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Abstract

The importance of programs that facilitate the transition of
students to elementary school in order to support both their
academic success and healthy development is undeniable.
Therefore, the Ministry of National Education developed the
School Adjustment Program in cooperation with UNICEEF for first
graders and implemented it in all elementary schools in Turkey.
The aim of the present study is to examine the contribution of this
program to school adjustment, student-teacher relations, peer
relations, and various behaviors of elementary school students in
first grade. The participants of the study, which is based on ex-post
facto design, include 110 classroom teachers working in schools in
Ankara during the 2015-2016 and 2016-2017 academic years. While
48 of these teachers implemented the adjustment program
activities in their classrooms in 2015; others did not implement
these activities in their classrooms in 2016. All the teachers filled in
the School Adjustment Teacher Rating Scale, Student-Teacher
Relationship Scale, and Child Behavior Scale (683 students engaged
in the activities and 520 students did not) to evaluate how various
aspects of their students’ transition were affected by the program.
One-way MANOVA analysis showed that the study group had
higher mean scores for collaborative participation, liking school,
self-directedness, and closeness to the teacher than the comparison
group. Although the aggressive and prosocial behavior scores
towards peers were higher in the study group, the partial effect
sizes were found to be insignificant. While the scores of school
avoidance and conflict with teachers were lower in the study group
than in the comparison group, there was no difference between the
groups in their scores for asocial behaviors towards peers,
hyperactivity/distraction, anxiety/fear, and exclusion by peers. It
was concluded that the program contributed to the establishment
of close student-teacher relationships in the selected schools and
the adjustment of the students to the schools.
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Introduction

In many countries, children’s readiness for and adjustment to school are important issues.
School adjustment can be a problem at any grade level; however, the early childhood period is of
particular importance for the formal preparation of children for school (Grimley & Bennett, 2000). At
the same time, the process of starting elementary school differs between countries. These differences are
shaped by each country’s own political and social context and social values. However, in general, the
political and social interest in the transition to elementary school and early childhood education seems
to have increased recently in many countries (OECD, 2017: p. 43), including Turkey. Early childhood
education is not considered to be within the scope of compulsory education in the Turkish education
system. Although the schooling rates in Turkey change every year, the rate in early childhood education
was 55.48% for the 2015-2016 academic year and 58.79% for the 20162017 academic year (Ministry of
National Education [MoNE], 2017), the years during which the present study conducted. In this context,
most children encounter school for the first time when they enroll in compulsory and state-provided
elementary school. In the Turkish 4+4+4 education system (MoNE, 2012), starting from the 2012-2013
academic year, primary school lasts for four years. In Turkey, children are often enrolled in elementary
school when they are 69 months and older, and after 66 months, children can start elementary school
with the permission of their parents (Milli Egitim Bakanligi Okul Oncesi Egitim ve Hkt')gretim
Kurumlari, 2019). Therefore, first graders are mostly 66—72 months old. However, children older than
72 months might attend first grade for different reasons (e.g., learning problems, health problems). The
main purpose of first grade in the Turkish education system is to develop children’s basic literacy skills.
In addition, academic development comes to the fore in the first year of elementary school and
afterwards. In the first year, children take six courses (Turkish, life studies, mathematics, visual arts,
physical education, and music) in one day that are run by their classroom teacher. A course typically
lasts 40 minutes and there are 15-minute breaks between the courses. In this context, elementary school
has a more structured form and stricter rules than early childhood education and the family
environment.

School transition is a life-changing event, especially for children (Symonds, 2015). Mangione
and Speth (1998) emphasized that children starting the first-grade experience problems when they enter
an environment full of previously unknown people, rules, and groups. These problems are not only
about adjustment to school; children may also have difficulties in establishing relationships with new
people, such as teachers and peers, in this novel environment. Children might have difficulties,
especially in basic areas, such as sitting for long periods of time and being silent, with which their
teachers expect them to comply in order to adapt to school (Bay & Simsek Cetin, 2014). In this context,
as Schulting, Malone, and Dodge (2005) stated, not all children are successful in transitioning to
elementary school. Additionally, problems related to school adjustment are experienced intensely and
the most applications to school psychological counseling service are made during the first year of
primary school, which is a new beginning (Kaya, Boliikbas1 Macit, & Siyez, 2012). Therefore, adjustment
to school in the first grade of primary school is a significant issue and different factors related to
adjustment should be emphasized in this process.

Some personal qualities, which can be developed during this period, are crucial in determining
the success of children’s adjustment to elementary school. One of these personal qualities is social
competence. For example, Legkauskas and Magelisnkate-Legkauskiene (2021) stated that social
competence is a strong predictor of academic achievement and lack of conflict with the teacher, which
are important indicators of school adjustment for elementary school students. Moreover, at this first
stage of school life after early childhood education, one of the main elements of the socialization process
for children moving away from the family environment to a more formal setting is peer interactions.
Children who can establish healthy friendships are more adaptable and successful (Boulton, Don, &
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Boulton, 2011; Giilay Ogelman & Erten, 2013), while children who are excluded by their friends have
difficulty in adjusting to their school and environment (Buhs, 2005; Buhs, Ladd, & Herald, 2006; Loukas,
Ripperger-Suhler, & Herrera, 2012; Troop-Gordon & Kuntz, 2013). In addition to peers, the relationship
established with the teacher is also important for children’s behavioral and social adjustment to school
(Griggs, Gagnon, Huelsman, Kidder-Ashley, & Ballard, 2009). According to Wentzel (2009), this
relationship can also affect children’s social and academic adjustment motivations.

Behavioral problems are another factor related to school adjustment that may make adaptation
to school difficult, and children who have difficulties in adapting may also exhibit behavioral problems.
Such problems affect children’s school adjustment negatively (Kawabata, Tseng, & Gau, 2012;
Stormshak & Bierman, 1998; Wood, 2006). Therefore, recognizing and intervening in behavior problems
in the early stages of elementary school can contribute to preventing possible school adjustment
problems and/or academic issues that children might experience at that time and in the future. Because
of the complex nature of the adjustment to elementary school and the problems it brings, school
preparation is so important. Children who transition successfully actively engage in learning and adapt
to the new setting; otherwise, they start first grade with anxiety and confusion (Steen, 2011). In addition,
a successful adaptation process establishes the foundation for children’s future achievement (Cook &
Coley, 2017). Indeed, the adjustment problems experienced in elementary school may negatively affect
the social-emotional state, academic success, and ultimately attitude of the child (Ladd & Burgess, 2001),
and this can cause the child to experience internal and external psychological problems in the future
(Erkan & Kirca, 2010; Walker, 2009). Also, activities for adaptation or transition to school can reduce
children’s behavioral problems. For example, after the Zippy’s Friends program, it was concluded that
the externalizing behavior problems and hyperactivity scores of the students in one study decreased
(Mishara & Ystgaard, 2006). Correlatively, as a result of Reggio-type transition activities, there were
significantly fewer behavioral problems after adaptation to school (Schneider et al., 2014). Studies also
emphasize the importance of self-regulation on adaptation to elementary school (Walker & Graham,
2021). Therefore, it is very important to ensure children’s readiness for school in order to prevent
potential future problems. Formal and national programs that take into consideration the factors
outlined above are crucial for supporting students’ readiness for and adjustment to school.

The adaptation activities or programs implemented by teachers in elementary schools are
important for increasing the readiness of children for the school experience (Early & Winton, 2001).
Some examples of school adaptation programs offered to meet the needs of children include the
following: the 15-week Maum Meditation program (Yoo & Lee, 2013) and the 24-week Zippy’s Friends
school-based program aimed at helping children to deal with daily challenges during their adjustment
to first grade (Monkeviciene, Mishara, & Dufour, 2006). Similarly, Reggio-type transition activities
(Schneider, et al., 2014), Multi-State Pre-kindergarten Study (LoCasale-Crouch, Mashburn, Downer, &
Pianta, 2008), summer schools (Berlin, Dunning, & Dodge, 2011), transition programs (Carida, 2011),
and after-school programs (Pierce, Hamm, & Vandell, 1999) are implemented in different countries, and
their positive effects on school adjustment are well known. Activities carried out with students in these
programs help them see school as an entertaining place and improve student-teacher relationships.
School adjustment or transition programs usually contain activities to improve peer relationships,
teacher relationships (Kim & Han, 2015), and social skills (de Moura Pereira & Figueira, 2011; Mishara
& Ystgaard, 2006). In addition, parents’ involvement in these activities both improves the parent-
teacher relationship and enables parents to get to know each other, and in this context, these activities
support various relationships in school. Thus, adaptation to the elementary school process includes
some difficulties for families as well as children (Cook, Coley, & Zimmermann, 2019). For this reason,
successful elementary school adaptation activities should involve both children and families, a
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suggestion that is supported by a number of studies (Cook et al., 2019; Schneider et al., 2014; Schulting
et al., 2005).

Rimm-Kaufman and Pianta (2000) suggested that successful transitions are embedded in
interacting systems and related to parents, early childhood education, and schools and the interactions
of all these elements with each other. In this context, school-based programs that provide family
involvement are expected to be more effective. Dockett, and Perry (2001) stated that the most effective
strategy for elementary school adjustment programs is ensuring they consist of more than one session
and implementing them in small groups with parents and students.

Although in Turkey there are different programs (e.g., Bilgili & Yurtal, 2009; Ozgiir-inam, 2013)
that have been developed to support the adaptation of first year students to elementary school, the most
common program is called the School Adaptation Program, which was created by MoNE in cooperation
with UNICEF. This program has been evaluated in various studies. For example, asc¢1 ve Dikici-
Sigirtmag (2014) investigated the opinions of teachers about the program and evaluated program
participation. Similarly, Ustiindag and Tiirkoglu (2017) focused on the evaluation of the implementation
and content of the program based on teacher opinions. Unfortunately, no study has simultaneously
evaluated the factors affecting adaptation to school and the adjustment programs. Such an endeavor
would be useful in determining whether the elementary school adjustment programs aiming to prepare
children for school improve student-teacher and peer relationships, as well as school adjustment, and
whether the activities foster a reduction in various behavioral problems. Therefore, this study aims to
evaluate the effect of the program on school adjustment, teacher-student relationships, peer
relationships, and the behavior problems students might experience in first grade.

When one examines the adaptation program and its related activities proposed by the Ministry
of National Education, it is clear that social-emotional processes, such as getting to know the school and
school environment; developing cognitive and communication skills, such as being informed about the
lessons; and self-acceptance are used as key components for the children’s school adaptation process.
During the program’s activities, parents and students have time to ask questions and gain a better
understanding of what they should expect from school. Rous, Hallam, McCormick, and Cox (2010)
stated that there is a need to examine adaptation programs and their effects. Research conducted so far
in Turkey has been primarily related to internal reports and the evaluation of the operation of the
program (Tasgi ve Dikici-Sigirtmag, 2014; Ustiindag, 2014). Thus, the psychological effects of the
program on students have not been examined. So, the goal of this study is to examine whether there is
a statistically significant difference between the subtest mean scores of the School Adjustment Teacher
Evaluation Scale for the study group and the comparison group (those not participating in the program).
Ultimately, the hope is to provide feedback to decision makers, elementary school administrators,
teachers, and school counselors regarding the continuation of adaptation activities, as well as to fill a
gap related to the extent to which the program meets the needs of students.

Method

About half the students enrolled in primary school in Turkey are introduced to the school
environment in the first grade. Similarly, in Ankara, where our research was conducted, the rate of
schooling in early childhood education is 58.04% (MoNE, 2017). The MoNE collaborated with UNICEF
to develop activities to help children adjust to their school and its rules, as well as friends and teachers.
Although these school adjustment activities have been implemented since 2006, the coup attempt in
Turkey interrupted this process in 2016. Despite this interruption, first-grade teachers laboring at the
Ministry of National Education have implemented the activities prepared by UNICEF during the first
week of the academic year for approximately 1.4 million students enrolled in a primary school in
Turkey.
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Since this study examined the contribution of these activities to students” school adjustment, we
defined the students attending the activities as “study” group and those who do not attend as the
“comparison” group. This causal-comparative study was modeled on an ex-post facto (which means
after the event in Latin) design since the activities were implemented without the researchers’
intervention and the investigation took place after they were completed (O’'Dwyer & Bernauer, 2013).
In other words, as stated by Fraenkel, Wallen, and Huyn (2012), “both the results and the asserted causes
occurred beforehand and were examined retrospectively” (p. 123).

Adjustment activities have been implemented in all public schools across the country. Since it
was impossible to control threats to internal validity, such as history, maturity, etc., in such a large
group, one region was selected for the study to ensure the potential for measurement error was minimal
(Field & Hole, 2019). Therefore, this study was carried out in the same 33 schools with 1,203 students
from various socioeconomic backgrounds in Ankara that had implemented the activities in 2015-2016
and had not implemented 2016-2017.

Participants

This research, which evaluated the School Adjustment Program’s contribution to students’
various characteristics, was carried out with 110 teachers from 33 schools in Ankara, Turkey. The study
group consisted of 48 randomly selected primary school first-grade teachers during the 2015-2016
academic year. Teachers in this group (13 males and 35 females) rated the adjustment level, student—
teacher relationship, peer relations, and behavioral problems of a total of 683 students (332 males and
351 females) on the scales listed in the next section. The mean age of the students was 82.14 months (SD
=4.65).

The (comparison) group that did not implement the program consisted of 62 teachers (17 males
and 45 females), who were randomly selected and working as first-grade teachers during the 20162017
academic year. These teachers rated the adjustment levels, student-teacher relations, peer relations, and
behavioral problems of a total of 574 students, 285 boys and 289 girls (six students' genders were not
specified) in their classrooms. The mean age of the students was 76.86 months (SD = 4.26).

Data Tools

Teacher Rating Scale of School Adjustment (TRSSA): This scale was developed by Ladd,
Kochenderfer, & Coleman (1996) and adapted into Turkish by Onder and Giilay (2010). The TRSSA
consists of four subscales (school avoidance, school liking, collaborative participation, and self-
directedness) and a total of 25 items. Onder and Giilay (2010) reported the Cronbach’s alpha coefficient
as .70 for the full scale. In this study, Cronbach’s alpha coefficients ranged from .72 to .82.

Student-Teacher Relationship Scale (STRS): Developed by Pianta (2001) and adapted into
Turkish by Demirtas-Zorbaz, Ozer, Gengtanirim-Kurt, and Ergene (2016), the STRS’s Turkish version
consists of two factors (closeness and conflict) and 23 items. “Dealing with this child drains my energy”
is an example of an item on this scale. This study calculated the Cronbach’s alpha coefficients as .76 and
.77, respectively, for closeness and conflict.

Child Behavior Scale (CBS): The CBS was developed by Ladd and Profilet (1996) and adapted
into Turkish by Ergene, Demirtas-Zorbaz, Gen¢tanurim-Kurt, and Ozer (2018). It consists of six subscales
(aggressive behavior to peers, hyperactivity, asocial relationship with peers, anxiety-fear, prosocial
relationship with peers, and exclusion by peers) and a total of 59 items. “S/he is blaming others” is an
item example. Ladd and Profilet (1996) reported that the Cronbach alpha coefficients ranged from .81
to .95. In this study, the Cronbach’s alpha coefficients ranged from .75 to .91.
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Procedure

School Adjustment Program

The program consists of eight handbooks as its foundation, including the management
handbook, the teacher’s handbook, the psychological counselor’s handbook, the teacher’s activity
handbook, the parent’s handbook, the parent’s activity handbook, foundations of the program, and the
evaluation guide. The program assumes that school adjustment evolves over time and has three critical
processes to be considered: preparation, placement, and integration. All the program activities are
designed based on these three processes. The School Adjustment Program has also been developed in a
structure that covers the child—family—school triangle. Theoretical and practical information and
examples are presented on how the three stakeholders can ensure they engage in this process effectively.
The responsibility of each stakeholder is specified in the handbooks. The achievement of the goals of
this program requires the cooperation of principals, school counselors, and teachers. In addition, all
books are made available to principals, teachers, and psychological counselors in digital format.

There are two activity books in the program: one with activities to be implemented by teachers
and the other by parents. The teachers’ handbook has 11 placement activities and 10 integration
activities that they can choose to meet the needs of their classrooms. Settlement activities, such as “Let’s
Meet” or “Balloon Dance,” encourage students to socialize with their teachers and peers. Integration
activities including “Emotion Corner” or “Shape the Numbers,” inspire students share their feelings
about the school and improve their communication skills. In the parent activity book, there are five
preparatory activities, three settlement activities, and one integration activity to support the activities
at school. While parents are asked to apply the preparatory activities before school starts, they are
expected to implement the settlement and integration activities themselves at home, in coordination
with and under the direction of the teacher.

Program Implementation

The implementing team, organized by the school principals, ensures the planning of and is
responsible for the correct implementation of activities. School counselors show this team how teachers
should implement the classroom activities in a practical manner and continue to work with teachers
during the first week of classes. Although most of these activities are expected to be carried out during
the school adjustment week, as determined by the Ministry of National Education, teachers can employ
activities related to the program’s three components throughout the academic year according to class
or student needs. After implementing the program, the adaptation team at each school evaluates the
program and prepares a report for the ministry.

The School Recognition Form and the School Map are prepared by the administrators and given
to parents before the beginning of the education process. Parents are responsible for choosing activities
from the parent activity book according to their children’s needs and implementing them with their
children. Teachers also choose school settlement activities according to the needs of their students, and
they carry out these activities, especially during the first week of school. They also implement school
adjustment activities with the support of school counselors in the first week of classes

Data Collection

The researchers obtained the necessary permissions for the scale administration from the
Hacettepe University Ethics Commission and the Ministry of National Education after selecting the
schools randomly from the Ankara Provincial Directorate of National Education web page. Researchers
visited and informed principals and teachers at the chosen schools about the study. Primary school
teachers generally teach the same students for four years in Turkey, unless circumstances arise that
hinder this process. Therefore, data were collected from multiple first-grade teachers who implemented
the program at each of the chosen schools. Teachers who volunteered and signed the consent form
participated in the study. Two months after the schools opened, researchers placed the scales in a
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separate envelope for each student and asked each teacher to respond to them for 30% of their students
who were selected at random. Teachers received hard-copy scale sets in envelopes equal to the number
of students selected from the list for each class and were also informed how to fill in the scales. They
had one month to observe their students without answering the scales. The teachers who volunteered
also took part in a meeting before study implementation and participated fully in the data collection
process. They completed the scales in an average of 20 minutes for each student. Therefore, each teacher
allocated approximately 3.30 hours to the research.

Data Analysis

The two groups (study and comparison) were contrasted in 12 subscales scores using
multivariate analysis of variance (MANOVA) followed by multiple one-way ANOVA analyses in SPSS
26. Before the analyses, we checked assumptions (missing values, normality, outliers, variance-
covariance equality, and multicollinearity) separately for each group. The data set did not contain any
missing values. The pairwise correlations between the dependent variables were from -.40 to .67,
indicating the absence of multicollinearity. However, score distributions for each group were
moderately skewed in different directions depending on outliers in the dependent variables. In
addition, group variances and variance-covariance matrix equality tests were statistically significant for
some variables. Bonferroni correction was applied for the multiple ANOVA analyses since violation of
the assumptions would increase the type I error.

Results

Descriptive and inferential statistics for the research variables are presented in Table 1.

Table 1. The Means, Standard Deviations, and MANOVA Results for the study (n=683) and
Comparison (n=520) Groups on the School Adjustment Teacher Evaluation Scale

Comparison Group Study group . Eta-squared
Scales M SD M SD F(1,1201) Coefficients
School Avoidance 12.14 1.46 7.70 140  2856.83** .70
School liking 6.38 1.05 10.97 147  3641.10* 75
Collaborative participation 12.54 3.42 23.39 3.31  3084.01** 72
Self-directedness 11.11 1.89 15.51 231  1249.30* 51
Conflict 49.47 7.78 20.65 6.52  4873.12** .80
Closeness 25.52 6.31 40.58 571  1875.46** 61
Aggressive behaviors to peers 8.05 2.32 8.54 2.66 10.73 .01
Hyperactivity 5.49 2.06 5.55 2.08 0.27 .00
Asocial relationship with peers 7.03 1.93 7.13 2.00 0.69 .00
Anxious-fear 4.79 1.42 4.90 1.45 1.71 .00
Prosocial relationship with peers  15.47 3.82 16.10 3.45 9.04 01
Exclusion by peers 7.70 1.81 7.85 1.94 1.97 .00

" Bonferroni adjustment was applied (.05/12); * p < .05

Table 1 shows differences between the groups’” mean scores on the teacher evaluations.
MANOVA analysis revealed a statistically significant difference between the study and comparison
groups in the linear composite of these variables (Pillai’s Trace = .99, F(12,1190) = 26,457.32, p = .00). F
values showed that this difference was between the mean scores of school avoidance, school liking,
collaborative participation, self-directedness, conflict, and closeness. Accordingly, the study group got
higher scores on the scales of school liking, cooperative participation, self-directedness, and closeness
than those in the comparison group, which has lower scores on the school avoidance and conflict scales.
Partial effect sizes (1)?) confirmed that the differences between groups for those variables were large.
There was no statistically significant difference between the groups in the scores obtained from the other
subscales.
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Discussion and Conclusion

In the present study, the contribution of the School Adjustment Program to school adjustment,
student—teacher relations, peer relations, and behavioral problems of the elementary school first grade
students who participated and did not participate in the adjustment program in Ankara, Turkey, were
compared. The findings revealed that children who participated in the school adjustment activities
experienced better school adjustment, closeness to the teacher, prosocial behavior, and less conflict with
the teacher. However, no significant difference was found between the levels of behavioral problems,
except for aggressive behaviors towards peers.

The first finding of this study was that the dimensions of school adjustment, such as cooperative
participation, liking for school, and self-directedness, were higher and the level of school avoidance was
lower in the study group compared to the comparison group. In other words, the study group adjusted
to the school better than the other group. Carter, Brock, and Trainor (2014) stated that adjustment
programs are effective in the school transition process. In this study, it can also be argued that
adjustment activities implemented from the first week of school are effective in the adjustment of first
grade students to school. This finding is line with the extant literature (Berber, 2015; Coelho et al., 2017;
Monkeviciene et al., 2006; LoCasale-Crouch et al., 2008; Tas¢t ve Dikici-Sigirtmag, 2014). School
adjustment activities implemented throughout the term also have the potential to contribute to the
development of students’ readiness for and thus increase their adjustment to school.

The results also revealed that the students in the study group had a closer relationship with
their teachers and experienced less conflict compared to the other group. Considering that preparatory
programs improve the student-teacher relationship (Bilgili & Yurtal, 2009), it can be expected that
students who meet with their teachers before moving on to educational activities and who engage in
adjustment activities will establish healthier relationships with their teachers. Moreover, since the
student-teacher relationship affects children’s school adjustment (Bart, Hajami, & Bar-Haim, 2007;
Chang, 2003; Lee & Bierman, 2015; Nur, Aktas-Arnas, Abbak, & Kale, 2018; Stuhlman & Pianta, 2001),
it can be said that adjustment activities improve student-teacher relations and thus facilitate adjustment
to school. In other words, as stated by de Moura Pereira and Figueira (2011), students’ relationships
within the school develop through practices aimed at improving social skills through such programs,
and thus their adjustment to school increases.

Another finding of the study was that prosocial behaviors with peers and aggressive behaviors
towards peers were higher in the study group. As children’s school adjustment levels increase, their
prosocial behavior levels also increase (Giilay, 2011). Children who adjust to school establish closer and
safer relationships with their peers and teachers (Bart et al., 2007). Moreover, children who have more
friends in the first days of school develop a more positive school perception in the second month and
like school more at the end of the year (Birch & Ladd, 1996; Ladd, 1990). In other words, students who
participate in adjustment activities have the chance to develop more positive relationships with their
peers. However, it is an unexpected finding that aggressive behaviors towards peers were higher in the
study group. Contrary to this finding, the positive effect of adjustment activities in reducing behavioral
problems, such as aggression, has been emphasized in the literature (e.g., Schneider, et al., 2014; Mishara
& Ystgaard, 2006). However, when the 12 values are examined, it is seen that this difference between
the groups is very small. Therefore, the statistical difference detected between the groups can be
attributed to the large sample producing small standard errors (Field & Hole, 2019). Therefore, it is
recommended to conduct new studies to reveal these effects more clearly.

When the effects of the adjustment activities on children’s behaviors were examined, no
difference was revealed between the groups for the variables of hyperactivity/distractibility, asocial
relations with peers, anxiety/fear, and exclusion by peers. Considering that behavioral problems are
associated with social difficulties, such as low peer acceptance, social isolation, and social inadequacy
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(Hymel, Rubin, Rowden, & LeMare, 1990), the reason why adjustment activities are not effective in
lessening children’s behavioral problems can be explained by the complex nature of such problems.
Additionally, effective adjustment programs aimed at reducing behavioral problems, such as
aggression, should be carried out for longer periods of time, such as 12 lesson hours (Hudley, Graham,
& Taylor, 2007). Therefore, since behavioral problems require longer-term and comprehensive
interventions, short-term adjustment activities may not have been effective in addressing them. The
effects of adjustment programs on these features could be re-examined through new studies on this
subject.

When the findings of the present study were evaluated in general, adjustment activities were
found to be effective in school adjustment and student-teacher relations. First, it should be noted that
in many studies (Bierman et al., 2008; Giindiiz & Ozarslan, 2017; La Paro & Pianta, 2000), the aim of
adjustment programs is to effectively support children in making a healthy transition to school. When
the studies in question are examined, it is clear that they emphasize the content and duration of their
implementation, rather than determining whether adjustment activities should be done before or after
the academic year begins. Although there are different opinions about the content and duration of the
practices, teachers have negative opinions about long-term adaptation programs (Ari, 2014). In their
study, Bilgili and Yurtal (2009) revealed that the preparatory work applied to the first graders assisted
the students in getting to know the school environment and improved the parent-student-teacher
relationship. This finding is not unexpected and emphasizes the fact that administrators, teachers, and
students should focus more on adjustment studies. In addition, studies that reveal the views of teachers
on adjustment to primary school can be increased. Considering that adjustment activities not only
improve school adjustment but also improve student—teacher relations, classroom teachers and school
counselors working in elementary schools could carry out adjustment activities at the beginning of and
during the semester.

Limitations

In addition to the contributions of the study, there are also some limitations that should be
considered. First, all the scales used to measure the various characteristics of the students were filled in
by the teachers. Multiple observers, such as parents or peers, and students’ self-reports could be used
in future research. Second, it was assumed that the teachers completed the activities in the program in
accordance with the instructions; therefore, the quality of the implementation of the activities was not
examined in this study. This limitation could be addressed if future research also evaluates how well
teachers implement the program. In addition, this study was conducted with first grade teachers in
Ankara and can only be generalized to similar samples. Third, any early childhood education in which
students engaged was not taken into account. These limitations should be considered in the
interpretation of the findings, and it should be noted that these results do not represent different
samples, such as adolescents or the clinical population. Despite all these limitations, this study
contributes to the literature in revealing the role of adjustment programs on school adjustment, student-
teacher relationships, and peer relations.

35



Education and Science 2022, Vol 47, No 210, 27-39 A. Ozer, T. Ergene, S. Demirtas Zorbaz, D. Gengtanirim Kurt et al.

References

Ari, A. (2014). Tlkokul birinci sinifa baslama yagina iligkin dgretmen goriisleri. Educational Sciences:
Theory & Practice, 14(3), 1031-1047. doi:10.12738/estp.2014.3.2117

Bart, O., Hajami, D., & Bar-Haim, Y. (2007). Predicting school adjustment from motor abilities in
kindergarten. Infant and Child Development: An International Journal of Research and Practice, 16(6),
597-615. doi:10.1002/icd.514

Bay, D. N., & Simgek Cetin, O. (2014). Anasinifindan ilkokula geciste yasanan sorunlar ve ¢dziim
Onerileri. International Journal of Social Science, 30(1), 163-190. d0i:10.9761/JASS52598

Berber, S. S. (2015). Okul dncesi 5 yas cocuklart icin egitici drama temelli okula uyum programinin
degerlendirilmesi (Unpublished master’s thesis). Marmara University, Istanbul.

Berlin, L. J.,, Dunning, R. D., & Dodge, K. A. (2011). Enhancing the transition to kindergarten: A
randomized between childhood aggression and early psychological and school adjustment? Child
Development, 72(5), 1579-1601.

Bierman, K. L., Domitrovich, C. E., Nix, R. L., Gest, S. D., Welsh, J. A., Greenberg, M. T, ... Gill, S. (2008).
Promoting academic and social-emotional school readiness: The Head Start REDI program. Child
Development, 79(6), 1802-1817.

Bilgili, F., & Yurtal, F. (2009). Ilkogretim birinci siniflara uygulanan egitim-6gretime hazirlik
calismalariin degerlendirilmesi. Milli Egitim Dergisi, 38(181), 277-288.

Birch, S., & Ladd, G. (1996). Interpersonal relationships in the school environment and children’s early
school adjustment: The role of teachers and peers. In K. Wentzel & J. H. Juvonen (Eds.), Social
motivation: Understanding children’s school adjustment (pp. 199-225). New York: Cambridge
University Press.

Boulton, M. J., Don, J., & Boulton, L. (2011). Predicting children’s liking of school from their peer
relationships. Social Psychology of Education, 14(4), 489-501.

Buhs, E. R. (2005). Peer rejection, negative peer treatment, and school adjustment: Self-concept and
classroom engagement as mediating processes. Journal of School Psychology, 43(5), 407-424.

Buhs, E. S., Ladd, G. W., & Herald, S. L. (2006). Peer exclusion and victimization: Processes that mediate
the relation between peer group rejection and children’s classroom engagement and achievement?.
Journal of Educational Psychology, 98(1), 1-13.

Carida, H. C. (2011). Planning and implementing an educational programme for the smooth transition
from kindergarten to primary school: The Greek project in all-day kindergartens. The Curriculum
Journal, 22(1), 77-92. doi:10.1080/09585176.2011.550800

Carter, E. W., Brock, M. E., & Trainor, A. A. (2014). Transition assessment and planning for youth with
severe intellectual and developmental disabilities. The Journal of Special Education, 47(4), 245-255.

Chang, L. (2003). Variable effects of children’s aggression, social withdrawal, and prosocial leadership
as functions of teacher belief and behaviors. Child Development, 74(2), 535-548.

Coelho, V. A., Marchante, M., & Jimerson, S. R. (2017). Promoting a positive middle school transition: A
randomized-controlled treatment study examining self-concept and self-esteem. Journal of Youth
and Adolescence, 46(3), 558-569.

Cook, K. D., & Coley, R. L. (2017). School transition practices and children’s social and academic
adjustment in kindergarten. Journal of Educational Psychology, 109(2), 166-177.

Cook, K. D,, Coley, R. L., & Zimmermann, K. (2019). Who benefits? Head start directors’ views of
coordination with elementary schools to support the transition to kindergarten. Children and Youth
Services Review, 100, 393-404.

de Moura Pereira, V. A. B., & Figueira, A. P. C. (2011). Project “Positive Attitude”: Promoting school
success through social and emotional abilities development. Design for elementary and middle
school students, in Portugal. Interamerican Journal of Psychology, 45(2), 185-191.

36



Education and Science 2022, Vol 47, No 210, 27-39 A. Ozer, T. Ergene, S. Demirtas Zorbaz, D. Gengtanirim Kurt et al.

Demirtas-Zorbaz, S., Ozer, A, Genctanurim-Kurt, D., & Ergene, T. (2016). C)gretmen—ogrenci Higki
Olgeginin (OOIO) uyarlanmasi. Egitimde ve Psikolojide Olgme ve Degerlendirme Dergisi, 7(2), 407-418.

Dockett, S., & Perry, B. (2001). Starting school: Effective transitions. Early Childhood Research &
Practice, 3(2), 2-19.

Early, D. M., & Winton, P. J. (2001). Preparing the workforce: Early childhood teacher preparation at 2-
and 4-year institutions of higher education. Early Childhood Research Quarterly, 16(3), 285-306.

Ergene, T., Demirtas-Zorbaz, S., Gengtamirim-Kurt, D., & Ozer, A. (2018). Cocuk Davranis Olceginin
Tiirkge’ye uyarlanmasi. Elementary Education Online, 17(4), 1960-1971.

Erkan, S., & Kirca, A. (2010). Okul 6ncesi egitimin ilkogretim birinci sinif 6grencilerinin okula hazir
bulunusluklarina etkisinin incelenmesi. Hacettepe Universitesi Egitim Fakiiltesi Dergisi, 38, 94-106.

Field, A., & Hole, G. (2019). Arastirma nasil tasarlanir ve raporlastirilir (A. Ozer, Ed. & Trans.). Ankara:
Ani Yayincilik.

Fraenkel, J. R., Wallen, N. E., & Hyun, H. H. (2012). How to design and evaluate research in education (8t
ed.). New York: McGraw-Hill.

Griggs, M. S., Gagnon, S. G., Huelsman, T. J., Kidder-Ashley, P., & Ballard, M. (2009). Student-teacher
relationships matter: Moderating influences between temperament and preschool social
competence. Psychology in the Schools, 46(6), 553-567.

Grimley, L. K., & Bennett, J. (2000). Beginning school ready to learn: An international perspective. School
Psychology International, 21(3), 322-335.

Giilay, H. (2011). 5-6 yas grubu ¢ocuklarda okula uyum ve akran iligkileri. Elektronik Sosyal Bilimler
Dergisi, 10(36), 1-10.

Giilay Ogelman, H., & Erten, H. (2013). 5-6 yas ¢ocuklarinin akran iliskileri ve sosyal konumlarinin
okula uyum diizeyleri {izerindeki yordayia etkisi (Boylamsal calisma). Selcuk Universitesi Sosyal
Bilimler Enstitiisii Dergisi, 30, 153-163.

Giindiiz, H. B., & Ozarslan, N. (2017). Farkl yas kategorilerinde ilkokula baglayan &grencilerin okul
olgunlugu ve 6gretmen gortislerine gore okula uyum problemleri. Abant [zzet Baysal Universitesi
Egitim Fakiiltesi Dergisi, 17(1), 212-230.

Hudley, C., Graham, S., & Taylor, A. (2007). Reducing aggressive behavior and increasing motivation
in school: The evolution of an intervention to strengthen school adjustment. Educational
Psychologist, 42(4), 251-260.

Hymel, S., Rubin, K. H., Rowden, L., & LeMare, L. (1990). Children’s peer relationships: Longitudinal
prediction of internalizing and externalizing problems from middle to late childhood. Child
Development, 61(6), 2004-2021.

Kawabata, Y., Tseng, W. L., & Gau, S. S. F. (2012). Symptoms of attention-deficit/hyperactivity disorder
and social and school adjustment: The moderating roles of age and parenting. Journal of Abnormal
Child Psychology, 40(2), 177-188.

Kaya, A., Boliikbas1 Macit, Z., & Siyez, D. M. (2012). Bir ilkdgretim okulu psikolojik danisma ve rehberlik
servisine yapilan basvurularin incelenmesi. Elementary Education Online, 11(4), 1087-1100.

Kim, H. K., & Han, H. S. (2015). Understanding early childhood teachers’ beliefs and self-stated practices
about social competence instructional[ strategies in the context of developmentally appropriate

practice: a comparison of preservice and in-service teachers in the United States. European Early
Childhood Education Research Journal, 23(4), 476-496.

La Paro, K. M., & Pianta, R. C. (2000). Predicting children’s competence in the early school years: A
meta-analytic review. Review of Educational Research, 70(4), 443-484.

Ladd, G. W. (1990). Having friends, keeping friends, making friends, and being liked by peers in the
classroom: Predictors of children’s early school adjustment?. Child Development, 61(4), 1081-1100.

37



Education and Science 2022, Vol 47, No 210, 27-39 A. Ozer, T. Ergene, S. Demirtas Zorbaz, D. Gengtanirim Kurt et al.

Ladd, G. W., Kochenderfer, B. J., & Coleman, C. C. (1996). Friendship quality as a predictor of young
children's early school adjustment. Child Development, 67(3), 1103-1118. doi:10.2307/1131882

Ladd, G. W., & Burgess, K. B. (2001). Do relational risks and protective factors moderate the linkages
between childhood aggression and early psychological and school adjustment?. Child
Development, 72(5), 1579-1601.

Ladd, G. W., & Profilet, S. M. (1996). The Child Behavior Scale: A teacher-report measure of young
children’s aggressive, withdrawn, and prosocial behaviors. Developmental Psychology, 32(6), 1008-
1024.

Lee, P., & Bierman, K. L. (2015). Classroom and teacher support in kindergarten: Associations with the
behavioral and academic adjustment of low-income students. Merrill-Palmer Quarterly, 61(3), 383-
411.

Legkauskas, V., & Magelinskaite-Legkauskiené, S. (2021). Social competence in the 1st grade predicts
school adjustment two years later. Early Child Development and Care, 191(1), 83-92.

LoCasale-Crouch, J., Mashburn, A., Downer, J., & Pianta, R. (2008). Pre-kindergarten teachers’ use of
transition practices and children’s adjustment in kindergarten. Early Childhood Research Quarterly,
23(1), 124-139.

Loukas, A., Ripperger-Suhler, K. G., & Herrera, D. E. (2012). Examining competing models of the
associations, adjustment problems, and school connectedness. Journal of School Psychology, 50(6),
825-840.

Mangione, P. L., & Speth, T. (1998). The transition to elementary school: A framework for creating early
childhood continuity through the home, school, and community partnerships. Elementary School
Journal, 98(4), 381-394.

Milli Egitim Bakanlign Okul Oncesi Egitim ve Ilkogretim Kurumlari Yonetmeliginde Degisiklik
Yapilmasina Dair Yonetmelik. (2019, 10 Temmuz). Resmi Gazete (Sayi: 29072). Retrieved from
https://edremit10.meb.gov.tr/meb_iys_dosyalar/2019_08/28172748_yonetmelik_degisikligi.pdf

Ministry of National Education. (2012). 12 yil zorunlu egitim sorular-cevaplar. Retrieved from
https://bit.ly/38QG9AX

Ministry of National Education. (2017). Milli Egitim istatistikleri, 6rgiin egitim 2016-2017. Retrieved
from http://sgb.meb.gov.tr/www/icerik_goruntule.php?KNO=270

Mishara, B. L., & Ystgaard, M. (2006). Effectiveness of a mental health promotion program to improve
coping skills in young children: Zippy’s Friends. Early Childhood Research Quarterly, 21(1), 110-123.

Monkeviciene, O., Mishara, B. L., & Dufour, S. (2006). Effects of the Zippy’s Friends programme on
children’s coping abilities during the transition from kindergarten to elementary school. Early
Childhood Education Journal, 34(1), 53-60.

Nur, 1., Aktas-Arnas, Y., Abbak, B. S., & Kale, M. (2018). Mother-child and teacher-child relationships
and their associations with school adjustment in pre-school. Educational Sciences: Theory & Practice,
18(1), 201-220. d0i:10.12738/estp.2018.1.0608

O’Dwyer, L. M., & Bernauer, J. A. (2013). Quantitative research for the qualitative researcher. Thousand
Oaks, CA: Sage.

OECD. (2017). Starting strong V: Transitions from early childhood education and care to primary education.
Paris: OECD Publishing. doi:10.1787/9789264276253-en

Onder, A, & Giilay, H. (2010). 5-6 yas ¢ocuklari icin okula uyum 6gretmen degerlendirme 6lgegi’ nin
giivenirlik ve gecerlik calismasi. International Online Journal of Educational Sciences, 2(1), 204-224.

38



Education and Science 2022, Vol 47, No 210, 27-39 A. Ozer, T. Ergene, S. Demirtas Zorbaz, D. Gengtanirim Kurt et al.

Ozgiir-Inam, B. (2013). Ilkokul 1. stnif uyum programimn degerlendirilmesi (Unpublished master’s thesis).
Ankara University, Ankara.

Pianta, R. C. (2001). Student-teacher relationship scale: Professional manual. Odessa, FL: Psychological
Assessment Resources, Inc.

Pierce, K. M., Hamm, J. V., & Vandell, D. L. (1999). Experiences in after-school programs and children’s
adjustment in first-grade classrooms. Child Development, 70(3), 756-767.

Rimm-Kaufman, S. E., & Pianta, R. C. (2000). An ecological perspective on the transition to kindergarten:
A theoretical framework to guide empirical research. Journal of Applied Developmental
Psychology, 21(5), 491-511.

Rous, B., Hallam, R., McCormick, K., & Cox, M. (2010). Practices that support the transition to public
preschool programs: Results from a national survey. Early Childhood Research Quarterly, 25(1), 17-
32.

Schneider, B. H., Manetti, M., Frattini, L., Rania, N., Santo, J. B., Coplan, R. J., & Cwinn, E. (2014).
Successful transition to elementary school and the implementation of facilitative practices specified
in the Reggio-Emilia philosophy. School Psychology International, 35(5), 447-462.

Schulting, A. B., Malone, P. S., & Dodge, K. A. (2005). The effect of school-based kindergarten transition
policies and practices on child academic outcomes. Developmental Psychology, 41(6), 860-871.

Steen, B. F. (2011). Promoting healthy transitions from preschool to kindergarten. Young Children, 1(6),
90-95.

Stormshak, E. A., & Bierman, K. L. (1998). The implications of different developmental patterns of
disruptive behavior problems for school adjustment. Development and Psychopathology, 10(3), 451-
467.

Stuhlman, M. W., & Pianta, P. C. (2001). Teachers’ narratives about their relationships with children:
Associations with behavior in classrooms. School Psychology Review, 31(2), 148-163.

Symonds, J. (2015). Understanding school transition: What happens to children and how to help them. London:
Routledge.

Tasc1, N. ve Dikici-Sigirtmag, A. (2014). Okula uyum haftasinin okul oncesi dgretmenleri ve siuf
ogretmenleri agisindan incelenmesi. Milli Egitim, 43(202), 101-116.

Troop-Gordon, W., & Kuntz, K. J. (2013). The unique and interactive contributions of peer victimization
and teacher-child relationships to children’s school adjustment. Journal of Abnormal Child
Psychology, 41(8), 1191-1202.

Ustiindag, N. (2014). [lkokul birinci sinif uyum ve hazirlik programmmn G3retmen goriislerine gore
degerlendirilmesi (Unpublished master’s thesis). Adnan Menderes University, Aydin.

Ustiindag, N., & Tiirkoglu, A. (2017). Ilkokul birinci sinif uyum ve hazirlik programi'nin 6gretmen
goriiglerine gore degerlendirilmesi. Adiyaman Universitesi Sosyal Bilimler Enstitii Dergisi, 25, 306-348.

Walker, S. (2009). Sociometric stability and the behavioral correlates of peer acceptance in early
childhood. The Journal of Genetic Psychology, 170(4), 339-358.

Walker, S., & Graham, L. (2021). At risk students and teacher-student relationships: Student
characteristics, attitudes to school and classroom climate. International Journal of Inclusive
Education, 25(8), 896-913.

Wentzel, K. (2009). Students’” relationships with teachers as motivation contexts. In K. Wentzel & A.
Wigfield (Eds.), Handbook of motivation in school (pp. 301-322). Malwah, NJ: Erlbaum.

Wood, J. (2006). Effect of anxiety reduction on children’s school performance and social
adjustment. Developmental Psychology, 42(2), 345-349. doi:10.1037/0012-1649.42.2.345

Yoo, Y. G, & Lee, I. S. (2013). The effects of school based Maum meditation program on the self-esteem

and school adjustment in primary school students. Global Journal of Health Science, 5(4), 14-27.
doi:10.5539/gjhs.v5ndp14

39



