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Abstract The goal of this study is to specify the
metacognitive awareness levels of the classroom and
pre-school teachers. Metacognitive awareness of teachers
has been an important research subject in educational

literature. However, current research on this topic is limited.

Therefore, there is more need for this kind of research and
this reality makes the current research more important.
Data were collected using “Metacognitive Awareness
Inventory (MAI)” which was developed by Schraw and
Dennison [1] translated into Turkish by Akin, Arabaci &
Cetin [2]. The participants were 396 teachers in the primary
school and pre-schools of Diyarbakir in the 2018-2019
academic year. Data were analyzed in terms of branch,
gender and seniority variables. In analysing data, t-test,
one-way analysis of variance (ANOVA) and Scheffe tests
were used. Results showed the levels of the classroom and
pre-school teachers’ awareness was high. It was also found
that the branch and gender variables were effective on
teachers' metacognitive awareness levels, while the
seniority variable was not. It is necessary to develop
learning strategies to improve teachers' metacognitive
awareness.

Keywords Metacognitive Awareness, Metacognitive
Skills, Classroom and Pre-school Teachers

1. Introduction

Metacognition is a term that has been frequently
accentuated in recent years. The main reason for this
emphasis on metacognition is to ensure competences like
"lifelong learning" and "self-learning", depending on
gaining wide importance of cognitive psychology in
education. The reason of the interest shown in
metacognition is based on the assumption that this
competence is essential in gaining these competencies [3].

Garrison, Anderson & Archer [4] state that social,
cognitive and educational assets are essential in the
realization of an effective educational experience.

Similarly, Bandura [5] states that cognitive, reflective and
self-regulating skills play an important role in social
cognitive theory. The processes have importance
especially when it is used by the individual to increase the
effectiveness of the learning process while structuring
information in the mind [6].

Kilis & Yildirim [7] state that metacognition has been
discussed around the concept of self-regulation. Lajoie [8]
states that the concept of metacognition is intertwined with
the concepts of self-regulation and self-regulated learning,
and is often used interchangeably in the literature.
According to Baker & Brown [9], metacognition is a
self-regulating mechanism. In the light of these
explanations, it can be argued that self-regulated learning
involves the concept of metacognition [10-11-12].
Self-regulated learning includes cognitive, metacognitive,
behavioral, motivational and emotional aspects of learning
[13]. In this research, the concepts of metacognition,
metacognitive control/metacognitive skills and cognitive
awareness are discussed.

1.1. Metacognition

The term of metacognition was first used in 1976 by
Flavell [14]. The term metacognition is also referred to in
the literature as "executive cognition", “metacognition”
and ‘““cognition of cognition" [15]. Metacognition is
defined as an individual's knowledge about cognitive
processes [16-17-18-19-20]. Metacognition is a cognitive
structure that allows the individual to follow and
understand his/her cognitive processes [20-21] to control
[17-22-23-24] and enable individuals to think in a high
level [24]. Thus, metacognition allows the individual to be
aware of the processes of thinking and learning and to
control these processes [23-25].

In the literature, it is seen that metacognitive studies are
examined under the headings of metacognitive knowledge
and cognitive control [26]. Cognition includes the skills
required to encode, store, and retrieve information [20].
Metacognitive knowledge consists of deep insight,
knowledge and awareness components in the cognitive
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processes of the individual. In other words, it refers to the
awareness of the mental processes of the individual and the
knowledge and beliefs about the sources of cognition [22].
According to this, while learning a subject, an individual
should question his/her aim and the product expected to be
reached, what he/she knows about the subject and the
method that should be followed to learn the subject
efficiently [19]. According to [9], metacognitive
knowledge is related to the individual's knowledge of his or
her cognitive resources and capacity in a learning situation.
Medina, Castleberry & Persky [27] describe metacognitive
knowledge as the information that the individual considers
when he or she thinks of an idea, and state that this
knowledge consists of simple facts and concepts.
Metacognitive knowledge consists of declarative,
procedural and conditional structures [28]. Declarative
information is defined as a network of information about
events and views that an individual uses to describe the
external world [29]. Kyllonen & Woltz [30] describe
procedural information as the knowledge of doing
something and to know the question of “how" about
something. Situational information is; to know which
information an individual can use in a situation that he/she
encounters, and this knowledge requires both having
explanatory and procedural information [31].
Metacognition is considered to be an educable and
developable ability, and it is thought to starts to develop at
a young age, and continues to develop in parallel with the
growth and development of the individual. The common
view is that it is possible to use this ability, which consists
of at younger age can be controlled and used in learning
process at later age [3]. It is also stated that adults have
more information about their cognition and they can
describe this information better than children [32].

1.2. Metacognitive Control/Metacognitive Skills

Metacognitive control, in a sense, is the skill to utilize
metacognitive knowledge [33]. According to Medina,
Castleberry & Persky [27], metacognitive control is the
ability to identify and regulate activities. Metacognitive
control, in other words, metacognitive abilities enables the
individual to use and regulate information [34] and to
control cognitive processes [35-36-34]. In this way, the
individual organizes, supervises and manages the learning
process [37]. Through metacognitive skills, the individual
effectively manages his / her emotions, behaviors and
thoughts in the learning process [38].

According to Pintrich, Wolters & Baxter [10],
metacognitive skills include planning, strategy selection,
resource allocation, and voluntary control abilities. When
the metacognitive skills are examined in the literature, it is
generally observed that the prediction, planning,
monitoring and evaluation abilities have come to the
foreground [26]. The first of the metacognitive skills is
estimating. This ability allows the learner to use effectively
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learning purposes, characteristics of learning and timing. In
this process, the learner estimates the degree of difficulty of
activity in the classroom, and uses metacognitive processes
based on estimation to achieve effective results. Therefore,
the learner makes difficult tasks slowly and easy tasks
faster in the class [39]. The second is planning, which
involves selecting appropriate strategies and allocating
cognitive resources for effective performance [2]. Planning
ability allows the learner to think about why, how and
when to reach their goals [39]. The third is monitoring.
Monitoring involves analyzing performance, predicting
about following performance, assessing the efficiency of
learning strategies, and identifying performance errors [40].
The monitoring ability allows the learner to review his/her
plans, to identify problems and to control and use the
cognitive processes in the learning process. The last
metacognitive ability is evaluation, which includes
learning outcomes and its efficiency [41].

In addition to these, Schraw & Dennison [1] state that
debugging and managing information are among in
metacognitive skills. The former involves identifying and
correcting errors in the performance of an individual. The
latter includes skills such as organizing, elaboration, and
summarizing information to use it more effectively for
learning purposes.

Medina, Castleberry & Persky [27] indicate that
metacognitive skills have a significant impact on critical
thinking and problem solving. Further, the deficiency of
metacognitive abilities has been shown to be one of the
major reasons why students fail in some lessons [16].

1.3. Metacognitive Awareness

Metacognitive awareness refers to the knowledge that
individuals have about their thinking processes and
strategies and their abilities to monitor and regulate these
processes [15]. Metacognitive awareness requires the
individual to think on his/her own learning with the aim of
analyzing and monitoring these learning processes.

According to Bonds, Bonds & Peach [42] metacognitive
awareness refers to control, evaluation and monitoring of
an individual's thoughts. Metacognitive awareness is an
awareness related to individuals' problem solving strategies,
individual learning, knowing the stage of a
problem-solving process. Metacognitive awareness
includes the knowledge that if individuals should do and
know what to do in special situations [43].

The individual, who is aware of his/her own learning, the
subject and the target that he/she learns, taking
responsibility of his/her own learning, can be better
motivated and more successful. In the learning-teaching
process, if it is demanded from the students to construct
information meaningly with an active, responsible and
in-depth perception, it is necessary to realize “thinking
process and its knowledge". Metacognitive awareness
takes part in the focus of recognizing the skills to think and
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learning how to learn [44]. Considering that learning
continues throughout life, it can be said that individuals
who are aware of how they learn is of great importance in
terms of learning to learn [45]. In a sense, metacognition is
an important skill for lifelong learning [27] and underlie
lifelong learning [46].

Research [47-25-48-49] shows that metacognitive skills
and awareness enhance learning. For example, according
to Hattie [50], metacognition is a strong determinant of
learning outcomes. Similarly, a study by Paris and Jacobs
[51] indicates that the development of metacognition
resulted in progress in learning. Research results show that
metacognition has a positive effect on learning outcomes.
For this reason, Garofalo & Lester [52] state that
metacognitive training in schools should be implemented
through a systematic and organized program and teachers
have an important role in this training process.

Metacognition is important for the professional
development of teachers. Considering the effective role of
teachers in training metacognition, it is seen that the
research about teachers in this subject is quite limited [16].
However, it is necessary to specify the grade of
metacognitive awareness of teachers. Considering the
importance of early education, it is thought that
determining the metacognitive awareness of classroom and
pre-school teachers will contribute significantly to the field,
teachers and program development experts.

2. Method

2.1. Research Goal

The main goal of this research is to identify the level of
classroom and pre-school teachers’ metacognitive
awareness. Sub aims determined in this regard are; (I)
What are the levels of classroom and pre-school teachers’
metacognitive awareness in terms of the total dimension
and sub-dimension inventory? (II) Is there a significant
difference between the levels of classroom and pre-school
teachers’ metacognitive awareness in terms of the total
dimension and sub-dimension inventory by branch, gender
and seniority?

2.2. Research Design

The study is a descriptive design. Consequently, the
survey design has been used in the research. The survey
design defines a current state which was in the bygone or
just now in present as it is [53].

2.3. Sample and Data Collection

The population of this research consists of classroom
and pre-school teachers employed at public primary
schools and kindergartens in Diyarbakir central district in
the fall semester of the 2018-2019 academic year.

2699

Population is composed of 3507 teachers including 2804
classrooms and 703 pre-schools; however as it is not
possible to implement the scale to the all population [55],
simple random sampling was applied in this research.

In simple random sampling, an unbiased selection is
done by relying on the equivalent possibility of selection
for each participant in the population [54]. Roscoe, points
out that having a sample bigger than 30 and smaller than
500 is enough for much research in respect to sample size
[55]. Similarly, Balci [54] points out that the rate of the
population to the sample being 3%-5% is sufficient to
indicate the size of the whole population. Considering
these, the current study included a the research sample
composed of 396 teachers (188 male, 208 female) selected
randomly. Of this number, were 297 classroom teachers
from 18 primary schools and 99 were preschool teachers
from 13 kindergartens in Diyarbakir. In this research, the
rate of the sample to the population is 8.9%, which
indicates that the sample represents the population. In
terms of participant teachers’ professional seniority; 75
teachers are 1-5 years, 122 are 6-10 years, 104 are 11-15
years, 51 are 16-20 years and 44 are 21 and high.

This study used a Turkish translation [2] of
Metacognitive Awareness Inventory (MAI) which was
originally developed in English by Schraw & Dennison [1]
and it was adapted by Akin et al. [2]. MAI has 52 items.
Akin et al. [2] found the concurrent validity of the MAI
as .95 and stated item-test correlations of sub-dimensions
varied between .35 and .65. as a result of analysis. Also, in
this research internal consistency and test-retest reliability
coefficients of the MAI was found as .95. In this study,
reliability coefficients related to the MAI and it’s
sub-dimensions are supplied in Table 1.

Table 1. Reliability Coefficients Calculated with MAI by the
Cronbach’s Alpha

Internal Consistency

Sub-dimension (Cronbach’s Alpha)

Declarative knowledge 77
Procedural knowledge .59
Conditional knowledge .68
Planning .76
Monitoring 76
Evaluation .73
Debugging 73
Information management .76
Total inventory 95

In the Table 1, Cronbach Alpha reliability coefficients
are measured to be .95 for the all inventory. The inventory
includes eight sub-dimensions and it changes between .59
and .77 for sub-deminsions. It can be point out that few
number of items in the procedural knowledge
sub-dimension can be the major causes. Usually
inventories with Cronbach Alpha reliability coefficients
of .70 and higher are accepted as reliable [56]. However it
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is stated that Cronbach Alpha reliable coefficients over .50
can be a measure for inventories that have less items [45].
According to this knowledge, it can be propounded that the
MALI and its sub-dimensions are acceptably reliable.

Data collection tool consist of two sections. The first
section contains personal information and the second
section contains MAI In the personal information section,

there are items about teachers' branch, gender and seniority.

The second section includes MAI, which consists of 8
sub-dimensions by Schraw & Dennison [1]. These
sub-dimensions are; (i) declarative knowledge, (ii)
procedural knowledge, (iii) conditional knowledge, (iv)
planning, (v) monitoring, (vi) evaluation, (vii) debugging
and information management [1].

2.4. Analysis of Data

Data collection tool was distributed to the participants by
the researcher in person.

The MALI is a five-point Likert-type scale. The MAI
comprises of these five choices (strongly agree, agree,
partly agree, disagree and strongly disagree) scale span was
determined as 5-1=4, 4/5=0.80. The choice ranges of the
scale are as follows: 1.00-1.80: very low; 1.81- 2.60: low;
2.61-3.40: medium; 3.41-4.20: high; 4.21-5.00: very high.

In metacognitive awareness of every expression in all 8
sub-dimensions of the inventory, standard deviation and
arithmetic mean was utilized. In order to determine the
statistical methods to be used in the analysis of the data
collected from the study, it is chosen to look at the
distribution charts of the data. It is better to look at the
graphs that show the normal distribution in the studies
which are n>200 [57]. In this study, since the data
distribution is normal, parametric tests should be used. In
order to analyse the data collected if there were any
significant differences between means in respect to branch
and gender, an independent samples t-test was used. In case
of there is a significant difference between means in
respect to seniority, one way variance analysis (ANOVA)
was applied. In a condition of significant differences,
Scheffe test was used to compare between which groups
the difference was 5 points: 1= Strongly disagree I can --
5= Strongly agree I can. The significance level was taken
as .05. All the items in the inventory are positive.

3. Results

Research results were presented in order of the sub goals
of the research.

3.1. The Levels of Classroom and Pre-school Teachers’
Metacognitive Awareness

The first sub-objective of the research is investigating
the levels of classroom and pre-school teachers’
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metacognitive awareness on the MAIL.

When the mean scores (max: 5, min: 1) in Table 2 are
considered, it can be clearly seen that the levels of teachers’
metacognitive awareness about the declarative knowledge
(X=3.97), procedural knowledge (X=3.86), conditional
knowledge (X=4.06), planning (X=3.96), monitoring
(X=3.94), evaluation (X=3.86), debugging (X=3.90),
information management (X=3.98) and total inventory
(X=3.95) are high.

Table 2. The Levels of Classroom and Pre-School Teachers’

Metacognitive Awareness
Sub-Dimensions X SD
Declarative knowledge 3.97 .529
Procedural knowledge 3.86 582
Conditional knowledge 4.06 525
Planning 3.96 .568
Monitoring 3.94 521
Evaluation 3.86 588
Debugging 3.90 .601
Information management 3.98 493
Total inventory 3.95 471

3.2. The Levels of Teachers’ Metacognitive Awareness
in terms of Branch, Gender and Seniority

The second sub objective of the research is investigating
the levels of teachers’ metacognitive awareness according
to the total dimension and sub-dimension inventory by
branch, gender and seniority.

3.2.1. Results in Terms of Branch

Table 3 presents results the levels of classroom and
pre-school teachers’ metacognitive awareness in terms of
branch variable.

Table 3 indicates that there are significant differences
between the classroom and pre-school teachers’ opinions
on the declarative [tz9s=4.505, *p<.05], procedural
[t304=3.045, *p<.05] and conditional knowledge
[t(394):3.265, *p<05], planning [t(394):4.032, *p<05],
monitoring [t(394):3.032, *p<05], evaluation [t(394):4.597,
*p<.05], debugging [t(304=4.170, *p<.05], information
management [t394=2.966, *p<.05] and total inventory
[to4=4.322, *p<.05] in favor of pre-school teachers.
According to arithmetic means, pre-school teachers have a
higher level of awareness about the MAI according
classroom teachers although both classroom and
pre-school teachers have high levels of metacognitive
awareness.

3.2.2. Results In Terms of Gender

Table 4 presents results the levels of classroom and
pre-school teachers’ metacognitive awareness according to
gender variable.
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Table 3. Results about Teachers’ Metacognitive Awareness According to Branch Variable

Sub-Dimensions Branch n X SD t p
. classroom teacher 297 3.90 531
Declarative knowledge 4.505 .000*
pre-school teacher 99 4.17 471
1 teach 297 3.81 .595
Procedural knowledge cassroom eactel 3.045 .002*
pre-school teacher 99 4.02 516
. classroom teacher 297 4.01 539
Conditional knowledge 3.265 .001*
pre-school teacher 99 4.21 455
1 teach 297 3.89 573
Planning cassroom eactel 4032 .000*
pre-school teacher 99 4.15 .506
L classroom teacher 297 3.90 523
Monitoring 3.032 .003*
pre-school teacher 99 4.08 491
Evaluati classroom teacher 297 3.78 .598 4597 000
valuation . .
pre-school teacher 99 4.09 492
. classroom teacher 297 3.83 .596
Debugging 4.170 .000*
pre-school teacher 99 4.11 .565
. classroom teacher 297 3.94 AT7
Information management 2.966 .003*
pre-school teacher 99 4.11 519
1 teach 297 3.89 465
Total inventory cassroom eactel 4.322 .000*
pre-school teacher 99 4.12 445

*p<.05

Table 4. Results about Teachers’ Metacognitive Awareness according to Gender Variable

Sub-Dimensions Gender n X SD t p
. Male 188 3.86 .538
Declarative knowledge 4.054 .000*
Female 208 4.07 .501
Male 188 3.81 .558
Procedural knowledge 1.842 .066
Female 208 391 .600
. Male 188 3.94 .537
Conditional knowledge 4.343 .000*
Female 208 4.17 492
. Male 188 3.88 .561
Planning 2.806 .005*
Female 208 4.03 .565
L Male 188 3.89 493
Monitoring 1.989 .047*
Female 208 3.99 541
. Male 188 3.74 .586
Evaluation 3.835 .000*
Female 208 3.96 .570
. Male 188 3.77 .579
Debugging 4.194 .000*
Female 208 4.02 .596
. Male 188 391 485
Information management 2.611 .009*
Female 208 4.04 493
. Male 188 3.86 461
Total inventory 3.683 .000*
Female 208 4.03 465

*p<.05

Table 4 shows that there are significant differences
between male and female teachers’ opinions about the
declarative knowledge [t;304=4.054, *p<.05], conditional
knowledge [t;04=4.343, *p<.05], planning [t304=2.806,
*p<.05], monitoring [t(94=1.989, *p<.05], evaluation
[t(394):3.835, *p<05], debugglng [t(394):4.194, *p<05],
information management [t;304=2.611, *p<.05] and total
inventory [t304=3.683, *p<.05] in favor of female teachers.
Accordingly, it is clearly seen that the level of awareness of
female teachers on the declarative and conditional
knowledge, planning, monitoring, evaluation, debugging,

information management and total inventory is higher than
that of the male teachers. On the other hand, the teachers’
opinions on procedural knowledge [t(304=3.045, p>.05] did
not change according to gender variable. According to
arithmetic means, female teachers have a higher level of
metacognitive  awareness about the total and
sub-dimensions of inventory according male teachers.

3.2.3. Results In Terms of Seniority

Table 5 presents results the levels of classroom and
pre-school teachers’ metacognitive awareness according to
the seniority variable.
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Table 5. Results about Teachers’ Metacognitive Awareness according to Seniority Variable

. . . = Source of Sum of Mean
Sub-Dimensions Seniority n X SD Variance Squares Squares P
1-5 75 4.10 .545
== Between 5 799 700
Declarati 6-10 years 122 391 522 Groups
eclarative — "
knowledge 11-15 years 104 3.89 543 Within 107.883 276 2.537 .040
16-20 years 51 4.02 492 Groups
21 and high 44 4.04 495 Total 110.683
1-5 75 3.85 .590
= Between ) 938 510
Procedural 6-10 years 122 3.82 .565 Groups
rocedural .
knowledge 11-15 years 104 3.81 .596 Within 131.961 1337 1.510 .199
16-20 years 51 3.97 .580 Groups
21 and high 44 4.01 574 Total 133.999
1-5 75 4.11 572
years Between 1.389 347
Conditional 6-10 years 122 4.03 491 Groups
onditional iy
knowledge 11-15 years 104 4.00 504 Within 107.618 275 1.262 285
16-20 years 51 4.07 517 Groups
21 and high 44 4.19 .586 Total 109.007
1-5 75 4.36 .584
years Between 3313 208
6-10 years 122 391 .548 Groups
Planni 11-15 104 3.85 .583 ithi 2.611 .035%
annine A Within 124.018 317
16-20 years 51 4.07 .544 Groups
21 and high 44 4.09 544 Total 127.330
1-5 75 3.90 613
bl Between ) g4 485
6-10 years 122 3.93 .508 Groups
Monitori 11-15 104 3.88 469 ithi 1.803 127
onitoring years Within 105.186 269
16-20 years 51 4.05 .509 Groups
21 and high 44 4.08 493 Total 107.126
1-5 75 3.94 .590
years Between 2559 640
6-10 years 122 3.77 .590 Groups
Evaluati 11-15 104 3.82 575 ithi 1.869 115
valuation years Within 133.867 340
16-20 years 51 3.92 618 Groups
21 and high 44 3.97 547 Total 136.427
1-5 75 3.85 .658
yerm Between g1, 228
6-10 years 122 3.93 .588 Groups
Debuggi 11-15 104 3.86 .559 ithi .630 .642
couesme Yoo Within 141.605 362
16-20 years 51 3.89 .624 Groups
21 and high 44 4.00 .613 Total 142.517
1-5 75 4.00 .548
yerm Between g4, 245
f ) 6-10 years 122 3.94 443 Groups
Information 11-15 years 104 3.94 475 Within 1010 402
management 94.957 243
16-20 years 51 4.03 485 Groups
21 and high 44 4.08 .570 Total 95.938
1-5 75 3.98 510
et Between ) 464 366
6-10 years 122 391 448 Groups
Total i 1t 11-15 104 3.89 455 ithi 1.665 157
otal inventory years Within 95,084 220
16-20 years 51 4.01 467 Groups
21 and high 44 4.06 486 Total 87.448

*p<.05

Table 5 indicates that seniority of teachers has no effect
on the procedural knowledge [F4301y=1.510, p>.05],
conditional knowledge [F.391)=1.262, p>.05], monitoring
[F(4_391):1.803, p>05], evaluation [F(4_391):1.869, p>05],
debugging [F4.301y=.630, p>.05], information management
[F4-391=1.010, p>.05] and total inventory [F439)=1.665,

p>.05], while it has an effect on the declarative knowledge
[Fa-301=2.537, *p<.05] and the planning [F4391y=2.611,
*p<.05]. Scheffe test performed to find the source of the
difference revelaed a significant difference between 1-5
years and 11-15 years seniority groups in favor of teachers
with 1-5 years seniority.
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4. Discussion

The development of metacognitive skills in early years is
important for these skills develop children’s awareness
about their learning [58]. Therefore, classroom and
pre-school teachers need to help children to improve
metacognitive awareness from the early childhood.
Kramarski & Kohen [59] state that it can be possible to
improve students 'metacognitive awareness only by the
development of teachers' metacognitive awareness. For
this reason, Wilson & Bai [60] state that teachers should
have pedagogical metacognitive awareness. This is
essential because teachers with high metacognitive
awareness are the ones who create a positive effect in
education [61] and allow students to be more successful in
the learning process [62-63]. Therefore, it is important to
support teachers in developing their metacognition and
understanding of metacognition instruction. It is necessary
to educate teachers in terms of metacognitive awareness. In
other words, teachers need to be metacognitive first and
know how to transfer their own metacognition into
instructional practices [64].

In this study, it was found that the levels of the
classroom and pre-school teachers’ awareness were high.
This finding is supported by previous research [65-66-67].
Bars [65], for example, found that the metacognitive
awareness levels of pre-school teacher candidates were
high. In a different research on metacognitive awareness,
Batdi [66] also found that teachers had high levels of
metacognitive awareness. In addition, Wilson & Bai [60]
state that the teachers who have a rich understanding of
metacognitive knowledge aim to teach metacognitive
thinking strategies to be required for their students.

The metacognitive knowledge consists of declarative,
procedural and conditional knowledge [68] and refers to
what individuals know about themselves as cognitive
processors [69]. Declarative knowledge is awareness of
self-skills, intellectual capacity and capabilities. Individual
can attain this knowledge from presentations,
demonstrations and discussions. Especially, procedural
knowledge is the knowledge of how to achieve an
academic task. Individuals can gain this knowledge by
means of exploration, cooperative learning and problem
solving. On the other hand, conditional knowledge is
knowledge about when and why to utilize abilities.
Individuals can gain this knowledge in this way [61].
According to Flavell [22], metacognitive knowledge
covers goals, strategies and beliefs and knowledge of
academic tasks. Xiaoyan [70] found that teachers had a
very low level of awareness about metacognitive
knowledge. However, in this study it was found that
teachers' awareness of explanatory, procedural and
situational information was high.

A great deal of research has shown the effectiveness of
teaching metacognitive skills to improve student success
[71]. Researchers have found that individuals who use
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metacognitive skills learn and remember better than those
who do not [63]. Griffith, Bauml & Quebec-Fuentes [72]
stated that the high level of metacognitive awareness of
teachers about planning, evaluation and review of teaching
has a positive effect on the learning process. In this
research, it was determined that the metacognitive levels of
teachers' planning, monitoring and evaluation
sub-dimensions were high. This finding is consistent with
the finding of Batdi [66] which showed that the
metacognitive awareness levels of the teachers regarding
the planning, monitoring and evaluation sub-dimensions
were high. Therefore, it can be said that the findings of the
research support the results of Batdi [66].

In the current study, it was found that class and
pre-school teachers have positive and high level
metacognitive awareness of debugging and information
management. Similarly, Bars [65] concluded that
pre-service teacher candidates have high levels of
metacognitive awareness regarding debugging and
information management. Therefore this finding supports
the finding of the current research.

In this study significant differences were found between
the levels of classroom and pre-school teachers’ awareness
about the declarative, procedural and conditional
knowledge, planning, monitoring, evaluation, debugging,
information management and total inventory in favor of
pre-school teachers. Considering this, it can be said that
the level of pre-school teachers’ awareness is high than
classroom teachers. This difference can be explained that
the pre-school teachers have more courses during their
undergraduate education. Moreover, the pre-school
teachers uses more attractive, interesting, funny and
enjoyable activities during their learning process. This
makes their profession more enjoyable and this enhance
their awareness of meta cognitive skills. In the litarature
there are some research that supports this idea. For example
the research of SHoaakazemi, et al. [73] suggests a positive
and significant relationship between the components of
happiness and meta cognitive skills.

In this research, it was also found that there was a
significant difference between the teachers' metacognitive
awareness levels in favor of female teachers. Saracaloglu
& Cengel [74] point out that there is a relationship between
the metacognitive awareness and the gender variable.
Moreover, Rozendaal, Minnaert & Boekaerts [75] reported
that females have significantly more surface-level
processing strategies than males. Asikcan & Saban [76]
also found that teachers' metacognitive awareness levels
differed in favor of female teachers. Besides, Batdi [66]
found that there is a significant difference between the
metacognitive awareness levels of teachers in terms of
gender variable. On account of it can be said this finding is
consistent with the findings of results of the research in this
literature.

This study also showed that the seniority variable was
not effective on the procedural and conditional knowledge,
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monitoring,  evaluation,  debugging,  information
management and total inventory, while it was effective on
the declarative knowledge and the planning.

5. Suggestions

It can be said that classroom and pre-school teachers do
not involve spontaneously in metacognitive thinking unless
they are clearly encouraged to do so through carefully
designed instructional activities [77].

In addition, learning strategies are important in terms of
metacognitive awareness. Therefore, it is necessary to
develop learning strategies to improve teachers'
metacognitive awareness. Teachers must be a “strategic
learners” in the learning process. Teachers need to do the
several functions to become strategic learners. Teachers
need to define the learning situation correctly, choose the
learning strategy, monitor the strategies and strive for
success. Besides, teachers should give place methods and
techniques to improve their metacognitive awareness.
Since there is limited research on metacognitive awareness
of the teachers, the researhers should make more studies on
this issue.
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