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Bu calismanin amaci okul 6ncesi egitimi 6gretmenlerinin 6z diizenleme becerilerini 6gretmene iliskin
faktorler (yas, hizmet ici egitim sayisi, mesleki deneyim) ve ¢alistiklar okullara iliskin faktorler (okullarin
konumu, okul tiird, sinif mevcutlari) agisindan incelemektir. Arastirmada iliskisel tarama modeli tercih
edilmistir. Arastirmanin 6rneklemini 239 okul dncesi egitimi 68retmeni olusturmaktadir. Katilimcilara
ulasmak i¢in kolay ulasilabilir 6rnekleme yontemi kullanilmistir. Verilerin toplanmasinda Demografik Bilgi
Formu ve Ogretmen Oz Diizenleme Olcegi (OODO) kullamlmustir. Veriler {izerinde dogrulayic1 faktér
analizleri yapilmis ve model uyum indeksleri incelenmistir. Olgegin alt boyutlan icin Cronbach Alpha ig
tutarlilik katsayilari .70 ile .86 arasinda degismektedir. Okul 6ncesi egitimi 6gretmenlerinin dissal hedef
yonelimi alt boyutundaki puan ortalamalarinin orta diizeyde oldugu, diger alt boyutlarin puan
ortalamalariin ise yiiksek diizeyde oldugu goriilmektedir. Ogretmen yasinin duygusal kontrol ve 6z-
degerlendirme alt boyutlari tizerinde; mesleki deneyim, okul tiirii ve okulun bulundugu yerin ise duygusal
kontrol alt boyutu iizerinde anlaml bir etkiye sahip oldugu goériilmiistiir. Hizmet i¢i egitim sayisinin hedef
belirleme ve 6z-degerlendirme alt boyutlari tizerinde anlamli bir etkiye sahip oldugu bulunmustur. Ayrica,
sinif mevcudunun hedef belirleme ve 6z tepki alt boyutlari tizerinde anlamli bir etkisi vardir. Arastirmadan
elde edilen sonuglar 1s181nda, 6gretmenlerin performans hedef odakli becerilerini gelistirmek icin tesvikler
saglanmas1 ve deneyim paylasimi toplantilar1 diizenlenmesini 6nerilebilir. Hizmet ici egitimlerle
o0gretmenlerin 6z diizenleme ve 6z degerlendirme becerileri artirilabilir. Ayrica, kii¢iik sinif mevcudu ve
interaktif ogretim siirecleri, 68retmenlerin hedef belirleme ve kendini degerlendirme becerilerini
gelistirmede dnemli bir rol oynayabilir.

Anahtar Sézctiikler: okul dncesi egitim, okul dncesi egitimi 6gretmeni, 6z diizenleme becerileri

ABSTRACT

This study aims to examine the self-regulation skills of early childhood education teachers in terms of
teacher-related factors (age, number of in-service trainings, professional experience) and factors related
to the schools they work in (the location of the schools, the type of school, classroom sizes). Descriptive
correlational design was preferred. The sample of the study consists of 239 early childhood education
teachers. The convenience sampling method was used to reach the participants. Demographic Information
Form and Teacher Self-Regulation Scale (TSRS) were used to collect the data. Confirmatory factor analyses
were performed on the data, and model fit indices were examined The Cronbach Alpha internal consistency
coefficients for the subscales of the scale ranged from .70 to .86. It is seen that the mean scores of early
childhood education teachers in the performance goal orientation sub-dimension are at a medium level,
while the mean scores of the other sub-dimensions are at a high level. Teacher age had a significant effect
on emotional control and self-evaluation subscale, while professional experience, school type and school
location had a significant effect on emotional control subscale. The number of in-service training courses
was found to have a significant effect on goal setting and self-evaluation subscales. In addition, class size
has a significant effect on goal setting and self-reaction subscales. In the light of the results obtained from
the research, it can be suggested that incentives should be provided and experience sharing meetings
should be organized to improve teachers' performance goal-oriented skills. Teachers' self-regulation and
self-evaluation skills can be improved through in-service training. In addition, small class size and
interactive teaching processes can play an important role in developing teachers' goal setting and self-
evaluation skills.
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INTRODUCTION

Self-regulation of teachers is an active process in which they direct and maintain their meta-
cognition and motivation to provide effective education and training. Throughout this process,
teachers set goals and make plans for the circumstances they may experience under the
opportunities and conditions, decide on the appropriate strategies to achieve these goals, evaluate
their performance, and benefit from these previous learning and experiences in their future
practices (Capa Aydin, Sungur, & Uzuntiryaki, 2009). Teachers need to use various strategies to
maximize their educational performance and facilitate children's learning, as well as improve
their own self-regulation skills. Owing to goal setting, intrinsic interest, performance goal
orientation, mastery goal orientation, self-instruction, emotional control, self-evaluation, self-
reaction, and help-seeking, they contribute to their professional development and improve their
efficiency in the education and training process (Parvaneh Shirazi, 2024; Heydarnejad, Baghaei, &
Chehrzad, 2021). Teachers' self-regulation skills, as an area of professional competence, are
factors linked to their classroom practices and thus affect children's learning outcomes. Two areas
of competence can be mentioned here: teachers' own self-regulation skills (their experiences as a
model of self-regulation in the classroom) and supporting children's self-regulation skills.
Teachers' self-regulation skills play a role in creating a quality classroom atmosphere (Gordon,
Dembo, & Hocevar, 2007), and this qualified atmosphere ultimately supports the development of
children's self-regulation skills (Cadima et al., 2019; Moen et al., 2019; Erturk Kara, Gonen, &
Pianta, 2017; Guler Yildiz, Erturk Kara, & Findik Tanribuyurdu, 2014).

The first of the strategies that enable teachers to advance their self-regulation skills is getting to
know the child and setting goals in accordance with her/his individual needs (Groves Gillespie, &
Seibel, 2006). According to Bodrova and Leong (2017), when deciding on the guidance for
children to achieve the objective teachers have set, teachers should support children
progressively by taking into consideration their current and potential developmental
characteristics and interests. Teachers can also manage time well by regulating their own
cognition, motivation, and behavior in line with their goals (Saiz Manzanares, Carbonero Martin,
& Roman Sanchez, 2014). Another important strategy is emotional control. Teachers experience
different kinds of emotions triggered by more than one factor and interactions among these
factors (Schutz, 2014). However, the strongest trigger that enables teachers to reveal their
positive and negative emotions is their interaction with children (Day & Gu, 2014). The
perception, approach, and reaction of the teacher to the situations encountered in the classroom
contain emotional control skills. As a result of advancement in these skills, it provides an
opportunity to observe the child who is meeting with the school environment for the first time
and cannot predict which behaviors and emotions are appropriate. Also, thanks to these skills, the
teacher has a strong mechanism to make sense of the clues for the child's behaviors (Becker,
Goetz, Morger, & Ranellucci, 2014). Teachers and children have many experiences and express
their feelings in the classroom. Teachers usually want to regulate their own or children's emotions
to create a positive climate in the classroom. For instance, they may direct the attention of the
child who is disturbing the class to other experiences. Also, they may increase his/her interest in
learning by guiding him to focus on another aspect of the subject to reduce her/his boredom
instead of being harsh on a child who is annoyed about a given task or assisting the child to learn
with animations (Taxer & Frenzel, 2015; Chang, 2009; Sutton, 2004). At the same time, teachers
who have emotional control skills use effective classroom management strategies to assist
children in managing and expressing their emotions while having an attitude against disruptive
classroom behaviors (Evers, Tomic, & Brouwers, 2004; Pianta, 1999).

One of the effective self-regulation strategies is self-evaluation. Self-evaluation can help make
inferences about what works or doesn't, considering the performance on various instructional
tasks (Bransford, Brown, & Cocking, 1999). Through self-evaluation, teachers can form the basis
for planning and improvement. Depending on this, being aware of the useful and unhelpful
elements in the classroom environment, education process, and support services, teachers know
what to build on and how they can improve their novel practices. Also, this awareness provides
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the opportunity to recognize their strengths and weaknesses with self-discovery for teachers
(Ross & Bruce, 2007). Thanks to this, teachers focus on improving their efficiency in the classroom
and their expertise in the field, distinguishing the difference between desired and actual practices,
and starting to create new options for development goals (Airasian & Gullickson, 1997).

Teachers are expected to be able to analyze children's learning motivations, desires, and needs, as
well as how they manage their learning processes in learning-teaching environments (Degol &
Bachman, 2015). Within these processes, the importance of self-direction skills comes to the
surface. Through self-direction, the teacher is involved in a process where they take the initiative
by identifying personal learning needs, goals, and appropriate learning strategies. In this process,
they find the opportunity to adapt the teaching strategies according to the interests and needs of
the children throughout the education process. Additionally, they can evaluate the learning-
teaching process by implementing their target-specific plan (Loyens, Magda, & Rikers, 2008).

Another factor that affects teachers' self-regulation skills is their intrinsic interest. Teachers with
high intrinsic interest enjoy working with students and are excited about teaching. They learn and
use new approaches and strategies, strive for students' autonomy, and show perseverance in
guiding student failures. Designing learning environments that meet the expectations and needs
of teachers, ensuring the school climate aligns with their own goals and expectations, and
receiving the expected feedback from students in the classroom are important factors that boost
teacher motivation and internal interest (Capa Aydin et al., 2009).

Teachers need to establish supportive relationships to overcome problems they experience and
cannot solve in the classroom (Hsu, 2005). Teachers should identify the problem, feel comfortable
expressing themselves, ask for help from the right source, and be willing to receive support and
assistance (Rickwood et al., 2005). By communicating with colleagues to seek help, teachers can
develop different perspectives on the problems they encounter and have the opportunity to
practice solutions in the classroom (Eshel & Kohavi, 2003). Another strategy to develop self-
regulation is self-reaction. According to Zimmerman (2000), self-reaction refers to a person's
satisfaction or dissatisfaction with their performance. Teachers with high self-reaction skills can
evaluate the effectiveness of their teaching by considering their previous performances, the
feedback they have received from students, and whether they have achieved their goals. As a
result of these evaluation processes, they develop behavioral, cognitive, and emotional responses.
When teachers feel successful in many ways, they become more motivated to work and enhance
their self-reaction (Larsen & Samdal, 2012). Increasing a teacher's self-satisfaction creates a
source of motivation for further learning initiatives, engagements, and efforts. In this sense, a
teacher who sees themselves as a behavioral or social model can positively affect the behaviors of
those around them. Consequently, their perceived importance of the activities practiced and
experienced in the education process increases, leading to the development of behavioral
reactions (Schunk & Zimmerman, 2009).

Internal and external goals are effective strategies for the development of self-regulation skills,
which influence teachers' motivational beliefs. Mastery goal orientation can be defined as “the
individual's responses, approach, and goals that emerge with a focus on a situation related to
success” (Zusho, Pintrich, & Coppola, 2003). Teachers with mastery goal orientation set goals to
improve their competence in teaching and master the teaching task against self-set standards.
These teachers tend to think, “It is important to be a successful teacher in order to satisfy myself
professionally.” Teachers with intrinsic goal orientation are development-oriented, acquiring new
skills, developing competence, gaining insight into their work, and performing tasks according to
the standards they set. For this reason, the internal target is the best indicator of professional
performance (Kamyabi Gol & Royaei, 2013). In addition, individuals with intrinsic goal orientation
base their tasks on mastery, curiosity, and difficulty while performing their responsibilities. The
reasons for fulfilling the task depend on internal resources (Pintrich et al.,, 1991). On the other
hand, performance goal orientation emphasizes external factors that motivate individuals in the
learning process and the role of external stimuli (Schunk & Zimmerman, 2009). Teachers with
performance goal orientation set goals to outperform others and to have others believe in their
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competence. These teachers tend to think, “It is important to be a successful teacher to get a
promotion.” Teachers with extrinsic goal orientation focus on being superior to others in their
professional lives and how their abilities and performances are evaluated by others. The reasons
for performing tasks taken on by individuals with extrinsic goal orientation are based on
performance-oriented goals, such as rewards and competition (Pintrich et al., 1991).

It is known that teachers' use of strategies to develop self-regulation skills significantly impacts
children's self-regulation skills and their social, emotional, and academic development (Downer,
Sabol, & Hamre, 2010). A review of the national literature reveals that, although there are studies
examining teachers' self-regulation skills, there is a limited number of studies focused on early
childhood education teachers' self-regulation skills (Kurt & Dikici Sigirtmac, 2021; Yilmaz, 2016).
Enhancing self-regulation skills during early childhood is critical for children, both in the short
term and the long term (Bronson, 2000). One strategy that can be employed to promote these
skills is modeling. It is expected that early childhood education teachers, who are important
figures in children's lives after their families, will serve as role models for children in developing
self-regulation skills. As part of the preschool education institution, teachers are also important
and active collaborators in creating a positive and productive school climate. Teachers who can
self-regulate will contribute to the institution's management processes. Furthermore, the results
of the current research are thought to contribute to efforts aimed at involving children in a high-
quality educational process. While many factors influence children's learning—such as family
background, skills, and motivation, the most significant factor affecting learning in schools is the
experiences provided by teachers. Teachers interact with children daily and help them acquire
the knowledge and skills they are expected to have when they leave school. Given the pivotal role
of teachers in learning, ensuring a high-quality teaching workforce is a priority on policy agendas
for early childhood education. Educational policymakers design teacher education processes by
determining the type of teacher profile desired. In this context, it is believed that the findings of
the current research will contribute to this process by revealing teachers' self-regulation skills,
which are components of professional competencies and include skills such as goal setting, goal-
oriented motivation, and self-monitoring, as well as the factors that affect them. Since teacher
quality emphasizes the ongoing professional development of teachers, the results of this research
are expected to illuminate early intervention studies designed to support teachers' professional
development (OECD, 2024). Considering these views, the current study aims to examine the self-
regulation skills of early childhood education teachers concerning teacher-related factors (age,
number of in-service trainings, professional experience) and factors related to the schools they
work in (location of the schools, type of school, classroom sizes). In accordance with this purpose,
the research questions of the current study are as follows:

1. Whatis the level of self-regulation skills of early childhood education teachers participating
in the study?

2. Is there a significant difference in the self-regulation skills of the participating early
childhood education teachers concerning teacher-related factors (teacher age, professional
experience, number of in-service trainings received)?

3. Is there a significant difference in the self-regulation skills of the participating early
childhood education teachers concerning the factors related to the schools they work in
(type of school, classroom sizes, and location of the schools)?

METHOD

The current study uses a descriptive correlational design. Because it is aimed at examining the
self-regulation skills of early childhood education teachers in terms of teacher-related factors
(age, number of in-service trainings, professional experience) and factors related to the schools
they work in (the location of the schools, the type of school, classroom sizes). The descriptive
correlational design is a quantitative research model that aims to investigate the relationship
between variables without making any claims about cause and effect (Karasar, 2017).
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Participants

The sample of the study consists of 239 teachers working in early childhood education institutions
in Batman located in the Southeastern Anatolia region of Turkey and its districts. It was ensured
that the sample size was at least 5 times the number of items (Tinsley & Tinsley. 1987). In the
stage of determining the sampling method, the researchers evaluated the situation of reaching
preschool teachers in Batman and decided that there was no possibility to use random, stratified,
etc. sampling types. This decision was influenced by the following circumstances. First, it was seen
that limited data was obtained when teachers were reached with digital data collection method
(Google form) and that the process of filling out the scale by establishing face-to-face
communication was healthier. The districts and villages of Batman are in rural areas and are far
from the provincial center. Since Batman province and its surroundings are among the provinces
with high development potential, the high number of road construction works and the negative
effects of this situation on transportation in terms of time and security; the researchers' full-time
work and the fact that they work at almost the same hours as the teachers, there was a limited
time to data collection. According to this evaluation, the convenience sampling method, which is
recommended to be used when there is no possibility to use other sampling types, was preferred
for this research (Stratton, 2021; Kilic, 2012). Demographic characteristics of the participants are
presented in Table 1.

Table 1
Demographic Characteristics of the Participants

Variables f %

School location City center 91 38,1
District center 76 31,8
Village 72 30,1

School type Kindergarten 95 39,7
Kindergarten classroom in primary school 113 47,3
Kindergarten classroom in secondary school 31 13,0

Teacher’s age 23-33 years old 205 85,8
34 years and older 34 14,2

Class size Between 0-10 children 70 29,3
Between 11-20 children 149 62,3
21 and more children 20 8,4

Number of in-service Between 0-5 times 124 51,9

trainings teacher attended Between 6-10 times 49 20,5
Between 11-15 times 31 13,0
16 and more times 35 14,6

Professional experience Between 0-5 years 167 69,9
Between 6-10 years 43 18,0
Between 11-15 years 29 12,1

Thirty-eight-point one percent of the schools are in the city center, 31.8% in the district center,
and 30.1% in the village. Thirty-nine-point seven percent of the participant teachers work in
kindergarten, 47.3% in the kindergarten classroom in primary school, and 13% in the
kindergarten classroom in secondary school. While 85.8% of the teachers’ ages range from 23 to
33, 14.2% of them are at the age of 34 and over. Twenty-nine-point three percent of the teachers
work with 0-10 children, 62.3% with 11-20 children, and 8.4% with 21 or more children. Fifty-
one-point nine percent of the teachers have attended 0-5 in-service training, 20.5% of them 6-10,
13% of them 11-15, and 14.6% of them 16 or more in-service training. While 69.9% of the
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teachers have 0-5 years of professional experience, 18% of them have 6-10 years and 12.1% of
them have 11-15 years of professional experience.

Instruments

Demographic Information Form

The form consists of questions about teacher-related factors (age, number of in-service trainings,
professional experience) and factors related to the schools they work in (the location of the
schools, the type of school, and classroom sizes).

Teacher Self-Regulation Scale (TSRS)

This scale was developed by Capa Aydin et al. (2009) to assess teachers' self-regulation skills. The
scale consists of 40 items and includes nine subscales (goal setting, intrinsic interest, performance
goal orientation, mastery goal orientation, emotional control, self-instruction, self-evaluation,
self-reaction, and help-seeking). It is in the 6-point Likert type, scored between the statements “I
totally agree” and “I totally disagree”. The reliability coefficients for the subscales of the scale were
calculated as .85 for the intrinsic interest/value, .78 for performance goal orientation, .67 for
mastery goal orientation, .86 for goal setting, .78 for self-instruction, .73 for emotional control, .72
for self-evaluation, .66 for self-reaction, and .78 for help-seeking (Capa Aydin et al., 2009).

Three field education experts evaluated whether the scale items could be used to assess preschool
teachers' self-regulation skills in terms of their scope and reached a consensus on their
appropriateness. Sample items related to the scale are as follows: “When [ prepare activities, I
identify the goals I want children to achieve” (goal setting). “Being a successful teacher is
important for self-development” (intrinsic interest). “It makes me happy to see children learn
something” (performance goal orientation), “Being a successful teacher is important to get
promoted” (mastery goal orientation), “I learn from the mistakes I make during the activity”(self-
evaluation), “I guide myself to use time effectively” (self-instruction), “I ask for help from other
teachers when there are problems I cannot solve” (help-seeking), “I appreciate myself when
everything goes according to plan”(self-reaction), “I act calmly when faced with a problem”(
emotional control).

In addition, statistical evidence was obtained regarding the validity and reliability of the scale
data. Confirmatory factor analysis was conducted to examine the scale data in the same factors in
this group and to measure whether it had the same effect. The fit values calculated as a result of
confirmatory factor analysis (CFA) indicate an acceptable fit (X 2 /sd=2,302; RMSEA=0,072,
SRMR=0,087, NFI=0,92, NNFI=0,95 and CFI=0,96). This constitutes evidence for the construct
validity of the data obtained from the scale. In addition, the reliability of the data obtained in the
current study was analysed. The Cronbach Alpha internal consistency coefficient was calculated
as .93. The Cronbach Alpha internal consistency coefficients for the subscales of the scale ranged
from .70 to .86. These coefficients are respectively as follows: .86 for goal setting, .86 for intrinsic
interest, .78 for performance goal orientation, .82 for mastery goal orientation, .85 for self-
instruction, .81 for emotional control, .75 for self-evaluation, .70 for self-reaction, and .80 for help-
seeking. The obtained values provide evidence of a high level of reliability.

Data Analysis

In the normality analyses, the skewness and kurtosis coefficients of the data obtained from the
Teacher Self-Regulation Scale were examined. Since the data did not show a normal distribution
(MCSS=-2.854, BBSDS=13.746), the analysis of the data was carried out with non-parametric tests.
The Kruskal Wallis H test was used to analyse the location of the schools, the type of school,
classroom sizes, the professional experience of the teachers, and the number of in-service
trainings they have attended before. The analyses of the scale scores in terms of the age of the
teacher were carried out with the Mann-Whitney U test. The results were interpreted based on
the significance level of .016 for the three-category independent variables and .008 for the four-
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category independent variables after doing Bonferroni correction. The significance of the
difference between the results of the groups was found by calculating the effect sizes. Accordingly,
the “r” value was used in the Mann Whitney U test, and the “n2” value in the Kruskal Wallis test.
For 12 value, .02 shows a low impact, .13 the medium impact, and .26 the high impact. When it
comes to the r2 value, below .30 indicates a low effect size, between .30-.50 medium, and .50 and
above indicate a high effect size (Cohen, 1988).

Research Ethics

All the rules stated in the "Higher Education Institutions Scientific Research and Publication Ethics
Directive" were followed in the entire process from the planning, implementation, data collection
to the analysis of the data. None of the actions specified under the second section of the Directive,
"Scientific Research and Publication Ethics Actions" have been carried out.

During the writing process of this study, scientific, ethical and citation rules were followed; no
falsification was made on the collected data and this study was not sent to any other academic
media for evaluation.

Teachers were asked to sign a voluntary participation form to indicate whether they were willing
to complete the "Demographic Information Form" and "Teacher Self-Regulation Scale (TSRS)".
The scales in the study were used after obtaining the necessary permissions from the researcher
who developed the scale. For the "Teacher Self-Regulation Scale (TSRS)", the necessary
permission for the use of the scale was obtained from Yesim Capa Aydin on 20.12.2020. To collect
data from official early childhood education institutions affiliated to the Ministry of National
Education, the necessary permissions were obtained from the Ministry of National Education
General Directorate of Basic Education (14.04.2021 dated and E-40456018-44-24050937
numbered letter).

Research ethics committee approval information
Name of the ethics committee: Aksaray University Rectorate Human Research Ethics Committee

Date of the decision: 22.02.2021
Document issue number: 2021/01-38

RESULTS

Findings Related to Descriptive Statistics of the Teacher Self-Regulation Scale and
its Subscales

Table 2

Descriptive Statistics of the Teacher Self-Regulation Scale and Its Subscales
Teacher Self-Regulation Scale and  Frequency Arithmetic Standard Minimum  Maximum
its Subscales Mean Deviation  Value Value
Goal setting 239 31,38 4,26 6,00 36,00
Intrinsic interest 239 27,24 3,99 5,00 30,00
Performance goal orientation 239 15,67 5,26 5,00 30,00
Mastery goal orientation 239 21,80 3,05 4,00 24,00
Self-instruction 239 21,14 2,87 4,00 24,00
Emotional control 239 23,95 3,91 5,00 30,00
Self-evaluation 239 20,75 2,92 4,00 24,00
Self - reaction 239 19,97 3,55 4,00 24,00
Help-seeking 239 15,05 2,58 3,00 18,00
Total score 239 196,94 22,22 46,00 237,00
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The maximum scores that can be obtained from the sub-dimensions of the scale are 36.00 for goal
setting; 30.00 for intrinsic interest, performance goal orientation and emotional control sub-
dimensions; 24.00 for mastery goal orientation, self-instruction, self-evaluation, and self-reaction
sub-dimensions; and 18.00 for help-seeking sub-dimension. As shown in Table 1, it is seen that
the mean score of the performance goal orientation sub-dimension of the early childhood
education teachers is at a medium level, while the mean scores of the other sub-dimensions are at
a high level. The maximum score that can be obtained from the total score of the scale is 240.00.
When the arithmetic mean of the total score is examined, it is seen that the self-regulation skill
levels of early childhood education teachers are at a high level.

The Effect of Teachers' Age on Self-Regulation Skills

Emotional control and self-evaluation subscales of the Teacher Self-Regulation Scale differ
significantly according to the age of the teachers with a low effect (respectively Z=-2.306, p=0.021,
r=-0.14; Z=-2.108, p=0.035, r=-0.13). In both subscales, participant teachers over the age of 33
scored significantly higher than the teachers whose ages range from 22 to 33. Scores of goal
setting, intrinsic interest, performance goal orientation, mastery goal orientation, self-instruction,
self-reaction, and help-seeking did not show a significant difference in terms of the age of the
teachers.

The effect of number of in-service trainings on self-regulation skills

The results showed that the subscales of goal setting and self-evaluation differ significantly with
a low effect according to the number of in-service trainings which the participant teachers have
attended (respectively X2(3) =10,443, p=0,015,12 =0,04; X2 (3) =10,200, p=0,017,1m2 =0,04). The
self-evaluation subscale scores of the teachers who have attended 16 or more in-service training
(100.89) were significantly higher than the scores (74.10) of teachers who have attended in-
service training between 0 and 5 (p<0.008). The goal-setting subscale scores of the teachers who
have attended 16 or more in-service training (96.66) were significantly higher than the scores of
the teachers who have attended in-service training between 0 and 5 (75.30) (p<0.008). Intrinsic
interest, performance goal orientation, mastery goal orientation, self-instruction, emotional
control, self-reaction, and help-seeking dimension scores did not show a significant difference in
terms of the number of in-service trainings.

The effect of professional experience duration on self-regulation skills

The professional experience duration of teachers has a low effect on emotional control subscale
scores (X2(2) =6,729; p<0,05; n2=0,03). Mann Whitney U test was carried out to assess which
subgroups are significantly different from each other. According to the results of Mann Whitney
U test, the scores of the teachers with 11-15 years of professional experience (122.02) were
significantly higher than the scores of teachers with 0-5 years of professional experience (94,42)
(p<0.016) in terms of the emotional control subscale. The scores of goal setting, intrinsic interest,
performance goal orientation, mastery goal orientation, self-instruction, self-evaluation, self-
reaction, and help-seeking subscales did not show a significant difference according to teachers'
professional experience duration.

The effect of teacher's school location on self-requlation skills

Emotional control skills differed significantly with a low effect compared to the school location
(X2(2) =6,271; p<0,05; n2=0,03). This significant difference between the scales was calculated by
the Mann-Whitney U test. As a result of the analysis, the emotional control subscale scores (82.91)
of the teachers working in the district centre were found to be significantly higher than the
subscale scores (65.63) of the teachers working in the village centre (p<0.016). Goal setting,
intrinsic interest, performance goal orientation, mastery goal orientation, self-instruction, self-
evaluation, self-reaction, and help-seeking scores were not significantly different from each other
according to the school location.
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The effect of the school type on self-requlation skills

The results showed that the emotional control subscale differs significantly with a low effect in
terms of the school types (X2(2) =8,296; p<0,05; 12=0,03). The Kruskal-Wallis H Test was used to
assess which school types made a significant difference in the self-regulation skills of the
participant teachers. Accordingly, it was found that the emotional control scores (88.45) of the
teachers working in the kindergarten classrooms in the secondary school were significantly
higher than the scores (68.12) of the teachers working in the kindergarten classrooms in the
primary school (p<0.016). Goal setting, intrinsic interest, performance goal orientation, mastery
goal orientation, self-instruction, self-evaluation, self-reaction, and help-seeking scores were not
significantly different from each other in terms of the type of school in which the participant
teachers work.

The effect of the classroom size on self-regulation skills

Goal setting and self-reaction subscales showed a significant difference with a low effect in terms
of the classroom sizes (respectively X2(2) =8,000, p=0,018, n2 =0,03; X2(2) =8,734, p=0,013, n2
=0,04). The goal-setting scores of the teachers who have 21 or more children in the class (58.55)
were significantly higher than the scores of the teachers who have 0-10 children in the class
(41.77) (p<0.016). The self-reaction scores of the teachers who have 21 or more children in the
class (109.98) were significantly higher than the scores of the teachers who have 11-20 children
(81.65) (p<0.016). Intrinsic interest, performance goal orientation, mastery goal orientation, self-
instruction, emotional control, self-evaluation, and help-seeking subscales scores did not show a
significant difference in terms of the classroom size.

DISCUSSION, CONCLUSION and FUTURE DIRECTIONS

It is seen that the total score of self-regulation skills of the teachers participating in the study (X
=196.94) is at a high level. The mean scores of the sub-dimensions of self-regulation skills are at
a high level in the sub-dimensions of goal setting, intrinsic interest, mastery goal orientation, self-
instruction, emotional control, self-evaluation, self-reaction and help-seeking, while it is at a
medium level in the sub-dimension of performance goal orientation. According to this result; it
can be said that participant teachers set goals and prepare their plans in line with the interests,
needs and levels of children, increase their intrinsic interest by noticing the change and
development in children, set intrinsic goals by motivating themselves to be a successful teacher,
and self-instruct by using different methods and strategies in order to increase the quality of
education, It can be said that they self-evaluate by checking whether the set goal has been
achieved or not, they show the behavior of getting help from their colleagues in the face of
problems that they cannot find a solution, they show more motivation and develop self-reaction
by seeing themselves successful, and they maintain emotional control by staying calm in the face
of unexpected situations in the education and training process (Kamyabi Gol & Royaei, 2013; Capa
Aydin et al., 2009: Schunk & Zimmerman, 2009: Loyens et al., 2008). In addition, because of the
interrelatedness of the sub-dimensions, the fact that the skill developed for one sub-dimension
affects the other sub-dimensions may be because teachers have a high motivation and successfully
reflect their knowledge and learning strategies to learning environments. The reason why the
mean of the performance goal orientation sub-dimension was found to be at the medium level
may be due to the insufficiency of the incentives (promotion, grade-grade, certificate of
achievement, etc.) offered to teachers to see themselves as successful. Ergen and Gunay (2019)
examined the views of preschool education teachers on managerial problems and found that the
problems most frequently mentioned by teachers were “not glorifying teachers sufficiently when
necessary” and “not rewarding teachers for motivation”. Koyebakan (2020) conducted a study
with a group of teachers, including preschool education teachers, and found that the expectations
of teachers from school administrators included the expectation of being appreciated and
rewarded to a great extent.
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The results of this study, which aimed to measure and evaluate various factors affecting early
childhood education teachers' self-regulation skills, showed that all the variables considered
influenced self-regulation skills. It was found that there was a significant difference in the scores
of emotional control and self-evaluation subscales in the Teacher Self-Regulation Scale in terms
of the age of the participant teachers. It was concluded that the emotional control and self-
evaluation scores of the teachers over the age of 33 were higher than those of the teachers aged
23-33. The reason for this finding may be derived from teachers' increasing awareness of their
strengths and weaknesses as they get older, and their objective and realistic evaluation of their
own performance and development. Like the current research findings, the results of several
studies have shown that teachers tend to have more advanced self-regulation skills as they get
older (Ghonsooly & Ghanizadeh, 2013; Ghanizadeh, 2011; Yilmaz, 2016).

There was a significant difference in the subscale scores of the teachers' goal setting and self-
evaluation in terms of the number of in-service trainings they attended. Therefore, the self-
regulation skills of teachers who have attended 16 or more in-service training were significantly
higher than the self-regulation skills of those who have attended 0-5 in-service training. According
to Velyentienko (2012), teachers’ attendance at in-service training has a positive effect on their
professional self-esteem. Tzivinikou (2015) found that attending a 6-month in-service training
program increased teachers' sense of self-efficacy in cooperative educational activities for their
students. It can be inferred that in-service training increases teachers' self-efficacy and
professional self-esteem. Accordingly, it contributes to teachers' goal-setting skills in terms of
guiding and monitoring the process in the self-regulated learning process, identifying criteria for
self-evaluation, and motivating teachers depending on the quality of the determined goals.

There was a significant difference in the emotional control scores of the participant teachers in
terms of their professional experience. The emotional control scores of the teachers who have 11-
15 years of professional experience were significantly higher than the emotional control scores of
the teachers whose professional experience is between 0-5 years. Considering this finding, it can
be said that the duration of professional experience may affect the diversity of instructional
behaviours and practices and accordingly, increasing awareness of the profession may be effective
in the development of teachers' emotional control skills. Buyuktaskapu Soydan et al. (2024) found
that preschool teachers with 1-10 years of experience had more emotion regulation difficulties in
the impulsivity dimension compared to teachers with 21 years of experience or more. Zimmerman
(2000) emphasized that self-regulation skills are not fixed skills, they can improve in progress
over time by offering the opportunity to control their own learning to the individuals through
active participation in environments that offer repeated experiences. It can be said that teachers
with more years of experience have more opportunities to improve their skills as they have more
repeated experiences. A variety of studies have recommended that teachers' professional
experience has a significant effect on their self-regulation skills (Iriogbe-Efionayi, 2020; Soliman
& Alenazi, 2017; Yilmaz, 2016; Ghonsooly & Ghanizadeh, 2013; Ghanizadeh, 2011).

The emotional control skills of the participant teachers showed a significant difference in terms
of the location of their schools. Results of the current study indicated that the emotional control
scores of the teachers working in the district centre were significantly higher than the teachers
working in the village. Based on this finding, it may be since teachers working in the district centre
have the chance to interact with many teachers, while teachers working in the village have the
chance to interact with few or even no teachers during the day. Therefore, the teachers working
in the district centre may have the opportunity to interact with more colleagues, and interaction
with colleagues is one of the various ways in which teachers learn in their professional journey.
They may have the opportunity to socialize with other teachers who can be a model and a mentor
in terms of analysing and discussing various situations experienced compared to the teachers
working in the village (Gore & Rosser, 2022).

There was a significant difference between teachers' emotional control scores and the type of
school the teachers work in. The self-regulation skills of the teachers working in the kindergarten
classroom which is bounded to the secondary school were significantly better than the teachers
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working in the kindergarten classroom bound to the primary school. According to Brackett et al.
(2010), there is an indirect relationship between burnout level and self-regulation skills.
Moreover, Alkevli (2021) suggested that the teachers working in kindergartens within primary
schools feel more burnout than their colleagues working in other school types. Within this regard,
the limited physical conditions, having a limited number of materials, and interacting with a
limited number of teachers due to the working conditions may cause feeling more burnout and,
accordingly, these teachers may tend to show lower emotional control.

There was a significant difference in the scores of the teachers' goal-setting and self-reaction in
terms of classroom sizes. Therefore, the goal-setting subscale scores of the teachers who have 21
or more children in the class were significantly higher than the scores of the teachers who have
0-10 children in their class. The results showed that the self-reaction scores of the teachers who
have 21 or more children in their classes were higher than the scores of the teachers who have
11-20 children in their classes. This finding may be stemmed from the fact that teachers may have
more opportunities to practice with children of various interests, needs, and characteristics
depending on higher class size, thus having various observation data, and learning outcomes to
develop new strategies. According to Ghonsooly & Ghanizadeh (2013), there is a highly significant
relationship between teachers' self-efficacy and their ability to set goals. The reason for the higher
goal-setting scores of the teachers who work with 21 or more children may be derived from their
higher self-efficacy due to their greater effort towards the determined goals and their strong will
against difficulties.

The current research results may provide several suggestions for researchers and educators. For
instance, based on the necessity to improve teachers' performance goal orientation skills,
adequate incentives should be offered to teachers for their efforts. In addition, supportive
practices for performance goal orientation skills can be included by encouraging teachers to share
through publications such as magazines, books, brochures, etc. to make them feel productive and
productive in certain periods. However, experience-sharing meetings can be organized where
younger teachers have an opportunity to listen to the professional experiences of older colleagues
about controlling reactions to sudden events and staying calm, checking whether the set goal has
been reached, and recognizing the deficiencies in reaching the goal. Depending on the increase in
the number of in-service trainings, it can be stated that teachers make their plans in line with the
developmental characteristics and needs of the children in the classroom, and accordingly, their
goal-setting skills may be enhanced. Because of this, teachers may show progress in self-
evaluation skills by checking whether the set goal has been achieved thanks to the in-service
training and by noticing the deficiencies. In this sense, it can be recommended to encourage
teachers to participate in courses, seminars, and in-service training activities aimed at supporting
their self-regulation skills. It is recommended to design learning environments where teachers
who are new to the teaching profession can be benefitted from the professional experiences and
knowledge of more experienced teachers. Teachers should be provided collaborative learning
environments through systematically in-service training to share their experiences with each
other. Through meaningful practices that may increase communication and interaction between
the teachers working in the district centre and the teachers working in the village, they may have
the opportunity to share their experiences on self-regulation skills. In addition, distance/face-to-
face training seminars can be organized to support the self-regulation skills of the teachers who
work in the villages. The participation of the teachers working in primary schools in high-quality
professional development programs aimed at enhancing their self-regulation skills can be
encouraged by the school administration or provincial-district national education principalities.
In-depth investigations can be conducted on the elements of the school environment that
influence the emotional control skills of early childhood education teachers working in secondary
schools. It is suggested that the average class size of 20 has positive effects on teachers' self-
regulation skills. Because appropriate class size plays a significant role in effective classroom
communication and dynamics. For this reason, it is recommended that teachers with a small class
size keep the classroom dynamic and active by including all children in the activity process as
much as possible, increasing the variety of materials they use in educational activities, or using
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audio-visual stimuli more within the learning and teaching processes. Because of the increase in
participation in classroom activities, active and dynamic processes can enhance the quality of
teacher-child communication. Concordant to these processes in the classroom, the teacher may
be able to diversify the content to fulfil learning and developmental objectives appropriately by
re-designing the objectives or improving self-evaluation and self-reaction skills for different
situations they encounter. In this regard, these interactive processes may play a significantly
positive role in the development of teachers' self-regulation skills.

Limitations of the Study

This research is limited to 239 pre-school education teachers working in private and state pre-
school education institutions, including private independent Kkindergartens, private
kindergartens, public kindergartens, and public independent kindergartens in the 2020-2021
academic year. Second, although the sample of participants was diverse in terms of age,
experience, type of school they work, school location and number of in-service trainings the
attended, they all came from the same urban center, which limits the generalizability of the
findings. Therefore, the results of this study are generalizable to other teachers in a similar
geographical location.
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Giris

Ogretmenlerin egitim performanslarini en iist diizeye ¢ikarmak ve ¢ocuklarin égrenmelerini
kolaylastirmak icin cesitli stratejiler kullanmalar1 ve kendi 6z diizenleme becerilerini
gelistirmeleri gerekmektedir. Hedef belirleme, icsel ilgi, dissal hedef, i¢sel hedef, 6z yonlendirme,
duygusal kontrol, 6z degerlendirme, 6z tepki, yardim alma sayesinde mesleki gelisimlerine
katkida bulunmakta ve egitim 6gretim siirecindeki verimliliklerini artirmaktadirlar. Okul 6ncesi
egitimi 68retmenlerinin 6z-diizenleme becerilerinin 6lciilmesi, degerlendirilmesi ve bu becerileri
etkileyen faktorlerin belirlenmesinin etkili erken miidahale programlarinin tasarlanmasina ve
uygulanmasina olanak saglayacagi diisiiniilmektedir. Ayrica, mevcut arastirmanin sonuglarinin
cocuklarin kaliteli bir egitim siirecine dahil edilmesine yonelik ¢abalara katki saglayacagi
diistiniilmektedir. Bu goriisler goéz 6niinde bulundurularak, bu calismada okul 6ncesi egitimi
O0gretmenlerinin 6z-diizenleme becerilerinin 6gretmene iliskin faktorler (yas, hizmet ici egitim
sayisi, mesleki deneyim) ve gorev yaptiklar1i okullara iliskin faktorler (okul bolgesinin
sosyoekonomik o6zellikleri, okullarin konumu, okul tiirdi, simif mevcutlari) agisindan incelenmesi
amagclanmistir.1. Arastirmaya katilan okul oOncesi egitimi 6gretmenlerinin 0z-diizenleme
becerilerinde 68retmene iliskin faktorler (6gretmen yasi, mesleki deneyim, alinan hizmet igi
egitim sayisi1) acisindan anlaml bir farklilik var midir? 2- Arastirmaya katilan okul dncesi egitimi
o0gretmenlerinin 6z-diizenleme becerilerinde calistiklar: okullara iliskin faktorler (okul bolgesinin
sosyoekonomik ozellikleri, okul tiird, sinif mevcutlari ve okullarin konumu) agisindan anlamli bir
farklilik var midir?

Yontem

Bu calismada iliskisel tarama modeli kullanilmistir. Arastirmanin o6rneklemini Tiirkiye'nin
Gilineydogu Anadolu Bolgesi'nde yer alan Batman ili ve bu ile bagl ilgelerdeki okul dncesi egitim
kurumlarinda gorev yapan 239 o6gretmen olusturmaktadir. Veriler, Kisisel Bilgi Formu ve
Ogretmen Oz Diizenleme Ol¢egi ile toplanmustir. Kisisel bilgi formu, 6gretmenlere iliskin faktérler
(yas, hizmet ici egitim sayisi, mesleki deneyim) ve calistiklar1 okullara iliskin faktorler (konumu,
okul tiirii ve sinif mevcutlan) ile ilgili sorulardan olusmaktadir. Ogretmen Oz Diizenleme Olcegi;
Capa Aydin, Sungur ve Uzuntiryaki (2009) tarafindan 6gretmenlerin 6z diizenleme becerilerini
degerlendirmek amaciyla gelistirilmistir. Olcek 40 maddeden olusmakta ve dokuz alt boyutu
(hedef belirleme, igsel ilgi, dissal hedef, icsel hedef, 6z yonlendirme, duygusal kontrol, 6z
degerlendirme, 0z tepki, yardim alma) icermektedir. "Tamamen katiliyorum" ve "Tamamen
katilmiyorum" ifadeleri arasinda puanlanan 6'li Likert tipindedir. Verileri analiz etmek icin
dogrulayici faktor analizi gerceklestirilmis, Cronbach Alpha i¢ tutarlilik katsayis1 hesaplanmis ve
non- parametrik testler yapilmistir.

Sonug, Tartisma ve Oneriler

Arastirmaya katilan 6gretmenlerin 6z diizenleme becerileri toplam puaninin (X =196,94) yiiksek
diizeyde oldugu goriilmektedir. Ayrica 6z dilizenleme becerileri alt boyutlarinin puan
ortalamalarinin hedef belirleme, icsel ilgi, icsel hedef, 6z yonlendirme, duygusal kontrol, 6z
degerlendirme, 6z tepki, yardim alma alt boyutlarin tiimiinde yliksek diizeyde oldugu goriiltiirken
digsal hedef alt boyutunda orta diizeyde oldugu goriilmektedir. Arastirma sonucunda tiim
degiskenlerin 0z-diizenleme becerilerini etkiledigi belirlenmistir. Katihlmc1 6gretmenlerin
yaslarina gore duygusal kontrol ve 6z degerlendirme alt 61¢eklerinden aldiklar1 puanlarda anlamh
bir farklilik oldugu bulunmustur. Ogretmenlerin katildiklar1 hizmet i¢i egitim sayisina gére hedef
belirleme ve 6z degerlendirme alt 6lcek puanlarinda anlamli bir fark bulunmustur. Katilimci
O0gretmenlerin mesleki deneyimlerine gore duygusal kontrol puanlarinda anlamli bir farklilik
bulunmustur. Ogretmenlerin duygusal kontrol puanlari ile cahistiklar1 okul tiirii arasinda anlamh
bir fark bulunmustur. Ogretmenlerin hedef belirleme ve 6z tepki puanlan ile sinif mevcutlar
arasinda anlamli bir fark bulunmustur. Mevcut arastirma sonuglari 1s1ginda, arastirmacilar ve
egitimcilericin cesitli 6neriler sunulabilir. Ogretmenlerin 6z diizenleme becerilerini desteklemeye
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yonelik kurs, seminer ve hizmet ici egitim faaliyetlerine katilmalarinin tesvik edilmesi 6nerilebilir.
Ogretmenlik meslegine yeni baslayan 6gretmenlerin, daha deneyimli égretmenlerin mesleki
deneyim ve bilgilerinden yararlanabilecekleri 6grenme ortamlarinin tasarlanmasi dnerilebilir.
Sistematik hizmet ici egitimlerle 6gretmenlerin birbirleriyle deneyimlerini paylasabilecekleri
isbirlikci 6grenme ortamlar saglanmahdir. Ilce merkezinde gorev yapan égretmenler ile kdyde
gorev yapan Ogretmenler arasinda iletisim ve etkilesimi artirabilecek anlamli uygulamalarla, 6z
diizenleme becerilerine iliskin deneyimlerini paylasma firsati bulabilirler. Ayrica kdylerde gorev
yapan 0gretmenlerin 6z diizenleme becerilerini desteklemek amaciyla uzaktan/yiiz yiize egitim
seminerleri diizenlenebilir.

Ilkokullarda gérev yapan 6gretmenlerin 6z diizenleme becerilerini gelistirmeye yonelik nitelikli
mesleki gelisim programlarina katilmalar1 okul yonetimi veya il-ilce milli egitim miidiirlikleri
tarafindan tesvik edilebilir. Ortaokullarda goérev yapan okul Oncesi egitimi 6gretmenlerinin
duygusal kontrol becerilerini etkileyen okul ortami unsurlari iizerine derinlemesine arastirmalar
yapilabilir. Sinif mevcudunun ortalama 20 olmasinin 6gretmenlerin 6z diizenleme becerileri
tizerinde olumlu etkileri oldugu diisiiniilmektedir. Clinkii uygun simif mevcudu, etkili sinifiletisimi
ve dinamiginde 6nemli bir rol oynamaktadir. Bu nedenle sinif mevcudu az olan 6gretmenlerin
miimkiin oldugunca tim cocuklar1 etkinlik siirecine dahil ederek, egitim etkinliklerinde
kullandiklar1 materyal cesitliligini artirarak ya da gorsel-isitsel uyaranlar1 6grenme ve 6gretme
stireclerinde daha fazla kullanarak smnifi dinamik ve aktif tutmalar1 onerilebilir. Sinif ici
etkinliklere katilimin artmasi nedeniyle aktif ve dinamik siirecler 6gretmen-gocuk iletisiminin
kalitesini artirabilir. Siniftaki bu siireglerle uyumlu olarak 6gretmen, karsilastigi farkli durumlar
icin hedefleri yeniden tasarlayarak ya da 6z-degerlendirme ve 6z-tepki becerilerini gelistirerek
ogrenme ve gelisim hedeflerini uygun sekilde yerine getirmek tizere icerigi cesitlendirebilir. Bu
baglamda, bu etkilesimli siiregler 6gretmenlerin 6z diizenleme becerilerinin gelistirilmesinde
onemli 6l¢tide olumlu bir rol oynayabilir.
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