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Abstract

Introduction

Throughout preschool years, young children achieve 
important gains in terms of self-regulated learning (SRL) 
development. Recent research highlights the importance 
of the role preschool teachers in promoting SRL skills. 
However, several factors affect teachers’ level of support in 
the classroom. The aim of this study was to investigate the 
frequency of preschool teachers’ practices to promote SRL. 
Also, contextual (class size and children’s age) and teacher-
level (year of experience and teaching self-efficacy) factors 
affecting their practices were investigated. The study 
sample consisted of 210 Turkish preschool teachers. Data 
were obtained via self-report measures. The participants 
reported that they frequently implement practices that 
support self-regulated learning. However, they allocated 
the least time on children’s retrospective task reflections. 
Novice teachers reported more frequent SRL promotion 
than experienced teachers. The amount of SRL practices 
was affected by the class size. Teachers with more than 
15 children reported less frequent SRL promotion. Also, 
more SRL promotion reported by teachers of older children 
(61-72 month olds) compared to younger children (48-60 
month olds). Teacher self-efficacy was a strong predictor of 
teachers’ SRL promotion.

The goal in educational institutions is to take a stance that 
will enable individuals to reach and access information 

on their own instead of teaching that knowledge. In this 
context, what needs to be done is to teach learner how to 
learn (Kocaman & Osam, 2000). Teaching how to learn is 
to make learners self-regulated learners. Self-regulation in 
learning refers to the ability of an individual to manage his/her 
learning behaviours according to their aims (Wolters, 2003). 
It is a self-directed process in which learners transform their 
mental abilities into skills (Zimmerman, et al. 1996) and habits 
through a developmental process (Butler, 1998) emerging 
from guided practice and feedback (Paris & Paris, 2001). 
In the process of self-regulated learning (SRL), learners set 
goals for themselves and take an active role in their learning 
by monitoring and controlling their cognitive processes, 
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motivational levels, and behaviours (Pintrich, 2000; 
Zimmerman & Schunk, 2011). Self-regulated learners 
can manage their learning behaviours towards their 
goals and have a broad repertoire of strategies that 
enable them to do so (Wolters, 2003). 

Self-Regulated Learning 

Several researchers developed models to explain SRL 
(Boekaerts & Cascallar, 2006; Efklides, 2011; Winne, 
1996; Zimmerman, 2000). However, these models 
were generally developed through studies conducted 
with school students and university students. Thus, 
current study was built on the analytic model used 
by Whitebread, et al. (2009) for young children and 
which, also, formed the theoretical basis of the 
T-SRL scale used in the study (Adagideli, et al., 2015). 
According to Whitebread, et al. (2009), SRL consists 
of three sub-dimensions; metacognitive knowledge, 
metacognitive regulation, and motivational-emotional 
regulation. Metacognitive knowledge pertains to the 
accumulated knowledge of the individual related 
to cognitive behaviours, goals, tasks and strategies 
(Flavell, 1979). There are three types of metacognitive 
knowledge, namely; knowledge of person, task 
variables, and strategy variables (Flavell, 1979; 2000). 
Examples of metacognitive knowledge would be 
knowing that mentally repeating a shopping list will 
be helpful in remembering or starting with the largest 
puzzle piece will make it easier to complete the puzzle 
(Marilus, et al., 2016). Metacognitive regulation refers to 
skills used to orchestrate cognitive behaviours while 
learning (Efklides, 2008; Schraw, 1998). These activities 
are related to individual’s decisions about what, when, 
why, and how to act in case of a problem in monitoring 
and evaluating their own actions, progress, plans, and 
outcomes (Schraw & Moshman, 1995). Regulatory skills 
can further be classified under four subcomponents; 
planning, monitoring, control, and evaluation (Meijer, 
et al. 2006; Schraw, et al., 2006). Planning, as an 
important dimension of behaviour regulation and 
cognition, includes determining the goals that will 
guide cognition and understanding in general and 
metacognitive monitoring in particular and the 
selection of appropriate strategies in line with these 
goals (Meijer, et al., 2006; Pintrich, et al., 2000; Pressley, 
2000). Monitoring is an assessment of the current 
situation or ongoing progress of a particular cognitive 
activity (Dunlosky & Metcalfe, 2009). In this way, 
individuals can decide, for example, whether they 
fully memorize the multiplication table or whether 
they understand the text they just read. Control refers 
to conscious or unconscious decisions made based 
on the information obtained as a result of monitoring. 
These decisions may cause a cognitive activity to 
start, continue, stop, or change the implemented 
strategy (Dunlosky & Metcalfe, 2009; Nelson & Narens, 
1994). Evaluation involves judging the individual’s 

own learning outcomes and regulatory processes 
with respect to task performance. Evaluating the 
individual’s learning goals, reviewing their predictions, 
and combining and consolidating their cognitive 
gains from the task are typical evaluation activities 
performed during and/or after the task performance 
(Schraw, et al., 2006; Schraw & Moshman, 1995). 
Motivational-emotional regulation is learners’ 
monitoring and controlling of their emotions and 
motivational states during learning to focus attention 
and persist in the learning task (Boekaerts, 1999; Corno, 
2001). 

Promoting Self-Regulated Learning in Preschool Years
The early signs of SRL skills begin in preschool years 
(Bronson, 2000; Larkin, 2006). Studies showed that 
preschool children possess metacognitive knowledge 
about person, task and strategy variables affecting 
their cognitive performance (Marilus, et al. 2016; 
Shamir, et al. 2009). They are also able to make plans 
(Adagideli & Ader, 2017; Hendrey, et al., 2016; Jacob, 
et al, 2019), monitor (Marazita & Merrima, 2004) and 
control their own learning processes (Dörr & Perels, 
2019a; Jacob, et al, 2019; Robson, 2010) and evaluate 
and reflect on their learning (Perry & VandeKamp, 
2000; Zelazo, 2015). Young children also can regulate 
their emotions and motivations to initiate, plan and 
persist on learning tasks (Whitebread, et al., 2005).,

Early childhood education has a very important role 
in the development of children. The first years when 
children enter into educational system are also 
the years when their attitudes toward education 
and perception of self-efficacy begin to develop 
(Whitebread, 2000). Mistakes made in instructional 
processes during these years cause children to 
develop ineffective and undesirable–even harmful–
learning habits and behaviours (Dignath & Büttner, 
2008; Dignath, et al., 2008; Perels & Otto, 2009; Perry, 
et al., 2004), and these habits and behaviours have 
negative effects on children’s future academic 
achievement. In the same vein, Larkin (2009) attaches 
importance to promoting SRL skills that are required 
to cope with the challenging tasks for achieving in 
school. According to Baron (2015), even minor self-
regulatory skill differences among preschool children 
in this period emerge as large differences in a child’s 
academic success over time. Therefore, early SRL 
support has a preventive aspect in the long term 
(Venitz & Perels, 2019a). 

Several intervention studies reported gains in young 
children’s SRL when supported by the teachers (Dörr 
& Perels, 2019b; Perels, et al. 2008;). Findings mostly 
obtained from observational studies revealed that 
in the learning environments where; activities were 
child-centred (Stipek, et al. 1995), complex tasks were 
presented (Perry & Vandekamp, 2000; Whitebread, 
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et al. 2009), children were allowed to choose the 
difficulty level of the tasks (Perry & Vandekamp, 
2008), the assessments were non-threatening (Perry & 
Vandekamp, 2000), opportunities for peer and small 
group work activities were presented, child-initiated, 
independent activities were supported (Nietzel & 
Connor, 2017; Whitebread, et al., 2009), children were 
encouraged to articulate their thinking processes 
(Whitebread & Coltman, 2010) and a warm teacher-
child relationship were established (Perry, 1998; Perry & 
Vandekamp, 2008; Whitebread & Coltman, 2010). 
As the above-mentioned studies revealed, the way 
teaching-learning processes are designed is key to 
the development of children’s SRL skills. In this regard, 
the teacher, as the regulator of learning environment 
and teaching-learning processes, has a primary 
role (Venitz & Perels, 2019b). Instead of the teacher-
centred, teacher-directed teaching and learning 
environments in which teachers assume the control, 
teachers should create such environments in which 
children feel they are in control and allowed to make 
decisions about their own learning (Kistner, et al., 2010; 
Perry & Vandekamp, 2009).

Teacher-Level Factors Affecting Teachers’ Promotion 
of Self-Regulated Learning

Teachers play a key role in promoting self-regulation 
skills (Peeters, et al., 206). In studies with primary 
school teachers, teacher-level variables appeared 
to be the most important factors affecting teachers’ 
promotion of SRL in their classrooms (Lombaerts, et 
al. 2009; Thomas, et al., 2020). Teachers’ beliefs and 
teaching experience were the prominent factors in 
SRL practices (Lombaerts, et al., 2007, Moos & Ringdal, 
2012). 

There are several studies examining the level of primary 
and secondary school teachers’ support of SRL and 
the factors affecting their level of support. Among the 
factors that affect teachers’ support of SRL in primary 
schools, one particular teacher characteristic, namely 
teachers’ self-efficacy beliefs, was consistently found 
to be a significant factor affecting teachers’ practices 
that promote SRL (Chatzistamatiou, et al. 2013; Dignath-
van Ewijk, 2016; Lombaerts, et al., 2009; Vandevelde, 
et al., 2013; Tanrıseven, 2013). Self-efficacy belief is 
the self-judgment of individuals about their capacity 
to plan and accomplish the required activities for 
performance in a specific subject (Bandura, 1997). The 
perception of teachers’ self-efficacy is their self-belief 
in establishing a successful learning environment 
(Goddard, et al., 2004). For Bandura (1993), teacher’s 
beliefs in their self-efficacy in enhancing learning 
and learner-motivation in the classroom affect the 
characteristics of the learning environment they create 

in the classroom, and, thus, the learners’ achievement 
(Bandura, 1993). Studies showed that teachers who 
perceive themselves to be self-effective make more 
effort for teaching, become more open to new ideas 
that can contribute to their students’ learning, and 
leave more room for innovative practices (Tschannen-
Moran, et al., 1998). Fantuzzo, et al. (2012) showed that 
the preschool teachers with higher self-efficacy beliefs 
spend more time on cognitive and socio-affective 
learning in their classrooms. Furthermore, Perren, et al. 
(2017) concluded that preschool teachers with higher 
self-efficacy beliefs are more successful in creating 
child-centred learning environments that effectively 
support children’s learning and development by 
taking into account the children’s individual and 
developmental levels. As for SRL, no studies have 
investigated the effect of preschool teachers’ self-
efficacy beliefs on their SRL practices so far.

Another important teacher-level variable that may 
affect teachers’ promotion of SRL may be the seniority 
of the teachers. As mentioned above, less controlling 
environments are recommended for the development 
of SRL of preschool children, According to Martin, et al. 
(2006) experienced teachers were more competent in 
establishing classroom routines than novice teachers 
and they display less controlling behaviours in the 
classroom. Zembat and Yılmaz (2018) investigated 
the effect of teacher seniority on preschool teacher 
practices promoting SRL in the classroom and 
consistent with Martin, et al. (2006), teachers with 
more than 11 years of teaching experiences reported 
more frequent use of SRL practices than teachers’ 
with less experience. 

Contextual Factors Affecting Teachers’ Promotion of 
Self-Regulated Learning

Researchers call for studies to identify the contextual 
factors that cause differences in teachers’ SRL support 
practices (Muijs, et al., 2014). One contextual factor that 
may impact teachers’ self-regulated support is the 
class size. Although there are no studies on whether 
the classroom size affects teachers’ SRL support in 
early childhood classrooms, there are studies showing 
that the class size affects the quality of teaching. In 
their literature review Francis, & Barnett (2019) review 
pointed out that classroom size was important in early 
childhood education and that reducing the number 
of children by 5 had a positive effect on the quality of 
teaching and increases the success of children in the 
classroom. Similary, Le, et al. (2015) study evidenced 
a threshold at about 15 children per classroom. 
When the number of students exceeded over 15, it 
decreased the teacher-student interaction and thus 
the observed quality of teaching. 
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Another contextual factor, age of the children, may 
affect teachers’ SRL practices in the early years. No 
study investigating whether there is a difference 
between age groups in terms of teachers’ SRL support 
in the preschool period was found. However, it can 
be expected that there will be more support for SRL in 
pre-primary group compared to younger age groups, 
as pre-primary curriculum concentrates more on 
academic skills (MoNE, 2013). 

Purpose of the Study 

Although studies on self-regulated learning are not 
new, research in this field is mostly conducted at 
primary, secondary, and tertiary levels. Studies on 
preschool children started in the 2000s only. This 
delay is largely due to a common assumption that 
metacognition as the cognitive dimension of SRL is 
only beginning to develop at around the age of 8-10 
(Whitebread, et al., 2009). However, studies using 
learning tasks that children frequently encounter in 
daily life and studies conducted by observing children 
in their natural environment instead of relying on their 
verbal skills proved earlier emergence of SRL skills than 
expected (e.g., Annevirta & Vauras, 2006; Larkin, 2006; 
Perels, et al. 2008; Perry, 1998; Perry & VandeKamp, 
2000; Robson, 2010; Whitebread & Coltman, 2010). 
Although all these findings paved the way for the 
studies on how to develop these skills, literature on to 
what extent preschool teachers’ support SRL in their 
classrooms and the factors that affect their support 
are scarce. Uncovering the factors that affect the 
SRL support of preschool teachers can shed light 
on eliminating preventive factors and determining 
when and how teachers can be supported during 
pre-service and in-service teacher education and 
training. To fill this gap, this study aimed to investigate 
preschool teachers’ practices in promoting SRL in their 
classrooms and the factors affecting their promotion. 
Following the recommendations of Lombaerts, et 
al. (2009) this study focused on teacher-level and 
contextual factors. As for the teacher level factors, 
the study concentrates on the teachers’ year of 
experience and teaching self-efficacy beliefs. The 
age of the children in the classroom and the number 
of children were scrutinized as the contextual factors.

Context of the Study 

Preschool education is not compulsory in Turkey. 
Early childhood education and care (ECEC) services 
are provided and administered under the Ministry of 
National Education (MoNE) or Ministry of Family and 
Social Policies (MoFSP). Institutions serving children 
up to three years of age operate under the MoFSP, 
while institutions serving children aged 3-5 operate 
under the MoNE. MoNE affiliated preschools provide 
educational services for 36-68 months old children 
(MoNE, 2014). 

As Turkey adopted a centralized educational system, 
the MoNE determines the preschool curriculum. The 
preschool education curriculum, last updated in 
2013, was developed to ensure healthy development 
of children through rich learning experiences. The 
curriculum is versatile with supportive and preventive 
dimensions. The curriculum aims to support all 
developmental areas as well as preparing them for 
primary education and to prevent deficiencies that 
can be seen in all development areas. (MoNE, 2013). 

From the perspective of promoting SRL, there is no 
clear reference in the curriculum. However, several 
principles on which the curriculum is based, point to 
the provision of learning environments that enable 
the development of SRL skills. It was clearly stated 
in the curriculum documents that the program is 
prepared with a child-centred approach and all 
practices should be strictly performed within this 
framework Also, the main principles underlying the 
curriculum puts emphasis on allowing children to 
learn through experiments, arranging play-based 
activities, allocating as much time as possible to 
children’s independent play, allocating balanced time 
for individual, small group, and whole class activities. 
In addition, the curriculum highlights the importance 
of building a sensitive, warm and consistent 
relationship between teacher and child in order for 
children to realize their potential. (MoNE, 2013) which 
aligns with findings of Perry and Vandekamp (2008) 
and Whitebread and Coltman (2010) regarding 
environments that supported SRL development of 
young children. 

The MoNE (2013) curriculum was organized around 
three age groups: 36-48 months, 48-60 months, and 
61-72 months. Thus, typically, in all the MoNE-affiliated 
kindergartens, children are divided into classes 
according to these age groups and receive education 
within the curricular aims determined for that age 
group (MoNE, 2014). 

According to MoNE (2014), it is essential that the 
number of children in a group should not be less 
than 10 and more than 20. If the number of children 
is higher than this number, a second group should 
be formed. However, in some cases, due to lack of 
enough number of teachers, there can be more than 
20 children in one class. 

Research Questions of the Study

There are four research questions in this study:

1. Do preschool teachers report using practices 
that support SRL?

2. Do the frequency of teachers’ support 
practices vary according to sub-dimensions of 
SRL?
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3. Do contextual factors (class size and children’s 
age) affect Turkish preschool teachers’ 
promotion of SRL?

4. Do teacher-level factors (years of experience 
and self-efficacy beliefs) affect Turkish 
preschool teachers’ promotion of SRL?

Method

Subjects of the Study

The participants of the study were preschool teachers 
from MoNE-affliated preschools in Istanbul, Turkey (N= 
210). Participation in the study was voluntary. Data 
obtained via anonymous questionnaires. Informed 
consent was received with yes / no question before 
filling the questionnaire. It is stated in the Informed 
Consent that they can withdraw any time. All the 
participating teachers were female (100%). The 
participants’ ages ranged between 20 years and over 
40 years. In order to become a preschool teacher 
and to work in MoNE-affliated preschools in Turkey, it 
is obligatory to have a 4-year bachelor’s degree from 
Faculty of Preschool Teacher Education Candidates 
take theoretical and practical courses during their 
four-year undergraduate education. All teacher 
education programs implement the same curriculum 
developed by the Higher Education Council. Thus, 
all participating teachers have at least BA degree 
in preschool teaching. Some teachers, also, hold an 
MA degree in preschool teaching (4.8%). All teachers 
stated that they did not receive formal or informal 
training in SRL. Teachers either work at kindergarten 
(4- to 5-year-olds) or pre-primary classes (5- to 6-year-
olds). Based on the results of Bivona’s (2002) and 

Martin, et al. (2006) studies, the teachers were divided 
into two groups according to the number of years 
they teach, as between 0-10 years (novice) and over 
10 years (experienced). Also, in line with the findings of 
Lee, et al. (2015) and Francis and Barnett (2019) studies 
class sizes were investigated in three groups as 0-15, 
16-20 and 21 and above. Descriptive characteristics of 
the participant teachers are presented in Table 1.

Measurement Tools

The present study used three tools to collect data. 

Personal information form

A personal information form compiled by the 
researchers was used to collect data on the 
participants’ age, gender, years of experience, the 
type of institution they work for, the age group they 
teach, class size.

Teachers’ Practices to Promote Self-Regulated 
Learning Scale (T-SRL)

The T-SRL is a self-report scale developed by Adagideli, 
et al. (2015) to assess the extent to which preschool 
teachers promote SRL. The 21-item scale consists of 
five subscales; namely, metacognitive knowledge of 
the person (three items), metacognitive knowledge 
of task and strategy (four items), metacognitive 
regulation during the task (six items), metacognitive 
regulation after the task (three items) and emotional 
and motivational regulation (five items). Table 2 shows 
sample items from each subscale. 

Table 1
Participant Preschool Teachers’ Descriptive Characteristics

Groups n f %

Years of experience
Up to 10 years  145 69.0

11 years and above  65 31.0

Class size

Up to 15 children (small)  55 26.2

16-20 children (medium)  105 50.0

21 children and above (large)  50 23.8

Age of children
Kindergarten (48-60-month-olds)  71 33.8

Pre-primary (61-72-month-olds)  139 66.2

School type
Public  69 32.9

Private 141 67.1

Table 2
T-SRL Subscale Sample Items

T-SRL subscale Sample items 

Metacognitive knowledge of person I provide opportunities for my children to be aware of how they learn.

Metacognitive knowledge of task and strategy I draw my children’s attention to various strategies that they can use for classroom tasks.

Metacognitive regulation during task I let my children make decisions about how to work

Metacognitive regulation after task I teach my children how to evaluate their learning

Emotional and motivational regulation I help my children develop awareness about their emotional reactions while working on tasks.
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The items were formulated into statements so 
teachers could respond on a four-point scale (0= 
never; 3=always). The internal reliability of the total 
scale for the original study was .91. The internal 
reliability of the subscales of the original study were 
.72 for the metacognitive knowledge of person, .79 for 
the metacognitive knowledge of task and strategy, .81 
for the metacognitive regulation during task, .75 for 
the metacognitive regulation after task and .84 for the 
emotional and motivational regulation. For the current 
study internal reliability for the subscales were .84, .89, 
.86, .84 and .82, respectively. The internal reliability of 
the total scale for the current study was .94.

Preschool Teachers’ Self -Efficacy Beliefs Scale

The “Single-Dimension Self-Efficacy Beliefs Scale for 
Preschool Teachers” developed by Tepe and Demir 
(2012) was used to measure the preschool teachers’ 
self-efficacy beliefs about teaching. The scale, 
consisting of 37 items, was designed as a five-point 
Likert scale (0= Not at all; 4= Completely). The scale 
includes items for the teaching-learning process (e.g. 
I can ensure the active participation of my students 
in the learning process), and communication skills 
(e.g. I can use body language (posture, gestures, eye 
contact, etc. effectively), family participation (e.g. 
I can encourage families to participate in school 
and classroom activities.), planning (e.g. I can plan 
transitions between activities in a way that does not 
disturb the flow of the lesson), designing learning 
environments (e.g. I can organize the learning 
environment to support my students’ creativity., and 
classroom management (e.g. I can come up with 
solutions for negative student behaviour), and it is 
used as single-dimensional with a single total score. 
The maximum score obtained from the scale was 148, 
while the minimum score was 0. Higher scores indicate 
higher teaching self-efficacy. The internal consistency 
for the original study for the total scale was .97, while 
the internal reliability of the scale for the current study 
was .95.

Results

The study investigated preschool teachers’ practices 
in promoting SRL in their classrooms and the factors 
affecting their promotion. The findings regarding 
research questions are presented below under their 
respective headings.

Do preschool teachers report using practices that 
support SRL?

To find out whether preschool teachers promote SRL 
in the classroom, first, calculations were made for 
the minimum and the maximum values, arithmetic 
means, and standard deviation values for each sub-
dimension in the T-SRL. These values are presented in 
Table 3. As can be seen in Table 1, teachers reported 
that they frequently included practices that support 
all sub-dimensions of SRL in their classroom.

Do the frequency of teachers’ support practices vary 
according to different sub- dimensions of SRL?

To find out whether the frequency of support practices 
vary according to different sub-dimensions of SRL, 
one-way within-subjects ANOVA was conducted. 
No outliers have been observed, and data were 
normally distributed at each time point, as assessed 
by box plot and the Shapiro-Wilk test (p> .05). The 
findings of Mauchly’s test of sphericity revealed that 
the assumption of sphericity was violated, χ2(2)= 113, 
074, p= .000, and therefore, a Greenhouse-Geisser 
correction was used. One-way within-subjects ANOVA 
with a Greenhouse-Geisser correction showed a 
statistically significant difference between at least 
two means (F[3.127, 653.461]= 13.267, p= . 000). Post hoc 
tests using the Bonferroni correction revealed that 
only the mean scores for Metacognitive Regulation 
After Task (M= 2.504, SD= .535) differed significantly 
from Metacognitive Knowledge of Person (M= 2.660, 
SD= .437), Metacognitive Knowledge of Task and 
Strategy (M= 2.671, SD= .416), Metacognitive Regulation 

Table 3
Descriptive Statistics of the T-SRL Subscales

Scale N Min. Max. M Sd.

Metacognitive knowledge of person 210 1.00 3.00 2.66 .44

Metacognitive knowledge of task and strategy 210 1.75 3.00 2.67 .42

Metacognitive regulation during task 210 1.17 3.00 2.66 .42

Metacognitive regulation after task 210 1.00 3.00 2.50 .40

Emotional and motivational regulation 210 1.80 3.00 2.60 .42

T-SRL Total 210 1.71 3.00 2.62 .36
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During Task (M= 2.658, SD= .419), and Emotional and 
Motivational Regulation (M= 2.598, SD= .399). In other 
words, preschool teachers reported to allocate the 
least time on children’s retrospective task reflections 
(p< .001).

Do contextual factors (class size and children’s age) 
affect preschool teachers’ promotion of SRL?

A one-way ANOVA was used to determine whether 
teachers’ SRL practices differ by the class size. Table 4 
shows ANOVA results.

One- way ANOVA result with the T-SRL total score 
showed that the frequency of SRL support varies 
with the class size. According to Fisher’s LSD post hoc 
results, teachers of large classes reported significantly 
less SRL support practices in their classes compared to 
small and medium classes (p< .05). When comparisons 
were made for sub-dimensions, the results showed 
that, apart from Metacognitive Knowledge of Person, 
class size is an important determinant of teachers’ 
SRL practices. Fisher’s LSD post hoc analyses revealed 
that there were no statistically significant differences 
between small (up to 15 children) and medium (16 
to 20 children) classes in terms of teachers’ support 
for Metacognitive Knowledge of Task and Strategy, 
Metacognitive Regulation During Task and Emotional 
and Motivational Regulation. However, SRL support 
for these sub-dimensions significantly decreased 
for large classes (21 and above children) when 

compared to small and medium classes (p< .05). Only 
for Metacognitive Regulation After Task, teachers 
of medium classes reported more frequent use of 
practices compared to small and large classes (p< .05).

Considering the age group of the children taught 
by teachers, independent samples t-tests showed 
no difference among frequency of support for 
Metacognitive Knowledge of Task and Strategy, 
Metacognitive Regulation During Task, and Emotional 
and Motivational Regulation. However, statistically 
significant differences observed among Metacognitive 
Knowledge of Person for the kindergarten group (M= 
2.568, SD= 0.427) and the pre-primary group (MD= 2.707, 
SD= .437, t[208]= -2.202, p< .05 and in Metacognitive 
Regulation After Task for the kindergarten group (M= 
2.399, SD= 0.545) and the pre-primary group (MD= 2.559, 
SD= .524), t[208]= -2.062, p< .05. Pre-primary teachers 
reported more frequent utilization of practices to 
support Metacognitive Knowledge of Person and 
Metacognitive Regulation After Task. 

Do teacher-level factors (years of experience and self-
efficacy beliefs) affect preschool teachers’ promotion 
of SRL?

Independent samples t-tests were used to examine 
whether preschool teachers’ years of experience 
affect their practices to support SRL. Analysis with the 
T-SRL total score showed that the frequency of SRL 
support did not differ according to the teachers’ year 

Table 4
Results of one-way ANOVA for class size

Measure
Small classes 

(n= 55)
Medium classes 

(n= 105)
Large classes 

(n= 50)
F 
(2,207)

M SD M SD M SD

Metacognitive knowledge of person 2.66 .45 2.71 .43 2.55 .42 2.147

Metacognitive knowledge of task and strategy 2.75 .38 2.69 .41 2.55 .43 3.490*

Metacognitive regulation during task 2.69 .41 2.71 .37 2.52 .43 4.257*

Metacognitive regulation after task 2.48 .50 2.58 .51 2.35 .60 3.265*

Emotional and motivational regulation 2.65 .41 2.63 .40 2.47 .44 4.257*

T-SRL Total 2.65 .36 2.67 .35 2.49 .36 4.504*

*p<.05

Table 5
Results of simple linear regression analyses on predictive effect of self-efficacy beliefs on SRL practices 

R R2 F Std. E β t (208)

Metacognitive Knowledge of Person .483 .234 63.396 .002 .483 7.962*

Metacognitive Knowledge of Task and Strategy .452 .204 53.435 .002 .452 7.310*

Metacognitive Regulation During Task .529 .280 80.974 .002 .529 8.999*

Metacognitive Regulation After Task .561 .315 95.549 .002 .561 9.775*

Emotional and Motivational Regulation .593 .352 112.997 .002 .593 10.630*

T-SRL Total .628 .395 135.550 .002 .628 11.643*
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of experience. When comparisons are made for sub-
dimensions, the results revealed that the frequency 
of practices to support Metacognitive Knowledge 
of Person, Metacognitive Knowledge of Task and 
Strategy, and Metacognitive Regulation After Task 
does not differ by the teachers’ years of experience. 
However, novice teachers (0-10 years) (MD= 2.699, SD= 
.353) support Metacognitive Regulation During Task 
more than teachers with over 11 years of experience 
(MD= 2.567, SD= .478), t[96.535]= 2.000, p< .05). 

Simple linear regressions were calculated to predict 
the preschool teachers’ practices that promote self- 
regulated learning based on teachers’ self-efficacy 
beliefs. Table 5 shows regression results. The results 
showed that teachers’ self-efficacy scores significantly 
predicted total SRL practices as well as practices 
on every sub-dimension. This suggests that 40% of 
the variation in the T-SRL total scores is explained by 
teachers’ self-efficacy beliefs. For the sub-dimensions, 
the amount of variance explained varies between 
20% and 35%. 

Discussion

Important gains in self-regulated learning skills emerge 
in the early childhood years. In this context, it becomes 
even more important that preschool teachers create 
environments that support SRL. Promoting SRL can be 
possible by creating environments in which children 
can practice their SRL skills. In this study, the frequency 
of teachers’ practices supporting SRL in the classroom 
was examined based on the teachers’ self-reports. 
Preschool teachers reported that they frequently 
implement practices that support children’s SRL. 
The participant teachers had no formal or informal 
training on how to support SRL. It seems that although 
teachers do not know or name the strategies they 
have developed, they intuitively understand their 
importance and even implement them in their 
classrooms. However, among all the sub-dimensions of 
SRL, teachers devote the least time to self-evaluation 
and peer-evaluation activities. With peer- and self-
evaluation practices, students are encouraged to 
participate in the evaluation process, which is an 
important part of the self-reflection phase of self-
regulation (Zimmerman, 2008). Several researchers 
highlighted the importance of self-evaluation and 
peer-evaluation as part of practices that support 
SRL (Dignath, et al., 2008; Panadero & Alonso-Tapia, 
2013; Panadero, et al. 2017; Panadero & Romero, 
2014). Consistent with the results of the current study, 
teachers do not always prefer active involvement of 
the students in the evaluation (Jonsson, et al., 2015; 
Panadero, et al., 2016; Spruce & Bol, 2015). Studies with 
the teachers of older students showed that teachers 
were concerned about their students’ maturity to be 
objective and truthful in self and peer evaluation (e.g., 

Noonan & Duncan, 2005). Given that self-evaluation 
and peer-evaluation activities have an important role 
in supporting SRL, teachers should be informed about 
the importance of self- and peer evaluation and 
supported on how to engage children in evaluations 
activities in the classroom. 

In this study two contextual factors (class size and age 
of children) were investigated. In terms of the age 
group of the children (kindergarten vs. pre-primary), 
teachers of both groups reported that they frequently 
support for children so that they get to know task 
types, realize the strategies to be used according to 
the task type, and monitor and control their cognition, 
emotions, attention, and motivation. However, the 
teachers working with older children, i.e. pre-primary 
reported providing more frequent support for children 
to acquire information about their cognitive processes 
(metacognitive knowledge of person) and evaluate 
their performance (metacognitive regulation after 
task). Considering that the pre-primary children will 
start primary school the following year, it’s plausible 
that the teachers are more academic-oriented and, 
therefore, more concerned with developing children’s 
metacognitive knowledge and evaluation skills.

As for the class size, the number of the students in a 
class does affect the frequency of teachers’ reported 
support for the students. It seems that having more 
than 20 students hinders teachers’ SRL support. For 
the effective promotion of SRL skills in preschool 
independent work, peer work and collaborative work 
emerge as the most prominent support structures in 
the classroom (Iiskala, et al., 2004; Perry, et al, 2002; 
Whitebread at al., 2007). A recent meta-analysis in 
early childhood education highlighted the importance 
of small class sizes (Bowne, et al., 2017). According to 
Almulla (2015) teachers have difficulties in applying 
effective teaching strategies in large-size classrooms, 
and they prefer to use teacher-centred teaching 
strategies instead of learner-centred approaches. 
Similarly, Blatchford, et al., (2005) posited that teachers 
in large classes were likely to use whole class teaching, 
teacher-directed activities, whereas in smaller classes 
teachers were more prone to utilize group work and 
were able to give attention and support to each 
student individually. So, if the aim is to develop self-
regulated learners, all necessary precautions should 
be taken in order for the class sizes to be below 20.

Comparing experienced and novice teachers, the 
results showed that only the frequency of support 
on Metacognitive Regulation During Task dimension 
differs between novice and experienced teachers, i.e. 
novice teachers appeared to provide students with 
more information and support to keep track of their 
learning and ask for help, which can be associated 
with newly-graduated teachers’ more familiarity with 
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the new perspectives on learner-centeredness than 
their experienced colleagues. This result is consistent 
with Wilcox-Herzog’s study (2002), where more 
experienced preschool teachers were less sensitive 
to children’s developmental levels which is the basis 
for promoting SRL in the classrooms. Similarly, Klug, et 
al., (2015) and Peeters, et al., (2015) reported that more 
experienced teachers were less likely to support SRL. 
However, the findings are inconsistent with Zembat 
and Yılmaz (2018) study. In their study, they used the 
same scale, i.e. T-SRL, with the current study and 
they found a significant difference in favour of those 
teachers with over 11 years of experience on total T-SRL 
scores. This inconsistency needs further investigation. 
With regard to the relationship between the teachers’ 
support for SRL and their self-efficacy beliefs, the 
level of self-efficacy belief can account for teachers’ 
support to a great extent. Various studies showed 
that in order to support SRL in the classroom, teachers 
needed to allow their students to experiment through 
these skills with more learner-centred activities (Perry 
& Vandekamp, 2000; Stipek, et al. 1995; Whitebread, 
et al., 2009). It seems that the higher the teachers’ 
self-efficacy beliefs, the braver they get, and the 
more room is provided for the activities initiated by 
the children. The results of the present study are also 
consistent with the results of the studies conducted 
with the teachers of older age groups (e.g., Lombaerts, 
et al., 2009; Tanrıseven, 2013). This result posits that 
teachers’ self-efficacy should be developed by 
equipping teachers with learner-centred pedagogies 
through pre-service and in-service training.

Conclusions, Limitations, and Directions for Future 
Studies

Self-regulated learning skills are considered among 
the basic requisites of both life-long learning and 
academic achievement. It is extremely important that 
teachers support students in taking the responsibility for 
their own learning, hence help them in becoming self-
regulated learners. This study shows that even though 
preschool teachers do not receive formal training 
in SRL and how to support it, they intuitively feel the 
need to support their students’ SRL skills. Nevertheless, 
it is necessary to take this as an educational policy 
instead of leaving the issue to teachers’ instincts or 
limiting it within rather few things that they learn at 
school.

This study is important, as this is one of the first studies 
to examine the SRL practices of preschool teachers 
according to the sub-dimensions of SRL and try to 
reveal the contextual and teacher-level factors 
that affect these practices. However, this study was 
based on teachers’ self-reports. The results obtained 

should be considered accordingly. In fact, there are 
observational studies from the Turkish preschool 
context showing that teachers allocate very limited 
time for children’s independent work that is known to 
support SRL. For instance, Gol-Guven (2009) studied 
ECEC classrooms in Turkey to identify quality indicators. 
She observed that children often engage in whole 
group, teacher-led activities, and spend a little time 
for the small group or individual activities. In a more 
recent study by Varol (2013), it has been observed that 
preschool teachers generally spend time on teacher-
led large group activities. The time allocated for small 
group activities, which is extremely important for the 
development of SRL, is only 2%. It has been observed 
that only 14% of the class time was allocated to play, 
which also has an important role in the development 
of SRL. Hence, observations of preschool teachers’ 
actual practices in classroom contexts should be 
examined by future studies. 
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