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This study investigated the relationship between motivation and self-regulated learning (SRL) in a 
nationally representative sample of 5245, 15-year-old students in the USA. A multivariate multilevel 
analysis was conducted to examine the role of three motivational variables (self-efficacy, 
intrinsic value & instrumental value) in predicting three SRL strategies (memorization, elaboration & 
control). The results showed that compared to self-efficacy, intrinsic value and instrumental value 
of math were stronger predictors of memorization, elaboration and control strategies.  
None of the motivational variables had a stronger effect on one strategy than the other. The 
findings suggest that the development of self-regulatory skills in math can be greatly enhanced 
by helping students develop positive value of and realistic expectancy for success in math. 
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1. Introduction

Self-regulated learning is one of key determinants of academic achievement. Evidence shows that students 
who regulate their learning perform better in school than those who do not engage in such self-regulation 
(Dent & Koenka, 2016; Hattie & Donoghue, 2016). Despite the importance of self-regulated learning (SRL), a 
large number of students do not engage in self-regulation of learning (Pintrich & Zusho, 2002; Zimmerman, 
2008). Why do some students engage in SRL while others fail to do so?  This question has garnered a great 
deal of attention among researchers. Consequently, there has been an increased emphasis on examining the 
motivational precursors of SRL (see Schunk & Zimmermann, 2008; Zimmerman, 2011).  In the past two 
decades, a number of studies have investigated the roles of a variety of motivational variables (e.g., 
attributions, goal orientations, self-efficacy, intrinsic motivation, achievement value) in SRL (for an overview 
see Zimmerman & Schunk, 2008).  SRL is a complex concept that comprises multiple components that are 
correlated (Sitzsmann & Ely, 2011; Zimmerman & Martinez-Pons, 1990). Despite the multifaceted nature of 
SRL, previous studies that examined the associations between motivation and SRL utilized a univariate 
approach. Such an approach makes it difficult to simultaneously investigate differential effects of motivation 
on multiple SRL components. Thus, our knowledge of how different motivational variables influence various 
components of SRL is limited. To fill this gap, this study examined the differential effects of self-efficacy, 
intrinsic value and instrumental value on three SRL strategies in mathematics in a nationally representative 
sample of 15-year old students in the USA based on data obtained from the 2003 Program for International 
Student Assessment (PISA).  
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1.1. Self-regulated Learning 

Self-regulated learning refers to “the self-directive processes through which learners transform their mental 
abilities into academic skills” (Zimmerman & Labuhn, 2012, p. 399). SRL involves setting realistic learning 
goals, selecting effective learning strategies, monitoring and evaluating one’s progress towards goals. An 
important aspect of SRL is the use of various learning strategies to regulate one’s learning (Bjork, Dunlosky & 
Kornell, 2013; Dent & Koenka, 2016; Pintrich, 1999; Zimmernam, 2008).  Although a variety of learning 
strategies exist (Bjork, et al., 2013; Hattie & Donoghue, 2016) the current study focuses on three of these 
strategies: memorization (rehearsal), elaboration and control (meta-cognitive) strategies. These categories of 
strategies are considered to be important components of SRL (Artlet, Baumert, Julius-McElvany & Peschar, 
2003; Pintrich, 1999). Both memorization and elaboration strategies are commonly combined together to form 
cognitive strategies (Pintrich, 1999). Memorization strategies involve repeating to-be-learned information over 
and over again.  Memorization strategies help in familiarizing the learner with the concepts and terms of to-
be-learned material. Some specific techniques of memorization strategy include highlighting and underlining 
text. Although memorization strategies do not mirror deeper level of processing, they help learners to focus 
and select relevant information (Bjork et al., 2013; Pintrich, 1999; Weinstein & Mayer, 1986; Weinstein, Acee 
&Jung, 2011). Elaboration strategies reflect deeper level processing of to-be-learned material. Elaborative 
strategies such as paraphrasing and making an analogy help in connecting to-be-learned information with 
prior knowledge (Weinstein, et al., 2011).  

Control or meta-cognitive strategies refer to planning, monitoring and regulation of cognition and behavior 
(e.g., Corno, 2005; Pintrich, 1999; Zimmerman & Labuhn, 2012).  Self-regulated learners plan a course of action 
by setting goals, monitoring their progress towards the goals and evaluating their performance relative to the 
goals (Zimmerman & Labuhn, 2012). Planning involves, among others, setting goals for studying to-be-learned 
information, identifying learning strategies as well as task analysis. These activities help in activating prior 
knowledge thereby making processing of information easier. The next logical step after planning is 
performing. During performance, monitoring of learning becomes a crucial phase of SRL. During monitoring, 
self-regulated learners check their understanding against self-set standards by using variety of technique such 
as self-testing and self-explanations (Bjork et al., 2013). An important role of monitoring is making learners 
vigilant to obstacles to reaching self-set goals thereby triggering evaluation of strategies in terms of 
effectiveness (Bjork et al., 2013; Zimmerman, 2011). Overall, although the uses of both cognitive and meta-
cognitive strategies have been proven to be important for learning and achievement (Dent & Koenka, 2016; 
Pintrich, 1999; Zimmernam, 2008), many students fail to use such strategies (Bjork et al., 2013).   

1.2. Motivation and self-regulated learning 

Motivation is considered to play a vital role in initiating and sustaining self-regulated learning (Boekaerts, 
2010 Pinrich, 1999; Zimmerman, 2011). Self-regulated learning requires paying attention to the learning 
process, making tough choices and putting forth increased effort to learn (Zimmerman, 2011). Thus, 
understanding the role of motivational processes in self-regulated learning is important (Zimmerman & 
Schunk, 2008). Although a number of previous studies have examined how SRL is linked with various 
motivational constructs (e.g., achievement goals, and attributions) [see Schunk & Zimmerman, 2008]. The 
current study focuses on self-efficacy and task value.  These motivational variables are hypothesized to 
facilitate and sustain students’ engagement in self-regulated learning (Pintrich, 1999; Wigfield & Claudia, 2008; 
Zimmerman, 2011). In order to engage in self-regulated learning, students should believe that they have the 
confidence in their ability to learn (e.g., self-efficacy) and that there is a good reason or purpose to do so (e.g., 
task value) (Pintrich, 1999). Self-efficacy refers to judgment of personal capability to organize and execute a 
course of action in order to attain self-set goals (Bandura, 1997).  Self-efficacy is one of the most extensively 
studied motivational constructs in relation to self-regulation (Zimmerman, 2008). In general, studies have 
shown that students who feel competent about their capability are more likely to use SRL strategies than those 
who doubt about their confidence (e.g. Pajares, 2008; Pintrich & De Groot, 1990; Wolters & Pintrich, 1998). 
However, the relationship between self-efficacy and specific learning strategies has not always been 
consistent. For example, whereas studies using college samples consistently show significant positive 
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association between self-efficacy and use of memorization strategies (see Crede & Philips, 2012), those using 
adolescent samples did not find significant associations between the two variables (Beger & Karabenick, 2011). 
One potential argument is that self-efficacy is a stronger predictor of deeper level strategies such as elaboration 
than superficial strategies such as memorization (Sins, van Joolingen, Savelsbergh & van Hout-Wolters, 2008). 
With regard to elaboration and control strategies, regardless of the strength of the associations, studies show 
that self-efficacy beliefs are positively correlated with both strategies (see Pajares, 2008; Pintrich, 1999).  Most 
of these studies also examined the relative effects of task value. 

According to Eccles (2009) task value reflects students’ reasons for engagement in a task. Students may value 
tasks or domains such as math, out of enjoyment (i.e., intrinsic value) or for its instrumental roles to achieve 
future goals (i.e., instrumental/utility value) or for its consistency with one’s identity (i.e., attainment value). 
The current study considers only intrinsic value and instrumental value due to availability of such variables 
in PISA 2003 data.  While intrinsic value is similar to interest (Renninger, 2010) and intrinsic motivation (Ryan 
& Deci, 2000), instrumental value is akin to identified form of extrinsic motivation (Ryan & Deci, 2000). 
Although there are some subtle differences between these different labels, because of their intellectual roots, 
they refer to whether individuals engage in a task for intrinsic or instrumental reasons (Wigfield & Cambria, 
2010). According to Wigfield, Hoa and Klauda (2008) the two components of value are hypothesized to have 
differential effects on self-regulation. Wigfield et al (2008) argued that if students pursue an activity as means 
to an end (i.e., instrumental value) they would not fully engage in self-regulation as when they “value the 
activity intrinsically” (p189). An implication of this hypothesis is that students who value a domain for 
instrumental reasons are likely to use superficial strategies such as memorization than deep and meta-
cognitive strategies. Although this may be true, much of the research in support of the role of task value comes 
from studies that examined composite task value (i.e., composite of intrinsic, utility and attainment values) 
Thus, we do not know the differential roles of intrinsic vs. instrumental value in predicting SRL strategies 
(Wigfield, et al., 2008). Nevertheless, a number of studies that investigated the relations between composite 
task value and various self-regulation strategies found that student who attach value to a task are more likely 
to report the use of cognitive and meta-cognitive strategies learning strategies in that particular task (e.g., 
Berger & Karabenick, 2011; Pintrich & DeGroot, 1990; Wolters & Pintrich, 1998). Although Berger and 
Karabenick’s (2011) did not investigate the relative effects of task value across the memorization, elaboration 
and control; the correlations reported in their study (based on wave I data) show that task value has stronger 
association with elaboration and control (meta-cognition) than memorization. This suggests that intrinsic 
value and utility value may be differentially associated with the three strategies considered in the current 
study.  

Although the studies outlined above have increased our knowledge base on the role of motivation in SRL, a 
number of issues remain unresolved. First, although SRL is conceptualized as multivariate concept, previous 
research has mainly focused on different SRL strategies separately. SRL strategies are moderately correlated 
(Sitzsmann & Ely, 2011; Zimmerman & Martinez-Pons, 1990) and ignoring this fact leads to imprecise 
parameter estimates and type I error (Snijder & Bosker, 2012).  Second, although there is evidence on the 
correlations between motivational variables and SRL strategies (Berger & Karabenick, 2011; Wolters & 
Pintrich, 1998), we know little about the relative effects of different motivational variables on different learning 
strategies in the same model. Moreover, because previous research has focused on composite measures of task 
value, we know little about the differential role of the components of task value (i.e., intrinsic value & 
instrumental value) in SRL (Wigfield et al., 2008). Understanding whether motivation effects differ by the SRL 
strategies has both practical and theoretical significance. Practically, interventions that target a specific SRL 
strategy might choose to focus on a specific motivational variable. Theoretically, knowledge of   differential 
motivational effects on SRL outcomes helps in refining SRL theories in such a way that modifications to the 
motivational aspects of the theories can be made. 

1.3. The Present Study 

This study addressed three general research questions: (1) Do the three motivational variables predict the three 
SRL strategies after controlling for correlations among SRL strategies. Based on previous univaraite outcome 
studies (e.g., Berger & Karabenick, 2011) and strong theoretical positions on the role of motivation in SRL 
(Pintrich, 1999), the expectations were: self-efficacy, intrinsic value and instrumental value would positively 
predict memorization, elaboration and control strategies. (2) Do the effects of the motivational variables differ 
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by SRL strategies (e.g., Do the effects of self-efficacy differ across memorization, elaboration and control?). 
Although there is no strong empirical basis to form specific hypotheses, based on the correlations reported in 
Berger and Karabenick (2011), self-efficacy would be stronger predictor of elaboration and control than it is of 
memorization. Based on Wigfield et al’s (2008) hypothesis, we expected that the effect of instrumental value 
would be stronger for memorization than for elaboration and control strategies but the effect of intrinsic value 
would be stronger for elaboration and control strategies than for memorization strategies.  (3) Do the effects 
of the motivational variables on a specific SRL strategy differ from each other (e.g., Do the effects of self-
efficacy on elaboration differ from that of the effects of intrinsic value and instrumental value on the same 
outcome?). Based on evidence reported in several studies (e.g., Berger & Karabenick, 2011; Wolters & Pintrich, 
1998), the expectation was that the effects of self-efficacy in general would be weaker than the effects of 
intrinsic and instrumental value on the three SRL strategies. With regard to the two task value components, it 
was hypothesized that instrumental value would be a stronger predictor of memorization but a weaker 
predictor of elaboration and control than intrinsic value. These hypotheses were tested using a multivariate 
multilevel analysis that allows estimation of such comparison while controlling for correlations among the 
outcome variables.  

2. Method

2.1. Data Source and Sample

The data for the current study come from the Program for International Student Assessment (PISA 2003) data 
set for USA. PISA assesses performance of 15-year-old students in three-core domains (i.e., reading, math and 
science) tri-annually. The focal subjects change every three years.  The 2003 PISA cycle focused on math. PISA 
uses a two-stage stratified sampling procedure in which minimum of 150 schools are randomly sampled in 
each participating country from which 35 15-year-olds are randomly selected (OECD, 2004). This ensures to 
obtain a nationally representative sample of this age group. The US sample consisted of 274 schools and 5456 
fifteen-year-old students. The participants were 49.8 girls, 3.1% Asian, 15.5% Black, 16.7% Hispanic, 57.3% 
White, and 4.7% ‘other’ racial/ethnic groups.  

2.2. Measures 

2.2.1. Motivational variables 

2.2.1.1. Self-efficacy. Six items were used to assess students’ level of self-efficacy. The students were asked to 
rate their level of confidence in doing six math tasks on a scale of 1 (not at all confident) to 4 (very confident) 
(α = .88). An example item reads: “Calculating how much cheaper a TV would be after a 30% discount”  

2.2.1.2. Intrinsic value. The intrinsic value measure consisted of 4 items (α = .92) pertaining to students’ interest 
in and enjoyment of mathematics. The items were rated on a 4-point scale 1(strongly disagree) to 4 (strongly 
agree).   An example item reads: “I do mathematics because I enjoy it”  

2.2.1.3. Instrumental Value. The students’ instrumental value of math was captured using four items (α = .89) 
that focused on the extent to which they were encouraged to learn by external rewards such as good job 
prospects. The items were rated on a 4-point scale 1(strongly disagree) to 4 (strongly agree). An example item 
reads: “Learning mathematics is worthwhile for me because it will improve my career prospects”.  

2.2.2. Self-Regulated learning strategies 

2.2.2.1. Memorization strategies. Memorization strategies were assessed using 4 items (α = .67) that focused 
students’ use of learning strategies for mathematics that involve “representations of knowledge”. An example 
item reads: “I go over some problems in mathematics so often that I feel as if I could solve them in my sleep”. 

2.2.2.2. Elaboration strategies. Five items (α = .80) were used to assess students’ use of elaboration strategies. 
The items were rated on a 4-point scale 1(strongly disagree) to 4 (strongly agree). An example item reads: “I 
try to understand new concepts in mathematics by relating them to things I already know”.  
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2.2.2.3. Control strategies. Five items (α = .81) were used to assess students’ use of meta-cognitive strategies. 
The items were rated on a 4-point scale 1(strongly disagree) to 4 (strongly agree). An example item reads: 
“When I study for a mathematics test, I try to figure out the most important parts to learn”. 

2.2.3. Socio-economic status (SES) 

PISA’s index for SES was derived from three sources: the highest occupational status of either parent, highest 
educational level of either parent in years of education, and the index of family/home possessions (OECD, 
2004). In the current study, SES was standardized with a mean of ‘0’ and a standard deviation of ‘1’.  

 2.3. Analytic strategy 

A multivariate multilevel analysis (MVMLA) was used to compare the relative effects of the three motivational 
variables on the three SRL strategies. MVMLA is a multilevel model with multiple outcome variables nested 
within upper level units. In the current study, the three SRL strategies at level 1 are nested with individual 
students at level 2, who in turn are nested within their schools at level 3.  An important advantage of using of 
MVMLA is that it helps in comparing the relative effects of individual predictors. In addition, MVMLA 
provides more powerful test of specific effects for single dependent variables than univaraite analysis due to 
relatively smaller standard errors (Hox, 2010; Park, Pituch, Kim, Chung, & Dodd, 2015; Snijders & Bosker, 
2012). In this study, two models were specified: an unconditional model (i.e., only the three SRL variables with 
no explanatory variables) and a conditional model that included the three motivational variables and the 
control variables.   The conditional multivariate multilevel equation used in this study can be written as 
follows: 

y1jk = β0jk +β1ijk + β2ijk + β3ijk + β5ijk + β5ijk 

β0jk = β0 + v0j +u0jk 

y2jk = β0jk +β1ijk + β2ijk + β3ijk + β5ijk + β5ijk 

β1jk = β1 + v1j +u1jk 

y3jk = β0jk +β1ijk + β2ijk + β3ijk + β5ijk + β5ijk 

β2jk = β2 + v2j +u2jk 

�
𝑣𝑣0𝑘𝑘
𝑣𝑣1𝑘𝑘
𝑣𝑣2𝑘𝑘

� ∽ 𝑁𝑁(0,Ωv):Ωv = �
𝜎𝜎𝑣𝑣𝑣𝑣2

𝜎𝜎𝑣𝑣01 𝜎𝜎𝑣𝑣12

𝜎𝜎𝑣𝑣02 𝜎𝜎𝑣𝑣12 𝜎𝜎𝑣𝑣22
 � 

�
𝑢𝑢0𝑗𝑗𝑘𝑘
𝑢𝑢1𝑗𝑗𝑘𝑘
𝑢𝑢2𝑗𝑗𝑘𝑘

� ∽ 𝑁𝑁(0,Ωu):Ωu = �
𝜎𝜎𝑢𝑢𝑣𝑣2

𝜎𝜎𝑢𝑢01 𝜎𝜎𝑢𝑢12

𝜎𝜎𝑢𝑢02 𝜎𝜎𝑢𝑢12 𝜎𝜎𝑢𝑢22
 � 

Where y1jk ,  y2jk and y3jk  represent  memorization, elaboration and control strategies respectively, β1jk – β3jk 
represent the motivational predictors and β4jk  and β5jk  represent, gender and SES, respectively. In the 
variance–covariance matrixes, the diagonal elements represent the variances and the off-diagonal elements 
capture the covariance among the random effects.  

To assess model fit, we used deviance statistic, which is equal to -2 times the natural log of the likelihood 
function and serves as measure of badness of fit (Snijder & Bosker, 2012).  Since deviance cannot be interpreted 
directly, we used difference in deviance (ΔD). The ΔD has a chi-square distribution with degrees of freedom 
equal to the difference in the number of parameters in the two models (i.e., unconditional vs. conditional). We 
calculated proportionate reduction of error (PRE) measures as proxy for explained variance at each level of 
analysis (Snijders & Bosker, 2012). Post-hoc coefficient comparison tests (Paternoster, Brame, Mazerolle & 
Piquero, 1998) were used to examine differential effects of motivational variables on the SRL strategies. To aid 
interpretation the motivational variables were centered. The MVML models were fit with full maximum 
likelihood estimation (i.e., iterative generalized least square) in MLwiN2.30 (Rasbash, Charlton, Browne, 
Healy & Cameron, 2012). 
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3. Results

Descriptive statistics and correlations among study variables are presented in Table 1. The correlation results 
indicate that the motivational variables are significantly correlated with the three learning strategies.  Whereas 
SES is positively associated with memorization and control strategies, its association with elaboration was 
negative and non-significant. 

Table 1. Means, Standard Deviations and Correlations Among the Study Variables 
Mean SD 1 2 3 4 5 6 7 

1 Self-efficacy 3.13 .56 
2 Intrinsic value 2.29 .74 .35** 
3 Instrumental Value 3.01 .68 .36** .60** 
4 Memorization 2.73 .52 .31** .45** .41** 
5 Elaboration 2.61 .57 .27** .46** .39** .58** 
6 Control 2.93 .50 .33** .39** .40** .68** .57** 
7 SES .00 1 .32** -.01 .05** .05** -.02 .10** 
Note: ** p < .01. 

The results of the unconditional and the conditional multivariate multilevel (MVML) models are presented in 
Table 2.  The unconditional MVML model results indicate that 93% of the variance in memorization strategies, 
88% of the variance in elaboration strategies and 89% of the variance in control strategies are attributable to 
individual students. The proportions of variance in the three strategies at the school level are 7%, 12% and 
11% respectively. The findings suggest that much of the variability in SRL strategies lay between students.  

The first question involved examination of the role of three motivational variables in predicting the SRL 
strategies.  Before specific effects of the motivational variables are evaluated it is important to determine if the 
conditional MVML model is better fit to the data than the unconditional MVML model (i.e., the more complex 
model). Table 2 shows that the deviance of the conditional model (Model1) is smaller than that of the 
unconditional model (Model0) (ΔD = 2,271.88). As mentioned above, with change in number of parameters 
estimated (ΔP =15) as a degree of freedom, we compare 2,271.88 to the critical value of chi-square which is 
24.99. Thus, Model1 is a much better fit to the data than Model0. Table 2 indicates that the variables included 
in Model1 reduced the between student variances in the learning strategies, on average, by 24%. More 
specifically the model reduced the student level variance in memorization by 26%, elaboration by 23% and 
control by 25%. Table 2 also shows that the three motivational variables are significant predictors of the three 
learning strategies even after controlling for potential confounding variables of SES and gender. More 
specifically, self-efficacy predicted students’ use of memorization, elaboration and control strategies. 
Similarly, both intrinsic value and instrumental value predicted the three SRL strategies. In addition, the 
analysis showed that SES has small but significant positive effect on control strategy but negative effect on 
elaboration strategy and no statistically significant effect on elaboration. Females reported higher levels of 
elaboration and control strategies but lower levels of memorization than males in the sample. 
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Table 2. Multivariate Multilevel Regression Estimates of the Effects of Motivational Variables on SRL Strategies 
Unconditional model (M0) Conditional model (M1) 

Memorizati
on 

Elaboration Control Memorizati
on 

Elaboration Control 

B SE B SE B SE B SE B SE B SE 
Fixed Effects 
Intercept 2.73** .01 2.61** .01 2.93** .01 1.86** .03 1.63** .03 2.20** .03 
Self-efficacy .07** 01 .06** .01 .08** .01 
Intrinsic value .19** .01 .24** .01 .13** .01 
Instrumental Value .16** .01 .13** .01 .16** .01 
Gender -.07** .01 .04** .02 .04** .01 
SES .00 .01 -.03* .01 .02* .01 
Random Effects 
Student Level .27** .00 .30** .00 .24** .00 .20** .00 .23** .00 .18** .00 
School Level .02* .00 .04* .00 .03* .00 .02* .00 .03* .00 .02* .00 
Deviance 19002.09 16280.21 

Note: * p < .05; ** p < .01. 

The second research question involved examining the extent to which the effects of the motivational variables 
differed by SRL strategies.  To answer this research question, the effects of each motivational variable on the 
SRL strategies was compared using Post-hoc coefficient comparison tests.  These post-hoc analyses showed 
that the effects of each of the motivational variables did not significantly differ by the SRL strategies. For 
instance, effect of self-efficacy on memorization does not differ from its effect on elaboration (Z = .74, p = .24) 
or control strategies (Z = -.74, p = .24).  This suggests that the effects of the motivational predictors are invariant 
across the SRL outcomes.  

The third goal of this study was to examine whether the effects of the motivational variables on a specific SRL 
strategy use differ from each other.  Post-hoc analyses compared whether the effect of a motivational variable 
on one SRL strategy is stronger or weaker than on another SRL strategy. The results indicated that compared 
to self-efficacy, both intrinsic value (Z = 2.67, p < .05) and instrumental value (Z = 2.00, p < .05) were stronger 
predictors of memorization strategy. The effect of instrumental value was stronger than that of self-efficacy 
for elaboration (Z = 2.01, p < .05) and control strategies (Z = 4.02, p < .05). Intrinsic value and instrumental value 
effects differed only when predicting elaboration such that intrinsic value was stronger (Z = 2.67, p < .05). 
Overall, the results show that achievement value, whether intrinsic or extrinsic appear to be stronger than self-
efficacy in predicting SRL strategies. 

5. Discussion

Self-regulated learning is an important predictor of academic outcomes (Dent & Koenka, 2016; Hattie & 
Donoghue, 2016). Thus, understanding what motivates students to engage in self-regulation has become an 
important issue that has received a great deal of attention among researchers (see Schunk & Zimmermann, 
2008; Zimmerman, 2011). This study sought to contribute to this growing body of literature by examining the 
contribution of three important motivational variables (i.e., self-efficacy, intrinsic value & instrumental value) 
to SRL in a nationally representative sample of 15-year old students. The study examined the unique as well 
as the differential effects of these motivational variables. The findings showed that self-efficacy, intrinsic value 
and instrumental value each contribute uniquely to prediction of the SRL strategies. The results also showed 
that the effects of the motivational variables differ from each other to some extent.  

The first goal of this study was to investigate whether the three motivational variables uniquely contributed 
to the prediction of SRL strategies after controlling for SES, gender and inter-correlations among the SRL 
strategies themselves. The results of the conditional MVML model showed that even after controlling for SES 
and gender, the three motivational variables significantly predicted the three SRL strategies. Consistent with 
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previous findings (e.g., Lee, Lee & Bong, 2014; Pintrich, 1999; Wolters & Pintrich, 1998; Zimmerman, 2002) 
self-efficacy predicted the three SRL strategies assessed in the current study. Students who thought they were 
capable of learning mathematics were more likely to report the use of memorization, elaboration and control 
strategies. In addition, both intrinsic value and instrumental value significantly predicted the three SRL 
strategies. These results are consistent with other studies that found significant associations between the SRL 
strategies and composite task value (e.g., Berger & Karabenick, 2011; Pintrich, 1999; Wolters & Pintrich, 1998) 
or interest (Lee, et al., 2014). The findings suggest that students may not engage self-regulation if they are not 
interested in or do not perceive the instrumental value of the task (Zimmerman, 2011). Compared with self-
efficacy, students’ perception of value of academic subjects has been given little attention in the self-regulation 
literature (Wigfield et al., 2008). This study demonstrated that at least two task value components identified 
by Eccles (2009) appear to be uniquely associated with SRL.  

The second goal of this study was to examine whether the effects of motivation vary across SRL outcomes. 
Although no empirical studies have examined the issue, several scholars suggested that the effects of self-
efficacy and achievement value might differ by SRL strategies such that the effects would be stronger for 
elaboration and control than for memorization (Pintrich, 1999). The findings of the current study suggest that 
the motivational variables appear to be equally important for each of the strategies. The effect of self-efficacy 
on memorization is not significantly different from its effects on elaboration and control strategies. Contrary 
to Wigfield et al’s (2008) hypothesis, the effects of intrinsic value and instrumental value on the three strategies 
did not significantly differ from each other.  

The third goal of the study was to examine the differential effects of the motivational variables across each of 
the SRL strategies. The findings revealed that compared to self-efficacy, both intrinsic value and instrumental 
value appear to be stronger predictors of SRL strategies. The effects of intrinsic value and instrumental value 
on memorization were stronger than that of self-efficacy. The effect of instrumental value was stronger than 
that of self-efficacy for elaboration and control strategies.  The stronger effects of the two value components 
indicate that student’s selection and use of strategies might depend more on on their purpose than their 
confidence in their ability.  However, comparison between intrinsic and instrumental value effects showed 
only the effect of intrinsic value on elaboration was stronger than that of the of the effect of instrumental value. 

The interpretation of the findings of the current study should be made in light of the following limitations. 
First, both SRL and motivation variables were self-reported. Although the current study focus was on the 
aptitude of SRL (Winne & Perry, 2000), fine grained analysis of motivation and SRL require   different methods 
than just self-reports. Trace studies and video based observation might capture the dynamics of motivation 
and self-regulation in action (Zimmerman, 2008). Thus, future research should utilize such innovative 
methods to examine the dynamics of motivation and self-regulation components. Second, although this study 
is based on the theoretical proposition that motivation plays an important role in SRL, the cross-sectional deign 
of the PISA data does not allow to derive any conclusion that purports a causal precedence in terms of time. 
What limited longitudinal studies available suggest the primacy of motivation (see Berger & Karabenick, 
2011). Finally, this study showed that three motivational variables are important predictors of SRL even after 
controlling for SES and gender. Nevertheless, the motivational constructs included in the study are limited to 
only three variables. Other variables such as achievement goals, attributions, goal setting and future time 
perspective are not discussed in relative terms (See Schunk, Meece & Pintrich, 2013; Schunk & Zimmerman, 
2008). Although future research should examine the differential role of these motivational variables, the three 
constructs used in the current study are among the most useful educational psychology constructs that are 
used in international educational assessments (Marsh, Abduljabbar, Abu-Hilal, Morin, Abdelfattah, Leung & 
Parker, 2013).  

Notwithstanding these limitations, the current study contributes to the extant literature in several ways. First, 
understanding whether motivational effects differ by the SRL strategies has both practical and theoretical 
significance. Practically, interventions that target a specific SRL strategy might choose to focus on a specific 
motivational variable. Theoretically, knowledge of   differential motivational effects on SRL outcomes helps 
in refining theories in such a way that elimination or addition of a motivational variable is possible. Second, 
the study used sophisticated analytic strategy to examine the effects of motivation on SRL strategies by 
controlling for inevitable correlations between the outcome variables, thereby reducing type I error. Third, by 
examining the multivariate associations between motivation and self-regulated learning in a nationally 
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representative sample, this study contributes to the knowledge base on the role of motivation in self-regulated 
learning. In conclusion, the findings of the study suggest we need to take correlations among SRL strategies 
when examining impact of motivation. This is particularly important for interventions that target motivation 
to enhance self-regulated learning.   
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Much prior research has linked trait self-control and trait mindfulness with improved performance 

on overall academic metrics such as GPA. The present research expands on this literature by linking 

self-control, mindfulness, and closely related personality constructs to differences in the way 
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statistically significant predictors of effective time management while taking timed exams.
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1.Introduction

What makes some students “good test takers” whereas other seemingly equally intelligent students fail to 

perform? Researchers have identified many factors other than intelligence that affect students performance on 

exams, such as stereotype threat (Good, Aronson, & Inzlicht, 2003), anxiety (Cassady & Johnson, 2002), and 

study habits (Culler & Holahan, 1980). Evidently, many variables can affect how well a student actually 

performs on test day. The difficulty of succeeding on exams is compounded by the fact that many academic 

exams are timed. Timed examinations present additional and unique challenges to the student. Performing 

well on such assessments requires regulating attention to the test while ignoring distractions, pacing oneself 

on questions, being self-aware of one's own knowledge, and monitoring one's progress on individual 

problems against the time being used so to decide when to skip to the next question, among other things. In 

sum, effective test taking, particularly on timed exams, requires effective self-regulation and strong awareness 

of one's situation, not only intelligence. Therefore, students with personality traits that predispose them to 

effective self-regulation and attention to their current situation, should predict effective time management 

with taking exams. Two such personality traits are self-control and mindfulness. 

1.1. Self-Control and Academic Performance 

Self-control is commonly understood to mean intentionally modifying one's automatic behaviors or responses 

so to act in a way consistent with long-term goals, values, or acceptable standards (e.g., Baumeister, & 

Heatherton, 1996). Stable individual differences in self-control exist such that the self-control exhibited by 

someone as a child is a reliable predictor of self-control decades later (Mischel, Shoda, & Rodriguez, 1990). 

Furthermore, the amount of self-control a person displays in one area of life can predict self-control displayed 

in other areas of life. For example, people who show weak self-control when choosing between smaller but 

immediate monetary rewards rather than larger/later ones, also tend to show weaker self-control when trying 

1 Corresponding author’s address: Department of Psychology Florida Gulf Coast University 10501 FGCU Blvd S, Fort Myers, FL 33965 
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to limit their alcohol consumption (Osgood & Muraven, in press). For this reason, psychologists often measure 

self-control as a personality trait using self-report scales (e.g., Tangney, Baumeister, & Boone, 2004) and/or 

ratings of observed behaviors by other people such as parents and teachers (e.g., Duckworth & Seligman, 

2005). Although the myth persists among members of the western public that academic achievement is 

primarily the result of innate ability, social science research often finds that trait self-control predicts academic 

success better than IQ (see Duckworth, Quinn, & Seligmann, 2012). 

The connection between individual differences in self-regulation and overall academic performance is well 

established in nearly every student age group and longitudinally (see de Ridder, Lensvelt-Mulders, 

Finkenauer, & Baumeister, 2012). In a classic study on the delay of gratification, social psychologist Walter 

Mischel asked young children to choose between receiving a single marshmallow immediately, or waiting an 

undefined amount of time for two marshmallows (Mischel & Ebbesen, 1970). When the same children were 

assessed a decade later, those who had waited longer in the original study grew up to be more academically 

successful adolescents than those who gave in to temptation more quickly: they earned higher grades (Mischel, 

Shoda, & Peake, 1988) and achieved higher SAT scores (Shoda, Mischel, & Peake, 1990). More recently, 

Duckworth and Seligman (2005) reported the results of a longitudinal study where self-control assessed at the 

start of the school year via questionnaires completed by parents, teachers, and students themselves predicted 

end of year academic achievement better than IQ in a two groups of eighth graders.  

Indeed, individual differences in self-control consistently predict academic success. For example, several 

studies report strong correlations between trait level measures of self-control and college grade point average 

(GPA) (Duckworth, Quinn, & Tsukayama, 2012; Duckworth & Seligman, 2005; Tangney, Baumeister, & Boone, 

2004; Wolfe & Johnson, 1995). Relatedly, Hogan and Weiss (1974) found that students elected to the academic 

honor society Phi Beta Kappa scored higher on the California Psychological Inventory (CPI) measure of trait 

self-control than a sample of equally intelligent students who were not elected to the honor society. 

Although the relationship between self-control and major metrics of academic success such as GPA are well 

represented in the literature, fewer studies have researched links between trait self-control and specific 

academic behaviors. Some exceptions to this include research by Duckworth and colleagues (2005; 2012), 

which found that students with higher self-control tended to complete homework more regularly, 

procrastinate less, spend more time on schoolwork, and less time on non-academic related distractions such 

as television watching. Still, no published research has assessed how trait self-control might predict effective 

testing behaviors when taking exams. Nevertheless, there is strong theoretical grounding to predict that 

students who are higher in trait self-control would manage their time better when taking tests. Pacing oneself 

well on an exam requires maintaining focus and resisting the tendency to daydream or attend to distractions. 

It also requires the self-regulatory skills and willpower to make decisive choices about how to use one's limited 

time (e.g., choosing to skip a question when too much time is being used, answering easy questions first, etc) 

in a stressful situation. Unfortunately, the stress of examinations impairs effective self-control in many 

students (Oaten & Cheng, 2005) Furthermore, weak self-control can cause inattention and susceptibility to 

boredom and distractions (Osgood, 2015). Thus, possessing high trait self-control would be a great advantage 

and should predict more effective time management with taking exams.  

1.2. Mindfulness and Academic Performance 

In addition to resisting distractions and having the willpower to take decisive action, effective time 

management requires awareness of how much time is passing, how much time is left, and how much is being 

spent on each question. In other words, managing time when taking exams necessitates that one is mindful of 

their present situation, thoughts, and behaviors. This tendency to be “present” in the moment is called 

mindfulness (Kabat-Zinn, 2003). Specifically, mindfulness refers to one’s level of awareness regarding their 

present situation and take a nonjudgmental posture towards one's thoughts and feelings (Schraer et al., 2017).  

Like, self-control, relatively stable individual differences in mindfulness are thought to exist (Davis, Lau, & 

Cairns, 2009). Correspondingly, trait mindfulness can be assessed via self-report questionnaires (Lau et al., 

2006).   

Although mindfulnesses role in academic success does not have the longstanding pedigree that self-control 

enjoys, new research over the past decade is slowly building a case for mindfulness as an instrument for 

learning (See Meiklejohn et al., 2012; see also Zenner, Herrnleben-kurz, Walach, 2014). In one experiment, 61 
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spanish high-school students were randomly assigned to either 10 weeks of mindfulness training or received 

no such training (Franco, Manas, Cangas, & Gallego, 2010). The academic performance of the students who 

received the mindfulness training improved significantly more than the performance of those who did not 

receive the training over the course of the study. Similar results have been found in studies using elementary 

school students (Bakosh, 2013) and undergraduate college students (Napora, 2013).  

However, this nascent literature has some shortcomings.  First, not all results have been so supportive. For 

instance, Brausch (2011) did not uncover a significant correlation between trait mindfulness and first semester 

college GPA. Second, like self-control, the role of mindfulness in specific academic behaviors is somewhat 

limited. Rather, most of the literature focuses on effect of mindfulness in reducing student stress/anxiety, 

cognitive performance, and emotional resiliency (Zenner, Herrnleben-kurz, Walach, 2014). Of particular 

interest to the current investigation, the relationship (if any) between mindfulness and time management on 

exams has yet to be investigated. Indeed, in general, the literature is lacking any examination of trait 

personality factors that predict specific behaviors on timed exams.  

1.3. Present Research 

The purpose of the present research is to investigate the role of self-control and mindfulness on time 

management when students take exams. Performance on timed exams often constitute a large percentage of a 

student's grade in a course and timed achievement tests such as the SAT and GRE are used in admissions 

decisions for post-secondary and post-graduate degree programs. Clearly, the stakes are very high for 

students to perform well on timed exams. Thus, better understanding what personality factors relate to 

students behaviors when taking such exams is important. In the present investigation, students completed 

personality scales that measured trait self-control (and closely related constructs) and mindfulness along with 

questions that measured their use of time while taking exams. Effectively managing one's time on exams 

requires self-monitoring, situational awareness, regulating attention, and effective decision making. These 

behaviors are associated with strong self-control and mindfulness (See Osgood & Salamone, 2017). Thus, trait 

self-control and mindfulness were both predicted to be positively associated with effective time management. 

2.1. Study One 

2.1.1. Methods 

2.1.1.2. Participants 

230 undergraduate students from a large public university in the northeastern United States arrived to 

complete the study. Students completed this study in exchange for partial course credit. Data from five 

participants either failed to record properly, the participants did not complete the study, or their responses 

were otherwise lost. Thus, data from 225 (125 Female; Age: M = 18.8, SD = 1.2) were used in analysis. Data 

collection began upon approval by the institutional review board and continued until the conclusion of the 

academic semester. Data was not analyzed until data collection was complete. All participants involved in the 

study are accounted for in the summary above. 

2.1.1.3. Materials and Procedures 

Upon arriving in the laboratory, participants were administered informed consent and taken to a computer 

station to complete the study which consisted of a series of surveys meant to measure self-control (and closely 

related constructs) as well as a questionnaire that asked them about their time management when taking timed 

exams. This data collection was done as part of a large-scale self-report study on the role of self-control in 

different aspects of college-life (e.g., academics, romantic relationships, student employment, etc). However, 

only those questionnaires related to self-control and time management on exams are reported here as that is 

the focus of the present paper. The order of the questionnaires was fully counterbalanced between 

participants. Specifically, participants completed the Self-Control Scale (SCS; Tangney et al., 2004); Values in 

Action Regulation of Self Subscale (VIA.SC; Petersen & Seligman, 2004); Values in Action Industriousness 

Subscale (VIA.IND; Petersen & Seligman, 2004); California Personality Inventory Self-Control Subscale (CPI; 

Gough, 1987); Emotion Based Decision Making Scale (EBDM; Barchard, 2001); and Grit Scale (GRIT; 

Duckworth, 2007). The VIA and CPI scales were accessed via the International Personality Item Pool (IPIP; 
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Goldberg et al., 2006). Finally, all participants completed a ten item experimenter created survey to assess 

various aspects of time management when taking exams (TTQ). All questions were answered on a Likert-Type 

scale with options ranging from 1 = “Not at all true” to 7 = “Very True”. This included the following items       

(* indicates reverse coded in analysis). All questions on the survey are reported here: 

“When taking a timed test... 

1. “...it is easy for me to spend too much time on a single question.”* 

2. “...if I do not know the answer to a question, I always quickly skip it and proceed to the next one.” 

3. “...I will persist on a question or problem until I am satisfied with my answer, even if this takes a lot 

of time.”* 

4. “...I sometimes spend a lot of time thinking about a single question.”* 

5. “...if there are questions I still don’t know after having finished the rest of the test, I will often run out 

the clock trying to figure out these questions.”* 

6. “...I tend to use all of the available time because I keep trying to figure out the answer to questions I 

do not know.”* 

7. “...I pace myself well.” 

8. “...I keep an eye on the clock.” 

9. “...I make sure that I have time to view every question.” 

10. “...I lose track of time easily.” * 

 

2.1.3. Results 

The initial reliability of the experimenter created test taking scale was α = .73, items two and eight were 

dropped to maximize reliability at  α = .79. Data from all questionnaires used in this study were normally 

distributed. Descriptive data is displayed on Table 1 and correlations between measures and outcomes are 

displayed on Table 2. 

 

Table 1. Descriptive Data For Study One Surveys 

Survey Mean (SD) n  α 

SCS 82.8 (14.6) 225 .79 

VIA.SC 49.1 (9.1) 225 .70 

VIA.IND 41.0 (7.7) 225 .82 

CPI 42.7 (10.0) 225 .77 

EBDM 34.7 (9.1) 225 .84 

GRIT 52.9 (8.2) 225 .67 

TTQ 34.1 (8.6) 224 .73 

Note: SCS: Self-Control Scale (Tangney et al., 2004); VIA.SC: Values in Action Regulation of Self Subscale 

(Petersen & Seligman, 2004); VIA.IND: Values in Action Industriousness Subscale (Petersen & Seligman, 2004); 

CPI: California Personality Inventory Self-Control Subscale (Gough, 1987); EBDM: Emotion Based Decision 

Making Scale (Barchard, 2001); GRIT: Grit Scale (Duckworth, 2007); TTQ (Overall Test Taking Questions, 

experimenter created). 
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Table 2. Pearson's Correlations for Study One 

SCS VIA.SC VIA.IND EBDM GRIT TTQ 

SCS - .427** .511** -.186** .581** .280** 

VIA.SC - - .386**    -.121~ .402** .091 

VIA.IND - - - -.022 .691** .149* 

EBDM - - - - -.045 -.152* 

GRIT - - - - - .181**

TTQ - - - - - - 

Note: ~ p < .1, * p < .05, **p < .01. SCS: Self-Control Scale (Tangney et al., 2004); VIA.SC: Values in Action 

Regulation of Self Subscale (Petersen & Seligman, 2004); VIA.IND: Values in Action Industriousness Subscale 

(Petersen & Seligman, 2004); CPI: California Personality Inventory Self-Control Subscale (Gough, 1987); 

EBDM: Emotion Based Decision Making Scale (Barchard, 2001); GRIT: Grit Scale (Duckworth, 2007); TTQ 

(Overall Test Taking Questions, experimenter created). 

2.2. Study Two 

Study two was designed to serve two purposes. First, study two was intended to conceptually replicate the 

overall finding in study one that trait self-control is positively associated with effective test taking habits in a 

second independent sample of students at a different university. Second, study two sought to extend the 

finding of study one by testing the research hypothesis that trait mindfulness is positively correlated with 

effective test taking time management habits. 

2.2.1. Methods 

2.2.1.2. Participants  

137 undergraduate students (84 Female; Age: M = 19.2, SD = 1.4) from a large public university in the 

southeastern United States participated in the study in exchange for partial course credit. Data collection began 

upon approval by the institutional review board and continued until the conclusion of the academic semester. 

Data was not analyzed until data collection was complete. All participants involved in the study are accounted 

for in the summary above. 

2.2.1.3. Materials and Procedures 

Upon arriving at the laboratory, participants were administered informed consent by the experimenter. Data 

collection was typically conducted with two participants at a time sharing a room, but at different desks not 

directly facing each other. Following the informed consent, participants completed the questionnaires (paper 

versions) one at a time. Participants were asked to notify the experimenter when they had completed a 

questionnaire so the experimenter could provide the next one. Participants were given a short (one minute) 

break between each questionnaire to reduce cognitive fatigue and attention loss. All personality questionnaires 

completed by participants are reported here. All participants completed the Toronto Mindfulness 

Scale/Questionnaire (TMQ; Davis et al., 2009), the same VIA.SC from study one, and an experimenter-

produced questionnaire about exam time management, updated from and based on the questionnaire used in 

study one. Participants also completed a brief demographics survey. The experimenter created test taking 

survey for study two (TTQ_2) used in this study included the following items that were each answered on a 

four point Likert-Type scale where one = “Very Infrequently” and four = “Very Frequently” (* indicates items 

that were reverse coded in analyses). All questions on the survey are reported here. 

“When taking a timed test…” 
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1. ...I spend too much time on a single question*

2. ... if I do not know the answer to a question, I always quickly skip it and proceed to the next one.

3. ...I will persist on a question or problem until I am satisfied with my answer, even if this takes a lot of

time.*

4. ... if there are questions I still do not know after having finished the rest of the test, I will use all the

remaining time trying to figure out these questions.

5. ...I pace myself well

6. ...I keep an eye on the clock

7. ...I make sure that I have time to view every question

8. ...I lose track of time easily*

9. ...I need to read test questions more than once before I understand them well enough to answer.*

10. ...I continue to study right up to the moment before the test starts.*

2.2.3. Results 

Initially, the experimenter created test taking survey had an inter-item reliability of α = .51. This was 

maximized by dropping items six and ten to α = .64.  Data from all questionnaires used in this study were 

normally distributed. Descriptive data is displayed on Table 3 and correlations between measures and 

outcomes are displayed on Table 4. 

Table 3. Descriptive Data For Study Two Surveys 

Survey Mean (SD) n α 

TMQ 56.2 (9.7) 137 .81 

VIA.SC 30.5 (5.3) 137 .76 

TTQ_2 22.7 (3.6) 137 .64 

Note: TMQ: Toronto Mindfulness Questionnaire (Davis et al., 2009); VIA.SC: Values in Action Regulation of 

Self Subscale (Petersen & Seligman, 2004); TTQ_2 (experimenter created survey of test time management 

revised for study two).  

Table 4. Pearson's Correlations for Study Two 

TMQ VIA.SC TTQ_2 

TMQ - .272** .311** 

VIA.SC - - .188* 

TTQ_2 - - - 

Note: * p < .05, ** p < .01. TMQ: Toronto Mindfulness Questionnaire (Davis et al., 2009); VIA.SC: Values in 

Action Regulation of Self Subscale (Petersen & Seligman, 2004); TTQ_2 (experimenter created survey of test 

time management revised for study two). 
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3.Discussion 

The purpose of the present investigation was to test the hypothesis that high trait self-control and mindfulness 

predict more effective use of time when taking timed tests. These hypotheses were broadly supported across 

both studies. In study one, four out of the five scales used to assess trait self-control and closely related 

constructs were significantly correlated with students overall score on a questionnaire designed to assess how 

effectively students use their time when taking exams. In study two, the relationship of trait self-control and 

effective time management on exams was replicated in a different sample at another university. Furthermore, 

study two demonstrated a statistically significant relationship between trait mindfulness and test taking time 

management.  

The present research represents an useful addition to the literature on trait self-control/mindfulness and 

academic performance. To date, most research measuring these personality traits have limited their 

investigations to linking them with general measures of academic success (e.g., GPA). To the authors 

knowledge, no other study has investigated the relationship between either trait self-control or trait 

mindfulness on specific student testing behaviors. This is unfortunate for several reasons. First, robust 

evidence now exists that self-control is a major predictor of academic success, even greater than IQ 

(Duckworth & Seligman, 2005), yet only a small number of studies have researched how specific academic 

behaviors relate to self-control; none of which look at test taking behaviors. Second, test scores often constitute 

a large component of a student's course grade and are used as major factors in academic admissions decisions, 

yet little is known about the personality factors that predict effective vs. ineffective test taking. Indeed, most 

research on test taking and personality has focused only on test anxiety. Finally, trait self-control and 

mindfulness can be stably changed with training (See Osgood & Salamone, 2017). Thus, reliable links between 

these traits and effective test-taking open the door to the possibility that training self-control/mindfulness may 

improve student testing performance. In sum, identifying the specific beneficial academic behaviors that are 

related to self-control is perhaps more useful than documenting links between traits and overall academic 

success. Doing so allows theorists to better understand the relationship between individual differences and 

academic success and empowers educators to identify and assist students at risk for counterproductive school 

behaviors more effectively. 

The findings of these studies can help educators better understand and identify students who struggle when 

taking timed exams. In time, this may lead to more effective interventions to improve students testing 

performance and increase academic achievement. These findings have particular relevance for standardized 

achievement tests such as the GRE, MCAT, SAT, etc. Such tests are designed to make time usage a performance 

variable. In other words, these tests are written with more questions than most students are reasonably 

expected to be able to answer in the time they are given and reward effective time use. For example, on the 

SAT, each question is weighted the same, despite varying in difficulty. This rewards students who are able to 

move through the test efficiently and answer as many questions correctly as possible without squandering too 

much time on any given question when progress is not being made. Thus, those students who manage their 

time better would hold a distinct advantage over equally intelligent peers with poorer time management on 

such exams. Indeed, high self-control has already been linked to improved achievement test scores (Shoda et 

al., 1990). It is likely that high trait-mindfulness would be positively associated as well. 

The applicability of these findings are not limited to achievement tests such as the SAT. Students with learning 

disabilities are particularly and negatively affected by exam time limits on regular academic tests relative to 

their normally achieving peers (e.g., Alster, 1997). Although not considered here, it is possible that self-control 

and mindfulness may be particularly important for students with learning disabilities. More concretely, 

mindfulness based training may improve test taking in some students who ordinarily require extended time. 

This is a future research direction that will need and should receive attention.  

Although this research contributes positively to the literature overall, there are some shortcomings that should 

be addressed. Mainly, use of time on exams was assessed via self-report questions. A good follow-up for this 

research would be to observe students taking actual exams while coding their behaviors for 

effective/ineffective time management. The second shortcoming of the present research is that neither study 

collected measures of test performance such SAT or ACT scores. Future studies should consider testing 
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mediation models where mindfulness improves time management, which in turn improves scores on 

standardized exams where time is an important factor. 

In addition to what was previously mentioned, the results of the present research suggest several promising 

avenues for future research. First and foremost, researchers should test whether programs that train self-

control and/or mindfulness can improve students time management on exams. New research in social 

psychology suggests that both trait self-control and trait mindfulness can improve substantially and stably 

with training (See Osgood & Salamone, 2017). Combining those recent findings with the present research, it is 

likely that similar training could improve time management (and test scores) on standardized exams such as 

the GRE, MCAT, SAT, AP, and ACT.  A reliable link between training mindfulness and improving testing 

habits would be a boon to college educators as many universities have begun implementing mindfulness 

training on campus, thus the infrastructure would already be in place to offer mindfulness training as a way 

to improve testing performance. Second, researchers should seek to investigate what other personality traits 

influence students time management when taking exams. For example, one might reasonably expect that 

certain Big Five “OCEAN” (John, Donahue, & Kentle, 1990) factors such as conscientiousness and neuroticism 

to be positively and negatively related to time management on tests, respectively. Third, the regulation of time 

on exams deserves more attention in general. Although time management tactics are basic curriculum for 

many achievement test preparatory course, relatively little scientific research has investigated how students 

naturally regulate their time while taking tests. Fourth, researchers should investigate the interaction between 

the stressfulness of a testing situation and personality factors like trait self-control or mindfulness on texting 

behaviors. For instance, perhaps in low stress testing situations (such as when there is ample time or the stakes 

of the test are low) the effect of personality of testing behaviors is weaker than in highly stressful testing 

situations. Finally, beyond self-control and mindfulness and even beyond test taking, the personality and 

learning literature would benefit from more research that links personality to more specific academic 

behaviors with defined contexts (such as regulating time while taking exams) rather than focusing mainly on 

broad measures like GPA or graduation rates. 

In conclusion, academic researchers have come a long way in identifying individual differences that contribute 

to academic success. Perhaps chief among these individual differences is self-control, while the role of the 

related attribute of mindfulness has only more recently received attention. The present research builds off of 

this tradition by also affirming the positive relationship between strong self-control, strong mindfulness, and 

academic success. Importantly, the present research adds to the literature by implicating self-control and 

mindfulness as important predictors of how students regulate their use of time when taking exams. Although 

additional research will be needed, the future holds the promise of better understanding test-taking and 

building a world where fewer students think of themselves as “bad test takers”. 
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In this study, it is aimed to determine the view of the 8th grade students on the concept of democratic 
citizens through the metaphors. In the research towards the general objective, one of the qualitative 
research designs phenomenology was used. The participants of the survey are 160, 8th grade 
students in the Körfez district of Kocaeli province in the academic year of 2016-2017. Of the 8th grade 
students who participated in the survey, 85 are boys and 75 are girls. Data have been reached with 
semi-structured forms. The metaphors and explanations written by the students were used as the 
basic data source in this research. Data were analyzed through content analysis. The findings from 
the research show that 8th grade students perceive democratic citizenship in eight categories: 
freedom, justice, unity and solidarity, participation, equality, patriotism, diligence and responsibility. 
When the opinions of the students are analyzed, it is seen that the metaphors they produce 
concentrate on the categories of freedom and justice. In this context, with 13 students the most widely 
used metaphor is “fair citizen”. Besides the students produced metaphors mostly in the category of 
freedom. With “tree“ and “free bird” metaphors they emphasized dimension of freedom of 
democratic citizenship. Students have also mentioned the distinctive characteristics of democracy, 
such as decision-making, election, voting, and having a saying in the country's administration when 
they are explaining what they do with democratic citizen. 

Keywords:1 
Democratic Citizen, 8th grade Students, Metaphor, Citizenship 

1. Introduction

The process of democracy in a healthy way, the formation of a democratic environment, is due to democratic 
citizens. A democratic citizen is an active citizen who is aware of his rights and responsibilities to the state and 
public. 

Training democratic citizens is seen as a general purpose of education systems. It is clear that a real democratic 

administration and life style cannot emerge if the democracy cannot be grasped sufficiently and the principle 

identified with it cannot be sufficiently absorbed in its values and attitudes. In order for democracy to work 

at the desired level, it must not be perceived by humans alone, but should be internalized by the individual 

with all its values and qualities. Because democracy can only live and develop with the multitude of citizens 

who know its value (Güven, 2008). As long as there are generations that understand and assimilate the 

principles and qualities of democracy, there will be a stable and successful form of government based on 

democracy. For this reason, it is very important to know how students perceive opinions and thoughts about 

democratic citizens. Through metaphors, important elements in revealing the perceptions of individuals 'lives, 
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students' perceptions of democratic citizens can be revealed. Metaphors are being applied in a variety of areas 

of education in the context of encouraging learning and developing creative thinking (Aslan & Bayrakçı, 2009). 

The essence of metaphors is to understand and experience something from anaother point of view (Lakoff, 

Johnson, 1980). The metaphor allow us to re-conceptualise, see from different directions, and illuminate some 

previously absolute situations by linking the object or phenomenon we want to understand to a network of 

concepts belonging to another domain of meaning (Taylor, 1984).  There is a widespread recognation that 

metaphors play a significant aesthetical, ornamental and pedagogical role in literature and education (Botha, 

2009). The metaphor can also be used to redefine facts and encourage conceptualization of problem situations 

as they affect our ways of perceiving situations and events (Goldstein, 2005).Individuals benefit from 

metaphors both when describing their own feelings and thoughts and when describing their feeling and 

thoughts. This is seen as an important element in revealing the perceptions of individuals. In this context, 

metaophors Show individuals the World and the way they perceive themselves (Girmen, 2007). There are 

many studies in the litarature on democracy perceptions of students (Kaldırım, 2005; Sadık & Sarı, 2012; Kuş 

& Çetin, 2014). But no direct study has been done on how they interpret the concept of democratic citizens 

through metaphors. If we want to educate democratic citizens, first of all, we need to know what the students 

which will be our next generation know about this issue. It seems to be necessary to investigate what they 

mean for constructing innovations on the preliminary knowledge of the students' “democratic citizens” 

concept, if there is a need to detect misunderstandings. 

1.1. Present Study 

In this research, it is aimed to determine the view of the 8th grade students on the concept of democratic 
citizens through metaphors. The reasons for the selection of 8th classes is that they should be more aware of 
the concept of democracy as age. For this purpose, the following two basic questions are sought in the study. 

1) What metaphors do 8th grade students have regarding the concept of democratic citizenship? 

2) What conceptual categories of metaphor emerging towards the concept of democratic citizens can be 
grouped in terms of common characteristics? 

 

2. Method 

2.1. Study Design 

In the research, phenomonology which is one of the qualitative research designs was used. This research is a 
qualitative study in phenomenological design which examines the viewpoints of the middle school students 
about the concept of democratic citizens through the developed metaphors. In the research towards the 
general objective, one of the qualitative research designs phenomenology was used. The phenomenology 
focuses on phenomena in which we do not have an in-depth and detailed understanding of what we are aware 
of (Yıldırım & Şimşek, 2006).  

 

2.2. Participants 

The study group of this research constitutes a total of 160 8th grade students in the Kocaeli Körfez district in 
the 2016-2017 school year. Of the 8th grade students who participated in the survey, 85 are girls and 75 are 
girls. In the study, for the selection of the study group criterion sampling which is one of the in purpose 
sampling methods was used. 

23 



International Journal of Psychology and Educational Studies 2017,4 (3), 22-31 

 

Table 1. Distribution of participants according to schools 

 

 

 

 

 

 

 

As shown in Table 1, 22% of the 165 middle school students who participated in the study, 37% of the Nuh 
Çimento Vatan Middle School 33% 20 of the Rıfat Ilgaz Middle School 42% 25 of the Uluğbey Middle School 
53% of the 32% of the Yukarı Hereke Middle school students. 

 

Table 2. Distribution of participants by gender 

 

 

 

 

As seen in Table 2, out of 165 middle school students participating in the survey, 75 male, 85 are female 
students. 50.3% of these students are from girls and 49.1% are from males. 

Participants are constituted a total of 165 8th grade students in the Körfez district of Kocaeli Province in the 
academic year 2016-2017. 

 

2.3. Instruments 

Data have been reached with semi-structured forms. The students participating in the research are asked 
complete these sentences; The democratic citizen is similar to .................. , Because.............. in order to reveal 
the metaphors of the democratic citizen concept.. Thus, students expressed their thoughts on the concept of 
democratic citizenship by using metaphor. The metaphors and explanations written by the students were used 
as the basic data source in this research.  

 

2.4. Data Analysis 

The analysis of the documents that the students produced metaphor for the democratic citizen was made by 
content analysis. The findings were interpreted by transforming the tables. This process consists of 3 stages 
(1)coding and sorting, (2)category development, (3)providing validity and credibility,  

Stage of Coding and Sorting: A metaphor for the concept of "democratic citizen" has been determined and a 
table of metaphors has been established. In the study of 160 participants, the metaphor of 22 students was 
excluded because they were inappropriate and not fully understood. For example, a participant did not 
present a metaphorical image but rather defined the democracy as a self-governance of the people. Again, a 
student did not present any reason (logical basis) for the metaphor in question, as long as he expressed a 
certain metaphorical image. Metaphors formed by the remaining 138 students were categorized by the 
researcher and added to the metaphor table. The metaphors and categories in the metaphor table are agreed 
upon by the researchers. Generated categories and metaphors have been rearranged and interpreted by the 
researchers and presented to the reader. 
 

School Frequency Percentage 
Nuh Çimento Vatan Middle School 35 21,87 

Rıfat Ilgaz Middle  School 30 18,75 

Uluğbey Middle School 42 26,25 

Yukarı Hereke Middle School 53 33,13 

Total 160 100,0 

Gender Frequency Percentage 
Male 75 46,9 

Female 85 53,1 

Total 160 100,0 
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Stage of Category development: In this stage, the metaphors created by the participants were mainly examined 
in terms of their common characteristics of the concept of "democratic citizen". Before categorizing, the sources 
in the field were taken into account. Based on the previously created metaphor table, 8 basic categories have 
been established and the metaphors created by the participants have been determined according to the logical 
bases of each categories. That is, since several metaphors have more than one meaning, these metaphors add 
the relevant categorization, adhering to the loaded meaning, and reveal the direct relation between metaphors 
and categories. In addition, percentage and frequency calculations of the emerging metaphors related to the 
categoricals were made using the SPSS 15.0 statistical package program. 

Stage of validity and reliability: It is important to document the data collected in detail and explain how the 
investigator reaches the results in a qualitative research (Yıldırım & Şimşek, 2008). In order to ensure the 
validity and reliability of this research, two basic operations have been carried out. Firstly, the data analysis 
process is explained in detail in order to ensure validity, and all the data obtained are included in the findings 
both quantitatively and qualitatively. To ensure the reliability of the study, the metaphors were presented and 
compared to the experts of the 2 educational sciences in order to confirm whether the metaphors given under 
the 8 conceptual categories reached in the survey represent the category categorically. The reliability of the 
research was determined by using Miles and Huberman's (1994) formula (Reliability = opinion association / 
(opinion association + opinion separation)). The result of the reliability calculation of the study is 94%. Miles 
and Huberman (1994) recommended that consistency of the coding be in agreement at least 90% of the time 
for good qualitative reliability. In order to increase the reliability of the study, a study was also carried out in 
the classroom and school where the 1st researcher was teaching. It was frequently quoted from student views 
in order to increase the internal reliability and validity of the findings. 

3.Results

In this section, metaphors and the categories created from the metaphors are interpreted in the tables. 

Table 3. Distribution of Metaphors Created by 8th Grade Students 
Metaphor (f) Metaphor (f) Metaphor (f) Metaphor (f) Metaphor (f) 

Justice 2 Language 3 swan 1 Role modal 3 Equal arm 5 

Fair citizen 13 An old 1 Melody 1 Water mill 2 Citizen 5 

Tree  7 Citizen 5 ocean 4 Unproblematic 2 Citizen 4 

Atatürk 3 Sea 1 vote 3 Family tree 1  Dove 3 

Enlightener 1 World 1 Voting box 8  Forest 2 Helpful 6 

Non- sinking 2 Regular 1 teacher 1 Free bird 6 Responsible 5 

A head of 1 Tressure 1 Sun 1 Arbiter citizen 1 Family 2 

Cloud 3 Helium 1 Ant 4 Sky 3 

Hardworking 5 Pencil 3 A watery 3 Turkish Grand 2 

Flower 2 Wingless 1 Citizen 3 

Total 138 

According to the findings of the content analysis conducted in the direction of the research question “What 
metaphors do 8th grade students have regarding the concept of democratic citizenship?” it is seen in the table 
3  that 138 students produced 46 valid metaphors. The metaphors produced by the students on the concept of 
democratic citizens are : Fair citizen (13),  Voting box (8), tree (7), free bird (6), Helpful citizen (6), Hardworking 
citizen (5),  Equal arm scale (5),  Citizen who protect his homeland (5), citizen who treat equally (5),responsible 
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citizen (5), Citizen who risk death for his homeland (4), ant (4), ocean (4),  rol modal(3), a watery watermelon 
(3), Atatürk (3), sky (3), cloud (3), dove (3), Citizen defending his homeland (3), vote (3), pencil (3), justice 
flower (2), Non- sinking ferry (2), water mill (2), family (2), unproblematic country (2), forest (2), flower (2), 
Turkish Grand National Assembly (2), language(2), arbiter citizen (1), Enlightener candle (1), A head of crowd 
(1), an old book (1), Helium filled balloon (1), swan (1), sea (1), Wingless angel (1), teacher (1),Family tree (1), 
sun(1), melody (1), treasure (1), world (1), regular army (1). 

22 students cannot produce any valid metaphors about democratic citizenship. 

Table 4 . Distribution of metaphors related to democratic citizens by category 

Category (f) 

Freedom 

tree (7), free bird (6), ocean (4), Atatürk (3), sky (3), cloud (3), dove (3), 

Helium filled balloon (1), swan (1), sea (1) 

32 

Justice 

Fair citizen (13), rol modal(3), justice flower (2), Wingless angel (1), teacher (1), 

Family tree (1) 

21 

Unity and solidarity 

Helpful citizen (6), Non- sinking ferry (2), water mill (2), family (2), unproblematic 
country (2), melody (1), treasure (1), world (1), regular army (1), forest (2) 

20 

Participation 

Voting box (8), vote (3), Turkish Grand National Assembly (2), arbiter citizen (1), 
Enlightener candle (1), A head of crowd (1) 

16 

Equality 

Equal arm scale (5), citizen who treat equally (5), a watery watermelon (3), 

 sun(1) 

14 

Patriotism 

Citizen who protect his homeland (5), Citizen who risk death for his homeland 
(4), Citizen defending his homeland (3) 

12 

Diligence 

Hardworking citizen (5), ant (4), flower (2), an old book (1) 

12 

Responsibility 

Responsible citizen (5), language (3), pencil (3) 

11 

Total 138 

According to the findings of the content analysis conducted in the direction of the research question “Which 
metaphors produced by middle school students can be grouped under the conceptual categories in terms of 
their common characteristics, 46 metaphors developed by middle school students were collected under 8 
different conceptual categories. Freedom, justice, unity and solidarity, participation, equality, patriotism, 
diligence and responsibility.  
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Category 1: Democratic Citizen as the Expression of Freedom 

It appears that this category of 10 metaphors and 32 pupils, formed by those who identify democratic citizens 
with freedom and perceive themselves as a part of democracy or themselves. When we look at the frequency 
distributions (number of students) of the metaphors in this category, the most frequently used are tree (7), free 
bird (6), ocean (4), Atatürk (3), sky (3), cloud (3), dove (3), Helium filled balloon (1), swan (1), sea (1). Below, 
there are some students statements in this category are given. 

“A democratic citizen is like a free bird. Because in a democratic country, no one should be able to express 
fearlessly without believing that his ideas will be respected without being under pressure. Like a free bird, a 
man can flap its wings and go wherever he wants. If even a bird is doing it, it is possible for a citizen to do so 
in a democratic country. So democratic citizens should be free to express their thoughts like a free bird”. 

“Democratic citizen; It looks like the sky. Because freedom can be seen as infinite and unlimited. But in some 
cases freedoms can be limited like when a fish crosses the limits, it becomes the bait to the dog's fish. If people 
cross the limits of freedom, democracy cannot be talked about. So democratic citizens are free like the sky. But 
he must know the boundaries of the sky”. 

“The ability of the mechanism of democracy to work depends on the freedom to make democratic decisions 
freely. So democratic citizens must be free enough“. 

Category 2: Democratic Citizen as the Expression of Justice 

It is seen that this category formed by the students who perceive democratic citizens as being fair is composed 
of 21 students and 6 different metaphors. When we look at the frequency distributions of the metaphors in 
this category (number of students), the most common ones are Fair citizen (13), role model (3), justice flower 
(2), Wingless angel (1), teacher (1), Family tree (1). 

Below, there are some students’ statements in this category are given. 

“Democratic citizens are similar to fair citizen. Because we cannot talk about democracy in a country where 
there is no justice. If it comes to justice, however, the necessary order and system is formed. A democratic 
citizen believes in justice. They will not tolerate injustice. Democratic citizens work to live a just life and use 
their rights in this direction”. 

“Democratic citizens are like being fair. Because Ataturk gave the right to be elected and election to the Turkish 
nation. People should be fair when they exercise these rights. If we are not fair we ignore the rights of the 
ancestors and come from ignorance. This shows us that we are breaking social laws. A democratic citizen is a 
just and democratic citizen who is sensitive to his country and its environment”. 

“Democratic citizens resemble justice flower. Since justice flowers provide justice and peace among people. If 
you are a justice flower, you should be proud of yourself. Because in our world, the generation of justice flower 
is in danger”. 

Category 3: Democratic Citizen as the Expression of Unity and Solidarity 

This category, formed by the students who perceive the democratic citizen as unity and solidarity, appears to 
be composed of 21 metaphors and 21 students. When we look at the frequency distributions (number of 
students) of the metaphors in this category, the most commonly used are Helpful citizen (6), Non- sinking 
ferry (2), water mill (2), family (2), unproblematic country (2), melody (1), treasure (1), world (1), regular army 
(1), forest (2)Below, there are some students statements in this category are given. 

“Democratic citizen is similar to helpful citizen. He has his rights. When the country faces a problem, he helps 
in unity and solidarity. A democratic citizen is a benevolent citizen. He does not just think about his own 
rights”. 

“Democratic citizens are like water mills. Because the turn of the mill depends on a certain mechanism. Just as 
in a country, there is a need for unity and cohesion in the better functioning and strengthening of the country”. 

“A democratic citizen is like a family. Because the parents take decisions in unity and together. They make 
decisions by thinking about their own family and other families. A democratic citizen is like a family because 
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if we think of our country as a family, the decisions we take will affect everybody and we must take it in unity 
and togetherness. Only the self-conscious citizen is not a democratic citizen”. 

Category 4: Democratic Citizen as the Expression of Participation 

This category, formed by the students who perceive the democratic citizen as participation appears to be 
composed of 6 metaphors and 16 students. When we look at the frequency distributions (number of students) 
of the metaphors in this category, the most commonly used are Voting box (8), vote (3), Turkish Grand 
National Assembly (2), arbiter citizen (1), Enlightener candle (1), A head of crowd (1)  

Below, there are some students statements in this category are given. 

“A democratic citizen is like a enlightener candle. He participates in elections and illuminates the future of 
the country like a candle”. 
"Democratic citizens are similar to the Turkish Grand National Assembly. It makes decisions for the benefit 
of the country”. 

Category 5: Democratic Citizen as the Expression of Equality 

It is seen that this category formed by the students who perceive the democratic citizen as equal and equality 
is composed of 4 metaphor and 14 students. When we look at the frequency distributions (number of students) 
of the metaphors in this category, the most common ones are equal arm scale (5), citizen who treat equally (5), 
a watery watermelon (3), sun(1). Below, there are some students statements in this category are given. 

“Democratic citizens resemble equal-arm scales. Because the democratic citizen can look at the events 
objectively. They approach the events equally and focus on the request. He does not try to take sides. Thus, 
the nearest result for reality can be obtained. In every case, he looks at national issues with an equal approach 
in elections. This is why democratic citizens are similar to equal-arm scales”. 

“A democratic citizen is like a watery watermelon. Because, if we think of our country as a watermelon, we, 
citizens of that country, must exist equally in the watermelon. When slicing the watermelon, it should be 
divided into equal parts and form a whole within itself. For example, women used to have no right to vote. 
Along with democracy, women were also given the right to choose. That is, everyone should be given equal 
rights. Democratic citizens should use their rights in equality”. 

“A democratic citizen resembles a non-discriminatory citizen. Because discriminating people is not a 
democratic citizen. Discrimination does not provide convenience for the country. On the contrary, it creates 
problems. Democratic citizens protect their country's rights. But he does it so equally and without 
discrimination”. 

Category 6: Democratic Citizen as the Expression of Patriotism 

This category, formed by students perceiving democratic citizens as patriots, appears to be formed by 3 
metaphors and 12 students. When the frequency distributions (number of students) of the metaphors in this 
category are examined, the most frequently used ones are Citizen who protects his homeland (5), Citizen who 
risks death for his homeland (4), Citizen defending his homeland (3). Below, there are some students 
statements in this category are given. 

“A democratic citizen is a citizen who defends his homeland. Because the democratic citizen knows how to 
defend the country when he is in a difficult situation. For example; On July 15th, our citizens did not leave 
their country and flag on the ground. They defend their country”. 

“Democratic citizen is the citizen who protects his homeland. Because the democratic citizen knows the 
responsibility to defend his country. For example; On July 15th, he fought for democracy and protected his 
country. It is unlikely that non-defending people who do not protect their country will be democratic citizens. 
He who protects and sacrifice himself for the country is a democratic citizen”. 

“Democratic citizen; is a citizen who risks death for his homeland. Because democratic citizen goes to death 
without batting an eye if the motherland is the subject”. 
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Category 7: Democratic Citizen as the Expression of Diligence 

It is seen that this category formed by the students perceiving the democratic citizen as diligence is composed 
of 4 metaphors and 9 students. When we look at the frequency distributions (number of students) of the 
metaphors in this category, the most commonly used are the hardworking citizen (5), ant (4), flower (2), and 
an old book (1). Below, there are some students statements in this category are given. 

“A democratic citizen resembles a hard-working citizen. Because he works for the country and the future 
without stopping. If he does not, he knows that his country will fall behind. It is up to working to develop the 
country. It is necessary to work for the homeland first to become a democratic citizen”. 

“Democratic citizen is similar to ants. It is important for democratic citizens to live together and work for the 
country. Just like the ants that try not to die in the winter. Democratic citizen should work like ant for his 
country and his future“. 

Category 8: Democratic Citizen as the Expression of Responsibility 

It is seen that this category which is formed by the students who perceive the democratic citizen as the 
responsibility and the responsible person is composed of 3 metaphors and 11 students. When we look at the 
frequency distributions (number of students) of the metaphors in this category, the most frequently used are 
the responsible citizen (5), language (3), and pencil (3). Below, there are some students statements in this 
category are given. 

“A democratic citizen is like a responsible citizen. Because if you use a right for good things, if you obey the 
rules of the state and know your responsibilities, then you are a democratic citizen. A democratic citizen is a 
person who does good works that conform to the rules. In fact, a citizen should be like this, and if he fulfills 
his responsibilities for his own benefit and the country, he will find peace in society“. 

“The democratic citizen resembles the language. Because our language knows where to defend what to do. 
He who knows his democratic citizenship responsibilities is a citizen. A democratic citizen never does 
anything bad against his democratic citizenship. That's why I resemble a democratic citizen to language”. 

“Democratic citizens resemble pen. Because the pen writes only if we write. So it is necessary to apply a force 
to write the text. A pen has to write and this is its responsibility. A democratic citizen resembles a pen because 
a democratic citizen has a number of responsibilities to his country. If democratic citizens do not do this, there 
will be no democracy”. 

 

4. Conclusion, Discussion and Recommendations 

When the metaphors developed by the 8th grade middle school students related to the concept of democratic 
citizens were examined, a total of 46 metaphors were collected under 8 different conceptual categories. These 
categories are democracy as expression of freedom, democracy as expression of justice,   democracy as 
expression of unity and solidarity, democracy as expression of participation, democracy as expression of 
equality, democracy as expression of patriotism, democracy as expression of diligence and democracy as 
expression of responsibility. 

When the opinions of the students are analyzed, it is seen that the metaphors they produce concentrate in 
the categories of justice and freedom. In this context, with 13 student the most widely used metaphor is “fair 
citizen”. Besides the students produced metaphors mostly in the category of freedom. “Tree” and “free bird” 
metaphors represented freedom. In the broadest sense, democracy, defined as a system of management in 
which people are equal and whose fundamental rights and freedoms are protected, is identified with 
freedom from the past by day-to-day majority (Çeçen, 1995). From these expressions, it is understood that 
justice and freedom are perceived as indispensable for democracy. The elements that complement this are 
unity and solidarity, participation, equality, patriotism, diligence and responsibility. It has been seen that the 
students perceive the concept of democratic citizens as an indispensable element for our country. When the 
research findings are examined, the students have also touched on distinctive characteristics of democratic 
concepts such as choice and decision making. Decision-making, participation and election are the most 
important distinguishing features of democracy. In the study of Sadık and Sarı (2012), students also 
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explained democracy mostly with the concepts of equality, freedom and justice.  It has been seen that pupils 
correctly perceive democratic citizens and their integral elements in general. 
To briefly summarize the situation in the direction of these findings, it is observed that the students are 
knowledgeable about the democratic citizen concept and the elements that integrate it, but only because they 
cannot find the necessary environment to live it, this is all they have. First of all, students should gain 
democratic attitude and behavior. This can only be possible with managers and teachers who have adopted 
democratic principles and are able to apply these principles to life. (Gömleksiz and Akar-Vural, 2006). 
Teachers here have a lot of duty. The democratic citizen concept should be taken in a part of our life and it 
should be internalized.  In the field of effective citizen learning in the social studies curriculum of 2017, the 
democratic ways of influencing the management by learning the ways of participation of the students in 
social services and the different official activities take place. (MEB, 2017) 

There must be an environment in which students can express their opinions easily in the classroom. Patrick 
(2003) stated that for the effective teaching of democracy in schools, students should be allowed to teach 
contemporary events to discuss in a comfortable class environment. Placing controversial issues in the 
classroom will contribute to the development of the students' natural democratic values such as equality, 
freedom, human rights and self-control (Levitt and Longstreet, 1983). If we want our students who are our 
future to grow up as democratic citizens, we have to give our lessons with more democratic methods. This 
will create a vivid example of our students. It would not be effective if we speak of democratic citizens to 
students as only formal information. However, students will contribute more positively if they create 
various projects and especially situations that require participation. 
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An experimental investigation was attempted to examine the effectiveness of Anger Reversal 
Technique to manage anger among adolescent school students. One group pretest post-test 
experimental design was adopted. Speilberger’s State Anger Scale was administered to assess the 
level of anger. A random sample of 50 male and 50 female adolescents were drawn from a 
selected higher secondary school located in Gondar Town, Ethiopia. Selected participants were 
randomly assigned to experimental and control groups. Anger reversal technique was 
administered for a period of 45 minutes/day for 45 consecutive days. A post test was conducted to 
ascertain the efficacy of anger reversal technique. Repeated measures ANOVA was worked out 
with SPSS 17 version. The result revealed that there is a significant decrease in the level of anger 
after anger reversal technique among adolescent students. Therefore, this intervention technique is 
effective in managing anger it can be adopted and employed to control anger among school 
students. 

 Keywords: Efficacy, Anger, Anger reversal technique, Adolescence, School students 

1.Introduction

Anger is mostly identified and underlying factor for any type of criminal act or violence. Anger can be 
interpreted as a subjective emotional state comprising of increased physiological arousal and cognition 
antagonism. Anger state is identified as an impulse to be and may be casual determinant of aggressive or 
violent behavior, recognized as natural and adoptive emotional state. Anger has been studied in a wide range 
on its experience and expression in different populations (Kassinove, 1995). The concept of anger is an 
emotional state that consists of feelings, varies in intensity, from mild irritation or annoyance to intense fury 
and rage (Speilberger, 1988). Although “hostility” involves feelings of anger, this concept of connotation has 
the complex set of attitude that motivate aggressive act directed towards destruction of objects or people. 
Similarly, anger and hostility can also be referred as feelings and attitudes whereas the concept of ‘aggression’ 
generally implies destructive or punitive behavior directed towards other persons or objects. Anger is a form 
of frustration and violence is a form of aggressive behavior manifested in adolescent with intimate relationship 
and exhibited during dating situations (Mohan, 2003). Uncontrolled anger causes serious problems to others 
and also to one who expresses and experience. Hence, managing anger is much important and some people 
do not control anger due to factors such as biological, psychological or situational that is inclined to become 
aggressive personality. Eventually, uncontrolled anger produce ill effects to an individual’s physical, 
psychological and social functioning.  
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Individuals who are well-equipped to deal with the emotional problems may express anger in an adaptive 
manner and avoid facing varieties of problems. Aggression, depression, and suicide are a few of the major 
consequential problems related to anger. However, it is not limited to the understanding of the impact of 
anger, further it is also important to understand the reason why youth are more likely to experience anger. 
Positively or negatively, social support, bullying, family interactions, personality, and home environment 
have been identified as contributing factors for encountering anger (Navis, 2012). 

The National Center for Education Statistics (2010) reported that about 1.9 million crimes occurred in 
elementary and secondary schools throughout the nation, meaning about 40 students per 1,000 were victims 
of some type except bullying or cyber-bullying. According to institute of education and science, , 28 % of 
students ages 12-18 reported feeling bullied by one or more of their peers in 2009. Anger is also linked with 
other serious problems like depression, suicide, and substance abuse (Daniel, Goldston, Erkanli, Franklin, & 
Mayfield, 2009). Problems of this magnitude often affect a student’s ability to meet their full potential. 
Deffenbacher, Lynch, Oetting, and Kemper (1996) suggest that individuals with high trait anger are more 
likely to have interpersonal problems, academic difficulties, and conflict in their jobs. On the other hand state 
anger is also found among youths originate due to situational factors such as school environment, peer group 
interaction, home culture, conflict between elders, frustration, failures etc. Frequent and persistent exposure 
to such situations may instill in an individual to act aggressively.  

Excessive anger can foster health problems, may damage interpersonal relationships, impair the ability to 
work productively, and may lead to or exacerbate health problems (Averill, 1982; Novaco, 1976; Scherwitz & 
Rugulies, 1992). Skill training and relaxation methods were most commonly employed traditional techniques 
in treating individuals with anger and its related problems (Brondolo, 1997).   

Anger management training can decrease the aggressive behavior of at-risk students in the short-term. 
Students trained in anger management have been found to decrease their disruptive and aggressive behaviors 
both at home and in the classroom, and exhibited greater self-control (Feindler, Marriot, & Iwata, 1984). 

Lollis, Johnson, Antoni, and Hinkle (1996) also reported anger can be associated with high risk behavior. Anger 
is a negatively toned emotion, subjectively experienced  as  an  aroused  state  of  antagonism  towards 
someone  or  something perceived to be the source of an aversive event. Anger, aggression and hostility have 
been found to be personality features of most of the chronic illness. Anger directed towards others may be 
expressed in  physical acts such as assaulting other persons, destroying  objects  and  slamming  doors,  verbal 
threats  and  the  extreme  use  of profanity (Speilberger et al., 1983). Other than these behavioural 
manifestations poor anger control affects normal social functioning. Anger regulation is one amongst the 
cognitive behavioural skills to be taught for effective functioning in the social environment and to manage 
anger provoking situations. Learning anger regulation skill will help individual to exhibit anger reaction to 
appropriate situation and also in a healthy manner.  

Deficits in anger regulation often have a negative impact on their educational, vocational, residential, and 
social functioning (Black & Novaco, 1993). More specifically, individuals engage in service oriented 
professions are vulnerable group easily express or outburst anger. Anger difficulties can also result in 
significant problems for hospital staff and service providers, such as increased risk of injury, increased 
financial cost (e.g., workers’ compensation  claims),  decreased job satisfaction, and high employee turnover 
(Taylor, Novaco, Gillmer, & Thorne, 2004). Uncontrolled and unidentified anger has direct impact on normal 
physiological functions and has the risk of life threat and social destruction. And also this may lead to the 
development of anti-social personality. Persistent anger expressive behavior jeopardizes healthy social 
interaction and interpersonal communication in the family, workplace and society.  

Explicit excessive anger expressions such as biting teeth, shouting, attacking, kicking, feeling irritation, high 
pitched voice, excessive secretion of some hormones, elevation in blood pressure, heart rate, dilution of eye, 
increasing pulse rate are the implicit emotional reactions may cause life risk. Exaggerated anger or aggressive 
behaviour has been posing great threat to the development of the individual. The breathing pattern and the 
skeleto-muscular reactions elicited along with the expression of the emotion of anger, when rehearsed in a 
controlled manner can help gain voluntary control of the emotion of anger (Ganesan & Ganesan, 1985).  
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Anger control mechanism can be taught to individuals to cope up with situation when he /she experience 
anger and even the individuals with predisposed characteristics frequently elicited anger reactions can be 
treated with behavior modification technique/ behavior therapy. A specific or combination of behavior 
therapies based on learning principles has been applied and achieved positive outcome in alleviating 
behavioural problems such as anxiety, phobia, psychosomatic disorders, sexual dysfunctions, anger, eating 
disorders, stress, adjustment problems etc. 

Anger management ability is one such possible mediating variable and is sometimes a component of treatment 
programs for violence offenders (Catherine A. Turcotte-Seabury, 2010). Modified treatment interventions 
based on the theoretical underpinnings of Novaco’s model of anger (Novaco, 1976) were found beneficial in 
numerous case studies and clinical groups (Benson, Johnson- Rice, & Miranti, 1986; Murphy & Clare, 1991; 
Rose, 1996). 

Puskar, Bernardo, Haley, & Hetager Stark (2008) found that the more negative life events an adolescent 
experiences, the more likely they are to experience and express anger and also adolescents who had higher 
perceived family and teacher support were less likely to express anger. 

Cognitive behavioural approach revealed a significant improvement in anger regulation and decrease in 
client’s anger behavior (Jones, et al, 2006). 

Mohan and Bedi (2010) found HIV/AIDS positive individuals scored relatively higher in state anger and trait 
anger rather than state anger alone. Anger management training comprising number of possible components 
that includes relaxation training, social skills training and cognitive restructuring, and that these various 
components may have differential effects on the different dimensions of anger (Edmondson & Conger 1996).  

Aggression is a learned behavior, anger control training is also employs a learned behavior that reduced 
aggression. Anger management skill training enhanced social adjustment among students and enhanced 
students' mental health (Foumany & Slelahi, 2013); decreases anger and aggressive behavior and it resulted 
increased social adjustment (Arefi, 1999; Navidi , 2006; Maleki, 2006). Other studies by Kellner et al. (1995), 
Herrmann et al., (2002), and Burns et al. (2003) revealed anger control training decreased aggression and 
ultimately social adjustment and social skills improved.  

Rafezi (2004) revealed anger control training has a permanent and greater influence on aggression reduction. 
Anger management training reduces violence in couple's relationship and prevents mental and physical 
consequences of violence (Mohammadi, 2006).  

 

Management of Exaggerated Anger 

The intensity of anger is disproportionate and exaggerated to the stimulus and lasts for more than 3 minutes. 
Any thought, word or action that hurts “self” or “others” is indicative of exaggerated anger. Practice of this 
technique helps the individual to regulate and extinguish exaggerated anger and short temperedness. Persons 
having suicide ideation (or attempt) or semination, homicidal attempts or rumination, injurious (self or other) 
behaviour, non-assertive behaviour, depression, social withdrawal, inferiority complex can benefit with this 
technique (Ganesan & Ganesan, 1985). 

This piece of investigation intended to identify the students with high level of anger by securing above average 
score in the anger assessment scale and impart anger reversal technique to manage anger and at last to evaluate 
the efficacy of this intervention. This was examined among adolescent school students, since this stage is a 
crucial period in the developmental stage. Specifically, adolescents are vulnerable to stress and strain and they 
encounter role confusion which is referred as a crucial period. 

 

2. Method 

2.1. Design 

One group pre-test post-test control group design was employed to evaluate the efficacy of anger reversal 
technique to reduce anxiety. 
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2.2. Participants 

Among 500 adolescent high school students population a sample of (N=100) students were recruited for the 
study. Among them 52 were boys and 48 were girls. To maintain ethical standards, an informed consent was 
obtained from the participants. Followed by the level of anger was assessed through administering a 
questionnaire. Then after equal number of participants were randomly assigned to training group and control 
groups. 

2.3. Measures 

Speilberger’s State Anger Scale (1983) was administered to measure the level of state anger. The questionnaire 
consist of 10 items of statements measures the level of state anger with 4 point likert scale namely Almost 
Never, Sometimes ,Often and Almost Always.  

Scoring:  The scores are given as Almost Never =1, Sometimes =2, Often =3 and Almost Always = 4. The 
minimum possible score is 10 and maximum is 40, higher the score denotes higher the state anger and lesser 
the score is less anger.   

2.4. Anger Reversal Technique 

This technique was developed by Ganesan (1985). This technique helps in regulating one’s own anger level. 
Practicing the behavioural rehearsal exercise described and recommended below by the author helps to 
manage anger. The steps of this technique as follows 

Step - I: Be seated on a chair, stool or bench - press your feet strongly over the floor. Experience the muscle 
tension in your calf muscles and thigh muscles. 

Step - II: Clench your fists, with the elbows bent and forearms parallel to the floor. Experience the muscle 
tension in the fists, forearms, upper arms, shoulders and chest. 

Step - III: Bite the teeth. Experience the tension in the jaw muscles.  

Step - IV: Open the eyes as widely as possible, raise the eyebrows and stare straight, in line with your eyes. 

Step - V: Bite the teeth and breathe through the teeth and nostrils, noisily and swiftly. 

Step - VI: Give a command to yourself as follows: Call yourself by ‘your name’ and say for example: “Ram / 
Sita – Get ready and get angry” - Follow this by adopting all the above six steps (Steps I - VI) simultaneously. 
Maintain this behaviour for 15 seconds. 

Step- VII: Call yourself by your ‘name’; again and say for example: “Ram or Sita – Reduce anger and relax” - 
Follow by simultaneously closing your eyes and lips, breathing deeply, relaxing your fingers and toes and 
hanging the head down. Experience the relaxation for 45 seconds. 

Repeat the steps VI and VII, ten times. 

Follow this by total relaxation of the body by lying down on the back, keeping the hands by the sides with 
palms facing up, fingers let loose, and legs kept apart with 12 inches between heals. Relax the fingers and toes 
and slowly exhale and inhale for a period of 15 minutes. 

This above procedure develops a voluntary control over once’s ability to “switch on”, “increase”, “stop” and 
“reverse” anger related psycho-neuro-muscular-endocrinal responses. This technique also helps in developing 
an awareness of one’s feeling of anger, and the client starts observing, and experiencing of the psychological 
and physiological responses related to anger. One’s emotions can be regulated with high focused conscious 
and awareness. This technique can be used effectively in helping people suffering from the problem of 
shyness. 

2.5. Technique for Change of Direction of Aggression 

This technique convert intra punitive aggression into extra punitive, intra punitive aggression refers to 
aggression directed towards oneself in order to hurt him / her. This endanger even from simple “self-hurt” to 
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serious problems like “suicide”. These kind of behavioural manifestations are psycho-neuro-
endocrinologically conditioned. Therefore, practicing this technique as reversing these behaviours will 
counter conditioned and subsequently previously conditioned responses are extinguished. Subsequently, new 
connection strength is established between stimulus and response (Ganesan & Ganesan, 1985). 

3. Results

Table1. Shows the significant difference between experimental and Control groups before Anger Reversal 
Technique. 

Groups N Mean SD Std. Error 
Difference 

Mean 
Difference 

t df Sig. 

Experimental 

Control 

50 20.96 4.91 1.03 .70000 .673 98 .117 

50 20.26 5.46 96.949 

The above table indicates the significant difference between experimental and control groups before anger 
reversal technique. The result indicates there is no significant difference between experimental and control 
groups before anger reversal technique (t=0.67, p>0.05). Before application of anger reversal techniques both 
group were homogeneous. Hence, the hypothesis “There is no significant difference between experimental 
and control groups before anger reversal technique” is accepted. 

Figure 1. 

Table 2. Shows the significant difference in the Experimental group before and after anger reversal technique 

Conditions Mean N SD 
Std. Error 

Mean t df 
Sig. (2-
tailed) 

Before 20.9600 50 4.91960 
1.458 3.085 49 0.003 

After 16.4600 50 9.60274 

The above table shows the significant difference in the experimental group before and after anger reversal 
technique. The result reveals that there is a significant difference between before and after reversal technique 
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(t=3.08, p<0.01). Hence, the hypothesis “There is a significant difference in the experimental group before and 
after anger reversal technique” is accepted. 

Figure 2. 

Table 3. Shows the significant difference before and after anger reversal technique among control group 

Conditions 
Mean N SD 

Std. Error 
Mean t df 

Sig. (2-
tailed) 

Before 20.26 50 5.46159 
.28376 -.423 49 .674 

After 20.38 50 4.35604 

The above table shows the significant difference in the control group before and after anger reversal technique. 
The result reveals that there is no significant difference before and after anger reversal technique (t=0.423, 
p>0.05). Hence, the hypothesis, “There is no significant difference in the control group before and after anger
reversal technique” is accepted.

Figure 3. 
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Table 4. Shows the significant difference between experimental and control group after anger reversal 
technique 

 

 

 

 

 

The above table shows the significant difference between experimental and control groups before and anger 
reversal technique. The result reveals that there is no significant difference in the level of anger after anger 
reversal technique (t=2.62, p>0.05).  Hence, the hypothesis “There is no significant difference between 
experimental and control groups after anger reversal technique” is rejected. 

 
   Figure 4. 

Table 5. Shows the significant difference between pre-test and post-test among experimental and control 
groups 

 

 

 

 

 

 

The Mean and Standard Deviation is presented in Table 2. There is a significant effect of anger reversal 
technique on anger among experimental group participants F (1, 98) = 8.688, p<.004). Experimental group 
involved in anger reversal technique were found to have a decreased level of anger in the post test score. There 
is a significant interaction effect between over-time and group F (1, 98) =9.667, p<.002). Thus, H1 “There is a 
significant decrease in the level of anger after anger reversal technique” is accepted. 

 

4. Discussion 

Anger is a universal and common problem considered as an individual and social problem that indulges 
normal behavior and social functioning. Further, anger is negatively associated with general wellbeing, social 
violence and normal social functioning.  Hence, anger management skill is required for individuals who 

Groups N Mean SD 
Std. Error 

Mean 
Mean 

Difference t df Sig. 

Experimental 50 16.4600 9.60 1.35  
-3.92 

 
-2.62 

 
98 

 
.305 

Control 50 20.3800 4.35 .616     

Source 
Type III 
Sum of 
Squares 

df Mean 
Square 

F Sig. Effect Size 

Anger 239.805 1 239.805 8.688 .004 .081 
Anger x 
Groups 266.805 1 266.805 9.667 .002 .090 

Error 2704.890 98 27.601    
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express anger in an extreme or uncontrollable manner, higher in the level of anger, indulge health and develop 
anger related problems. high level of anger is identified in specific community or who are vulnerable to get 
anger related physical, psychological and social problems. School aged students during adolescence stage are 
one among the vulnerable groups found to have high anger and aggressive behavior. Anger is also a 
predisposed characteristic emotional reaction and also a learnt predisposition producing negative behavior 
effect. Speilberger classified anger into two i. e. trait and state. State anger may be induced due to situational 
factors such as interpersonal interaction, classroom atmosphere, stress, frustration, failures and conflicts 
whereas trait anger can be expressed in terms of biologically predisposed characteristics. Unidentified and 
untreated anger may cause disruptive consequence in intrapersonal, interpersonal, anger regulation and anger 
control behaviours of an individual. Anger produces psycho-physiological changes i.e hormonal imbalance, 
excessive secretion of certain bio chemicals, increased blood pressure, heart rate, pulse rate, galvanic skin 
response, rapid actions and functions of organs that elicit juices and hormones endanger to physical health. 
Conditionings to such behavioural changes and repeated exposure to anger inducing situation causes 
developing aggressive personality characteristics. Counter conditioning or learning new skills to manage or 
prevent anger consequences will help individual to manage such problem situations effectively. Behavioural 
trainings are theoretically and experimentally proved techniques frequently employed by behavior therapist 
to manage anger next to pharmacological therapies. Many behavioural therapeutic techniques have been 
employed by scholars to treat anger likewise anger reversal technique is utilized in the present study to 
suppress anger related reactions. Psycho-physiologically conditioned behaviors can be reversed or transferred 
making client to practice or relearn certain skills like relaxation training, social adjustment skill, anger control 
and regulation skill to adapt controlling anger and defeat anger inducing factors. The present study revealed 
that there is a remarkable change was achieved in the level of anger after anger reversal training. The result is 
consistent with the study conducted by (Ganesan, 1985); (Ganesan & Ganesan, 2004); (Feindler, Marriot, & 
Iwata, 1984); (Foumany & Slelahi, 2013); (Arefi, 1999; Navidi , 2006; Maleki, 2006); Kellner et al. (1995), 
Herrmann et al., (2002), and Burns et al. (2003).  

5. Conclusion

There is a significant difference between pretest and post test scores of anger. The pretest state anger score 
was found to be high compared to post-test state anger score before anger reversal technique. Therefore, anger 
reversal technique has contributed in decreasing the level of state anger. The level of state anger can be altered 
employing specific behavioral training. Educating and practicing such behavioural interventions will help 
individuals to overcome from anger problem. Learning anger management skills enhances one’s social skill, 
self-awareness, emotional self-regulation and performance. Anger identification and anger management is a 
most notable psychological functions need to be highly considered especially in the adolescent age group to 
prevent self and social destruction.  

6. Recommendations

Behavioural scientists may focus on identifying anger across age, gender, socio economic status and other 
psycho-physiological factors. 

Anger reversal technique can be applied in other population and different study setting. 

A similar study can be conducted with large size of sample with different population to observe the 
significance of the intervention. 

Educational institutions and its administrators may take initiation to implement such periodical training 
programs for early identification and management of anger and also to prevent ill effects of anger. 

7. Implication

Anger is an individual and social problem need to be indentified and managed.

Adolescents are vulnerable to get anger quickly and prone to express aggression that causes anger related ill 
effects. 

Behavioural trainings/ interventions can help solve problems arises due to anger. 
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Anger reversal technique is a behavioural intervention was found to be effective in decreasing ager among 
adolescent school students. 

Unidentified and untreated anger may develop aggressive personality characteristics. Therefore, employing 
such behavioural interventions will reduce anger and related problems. 
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The aim of this research is to determine the moral maturity levels of the Imam Hatip High School 
students. It is also to analyze whether the level of moral maturity differs according to gender, class 
level and place they stayed. The study was carried out on 220 students of the İmam Hatip High 
School in the district of Ortakoy in Aksaray in the academic year 2016-2017. The study is a 
descriptive screening model. The '' Moral Maturity Scale '' developed by Şengün and Kaya (2007) 
and the '' personal information form '' created by the researcher were used as data collection tools in 
the study. Scale is a likert type measure of 66 items. The reliability of the scale is 0.89. As a result of 
the study, it was determined that 55 % of the Imam Hatip High School students had a moral 
maturity level above the average. In addition, gender, class level, and place they stayed did not make 
a significant difference on the level of moral maturity.  

Keywords:1 
Morality, Moral maturity, İmam hatip high school 

1. Introduction

From the moment human beings are born, it is not only affected by the physical environment but also 
by the social environment. The society in which he lives does not only introduce some events to him, but 
also acquires a form of thought and new values through language. He teaches some rules that must be 
followed. These collective norms that are logical or pre-logical constitute morality (Şemin, 1979). Although 
moral precedence is a topic of philosophy and religion, it has recently become a subject of study of many 
branches of science such as politics, law, sociology, anthropology, psychology, neurology, along with the 
development of other sciences. This is a moral interdisciplinary concept, and each discipline has tried to 
define its moral concept from its own frame (Ünal, 2016). Most development theorists regard the morality as 
the fundamental dimension that determines adaptation to the individual's environment. Although the 
definitions of moral behavior and moral development of various theorists are quite different, the common 
thought in these definitions is that morality is regarded as a function that helps the individual to achieve 
collective harmony. Morality not only helps the individual to adapt, but also helps the community to 
maintain its existence (Çelen, 2000). 

Moral development is closely related to the individual's spiritual development, mental development 
and personality formation (Kaya, 1993). A young’s understanding of morality is not the same as a child's 
understanding, nor is it the same as a mature adult's moral understanding. There is an evolution from early 
childhood to adulthood in terms of what is right and wrong, and what it means to be a good person. Moral 
development is about ethical behavior, emotions, and changes in thinking over time (Gündüz, 2000). 
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Moral maturity refers to the sum of ethical qualities that give the richest, most necessary, and fullest 
meaning to the state of being competent and top in terms of moral feelings, thoughts, judgments, attitudes 
and behaviors. Moral maturity is the level of excellence that enables the individual to feel any immorality 
and deviation in his feelings, thoughts, judgments, attitudes and behaviors immediately in his conscience. It 
is expected that an individual with a moral dimension is a good person who is reliable, responsible, 
respectful, equitable, self-controlling, empathic, and a good citizen who fits all laws and rules (Şengün and 
Kaya, 2007). According to Topçu (2016), the most important task in moral education is to be a model. He 
underlines that teachers and administrators should be good models to students. Indeed, the school has more 
influence than the family in moral education. He emphasizes that this education should be given to young 
people with love, not fear. 

Imam Hatip High Schools, which is one of the educational institutions in Turkey, which implements 
both vocational and higher education preparatory programs, is an important educational institution with 
increasing number of students serving in the field of religious education and training (Özüdoğru, 2013; 
Aslan 2013). The history of Imam Hatip High Schools are based on the Tevhid-i Tedrisat Law, which was 
adopted on March 3, 1924, shortly after 5 months after the declaration of the Republic on October 29, 1923. 
Despite years of being closed until today, it always maintains its place in the Turkish national education 
system. 40% of the curriculum consists of vocational lessons and 60% consists of culture and science lessons. 
This rate has been almost preserved from the first day until today. In addition to the lessons taught in 
general high schools, professional religious lessons are taught in Imam Hatip High Schools (Karateke, 2010). 
The inclusion of religious and secular lessons in the curriculum of Imam Hatip schools serves to integrate 
general education and religious education in these schools. In this way, there is presented an alternative to 
society that does not want children to be deprived of general education while they are in religious education, 
does not find religious instruction in general education adequate, or cares about the environment and 
religious atmosphere of Imam Hatip schools. In addition, this curriculum structure allows the students who 
come to these schools not only to focus on the field of religious services but also to educate them on different 
areas of the universities and to create alternatives to them. At the same time, it allows the students and 
graduates of these schools to easily adapt to the society (Aşlamacı, 2014). 

The concept of moral maturity is becoming even more important in Imam Hatip High Schools which 
adopt a model of education and training not only for Turkey but also for all Islamic societies in terms of 
value given to religious lectures as well as culture and science courses. These schools are particularly 
important in gaining the desired behavior to the students in relation to education.  

 

The aim of this research is to determine the level of moral maturity of the students of Imam Hatip High 
School and to show whether this level shows differences in terms of different variables. 

In response to this general aim, the following questions were sought: 

1. What is the moral maturity level of the students of Ortakoy Imam Hatip High School? 

2. Do the moral maturity levels of the students of Imam Hatip High School show a meaningful 
difference according to gender? 

3. Do the moral maturity levels of the students of Imam Hatip High School show a meaningful 
difference according to the grade level? 

4. Do the moral maturity levels of the students of the Imam Hatip High School show a meaningful 
difference according to where they stayed? 

 

2. Method 

2.1. Research Model 

The study is a descriptive screening model because it aims to present the present situation as it exists. 
Descriptive research defines a given situation as fully and carefully as possible (Büyüköztürk, Çakmak, 
Akgün, Karadeniz and Demirel, 2011). 
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2.2. Study Group 

The study group of this research is composed of 220 students who are studying in Imam Hatip High 
School in Ortakoy district of Aksaray in the academic year of 2016-2017. 

2.3. Data Collection Instrument 

The '' Moral Maturity Scale '' developed by Şengün and Kaya (2007) and the '' Personal Information 
Form '' created by the researcher were used as data collection tools in the study. The Moral Maturity Scale 
consisting of 66 items is of the five-point Likert type and has a reliability value of .89. The highest score that 
can be taken from the scale is 330, the lowest score is 66. Scale items are graded as "yes, always", "most of the 
time", "occasional", "very rare", "no, never". Positive points are scored by giving 5 points to the "yes, always" 
option, 4 points to the "most of the time" option, 3 points to the "occasional" option, 2 points to the "very 
rare" option and 1 point to the "no, never" option. Scoring for negative items is done in the opposite 
direction. In the personal information form created by the researcher there are 3 questions about the gender, 
class level and the place of stayed the students. 

2.4. Data Analysis 

Data were analyzed with SPSS 16 packet program, frequency distributions were calculated, t-test and 
one-way analysis of variance techniques were used. The significance value of the data was accepted as p 
<.05. 

3. Results

At the end of the research, the following conclusions were reached:

1. The level of moral maturity of Ortakoy İmam Hatip High School students is above avarage.

2. The level of moral maturity of students do not make a meaningful difference according to gender,
grade level and place stayed. 

Table 1. Results of moral maturity levels of students 

n Min. Ma
x. 

X Sd 

Moral maturity 220 219 328 289
,64 

21,36 

As seen in Table 1, the average level of moral maturity of students is 289,64 and standard deviation is 
21,36. The lowest score obtained in the Moral Maturity Scale is 219 and the highest score is 328. Based on this 
result, it can be said that Imam Hatip High School students have high moral maturity level above the 
average. 

Table 2. Results of gender variability of students 

Gender n % X Sd p 

Female 136 62 290,42 21,35 
.481 

Male 84 38 288,35 21,44 

According to Table 2, 62 % (136 students) of the students are female and 38 % (84 students) are male. 
The average level of moral maturity of females is 290.42, the level of standard deviation of females is 21.35. 
The average level of moral maturity of male students is 288.35, the level of standard deviation of male is 
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21.44. In line with these results, it is seen that female students have a higher level of moral maturity than 
male students but not a significant difference on moral maturity level of sex students. (p> .05). 

Table 3. Results related to the level of class variables of students 

Class Level n % X Sd p 

9th Grade 94 42,7 289,35 22,97 

.629 

10th Grade 43 19,5 286,40 19,50 

11th Grade 43 19,5 291,47 21,47 

12th Grade 40 18,2 291,85 19,41 

According to Table 3, 42.7 % (94 students) of the students are in the 9th grade, 19.5 % (43 students) are 
in the 10th grade, 19.5 % (43 students) are in the 11th grade, 18 students (40 students) are 12th grade 
students. The average level of moral maturity of 9th grade students is 289,35 and standard deviation is 22,97. 
The average level of moral maturity of 10th grade students is 286.40 and standard deviation is 19.50. The 
average level of moral maturity of 11th grade students is 291,47 and standard deviation is 21,47. The average 
level of moral maturity of 12th grade students is 291.85 and standard deviation is 19,41. The class levels of 
the students did not make a significant difference on the levels of moral maturity. (p> .05) 

Table 4. Results related to the place the students stayed 

Place n % X Sd p 

Home 192 87 290,18 21,26 .331 

Hostel 28 13 285,96 22,07 .350 

According to Table 4, 87 % (192 students) of the students stay in their homes and 13 % (28 students) 
stay in various hostels. The average level of moral maturity of the students staying at home is 290,18 and 
standard deviation is 21,26. The average maturity level of the students staying in the hostels is 285,96 and 
standard deviation is 22,07. Although the level of moral maturity of the students staying in their homes is 
higher than the students staying in the hostels, the difference between them is not significant. (p> .05) 

4. Discussion, Conclusion and Implications

The individual is accepted to the extent that he or she adheres to the rules and values that the society
accepts. It is important for the human being who can not live alone that individuals are accepted in society, 
they can adapt to society, and they comply with some rules adopted by society (Özkara, 2010). Being a social 
being, communicating with other people and developing various forms of relationship requires the existence 
of a great deal of moral values (Hatunoğlu, 2003). Adoption of cultural and moral values accepted by the 
society by individuals will enable healthy societies to exist within these values by fulfilling the duties and 
responsibilities expected from the society in which the individual lives. (Güngör, 2004). 

Students who prefer the Imam Hatip High Schools prefer these schools with the expectation of learning 
religious information with their support and their families (Ateş, 2010; Karateke, 2010; Dündar, 2008). 
Parents who prefer Imam Hatip High Schools for their children want their children to be ethical individuals 
(Dündar, 2008). 
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When investigating the studies related to the Imam Hatip High Schools, it is seen that the subjects such 
as professional perception (Özen and Gülaçtı, 2006), perception of professional competence (Vural, 2016), 
professional interest (Aslan, 2013), university determination (Dikbayır and Bölükbaşı, 2016), music education 
(Sevinç, 2017), listening skills (Gürses, 2009), peer relations, human values and subjective well-being 
(Yılmaz, 2016), Allah almighty (Taluk, 2014), Arabic self-efficacy (Yaman, 2016), Parental attitudes and self-
checks (Buyuk, 2016), violence trends (Kanal, 2008), religious beliefs and attitudes (Özüdoğru, 2003), Audit 
focus (Ağır, 1994) and responsibility (Kaya, 2000) as well as the studies about the historical process of the 
schools are also studied.  

When we look at domestic studies on moral maturity, there are many studies that investigate the 
relation with other concepts and test the effect of some education and programs on moral maturity. Moral 
maturity is associated with concepts such as quality of life and hopefulness (Ünal, 2016), tolerance 
tendencies  (Yeşilkayalı, 2014), Social attitude (Yıldırım, 2014), Sensitivity state (Seyrek, 2014), Democratic 
attitude (Kardaş, 2013), Intercultural tolerance (Bakioğlu, 2013), Competence beliefs (Yüksel, 2012), General 
self-efficacy levels (Adıgüzel, 2017), Humor styles and violent tendencies (Bayraktaroğlu, 2016), Narcissistic 
personality traits (Özyer, 2015), Dunning-Kruger effect (Turğut, 2015), Religionial Belief (Kaya and Aydın, 
2011), Parent attitudes (Şengün, 2013), Human values (Sarıçam et al., 2014), Subjective well-being (Çelebi and 
Sezgin, 2015), prayer (Kımter, 2016), Parental occupation and economic level (Şengün, 2015), Religiosity 
tendencies (Aktaş ve Kartopu, 2016), Feeling bullying trends (Kakcı, 2009), effect of Kelam lesson (Bulut, 
2014). The moral maturity levels of high school students (Şengün, 2008) and prospective teachers (Çekin, 
2013) were examined according to some variables. The effects on moral maturity of the character education 
programs with justice and respect (Demir, 2008), responsibility and helpfulness (Aydın, 2008) were 
investigated.  

In studies carried out abroad, the concept of moral maturity was generally studied on the leaders in 
business life (Abu Bakar, Mujtaba and Medjedel, 2015), nurses (Sumner, 2010), adolescents (Hardy et al., 
2012) and marketers (Falkendberg, 2010). In addition, the relationship between the environment as a 
predictor of undesired behaviors (Dokter, 2011) has been examined. The study of the effects of political 
disputes (Ferguson and Cairs, 2002) and the media ethics course (Auger and Gee, 2016) on moral maturity 
were examined. 

As a result, in our study to determine the moral maturity level of the students of Imam Hatip High 
School, the students had high moral maturity level. It was found that the moral maturity level did not show 
any significant difference according to gender, class level and place they stayed. 

Looking at the studies supporting the research result; In a study conducted by Şengün (2008), it was 
found that the moral maturity level of the imam hatip high school students was higher than the other high 
school students. In a study conducted by Kaya and Aydın (2011), it was found that the moral maturity level 
of the theology faculty students was higher than the students attending the other faculties. In the study 
conducted by Çekin (2013), it was determined that the moral maturity level of the teacher candidates in the 
department of religious culture and ethics reached the first place. In this context, it can be said that the 
results obtained from our studies have similarities with the results of other studies. As a result of the 
research, it is seen that the moral maturity levels of the students do not have any relation with gender. In this 
context, similar results were achieved in the study of Çekin (2013). In the study, it was determined that the 
gender variable did not constitute a significant difference on the moral maturity level of the prospective 
teachers. 

Because the research sample is made up of students of a religious education institution, discussion of 
moral maturity and religion, religious education and religiosity will be in place. Süslü (2006) states that 
religion has a strong acceptance of the fact that religion has a decisive influence on morality in the theoretical 
sense of its study of relationship with morality. More than half of the participants emphasized that there 
must be a relationship between religiosity and ethics. Furthermore, a positive relationship between religious 
belief and moral maturity was found in Kaya and Aydın (2011) study. In this context, religious and moral 
education is thought to increase the level of moral maturity of individuals. According to Topçu, who is 
concerned with the relationship between morality and religion, the aim of morality, like religion, is to clear 
the human soul and raise it to infinity. For example, the work of religion in society is to be a source of 
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strength for souls. However, it does not provide people with some information. In addition, religious 
knowledge teaches ways of gaining mental strength. These are not house descriptions, but are order and 
value server information for a man's inner life. Thus, according to Topçu, religion is not a source of 
information for people but a source of strength (Cihan, 2016). 

In this context Kohlberg, a moral development theorist, states that as a different view, the development 
of religion and morality is quite distinct and should not be confused with one another. We can see that 
Kohlberg's does not particularly associate a person’s moral judgment with religion, and does not believe that 
a religion is superior to another in the course of moral development. On the other hand, contrary to 
religious-based moral systems, in which what is good or bad is determined by the religious authority, 
Kohlberg argues that man can discover the universal "good" only by his own cynicism. As can be clearly 
seen from these views, Kohlberg has built a sense of ethical education based on non-religious grounds. 
Therefore, it should be noted that Kohlberg's understanding of moral education does not coincide with 
religious-based moral understandings (Çinemre, 2013). 

If suggestions are made in the direction of the research findings, moral education should be given 
practically not only in the İmam Hatip Schools but also in all schools. The family and school should work 
together on the moral development of children. Importantly, adults should be a good role model for 
children.  

According to Topçu (2016), the school should uncover and sustain the strongest parts of people. Only 
schools with this understanding can produce qualified individuals in the fields of science, art and 
philosophy. In this context, Topçu has made some suggestions for the prevention of moral education 
problems and for the development of the moral principles required in national life, school and family. These 
suggestions are as follows: 

1. Broadcasting on a neutral and full history culture based on science principles and taking place
widely in schools. 

2. Giving children, press, radio, stage and schools a deep inner education that depends on the subjects
of the nation, religion, art and morality from the first years of school. 

3. National education should be all cultural institutions that are not contrary to the language and
traditions of a nation. 

4. The necessity of a nation scene and a nation's university.

5. Creating an idealistic aesthetic case in the society.

6. The inner eucation combined with art is the real ethics of young people and women.

7. The presence of great people who are devoted to the sense of community, responsibility and sacrifice,
who live far from reputation and wealth, and to be introduced to younger generations. 

8. More idealistic training schools than technical schools.

9. Take out the benefit from the life.

10. Ethical education should be based on sound foundations, be at the desired level, and be connected
to an authority. 

Except those; Ethics lessons should be given to the students in elementary school, secondary school and 
high school. Education of girls and boys should be separated (Topçu, 2016). 
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There is a lack of research in the for-profit sector of higher education in the United States. Likewise, 
there is a lack of research on the factors that affect the job satisfaction of adjunct faculty. To address 
these gaps in knowledge, a quantitative correlational study was performed to investigate the effect 
of administrative leadership on the job satisfaction of adjunct faculty who teach online classes at a 
for-profit university in the United States. The Multifactor Leadership Questionnaire, which measures 
perceived leadership behaviors, and Spector’s Job Satisfaction Survey, which measures job 
satisfaction, were used to anonymously collect data from a sample of 77 adjunct faculty. The Full-
Range Leadership, which is composed of transformational, transactional, and laissez-faire leadership 
behaviors, was the theoretical model for leadership. Pearson’s product moment correlational 
analyses were performed to investigate the bi-variate relationships between the variables. The 
dependent variable of total satisfaction had a statistically significant, direct and strong correlation 
with the independent variable of transformational leadership (r = .536, p < .0005).  The strength 
and direction of the relationship indicated that increases in the scores of total satisfaction are 
associated with increases in scores in transformational leadership. Total satisfaction had a 
statistically significant, indirect and moderate correlation with the independent variable of 
laissez-faire leadership (r = -.372, p = .001). The strength and direction of the relationship indicated 
that lower total satisfaction scores are associated with higher laissez-faire leadership scores. There 
was no statistically significant relationship between transactional leadership and overall job 
satisfaction.  
 
Keywords:1 Job satisfaction, Full-Range Leadership, Adjunct Faculty, For-profit University, 
Transformational Leadership, Postsecondary Education. 

1. Introduction

Enrollments at for-profit universities in the United States have tripled sinced 2000, with close to 1.6 million 
students registered in in the year 2014 (National Center for Education Statistics, 2016). This increased 
enrollment, along with the expansion of online education, has amplified the demand for classes that are taught 
entirely online (Allen & Seaman, 2016), and produced a  need for part time, non-tenured, adjunct, faculty to 
facilitate these classes (Starcher & Mandernach, 2016).  Regardless of the increased use of adjunct faculty to 
teach online classes, few studies have investigated adjunct development, job satisfaction, or work experiences 
(Datray, Saxon, & Martirosyan, 2014; Rich, 2015). Likewise, research in the for-profit sector of post-secondary 
education is sparse when compared to the non-profit sector (Chung, 2012).  

Currently, there is little research on the effects of  perceived leadership behaviors in post-secondary, for-profit, 
education on the job satisfaction of online adjunct faculty members in the United States. This study sought to 
discover if there was a correlation between the perceived use of Full-Range leadership behaviors by 
administrators in post-secondary education and the overall job satisfaction of adjunct faculty members who 
teach online classes at a for-profit university in the United States. Bateh and Heyliger (2014) observed that 
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research should be conducted in the for-profit sector to determine if the job satisfaction of online adjuncts is 
effected by the bahaviors of administrative leadership because the problems and concerns of for-profit 
administrators are different than their colleagues in private or public universities. The absence of research on 
this demographic is significant because a university’s faculty is a major contributor to the accomplishment of 
organizational goals (Machado-Taylor et al., 2016). Likewise, Askling and Stensaker (2002) observed the 
significance of researching higher education leadership practices. 

1.1. Background 

For-profit higher education in the United States, while not new, has expanded from less than 100,000 students 
over 40 years ago (Wilson, 2010) to near 1.6  million by 2014 (National Center for Education Statistic, 2016).  
Enrollments in the for-profit sector in the United States have increased at 9% each year over the past 30 years, 
while enrollment in the non-profit sector only posted a 1.5% increase per year over the same time frame 
(Wilson, 2010). Despite controversies concerning some for-profit schools (Deming, Goldin, & Katz, 2013), the 
growth potential in the for-profit sector of post-secondary education remains strong, especially in career 
education , adult education, and online learning (Levy, 2015). Coupled with the expansion of the for-profit 
sector of post-secondary education is the increased use of part-time non-tenured, or adjunct, faculty members 
(Gilpin, Saunders, & Stoddard, 2015).  

Adjunct faculty typically are part-time employees who serve in a non-permanent capacity. They are non-
tenured, temporary, employees of a university who work as independent contractors. Post-secondary 
institutions pay per course that the adjunct teaches, or sometimes retain their services by yearly appointment 
(Bradley, 2013). In 2010, adjunct faculty accounted for 50% of all faculty in post-secondary schools in the 
United States. The use of adjunct faculty has flourished because of economic concerns associated with 
maintaining faculty (Dailey-Hebert, Mandernach, Donnelli-Sallee, & Norris, 2014; Eagan, Jaeger, & Grantham, 
2015) and the flexibility provided by adjuncts, which is required in online programs (Starcher & Mandernach, 
2016). Regardless of the importance of adjunct faculty, many universities do not adequately support their 
adjunct faculty members (Kezar, 2013a). Generally, adjunct faculty members do not receive raises, and have 
limited chances for advancement. Health insurance and retirement benefits are scarce, and adjuncts seldom 
have a voice in university governance (Halcrow & Olson, 2011; Kezar, 2013b; Morton, 2012). Adjunct faculty 
who teach online classes are especially disconnected from their full-time counterparts (Benton & Li, 2015), and 
usually rely on other adjunct faculty members for support (Rich, 2015). Despite their importance to academia, 
adjunct faculty are an overlooked population (Ott & Cisneros, 2015), and little research has been conducted 
into factors that lead to adjunct faculty job satisfaction (Rich, 2015). 

Asking and Stensaker (2002) advocated studying leadership behaviors in higher education. Moreover, Al-
Smadi and Oblan (2015) stated that depending on the type of school investigated, there are statistically 
significant differences in faculty job satisfaction. Despite this, little research examining the correlation between 
administrative leadership and job satisfaction in higher education has been performed (Alonderiene & 
Majauskaite, 2016; Kalargyrou, Pescosolido, & Kalagrios, 2012). This research was important because of the 
need for research on the effect of leadership behaviors on faculty in for-profit universities (Bateh & Heyliger, 
2014).   

1.2. Literature Review 

1.2.1. Full Range Leadership Model. The theoretical foundation for this study was the Full-Range Leadership 
Model (FRLM), which is composed of transformational, transactional, and laissez-faire leadership behaviors. 
Moynihan, Pandey, and Write (2012) observed that the FRLM is one of the best-formulated leadership models. 
This is true because the three leadership styles examined by the model encompass almost all leadership 
behaviors exhibited by leaders (Avolio & Bass, 2004). The framework of the FRLM allows researchers to 
examine the advantages and disadvantages of varying leadership behaviors when investigating 
administrative leadership in post-secondary education (Asmawi, Zakaria, & Wei, 2013).  

Burns (1978) coined the phrases transactional and transformational leadership while investigating the 
biographies of great political and historical leaders. Bass and Avolio (1993) expanded on Burns’ work and 
developed the FLRM in order to find leadership behaviors that would be effective in non-political 
organizations. Bass (1985) professed that leaders do not use one exclusive style of leadership. Instead, leaders 
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could use aspects of transactional and transformational leadership to effectively lead their followers. Recent 
research indicates a mixture of transactional and transformational leadership displays a positive predictive 
relationship with faculty job satisfaction (Bateh & Heyliger, 2014). 

The FRLM is composed of five facets of transformational leadership, three elements of transactional 
leadership, and one aspect of laissez-faire leadership (Avolio & Bass, 2004). 

1.2.1.1 Transformational Leadership. The theory of transformational leadership was introduced in a political 
context by Burns (1978). Critical revisions to the theory were made by Bass (1985) and Avolio and Bass (2004). 
Since then, the theory of transformational leadership has gone through significant  meta-analytic and 
theoretical examinations (Banks, McCauley, Gardner, & Guler, 2016; van Knippenberg & Sitkin, 2013. Today, 
it is one of the most recognizable theories on leadership behavior. 

Transformational leadership represents how a leader motivates and inspires their followers to achieve their 
higher potential (Burns, 1978). This style of leadership is based on encouragement, commendation, 
acknowledgement, and trust (Mujkić, Šehić, Rahimić, & Jusić, 2014). Transformational leadership addresses 
the needs of the followers, facilitates follower empowerment, and increases follower effort, efficiency, and 
satisfaction (Bass, 2000). It is separated into four dimensions that can be distinguished theoretically and 
empirically Hobman, Jackson, Jimmieson, & Martin (2012). These dimensions include individualized 
consideration, idealized influence, inspirational motivation, and intellectual stimulation (Northouse, 2013). 

1.2.1.1.1. Idealized Influence. Omar and Hussin (2013) observed that idealized influence is associated with how 
a leader is viewed by their subordinates in terms of charisma, confidence, trust, power, consistency, and ideals. 
Leaders who exhibit idealized influence consider the needs of others before their own, and demonstrate high 
ethical standards. They are not motivated by personal gain and set challenging, but reasonable, goals for their 
followers (Northouse, 2013). In order to more accurately describe and measure this dimension, idealized 
influence has been divided into two different dimensions: Idealized influence (behavioral) and idealized 
influence (attributed), with the former denoting how the leader behaves and the latter reflecting how the 
leader is perceived by their followers (Avolio & Bass, 2004).  

1.2.1.1.2. Inspirational Motivation. Sometimes referred to as inspirational leadership, inspirational motivation 
entails inspiring and motivating subordinates. Inspirational leaders promote eagerness and confidence in their 
followers by exhibiting dedication to the organization’s goals, communicating high expectations, and making 
the employee an active part of achieving the vision of the organization (Northouse, 2013). Effective 
communication of an inspiring and motivating vision is the primary component of inspirational motivation 
(Avolio, Bass, & Jung, 1999), which inspires subordinates to share in, and be committed to, the organization’s 
vision (Avolio & Bass, 2004). Inspirational leaders foster a climate of trust, which in turn encourages follower 
loyalty to the organization, even during downturns or crisis situations (Nisar, Rehman, Shah, & Rehman, 
2013).  

1.2.1.1.3. Individualized Consideration. In simple terms, individualized consideration denotes the leader’s ability 
to make their followers feel special (Balyer, 2012). Leaders who display individualized consideration act as 
advisor and teacher, and strive to nurture their subordinates so they reach their greatest potential (Northouse, 
2013). Bass and Avolio (1993) stressed the encouraging facet of individualized consideration and the 
significance of developing followers. Northouse (2013) emphasized that individualized consideration involves 
teaching, mentoring, reinforcement, active listening, and offering emotional and social benefaction to the 
follower.  

1.2.1.1.4. Intellectual Stimulation. Avolio et al. (1999) stated intellectual stimulation encourages independent 
and critical thinking by subordinates. Leaders that exhibit intellectual stimulation encourage innovative 
thinking and the discovery of new ways to complete jobs (Anjali & Anand, 2015). Intellectually stimulating 
leaders never criticize the ideas of their followers when they are different from their own, and encourage 
problem solving by providing assignments that are intellectually challenging (Avolio & Bass, 2004; Bass, 1990). 

1.2.1.2. Transactional Leadership. Burns (1978) devised the expression transactional leadership, which he 
based on the 1947 work of Max Weber. Transactional leadership can be viewed as an agreement, or exchange. 
Subordinates are rewarded, with pay or something else that is desired, in exchange for satisfactory 
performance. Conversely, punishments are denoted for unsatisfactory performance (Bass & Riggio, 2006). The 
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basis for transactional leadership is the adage that everything has a price, and leaders define all benefits, codes 
of discipline, and job duties (Bass & Avolio, 1994). Transactional leadership is composed of two individual 
facets: management-by-exception and contingent reward. 

1.2.1.2.1. Contingent Reward. The basis for contingent reward is self-interest. Management motivates employees 
by offering a set price for their work. Contingent reward ensues when an agreement is made between leader 
and follower as to the rewards for successful job completion and punishment for sub-standard performance 
(Bass & Avolio, 1994). Managers understand the needs of the organization, establish clear expectations and 
goals, and effectively communicate organizational expectations (Bass, 1997).  

1.2.1.2.2. Management-by-exception. Management-by-exception is separated into two separate facets: active 
management-by-exception and passive management-by-exception. Management-by-exception (active) occurs 
when management actively monitors an employee’s work performance, taking action before work declines, 
and intervening if there is a violation of policy (Bass, 1997).  This differs from management-by-exception 
(passive) in that the passive dimension involves the leader taking action only after work deteriorates or a 
problem occurs. Management-by-exception (passive) often involves negative feedback, correction, criticism, 
or punishments issued by management (Northouse, 2013). During the refinement of the Multifactor 
Leadership Questionnaire, which measures the dimensions of the FRLM, management-by-exception (passive) 
was moved from a transactional dimension to a dimension of laissez-faire, or passive-avoidant, leadership 
(Avolio & Bass, 2004).  

1.2.1.3. Laissez-Faire Leadership. Laissez-faire leadership is, in essence, the lack of leadership. Laissez-faire 
leaders do not take action when a correction is needed. They do not offer any assistance to their subordinates 
and do not provide followers with feedback that could help them reach their full potential (Northouse, 2013). 
Laissez-faire leaders usually avoid taking any actions, shun responsibility, and are absent when needed (Bass, 
1990). Even though laissez-faire leadership is not usually found in entire organizations, it is still seen in the 
inaction of some members of management (Bateh & Heyliger, 2014).  

1.2.2. Job Satisfaction. Locke (1976) viewed job satisfaction as “a pleasurable or positive emotional state 
resulting from the appraisal of one’s job or job experience” (p. 1300). Job satisfaction is often seen as a 
multifaceted combination of emotions, values, and the perceptions an individual has about the tasks 
associated with their job (Chamberlain, Hoben, Squires, & Estabrooks, 2016).  Spector (1985) observed that job 
satisfaction may be viewed as the degree an individual is dissatisfied or satisfied with their job. Moradi, 
Almutairi, Idrus, and Emami (2013) stated that job satisfaction is a mixture of job characteristics, environment, 
and personal traits and feelings that are dynamic and, contingent on elements such as a changing of co-
workers, supervision, or the structure of the organization, may change over time. 

1.3. Research Questions and Hypotheses 

Research Questions and Hypotheses. Research on the perceived effect of leadership on the job satisfaction of 
non-tenured, adjunct faculty members who teach online classes is lacking in the for-profit segment of post-
secondary education. Research concerning the effect of leadership on job satisfaction in public and private 
post-secondary institutions has yielded conflicting results. Bateh and Heyliger (2014) found transformational 
and transactional leadership behaviors displayed a positive predictive relationship to faculty job satisfaction 
at a public university in Florida, United States, but laissez-faire leadership produced negative results. Amin, 
Shah, and Tatlah (2013) found transformational leadership had a positive relationship with job satisfaction. 
Conversely transactional behaviors yielded a negative relationship to the job satisfaction of lecturers at a 
university in Pakistan. Masum, Azad, and Beh (2015), in their research on faculty job satisfaction at a private 
university in Bangladesh, found transactional behaviors yielded a positive relationship with the job 
satisfaction of lecturers, while transformational leadership had no significant relationship. Given the 
conflicting findings, the researcher proposes these research questions and null hypotheses: 

RQ1:  Does the transformational leadership style of a higher education administrator have a correlation with 
the overall job satisfaction of online adjunct faculty at a for-profit university in the United States?   

H10: There is no statistically significant correlation between the administrators’ transformational leadership 
style and the job satisfaction of online adjunct faculty at a for-profit university in the United States.   
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RQ2:  Does the transactional leadership style of a higher education administrator have a correlation with the 
overall job satisfaction of online adjunct faculty at a for-profit university in the United States?   

H20: There is no statistically significant correlation between the administrators’ transactional leadership style 
and the job satisfaction of online adjunct faculty in a for-profit university in the United States.   

RQ3:  Does the laissez-faire leadership style of a higher education administrator have a correlation with the 
overall job satisfaction of online adjunct faculty at a for-profit university in the United States?   

H30: There is no statistically significant correlation between the administrators’ laissez-faire leadership style 
and the job satisfaction of online adjunct faculty at a for-profit university in the United States.   

 

 

2. Method 

This quantitative study used a correlational design to investigate the relationship, if any, between the 
leadership style of administrators in a private, for-profit university, as perceived by the  adjunct faculty who 
teach online classes at the same university, and the overall job satisfaction of the same faculty. An examination 
of the bi-variate relationships between the four variables was performed with a Pearson’s product moment 
correlational analyses. The independent variables were overall transformational leadership, overall 
transactional leadership, and overall laissez-faire leadership. The dependent variable was overall job 
satisfaction.  

2.1. Sample 

The study population consisted of online, non-tenured, adjunct faculty at a private, for-profit, post-secondary 
school in the United States. After IRB approval, the research site invited 600 prospective participants via email 
to participate in an online survey. After accepting the invitation, 85 individuals who met the criteria for the 
study took the survey. Eight individuals did not complete the survey, and their responses were removed. A 
total of N = 77  respondents composed the sample. 

2.2. Instruments 

The Multifactor Leadership Questionnaire 5x (MLQ) and Spector’s Job Satisfaction Survey (JSS) were the 
instruments used in this study. The MLQ quantifies the nine different dimensions of the FRLM, using 36 total 
questions that are assessed on a 5-point Likert-type scale. (Avolio & Bass, 2004). George and Mallery (2016) 
stated a Cronbach’s alpha value of .90 or more is deemed excellent, .80-.89 is seen as good, .70-.79 is judged 
acceptable, .60-.69 is viewed as questionable, .50-.59 is viewed as poor, and less than .50 is deemed 
unacceptable. Tests performed by Avolio and Bass(2004) found reliabilities of (α = .63) to (α = .92) accross the 
scales of the MLQ. Garg and Ramjee (2013) discovered the MLQ yielded an average Cronbach’s alpha 
coefficient of (α = .97). For this study, the overall Cronbach alpha values were as follows: transformational 
leadership (α = .95), transactional leadership (α = .69), and laissez-faire leadership (α = .79). The slightly low 
Cronbach alpha value for overall transactional leadership was allowed because both dimensions of 
transactional leadership displayed high Cronbach values, contingent reward (α = .73) and management-by-
exception (active) (α = .77). Moreover, the instrumentation has been used extensively and has shown 
acceptable reliability in similar research and in  literature; therefore, all constructs were considered acceptable 
for use during inferential analysis. 

Spector’s Job Satisfaction Survey (JSS) measures nine work factors, using 4 questions for each factor, on a 6-
point Likert type scale, for a total of 36 questions. Van Saane, Sluiter, Verbeek, and Frings-Dresen (2003), in 
their assessment of 29 different instruments that measured job satisfaction, found the JSS met all reliability 
and validity criteria, and produced Cronbach alpha values of (α = .60) to (α = .80) across the scales, and an 
overall Cronbach alpha of (α = .91).  For this study, the Cronbach alpha value for overall job satisfaction was 
(α = .90). 
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3. Results 

3.1. Descriptive Statistics 

Descriptive data concerning the respondents and other demographic data was not collected for this study. The 
descriptive analysis for the MLQ and JSS (Table 1) are as follows. The sample rated transactional leadership 
as the highest perceived overall style of leadership (M = 2.87), followed by transformational leadership (M = 
2.85), and laissez-faire leadership (M = 2.79). The respondents perceived the three styles of leadership being 
used at almost the same frequency, which indicates all three styles were used by administrators.  To measure 
overall job satisfaction, Spector (1997) stated the 36-item scale, which ranges from 36 to 216, should be 
interpreted as follows: ranges from 36 to 108 indicate dissatisfaction, 109 to 144 indicate ambivalence, and 145 
to 216 indicate satisfaction. The overall job satisfaction for this study (M = 116.34) indicates the respondents 
are ambivalent about their overall job satisfaction, expressing neither satisfaction nor dissatisfaction. 

Table 1. Measures of Central Tendency for Study Instrumentation Scores (N = 77) 

 

Instrument/Factor 

 

      M 

 

             SD 

 

Mdn 

Sample 

Range 

 Transformational 
leadership 

2.85 0.84       2.75             1.00 – 4.75 

 Transactional leadership    2.87 0.65 3.00     1.25 – 4.00 

 Laissez-faire leadership 2.79 0.77 2.88     1.38 – 4.63 

 Total satisfaction 116.34 19.92 115.00       69.00 – 154.00 

Note.  M = Mean; SD = Standard Deviation; Mdn = Median; MLQ = Multifactor Leadership Questionnaire; 

JSS = Job Satisfaction Survey. 

 

3.2. Correlational analysis.  

The researcher used Pearson’s product moment correlational analyses to examine the bi-variate relationships 
between the four variables (Table 2). The dependent variable of total satisfaction had a statistically significant, 
direct and strong correlation with the independent variable of transformational leadership (r = .536, p < .0005). 
The strength and direction of the relationship indicated increases in the scores of total satisfaction are 
associated with increases in scores in transformational leadership, and conversely, lower total satisfaction 
scores were associated with lower transformational leadership scores. Total satisfaction had a statistically 
significant, indirect and moderate correlation with the independent variable of laissez-faire leadership (r = -
.372, p = .001). The strength and direction of the relationship indicated that increases in the scores of total 
satisfaction were associated with decreases in scores of laissez-faire leadership, and conversely, lower total 
satisfaction scores are associated with higher laissez-faire leadership scores. There was not a statistically 
significant correlation between total satisfaction and transactional leadership. 

The independent variable of transactional leadership had a statistically significant, direct and moderate 
correlation with the independent variable of transformational leadership (r = .41, p < .0005). The strength and 
direction of the relationship indicated that increases in the scores of transactional leadership are associated 
with increases in scores in transformational leadership, and conversely, lower transactional leadership scores 
were associated with lower transformational leadership scores. Transactional leadership had a statistically 
significant, indirect and weak correlation with the independent variable of laissez-faire leadership (r = -.23, p 
= .043). The strength and direction of the relationship indicated that increases in the scores of transactional 
leadership were associated with decreases in scores of laissez-faire leadership, and conversely, lower 
transactional leadership scores were associated with higher laissez-faire leadership scores. There was also a 
statistically significant indirect and strong correlation between the independent variables of transformational 
leadership and laissez-faire leadership (r = -.65, p < .0005). The strength and direction of the relationship 
indicated that increases in the scores of transformational leadership were associated with decreases in scores 
of laissez-faire leadership, and conversely, lower transformational leadership scores were associated with 

58 



Donald E. Barnett 

higher laissez-faire leadership scores.  Table 2 presents the correlation coefficients for the Pearson’s product 
moment correlations. 

Table 2. Pearson’s Product Moment Correlation Coefficients (N = 77) 

Variable 1 2 3 

1. Total satisfaction --- 

2. Transformational leadership  .54** --- 

3. Transactional leadership  -.02  .41** --- 

4. Laissez-faire leadership -.37** -.65** -.23* 

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

4. Discussion

4.1. Research Question 1

The first question investigated if, and to what extent, the transformational leadership style of the administrator 
affected the overall job satisfaction of online, non-tenured, adjunct faculty who teach at a for-profit university 
in the United States.  It was hypothesized that overall transformational leadership behaviors would have a 
significant correlation with overall job satisfaction. The outcome of the Pearson’s correlation showed a 
statistically significant, direct and strong correlation between overall job satisfaction and transformational 
leadership (r = .54, p < .0005). The strength and direction of the relationship indicated an increase in the score 
of total satisfaction is associated with an increase in the score in transformational leadership. Conversely, 
lower total scores in overall job satisfaction were associated with lower transformational leadership scores. 
The results denoted there was a significant correlation between transformational leadership style and overall 
job satisfaction; therefore, the null hypothesis was rejected.  

The researcher concluded that transformational leadership was beneficial to the overall job satisfaction of 
online, non-tenured, adjunct faculty at a for-profit university in the United States. This finding is consistent 
with similar research that found job satisfaction displayed a positive relationship with transformational 
leadership (Aydin, Sarier, & Uysal, 2013; Banks et al., 2016). The results of this study suggest that 
administrators in post-secondary for-profit institutions should make use of transformational leadership 
techniques to enhance the job satisfaction of their followers, although since only one university was 
researched, it is difficult to generalize the results to similar institutions. 

4.2. Research Question 2 

The second question sought to discover if the administrators’ transactional leadership style affected the overall 
job satisfaction of online, non-tenured, adjunct faculty who teach at a for-profit post-secondary institution in 
the United States.  The researcher hypothesized overall transactional leadership behaviors would have a 
significant correlation with overall job satisfaction. The results showed transactional leadership did not have 
a significantly significant relationship with job satisfaction (r = -.021, p = .855). The null hypothesis, in this case, 
was not rejected.  

There was not enough evidence to show a statistically significant correlation between the administrator’s 
transactional leadership behaviors and overall job satisfaction. The findings agree with previous research that 
found transactional leadership to display a statistically insignificant relationship with employee job 
satisfaction (Amin et al., 2013; Tetteh & Brenyah, 2016), and contradicts previous research that found 
transactional leadership either advantageous (Aydin et al., 2013; Bateh & Heyliger, 2014; Sakiru et al., 2014) or 
disadvantageous to employee job satisfaction (Hijazi, Kasim, & Saud, 2016; Saleem, 2015). 

4.3. Research Question 3 

The third question investigated if the administrators’ laissez-faire leadership style affected the overall job 
satisfaction of online, non-tenured, adjunct faculty who teach at a for-profit university in the United States. 
The researcher hypothesized overall laissez-faire leadership behaviors would have a significant correlation 

59 



International Journal of Psychology and Educational Studies 2017, 4 (3), 53-65 

 

with overall job satisfaction. Total satisfaction had a statistically significant, indirect and moderate correlation 
with the independent variable of laissez-faire leadership (r = -.37, p = .001). The strength and direction of the 
relationship indicated that higher laissez-faire leadership scores are associated with lower total satisfaction 
scores, and vice versa. The null hypothesis was rejected.  

There was sufficient evidence to denote a statistically significant correlation between the administrator’s 
laissez-faire leadership behaviors and overall job satisfaction. This study confirms recent research, which 
found job satisfaction had a significant negative relationship with laissez-faire leadership (Dussault & Frenette, 
2015; Masum et al., 2015). The findings suggest that administrators should avoid using laissez-faire leadership 
behaviors in their organization. 

5. Conclusion 

The findings of this research add to the body of knowledge on leadership and job satisfaction by examining 
the relatively new demographic of adjunct faculty members who facilitate online classes for a private, for-
profit university in the United States. Based on this research, and previous studies, administrators in higher 
education should make use of transformational leadership to enhance the job satisfaction of their followers. 
Conversely, administrators should avoid laissez-faire leadership because of its negative correlation with 
follower job satisfaction.  Universities should also incorporate transformational leadership into their 
leadership development programs. It must be noted that correlation does not equal causation, or even a 
predictive relationship, but there is sufficient evidence that transformational leadership behaviors are 
beneficial to job satisfaction in this sample. 

Limitations for this study include the fact that only one university was investigated, and the results are not 
generalizable to other institutions. In the future, it may be advantageous to investigate other, similar, 
institutions of for-profit higher learning to determine if these results are unique to the organization studied. 
Secondly, although a quantitative study provided valuable insight into the subject, another suggestion for 
further research would be to perform a qualitative study to understand faculty motivations and opinions. 
Third, this study did not examine the various demographic specifics of the sample. Future research could 
examine if there was a difference between male and female faculty members, or differences in the perceptions 
of adjunct faculty who teach traditional versus online classes.  

Although the results of this study added to the body of knowledge, there is still significant research to be 
performed in the for-profit sector of post-secondary education. Likewise, the relatively new phenomenon of 
adjunct faculty who teach only online classes provides ample avenues to investigate their work experiences. 
Given that online education may expand in the future, understanding factors that affect online instructors 
work experiences may help universities provide a better learning environment to their faculty and students. 
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This study aims to analyze the correlation (N=621) among tertiary students’ career planning, e-

recruiting adoption acceptance, and employability awareness in Taiwan. Tertiary students’ 

perceived career planning includes four factors, namely, self-appraisal, job expectancy, goal 

selection, and problem solving. E-recruiting adoption acceptance includes four factors, namely, 

playfulness, ease of use, effectiveness, and usefulness. Employability awareness includes four 

factors, namely, personal adaptability, employability ambition, career identity, and labour market. 

Participants responded to a 5-point Likert-type scale for each factor. Analysis was conducted using 

the structural equation modeling (SEM), and a good model fit was found for both the measurement 

and structural models. Research findings demonstrate that tertiary students’ career planning 

significantly and directly influences employability awareness. Career planning significantly and 

indirectly influences employability awareness by e-recruiting adoption acceptance. Tertiary 

students’ career planning and e-recruiting   adoption acceptance fit the influence model and 

empirical data of employability awareness. Implications of this study, including the value of student 

self-assessment of their skills and utility of the e-recruiting to underpin personal career development 

planning and inform graduate recruitment processes, are discussed and recommendations made. 

Keywords:  
Tertiary students; Industry 4.0; Employability awareness; E-recruiting adoption acceptance ; career 

planning  

1.Introduction

Graduate employability is a key issue for Higher Education. While offering career planning services to both 

employers and students to facilitate the matching of talents to the demands of the job market, tertiary 

education major role is to provide career education — to facilitate students’ understanding of self and their 

motivation in setting clear career goals; to offer guidance for making sound career choices and decisions; and 

to help them acquire job-hunting skills and implement relevant and effective job-hunting strategies (Gerards, 

Grip, and Witlox, 2014; Hinchliffe and Jolly, 2010; Paadi, 2014). 

The e-recruiting websites are platforms for information on job opportunities and requirements (Vicknair, 

Elkersh, Yancey, and Budden, 2010). Industry manpower supply and demand information through the Web-

based recruitment can help students to understand job demand and change. Enterprises are using e-

recruiting websites to recruit employees. On the other hand, the practice of using corporate websites to 

recruit new employees has new career counsel and job search teaching media for promoting students’ 

employment awareness. E-recruiting websites have changed enterprises' recruiting methods and job seekers’ 

job seeking methods (Adrews and Russell, 2012; Braddy, Meade, Michael, and Fleenor, 2009; Shafie, 2010). In 

addition, they also have become the most frequently used platform and interface for job seekers and job 
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recruiters (Maurer and Liu, 2007; Misra and Mishra, 2011; Tominson, 2012). 

E-recruiting adoption acceptance show employee accepted information about company profiles, job 

vacancies, and employment requirements. Students through employment requirements include the 

requirements concerning formal education, experiences, past performances, and the physical traits of the 

potential candidates, as well as the occupational skills, personal characteristics, and personal traits for the 

corresponding posts, which can help students understand the job competences (Maurer& Cook, 2011;  Paadi, 

2014; Saunders and Zuzel, 2010). 

From a social cognition theory point of view, high career planning of students has actually indicates towards 

high career identity, personal adaptability, employability ambition, and labour market (Fugate, Kinicki, and 

Ashforth, 2004; Gaudron, 2011).  Research suggests that e-recruiting adoption acceptance is important to 

affect employability awareness. It is positively related to students’ career identity, personal adaptability, 

employability ambition, and labour market. It is suggested that the concept of e-recruiting adoption 

acceptance, derived from social cognition theory plays an important role in the development of 

employability awareness (Huang, 2013; Wang, 2013). 

The paper, Analysis of factors in tertiary students perceived career planning and employability awareness: 

using e-recruiting adoption acceptance as a mediator variable, discussed the variables which may influence 

tertiary students employability awareness and found the relationships among the variables. 

1.1 Purposes of this study 

The purposes of this study are to address the 2 following issues. 

1. What are the relationships between tertiary students’ perceived career planning, e-recruiting adoption 

acceptance, and employability awareness? 

 

2. Can we identify a suitable model that relates these factors and helps to identify important implications for 

using e-recruiting to improve students’ employability awareness? 

 

2. Methodology 

2.1 Research design 

This study employed a structural equation modeling (SEM) to analyze the relationships between tertiary 

students’ perceived career planning, e-recruiting adoption, and employability awareness. Data were 

collected through a survey questionnaire, which is comprised of questions on demographics and multiple 

items for each construct in the study. Normal distribution testing of the related variables in the model of this 

study is shown in Table 1. Although all observation variables do not reach normal distribution (p<.05), 

multi-variance normal test is insignificant (p>.05), which demonstrates normal distribution. According to the 

conditions of Maximum Likelihood (ML), within the most commonly used approach in SEM one of the 

conditions should be a simple random sampling that meets multi-variance normal distribution. Samples of 

this study meet the conditions of ML. Some scholars suggest that it is influential only when Kurtosis is above 

25; therefore, when Kurtosis is below 25, ML is still an applicable analysis (Bagozzi &Yi, 1988; Bentler and 

Bonett, 1980; Hair, 2010). Boomsma and Hoogland (2001) compared and probed into the completeness of 

different estimation methods, and concluded that in regard to models with observation variables above 6 or 

8. With non-normal distribution, ML has better statistical traits. Thus, although overall variables of this 

study meet the multi-variance normal distribution of ML, a single variable does not meet normal 

distribution. Kurtosis of multi-variance distribution is not large (<25); therefore, this research estimates the 

model by ML.  
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2.2 Participants 

This study treated tertiary students as the population, and adopted random sampling and cluster sampling 

for a survey. A total of 621 valid samples were collected. In this population, Table 1 shows respondents’ 

gender, age, current post, school category, student background, and school attributes. Participants gave 

informed consent before the study commenced. 

Table 1. Distribution of tertiary students’ background in survey (N=621). 

Participant demographics Frequency % 

Gender    

Male  322 51.9 

Female  299 48.1 

Age   

20 years (and below)                     141 22.7 

21-22 years  229 36.9 

23-24 years 215 34.6 

Over 25 years  36 5.8 

Current post    

Full-time students  327 52.66 

part-time teachers  294 47.34 

Student background    

Science, engineering, agriculture and design  207 33.33 

Business, management, tourism and recreation   211 33.98 

Health and medical care  137 22.06 

Liberal arts, law, education and general knowledge  66 10.63 

School attributes    

Public   314 50.6 

Private  307 49.4 

  

2.3 Measures  

A 42-item survey questionnaire was developed to measure participants’ career planning, e-recruiting 

adoption, and employability awareness. The scale for career planning included four constructs, namely, self-

appraisal (3 items), occupation information  (3 items), goal selection (3 items), and problem solving(4 items). 

The scale for e-recruiting adoption acceptance included playfulness (3 items), ease of use (3 items), 

effectiveness (3 items), and usefulness (3 items). The scale for employability awareness included labour 

market (4 items), career identity (4 items), employability ambition (5 items), and personal adaptability (4 

items). The items reflected in the questionnaire could allow participants to take reference from their personal 

experiences when responding. Each item was measured on a five-point Likert scale of 1=strongly disagree to 

5=strongly agree. A total of 13 items were used to measure career planning, 12 items were used to measure e-

recruiting adoption acceptance, and 17 items measure employability awareness. These items are listed in the 

table 1. 

2.4 Research tool 

The research tool was the survey of  “Investigation of factors in tertiary students’ employability awareness”. 

The compilation of this scale was based on the concepts of the e-recruiting adoption acceptance subscale by 

Cho, Lee and Liu (2011), and Lee (2007),  career planning subscale by Gaudron (2011), and Rothwell, Herbert 

and Rothwell (2008), and the employability awareness subscale by Rothwell, Jewell and Hardie (2009), 
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Saunders and Zuzel (2010). In this study, three experts evaluated the fitness of the questions in order to 

verify the expert fitness of the scale. Eight tertiary students were invited to answer the questionnaire in order 

to enhance face validity. Six tertiary schools were selected for a pre-test, with 115 students as the subjects. A 

total of 123 valid samples were collected; with a valid return rate of 95%. The scale in this study was a self-

reported inventory, based on a Likert 5-point scale, where the range of “agree” to “disagree” is denoted by 5 

to 1, respectively. The factor names, number of items, validity, and reliability levels of each aspect in this 

scale are as shown in Table 2. 

Table 2. Factors, number of items, validity and reliability of tertiary students’ perceived career planning and 

e-recruiting adoption acceptance on scale for tertiary students’ employability awareness.  

Factor Composition of scales 
No of 

items 

Factor 

loading 

Cronbach 

α 

Accumulated 

explained 

variance 

Kmo 

Total 

reliability 

Cronbach 

α 

Scale of career 

planning   

Self-appraisal 3 20.54 .91  

 

64.95 

 

 

.913 

 

 

.92 
Occupation information  3 18.13 .88 

Goal selection  3 16.17 .85 

Problem solving 4 10.11 .91 

E-recruiting 

adoption 

acceptance 

 

Playfulness  3 23.54 .88  

 

64.80 

 

 

.864 

 

 

.90 
Ease of use  3 19.24 .91 

Effectiveness  3 12.41 .91 

Usefulness  3 9.61 .90 

Employability 

awareness  

Labour market  4 20.78 .91  

 

62.49 

 

 

.842 

 

 

.91 
Career identity    4 19.24 .89 

Employability ambition  5 12.14 .88 

Personal adaptability  4 10.33 .86 

 

2.5 Data analysis 

Regarding data processing of formal survey, the returned questionnaires were coded. Linear Structural 

Relations (LISREL) was used to validate the correlation and influences among career planning, e-recruiting 

adoption acceptance, and employability awareness by Statistical Package for Social Science, SPSS 10.0. 

Statistical test criterion of this study is α=0.05.  

 

3.Results 

3.1. Fit test of influence model of employability awareness materials  

This study validated the model by LISREL 8.52. The estimation method was determined after examining the 

samples, and model estimation was carried out by software. Before the model fit test, whether the estimation 

coefficient is over the defined scope was verified. Only when parameter coefficients estimated do not violate 

the estimation can the fit test be conducted.  

According to the definitions of Hair, Anderson, Tatham, and Black (1998), the three following items can be 

used to examine estimation violations: 1) negative error variable exists; 2) normalized coefficient is above or 

approximate to 1 (0.95 is the usual threshold), and 3) significant standard deviation. According to 

parameters estimations reveal positive error variables, and there are no negative variables. Normalized 
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coefficient is 0.25~0.95, and the remaining within the scope. Therefore, parameters estimations are not 

violated, and fit could be conducted.  

This study conducted model fit testing by general criterion, according to fit measures estimated by the 

statistical method, in order to find out the fitness between the research data and model. Measures of this 

study are based on absolute fit, incremental fit, and parsimonious fit, as classified by Hair, Anderson, 

Tatham, and Black (1998). In addition, construct reliability and validity tests of variables were used to 

determine the internal structural fit. Analytical results are shown below.   

3.2. Overall fit 

Based on the above, overall fit can be measured by absolute fit, incremental fit, and parsimonious fit. After 

estimation by LISERL 8.52, according to Table 3 the chi-square of the model is = 212.14, p<.05, which is 

significant, and shows that there are significant differences between the covariance matrix of the model and 

the empirical data. Chi-square testing can be easily influenced by the number of samples and normality of 

the data. Therefore, when evaluating overall model fit, this study includes other measures.  

This study first examines theoretical validation of the model regarding unsatisfying evaluation standards. 

After reviewing MI, the model is modified according to the rationality of the theory. Although model fit 

after modification is enhanced, estimates of Usefulness and e-recruiting adoption acceptance do not reach a 

level of significance, and re-estimation is required. Although modified χ testing fails to reach a statistical 

significance level, the model fit is improved and mostly satisfies the standards. In addition, tests of overall fit 

are generally positive.  

According to the analytical results of the revised model in Table 3, in absolute fit measures, GFI= 0.91, which 

is slightly higher than the standard of 0.9. According to Gefen and Straub (2000), GFI should be above 0.90, 

thus, this model is acceptable. AGFI= 0.83, which is higher than the standard of 0.8. Gefen and and Straub 

(2000) suggests that AGFI should be above 0.80 thus, thus, the model is acceptable.  RMSEA= .012 and <0.08. 

According to Jarvenpaa, Tractinsky and Vitale, (2000), RMSEA should be lower than 0.08, thus, based on the 

measures above; absolute fit of this model is good.  

Table 3. Results of overall model fit test of tertiary students’ employability awareness. 

Model fit Evaluation 

items and outcome  

(N=831) 

Evaluation 

standard 
Scholars Fit 

Absolute fit 

χ2= 212.14 

ｄ.f.= 45 

χ2/ｄ.f.=4.75 

GFI= 0.91 

AGFI= 0.83 

SRMR=0.09 

RMSEA= .012 

<5 

>0.9

>0.8

<0.1

<0.08

Hair et al. (1998) 

Hair (2010) 

Hair (2010) 

Hu and Bentler (1999) 

Jarvenpaa et al. (2000)  

Acceptable 

Acceptable 

Acceptable 

Acceptable 

Acceptable 

Incremental fit 

NFI= 0.92 

NNFI=0.91 

IFI= 0.92 

CFI= 0.91 

>0.9

>0.9

>0.9

>0.9

Bentler and Bonett (1980) 

Bentler and Bonett (1980) 

Bentler and Bonett (1980) 

Bagozzi&Yi (1988)  

Acceptable 

Acceptable 

Acceptable 

Acceptable 

Parsimonious fit PNFI= 0.68 

PGFI= 0.57 

>0.5

>0.5

Bentler and Bonett (1980) 

Bentler and Bonett (1980) 

Acceptable 

Acceptable 

As to incremental fit and parsimonious fit measures, according to Gefen and and Straub (2000) and Hair et 

al. (1998), when NFI, IFI, RFI, and CFI are above 0.9, PNFI and PGFI should be above 0.5 in order for the 
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model to be accepted. According to data tested, NFI= 0.92, which is above the standard 0.9. It shows that the 

model is accepted. IFI= 0.92, which is above 0.9 means that the model is accepted. RFI= 0.89, which is lower 

than the standard 0.9. It means that the model is almost acceptable. CFI= 0.91, thus, the model is relatively 

acceptable. PNFI= 0.68, which is above the standard 0.5 means that the model is relatively acceptable. PGFI= 

0.57, which is above 0.5 means that the model is acceptable. According to the incremental and parsimonious 

fit measures above, the models of this study are acceptable. However, absolute fit is good, which suggests 

that the models are still acceptable, as the overall model meets empirical data.  

3.3. Structural fit 

Regarding structural model fit, Hair Jr. et al (1998) suggested the measurement significance test and the R2 

of latent dependent variables of structural parameters. The R2 of dependent variables should be lower than 

the standard of 0.5, and correlation among the latent variables should be higher than 0.90.  

Regarding the structural fit test, according to the structural parameters of the influence model of tertiary 

students’ employability awareness materials, career planning and e-recruiting adoption acceptance are 

significant (t=4.52, p<.05). In addition, as to the evaluation of R2 latent dependent variables, , career 

planning, and e-recruiting adoption acceptance are 0.48 and 0.62, respectively. The R2 of e-recruiting 

adoption acceptance is lower than 0.50, which meet the evaluation standards; therefore, the structural model 

fit of this study is good.  

Correlation coefficients of the latent variables are further tested. The coefficients of the three latent variables 

are 0.48~0.84. The correlation coefficient of employability awareness on career planning is higher than 0.60. 

Thus, the three latent variables may affect the structural model fit due to overly high correlations. 

Figure 1. Path of tertiary students’ employability awareness. 

4. Discussion

This study aims to analyze the correlations among tertiary students’ perceived career planning, e-recruiting 

adoption acceptance, and employability awareness in Taiwan. The findings are as shown below: 

.
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Tertiary students’ career planning, goal selection, and problem solving show significant influence on 

employability ambition and career identity in student’s employability awareness. Occupation information 

and labour market allow students to recognize objectives of employability awareness in schools. When 

students encounter job environmental changes and employ competition, teachers gradually understand and 

trust the measures of the students’ career planning. Through goal selection and rewards by students, 

teachers can fulfill their creativity and further employability courses and e-recruiting technology adoption 

teaching design. This will allow them to accomplish student employability objectives and career identity in 

order to meet industry environmental changes (Dinther, Dochy, Segers, and Braeken, 2014; Grobler, Joubert, 

and Lesuthu, 2014; Kasperzack, Ernst, and Pinquart, 2014).  

Tertiary students’ career planning, staff commitment, and problem solving show significant influence on 

ease of use and effectiveness of e-recruiting adoption acceptance. Career identity and employability 

ambition in tertiary students’ employability awareness significantly influence effectiveness and ease of use 

of e-recruiting adoption acceptance. Tertiary students’ perceived problem solving and self-appraisal will 

enhance tertiary students’ effectiveness of labour market, employability ambition, and implementation of e-

recruiting technology. It is one of the key factors on tertiary students’ e-recruiting adoption acceptance (Cho, 

Lee, and Liu, 2011; Gerards, Grip, and Witlox, 2014; Grobler, Joubert, and Lesuthu, 2014).  

Tertiary students’ career planning significantly and directly influences employability awareness. Career 

planning significantly and indirectly influences employability awareness through e-recruiting adoption 

acceptance. Tertiary students’ career planning and e-recruiting adoption acceptance fit influence model and 

empirical data of employability awareness. Therefore, teachers should respect and support students’ career 

decision problem solving through cognition employability of and evaluation e-recruiting contents, teachers 

can constantly ponder on e-recruiting teaching and information technology. They will enhance career 

identity and employability ambition. Tertiary teachers’ active promotion of web-based recruiting technology 

ideas in employability and practical use of e-instruction will encourage student learning. They identify with 

goal selection through career planning in order to develop tertiary students’ employability awareness, and 

constantly adopt and implement e-recruiting technology. Thus, they will result in useful e-recruiting and 

employability ambition (Grobler, Joubert, and Lesuthu, 2014; Hinchliffe, and Jolly, 2010; Huang, 2013;; Paadi, 

2014).  

Although the model of this study reveals goodness of fit, the fit effect remains unsatisfying, which suggest 

that there are some latent variables that have not been elaborated. Variables in models sometimes fail to 

reveal the ideal explanatory effect; thus, this study further probes into the model with a more complete 

overall fit.  

4.1 Limitations of the study 

This study focuses on the influence of tertiary students’ perceived career planning on employability 

awareness. Kasperzack, Ernst and Pinquart (2014) found that students’ career resilience has a significant 

direct effect on employability self-efficacy, and perceived labor market competition has a significant effect on 

employability self-efficacy through employability self-efficacy. When students perceived employability 

awareness and labor market competition tend to identify more closely with the career planning. Students 

use the e-recruiting network system and are engaged in activities of job search and employment processing. 

Would such activities cause them to highly identify with employability awareness? This is a limitation of this 

study.  

 

4.2 Implications for practice  

The findings of this study demonstrate that “goal selection” and “problem solving” of tertiary students’ 

“career planning” significantly influence “employability awareness”. E-recruiting technology users’ use 
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intentions depend on their attitudes toward e-recruiting adoption acceptance. Job search resources and 

teacher support employability information will indirectly affect users’ intentions to use e-recruiting systems 

(Tong, 2009; Woods, and O’Leary, 2006). Administrators of tertiary should create tertiary students’ career 

planning  that encourage students to continually contemplate on goal selection approaches, and through 

problem solving and goal selection, energize tertiary students’ active promotions of personal adaptability for 

e-recruiting technology adoption and continuous employability learning.  
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Istighfar (seeking forgiveness of Allah) and tawbah (repentance) are as old as at least the 
human history. Anxiety is also a need of human nature. Human develops the strategies to 
cope with challenges. One of them is religious coping. One of the religious coping ways is istighfar. 
Constantly performing istighfar may make easier to deal with anxiety. Thus, in this study, the state-
trait anxiety scale was applied to the final year undergraduate students. The experimental and 
control groups of 20 persons were comprised of students with higher anxiety level. The 
experimental group was told to do istighfar 100 times per day during one month. In the end of 
this practice, a decrease was observed in the state-trait anxiety average of experimental group. 

Keywords:1 
Istighfar, State anxiety, Trait anxiety, Repentance of sin. 

1.Introduction

Istighfar has been a forgiveness and exit way for human since Hazrat Adam (Alayhi as-salam/Peace be upon 
him). He turned to istighfar by feeling sorrow and embarrassment of coming down to the earth and Allah 
removed his embarrassment accepting his tawbah. Thereby, istighfar became the key of first joy and 
relaxation. Allah encourages us on tawbah and istighfar in order that we live a happy and relaxed life. “And 
O my People! Ask forgiveness of your Lord, and turn to Him (in repentance): He will send you the skies 
pouring abundant rain, and add strength to your strength: so turn ye not back in sin!" 

On the other hand, human is not anxiety-free. Since anxiety is a fear type -the subject of which is ambiguous, 
it is a cognitive organization composed in mind. It is comprised of ideas and believes. Hence, unfounded 
ideas are stated as “suspicion” in the wahy’s (revelation) expression. "O ye who believe! Avoid suspicion as 
much (as possible): for suspicion in some cases is a sin”. In another verse: “They follow nothing but 
conjecture and what the souls desire! –Even though there has already come to them Guidance from their 
Lord!”  Considering it in this sense, following conjecture may lead human to some anxieties. After the 
Quran, human soul can form anxiety.  “It was We Who created man, and We know what suggestions his 
soul makes to him: for We are nearer to him than (his) jugular vein.” “Truly man was created very 
impatient”. Some pleasures or expectations human cannot achieve may make him anxious because of his 
ambition.  

In this point, istighfar may be a crucial factor in being cleansed of faults a person fall into due to ambition 
and in relaxing. Because, in a hadith, it was uttered that: "If anyone constantly seeks pardon (from Allah), 
Allah will appoint for him a way out of every distress and a relief from every anxiety, and will provide 
sustenance for him from where he expects not." It is understood from the hadith that being cleansed with 
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istighfar may lead to inner peace, and thereby human can produce solutions to extricate himself from the 
state he is in. 

The word istighfar is the infinitive of istif’al part of gaferah verb. The part of istif’al means generally request. 
The word istighfar means asking forgiveness. The verb gaferah is used also when a person seems to pardon 
somebody, although he does not in reality. In other expression, the lexical meaning of istighfar is to ask 
something to be covered, ignored, and concealed (Yalçınkaya, 2010). Istighfar involves the meaning that a 
person asks Allah to cover or forgive his sins, and for Allah’s pardon.  

It is to ask Allah to be forgiven and pardoned due to an error or fault. The word istighfar is used mostly in 
the Quran in the sense of asking forgiveness. However, it was stated that the word ‘istighfar’ are used in 
terms of salah (namaz and pray) in the verses of the surahs Family of Imran (3/17) and Adh-Dhariyat (18) 
(Yalçınkaya, 2010). In short, istighfar is a religious experience involving asking Allah to be forgiven and help 
for not committing sin again by confessing sins orally and in heart (Yapıcı, 1997). Every act driving a wedge 
between human and Allah, breaking or bringing to break the bond of human with his creator human is 
bonded spiritually and finds peace by this bonding is a sin (Yapıcı, 1997). Istighfar is an important step to 
return to the creator human drifted apart, and to regain the peace feeling human lost. Since constancy in 
istighfar would bring to tawbah, it would heighten the consciousness about what should make anxious him 
to what extent, by strengthening the spirituality.   

Human soul may produce anxiety and be anxious instead of solving the matter by trusting in God 
(tawakkul). In fact, human persecutes his soul by this way. On contrary, he can prefer turning towards peace 
by remembering Allah and performing istighfar.  

“Those who, when they commit an immorality or wrong themselves, remember Allah and seek forgiveness 
for their sins.  And who can forgive sins except Allah? And who do not persist in what they have done while 
they know”.  Human chooses every behavior on his own (Kaner, 1993). 

Being aware of having a very forgiving God and performing istighfar of faults and sins would lead to the 
hope to be pardoned, to ease at least the repression on the soul resulting from sins. Thereby, human is 
relaxed. Hope is defined as a cognitive fact with two components related and required for the aim, that are 
desire to achieve the aim and skill to find ways in reaching the aim. The focal point of these two components 
is comprised of aims. Aims involve objects, experiences, and outcomes we desire and imagine in our mind 
(Snyder, 2000). Hope is the belief that something would go well, get better, and positive events would occur. 
Hope is a concept enabling individual to strengthen and keep well-being. In this term, hopeful people are 
bright, energetic and their joy of life is great. Moreover, people with high hope are likened by surrounding 
people and take emotional and social support more. This state makes the life more meaningful and valuable 
for them. Additionally, pray and istighfar wipe out stress, depression, and trouble triggering physical 
diseases, and become remedy for psychological and mental illnesses (Karagöz, 2009). 

The difference of istighfar from tawbah is that tawbah is related to future, while istighfar to past. Again, a 
person cannot do tawbah on behalf of another person, but can pray for another person to be forgiven, 
perform istighfar in the name of another person. There is no specific time for istighfar and tawbah. As death 
time is not known, tawbah-istighfar should be performed as soon as possible, when a sin is committed. On 
the other hand, doing istighfar at early dawn is emphasized in certain verses, and those who perform 
istighfar at early dawn are praised. The early dawn is the dawn time when the darkness in the end of night 
mingled with the first day lights. In a hadith, it was uttered that: “Be vigilant in standing up [in prayer] at 
night, for it was the practice of the pious before you. It is a means of gaining proximity to Allah, expiation for 
transgressions and a barrier from sins”.  

Tawbah, an act of confession, is therapeutically valuable. Therapists express that intensifying guilt feeling 
and thinking to be late to be forgiven are illness symptoms. A person who is depressive due to his sins can 
eliminate it through tawbah. Indeed, a person would believe in being forgiven of his sins after reading the 
Quran (Aksöz, 2015). 

1.1. Anxiety 
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The root of the word anxiety is “anxietas” in ancient Greek and this concept means worry, fear, and curiosity 
(Köknel, 1988). In its broadest sense, anxiety is mope and nervousness resulted from fear or expectation of 
danger or misfortune (Budak, 2000). As anxiety is felt with various and versatile emotions, it can be confused 
with excitement kinds such as notably fear, phobia and stress, and these can be used interchangeably. In 
addition, its usage in the form of apprehension, worry, nervousness, and mope is widespread. It is a 
subjective emotional state accompanied by physical symptoms such as shivering, muscle tension, chest pain, 
heart throb, dizziness, headache and stomachache.  

Uncertainty of future is among the most important causes of anxiety. Lives evolving as the time changes 
make accommodation hard for human and intensify future related anxieties. Anxiety is considered to be a 
significant fact affecting human’s individuality and personality (Köknel, 2007). 

Anxiety springs up when human faces a new situation. Leaving the present state emerges as an existential 
opportunity for anxiety since every choice human makes means to give up something, and it renders human 
anxious. Anxiety is the finiteness human experience in his own transience (Manav, 2011). The elements 
provoking anxiety can be split into three items. The first one is the disappearance of usual environment. The 
second one is the results arising from negative effects. The third one is the contradiction deriving from the 
behavior human displays in contrast to his idea. The last element is the inability to know what will happen 
in future (Cüceloğlu, 1991). 

Since Anxiety is a very disturbing emotion, it cannot be stood for a long time (Gençtan, 1998). Human 
develops multiple strategies to deal with these emotions and ease this disturbance. Focusing on the matter, 
he makes an effort to get rid of anxiety until he finds a solution through defense mechanisms such as denial, 
repression, rationalization, reaction formation, projection etc. (Özel, 2012). 

Freud who identifies anxiety as a neurotic state emphasizes that anxiety results in essence from the 
repression of impulses of id which is personality’s primitive aspect. For instance, a boy fearing to stay in 
closed spaces is scared, in fact, of explaining his sexual desires and need to establish close relationship. In 
other words, the reason of anxiety is frustration (Manav, 2011). 

Both external and internal factors play a role in the emergence of state anxiety regarding to the state-trait 
anxiety distinction. It is an emotional state experienced as lives dangerous or perceived dangerous by 
individual, and in an acute way. Trait anxiety is felt constantly and chronically due to individual’s proneness 
to perceive and interpret the present situation as stressful (Yıldız, Sezen, & Yenen, 2007). 

 State anxiety is defined as stationary anxiety type arising from temporary situations emerging due to 
dangerous conditions, and “trait anxiety” as an endogenous anxiety kind making individual feel that 
intrinsic values are in danger, and leading to interpret the present situation as stressful (Özgüven, 1994).  
State anxiety is an emotional reaction resulted from perceiving special states as threatening, or it is a 
subjective fear felt because of present stressful circumstance. State anxiety is the anxiety kind sprung up 
when meeting an unwanted and dangerous situation. State anxiety is the subjective fear felt due to the 
present stressful circumstance. The physical changes occurring in consequence of a stimuli in autonomic 
nervous system, such as perspiration, yellowing, reddening, and shivering, are the symptoms of individual’s 
tension and discomfort feelings. The increase in state anxiety level happens as stress intensifies, and the 
decrease when stress goes away. The severity and duration of state anxiety are related to the amount of 
perceived threat and persistence of person’s interpretation for dangerous situation (Öner & Le Compte, 
1983). Trait anxiety is felt regarding future and the disposition to be anxious. It can be identified as the 
disposition to perceive generally the present circumstance as stressful, or to interpret it as stress. Trait 
anxiety is unhappiness and discomfort felt in result that person perceives pressure-free and neutral 
situations as dangerous and threatening his essence (Öner & Le Compte, 1983). 

Both internal and external factors have a role in the emergence of state anxiety. It is an emotional state 
experienced as lives dangerous or perceived dangerous by individual, and in an acute way. Trait anxiety is 
felt constantly and chronically due to individual’s proneness to perceive and interpret the present situation 
as stressful. State anxiety is an emotional reaction resulted from perceiving special states as threatening, or it 
is a subjective fear felt because of present stressful circumstance. The increase in state anxiety level happens 
as stress intensifies, and the decrease when stress goes away (Sertbaş, 1998). 
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1.2. Present study 
The purpose of this research is to assess the anxiety level of university students and to investigate whether 
these anxiety levels differ significantly with regard to students various socio-demographic features, and if 
istighfar has any impact in reducing anxiety. 
 
2.Method 
 
2.1. Participants 
A total of 108 participants among the final year students at the Teaching Certificate Program in Theology 
Faculty of Karabük University, consisting of 79 female and 29 male, took part in the research. 
 
2.2. Insruments 
 
2.2.1. Spielberger State-Trait Anxiety Inventory (STAI) 
Spielberger State-Trait Anxiety Inventory (STAI) was constructed by Charles Spielberger and his colleagues 
with the aim to measure state and trait anxiety separately. The adaptation and translation of STAI into 
Turkish was made by Öner ve Le Compte (1974-1977). In the reliability study carried out by Öner and Le 
Compte, the Alpha reliability coefficient of Stait-Trait Anxiety Inventory was found between 0.83 and 0.87 
for Trait Anxiety Scale and between 0.94 and 0.96 for State Anxiety Scale in various applications (Öner & Le 
Compte, 1983). The scales were applied to 108 final year students in the Faculty of Theology of Karabük 
University. The sample of the study consists of 79 female and 29 male participants. 
 
2.3. Procedure 
The state-trait anxiety inventories (STAI I, II) were applied to the experimental and control groups of 15 
were created of students with higher anxiety scores in regard to the results on a volunteer basis. The 
experimental group was asked to perform istighfar 100 times per day and this practice continued for 30 
days. In the end of this practice, the results were analyzed through the program of SPSS 20.0. The pretest and 
posttest results of the experimental and control groups were calculated comparatively. 

 

3. Results 

The results of experimental studies were presented in the tables and interpreted.  

Table 1. Average and minimum-maximum scores of state and trait anxiety of the implementation group 

 
According to Table 1, the average score of participants for state anxiety was calculated as 39.83 ( =39.83). Its 
minimum score was calculated as 30.00, and the maximum one as 53.00. The average score of trait anxiety 
was found as 47.20 ( =47.20). Its minimum score was calculated as 34.00, and the maximum one as 75.20. 

 

Table 2. Distribution of state and trait anxiety average scores of the implementation group by gender 

   Min. Max. 

State Anxiety 39.83 30.00 53.00 

Trait Anxiety 47.20 34.00 75.00 

Gender State Anxiety Trait Anxiety 

Female  39.00 48.22 

N 74 74 

Male  41.97 44.62 

N 29 29 
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Considering Table 2, the state anxiety score of females was calculated as 39.00 (= 39.00), and the trait 
anxiety score as 48.22 (= 48.22) in average. The state anxiety score of males was found as 41.97 (=41.97) 
and trait anxiety score 44.62 (= 44.62) in average. Consequently, males’ state anxiety scores are higher than 
those of females while females’ trait anxiety scores are higher than those of males. 

Table 3. Control group state-trait anxiety pre-test-displays post-test average scores 

 N Std. 

Control Group State Anxiety Pre-test 41.87 15 5.58 

Control Group State Anxiety Post-test 41.80 15 4.09 

Control Group Trait Anxiety Pre-test 49.20 15 5.81 

Control Group Trait Anxiety Post-test 46.34 15 6.25 

According to Table 3, the average pretest score of control groups for state anxiety was calculated as 41.87 
(=41.87), and the posttest average as 41.80 (=41.80).  The average pretest score of control groups for trait 
anxiety was found as 49.20 (=49.20) and the posttest average as 46.34 (=46.34). As a result, no change is 
observed in state anxiety average, while a partial decrease in trait anxiety average was detected. 

Table 4. Experiment group state-trait anxiety pre-test-displays post-test average points. 

According to Table 4, the average score of control group in state anxiety pretest was calculated as 41.67 
(=41.67), and the posttest average as 52.73 (=52.73). The average score of experimental group in state 
anxiety posttest was found as 38.47 (=38.47), and the average score of control group in trait anxiety posttest 
as 45.87 (=45.87). Consequently, a significant decrease was identified in the average scores of those 
practicing istighfar for both two anxiety types. 

4. Conclusion

In Islam, tawbah is considered to be the most powerful practice in protecting human’s moral health. A 
careful treatment with the antidote tawbah does not only ameliorate the souls poisoned by sins, but also 
increases the required vivacity for a good life (Syed, 1969). The extension of anxiety duration leads human to 
not know what to do with future and to not be able to decide what to do. As a result of this, human may 
enter into the process of have groundless feelings as in getting in trouble (Çakmak & Hevedanlı, 2005). If 
istighfar is made a habit, in other words it is performed as a pray repeated constantly and regularly, it can 
transform various negative states and emotions into positive ones. Also, performing constantly istighfar may 
facilitate to do tawbah.  

In this study, it was observed that istighfar reduced partially the state anxiety of experimental group, and to 
a significant extent the trait anxiety of experimental group. Any experimental study addressing directly the 
association between istighfar and anxiety is not found. Yet, there are several studies examining the 
relationship between state-trait anxiety and various variables. 

 N Std. Dev. 

Pair 1 Experiment Group State Anxiety Pre-test 41.67 15 5.31 

Experiment Group State Anxiety Post-test 38.47 15 3.83 

Pair 2 Experiment Group Trait Anxiety Pre-test 52.73 15 7.93 

Experiment Group State-Trait Anxiety Post-test 45.87 15 4.03 
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As the anxiety level of students was examined with regard to sex, it was detected that the trait anxiety level 
of female students is higher than that of male students. A study concluded that students give “disease and 
death of someone so close” and “not finding a job and unemployment” as the most substantial anxiety 
reasons (Kaya & Varol, 2004). Istighfar has a healing effect. In hadith, it was uttered that: “Shall I say what 
are your sickness and cure? Do not forget that your sickness is sin and the cure istighfar” (El-Mervân, 2010). 
Multiple hospitalized people express in several places that they ameliorated miraculously after they 
confessed their sin (Alaohuru, 2012). 

Although any change did not observed in the state anxiety level in the comparison of pretest and posttest 
results of control group, a partial decrease in the trait anxiety level was found. On the contrary, the 
comparison of pretest and posttest scores of experimental group indicated that the state and trait anxiety 
level decreased significantly. In order to enhance more the reducing effect of istighfar, the latter should be 
done constantly. Indeed, in the hadith, it was stated that if istighfar is performed constantly, the distress will 
be removed and a way out of anxieties will be appointed. As the experimental study we carried out is 
limited to one month, the relaxation level is such that shown in the Table 4. Pursuant to Herbert Benson’s 
(1997) findings, a pray repeated constantly encourages to escape disturbing thoughts and the physical 
changes prompting to remove tension. According to the findings, such kind of pray is a good support in 
treating low to mid-level depression (Bahadır, 2008). 

Mental illnesses arise as human conscious will deviates to a considerable extent from God’s will (Aksöz, 
2015). This deviation is that human is bored with the narrow existence area he is in, and the tension of not 
experiencing metaphysics due to not being able to advance to the higher layer (Merter, 2011). 

Furthermore, it was observed in certain studies that post-surgery pain and anxiety levels decrease by 
practicing dhikr (remembering God) program for 30 minutes (Soliman & Mohamed, 2013; Sitepu, 2009). 
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