significant differences between genders.

Middle school students’ metacognitive awareness of reading strategies do not vary significantly by
parents’ level of education. Ozercan (2010) reported no significant differences on the basis of the
fathers’ level of education, but reports a significant difference on the basis of mothers’ level of
education. Students with illiterate mothers were reported to receive lower scores compared with
students with mothers who are college graduates, high school graduates or middle school graduates.

A significant relationship exists between students’ achievement goal orientations and metacognitive
awareness of reading strategies. There are positive and moderate correlations between learning
orientation on the one hand and planning (r= .59), regulation (r=.55), and assessment (r=.55) on the
other. These findings are consistent with findings from other studies in the literature (Ames & Archer,
1988; Garcia & Pintrich, 1991; Matos, Lens & Vansteenkiste, 2007). Students with a learning orientation
have higher levels of metacogntiive awareness probably because they are focused on learning,
understanding, developing mastery and acquiring knowledge (Kaplan & Maehr, 2007). Performance
approach orientation has a positive and weak correlation with planning (.29), a positive and moderate
correlation with regulation (.32), and a positive and weak correlation with assessment (.27). This finding
is consistent with the view that performance approach orientation also has a positive effect on learning
outcomes (Elliot & Harackiewicz, 1996; Elliot & Moller, 2003). Ames (1992) reports that students with
performance approach orientation are able, when they have positive ideas about the task at hand, to
make metacognitive evaluations about the benefits of planning and monitoring strategies. Performance
avoidance orientation has a positive and weak correlation with each of planning (.16), regulation (.18),
and assessment (.20). In performance avoidance orientation, students are not focused on learning but
on avoiding being outperformed by others.
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The following recommendations are made on the basis of these findings:

Studies examining students’ achievement goal orientations and metacognitive awareness of reading
strategies at all levels of education can contribute to the development of education programs by
identifying needs.

Experimental studies should be conducted to identify the conditions under which students’ learning
orientation and metacognitive awareness of reading strategies improve.

Students’ learning goals are also affected by the classroom learning environment (Ames & Archer,
1988). Therefore, efforts should be made to ensure that teachers acquire the necessary skills, during
their pre-service and in-service training, to create a positive classroom learning environment.
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