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Abstract 

In this study, whether the variables of pre-service teachers’ reflective thinking related to problem solving, 

attitude towards mathematical problem solving, metacognitive awareness, mathematical literacy self-

efficacy, belief related to mathematical problem solving and problem solving achievements differ according to 

class level and the prediction condition of these variables for problem solving achievement were investigated. 

The predictive correlational research method, among the quantitative research methods, was employed in the 

research. 226 pre-service secondary school mathematics teachers, from the Department of Secondary School 

Mathematics Teaching in the Faculty of Education in Eastern Anatolia Region, participated in the research. 

Data were collected with the “Reflective Thinking Skill Scale towards Problem Solving”, “Attitudes towards 

Mathematical Problem Solving Scale”, “Metacognitive Awareness Inventory”, “Mathematical Literacy Self-

efficacy Scale”, “ Belief Scale Related to Mathematical Problem Solving”, and “ Problem Solving Achievement 

Test”. The One Way MANOVA and Structural Equation Model were applied in data analysis according to the 

aims. At the end of the analyses, it was observed that reflective thinking, attitude, metacognitive awareness 

and mathematics literacy levels of the pre-service teachers were higher in the first class compared to the 

second class, but increased again in the third and fourth classes respectively. The belief related to problem 

solving and problem solving achievement levels increased as the class level increased. In addition, it was 

concluded that the mathematical literacy self-efficacy levels predict the problem solving achievements of the 

pre-service teachers directly; on the other hand, reflective thinking, attitude, metacognitive awareness and 

belief variables predict problem solving achievement through the variable of mathematics literacy. 

 

© 2016 IJCI & the Authors. Published by International Journal of Curriculum and Instruction (IJCI). This is an open-

access article distributed under the terms and conditions of the Creative Commons Attribution license (CC BY-NC-ND) 

(http://creativecommons.org/licenses/by-nc-nd/4.0/). 

Keywords: Problem solving; reflective thinking; attitude and beliefs towards problem solving; metacognitive 
awareness; mathematics literacy 

 
* This article is produced from Lütfiye Yılmaz’s master dissertation entitled "Examining the variables affecting the 

problem solving success of secondary school mathematics teacher candidates" conducted under the supervision Fatih Baş. 
†   Corresponding author name. Tel.: +90-(446) 224 0326 

 E-mail address: fbas@erzincan.edu.tr 



 Yılmaz& Baş / International Journal of Curriculum and Instruction 13(3) (2021) 2332-2359 2333 

1. Introduction 

Due to the rapid developments in the scientific and technological life, the needs of 

individuals and society develop and change as well. The development and change of the 

needs also bring some changes in the expectations of the society from the individual. 

These expectations require individuals with many qualities such as using the 

information actively and adapting it to life, solving problems, thinking critically, 

empathizing, researching, questioning, with an entrepreneurial spirit, reflective thinking 

(The Ministry of National Education [MoNE], 2018). As a result of the changes and 

developments, the changes in the qualities expected from the individual demonstrated 

that some changes should be made in our education system (Yeşilova, 2013). For this 

reason, The MoNE mathematics curriculum was renewed three times in 2009, 2013 and 

2017, one in 10 years, to meet the changing needs of the age and society (Şen, 2017), the 

latest renovation was performed in 2018. 

According to the general purposes of the mathematics course curriculum, it is aimed 

for students to have the ability to understand mathematical concepts, develop their 

mathematical literacy skills, solve problems, use mathematical language accurately use 

their metacognitive skills well, comprehend that mathematics is a common value of 

humanity, and show a positive attitude towards mathematics (MoNE, 2018). Problem-

solving, which is one of these purposes, is a way to apply mathematics in real life and 

mathematical problem-solving is a crucial part of mathematics education (Turhan and 

Güven, 2014). According to Baykul (1999), problem-solving takes an important place in 

the secondary school mathematics teaching goals. Problem-solving is the aim of learning 

mathematics, but it is also the meaning of doing mathematics and is considered as an 

inseparable part of mathematics learning (Işık and Kar, 2011). In the present research, 

problem-solving, which is among the skills stated in the curriculum, was focused. 

In addition that problem-solving is one of the significant concepts of the education 

system in itself, there are several variables associated with problem-solving. As the 

current literature relavant to this in our country was reviewed, the variables, that are 

related to the problem-solving, can be stated as: reflective thinking (Alp and Taşkın, 

2008; Kızılkaya and Aşkar, 2010), epistemological belief (Aksan and Sözer, 2007), critical 

thinking (Kantek, Öztürk and Gezer, 2010; Türnüklü and Yeşildere, 2014), attitude 

towards mathematics (Cantürk-Günhan and Başer, 2008; Uslu, 2006; Özgen and Pesen, 

2008), metacognitive awareness  (Bakioğlu et al., 2015; Kanadlı and Sağlam, 2013; 

Kaplan, Duran and Baş, 2016; Karakelle, 2012; Özçakır-Sümen and Çalışıcı, 2016; 

Sperling, Howard, Miller and Murphy, 2004), mathematical literacy (Akyüz and Pala, 

2010; Birbiri, 2014; Özçakır-Sümen and Çalışıcı, 2016), belief related to problem-solving 

(Uğurluoğlu, 2008). However, the problem-solving variable used in these studies is 

generally considered as problem-solving skill. Problem-solving skill is the ability to 

recognize the nature of a problem, develop strategies for solution, and interpret the 
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results after applying these strategies (Özsoy, 2007). Problem-solving skill is not only 

about mathematics but also about the ability to cope with problems encountered in all 

sides of life. This skill was measured mostly with the problem-solving inventory in 

relevant researches. In this study, the basic factor handled related to the problem-solving 

is problem-solving achievement. Problem-solving achievement was determined as the 

score obtained by the participants' answers to the problem-solving test. The variables 

associated with the achievement of problem-solving in the literature are as follows: 

problem-solving attitude (Abdullah, Halim, Zakaria, 2014; Kasap, 1997), metacognitive 

awareness (Baş,  2016; Özsoy and Ataman, 2009; Çelik, 2012; Everson and Tobias, 2001; 

Howard, McGee, Shia and Hong, 2001; Pennequin, Sorel, Nanty and Fontaine, 2010; 

Yeşiller, 2013;), mathematical literacy (Akyüz and Pala, 2010; McLeod, 1992; Fennema-

Sherman, 1977; Ma, 1997; Papanastasiou, 2000), self-regulation strategies and 

motivational beliefs (Kılıç and Tanrıseven, 2007; Kramarski and Revach, 2009; Marcou 

and Philippou, 2005; Perels, Gürtler and Schmitzi 2005), reading comprehension skills 

(Özcan, 2016), belief towards problem-solving (Bal, 2015; Güven and Özüm-Çabakçor, 

2013). As it is noticed in the literature, problem-solving is related to many affective and 

cognitive psychometric variables. As all these variables were handled within the scope of 

this study, some of the affective and cognitive psychometric variables were selected 

considering the covering status of the variables associated with problem-solving and the 

intensity of their implementation. The attitude towards mathematical problem-solving 

was selected as it consisted of the attitude towards mathematics among the affective 

variables, and belief related to problem-solving was chosen as it consisted of the 

epistemological belief and motivational belief. On the other hand, among the cognitive 

variables, the reflective thinking towards problem-solving was selected as it consisted of 

reflective thinking and critical thinking and the mathematical literacy self-efficacy as it 

consisted of mathematical literacy and reading comprehension skill; and finally, the 

variables of metacognitive awareness. In this present study, it is aimed to determine the 

predictive status of pre-service teachers’ reflective thinking towards problem-solving, 

attitude towards mathematical problem-solving, metacognitive awareness, mathematics 

literacy self-efficacy, belief levels towards problem-solving achievements on the problem-

solving achievements. Existing studies do not give us a clear picture of the effect of all 

these variables on problem solving success. It is thought that considering the variables - 

predicting problem-solving achievement as a whole - will contribute to the literature. 

Accordingly, the research problem was determined as “What is the status of predicting 

pre-service secondary school mathematics teachers' reflective thinking towards problem-

solving, attitude towards mathematical problem-solving, metacognitive awareness, 

mathematics literacy self-efficacy, beliefs towards problem-solving achievement problem 

and do these variables differ by class level?” In order to find answers to this problem, 

these sub-questions were asked. 
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1) Do pre-service secondary school mathematics teachers' reflective thinking skills for 

problem-solving, their attitudes towards mathematical problem-solving, metacognitive 

awareness, mathematics literacy self-efficacy, belief levels towards mathematical 

problem-solving and problem-solving achievements change according to class level? 

2) What is the predictive status of pre-service secondary school mathematics teachers’ 

reflective thinking skills for problem-solving, their attitudes towards mathematical 

problem-solving, their metacognitive awareness, mathematical literacy self-efficacy, and 

belief levels towards mathematical problem-solving and problem-solving achievements? 

2. Method 

This research was designed with predictive correlational research method that tries to 

predict the other depending on one of the variables by investigating the relationships 

between variables (Büyüköztürk, Kılıç-Çakmak, Akgün, Karadeniz and Demirel, 2016). 

As the structural equation model to be created according to the aim of the research is 

based on high-level correlational analysis, correlational research pattern is used in such 

studies. 

2.1. Participants 

The sample of the research consisted of 226 participants, who were the students at the 

Secondary School Mathematics Teaching Department of the Faculty of Education in the 

Eastern Anatolia Region. In creating the sample, the typical case sampling method, 

which is one of the non-random sampling methods, that necessitates determining an 

average situation from several situations in the universe and collecting information from 

this example related to the research problem (Büyüköztürk et al., 2016), was applied. 

23% of the study group consisted of the first-class level, 25% second-class, 21% third, 31% 

fourth class. Besides, 25 of the participants had taken the mathematical modelling course 

and succeeded it. Similarly, 103 participants - included in the sample - took mathematics 

teaching through a problem-solving course and 92 of them achieved this course. To 

measure whether the scales applied to the participants make a difference between 

students taking and not taking mathematics teaching and mathematical modelling 

course through problem-solving, orderly the independent group's t-test and Mann-

Whitney U test were applied. Nevertheless, as a result of the analysis, except for the 

problem-solving achievement, the fact that the participants took these courses did not 

constitute a significant difference in terms of reflective thoughts, attitudes, metacognitive 

awareness, mathematics literacy, and belief scales. 

2.2. Instrument 
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As the data collection tool in the research, the  “Reflective Thinking Skill Scale for 

Problem-solving (RTSSPS)”, “Attitudes Towards Mathematical Problem-solving Scale 

(ATMPSS)”, “Metacognitive Awareness Inventory (MAI)”, “Mathematical Literacy Self-

efficacy Scale (MLSS), “Belief Scale for Mathematical Problem-solving (BSMPS)” and 

“Problem-solving Achievement Test (PSAT)”. Data related to the data collection tools, 

RTSSPS, ATMPSS, MAI, MLSS, BSMPS, and PSAT, which are in a 5-point Likert type, 

are presented in Table 1 in detail. 

Table 1.  Data collection tools 

 

As it is observed in Table 1, as the Cronbach Alpha coefficient gathered from the data 

collection tools used in the study are bigger than 0,7, the situation of scales is considered 

good (Kılıç, 2016). PSAT was created by the researcher to measure the achievements of 

the pre-service teachers related to the problem-solving by getting the literature support. 

As a result of the literature review, 10 questions were handled benefitting various 

resources (Altun, 2016; Krulik and Posamentier, 2008; Altun, Bintaş, Yazgan, and 

Arslan, 2004). To measure the applicability of prepared questions to the pre-service 

teachers, 10 problem-solving questions were asked to a group consisting of 49 secondary 

school pre-service mathematics teachers. The questions in this study were determined by 

Scale Developer 
Number 
of Items 

Minimum 
and 
Maksimum 
Score from 
the Scale 

Cronbach 
Alpha 
Coefficient in 
the Main 
Study 

Cronbach 
Alpha 
Coefficient 
in this 
Study 

Reflective 
Thinking 
Skill Scale for 
Problem-
solving 

Kızılkaya and 
Aşkar(2009) 

14 14-70 0.83 0.87 

Attitudes 
Towards 
Mathematical 
Problem-
solving Scale 

Developed by 
Whitaker(1982), 
Adapted into Turkish 
by Çokçalışkan(2012)  

 

35 

 

35-175 

 

0.78 

 

0.89 

Metacognitive 
Awareness 
Inventory 

Developed by Schraw 
and Dennison (1994); 
Adapted into Turkish 
by Akın, Abacı, and 
Çetin(2007). 

 

52 

 

52-260 

 

0.95 

 

0.94 

Mathematical 
Literacy Self-
efficacy Scale 

Özgen and Bindak 
(2008) 

 

25 

 

25-125 

 

0.94 

 

0.91 

Belief Scale 
for 
Mathematical 
Problem-
solving 

Developed by 
Kloosterman and 
Stage (1992),  adapted 
into Turkish by 
Hacıömeroğlu(2011). 

 

24 

 

24-120 

 

0.76 

 

0.74 
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calculating the discrimination and difficulty indexes. The discrimination and difficulty 

indexes of the questions selected for this study were given in Table 2. 

Table 2. The discrimination and difficulty indexes of gathered at the end of the pilot study 

Questions Discrimination(rjx) Difficulty(Pj) 

1. question 0,68 0,40 

2. question 0,62 0,24 

3. question 0,50 0,20 

4. question 0,43 0,40 

Average 0,56 0,31 

In item selection, priority is given to the item discrimination index. Those with a 

discrimination power of 0.30 and above can be put into the test correctly (Turgut and 

Baykul, 2012). For this reason, as it is seen in Table 2, all the problems that will be used 

in the main study have a high discrimination index (rjx>0,30). 

The answers given to the PSAT were scored considering the steps recommended by 

Polya (1957). The Problem-solving steps of Polya (1957) consist of four steps the 

understanding problem, planning, practicing of the plan, and evaluating the solution.   

1- Understanding the problem: It is the stage that requires finding the conditions, the 

desired result, and unknown, finding the missing or excessive information, and dividing 

the problem into its lower steps. 

2- Planning: It emerges after the realization of the step of understanding the problem. 

At this stage, relationships are established between the data in the problem and the 

unknown. This established relationship is transformed into mathematical expressions 

and expressed with a mathematical equation. 

3- Practicing the plan: At this stage, by solving the mathematical equation or 

equations formed as a result of the planning phase, unknown and desired data are tried 

to be obtained. 

4- Evaluating the solution: At this stage, the accuracy of the results and the logic 

carried out in the solution are checked, if any, the solution is sought in other ways, the 

problem is expressed in different ways, and in this case, the solution will be considered. 

The answers given to the open-ended questions stated in the Problem-solving 

Achievement Test were scored changing between 0 and 20 values according to the degree 

of realization of the problem-solving steps specified by Polya. The test consisted of 4 

questions. While the highest score that can be taken from the achievement test is 80, the 

lowest score is 0. The high score that is taken from the scale demonstrates that the 

problem-solving achievements of the pre-service teachers are high. The answers of the 

participants to each question by the participants were scored equally according to the 

problem-solving steps and the total score was calculated for each question. Two expert 
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opinions were applied to ensure the reliability of the results. Then, the total score 

gathered from the 4 questions were calculated and recorded. The Problem-solving 

Achievement Test is given in Appendix A1 and The Problem-solving Achievement Test 

Scoring Directive in Appendix A2. 

2.3. Data Collection Procedure 

The data of the research were collected at the end of the fall term of the 2018-2019 

academic year. The collection of the research data was carried out in four stages. As the 

surveys that the pre-service teachers' answers would be associated with the achievement 

test, the student numbers of the participants were recorded but personal information of 

the students was not shared by no means. In the first step, the scales of RTSSPS and 

ATMPSS were applied to the pre-service teachers. The MAI in the second step and the 

MLSS and BSMPS in the third step and PSAT in the last step were applied to the 

participants. Each step of the application was carried out in one-week intervals and 20 

minutes of the lesson. To ensure the reliability of the research, the interaction of the pre-

service teachers with each other during the application of the scales was prevented as 

much as possible. 

2.4. Data Analysis 

The SPSS package program was applied for the first sub-problem of the data analysis. 

Firstly, whether the data demonstrate normal distribution or not was analysed in Table 3 

considering the skewness and kurtosis values related to the distribution. 

Table 3. Skewness and kurtosis values of the data 

 Skewness Statistic Kurtosis Statistic 

Reflective thinking total -,006 ,090 

Attitude total -,302 ,462 

Metacognition total ,231 -,066 

Literacy total -,044 ,278 

Belief total -,443 ,335 

As seen in Table 3, considering that the calculated values are between +2 and -2, the 

distribution is accepted as normal (DeCarlo, 1997). To analyse the change of the surveys 

and achievement tests applied for the pre-service teachers according to class level, a One-

way MANOVA test was used. In situations in which more than one variable is associated 

with a single variable, the One-way MANOVA test is applied (Kalaycı, 2009). The 

homogeneity of variance-covariance matrices is determined by the "Box’s M" test. The 

fact that the variance-covariance matrices of the Box's M test are not statistically 

significant indicates that the assumption of homogeneity of the variance-covariance 

matrices is met (Kalaycı, 2009); however, in the cases, in which the number of 
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participants is great, the Box’s M test can be significant (Tabachnick and Fidell, 2007). 

For this reason, Pallant (2005) suggests that the significance criterion for these tests 

should be taken as,001. In this research, the significance criterion for the Box's M test 

was taken as,001. Levene test results, which are carried out to test the homogeneity of 

variances, are given in Table 4. 

Table 4. The Levene test results of all scale scores according to class level variable 

 F df1 df2 p 

Reflective thinking ,276 3 222 ,842 

Attitude 1,440 3 222 ,232 

Metacognition 6,532 3 222 ,000 

Literacy 4,992 3 222 ,002 

Belief 2,061 3 222 ,106 

Problem-solving Achievement Test 2,350 3 222 ,073 

p<,05     
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According to Table 4, the variance of the reflective thinking scores  (F(3,222)=,27; p=,84), 

the scores of the attitude scales (F(3,222)=1,44; p=,23), belief scale scores (F(3,222)=2,06; 

p=,10) and problem-solving achievement test scores (F(3,222)=2,35; p=,07) are homogenous; 

on the other hand, the variance of the metacognitive awareness scores (F(3,222)=6,53; 

p=,001)  and literacy self-efficacy scores (F(3,222)=4,99; p=,001) are not homogenous. 

Scheffe and Tamhane tests, among the Post-Hoc tests, were used to reveal the existed 

classes among the class levels. Scheffe tests can be preferred when variances are equal 

but group sample numbers are not equal (Kayri, 2009). In the data obtained from the 

reflective thinking, attitude, belief, and problem-solving achievement test, the Scheffe 

test were preferred as the variances of the groups were equal and the group sample 

numbers were not equal. Tamhane test can be used when variances and group sample 

numbers are not equal (Kayri, 2009). According to the findings of the research, the 

Tamhane test was preferred as the variances and group sample numbers were not equal 

in the data of the metacognition awareness and literacy self-efficacy scale.  

The data related to the second sub-problem of the research were analysed using the 

structural equation model (Çokluk, Şekercioğlu & Büyüköztürk, 2010), which was made 

to determine whether a previously designed structure was verified as a model and in 

what direction and level of relationship between the structures. In the analysis of the 

structural equation model, the AMOS 23.0 program was used. 

3. Findings 

In this section, the findings related to the first and second sub-problems of the research 

are presented in order. 

3.1. Findings Related to the First Sub-problem 

In this section, there are findings of how the pre-service teachers' scores obtained from 

RTSSPS, ATMPSS, MAI, MLSS, BSMPS, and PSAT scales changed according to class 

level. The descriptive findings of each variable are presented in tables, in order. 

Table 5. Distribution of reflective thinking skill scores of participants for problem-solving by class level 

 Class n 
 

ss 

 1 53 53,004 7,5865 

 2 57 48,096 7,1461 

Reflective Thinking  3 47 50,989 7,2984 

 4 69 53,316 7,2172 

Total 226 51,442 7,5613 

When the change of the scores taken from the RTSSPS according to the class level is 

analysed, as it is indicated in Table 5, the reflective thinking skills scores are close to 
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each other as for the first classes (  =53,00; ss=7.58) and the fourth classes (  =53,31; 

ss=7,56). Nevertheless, a gradual increase is observed in the reflective thinking skills for 

the second class (  =48,09; ss=7,14) and third class (  =50,98; ss=7,29). 

Table 6. Distribution of participants' attitude towards mathematical problem-solving scores by class level 

 Class n 
 

ss 

 1 53 128,272 17,4644 

 2 57 122,579 13,8922 

Attitude 3 47 130,387 13,3731 

 4 69 131,687 15,1838 

Total 226 128,319 15,4105 

As the change of the scores from the ATMPSS scale, seen in Table 6, is analysed, while 

the attitude score is high in the first classes (  =128,27; ss=17,46) a decrease is observed 

in the second classes (  =122,57; SS=13,89).  A gradual increase is observed in the third 

classes (  =30,38; ss=13,37) and fourth classes (  =131,68; ss=15,18). 

Table 7. Distribution of participants' metacognitive awareness scores by class level 

 Class n 
 

ss 

 

Metacognitive 
Awareness 

1 53 184,392 28,2301 

2 57 178,474 16,1160 

3 47 183,274 23,0583 

4 69 197,414 24,9809 

Total 226 186,643 24,5393 

As the scores from the MAI according to the class level, seen in Table 7 are analysed, 

while the scores from the scale are high in first classes (  =184.39; ss=28,23); a decrease 

is observed in the second classes (  =178,47; ss=16,11). A gradual increase is noticed in 

the scores of the third classes (  = 183,27; ss=23,05) and fourth classes (  =197,4; 

ss=24,98). 

Table 8. Distribution of participants' mathematical literacy self-efficacy scores by class level 

 Class n 
 

ss 

 1 53 87,725 12,5517 

Literacy Self-Efficacy 2 57 84,325 10,6875 

3 47 89,870 7,1180 

 4 69 96,180 13,3084 

Total 226 89,895 12,2396 

As the change of the scores from MLSS according to the class, the level is analysed, 

seen in Table 8, while the score from the scale is high in the first classes (  =87,72; 
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ss=12,55); a decrease is observed in the second classes (  =84,32; ss=10,68). A gradual 

increase is observed in the scores of the third classes (  = 89,87; ss=7,11) and fourth 

classes (  =96,18; ss=13,30). 

Table 9. Distribution of participants' belief scores for mathematical problem-solving by class level 

 Class n 
 

ss 

 

 

Belief 

1 53 93,774 9,7382 

2 57 95,518 8,5129 

3 47 96,660 6,7928 

4 69 99,145 7,3310 

Total 226 96,454 8,3531 

As the change of the scores from the BSMPS according to the class level variable, seen 

in Table 9 is analysed, the scores from the scale demonstrate a gradual increase between 

the first and fourth classes orderly (  =93,77; ss=9,73;  =95,51; ss=8,51;  =96,66; 

ss=6,79;  =99,14; ss=7,33). 

Table 10. Distribution of participants' problem-solving achievement scores by class level 

 Class n 
 

ss 

 

Problem-solving 
Achievement Test 

1 53 33,472 10,6583 

2 57 37,632 12,7302 

3 47 42,660 10,1195 

4 69 47,841 9,6522 

Total 226 40,819 12,1160 

As the change of the scores from the PSAT according to the class level, seen in Table 

10 is analysed, the scores from the scale demonstrated a gradual increase between the 

first and fourth classes (  =33,47; ss=10,65;  =37,63; ss=12,73;  =42,66; ss=10,11;  

=47,84; ss=9,65). 

Since each variable differs according to the grade level, the results obtained from the 

MANOVA test to determine whether this difference is significant are given in the table 

below. 

Table 11. MANOVA results of all scale scores by class level variable 

 Wilk`s 

Lambda 

F Hypothesis sd Error sd p 

Class level ,619 6,310 18000 614,254 ,001 

As it is seen from Table 11, the class levels make a significant difference in terms of 

pre-service teachers' scores from all scales (p = ,001< ,05), 

Table 12. Variance analysis results of all scale scores according to class level variable 
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Variance 
Resource 

Dependent Variable Total of Squares sd Average of 
Squares 

F p 

 

Class 

Reflective thinking 1019,177 3 339,726 6,367 ,000 

Attitude 2861,889 3 953,963 4,188 ,007 

Metacognition 12611,531 3      4203,844 7,595 ,000 

Literacy 
4743,740 3 

      
1581,247 

12,120 ,000 

Belief 932,393 3 310,798 4,672 ,003 

Problem-solving 
Achievement Test 

7001,292 3 
      
2333,764 

19,905 ,000 

 

 

 

Error 

Reflective thinking 11844,756 222 53,355   

Attitude 50571,833 222 227,801   

Metacognition 14766,649 222 66,516   

Literacy 26028,270 222 117,244   

Belief 122878,182 222 553,505   

Problem-solving 
Achievement Test 

28963,214 222 130,465   

 Reflective thinking 610934,180 226    

 Attitude 3774672,660 226    

 Metacognition 2118241,530 226    

Total Literacy 409581,000 226    

 Belief 8008330,730 226    

 Problem-solving 
Achievement Test 

1860025,460 226    

p<,05       

As it is seen in Table 12, there is a significant difference from all the scales according 

to the class variable in terms of the reflective thinking (F(3,222)=6,36; p=,001); attitude 

(F(3,222)=4,18; p=007); metacognitive awareness (F(3,222)=7,59; p=,001); literacy self-efficacy 

(F(3,222)=12,12; p=,001); belief (F(3,222)=6,36;p=,003) and problem-solving achievement test 

(F(3,222)=19,90; p=,001) for the pre-service teachers. Scheffe and Tamhane tests, which are 

among the Post-Hoc tests, were used to reveal between which classes the significant 

difference was found. 

Table 13. Comparison of significant differences between groups by class level 

  (I) 

Class 

(J) 

Class 

Average 
Difference (I-J) 

Standard Error p 

  1 2 4,907* 1,3938 ,007 

  

2 

1 -4,907* 1,3938 ,007 

Reflective thinking Scheffe 4 -5,219* 1,3074 ,001 

  4 2 
5,219* 

1,3074 

1,3815 
,001 

Attitude Scheffe 2 4 -9,108* 2,7015 ,011 
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  4 2 9,108* 2,7015 ,011 

Metacognition Tamhane 2 4 -18,941* 3,6879 ,000 

  3 4 -14,140* 4,5118 ,013 

  
4 

2 18,941* 3,6879 ,000 

  3 14,140* 4,5118 ,013 

  1 4 -8,455* 2,3536 ,003 

  

2 

3 -5,546* 1,7555 ,013 

Literacy Tamhane 4 -11,855* 2,1379 ,000 

  
3 

2 5,546* 1,7555 ,013 

  4 -6,309* 1,9092 ,008 

   1 8,455* 2,3536 ,003 

  4 2 11,855* 2,1379 ,000 

   3 6,309* 1,9092 ,008 

Belief Scheffe 
1 4 -5,371* 1,4896 ,005 

4 1 5,371* 1,4896 ,005 

  
1 

3 -9,188* 2,1695 ,001 

  4 -14,369* 1,9777 ,000 

Problem-solving 
Achievement Test 

Scheffe 2 4 
-10,209* 1,9381 ,000 

  3 1 9,188* 2,1695 ,001 

  
4 

1 14,369* 1,9777 ,000 

  2 10,209* 1,9381 ,000 

*p<,05 (Considering the length of the table, only the lines that express significant differences are 
included.) 

As it is seen in Table 13, there is a significant difference in terms of the reflective 

thinking levels related to problem-solving between the first and second classes in favour 

of first classes (F(3,222)=6,36; p=,007), in favour of fourth classes between the second and 

fourth classes (F(3,222)=6,36; p=,001).  As the attitude levels related to problem-solving 

were analysed, a significant difference was encountered in favour of fourth classes 

(F(3,222)=4,18; p=,011) between the second and fourth classes. The significant difference 

was encountered in favour of fourth classes (F(3,222)=7,59; p=,001)   between the second 

and fourth classes according to the metacognitive awareness levels and even in favour of 

fourth classes (F(3,222)=7,59; p=,013)  between the third and fourth classes. Besides, a 

significant difference was found in favour of fourth classes (F(3,222)=12,12; p=,003; ,001; 

,008) among the first, second, third and fourth classes according to the literacy self-

efficacy levels; in favour of third classes (F(3,222)=12,12; p=,013)  between the second and 

third classes. As the belief levels related to the problem-solving were analysed, a 

significant difference was encountered in favour of fourth classes (F(3,222)=6,36; p=,005)   
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between the first and fourth classes. Finally, a significant difference was found in favour 

of third classes (F(3,222)=19,90; p=,001) between the first and third classes according to the 

scores handled from the problem-solving achievement test; in favour of the fourth classes 

(F(3,222)=19,90; p=,001) between the first and fourth classes; even in favour of the fourth 

classes (F(3,222)=19,90; p=,001) between the second and fourth classes.  

3.2. Findings Related to the Second Sub-problem 

In the second sub-problem of the research, the findings of the prediction situation of 

the reflective thinking skills of the pre-service teachers related to the problem-solving, 

their attitudes towards mathematical problem-solving, metacognitive awareness, 

mathematical literacy self-efficacy, belief levels related to the mathematical problem-

solving and problem-solving achievements each other are presented with the structural 

equation model. Before the analysis of the structural equation model, the correlational 

analysis and descriptive statistics were performed to observe the correlations between 

the variables. 

Table 14. Descriptive statistics and correlations 

  1 2 3 4 5 6 

1 Reflective thinking total -      

2 Attitude total ,43** -     

3 Metacognition total ,65** ,44** -    

4 Literacy total ,57** ,52** ,57** -   

5 Belief total ,38** ,44** ,41** ,49** -  

6 Problem-solving achievement  ,13* ,20** ,15* ,27** ,15* - 

As it is seen from Table 14, all the variables are statistically significant with each 

other. The highest positive correlation relationship is between reflective thinking and 

metacognition (r=65). The lowest positive correlation relationship is between problem-

solving achievement and reflective thinking. (r=,13). The correlation values change 

between -1 and 1.  As this value approaches 1, the relationship between the two variables 

desired to be measured increases positively. When the value approaches -1, it increases 

negatively. When this value approaches 0, the correlational relationship decreases. 

Interpretation of the correlation coefficient value 0.00 - 0.25 is defined as very weak 

relationship; 0.26 to 0.49 weak relationships; 0,50 - 0,69 medium relationship; 0.70 - 0.89 

high relationship; 0.90 - 1.0 a very high relationship (Köse, 2008). 



2346 Yılmaz& Baş / International Journal of Curriculum and Instruction 13(3) (2021) 2332-2359 

 

Figure 1. Structural equation model of variables predicting problem-solving achievement 

Note: N=226;**p<.01; (English translations of the words used in Figure 1 are as follows.) 

METACOGNITION (USTBILIS): declarative knowledge (açıklayıcı bilgi), procedural knowledge (prosedürel bilgi), conditional knowledge 

(durumsal bilgi), planning (planlama), monitoring (izleme), evaluation (değerlendirme), debugging (hata ayıklama), information 

management (bilgiyi yönetme)  BELIEF (INANÇ): mathematical skill (matematiksel beceri), understanding the problem (problemi anlama), 

place of mathematics (matematiğin yeri), importance of mathematics (matematiğin önemi), problem solving skills (problem çözme becerisi) 

REFLECTIVE THINKING (YANSITICI): questioning (sorgulama), reasoning (nedenleme) and evaluation (değerlendirme) ATTITUDE 

(TUTUM): like (sevgi), interest (ilgi), anxiety (kaygı), confidence (güven), miscellaneous (diğer) LITERACY (OKURYAZAR): mathematical 

literacy (matokuryazar) ACHIEVEMENT (BASARI) 
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As it is seen from the Figure 1, the factor loads for the metacognition variable change 

between 0,57-0,88;  factor loads for belief variable between 0,11-0,87; factor loads for 

reflective variable between 0,77-0,89; factor loads for attitude variable between -0,10-

0,89; factor loads for achievement variable between 0,03-0,64. The correlation in same 

direction (γ = 0.56) was found between metacognition and belief, between metacognition 

and reflective in the same direction (γ = 0.73), between metacognition and attitude the 

same direction (γ = 0.50), between belief and reflector in the same direction ( γ = 0.56), a 

same direction (γ = 0.73) between belief and attitude, and a same direction (γ = 0.51) 

between reflective and attitude. Positive correlation was found between the literacy and 

metacognition, belief, reflective and attitude orderly as (γ=0,16; γ=0,28; γ=0,24; γ=0,11). 

A positive correlation was found between the literacy- achievement (γ=0,34). 

Table 15. Measurement model fit indexes. 

Fit Criteria Perfect Fit Acceptable Fit Results of Measurement Model 

X2/sd (CMIN/DF) 0≤X2/sd≤2 2≤ X2/sd ≤3 1,499 

GFI ,95≤GFI≤1,00 ,80≤GFI≤,95 ,877 

AGFI ,90≤AGFI≤1,00 ,85≤AGFI≤,90 ,850 

CFI ,95≤CFI≤1,00 ,90≤CFI≤,95 ,946 

IFI ,95≤IFI≤1,00 ,90≤IFI≤,95 ,947 

RMSEA ,00≤RMSEA≤,05 ,05≤RMSEA≤,08 ,047 

As the fit indexes of the measurement model of Table 15 are analysed, as the X2/ sd 

value is below 2, it shows that there is a perfect fit. That the GFI value is 0,877; the 

AGFI value is 0,850; the CFI value is 0,946 and the IFI value is 0,947 show that there is 

an acceptable fit. Finally, the RMSEA value is 0,047 shows that there is a perfect fit 

(Çokluk et al., 2010). Consequently, these fit indexes demonstrate that the model has a 

good fit. According to the findings gathered from the model, the metacognitive 

awarenesses of the pre-service teachers, their beliefs related to the mathematical 

problem-solving, reflective thinking skills related to the problem-solving, attitudes 

towards mathematical problem-solving predict the problem-solving achievement through 

the mathematical literacy. On the other hand, mathematical literacy directly predicts 

problem-solving achievement. 
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4. Discussion, Conclusion & Recommendations 

In the first sub-problem of the research, how the pre-service secondary school 

mathematics teachers’ reflective thinking skills related to the problem-solving, their 

attitudes towards mathematical problem-solving, metacognitive awareness, 

mathematical literacy self-efficacy, belief levels related to the mathematical problem-

solving and problem-solving achievements change according to the class level were 

investigated. Within the scope of this sub-problem; 

• It was found that the reflective thinking skills of the pre-service teachers related to 

the problem-solving were high in the first class level, lower in the second class level; 

however, increased in the third and fourth classes and at the highest level in the 

fourth class level. In parallel with these results, it was observed in the study by 

Tuncer ve Özeren (2012) that the reflective thinking skill levels of the pre-service 

teachers related to the problem-solving changed according to the class level. 

• It was found that while the attitude levels of the pre-service teachers related to the 

mathematical problem-solving were high at the first-class level, it was low at the 

second class level; however, it increased in the third and fourth classes gradually 

and reached the highest level at the fourth class level. In parallel with the results 

gathered from the research, in the studies conducted by  Çanakçı (2008), Özgen et 

al. (2017), Uğurluoğlu (2008), Çokçalışkan (2012), it was found that the attitude 

levels of the secondary school students related to the mathematical problem-solving 

changed according to the class level. 

• It was determined that while the metacognitive awareness levels of the pre-service 

teachers were high at the first-class level, lower at the second class; however, it 

increased again in the at third and fourth class levels, and reached at the highest 

level at the fourth class. Even as a result of the studies conducted by Akçam (2012); 

Alcı and Altun (2007); Alcı and Yüksel (2012); Demir and Kaymak-Özmen (2011); 

Evran (2013); Mert (2018); Sezgin-Memnun and Akkaya (2012); Tüysüz, Karakuyu 

and Bilgin (2008), Sperling, Howard, Miller and Murphy (2004), it was observed 

that the metacognitive awareness levels differed according to class level and this 

demonstrated similarity with the results of the present study. Nevertheless, 

Akyüzlüer (2014); Deniz, Küçük, Cansız, Akgün, and İşleyen  (2014); Gürefe (2015); 

Kacar and Sarıçam (2015); İflazoğlu-Saban and Saban (2008); Tunca and Alkın-

Şahin (2014); Tuncer and Bahadır (2017); Baykara (2011) found that the 

metacognitive awareness did not demonstrate difference according to the class 

level.  

• As how the mathematical literacy and self-efficacy levels of the pre-service teachers 

differed according to class level was analysed, it was observed that the 

mathematical literacy and self-efficacy levels of the pre-service teachers were high 
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at the first class and lower at the second class; however, increased again at the 

third and fourth class levels and reached at the highest level at the fourth class 

level. As a result of the studies conducted by Akkaya and Sezgin-Memnun (2012); 

Altıntaş, Özdemir, and Kerpiç (2012); Dinçer, Akarsu, and Yılmaz (2016); Özsoy-

Güneş et al. (2013); Zehir and Zehir (2016), Schulz (2005), it was found that the 

mathematical literacy self-efficacy levels demonstrated difference according to class 

level and this was parallel with the result of the present study. Nevertheless, in the 

studies conducted by Kırmalı (2015); Soytürk (2011), Tang, Fouad, and Smith 

(1999), Schaub and Tokar (2005), it was found that the class variable did not create 

a significant difference on the mathematical literacy level.  

• When the pre-service teachers' belief levels related to mathematical problem-

solving differed according to the class level were analysed, it was seen that there 

was a gradual increase from the first class to the fourth class each year and reached 

the highest level at the fourth class. Problem-solving, modelling, etc. that the pre-

service teachers had received during their undergraduate education may have led 

to an increase in the belief levels of lessons to solve problems. This result shows 

that as the class levels of the pre-service teachers increase, their belief levels 

related to the mathematical problem-solving increase too. According to the results 

of the studies conducted by Çokçalışkan (2015); Deringöl (2018); Sağlam and Dost 

(2014); Soytürk (2011), it was observed that the belief levels related to 

mathematical problem-solving differed according to the class level, and this 

demonstrates similarity with the results of the present study. Nevertheless, at the 

end of the studies by Başpınar (2015); Duran (2018), they claimed that the class 

level factor did not demonstrate any significant difference in the belief of the 

mathematical problem-solving. 

• As how the problem-solving achievement scores of pre-service teachers change 

according to the class level was analysed, it was observed that it increased 

gradually through the years from the first class to the fourth class and reached to 

the highest level at the fourth class level. Courses such as problem-solving and 

modelling taken by pre-service teachers during their undergraduate education may 

have increased their problem-solving achievement. This result shows that the pre-

service teachers' problem-solving achievement levels increase as the class level 

increases. In the studies conducted by Dündar, Akgün and Gündüz (2015); Işık and 

Kar (2011); Tarım and Öktem (2014), it was found that the problem-solving 

achievement differs according to the class level and this demonstrates similarity 

with the results of the present study.  

In the second sub-problem of the research, the reflective thinking skills, attitudes 

towards mathematical problem-solving, metacognitive awareness, mathematical literacy 

self-efficacy, and belief level towards mathematical problem-solving of the pre-service 
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secondary school mathematics teachers were investigated. Consequently, a direct 

relationship was found between pre-service teachers' metacognitive awareness, beliefs 

about mathematical problem-solving, reflective thinking skills for problem-solving, 

attitudes towards mathematical problem-solving, and mathematical literacy. While these 

variables indirectly predict problem-solving achievements over mathematics literacy, 

mathematics literacy directly predicts problem-solving achievement. This shows that 

these variables directly or indirectly predict problem-solving achievement. The two 

variables with the highest factor load among them are mathematics literacy and 

problem-solving achievement. Then the relationship between mathematical literacy and 

belief in solving mathematical problems follow them. These are orderly followed by 

mathematical literacy and reflective thinking related to problem-solving; mathematical 

literacy and metacognitive awareness. The two variables determined to have the lowest 

level of relationship between them are attitudes towards problem-solving with 

mathematics literacy. As the relevant literature was analysed, while Kasap (1997) and 

Abdullah et al. (2014) suggested in the study that there was a correlation between the 

problem-solving achievement and attitude towards problem-solving, Baş (2016), 

Pennequi et al. (2010), Howard et al. (2001), Everson and Tobias (2001) stressed in their 

studies that there was a correlation between the problem-solving achievement and 

metacognitive awareness. On the other hand, Akyüz and Pala (2010); Birbiri (2014), 

McLeod (1992); Fennema-Sherman (1977); Ma (1997); Papanastasiou (2000) emphasized 

the correlation between the problem-solving achievement and mathematical literacy in 

their studies. Bal (2015) mentioned the significant relationship between problem solving 

success and belief in problem solving in her study. Finally, Güven and Özüm-Çabakçor 

(2013) referred in their study that there was a significant relationship between problem-

solving attitude, belief in problem-solving and self-efficacy perceptions of mathematics, 

and problem-solving achievements. These studies support the results of the present 

study. With this study, the predictive status of the reflective thinking towards problem-

solving, attitude towards mathematical problem-solving, cognitive awareness, 

mathematical literacy self-efficacy, and beliefs towards mathematical problem-solving 

related to the problem-solving achievement was put forth and it is thought that these 

results will contribute to the literature for future research. 

 According to the findings of the research, it was found that; 

• In the undergraduate education, studies, which aim to increase reflective thinking 

skills, attitude levels towards problem-solving, levels of metacognitive awareness, 

and mathematics literacy self-efficacy levels of pre-service teachers, can be 

conducted more. 

• The reason why pre-service teachers' reflective thinking skills, attitude levels 

towards problem-solving, levels of informatics awareness, and mathematics 
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literacy self-efficacy levels are lower compared to the first classes can be 

investigated with a qualitative study. 

• In the study, the variables associated with problem-solving were limited to 

reflective thinking, attitude, metacognitive awareness, mathematics literacy, and 

belief. Similar studies with other variables can be conducted and the predictive 

status of problem-solving can be observed. 

• A qualitative study in which the variables that predict the problem-solving 

achievements of the pre-service teachers are investigated in depth can be 

conducted. 

• The sample of the study can be expanded and pre-service teachers from different 

departments can be included in the sample. Thus, whether there is a difference in 

problem-solving achievement according to the department variable or not can be 

observed. 

• A similar study can be conducted with mathematics teachers or secondary and 

primary school students. 

References 

Abdullah, N., Halim, L., & Zakaria, E. (2014). VStops: A thinking strategy and visual 

representation approach in mathematical word problem solving toward enhancing STEM 

literacy. Eurasia Journal of Mathematics, Science and Technology Education, 10(3), 165-174. 

Akçam, S. (2012). Investıgatıon of 6, 7 and 8 grade students’ levels of metacognitive awareness. 

(Unpublished master dissertation). Dokuz Eylül University, İzmir. 

Akın, A., Abacı R., & Çetin B. (2007). The validity and reliability study of the turkish version of 

the metacognitive awareness inventory. Educational Science: Theory & Practice, 7(2), 655-680. 

Akkaya, R. & Memnun, D. (2012) . A research on the self-efficacy beliefs about mathematical 

literacy of preservice teachers in terms of different variables. Dicle University Journal of Ziya 

Gökalp Faculty of Education, 19, 96-111. 

Aksan, N. & Sözer, M. A. (2007). The relatıonshıps among epıstemologıcal belıefs and problem 

solvıng skılls of unıversıty students. Ahi Evran University Journal of Kırşehir Education 

Faculty, 8(1), 31-50. 

Akyüz, G. & Pala, N. M. (2010). The effect of student and class characteristics on mathematics 

literacy and problem solving in PISA 2003. Elementary Education Online, 9(2), 668-678. 

Akyüzlüer, F. (2014). Metacognition skills of preservice music teachers. International Periodical 

For The Languages, Literature and History of Turkish or Turkic, 9(8), 187–196.  

Alcı, B. & Altun, S. (2007). Is there a difference in High School Students’ self regulatory and 

metacognitive skills towards mathematics with respect to gender, level, and field?. Journal of 

Çukurova University Institute of Social Sciences, 16(1), 33–44. 

Alcı, B. &Yüksel, G. (2012). An examination ınto self-efficacy, metacognition and academic 

performance of  Pre-Service ELT students: prediction and difference. KALEM International 

Journal of Educational and Human Sciences, 2(1), 143–165. 



2352 Yılmaz& Baş / International Journal of Curriculum and Instruction 13(3) (2021) 2332-2359 

Alp, S. & Taşkın, Ş. Ç. (2012). Crıtıcal thınkıng and problem solvıng: Teachers’ use of reflectıve 

thınkıng. The Journal of Buca Faculty of Education, 33, 311-320. 

Altıntaş, E., Özdemir, A. Ş., & Kerpiç, A. (2012). Comparison of perception of preservice teachers’ 

self efficacy of mathematical literacy according to their programs. Trakya University Journal of 

Education, 2(2), 26-34. 

Altun, M., Bintaş, J., Yazgan, Y., & Arslan, Ç. (2004). İlköğretim çağındaki çocuklarda problem 

çözme gelişiminin incelenmesi. Uludağ University, Bilimsel Araştırma Projeleri Birimi, Bursa. 

Altun, M. (2016). Ortaokullarda (5, 6, 7 ve 8. sınıflarda) matematik öğretimi. Bursa: Aktüel 

Yayıncılık. 

Bakioğlu, B., Küçükaydin, M. A., Karamustafaoğlu, O., Uluçınar Sağir, S., Akman, E., Ersanlı, E., 

& Çakır, R. (2015). Investigation of prospectıve teachers’ metacognitive awareness levels, 

problem solving skills and attitudes towards technology. Trakya University Journal of 

Education, 1(1), 22-33. 

Bal, A. P. (2015). Examination of the mathematical problem-solving beliefs and success levels of 

primary school teacher candidates through the variables of mathematical success and gender. 

Educational Sciences: Theory and Practice, 15(5), 1373-1390. 

Baş, F. (2016). Pre-service secondary mathematics teachers’ metacognitive awareness and 

metacognitive behaviours in problem solving processes. Universal Journal of Educational 

Research, 4(4), 779-801.  

Başpınar, K. (2015). Pre-Servıce prımary school teachers’ mathematıcal belıefs and theır 

mathematıcs teachıng anxıety (Master's dissertation). Retrieved from 

https://tez.yok.gov.tr/UlusalTezMerkezi/TezGoster?key=WY5CM7tPNE2z_YM6pBu0t3ZAUYlS

g2CHFGhBDd6k4Z4ZWkjSRW4tjLuzJVEu_fkg (Dissertation No: 414000) 

Baykara, K. (2011). A study on “teacher effıcacy perceptıons” and “metacognıtıvelearnıng 

strategıes” of prospectıve teachers. H. U. Journal of Education, 40, 80–92. 

Baykul, Y. (1999). İlköğretimde matematik öğretimi, öğretmen el kitabı. Ankara: Milli Eğitim 

Yayınları. 

Birbiri, D. (2014). The review of variables related to problem solving skills in PISA 2003 and PISA 

2012 of Turkey (Master's dissertation). Retrieved from      

https://tez.yok.gov.tr/UlusalTezMerkezi/TezGoster?key=sY7m19PfcL6F1NUw-

cr80M8yVdxnPEuH60_QWKflETDGYl_W4l6JZm4Dbs6YT2em (Dissertation No: 381611) 

Büyüköztürk, Ş., Kılıç Çakmak, E., Akgün, Ö., Karadeniz, Ş., & Demirel, F. (2016). Bilimsel 

araştırma yöntemleri. Pegem A Yayıncılık, Ankara. 

Cantürk-Günhan, B. & Başer, N. (2008). The effect of problem based learnıng on students’ 

attıtudes towards and achıevements ın mathematıcs. Abant Izzet Baysal University Journal of 

Faculty of Educatıon, 8(1). 

Çanakçı, O. (2008). The development and the evaluatıon of mathematıcs problem solvıng attıtude 

scale (Doctoral dissertation). Retrieved from 

https://tez.yok.gov.tr/UlusalTezMerkezi/TezGoster?key=UPP_Zu9isEmWGFXFCBYasaEsiW45

13PpyuqW088vo49KyIhbq5VnYT9KkZYU55gC (Dissertation No: 231804) 

Çelik, E. (2012). Investigating the relationships among mathematical problem solving achievement 

and metacognitive self-regulation, mathematics self-efficacy, accuracy of self-evaluations 

(Master's dissertation). Retrieved from 

https://tez.yok.gov.tr/UlusalTezMerkezi/TezGoster?key=zqI_ZOq-

b18GC2rT9c2JGmuXm2wf3N62YuRz-qOw9GOxjDw_fZw5zEgAPZLBIknr (Dissertation No: 

293228) 

https://tez.yok.gov.tr/UlusalTezMerkezi/TezGoster?key=WY5CM7tPNE2z_YM6pBu0t3ZAUYlSg2CHFGhBDd6k4Z4ZWkjSRW4tjLuzJVEu_fkg
https://tez.yok.gov.tr/UlusalTezMerkezi/TezGoster?key=WY5CM7tPNE2z_YM6pBu0t3ZAUYlSg2CHFGhBDd6k4Z4ZWkjSRW4tjLuzJVEu_fkg
https://tez.yok.gov.tr/UlusalTezMerkezi/TezGoster?key=sY7m19PfcL6F1NUw-cr80M8yVdxnPEuH60_QWKflETDGYl_W4l6JZm4Dbs6YT2em
https://tez.yok.gov.tr/UlusalTezMerkezi/TezGoster?key=sY7m19PfcL6F1NUw-cr80M8yVdxnPEuH60_QWKflETDGYl_W4l6JZm4Dbs6YT2em
https://tez.yok.gov.tr/UlusalTezMerkezi/TezGoster?key=UPP_Zu9isEmWGFXFCBYasaEsiW4513PpyuqW088vo49KyIhbq5VnYT9KkZYU55gC
https://tez.yok.gov.tr/UlusalTezMerkezi/TezGoster?key=UPP_Zu9isEmWGFXFCBYasaEsiW4513PpyuqW088vo49KyIhbq5VnYT9KkZYU55gC
https://tez.yok.gov.tr/UlusalTezMerkezi/TezGoster?key=zqI_ZOq-b18GC2rT9c2JGmuXm2wf3N62YuRz-qOw9GOxjDw_fZw5zEgAPZLBIknr
https://tez.yok.gov.tr/UlusalTezMerkezi/TezGoster?key=zqI_ZOq-b18GC2rT9c2JGmuXm2wf3N62YuRz-qOw9GOxjDw_fZw5zEgAPZLBIknr


 Yılmaz& Baş / International Journal of Curriculum and Instruction 13(3) (2021) 2332-2359 2353 

Çokçalışkan, H. (2012). A Study On Inservıce Teachers’attıtudes Toward And Belıefs About 

Mathematıcal Problem Solvıng (Doctoral dissertation). Retrieved from 

https://tez.yok.gov.tr/UlusalTezMerkezi/TezGoster?key=rcbWnuqW6HxCZ_98ARapgsd-

j5Tb4trwCzAvnru-se76FoU9yxnMnjz1NGQ4XptV (Dissertation No: 321111) 

Çokluk, Ö., Şekercioğlu, G., & Büyüköztürk, Ş. (2010). Sosyal bilimler için çok değişkenli 

istatistik: SPSS ve LISREL uygulamaları. Ankara. 

DeCarlo, L. T. (1997). On the meaning and use of kurtosis. Psychological Methods, 2(3), 292-307.  

Demir, Ö. & Kaymak-Özmen, S. (2011). An ınvestıgatıon of unıversıty students’ metacognıtıon 

levels ın terms of varıous varıables. Journal of Çukurova University Institute of Social 

Sciences, 20(3), 145-160. 

Deniz, D., Küçük, B., Cansız, Ş., Akgün, L., & İşleyen, T. (2014). Examınıng metacognıtıve 

awareness of prospectıve secondary school mathematıcs teachers ın terms of some varıables. 

Kastamonu Education Journal, 22(1), 305–320. 

Deringöl, Y. (2018). Examination of problem solving beliefs and problem posing self-efficacy beliefs 

of prospective classroom teachers. Turkish Journal of Computer and Mathematics 

Education, 9(1), 31-53. 

Dinçer, B., Akarsu, E., & Yılmaz, S. (2016). The ınvestigation of perceptions of math literacy self-

efficacy and mathematics teaching efficacy belief levels of preservice primary mathematics 

teachers. Turkish Journal of Computer and Mathematics Education, 7(1), 207. 

Duran, Ş.(2018). Investigation of high school student's beliefs towards problem solving and 

academic self-efficacy perceptions in terms of some variables (Master's dissertation). Retrieved 

fromhttps://tez.yok.gov.tr/UlusalTezMerkezi/TezGoster?key=as2oTjW5jfr9IKSvmCdJYiRBrWll

pqheB8ECQobJJrIuFOsr8gu9O-McZuWirblK (Dissertation No: 530305) 

Dündar, S., Akgün, L., & Gündüz, N. (2015). Prospective Elementary Mathematics Teachers' 

Skills to Solve Problems Involving Multi-Solution.  Journal of Theoretical Educational 

Science, 8(4). 

Everson, H. T. and Tobias, S. (2001). The ability to estimate knowledge and performance in 

college: A metacognitive analysis. In Hartman, H. J. (Ed.), Metacognition in learning and 

instruction: theory, research and practice (pp. 87-101). Netherlands: Kluwer Academic 

Publishers. 

Evran, S. (2013). Investıgatıng the metacognıtıon awareness of 6, 7 and 8 grade prımary students. 

Journal of Research in Education and Teaching, 2(1), 213-220. 

Fennema, E. & Sherman, J. (1977). Sex-related differences in mathematics achievement, spatial 

visualization and affective factors. American educational research journal, 14(1), 51-71. 

Gürefe, N. (2015). Investıgatıon of metacognıtıveawareness of secondary school students ın terms 

of some varıables. The Journal of International Education Science, 2(5), 237–246. 

Güven, B. & Çabakçor, B. Ö. (2013). Factors influencing mathematical problem-solving 

achievement of seventh grade Turkish students. Learning and Individual Differences, 23, 131-

137. 

Hacıömeroğlu, G. (2011). Turkish adaptation of beliefs about mathematical problem solving 

ınstrument. Dicle University Journal of Ziya Gökalp Faculty of Education, 17, 119-132. 

Howard, B., McGee, S., Shia, R., & Hong, N. (2001). The influence of metacognitive self-regulation 

and ability levels on problem solving. Paper presented at The Annual Meeting of the American 

Educational Research Association. Seattle. [ERIC Ed 470974]. 

https://tez.yok.gov.tr/UlusalTezMerkezi/TezGoster?key=rcbWnuqW6HxCZ_98ARapgsd-j5Tb4trwCzAvnru-se76FoU9yxnMnjz1NGQ4XptV
https://tez.yok.gov.tr/UlusalTezMerkezi/TezGoster?key=rcbWnuqW6HxCZ_98ARapgsd-j5Tb4trwCzAvnru-se76FoU9yxnMnjz1NGQ4XptV
https://tez.yok.gov.tr/UlusalTezMerkezi/TezGoster?key=as2oTjW5jfr9IKSvmCdJYiRBrWllpqheB8ECQobJJrIuFOsr8gu9O-McZuWirblK
https://tez.yok.gov.tr/UlusalTezMerkezi/TezGoster?key=as2oTjW5jfr9IKSvmCdJYiRBrWllpqheB8ECQobJJrIuFOsr8gu9O-McZuWirblK


2354 Yılmaz& Baş / International Journal of Curriculum and Instruction 13(3) (2021) 2332-2359 

Işık, C. & Kar,T.(2011). Investigating of the number perception and nonroutine problem solving 

skills of 6th, 7th and 8th grade students.  Ahi Evran University Journal of Kırşehir Education 

Faculty,  12(1), 57-72. 

İflazoğlu-Saban, A., & Saban, A. (2008). An ınvestigation of elementary school teaching 

department students’ metacognition awareness and motivation in terms of some socio-

demographic variables.  Ege Journal of Education, 1(9), 35–58. 

Kacar, M. & Sarıçam, H. (2015) . The examination of the relationship between metacognitive 

awareness and math anxiety levels in pre-service primary school teachers. Trakya University 

Journal of Education, 5(2), 137-152. 

Kalaycı, Ş. (2009).  SPSS uygulamalı çok değişkenli istatistik uygulamaları. Ankara. 

Kanadlı, S. & Sağlam, Y. (2013). Is Metacognitive Strategies Effective In Problem 

Solving?. Elementary Education Online, 12(4), 1074-1085. 

Kantek, F., Öztürk, N., & Gezer, N. (2010). Bir sağlık yüksekokulunda öğrencilerin eleştirel 

düşünme ve problem çözme becerilerinin incelenmesi.  In International Conference on New 

Trends in Education and Their Implications, 11, 186-190. 

Kaplan, A., Duran, M., & Baş, G. (2016). Examination with the structural equation modelling of 

the relationship between mathematical metacognition awareness with skill perception of 

problem solving of secondary school students.  Journal of the Faculty of Education, 17(1), 01-

16. 

Karakelle, S. (2012). Interrelations between metacognitive awareness, perceived problem solving, 

ıntelligence and need for cognition. Education and Science, 37(164). 

Kasap, Z., (1997). The Relation between success and manner of primary school 4 th year students in 

problem solving according to the socio-economic level. (Unpublished master dissertation).  

Marmara University, İstanbul. 

Kayri, M., (2009). The multiple comparison (post-hoc) techniques to determine the difference 

between groups in researches. Fırat University Journal of Social Science, 19(1),51-64. 

Kılıç, Ç. & Tanrıseven, I. (2007). The correlations between self-regulated learning strategies and 

motivational beliefs and non-standard word problem solving. Bolu Abant İzzet Baysal 

University Journal of Faculty of Education. 

Kırmalı, C. (2015).  Faculty of education students mathemati ̇c li ̇teracy self effi ̇cacy beli̇efs and 

cri ̇ti ̇cal thi ̇nki ̇ng di̇sposi ̇ti ̇ons (Unpubilshed Master's dissertation). Retrieved from 

https://tez.yok.gov.tr/UlusalTezMerkezi/TezGoster?key=X-M9ZoIuIoNTj2P7iY13hShPkxw-

fosiCsNIwAsuNdDPdmbVRzGvz2SZbAT_8EBt (Dissertation No: 407648) 

Kılıç,S. (2016). Cronbach’s alpha reliability coefficient. Psychiatry and Behavioral Sciences, 

6(1),47. 

Kızılkaya,G. & Aşkar,P. (2010) . The development of a reflective thinking skill scale towards 

problem solving. Education and Science, 34(154). 

Kloosterman, P., and Stage, F. K. (1992). Measuring beliefs about mathematical problem solving. 

School Science and Mathematics, 92(3), 109–115. 

Köse, S. K. (2008). Korelasyon ve regresyon analizi. http://tr. scribd. 

com/doc/2066772/korelasyon-analizi, 9. 

Kramarski, B. & Revach, T. (2009). The challenge of self-regulated learning in mathematics 

teachers’ Professional training. Educational Studies in Mathematics, 72, 379-399. 

Krulik, S. & Posamentier, A. (2008). Problem solving strategies for effcient and elegant solutions, 

Grades 6-12: A Resource for the Mathematics Teacher.  Corwin: Corwin Press Inc.  

https://tez.yok.gov.tr/UlusalTezMerkezi/TezGoster?key=X-M9ZoIuIoNTj2P7iY13hShPkxw-fosiCsNIwAsuNdDPdmbVRzGvz2SZbAT_8EBt
https://tez.yok.gov.tr/UlusalTezMerkezi/TezGoster?key=X-M9ZoIuIoNTj2P7iY13hShPkxw-fosiCsNIwAsuNdDPdmbVRzGvz2SZbAT_8EBt


 Yılmaz& Baş / International Journal of Curriculum and Instruction 13(3) (2021) 2332-2359 2355 

Ma, X. (1997). Reciprocal relationships between attitude toward mathematics and achievement in 

mathematics. The Journal of Educational Research, 90(4), 221-229. 

Marcou, A. & Philippou, G. (2005). Motivational beliefs, self-regulated learning and mathematical 

problem solving. In Chick H. L. ve Vincent, J.L. Proceedings of the 29th Conference of the 

International Group for the Psychology of Mathematics education, vol.3, (pp..297-304), 

Melbourne:PME. 

McLeod, D. B. (1992). Research on affect in mathematics education: A 

reconceptualization. Handbook of research on mathematics teaching and learning, 1, 575-596. 

Mert, M. (2018). The effect of levels of respect and student awareness for mathematics in 

mathematical success of secondary school students (Unpublished Master's dissertation). 

Retrieved from 

https://tez.yok.gov.tr/UlusalTezMerkezi/TezGoster?key=fS4sqEZr79C_n60Rk6MjFUmI5hyqCZ

wlRW8_3kt4JliYIxn8TP_5DFC2nln4OKHl (Dissertation No: 529354) 

Ministry of National Education (MoNE) (2018). Mathematics teaching program. Talim Terbiye 

Kurulu Başkanlığı, Ankara. 

Özcan,Y. (2016). The relati ̇on between problem solvi ̇ng i̇n math and readi ̇ng comprehensi̇on ski ̇ll 

(Master's dissertation). Retrieved from 

https://tez.yok.gov.tr/UlusalTezMerkezi/TezGoster?key=DPTyuy3wRPq_qvCPSqUB6157DIy6u

DhCvA3AMO9gNqK4m142KLjfQj9eLoAZuQhQ (Dissertation No: 452045) 

Özçakır-Sümen, Ö. & Çalışıcı, H. (2016). The relationships between preservice teachers’ 

mathematical literacy self efficacy beliefs, metacognitive awareness and problem solving skills. 

Participatory Educational Research (PER), Special (II), 11-19. 

Özgen, K. & Bindak, R. (2008). The development of self-effıcıacy scale for mathematıcs 

lıteracy, Kastamonu Education Journal, 16(2), 517-528. 

Özgen, K. & Pesen, C. (2008). Problem-Based Learning Approach and Students’ Attitudes towards 

to Mathematics. Dicle University Journal of Ziya Gökalp Faculty of Education, 11, 69-83. 

Özgen, K., Ay, M., Kılıç, Z., Özsoy, G., & Alpay, F. N. (2017). Investigation of middle school 

students' learning styles and attitudes towards mathematical problem solving.  Mehmet Akif 

Ersoy Üniversitesi Eğitim Fakültesi Dergisi, 1(41), 215-244. doi: 10.21764/efd.55023  

Özsoy, G. (2007). The effect of metacognitive instruction on problem solving achievement of fifth 

grade primary school students (Master’s dissertation). Retrieved from 

https://tez.yok.gov.tr/UlusalTezMerkezi/TezGoster?key=ePX_SaJ0b35Gq45swKG3lNYly-

MLIXNZz8um6CVHdSI8zXfkGaLS8wa-VdOghjKc (Dissertation No: 207154) 

Özsoy, G. & Ataman, A. (2009). The effect of metacognitive strategy training on mathematical 

problem solving achievement. International Electronic Journal of Elementary Education, 1(2), 

67-82. 

Özsoy-Güneş, Z., Çıngıl-Barış, Ç., & Kırbaşlar, F. G. (2013). Fen bilgisi öğretmen adaylarının 

matematik okuryazarlığı öz-yeterlik düzeyleri ile eleştirel düşünme eğilimleri arasındaki 

ilişkilerin incelenmesi. Journal of Hasan Ali Yücel Faculty of Education, 19(1), 47-64. 

Pallant, J. (2005). SPSS survival manual: a step by step guıde to data analysis using spss for 

windows. Australia: Australian Copyright. 

Papanastasiou, C. (2000). Effects of Attitudes and Beliefs on Mathematics Achievement. Studies 

in educational evaluation, 26(1), 27-42. 

https://tez.yok.gov.tr/UlusalTezMerkezi/TezGoster?key=fS4sqEZr79C_n60Rk6MjFUmI5hyqCZwlRW8_3kt4JliYIxn8TP_5DFC2nln4OKHl
https://tez.yok.gov.tr/UlusalTezMerkezi/TezGoster?key=fS4sqEZr79C_n60Rk6MjFUmI5hyqCZwlRW8_3kt4JliYIxn8TP_5DFC2nln4OKHl
https://tez.yok.gov.tr/UlusalTezMerkezi/TezGoster?key=DPTyuy3wRPq_qvCPSqUB6157DIy6uDhCvA3AMO9gNqK4m142KLjfQj9eLoAZuQhQ
https://tez.yok.gov.tr/UlusalTezMerkezi/TezGoster?key=DPTyuy3wRPq_qvCPSqUB6157DIy6uDhCvA3AMO9gNqK4m142KLjfQj9eLoAZuQhQ
https://tez.yok.gov.tr/UlusalTezMerkezi/TezGoster?key=ePX_SaJ0b35Gq45swKG3lNYly-MLIXNZz8um6CVHdSI8zXfkGaLS8wa-VdOghjKc
https://tez.yok.gov.tr/UlusalTezMerkezi/TezGoster?key=ePX_SaJ0b35Gq45swKG3lNYly-MLIXNZz8um6CVHdSI8zXfkGaLS8wa-VdOghjKc


2356 Yılmaz& Baş / International Journal of Curriculum and Instruction 13(3) (2021) 2332-2359 

Pennequin, V., Sorel, O., Nanty, I., & Fontaine, R. (2010). Metacognition and low achievement in 

mathematics: The effect of training in the use of metacognitive skills to solve mathematical 

word problems. Thinking & Reasoning, 16(3), 198-220. 

Perels, F., Gürtler, T., & Schmitz, B. (2005). Training of self-regulatory and problem-solving 

competence. Learning and instruction, 15(2), 123-139. 

Polya, G. (1957). How to solve it: A new aspect of mathematical methods. Princeton University 

Press, Princeton, New Jersey. 

Sağlam, Y. & Dost, S. (2014). Preservice science and mathematics teachers’ beliefs about 

mathematical problem solving. Procedia-Social and Behavioral Sciences, 116, 303-306. 

Schaub, M. & Tokar, D. M. (2005). The role of personality and learning experiences in social 

cognitive career theory. Journal of Vocational Behavior, 66(2), 304-325. 

Schulz, W. H. (2005). Mathematics Self-Efficacy and Student Expectations: Results from PISA 

2003. Online Submission. 

Schraw, G. & Sperling-Dennison, R. (1994).  Assessing metacognitive awareness. Contemporary 

Educational Psychology, 19, 460-470. 

Sezgin Memnun, D. & Akkaya, R. (2012). An ınvestigation of pre-service primary school 

mathematics, science and classroom teachers’ metacognitive awareness in terms of knowledge 

of and regulation of cognition. Journal of Theoretical Educational Science, 5(3), 312–329. 

Soytürk, İ. (2011). An ınvestigation of classroom teacher candidates’ self-efficacy about 

mathematical literacy and their beliefs about mathematical problem solving. (Unpublished 

master dissertation). İstanbul University, İstanbul. 

Sperling, R. A., Howard, B. C., Staley, R., & DuBois, N. (2004). Metacognition and self-regulated 

learning constructs. Educational Research and Evaluation, 10(2), 117-139. 

Şen, Ö. (2017). Comparison of elementary school mathematics curricula: 2009-2013-2017. Current 

Research in Education, 3(3), 116-128. 

Tabachnick, B. G. & Fidell, L. S. (2007). Using multivariate statistics. Boston/Pearson 

Education,Inc. 

Tang, M., Fouad, N. A., & Smith, P. L. (1999). Asian Americans' career choices: A path model to 

examine factors influencing their career choices. Journal of vocational behavior, 54(1), 142-157. 

Tarım, K. & Öktem, S. P. (2014). Mathematical Word-Problems That Require Realistic Answer. 

Cukurova University Faculty of Education Journal, 43(2). 

Tunca, N. & Alkın-Şahin, S. (2014). The relationship between pre-service teachers’ metacognitive 

learning strategies and academic self-efficacy. Anadolu Journal of Educational Sciences 

International, 4(1), 47-48. 

Tuncer, M. & Bahadır, F. (2017). Evaluation of perceptions of metacognitive thinking skills and 

success relations of teacher's candidates in terms of various variables. Journal of the Human 

and Social Science Researches, 6(2), 1326-1343. 

Tuncer, M. & Ozeren, E. (2012). Prospective teacher's evaluations in terms of using reflective 

thinking skills to solve problems. Procedia-Social and Behavioral Sciences, 51, 666-671. 

Turhan, B. & Güven, M. (2014). The effect of mathematics ınstruction with problem posing 

approach on problem solving success, problem posing ability and views towards mathematics.  

Çukurova University Faculty of Education Journal, 43(2), 217-234. doi: 10.14812/cufej.2014.021 

Türnüklü, E. B. & Yeşildere, S. (2014). Problem, problem solving and critical thinking Gazi 

University Journal of Gazi Educational Faculty, 25(3), 107-123. 



 Yılmaz& Baş / International Journal of Curriculum and Instruction 13(3) (2021) 2332-2359 2357 

Tüysüz, C., Karakuyu, Y., & Bilgin, İ. (2008). Öğretmen adaylarının üst biliş düzeylerinin 

belirlenmesi. Bolu Abant İzzet Baysal University Journal of Graduate School of Social Sciences, 

2(17), 147-158. 

Uğurluoğlu, E. (2008). An Investigation Of Elementary Students‟ Beliefs And Attitudes Towards 

Mathematics And Mathematical Problem Solving According To Certain Variables. 

(Unpublished master dissertation).  Eskişehir Osmangazi University, Eskişehir.  

Uslu, G. (2006). The effect of problem based learnıng to attıtudes, success and level of permanence 

of the students ın secondary school mathmetıcs lessons (Master’s dissertation). Retrieved from 

https://tez.yok.gov.tr/UlusalTezMerkezi/TezGoster?key=L8ilcwn9ZRRc_YMKxXW1hpNCTRVm

ngGrL9FAOS9tqZkbpRodW_hyrikzfQqSB5b (Dissertation No: 180130) 

Whitaker, D. (1982) Problem solving performance as related to student and teacher attitudes. 

School Science and Mathematics, 82(3), 217-224. 

Yeşiller, H.(2013). Ortaokul 2. Sınıf Ögrencilerinin Problem Çözme Basarısını Yordayan 

Değişkenler. (Yüksek Lisans Tezi). Abant İzzet Baysal Üniversitesi Eğitim Bilimleri 

Enstütüsü, Bolu. 

Yeşilova, Ö. (2013). The varıables of predıctıng problem solvıng academıc achıevement ın 2nd 

(second) class students of a secondary school (Master’s dissertation). Retrieved from 

https://tez.yok.gov.tr/UlusalTezMerkezi/TezGoster?key=1zw6GvYMe-q3Hf6HR-

3USw2BDU1TBk18fJxBLh6K79EWQ2isT8kB0DZ6PqkdpG8b (Dissertation No: 357726) 

Zehir, K. & Zehir, H. (2016). Investıgatıon of elementary mathematıcs student teachers’ 

mathematıcs lıteracy self-effıcacy belıefs accordıng to some varıables. International Journal of 

Education, Science and Technology, 2(2), 104-117. 

 

 

Appendix A.  

A.1. Problem Solving Test 

Some questions to predict your problem solving skills are asked below. We ask you to 
express your each thought/opinion related to your solving process of these problems in 
written. Everything you write for the solution are valuable for our research. Thank you 
for your participation. 

1) The burning time of a candle of 3h length is 3 hours, the burning time of a candle of 
length h is 4 hours. How long do they reach the same length after they begin burning 
together? 

2) How many squares are inside a large square including 64 small squares? 

3) There are 3 jugs on a table. The largest jug is full of 8 litres of milk. Other two jugs are 
empty and can be filled with 3 or 5 litres. How can you divide the milk in equal litres by 
only using these jugs (without using any other measuring tools)? 

4) The first 6 terms in an array are shown in the figure below. If the array continues like 
this, how many frames will there be in the 10th term? 
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A.2. Problem Solving Achievement Test Scoring Directive 

 CRITERIA SCORE 

 Understandi
ng the 

Problem 

Planning Applying the Plan Evaluating 
the Solution 

Total 
Score 

1
st

 Q
u

e
st

io
n

 

- The sizes 
and burning 
times of the 
candles that 
determined 
and the ones 
given and 
asked are 
written. 

-Necessary strategy 
for the solution of the 
problem is 
determined. 

-The mathematical 
expression to 
determine when the 
candles will reach the 
same length is written  

-The mathematical 
model to visualize the 
length and burning 
times of the candles is 
created 

-The mathematical model 
created is assessed correctly. 

-The prepared mathematical 
expression is solved without 
mistakes and the result t=8/3 is 
reached. 

-The accuracy 
of the 
achieved 
result is 
checked. 

-The result is 
checked with 
different 
solutions. 

 

Score 5 5 5 5 20 

2
n

d
 Q

u
e
st

io
n

 

-Those given 
and asked for 
the problem 
are 
determined. 

 

-A big square 
consisting of 64 small 
squares is drawn and 
the required 
mathematical model 
is created. 

-The strategy 
required for the 
solution of the 
problem is 
determined. 

-The required pattern 
is reached with the 
selected strategy and 
a mathematical 
expression is written. 

-The mathematical expression 
that is established is solved 
without any mistakes and the 
number of squares in a large 
square consisting of 64 small 
squares is calculated using the 
reached pattern. 

-That it consists of totally 204 
squares is reached. 

-The accuracy 
of the 
achieved 
result is 
checked. 

-The result is 
checked with 
different 
solutions. 

 

Score 5 5 5 5 20 
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3
rd

 Q
u

e
st

io
n

 
 

-Those given 
and asked for 
the problem 
are 
determined. 

 

 

-Necessary strategy 
for the solution of the 
problem is selected. 

 

- Using logical reasoning and 
elimination methods, to have 4 
litres of milk both in the jugs of 
8 litres and 5 litres in the end, 
necessary fill-and-empty tests 
are expressed in written.  

-The result is reached as a 
result of necessary trials. 

 

-The accuracy 
of the 
achieved 
result is 
checked. 

-The result is 
checked with 
different 
solutions. 

 

Score 5 5 5 5 20 

4
th

 Q
u

e
st

io
n

 

-Those given 
and asked for 
the problem 
are 
determined. 

-The total squares 
number in the first 6 
terms in the array 
and the number of 
shaded frames are 
determined. 

 - Necessary strategy 
for the solution of the 
problem is determined 
and, the existing 
pattern is reached 
based on the first 6 
terms is written with 
the proper 
mathematical 
expression. 

 

 

-The established mathematical 
expression is solved without 
mistakes and the total number 
of squares in the 10th term is 
calculated using the pattern 
reached.  

- It is found that totally 109 
squares are the squares. 

-The accuracy 
of the 
achieved 
result is 
checked. 

-The result is 
checked with 
different 
solutions. 

 

Score 5 5 5 5 20 
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