ISSN: 1300-915X

|OJPE

INTERNATIONAL ONLINE JOURNAL OF
PRIMARY EDUCATION

International Online Journal Of Primary Education

Copyright © I0JPE - www.iojpe.org




International
Online Journal of
Primary Education

ISSN: 1300-915X

JUNE 2020

Volume 9 - Issuel

Prof. Dr. Sinan OLKUN
Editors in Chief

Prof.Dr. Mehmet Engin DENIZ
Prof. Dr. Sule AYCAN
Assoc.Prof.Dr. Erdal ASLAN
Editors

Copyright © I0JPE - www.iojpe.org



Copyright © 2020 INTERNATIONAL ONLINE JOURNAL OF PRIMARY EDUCATION

All rights reserved. No part of IOJPE’s articles may be reproduced or utilized in any form or

by any means, electronic or mechanical, including photocopying, recording, or by any information
storage and retrieval system, without permission in writing from the publisher.

Published in TURKEY

Contact Address:

Prof. Dr. Sinan OLKUN - IOJPE Editor in Chief

Copyright © I0JPE - www.iojpe.org



Message from the Editor,
I am very pleased to inform you that we have published the first issue in 2020. As an editor of
International Online Journal of Primary Education (IOJPE), this issue is the success of our authors,
very valuable reviewers who undertook the rigorous peer review of the manuscripts, and those of the
editorial board who devoted their valuable time through the review process. In this respect, | would
like to thank to all reviewers, researchers and the editorial board members. The articles should be
original, unpublished, and not in consideration for publication elsewhere at the time of submission to
International Online Journal of Primary Education (IOJPE). For any suggestions and comments on
IOJPE, please do not hesitate to send me e-mail.
Prof. Dr. Sinan OLKUN
Editor in Chief
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Abstract

The present study aimed to investigate primary school ICT teachers’ perceptions regarding students’ online risk behaviors
and their responses to relevant hypothetical scenarios. In addition, it examined the network of relationships among ICT
teachers’ perceptions and their responses to scenarios to predict their perceived likelihood of intervention. One hundred and
thirty-eight (138) ICT teachers (60 men, 78 women), selected randomly from schools all over Greece, participated in the
study. The sample completed a set of self-reporting questionnaires online. According to the results, ICT teachers declared
that they do not feel confident to manage students’ online risk behaviors, regardless of their awareness and sensitization on
the issue. The same perspective was also reflected in their responses to the scenarios. Path analyses showed that ICT
teachers’ perceptions regarding this issue (e.g., high perceived awareness) directly and positively predict their perceived
seriousness of the scenarios and their perceived confidence to intervene. However, ICT teachers’ likelihood of intervention in
the scenarios seemed to be predicted only indirectly (and positively) by their perceptions, through how serious they perceived
the scenarios to be and their self-confidence to intervene. The above findings constitute a basis for modifying/designing new
training actions for ICT teachers regarding the prevention of children’s risk cyber-navigation.

Keywords: Online risk behavior, Primary school students, ICT teachers, Perceptions, Hypothetical scenarios

INTRODUCTION

The United Nations Educational, Scientific and Cultural Organization (UNESCO) has emphasized that
the active use of Information and Communication Technologies® in every phase of educational
activities is acknowledged as both a necessity and an opportunity (UNESCO, 2009). Consequently, the
level of ICT equipment in education has continually increased over the last decade. Computer and
internet access are the case for nearly all schools, even in primary education, making teaching
procedure more interactive and generally offering great academic benefits (Gillen, Arnott, Marsh, Bus,
Castro, Dardanou et al., 2019; Lee & Winzenried, 2009; Mandal, 2020; Nikolopoulou & Gialamas,
2016; Urhahne, Schanze, Bell, Mansfield, & Holmes, 2009). One representative example of this effort
in the Greek educational system is the number of primary schools with a revised educational program,
which refers, among others, the introduction of ICTs -with an emphasis on the Internet- both as a
separate course and as a useful tool for other school courses (Ministry of Education, 2010).
Essentially, the only difference between these primary schools and other schools in Greece is the
systematic investment of Greek educational authorities in the integration of new technologies into the
school curriculum for the support of learning, similar to other European countries (Buabeng-Andoh,
2012; DeCoito & Richardson, 2018). However, the level of technology integration in the school
curriculum in many countries has remained rather low, with most teachers often relying on reasons of
inadequate training and arguing that successful integration of technology into students’ school life

1 From this point on and for the rest of the present article Information and Communication Technologies will be
mentioned as ICT.
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requires informed technology leaders (Evans-Andris, 1995; Kwok-Wing & Keryn, 2004;
Nikolopoulou & Gialamas, 2016).

This situation reflects the necessity for teachers who are responsible for the computer and internet
implementation process in secondary schools but mostly in primary schools where the digital literacy
of the students begins more formally (Lazonder, Walraven, Gijlers, & Janssen, 2020; Vélez & Zuazua,
2017). These teachers are found in literature mostly as ICT teachers? or as ICT coordinators, computer
teachers, technology coordinators or computer coordinators. Despite the different terms, these teachers
have common duties, including technical support, helping classroom teachers to develop curriculum
materials and lesson plans, evaluating ICT programs in schools. Apart from these duties, it is widely
accepted, that ICT teachers’ most important role in the school community is to promote ethics on the
internet and a safe online culture among students (Evans-Andris, 1995; Kwok-Wing & Keryn, 2004),
and this is the main argument for choosing primary school ICT teachers as a sample of the present
study. However, safe online culture among students should not be taken for granted as recent studies
reveal that even primary school students get involved in online risk behaviors, such as unintentional
visit to potentially harmful websites, excessive internet use and cyberbullying (Antoniades &
Kokkinos, 2013; DePaolis & Williford, 2015; Ki Sook & Kyunghee, 2009; Livingstone Haddon,
Gorzig, & Olafsson, 2010, 2011; Machimbarrena & Garaigordobil, 2018; Olenik-Shemesh & Heiman,
2014; Touloupis & Athanasiades, 2014; Twardowska-Staszek, Zych, & Ortega-Ruiz, 2018). These
behaviors seriously affect students’ well-being and daily school life (Bulu, Kavuk-Kalender, & Keser,
2017; Hinduja & Patchin, 2010; Smith, Sundaram, Spears, Blaya, Schifer, & Sandhu, 2018).

The findings mentioned above have recently turned researchers’ interest towards investigating school
personnel’s related perceptions, namely their beliefs, understanding, and views (Philippou & Christou,
2001), regarding students’ online risk behaviors. This is because, according to the Theory of Planned
Behavior (TPB), teachers’ perceptions, namely their perceived seriousness of a student’s problem
behavior (e.g., online risk behavior) and their perceived confidence to intervene, can predict teachers’
potential intervention (perceived likelihood of intervention) in the student’s behavior and,
consequently, their real intervention (Ajzen, 1991; Bauman & Del Rio, 2006; Boulton, Hardcastle,
Down, Fowles, & Simmonds 2014; Craig, Henderson, & Murphy, 2000; Dedousis-Wallace, Shute,
Varlow, Murrihy, & Kidman 2014; Ellis & Shute, 2007; VanZoeren & Weisz, 2017; Yoon, 2004;
Yoon & Kerber, 2003).

Somebody would expect that ICT teachers, due to their responsibility for students’ online safety,
would play a key role in the studies mentioned above, which could predict ICT teachers’ potential
involvement in the management of incidents of students’ online risk behaviors. Unfortunately, this is
not the case. Most studies have investigated secondary school teachers>® and principals’ perceptions,
revealing their medium awareness of and sensitization about the cyberbullying phenomenon. Also, the
findings mention that teachers and principals are poorly trained and unable to handle it, being afraid of
overstepping the legal boundaries (e.g., Beringer, 2011; Campbell, Whiteford, & Hooijer, 2019; Eden,
Heiman, & Olenik-Shemesh, 2013; Graves, 2013; Hunley-Jenkins, 2012; Hyland, 2014; Li, 2008;
Kavuk, 2016; Macaulay, Betts, Stiller, & Kellezi, 2018; Moore, 2018; Stauffer, Heath, Coyne, &
Ferrin, 2012; Stewart Jr, 2019; Thomas, O’Bannon, & Britt, 2014).

Only very few studies have focused on ICT teachers’ perceptions regarding the issue under study. For
example, Bulu et al. (2017) revealed that preservice ICT teachers’ were not as ready as they should for
dealing with students’ internet safety problems, suggesting mostly superficial solutions, such as about
referring the problem to the school counselor. As far as inservice ICT teachers, the available studies
come mainly from secondary education and concern only cyberbullying (Cassidy, Brown, & Jackson,

2 Based on the term used in most relevant studies, from this point on and for the rest of the present article the
term “ICT teachers” will be used in order to present relevant findings of the literature as well as the results of the
present study.

3 Secondary school teachers whose expertise is not ICTs
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2012; Chou & Peng, 2007; Tomczyk, 2019), without paying the required attention to other equally
online risk behaviors among students (e.g., excessive internet use, unintentional access to harmful
online content). Nevertheless, even these studies have not focused exclusively on inservice ICT
teachers, as they also include in their sample school teachers of other specialties and/or school
administrators. As a result, these studies do not offer “clear” findings regarding ICT teachers’ related
perspective. Furthermore, based on these minimal findings, a contradictory picture arises: On the one
hand, ICT teachers confess awareness of and concern about students’ online risk activities (e.g., extent
of anonymous online friendships, sexting, cyberbullying) (Cassidy et al., 2012; Chou & Peng, 2007;
Tomczyk, 2019), acknowledging that promoting safe cyber-navigation in the school context should
constitute a teachers’ priority. On the other hand, they admit that they are not fully informed about the
extent of risk students are exposed to through online friendship, feeling at the same time unable to
manage this issue (Cassidy et al., 2012; Chou & Peng, 2007).

Compared to the very limited international literature, almost no Greek relevant study has been
identified by authors. It seems that, so far, most researchers have focused primarily on secondary
school ICT teachers’ perceptions regarding their curriculum, course teaching, interaction with their
students and their training needs (e.g., Kallivretaki, 2016; Konstantinou, Pellas, & Georgiou, 2014;
Manika, 2018; Varsos, 2016) but not on the issue under study.

Furthermore, attention should be drawn to the fact that based on the limited international findings from
secondary school ICT teachers, we are not allowed to draw respective conclusions regarding primary
school ICT teachers’ related perspective. Primary schools, compared to secondary schools, are
organized and operate in a different level (e.g., less anxious school climate, closer interpersonal
relationships and stronger cooperation within the school community, launch of students’ digital
literacy). These parameters, according to teachers, seem to affect more positively their perceptions and
their predisposition towards getting involved responsibly in managing school issues and their school
work generally (Anagnostopoulou, 2005; Wong, Chong, Choy, Wong, & Goh, 2008), compared to
secondary school personnel. Nevertheless, it is still to be confirmed if this is valid or not for the
specific issue of primary school students’ online risk behavior.

Another important issue that emerges from the available literature is that, so far, ICT teachers’ related
perceptions are reflected only through a self-reported questionnaire (Bulu et al., 2017; Cassidy et al.,
2012; Chou & Peng, 2007). This means that teachers have to express their perceptions regarding a
students’ online risk behavior, such as cyberbullying, in a more “theoretical” or “general” level,
without a specific context or condition under which the students’ behavior is taking place described to
them. However, compared to a self-reported questionnaire, teachers’ responses to hypothetical
scenarios seem to reflect more effectively the way they perceive and respond (e.g., perceived
seriousness / confidence/likelihood to intervene) to specific situations where students engage in online
risk behaviors. This is because hypothetical scenarios describe conditions very close to the school
reality, eliciting in that way more honest responses from teachers (Alexander & Becker, 1978; Martin,
2006; Poulou, 2001). Actually, related studies based on teachers’ perceptions regarding cyberbullying
among students, have revealed contradicting findings, depending on whether a self-reported
guestionnaire or hypothetical scenarios were used. For example, teachers, despite their positive
perceptions of cyberbullying in schools (e.g., high perceived awareness), tend to underestimate the
seriousness of the issue and their likelihood to intervene when they face specific episodes in
hypothetical scenarios (e.g., Boulton et al., 2014; Byers, Caltabiano, & Caltabiano, 2011; Craig et al.,
2011; VanZoeren & Weisz, 2017). Taking into consideration that no related study seems to make use
of both research tools (self-reported questionnaire and hypothetical scenarios), as well as the fact that
our perceptions of an issue (e.g., student problem behavior), which are gradually formed and are
considered relatively permanent, usually predict the way we approach (e.g., confidently, willingly)
specific circumstances of this issue (e.g., episodes of students’ problem behavior) (Filippou &
Christou, 2001; Kao & Tsai, 2009; Martin, 2006; Wilson, 2006), a clear research need has emerged: to
further investigate and clarify the relationship between ICT teachers’ perceptions (e.g., perceived
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awareness/school involvement) and their responses to hypothetical scenarios regarding online risk
behaviors among primary school students (e.g., perceived seriousness / confidence/likelihood to
intervene).

In summary, to cover the research gaps mentioned above, the present study aimed to answer the
following research questions: What are the primary school ICT teachers’ perceptions regarding online
risk behaviors among primary school children (perceived awareness/confidence to intervene/school
involvement/adequacy of uneversity training)? How do primary school ICT teachers approach
hypothetically related incidents among students (perceived seriousness / confidence/likelihood to
intervene)? Does the kind of the hypothetical scenario affect ICT teachers’ repsonses? In the context
of a holistic interpretation model, what is the network of the relationships between the primary school
ICT teachers’ perceptions and their responses to the hypothetical scenarios under study, which can
predict their declared likelihood of intervention in the scenarios? The theoretical model of linking the
variables of the present study is illustrated in Figure 1.

ICT teachers’ perceived
seriousness of
hypothetical scenarios

Perceived
awareness

Perceived
confidence to

intervene

Perceived school
involvement

ICT teachers’ perceptions
regarding online risk
behaviors of primary

school students

Perceived
adequacy of
niversity training

ICT teachers’ perceived
likelihood of intervention
in hypothetical scenarios

ICT teachers’ perceived
confidence to intervene
in hypothetical scenarios

Figure 1. Hypothetical structural model of the network of relationships among variables
Note: The convex arrow shows the correlation between the variables

Regarding the first three research questions no research hypothesis can be deduced, due to the limited
(or absent) and contradictory findings. As far as the fourth research question, based on the relevant
literature (Filippou & Christou, 2001; Martin, 2004; Wilson, 2006), it was expected that primary
school ICT teachers’ perceptions regarding online risk behaviors of primary school students
(perceived awareness/confidence to intervene/school involvement/adequacy of uneversity training)
directly and positively predict their responses to the hypothetical scenarios (perceived seriousness /
confidence/likelihood to intervene) (Hypothesis 1). Additionally, it was expected that primary school
ICT teachers’ perception of seriousness and confidence to intervene in hypothetical scenarios
positively mediate the relationship between their perceptions and their declared likelihood of
intervention in the hypothetical scenarios (Ajzen, 1991; Bauman & Del Rio, 2006; Boulton et al.,
2014; Craig et al., 2000; Dedousis-Wallace et al., 2014; Ellis & Shute, 2007; VanZoeren & Weisz,
2017; Yoon, 2004; Yoon & Kerber, 2003) (Hypothesis 2).
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METHOD

Procedure

After the approval of the survey by the Greek Ministry of Education, Research and Religious Affairs,
an email was sent to the 900 selected primary schools, asking the principals to promote the email to
the ICT teachers in their school. The email included details about the identity of the study and the
researchers (authors of the article) as well as the relevant link of the survey questionnaires that were
designed using the online Google Drive platform. The answers of the 138 ICT teachers from the 138
responding primary schools were automatically entered in a logistic sheet of the platform. The above
process was initially carried out on a pilot basis, with fewer schools and ICT teachers (N=31). Due to
the fact that the pilot study did not lead to a modification of the survey questionnaires, which were
then promoted to the sample of the main study, the pilot sample were included to the final sample. The
survey questionnaires were completed outside of school hours and their duration was estimated at
around 10°-15". The research was based on the voluntary participation of the ICT teachers and ensured
the anonymity and confidentiality of the data.

Participants

The sample included exclusively ICT teachers of all the Regional Education Directorates of Greece,
who work in primary schools with revised educational programs. Out of the 1.336 Greek primary
schools that follow the revised educational program, nine hundred (900) were randomly selected to
participate in the study, taking into consideration the geographic region and the student population of
each county. Out of the 900 selected schools 138 responded to the survey, resulting in a sample of 138
ICT teachers (response rate 15.3%) made up of 60 men (43.5%) and 78 women (56.5%). Regarding
their demographic characteristics, the majority of them were 35 to 39 years old (40.6%) and had 10 to
14 years of work experience (42.8%). Despite the small response rate (15.3%), the ICT teachers that
completed the questionnaire come mainly from schools in the geographical regions of Central
Macedonia (39.9%) and Attica (19.6%), which are among the largest in Greece and have a student
population that is representative of the whole Greek student population (Pan-Hellenic School
Network, n.d.).

Data collection

For the present study, a set of self-reported questionnaires was used, which were presented and
answered electronically. Initially, information was provided on most of the common students’ online
risk behaviors, which constitute the focus of the present study, followed by demographic questions.
The questionnaire included two main parts. The first part consisted of four hypothetical scenarios
regarding students’ online risk behaviors, investigating accordingly the related responses from ICT
teachers. The second part assessed related perceptions from ICT teachers. The two parts of the
guestionnaire are presented in detail below:

Hypothetical scenarios of students’ online risk behaviors

The first part consisted of four (4) hypothetical scenarios (A, B, C, and D), which referred to four
different incidents of online risk behaviors among primary school students (see Appendix). Scenario A
referred to contact with inappropriate images on Facebook in a computer classroom, scenario B to
excessive internet use outside of the school, scenario C to denigration via email outside the school, and
scenario D to mockery via mobile phone in the school corridor. The researchers (and authors of this
paper) structured the first two scenarios (A, B) while considering the fact that students’ exposure to
harmful virtual content via social networking sites and excessive internet use are not often investigated
even though they constitute common forms of online risk behaviors among children and adolescents
(e.g., Ki Sook & Kyunghee, 2009; Livingstone & Bober, 2004; Livingstone et al., 2010, 2011; Valcke,
Schellens, Van Keer, & Gerarts, 2007). The last two scenarios (C, D) were translated and adapted to
Greek from the cyberbullying scenarios found in Boulton et al. (2014) and Byers et al. (2011). Each
scenario was followed by three questions eliciting the following ICT teachers’ responses: (a) their
perceived seriousness of the incident described (“In your opinion, how serious is the above
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situation?”); (b) their perceived confidence to intervene (“How confident do you feel to intervene in
the above situation?”), and, (c) their perceived likelihood of intervention (“How likely are you to
intervene in the above situation?””). The answers were rated on a five-point scale ranging from 1 (“Not
at all serious”, “Not at all confident”, “Not at all likely”) to 5 (“Very serious”, “Very confident”,
“Very likely”). The internal reliability (Cronbach’s alpha) for the above three parameters proved
satisfactory (a. perceived seriousness a = .684, b. perceived confidence to intervene a = .846, c.
perceived likelihood for intervention a = .727).

Perceptions of students’ online risk behaviors

This part of the questionnaire included 22 proposals/statements that investigate ICT teachers’
perceptions regarding online risk behaviors among primary school students. This part was based on
Li’s questionnaire, which was designed to investigate Preservice Teachers’ Perceptions of
Cyberbullying (Li, 2008). Particularly, the questions investigated preservice teachers’ (a) perceived
awareness of cyberbullying (e.g., “Cyberbullying is a problem in schools”), (b) perceived confidence
to manage this issue (e.g., “l feel confident in managing cyberbullying”), (c) beliefs about the
commitment of the school (perceived school involvement) in preventing and addressing the
phenomenon (e.g., “Schools should develop policies on cyberbullying”), and (d) perceived adequacy
of teachers’ university training regarding cyberbullying (e.g., “My current university education has
been preparing me to manage cyberbullying”). For the purpose of the present study, besides translating
Li’s questionnaire into Greek (by the method of direct and reverse translation), all the necessary
legislative modifications were made so that the proposals/statements refer to in-service ICT teachers,
while the word “cyberbullying” was replaced by the phrase “online risk behaviors” to include all the
kinds of students’ online risk behaviors, where the study focused. The answers were given to a 5-point
Likert-type scale, ranging from 1 (“Absolutely disagree”) to 5 (“Absolutely agree”).

Table 1. Confirmatory Factor Analysis of questionnaire on perceptions and correlations among the
factors

F1 F2 F3

7. Primary schools should develop policies on students’ online risk behaviors. 538
9. Teachers should use a curriculum on online risk behaviors to teach children. .587
11. School administrators should organize school-wide activities to deal with students’ .644
online risk behaviors.

12. Surveys should be given to children to ask them about their online experiences. 578
14. Primary schools should discuss students’ online risk behaviors with parents. .639
15. Primary school assemblies should address students’ online risk behaviors. .680
16. Primary schools should link with community resources to deal with students’ .710
online risk behaviors.

17. TV and other media should discuss students’ online risk behaviors. .595

19. Primary school resources should be used to help teachers deal with students’ online 522
risk behaviors.

22. In comparison to other topics | wanted covered in my university education, 548

students’ online risk behaviors is just as important.

1. Online risk behavior is a problem among primary school students. 517

2. Children are affected by online risk behaviors. 787

3. I am concerned about primary school students’ online risk behaviors. .709

4. | feel confident in identifying primary school students with online risk behaviors. .890

5. | feel confident in managing primary school students with online risk behaviors. .857
F1 F2 F3

F1 -

F2 .535** -

F3 .245%* 211* -

Notel: F1: Factor “Perceived school involvement”, F2: Factor “Perceived awareness”,
F3: Factor “Perceived confidence to manage”, Note 2: all of the above standardized
loadings among the three factors are statistically significant (p < .05)

Note3: * p <.05, ** p<.00
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In the ICT teachers’ answers, initially, exploratory factor analysis was applied using the main
component method and Varimax type rotation (KMO = .753, Bartlett Chi-square = 466.30, p < .001).
Three factors emerged with an eigenvalue > 1.0 and a significant interpretive value: Factor 1 =
Perceived school involvement, explaining 20.86% of the total variance, Factor 2 = Perceived
awareness, explaining 15.34% of the total variance, and Factor 3 = Perceived confidence to manage,
explaining 12.76% of the total variance. A confirmatory factor analysis was then performed, using the
Mplus programe with the Maximum Likelihood method, which confirmed the above model (Table 1).
The model has a very good fit, y%s7, n =205y = 167.295, p <.05, CFI = .955, TLI = .946, RMSEA = .037,
SRMS = .038. The correlations between the three factors are presented in Table 1. The internal
consistency indexes for the three factors are: Factor 1 (a =.771), Factor 2 (a = .629) and Factor 3 (o =
.768). The affinities (according to Pearson’s correlation coefficient r) of the score of each question by
each factor with the sum of the scores of the remaining questions of the same factor are considered
satisfactory*: Factor 1, from r = .35 to r = .62, Factor 2, from r = .35 to r = .52, and Factor 3, r = .62.

RESULTS

To depict the ICT teachers’ perceptions and their responses to the hypothetical scenarios, descriptive
statistics was used. To investigate the effect of the hypothetical scenarios on the ICT teachers’
responses, repeated measures Anova was performed. To investigate the dyadic relations between the
variables involved (perceptions, responses to scenarios), a series of Pearson correlation analyses was
carried out (Pearson r). The confirmation of the research hypotheses (Hypothesis 1 and 2) was
checked by applying path analysis to the data (using the Mplus programe with the Maximum
Likelihood method) to depict the network of relationships among the variables involved, which leads
to the ICT teachers’ declared likelihood of intervention in the scenario incidents.

ICT teachers’ perceptions regarding online risk behaviors of primary school students

According to the statements of the ICT teachers, it seems that their perceived awareness of students’
online risk behaviors is at higher levels (M = 4.36, SD = .46), as is their perceived school involvement
in the prevention and treatment of this issue (M = 4.41, SD = .58), with most preferable (from 88% to
96%, approximately) preventive practices the adoption of a school policy that secures children’s safe
online behavior, classroom and school-based prevention actions, collaboration with parents and
community, and promotion of a secure online culture through media. On the contrary, ICT teachers’
perceived confidence to manage students’ online risk behaviors is at a lower level (M = 3.88, SD =
.73). Finally, on ICT teachers’ perceived adequacy of their university training® regarding the issue
under study, more than half of them (51.5%) agree/totally agree that their university studies offer
adequate training on this issue. However, 71% of the ICT teachers admit that they would like better
university training on how to handle students’ online risk behaviors, while almost 81% of them declare
that the issue under study is just as important as other topics covered in ICT teachers’ university
education.

ICT teachers’ responses to hypothetical scenarios

Based on the ICT teachers’ responses to the questions that followed the four hypothetical scenarios,
their perceived seriousness of the incidents described in the scenarios and their perceived likelihood of
intervention are at higher levels (M = 4.51, SD = .47 and M = 4.50, SD = 50, respectively), compared
to their perceived confidence to intervene in the incidents of the scenarios (M = 3.89, SD = .64).

4 In a sample of 300 and 600 people, loadings of more than .29 and .21, accordingly, are accepted (Field, 2005).

> For the parameter of ICT teachers’ perceived adequacy of university training regarding the issue under study,
answers to the relevant questions are depicted by percentages and not by Mean and SD, as the above parameter
was not confirmed as a distinct factor in the questionnaire of perceptions.
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The content of the scenarios seemed to affect statistically significantly ICT teachers’ perceived
confidence to intervene, Pillai’s Trace = .134, F3, 135 = 6.969, p < .001, partial #2 = .134, as well as
their perceived likelihood of intervention in each incident, Pillai’s Trace = .258, F, 135 = 15.664,
p<.001, partial »* = .258. Violation of the Sphericity assumption of Mauchly’s W (p<.05) led to
Huynh-Feldt’s correction of degrees of freedom in the two above-mentioned cases: perceived
confidence to intervene, Fes, sr941) = 8.554, p < .001, partial 2 = .059, and perceived likelihood of
intervention, F.9.40201) = 13.899, p<.001, partial #°=.092.

Pairwise comparisons between scenarios, applying the Bonferroni criterion (p < .012), showed that
ICT teachers feel more confident to intervene in the case of the student who secretly watches
inappropriate Facebook images in the computer classroom (Scenario A) (M = 4.07, SD = .77), and less
confident in the case of the mockery of a student via mobile phone by his classmates in the school
corridor (Scenario D) (M = 3.80, SD = .75). Accordingly, ICT teachers stated that they were more
likely to intervene in Scenario A (M = 4.75, SD = .59), while they considered their intervention less
likely in the case of the student’s denigration by email from her friends outside the school premises
(Scenario C) (M = 4.38, SD = .76). It should be highlighted that the moderate-to-low partial #? in the
above results implies that the difference among the ICT teachers’ responses to the four scenarios,
although statistically significant, should be interpreted with caution.

Correlations between variables

In Table 2, it is clear that there are positive correlations among the ICT teachers’ responses to the
scenarios (perceived seriousness/confidence to intervene/likelihood of intervention) (from r = .323 to
r=.535, p < .001), as well as among their perceptions regarding online risk behaviors of primary
school students (perceived awareness/confidence to manage/school involvement) (from r = .219tor =
466, p < .001). Furthermore, it is observed that ICT teachers’ perceptions under study are positively
correlated with their responses to the hypothetical scenarios (from r = .219 to r = .681, p <.001).

Table 2. Correlations among variables

1 2 3 4 5 6
1 Perceived seriousness
2 Perceived confidence to intervene .323**
3 Perceived likelihood of intervention .504** .535**
4 Perceived awareness .535** .380** A453**
5 Perceived confidence to manage 499** .630** .392** 466**
6 Perceived school involvement 270** .681** 417 350** 219**

Note 1: **p < .01
Note 2: No statistically significant correlations (p > .05) were omitted.

Path analyses

To map the network of the relationships among the variables involved (perceptions, responses to
scenarios) leading to the ICT teachers’ perceived likelihood of intervention in the incidents of the
scenarios (independent variable), a series of preliminary analyses of linear stepwise regressions was
performed to check the predictive relationships between the variables per two. Meeting the
assumptions of normality, in the path analyses were included only those variables that had statistically
significant predictive relationships among them. Without any missing cases, the path models that
emerged from the ICT teachers’ answers had good fit indexes: y%ss, x=133) = 41.815, p>.05 (CFl=.993,
TLI=.989, RMSEA=0.067, SRMR=0.081) (Figure 2).
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involvement in preventing
online risk behaviors of
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Figure 2. Schematic representation of the path model for the ICT teachers’ perceived likelihood of
intervention in the scenarios
Note 1: The values on the arrows are standardized coefficients of the model. The values next to the
convex arrows are correlation coefficients.
Note 2: **p < .01

According to Figure 2, there are positive correlations among ICT teachers’ perceptions under study
(perceived awareness/confidence to manage/school involvement) (from r =.22 to r = .47, p <.001), as
well as between their perceived seriousness of the hypothetical scenarios and their perceived
confidence to intervene in (r = .32, p <.001).

Furthermore, as can be seen from Figure 2, ICT teachers’ perceptions of online risk behaviors of
primary school students constitute direct and positive predictors of ICT teachers’ perceived
seriousness and their perceived confidence to intervene in the incidents of the scenarios. In particular,
ICT teachers who think that they are aware of primary school students’ online risk behaviors
(perceived awareness) and feel capable of managing this issue (perceived confidence to manage) tend
to perceive the relevant scenario incidents as serious. Also, ICT teachers who support school
involvement in preventing and addressing online risk behaviors among primary school students
(perceived school involvement) appear more confident about their ability to intervene in the specific
scenario incidents.

By examining the statistically significant mediating role of ICT teachers’ perceived seriousness and
their confidence to intervene in the scenario incidents in the relationship between their relevant
perceptions under study, on the one hand, and their perceived likelihood of intervention in the scenario
incidents, on the other hand, the following was found: ICT teachers’ perceived awareness of the issue
under study (Z° = 2.35, p < .05) and their belief that they are capable of managing it (perceived
confidence to manage it) (Z = 2.20, p < .05) indirectly and positively predict their perceived likelihood
of intervention in the scenario incidents through their perceived seriousness of the scenario incidents.
Furthermore, ICT teachers’ belief about the holistic type of school involvement in preventing primary

6 Z = standardized normal distribution value
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school students’ online risk behaviors (perceived school involvement) seemed to indirectly and
positively predict their perceived likelihood of intervention in the scenarios through their perceived
confidence to intervene in (Z = 5.39, p < .01). The above findings imply that ICT teachers, regardless
of their general positive perceptions regarding online risk behaviors among primary school students
(e.g., high perceived awareness/school involvement), to declare their likely intervention in specific
relevant students’ cases, have to first perceive these cases as serious and feel confident to intervene in
and handle them.

DISCUSSION

The present study aimed to investigate ICT teachers’ perceptions of online risk behaviors during
school age, as well as how they respond to similar hypothetical incidents among students. At the same
time, in the context of a holistic interpretative model, the study examined the mediating role of ICT
teachers’ perceived seriousness and their perceived confidence to intervene in these incidents in the
relationship between their perceptions under study, on the one hand, and their declared likelihood of
intervention in the hypothetical incidents, on the other hand.

ICT teachers’ perceptions and responses to hypothetical scenarios regarding online risk
behaviors of primary school students

Regarding the descriptive findings of the study, ICT teachers state that they are aware of online risk
behaviors among primary school children and support the involvement of the school community in
preventing and addressing the issue. Also, ICT teachers, even though more than half of them consider
that they have been adequately trained during their university studies regarding students’ online risk
behaviors, do not feel particularly capable of managing this issue effectively. The perceptions
mentioned above of ICT teachers seemed to be reflected when they faced such incidents among
students as those described in the hypothetical scenarios. That is, while ICT teachers state that they
perceive as serious the incidents described, and although they feel likely to intervene, they do not feel
sufficiently confident to do it. The above findings seem to reflect partially the conclusions based on
some of the limited studies on secondary school ICT teachers (Cassidy et al., 2012; Chou & Peng,
2007; Tomczyk, 2019). Namely, on the one hand, ICT teachers of these studies state aware of and
sensitized about students’ online risk behaviors, such as anonymous online friendships while, on the
other hand, they feel uncertain or unable to manage and intervene effectively in this issue (Cassidy et
al., 2012; Chou & Peng, 2007; Tomczyk, 2019).

First, the findings of the present study could imply that the favorable conditions prevailing in primary
schools (e.g., closer interpersonal relationships and stronger cooperation within the school community,
launch of students’ digital literacy), as perceived by school personnel (Anagnostopoulou, 2005; Wong
et al., 2008), may not be enough to make ICT teachers feel more confident in securing a safe online
culture among students. Furthermore, given the fact that in recent years emphasis has been laid on
schools, especially in Greece, regarding actions on information (for teachers) and prevention of
children’s safe online navigation (e.g., Thematic Network on Internet Security, 2014), the
aforementioned findings could possibly suggest primary school ICT teachers’ inability to translate into
practice what they already know about effective ways of preventing and addressing students’ online
behavior problems. This suggestion is more highlighted by taking into consideration the fact that 71%
of the primary school ICT teachers admitted that they would like better university training on how to
handle students’ online risk behavior. Alternatively, the above findings could reveal the teachers’
tendency to discard their responsibility to intervene in students’ behavior problems that usually take
place outside the school context (Athanasiades & Psalti, 2011), such as online risk behavior. In the
latter case, it is confirmed that “police role” is usually adopted by teachers, regardless of their
specialty, in episodes of traditional bullying among students, as teachers often choose to intervene
only in episodes inside the school environment, which is supervised by them (Boulton, 1997).
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Effect of hypothetical scenarios on ICT teachers’ responses

Regardless of the context where students’ online risk behavior takes place, the way primary school
ICT teachers tend to approach and manage such incidents seems to depend also on the kind of
behavior concerned. Specifically, ICT teachers are considered to be more confident to intervene in the
case of the student who secretly views inappropriate Facebook images in the computer classroom
(Scenario A), compared to the other scenarios. The fact that Scenario A evolves into the main teaching
area of ICT teachers seems to enhance their sense of confidence to completely control and,
consequently, better manage the incident. Based on the above finding, it is not surprising that ICT
teachers expressed a correspondingly higher likelihood of intervention in Scenario A, compared to
other scenarios. It is possible that Scenario A, which happens within the school environment, is
estimated to be easier in terms to management, as it includes only one student while the particular
place where it evolves (computer classroom) favors the implementation of measures (e.g., installation
of additional filters) that may guarantee more permanent results. On the contrary, Scenario D
(student’s mockery via mobile phone by his classmates in the school corridor), although it also takes
place inside the school, is obviously appreciated by ICT teachers as more complicated to deal with
because more students are involved and, therefore, a larger number of people and/or families need to
be informed. Also, the fact that Scenarios B (student with excessive internet use at home) and C
(student’s denigration via email by her friends outside of the school) take place outside the school
context can inhibit ICT teachers from taking the responsibility to intervene, possibly throwing the
burden on the family. In other words, the above findings suggest that ICT teachers, no matter what
incidents they feel confident about and likely to intervene in, ultimately seem to choose to get
involved mainly in those cases that are not only taking place within their area of responsibility (school
environment) but also appear more manageable (e.g., including fewer students). Nevertheless, the
above tendency of ICT teachers needs further investigation due to the lack of similar findings.

It is also worth mentioning that ICT teachers’ perceived seriousness of the four scenarios was not
significantly differentiated based on the content of the scenarios. This could be interpreted twice: On
the one hand, the fact that ICT teachers usually do not receive undergraduate training regarding
psycho-educational issues and didactic approaches (Liakopoulou, 2009) is likely to inhibit the
adoption of a more sensitized perspective on the use of new technologies. A perspective that could
allow ICT teachers to distinguish the dimensions of a specific scenario incident as more serious
compared to other scenarios. On the other hand, of course, it could be argued that ICT teachers, due to
their specialized knowledge and high level of familiarity with internet use, may be able to appreciate
more clearly and objectively the seriousness of some students’ online behaviors without entertaining
the tendency to demonize them.

The network of the relationships among ICT teachers’ perceptions and responses to hypothetical
scenarios

From path analyses results, it was found that ICT teachers’ (positive or negative) perceptions of online
risk behaviors among primary school students (e.g., high/low perceived awareness/school
involvement) contribute to their (positive or negative respectively) responses to the relevant
hypothetical scenarios (e.g., high/low perceived seriousness/confidence to intervene), confirming in
that way Hypotheses 1 and other similar studies (Filippou & Christou, 2001; Martin, 2004; Wilson,
2006). Furthermore, it was found that ICT teachers’ perceived seriousness and confidence to intervene
in the hypothetical scenarios positively mediate the relationship between their perceptions under study
and their perceived likelihood of intervention in the scenarios, confirming Hypotheses 2 and relevant
findings as well (Ajzen, 1991; Bauman & Del Rio, 2006; Boulton et al., 2014; Craig et al., 2000;
Dedousis-Wallace et al., 2014; Ellis & Shute, 2007; VanZoeren & Weisz, 2017; Yoon, 2004; Yoon &
Kerber, 2003). Specifically, it seemed that when ICT teachers feel aware of students’ online risk
behaviors in school (perceived awareness) and able to manage this issue (perceived confidence to
manage) they tend to perceive as serious relevant incidents among students, like those of the
hypothetical scenarios, and thus indicate their possible intervention in them (perceived likelihood of
intervention). It is worth noting that ICT teachers’ perceived confidence to manage the issue of online
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risk behaviors among primary school children did not directly predict (as someone would expect it)
their perceived confidence to intervene in the relevant hypothetical incidents among students. An
important predictive role in this was played by ICT teachers’ perception of responsible school
involvement in preventing and addressing the issue under study (perceived school involvement).
Taking into consideration that ICT teachers interact with the students in the classroom during only one
or two teaching hours per week, it makes sense that the feeling of overall responsibility among the
school community (perceived school involvement) towards the prevention of students’ online risk
behaviors is perceived by ICT teachers as a crucial aspect of this issue. In other words, this feeling of
general responsibility perhaps makes ICT teachers believe that they can effectively manage similar
episodes among students, as they do not feel alone in this effort, which encourages them to declare
their possible involvement in such incidents. The above finding, although needs further investigation,
highlights those areas where the emphasis should be placed in school ICT teachers’ training regarding
students’ online safety. For example, holistic-type interventions to this issue, involving all the
members of the school community, could be an important aspect during ICT teachers’ university
training. Something that probably is not the case and maybe justifies the fact that ICT teachers’
perceived adequacy of their past university training towards the issue under study did not seem to
predict significantly their responses to hypothetical scenarios.

As far as the fact that the primary school ICT teachers’ perceptions under study (perceived
awareness/confidence to manage/school involvement) seemed to indirectly predict their perceived
likelihood to intervene in the scenario incidents, through their perceived seriousness and confidence to
intervene, the following could be stated: ICT teachers’ positive perceptions of online risk behaviors
among primary school children do not seem to automatically imply their stated likelihood and
willingness to intervene in relevant episodes among students. This seems to happen as long as these
episodes are considered serious and manageable by ICT teachers. The latter is in line with the broader
interpretive framework of the Theory of Planned Behavior and other relevant findings, where teachers’
perceived seriousness of bullying/victimization incidents among students and their perceived
confidence to deal with them significantly predict teachers’ likelihood and final decision to intervene
(Bauman & Del Rio, 2006; Boulton et al., 2014; Craig et al., 2000; Dedousis-Wallace et al., 2014;
Ellis & Shute, 2007; VanZoeren & Weisz, 2017; Yoon, 2004; Yoon & Kerber, 2003).

Conclusions, limitations and future research

Summarizing the above findings, it is noted that primary school ICT teachers, although generally
declare to be aware and sensitized about online risk behaviors among children, do not feel confident
enough to manage this issue effectively. Actually, when they come up with similar incidents among
students, they prefer to intervene mainly in cases that are less complicated in terms of management
(e.g., that happens inside the school or involves one student). Moreover, the way ICT teachers’
designate the issue under study as one requiring intervention in the case of a student who performs an
online risk behavior seems to require that the case is estimated as serious and manageable. This study
constitutes the first attempt to construct a holistic interpretative model of how ICT teachers approach
episodes of students involved in online risk behaviors. Information about the degree of ICT teachers’
awareness and sensitization on this issue, their self-confidence, as well as their beliefs about school’s
related responsibility contributes to improving, modifying or designing new relevant training actions
for ICT teachers. These actions should focus on aspects of the issue which seem to determine ICT
teachers’ potential intervention in related incidents among students (perceived likelihood to intervene).
Namely, these actions should focus on enhancing ICT teachers’ awareness of the serious dimensions
of different incidents of children’s online risk behaviors (perceived seriousness), as well as their self-
confidence in dealing with every type of incident (perceived confidence to intervene), no matter how
complex or simple it seems in its management. Furthermore, training actions should give emphasis on
different ways that ICT teachers can make the school community get involved in the prevention and/or
intervention of students’ online risk behaviors, enhancing in that way ICT teachers’ sense of school
responsibility towards this issue (perceived school involvement), which in turn seems to determine
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their self-confidence and potential intervention in related students’ incidents. For example, within this
purpose, training actions can make use of real or hypothetical cases of students’ online risk behaviors,
cases that will address different kinds of online behaviors (not only cyberbullying) taking place inside
or outside the school, with one or more students involved, where ICT teachers, according to each
scenario, will be asked to organize a school prevention and/or intervention plan. The proposals
mentioned before imply that these training actions for ICT teachers should be long-term and
experiential, and not as usually just one-day workshops based on lectures.

Undoubtedly, the findings of the present study should be taken into consideration with caution as they
are subject to limitations. In particular, the relatively small sample of ICT teachers and the possibility
of socially acceptable answers may affect the generalizability and the internal validity of the data,
while the restriction to the quantitative method does not allow an in-depth qualitative investigation of
the ICT teachers’ perspective. At the same time, the present study encourages new similar studies to
be conducted, not only on ICT teachers, but also on other members of the primary school community
(e.g., school principals), combining quantitative and qualitative data.
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APPENDIX
Scenarios
Scenario A
While you are in the computer classroom with your students, you notice that a male student watches
secretly, via computer, inappropriate images (e.g., with violent content) on Facebook without your
permission. This is not the first time you notice this student’s behavior.

Scenario B

During the last month, you notice that one of your female students is usually sleepy in the classroom,
while her school performance declines. To find out what happens you ask the student during a school
break about this situation. The student confides you that during the last weeks she spends daily many
hours surfing on the Internet, often until late at night.
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Scenario C

Mary and Johanna, students of your classroom, had been best friends. They had a massive argument.
The next day Johanna’s inbox in her email account was full and there were numerous postings on her
“my Space” page. The emails and postings were rude and offensive. When she looked at her account,
she realized that a group email had been sent from her own account making racially discriminating
comments as well as rude and hurtful comments about all her friends and classmates. She had not
written the emails. When friends, Johanna had told Mary the passwords of her hotmail and “my
Space” accounts.

Scenario D

Just before your lesson you witness a group of children in the corridor outside the computer classroom
looking at their mobile phones and laughing. You overhear them mention a name of a student in a
mocking manner. You have witnessed similar situations before mocking the same student in the same
way.
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Abstract

This study explored teachers’ perspectives of the use of social support for students with ASD through a qualitative case
study. The four main themes to emerge from the interview data reflecting the teachers’ recommended strategies for social
support included (a) Teachers’ views of students with ASD and social support, (b) Recommendations for best practice at the
whole-school level, (c) Promoting acceptance, and (d) Practical classroom strategies. The final theme contained five
subthemes or a range of practical classroom social support strategies teachers may use, including Routine, Developmental
Play and Group Work, Explicitly Teaching Awareness of Emotions and Body Language, ICT, and Integration. Despite being
limited to the views of two busy teachers, this study highlights the significant and vital need for the use of social support for
students with ASD. This study directs teachers, schools, universities and pre-service teachers towards the use of positive
pedagogies and approaches to inclusive education. It is recommended that all primary teachers consider the best practice of
social support within their own classroom, and further research be carried out to investigate best practice in fostering and
supporting the social growth and needs of students with ASD.

Keywords: Social Support, Practical Strategies, Autism Spectrum Disorder (ASD), Primary Education, Inclusive

INTRODUCTION

A Background to Autism Spectrum Disorder (ASD)

Autism Spectrum Disorder (ASD) is a neurodevelopmental condition that affects roughly 230,000
people Australia-wide, with four times as many boys being affected than girls (Autism Spectrum
Australia, 2019). It is important to note that cultural contexts give rise to different knowledges of
autism.  Firstly, Neurobiological perspectives define ASD as a polygenetic developmental
neurobiological disorder which causes abnormalities in social interaction, emotional expression and
recognition, and communication (O’Dell et al., 2016). In contrast, sociocultural perspectives focus on
ASD as an identity that is materially and discursively produced within specific socio-cultural contexts
(O’Dell et al., 2016).

The importance of obtaining accurate neuro-biological diagnoses of ASD is acknowledged as
important in supporting and resourcing students’ educational outcomes. When diagnosing an
individual with ASD, Australian professionals use The Diagnostic and Statistical Manual of Mental
Disorders (5th edition), or ‘DSM-5’, produced by the American Psychiatric Association (2013). This
manual uses five key criteria for the diagnosis of ASD (American Psychiatric Association, 2013):

e Persistent deficits in social communication and social interaction across multiple contexts.

o Restricted, repetitive patterns of behavior, interests, or activities.

e Symptoms must be present in the early developmental period (but may not become fully
manifest until social demands exceed limited capacities or may be masked by learned
strategies in later life).

e Symptoms cause clinically significant impairment in social, occupational, or other important
areas of current functioning.
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e These disturbances are not better explained by intellectual disability or global developmental
delay.

The nature of these symptoms individually varies person to person on a range from mild to severe
(Mayada, Gauri, & Fombonneet, 2012). Therefore, the term ‘spectrum’ is used to describe the vast
range of difficulties that people with ASD may experience and the degree to which they may be
affected. As such, the DSM-5 uses a three-tiered scale to identify the level of support each individual
with ASD requires (American Psychiatric Association, 2013).

Students with ASD often struggle with social interactions as their condition inhibits their ability to
communicate with others and understand how others think and feel (Raising Children, 2020).
Furthermore, as students with ASD do struggle in social situations they are more vulnerable to
bullying and more likely to have reduced self-confidence and internalized mental health issues such as
anxiety, over sensitivity hyperactivity and self-injurious and stereotypic behaviors (Cappadocia,
Weiss, & Pepler, 2011).

The prevalence of ASD in Australia is rapidly increasing, especially amongst children and
adolescence (Australian Bureau of Statistics, 2016). Currently, one in every seventy people in
Australia is diagnosed with ASD. This amounts to a staggering 353,880 people. Alarmingly, the
prevalence of this condition has increased by forty percent in the last five years (Autism Spectrum
Australia, 2019). Even though rates of ASD in Australia have almost tripled in recent years (AIHW,
2017), with the condition most likely to affect people under 25 years (ABS, 2016), fewer than half of
Australian teachers feel prepared to teach students with special needs when they finish training
(OECD, 2018).

As more Australian children are being diagnosed with this condition and enrolled in primary schools
(Manning, Bullock, & Gable, 2009). Therefore, there is a growing need for educators to be provided
with the training to understand the vast complexities that are presented by the many dimensions of
this condition and how to best support them.

Social Support for Students with ASD in the Educational Setting

Social support is a multidimensional construct used by educators to support students with ASD,
through either physical or psychological means. In its basic sense, an individual experiencing social
support will feel more connected and less isolated (Raising Children, 2020). They will feel boosted
and it is thought that this will aid the learning and relationship process (Hart & Whalon, 2011; House,
1981). Some examples of support strategies that educators may implement in the classroom include;
suggesting games, sharing or exchanging objects, initiating conversations, making complements or
commenting on an ongoing game (Garrote, Semier Dessemontent, & Moser Optiz, 2017).

Building levels of social support for students with ASD revolves around effective interpersonal
transactions which involve one or more of the following: instrumental aid, emotional concern,
information about the environment and appraisal (House, 1981). Therapeutically, social support also
provides security for individuals as they transition through different parts of their lives. When
individuals develop a sense of belonging, they may have a more positive sense of self-worth and
outlook on life experiences (Cobb, 1976). An example of social support may include receiving willing
assistance from peers on a group task, or knowing that others accept them for their unique self
(Sarason, Levine, Basham, & Sarason, 1983). There are also strong relationships between the levels of
social support individuals receive and one’s overall health and psychological wellbeing. In particular,
informal support, such as that provided by friends and family, has been shown to be effective in
reducing stress and depression-related somatic symptoms among children with ASD (Kasari, Locke,
Gulsrud, & Rotheram-Fuller, 2011). Developing the social skills of students with ASD is one of the
most challenging areas for educators (Robertson, Chamberlain, & Kasari, 2003). Scaffolding group
work and specifically educating peers and raising awareness about autism can assist. Providing
primary students with ASD the opportunity to build confidence and experience greater social support
through relaxed, positive social interactions may help foster relationships and decrease the social
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challenges of students with ASD (Autism Speaks, 2018; Bolourian, Stavropoulos, & Blacher, 2019).
Furthermore, social support also allows peers to better understand difference and develop empathy
(Rotheram-Fuller, Kasari, Chamberlain, & Locke, 2010).

According to AutismCRC (2020), one of the biggest challenges faced by educators is ensuring that
the learning needs of autistic students can be successfully met within educational contexts. Despite the
increased responsibility of primary teachers to create a classroom that meets the needs of students
with ASD, the literature indicates they currently lack awareness of specific support strategies
(Gledhill & Currie, 2020; Lindsay, Proulx, Thomson, & Scott, 2013). While many teachers agree in-
principle with the use of social support, they say do not necessarily understand how to implement this
(Robertson, Chamberlain, & Kasari, 2003). Therefore, this study sought to address the gap in the
current research literature by sharing rare insights of primary educators of how they best support
students with ASD in practice.

METHOD

The aim of this study was to investigate teachers’ insights of the use of social support for students
with ASD. This study was framed and formed around the following research question; “How do
teachers perceive the use of social support for students with ASD in the classroom?” In order to
address this research question, a qualitative case study was conducted, drawing on the lived
experiences of two experienced primary teachers from Sydney, Australia (‘Annabelle’ and ‘Kate’). A
qualitative research approach was appropriate as we were attempting to better understand a little
known phenomena or aspect of our social environment (Patton, 1980). Following ethical approval by
the relevant institutional committee, informed consent was obtained with the two participants taking
part in a series of two semi-structured interviews. The interviews aimed to gain an open-ended
understanding of the teachers’ perspectives of the use of social support strategies and explore the
meaning they give to their use.

The interview transcripts were transcribed verbatim and content analyzed using the six-phased
approach outlined by Braun and Clarke (2006). In this method, the researcher familiarizes themselves
with the data through transcribing, extensive reading and initial labelling. Secondly, a systematic
coding or labelling and categorization process occurs, noting the emergence of initial themes through
a process of constant comparison and data saturation. A thematic map is developed containing data
representative of the major themes. Ongoing checking and analysis refines the specific characteristics
and generation of a clear title for each major theme, followed by reporting. As both teachers were
accessed via a sample of convenience, the findings cannot be generalized to the wider population.
However, in accordance with qualitative research, the number of participants per se was not of
concern, rather accessing rich data and gaining a deeper understanding of the concepts was of prime
consideration. The main themes to emerge from the data are featured in the next section.

FINDINGS

Characteristics of Social Support Strategies Teacher Recommend for Students with ASD

The main themes to emerge from the interviews reflecting the teachers’ recommended strategies for
social support included (a) Teachers’ views of students with ASD and social support, (b)
Recommendations for best practice at the whole-school level, (c) Promoting acceptance, and (d)
Practical classroom strategies. Table 1 below outlines the key characteristics of each sub-theme within
each of these overarching categories.
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Table 1. Characteristics of recommended strategies for supporting students with ASD

Overarching Theme

Sub-Themes

Key Features

Teachers’ Views of

Students with ASD & Use of

Social Support

The Need for Social Support

for Students with ASD

Social support is vital for students with ASD. This
notion is supported by the literature, which highlights
that the prevalence of ASD amongst children is
increasing.

Behaviors of Students with
ASD varies

No student with ASD is the same. The way the
condition affects each individual’s behavior and
social interactions is different and falls on a
spectrum. Therefore, each ASD student’s social
needs are unique.

Students with ASD and their

Susceptibility to Bullying

The behaviors that students with ASD often display
often result in these students being more susceptible
to bullying or social stigma.

Recommendations for
Best Practice at the
Whole School Level

Communication
Amongst Stakeholders

Communication allows educators to build a greater
understanding of the unique needs of each student. It
also provides students with stability and consistency
across both the school and home environment.
However, the literature suggests that communication
amongst stakeholders is not being carried out
effectively.

Professional Development

It is vital that teachers engage in frequent
professional development and reflection to improve
their understanding of ASD and how to provide
social support to students to foster their interactions.
However, the participants suggested that much of
their professional practice involves learning from
mentors and other teachers. The literature suggests
that such learning is not always beneficial to students
as it means that practices being carried out in schools
are not correlating to the modern research and
literature.

Promotion of
Acceptance

Educating Others

Participants outlined that the social interactions of
students with ASD can be improved by increasing the
understandings held by others, including students.
This notion is supported by the literature, which
suggests that when students are provided with an
understanding of difference, they develop empathy
and compassion.

School Ethos

When schools develop an inclusive ethos, the
stereotypes of the school community are challenged
and the expectations of acceptance, inclusion and
diversity may be raised.

Practical
Classroom
Strategies

Routine

Routines provide security for the student and allow
them to feel safe and comfortable. When students are
relaxed, they are more open to social situations.
However, the literature does suggest that students do
need to be exposed to change to build their ability to
be flexible.

Developmental Play
and Group Work

Developmental play is recommended as a natural
setting to introduce social skills to students.
However, the literature suggests that developmental
play needs to be developed based on the interests of
students. In contrast to the literature, Kate suggested
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that educators could guide the students to do
particular activities to build their social flexibility.

Explicitly Teaching Explicitly teaching students about their emotions and
Awareness of Emotions and  body language helps them to interact with others as
Body Language they learn how to read social cues or improve their

emotional intelligence.

ICT Despite ICT being a relatively new resource, both the
participants and the literature expressed its
effectiveness when supporting the social interactions
of students with ASD. However, the participants only
highlighted the use of applications, whereas the
literature suggests that there is a wider range of ICT
resources available.

Integration Students with ASD and their peers benefit socially
from integration. However, its effectiveness is
dependent on the school, the teacher, and the
individual needs of the student.

Teachers’ Views

Both participants strongly believe that students with ASD required essential social support structures
and strategies in place in the primary school setting. The participants describe common behaviors
typically displayed by students with ASD, including poor communication skills, “no eye contact,”
“withdrawal”, and even becoming aggressive “lashing out” or as an avenue to “let out frustrations.”
Typical behaviors witnessed included “withdrawal and anxiety” and even violence such as “hitting”
and “throwing punches.” This lack of communication and/or the behavioral challenges often
presented must be confronting for an inexperienced teacher (Avramidis & Norwich, 2002; Boyer &
Lee, 2001). This data correlates with Barnard, Prior, and Potter’s (2000) work, which highlighted that
pupils with ASD are much more likely to be excluded from school than pupils with other or no special
educational needs.

Social support strategies for primary students were recommended by participants as being designed to
meet “the needs of each individual student.” The wide range of behaviors of students often described
by the participants highlights the importance of educators having the knowledge, confidence, and
ample range of strategies available, to be able to effectively support students in regulating their
emotions and in communicating their needs effectively. The concept of social support strategies
designed to meet the needs of individual students is supported in the literature (Kasa-Hendrickson &
Kluth, 2005). When a range of social strategies are implemented, teachers may notice students
beginning to have more meaningful conversations. Additionally, their social interactions occur more
frequently and last for longer periods of time (Garrote, Semier Dessemontent, & Moser Optiz, 2017).

It was also reported by participants that they felt the behaviors and appearance of some students with
ASD often resulted in them being more susceptible to bullying by peers. Kate stated, “Unfortunately
because some of our students do look different, we do see some bullying.” Annabelle concluded that
relationships of students with ASD “can be broken.” She said, “Students might think that they are
strange or different and not know how to respond.” Specifically, the difficulties they experience with
communication and interaction impede their ability to engage with peers and form relationships.
Therefore, this increases their vulnerability and chances of being bullied frequently and chronically
over long periods of time. Furthermore, the literature also suggests that students with ASD are often
isolated and bullied as their peers don’t understand the behavioral influences of this condition
(Hebron & Humphrey, 2013). Some students feel threatened and uncomfortable as they don’t have the
awareness to understand why students with ASD isolate themselves or act differently to what they
perceive to be socially “normal” (Boutot, 2007). Consequently, both of the participants stressed the
need for social support and increased connectedness for students with ASD. Through increasing peer
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understanding, other students can “become familiar and develop a higher tolerance and understanding
of ASD” (Annabelle). This notion of increased tolerance is supported by Eldar, Talmor and Wolf-
Zukerman (2010), who suggests that peer awareness allows students to develop empathy and
compassion towards their peers with ASD.

Best Practice Approaches and Policies
Kate concluded that she felt it was the necessary for teachers to communicate with a student’s family
to gain an understanding of each student’s individual needs, abilities and who they are. She stated
how she felt:

The parents are the best source. They know their kids they have done it before you for 6 or 7

years. You only have them at school they have the weekends and before and after school,

parents are definitely first point of call.

She then went on to explain that:
If we have a very good relationship with the parents then we can help the parents understand their
child, it also helps us understand that child’s wellbeing and their social interaction then benefit from
that communication.

Annabelle also highlighted that good communication lines also provided teachers with opportunities
to better understand the social abilities of each student and how to guide future learning opportunities
to incorporate familiar situations and support social growth. Annabelle explained how when she spoke
with the parents, it:
Provides me with an understanding of how they communicate at home, what relationships they have at
home. So, cousins, siblings, neighbors, those kinds of things. | also talk to parents about what good
relationships they have outside of school so that we can talk about them and use them as examples,
here at school.

These findings are in congruence with the research literature (Breitenbach, Armstrong, & Bryson,
2013). Bronfenbrenner (1986) indicates that building relationships with parents and establishing
inclusive family-centered support plays a vital role in providing students with opportunities to make
social discoveries. Furthermore, Irvine and Lynch (2009) suggest that in order to effectively support
the social interactions of students with ASD everyone involved in the education of the students need
have open lines of communication with one another. Such collaboration provides students with
consistency and stability across both the school and home environment.

Annabelle then went on to explain the difficulties that arise when this communication is not evident:
The biggest issue we were having was that parents’ teachers and therapists were all having different
goals. So, at the beginning of the year, we had a big meeting with everyone together and we picked
three goals that we wanted the child to work on and then we talked about the common language that we
are going to use in terms of those goals...it’s really important to have the same clear, concise goal, the
same language that we are using to help them achieve that goal.

Whilst the participants and the literature both emulate the importance of teachers communicating with
the parents of students with ASD, the literature suggests that such communication is not being
effectively carried out in schools (Lilley, 2012). Specifically, the literature suggests that although
there are many programs available in schools to promote parent involvement, their implementation
and success in schools are lacking (Peterson & Hittie, 2010, Vismara & Rogers, 2008; Whitebread &
Bruder, 2007). Meade (2011) states that this may be due to teachers and parents lacking the time and
resources to provide opportunities for involvement. The literature also suggests that this lack of
communication is often caused by language and cultural barriers (Bang, 2009).

Another vital aspect of providing students with ASD social support that was depicted throughout the
interviews was the importance of teachers in the school accessing professional development. This
notion aligns with the literature that states, professional development provides teachers with research-
based theory, skills, strategies to support the social needs and interactions of students with ASD
(Syriopoulou-Delli, Cassimos, Tripsianis, & Polychronopoulou, 2012). Such knowledge empowers
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teachers to feel more confident when implementing and supporting students with ASD. However,
teachers access to professional development is highly dependent on the school, time constraints and
the educational budget (Soto-Chodiman et al., 2012). Therefore, the ethos of the school and their
perspective of inclusive education strongly dictate the professional learning that educators are able to
undertake (Cologon, 2010).

It was also expressed by both participants that staff and learning teams within the school need to be
collaborating and communicating clearly with one another to enhance their professional learning and
knowledge so they can effectively support students with ASD. Annabelle suggested that “using our
collective brain as a team is really important”. Kate specified that she is able to gain strategies by
“talking to other professionals about issues and challenges that occur and watching how they interact
with the students.” Annabelle also outlined that:

Sharing our knowledge is the best thing, knowing that you are not always going to know everything but

there is always someone you can talk to or some more information or research that you can do to

always keep learning and keep up to date.

Although the literature indicates teachers commonly provide support, mentor, reflect and learn from
one another (Kennedy, 1991), it is also suggested that what teachers learn off one another can be
limiting and is not always beneficial to the specific group of students one has in their own class.
Explicitly, when young teachers learn from more experienced teachers, they tend to adopt the
practices of their mentors. This may partially explain why the pedagogical approaches of teachers are
remaining the same despite years of reforms and new research into the way students interact and learn
(Kennedy, 1991). Furthermore, the literature suggests that teachers’ knowledge of teaching may be
tacit, so they don’t know how to explain their own practice or guide novices (Sternberg & Horvath,
1999).

Additionally, another imperative approach recommended for the effective support of social
interactions of students with ASD was the use of professional reflection amongst professional or
teaching groups in the school. Annabelle stated:
It is always important to have a debrief, not only with the kids but also myself and the Special Needs
Learning Officer about what can we do differently next time, what worked, and what didn’t.

Kate supported this idea stating:
I always reflect on what | do and | think well each day is a fresh start so I think that didn’t work so well
how can | improve to help the child the next day.

She suggested that if she “didn’t reflect” on her teaching, she didn’t “think the children would
improve socially”. This aligns with Zeichner and Liston’s (2014) educational research indicating that
reflective practice allows educators to analyze their practice and identify how they can improve their
practice to enhance the learning opportunities of their students. Such reflections result in practice that
meets each student’s social and academic needs (Zeichner & Liston, 2014).

Promotion of Acceptance

It was outlined by Kate that it is important for a teacher to encourage conversations about ASD

amongst students in the classroom. Both participants outlined the example of a school awareness

initiative that was implemented across the school for Autism Awareness Day. Annabelle explained:
We have just finished celebrating Autism Awareness Day and across the whole school. It was expected
that each teacher was to teach a lesson on ASD that myself and my team had created to bring about
awareness. If the student with ASD understands their own diagnosis it is important that they share that.
Especially for the older kids because when they share, there is more understanding and more
acceptance. Especially in integration because then their peers have the knowledge to understand why
they are different. That knowledge and understanding shapes them to be more accepting of students
with ASD.
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When asked about the effect of this, Kate stated:
With some students, you really did notice a difference in the way they talked about and understood
students with ASD. Other students didn’t, they didn’t really connect and would probably call them
weird and not have anything to do with them. But | think it does make them more understanding.

Annabelle suggested that sometimes the behaviors that students with ASD display can cause social
relationships to fracture or decrease group acceptance. She suggested that the teachers may use
discussions with the class to build understanding. She explained:
Sometimes students feel frightened and | need repair the relationships. | use whole class discussions to
build awareness and ensure that students understand difference and everyone feels safe.

These statements made by the participants about peer acceptance are supported by the literature
(Vakil, Welton, O’Connor, B, & Kline, 2009).

The participants also stressed the importance of the school’s attitude and approach to advocating
acceptance of students with ASD, regardless of their background or condition. Kate suggested that
having a specialist support unit in the school has created an “in-built culture” of acceptance within the
school:
Having a support unit for a long amount of time in a school and having some of those students
integrating into the mainstream classrooms is really important. The students who get to spend time with
them become familiar with them and I think they have higher tolerance and understanding of ASD.

She highlighted the importance of encouraging acceptance across the whole school, affirming:
We also teach acceptance as a part of our school values. It's really important that they understand that
they are little bit different and why he helps them to understand how they can approach these students
and why they might be acting. It helps social interactions and lowers those barriers. When we see
negative behaviors, we speak to those students to give them that understanding and build their tolerance
and acceptance of people who are different.

This correlates with a study by Humphrey (2008) that emphasized the ethos of a school as the
cornerstone of inclusive education for students with ASD. Furthermore, Humphrey’s (2008) study
suggested that when the school maintains and encourages a consistent positive focus of inclusion
through all aspects of work within the school the stereotypes and expectations of students, parents and
teachers are challenged and standards continually raised.

Practical Classroom Strategies

The final theme to emerge indicated that teachers draw on a wide range of approaches to help boost
the interactions and academic learning of students with ASD. This theme contained five subthemes:
Routine, Developmental Play and Group Work, Explicitly Teaching Awareness of Emotions and
Body Language, ICT, and Integration.

Routine

Kate was able to explain how classroom routines build structure, enhance a student’s understanding of

what is expected and help reduce the chance of conflict arising. She explained:
Structure and routines help the children to understand. With them understanding, there are less
arguments, fights and conflict between the children because they know what they have to do. There is
no danger and they feel comfortable because of the routine. So, that helps with their wellbeing and
social interactions.

Annabelle also concluded that routines build a safe environment for students:

When students are feeling safe and secure and they know the expectations, they are more likely to have
positive social interactions. They feel comfortable so they are happy to open up and share. You will
find that as soon as someone new is in the classroom, they all close in. If there is someone different in
the classroom or they are out of routine they kind of shut down, if they are not sure what to expect, so
they get really anxious. This stops any social interactions. So, making sure it’s consistent making sure
they are prepared and that we do things over and over again it eases their anxiety in turn that opens up
their social interactions they are more willing to share and engage.
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Developmental Play
Developmental play is another effective practical social support strategy recommended by the
participants. Annabelle suggested that play is a part of cognitive development for all students. She
stated, “We know that with young children the first signs of those social interactions occur through
play.” Both participants also highlighted how developmental play plays an important role in a
student’s development of social skills. Annabelle suggested that even if students are not
communicating verbally, through play situations, “they are able to interact with students that they
might not normally associate with.” She continued stating that:
It gives them a chance to use their imagination and be themselves. When they are comfortable, that’s
when they are more likely to share and talk and communicate. A lot of our students who do not
communicate at all, even during those playtimes they might not communicate verbally, but they are
happy to show what they have created. So, they are looking for input and sharing those kinds of things
with others.

Kate proposed her view that developmental play provides a teacher with opportunities to develop
student’s ‘social flexibility” in a comfortable environment. She stated:
We find a lot of the children are drawn to the one activity they like, so to try and encourage them to go
to something else they are not interested they like it and that is their space. Sometimes other children
will come over and play. Sometimes | take them away, so there is someone different to talk to, so | do
try and change it. That allows more social interactions even if they are just side by side.

She also believed that play environments provide a relaxed environment free from anxiety. She felt it
was advantageous for including students with ASD as the “interactions are not forced” and it allows
an environment where the teacher can highlight social skills such as “looking at the person they are
talking to when they are speaking.” Kate also stated that it is also an opportunity to “highlight
behaviors that are not appropriate and use them as teaching opportunities that are shaped towards the
student’s social needs.”

Currently, the literature emphasizes the need for fostering student’s social skills in natural settings.
Developmental play is one of the main settings which the literature suggests for introducing social
strategies to students. Such settings allow students to relax and feel comfortable. This encourages
them to develop the frequency, duration and or quality of the social interactions they engage in
(Garrote, Semier Dessemontent, & Moser Optiz, 2017). Although, this study’s participants believed
that developmental play fosters the social interactions of students with ASD, they did not state how
this play should be structured or what developmental play involves. Gillis, Callahan, and Romanczyk
(2011) concluded that when ASD students’ social interactions are developed through play, the play
that they engage in needs to be more tailored, individualized, and therefore ‘scaffolded’ to be
successful. Furthermore, their work outlined that in order for play to foster students’ fluent social
interactions, it must incorporate highly motivating themes, special interests or a common factor
bringing students together, such as a craft activity or sport. Further research regarding the nature of
developmental play may be required to help illuminate best practice approaches.

Explicit Teaching of Emotional Awareness and Body Language
The participants both expressed the importance of explicitly teaching students about their emotions
and body language. This was rationalized as such understanding was through to help students to
interact with others more effectively as they learn how to read social cues or respond in a measured,
appropriate manner. Annabelle outlined some of the activities she uses in the classroom to build
students awareness of their emotions and body language. For example: “We use a lot of activities on
reading body language, so I’'m always modelling different body language. | always ask why do you
think | felt that way. I didn’t use any words?”. Kate supported this concept and indicated that many
students are not aware of their own emotions. She stated:
At the beginning of the year, students were not really aware of their emotions they would scream and
cry and not be able to tell us if they were happy or sad. So, we have done a lot of work on building that.
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Through our wellbeing program and interventions, we use in class, they have developed a deeper
understanding of whether they are happy or sad and that helps them to communicate their needs.

Annabelle also stated that some students are not aware of how they are communicating. She asserted:

I will often mimic the student’s behavior so that they can see how they are using their bodies to
communicate. They will often respond and say that they didn’t even realize that is how they were
communicating. So, talking about it as it happens as well making it authentic in a real context is really
important to help develop student’s awareness of self as it helps them to communicate.

Kate further stressed the importance of teaching students about their emotions and body language in
contexts that are relevant to each student. She explained how:
It is important that we use contexts that students can see themselves in. If we are always using
examples that they can’t relate to they just think I don’t do that. So, we use a lot of modelling when
students do display a behavior they can improve. | model it and say this is what you just did. | do it
with them all day long and it’s really important that they understand it. It’s those teachable moments
throughout the day.

Annabelle further highlighted the importance of contextual learning and reflecting with students on

their emotions. She continued:
We are doing a lot of dramas and skits and watching videos on how to show different emotions and
communicate using our bodies. It is hard in the moment, the students know the theory behind it all but
in the moment, their body just does it and they can’t stop themselves. So, when that happens we debrief
afterwards I could see that you couldn’t control yourself what could you do differently next time, I
know that you tried really hard and I know that you do know but what could you do next time in that
social interaction then it’s all about building that relationship afterwards.

The importance of teaching students about emotions and reading body language is congruent with the
literature. The literature consistently outlines that students with ASD have trouble reading body
language, emotions and social cues of others (Attwood, 2000). Therefore, students with ASD require
explicit and repetitive teaching of how individuals use their bodies to express themselves. The
literature outlines that educators use observations, modelling and social stories to successfully build
students awareness of social cues (Partington & Mueller, 2013). This is also consistent with
Bandura’s (1977) notion of observational learning and modelling.

Use of ICT Strategies
Annabelle and Kate suggested a range of ICT applications that could be used to support the social
interactions of students with ASD. They both discussed a pictorial program called ‘PEX’, which they
felt was beneficial for non-verbal students to communicate using pictures and building sentences to
communicate their needs, emotions and wants. Kate highlighted how:
It helps them to initiate conversations and let me know what they want through pictures. | can get them
to repeat the sentences so over time, | can develop that as a way of them having a conversation.
The program guides them into social interactions so that they feel more comfortable with their peers
and teachers. As they use the program, their communication skills | develop and they know the
expectation of how to use those key words and how to use visuals to get what they want or need.

Annabelle asserted that many young students with ASD come to school and don’t understand that
they actually need to communicate. She also suggested that PEX helps students to understand this
need. Kate stated:
It can be really difficult with Kindy kids when parents know their child and what they want and so they
don’t need to communicate. So, this application gives students two or three options and them being
able to identify what they want and them being able to give it to you. It helps us to teach them that for
them to receive what they want the need to ask for it.

Kate also stated that she has been using another application she has found helpful called ‘Core
Words’. She explained:
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A new program | am using with the speech therapist is core words. It is based on about 77 words that
we use regularly. From those key words we expand and get students to start using sentences. It has
really helped students to build their vocabulary using those core words. Having a more comprehensive
vocabulary helps them to communicate and interact with others.

Annabelle further suggested another application called ‘Key Words Sign’. She stated:
This application is used to focus on one word for the week and so just repeating and drilling that word
for the week. This app gets students use to having interactions, especially those who have come from
preschool where it is free roam. By using key words students are progressively growing their
communication skills and engaging in social interactions so that they feel more comfortable with their
peers and teachers. They know the expectation of how to use those key words and how to use those
visuals to get what they want.

Despite ICT being a relatively new resource utilized in schools, there is a large field of literature that
supports its use to facilitate positive social interactions of students with ASD (Bernard-Opitz, Sriram,
& Nakhoda-Sapuan, 2001). Specifically, Autism Speaks, one of the largest autism research funders
internationally, promotes collaborations among technologists, designers, engineers, and various
stakeholders in the ASD community (Bolte, Golan, Goodwin, & Zwaigenbaum, 2010). However, the
participants only suggested applications used on i-Pads. This contradicts the literature as ICT is
outlined as something much broader, with many more technological resources that foster the social
interactions of students with ASD. Some of the technologies mentioned in the literature include
virtual reality, video diaries, video modelling, robotics and Interactive Whiteboards (Bolte, Golan,
Goodwin, & Zwaigenbaum, 2010). This may suggest that there is a barrier between adoption of ICT
in schools and recommended use cited in the emerging literature. This may also indicate that teachers
are not being provided with adequate professional development or resources to learn about the latest
innovative technologies that are being established.

Integration

Finally, the participants highlighted the importance of integration for students “who are able”

(Annabelle). Kate concluded, “It gives them opportunities to access the curriculum and it helps them

to focus on their social and academic goals as well”. Annabelle supported this notion highlighting the

importance of students not only integrating to access the curriculum but also to develop social skills.

She asserted:
A student in my class who is working at stage level for spelling. So, she integrates for spelling because
that’s something she is successful with. When she is at spelling, she is really successful with spelling
but she is not really forming any friendships she is really focused on the lesson. So, she also goes to
sport, which is something that really likes. So, she goes to that same class for dancing where that’s
more of a social thing where you have partners and they work together. So, it’s really important that
they go for academics and for social to develop those skills.

Kate suggested that “integration allows teachers to guide interactions and set students up for social
success.” If they don’t have the benefit of integration, she explained:
We try to send them out to different classrooms to find different peer groups, but you often find that
because they have been together for so long and are comfortable, they find it hard to branch out of their
comfort zone. We find peers in the mainstream that have common interests and having them integrate
for sport or things that they really like.

She highlighted how integration provides students with opportunities to socialize with students who
are the same age as them. She stated:
It’s very important for them to communicate with children that are the same age as them, we have four
kids in Kindy and that’s great but I have one boy in year 6 who doesn’t get that communication in our
classroom.

Annabelle suggested that integration helps to provide controlled situations which help students with
ASD to understand and cope with social change. She stated:
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There is a student in my class who likes going to integration but when he goes there, he is a different
person. He is very quiet and very meek. Whereas when he is in my room, he is the most outgoing
person in the room. So, we are trying to build some friendships with one or two other peers so that they
don’t feel overwhelmed with everyone trying to be their friend. We are constantly directing them to sit
with those peers. We purposely chose those peers as they are really good at encouraging him and they
have the same interests to try and build his social confidence.

Literature clearly indicates that both students with ASD and their peers benefit socially from
integration. In a study conducted by McGillicuddy and O’Donnell (2004), it was outlined that through
integration, students with ASD learn social skills and how to use them appropriately as well as
flexibility. However, the success of an inclusion program is dependent on the School Principal and the
ethos of the school. If the teachers are not equipped with the time, resources and training to facilitate
the social and academic learning of students with ASD then inclusion will not succeed (Scruggs &
Mastropieri, 1996).

Furthermore, the participants highlighted that inclusion is important for those students who are able.
However, the literature suggests that this is challenging in practice and questions, how is success
measured? Who decides if a student is able to fully participate and whether the teachers can capably
cope (Florian, 2008; Avamidis, Bayliss, & Burden, 2000).

The notion that a range of support strategies are needed to support each student is a leading notion
which the literature strongly supports. The use of routines, peer education, positive school ethos and
teaching awareness of body language are all aspects of this study that are in congruence with the
literature. However, while the literature and the participants highlight that ICT and developmental
play effective social support avenues. The literature suggested many ways to use these strategies that
the participants did not mention. This may suggest that there is a gap between the literature and the
pedagogical practices of educators. This may be due to the way in which the educators are learning
their professional knowledge. Furthermore, the participants highlighted that communication is the
cornerstone to implementing effective social support strategies. However, the literature suggested that
this is not being implemented in schools. Finally, integration was strongly supported by the
participants of this study, whereas the literature surrounding this field of education is very
controversial.

DISCUSSION and CONCLUSIONS

The findings from the interviews provided an extremely valuable insight into teachers’ perceptions of
the use of social support for students with ASD in the primary classroom. Explicitly, this data was
gathered in a new way by open-endedly asking for the way that teachers view the need and use of
social support in Australian classrooms. Data surrounding teachers’ views of social support has not
been presented in the literature in this way previously. The participants recommended a range of
strategies for use by teachers and schools for the provision of social support for students with ASD.
This is useful as the literature suggests that no student with ASD is the same and each student with
ASD presents with different social needs.

Despite ICT being a relatively new resource, both of the participants praised its use to support the
social interactions and skills of students with ASD. However, the participants only mentioned the use
of 'i-pad’ applications. In contrast, the literature highlights that there is a wider range of ICT available
that can be used to improve and support the social interactions of students with ASD. Some of these
resources mentioned in the literature include videoing, robotics, video diaries, video modelling,
interactive whiteboards and virtual reality (Bolte, Golan, Goodwin, & Zwaigenbaum, 2010).

This leads to the question, why are primary schools not implementing a wider range of technology?
Jager and Lokman (1999) suggest that schools don’t have access to enough funding to not only
purchase such technologies but also to train staff to effectively implement them effectively. The
literature also outlines that rather than adopting ICT transforming pedagogies, it is being used to
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maintain existing teaching approaches (Tanner, Dixon, & Verenikina, 2010). This gap between the
literature and the experiences of the participants also suggest that the barrier between the practices of
schools and the emerging literature (Aresti-Bartolome & Garcia-Zapirain, 2014). Consequently, it is
suggested that pre-service teachers must be trained in emerging ICT so that they may bring this
knowledge into schools. It is also evident that funding needs to be provided to equip schools with
emerging ICT and training to use it so that they may foster the social needs of students with ASD.

Integration was a key strategy that was suggested by both of the participants. The participants
suggested that integration allows students to access the curriculum and focus on their academic and
social goals. However, this is an extremely controversial aspect in the field of education. According to
the literature integration is not always successful as there is a conflict between meeting the social and
academic needs of the students with ASD whilst also meeting the needs of the other students in the
class (Humphrey & Symes, 2010; Lindsay et al., 2013; Soto-Chodiman et al., 2012; Akgul, 2012).
The literature also indicates that many teachers feel overwhelmed as they are not provided with the
time or training to adequately meet the needs of students with ASD (Brownell, Adams, Sindelar, &
Waldron, 2006). Scruggs and Mastropieri (1996) suggest that whilst teachers are not provided with
adequate support, their perceptions of inclusion are tainted and therefore, their inclusive practices will
not be successful.

In contrast, the opposing field of the literature supports the use of inclusive practices proposed by the
participants. Boutot and Bryant (2005) stressed that when students with ASD are exposed to inclusive
settings, they are accepted, visible and members or peer groups. This is vital for students with ASD as
having reciprocal relationships with peers is key to a child’s social, emotional, and even cognitive
development. McGillicuddy and O’Donnell (2004), also highlighted that integration allows students
to learn social skills and how to implement them appropriately in social situations. Harper, Symon and
Frea (2008) suggest that integration provides opportunities for students to develop their social skills,
particularly through the use of peer mediation strategies. This was not something suggested by the
participants; however, it is a method that is strongly supported in the literature.

Hence, it is suggested that a school education team should determine if inclusion will contribute to a
student’s progress towards their social goals and ensure that the teachers facilitating this inclusion
have been provided with professional development to support the social needs of these students. It is
also suggested that all teachers are provided with training to support students with ASD. Additional
barriers include negative and discriminatory attitudes and practices, lack of support to facilitate
inclusive education, and inadequate education and professional development for teachers and other
professionals. Critical to addressing all of these barriers is recognizing and disestablishing ableism in
Australia (Cologon, 2013).

Certain limitations must be considered when interpreting the findings of this study. Firstly, this study
is limited to the views of only two teachers participating in the case study analysis. Specifically, the
participant selection of this study was purposive. Therefore, each of the participants was willing to
volunteer and made it clear to the student researcher that each was passionate about inclusive
education and integration. Thus, the findings are not generalizable as the study excluded a broader
range of opinions and perspectives such as those of counsellors. Additionally, both of the teachers that
are being interviewed are also from the same school. The study did not include a wide range of
participants representing various socio-economic backgrounds or school sectors. However, the
findings are valuable as primary teachers are extremely busy and to find two willing participants was
highly valuable.

As the scope of the study was limited to investigating the use of social support strategies that teachers
use within the classroom, the constraints of this study did not allow for analysis of whether the social
support strategies cited by the participants were actually successful in assisting the student’s social
interactions and learning outcomes. Further future studies could include the views of students with
ASD to broaden the scope and include their perspectives and voice (Goodall, 2018).
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Finally, the findings in this study have offered a considerable amount of information that can be used
to establish effective practice that targets the social needs of students with ASD. However, due to the
small number of perspectives explored, this study has the potential to limit its findings to a relatively
small school locality within the area of metropolitan Western Sydney. It is therefore recommended
that further studies be conducted on larger numbers of teachers across different areas and school
systems. Conducting a larger study and comparing the results to this study might help other school
systems discover additional perspectives on the subject. Furthermore, a future study may focus on
measuring the use and effectiveness of the strategies suggested and discussed in this study.

There is a plethora of research conducted on ways to provide students with ASD academic support.
However, there has been a lack of literature available targeting the perspectives of teachers towards
the use of social support strategies to support the social interactions of students with ASD. According
to the Australian Bureau of Statistics (2016), the prevalence of ASD amongst children in Australia
continues to grow. This translates to more students enrolling into primary classrooms with this
condition. Teachers are required to adhere to the Disability Discrimination Act (Commonwealth of
Australia, 1992) and the Disability Standards for Education (Commonwealth of Australia, 2005). This
involves educators providing an equitable education for all students. Our research study has
contributed to this field of research and the education sector more broadly, by providing a unique and
deep understanding of teachers open ended perceptions of social support and its use for students with
ASD in primary classrooms.

This study’s findings highlight the significant and vital need for the use of social support for students
with ASD. The participants highlighted a range of social support strategies that teachers may use
within the classroom to support the needs of students with ASD. This study directs teachers, schools,
universities and pre-service teachers towards the use of positive pedagogies and approaches to
inclusive education. It is recommended that all primary teachers consider the best practice of social
support within their own classroom to foster the social growth and needs of students with ASD.
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Abstract

The importance of the family factor in the process of providing the child with literacy skills has been demonstrated by many
studies. From this point of view, family literacy level emerges as an important factor in developing the literacy skills desired
to be given to the child. This importance has increased even more due to the Corona (COVIT-19) virus pandemic, which is
experienced all over the world. Because of the fact that educational institutions, including primary education level, have
switched to distance education, the time period spent by students with families has increased. According to education experts
education system will not be the same after the pandemic. If distance education is made permanent, how ready are families?
It is important to take steps towards determining this situation and eliminating possible deficiencies. In addition to the duties
of educators and those responsible for education to solve the current problems, there are also preparatory tasks for the
expected educational models in the future. If these tendencies are not done correctly and preventions are not taken, great
problems may arise in terms of education. In this study, the aim is to determine the family literacy levels of the students'
parents who are enrolled in the primary school 1st grade level and to determine how ready they are for this process. This
study was designed as a survey model that aims to evaluate family literacy skills in terms of various variables. The study
group of the research consists of 460 parents who have children enrolled in the primary education institutions of the first year
in the 2019-2020 academic years. Family Literacy Scale was used as data collection tool. In data analysis process, the t-test
and ANOVA tests were used. In line with the research, the family literacy levels of the participants were found to be
medium.

Keywords: Family literacy, distance education, early childhood, corona.

INTRODUCTION

Early childhood, which begins with the birth of the individual and continues until the age of 8, is one
of the critical periods in development (Bredekamp, 2015; Copple & Bredekamp, 2009). Experiences in
this period make great contributions to the development of the individual. Significant foundations of
social, emotional, psychomotor and language skills acquired during adulthood are laid in this period
(Bredekamp, 2015). The studies carried out in this field date back to Plato and Aristotle. After 1900,
important information about early childhood was obtained through observational studies of theorists
such as Dewey, Piaget, Vygotsky, who are prominent in the field. Literacy skill is one of the skills to
be developedthis period, and the knowledge and experiences gained during this period lay the
groundwork for being a good literate (Altinkaynak & Akman, 2016).

Literacy Skills in Early Childhood

Literacy (UNESCO, 2004), which is defined as the ability to read and write, containing a set of skills
and knowledge, by understanding a simple statement about one's daily life, is a process that begins
with the birth of the individual (Kahraman, 2013). Children who interact with their environment from
birth gain much of their literacy experience before starting school (Cunningham & Moore, 1995). The
child's experiences about literacy before starting school are explained in the literature with the concept
of “emergent literacy”. Emergent literacy is defined as “progressive development of literacy skills in
preschool period with the effect of printed reading aids in the child's family and social environment”.
At the beginning of this process the child cannot distinguish between the surrounding items. All
objects around the child have the same meaning for him. After end of this process, the child begins to
recognize the literacy documents. In the second stage children begin to imitate adults in reading and
writing. They pretend to read the written documents by imitating adults. In the following days,
children start to discover some rules of reading by observing adult family members reading books and
newspapers. In this process, children start to develop pseudo reading by discovering that the eye is
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moving from right to left and from top to bottom while reading and the pages of books and
newspapers are turned from left to right during the natural observation process. In the following days,
children start to establish a relationship between the language of speech and written language by
observing the family members while they are reading. Thus, they begin to discover that what has been
written can be said and what has been said can also be written. In the last stage the parents support the
child consciously for reading and they do reading studies together (Cunningham et all., 1995; Roe,
Smith &Burns, 2011).

The Importance of Family in Literacy Skills

As seen in the emergent literacy development stages, the child's interest in reading and writing and the
first literacy experiences begin in the family (Turan & Akoglu, 2014; Connor & Craig, 2006). The
literacy journey that starts in the home environment where the individual was born in to continues
throughout his/her life by being affected by the developmental factors of the child and by the
environment in which s/he is located. It is stated that children growing up in environments equipped
with rich literacy stimulants in the preschool period have successfully transitioned from the early
literacy process to the traditional literacy process (Justice and Ezell, 2004). Additionally, in the studies
carried out in this field, the importance of family was emphasized in the process of gaining the child's
literacy skills. This supports that what child receives from his family has an impact on his future
school success. Many studies have also shown that reading books to children (Justice, 2006; Powell,
Diamond, Burchinal & Koehler, 2010; Sim & Berthelsen, 2014) and reading together from an early
age (Giines, 2018; Niklas & Schneider, 2015; Hindman, Skibbe, & Foster, 2014) have positive effects
on children's language and developing literacy skills (Coskun & Deniz, 2019; Picq et al., 2014).
Indeed, the child is affected in the environment in which he lives from the moment s/he was born, and
that the socioeconomic and cultural environment is closely related to his readiness to read was proven
(Temel, Aksoy & Kurtulmus, 2015; Oktay, 2010).

In the aforementioned studies, the importance of the family in early childhood is emphasized and it
was mentioned as an important factor in school success. In other words, family prepares the child for
school life. In school life, teachers are responsible for developing the lack of pre-skills that students
bring from home, and there is a chance for the deficiencies in the family environment to be corrected
at school for the skills that should be gained in early childhood. While the family is solely responsible
for education until the child starts school, it shares this responsibility with the educational institutions
when child starts school. In summary, family and educational institutions share the educational
responsibility of the child who is in school. However, the phenomenon of ‘shared responsibility’
between family and school may be different in some situations such as "homeschooling™. The primary
responsibility in the “homeschooling education” practice is on family (Barratt-Peacock, 2003; Harding
& Farrell, 2003) and the "homeschooling™ has become more common in countries such as Canada,
England, Germany, Israel, Belgium, France and Denmark recently (Kunzman & Gaither 2013;
Neuman & Guterman 2013; Ray 2011; Blok & Karsten 2011; Basham, Merrifield & Hepburn, 2007;
Cooper & Sureau, 2007; Green & Hoover-Dempsey, 2007; Collom, 2005). In order to better
understand the concept of homeschooling, some definitions are given below.

Homeschooling

Waggoner (2005) defines the concept of homeschooling as “a method of education that has been used
by parents for hundreds of years to train children at home for the transfer of traditional values and
characteristics that keep the family institution to the next generations”. According to the USA official
records, homeschooling practice is defined as “educating school-age children at home instead of
school” (Basham et al., 2007). Petrie (1995) defines homeschooling as “educating children in their
own homes by their parents or private teachers who they hire”.

In numerous academic studies, the reasons for choosing the home education system of the families
were investigated. Poor learning conditions, bad climate in schools, and lack of safety are the most
obvious reasons for homeschooling (Guterman & Neuman 2017; Redford, Battle, & Bielick 2016;
Neuman & Aviram, 2015; Anthony & Burroughs, 2010; Green & Hoover-Dempsey, 2007).

Copyright © International Online Journal of Primary Education 36


http://www.iojpe.org/
https://www.tandfonline.com/doi/full/10.1080/03055698.2018.1446336
https://www.tandfonline.com/doi/full/10.1080/03055698.2018.1446336
https://www.tandfonline.com/doi/full/10.1080/03055698.2018.1446336
https://www.tandfonline.com/doi/full/10.1080/03055698.2018.1446336
https://www.tandfonline.com/doi/full/10.1080/03055698.2018.1446336

W 10JPE

WWW.i0jpe.org
International Online Journal of Primary Education 2020, volume 9, issue 1

"Homeschooling” that is a common practice in various countries is not a very common practice in
Turkey. However, when considering the reasons of these countries’ practices, it may be said for future
there is a potential in Turkey. As stated in the current study, supported by academic studies, family is
an important factor in child’s literacy skills, even if they continue their education in school.
Considering “homeschooling” application, the importance of parents’ literacy is even more important
in cases where child’s education takes place at home. This effect of the family on the child's literacy
skills has taken place in the literature as the concept of family literacy.

What is Family Literacy?

The term “family literacy” was described by Denny Taylor (1983) as a process where family members
learn together how to become literate, increase literacy. Ontario Literacy Coalition (2010) defines
family literacy as;

The development and use of literacy skills in a family's daily life, including how families use
literacy in their everyday tasks; help their children develop literacy skills; get involved in their
children's education; and use literacy to maintain relationships with each other and with their
communities (cited in McCarty, 2017).

The concept of family literacy that is used in the early years was a broad concept that included the
subjects needed for families to be healthier, more cultured and happier, such as budget, health,
cleaning and care, language learning, child psychology, and communication. In later years, the concept
of family literacy became a concept that includes family-child literacy and read-write activities.
Family literacy includes families' own literacy experiences and studies that will help their children's
reading and writing experiences (Power, 1992). As can be understood from the definitions, family
literacy refers to the set of activities of preparing children for the literacy process and supporting the
development of their skills in this process by their family.

The importance of the family factor in the process of providing the child with literacy skills has been
demonstrated by many studies (Hindman, Skibbe, & Foster, 2014; Sim & Berthelsen, 2014). From this
point of view, family literacy level emerges as an important factor in developing the literacy skills
desired to be given to the child. This importance has increased even more due to the Corona (COVIT-
19) virus pandemic, which is experienced all over the world. Because all educational institutions,
including primary education level, have switched to distance education and the time period spent by
students with families has increased. In this period, distance education was chosen as a popular choice
to meet educational needs (Ozonur, Yanpar-Yelken & Sancar-Tokmak, 2018). Education experts have
expressed that education will not be the same after the pandemic. If distance education process is made
permanent, how much are the families ready for it? It is important to take steps towards determining
this situation and eliminating possible deficiencies. In addition to the duties of educators and those
responsible for education to solve the current problems, there are also preparatory tasks for the
expected educational models in the future. If these tendencies are not done correctly and preventions
are not taken on time, great problems may arise in terms of education. Accordingly, within the scope
of the present study, it was aimed to determine the family literacy levels of the students' parents who
are enrolled in the primary school 1st grade level and to determine how ready they are for this process.
The main research problem of this research was “What are the literacy levels of families and how do
gender, income, employment and education levels affect this level?”

METHOD

Research Model
This study was designed as a survey model that aims to evaluate family literacy skills in terms of
various variables.
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Participants
The study group of the research consists of 460 parents who have children enrolled in the primary

education institutions of the first year in the 2019-2020 academic years. The characteristics of the
working group are given in Table 1 below.

Table 1. Descriptive statistics about working group characteristics

Characteristics F %
Gender

Woman 231 50.22
Man 229 49.78
Total 460 100.0
Employment status

Yes 235 51.08
No 225 48.91
Total 460 100.0
Education status

Primary school 153 33.26
High school 152 33.04
University graduate 155 33.69
Total 460 100.0
Income status

Lower (500 $ or less) 156 33.91
Medium (501 $ and 7000 $) 153 33.26
Upper (7001 $ and above) 151 32.82
Total 460 100.0

Data Collection Tool

In the research, Family Literacy Scale developed by Kilig, Dogan and Ozden (2017) was used. The 5-
point Likert-type scale consists of 32 items, while the lowest score that can be obtained from the scale
is 32, while the highest score is 160. The explanatory factor analysis results showed that the scale is
composed of three factors: parental literacy (16), child literacy (12), and early literacy (4). The
reliability coefficient for the scale was found to be a = .89. Within the scope of this study, the
reliability coefficient of the scale was found to be .87.

Data Analysis

In the data analysis process, as the first step, the measures of central tendency were examined to
determine whether the obtained data d a normal distribution. It was determined that the mean, mode
and median values of the variables were close to each other, and the skewness and kurtosis coefficients
(-.527 and -.989) were within the normal distribution range. The skewness and kurtosis coefficients
between +1 and -1 are a positive indicator for normal distribution. The normality test for literacy
scores is given in Table 2.

Table 2. Normality test for literacy scores

Kolmogorov Smirnov Shapiro-Wilk
Test statistics df P Test statistics df P
Literacy Level ~ .371 460 120 .769 460 .099

*p<.05

When we look at Table 2, it is seen that the scores of literacy levels obtained within the scope of the
research showed a normal distribution (Kolmogorov Smirnov (p = .121) and Shapiro-Wilk (p = .099).
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After the determination of the normal distribution, it was decided to use the t-test, ANOVA tests and
post-hoc, which are among the parametric tests to compare two and more independent groups.

RESULTS

In this section, the findings of the research are tabulated. Table 3 shows the mean scores of the literacy
levels of the study group.

Table 3. Descriptive statistics regarding the average of literacy level

n Min. Mean Max. Std.Dev.

FLL 460 55.35 87.06 142.03 18.28

FLL: Family Literacy Level

The average score of the participants regarding the literacy level was found to be Mean = 87.06
considering that the maximum score that can be obtained from the scale is 160, it can be said that the
scores obtained are at a medium level. The t-test results related to the differentiation of literacy levels
by gender are given in Table 4.

Table 4. T-test results regarding gender

Grup n Mean Std.Dev. t P
Woman 231 101.28 13.22 3.31 .000*
Man 229 72.842 12.03

*p <.001

As seen in Table 4, the scale scores of the participants' literacy levels differ according to gender (p =
.000). This differentiation shows that the literacy levels of female participants are significantly higher
than the male participants. The t-test results related to the differentiation status of literacy levels
according to the employment status are given in Table 5.

Table 5. T-test results regarding employment status

Grup n Mean Std.Dev. t p
Employed 235 76.13 12.42 2.75 .000*
Unemployed 225 97.99 12.98

*p <.001

The scale scores of the participants' literacy levels differ according to their employment status (p =
.000). This differentiation shows that the literacy levels of the unemployed participants are
significantly higher than the employed participants. ANOVA results regarding the differentiation
levels of literacy levels according to the education level are given in Table 6.

Table 6. ANOVA results for educational situations

Sum of Squares df Mean Square F Sig. Post-hoc Dif.
Between groups 48912.122 2 24456.061 112.044 .000* 2-1
Within groups 98877.107 458 215.888
Total 147789.229 460 2-3

*p<.001

The scale scores of the participants' literacy levels differ according to their educational status (p =
.000). Post-hoc test was carried out to determine from which variables this differentiation was
originated. It was determined that the secondary school graduate participants (2) (x=105.4 + 13.61)
had significantly higher literacy levels than primary (1) (x¥=77.74 + 12.45) and university graduates (3)
(x=78.04 + 12.51). ANOVA results regarding the differentiation status of literacy levels according to
income status are given in Table 7.
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Table 7. ANOVA results for income situations

Sum of Squares df Mean Square F Sig. Post-hoc Dif.
Between groups 47872.821 2 23936.411  113.754 .000 2-1
Within groups 95321.446 458 208.125
Total 143194.267 460 2-3

*p < .001

The scale scores of the participants' literacy levels differ according to their income status (p = 0.00).
Post-hoc test was carried out to determine from which variables this differentiation was originated. It
was determined that the participants with medium income (2) (*=103.4 = 13.42) had significantly
higher literacy levels than those with low (1) (x=78.73 = 12.59) and high income (3) (¥=79.05 +
12.77).

DISCUSSION and CONCLUSIONS

The results obtained within are discussed within the scope of the families' level of readiness for future
education models (distance, home education, etc.) and the factors affecting these preparation levels.

Families’ Level of Readiness for Future Education Models

The family literacy levels of the participants were found to be medium in this research. Considering
the new educational models that may occur in the future, family factor and its contribution will be
more valuable in the development of children's literacy skills. In this period, when the task for families
increases, the level of family literacy may not be sufficient in order to carry out the process properly.
This is due to the fact that it has been demonstrated with the studies that family support in developing
literacy skills in early childhood has great contributions in the development of these skills in children.
Reading, writing and language activities organized by families in home environment contribute to the
development of children's stronger literacy and language skills (Coskun & Deniz, 2019; Picq et al.,
2014; Weigel & Martin, 2007).

The fact that the persons responsible for education carry out studies to increase the literacy levels of
the families will contribute to the improvement of the situation achieved within the scope of the
current study. This idea was supported in studies in this field, family literacy programs were developed
and their effects were investigated (Wilson, 2017; Morrow, 2015; Niklas & Schneider, 2015; Wasik &
Van Horn, 2012; Barratt-Pugh & Allen, 2011). These programs were aimed at helping parents to
support their children’s literacy skills. It was concluded that the family literacy programs put into
practice are very effective and positively affect the child's literacy skills and intra-family
communication (Al-Maadadil, Ihmeideh, Al-Falasi, Coughlin & Al-Thani, 2017). There are family
education programs in Turkey and the effect of these education programs on literacy skills and
attitudes of children was investigated (Coskun & Deniz, 2019; Kilig, 2018; Altinkaynak & Akman,
2016). The increase in the number of these kinds of programs is considered necessary for families in
Turkey to be able to contribute to the education of their children. Steps should be taken before it is late
since the problems will grow in the future.

Factors Affecting Family Literacy Level

As a result of the research, it was concluded that the literacy levels of female participants are higher
than the male participants. This result is thought to stem from the family structure. While men dealt
with hunting and gathering in nomadic societies, women were responsible for housework and child
education. With the developing societies, women have started to work, but their responsibility for the
development and education of children has not changed. In summary, the fact that mothers were
primarily responsible for the education and development of the child affected the result obtained.
There are not only similar situations in Turkey but also in the world. Studies have shown that mothers
have more effects on child education (Nixon, 2012; Goodman & Gregg, 2010; Saracaloglu, Bozkurt,
Serin, 2003). In addition, it was revealed in studies that the majority of the participants in family
literacy education are women (McCharty, 2017).
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It was determined that the literacy levels of the unemployed participants were higher than that of the
employed. In addition, the literacy levels of secondary school graduates are higher than primary and
university graduates. Literacy levels of middle income participants are higher than low and high
income participants. It is an expected result that the non-working participants have higher literacy
levels than the working participants. Because parents at home have a chance to spend more time with
their children and are more interested in their education.

The secondary school graduates’ higher level of literacy compared to primary and university graduates
is seen as an unexpected result. In addition, the middle-income participants’ higher level of literacy
compared to the low- and high-income participants is another unexpected result. When the scale used
within the scope of the research is taken into consideration, the criterion that the items are measuring
is the time parents spend to contributing their children’s literacy skills. It is estimated that high-income
families share the education responsibility of their children with both private schools and private
teachers that reduce the time they allocate to this process. Likewise, the time higher education
graduate families allocate to their families is shorter because they mostly work. This situation is
thought to be the reason for the result obtained in this research. It is thought that low income and
primary school graduate families are the other reasons of this result due to their livelihood anxiety and
their inability to support their children academically. It is possible to overcome these deficiencies
through family education programs (Burgoyne, Gardner, Whiteley, Snowling, & Hulme, 2018; Doyle
& Zhang, 2011).

Within the scope of this research, family literacy levels, which have a positive effect on children's
literacy skills, have been investigated. Due to the pandemic that the whole world has experienced,
education has been adapted and responsibility of families for the education of their children has
increased. After the pandemic, it becomes important to determine if and how families are ready for
this process if the current education system is permanent. This factor makes the current study
important. Literacy levels of the families participating in the study were found to be medium.

It is concluded that families need training in order to contribute to their adaptation of the education
system to be established in the future. Thanks to these trainings, families will be able to spend more
quality time with their children and will contribute positively to their literacy skills. In the studies
carried out in this field, the accuracy of this argument has been demonstrated (Lonigan & Gibson,
2018; Parpucu & Ding, 2017; Bayraktar & Temel, 2014; Yazic1 & Kandir, 2014; Peterson, 2012;
Puranik, Phillips, Martini & Senechal, 2012; Eva, Lau & Nirmala, 2011; Schmit, Simpson & Friend,
2011). There will always be families working and not spending too much time with their child. It is
possible to find a solution of this problem by training the responsible persons of education of children
about the family literacy education.
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Abstract

Speaking is one of the four basic skills, which mother tongue teaching is expected to build up. The enhancement?of their
speaking skills is important for the mother tongue teacher candidates, who are expected to enhance this skill. In this study
this has been the starting point; the effect of drama method on verbal expression class, which was attended by mother tongue
teacher candidates, was inquired. Mother tongue teacher candidates’ perception of their self-sufficiency in speaking and their
attitude towards speaking have constituted the fundamental point of the research in order to identify the effect of creative
drama method on the skill of verbal expression. Mixed method, in which is a combination of quantitative and qualitative
methods, was used for the research. Explanatory sequential pattern was used in the research in order to bring an explanation
to quantitative results. The study group of the research consisted of 90 students, who attended 1%t Grade Verbal Expression
class of Turkish Language Teaching Department of Dokuz Eyliil University, Buca Faculty of Education, at the spring term
of 2017-2018 academic year. Experimental and control groups had 45 students each. Attitude scale towards speaking and
self-sufficiency were applied to students of both groups at the quantitative dimension of the research, both pre and post
implementation. The covariance analysis (ANCOVA) was carried out in order to enable the analysis of
differences between the groups via statistical methods, as per dependant variations. Arithmetic average, standard
deviation and percent values were included as descriptive statistics. Semi-structured interview form was used for the
qualitative aspect of the research. Acquired data was resolved via content analysis. As per the comparative analysis of
quantitative findings, it was seen that there was a significant difference in favor of the experimental group with regards to
their attitude toward verbal expression and their perception of self-sufficiency in speaking. Quantitative findings were
supportive of the qualitative ones. Teacher candidates made statements that their perceptions of self-sufficiency in speaking
and their attitudes toward speaking were enhanced in drama-based classes.

Keywords: Speaking skill, attitude, perception of self-sufficiency, motions and thoughts

INTRODUCTION

Speaking is one of the four fundamental language skills and is required to be improved via mother
tongue teaching. Sever (2000) states that mother tongue teaching has aims of making individuals; gain
such linguistic skills that they can realize a solid, clear and effective communication; enhance their
intellectual capacity and contribute to their processes of maturation and socialization. Tirkel (2013)
specifies that the fundamental aim of mother tongue teaching is the development of four basic
language skills (speaking, writing, reading and listening) of students; points out that the above
mentioned skills have a significant effect on the socialization of the individual and emphasizes that
there is a strong relation between a higher level of intellectual ability and language teaching.

As for Katranci (2014); speaking is the transmission of acquired knowledge and concepts that people
created in their minds and their expression via sounds, following an evaluation that is carried out in
their brains. Aktag and Gilindiiz (2002) points out how the process of speaking functions. In this
functioning, during the process of speaking, which has physical and mental qualifications; firstly the

1 This study was developed from the post-graduate thesis of Mr.Koray Oz, named “Opinions of Turkish Language Teacher
Candidates Regarding Drama Based Verbal Expression Classes”
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data in the mind is revised; the purpose and the limitations as regards to that purpose are determined
and eventually the emotion and thought that are desired to be expressed is made ready in the mind.
Finally, these emotions and thoughts are vocalized via our organs that enable us to speak.

Speaking, which is one of the four skills that mother tongue teaching is expected to develop, has a
significant role in communication and learning. Temizyiirek and Temizkan (2011) states that speaking
is very significant for the individual to express himself to others and adds that, the enhancement of
use of language, which is the basic communication element of the individual and ensuring that the
individual can build a healthy communication within the society are among the basic objectives of
Turkish language teaching. He also emphasizes that speaking skill is the starting point of important
implementations such as reading and writing. He states that the speaking skill has a vital importance
in both personal and social aspects.

It is frequently emphasized in the related literature that individuals with immature speaking skills
experience or would experience communication problems. Adali (2009) emphasizes the effect of
speaking on the psychology, development of personality and hence socialization of the individual. As
for Adali (2009) people, who cannot transmit their emotions and thoughts to others in a healthy way,
feel insufficient and begin to build less communication after a certain time. Hence, this may cause
isolation of people inside the society and lose their self-confidence.

Yaman and Karaaslan (2012) states that the speaking skill, which is the foundation of mother tongue
education, cannot be developed sufficiently in our country and desired results cannot be attained. As
opposed to the common point of view, speaking is a skill that is difficult to mature. For Gogiis (1978)
this is due to ignorance of the main objectives of education and that the students are not educated in
accordance with these objectives and qualifications.

Yal¢in (2018) states that speaking as an innate skill, is not an asset that one can make use of this skill
effectively. Therefore, he strongly advocates that the individual is required to develop the skill of
speaking effectively in order to use his personal rights and fulfil his responsibilities, and accordingly
shall receive an effective education of language.

Speaking skill, with regard to its important role in communication, maybe said to have significance in
all fields of teaching. Gordon (2011) points out the importance of effective communication for the
teacher-student relationship. Taskaya (2012) referring to the significance of communication in
teacher-student relationship, states that it was suggested for the teacher candidates that they shall be
trained for the development of their communication skills. Yiiksel (2001) also points out the
significance of communication among the characteristics of a qualified teacher. With regard to the
above mentioned statements, it is possible to say that it is important to enhance the speaking skills of
all teachers, who would be role-models for their students, but primarily mother tongue and class
teachers.

Theoretical Background of the Study

There are various practices that are carried out for the development of speaking skills of students in
general and teacher candidates in particular. Various dimensions regarding the skill and teaching of
speaking emerge during these researches and implementations.

Aslan and Yayl (2019, pg. 6) advocate that speaking skill is no different from the others and that it
might be evaluated together with writing skills; however that there are controversies among two
regarding generation and social appereances. According to Hughes (2011), the generated appereance
of verbal statement are variable, temporary, unplanned, context-dependent and verbal/auditory.
Generated appereance of written expression is different.

Measurement tools are another field of study regarding speaking skills. Bozkurt (2019) analyzed these
measurement tools and identified below categories among them:
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Breathing

Utterance

Fluence

Organization of Speech
Content

Use of Language

Body Language
Interaction
Presentation

AN N N N N NN

Although these categories were presented by the researcher with the purpose of identifying the
evaluation criteria, it is also possible to claim that they are significant sub-skills of speaking. Bayat
(2019) states that linguistic production, which involves the act of speaking, is divided into various
stages by a variety of researchers and provides some samples. Bayat also introduces various models of
speaking. Major models, which were introduced by Bayat may be named as; Fromkin Speaking
Model, Garret Model, Dell Speaking Generation Model, Levelt Speaking Model. In all these models,
speaking process is introduced with stages, which vary due to small details among themselves. These
models contribute to the understanding and identification of the speaking process and determination
of the nature of speaking fully and correctly.

Hasircr (2019, pg.213) states the importance of planning in teaching speaking; however that teachers
are not qualified as per the model of teaching speaking and thus the development of students’
speaking skills is accidential. As per Hasirct’s reference to Burns and Goh (2012), planning cycle of
teaching speaking and objectives of each stage of it shall be previously introduced.

Yildiz (2019) emphasizes the importance of design of activity for the development of speaking skills
and eventually introduces the qualifications that shall be possessed in order for them to be effective.
According to Yildiz, major points that shall be considered regarding the design of activities are;
determination of students’ level of readiness, ensuring an intense participation in activities,
participation of students, particularly of timid nature, ability to attract attention during activities, the
presence of learning and assessment phases and not being limited with the acquisitions that were
stated in the program.

According to Ayka¢ and Cetinkaya (2019, pg.260), creative drama is one of the major methods that
would enable an effective procesburnss of teaching and learning. Drama would contribute to the self-
expression of the students and the development of their skills of listening and comprehension; because
drama provides students with a sense of language which enables them to understand its use in
different contexts, thus become social; and develop their skills for critical thinking and problem
solving.

Creative drama is identified as one of the methods for the development of speaking skill. It is
frequently encountered in literature that research implementations have been carried out in order to
determine the effect of creative drama on linguistic skills in general and speaking skill in particular.

Heathcote and Wagner (1990), stating that dramatic interactions contributed to the development of
intellectual and linguistic skills, emphasizes the positive effects of creative drama on learning.
Wagner (1998) states that drama had a positive effect on not only the linguistic development, but also
self-esteem, self-realization, empathy, helpfulness and attaining the qualifications of self-conception.

Stabler (1980) lists the objectives of creative drama method regarding the skill of speaking as;
development of self-esteem in speaking, enhancement of fluency in speaking, enhancement of
vocabulary, expression and development of emotions and thoughts, development of the skill of
building a communication, development of listening skill, development in the secondary language
usage, discussion, differentiation and evaluation.
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Aykag (2014) states that practices that adopt creative drama method enhance the language used by the
individual and its quality. Adigiizel (2012) reflects that the individual realizes a sincere
communication with the people of her imagination without any limitations during the process of
creative drama activities. Communication has a significant role within the aspect, aim and content of
scope of drama. Concept of communication is quite important for the participants of drama process.
The main concept that is required to be reached in the creative drama work is communication. When
the creative drama practices and practices that involve certain techniques of this method are analyzed,
it is observed that the process that is experienced makes the speaking of the individual more effective.
Students who participate in creative drama practices not only learn, but also have the opportunity to
develop several skills. Such skills may enable them to socialize, to increase their self-sufficiency, self-
respect and the respect that they feel for the society and to analyze incidents with an independent and
democratic attitude.

San (2002), states that creative drama method provides people with various speaking methods. He
emphasizes that drama has a unique style of language and therefore the student has the opportunity to
approach himself and his environment with a critical point of view.

Usakl1 (2011) indicates that drama is an effective method, which contributes to the students’ social
communication skills, their awareness and to the increase in their self-respect and respect for the
relationships that they experience as a group.

Considering these evaluations, it is possible to foresee creative drama as a method that could be
utilized for the teacher candidates to enable them to build an effective communication and develop
their self-sufficiency and attitude toward speaking. This study was realized with the objective to test
this foresight.

Research Problem
In verbal expression classes, do creative drama based teaching patterns have an effect on teacher
candidates regarding their attitude toward speaking and their perception of self-sufficiency?

Sub-problems
Sub-problems of this research are as listed:

1. s there a significant difference between the pre-test and post-test points of “Perception of
Speaking Self-Sufficiency Scale” of the experimental group, for which the verbal
expression class was structured with drama and the control group which was implemented
the teaching methods that were present in the program?

2. s there a significant difference between the pre-test and post-test points of “Verbal
Expression Class and Perception of Attitude Towards Verbal Expression Scale” of the
experimental group, for which the verbal expression class was structured with drama and
the control group which was implemented the teaching methods that were present in the
program?

3. What are the opinions of Turkish language teacher candidates about their perceptions of
self-sufficiency in speaking, before and after the experimental process?

4. What are the opinions of Turkish language teacher candidates about their own attitudes
toward speaking, before and after the experimental process?

5. What are the opinions of Turkish language teacher candidates about the comparison of
creative drama-based verbal expression classes and the ones that were carried out in a
traditional fashion?

Limitations

This research is limited with verbal expression classes and the “speaking skill”, as being one of the
fundamental language skills of teacher candidates, who attend 1% Grade Verbal Expression class of
Turkish Language Teaching Department of Dokuz Eyliil University, at the spring term of 2017-2018
academic year, for a period of 12 week semi-experimantal implementation.
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Research Design

Method of research is the mixed one which combines quantitative and qualitative methods. Johnson
and Onwuegbuzie (2004) state that the primary objective of mixed method research is the verification
and development of results by using quantitative and qualitative data and the secondary objective is
the creation of new research questions via data that is obtained by implementing quantitative and
qualitative methods. Creswell and Garrett (2008) emphasizes that the results, which are obtained by
combining quantitative and qualitative data in the mixed method researches, have strong aspects in
terms of clarification of research problems. Balci (2016) points out that in the mixed method
guantitative and qualitative data acquisition techniques are used simultaneously or that quantitative
and qualitative methods are implemented consecutively. In order to bring an explanation to the
quantitative results of the research, explanatory consecutive pattern, which is present within the
content of mixed method, has been used (Creswell, 2013). Accordingly, first the quantitative data was
acquired, then in the second phase, qualitative data was acquired via open ended questions on subjects
that were questioned within the quantitative data.

Study model is partly an experimental one, which is a random model with a control group of pre-test
and post-test. In the model with a control group, for which pre-test and post-test were used, there are
two groups that were formed via random method. One of these groups functions as the experimental
and the other as the control group. Therefore, for both groups that take place in the study, some
measurements shall be made before and after the experiment (Karasar, 2007: 97).

Within the semi-experimental model that was used in the research, effect of creative drama, which
was implemented on the experimental group, was taken as independant variable of research. Students’
attitudes toward verbal expression and their perception of self-sufficiency in speaking were taken as
the dependent variable.

Study Group

The study group of the research consisted of 90 students, who attended 1% Grade Verbal Expression
class of Turkish Language Teaching Department of Dokuz Eyliil University, Buca Faculty of
Education, at the spring term of 2017-2018 academic year. Experimental and control groups had 45
students each. As semi-experimental pattern was used in the research, convenience sampling method
was used for the selection of study group and the research was realized with the study group which
was selected via this method. Via convenience sampling method, the researcher has the opportunity to
reach convenient and volunteering participants easily. Thus, this method is frequently used in social
sciences (Gravetter & Forzano, 2018). In the experimental group, total of twelve drama-based
activities were implemented whereas for the control group, teaching activities that were already
present in the program were used.

Data Collection Instruments

In the study, two different scales were used for the acquisition of quantitative data. Prior to the
experimental work, measurements were realized by implementing “Verbal Expression Class and
Attitude Scale toward Verbal Expression” by Sallabag and Yelok (2009) and “Perception Scale for
Self-Sufficiency in Speaking” by Aydin (2013) to the teacher candidates. For the qualitative aspect of
the study, data was acquired via semi-structured interview technique in order to clarify the
guantitative data. For that purpose, a semi-structured interview form was created via expert opinions
and the subject was transformed into 3 themes of questions. First two of these three questions ask
about the attitudes which were questioned by quantitative scales and perceptions of attitude towards
self-sufficiency. Teacher candidates were asked to compare the class that they previously attended
(Freshman, 1* semester) and the experimental one via question number three. As the qualitative data
is directly related with the experimental process, they were not used for the control group. As the third
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question asks for the comparison of the previous class with the experimental process, this question
was not asked to the experimental group prior to the experimental process

Data Collection Process
The main study part of the research was composed of 3 different stages. These are; preliminary
measurement, experimental processes, last measurement.

1. Preliminary Measurement
Before the experimental process, teachers candidate were informed about creative drama and
program. Then; a preliminary measurement was carried out with the attitude and self efficacy scale.

2. Experimental Procedures

Experimental procedures started on 5 February 2018 and ended on 15 may 2018. The application
covered 12 weeks and 48 lessons.Achievements in the "verbal expression™curriculum with students of
the experimental group, achievements depending on the purpose of using your voice and body
language effectively (MEB 2006), creative drama workshops consisting of animation and evaluation
stages were implemented.In creative drama workshops, speaking skills that teacher candidates may
need in their professional lives are taken as the subject. In the control group, lessons were taught by
means of straight narration (question-answer) based on the acquisitions.

3. Last Measurement

"Attitude towards verbal expression” to experimental and control group students after the applications
and the last measurement was realized by applying "self-efficacy perception scale”. In order to
explain the quantitative data, the opinions of the students of the experimental group were collected
through semi-structured interview forms consisting of three questions. In the first two of these three
questions, opinions regarding the attitude and self efficacy perception questioned with quantitative
scales were asked. With the third question, candidates teachers were asked to compare the lesson
process they took before (1% grade 1% semester) with the experimental process.

Data Analysis

Analysis of Quantitative Data

At the quantitative aspect of this study, it is examined if there is any difference between the
experimental group, on which creative drama method was implemented and the control group for
which traditional program activities were used, in terms of attitude toward verbal expression and
perception of self-sufficiency toward speaking. For this purpose SPSS 22 (Statistical Package for
Social Sciences) packaged software was used. The effect of creative drama method, which is the
independent variable of the study, on the dependant variables of attitude toward speaking and
perception of speaking self-sufficiency was measured by ANCOVA method for the analysis of
differences between the groups in terms of dependent variables following the elimination of common
ones. At the end of the experimental process, in order to test the effectiveness of the experimental
process the co-variance analysis techniqgue (ANCOVA) was used to see whether there was a
significant difference between the post-test score averages which were corrected according to the
pre-test results of the experimental and control groups (Bonate, 2000; Biiytikoztiirk, 2006; cite in
Serin, 2011). The significance level was taken as .05 in the study.

Analysis of Qualitative Data

In the qualitative aspect of the study the experimental group were asked open-ended questions
regarding their emotions and thoughts about their speaking self-sufficiency and their attitudes toward
speaking, before and after the experimental practice that lasted twelve weeks. The third question,
which was aiming the post experimental process and asked teacher candidates to compare the verbal
expression class that they had taken previously (Freshman, 1% semester) and the verbal expression
classes that they participated during the experimental process, was asked after the experimental
process. Acquired data was analyzed via content analysis. Positive and negative emotions and
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thoughts were determined as basic themes of the analysis. Yildirim and Simsek (2011), pointing out
that the main objective of content analysis is to reach concepts and relations which are capable of
describing the acquired data, state that it is necessary to conceptualize the acquired data, organize
them logically according to occuring concepts and determine the themes that described the data.

FINDINGS

Cronbach Alpha values were used for reliability analysis. Results of reliability analysis of
measurement tools which were used in the research namely; “Verbal Lecturing Class and Attitude
Scale toward Verbal Expression” and “Perception Scale for Self-Sufficiency in Speaking” are
provided in Table 1.

Table 1. Results of reliability analysis of attitude scale toward speaking and perception scale of self-
sufficiency

Ratio of Reliability

Name of the Test Measurement Number of Statements (Cronbach’s Alpha)
Pre-test 30 90
. Measurement
Attitude
Post-test 30 94
Measurement '
Pre-test 46 94
. Measurement
Self-Sufficiency
Post-test
46 .96
Measurement

As per the analysis of reliability values, the ratios which were obtained in pre-measurement and post-
measurement may be evaluated as quite high. A reliability ratio of .70 and higher is considered to be
sufficient for the reliability of test scores for the tests which measure the psychological quality
(Biiytikoztiirk, 2015). Reliability values of the scales that were used in this study appeared higher than
.90, which might be considered as quite high. The Kolmogorov Smirnov test was used to see if a
distrubition of scores significantly differs from a normal distrubition (Field, 2009, p.145-147).

Table 2. Descriptive statistics of experimental and control groups and normality test results with
Kolmogorov-Simirnov Z

Dependent Independent Statistic df Sig. Skewness Z Kurtosis Z
Variables Variables
Pre-test Attitude Experimental 101 45 .200* 935 1.375
Control 120 45 .106 .600 .158
Post-test Attitude Experimental .103 45 .093 .827 372
Control .069 45 .200* 474 1.027
Pre-test Experimental 118 45 126 951 679
Self-Sufficiency Control .093 45 .200* 1.610 214
Post-test Experimental .083 45 .200* 432 728
Self-Sufficiency Control .088 45 .200* 1.443 .063

Kolmogorov-Simirnov Z was used to find out whether the scores of the dependent variables followed
a normal distribution within each subgroup and whether the variances were equal in order to measure
whether there was a significant difference between the means of the pre-test and post-test results of
the control and experimental groups’ attitude toward verbal expression and Self-Sufficiency skills by
means of ANCOVA.

Kolmogorov-Smirnov test for normality was performed for all dimensions (pre-test and post-tests of
attitude and self sufficient) to ensure that the data represented a normal distribution. A general
guideline for skewness is that if the number is greater than +1 or lower than —1, this is an indication of
a substantially skewed distribution. For kurtosis, the general guideline is that if the number is greater
than +1, the distribution is too peaked. Likewise, a kurtosis of less than —1 indicates a distribution that
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is too flat (Hair, et al., 2017, p.61). For small samples (n < 50), if absolute z-scores for either
skewness or kurtosis are larger than 1.96, which corresponds with a alpha level .05, then reject the
null hypothesis and conclude the distribution of the sample is non-normal (West, Finch & Curran,
1995). Skewness and kurtosis values are within £ 1 limits. Skewness and kurtosis indices were found
to be within the limits = 1.96. Parametric data should resemble a normal distribution for using the
parametric statistics techniques.

The measurements related to the experimental and control groups follow a normal distribution and the
variances are equal. In addition, the pre test and post test scores of the experimental group’s attitude
toward verbal expression and Self-Sufficiency skills, and there is a correlation at between the pre test
and post test scores of the experimental group’s attitude toward verbal expression and Self-
Sufficiency skills. All of the correlations are significant at the .05 level. The results can provide
evidence for the fact that there is a linear correlation between the pre and post test scores. With
respect to these results, the covariance analysis was used to determine whether there was a significant
difference between the means of the corrected post test scores according to the control and
experimental groups’ attitude toward verbal expression and Self-Sufficiency skills.

This part of the study consists of findings and comments that are the results of measurements
regarding the sub-problems of the research.

Findings Regarding the First Sub-Problem
As per the findings that were obtained from the results of ANCOVA analysis, findings of the first
sub-problem are provided below.

Table 3. Descriptive statistics of self-sufficiency test points as per the experimental and control
groups

Group N Mean Corrected Mean
Experiment 45 181.466 181.351
Control 45 164.622 164.738

Although a significant difference was not observed between the pre-test results of experimental and
control groups prior to the experimental process, ANCOVA analysis, which is adopted as a solid
statistic method by Biiytikoztirk (2015, p.111), was realized. ANCOVA analysis is a method which
enables the statistical control of variables that have a relation with dependent variable apart from the
independent variable, of which effect is being tested on both groups, also nhamed as common variable.
Shortly, the analysis determines whether the change in dependent variable is due to the independent
one (Kilig, 2017). ¥=181.466 average of post-test in the experimental group was corrected as
x=181.351; whereas ¥=164.622 average in the control group was corrected as ¥=164.738. The slight
difference between post-test averages and the corrected ones may be due to that there was no
difference in the results of pre-tests.

Table 4. ANCOVA Analysis of post test self-sufficiency points which were corrected as per the
pre-test results

Source of Variety Sum of Squares Sd Average of Squares F P n
Pre test 201.449 1 201.449 377 541 .004
Group 6172.919 1 6172.919 11.537 .001 117
Error 2748128.000 87 535.038

Total 2748128.000 90

When eta-squared value is analyzed, effect size was determined as n*- 117 medium (Cohen, 1992).
As per the ANCOVA analysis results in Table 3, a statistically significant difference was identified
between the post test test corrected average points among the experimental and control groups (F-s7)
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=11.537, p < .05). Therefore, it may be accepted that the creative drama method, which was
implemented on the experimental group, was effective on speaking self-sufficiency.

Findings Regarding the Second Sub-Problem
As per the findings that were obtained from the results of ANCOVA analysis, findings of the second
sub-problem are provided below.

Table 5. Descriptive statistics of attitude test points as per the experimental and control groups

Group N Mean Corrected Mean
Experiment 45 131.288 131.276
Control 45 114.822 114.835

x=131.288 average of post test in experimental group was determined to be a corrected average of
x=131.276; x=114.822 in the control group was determined as a corrected average of x=114.835.
Given that there was only a slight difference between the post test averages and the corrected ones, it
is possible to consider that there was no difference between the pre-test results.

Tablo 6. ANCOVA analysis of post-test attitude points for groups that were corrected as per the
pre-test results

Source of Variety Sum of Squares Sd Average of Squares F P n2
Pre-test 2.127 1 2.127 .009 .925 .000
Group 6041.603 1 6041.603 25.378 .001 .226
Error 2748128.000 87 535.038

Total 2748128.000 90

When eta-squared value is analyzed, effect size was determined as n*= 226 medium. As per the
avcova analysis results in Table 6, a statistically significant difference was identified between the post
test test corrected average points among the experimental and control groups (Fa-sn = 25.378, p <
.05). Therefore, it may be accepted that the creative drama method, which was implemented on the
experimental group, was effective on the attitude toward speaking.

Findings Regarding the Third Sub-Problem
What are the opinions of Turkish language teacher candidates regarding their perception of self-
sufficiency in speaking before and after the experimental process?

Table 7. Emotions and thoughts of experimental group students regarding their self-sufficiency in
speaking before the experimental process

Theme  Description Codes F %
Emotion  Speaking and its Positive
sub-factors (body language, tone of voice, giving examples, making use of similes) 10 22

Negative (implementation, being criticized, ineffective body language, 35 78
shyness, being bored, breath control, lack of eye-contact, swallowing
words, lack of integrity in speaking)

“I saw that it was ultimately useful, I learned how to get prepared for a speech in front of an audience
by experiencing it.”

“It was very useful, it taught us about the details and tricks of making a speech”
“Our verbal expression class was drama-based so it had a high permanence.”

“It was useful, I learned what was right and wrong for a speech, I made a progress between the first
and the last class.”
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“I learned how to use jests and mimics most effectively, I expressed myself comfortably as the
ambience was very friendly.”

“It was a fun class it addressed not only the hands or the brain, but all organs of the body. This class
would also be an extremely effective one for the growth of liberal, talkative and social individuals.”

“I felt very comfortable during the class, I expressed my opinions freely, this class was a privilege for

ER]

us.

“Class was no longer boring and I was looking for the class each week, I was learning while enjoying
the class and this is a very important thing, too. Shortly, this was the best verbal expression class |
have ever seen.”

“This class had a philosophical effect on me from the very first day. Instead of memorizing, I was
showing up and thinking. It was the most enjoyable class for me because | was able to get rid of the
fear of not being able to do it.”

“It was extremely effective for me, I learned to use my body language and tone of my voice. It was a
class that increased my self-confidence.”

“Learning about the body language was very useful.”

“T used to be timid and embarrassed. | overcame this problem and my self-confidence improved.”
“It had a huge contribution. I learned to speak publically.”

“It helped me speak fluently and without interruption.”

“It was bridge between learning and teaching.”

“I improved my communication skills, I am observing things regarding my relationships with other
people that I was never aware of.”

“It was absolutely useful, improvised speaking helped us to overcome our excitement and deal with
emergencies. We learned how to take advantage of missing parts, superman inside us showed up.”

“This class taught me how to speak effectively.”
“I was unable to express myself, I learned how to do it.”

“It increased my self-confidence, it made me build a more effective communication while talking to
others.”

“It was useful, I learned do’s and dont’s of a speech, I made progress between the first and last class.”
“Every subject of the class had a meaning, each subject taught me something.”
“I used to be scared of public speaking, but I overcame my fears after this class.”

“Participation of all students made the class permanent and it was effective for us to overcome our
fears.”

“Instead of just sitting down and listening, practice improved us.”

After the experimental process, replies of Turkish language teacher candidates regarding their self-
sufficiency in speaking may be considered as impressive. A student saying, “Superman inside us
showed up.” is revealing a significant awareness regarding the contribution of the process to himself.
Self-confidence, which is also observed in other students’ direct expressions, reveals itself in a
metaphorical way with this statement. Students evaluate these practices as a solution for body
language, excitement and being free from a timid identity, which are the most significant concepts of
verbal expression. As a conclusion, it is possible to claim that drama-based verbal expression
activities are very useful.

Copyright © International Online Journal of Primary Education 54


http://www.iojpe.org/

W 10JPE

WWW.i0jpe.org
International Online Journal of Primary Education 2020, volume 9, issue 1.

These expressions are supportive of the results of quantitative measurement regarding the perception
of self-sufficiency in speaking. Among the results of pre-tests and post-tests on perception of self-
sufficiency, there is a significant difference in favor of post-tests where all expressions turned from
negative to positive at the end of the experimental process.

Findings Regarding the Fourth Sub-Problem
What are the opinions of Turkish language teacher candidates about their own attitudes toward
speaking before and after the experimental process?

Table 8. Frequency and percentages of emotions and thoughts of experimental group students
regarding their attitudes toward speaking before the experimental process

Theme  Description Codes F %
Emotion Emotions Regarding the Positive
Method (willing, caring, joyous,) 8 17

Negative (not enjoying speaking, careless behaviour, no pleasure, 37 83
shyness, timidness, concern of being criticized)

Sample sentences regarding Table 8 are provided below:

“I refrain myself from public speaking.”

“I like speaking, but I don’t act carefully and attentively.”

“I enjoy speaking with my friends but I get nervous when I do didactic talks.”
“I am not always willing as I am afraid of receiving criticisms.”

“I try to pick my words carefully in public but this makes me nervous.”

“The feeling that I would make a mistake makes me nervous.”

“I lose my spontaneity when I try hard to be careful.”

“I try to look willing to persuade the person in front of me.”

“I enjoy talking among friends, I like discussing things.”

“I organize my way of talking as per the demand of the person speaking to me.”

Replies of questions, which were asked to experimental group teacher candidates regarding their
attitude toward speaking before the experimental process, were 37 negative answers among 45
students; whereas only 8 students used expressions that could be regarded as positive. As per the
expressions of teacher candidates, statements of attitude toward speaking before the experimental
process may be consired as quite far from the level desired.

Table 9. Frequency and percentages of emotions and thoughts of experimental group students
regarding their attitudes toward speaking after the experimental process

Theme  Description Codes F %

Emotion  Emotions Regarding the Method  Positive
(willing, attentive, joyous, self-confident, comfortable, careful, 50 100
enjoyable, effective, without hesitation, without concern)

Negative 0 0

Sample sentences of Table 9 are provided below:

“Instead of hesitating to speak, I started to take pleasure out of speaking.”
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“I can express the thoughts that I want to transmit to the person against me more easily.”
“I started to behave more carefully, I realized that people are affected by the way we talk.”
“My fear of public speaking decreased, because we made too much practice.”

“I used to be very nervous in case of improvised speeches but I think | speak more effectively after
the class.”

“Public speaking was not so hard actually.”
“The reason I was so excited while speaking was my lack of practice I am more comfortable now.”

“ As the effect of the way | speak increased | started to convince people more easily, and this gave
more pleasure to me.”

“I think that this class changed me, because now people care about what I have to say.”
“I realized how important words were. After the drama class, now I pick my words carefully.”

All the answers that were given to the open-ended questions, which were asked to the teacher
candidates regarding attitues after the experimental process, reflect quite a positive attitude. When the
answers given to the open-ended questions before and after the experimental process are compared,
the positive change in their attitude toward speaking is observed. These results are supportive of the
quantitative data, which was obtained from pre-test and post-test results.

The concepts which attract most attention among the expressions of the teacher candidates are self-
confidence and comfort. Students who talk willingly with self-confidence may be expected to
generate a positive attitude toward the class and hence speaking. Attitude is regarded as one of the
indispensable conditions for success. It is also possible to derive the conclusion from students’
expressions that motivation, which as well is one of the significant concepts of learning, also raised to
a very high level. Considering these points, it is possible to reach the evaluation that these activities
provide a significant contribution to the emotional aspect.

Findings Regarding the Fifth Sub-Poblem
What are the opinions of Turkish language teacher candidates about the comparison of creative
drama-based verbal expression classes and the ones that were carried out in a traditional fashion?

Table 10. Frequency and percentages of emotions and thoughts of experimental group students
regarding the experimental process

Theme Description Codes F %

Karsilagtirma Comparison  of drama-  Positive
based wverbal expression (Good that it is practical, permanent learning, more effective 50 100
classes with the previous classes, not passive but active, more educatory, joyous
ones. learning, feeling more comfortable, previous classes were
based on memorization, this one is practical)

Negative 0 0

Sample sentences regarding Table 10 are provided as below:

“As this class was not only theoretical like the previous ones, but had practice in it, it provided
permanent learning.”

“It has no negative aspects it was much more productive in terms of its functioning.”
“We had more opportunity to participate when compared with other classes.”

“It provided students more opportunity to participate.”
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“It was more useful than the others, I started to use my body language more effecively as it had drama
init.”
“This class, which was previously quite boring and dull, became quite joyous via this method.”

“Previous classes were so boring that I can hardly remember anything. No need for a comparison.”

“Previous classes of verbal expression were boring, ordinary and dull. I did not have the opportunity
to practise what I learned. Now we practised.”

“We used to forget what we learned in the previous verbal expression classes, but things we learned in
this class was permanent.”

“Previously we were only making speeches, but this semester we learned something in each class and
we enjoyed it.”

“I grasped the aim of this class in this semester.”

“No negative aspect. The positive aspect was that each student was active.”

“In the previous classes there was the narrative and the audience. It was not useful.”

“We were passive in the previous classes, we participated in this one and it became more effective.”

“We were not taught how we could talk correctly and more effectively. This class made us learn about
these.”

“We were not able to practise in the previous classes. In this class we had the opportunity to practise.”

“In previous classes we waited for our turn and went non-sense however in this class we learned
joyously.”

“We lived and we learned.”
“Previous class was very tense, this semester we were more relaxed in the class.”
“This class was more friendly. We dozed off in other classses, but we enjoyed this one.”

“Previous classes were based on memorization, but practices that we made in this class improved

ER]

me.

Comparative statements of Turkish language teacher candidates are remarkable. It is observed that
they perceived drama-based classes more positive than the previous ones. Negative statements
regarding classes which were carried out via traditional methods against the positivity of the emotions
and thoughts toward drama-based classes is quite thought-provoking. Previous classes were not
practical or even if they were, the practices were not as natural and spontaneous as practices of drama,
so it explains why drama-based classes were valued so much.

DISCUSSION and CONCLUSIONS

It is observed that the teacher candidates put forward a significant difference in favor of the
experimental group with regards to their attitudes toward speaking and perceptions of self-sufficiency,
in between creative drama-based speaking activities and the control group, with whom traditional
implementations were carried out.

On the other hand, in the experimental group students’ expressions regarding the effect of drama-
based classes on attitude toward speaking and perception of self-sufficiency, there were many positive
expressions about the positive contribution of the experimental process. Also in their comparions with
the previously used traditional processes, it is seen that they made expressions that were in favor of
the drama-based classes. Similar conclusions were reached in some other experimental studies, in
which creative drama was used as a teaching method. These studies were carried out by Temizkan
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(2011), Laurin (2010), Kara (2011), Ataman (2008), Giiler (2008), Arieli (2007) and Akoguz (2002)
with various age groups and grade levels.

As result of the research that they carried out, Larsen-Freeman (1986;78) observed that drama
practices increased self-confidence of the students. This observation has also been supported by the
results of this research. In this regard, it is possible to say that creative drama is not only effective in
qualifying people with many properties, but also effective in the development of self-sufficiency of
teacher candidates in speaking skillls.

The effect of drama training was shown in various studies for several fields, namely: development of
verbal creativity (Omeroglu,1990), supporting social and emotional development (Ceylan, 2009;
Kamaraj, 2004), supporting auditory, reasoning and operational skills (Erbay and Omeroglu 2013)
and development of creative thinking skills (Can-Yasar, 2009). Maden (2010) researched about the
effect of role cards, which is one of the drama techniques, on speaking skills and reached the
conclusion that role cards had more effect on the success in speaking skills than the traditional
teachings. It was also stated by the teacher candidates that their speaking skills were enhanced as they
felt happy and secure during the practices.

Aykag’s (2011) study was structured with a mixed model, which was a mixture of quantitative and
qualitative research methods, and was realized in order to determine the effect of kids’ literature-
based creative drama activities on speaking skills. At the end of the research, he obtained positive
results in favor of experimental group students and reached the conclusion that the creative drama
method was more effective on the development of the speaking skills than the program activities.

Basci and Giindogdu (2011) realized a study with a scanning model in order to identify the attitudes
and opinions of teacher candidates regarding the drama class. At the end of the study, the conclusion
was that creative drama method, when used effectively, provided permanent learning; developed self-
confidence, imagination and creativiy; provided a joyous learning and increased communication
skills.

Tiirkel (2013) analyzed the effect of creative drama method on the writing attitude and success by
using a semi-experimental method on a control group and identified that 85% of the group had
positive thoughts and emotions and that creative drama activities were more useful than the activities
in the MEB (Ministry of National Eduction) program.

Becker and Roos (2016) in his study that he realized in order to determine the attitude of students
towards the creative speaking activities in class, points out that natural qualities of children shall be
made use of for the improvement of their communication skills and emphasizes that children perform
much more effective and meaningful speeches in improvizational activities.

Nurhayati (2016), attracting attention to the point that the improvement of students’ writing and
speaking skills is not easy, realized a study in order to measure the effect of drama on these skills. As
a result of his study, the reached the conclusion that the creative drama method improved students’
body language, jests-mimics and entonation and thus their speaking skills.

Alvarado (2017) researched about the effect of drama and theatre activities on the speaking skills and
analyzed the implementations in the literature. As the result of his researches, he reached the
conclusion that classes which were structured via techniques of drama and theatre encouraged
students to talk and let them Express themselves more comfortably.

Sengiil and Unal (2018) analyzed the effect of creative drama method on communication skills and
reached the conclusion that it developed teacher candidates’ principles and basic skills of
communication, self-expression, active listening and non-verbal communication, willingness to
communicate and communication skills with its sub-aspects.

Kose (2018) realized a study on a single group in order to determine the effcet of creative drama
method on speaking skill. He stated that students were using very brief sentences before the study,
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whereas the observed during the recorded lessons of implementation that their speaking skills
enhanced and that there was a significant difference between early weeks and the last ones.

Dere (2019) realized a study by using a semi-experimental pattern with a pre and post-test control
group, on which he implemented a drama program of 12 weeks in order to provide them with a
willingness to communicate, the basic elements of communication, self-expression, active listening
and verbal and non-verbal communication skills. By the end of the process, he obtained significant
results in favour of the experimental group.

Millah (2019) realized a thesis study in order to improve students’ speaking skills via drama activities.
As the result of his work, he states, depending on the students’ statements, that their skill of
expression was improved as the enjoyed it and felt comfortable during the process.

It is seen that the conclusion of this research matches up with all the above mentioned studies and that
the results of this research support the results of the similar studies that were previously made. As a
conclusion, it is possible to state that creative drama is a useful method for teaching speaking and that
it is required to be used for all levels of education.

Suggestions
As per the results of this research, following suggestions may be provided for the enhancement of
attitude toward and self-sufficiency for speaking:

1. When the research results are analyzed, it is confirmed that Turkish language teachers’
attitudes and perceptions of self-sufficiency in speaking increased via implementation of
drama method. It would be useful if speaking training classes which adopted drama methods
would be included in the programs of the Faculties of Educational Sciences in order to
enhance the speaking skills of mother tongue teacher candidates and teachers of other
disciplines.

2. Active teachers may participate in creative drama based seminars of speaking for the
enhancement of their speaking skills.

3. Independent classes of creative drama and speaking or classes with the content of
communication may be included in the middle school and high school programs.

Instructors who teach verbal expression classes in faculties of educational sciences may be given
creative drama trainings and hence classes may become more effective.
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Abstract

This study examined the structural relationship between teachers’ career adaptability, emotional intelligence, striving for
goals, and setting life goals. We hypothesized that emotional intelligence would predict career adaptability, and that this
relationship would be mediated by striving for goals and setting life goals. A cross-sectional survey was conducted among
263 teachers, whose ages ranged from 21 to 69, with SEM and bootstrapping procedures employed. The results indicated
that teachers’ striving for goals and setting life goals directly predicted their career adaptability and fully mediated the effect
of emotional intelligence on career adaptability. We address the possible explanations and study limitations.
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INTRODUCTION

Some people, including many teachers, continue in their chosen profession for a very long time, or
even their entire working lives. During this process, loving and improving their profession affects
both the teachers and their students. For this reason, teachers must be adaptable during the course of
their careers. Career adaptability is defined by Savickas (1997, p. 254) as the “readiness to cope with
the predictable tasks of preparing for and participating in the work role and with the unpredictable
adjustments prompted by changes in work and working conditions.” In general, an increase in career
adaptability increases the commitment of individuals to their jobs and decreases job losses (Ito &
Brotheridge, 2005). Career adaptability also improves individuals’ employment opportunities
(Guzman & Choi, 2013) and helps them to utilize more job search strategies (Koen, Klehe, Van
Vianen, Zikic, & Nauta, 2010). Studies on the career adaptability of teacher candidates and teachers
(Ery1lmaz & Kara, 2017; Eryillmaz & Kara, 2018; McLennan, Mcllveen, & Perera, 2017) have shown
that it is an important factor for education and training. Thus, teachers must become more involved in
their career adaptability, both to be effective in the teaching process and to be happy in what they do.
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Career Adaptability and Emotional Intelligence

Teachers’ emotions and emotion regulation affect the teaching process, student success, and teachers’
affections (Sutton & Wheatley, 2003), meaning that teachers need to be adept at organizing their
feelings and emotions. Emotional intelligence (El) is one of the important concepts utilized in dealing
with teachers’ emotions, and it is defined in different ways. The most general sense of El is defined as
the capacity of individuals to perceive, understand, analyze, and manage emotions effectively and
validly (Mayer & Cobb, 2000). It is also defined as the ability to perceive emotions and to make
inferences with this information (Mandell & Pherwani, 2003).

Many studies have examined the relationships between EI and work life, and have associated EI with
problem-solving skills, customer satisfaction (Bardzil & Slaski, 2003), self-regulation, self-awareness,
and conflict resolution (Rahim & Minors, 2003). In addition, some studies have shown that El is an
important feature of individuals who lead in organizations (Dulewicz & Higgs, 2003), and in an
organized institution such as a school, teachers are the leaders of a class. Thus, El is important for
teachers because by increasing it, their job satisfaction increases (Wong, Wong, & Peng, 2010). It has
been found that an increase in teachers’ emotional regulation decreased their emotional exhaustion
(Chan, 2006), positively affected their leadership characteristics (lordanoglou, 2007), and increased
their personal accomplishment (Castillo-Gualda, Herrero, Rodriguez-Carvajal, Brackett, &
Fernandez-Berrocal, 2019). Emotional intelligence is therefore an important tool for success both in
school and in wider life (Epstein, 1998). Based on these findings and this information, the hypothesis
in this study is that EI increases teachers’ career adaptability.

Emotional Intelligence, Goal Setting, and Striving for Goals

There are studies that directly and indirectly examine the relationships between EI, goal setting, and
striving for goals. In general, when such an assessment is made, individuals with high EI are actively
structuring their careers; in other words, they set goals for their careers and strive to achieve these
goals (Morehouse, 2007). The relationships between El and setting goals and striving for them can be
examined in terms of the function of EI. MacCann and colleagues (2020) indicated that emotions are
managed with respect to personal goals. Study is suggesting that positive emotions are effective in
achieving individual goals (Sutton & Wheatley, 2003). Thus, the function of individuals using El is
that they move away from negative emotions and move towards more positive ones.

According to researchers seeking to explain the characteristics of El, it has three important features
(Ashkanasy & Daus, 2005). The first is that individuals are aware of their own and others’ feelings.
The second is that individuals can regulate their own and others’ feelings. The dimension of emotion
regulation is associated with goal setting and striving for goals because, in this process, individuals
use emotional activities to achieve certain goals and they exhibit certain emotions (Castro, Gomes, &
de Sousa, 2012). While determining the goals behind the activities that reveal emotions, and in the
realization of these activities, there is a process of striving for the goals. In short, in the process of
activating EI, we need to consider goal setting and striving for goals. Based on these findings and
information, the hypothesis established in this study is that EI increases both teachers’ goal setting
and striving for them.

Career Adaptability and Emotional Intelligence

When the relationships between goal setting and career adaptability are examined, it is seen that
setting for goals and goal striving is the precursor of career adaptability. First, determining goals helps
individuals to present a clear picture of their future. Moreover, the goals are a means of satisfying the
important needs of people as, especially in terms of industrial institutions, they aid both the work
performance and the effective planning of human resources (Greenhaus, Callanan, & Kaplan, 1995).
Several studies point to the struggle for career adaptability and goal setting and striving. For example,
in Greenhaus, Callanan, and Kaplan (1995), career management model individuals set various goals
and then strive to achieve them while using various strategies. As a result of this process, they
discover themselves and their careers; in other words, they increase their career adaptability.
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Greenhaus, Callanan, and Kaplan (1995) stressed that in the career management system, the goal-
setting process should be comprehensive:
Effective career management requires an understanding of the relationship between an employee’s
work life and his or her family and personal life. Many people pursue a career goal without regard
for its influence on the different facets of their lives. Work can often require an extensive time
commitment that conflicts with other aspects of our existence, including time for family, leisure,
community service, and self-development (p. 4).

In this study, career goals and relationship and body-sensory purposes have been added to the model.
In this way, the aim is to reach a model of adaptation in which the individual will spend his life in a
more balanced way. Based on these findings and information, the hypothesis established in this study
is that teachers’ goal setting and striving increase their career adaptability.

Emotional intelligence has been found to be an important factor in effective teaching according to
both student evaluations and teacher evaluations (Singh & Jha, 2012). In this, there are explanations
about the relationships between El, determining goals and striving for them, and career adaptability
(Avolio & Gardner, 2005; Castro, Gomes, & de Sousa, 2012; Parmentier, Pirsoul, & Nils, 2019).
Based on these studies, the hypothesis in this study is that setting goals and striving for them are
mediators between El and career adaptability.

METHOD
Participants and Procedure
The participants in this research were 263 teachers in Turkey (75% female) who were recruited via a
paper-and-pencil-based format. Participants who provided informed consent to participate voluntarily
completed a self-report questionnaire package, which took an average of 20 minutes. Table 1 provides
the participants’ details.

Table 1. Participant information

Variable n Valid %
Gender
Female 199 75.7
Male 64 24.3
Marital status
Married 143 54.4
Single 120 45.6
Perceived socio-economic status
Lower class 20 7.6
Middle class 232 88.2
Upper class 11 4.2

The participants ranged in age from 21 to 69 (M = 32.65; SD = 9.77); 143 (54%) were married and
120 (46%) were single. Regarding socioeconomic status, 20 identified as lower class (7.6%), 232
identified as middle class (88.2%), and 11 identified as upper class (4.2%).

Measures

Career adaptability

The Career Adaptability Scale (CAS; Eryilmaz and Kara, 2016) was used to assess teachers’ career
adaptability on a 5-point scale ranging from 1 (never) to 5 (very often). The CAS consists of 10 items
and 2 sub-dimensions: career exploration (e.g. | can easily adapt to changes in my professional plans)
and career planning (e.g. I’ve done career planning related to my profession). The CAS has yielded a
two-dimensional solution explaining 56% of variance, and confirmed (CFA: NFI = .95; NNFI = .97;
CFI = .98; IFI = .98; GFI = .94; RMSEA = .071). The CAS’s sub-dimensions have been reported to
have a Cronbach’s alpha of .84 and .71, respectively (Eryilmaz and Kara, 2016). In this study, the
Cronbach’s alpha coefficient was .87.
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Emotional intelligence.

The Trait Emotional Intelligence Questionnaire — Short Form (TEIQue-SF; Petrides & Furnham,
2000a, 2001) was used to assess teachers’ EI on a 7-point scale ranging from 1 (completely disagree)
to 7 (completely agree). The TEIQue-SF consists of 20 items and 4 sub-dimensions: sociability,
emotionality, self-control, and well-being. The Turkish adaptation of the TEIQue-SF was carried out
by Deniz, Ozer, and Isik (2013). They found that the Turkish TEIQue-SF yielded to a four-
dimensional solution explaining 53% of variance, and confirmed (CFA: GFI = .95; AGFI = .92; CFI =
.91; RMSEA = .056; SRMR = .060). The TEIQue-SF’s sub-dimensions have been reported to have a
Cronbach’s alpha of .70, .66, .70, and .72, respectively (Deniz et al., 2013). In this study, the
Cronbach’s alpha coefficients were found to 0.83.

Striving for goals

The Striving for Goals Scale (SGS; A Eryilmaz, 2015) was used to assess teachers’ career adaptability
on a 4-point scale ranging from 1 (never) to 4 (very often). The SGS consists of 17 items and 3 sub-
dimensions: commitment to goals (e.g. I am a person who never accepts living without goals),
persistence in goal striving (e.g. When I can’t reach my goal, I’ll try my best to fix it), and giving up
on goals (e.g. T give up when I can’t reach my goal). The SGS has yielded to a three-dimensional
solution explaining 61% of variance, and confirmed (CFA: NFI = .97; NNFI = .98; CFI = .98; IFI =
.98; GFI = .94; RMSEA = .051). The SGS’s sub-dimensions have been reported to have a Cronbach’s
alpha of .88, .86, and .86, respectively (Eryilmaz, 2015). In this study, the Cronbach’s alpha
coefficients were found to be .73.

Setting life goals

The Scale of Setting Life Goals concerning Positive Psychotherapy (sSLG; Eryilmaz, 2012) was used
to assess teachers’ setting of life goals on a 4-point scale ranging from 1 (never) to 4 (very often). The
sSLG consists of 9 items and 3 sub-dimensions: achievement-career goals, relationship-based goals,
and body-sense life goals. The sSLG has yielded to a three-dimensional solution explaining 69.5% of
variance, and confirmed (CFA: NFI = .94; NNFI = .95; CFI = .97; IFI =.97; GFI = .94; RMSEA =
.077). The sSLG’s sub-dimensions have been reported to have a Cronbach’s alpha of .85, .72, and .72,
respectively (Eryilmaz, 2012). In this study, the Cronbach’s alpha coefficients were found to be .85.

Data Analysis

The collected data were analyzed utilizing SPSS 21.0 and AMOS Graphics. Descriptive statistics and
correlation analysis were performed first, before structural equation modelling (SEM) and
bootstrapping were carried out.

The SEM approach was used to test the proposed hypotheses of the relationships between career
adaptability, El, striving for goals, and setting life goals. Based on the recommendation of Anderson
and Gerbing (1988), a measurement model was first tested for an acceptable fit to the data using
confirmatory factor analysis. Once a measurement model was confirmed, a serial structural model was
analyzed using the maximum likelihood method. In order to evaluate the fitness of the SEM, chi-
square statistic (x?), x?/df ratio, CFI, RFI, GFI, TLI, SRMR, and RMSEA y?/df ratio < 5; SRMR and
RMSEA < .08; and CFI, RFI, GFI, and TLI > .90 were used as cut-off criteria (Hu & Bentler,1999;
Kline, 2015).

Lastly, the significance of the mediation effects was also determined using a bootstrapping procedure
with 10,000 bootstrapped samples. Significant mediation (i.e. an indirect effect) was established when
the 95% bias-corrected bootstrap confidence interval (CI) did not contain 0, as suggested by Hayes
(2013). The bootstrapping procedure has advantages over Baron and Kenny (1986) and Sobel’s
(1982) traditional approaches in testing mediation (Hayes, 2015; Preacher et al., 2007).
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RESULTS

Descriptive Statistics and Correlation

First, the mean, standard deviation, skewness, kurtosis, and inter-correlations of the variables were
analyzed (see Table 2). In this study, all the variables fell under the skewness with an absolute value
of .76 and the kurtosis with an absolute value of 2.31. Therefore, the variables satisfied skewness < 2
and kurtosis < 7 as a normal distribution (George & Mallery, 2010). In the correlation analysis, the
sub-dimensions of career adaptability were significant, and positively correlated with the sub-
dimensions of El (r = .18 — .40, ps < .01). In addition, the results indicated that the sub-dimensions of
career adaptability were positively correlated with the commitment to goals (r = .24 — .27, ps < .01)
and persistence in goal striving (r = .33 — .37, ps < .01). On the other hand, the sub-dimensions of
career adaptability were negatively correlated with giving up on goals (r = -.30 — -.37). There was a
significant association between each sub-dimension of career adaptability and the sub-dimensions of
setting life goals (r = .17 — .27, ps < .01).

Table 2. Correlations and descriptive statistics of the study variables

Bivariate correlations Descriptive Statistics
Variable 1 2 3 4 5 6 7 8 9 10 11 M SD S K
1. Career exploration A - 25.17 4.04 -1.1 23
2. Career planning A 58— 14.84 2.95 -49 .72
3. Sociability F! 337 18" — 19.59 3.75 .01 .19
4. Emotionality &' 287 .20 40" — 18.64 3.64 -.17 -.35
5. Self-control F! 24" 26™ 52" .33 — 18.38 3.97 -11 .11
6. Well-being & 407 29" 33" 17 387 — 19.71 3.85 .02 .25
7. Commitment of goals S¢ 277 247 127 217 14™ 36T - 19.08 3.26 -39 .91
8. Persistence in goal strivingS¢ 33" .37"" .23™ .17™ .36™ .45™ 53" - 15.97 2.46 -15 .32
9. Goals give up ¢ -.377-.30""-.42"-.34""- 53"~ 28™-.17""-.35"" — 11.15 3.79 .76 1.1
10. ACG S-S .30 .38™ .20™ .15 .20™ 37" .33" 437 -17" - 8.64 191 -25 41
11. RBG St8 217277 11 14" 05 .23™ .33 .37 -.09 547 - 8.39 2.00 -.35 .27
12. BLG S-S 17" 15" .14™ 11 .07 .26™ .24™ 28" -.05 .45™ 50" 8.35 1.91 -.15 .09

Note. " p <.05; ™ p < .01; CA Sub-dimensions of career adaptability; EI Sub-dimensions of emotional intelligence; SG Sub-
dimensions of goal striving; SLS Sub-dimensions of settings life goals; ACG achievement-career goals; RBG relationship-
based goals; BLG body-sense life goals; S skewness; K kurtosis

Measurement Model

As a first step in SEM, we tested the measurement models for the latent constructs of career
adaptability, El, striving for goals, and setting life goals. Each latent construct had indicators
consisting of the extant sub-dimensions of the corresponding scale. The CFA indicated that the
measurement model was a good fit to the data [x%us, n = 263 = 119.82, p < .001; CFl = .92; GFI = .93;
IFI = .92; SRMR = .055; RMSEA = .076] and all regression weights were significant at p < .001.
Thus, all four latent variables seemed to have been measured sufficiently by their respective
indicators.

Structural Model

We tested three alternative models in order to find a better relationship among the study variables.
First, a fully mediated model (Model 1), which contained mediators (striving for goals and setting life
goals) and no direct path from EI to career adaptability, was assessed. The results showed that Model
I fitted the data well [Xz(so, N = 263) = 132.786, p< .001; CFI =.908; GFI = .917; IFI = .910; SRMR =
.0585; RMSEA = .079]. Then, a partially mediated model (Model Il) that drew a direct path from El
to career adaptability was tested. While the fit indices of Model II were acceptable [y%us, N = 263) =
132.613, p < .001; CFI = .907; GFI = .918; IFI = .909; SRMR = .0584; RMSEA = .081], the path
between El and career adaptability was not significant (8 = -.125, p > .05). Therefore, we removed the
direct pathway between EI and career adaptability and tested the theoretically hypothesized structural
model (Model 111). In Model 111, striving for goals and setting life goals were tested as full mediators
in the relationship between EI and career adaptability, and the direct associations of setting life goals
with striving for goals and with career adaptability were added. Model 111 indicated a good model fit
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[xPwe, N =263 = 119.835, p < .001; CFI = .921; GFI = .928; IFI = .923; SRMR = .0552; RMSEA = .074.]
In addition, all path coefficients were found to be significant. It was also seen that the AIC and ECVI
values were lower in Model 1l (AIC = 177.835; ECVI = .679) than in Model | (AIC = 188.786; ECVI
=.721) and Model Il (AIC = 190.613; ECVI = .728). Consequently, Model Il was preferred because
of the significant pathways, better-fit indices, and lower AIC and ECVI values (see Table 3). Figure 1
illustrates the preferred structural model for determining associations between career adaptability, El,
striving for goals, and setting life goals.

Table 3. Model fit indices for structural models

Model 12 df CFl GFI IFI SRMR RMSEA AlC ECVI
Model | ¥ s0=132.786" .908 917 910 .0585 .079 188.786 721
Model 11 ¥?a9=132.613" .907 918 .909 .0584 .081 190.613 728
Model 111 ¢ x249=119.835" 921 .928 .923 .0552 074 177.835 679

Note. * p <.001; ¢ preferred Model

CoG PiGS GGu
56 .75 67

Goal
striving
\ ,»‘/

Sociability .65™ 52

Emotionality . CE
AT Emotional 34™ Career 75

Self-control L, 74 Intelligence ' Adaptabilit 7
© \ \\ CP

Well-being .51** .30**

Setting Life
GOE:IS/
N—_
75 68 .56

ACG RBG BLG

Figure 1. Standardized factor loading for the Model 111
Note. ™ p < .01; CoG commitment of goals; PiGS persistence in goal striving; GGu goals give up; ACG
achievement-career goals; RBG relationship-based goals; BLG body-sense life goals; CE career exploration; CP
career plannina

Bootstrapping

This stage involved considering the indirect effects (and 95% confidence intervals) of EI on career
adaptability via striving for goals and setting life goals, and of setting life goals on career adaptability
via striving for goals. As shown in Table 4, there was a significant indirect effect of EI on career
adaptability through striving for goals and setting life goals: B = .58, SE = .067, 95% CI [.446, 0.709].

Furthermore, the 95% CI of the indirect effect of setting life goals on career adaptability did not
include zero, suggesting that striving for goals mediates the relationships between setting life goals
and career adaptability: B = .175, SE = .064, 95% CI [.081, .353].
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Table 4. Parameters and 95 % Cls for the paths of the Model 111
Path Estimate SE Lower 95% ClI Upper 95% CI
Direct
ElI> GS 647 .085 455 794
El > SIG 509 .083 335 657
GS> CA 522 121 274 752
SIG > CA 302 139 .007 555
SIG > GS 335 .097 138 519
Indirect effect
El > GS-SIG > CA 580 .067 446 709
SIG> GS> CA 175 064 .081 353

Note. EI Emotional intelligence; goal striving; SIG setting life goals; CA career adaptability

DISCUSSION

This study aimed to present and test a career adaptability model for teachers. According to the results,
when teachers’ EI increases, their career adaptability also increases. In addition, it was found that goal
setting and striving for goals had a mediating effect on the relationship between EI and career
adaptability.

Thus, the increased EI of teachers affects their career adaptability. In the literature, there are studies
showing that individuals who work in different fields are affected by their EI (Coetzee & Harry,
2014). However, there are few studies directly examining the relationship between career adaptability
and El in teachers, although some do examine it indirectly. For instance, teachers’ emotions were
found to relate to classroom management (Emmer & Stough, 2001), the creation of hopes (Beach &
Pearson, 1998; Elbaz, 1992), and conflict and resolution in the education and training environment.
This arrangement of teachers’ emotions and feelings shows that they are increasing their commitment
to their work and to their teaching process (Golby, 1996). The present study confirms such findings
from the literature.

Teachers’ setting of life goals and their striving to achieve these goals increases their career
adaptability. The explanations given in career counseling research supports the findings of this study.
A hope-centered model of career development causes individuals to set goals and strive for these
goals to achieve a progress in their careers, a process that also supports their career adaptability
(Niles, 2011). In terms of career structuring theory, setting and striving for goals involves the use of
career adaptability (Savickas, 1997), while using adaptation skills also increases the career
adaptability of individuals (Eryilmaz & Kara, 2018).

There are also studies that indirectly support the model discussed in this study that consider case
studies and the effect of organizational leadership activities on organizational commitment (Avolio &
Gardner, 2005; Castro & Gomes de Sousa, 2012; Kim & Beehr, 2018). There are explanations here
regarding the relationships between EI, setting goals and striving for them, and career adaptability.
For example, these relationships can be evaluated in the context of organizational psychology, and
studies show that managing individuals’ emotions makes it easier for them to reach organizational
goals. In this process, individuals struggle to achieve increased motivation and organizational
purposes; as a result of this process, individuals’ adaptation to the environments in which they
conduct their careers increases. Individuals thus get satisfaction from their working environment, and
their organizational commitment increases (Avolio & Gardner, 2005; Castro, Gomes, & de Sousa,
2012). Increased satisfaction and adaptation can also improve the career adaptability of individuals.

Similarly, the relationship between El, setting goals and striving for them, and career adaptability can
also be evaluated in terms of effective leadership. According to George (2000), there is a relationship
between El and being an effective leader, as El influences the motivation of individuals to determine
goals and strive for them. Thus, individuals have a strong organizational identity. These explanations
are also acceptable for teachers because they are the leaders of the classroom and their high EI can
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help in setting goals for which they then strive. As a result of this situation, career adaptability is an
important element of their professional self and identity.

Implications

The implementation of training programs for individuals’ career adaptation facilitates their transition
from teaching to work life (Koen, Klehe, & Van Vianen, 2012). The elements of the structural model
tested in this study may be an element of career adaptability programs prepared for university
students. In addition, the potential of El training for teachers to increase their self-efficiency, reduce
stress levels, and increase job satisfaction (Vesely, Saklofsk, & Leschied, 2013) was identified. Career
adaptability programs for prospective teachers can be prepared in line with the model examined in this
study; these can address issues such as El, goal setting, and goal striving.

Limitations

Several limitations of the present study should be acknowledged. First, the cross-sectional design
limited our ability to conclude causal relationships between El, striving for goals, setting life goals,
and career adaptability. Therefore, the interpretation of the mediating effects of striving for goals and
setting life goals in the relationship between El and career adaptability should be treated with caution.
Thus, longitudinal or experimental studies may be carried out to examine the mediation role that can
support a causal order and a better understanding of these variables. Second, the overall data was
obtained from self-report scales; thus, the variable rates might have been over- or underestimated.
Third, although the study involved the participation of teachers from different locations in Turkey, it
was not fully and sufficiently representative of all Turkish teachers. Therefore, a more representative
sample is needed to re-confirm the results of the present study.

Conclusions

This study is one of the first to examine the mediating effects of teachers’ setting and striving for life
goals on the association between EI and career adaptability. The study supports the view that setting
and striving for life goals is a critical element in the career adaptability effect of EIl. Thus,
policymakers and educational administrators should pay attention to teachers’ EI, goal setting, and
goal striving to increase their career adaptability. This is important because teachers’ career
adaptability, both personal and professional, is crucial for students’ well-being and the economy of
the country in question.
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Abstract

In this research, it was aimed to illustrate the voices of primary school students about how they imagine their music lessons
in school and the classroom. For this purpose, a focus-group interview structure was based on children’s perspectives, ideas
and imaginations about their music lessons. First, a pilot study consisting of a focus-group interview and a questionnaire was
carried out with ten fourth grade primary school students who voluntarily took part in this research. The main study was
carried out with nine different fourth grade students. Vernon Howard’s ‘continuum of imagination’ was used to categorise
students’ statements and Vygotsky’s laws of imagination are the key role for analysing and interpreting students’
imaginative statements. Students’ imaginations about their music lessons were at first about different learning environments
and instruments. The statements show the importance for children to do music activities in music rooms that are well
equipped with instruments as well as outside the classroom and school. The research findings may help us to understand the
problems in primary music education and provide a piece of evidence about the necessity of developing good classroom
practices to promote children’s imaginative and creative thinking skills. Thus, we can develop an understanding that focuses
on the creative needs of children in primary music education.

Keywords: Imaginative-creative thinking, primary music education, children’s imagination in music lessons.

INTRODUCTION

Music educators and researchers need more information and reflections on how children imagine their
music lessons and how they wish to make music together in schools. Therefore, listening to children’s
voices has a considerable power to shape music education in the twenty-first century in order to raise
a dynamic, creative and thoughtful young generation in a challenging world. Wagner (2014)
emphasizes that students need seven survival skills for twenty-first-century life, work and citizenship.
These are critical thinking and problem solving, collaboration and leadership, agility and adaptability,
initiative and entrepreneurialism, effective oral and written communication, accessing and analysing
information, and curiosity and imagination. However, placing imagination and creativity in the main
focus of education has a vital role in preparing children to be well-equipped and successful in their
societies and cultures. According to Sternberg (2007), successful individuals will be those who can
use their creative skills to build up new strategies for making the world a better place for all.

In today’s society, imagination is seen as a magical power by many scientists, educators,
academicians, artists and leaders that allow us to find new ways and techniques of searching for new
ideas (McCaslin, 2016). Imagination and creativity are the unlimited potentials of the human being,
and by using these effective and powerful potentials, we can change and transform the world.
Kokotsaki (2011, p.101) describes the creative process as “the thinking that takes place as a person is
planning to construct a creative product” and stresses the definition of Webster (1990): “The creative
process is an active, constructed and dynamic mental process which swings between convergent

* A part of this article was presented at the 27th EAS/7th ISME European Regional Conference as an oral
presentation, May 15 - 18 May 2019 in Malmé/Sweden.
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(factual) and divergent (imaginative) thinking.” Higgins (2008) emphasizes that creativity is related to
the development of imagination. We may think that imagination is the beginning of a human's life. In
a more in-depth understanding, it is the beginning of a life that makes us more fulfilled in crossing the
borders, in pushing the limits of the present. Imagination allows us to find new possibilities for
dealing with the problems we face, and this lets us create products that are useful and valuable to
humankind. Professor Dorothy Webb opens a metaphoric window: "Creating a balloon in which we
express ourselves differently; once we have entered the balloon, our imagination is no longer
dependent on the boundaries we know, and so we have an environment that is suitable for creativity"
(McCaslin, 2016, p.13). Imagining something is “to create a mental image, picture, sound, or even a
feeling that can be imaginary. It is a thought process that establishes a new idea or image that was not
there before” (Joubert 2001, p.18).

Recently, more and more educators and researchers have begun to emphasize the lack of importance
and attention given to creativity and imagination in schools (Robinson, 2006; Gajdamaschko, 2005;
Joubert, 2001) and its uncertain place in today’s education (Eckhoff & Urbach, 2008). In one of his
talks, “Do schools kill creativity?” Robinson (2006) emphasizes that “we do not grow into creativity,
we grow out of it — or rather we are educated out of it.” Gajdamaschko (2005) points out some issues
about the imaginative engagement of students and their development during the school years. She
mentions that educators talk about the intellectual and personality development of children without
referring to the development of their imagination. However, when it comes to talking about
socialization of children in schools and society, imagination is the topic that is generally left behind
by educators.

Vygotsky’s theoretical writings on imagination and creativity show the role of imaginative and
creative thinking in childhood and the need to shape today’s education in a context that aims to
develop children’s imaginative abilities. In one of his writings he described imagination and
creativity:

... Imagination, as the basis of all creative activity, is an important component of absolutely all
aspects of cultural life, enabling artistic, scientific, and technical creation alike. In this sense,
absolutely everything around us that was created by the hand of man, the entire world of human
culture, as distinct from the world of nature, all this is the product of human imagination...
(Vygotsky, 2004, p.9).

Vygotsky emphasized the basis of creativity as the ability to combine elements to generate a structure,
to connect the old in new ways. He stressed that imagination as a cultural function enables children to
master their behaviour and is a part of their cultural experiences:

...One of the most important areas of child and educational psychology is the issue of creativity in
children, the development of this creativity and its significance to the child’s general development
and maturation. We can identify creative processes in children at the very earliest ages, especially
in their play. A child who sits astride a stick and pretends to be riding a horse; a little girl who
plays with a doll and imagines she is its mother; a boy who in his games becomes a pirate, a
soldier, or a sailor, all these children at play represent examples of the most authentic, truest
creativity... (Vygotsky, 1987, p.46, as cited in Gajdamaschko, 2005, p.11).

According to these quotes by Vygotsky, we need to consider the importance of imagination and
creativity in children’s holistic development, but how can we integrate imaginative and creative
thinking into children’s learning process in schools and encourage them to ‘master their own
imagination’? Thus, Maxine Green’s (1995, p.19) statement is significant: "When you communicate
to children, the excitement of imagination, of seeing new things, seeing possibility. What worries me
about schools; children go to school; they do not see the point. If we can make them see, there is a
point that takes imagination.” She sees imaginative capacity as the ability to look at things as if they
could be otherwise.
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Imagination is a central part of musical experiences, whether it is composing, listening, or performing
(Reichling, 1997). Musical experiences can awaken our imaginations (Green, 2001, as cited in
Emberton, 2013, p.30) and enable us to create visual imagery in our minds. Music and musical
activities involve creativity in the whole process of imagining, creating, performing, and responding.
It is a way to improve children’s critical thinking, creative thinking, collaboration and communication
skills (Kim, 2017), which play a crucial role in their holistic development. Therefore, music education
should support students’ imaginative and creative learning and allow them to expand their imaginative
thoughts and abilities to see new things and different possibilities they might encounter in their
stories.

In this research, we aimed to illustrate the voices of primary school students about how they imagine
their music lessons in school and the classroom. For this purpose, we used Vernon Howard’s
continuum of imagination to categorize students’ statements. He describes the continuum of
imagination in four points: “Beginning with fantasy, imagining the non-existent, imagining what
exists but is not present, having an image and imposing it on something, imagining X as Y and ending
with perceiving things in general and recognizing them” (Reichling, 1997, p.43). Reichling (1997)
uses this continuum of imagination in investigating the role of imagination in play and music and
stresses the first steps of developing a framework for music grounded in play theory. Therefore, she
emphasizes that the parallels between music and play regarding the real and imaginative, such as the
wit and humour of Mozart and Satie, show the dynamic interaction between make-believe and reality.
Things which we face in this universe are transported from real life into play by using them
differently. In this respect, students’ imaginative thoughts and statements about their music lessons in
this research show that real-life experiences can be elements in creating their own stories of the
imagination. Through the imaginary stories, we may understand the creative and imaginative needs in
music education in schools. Vygotsky’s writing on the theoretical conceptions of imagination allows
us to explore children’s creative and imaginative experiences in formal and informal learning
environments (Eckhoff & Urbach, 2008). Thus, Vygotsky’s laws of imagination are the key role in
this research for analysing and interpreting students’ imaginative statements in relation to their music
lessons.

METHODS

Study Design

A qualitative study was conducted in order to obtain an understanding of how children imagine their
music lessons in school. The research is designed as a holistic case study which uses a holistic
approach to understand complex social events (Yin, 2003). In this type of research design, there is a
single unit of analysis, such as an individual, a school, an institution or a program (Yildirim &
Simsek, 2008) where the researchers have the possibility to investigate the holistic and meaningful
characteristics of real-life events in real contexts such as individual life cycles, small group behaviour,
organizational and managerial processes, school performance, and interpersonal relations (Cohen et
al., 2007; Yin, 2012 as cited in Vezne & Giinbay1, 2016, p.14).

Participants

The study took place in a primary school in Bursa, one of the biggest cities in Turkey. The primary
school is located in the centre of the city and has classes from the 1st grade to the 4th grade.
Participants in the pilot study (n= 10) and main study (n= 9) were 4th grade primary school students
who have an interest in participating in musical activities. The students were listed and randomly
selected. The main study consists of nine primary school students.

Data Collection

As a means of qualitative data collection, a focus-group interview structure was based on children’s
perspectives, ideas and imaginations about their music lessons. First, a pilot study consisting of a
focus-group interview and a questionnaire was carried out with ten fourth grade primary school
students who voluntarily took part. The purpose of this pilot study was to collect preliminary data for
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developing the research instrument, testing the intelligibility of the research questions and planning
the main study. We asked students to describe their current music lessons and musical activities in
school, and some of the questions were related to the position of the music lessons in their classroom.
Some students had difficulties in understanding the questions and also in describing their ideas. We
designed a more understandable questionnaire and changed some questions in order to obtain clarified
data. The focus-group interview of the main study, as well as the questionnaire, was carried out with
nine different fourth grade students selected randomly from the previous list. The interviews were
undertaken after school and permission from parents and the school administration was obtained. The
reason for preferring the focus-group interview technique was to create a group dynamic and an
interaction among the students. Besides, the focus-group interview enabled children to share their
opinions, imaginations and ideas on the subjects as well as their responses to the research questions.
One of the distinguishing features of focus-group interviews is that the group opinion is as important
as the individual opinion (Gibbs, 2012; p.26). The obtained data were categorized under specific
codes and themes and analysed through content analysis. According to Arik (1992), content analysis
is performed to classify and summarise verbal and written data in terms of a problem or purpose, and
to categorise these data to measure certain variables in order to explain the concepts in a specific
meaning (as cited in Tavsancil & Aslan, 2001; p.21). Each student was coded with different names.

FINDINGS and DISCUSSION

Students’ Views about Their Music Lessons

Before asking the students how they imagined their music lessons, we asked them to write some
information about their current music lessons and music activities by using a questionnaire.
According to the students’ statements, music activities were listed as singing songs, playing the
recorder, creating movements to songs, and listening. The singing activities were explained as singing
children's songs in chorus, and sometimes performing outside the classroom, Mert: “We sing all
together in the classroom. Yesterday we went to the principal’s room to sing. ”, and Serap stated that
they had learned the songs by reading the notes.

Playing the recorder was the most listed activity, Zuhal: “We play four songs on the recorder on April
23rd. First, the teacher reads the notes, then we read them together, and after that we play.” and
Engin: “The teacher shows us how to play the song, then we play” and Mert: “The teacher asks us to
listen, and then we play.” These statements show how classroom teachers teach students to play songs
with the recorder. From these findings, we may understand that some of the classroom teachers teach
by sight-reading and others by playing by ear or demonstrating how to play the recorder. Zeynep
stated that they memorized the songs and explained how the teacher evaluated their performances in
the classroom, Zeynep: “The teacher asks us to play one by one in front of the class. If we are not
good at playing, the teacher calls us later to play. He has a list; if we play correctly, he gives us a
plus, if we do not, then we play later again.”

Some students indicated that they played solo in their music lessons (Zuhal, Eda, Arda, Zeynep, Mert,
Engin). Zuhal and Eda: “...when there is enough time, we play solo.” Koray and Arda stated that
they created movements to songs in their music lessons: “There is a children’s song,; we are doing
movements according to this music.” (In the focus-group interview, Koray performed a children’s
song with movements which they had learned in the music lesson). Emre and Arda indicated that they
listened to folk songs in the music lessons, but that mostly, listening activities were not done at all
(Serap, Zuhal, Eda, Zeynep, Koray, Engin). According to students’ views (Emre, Zuhal, Eda, Zeynep,
Arda, Engin, Mert), some of the classroom teachers played the recorder, and Arda's teacher also
played the ‘baglama’ (Turkish folk instrument with three double strings). Serap and Koray’s teachers
did not play any instruments. Emre mentioned that instruments in the music book were introduced by
the teacher. Zeynep stated, “The teacher introduces instruments such as the violin, piano and drum”
and according to Mert, the teacher introduced instruments but he did not ask students to play.
Interestingly, most of the students stated that they did not come across different music instruments in
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their music lessons (Eda, Zuhal, Koray, Engin, Serap). Music activities in school were performances
with the school choir, competitions, and school festivals such as celebrations of special days and
weeks, Mert: “We have celebrations in school with choir, band, and orchestra on special days ”.

Students’ Imaginations about Their Music Lessons

When we asked the students how they imagined their music lessons in school, first, a variety of places
were described as learning environments (Table 1). One of the reasons for this may be the lack of a
music room in their school. As shown in Table 1, the students imagined different types of learning
environments for their music lessons, such as music halls with all the instruments inside (Eda, Zuhal),
music tents (Serap), music halls where the drums were played until the morning (Engin), and music
halls with soundproof rooms (Zuhal). Zeynep imagined a music camp near the seaside or in the forest
with tents around where every child can play his favourite instrument/s, and Arda wished to play
instruments in a music club.

Table 1. Students’ imaginations about the musical learning environment

Codes Students’ Statements

Music hall "I wish we could have a music hall, and I'd like to have all the instruments in it." (Eda)
“I wish we could have a hall, and whoever wants to play the drums can come and play all night
long...in the summer holidays.” (Engin)
"My dream is to have a music hall, similar to a gym. A hall with musical instruments in it. I'd like to
have all the musical instruments that we want to play the most. Everyone can play at the same time,
but they can only hear the sound of their own instruments. No one outside can hear the sounds...
there are rooms instead of tents." (Zuhal)

Music camp or “I'd like a music camp (near the sea, stream, or in a forest) where many tents are around... everyone

music tents has their favourite instruments in each tent." (Zeynep)

outside school "I dreamed of a music tent by the seaside. I'd like to play an instrument in the open air or inside the
tent. | imagine it would be a nice place." (Serap)

Music club “A music club where everybody can play instruments.” (Arda)

Table 2 shows how students wished and imagined their music lessons to be. According to the
findings, the students imagined playing the piano (Serap, Zuhal, Eda, Zeynep), flute (Zuhal), violin
(Emre, Zeynep), guitar (Emre, Eda, Arda), melodica (Kaan), percussion (Mert, Engin) and other
instruments rather than playing just the recorder.

Table 2. Students’ statements about how they imagined their music lessons

Codes Students’ Statements

Instruments “...I'wish we all could play an instrument. | wish | could play the piano.” (Eda)
"l dream that everyone plays drums. I'd rather have drum lessons." (Engin)
“I want to play string instruments.” (Arda)
“Playing more instruments, playing a percussion instrument...” (Mert)
“I'd like to play a lot of instruments. I'd like to know the notes of different instruments. ” (Zeynep)
“I would rather play the drums, but there are no drums in our school.” (Mert)
"1'd love to play the guitar. I'd also like to play other instruments, like the flute." (Serap)

Atmosphere "l imagine that music lessons are fun and enjoyable.” (Arda)
"] want everyone to play their favourite instrument and create a nice song to play. | imagine it would
be fun." (Koray)

Playing different ~ “7would love to play ‘art music’.” (Zeynep)
music

Type of learning  “Learning fast.” (Emre)

Dance/movement  “7would like to dance ballet while my friend is playing the piano.” (Eda)
“...1’d like my friends and | to dance.” (Zuhal)

Arda and Koray imagined their music lessons to be entertaining. This illustration may show the
atmosphere they wished for in their classroom. Zeynep would love to play art music. Her desire to
play “art music (Turkish art music)” shows her interest in playing different styles rather than just
children's songs. This statement may show the lack of playing music from different genres/styles in
primary music education. The Turkish Music Curriculum (Ministry of National Education, 2018) has
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four learning areas at each grade (1st grade to 4th grade): Listening and Singing, Musical Perception
and Knowledge, Musical Creativity, and Music Culture. However, one of the objectives is "to
recognize local, regional, national and international music genres and perceive these elements of
different cultures as richness". Therefore, classroom teachers need to implement music activities to
achieve the mentioned objective.

As seen in Table 2, Emre wanted to learn the guitar fast. This statement can be categorized as a type
of learning and interpreted as that he wanted to play songs with his guitar in a short time. In this
sense, some students can be very impatient in learning musical instruments. The fact that the student
wanted to learn the guitar quickly may indicate the need for learning to play musical instruments
individually in the school, maybe via guitar courses in little groups. Due to the large number of
students in classes, the learning process and the type of learning may be affected. The students’ voices
make us think of different music teaching methods that will enable them to learn to play instruments
in a way that they enjoy and feel the pleasure of playing in their music lessons. One of the students
dreamed of dancing ballet (Eda) while her friend is playing the piano, while another dreamed of
dancing with her friends in their music lesson (Zuhal). Children are naturally and physically active.
Movement, along with play, is one of the most natural and efficacious modes of learning for young
children (Bilton, 2002, as cited in Maynard & Waters, 2007). Children can recognize everything that
belongs to them by dancing and moving their bodies. Movement and dance are an expression for
understanding the environment. Also, they are an ideal way and tool for children to explore music
(Hackett & Lindeman, 2016). Therefore, movement and dance should be integrated into the primary
music curriculum. In theory, there are objectives related to movement and dance in the Turkish music
curriculum, which refers to the learning topic “musical creativity”. The objectives are defined as “to
express feelings and thoughts about the music they listen to through drama, dance and drawing,
according to the students’ choice”, and “to transform melody phrases into dance”. One of the main
issues in primary music education is that teachers have difficulties in implementing creative activities
in the classroom. One of the reasons for this could be highlighted as their insufficient musical
competencies. On the other hand, putting theory into practice is always a concern in education. In
numerous research studies, we may see pictures which show the gap between what is suggested by the
curriculum and what is implemented by the teachers (Koutsoupidou, 2005).

Analysis of Students’ Imaginative Thoughts According to Vygotsky’s Laws of Imagination
Some imaginative thoughts of students were categorized under the four points of Vernon Howard's
continuum of imagination and interpreted within Vygotsky's four laws of imagination.

Beginning with fantasy, imagining the non-existent:
“I would like the notes to glide through the air while playing the piano. | would like them to fly one at
a time. I wish | could remember again if those notes were flying directly in my mind." (Eda)

Eda was imagining flying notes that do not exist in the real world; notes which were gliding in the air
and flying directly in her mind, and therefore, she was remembering (what she was remembering was
unclear). She started with this fantasy and imagined what she had not seen before. This imaginative
thought may have come from interactions with stories that she had heard in real life or from books,
animations, cartoons, movies, songs (lyrics) or other personal narratives. We can create new
combinations from our previous experiences, and this allows us to expand our imaginative thinking.
Because we are not limited to our own experiences and the narrow boundaries, we can go far beyond
(Vygotsky, 2004). Another excerpt is a conversation between Zeynep and Zuhal:

Zuhal: "Everyone can play at the same time, but they can only hear the sound of their instruments. No
one outside can hear."

Zeynep: "It is like magic. There is a room, such a soundproofed room."

Zeynep’s imaginative thought about magical soundproofed rooms was based on Zuhal’s narration.
Zeynep conceptualized something from another person’s narration that might be based on life
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experiences. Zuhal may have seen, heard or read something about soundproofed rooms in her
previous experiences. According to Vygotsky’s second law of imagination (2004, p.16) "a person's
experience is broadened, because he can imagine what he has not seen, can conceptualize something
from another person's narration and description of what he himself has never directly experienced." In
this focus group, students had the opportunity to share their ideas and imaginations. They constructed
new ideas with the interaction of their classmates. Zeynep's imaginary construction about a magical
soundproof room was built by combining elements from reality, and she could make use of the social
experiences of Zuhal in this process.

Imagining what exists but is not present:

"On top of imaginary clouds, | would like to play instruments like the piano, violin, guitar, and drum
and create a choir, and once in a while, sing a song to people beneath the clouds. I would like to have
the musical instruments to glide while | am playing music. | would love everyone to hear me playing
music. | would like to have the rainbow open in the air while | play the instrument. My friends and |
would dance, and | would like the instruments to be played on their own." (Zuhal)

Zuhal dreamed of playing all the instruments on the top of imaginary clouds, creating a choir and
singing a song to the people living under the clouds. Musical instruments were gliding, and a rainbow
was opening in the sky while she was playing an instrument. Zuhal was imagining what exists in the
real world but is not present. The clouds and the rainbow represent the real world; the choir and
musical instruments are also elements of reality. However, creating a choir on a cloud, instruments
that are gliding or the self-playing instruments are creative products of the imagination. The
imaginative creation combines different elements of previous experiences. For instance, the piano is
Zuhal’s most wanted instrument in real life, and dancing with her friends is also an expression of
reality. She used these elements of reality to create her own story of imagination. Besides this, Zuhal’s
imagination has a joyful expression. The rainbow in the air, singing songs beneath the clouds and
gliding instruments are combined products of the imagination and are associated with the emotions.
When we read Zuhal’s quote, we would have impressions such as joy, happiness, and pleasantness.
These emotions come from reality and may influence our imagination. “The images of imagination
also provide an internal language for our emotion”, and “psychology has long noted the fact that every
feeling has not only an external, physical expression, but an internal expression associated with the
choice of thoughts, images, and impressions” (Vygotsky 2004, p.17-18). Vygotsky’s third law of
imagination stresses the mutual dependence between emotional reality and imagination.

Having an image and imposing it on something, imagining X as Y:
"In the music club, you know, the soldiers have weapon stores; such things, such instruments may be
there." (Arda).

Arda had an image of a music club which he described as a weapon store with instruments inside. As
we know, these kinds of stores are vast areas where all the military equipment (weapons) is stored. He
imagined the weapon store as a place where music is played, and instruments are stored like weapons.
Arda had an image of reality that he formed into a vast place which he named the “music club”. He
was creating a product of his imagination, and this refers to a product that exists in the real world. His
imaginative story of the weapon store, which was formed as a music club, shows how imagination
becomes reality.

Examples of such crystallized or embodied imagination include any technical device, machine, or
instrument. These were created by the combinatory imagination of human beings and did not
correspond to any model existing in reality, but they have the most persuasive, active, and
practical association with reality in that once they have been given material form, they become
just as real as other things and affect the surrounding real environment (Vygotsky, 2004, p.21).

Ending with perceiving things in general and recognizing them:
According to Reichling (1997, p.47), “The role of imagination in perception and recognition is well-
grounded.” We transport things from real life into play-imagination, but we may use them differently.
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The students created different imaginative thoughts and stories about their music lessons with creative
products of their imagination like gliding notes, self-playing instruments, and magical soundproof
rooms. They created fantasies that combined the imagined and the real, something that was from the
real world but entering into something apart and different. They perceived things in general and
recognized them. If we had asked the students to write a story that included their imaginative thoughts
of music lessons, their stories would have drawn upon reality. Elements of their reality would have
been transformed into a product of their imagination by using characters that are playing all the
instruments on the top of imaginary clouds, creating a choir, singing songs to people beneath the
clouds, and characters who are remembering things while notes are flying directly in their minds.
Their stories would be combined with reality to form a product of their imagination. Their
imaginative thought may be embodied in reality, and become an object, a material, or such
imaginative thought and stories that alter reality. Vygotsky’s fourth law of imagination shows the
association between imagination and reality. This association refers to a fantasy that may represent a
new product without correspondence to any object that exists in reality. However, if this crystallized
imagination has been given a material form, it becomes a new object that exists in the real world.
Consequentially, imagination becomes a reality, but with a potential to alter that reality (Vygotsky,
2004).

CONCLUSION and RECOMMENDATIONS

The aim of this research was to illustrate children’s voices about how they imagined their music
lessons in school. Despite the fact that it is not possible to draw general conclusions from within these
research findings, they will give an understanding of how vital it is to give voice to children for
expressing their ideas and imaginations about their music education. Before focusing on their
imaginative thoughts, we asked students to give information about the current music lessons in their
classroom. The students stated that music activities were mostly playing the recorder, singing songs,
creating movements to songs, and listening. The students stated that there was no music club in their
school, and accordingly, classroom teachers were doing fewer musical activities. While there are
many clubs in different subjects at this primary school such as chess, sport and maths, the lack of
music clubs and musical activities is remarkable. Yet, based on the observations of the researchers
during the focus-group interview, the students were very enthusiastic about the idea of making music
together and sharing their opinions, ideas and imaginations with interest. The need for music activities
and music clubs in primary education seems evident, according to the students’ statements. Classroom
teachers are generally responsible for teaching music in this primary school where we conducted our
research. In many countries, classroom teachers and teacher trainees have little or no musical training
and do not feel competent in teaching music (Seung & Chung, 2014, as cited in Shin & Seog, 2018;
De Vries, 2011; Russel-Bowie, 2010; Giles & Frego, 2004; Kocabas, 2000; Kiigiikoncii, 2000).
Another issue is that music activities are provided by musicians with little or no pedagogical training
aimed at young children (Holgersen, 2008). Musical activities in schools can be described as listening,
performing improvisation and composition. Improvisation is one of the creative activities where
children use their bodies, voices or musical instruments. However, there are some reasons why music
teachers do not use improvisation in the classroom. One of the reasons could be the lack of
understanding about creativity among primary teachers, their educational background, whether they
have experience of improvisation or not, or the over-excitement that improvisational activities may
induce in young children (Koutsoupidou, 2005). The fore mentioned conditions cause a wide gap in
music education of young learners in terms of promoting imaginative and creative thinking.

Students’ imaginations about their music lessons were at first about different learning environments.
The statements show the importance for children to do music activities in music rooms that are well
equipped with instruments as well as outside the classroom and school. For future music education,
we may discuss the possibilities for activities in outdoor learning. According to Dewey’s concept of
outdoors, the child learns in several ways, for instance, “The life of the child would extend out of
doors to the garden, surrounding fields and forests. He would have his excursions, his walks and talks,
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in which the larger world out of doors would be open to him.” (Dewey, 1990, p.35 as cited in Rivkin,
1998). Dewey explained the outdoor aspect of his school as “The school building has about it a
natural environment. It ought to be in a garden, and the children from the garden would be led on to
surrounding fields, and then into the wider country, with all its facts and forces.” (Dewey, 1990, p.75
as cited in Rivkin, 1998). The outdoor environment enables children to move freely in space to
explore the world around them and experience natural phenomena such as the weather, the changing
seasons and shadows (Maynard & Waters, 2007). Thus, the development and implementation of
special music activities in the outdoor environment may be a potential to promote children’s musical
learning with a holistic and integrated approach. “Learning outside the classroom should be used as a
motivational tool throughout the curriculum to encourage greater engagement from all students”
(House of Commons Education and Skills Committee, 2005, p.180).

The research findings indicated that students wished to play different instruments in music lessons,
not only the recorder or melodica. The lack of instruments and music rooms in primary schools in
Turkey is an obstacle in developing students’ competencies in music education (Sungurtekin, 2005;
Sungurtekin & Cakir Ilhan, 2015; Ozdemir, & Yildiz, 2011; Kiigiikdncii, 2000). Mawang, Kigen and
Mutweleli (2019) stress the socio-economic factors in developing countries (inadequate educational
and communication facilities, high illiteracy rates, and high levels of poverty) that influence music
pedagogical practices and creativity negatively. According to the students’ imaginative thoughts in
this research, students are aware of their educational needs. They want to discover different
instruments and learning environments in their music education. Therefore, developing countries
should implement appropriate educational policies and strategies for curriculum development in order
to meet the priorities of the individual's educational needs.

Vygotsky’s (2004) writings on the theoretical conceptions of imagination allow us to explore
children's creative experiences when situated in formal and informal learning environments. Through
research on imaginative thinking in learning environments, we can develop an understanding of
classroom practices that focus on the creative needs of children (Eckhoff & Urbach, 2008). In order to
promote imaginative and creative thinking through music education, we as educators and researchers
need to listen to children's voices. The research findings may help us to understand the problems in
primary music education and provide a piece of evidence about the necessity of developing good
classroom practices to promote children’s imaginative and creative thinking skills. Music mentally
and emationally engages children in thinking processes that help them to build imaginative stories
(Salmon, 2010) in which they can express themselves uniquely. Through imaginative and creative
thinking, children can make connections between reality and fiction, and explore and understand their
environment, and this enables them to generate their prior experiences into new ideas. Unfortunately,
teachers do not always offer children opportunities to get involved in creative activities
(Koutsoupidou, 2005). If teachers encourage children to use their imagination in music education,
children will have the opportunity to expand their creative and imaginative abilities through various
forms which allow them to enrich their musical and personal experiences. According to Kokotsaki
and Newton (2015, p. 491), “Thinking about a student’s creative efforts is not a mechanistic process
aimed at producing some measure but is about identifying how a student’s world might be opened to
new experiences and alternatives.” Also, students need to have a voice in curriculum decision making
in music education, and teachers should give students a chance to shape their music lessons according
to their imaginative and creative needs and wishes, like creating their own imaginative stories, their
compositions, their plays, their creative dances and more. In Salmon’s (2010) study, the six-year-old
Christina was asked how she felt while listening to Mozart. “I created stories in my mind” was her
answer. This statement is significant in terms of promoting imaginary and creative thinking in music
education. Zheng and Bian (2018) emphasize that teachers should encourage children to create simple
music, inspire them to exert their thinking ability to complete music activities, and organize teaching
within an interaction rather than giving just simple instructions in music activities. The role of the
teacher in recognizing children’s creative abilities and fostering the conditions where creativity and
imagination can be realized is crucial, and the most important elements of creativity in the music
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classroom are the teacher’s strong belief in children’s creative potential and a supportive climate
where creative and imaginative experiences are supported in order to build confidence and
competence (Kokotsaki & Newton, 2015). In addition, when only academic achievements are centred
in the curriculum, music and music education become marginalized (Kim, 2017).

Well-developed imaginative activities in education lead children to be more conscious and volitional,
and gradually they become masters of their imaginations (Gajdamaschko, 2005). Robinson and
Aronica (2009, p.xiii) emphasized that "We need to create environments in our schools, in our
workplaces, and in our public offices where every person is inspired to grow creatively”. In this
respect, we need to take new possibilities and perspectives into consideration for a curriculum
development where imagination and creativity are appreciated, and students’ imaginative and creative
needs are centred on. Higginss® (2008, p.46) emphasis is on "understanding imagination as a central
aim of education, as a core component of our ideals of the educated person, and indeed, as a vision of
human flourishing.” He stresses “such a conception that could become the basis of new initiatives to
support imaginative education, not only within the arts but across the whole curriculum.”

One of the limitations of this study is that we interviewed children from a middle socio-economic
background, but what about the children in rural areas? What would their voices be like? Further
research about the development of imagination and creativity in music education should be conducted
with an extended sample to reach students from different socio-economic backgrounds and different
school levels. Another recommendation for further research is to illustrate classroom and music
teachers’ voices on the development of imagination and creativity in music education. Do teachers
consider the students’ creative needs and appreciate their imaginative thoughts in their music lessons?
How do teachers develop and implement good classroom practices in music education to promote
imagination and creativity in school and the classroom? Teachers’ perceptions could be examined
through interviews, as well as observations in the classroom, in order to understand their attitudes
towards imagination and creativity in music education.

According to Blenkinsop (2009, p. xiii) “How, and in what form, might educators consider the
imagination and the very act of teaching across cultures?” Wagner (2014) emphasises some essential
guestions that must be taken into consideration: What changes must be made within the education
system to prepare our students for analytic and creative thinking? Nevertheless, first of all, what must
teachers do differently to stimulate students' imaginations?
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Abstract

The current study investigated the relationship between children’s and parents’ self-reported maths affect and children’s
maths achievement. Participants comprised 186 child-parent dyads in Turkey. Findings showed that maths affect in children
and their parents was unrelated. However, maths affect was a significant predictor of children’s maths achievement.
Importantly, this varied by grade. In grade three, child maths affect significantly predicted maths achievement, whereas
parent maths affect was unrelated to achievement. Conversely, in grade four, the opposite pattern emerged; parent maths
affect significantly predicted children’s maths achievement, whereas child maths affect was unrelated to achievement.
Furthermore, children’s maths achievement significantly varied according to parents’ level of education, whereby children
whose parents were educated to undergraduate level considerably outperformed those whose parents were educated only to
primary level. Parents with a lower educational status also reported significantly more difficulty in supporting their child’s
maths learning. These findings point towards the importance of parent maths affect, their level of education, and perceived
difficulty in supporting children, as predictors of children’s maths achievement. This is only the case in grade four, as maths
becomes more challenging and there is a greater emphasis on competitive assessment. As such, the home numeracy
environment and family maths tension should be addressed in preparation for children moving into grade four.

Keywords: Maths affect, mathematics achievement, parent, and primary school

INTRODUCTION

When findings from the data of countries with high success in international exams (TIMSS, PISA) are
evaluated, it is clear that affective variables play an important role in influencing the success of
students. There is now considerable empirical evidence that highlights the role of maths anxiety and
maths attitudes as predictors of children’s maths achievement. In particular, maths anxiety can be
viewed as a negative emotional response to maths, often with debilitating and deleterious
consequences. This can be considered in terms of in-the-moment mathematical problem solving,
creating a sense of panic, helplessness, paralysis, and mental disorganization (Tobias & Weissbord,
1980), but also feelings in advance of doing maths, including dread or apprehension (Ashcraft &
Faust, 1994).

Studies have consistently reported a negative correlation between maths anxiety and overall maths
performance in children. In a meta-analysis in 1990, Hembree reported a correlation coefficient of -
.34 among children in grades 5 to 12. In a more recent meta-analysis, Namkung, Peng, & Lin (2019)
also observed an overall correlation of -.34 between maths anxiety and performance in school
children, with correlations of -.27 and -.36 for primary and secondary school children respectively. A
similar correlation of -.27 was reported in Ma’s (1999) meta-analysis. According to Cohen’s (1988)
guidelines, these correlations represent a small-to-medium effect.

Rubinsten et al (2018) outline a number of risk factors associated with the development of maths
anxiety. These include within-child predispositions, for example brain functioning, genetics,
generalised anxiety, threat-related attentional bias, and poor past performance. However, they also
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highlight environmental factors that purportedly act as mediators or moderators in the development of
maths anxiety. For instance, parents may feel insecure about maths and may even have deficient
numerical skills. Indeed, Srivastava, Imam and Singh (2016) demonstrated a significant negative
association between Indian students’ maths anxiety and their parents’ level of education.

Parental pressure to maintain high achievements has been linked to an increase in children’s maths
anxiety (Daches Cohen & Rubinsten, 2017), as has parental involvement in the maths learning
process (Roberts & Vukovic, 2011). Daches Cohen and Rubinsten (2017) found that mothers’ self-
reported maths skills were significantly negatively correlated with children’s maths anxiety. They also
found that children’s maths fluency was poorer if their mother reported a greater degree of help with
schoolwork and pressed for intellectual development. Whilst the authors suggest some of their
findings may be explained by cultural differences in definitions of parental practice, e.g. what
constitutes a low or high level of support or help with schoolwork, they conclude that the homework
environment, particularly parenting involving more controlling aspects, is important in the context of
children’s maths learning and performance. Maloney, Ramirez, Gunderson, Levine and Beilock
(2015) reported that maths anxiety in parents was only related to high maths anxiety in their children
if the parents were actually involved in their children’s maths homework. Casad, Hale and Wachs
(2015) surveyed adolescents and parents in the US and found that parents’ maths anxiety significantly
negatively predicted adolescents’ maths attitudes, maths self-efficacy and maths achievement.
Furthermore, parent-child maths anxiety interacted to predict maths achievement, demonstrating the
importance of better understanding maths learning in the home environment. Together, these findings
seem to indicate the importance of parental involvement, combined with their maths attitudes, in
predicting children’s maths attitudes and maths achievement.

Gunderson, Ramirez, Levine and Beilock (2012) suggested further ways in which parents may
influence children’s attitudes towards maths. The first relates to the parent’s expectations about their
child’s maths competence. Parsons, Adler and Kaczala (1982) provided evidence that this is the case,
observing that parental expectations predicted children’s maths self-concept and performance better
than a child’s previous maths performance. Of course, it is possible that parents simply have a more
realistic view of their child’s actual maths competency. However, it is also possible that expectancies
in some way influence a child’s maths attitudes and performance. Vukovic, Roberts and Green Wright
(2013) measured parental involvement and children’s maths anxiety and performance. They found
evidence of mediation, whereby children’s maths anxiety mediated the relationship between parental
involvement and maths performance. That is, parental involvement, comprising home support and
expectations, reduced the child’s maths anxiety, which in turn improved their performance. However,
this was only found to be the case for word problems and algebraic reasoning; no mediation was
found for whole-number arithmetic. Secondly, Gunderson et al (2012) propose that parents may
model particular maths attitudes, which transfer to their children. Whilst there is little research on this,
the work of Else-Quest, Hyde, & Hejmadi (2008) provides some potential insight. In assessing
behavioural expression of emotions among 165 mother-child dyads, the researchers observed
significant positive correlations in the emotions expressed between mothers and their children during
mathematical problem solving at home. Emotions included positive ones, such as joy, pride and
humour, whereas negative emotions included frustration, sadness and contempt. The authors discuss
these findings in relation to emotional contagion. That is, the way in which one person may mimic
another’s emotional expressions automatically and without conscious thought (Hatfield, Cacioppo, &
Rapson, 1993). As Else-Quest, Hyde and Hejmadi (2008) point out, such correlations in expressed
emotion may highlight the way in which parents can shape their child’s emotions during homework
interactions. It may also emphasise the need for parents to carefully monitor and regulate their own
emotions; detailed analysis showed that mothers were more likely to display contempt during maths-
learning interactions following their child’s earlier poor performance.
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Mathematics achievement and affect in Turkey

According to 2015 OECD data (OECD, 2019), Turkey was among the six least performing countries
in mathematics (420 compared to a mean of 490 points). Turkey was also one of just three countries
that saw a deterioration in maths performance among both low and higher performers 2012-2015,
with lower socio-economic backgrounds associated with poorer maths performance (Ozdemir, 2016).
The most recent OECD data indicates that maths attainment in Turkey remains significantly lower
than the world average. Therefore, it is important to fully understand why Turkey consistently
underperforms in mathematics compared to other countries. Given the substantial literature
highlighting the role of maths attitudes and anxiety as barriers to maths education, it may be necessary
to focus on cognitive-affective predictors.

Sad et al (2016) conducted a meta-analysis, which investigated the association between maths anxiety
and maths achievement in Turkish students. The analysis included 11 studies, totalling 8327 students
from different educational stages. The results of the analysis for all eleven studies involved showed
negative and statistically significant correlations between mathematics anxiety and mathematics
achievement. The combined effect size was calculated for all studies according to both fixed (r=-.39)
and random (r=-.44) effect models. Moderator analysis based on school level revealed that the
combined effect size for the studies conducted at both middle and high school level was significant,
negative and at a moderate level. In a further study of fourth grade primary school children (Sari &
Ekici, 2018), structural equation modelling revealed that maths attitude positively predicted maths
achievement and negatively predicted maths anxiety. There was also a negative relationship between
maths anxiety and maths achievement, although attitudes to maths was a stronger predictor. No direct
relationship between motivation and maths achievement was observed.

Recber, Isiksal and Kog (2018) found only a very small difference in maths anxiety according to the
gender of Turkish seventh graders. This is consistent with earlier OECD data on older students in
Turkey, which demonstrated little difference between males and females. Other research in Turkey
has also shown no difference in maths anxiety as a function of gender (Tasdemir, 2015; Sari & EKici,
2018), even though girls were shown to have greater motivation (Sari & EKkici, 2018). A review of
maths anxiety literature in Turkey further showed a trend towards studies typically showing no gender
in maths anxiety (Alkan, 2018). Whilst gender does not appear to moderate maths affect in Turkish
students, there is some evidence that maths affect does change progressively with schooling. For
example, Arslan et al. (2017) observed an increase in maths anxiety as grade of study increased across
middle school. Indeed, it has been argued that maths affect and attitudes only begin to be shaped upon
entering formal education (Savas, Tas & Duru, 2010).

Parental maths anxiety is considered to be one of the contributing factors in the formation of maths
anxiety in children (Kesici, 2018). Similarly, it is argued that positive attitudes of parents towards
maths have a profound effect in developing a similar mathematical attitude in their children, which in
turn supports better maths achievement (Soni & Kumari, 2017). Investigating both parent and child
maths affect may provide some insight into Turkey’s poor standing in maths attainment and the
consistent link observed between maths attitudes, anxiety and achievement, particularly in the context
of grade of study. To this end, we studied maths achievement in primary school children in Turkey,
along with maths affect of child-parent dyads. Firstly, we predicted that maths affect of children and
parents would predict maths achievement, with more negative affect predicting lower achievement.
Secondly, we predicted that parents’ maths affect would predict children’s maths attitudes. Thirdly,
we hypothesised maths affect would not be different between boys and girls. Next, we predicted that
children’s maths affect would be worse in grade four compared to grade three. Finally, it was
expected that education level of parents would predict children’s maths achievement.
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Design & Participants

A cross-sectional, correlational design was used. The study comprised 186 pupils (43.5% males) and
their parents in grades three (50.5%, mean age = 7.8 years) and four (49.5%, mean age = 8.6 years) of
a moderate socio-economic primary school in the centre of Nevsehir, Turkey. Parents included 33.3%
fathers and comprised the following educational backgrounds: primary school (15.1%), middle school
(15.6%), high school (25.8%), associate degree (12.4%), undergraduate degree (28.5%), master’s
degree (2.7%).

Materials

Math Achievement Test

The Math Achievement Test (MAT) comprises a range of numerical problem-solving questions
pertaining to the math teaching programme for 1% - 4™ grades in Turkey, e.g. counting numbers,
number patterns, word problems, and fractions. Fidan (2013) found KR-20 coefficients of .92 for 3rd
grhade and .96 for 4th grade. In this study, these values were calculated as .93 for 3" grade and .94 for
4™ grade.

Primary School Math Anxiety Scale

The Primary School Math Anxiety Scale (PSMAS) includes 13 items pertaining to different aspects of
maths anxiety and requires participants to respond on a Likert-type scale regarding the extent to which
they experience the content of each statement. The response format has three points with labels of
agree, neutral and disagree. Of the 13 items in the scale, 5 were positive and 8 were negative. The
highest score on the scale was 39 and the lowest on the scale was 13. Mutlu and Soylemez (2017)
reported a three-factor structure: i) positive maths attitudes, ii) negative maths attitudes, and iii) math
anxiety. The Cronbach’s alpha (a) reliability co-efficient of the overall scale was .75, with values of
.73, .62 and .62 for factors one to three, respectively. The current authors agreed that the name of the
scale did not fully reflect the nature of it. For instance, the scale has the same name as factor three,
thus not representing “attitudes” in its labelling. Consequently, the authors relabelled the overall scale
as The Child Maths Affect Scale (CMAS); this new name is referred to within the analysis and
discussion of the current paper.

Math Anxiety Scale for Parents

Math Anxiety Scale for Parents includes 16 items originally purported to pertain to different aspects
of maths anxiety and requires participants to respond on a Likert-type scale regarding the extent to
which they experience the content of each statement. The response format has five points and ranges
from “strongly disagree” to “strongly agree”, with higher scores representing higher anxiety. Mutlu,
Sar1 and Cam (2018) reported a three-factor structure: i) The emotions observed on mathematics ii)
perception of failure (deficiency/inadequacy) in mathematics, and iii) The feeling of uneasiness in
mathematics. The Cronbach’s alpha (o) internal consistency values of the overall scale was .90, with
values of .75, .85 and .88 for factors one to three, respectively. The current authors considered the
labelling of the factors to be inappropriate and, in order to increase the validity of discussion and
conclusions, relabelled them as follows. The first factor, the emotions observed on mathematics, was
considered too vague, lacking specificity to the parents. Given the items on this factor appear to
pertain to a parent’s perception of their child’s attitudes to maths, this was relabelled perception of
child’s maths attitudes. The second factor, perception of failure (deficiency/inadequacy) in
mathematics, was considered to reflect maths self-concept or self-efficacy, whereas the items actually
relate more broadly to a parent’s sense of perceived difficulty in supporting their children with maths.
Consequently, the second factor was relabelled difficulty in maths support. Finally, the third factor,
the feeling of uneasiness in mathematics, was considered too vague. The items that loaded on to this
factor appear to relate to the general tension and stress associated with maths learning and homework
within the family environment. As such, this factor was relabelled maths and family tension. In
addition, the authors proposed a new name for the overall scale: The Parent Maths Affect Scale
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(PMAS), given that this better represents the nature of its contents. Therefore, all analyses and
subsequent discussion in the current paper, whilst maintaining the proposed factor structure by Mutlu
et al., make reference to these newly labelled factors and scale.

Procedure

Children in each grade completed the MAT in-class alongside the CMAS, individually and
independently. A letter was sent home to parents requesting that they complete the PMAS and return
it; one parent for each child completed it.

Data Analysis

Prior to data analysis, the assumption of normality was assessed. Skewness and kurtosis values were
lower than the accepted threshold of 1.96 (Can, 2014) and tolerance values were sufficiently high,
indicating low multicollinearity. Bivariate correlations were carried out prior to hierarchical multiple
regression analyses. Between-subjects ANOVAs were used to assess group differences. Homogeneity
of variance was demonstrated using Levene’s test and only reported below where the assumption was
not met.

RESULTS
Reliability analysis
Table 1. Internal consistency and descriptive statistics for parent and child maths affect sub-scales

Parent maths affect scale Child maths affect scale
Perception of  Difficulty in Maths and Positive maths  Negative Maths anxiety
child’s maths maths support  family tension  attitudes maths
attitudes attitudes
Cronbach’s 778 .786 .816 774 ATT7 739
alpha
Mean total 9.30 12.96 7.51 13.47 6.55 5.45
Std.Dev. 3.33 4.62 2.96 2.13 211 1.99

For the parent maths affect scale, sub-scales two and three had good to very good internal
consistency, whereas Cronbach’s alpha for sub-scale one was very low (.478). Removal of item one
increased Cronbach’s alpha to .778. As such, the item was removed and a new scale total was
calculated. For the child maths affect scale, sub-scales one and three had good internal consistency,
whereas Cronbach’s alpha for sub-scale two (negative maths attitudes) was very low. Removal of
items did not increase internal consistency; therefore, this sub-scale was excluded from further
analysis.

Table 2. Full bivariate correlations for grades three and four combined

Perception of  Difficulty = Maths Positive Maths Total Total Child maths
child’s maths  in maths and maths anxiety Parent child achievement
attitudes support family attitudes maths maths
tension affect affect
scale scale
PoCMA 1
DiMS S0*** 1
MaFT S0*** TLx** 1
PMA - 27x** -.08 -14 1
MA .16* A1 .10 - 42%x** 1
Total N ki 90*** .86*** -.18* 15* 1
PMAS
Total -12 .02 -.04 5gH* AQF -.05 1
CMAS
CMA -.22%* -.22%* -.26%** .08 - 37F** - 27 ** -.26%** 1

*p <.05. **p <.01. ***p <.001.
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Table 3. Full bivariate correlations for grade three

Perception of  Difficulty = Maths Positive Maths Total Total Child maths
child’s maths  in maths and maths anxiety Parent child achievement
attitudes support family attitudes maths maths
tension affect affect
scale scale
PoCMA 1
DiMS 58*** 1
MaFT .60*** B9FH* 1
PMA - 34xx* -.19 -.25* 1
MA .10 13 12 -.24* 1
Total .82 QL .86%** -.30** 14 1
PMAS
Total -22* -.06 -12 B7*** 56*** -14 1
CMAS
CMA -.09 -.07 -.16 .035 - 50*** -11 - 35*** 1

*p < .05. **p < .01. ***p < 001,

Table 4. Full bivariate correlations for grade four

Perception of  Difficulty = Maths Positive Maths Total Total child  Child maths
child’s maths in maths and maths anxiety Parent maths affect achievement
attitudes support family attitudes maths scale
tension affect
scale
PoCMA 1
DiMS A3FF* 1
MaFT A3FF* Nkida 1
PMA -20 .02 -.02 1
MA -21* .10 .08 -.B2*** 1
Total 73EA* .90*** .85%** -.07 15 1
PMAS
Total .01 13 .08 AB*** A2Fx* .09 1
CMAS
CMA - 39%** -.36%** - 40*** .23* - 29%* - 46%** -.06 1

*p <.05. **p < .01. ***p <.001.

As shown in tables 2-4, parent maths affect was not correlated with maths affect in children. Overall,
children’s positive maths attitudes were negatively correlated with their self-reported maths anxiety.
However, this relationship changed considerably from grade three (r = -.24) to grade four (r = -.62).
Children’s maths anxiety was significantly negatively correlated with their maths achievement,
although the relationship was weaker in grade four (r = -.29) compared to grade three (r = -.50).
Overall children’s affect towards maths was correlated with their maths achievement when
considering the sample as a whole. However, when considering the grades separately, results
demonstrated a significant correlation for grade three (r = -.35) but not for grade four (r = -.06).
Similarly, total parent maths affect scores were not correlated with children’s maths achievement in
grade three (r = -.11) but a significant negative correlation was observed in grade four (r = -.46); a
similar pattern can be seen for all three parental sub-scales.

Sex and grade

A series of 2(child’s sex) X 2(grade) between-subjects ANOVAs were carried out on total parent
maths affect, total child maths affect, and children’s maths achievement. Regarding total parent
maths affect, there was no significant main effect of sex, Fu, 182 = 1.48, p = .23, I} = .01, no
significant main effect of grade, F, 182 = .00, p = .96, I)> < .001 and no significant interaction, F, 1s)
=.02, p = .89, I)*< .01. Concerning total child maths affect, there was no significant main effect of
sex, F, 181 = 1.20, p = .23, I)?= .01, no significant main effect of grade, Fq, 181 = 1.90, p = .17, I)? =
.01, and no significant interaction, Fq, 181 = 0.33, p = .57, I]* < .01. Regarding children’s maths
achievement, whilst there was no significant main effect of sex, Fq, 1s2) = 1.36, p = .25, I]* < .01, and
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no significant interaction, Fa, 182 = 1.95, p = .17, I)? < .01, there was a significant main effect of
grade, Fq 182 = 27.38, p <.001, I)? = .13, whereby mean achievement in grade three was significantly
higher than grade four. Means and standard deviations are displayed in Table 5.

Table 5. Means (& SDs) of parent and child maths affect and children’s maths achievement according
to children’s sex and grade

Dependent Grade Total
variable
Third grade Fourth grade
Total parent Sex Males 28.87 (8.03) 28.76 (9.32) 28.81 (8.67)
maths affect Females 30.36 (9.72) 30.62 (9.73) 30.49 (9.68)
Total 29.74 (9.04) 29.77 (9.54) 29.76 (9.26)
Total child Sex Males 18.59 (2.24) 18.86 (1.12) 18.73 (1.75)
maths affect Females 18.76 (2.87) 19.41 (2.11) 19.07 (2.55)
Total 18.69 (2.62) 19.15 (1.74) 18.92 (2.23)
Child maths Sex Males 11.36 (3.35) 9.45 (3.50) 10.37 (3.54)
achievement Females 11.47 (3.40) 8.18 (3.18) 9.90 (3.68)
Total 11.43 (3.36) 8.76 (3.37) 10.11 (3.62)

Parent education status

A series of one-way between-subjects ANOVAs were conducted to assess the effect of parent
education status on total parent maths affect, total child maths affect, and children’s maths
achievement. There was a significant effect of parent education status on parent maths affect, Fs, 1s0)
= 5.80, p < .001, I)* = .14. The means displayed a generally linear trend, with parent maths affect
improving as education level increases. Post-hoc analysis using Tukey’s HSD demonstrated parent
maths affect to be significantly worse among those with primary education compared to those with
high school (p = .05) and University (p < .001) education. However, there was no significant effect of
parent education status on child maths affect, Fs 1s0) = 1.57, p = .17. There was a significant effect of
parent education status on children’s maths achievement, F, 1s0) = 4.27, p = .001, with a clear linear
trend towards children’s maths achievement increasing as parent education status increases. Levene’s
test for homogeneity of variance indicated the variances differed significantly (p = .009). However,
the ANOVA result remained significant after adjusting alpha to the more stringent value of .01.
Follow-up analysis showed children’s maths achievement to be significantly higher for parents with
an undergraduate education compared to those with a primary education (p = .002). Means and
standard deviations are displayed in Table 6.

Table 6. Means (& SDs) of parent and child maths affect and children’s maths achievement according
to parent’s education level

Parent’s education level Measure

Total parent maths Total child maths Child’s maths

affect affect achievement
Primary school 36.19 (8.76) 19.56 (1.97) 8.41 (4.46)
Middle school 30.31(8.32) 19.38 (2.54) 9.00 (3.66)
High school 30.27 (9.14) 18.60 (1.99) 9.85 (3.82)
Associate degree 30.43 (10.22) 19.04 (2.12) 10.91 (2.79)
Undergraduate degree 25.51 (7.97) 18.47 (2.33) 11.40 (2.79)
Master’s degree 27.20 (7.33) 20.00 (2.83) 12.00 (2.45)
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Regression analyses

A hierarchical multiple regression was conducted for the whole sample, with maths achievement as
the outcome measure. Total parent maths affect was included in the first step and total child maths
affect was included in the second step. Overall, the model was significant, F, 182 = 14.94, p < .001,
R? = .14. When included on its own in the model, parent maths affect was a significant predictor of
children’s maths achievement (R?= .07, p < .001), whereby more negative affect was associated with
poorer achievement. When child maths affect was added to the model this accounted for an additional
7.2% of the variance in maths achievement, with both parent maths affect (p < .001) and child maths
affect (p < .001) remaining significant predictors of maths achievement.

The same analysis was then carried out for grades three and four separately. For grade three, the
overall model was significant, F o1y = 8.11, p = .001, R?* = .15. However, whilst total child maths
affect was a significant predictor of maths achievement (p < .001), total parent maths affect was non-
significant (p = .09), with total child maths affect accounting for 13.8% of the total variance in maths
achievement. Regarding grade four, the opposite pattern was observed. The overall model was
significant, F(, ssy = 11.25, p < .001, R = .20. When entered alone, total parent maths affect was a
significant predictor of maths achievement and this remained so (p < .001) once total child maths
affect was added to the model, whereby total child maths affect was not a significant predictor (p =
.81). Total parent maths affect accounted for 20.3% of the variance in maths achievement.

DISCUSSION and CONCLUSIONS

In the present study, we investigated maths affect of Turkish children in grades three and four, along
with maths affect in their parents and how this predicted children’s maths achievement. Firstly, we
predicted that maths affect of children and parents would predict maths achievement, with more
negative affect predicting lower achievement. A post hoc review of the scales used indicated the
measurement of more general maths affect, compared to what the original labelling of the scales
indicated. Accordingly, labels of parent maths affect and child maths affect were adopted. The overall
correlations were significant, supporting the hypothesis. There was a small-to-medium negative
correlation for both parental and child maths affect when data were collapsed across both grades.
However, on closer inspection, a different pattern of results emerged as a function of grade. In grade
three, there was no relationship between parent maths affect and children’s maths achievement, but
child maths affect significantly, moderately correlated with their maths achievement. Conversely, in
grade four, there was no significant correlation between child maths affect and maths achievement,
but there was a strong significant correlation between parent maths affect and children’s maths
achievement. Multiple regression analyses revealed child maths affect accounted for 13.8% unique
various in maths achievement in grade three, whereas parent maths affect accounted for 20.3% unique
variance in maths achievement in grade four.

In contrast to what was hypothesised, there was no overall relationship between children’s and
parents’ maths affect. However, it is important to note the factors that constitute the parent maths
affect scale. Perception of child’s maths attitudes may say more about the child’s attitudes and
behaviours displayed outside of the classroom. This could explain heightened frustration, for example,
as learning becomes more assessment focused when children progress from grade three to grade four.
Indeed, according to Sari et.al (2015), the competitive examination system in Turkey contributes to
students’ negative attitudes to maths. Difficulty in maths support to some extent may reflect parents’
maths self-efficacy. Items on this sub-scale pertain to a parent’s perceived difficulty in supporting
their child with maths work. As children progress to grade four the work becomes more challenging
and the importance of success becomes increasingly heightened. Post hoc analysis revealed parent
education level to be a significant predictor of difficulty in maths support. Therefore, we tentatively
suggest that the consequences of parents’ difficulties in supporting children in their maths learning
become enhanced during grade four. This proposition is further supported by the finding that
children’s maths achievement was directly related to educational level of the parent.
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Further work is needed to investigate specific home numeracy practices, particularly how these may
relate to maths attitudes of children and parents. Indeed, Del Rio et al (2017) provided some evidence
that parental maths anxiety influences formal home numeracy practices, whereby those with lower
maths anxiety were more likely to engage in advanced numeracy practice with their children. Finally,
maths and family tension, may reflect the general levels of stress experienced in the home when it
comes to parents supporting their child’s maths learning. Consistent with the idea that children face
more pressure as they move to a more assessment focused grade four, it is clear to see how this is then
related to children’s maths achievement in grade four. It is also consistent with the observed
relationship between difficulty in maths support and children’s maths achievement in grade four, but
not grade three. Difficulty in maths support was strongly correlated with maths and family tension in
grades three and four, suggesting a consistent relationship exists. It is possible that parents’ perceived
difficulty in supporting children’s maths learning may be a causative factor of perceived family
tension around maths. Such a proposition is substantiated by the findings that parent’s education level
is associated with difficulty in maths support and children’s maths achievement, although further
work is required to support this. It is also feasible that children’s positive attitudes to maths mitigates
some of the pressures experienced as children progress through the grades. The relationship between
children’s positive attitudes to maths and maths anxiety changed from -.24 in grade three to -.62 in
grade four, highlighting the importance of positive attitudes through the transition to grade four.

The prediction that there would not be a sex difference in maths attitudes/affect was supported.
Despite many findings regarding a female bias towards higher maths anxiety (Hembree, 1990; Devine
et al., 2012), 2013 OECD data failed to show a difference between boys and girls in Turkey. There is
also evidence to suggest a general trend in sex differences in maths anxiety might not appear until
adolescence, with some studies findings no difference between boys and girls in primary school
(Harari et al., 2013) and others finding mixed results (Ho et al., 2000). Whilst we predicted child
maths affect to increase with grade of study, we found no significant main effect of grade. This is in
contrast with other findings (e.g. Arslan et al., 2017), but it may also be the case that a wider range of
grades needs to be included for differences to emerge.

Our final hypothesis was supported, whereby children’s maths achievement significantly varied as a
function of parents’ education level. Indeed, there was a clear, linear pattern in which children’s maths
achievement became poorer as parents’ education level decreased; on average, maths achievement in
children whose parents had an undergraduate degree achieved grades 35.55% higher than children
whose parents were educated to primary level. There is empirical evidence to suggest that students
with parents who provide more support display higher maths achievement and a more positive attitude
towards maths than students with parents who provide less support (Cai, Moyer, & Wang, 1999).
Also, Silinskas and Kikas (2017) assessed perceived parental involvement in maths homework and
maths performance in sixth graders. They found maths performance to be lower in children who
perceived their parents to be controlling in homework situations. Conversely, those who perceived
their parents as being supportive performed better. Similarly, Levpuscek and Zupancic (2009) found
parental pressure negatively correlated with maths achievement in eight graders. A similar pattern has
been observed in undergraduates. Macmull and Ashkenazi (2019) asked students to report on their
maths self-efficacy, maths anxiety and the parenting style of their mother. They found that an
authoritarian parenting style predicted higher maths anxiety. This parenting style is characterised by a
restrictive and controlling environment, typically involving more punishments than rewards
(Baumrind, 1968). Such parents may also lack affection and warmth (Furnham & Cheng, 2000).
Research has also shown that parents’ attitudes about education are conveyed to their children out of
school and these attitudes are reflected in the child's classroom behaviour and in teachers’
relationships with parents and children (Kellaghan et al., 1993). Parenting practices, including
pressure to maintain high achievements (Daches Cohen and Rubinsten, 2017), and parental
involvement in maths learning processes (Vokovic et al., 2013), appear to be associated with
children’s maths anxiety. In particular, maths homework may be a source of stress for some families,
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with evidence to suggest that parental maths anxiety may in some way transfer to children through
homework support (Maloney et al, 2015). Thus, it may be important to consider what is meant by
parental support and how such support interacts with individual differences in parents, such as maths
attitudes, maths self-efficacy, and level of maths education. Whilst it seems that parenting style is an
important factor to consider when it comes to the home numeracy environment, this is something that
should be explored in the context of emotion and maths learning.

We should highlight that, whilst the sex of the children was taken into account in the current study,
there was insufficient data to assess the impact of parental sex. Previous work has demonstrated the
importance of considering interactions between children and parents of the same or different sex
(Casad, Hale, & Wachs, 2015). For example, Daches Cohen and Rubinsten (2017) found the most
significant parental maths anxiety effect in mother-daughter dyads. Furthermore, recent work
(Szczygiet, 2020) demonstrated a complex pattern of relationships concerning the relationship
between children’s and parents’ gender, maths anxiety, grade of study, and children’s maths
achievement. Future work would therefore benefit from recording details of which parent is most
involved in supporting their child’s maths learning and to record maths anxiety and attitudes of both
parents where possible. It is also important to note that parent maths affect, as studied in the current
study, does not enable inferences to be made concerning cause and effect; it is unknown whether
parent maths affect directly impacts a child’s maths achievement. For instance, it is possible that the
relationship between family tension and maths achievement is bidirectional.

In sum, our findings point towards a step change from grade three to grade four in maths achievement
and its predictors. Whilst child maths affect was a predictor of maths achievement in grade three, with
no influence of parent maths affect, this pattern reversed in grade four. All three sub-scales of the
parent maths affect scale predicted children’s maths achievement in grade four: perceived child’s
maths attitudes, difficulty in maths support, and maths and family tension. In combination with the
observed negative relationship between parent education level and children’s maths achievement, this
study highlights the relevance of considering the affective domain within home numeracy as maths
becomes more challenging and assessment focused. The findings emphasise the need to support
parents who have limited maths education and may struggle to support their children with their maths
learning.
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Abstract

This paper aims to investigate the clock reading skills of third graders with and without dyscalculia risk. Data were collected
from 290 (136 girls, 154 boys) third graders from three different primary schools located in the city center of Mus. Of the
participants, 29 were at risk of dyscalculia while 261 were normally achieving. The study employed the triangulation
method, one of the mixed-method research design patterns. Data collection tools include a mathematics achievement test, a
clock-reading test developed by the researchers, and an interview form designed for children who are at risk of dyscalculia.
Analysis of data from all participants revealed that there is no significant difference between boys’ and girls’ mathematics
achievements. There is a significant difference in terms of clock reading skills in favor of boys. There is a moderate (.56)
relationship between mathematics achievement and clock reading skills, and ability to read clocks explains 31% of the total
variance in mathematics achievement. The means of the scores of children with and without dyscalculia risk from the 28-
item clock-reading test were 5.45 and 11, respectively. During the interviews with 20 children at risk of dyscalculia, the
majority of children (13) were able to draw an analog clock but only 50% of the children were able to draw the given time
correctly on the clock. It was also found that most of the children (12) confused hour and minute hands and could not tell
why there are 12 numbers on an analog clock while there are 24 hours in a day (average number of correct answers 8).
Besides, only four students gave correct answers to the question regarding five-minute intervals. The results indicate that
children with and without dyscalculia risk have difficulty reading clocks. Furthermore, our results show that, considering the
predictivity of clock reading skills for mathematics achievement, difficulties in reading clocks at an early age can be
considered as an early indicator of dyscalculia in children.

Keywords: Dyscalculia, mathematics-learning difficulty, reading clock, analog clock

INTRODUCTION

Dyscalculia is defined as difficulty acquiring basic arithmetic skills that is not explained by low
intelligence or inadequate schooling (WHO, 2011). Two hypotheses are proposed for the causes of
dyscalculia, with a prevalence in the community ranging from 3% to 6% (Butterworth, 2005):
dysfunctional brain regions associated with mathematical skills (Butterworth & Laurillard, 2010, von
Aster & Shalev, 2007; Piazza et al., 2010) or working memory deficit (Geary, 2010; Andersson and
Ostergren, 2012).

Every student with dyscalculia is unique; although not all children exhibit the same difficulty
(Desoete & Grégoire, 2006; Dowker, 2009, Gifford & Rockliffe, 2012), some common behavioral
features can be observed. Children with dyscalculia have difficulty learning numbers (Geary, 2006);
they are inadequate in understanding relationships between numbers (Sharma, 2015) and performing
simple arithmetic operations (Shalev et al., 2001); they are slow in performing mathematical
operations (Ansari & Karmiloff-Smith, 2002; Geary, 2004); they tend to use the finger counting
strategy which their peers have already abandoned (Geary, 1990; Bender & Beller, 2012); they have a
poor sense of direction and therefore confuse directions (Williams, 2013). In addition, dyscalculic
children experience difficulties reading clocks, which is extremely important for daily life (Anderson,
2008; Burny, Valcke & Desoete, 2012).
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A majority of children have difficulty acquiring clock-reading skills (McGuire, 2007; Harris, 2008).
The reasons for the difficulties especially in reading analog clocks can be listed as follows: First,
although the passage of time is part of human experience, time itself is naturally abstract: it cannot be
directly perceived or manipulated (William, 2004). Secondly, it requires the ability to count and
calculate (addition, subtraction, multiplication). Individuals who have difficulty counting and
calculating most probably have difficulty-reading clocks, as well. Third, unlike physical quantities
such as length, weight, volume, and money, to measure time, rather than the decimal numeral system,
we use the sexagesimal numeral system that originated with the ancient Sumerians (McGuire, 2007;
Burny, Valcke & Desoete, 2012). In this system, an hour is sixty minutes, a minute is sixty seconds,
and sixty is divisible by 12, 5, etc. Fourth, the numbers are interpreted differently depending on the
hour, minute, and second hands, which may make reading the time difficult. Fifth, understanding the
movement of hour and minute hands in the clockwise direction may be difficult especially for
children with poor spatial skills (Burny, Valcke, & Desoete, 2012). Considering the causes of
difficulties in reading clocks together with the procedural, semantic, and spatial deficiencies of
dyscalculic individuals (Geary, 1993), the ability to read clocks can become an obstacle that is very
difficult to overcome for most of dyscalculic individuals.

Unlike many other units of measure for length, mass, etc., the unit of time cannot be seen or
perceived. Although the passage of time can be measured, time cannot be perceived as something
concrete (Hurrel, 2017). In the process of teaching children mathematical concepts, math
manipulatives such as geometric blocks, beads, and geoboards are often used. Mathematics educators
have long advocated the use of such materials to facilitate concept development in children. However,
it is impossible to find concrete examples for direct measurement of time. Even clocks and
hourglasses measure the passage of time only indirectly (Burton & Edge, 1985).

For children, reading digital clocks is easier than reading analog clocks. However, this still may not
mean that children fully understand what they are reading (Boulton-Lewis, Wilss, & Mutch, 1997;
Van de Walle, 2001). For example, to know that 7:58 is about 8, the student needs to know that there
are 60 minutes in one hour, 58 is close to 60, and 2 minutes is not a long time. Most first-grade
students and many second-grade students do not have this knowledge (Van de Walle, 2001). Besides,
it can be said that learning to read digital clocks involves quite different processes compared to
learning to read analog clocks. Reading the time in a digital clock (e.g., 13:25) is very similar to
reading one and two-digit numbers (e.g., 9, 22) since the hours and minutes are presented as numbers
in digital clocks (Friedman and Laycock, 1989). On the other hand, reading the time in an analog
clock requires quite complex and different skills.

Digital clocks are more common today, so some kids may think that there is no need to learn the
analog clock. However, learning both ways to tell the time is important to be an independent
individual (Thompson, Wood, Test & Cease-Cook, 2012). Starting from the first grade, students
usually learn to read firstly hours (e.g., 5:00, 6:00, etc.), then half-hours, quarter-hours, and finally
minute times (e.g., 5:05, 9:25, etc.) (Van de Walle, 2001).

Acquiring the ability to read clocks requires having many prerequisite skills. In order for students to
learn to read clocks, teachers should make sure that they have acquired the prerequisite skills. They
should be specific about which part of the task the focus is on and make sure students know it too
(Burton & Edge, 1985). Children need to acquire the ability to use words correctly, to put events in
the correct order, to predict the time and cyclic events, and to use the information they obtained from
reading clocks. In addition, various mathematical knowledge and skills are necessary to acquire clock-
reading skills. First, clock-reading skill is based on the number sense and ability to count. Secondly, a
basic knowledge of fractions is needed to understand the clock face divided by halves and quarters.
Finally, measuring time intervals requires addition and subtraction skills (Burny, Valcke, & Desoete,
2009).
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Unlike length or angle, which can be measured by concrete manipulatives, reading the clock should
be taught through hypothetical activities and problem solving (Mclnerney & Mclnerney, 2002). In
addition, some guidelines to help students acquire clock-reading skills include: (1) use experiences
that are part of everyday life, (2) set challenging but achievable goals, and (3) use confirmed-
approved practices. Remember that the concept of time develops gradually in children. Spreading the
teaching of components of this task throughout one school year will reduce the frustration level of
both the teacher and the students (Burton & Edge, 1985).

Although clock-reading skill is important to meet our daily needs, it has attracted very little scientific
interest (Burny, Valcke, & Desoete, 2012). Moreover, very few studies on clock reading skills have
examined these skills with a focus on dyscalculic children (Anderson, 2008; Burny, Valcke, &
Desoete, 2012). This paper aims to investigate the analog clock reading skills of third graders who
are/are not at risk of dyscalculia. To this end, answers to the following questions were sought.

1. Do third graders’s clock reading skills show a statistically significant difference in terms of
gender?

2. Is there a significant relationship between third graders’ mathematics achievements and clock
reading skills?

3. To what extent do third graders’ clock reading skills predict their mathematics achievements?

4. What is the level of clock reading skills of third graders who are at risk of dyscalculia?

METHODS

The study employed the triangulation method, one of the mixed-method research design patterns. In
data triangulation, qualitative and quantitative methods are used to examine different dimensions
related to the research problem. Qualitative and quantitative methods are used for different
dimensions of the research. The results obtained for these different dimensions complement each
other, resulting in a more comprehensive conclusion regarding the research problem (Greene,
Caracelli, & Graham, 1989). The purpose of the triangulation pattern is to use qualitative and
guantitative methods together and to diversify, compare, and merge the obtained data, and thus, to
obtain various data that is directly related to research questions (Morse, 1991).

Participants

While determining the study group, sequential sampling (quantitative-qualitative) applied in mixed-
method research was used. The sequential quantitative-qualitative technique is the most widely used
technique in the literature. In this technique, the sample used in the quantitative stage is decisive in
determining the study group in the qualitative stage (Baki & Gokcek, 2012).

The study group comprises a total of 290 (136 girls, 154 boys) children from three primary schools
located in the city center of Mus, a province in eastern Turkey. Mathematics achievement tests and
clock reading tests were applied to three randomly determined classrooms in each of these three
schools.

Generally, a score of lower than 20-25% is used as a criterion to determine dyscalculic children
(Fletcher, Francis, Morris, & Lyon, 2005; Geary, 2004). While determining the students who are at
risk of dyscalculia at the qualitative stage of this study, a score of less than 10% from the mathematics
achievement test was taken as a criterion. Of 29 students who met this criterion, a total of 20 (8 girls,
12 boys) were interviewed.

Table 1. Mathematics achievement test scores of children at risk of dyscalculia (Out of 15 points)

Variable n Mean
Girl 13 .92

Boy 16 1.56
Total 29 1.27
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Data Collection Tool

One of the data collection tools used in the study was the mathematics achievement test consisting of
15 open-ended items developed by Fidan (2013) for primary school third grades. This achievement
test was developed based on the learning objectives specified in the ‘number learning’ learning area of
the mathematics curriculum for third grades (Turkish Ministry of National Education [MoNE], 2004).
This learning area includes subjects such as counting, number patterns, four operations, and fractions.
The KR-20 reliability coefficient of the test was calculated as 0.93. Another data collection tool used
in the study was the 28-item Clock Reading Test (CRT) (Annex 1) developed by the researchers to
measure third graders’ clock reading skills. When developing the CRT, the researchers considered the
following learning objective specified in the ‘measuring time’ sub-learning area of the ‘measurement’
learning area of primary school mathematics curriculum (MoNE, 2018): “Tells and reads the time in
minutes and hours and solves the problems using time measurement units.” While developing the test
items, the views of three academicians, two mathematics educators and a classroom educator, were
taken, and the test items were revised according to their feedback. The KR-20 reliability coefficient of
the CRT was calculated as .87.

During the interviews with students at risk of dyscalculia, the questions in Annex 2 were used. In the
first question, the children were asked to draw an analog clock. Then, the children were instructed to
draw any whole hour on the analog clock. Afterwards, using the analog clocks drawn by the students
and other readily available analog clock drawings (for those who were not able to draw a clock), we
asked guestions developed based on five developmental stages (identification of early impressions of
a clock; awareness of the numerals on a clock; awareness of the importance of the twelve numerals;
partitioning of the twelve numerals becomes significant; and recognition of minute markers) in
regards to children’s understanding of the clock identified by Pengelly (1985; cited in Clarke, 1998).
Wright (2007) argues that the “drawing-telling” process gives students the opportunity to create and
share meaning in two modes. By asking “Tell us about your drawing,” children may be provided with
an additional opportunity to express their ideas in different but complementary ways. This drawing-
telling process has proven to be much more informative and insightful than the drawing process alone.

Data Analysis

Since the skewness and kurtosis values of quantitative data met normality assumptions (Tabachnick,
Fidell, & Ullman, 2007) (see Table 2), parametric tests such as t-test, correlation, and regression were
used to analyze the data. For the analysis of qualitative data, descriptive analysis was performed,
tables were created, and frequencies were calculated.

Table 2. Skewness and kurtosis values of MAT and CRT scores

N Mean Std. Deviation Skewness Kurtosis
MATS 290 9.53 4.56 -.508 -.977
CRTS 290 10.43 6.17 408 -.726
RESULTS

CRT mean scores of children who are/are not at risk of dyscalculia were found to be 5.45 and 11,
respectively. In addition, independent sample t-test analysis was performed to determine whether
there is a significant difference between boys and girls in terms of CRT scores. The results of the
analysis are presented in Table 3.

Table 3. Comparison of MAT and CRT scores by gender

Test Groups N Mean df t p
Girl 136 9.96 5.26 1.222 .000*
CRT Boy 154 10.85 6.88
*p<.05
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As can be inferred from the comparison of CRT scores in terms of gender [t (288) = -1.222, p<.05] as
presented in Table 3, there is a significant difference between boys and girls in favor of boys. This
suggests that boys performed better in the CRT.

Table 4. The level of predictivity of CRT scores for success in the MAT

B SH Beta t p
Constant 5.240 438 11.952 .000
CRTS 412 .036 .557 11.386 .000

R=.557 R?=.310

F.379) = 129.634 p =.000

The correlation between mathematics achievement test scores and clock reading test scores was
calculated as .557. This suggests that there is a moderate relationship between mathematics
achievement test scores and clock reading test scores.

Simple linear regression analysis was performed to determine the level of predictivity of CRT scores
for MAT scores. As a result, CRT scores explained 31% (R? = .310) of the total variance in MAT
scores. The equation between MAT scores and CRT scores can be formulated as MATS = 5.240 +
(.412) x (CRT).

The next section includes data from the interviews with children at risk of dyscalculia. Codes and
categories emerged from the analysis of the data by content analysis.

Table 5. Analysis of correct/incorrect clock drawings

Category Code Sample Frequency
Clock Correct drawing S2, S3, S6, S7, S9, S11, S14, S15, S16, S18, S19, S4, S20 13
drawing Incorrect drawing S, S5, S8, 510, 512, 513, S17 7

As can be seen in Table 5, a total of 13 students (e.g., S20, S18) were able to place the
numbers on the clock face correctly. On the other hand, 7 students failed to place the numbers
on the clock face correctly.

a "5
S20 S18 S10 S17
Correct Can be considered correct Incorrect drawing Incorrect drawing

Figure 1. Samples drawings

Table 6. Drawing hands on the clock for the time given

Category Code Sample Frequency
Ability to position hands Correct S2, S3, S6, S7, S9, S11, S14, S15, S18, S19 10
correctly Incorrect S1, S4, S5, S8, 510, 512, S13, 516, 517, 520 10

The participants' answers to the question of drawing hands for the time given led to two codes: correct
drawing and incomplete-incorrect drawing. While 10 students were able to draw the given time
correctly, the other 10 students drew either incorrectly or incompletely. Also, three (S4, S16, S20) of
the students who were able to draw an analog clock failed to draw the given time correctly.
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S15
4:00-Correct 4:00-Correct 2:00-Incorrect

519 513
9:00-Incorrect

Figure 2. Samples drawings

The students were also asked to indicate the hour and minute hands on a given clock face. Their
answers and frequencies are demonstrated in Tables 7 and 8. As can be inferred from Table 7, seven
students indicated the hour hand correctly, eight incorrectly, and 5 left this question unanswered.

Table 7. Indicating the hour hand

Category Code Sample Frequency
Correct S3, S7, S8, S11, S14, S18, S19 7

Hour hand Incorrect S1, S4, S5, S6, S15, 516, S17, S20 8
Unanswered S2, 89, S10, S12, S13 5

Table 8 presents the students' answers to the question regarding the minute hand. As can be
inferred from the table, ten students indicated the minute hand correctly, seven incorrectly,
and three left this question unanswered.

Table 8. Answers regarding the minute hand

Category Code Sample Frequency
Correct S2, S3, S7, S8, S9, S11, S13, S14, S18, S19 10

Minute hand Incorrect S1, S4, S5, S6, S15, S16, S17 7
Unanswered S10, S12, S20 3

The researcher's dialogues with S20 and S13 regarding the hour and minute hands are given below.
- Do you know what long and short hands are called? What do we call them?
- One is hour hand but the other, | forgot.
- Isthe hour hand long one or short one?
- The long one.
- And what about the short one?

- Do you remember what we call the short hand?
- No

- What about the long one?

- Minute hand (S13)

Table 9. Answers to the question about five-minute intervals

Category Code Sample Frequency
Correct S1, S4, S9, S16 4

Five-minute intervals Incorrect S2, 53, 56, S11, 512, 518, 519, 520 8
Unanswered S5, S7, S8, S10, S13, S14, S15, S17 8
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The students were asked about the functions of five-minute intervals. The answers are given in Table
9. While four students gave correct answers to this question, eight students gave incorrect answers. In
addition, eight students said that they did not know. The researcher's dialogue with S12 is given
below.

- You see these intervals between the numbers on the clock face. Do you know what they

mean?

- To make sure they are in order.

- To make sure what is in order?

- The numbers like 1, 2.

- So you mean, these intervals are here to make sure the numbers are placed at equal intervals?

- Yes. (S12)

Table 10. Answers to the question, "Indicate one minute past the given time”

Category Code Code Sample Frequency
Correct Not exactly S1, S16 2
1 minute
Incorrect S2, S3, S4, S5, S8, S11, S12, S13, S14, S15, 13
S17, S19, S20
| do not know S6, S7, S9, S10, S18 5

The students were asked to indicate one minute past the given time. The answers are given in Table
10. As can be inferred from Table 10, two students answered this question correctly, thirteen students
answered incorrectly, and five students stated that they did not know the answer. The researcher's
dialogue with S15 is given below.

- Itis four o'clock in this drawing. How would you draw one past four?

- The short hand is on four. And the long hand is on one.

- What about twenty past four?

- We can't say twenty past four. If it is twenty past four, the long hand is on 8.

- Why 8?

- Starting from 12, we stop at eight, and we have 20 left. So the answer is eight past four.

- Excuse me?

- We stopped at 12, 13, 14, 15, 16, 17, 18, 19, 20; the long hand is on 20, and the short hand is
on 4. (S15)

Table 12. Answers to the question, "How many minutes are there in an hour?"

Category Code Sample Frequency
Correct S4, S5, S16, S20 4
How many minutes are Incorrect S1, S2, S6, S8, S15, S17 7

there in an hour? ldonotknow  S3,S7,S9, 510, S11, S12, S13, 14, S18, S19 9

The students were asked how many minutes there are in an hour. As can be inferred from Table 12,
four students answered the question correctly, seven incorrectly, and nine left the question
unanswered. The researcher's dialogue with S17 is given below.

- So how many minutes are there in one hour?

- Inone hour.... our teacher taught us but, was it 12 minutes?

- I mean, how many minutes can there be in one hour?

- Our teacher taught us in the second grade but ... | think twelve minutes. (S17)

Copyright © International Online Journal of Primary Education 103


http://www.iojpe.org/

W 10JPE

WWW.i0jpe.org
International Online Journal of Primary Education 2020, volume 9, issue 1

Table 11. Answers to the question, "How many hours are there in a day?"

Category Code Sample Frequency
Correct S1, S4, S5, S14, S16, S17, S19, S20 8
How many hours are
there in a day? Incorrect S2, S3, S6, S8, S9, S10, S12, S13, S15, S18, 12
S7,S11

The students were asked how many hours there are in a day. The answers are given in Table 11.
While eight students answered the question correctly, twelve answered incorrectly. The researcher's
dialogue with S6 is given below.

- How many hours are there in a day?

- Inone day...

- Yes, one day. For example, in the morning, we wake up and go to school. In the evening, we

have dinner and go to bed. Then, it is morning again. So, how many hours?

- 2hours

- Soyou think a day lasts 2 hours, that is, there are 2 hours in one day?

- No, 3 hours.

- Sorry, did you say 3 hours?

- Yes. (S6)

Table 12. Answers to the question, "Why are there 12 numbers on a clock?

Category Code Sample Frequency
Correct S1, S5, S14, S16, S18, S19, S20 7

12 numbers on a clock Incorrect S2, S6, S15, S17
1 do not know S3, S4, S7, S8, S9, S10, S11, S12, S13 9

Answers to the question, 'Why are there 12 numbers on a clock?' are given in Table 12. As can be
inferred from Table 12, four students answered the question incorrectly, seven correctly, and nine said
they did not know.

- Why are there 12 numbers on a clock? Why are these numbers from 1 to 12?

- Because the last number is 12.

DISCUSSION and CONCLUSIONS

Making sense of time through traditional timekeeping devices such as clocks and calendars is an
important goal for all primary school children (Burny, Valcke, & Desoete, 2012). The ability to tell
the time is an important skill that children develop in preschool years and use throughout their lives
(Freedman & Laycock, 1989). The results reported by experimental studies (Case, Sandieson, &
Dennis, 1986; Friedman & Laycock, 1989) show that analog clock reading skills develop based on the
age of the child. Children’s ability to perceive time does not develop as an isolated cognitive
competence; this ability is developed based on arithmetic, literacy, memory, and spatial skills
(Foreman et al., 2007).

Our findings indicate that the means of the scores of children with and without dyscalculia risk from
the 28-item analog clock reading test were 5.45 and 11, respectively. It can be said that the means of
the scores of both groups are low. However, the fact that children who are at risk of dyscalculia could
answer only approximately 6 items out of 28 items suggests their inability to read clocks. On the other
hand, the low scores obtained by both groups from the clock reading test are consistent with the
studies reporting how difficult it is for children to develop clock reading skills (McGuire, 2007;
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Harris, 2008; Anderson, 2008; Burny, Valcke & Desoete, 2012; Van Steenbrugge, Valcke and
Desoete, 2010).

In the study, we found a significant difference between boys’ and girls’ scores from the clock reading
test, which was in favor of boys. In contrast, Vakali (1991) reported no difference between boys and
girls in terms of clock reading skills. This inconsistency between the findings may be attributed to the
difference in the samples included in the studies.

Also, we obtained a moderate relationship (.56) between mathematics achievement test scores and
clock reading test scores and determined that the ability to read analog clocks explains 31% of the
total variance in mathematics achievement. Although there is a significant correlation between
students’ mathematics performance and clock reading skills in every grade of primary school, this
correlation is only at a moderate level. Especially when first- and second-grade children are taught
how to read analog clocks (whole hours, half-hours, and quarter-hours), the correlation between clock
reading skills and mathematics achievement becomes quite weak (Burny, Valcke & Desoete, 2012).

Findings reported by Andersson (2008) indicate that dyscalculic children have significant problems
with reading clocks. Similarly, Burny, Valcke, & Desoete (2012) have reported difficulties in reading
clocks experienced by dyscalculic children. In the current research, during the interviews with 20
children at risk of dyscalculia, the majority of children (13) were able to draw an analog clock but
only 50% of the children were able to draw the given time correctly on the clock. It was also found
that most of the children (12) confused hour and minute hands and could not tell why there are 12
numbers on an analog clock while there are 24 hours in a day (average number of correct answers 8).
Besides, only four students gave correct answers to the question regarding five-minute intervals. A
sequence of time acquisition was proposed based on Case’s theory of cognitive development (1985,
1992 cited in Boulton-Lewis, Wills, & Mutch, 1997). This was hour, half-hour, quarter-hour, five-
minute, and minute times. This sequence may explain why dyscalculic children perform less
successfully in minute times. Considering that dyscalculic children have problems with counting,
calculating, conceptual knowledge, and spatial competencies, which are needed to develop clock
reading skills (Geary, 2006; Sharma, 2015; Shalev et al., 2001); Sharma, 2015; Shalev et al., 2001),
the reasons for dyscalculic children’s inability to reading clocks become clear.

In addition, considering that difficulties in reading clocks in early classes can be an early indicator of
dyscalculia, classroom teachers may need to pay close attention to the difficulties experienced by six-
and seven-year-old children (Burny et al., 2012). In addition, considering the procedural, semantic,
and spatial difficulties experienced by dyscalculic children, certain adaptations can be made to make it
easier for them to learn to read clocks.

In primary school mathematics education, teachers and students in almost every grade of primary
school (Van Steenbrugge, Valcke, & Desoete, 2010) perceive the subject of ‘clock reading’ as a
difficult subject. Therefore, further research is needed to reveal the difficulties experienced by both
teachers and students in the subject of clock reading.
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Annex 1. Clock Reading Test

1.Write the time under each clock as shown in the example.

3. Draw the hands on each clock according to the times given in words.

It is a quarter to nine o'clock. It is three o’clock. It is half past four. It is a quarter past six.

4.Write in words the times given in each clock.
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5.What time is it in the first clock? In the second clock, draw the hands according to 2 hours past the time given in the first
clock.

First Clock Second Clock

6. What time is it in the first clock? In the second clock, draw the hands according to 3 hours to the time given in the first clock.

FirstClock Second Clock

7. A football match that started at 09.00 lasted 3 hours. What time did the match finish?

Write your answer in the box.

8. A movie started at 21:00 and lasted 2 hours. What time did the movie finish?

9. A play started at 13:30 and finished at 15:15. How long did the play last?
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10. If the hour hand is close to 7 and the minute hand is on 9, what time is it?

11. Yusuf sleeps 9 hours a day. What time does he need to go to bed to get up at 6 o'clock in the morning?

Annex 2. Interview Questions

Item Question

Can you draw an analog clock?

Which one is the hour hand?

Which one is the minute hand?

Five minute intervals

Indicate one minute past the given time

How many hours are there in a day?

How many minutes are there in an hour?

0| N| o g | W[ DN

Why are there 12 numbers on a clock?
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Abstract

The unexpected outbreak of Covid-19 pandemic disease has affected every field of life, especially education. The closure of
schools and universities to prevent the spread of the disease has led the countries to take urgent decisions on education.
Almost all over the world, the education is being conducted through distance education. This study based on the basic
qualitative research design aims to examine the opinions of primary education pre-service teachers on their slowmation
experiences via distance education. The data of the study were collected with an interview form and analyzed by using
descriptive analysis technique under the predetermined themes. As a result of the data analysis, the following results were
obtained: The pre-service teachers were of the opinion that slowmation is an advantageous method. However, it was also
found that during the process of producing slow motion animations, the participants faced some difficulties. Despite the
difficulties, the pre-service teachers believed that slowmations produced by students and/or teachers could be used easily and
effectively in their future career. Finally, it was determined that Covid-19 had some negative effects on the mood of the pre-
service teachers and it also affected the opinions of the pre-service teachers on the delivery of instruction.

Keywords: Slowmation, Turkish language teaching course, pre-service teachers, Covid-19, distance education, 21st century
skills

INTRODUCTION

The world is now passing through a remarkable crisis, Covid-19, which emerged in Wuhan Province
of China in December 2019 and has influenced the whole world, affecting all policies of countries,
especially economy, health and education. The event has led the authorities to take radical precautions
and decisions regarding education and to take steps to carry on education. This unpredictable event
has made it compulsory to carry out teaching and learning activities due to lockdowns via distance
education almost all over the world. In Turkey, the first case was seen at the beginning of March 2020
and after that, the government, depending on the recommendations of the science committee, closed
schools on the second week of March temporarily and since March 23, all the students from primary
to high schools have been receiving online education through internet and TV. Universities, on the
other hand, suspended education on March 16 for three weeks and later, they also began to carry on
education through distance education.

The effects of Covid-19 has begun to take its place in researches and reports. According to a report by
UNESCO (2020), the closure of schools has impacted almost 90% of the world's student population
(over 1.57 billion) and at least 63 million primary and secondary teachers. Another group which has
been affected by the pandemic is pre-service or future teachers. Now in Turkey and many other
countries, they do not have access face-to-face tutorials and in-person supervision at teacher training
institutions. They have also lost the chance of practical teaching experience in primary, secondary and
high schools. Also, they lost the chance of having micro-teaching experiences which is an important
part of teacher training programs in face-to-face education. The report also emphasizes that before the
crisis, the world was facing a shortage of qualified and trained teachers with an estimated 69 million
new teachers needed all over the world to meet the demand of primary and secondary education by
2030. Along with this pandemic disease, this new situation emerging in education has revealed that
teachers and students should develop many skills, especially knowledge, technology and media skills
and that authorities must find solutions to sustain and nurture both in-service teachers and pre-service
teachers' professional network between teachers at education institutions. The report by UNESCO
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(2020) strongly points out that both future teachers and in-service teachers are in need of reform and
that they should feel comfortable with the technology to perform the full benefits of the training.
However, huge number of teachers lack even the most basic ICT skills (World Education Blog, 2020),
which is a great obstacle for their professional development urgently needed at the time of Covid-19
crisis. Therefore, as noted by the studies and reports by some institutions like UNESCO, educators
and schools should build an understanding of e-readiness and we must perform a reform on
modernizing teacher education programs and bring pedagogical innovation and teachers should have
pedagogy for ICTs use and digital literacy. According to Brasnford, Brown and Cocking (2000, cited
by Hoban, Macdonald & Ferry, 2009), technology is a powerful tool for learning as it helps us to have
a deeper understanding of phenomena as long as we build and manipulate models of these
phenomena.

In fact, it is not only Covid-19 that has changed the nature of education. The 21 century itself can be
said to have brought a new educational understandings, definitions and requirements, which are all
now to be considered carefully with Covid-19. 21st century, which is called as the age of information
and technology, has had its impact on education as in all areas of life. The definitions of education,
student, teacher, class and school have changed. Teaching-learning processes are no longer just the
activities that are carried out in the classroom. Teachers are expected to convey information, be a
source of information and do their job of teaching, but they are expected to guide their students'
development, and offer opportunities for them to carry out their own learning. In addition, teachers
are also expected to have 21st century skills (Partnership for 21% Century Skills, P21, 2015) like life
and career, learning and innovation, knowledge, media and technology skills, and to further their
personal and professional development. On the other hand, students are also expected to be
individuals with the 21st century skills and to have creative, critical, problem-solving skills, adapting
themselves to innovations, addressing their own learning problems, reaching reliable and different
sources of information.

In today's world individuals' being familiar with the emerging technologies begins at the very early
ages; for this reason, we can call the generations of this century as digital learners (Han, Shin & Ko,
2017). The needs and interests of these digital learners are quite different from the previous ones. In
order to meet the needs of these students and also the educational needs arising from either positive or
negative events to be experienced in the future, the education and teaching programs for pre-service
and training of in-service and teacher candidates should be in accord with requirements of the century
(Cigerci, 2020).

Previous studies on pre-service teachers' use of technology concluded that technology had little
attention in pre-service education programs (Chien, Chang, Yeh, & Chang, 2012; Dawson, 2008;
Kirschner & Selinger, 2003; Kurt, 2012) and only a limited number of beginning teachers could use
technology in various ways in education settings (Bang & Luft, 2013; Gao, Wong, Choy, & Wu,
2011) and except the basic information and technology lesson, pre-service teachers did not have
education on the use of technology for educational purposes like preparing teaching and learning
materials, instructing, engaging their students into the activities, etc. (Goktas, Yildirim & Yildirim,
2009; Han & Shin, 2011; Russell, Bebell, O'Dwyer & O'Connor, 2003, Tearle and Golder, 2008).
However, these situations have changed in a positive manner in recent years as the faculties of
education have begun to revise their programs by including both compulsory and elective courses on
basic ICT skills, instructional technologies, distance education, etc. Besides, in order to equip their pre
and in-service teachers with the requirements of 21st century, the ministry of education in countries
provide training programs on information, technology and media literacy. In Turkey, for instance, the
Higher Education Council revised all of the teacher education programs in 2018 and in addition to
information technologies course, various compulsory and elective courses such as teaching
technologies course, distance education, media literacy, the implementation of science in technology
were included in programs. Other studies also emphasize that teacher standards to meet the needs of
today's' educational understanding should be described (Orhan, Kurt, Ozan, Som Vural, & Tiirkan,
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2015) and the standards and the technology education for pre-service teachers should focus on the use
of educational technologies depending on pedagogical and content knowledge (Karatas, 2014). This
means that any education programs on technology for pre-service teachers should be able to combine
pedagogical practices, technology skill and content knowledge together.

International Society for Technology in Education (ISTE, 2017) lists 7 standards for teachers: learner,
leader, citizen, collaborator, designer, facilitator and analyst. As a learner, teachers should "set
professional learning goals to explore and apply pedagogical approaches made possible by
technology and reflect on their effectiveness.” As a leader, teachers should "model for colleagues the
identification, exploration, evaluation, curation and adoption of new digital resources and tools for
learning.” As a collaborator teacher should "collaborate and co-learn with students to discover and
use new digital resources and diagnose and troubleshoot technology issues." As a designer, teachers
should "use technology to create, adapt and personalize learning experiences, design authentic
learning activities and use digital tools and resources to maximize active, deep learning and explore
and apply instructional design principles to create innovative digital learning environments that
engage and support learning." As a facilitator, teachers should "manage the use of technology and
student learning strategies in digital platforms, virtual environments, hands-on makerspaces or in the
field" and finally, as an analyst, teachers should "use technology to design and implement a variety of
formative and summative assessments that accommodate learner needs, provide timely feedback to
students and inform instruction.” As we can see under each standard, there are sub-standards on the
use of technology.

There are many ways, methods and technological tools which enable teachers and students to produce
their own digital teaching and learning products. One of the ways of integrating technological and
digital opportunities into education is “slowmation”. According to Hoban and Nielsen (2010), the
advancement in digital technologies make it possible for pre-service teachers to produce their own
media products like videos, digital stories and animations. Moreover, Chan and Black (2005) argue
that animations are mostly produced by experts and thus, learners use them as consumers. However, if
the learners designed and produced their own animations, the limited impact of animations on
education would get higher.

Slowmation (Slow Motion Animation)

The slow-motion animation (slowmation) method was introduced in 2005 by Garry F. Hoban, a
professor at Wollongong University. The term "slowmation" is abbreviated from "slow motion
animation™ and it is a new form of stop-motion animation making it easier to make complicated
process of creating animations (Hoban, 2005; 2007). Creating a slowmation involves integrating
features of clay animation, object animation and digital storytelling (Hoban &Nielsen, 2010). The
most important feature of slowmation is that there are two frames, not 24 frames per second as in
computer animation (Hoban, 2007). The first application of the slowmation technique was put into
practice by making models from paper or other materials, then creating digital photographs that show
the small sequential movements of 18 models to obtain an animation effect and placing them in the
digital video program (Kervin, 2007). This technique, which simplifies students' ability to make
animation, is a new teaching method created against the complexity of digital animations (Kidman,
2015; Vratulis, Clarke, Hoban & Erickson, 2011; Uzun, 2015).

Slowmations, which are 3-4 minutes in length, are like mini movies and can easily be created by pre-
service teachers to present their own understanding on concepts in a more comprehensive way (Hoban
& Ferry, 2006).

Hoban and Nielsen (2010) developed the 5R technique in creating slowmation.

Step 1: Background Notes: Students must have enough prior knowledge to explain a concept or
design an animation. This situation is resolved by research on the subject or by teachers.

Step 2: Storyboard: Students should create their animation by drawing on a piece of paper in the form
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of a draft. This can be a narrative or a pictorial sketch. The concept is broken into several scenes
which are to be sequenced to bring expected actions into a coherent story.

Step 3: Models: The draft with a storyboard is formed into 2D or 3D models with play dough,
cardboard or colored paper. In this way, abstract concepts are made concrete and implemented. At this
point, necessary help can be obtained from books, the internet and teachers.

Step 4: Digital Photographs: The models are animated according to the content of the subject to be
explained and photographed with a digital camera. Photographing should be done in the order in the
storyboard draft. It is advisable that students have a digital still camera mounted on a tripod looking
vertically down at the models or across at the plastic models.

Step 5: The Animation: The photos obtained with the digital camera are animated with the help of a
computer and animation is created. Finally, the scientific accuracy of the animations is examined by
content specialists. The animations can be shared on the Internet and they can be discussed by peers,
teachers and field experts.

Hoban, Ferry, Konza and Vialle (2007) state that the purpose of the slowmation is to explain a science
concept and the prompts are to explain the scientific concept like audio narration, music, humor,
models, labels, etc., while they also state that claymation's purpose is to tell a narrative and the
pedagogical prompt of the clay mation is the experience of the art of telling a story. In this context,
most of the studies based on slowmation method in literature are on science teaching. However, in
this study, it was preferred to make animations based on slowmation method instead of claymation
method in Turkish language teaching course with primary school pre-service teachers. As Hoban and
Nielsen (2010) stated, the use of claymation in school classrooms are rare and it is time consuming,
tiring and boring to make clay models. Besides, in a study by Murtagh (2004) to increase participation
of the students with low achievements by using claymation method, it was found out that though there
were positive results of the method, claymation process was time consuming and challenging and that
it was hard to preserve clay models after sometime as they get dried.

In this study slowmation method was preferred to be used in Turkish language teaching, especially in
listening and viewing skill activities although Hoban, Ferry, Konza and Vialle (2007) stated that
slowmation animations are effective in teaching abstract concepts in science teaching, while
claymation animations can be used narration and sharing the experiences through narratives.

The aim of this study is to examine the opinions of pre-service teachers on their slowmation
experiences via distance education. The fact that slowmation method was used in the study and that
there are not any studies on the use of the method in language art lessons is thought to increase the
importance of the study and thus, the study will contribute to the related literature.

METHODS

Research Design

This study, aiming to determine the opinions of teacher candidates about their slowmation
experiences and what meaning they get form these experiences, is based on the basic qualitative
research design. The reason to use basic qualitative research design is that the design gives answer to
such questions as how people interpret and attribute to their experiences, how they construct their
worlds (Merriam, 2009).

Participants

The participants of the study are pre-service teachers (2nd and 3rd grade) at primary education
department in the spring semester of 2019-2020 academic year and attend the Turkish Language
Teaching course. The total number of the pre-service teachers attending the course is 103 in two
sections. As the researcher of this study is also the lecturer of the course, the first sampling method
was based on convenience sampling. Within the context of the syllabus of the course, all the students
(pre-service teachers) are required to prepare lesson plans, activities and teaching materials in one of
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the language skills (listening and viewing, speaking, reading and writing) and are expected to perform
micro-teaching. 17 pre-service teachers preferred listening and viewing skills and 15 of them (7
males, 8 females) wanted to participate in the research voluntarily, which means that the participants
selected themselves (self-selected sample, Connaway and Radford, 2017) for inclusion in the study.

Data Collection

In this study, which aims to determine the opinions of pre-service teachers about their slowmation
experiences, the data was collected through semi-structured interviews with pre-service teachers based
on the interview method frequently used in qualitative research methods. During the interview
consisting of semi-structured questions, researchers can add questions according to the new situations
likely to arise, and this type of interview is frequently used in research in the field of education due to
its flexibility to add questions (DiCicco-Bloom & Crabtree, 2006).

The draft interview form, which was developed after the literature review of the research topic by the
researcher, was presented to the opinions of the two experts (one in the department of educational
measurement and evaluation and one in primary education). For the content validity of the interview
form, a pilot interview was held with two other students who took Turkish teaching course in previous
semester and used digital storytelling method and produced digital stories. Depending on the pilot
study, the final form was obtained by making necessary revisions on the questions like instead of
asking "what do you think about your experience during the pandemic disease?", the question was
revised as "How do you feel about your slowmation experience via distance education due to Covid-
197"

The final interview form consisted of four main questions aiming to get the opinions of the
participants' opinions on;

v" the advantages and what they liked about slowmation (if any),

v’ disadvantages and what they did not like about slowmation or what they found difficult to
cope with during the process (if any),

v how they can make use of slowmation in their future teaching career.

v’ their slowmation experiences via distance education due to Covid-19.

Data Analysis

The data gathered from the interviews were analyzed using the descriptive analysis technique. The
features of the descriptive analysis are to summarize and interpret the data gathered through different
data collection tools and techniques depending on pre-determined themes. While presenting the
findings, the researcher can often give direct quotations from what the participants have said with the
aim of presenting the opinions of the participants interviewed or observed. The findings obtained
through the analysis are presented to the readers in a summarized and interpreted way (Yildirnm &
Simsek, 2011).

In this study, each of the questions asked to the participants were determined as the themes. In order
to give direct quotations from the words of the participants, each was assigned a code like P1
(participant 1), P2.

In the study based on the basic qualitative research design, the descriptive analysis was considered to
be appropriate in data analysis as the aim was to determine the experiences of the participants. In
descriptive analysis, the data are analyzed in four stages (Yildirim & Simsek, 2011): The first stage is
to examine the data and establish a conceptual framework and try to identify themes. The second
stage is the processing of data according to the thematic framework created. The third stage is to
identify the findings and make direct quotations. The fourth stage is the interpretation of the findings
through the disclosure, correlation and interpretation of the findings.

In this study, interview questions were prepared in a way to form a conceptual framework for
evaluating pre-service teachers' slowmation experiences from different perspectives and research
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questions were determined as main themes. Therefore, a thematic framework for data analysis was
formed based on the interview questions. After the conceptual framework was created, the data
obtained from each research question was coded separately by the researcher and an outside
researcher in measurement and evaluation department. Based on this coding, sub-themes for the
previously determined themes were created. The consensus was achieved by comparing the individual
coding made by the two researchers. There was a consensus on 32 codes out of 35 codes between the
researcher and outside researcher. By applying Miles & Huberman (1994) intercoder reliability
formula (32/(32+3)), the reliability rate was found to be .91. For the three codes that cannot be
reached on consensus, consensus was achieved by applying to another expert in primary education
department. After these procedures, the stage of identifying the findings was initiated.

In order to ensure internal validity in the research, direct quotations were made from the answers
given by the pre-service teachers to the questions. In order to ensure the external validity of the
research, the preparation of the data collection tool, application of the data tool and analysis stages are
explained in detail. The findings were compared with the findings obtained in the literature.

Research Process

For this study, at the beginning of the semester (February, 2020) the researcher, also the lecturer of
the course, gave his lectures on Turkish Language Teaching Program for primary school students
prepared by the Ministry of National Education (2019), teaching language skills (listening and
viewing, speaking, reading, writing) for the first six weeks. During these lectures, each student was
required to choose one of the language skills or language areas for which he/she was to prepare lesson
plans, activities and do micro-teaching depending on his/her lesson plans. The researcher also
announced the students that he would make a research on the use of technology in teaching listening
and viewing. He gave a notice to the students asking them to participate and give certain information
in the research.

At the fifth week of the semester, the researcher held a meeting with those who were willing to
prepare lesson plans and activities on listening and viewing skills. The researcher, taking necessary
permission from the administration of the education faculty, gave detailed information about the
research. Those 15 students out of 17 accepted to participate in the study voluntarily. The study lasted
for seven weeks beginning form the fifth to eleventh week of the semester. At the fifth and sixth week
of the semester, the lecturer held workshops on slowmation with the participants, during which they
gained theoretical framework of what slowmation is, what the phases of preparing slow motion
animations and how they could adapt their animations with the goals of listening and viewing skills
listed in Turkish teaching program for the third and fourth grade primary school students. Also, during
the workshops a sample slow motion animation was created by the participants together. However,
with the decision of the Turkish government and Higher Education Council, the universities were
closed and the education was carried out via distance education (online and offline).

During the lockdown, the participants continued their studies on slowmation at home and the
researcher and the participants carried out the stages of slowmation on distance learning platforms
such as Edmodo, zoom, etc. The participants used software programs or applications such as Stop
Motion, Youcut Video Editor, UnShot, Viva Video, iMovie and shared their products on Edmodo,
Whatsapp and/or Google drive. The researcher and the participants made comments on the
animations. The final products, the slow motion animations, prepared on the themes like art, national
culture, health and sport, nature and universe, science and technology, emotions, time and space, the
world of children listed in the 3rd and 4th grade primary education Turkish teaching program (2019),
were shared on the third and fourth weeks of April on Edmodo and Google Drive. The researcher sent
all participants an interview form via e-mail in which there were four questions answered in detail by
the participants.
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FINDINGS

1. The findings on advantages of slowmation experiences

The opinions of the teacher candidates about the advantages of slowmation include "skill
development™” and "teaching and learning environment" sub-themes. In the following table, themes,
sub-themes, codes and quotations from the interviews are given (Table 1).

Table 1. Themes, sub-themes, codes and quotations on the advantages of slowmation

15t Theme: Advantages of Slowmation

Sub- .
themes Codes F Sample quotations
You write a text or a story, you use an application, you use
technology and multimedia and you vyourself produce
. something new, which is great for me (P5).

= _le_t century sklll_s

g (Iear_nlng-mn_ovatlon ?k'”S’ L 15 This was a new experience for me, and | tried this for the

S information, media and . .o . . e

IS . first time in my life. Despite some difficulties, | searched for

oy technology skills) - - .

2 information on the internet, for example on how to use an

) application and how to make something new by using the

= technology (P10).

5 Writing the stories for our animations, thinking about the

Creative writing 1 events, characters, setting all develop creative writing (P8).
... enjoyable and amusing, easy to handle the process and
Amusing and pleasant 5 produce animations (P14)
... and it also leads to permanent learning (P6).
Permanent learning 4

o o we can reach the objectives and aims of a lesson (P11).
Achieving the objectives of a

lesson

It also enables permanent learning and healthy relations

Healthy relationships between between teachers and students (P3)

students and teachers

Teaching-Learning Environment

[EEN

According to findings of the study, the participants were of the opinion that the experience of
producing animations will be very helpful for them as they will be teachers in the near future and that
this experience contributed to them in various ways. The most remarkable benefit of the experience
was found to be the contribution of slowmation to the development of 21st century skills (Partnership
for 21st century learning, P21, 2015) of the participants like learning and innovation skills (creativity,
critical thinking and problem solving) and information, media and technology skills (accessing,
evaluating and using information, creating media products, applying technology effectively). Almost
all of the participants believe that as it was their first experience with making animations, they
searched for information from various information resources, learned how to use a software program
or an application, gained new knowledge, developed and used their creative thinking, problem solving
and production skills, turning a written text into an audio visual product by using different multimedia
and technology tools, and developed solutions on how to make and teach abstract concepts in Turkish
teaching and also other lessons in a more concrete way. All these skills are included in 21st century
skills.

Besides the impact of slowmation on skill development, the participants stated that the experience of
slowmation in teaching and learning environment would create an amusing and pleasant atmosphere
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and that it was key to permanent learning. While one participant thought that the objectives of a
lesson could be achieved by slowmation, another one believed that slowmation experiences could
build healthy relationships between teachers and students.

2. The findings on disadvantages/difficulties of slowmation

The opinions of the teacher candidates about the disadvantages/difficulties of slowmation include
"process"” and "equipment and material” sub-themes. In the following table themes, sub-themes, codes
and quotations from the interviews are given (Table 2).

Table 2. Themes, sub-themes, codes and quotations on the disadvantages/difficulties of slowmation

2nd Theme: Disadvantages/Difficulties of Slowmation

Sub-

themes Codes f Sample quotations

After writing the story and arranging drawings, materials
ect, I had to take photos. I can’t remember how many photos
I had taken as. But | know for sure that I took so many photos
(P7).

Voice recording took my time as | tired many times to
arrange my voice and tone (P11).

I had to record my voice for a few times as | thought that |
was not able to give the mood of the story (P15).

I had difficulty in using the application on my mobile phone.
I had to do some stages ever and ever again (P1).

Taking so many photos 7

Voice recording 6

Application/software 5

It was difficult to adapt the time and duration of voice

Arranging the speed of the video 3 recording with the time and duration of the animation (11).

The process is very demanding and take so long time. You
must arrange many things and you have to have control over
them (P4).

Process

Time consuming 2

Writing my own story was stressful and hard. There are
many factors that we had to consider; the level of the

Story writing 1 students, the language, the length of the story etc. (P5).

I wish we had not had to make a storyboard for our

Storyboard 1 animations. It was difficult to make it (P10).

I wrote my story. Ok but while making my animation, | had
difficulty in creating the setting. | had to go over it several

Creating setting 1 times (P5).

It was difficult to hold the mobile phone fixed while going
over the pictures (P2).

it was really very difficult to hold the mobile phone on the
right hand and change the pictures or scenes with the left
hand (P9).

Using mobile phones 8

I had some difficulties. I live in a village and most of the time
my internet connection is not good. Because of Covid, we
must stay at home, and we cannot go out, so | could not get
some necessary materials for my animation (P1).

Lack of material 4

Equipment & Material

When the answers of participants were analyzed, it was found out that the participants underlined
some certain difficulties/disadvantages during the process of producing slow motion animations. The
most common problems were determined to be due to the use of mobile phones, voice recording, the
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need of materials, taking so many photos. There were also other problems such as writing the story,
arranging the storyboard, arranging the speed of the video, using the slowmation applications or
software programs and creating the setting.

While some of the participants also stated that they were in need of materials and equipment to use as
models and could not get them easily as they had to stay at home because of Covid-19 and that they
tried to overcome this difficulty by trying to make use of the materials they had at home, some of the
participants stated that all the five steps of producing slowmation was time consuming as they had to
decide and arrange many things at the same time.

3. Findings on the use of slowmation by pre-service teachers in their future career

The opinions of the teacher candidates about the use of slowmation by in future career include
"contributions of slowmation to the students", "using slowmation in various disciplines"”, "philosophy"
and "economy" sub-themes. In the following table themes, sub-themes, codes and quotations from the

interviews are given (Table 3).

Table 3. Themes, sub-themes, codes and quotations on the use of slowmation by pre-service teachers
in their future career

3rd Theme: Use of Slowmation by Pre-service Teachers in Their Future Career

Sub-themes Codes f Sample guotations

Think of my students, they are making their own animations.
They will use their creativity by writing their own stories.
13 They will search for information. They will use technology.
They will solve the problems when they face them. Maybe
they will work together (P6).
The process itself develops the language skills. You write
stories and then you read them again and again. Even you
ask another person to read it aloud and you listen to your
story. Then when the animation is ready the students listen
and watch. By this way, my students will develop their
language skills (P8).
.. their psychomotor skills will also develop as they will
draw pictures, use various materials (P11).

21%t century skills
(learning-innovation skills, and
information, media and
technology skills, social skills)

Language skills 9

Psychomotor skills 1

I will be able to keep my students' attention and interest in

Attention/interest 1 my lessons (P5).

... And at the same time, students will have fun and do a

Learning by doing 1 pleasant activity. They will learn better by doing (P12).

For instance, | can make up the story and narrate it and my
students can draw pictures for the story and they can express
Collaboration/cooperation 1 their thoughts with their drawings. Then, they can do the
voice recording, find appropriate music for their study and
finally we all together create our own animations (P7).
In order to increase the readiness of my students on the topic
Enriching the teaching- to be dealt with, I can make an animation and use it at the
learning environment beginning or in order to reinforce my students learning, | can
use it at the end of a theme (P14).

Contributions of Slowmation Process to the Students

[EEN

For my students, | can use this method during the listening

o — (]
=2 E c § £ and viewing phase in Turkish lessons. I can use it not only in
3 S c = = Science teaching 2 Turkish lessons but also in science while I will be teaching
> % °s -g abstract concepts or scientific rules or theories, laws and in

social studies lessons, as well (P8).
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We used it (slowmation) for listening skills in Turkish

lessons. But | think that we can use it very effectively in

science and life studies lessons as slowmation is effective

while showing our students the changes in a process (P14).

When we become teachers, we can use slowmation in most of

Social studies 2 the courses like social studies. It will be good for my students
(P13).

As | answered in the previous question, we can especially use
it (slowmation) to teach abstract concepts, especially the
issues of morality and virtue can be taught effectively with
the animations my students and | will make together (P7).

Life studies 2

Value education 2

Slowmation is effective in teaching process and especially it
can serve the principles of constructivism, which is our

. educational philosophy (P12).
Constructivism 1

Philosophy of
Education

I think that one of the most important contributions of
slowmation will be to help us to save time and space.
Namely, | can have my students watch animations and help
them to visualize the events in the animations and doing this
will not cost me much (P5).

Time/Space/Cost 1

Economy

Depending on the pre-service teachers' answers to the question of how they can make use of
slowmation in their future career and in their classrooms, it was found out that except only one
participant, all the other participants wanted to use slowmation method in their classes in the future.
They believe that slowmation by either teachers or students will create a better classroom setting in
which students will be able to make their animations and will develop their writing skills, drawing,
listening and speaking skills. Besides, 13 of the participants think that during slowmation process,
their students will use their creativity while writing their story and arranging the scenes, look for
information from various sources and evaluate and use that information, use technology tools and
create their own media products and solve problems. Therefore, the participants believe that
slowmation can contribute to 21st century skills (Partnership for 21st century learning, P21, 2015)
like critical, creative and analytic thinking skills, problem solving skills, technology and information
literacy skills, social skills. They believe that they can arrange group works in their classrooms and
students can work cooperatively and collaboratively while they will be able to learn by experiencing
and doing. Also, they are of the opinion that using new methods like slowmation in their classes will
enrich the teaching-learning setting.

Apart from the findings which focus on including primary school students in the process of making
their own animations, two participants pointed out that slowmation can be used effectively in science
teaching, life studies and social studies as well as Turkish language teaching.

4. The findings on the opinions of pre-service teachers on slowmation experiences via distance
education due to Covid-19

The opinions of the teacher candidates about their experience via distance education due to Covid-19
include "effects of Covid-19 on the mood of the students” and "effects of Covid-19 on teaching and
learning" sub-themes. In the following table themes, sub-themes, codes and quotations from the
interviews are given (Table 4).

The last question on the interview was on pre-service teachers' experiences via distance education due
to Covid-19. The analysis of the data reveal that the participants began to answer the question by
mentioning the loss of their motivation, becoming bored and worried due to the effects of Covid-19.
However, despite this negative mood, most of the participants stated that they were trying to do
individual studies to develop themselves by making use of the Internet, attending educational forums,
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keeping in touch with their friends and teachers. They also stated that they were trying to follow
online lectures or if they could not, they watched the recorded lectures offline. Besides, the
participants mentioned about their preference on the delivery of instruction. While some of them
preferred face-to-face education, some were of the opinion that face-to-face and distance education
can be combined, which means that they would prefer blended learning.

Table 4. Themes, sub-themes, codes and quotations on the pre-service teachers' experiences via
distance education due to Covid-19

4™ Theme: The Pre-service Teachers' Experiences via Distance Education due to Covid-19

Sub-

theme Codes f Sample quotations

As everybody, | am also very worried about what is going on
all over the world and in my country. The disease has
affected every part of our lives. As a student, | am worried
about my education (P10).

I am very bored of staying at home and not being able to go
out and to my university especially. | do miss my friends, my
teachers, my class, everything outside (P7).

Worry 8

Boredom 3

We are worried about what happens to people all over the
world because of the disease and also are worried about our
own health and our families' health. On the other hand, we

Loss of motivation 3 are struggling to continue our education and we wonder
when our school will reopen. Sometimes, | feel like losing my
motivation for studying and doing my assignments and tasks
(P5).

Effects of Covid-19 on the Mood of
the Pre-service Teachers

The online lessons on Zoom, your comments, our friends'

sharing their comments on Whatsapp and Edmodo were all

very helpful. Despite we did it on the virtual world, it was
Face-to-face education 9 like real because we could make contact with you and my
friends most of the time. But of course, | would prefer to see
you in our class and have our lessons in the classroom
together. Face-to-face is always the best (P1).
During this Covid 19 period, | recognized that distance
education can also be used in our education with face-to-face
education. Even, it will be very helpful and advantageous in
terms of time, money, place. We can have the theoretical
parts of our lessons on distance education and in the class,
we can do practices. This will save time, money and energy
for us. And also, it will develop our technology skills (P9).

Blended learning 5

We tried to follow our lessons online and offline. For some
lessons | can say that distance education was good but for
some | cannot say so. | think we can mix face-to-face and
distance education and get a new education system (P12).
We must face the reality of the disease and also we must
always keep our duties as students and candidate teachers in
mind. We have a lot of spare time these days, so | am trying

Individual studies 6 to turn this situation into an advantage. I visit education web
sides. | attend online lessons on Zoom and whenever | want, |
can revisit our distance education system and watch the
records of the lessons (P7).

The Effects of Covid-19 on Teaching and Learning

DISCUSSION, CONCLUSION & RECOMMENDATIONS

Covid-19 pandemic disease has suddenly changed the nature of teaching and learning processes all
over the world. Taking the changing nature of teaching and learning processes into consideration, this
study aimed to examine the opinions of pre-service teachers' slowmation experiences. The results of
the study were gathered under four themes, the advantages of slowmation experiences, disadvantages
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and difficulties of slowmation, the use of slowmation by pre-service teachers in their future career and
the effects of Covid-19 and distance education on pre-service teachers’ experiences.

In terms of the advantages of slowmation experience, this study shows that slowmation has an impact
on skill development of the pre-service teachers. Analysis of the data highlights the fact that all the
participants believed slowmation could develop learning and innovation skills, information, media
and technology skills (Partnership for 21st century learning, P21, 2015) and creative writing skills.
Methods, like slowmation, claymation, digital storytelling, require individuals to use multimedia tools
together with other technological tools. All these methods follow some certain phases which are
interconnected and interrelated to each other and at each phase animation-maker or storytellers need
to put some certain skills into action. Depending on the responses of the pre-service teachers, it can be
said that they focused on learning and innovation skills and information, media and technology skills.
The surprising result is that life and career skills were not mentioned by any of the pre-service
teachers. This result can be said to imply that the experience led the pre-service teachers to focus on
ways of thinking by focusing on creativity, problem solving, critical thinking. Another implication is
that the pre-service teachers’ searching for information on various information resources, learning to
use applications and/or software programs by which they could created media products are all factors
to contribute information, media and technology skills. There are studies in the literature the results of
which support the result obtained in this study. The studies show that each step performed during
animation or digital story process requires and develops individuals’ 21% century skills such as
creativity (Atalay, 2015; Cigerci, 2020; Yiiksel, Robin & McNeil, 2011), creative thinking (Kogoglu
& Kdoymen, 2003), critical thinking and problem solving (Foley, 2013), technology skills (Cigerci,
2020; Dogan, 2007; Karakoyun, 2014; Robin, 2008) and creative writing (Robin, 2006). Another
result of the study in terms of the advantages of slowmation is that slowmation could enhance
teaching-learning environment by creating an amusing and pleasant setting, leading to permanent
learning, achieving the objectives of a lesson and creating positive effect on relationships between
students and teachers. It could be said that slow motion animations could be used to increase the
readiness of primary school students on the topic to be dealt with or used at the end of the theme to
reinforce students learning. Likewise, Hoban, Ferry, Konza and Vialle (2007); Keast, Cooper, Berry,
Loughran, and Hoban (2009) and Hoban and Nielsen (2010) think that the slowmation can be used at
the end of a topic for assessment purposes and teachers can check what students have learned about
the topic. They also emphasize that slowmation is an effective tool to teach abstract concepts and
make learning meaningful and permanent.

In the second place, despite the advantages of slowmation, it was found out in this study that there
were some disadvantages or difficulties that the pre-service teachers experienced during the process of
creating animations. It can be concluded from the study that the difficulties stemmed from slowmation
making process itself and lack of equipment and materials. It can be alleged that methods like
animation and digital storytelling may require individuals to follow the steps carefully from wiring the
story or text to sharing their products. Therefore, the pre-service teachers in this study might have
found slowmation process challenging and demanding as some well-developed skills like using
technology effectively are necessary. Besides, as all the participants mentioned, they did not have
digital still cameras and tripods and other necessary materials like models, which are necessary during
the process, so they had to use their mobile phones to produce slowmations. Though all participants
had mentioned that this experience contributed to some of the 21st century skills like technology,
media, creativity skills, the low quality of the slowmations produced by the pre-service teachers has a
contradiction with their thoughts. The difficulties they stated and their final products imply that the
pre-service teachers did not demonstrate enough performance in the 3rd, 4th and 5th steps of 5R
technique in creating slowmations (Hoban & Nielsen, 2010). A similar result was also found by
Atalay, Anagiin and Kumtepe (2016) in their studies concluding that pre-service teachers were not
good at forming models, photographing the models and creating the animation. However, it should be
noted that the pre-service teachers were provided with two sessions and workshops lasting about six
hours at the beginning of the semester, during which the theoretical framework of slowmation and

Copyright © International Online Journal of Primary Education 122


http://www.iojpe.org/

WWW.i0jpe.org
International Online Journal of Primary Education 2020, volume 9, issue 1

W 10JPE

sample slowmation making process were presented. However, Keast, Cooper, Berry, Laura and
Hoban (2009) found out in their study that "slowmation worked best when the teachers had a series of
lessons in which to complete the task and when the lessons were structured in a particular way (first
lesson for storyboarding, second and third for taking photos and the final lesson for presentations). On
the other hand, the pre-service teachers followed the steps of slowmation process and produced their
slowmations with limited equipment and materials under the condition of lockdowns due to Covid-19.
Therefore, it can be said that the circumstances due to lockdowns and Covid-19 might have made it
difficult for the pre-service teachers to demonstrate their skills effectively and producing high-quality
slowmations.

Another result of the study obtained in the third theme of the study (see Table 3) is that the pre-service
teachers seemed eager to use slowmation method in their future career. They stated that they would
have their students produce slowmations or they, as future teachers, could produce their own
slowmations and use them in their lessons. However, it was found out from almost all the pre-service
teachers' expressions that they preferred to include their students in slowmation process instead of
making their own slowmations and using them in their future career. On the other hand, the pre-
service opinions that slowmation can develop primary schools students' learning and innovation skills,
information, media and technology skills, social skills, language skills, psychomotor skills, grasp the
attention and interest of these students, enrich teaching and learning setting and bring about
collaboration and cooperation among the students are parallel with the findings of the studies by
Atalay and Belet Boyaci (2019), Cigerci and Giiltekin (2017), Fleer (2013), Ochesner (2010), whose
studies included children in primary or middle schools. Likewise, Hoban and Nielsen (2010) state that
students learning can be enhanced through group works to create their own animations, while Hoban,
Ferry, Konza and Vialle (2007) state that slowmation can provide a facilitating effect on the
classroom method by ensuring that the students are intertwined with technology. Another result
obtained from the findings in the third theme is that though slowmation have been included mostly in
studies in science teaching (Atalay, 2015; Hoban, 2005; Hoban & Ferry, 2006; Hoban, Ferry, Konza
& Vialle, 2007; Hoban, Macdonald & Ferry, 2009; Hoban and Nielsen, 2010; Pak, 2020; Uzun, 2015;
Uzuner, 2018), it can be used in other courses or disciplines like language teaching course as in this
study, life studies, social studies, value education and other ones and further researches can be made
on the use and effects of slowmation in other courses. Besides this result, depending on the statement
by one pre-service teacher, it can be said that slowamtion process may serve well the philosophy of
constructivism. Likewise, Hoban, Nielsen and Carceller (2010) in their studies on student-generated
animations used the term "constructionism", which is based on an integration of constructivist views
of learning and social views of learning and stated that designing and making animations require
students to make research, design and construct a model which is a representation of their knowledge.

One of the most remarkable results of the study is that Covid-19 pandemic disease has affected the
mood or psychology of the pre-service teachers leading them to be worried and loss their motivation
and get bored due to lockdowns, which can be said to be indispensable effects of Covid-19 together
with many other negative impacts. According to studies on the effect of Covid-19 (Cao, Fang, Hou,
Han, Xu, Dong and Zheng, 2020; Liu, Liu, Zhong, 2020; Pragholapati, 2020), the mental health of
students is affected in a negative way in case of a public health emergency and quarantine life is
accompanied by psychological consequences as well as social and economic ones. The increase in
anxiety, depression, worry, fear, tension is among the most common results of Covid-19 and these
conditions may lead to acute stress disorder, post-traumatic stress disorder, depression and even
suicide. Despite all these undesired effects of Covid-19, it is found out in the study that the pre-service
in this study have met distance education for the first time in their life as they stated and that some of
the participants mentioned about blended learning. They did not use the term "blended" learning as
most probably they did not know the term (see the sample quotation of P12 in Table 4) and instead
defined it as "the combination of face to face and distance education”. Though there were some pre-
service teachers who favored blended learning, most of them believed that face-to-face education was
better. Depending on statements of the pre-service teachers preferring blended learning could be said
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to have been influenced by the certain factors affecting blended learning satisfaction as listed by
various researchers. For instance, Bolliger (2004) point out three factors instructor, technology and
interaction, while Naaj, Nachouki and Ankit (2012) define six factors: instructor, technology,
interaction, instruction, class management and learning management system. Since the decision on the
closure of schools by Ministry of National Education and Higher Education Council in Turkey was
taken, the students have been going on their education via distance education and thus, they have been
experiencing those factors listed above as they have been following their lesson either online or
offline, making contact with the instructors through Zoom, Edmodo, WhatsApp, e-mails and/or
learning management system of the university. Finally, one of the satisfying results of the study is that
during the lockdowns, the pre-service teachers have made individual studies to develop themselves by
making use of the Internet, attending educational forums, keeping in touch with their friends and
teachers. These studies can be said that the pre-service teachers have been trying to take the
responsibility of their own learning and to become autonomous learners.

Considering the above discussion points and the importance of slowmations in teaching and learning
setting, some suggestions for future can be put forward. This study was limited to 15 pre-service
teachers in primary education department. Future studies can be made with more pre-service teachers
in primary education department as well as other departments. This study had to be conducted via
distance education due to Covid-19. Further studies on slowmation with quantitative or mixed
methods can be conducted with pre-service teachers via face-to-face education and the studies can
also include in-service teachers. The slowmations prepared by pre-service and in-service teachers can
be applied in classroom environments in schools and the eff+ects of slowmations in various courses
like social studies, life studies, Turkish language teaching can be analyzed. Apart from the
slowmation to be prepared by pre-service and in-service teachers, students at primary, secondary, high
and university students can be given workshops on slowmation can be arranged and studies can be
conducted with primary school students.
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APPENDIX

In this part, there are images of the pre-service teachers' experiences and scenes from their slow motion animations on
WhatsApp and Edmodo.
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